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ABSTRACT
MOTIVATION FOR ACADEMICALLY GIFTED STUDENTS
IN GERMANY AND THE UNITED STATES:

A PHENOMENOLOGICAL STUDY

Steven James Bourgeois, PhD

The University of Texas at Arlington, 2012

Supervising Professor: Adrienne E. Hyle

Recent trends toward globalization have engendetetest in
comparative educational systems, pointing towardemiundamental change
beyond the current focus upon accountability messsuil his phenomenological
study considered the effect of extrinsic motivatmmghe intrinsic motivation of
academically gifted students in Germany and theddritates. Nine top
performing 16 and 17-year olds attending privatests in Germany and the
United States participated in open-ended intervieagetermine their
motivational orientation toward academic tasksachers and administrators
from both schools provided comments to supporttmextual understanding
gained from classroom observations. Although naplerquantitative studies
have measured levels of intrinsic and extrinsicivatibn for diverse groups,

there are few phenomenological studies that attéongkplore the subtlety of

Vi



cognitive processes. Conspicuously lacking alsacaewss-cultural studies
relating to intrinsic and extrinsic motivation. time present study, | posed
research questions relating to how academicaltg@j$tudents in both countries
experience motivation toward academic tasks. Tdindabe frames of self-
determination theory (Deci & Ryan, 1985) and fldweary (Csikszentmihalyi,
1975, 1990, 1997), | considered how extrinsic naibvs such as grades, high-
stakes tests, and parental expectations affeatsidrmotivation. Results
indicated that the American students experienchkadively more autonomy-
supportive instruction, a greater sense of belangirthe school environment,
and more frequent flow experiences in the acadeomntext than their German
counterparts. Conversely, the German studentbietiiless focus upon
competition and greater intrinsic interest in theademic activities than the
American students. With this in mind, the studgvided insight into both
educational systems, particularly with respecttolent motivation. It addressed
the unintended consequences of standards-basadttist, uniform teaching
methods, and high-stakes testing that have becdoeedrm in both countries.
Perhaps most importantly, it identified gifted aeaulc motivation as a potential

problem, rather than as an outward sign of a s¢heatcess.
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CHAPTER ONE
DESIGN OF THE STUDY

Students sitting in a classroom have many posagibliévations to learn
the curricular content. They could be motivateddhieve a desired grade, to
please teachers or parents, to earn the rightrtipate in extra-curricular
activities, or to maintain self-esteem by avoidiagure. Students might take a
longer view and learn the material to achieve @esgrades or grade point
average, which might gain them access into a giess university and effectuate
a favorable increase in their future earning powafithin the same classroom,
other students may be motivated to learn mateeehbse they consider it to be
inherently meaningful and of some personal valDeci and Ryan (1985)
consider academic motivation to be subtle and elianging, depending upon the
discipline and the specific learning activitiesor Example, a student may be
intrinsically motivated to complete research fdristory project, yet rely on
extrinsic incentives to complete math homework.

Some of the greatest thinkers of Western cultuve laaldressed the
concept of motivation, often putting forth theioposals for the most
fundamental of all drives. [hhe Wealth of Nation§mith (1937) proposed that
humans are primarily motivated to acquire wealtodlgh self-interest (original
work published 1776). Kant (2005) turned this falation on its head by

suggesting a moral instinct that could be cultidateough education (original



work published 1785). He stated that in the ststoral sense, individuals
should be motivated through a feeling of duty, denl “Act only in accordance
with that maxim through which you can at the samme twill that it become a
universal law” (Kant, 2005, p. 81). Schopenha2@08) put forth a more
pessimistic view, suggesting that the goal of exise is to silence the will
(original work published 1818). For Schopenhaadrrepresented a means
through which the inherent pain and frustratiomaman life could be
momentarily calmed. He considered the emergenbermdom as a profound
argument against the value of living. Mill (18G8pposed a qualitative
difference between selfish actions and those irgend benefit society.
However, he still maintained that pleasure wagtiang force, and “to desire
anything, except in proportion as the idea of plesasure, is a physical and
metaphysical impossibility” (Mill, 1863, p. 58Marx (1961) held that humans
strive to assert themselves within their historaradl social context (original work
published 1867). Although the external sign o$ fphenomenon manifests itself
through class struggle at the economic level, Maaintained that humans act to
maximize their personal interest and that of teewial group.

In keeping with the primacy of self-interest, DanwiL872) argued that
humans, like all living creatures, are motivateduovive. By adapting to the
environment, individuals foster the survival of $peecies. Nietzsche (1974) took

Darwin’s argument a step further, augmenting theigal drive with the will to



acquire and exercise power (original work publisimeti886). His works
represent a sustained attack upon the possibfljtiuistic motivation. This
view parallels that of Freud (1961a), who propaseal conflicting drives:eros,a
love instinct, andhanatos a death instinct (original work published 1920).
Through clinical studies, Freud (1961b) demonstraiawv the drives of sex and
aggression were opposed and thwarted by the foffagsilization (original work
published 1930).

For cognitive psychologists, motivation represeamtsnner process that
explains why individuals act in certain ways (Dd®y75). Cognitive theories
focus upon the process of thinking and carry tlsei@ption that thoughts provide
a causal influence upon actions (Deci, 1975). Withe educational context, the
student is cognitively present during the learmmgment, but also focused upon
what preceded it. A complex chain of causalityhmitthe conscious and
subconscious mind of the student leads to the pt@sement. In Shakespearean
terms, “What'’s past is prologue” (Shakespeare, i 4, p.1621). Within any
given moment, the student’s past orientation isgdiby thoughts of the future.
The specific nature of what comes next for eactiesttireveals something about
the qualitative character of the learning mome#dr our purposes, we can define
that chain of causality, coupled with internal isgtiof goals, as motivation (Deci,

1975).



In the mid-20th century, psychologists began @neixie the complexity
of human motivation, suggesting models to explaer processes. Hull (1943)
proposed four basic drives, including hunger, thssex, and avoiding pain.
Maslow (1943) asserted that once the basic needshbeen satisfied, individuals
aspire to reach their potential through self-adzasion. According to Deci
(1975), traditional drive theory “involves a defior need in body tissues outside
the nervous system which (1) energizes behaviardsalts in a consummatory
response which reduces the need or deficit angr(#uces learning” (pp. 28-29).
This assertion aligns with Skinner’'s (1953) apphpachere human motivation is
strictly determined by external causes. By assgramabsence of inner
motivation, Skinner characterized behavior as paese to stimuli, asserting “A
person is not an originating agent; he is a loaymint at which many genetic
and environmental conditions come together in it jeffect” (1974, p. 172).
Skinner’s behavioral psychology continues to hawdqund impact upon the
discipline and represents a justification for tbkeetn economy of rewards and
sanctions that characterizes modern education (Kt98).

While Skinner (1953) conducted research on homadify behavior
through operant conditioning, Hartmann (1958) anuté/(1959) considered the
phenomena of how humans and animals explore thewwndings, exhibit a
motivation to play, and attempt to assert mastad/autonomy over their

environment. Later, DeCharms (1968) put forthabecept opersonal



causation where “man’s primary motivational propensityoste effective in
producing changes in his environment” (p. 269).c@xding to White (1959), the
desire to explore one’s environment does not éttthditional definition of a
drive. Strictly speaking, the need to explore arahipulate one’s surroundings is
not the result of a deficit within the nervous gyst Nor does this exploration
result in a satiation of the need. In fact, upompletion of the exploration, one
is likely to experience boredom, which may havenbibe cause of the
exploration in the first place (Deci, 1975).

Moving beyond a strict drive theory, White (19%®)d DeCharms (1968)
introduced the concepts of competence and self+datation to describe how
individuals attain optimal levels of arousal. De@hs (1968) stated that the
individual “strives to be a causal agent, to beghmary locus of causation for,
or the origin of, his behavior; he strives for maral causation” (p. 269). He
described individuals who believe they are thetkof causality” (p. 328) for
their own behavior asitrinsically motivated According to Deci (1975), intrinsic
motivation represents an inner drive to take pagn activity for its inherent
enjoyment. Dewey (1913) referred to this statauadied interest” (p. 15) where
the individual devotes full and “undivided” (p.1lierest towards the completion
of atask. Deci and Ryan (1985) suggested thaaldactors, including parenting
style and education, can either enhance or inimbéte interest and curiosity of

children (Deci & Ryan, 1985).



DeCharms (1968) identified individuals who pereean external locus of
causality for their actions to lextrinsically motivated In this instance, the
individuals performed actions to receive a contirigeward or to avoid a
sanction. Extrinsic motivators represent the funeatal tool of behavioral
psychologists (Skinner, 1953) to effectuate behavichanges. The opposition of
intrinsic and extrinsic motivation is central teetburrent study and has had
profound implications for school reform from proggseze movement of Dewey
(1913) and Kilpatrick (1951) to attacks upon staddaed curriculum and testing
of today (Kohn, 1993; Popham, 2001).

Researchers have documented substantial use ofsextnotivators in
the home (Garn, Matthews, & Jolly, 2010; Kohn, 19%3e school (Kohn, 1993;
Newby, 1989), and in the workplace (Halachmi & Helt 1987). The
application of extrinsic motivators, such as deselli grades, high-stakes tests,
honor rolls, praise, stickers, certificates, gdlts, trophies, competition,
controlling language, surveillance, and monetawarels permeates kindergarten
through graduate school (Kohn, 1993). Althougleptally effective in the
short-term, extrinsic motivators have been showmaiee hidden costs (Ryan &
Weinstein, 2009), including an undermining impgobmi long-term intrinsic
motivation to learn (Deci, Koestner, & Ryan, 198@ci & Ryan, 1985).
Research has shown that extrinsically motivatedesits display less complex

learning (Deci, Koestner, & Ryan, 1999), less cuegt(Grolnick, Deci, & Ryan,



1997), less risk-taking behavior (Hennessey, 20@6%, ability to sustain
attention in academic tasks (Deci & Ryan, 2000{ lass desire for academic
challenges (Reeve, 2006). Extrinsically motivagedaients are more likely to
demonstrate academic procrastination, which hagrantental impact upon
performance (Senecal, Koestner, & Vallerand, 1995).

Although extrinsic motivators are ubiquitous in #ahool setting (Kohn,
1993), Reeve and Halusic (2009) described classprastices that promote self-
directed, intrinsically motivated learning. Theseluded taking the student’s
perspective, offering choices, and providing fee#tlthat is formative and
informational (Reeve & Halusic, 2009). Admittedégudents receive no shortage
of feedback in most educational settings. Howeweblic policy has encouraged
that feedback to become increasingly evaluativesamamative in nature
(Popham, 2001). A host of psychological theorniegluding self-efficacy
(Bandura, 1999; Pajares, 2008) and self-worth ratitm theory (Covington,
2009) assert that students construct self-wortlkdapon internalization of this
feedback. If the feedback indicates failure ielative or absolute sense, then
students will likely minimize self-imposed goalsdaavoid challenges with the
intention of avoiding failure (Covington, 2009) hd culture of assessment has
created a generation of students who attempt fonpeup to standard without

enjoying what they are doing.



Repeated exposure to extrinsic motivators has praf@sychological
consequences for students who grow to value tharcemore than the joy of
learning itself (Ryan & Deci, 2000). By presentsahool as work and learning
as a commodity, educators have systematically eduearning from the self-
determined intentions of students. While exhilgitaxternal signs of attention,
students develop a form of “psychic entropy” (Czéstmihalyi, 1997, p. 66),
where cognitive intentionality and action conflict.

In the larger picture, educators are employing atgtdl methods of operant
conditioning (Skinner, 1953) to induce studentsetach proscribed levels of
academic achievement. As school administratoreakiated increasingly based
upon student achievement measures, they instituieatling practices that
directly influence teaching style (Pelletier & Spa2009). As administrators
incentivize teaching through performance measteashers respond by applying
stricter control over students (Flink, BoggianoBé&rreyt, 1990). This focus
upon measurable student outcomes has dominatert pobity in education at all
levels (Popham, 2001). Ironically, concentratipom extrinsic motivators has
been shown to decrease academic achievement (Bedwaeci, 1984;

Boggiano, Flink, Shields, Seelbach, & Barrett, 99Bust as the act of
measurement influences that which is measuredegubhntum level (Wheatley,
2006), so does educational measurement impactrdtpdedormance and

classroom practice. According@ampbell’'s Law;The more any quantitative



indicator is used for social decision-making, therensubject it will be to
corruption pressures and the more apt it will bdistort and corrupt the social
processes it is intended to monitor” (Campbell,6,9¥% 49). For McNeil (1996),
“measurable outcomes may be the least signifiemilts of learning” (p. xviii).
By undermining students’ intrinsic motivation t@ia, educators have created a
new problem that cannot be solved by stronger imgesy stricter controls, or
more sophisticated measurement.
Statement of the Problem

We know that academic intrinsic motivation decrsas®e students
progress through multiple levels of education, spelcifically from kindergarten
through &' grade (Gottfried & Gottfried, 1996, 2006; Harte®81; Lepper,
lyengar, & Corpus, 2005). Researchers (Deci, 19&pper, Green, & Nisbett,
1973; Ryan, 1982) have employed experimental desigth self-report measures
to establish the undermining impact of rewards nagse upon intrinsic
motivation. They have also administered a varétguestionnaires to assess
motivational orientation for various groups (Va#lad, Blais, Briere, & Pelletier,
1989; Vallerand et al., 1993). Although these quative studies revealed
participants’ perceived motivational orientatioraagiven moment, they did not
take into account the complex chain of inner caasahherent in cognitive
processes (Deci, 1975). By viewing the phenomerionotivation in isolation

for a very short period of time, researchers hagletted questions concerning



why andhowindividuals develop motivational perspectives.thair search for
psychometric validity, researchers have failedpgpraciate the nuanced and
highly personal nature of motivation.

Although there are extensive quantitative studieasuring levels of
intrinsic and extrinsic motivation for diverse gp®, there are few
phenomenological studies that attempt to explagesttbtlety of cognitive
processes. Deci and Ryan (1985) characterizesttloy of motivation as “an
inquiry into thewhy of behavior” (p. 3). Through the words of indivals
experiencing the phenomenon of academic motivati@n¢can gain a nuanced
understanding of inner states. According to Vaméfa(1990), the purpose of
phenomenology “is to construct an animating, eveeatescription (text) of
human actions, behaviors, intentions, and expeggeas we meet them in the
lifeworld” (p. 19).

Conspicuously lacking also are cross-cultural stsidelating to intrinsic
and extrinsic motivation. Hantrais (2007) suggesheat cross-cultural
comparisons allow the researcher to “see the fanfilom a new perspective” (p.
13) and to gain an understanding as an outsidehtas not obvious to insiders”
(p. 13). Because cross-cultural (or cross-natjostaldies are comparative in
nature, they provide a lens through which to vieghanomenon critically.
Particularly in light of the recent focus upon maable performance standards,

academic motivation has been viewed as somethatgribst bencreased

10



However, the phenomenon has not been problematizatis, educators and
researchers have rarely considered the problematigequences of increasing
academic motivation. To accentuate the unintergd@edequences of extrinsic
motivation, cross-cultural research can exposeadul practices that may
escape scrutiny within the context of a single ¢gunKohn (1987) described
how cross-national investigations can offer a viallegerspective, noting “In no
other way can we be certain that what we belieugeteocial-structural
regularities are not merely particularities, thedarct of some limited set of
historical or cultural or political circumstancgg’. 713). He went on to assert
that “cross-national research is equally valughdehaps even more valuable, for
forcing us to revise our interpretations to takecamt of cross-national
differences and inconsistencies that could nevemgevered in single-nation
research” (p. 713).

While cross-cultural approaches have examined systactors
influencing academic motivation (Chirkov, 2009; &bw & Ryan, 2001), few
studies have focused attention upon the motivatiomantation of academically
gifted students. This segment of students attaingally sanctioned levels of
success, irrespective of the motivational techrsqeraployed. In fact, the
relatively high levels of achievement for acadentycgifted students could speak
to the successful implementation of contingent reiwand incentives.

According to the criteria of their academic indibas, these students have been
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highly successful. They have negotiated their thagugh the system and come
out on top, based upon the definition of succes$$qth and blessed by the
teachers and school administration. They have beecessful at every level and
sustained their efforts to finish at the top ofitlygaduating class, based upon
standardized test scores and accumulated gradea peeiod of years. These
students represent the desired product the instiiintend to produce.

With this in mind, there is a gap in the literatwih respect to studies of
the academic motivation for gifted and successfidents. Although these top
students have attained high grade point averageg may possess only moderate
levels of true academic interest. High-performsiigdents have learned to work
through the system with focus upon measurable owtsorather than upon the
specific academic content. In broader terms, ttenpmenon of interest may
concern what remains, motivationally speaking,radtstudent has successfully
worked through the academic program. The voicesatlemically successful
students may reveal the cumulative costs of thert@conomy present in most
school systems. The academically gifted studemtg also shed light on the
process of internalization and goal framing, whiepresents a transformation
from extrinsic to intrinsic orientation towards teag. If one of the goals of
education is to create life-long learners, thenat be instructive to study the end
product (motivationally speaking) that represenssiecessful secondary career.

The words of exemplary student may reveal sombaefrttangible (non-
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measured) academic outcomes of education and Eeexgpse what is lacking in
the academic program.

Although many psychological theories could be aggpto student
motivation, self-determination theory (Deci & Ryd®85) and flow theory
(Csikszentmihalyi, 1997) provide the best way tgibe¢he exploration of
intrinsic and extrinsic motivation in the academétting. Most motivational
theories focus upon the quality of the outcomeeamathan the internal processes
prior to action. For example, they may meastudent achievement based upon
a motivational intervention, such as the impositdm rewards system. It may
sound counterintuitive to view the motivationalesriation of highly successful
students as a problem. In fact, parents and teaskréve to instill an
achievement-oriented motivational outlook in studerHowever, despite the
outwardly successful academic outcomes of giftadesits, the quality of
learning with respect to creativity and depth maybmpromised in the process.
The combined theoretical lenses of self-determomattneory (Deci & Ryan,

1985) and flow theory (Csikszentmihalyi, 1975, 199@97) provide a critical
perspective for viewing the phenomenon of motivafar academically
successful students as a problem with far-readnipdjcations.
Purpose of the Study
Through the lenses of self-determination theoryc{[8eRyan, 1985) and

flow theory (Csikszentmihalyi, 1975, 1990, 1997k purpose of this dissertation
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study was to explore the phenomenon of academiwatiain for high-achieving
16 and 17-year olds attending private schools im@ay and in the United
States. The study provided insight into the cogaiiotivational processes of
secondary students in both countries as they waikeg variety of academic
tasks. Because of systemic differences with régpecacking, standardized
testing, and college entrance requirements for @eramd American schools, the
study revealed educational practices that influeheeyuality of student
motivation. The study explored how high-achievatigdents developed their
motivational orientation toward specific acadenaiskis and disciplines. It
examined factors within and outside of school dmattributed to this
motivational orientation for specific students.clttrified the extent to which
grades, high-stakes tests, college admissionsresgants, and monetary
considerations affected the students’ attitudestdiearning activities. In
addition, it considered factors from the home emvwinent, such as the application
of rewards and sanctions, and how they influenbedrotivational orientation of
students. Finally, it evaluated the extent to Wwhacademically gifted students in
both countries maintained intrinsic interest infpaming academic tasks.
Research Questions

The following research questions guided this study

1. How do academically gifted students in GermanythedJnited States

experience motivation toward academic tasks? Spaity, how do they:
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develop their motivational orientation toward sfiecacademic
tasks and disciplines?
experience the presence of grades, high-stakes pesental
expectations, and other extrinsic motivators imost?
2. In what ways do the experiences of acadaiyigifted students in Germany
and the United States support understandings plasitgelf-determination theory
(Deci & Ryan, 1985) and flow theory (Csikszentminal 975, 1990, 1997)?
3. What other realities about motivational éx@nces toward academic tasks
and disciplines are revealed through observatigrrviews, and journals of
academically gifted students in the United States@ermany?
4, How useful are self-determination theorg¢D& Ryan, 1985) and flow
theory (Csikszentmihalyi, 1975, 1990, 1997) in ustnding the motivation of

gifted German and American students?

Orienting Theoretical Frameworks
Literature relating to both self-determination the(Deci & Ryan, 1985)
and flow theory (Csikszentmihalyi, 1975, 1990, 198fovided context for the
full spectrum of motivational orientations presemaicademically gifted students.
| presented the seminal studies relating to batbribs and specific research

relating most directly to student motivation.
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Self-Determination Theory

Self-determination theory (Deci & Ryan, 1985) wasstructed based
upon White’s motivational explanation for the phememon of exploratory play
and DeCharms’ (1968) concept of personal causatsaif-determination theory
posits three universal human needs, including auntgn competence, and
relatedness (Deci & Ryan, 1985)utonomyis the central element of self-
determination theory to the extent that it représamanifestation of a perceived
internal locus of control for actions (Deci & Ryd85). Competenceepresents
a perceived expectation of performing activitiea @roscribed level (Deci,
Vallerand, Pelletier, & Ryan, 1991). This psyclgyal need contains significant
overlap with the fundamental assumption of selicaffy theory (Bandura, 1999),
where individuals develop confidence through aeseof mastery experiences.
Relatednessoncerns how students develop emotional connectiatin
significant others such as teachers and fellowesttgd(Deci et al., 1991). Deci et
al. described self-determined acts as being “fetiglorsed” (p. 328) and
intrinsically motivated at the cognitive level. &arding to Deci and Ryan, self-
determined acts foster both psychological well-ba&nd happiness. The degree
to which these needs are met either supports aramdes individuals’ intrinsic
motivation to learn about and act upon their surdiogs (Deci & Ryan, 1985).

Just as cultural factors, such as parenting styelucation, can enhance

intrinsic motivation, they can also undermine ldagn interest (Deci & Ryan,
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1985). For this reason, self-determination thdwmy been studied within the
contexts of education (Deci & Ryan, 1985), paren{i@arn, Matthews, & Jolly,
2010), competitive athletics (McAuley Duncan, & Tiaen 1989), psychology
(Milyavskaya et al., 2009), weight loss (Kim, DeiZuckerman, 2002), and
health care (Ryan, Patrick, Deci, & Williams, 200&)riginally conceived as a
meta-theory, self-determination theory (Deci & Rymncomprised of five
separate mini-theories relating to human motivatidbhe mini-theories most
relevant to the present study amgnitive evaluation theor§peci, 1975) and
organismic integration theor¢Deci, 1975). Cognitive evaluation theory deals
specifically with factors that enhance and undeemimrinsic motivation.
Organismic integration theory attempts to explam process by which
individuals integrate extrinsically motivated adiies into their sense of self
(Deci & Ryan, 1985).
Flow Theory

Flow theory (Csikszentmihalyi, 1975, 1990, 199 fresents a natural
extension of self-determination theory (Deci & Ryaf85) in that it describes
the inner processes of individuals experiencingrsic motivation.
Csikszentmihalyi introduced the concepflofv as an inner state where the mind
is focused on a single task. The conditions thppert flow experiences include
clear goals, specific rules, appropriate resporaek,of inner questioning,

immediate feedback, and optimal challenge (Csiksaialyi, 1997).
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Individuals experiencing flow exhibit a lack of sebnsciousness and feel
that time passes quickly (Csikszentmihalyi, 199%pw is an experience for
which one attends completely and that is “wortinddor its own sake”
(Csikszentmihalyi, 1997, p. 32). This verbiaggrad directly with Deci’s
concept of intrinsic motivation (1975). Howevdow takes place in time and
represents a heightened state of intrinsic motwatommon to athletes and
artists. When an athlete is “in the zone” (Csikgaehalyi, p. 29, 1997), there is
an alignment between skills and challenge. Arstantiay experience “aesthetic
rapture” (Csikszentmihalyi, p. 29, 1997) while evgged in the creative process.
Rigby and Przybylski (2009) found that optimal ¢aage and immediate
feedback are also central to virtual gaming. Téeued that virtual games
present players with an array of choices, ofterkegpflow experiences by
leveraging the fantasy and curiosity of the play®igby & Przybylski, 2009).

It is not surprising that Csikszentmihalyi (197990, 1997) provided
most of his examples of flow from leisure-time emprces. However, he argued
that individuals commonly experience flow while Wwimg, driving, socializing, or
studying (Csikszentmihalyi, 1997). Although flowperiences in the classroom
may be conspicuous for their absence, the framewarkilluminate the concept
of academic intrinsic motivation. To foster flowperiences in the classroom,
teachers would need to offer students an arragademic choices and

differentiated instruction. They would have toyade immediate feedback and
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ensure that students operate at an optimal levatafenge throughout each
activity. Teachers would need to support a flexilbe of class time, following
Montessori’s (1912) prescription to never interra@tudent who is enveloped in
a learning task. For students engaged in flow e&pees, time would seem to
pass quickly and they would personally endorse tearning at the highest level.
By fleshing out what it means to be intrinsicallptimated, flow theory
(Csikszentmihalyi, 1975, 1990, 1997) provides a pglementary frame to self-
determination theory (Deci & Ryan, 1985). This ¢onation of theoretical
frames affords a unique perspective for researcstuent motivation.

Although self-determination theory (Deci & Ryan 859 and flow theory
(Csikszentmihalyi, 1997) offer explanations of giftstudent motivation, total
reliance upon these perspectives may work agdiegtérmeneutic process of a
phenomenological study. In addition to the afaeationed theoretical frames,
the specific research questions, along with thepgesative of the researcher, drove
the interpretation of data. As the purpose of engimenology is to construct the
essence of a phenomenon (Van Manen, 1990), thg stpdesented an attempt to
describe and interpret the data, rather than ttyzm& exclusively through an
existing theoretical lens.

Methodology
This dissertation study employed qualitative metiogy to provide a

detailed and nuanced understanding of gifted stutetivation. Qualitative
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research fosters a contextual understanding agsareiand provides insight
concerning why individuals act in certain ways (€vell, 1994; Marshall &
Rossman, 1999). Qualitative researchers applycindutechniques of data
analysis to reveal themes that may not emerge ghrquantitative studies
(Creswell, 1994; Patton, 2002). Qualitative reskears study phenomena of
interest in their natural setting (Creswell, 19Bénzin & Lincoln, 2003; Lincoln
& Guba, 1985) and employ multiple sources of datkecting multiple
perspectives. Researcher and participants negoti@aning in an interpretive
process, which takes into account the reflexivityhe researcher and the social
context of the phenomenon (Van Manen, 1990). @étdra hermeneutic
phenomenological study are questions concerningolleeof the researcher as
interpreter (Creswell, 1994; Van Manen, 1990). Wfitis in mind, | devoted
significant attention to the philosophical assummpsi of phenomenology and the
process of hermeneutics. This necessitated aoricit exploration of the
phenomenological method, with emphasis on the wbHteidegger and
Gadamer.

Within the qualitative methodology, this study eoydd the hermeneutic
phenomenological approach. Through interviewssttzom observations, and
analysis of participants’ written responses, thiegtattempted to provide insight

into the phenomenon gifted motivation.
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The Researcher

Recognizing the centrality of the researcher tespneter in a
phenomenological study, | state my interpretivespective. | have taught high
school German for the past 18 years. This affardsnsight into the German
language and the educational culture that is agfon@htal element of the study. |
have developed a level of oral and written fluetigt allowed me to conduct the
interviews at the German school in the participamsive language. | have had
the chance to teach and visit German classroomsyioapacity as coordinator of
several German exchange programs. Through stedehainges, | have had the
opportunity to observe visiting German student$inithe school setting in the
United States as well. By observing the interactbGerman and American
students, | developed interest in their relativaimadional orientation toward
academic tasks. Specifically, | suspected thaGeman students were more
mature and possessed more interest and were rkelethh engage in discussions
of academic content than their American countespart

In addition to the perspective | established &eanan teacher, | bring a
fundamental stance as an educational reformeave httempted to reform
education at both the classroom and the schoolslev@am a founding member of
an innovative charter school specializing in Sagerieechnology, Engineering,
and Math (STEM). By being on the ground floor o€ls an enterprise, | have

become an advocate for project-based and inquisgddearning
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methodologies. This instructional perspective éragendered my interest in
student motivation and self-directed learning medel

My passion for educational reform is equaled bylowe of German
literature and philosophy. My primary influenceslude Schopenhauer,
Nietzsche, Kafka, Hesse, Mann, and Heidegger—allladm challenged the
intellectual prejudices of their day. My approdcltstudent motivation developed
out of a cynical view (in the most positive senssjard current educational
practice. | mistrust the current trend in educatmward reliance upon
measurable outcomes of student achievement. Myrbgis with the concept of
intrinsic motivation and learning for its own sakghe idea of intrinsic
motivation was crystalized by Nietzsche’s (1961ag® of a child as a “self-
propelling wheel” (p. 264) in his book titleithus Spoke Zarathust(ariginal
work published 1885). The German version [“ein sigh rollendes Rad”]
(Nietzsche, 1885, p. 27), reads from-itself rolling wheel This implies the
possibility of an inner causation at the cognilereel where thought leads to
action. | consider this type of inner drive tolaeh the ideal and goal of
education.

My experiences as a professional jazz pianistvansity tennis coach
have provided me many examples of heightened sitrimotivation, or flow
experiences (Csikszentmihalyi, 1997). The artist the athlete share a reverence

for the moment which contains optimal challenge,¢kpectation of success, and
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a feeling that time passes quickly. Having expergel the self-directed approach
to learning, | find it frustrating to work with slents who rely upon external
incentives to complete learning activities. | ades learning to be a basic human
need that is both enjoyable and essential to gopihass.

| also have a vested interest in reforming thelvatibnal orientation of
students. My three children, ages five, nine, Rhdepresent tangible examples
of academic motivation. My youngest is on the eevfentering kindergarten
and possesses a curiosity and love of learningghaintagious. My two older
children have entered a transitional period whieeg bften speak of hating public
school. They are gradually becoming exposed tulstals-based instruction and
high-stakes testing. As | write about the benefitstudent-driven learning, they
talk of worksheets and describe schoolvask. My goal is to find or create a
school where my older children can enter schodh Wie same sense of joy and
wonder that my youngest child possesses.
Data Needs

To complete the study, | collected data that gteslicontext and insight
into the phenomenon of academic motivation foregifstudents. | required
repeated exposure to the research sites to undetstav the instructional setting
influences student learning and motivation. Thiduded direct classroom
observation and a tour of the campus. | gainesadunderstanding of

institutional goals with respect to student moiwatoy interviewing school
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directors and teachers. The most essential eleofi¢iné study was the student
interviews, supplemented by an orientation meetiit participating students. |
posed both general questions and specific prol&tsngeto academic motivation.
After the campus-based collection of data was cetepl added a level of
understanding by collecting written reflectionssaidents concerning their
academic motivation for a week. This written datawed me to employ
hermeneutic methods to corroborate, clarify, an@ldynoral data.
Data Sources

Moustakes (1994) used the term “co-researchersL(@) to describe
participants in a phenomenological study. My ceesgchers consisted of a total
of nine academically gifted students attending sthiroGermany (four students)
the United States (five students). This aligndwiblkinghorne’s
recommendation of five to 25 participants in a giraanological study (1989). |
requested participation from the top fivéMdrade students in the American
school, according to class ranking as determinegragle point average. The
German participants were in the classcEigntierungsstufe which although
technically representing the "1 @rade, was actually closest to the American
students in age and academic program. Althoughimiohg academic giftedness
to 1Q, as was the procedure established by Gatthred Gottfried (1996), the
proposed identification of the top academic perfensrcreated a relatively similar

group of participants with respect to academic essc Because of similar levels
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of academic achievement, | hoped to isolate systamal cultural factors that
influenced the students’ motivational orientatioward academic tasks. |
selected 16 and 17-year old students because thieyimwthe middle of their
secondary academic program, where extrinsic matigdtave become
intensified, and yet they have not reached theestdgenioritisthat may indicate
a-motivation or a shifting of academic prioritischose elite private schools as
research sites because they are likely to prodinghapercentage of college-
bound students, representing some of the highbstang students in both
countries.
Data Collection

| employed multiple data collections strategiegam a nuanced and deep
understanding of the phenomenon of gifted studetivation. To comprehend
school context, | took part in campus tours andrinewed school directors, math
teachers, and history teachers. According to Ge#g2007), understanding
setting and context is essential to reporting case study within a bounded
system. | observed students in their natural ohass setting and provided them
multiple opportunities (group orientation, indivalunterviews, and Survey
Monkey entries) to describe their lived experientt respect to academic
motivation.

Student Participant Orientation. | built rapportdpnducting an audio-

taped orientation with the student participantsifreach school prior to the
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classroom observations and open-ended intervidg allowed for some level
of familiarity with student participants prior tbe individual interviews and
facilitated clarity with respect to subsequent edats of the study. Creswell
(2007) stated that such an orientation can be tefeetwhen individuals
interviewed one-on-one may be hesitant to prownfi@mation” (p. 133). The
student participant orientation consisted of anrimfal conversation with the
group where | learned general details about tifeistories and their goals.

Campus Tour and Interviews with School Staff. Upativing at the two
research sites, | took part campus tours with t@chDuring the tours, | did not
take notes; nor did | ask scripted questions. &atrattempted to gain a
contextual understanding of the school settingghsB8quently | conducted one-
hour recorded interviews with the directors of bethools. | asked the directors
open-ended questions relating to curricular progtanademic goals, and
motivational techniques. | conducted the intendetthe German school in
German. | conducted similar interviews with onglmand one history teacher
from each campus after the student interviews weneplete. | chose math and
history classes because they are common to botn&eand American schools,
representing the natural sciences and the humanggpectively. After recording
the interviews, | created transcripts (and trarsha) for later analysis.

Student Interviews. At the end of four subsequehbsl days, | scheduled

one-hour interviews with the student participartaudiotaped, transcribed, and
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analyzed the interviews to produce a descriptipnegenting the essence of the
phenomenon. The individual interviews focusedtandtudents’ academic goals,
their study routines, and how they experienced vatitn for academic tasks. |
also asked how the significant adults in theirdiugfluenced their motivational
orientation toward school. | posed specific questirelating to their experience
of math and history classes respectively.

To gain thick and rich understanding of the phenaoongGeertz, 1973), |
posed follow-up questions relating to the threenelets of self-determination
theory (Deci & Ryan 1985), including autonomy, aeiand relatedness. In
addition, | put forth probes relating to the eiglttibutes of flow experiences,
(Csikszentmihalyi, 1997), including single-mindeddis upon a task, clear goals,
specific rules, appropriate response to the rinesnediate feedback, alignment of
skills and challenge, a lack of inner questionengy] the feeling that time passes
quickly.

Classroom Observations. | observed each studdrgtinmath and history
courses for 45 minutes. Where schedules confli¢tedanged observations of
other disciplines, ensuring at least two visitsdach participating student. | did
not electronically record classroom observatidRather, | took written notes
upon a protocol with special focus upon a physiesicription of the room,
classroom routines, teacher/student and teachermglegonships, and student

engagement in the lesson. Although my focus wabestudents participating in

27



the study, | also attempted to gain contextual tstdading of the respective
classroom environments.

Survey Monkey Questions. Following the suggestibvan Manen
(1990), | asked participants to create a digitafjpal for five school days in
which they reflect upon their motivation to taketpga academic activities. On
the Monday following the interviews and observasiostudent participants
received daily links to Survey Monkey, where thegponded to five or six open-
ended questions relating to their experience ofl@céc motivation on that day.
By reflecting privately on academic motivation thghout the week, participants
revealed trends and themes relating directly tgotitenomenon. Combined with
the student orientation, classroom observatiors recorded interviews, the
reflective journals added a layer of depth to therppmenological study.

Data Analysis

The current research was essentially an explanatsg study in which |
tested the usefulness of self-determination thé@egci & Ryan, 1985) and flow
theory (Csikszentmihalyi, 1975, 1990, 1997) in ustending academic
motivation. | employed the hermeneutic phenomegiodd method to analyze
data from interviews, classroom observations, andesit journals. | sought
common themes relating to academic motivation fided secondary students. |
considered similarities and differences with respeonotivation between

German and American students attending privateadshd o construct the

28



essence of the phenomenon of motivation for gistbndary students, |
supported my narrative with the voices of the pgréints. The hermeneutic
process creates the possibility that the researohgrinterpret the phenomena
differently from the participants (Crotty, 1998)Vith this in mind, | did not
perform member checking.

| approached data collection, analysis, and repgis a spiraling process
(Creswell, 2007; Huberman & Miles, 2002) and wasrof adjustments in the
study, based upon the thematic content of the drgots and notes from
classroom observations. Realizing that any nagaccount was necessarily an
interpretation, I did not follow the procedure oébketing (Moustakas, 1994) or
Epocheas proposed by Husserl (1931, original work phiglds1913). Rather, |
followed Van Manen (1990) to the extent that thergimenology was overtly my
interpretation of lived experience. This alignethwadamer’s (1975)
contention that “foregrounding and appropriatioroné’s own fore-meanings and
prejudices” is central to the researcher’s queastifmerstanding “the other”
(p. 271-272). The lens through which | interpretieel data and form the
guestions was derived from my experience as a éeacbach, graduate student,
musician, and father. The specific research qoestilid not arise out of thin air.
Rather, | formed them purposefully to reveal sonmgtlabout the phenomenon of
gifted student motivation. | also created the aesle questions to explore the

usefulness of self-determination theory (Deci & Ry8985) and flow theory
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(Csikszentmihalyi, 1997) for understanding studentivation. Heidegger (1996)
stated that “every questioning is a seeking (oabwork published 1927). Every
seeking takes its direction beforehand from whabisght” (p. 3). With this in
mind, | rejected the possibility of a pure, unbcs#erpretation of a
phenomenon. Rather, | posed questions and anatigadhrough existing
theory with reflexive awareness of my role as regesx in the interpretive
process.
Significance of the Study

The current study added to the literature on studwtivation in research,
theory, and practice. It filled methodological gap the literature that will
inform future studies on gifted academic motivation
Research

Since there are few cross-cultural studies on siut@tivation, the study
informs our understanding of the connection betwatimsic motivation and the
basic human needs of autonomy, competence, artddeéss across national
boundaries. | suggested systemic factors, suphoggams of tracking, school
organization, and assessment procedures to exXpldings where the two groups
of students differed. These specific areas of @mpn between German and
American schools represent fertile ground for fattesearch. The study explored
the extent to which extrinsic motivators, such ightstakes testing, praise, and

monetary rewards are ubiquitous across nationatdaries. Although there are
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many quantitative studies describing the underngiesfect of rewards and
incentives on long-term intrinsic motivation (Dekipestner, & Ryan, 1999), few
studies have explored this phenomenon through trdsaof academically gifted
students.
Theory

Through the study, | tested the explanatory poveelf-determination
theory (Deci & Ryan, 1985) and flow theory (Csiksteihalyi, 1975, 1990,
1997) for understanding the academic motivatiogitvéd students. The
combination of the two theoretical frames, alonthwhe phenomenological
approach, produced results beyond the snapshaiaérg motivation
demonstrated by most quantitative studies. Thrdhglstudents’ comments, the

study revealed how motivation varies in relatiospecific academic tasks.

Practice

With respect to educational practice, the studyl sighit upon the process
in which students develop and sustain academicvatain, and upon the factors
that enhance and undermine intrinsic motivatioy.eBamining the inner
processes of high-achieving students, the studsated classroom and parenting
practices that influence long-term interest in @&rait tasks. By studying the
motivational orientation of individuals who repraséhe zenith of the educational
system, the study addressed the issue of whatahsi® be successful in school.

The study considered the long-term cost of higldewac achievement from the
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perspective of the students themselves. By cadlitention to educational and
parenting practices relating to student motivatiohoth Germany and the United
States, the study cast a critical view on educatipractice in both countries.
Perhaps most significant, the study problematizediemic success, exposing the
potential costs of extrinsically-motivated achiewsrn
Chapter | Summary

This chapter presented context and justificatiorafoross-cultural
phenomenological study on gifted student motivatitirprovided an historical
examination of motivational theories, with parteuémphasis upon the transition
from mechanistic to cognitive psychology. It désed the development of new
areas of motivation beyond traditional drive thesri These areas included the
desire to explore and learn about one’s environmé&he chapter detailed the
Statement of the Problem by supporting the neetdtr cross-cultural and
phenomenological data on gifted student motivatilbexplained the benefit of
studying the motivational orientation of high-achrey students, with emphasis
upon the impact of social and educational factpanuheir long-term interest in
learning. It presented research questions thaeguihe study, and justified the
appropriateness of the qualitative methodologytHerspecific research problem
and the hermeneutic phenomenological approachliectag and interpreting
data. The chapter summarized the frames of sédiHaénation theory (Deci &

Ryan, 1985) and flow theory (Csikszentmihalyi, 19¥890, 1997) as lenses
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through which to view gifted student motivatiort explained and justified
elements of the proposed method, including purpbsaimpling of participants
and sites. It also detailed the procedures fax dallection and analysis. The
chapter concluded with a statement of the studgtengial implications for
research, theory, and practice.
Reporting

What follows in the remaining chapters includesexiBw of Literature,
Presentation of Data, Analysis, and a Conclusieiuding a discussion of the
implications of the study for research, theory, pratctice. Chapter Il consists of
a Review of Literature to provide context for thiess-cultural phenomenological
study. It contains three major sections relatmglements of the study. In the
first section, | clarify the cross-cultural aspeatshe study by evaluating
similarities and differences, both past and predsttiveen the German and
American educational systems. In the second sedtexamine research relating
primarily to academic motivation through the theiwad perspective of self-
determination theory (Deci & Ryan, 1985). Thedmsection consists of research
relating to flow theory (Csikszentmihalyi, 1975909 1997), expressed as an
intensified experience of intrinsic motivation.

In Chapter lll, | detail all aspects of my methaalp} as it evolved through
the research process. Allowing for emergent desigeed upon collection of

data, | adapted the study as needed. In thisehdpeport on the process of data
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collection as it took place. To support this, pkeny own journal where |
recorded timelines, calendars, and took notesimglé how the design emerged
throughout the research process.

In Chapter IV, | offer the Presentation of Datdahe form of a
phenomenology, where | constructed the essenciéted gtudent motivation,
based upon the words of the participants and stgghby observation and
context. Within this narrative, | allow the paitiants to speak for themselves,
yet constantly aware of my role as collaboratahimhermeneutic process. |
support the phenomenological approach by detathegphilosophical
assumptions and various interpretive approachésdimg Husserl, Nietzsche,
Heidegger, Gadamer, and Van Manen.

| present my Analysis of the data in Chapter V cdésmg how the
theoretical frames of self-determination theory¢Df Ryan, 1985) and flow
theory (Csikszentmihalyi, 1975, 1990, 1997) infodniee study. | examine the
data through the three elements of self-deterndndheory and the eight
elements of flow theory. In a cross-cultural stutlys essential to compare data
based upon cultural commonalities and differen&essed upon specific findings,
| devote considerable attention to how culturatdes; both in Germany and the
United states, affect gifted student motivation.

In Chapter IV, | summarize the study, provided dosions, and put forth

implications for research, theory, and practicelsb present suggestions for
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future research. The last section of the chaptamesents a discussion of the

study and how it changed my understandings of llempmenon under review.
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CHAPTER TWO
REVIEW OF LITERATURE

In this review of literature | situate the crosstaral elements of the study
with respect to education in Germany and the UrBtedes, | evaluate studies
relating to the educational implications of seltetenination theory (Deci &
Ryan, 1985), and | consider how research on fl@oth (Csikszentmihalyi,
1975, 1990, 1997) informs the experience of herggdentrinsic motivation.
Within the three sections, | attempt to clarifyuss that arise in the Presentation
of Data, Analysis, and Conclusion chapters.

Cross-Cultural Aspects of the Study

The German and American educational systems havertsrated
reciprocal influence from the time of the Enlightant through the present day at
the elementary, secondary, and university levetddszhmidt, 1992).
Elementary Education

Eichhoff (1988) suggested that kindergarten playsee conspicuous
role in American education than in its country otlh The German educator
Froebel originally conceived kindergarten as a@habere children could engage
in free exploration and cooperative tasks (Eichhb®88). Although originally
named the Institution for Play and OccupatiBegchaftigungsanstalt-roebel
later coined the term kindergarten [children’s gajd Eichhoff, 1988). After

several kindergartens appeared in Germany in teelB80s and 1840s, the first
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non-German adaptations appeared in London in1881naWatertown,
Wisconsin in 1856 (Eichhoff, 1988). Whereas then@m kindergarten is
typically run by private institutions or churchégnerican kindergartens have
become a recognized part of the public school sy¢Echhoff, 1988).

At the elementary level, both German and Americdosls share a
common inclusive model, which lacks tracking ofd&nts for the first four years.
Elementary schools in Germany avoid ability groggiand focus upon the
concepts of “see and enjoyAfschauehand “home world” Heimai (McAdams,
1993, p. 99). In contrast to the intense competith German intermediate and
secondary schools, the elementary schools seakdteca positive experience for
children and foster curiosity and a sense of betapngVicAdams, 1993). This
resembles the self-contained elementary classradheiUnited States with its
focus on socialization. After the fourth grades tivo countries’ respective
systems diverge through structures of within-scl{boiited States) and between-
school (Germany) tracking (Schnabel, Alfeld, Ecck8aumert, 2002).
Secondary Education

In recent years, German school officials have ldakieAmerican models
to circumvent their rigid tracking system at the@®lary level. German schools
have introduced a two-ye@rientierungsstuf¢orientation program] that allows
students and parents to inform themselves conagthachoice of three possible

secondary tracks (McAdams, 1993). As a prototgpehfeGesamtschule
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[comprehensive high school], which has grown inyapty since the 1990s
(McAdams, 1993), Germans have turned to the Amernigh school, where
students of diverse levels of academic abilitydeander one roof.
University Education

With their focus on scholarship primarily in thetural sciences, the
German model exerted particular influence on thergemt university in the
United States (Cohen & Kisker, 2010). Benjaminnkii’s visit to the
University of Gottingen in 1766 had profound infhwe on the Public College of
the city of Philadelphia, which was later to becaime University of
Pennsylvania (Goldschmidt, 1992).

In the early 1800s, a group of American graduatdesits, primarily from
Harvard, Yale, Johns Hopkins, and Cornell, atter@ednan universities and
returned to establish a focus upon independenareseeach within their chosen
field (Cohen & Kisker, 2010; Teichler & Wasser, 299 From exposure to the
German system and their requirement that all psoisshold a PhD, American
universities gradually promoted the professionélraof the professorship,
complete with self-chosen research agendas anawgotant academic freedom
(Cohen & Kisker, 2010).

German Educational Traditions
Through two World Wars and 40 years of divisioritwo separate

nations, much of the German educational systemdmained. Central to the
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current system in Germany is a transition model fibranalizes tracking after the
fourth grade (Griebel & Berwanger, 2006). Like Aman youth, most Germans
attend kindergarten. In 2000, 29.8% of 3-year-of@s9% of 4-year-olds, 94.8%
of 5-year olds, and 85.9% of 6-year-olds attendaddegarten in Germany
(Buchel & Spiess, 2002). However, this attendasosluntary and not part of
the state system.

All German students atter@arundschulgprimary school] and share a
common curriculum. After the fourth grade, baspdrutest scores, grades, and
the advice of teachers and administrators, famihast select one of three
secondary education tracks. According to the Garnaional reporBildung in
DeutschlandEducation in Germany], 20.4% of German studetiend the
Hauptschulewhich is the least academic alternative, leatingarly graduation
and most likely a trade school after th&'Hpade (Bildungsministerium fir
Bildung und Forschung, 2010). Next in populargyheRealschulewhich is
attended by7.9% of Germans students (BildungsministeriunBildtung und
Forschung, 2010). This is a compromise betweetrdge-focusetHauptschule
and the college preBymnasiumwhich is attended by 36.1% of German students
(Bildungsministerium fur Bildung und Forschung, PP1 According to the
Statistisches Bundesamt (1993), only 30% of Gerbdapear-olds attended
Gymnasiumn the 1992-1993 school year. The significantease in

Gymnasiunmattendance illustrates the cultural capital asdediwith this
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graduation track (McAdams, 1993). The StatistisdBendesamt (1993) reported
that the remaining German students attended atGe&samtschul€.2%), which
resembles the American comprehensive high schoah stitution offering
multiple graduation options (6.5%).

Similar to many private schools in the United Sfatbe German
Gymnasiums divided into upper and lower schools. Studé@ntie upper school
(grades 11-13) have already selected their magmanor subjects and have
commenced studying for thebitur, a comprehensive exam they must take after
the 13" grade. In most German states, there is a trenffeéotheAbitur after the
120 grade, which would align their secondary prograrthe American timeline.
Students attending ti@ymnasiunmust complete 22 courses during their time in
the upper school, based upon detailed requireménitgally, students may select
a track focusing on modern languages, classicgliages, or mathematics and
natural science (Ashwill, 1999). Once the gradwapilan has been established,
German students designate two major and two mungests to be assessed on
the Abitur (Ashwill, 1999). Classes meet one to four timesypeek, often at
different times of the day, and there are no nyréele level courses.

According to Glaesser (2008), the transition madé&erman schools
places considerable stress upon parents and ssudEim¢ decision of a secondary
education track has significant influence upon alamiobility and future earnings

(Glaesser, 2008). Baumert, Trautwein, and Ar{2D03) reported that 10% of
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German students change academic tracks in thegfifitle. However, 90% of
those transfers are to a less academically demgusdhmool (Baumert et al.,
2003). The curriculum of th@ymnasiums constructed to prepare students to
successfully complete thbitur, which is a 14-hour written and oral exam in four
subjects (Ashwill, 1999). Exam questions rangenfrecall of information to
application, analysis, and interpretation of knage (Ashwill, 1999).

Although successful graduation from tBgmnasiunguarantees college
admission across Germany, there is a highly conmgefoint system for
admittance into specific academic majors. For gdanduring a particular
school year, a grade point average of 1.6 may bessary to attend medical
school. Germans have traditionally been on a bi6tfscale, with a 1 being the
highest grade. However, some upper schools haeatly adopted a 15-point
scale. Students receive an added weight to acéounariance inrAbitur results
from the 16 Federal States in Germany. Just asriéarestudents depend upon
SAT scores and GPA to receive college acceptaneen&Gymnasiunstudents
must focus upon numerical results to further taeademic and professional
goals (Ashwill, 1999; Popham, 2001).

Both the German and American school systems heentivized learning
through grades, high-stakes testing, and competitdiiege entrance criteria. In
both systems, it is common practice for teachemnfidlement deadlines,

surveillance, and controlling language to ensuce@dural compliance and,
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ultimately, student achievement. Schools in batimtries feel external pressure
to increase student achievement on measurablernac@Ashwill, 1999;
Popham, 2001).

Program for International Student Assessment (PISA)

In 2000, the Organization for Economic Cooperatad Development
(OECD) administered the inaugural internationalnexemed Program for
International Student Assessment (PISA). The Z200y involved a sample of
180,000 15-year-olds from 219 schools around thédi{@aumert, Trautwein, &
Arteilt, 2003). They selected 15-year-olds becdbhsg were near the end of their
compulsory schools and provided data concerninguneulative
accomplishments of the diverse educational sys{@asmert, Trautwein, &
Arteilt, 2003). According to Lingens (2005), thiSR exam is not content-
intensive; rather, it attempts to assess the stadamderstanding of concepts and
processes and to critically evaluate informatioa wariety of contexts.

The results for PISA in 2000 served as a wake-lUgateaders within the
German educational system. Touted as a traditpmakrhouse on international
educational comparisons, the Germans suddenly ftherdselves in the lower
half of scores with respect to 32 industrial cost(OECD, 2001). Germany
scored below the OECD average in the areas ofigditieracy, mathematical
literacy, and scientific literacy (OECD, 2001). t@idfi the 32 participating nations,

Germany scored 2in reading literacy, 2Bon mathematical literacy, and"26n
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scientific literacy (OECD, 2001). In comparisolne tUnited States fared slightly
better than Germany in all areas, scorin@ tbreading literacy, 1®on
mathematical literacy, and %4n scientific literacy (OECD, 2001). For
Germans, scoring below countries like the CzechuBkp Hungary, and Iceland
represented a blow to national pride, and educaltieaders experienced what
has been terme@SA-ShocKLingens, 2005)

The study revealed significant differences in penfance between the
various German states (OECD, 2001). For exampleaBa scored Ibrelative
to the other nations in reading literacy, while ilBex scored near the very bottom
of all countries in the study (OECD, 2001). Faroantry with such a strong
literary tradition, it was surprising that 42 pertef German students indicated
that they did not read for pleasure (OECD, 200Mis represented the highest
level of the 32 nations in the study (OECD, 200&pr more than any other
country, German students demonstrated greatemearia reading skills based
upon socio-economic level (OECD, 2001). Similarigfive Germans scored
significantly higher than non-German natives intlatee subject areas (OECD,
2001). This highlighted a growing problem of loeademic performance for
immigrant students who attethuptschulenoften within the larger German
cities. The study also revealed that Germans helaéwely high number of
students who are required to repeat grades, cochpatbe OECD average

(OECD, 2001). The German Ministry of Educationpasded with a call for
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national curricular standards, focus on measuratd€elemic outcomes, all-day
schooling, and additional measures to equalizeattumal opportunities for
students in the 16 federal states (Lingens, 2005).

The reaction of Germans to their students’ rel&ip@or showing with
the initial round of PISA is reminiscent of the Animan’s reaction to the launch
of Sputnik by the Soviet Union in 1957. The Unittétes Congress ratified the
National Defense Education Act (NDEA) to promotgmvement in areas of
education relating to national security, specificatath, science, and modern
languages (Hartman, 2008). In 1983, the Natiormsh@ission on Excellence in
Education put fortiA Nation at Riskwhich warned:

If an unfriendly foreign power had attempted to owe on America the

mediocre educational performance that exists todaymight well have

viewed it as an act of war. As it stands, we hall@ved this to happen to
ourselves. We have even squandered the gainsdargtachievement
made in the wake of the Sputnik challenge. Moreowe have
dismantled essential support systems which helpgderthose gains
possible. We have, in effect, been committing @méunthinking,
unilateral educational disarmament. (National Cogsion on Excellence

in Education, p. 1)

Recovering from the initial shock with respect étatively low scores in

2000, Germans rebounded in subsequent PISA assessmamking 18 out of 30
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countries in 2003,"8out of 30 countries in science in 2006, ant! 7reading
out of 34 countries in 2009 (OECD, 2010). Germadlyieved its gains while
decreasing its spending on education relative aegdomestic product from
4.9% in 2000 to 4.7% in 2008 (OECD, 2010). Amaristudents’ relative
ranking went in the downward direction during tlexirounds of testing, scoring
24™in math in 2003, Zlin science in 2006, and 2@n reading in 2009 (OECD,
2010). Despite its relative declines in PISA perfance, the United States
currently spends 5.7% of its gross domestic prodanaducation (OECD, 2010).
High-Stakes Testing

Relatively low scores on PISA in 2000 in Germang anthe United
States propelled both countries to formalize inseelaaccountability standards,
particularly in the areas of reading, math, andrsme. According to Jirges,
Schneider, and Bichel (2005), the results of TIMBSrd International
Mathematics and Science Study) and PISA inspir@degpdiscussion
concerning how to efficiently improve Germany'satale standing. In Germany,
the Kultusministerkonfereneecommended focusing on early education,
increasing the length of the school day, and enhgrassessment outcomes
through professional development (Lingens, 200%5.a way to formalize
educational requirements, German states have siogg required the
administration of central exit examinations (Jurgeal., 2005). According to

Jirges et al., the central exit examinations arstfnequently required at the
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upper secondary school level in the content areasath, German, science, and
foreign languages. Although other subjects areafty assessed at a local level,
there is a growing trend in Germany for nationalizeandards and common
assessment for all academic disciplines (Van AckeBéock, Klein, & Kuhn,
2012).

Jurges et al. (2005) used existing data from ti141995 TIMSS
assessment to compare the student performance=ma@ states with central
exit exams to those that do not require the assadsnThe sample consisted of
5,763 seventh and eighth grade students from 13n&eschoolsHauptschulen
andRealschulep Because of the extensive data, they chosentbtheir study to
results in mathematics and not inclu@gmnasiunstudents.

Their initial finding, though certainly not surpng, was that students
attending thé&kealschulgerformed significantly better than those in the
HauptschulgJurges et al., 2005). They also found that stigde federal states
that administered central exit examinations scergdificantly higher in math
than those students in states without the exarmma(Jirges et al., 2005). Based
upon statistical analysis, Jurges et al. suggektadhe presence of the central
exit examination increased student achievemenmieytioird per academic year.

According to Lingens (2005), the success of thesasures implemented
by Germany’s Standing Conference of the EducatimhGultural Ministers of

the States$tandige Konferenz der Kultusminister der Landeden
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Bundesrepublik Deutschlahohay empower the federal government to take more
of an active role in educational policy. Though@any and the United States
share the constitutional principle that educat®the responsibility of the states,
both federal governments possess a controlling aresim through the awarding
of funds (Lingens, 2005).

The recent educational reforms in Germany parailelwell-publicized
federal initiatives in the United States. Thes®ude the reauthorization of the
Elementary and Secondary Education Atb Child Left Behingof 2002 and the
America Competes Aot 2007. No Child Left Behindies Title | funding to
standards-based assessment where states must thias@aléstudent population
groups demonstrate Adequate Yearly Progress (AdRaitds 100% mastery in
mathematics and reading by the year 2014 (Madaussd®, & Higgens, 2009).
Failure to meet AYP results in a series of sanestioanging from development
plans and required tutorials to replacement of sitadl possible restructuring of a
school or district (Madaua et al., 2009). Eackestaust set its own high and
challenging standards for student performance @nawn standard for highly
gualified teachers (Madaua et al., 2009).

The America Competes Antleased significant funding for investment in
innovative research and development with the gbahproving the
competitiveness of the United States (U.S CongraasiRecord, 2007). First

among its three provisions for education was thiet@@und the recruitment of
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teachers in the areas of science, technology, eaging, and math (STEM),
along with foreign languages (U.S CongressionabRe2007). The second
provision required significant increase in studeetticipation in Advanced
Placement (AP), International Baccalaureate (IBYf TEM programs (U.S
Congressional Record, 2007). The third provisistatgdished a panel to
disseminate best teaching practices for STEM progr@J.S Congressional
Record, 2007). Since federal and state fundinigdsto the success of these
programs, the mechanism for evaluating effectivemestandardized student
assessment (Madau et al., 2009).

Proponents of high-stakes testing in the UnitedeStfeel that the tests
create an even playing field for students to derratesunderstanding of a core
curriculum (Madaus et al., 2009). Part of theificsttion for No Child Left
Behindwas to use testing and other measures to enstrgdditionally low-
performing student populations receive the res@iacel educational attention
that will allow them to close the achievement g&gcording to Madaus et al.,
(2009) American students entering kindergarten take at least 16 state exams
prior to graduating. These tests affect 30 millktumdents with a $1 billion annual
administrative cost and an additional $1.3 billfontest preparation materials
and tutoring. Twenty-nine American states regsitglents to pass state
assessments to graduate from high school, while states use tests to retain

students in a grade (Madaus et al., 2009).
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Self-Determination Theory

While the early educational opportunities in bot#r@any and in the
United States represent a child-centered, supgoaipproach, both systems
gravitate toward more competitive, assessment-driaetics during middle and
high school. The development of the students’ vatitbnal orientations can best
be explained through the lens of self-determinati@mory (Deci & Ryan, 1985),
which clarifies how social factors, both within andtside of the educational
system, enhance or undermine intrinsic motivation.

Theoretical Foundations

DeCharms (1968) proposed a theory of motivatiohektablished the
foundation for self-determination theory (Deci &&y 1985). He established a
construct where an individual’s feeling of persocalisation for acting plays a
central role in the quality of motivation. The esBal distinction is the extent to
which the individual perceives himself or herselirtitiate an action or to be
acted upon.

This theory was inspired by early studies on prarishavior by Harlow,
Harlow, and Meyer (1950), who created a short-tdigruption in performance
by imposing an extrinsic reward as monkeys solvpdzzle. Inspired by this
early research, DeCharms (1968) put farthhsonal causatioas “the initiation by

an individual of behavior intended to produce anggin his environment”

(p. 6).
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DeCharms (1968) introduced the terms “Origin angiPgp. 315) to
characterize what Heider (1958) termed “personasality” (p. 100). DeCharms
defines an individual who perceives himself/herselbe an Origin as
intrinsically motivated, while someone who consgleimself/herself to be a
Pawn is extrinsically motivated. The term Origiowd describe individuals who
seem to “attack problems in the environment witst z@pparently seeking
uncertainty and change, and reveling in risky situs” (p. 327). Conversely, a
Pawn would be someone who depends upon extermeatidin or some type of
incentive to instigate action.

Early Studies

Based upon the work of DeCharms (1968), Deci (1@ribarked upon a
series of experiments that would provide empireatience to support the
construct of personal causation. Deci completegktlexperiments testing his
newly formulated cognitive evaluation theory, whrelfates to the effects of
tangible rewards on intrinsic motivation. With sieeseminal studies, Deci
established an experimental design that was taipkcdted in a variety of
settings and with a variety of tasks and rewardesbwhat was later called the
over-justification hypothesid.epper, Greene, & Nisbett, 1973). This hypothesis
concerns the undermining effect of a reward oméresting activity. Although
people may initially attribute personal causatiommn action, “they will,

postbehaviorally, assess the situation, notingttiexe was a strong external
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cause. They will then attribute causality for tHehavior to the external cause
and discount any plausible internal cause, nanmétinsic motivation” (Deci &
Ryan, 1985, p. 201). With respect to the rewamtdity, “There was more than
enough justification (i.e., there was overjustifioa) so they will discount the
internal justification” (Deci & Ryan, 1985, p. 201pince these early experiments
established the design for numerous future stumhastrinsic motivation, |
describe the method in detail.

In the first experiment Deci (1971) asked 24 calsgidents in a
laboratory setting to reproduce paper configurainrSoma puzzles during three
one-hour sessions. The Soma puzzle in Deci's enpet challenged participants
in their ability to master spatial relations. Thezzle consisted of seven pieces of
different sizes that could be manipulated to fourtless configurations. Deci
asked the subjects to reproduce the configurafrons a series of drawings.
Participants had 13 minutes to solve four puzzles.

During the first session, participants in the expental and control
groups attempted to solve the puzzles with no ngefit rewards. Prior to the
second session the experimental group was toldhbgtwould receive $1 for
every successfully solved puzzle, while the congroup had no such incentive.
Prior to the third session, the experimental greag informed that they, like the
control group, would receive no contingent rewabdiring the eight-minute

breaks between the sessions, Deci left the roonobsérved the participants
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through a one-way mirror. Puzzle pieces remaimethe participants’ tables
along with magazines. They were told that theyl¢do what they wanted
during that period of time. Deci measured intgnsiotivation in seconds, based
upon how much of the free-choice time they devadeithe puzzles. As predicted,
the experimental group devoted significantly lesgetto the puzzles in the first
free-choice period (248.2 seconds) than duringéwend period (313.9 seconds)
when the monetary reward was in place (Deci, 19HDQwever, when the reward
was removed in the third session, the experimgntalp devoted significantly
less time to the puzzles (198.2 seconds) tharha@i@ontrol group (241.8
seconds; Deci, 1971).

After each session, participants responded tofaeggbrt measure rating
their level of enjoyment for the activity. In #liree sessions, both groups rated
the activity as highly interesting and enjoyabléhwio significant differences
between groups. Deci reported only a 0.10 levelgriificance with respect to
the decrease in intrinsic motivation for the expemtal group who received the
monetary incentive. This was below the 0.05 l@faignificance that is typically
required. For this reason, along with the reldyisnall sample size, Deci
recommended more extensive studies. Deci (197&) diescribed two potential
weaknesses of the original study. He suggestedhibaresence of the researcher

in the room could have introduced experimenter.blds also noted that the

52



decrease in rewards could have caused the expeahgeaup to develop an
emotional reaction of resentment toward the expemier.

Deci’'s (1971) second early study on intrinsic mation was a field
experiment that also involved a monetary reware. divided a group of 12
college newspaper students into equal experimanthcontrol groups who were
engaged in writing headlines for existing newsise®r The experimental group
was promised 50 cents per headline, while the obgtoup received no
compensation. Just like the study involving then8@uzzles, Deci created three
tests: the first with no compensation for eithexup, the second with
compensation for the experimental group only, dedthird where the
compensation was removed for both groups. Findvege similar to the Soma
study as the experimental group demonstrated @dseiin intrinsic motivation
after the reward condition was removed, based mpontes spent on each
headline (Deci, 1971).

Deci’'s (1971) third experiment was identical to 8@ma puzzle study,
with the exception of the type of award adminisder&his time Deci had
researchers provide reinforcement to the membettseoéxperimental group
during the second session in the form of positedal feedback. Based upon the
amount of time participants devoted to solvingphezles during the free-choice
period, Deci concluded that verbal praise increasghsic motivation. With

respect to Deci’'s newspaper headline experimerigtbeclarified that “the
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informational aspect of the verbal reward was nsaileent than the controlling
aspect, so the change in feelings of competencesefidetermination process
was invoked, and the subjects were left with moterisic motivation for this
activity” (Deci, 1975, p. 143).

Central to Deci’s conclusions was the participapgsception of either
internal or external causality for the activitigdde clarified the significance of the
individual’'s perceptionof causality:

People make choices about their behavior on this b&atheir perceptions,

so if they perceive that they engage in a certdiitvity for an extrinsic

reward, then they’ll do so only when they thinksactivity will lead to

the extrinsic reward (Deci, 1975, p. 139).

While Deci (1975) investigated the effect of cogént rewards on college
students, Lepper, Greene, and Nisbett (1973) stutie effect on children. For
this study, they formulated the over-justificatioypothesis, which posited that
motivation toward an intrinsically interesting attty would decrease when a
contingent reward is attached. They tested stgdarthree conditions, including
expected-award, unexpected award, and no-awargrodp of children{i= 69)
engaged in an interesting drawing activity that wsi®duced during two
sessions within a two-week period.

Because the experiment was performed at the preksite, researchers

were able to integrate it naturally into the normmaltine. Equally significant was

54



the fact that the children’s regular alternativé\aites and materials were all at
hand as options during the free-choice period.ld@dm in the expected-reward
and unexpected reward groups received a certifigdkea ribbon and gold seal.
After the activity was complete, researchers suitrepsly viewed the children
through one-way glass to record free-choice engagéeof the drawing activity.
As predicted, a lower percentage of children frbmaward-expected group
(8.59%) continued the drawing activity during tineef-choice period than from
the no-award group (16.73%) and the unexpectedehgraup (18.09%; Lepper,
et al., 1973).

For children in the unexpected-award group, reogithe award did not
increase their subsequent interest (Lepper, €1@r.3). An additional finding
related to the relative quality of the childrentsasork. Though children from the
three groups completed a similar number of drawibhgpper et al. found
significant difference between the average qualitthe drawings of the three
groups, as rated blindly by three judges on afiegy scale. The average quality
rating for the expected-award group was 2.18, coetpaith 2.85 from the
unexpected-award group and 2.69 for the no-awardpgrsuggesting a potential
undermining effect of award expectation on perfaroga(Lepper et al., 1973).

A key issue raised in the study by Lepper et &78) concerns the level
of initial interest that children experienced foetactivity. Central to the study’s

design was that the activity must have moderategb initial interest for
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meaningful measurement of subsequent decreasere tiiéeinitial activity dull

or uninteresting, then the imposition of any forfrtontingent reinforcement may
actually increase intrinsic motivation. A natucahnection to this issue would be
the level of interest that school activities hadd $tudents.

Lepper et al. (1973) suggested that many schonfitaes provide initial
interest to students, and the subsequent imposifiertrinsic rewards represents
common education practice, explaining “Such situstj we would suggest, occur
frequently in traditional classrooms where systefasxtrinsic rewards—whether
grades, gold stars, or the awarding of speciallpges—are applied as a matter
of course to an entire class of children” (p. 136hey cited Dewey (1900),
Whitehead (1929), Holt (1964), and Silberman (19@Q@heir assertion that the
American educational system has failed to helpdcéii maintain the intrinsic
motivation that they seem to have possessed ugenrenschool. Lepper et al.
asserted that “the schooling process seems almosidermine children’s
spontaneous interest in the process of learnied’ite. 136).

Lepper et al. (1973) stated that there may be @plar extrinsic
incentives in school setting. However, they adwedahis practice in only two
circumstances: The first condition is when theévagtis of a low level of interest
and the incentive is necessary to effectuate studeolvement (Lepper et al.,
1973). The second situation is when the activégdmes enjoyable only after

continued exposure that leads to mastery (Leppal,et973).
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Following Deci’s (1971) previous design, Deci anas€io (1972) looked
at the opposite side of contingent rewards by ekpichow the threat of
punishment influences the perceived locus of c#ysalhey set up the Soma
puzzle experiment, but exposed participants irettperimental group to an
annoying buzzer when they failed to solve a puizztbe allotted time. Members
of the experimental group devoted less time to wagrkn the puzzles during the
eight-minute free-choice period between sessioas tid members of the control
group, supporting the hypothesis that punishmentidvdecrease intrinsic
motivation (Deci & Cascio, 1972). Although theysled a marginally
significant difference between experimental andi@mrconditions, Deci and
Cascio recommended additional replication of thesearch.

Meta-Analyses on Rewards and Intrinsic Motivation

With the research design of Deci (1971) and Legpat. (1973) firmly
established, researchers embarked on a seriepefigents to test the
overjustification hypothesis in a variety of cortgefor a period of 28 years. |
report the findings of five meta-analyses to exptée combined explanatory
power of the studies. Because of the controverggnerated in the community
of cognitive psychologists, | report the findindg<eci, Koestner, and Ryan
(1999) in detail with special attention on the egsters’ rationale for including
specific studies. | report effect sizes for a egriof types of contingent rewards,

ranging from verbal reinforcement to tangible resgar

57



Deci et al. (1999) conducted a meta-analysis oflaB8ratory studies
testing the effects of contingent rewards on isidmimotivation. They searched
the PsycINFO, ERIC, and Current Contents dataltaseentify 94 published
articles and 19 dissertations from the years 18671987. All studies had an
experimental design, consisting of an experimeagalip who received rewards
for performing a task and a control group who penied the task with no reward.
A distinguishing feature of their meta-analysis \lzet they selected only studies
where the participants performed a task that wiasesting or interest-neutral.
Thus, they eliminated studies where participantfop@ed dull activities.

At the end of the experimental condition, intrinsiotivation was
measured in two possible ways: The first was e-ft@oice measure where the
researchers timed how long participants resumedctieity after the
experimental period was complete. The second statkthe participants’ self-
reports relating to their interest with respect®e activity. To report effect sizes,
they used Cohn’d, which represents the differences between the sneftie
experimental and control groups divided by the ciowd within-group standard
deviations, which were adjusted for sample sizesifi¢s & Olkin, 1985). They
looked at a series of categories of rewards, imefyderbal, tangible, unexpected,
task-contingent, task non-contingent, engagememtiragent, completion-

contingent, and performance-contingent.
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With respect to studies using free-choice measamdgshose using self-
report measures, the results were mixed. The beffeact size for the 101
studies looking at free-choice behavior was -0.24 (CI = -0.29, -0.19),
indicating that rewards significantly underminettimsic motivationp < .0001
(Deci et al., 1999). In contrast, the overall effeize for the 84 studies using self-
report measures wals= 0.04 (Cl =-0.02, 0.09), indicating that rewadii$ not
significantly undermined intrinsic motivatiop,< .0001 (Deci et al., 1999).
Because of this discrepancy, they reported thdtsefaun free-choice behavior and
self-report measures separately for each catedogmards.

The meta-analysis by Deci, Koestner, and Ryanq)L8Bgned a with
previous meta-analysis by Rummel and Feinberg (1988 found that out of 88
effect sizes, 83 demonstrated the undermining itnplaextrinsic rewards on
intrinsic motivation. Similarly, Wiersma'’s (199&)eta-analysis of 16 studies
also reported that free-choice measures were umdednby extrinsic rewards.
Tang and Hall (1995) completed a meta-analysis B0mstudies and 256 effect
sizes. Their results pointed to a reduction inrmstc motivation for task-
contingent rewardgd(= -.051) and performance-contingent rewarts ¢.035).
However, they found that positive verbal feedbaakaaced intrinsic motivation.
Unlike Deci et al, Tang and Hall also analyzedeffect of rewards on intrinsic

motivation for uninteresting tasks, finding a pogteffect (I = 0.34).
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Perhaps the most contrary findings came from tearanalysis by
Cameron and Pierce (1994). They examined the satagories of rewards as
those considered by Deci et al. (1999) and candéferent conclusions.
Specifically, Cameron and Pierce reported that rdsvhave no overall
significant effect on intrinsic motivation for fredoice measures. In addition,
they reported that rewards created significant eod@ent of intrinsic motivation
on self-report measured € 0.14; Cameron & Pierce, 1994). They found that
verbal rewards significantly enhanced intrinsic wetion on both free-choice
behavior = 0.38) and self-report measurds=(0.39; Cameron & Pierce, 1994).
They also found no significant effect on both fdeice behavior and self-report
measures for contingent and non-contingent rew@edmeron & Pierce, 1994).
On the other measures, Cameron and Pierce repurked results with respect to
the two types of measures. Based upon these §agd®ameron and Pierce
advocated for the use of contingent rewards irethecational setting.

Cameron and Pierce (1994) set up their meta-aisdiysnclude both
activities of high interest and of low interestp@rticipants. From these studies,
they reached their contradictory conclusions. R&ci Ryan (2001) later argued
that Cameron and Pierce failed to differentiatevieen controlling and
informational praise. However, both groups agribed verbal praise has a
positive impact upon intrinsic motivation (Came&mierce, 1994; Deci et

al.,1999). Cameron and Pierce argued that thaatige of including studies of
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both high and low interest activities has broad#idity than the approach of
Deci et al., who only considered studies with iesting activities. Cameron and
Pierce suggested that young people are requirpdrform many activities,
particularly in the school setting, that are ndtdrently interesting. Deci and
Ryan countered that Cameron and Pierce’s metasisagntained procedural
errors, such as:
Using inappropriate control groups. . . . Miscl&seg studies. . . . Using
improper measures of intrinsic motivation, suclbalsavior assessed
while reward contingencies were still operative. Including irrelevant
experimental conditions and excluding relevant onesCollapsing
across experimental conditions without doing moeranalyses. (2001,
p. 44)
In response, Cameron claimed that the meta-analyfleci et al. contained
procedural irregularities:
Deci et al. omitted conditions from several studies were relevant to
their analyses. . . . Deci et al. missed some @xjgerts that met their
inclusion criteria and that were published durimg period covered by
their meta-analysis. As well, several studiesgibiigh-interest tasks that
revealed positive effects of reward on self-repbtesk interest measures

were either excluded or inadvertently omitted. 0@ 33)
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The heated tone of these conflicting meta-analgisesonstrates the profound
implications of the findings for educational praeti
Additional Extrinsic Motivators

In addition to rewards, researchers have consideredother extrinsic
forces affect subsequent intrinsic motivation. Amaeohose are imposed
deadlines, competition, and high-stakes testimgthéir initial formulation of
self-determination theory, Deci and Ryan (1985)tedsperceived autonomy as a
central element of intrinsic motivation. When widuals feel they are the causal
agent of their actions, they are more likely toerignce intrinsic motivation
(DeCharms, 1968). However, when they perceivexseral locus of control,
then intrinsic motivation is undermined (DeChari368).

Amabile, DeJong, and Lepper (1976) examined thecetif externally
imposed deadlinegpon subsequent interest and quality of task padace.
They differentiated between internally and extdynahposed deadlines along
with control conditions of no time limit. Althougim imposed deadline may
immediately improve productivity, Amabile et al.nsadered both the quality of
the deadline (internally or externally imposed) émellong-term effect once the
deadline has been removed. They hypothesizedhbamnposition of a deadline
would have a similar effect as the imposition @batingent reward in that the
individual would complete the task for an instrunapurpose (Amabile et al.,

1976).
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Amabile et al. (1976) asked 40 male college sttgdenplay a word game
that was judged to have initial interest to papicits. They were divided into two
experimental conditions and two control conditioi$ie experimental groups
were given instructions indicating an explicit déael or an implicit deadline.
Member of the control group were asked either tokvgmickly or they were
given no deadline at all. Like Deci (1971) and pepet al., (1973), Amabile et
al. tested subsequent interest through free-ctoimbavior and self-report
measures. They also tested subsequent perforrbgireeeamining the number,
length, and accuracy of the words that participéomisd as part of the game. For
both free-choice and self-report measures, paatntgin the no-deadline
condition showed the highest amount of interest §Bie et al., 1976). As
predicted, participants in the explicit deadlinedition showed the least amount
of subsequent interest, though there was no sogmifidifference in performance
between members of the four conditions (Amabilalet1976). The study
supports the over-justification hypotheses (Leptel., 1973), suggesting that
extrinsic controls undermine intrinsic motivatiodngabile et al., 1976).

Burgess, Enzle, and Schmaltz (2004) consideredubétative difference
between deadlines; specifically, they examinecettient to which self-imposed
deadlines may have a less undermining effect eimgit motivation than
externally imposed deadlines. Employing a sindlesign to Amabile et al.

(1976), they asked 48 college students to completateresting task, using Lego
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blocks. Participants were randomly assigned toadreo experimental groups
(externally-imposed deadline, internally-imposeddlae) or one of two control
groups (work quickly, no deadline). Results showed participants who were
told to work quickly without an internally or extelly imposed deadline
demonstrated the highest subsequent interest, b@sedsurreptitious recording
of free choice time after the experiment (Burgdss.e2004). In contrast,
participants who received an externally imposeditilea showed significantly
lower subsequent interest (Burgess et al., 2004).

In a second experiment, Burgess et al. (2004) eated the control group
that was asked to work quickly. They compared arpental conditions of
externally and self-imposed deadlines with the @dmondition of no deadline.
Results supported the hypothesis that participaitbsno deadline would have a
higher level of subsequent interest than those vdve deadlines (Burgess et al.,
2004). Of the two deadline conditions, interesttimse with self-imposed
deadlines was greater than for those with extgrmalposed deadlines (Burgess
et al., 2004).

The intention of an imposed deadline is certaialgnsure completion of a
task in a timely fashion. Although some studemtgatbp strategies to transform
externally imposed deadlines into self-imposed tieasl often on a more
stringent timeline (Burgess et al., 2004), othex@dthe task in question through

procrastination. Senecal, Koestner, and Valled885) identified academic
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procrastination as a motivational problem of paitc interest within the research
on self-regulation. They questioned the findingBurka and Yuen (1982) and
Solomon and Rothblum (1984), which suggested tradrpstination represents
an internal protection measure against the feailofre.

To verify these conclusions, Senecal et al. (198&ed 498 college
students on a variety of measures relating to anaojerocrastination and self-
regulation. To measure self-regulation, partictparompleted the French version
of Academic Motivation Scale, titldtEchelle de Motivation en Education
(Vallerand, Blais, Briere, & Pelletier, 1989). Khalso completed surveys
measuring academic procrastination, self-esteepredsion, and anxiety. They
found that the measures relating to the fear tirai(self-esteem, depression, and
anxiety) accounted for 14% of the variance in agadgrocrastination (Senecal
et al., 1995). However, variables relating to-seffulation accounted for 25% of
the variance (Senecal et al., 1995).

They were surprised to report that only the moghlyi self-regulated
form of motivation had a significantly negative @ation with academic
procrastination (Senecal et al., 1995). Identifiegulation, which occurs when
the individual connects the activity with persogahls and values, did not
produce the expected negative correlation with @eecl procrastination (Senecal

et al., 1995). They concluded that only the mobust form of self-regulation
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(intrinsic motivation) can overcome the motivatibpeoblem of procrastination
(Senecal et al., 1995).

With a similar design to those examining contirtgemwards and imposed
deadlines, researchers have considered the effeohgetitionon intrinsic
motivation. Deci, Betley, Kahle, Abrams, & Pord®81) found that competition
functions as a specific type of reward. They cbi@rized the goal of competition
as the desire to defeat another team or individuaich suggests that the reward
is beyond the actual activity (Deci et al., 198Ryeviously, Deci (1975)
suggested that there is an informational aspectarahtrolling aspect to
competition. Deci et al (1981) hypothesized that¢ontrolling aspect would be
more pronounced than the informational, creating\arall undermining effect
on intrinsic motivation. Employing similar methoads Deci (1971) pioneered
when studying rewards, Deci et al. (1981) askedhdl® and 40 female college
students to complete puzzles with a same-sex pantthe was a confederate in
the study. The experimental group was told tagteto complete the puzzles
more quickly than their partner, while the conggobup was asked simply to
complete puzzles as quickly as possible. Afteiniteal experiment, the
confederate left the room and the subject was gtiticeisly observed through a
one-way mirror. Researchers measured free-cheleavior during a 10-minute
period and later administered a questionnaireingldb the participants’ initial

interest and ability for the task. Using interastl ability as covariates, Deci et al.
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found that members in the experimental group askedmpete devoted
significantly less time to solving puzzles durithg free-choice period than
members of the control group. They also found aenpoonounced detrimental
effect of competition on intrinsic motivation fagrhales than for their male
counterparts (Deci et al., 1981).

According to Harter (1982), competition decreas@msic motivation by
creating the perception of an external locus okality. Vallerand, Gauvin, and
Halliwell (1986) tested this explanation with chiéddh as subjects. They asked
fifth and sixth graders to engage in a balancirityi#g upon a platform.
Researchers instructed half of the participanentgage in competition
(experimental group) and half to attempt the attifor intrinsic mastery (control
group). Again, following Deci’s design (1971), easchers observed the children
during a five-minute free-choice period to meagheetime they devoted to the
activity. In addition, researchers measured ppgrds’ perceived competence
through a questionnaire administered after thecheee period. Co-varying for
perceived competence, they found that childreléncbmpetition condition
devoted significantly less free-choice time to blaéancing activity than children
in the control group (Vallerand et al., 1986). iednd et al. suggested that
although competition may increase extrinsic motrgtonce the incentive of
winning is removed, it has an overall detrimentééa on subsequent intrinsic

motivation for motor tasks.
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Just as competition has become a central eleméemstroctional
programshigh-stakes testingas become a common means through which
competitive outcomes can be measured. Accordiftytm and Weinstein
(2009), high-stakes tests have become the prefaresths for comparing
“nations, states, school districts, schools, teesgtend students” (p. 224). They
refer to this type of assessment as “the basiedacational reform around the
globe” (Ryan & Weinstein, 2009, p. 224). They adat reliance on high-
stakes testing represents “a motivational appro&Rigan & Weinstein, 2009, p.
225) to the extent that it provides rewards anatsams based upon measurable
outcomes. They suggest that a motivational apprbased upon outcomes has
significantly more effect than one that merely fees on behavior (Ryan &
Weinstein, 2009). As Kohn (2000) suggested, masstandardized testing per se,
but the stakes that are attached to them thatflagreaching consequences.
Although it is students who experience the diréeot of high-stakes testing,
Ryan and Weinstein (2009) suggest that teachensinggtrators, and parents
respond in a predictable manner to the controbisigect of testing. They suggest
that self-determination theory (Deci & Ryan, 1986g¢urately predicts the
behavior of these groups (Ryan & Weinstein, 2009).

Grolnick and Ryan (1987) examined the controlasgect of testing in a
study of 97 fifth graders. They considered the&fbf controlling vs. non-

controlling learning contexts along with directesd mon-directed learning
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conditions. They met with the children individyedind asked them to read a
grade-appropriate text. Grolnick and Ryan cre#tteccontrolling learning
condition by informing a segment of the childreattthey would be assessed and
graded on the reading material. The non-conti@kjroup was merely told that
they would later be asked questions about thewgkbut a formal assessment or
grade. The remaining students were placed in dnedirected group, which was
not told about any follow-up on the reading, settip a learning condition with
little pressure or expectation. Grolnick and Ryagasured interest through the
Self-Regulation Questionnaire of Ryan, Connell, Bredi (1985). To measure
conceptual learning, participants were asked tpamd in writing to open-ended
guestions concerning the main idea of the texblriick and Ryan found that the
two groups of directed learners demonstrated sé&oregall than those in the non-
directed group. Yet the directed learners showglken levels of interest and
greater conceptual understanding than the nontdutexhildren (Grolnick &

Ryan, 1987). This aligns with previous researdedsg that extrinsic incentives
would enhance motivation and performance on sttimghard tasks, yet would
undermine performance on more complicated, creddisies (Benware & Deci,
1984; McGraw, 1978). Grolnick and Ryan found tiha&t children in the
controlling condition demonstrated greater detation of rote learning than
those in the non-controlling condition in a follayp-assessment one week later.

The researchers suggested that the generalizadfilibe findings is limited by the
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use of a single age group and the inclusion ofssessment of conceptual
understanding that was designed specifically far study (Grolnick & Ryan,
1987).

To examine the effect of high-stakes testing framteachers’
perspective, Scot, Callahan, and Urquhart (200iRhegiaccess to a database of
responses from a professional development progiimy examined teachers’
reactions to training in preparation for a highkstatesting cycle. The 512
teachers in a large urban American school distesponded to survey items
relating to a continuing professional developmengpam. According to Scot et
al., teachers reported a disconnect between résbased best practices, such as
cooperative learning models and differentiatedrutsion, and the district’s focus
upon standardized approaches for increasing tes¢sc Teachers reported a
narrowing of the curriculum necessitated by focpsrucurriculum guides,
mandated timelines, and strict administrative nwmg of compliance (Scot et
al., 2007). They reported feeling pressure to $agoon standardized curriculum
at the expense of gifted students, who often f@led due to lack of challenge
(Scot et al., 2007). Teachers reported a ceilifegewhere they devoted an
inordinate amount of time toward helping low-acleiesymeet the state standard,
limiting creative and self-directed learning adies for gifted students (Scot et

al., 2007).
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The Process of Internalizing Extrinsic Goals

The aforementioned practices of surveillance, iredageadlines,
competition, and high-stakes assessment can aleled as a form of contingent
reward or punishment. These practices combinegate a cumulative effect on
the student’s motivational orientation. Howevlge process of education can be
viewed as a means to both generate new interestamform existing extrinsic
goals into self-endorsed activity. Most of thesigagh on the effect of contingent
rewards on intrinsic motivation requires particifgsato perform a task with
moderate or high initial interest. However, as €eon and Pierce (1996)
emphasized, many activities with school are ndiailly interesting to students.
This is compounded by the fact that students apertxat demonstrating the
outward appearance of interest, while concealingritboredom and distraction
(Dewey, 1913).

Working with Heider’s (1958) notion gferceived locus of causalitgnd
personal causalitand DeCharms’ (1968) formulation ©figins and Pawns
Deci and Ryan (1985) proposed a process wheredandoal’s motivational
orientation to perform a task can move from extdmnsward a more personally
endorsed motivation over time. Ryan and Conn&8¢) proposed a four-
category construct, including external, intern@éntified, and intrinsic
regulation. The continuum proposed by Deci, Valhel, Pelletier, and Ryan

(1991) added two categories including a-motivatiad introjected regulation to
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more fully describe why individuals engage in aitis. This motivational
construct described how the individual gradualbnitifies and internalizes
extrinsic goals. On one end of the scala-raotivation which represents a lack
of intention to act (Deci et al., 1991). A-motisat occurs when an individual
lacks both intrinsic and extrinsic motivation tafeem a specific task (Deci et al.,
1991).

Deci et al. (1991) proposed four types of extrimamtivation, beginning
with external regulationwhere the individual acts to receive an exteynall
imposed reward, to comply with a rule, or to avaigunishmentlintrojected
regulationis a type of extrinsic motivation where the indwal acts to avoid guilt
or shame or to enhance self-esteem (Deci et &1)1%dentified regulation
refers to the instance when an individual idergifieth the importance of a
behavior to achieve a longer-term goal (Deci etl&l91). The final type of
extrinsic motivation isntegrated regulationwhere the individual fully
assimilates the behavior into the sense of selti(Beal., 1991). Even though
this type of regulation is volitional, there isliséin extrinsic outcome that has
instrumental value (Deci et al., 1991). As thegess of internalization continues,
the far end of the scale represents intrinsic natiovi, where an individual acts
for the inherent pleasure of the activity (Decakf 1991).

Deci and Ryan (1985) suggested the integrationxwinsically motivated

activities is of primary importance in the sociatibn process. They described
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this process as one of conflict between the actatare of children and growing
social constraints (Deci & Ryan, 1985). Deci an@iRRasserted that “there are
many behaviors that do not naturally interest tiiemidren] but that the social
world deems necessary for them to learn” (p. 1. these behaviors, parents
and teachers resort to extrinsic motivators, typida the form of incentives and
threats of punishment to ensure compliance.

They definanternalizationas a process where “an individual acquires an
attitude, belief, or behavioral regulation and pesgively transforms it into a
personal value, goal, or organization. It is tbeelopmental process by which a
child integrates the demands and values of thaknag environment” (Deci &
Ryan, 1985, p. 130). Based upon their organismegration theory, Deci and
Ryan suggested internalization is an organic psotiest becomes more
pronounced as children become older.

Connell and Ryan (1985) developed a scale to meastarnalization for
eight to 12-year olds, who were required to sgblerétheir reasons for certain
actions. Vallerand et al. (1993) created a sinstale for college students called
the Academic Motivation Scale. This scale evaldiatéernalization with respect
to intrinsic motivation to know, intrinsic motivat to accomplish things, and
intrinsic motivation to experience stimulation. efimodel also included three
categories of extrinsic motivation (external, ipgeied, and identified regulation),

and a-motivation (Vallerand et al., 1993). Thesses are more nuanced than
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those of Harter (1981) and Gottfried (1985), whikchnot measure the full
spectrum of extrinsic motivation along with a-matton.

Deci and Rayn (1985) proposed cultural factors ithfatence the process
of internalization, including competence, the ajppiateness of challenge, the
guality of feedback, and the type of behavioraltoaa asserted by adults. Deci
and Ryan (1985) suggested that the social enviratymparticularly with respect
to parenting and teaching, can facilitate or undeenthe internalization process.
Circumstances that promote autonomy, recognizéetiags of children, and
acknowledge competence tend to enhance internalizat intrinsic goals (Deci
& Ryan, 1985). Conversely, social contexts thahdestrate control, lack of
support for the children’s feelings, and that conffailure tend to undermine
internalization (Deci & Ryan, 1985). Literaturetlan the areas of parenting and
teaching lend support to the hypothesized constriuetgulation and
internalization.

Controlling vs. Autonomy-Supportive Parenting

While researchers have primarily examined the dmhy between
intrinsic and extrinsic motivation within the edtioaal context, the familial
environment provides equally fertile ground for gtedy of motivational
constructs. In fact, psychologists have notedriportance of the first years of

life in the formation of personality (Freud, 196 &eCharms, 1968; McClelland,
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1951). Deci and Ryan (1985) based their constiatitonomy-control upon
Baumrind’s (1968) construct of parenting.

Baumrind (1968) proposed three types of parentairob including
permissiveauthoritarian, andauthoritative Since considerable later research
refers to the distinction drawn here, | descrileettiree approaches to parenting in
detail. Baumrind described the permissive appréagarenting as one that
allows the most autonomy for the child, noting “Tgermissive parent attempts to
behave in a non-punitive, acceptant, and affirneathanner toward the child’s
impulses, desires, and actions” (Baumrind, 196889).

Baumrind employed the term authoritarian to desgctiite most
controlling style of parenting, explaining “The hatitarian parent attempts to
shape, control, and evaluate the behavior andi@¢tst of the child in accordance
with a set standard of conduct, usually an absaiaedard, theologically
motivated and formulated by a higher authority” (Baind, 1968, p. 890).

Offering a compromise between the two extreme parapproaches,
Baumrind offered authoritative control as a meansimultaneously promote the
child’s freedom and responsibility, declaring “tgthoritative parent attempts to
direct the child’s activities in a rational, issagented manner” (Baumrind, 1968,
p. 891). She identified authoritative parentinghesstyle most in keeping with

the approach of Montessori (1912) in the classro&ime also referenced Dewey
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(1913) in asserting that teachers can foster stadererest in academic subject
matter without sacrificing discipline in the classm.

Using Baumrind’s (1968) model, Dornbusch, Rittexiderman, Roberts,
and Fraleigh (1987) tested the effect of parergiyte on grade point average for
high school student®\(= 7,839. They found a negative correlation between
authoritarian parenting style and grade point ayefar both male and female
students (Dornbusch et al., 1987). They reporteidhdar, though less
pronounced negative correlation between permigswventing and grade point
average for both males and females (Dornbusch,et@87). With respect to the
construct of authoritative parenting and grade pauerage, they found a positive
correlation for both males and females (Dornbugcll.e1987).

Steinberg, Lamborn, Darling, Mounts, and Dornbud&94) supported
this finding, confirming that authoritative parergicorresponded to higher levels
of academic achievement than authoritarian and igsive (separated into
indulgent and neglectful parenting in this stud@rolnick and Ryan (1991)
simplified Baumrind’s (1968) construct by charaiieig parenting as either
autonomy-supportive or structured. They found thabnomy-supportive
parenting predicted relatively high scores in acgideachievement for
elementary students (Grolnick & Ryan, 1991).

Using a similar approach, Soenens and Vansteer(g865) studied the

combined effect of autonomy-supportive parenting @&aching upon academic

76



and social outcomes of 328 high school studenggh &nalysis showed that
parental and teacher autonomy-support led to tiaests’ increased feelings of
self-determination in school (Soenens & Vansted¢ak®005). The students’
feelings of self-determination correlated posityweith grade point average along
with perception of scholastic and social competdSoenens & Vansteenkiste,
2005).

Dornbusch et al. (1987) cautioned that obtaining ilam the perception
of the child may cause limitations, since the gyalf the parent/child
relationship could skew the data. In additionytheentioned the need for
longitudinal data to explaining the causal patt#rbehavior of both parents and
children (Dornbusch et al., 1987). Dornbusch eadinitted that a parent’s less
controlling style could be in response to the chilgbod grades; or the child’s
good grades could be a result of autonomy-suppgoparenting.

In a review of literature on parenting and autonamself-regulation,
Grolnick (2009) supported the bi-directional hypesis, whereby parents both
influence and respond to their children’s academativation. The causal
direction could also be elucidated by qualitatia¢adwhere both parents and
children could articulate their thought processes.

Autonomy-Supportive vs. Controlling Teaching
In their formulation of self-determination theoBeci and Ryan (1985)

described how aspects of education that, like peng@style, can influence a
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child’s level of autonomy and lead to emotionalustinent and psychological
well-being. In keeping with Dewey’s (1913) callleverage the child’s innate
interest, Deci and Ryan suggested that educatoeat&learning opportunities
where students’ natural curiosity and interest gizertheir learning” (p. 245).
Since school represents the primary socializingtutsn outside of the family,
Deci and Ryan proposed the need for a motivatitheadry that takes into account
the emotional, psychological, and academic deveéoypraf the child. This
represents a whole-child approach that moves begorekclusive focus on
academic outcomes. Recognizing that all acadeaslkstare not immediately
interesting to students, Deci and Ryan (1985) renended an educational
approach that facilitates the internalization psscef extrinsic goals. This
includes the elimination of punishment and focush@ninformational content of
feedback, praise, and rewards (Deci & Ryan, 198%ey also promoted offering
students optimal challenge, an array of choiced ,amknowledging their feelings
during conflict (Deci & Ryan, 1985).

According to Deci and Ryan (1985), the teacherasgnmts the primary
influence on the level of autonomy-support or cohin the classroom. However,
teachers often experience pressure from schoolrastnaitors, parents, and
students to focus upon measurable outcomes. DddrRgan clarified the
dilemma, noting “When teachers are pressured byrastmators, when their own

autonomy in the classroom is not supported, iyEothesized that they will
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become more controlling with the children” (DeciRyan, 1985, p. 266). Deci,
Spiegel, Ryan, Koestner, and Kauffman (1982) presiypaddressed this issue
through a study in which they assigned 20 pairsotiege students the role of
either teacher or student in a puzzle-solving talhke teachers in the
experimental group were told to ensure their sttud#énin a prescribed
performance standard. Teachers in the controlitondvere told to just help
their student solve the puzzle. The findings shbthat teachers in the
performance standard condition dominated the diseg$peaking twice as much
as those teachers in the control condition (Deal,et982). They delivered
significantly more directives and offered theirdstats fewer choices and less
time to work alone (Deci et al, 1982).

In a summary of research, Reeve (2006) put fortareay of autonomy-
supportive teaching approaches. He recommendedagwg students’
“preferences, interests, sense of enjoyment, sefing®allenge, competencies, and
choice-making” (Reeve, 2006, p. 229). He advocttatthe teacher use of
informational, rather than controlling languaged éimat the teacher articulate the
value of academic activities for students (Ree@62. Reeve suggested that
autonomy-supportive teachers do not counter stgtstatements of negativity
towards academic tasks; rather, he advocateddhelers acknowledge the
students’ negative expressions (Reeve, 2006).idtlIseveral teacher behaviors

that foster autonomy-support, including carefuklnsng, allowing students to
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work independently, allowing students to talk iasd, arranging materials and
seating to encourage student conversations, ergiograard work, praising signs
of improvement, offering informational feedbackspending to student
guestions, and recognizing the students’ perspe(ieeve, 2006). As a means
to promote student engagement, Reeve suggestedlislesys to establishing an
autonomy-supportive teacher/student relationshipese included being sensitive
to the students’ needs, making the students fegliglp affirming the students’
self-direction, and providing gentle discipline Re, 2006). According to Ryan
and Niemiec (2009), this autonomy-supportive apghda teaching “moves us
away from viewing teachers as controllers, monjtansl trainers to being
facilitators, guides, and supporters of developrngnt270).

Researchers have shown that professional develdpraerhelp teachers
adopt more autonomy-supportive styles (DeCharmsg;1Reeve, 1998; Reeve,
Jang, Carrell, Jeon, & Barch, 2004). DeCharmsg)lprovided teachers with a
workshop throughout a school year to clarify thesssfoom implications of his
theory relating terigins andpawns At the end of the school year, the students
of the participating teachers showed greater peefar for challenge, higher
levels of attendance, and higher academic achievefpeCharms, 1976). Reeve
(1998) distributed a booklet on autonomy-supporteaeching methods to pre-
service teachers. Teachers who had read the hdoki#5 minutes self-reported

a change toward a more autonomy-supportive teachyhg (Reeve, 1998).
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Reeve et al. (2004) asked a group of 20 high sdeaahers to take part in a 30-
minute introductory session and subsequently campleveb-based self-study on
techniques to become more autonomy-supportive thvéh students. They set up
a delayed control group, who did not take parhmtraining until after the study
was complete. After three classroom observatigrsdined raters, they
determined that the teachers who received tharigasthemonstrated significantly
more autonomy-supportive classroom behavior thasdlin the control group
(Reeve, et al, 2004).
From Self-Determination to Flow

The empirical research on self-determination infémailial and
educational contexts is based upon a theory ofuatidin that evolved throughout
the 20 Century. Deci and Ryan (1985) defined motivafsrithe energization
and direction of behavior” (p. 3). Byergy, they mean the needs that are either
innate or acquired through environmental factorsqil& Ryan, 1985). By
direction they mean the process by which these basic andrad needs are
satisfied (Deci & Ryan, 1985). On the surfaces gsounds like a drive theory in
the tradition of Hull (1943). However, the actidghat are of most interest to Deci
and Ryan are those outside the realm of surviveedr For example, they cite
DeCharms’ (1968) characterization of the humanedang to explore and alter
the environment for what appears to be its inhezajadyment. Deci (1975)

identified these activities as being intrinsicatiptivated. Such activities,
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according to Deci are “ones for which there is ppaent reward except the
activity itself. People seem to engage in thevdis for their own sake and not
because they lead to an extrinsic reward” (Decr519. 23). Much of the work
of Deci and Ryan (1985) focuses on environmentdlaitural factors that
undermine intrinsic motivation and the processntdrnalization whereby
extrinsic activities become part of the individsadense of self. Although they
described intrinsically motivated individuals aperencing enjoyment and the
feeling of self-determination, they did not proviaeletailed phenomenological
account of how individuals experience this state.
The Elements of Flow Theory

Csikszentmihalyi provided this phenomenologicaloact in his construct
of flow theory (1975, 1990, 1997). Like Deci angaR (1985), Csikszentmihalyi
(1975) doubted the explanatory power of deficit gleaf motivation to account
for intrinsically motivated activities. He was alsicredulous about
psychoanalytical theories of Freud (1961b) thatattarized the individual's
vain attempt to compete for scarce resources drslysibidinal needs in
opposition to the constraints of society. For Gadntmihalyi (1975), this
pessimistic approach to human motivation did nglanr the phenomenon of
play, which is ubiquitous across many culturesik€zentmihaly described
instances where individuals become enveloped yg@lan when more

fundamental drives, such as hunger and fatigueprasent. Influenced by
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Maslow’s (1943) concept of ecstatic experiencesgdétés (1958) construct of
personal causality, and DeCharms’ (1968) modekofgnal causation,
Csikszentmihaly (1975) sought to account what ha¢dautotelicexperiences
within the more general field of cognitive psychgpo Autocomes from the
Greek word meaningelf, andtelo meangyoal or purpose(Csikszentmihaly,
1975). For Csikszentmihaly, autotelic experiernegglire significant energy on
the part of the participant, who receives no estdmeward for taking part in the
activity.

Although aware of the early work on the effect ohtngent rewards on
intrinsic motivation (Deci 1971; Lepper & Green&,/8), Csikszentmihaly was
skeptical concerning how the findings of the expemntal studies would
generalize to everyday experience. A central etgnweall of Csikszentmihaly’s
work is his observation of participants engagedanous activities in their
natural setting. He focused his studies on indiaig engaged in peak
experiences, both in play and in more conventiactVities, to trace similarities
in their motivation. Rather than setting up expemtal conditions,
Csikszentmihaly interviewed individuals who engagethese activities and
merely asked thewhythey performed them. He augmented his method to
include open-ended questions and survey itemser Lia¢ developed the
Experience Sampling Method (Larson & Csikszentnyihdl983) to formalize his

data collection. This involved passing out paged having participants respond
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to a written prompt at random intervals throughthetday. Participants
described the activity and how they felt at thissmeat. With this systematic
approach, Csikszentmihaly was able to gain a geture of how individuals
spend their time and analyze numerous accountswfexperiences in a variety
of cultural contexts (Hektner, Schmidt, & Csikszaiitaly, 2007). According to
Csikszentmihaly (1990), over 100,000 samples otgrpce have been collected
worldwide, most extensively from the University©@icago in the United States
and the University of Milan in Italy. Later, Jacksand Marsh (1996) developed
a flow state scale to measure flow experienceshiei@s. Their 36-item
instrument measured nine dimensions of the flonearpce, with four items for
each subscale. Based upon administration of thle sa& 394 athletes, Jackson
and Marsh reported a reasonable level of interoiasistency (alph& = .83).
Csikszentmihaly (1975) initially studied indivials who engaged in
high-skill level activities, including athletes,ess players, artists, rock climbing,
and surgeons. The individuals reported commonrexpees including complete
engagement to the point of forgetting time andifggberfect presence in the
moment (Csikszentmihaly, Abuhamdeh, & Nakamura520Many participants
used the metaphor of a flowing current to desatie& deep and complete level
of engagement, where they forgot about their sundongs (Csikszentmihaly et

al., 2005). The flow activities shared three ch#astics, including the presence
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of clear goals, optimal alignment between theielef skill and the challenge of
the activity, and immediate feedback (Csikszentihgibaal., 2005).

The game of chess certainly contains those thraeacteristics. The
goals of the game include protecting your King,taapg your opponent’s
players with minimal loss to your own, and ultimgteapping the opposing
King. Csikszentmihaly (1975) challenged Fine’'s§@8Ppsychological attribution
of the allure of chess to an oedipal desire toth#él father, manifested in the
character of the King. Csikszentmihaly (1975) im@wved 30 male and 23
female chess players who were members of collegesctiubs. He found that
the participants played chess to compete, to ingtbeir skills, to gain
friendship, to attain prestige, and to experiengeyment (Csikszentmihaly,
1975). Statements of respondents differed sigamfly based upon their ranking
and their level of involvement in the sport (Csistmihaly, 1975). For example,
players with the highest ratings valued the contipetaspects more highly than
those who played for recreational reasons (Csikazealy, 1975).

Csikszentmihaly (1975) labeled activities requirangigh level of skill
deep flow experiencedn contrast, he characterized everyday occurrersces,
as holding conversations, listening to music, negdliooks, and watching TV, as
micro-flow experiencesHis point in this distinction is that all activs,
including work and academic tasks, have the pakfar producing flow states

(Csikszentmihaly, 1975). In practical terms, Caégmihaly sought to provide
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individuals the ability to transform mundane, bgrawctivities into enjoyable
experiences. According to Csikszentmihaly et2006) the key element to
inducing flow experiences is the alignment of s&id challenge. However, the
natural tendency to learn and master challengedega loss of equilibrium
where the same activity becomes boring, often pimdustress. On the other end
of the spectrum, activities may be too challengeigiting feelings of frustration
and anxiety. For competitive games such as chragnnis, the choice of
opponent represents the mechanism for maintaih@g@ptimal balance between
skills and challenge.
Flow Theory and Games

Csikszentmihaly (1990) used the terminology of @al(1958) to identify
four types of gamesAgonrefers to games such as basketball whose main
function is to encourage competitioAleaincludes games of chance, including
dice and cardsllinx describes games that seek to alter perceptioh,asidding
a merry-go-roundMimicry consists of games that allow players to alter tgali
such as in theater. According to Csikszentmihallyforms of game have a
common goal of pushing individuals to perform agremcreasing levels,
resulting in a more complex self. For this transfation to occur, the game must
achieve a balance between boredom and anxietygZ&sikmihaly, 1990). Since

skills tend to improve with increased exposurenmdctivity, those games that
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have the most staying power are the ones that altmstant renewal in the form
of ever-increasing challenges (Csikszentmihaly,0)99
Flow Theory and Digital Games/Virtual Worlds

While flow experiences have been identified askattes of many sports
and games (Csikszentmihaly, 1975), creators otaligames overtly leverage the
attributes of flow theory into their game desigRegpy & Przybylski, 2009).
Individuals of all ages, but particularly teenagelesvote countless hours to the
video gaming, often to the neglect of other mokdpctive pursuits. According
to Greitemeyer and Osswald (2010), annual salegleb games in the United
States exceeded $9.9 billion in 2004. Woodward@ndina (2000) reported that
87% of American children play video games regulaBentile and Walsch
(2002) reported that children between the agewoftd seven spend three to five
hours per week playing video games. Eighth anthrgraders devote twice as
much time to video games, logging approximatelermours per week (Gentile,
Lynch, Linder, & Walsh, 2004).

According to Rigby and Przybylski (2009), thergiswing interest
among young people in multi-player virtual gam&#tual worlds present
players with an array of choices, which gives tregmificant control of their
destiny within the game (Rigby & Przybylski, 2009 previous multi-player
games, most tasks could only be performed by desindividual. Once the task

was completed, the option was taken off the tadme¥eryone, which likely led
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to frustration on the part of players. Howevertha more recent versions, each
challenge can be performed by all players. Evesyenin effect, the center of
their own virtual universe and the star of theiowh Rigby and Przybylski
argued that the virtual games provide an optimadllef challenge and immediate
feedback, evoking flow experiences which leverdngefantasy and curiosity of
the players. Przybylski, Weinstein, Murayama, Llynand Ryan (2011)
conducted two studies, one with 144 undergraduatieats and the other with
979 video game players to test the effect of gamimgronments on intrinsic
motivation. In both studies they found that playeere drawn toward games that
allowed them to experience characteristics of tiokial self (Przybylski et al.,
2011).

Central to the motivational pull of virtual gameghe timely feedback
loop between the game and the player (Rigby & Riigidny 2009). Individuals
can exert their will in almost infinite directionshile experiencing the
satisfaction of being an integral part of a grolpayers may also overcome
obstacles in a non-threatening environment, whadheré is never a final state. In
fact, for most virtual games, previous failureséawe impact upon future
performance, leaving a clean slate and only sleont-tonsequences for failure
(Righy & Przybylski, 2009). Because virtual gamiagilitates autonomy,

competence, relatedness, optimal challenge, anckdate feedback, it aligns
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with both self-determination (Deci & Ryan, 19853dtow (Csikszentmihaly,
1975) theories.

In educational terms, virtual and video gamesaargtrong elements of
formative assessment. Because of the immediatibéek, the player can rethink
strategies to achieve success. Since the lexadallenge is typically increased
incrementally, players receive both optimal chajleand successive mastery
experiences. The psychological draw of such aasceoan be explained by self-
efficacy theory (Bandura, 1999). The success builzbn itself to the point
where players crave the affirmation that the gaffes® The narrative structure
and heroic context of virtual worlds allows studeatmultitude of choices (Rigby
& Przybylski, 2009). One can equate the individeead elements of virtual
games with differentiated instruction, where indival players may freely enter
the game at any level of competence and developskils through experience.
Kiili (2004) used flow theory (Csikszentmihaly, ®7as the basis of an
experiential gaming model for online learning, ssiag the need for immediate
feedback, clear goals, and optimal challenge. aigianed that individuals will
respond differently to the online learning enviremts, and the designers should
pay particular attention to the game’s appearastoey line, and level of

player/learner engagement (Kiili, 2004).
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Flow Theory and Athletics

Csikszentmihaly (1975) studied the flow statesoakrclimbers because
of the activity’s inherent danger and lack of emtdirewards. He labeled rock
climbing and similar activitiedeep playpecause of their high stakes and apparent
irrationality to the uninitiated (Csikszentmihaly975). Rock climbing represents
a clarifying activity with respect to motivatiorinse most individuals would
instinctively avoid such a hazardous activity tbiérs little apparent gain.
Csikszentmihaly interviewed 30 highly competentkrolimbers to gain insight
into their experience of flow states. The climbeesponses supported many
elements of the flow model, including optimal clkalje, single-mindedness,
clarity of demands, clear and immediate feedbaelghtened awareness, and the
feeling that timed suspended (Csikszentmihaly, 19Txespite the obvious
dangers, the climbers reported that their acquéeel of expertise and high level
of control made the risk manageable (Csikszentmjli&l75). The presence of
danger heightened the climbers’ concentration, wkithanced their enjoyment
in the auto-telic activity (Csikszentmihaly, 197%ccording to Csikszentmihaly,
participants reported that they found rock climbiegs dangerous than driving a
car or walking in the park because the former &gthas fewer variables and
allows them far more control.

Because of the built-in competition and connectmakill development,

persistence, and concentration, athletic activieas themselves to study within
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the flow model. Jackson (1995) studied flow stat@®ng elite athletes and
found frequent examples from individuals engagecbimpetition and practice.
The elite athletes reported antecedents to flovere&pces including positive
attitude, high levels of motivation, optimal arolysand competitive planning
(Jackson, 1995). Jackson and Roberts (1992) exafliow experiences in
Division | athletes and found a positive correlatimetween flow experiences and
perceived ability in the sport. Stein, Kimiecikalels, and Jackson (1995)
reported similar findings with non-elite athletddowever, differences in the
frequency of flow experiences were related to #wigpants’ emphasis upon
competition and their relative level of skill dewpment (Jackson et al, 1995).
Jackson, Ford, Kimiecik, and Marsh (1998) tested fétates in older athletes and
found a positive correlation between frequencyl@i/fstates and perceived
ability. They reported a negative correlation begw flow states and anxiety,
suggesting that anxiety produces negative effetth® main facilitators of flow
experience, including concentration, control, optichallenge, clear feedback,
and clear goals (Jackson et al., 1998).
Autotelic Personality and Flow Experiences

Csikszentmihaly, Rathunde, and Whalten (1993jnéxad common
attributes of talented adolescents in the areasabi, science, music, athletics,
and fine arts. Through this research they idesdii construct called the

“autotelic personality” (Csikszentmihaly et al.,98) p. 80), which indicates an
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enhanced likelihood of experiencing flow statescéyding to Csikszentmihaly
et al., individuals possessing an autotelic perggr@an balance finding
appropriate challenges with the endurance of dgusdothe necessary skills for
success. Where others avoid challenges or giwvehgn tasks become too
difficult, autotelic individuals develop new intets, maintain focus, and push
forward until they reach a level of mastery (Cséwmihaly et al., 1993).
Because individuals with autotelic personalitiesksecreasingly complex and
demanding challenges, they are likely to be regepb the cycle of feedback and
skill development that is central to attaining tlosv state (Csikszentmihal et al.,
1993).
Family Influences on Flow Experiences

Building upon their concept of autotelic persotiedi, Csikszentmihaly et
al. (1993) proposed the construct of “complex faasil (p. 155) to indicate fertile
ground for talented young people to develop. Theygested that families
function ascomplexwhen there is a balance betwestegrationand
differentiation(Csikszentmihal et al., 1993). Integration ocauhen there is a
sense of unity and support within the family (Czgistmihal et al., 1993).
Differentiation represents a contrasting charastierivhere family members are
encouraged to seek out challenge and developitiiguidual identities
(Csikszentmihal et al., 1993). The delicate bagdmetween integration and

differentiation creates an environment that foséer®telic personalities
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(Csikszentmihal et al., 1993). Csikszentmihalgletlistributed their Complex
Family Questionnaire along with pagers to writteonppts to 100 adolescents to
test predictors of their complex family construdthey compared complex family
structures to those they termatkgrated(unified though not promoting
challenge seekingglifferentiated(not unified though promoting challenge
seeking), andimple(neither unified nor promoting challenge-seekingesults
showed that adolescents in complex families reddtte most frequent
occurrence of flow experiences, a balance of fanailtines and leisure, the
greatest amount of time devoted to homework, aadiphest quality experience
with their families (Csikszentmihal et al., 1993).
Flow Experiences in the Classroom

The educational implications of flow theory (Csikammihaly, 1975,
1990, 1997), particularly with respect to the notal optimal challenge, are
profound. Shernoff, Csikszentmihaly, Schneided &nhernoff (2003) conducted
a longitudinal (cohort) study measuring how midaitel high school students
spend their time during the school day, and exadhihe connection between
student engagement and optimal challenge, autonanayrelevance. They also
considered how classroom factors affect studerag@ement and foster flow
experiences. Using the Experience Sampling Methatson &
Csikszentmihalyi, 1983), they collected data fra?6 Students in three cohorts.

Shernoff et al. found that students spent the sigsificant portion their school
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time engaged in individual work (approximately 28%ihe day), attending
lectures (21%), taking exams (13%), taking not@84}l. engaged in discussion
(9%), completing homework/study (7%), watching ag€7%), completing

group work (6%), watching and giving presentati(fts), and talking

individually with the teacher (1%). They found tistudents reported higher
levels of engagement in the presence of high aingdle where the instruction was
relevant and the learning environment offered tlaemonomy (Shernoff et al.,
2003). Students also reported the highest levehghgement during group and
individual work and the lowest during lectures dril& watching videos

(Shernoff et al., 2003). Shernoff et al. suggesitad teachers may increase
engagement by providing optimal challenge, ensumtgvance, and encouraging
student autonomy. This aligns with Csikszentmilsa{$993, 1996) previous
finding of a positive correlation between flow ststind effective teaching and
effective learning.

Csikszentmihaly, Abuhamdeh, and Nakamura (2005)rttes] the
mechanism by which flow states positively affeag@gement and learning. They
suggested that a continual process of self-evaluatikes place when an
individual engages in an activity; the decisioretiher continue or break off this
activity is based upon this evaluation (Csikszehtty et al., 2005). In the
classroom setting, teachers devote a significamugtnof thought to engaging

students prior to an activity. However, for Csistmihal et al., there is a causal
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connection between the continuation of the actiarg enjoyment. This would
imply that flow experiences have the potential @éfplsustain interest in learning
activities, thereby improving the quality of thaatning. Similar to enjoyment,
receiving immediate and appropriate feedback cateslpositively with
motivation to engage in an activity in the futube¢i, 1971; Ryan, 1982).
However, the most essential element to attainioy 8tates in the
classroom is maintaining the balance between tiaests’ skill level and the
level of challenge (Csikszentmihaly et al., 200%his is particularly elusive,
since there are often as many as 30 studentslassrocom, all with different skill
levels engaged in the diverse academic tasks aaiplines. While students who
perceive a balance between skills and challengereeqre high levels of
engagement and flow states, those who feel thgtlélol the required skills to
successfully perform an activity experience boredom anxiety
(Csikszentmihaly & LeFevre, 1989). Dewey (1913)gested it is the task of the
teacher to create increasingly complex learningeggpces that promote
“thoughtfuleffort” (p. 83) on the part of the student. Tearshcan accomplish
this by making use a#dmergent motivatioto gradually foster interest and flow
experiences in students (Csikszentmihaly et ab520Individuals experiencing
emergent motivation attempt a previously uninténgsiask, and through optimal
challenge and growth of skills, they develop geauirterest and enjoyment

(Csikszentmihaly et al., 2005). This aspect offtbe experience is particularly
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relevant to education, since it provides teachestsadegy to build student interest
through appropriate challenge and success.
Csikszentmihaly (1990) elucidated how flow expetceran enhance
growth and development of students:
Following a flow experience, the organization daf gelf is moreomplex
than it had been before. It is by becoming indregg complex that the
self might be said to grow. . . . The self becomese differentiated as a
result of flow because overcoming a challenge ity leaves a person
feeling more capable, more skilled (p. 41).
This aligns with self-efficacy theory (Bandura, 99®ajares, 2008), where
repeated mastery experiences lead to the anticipafifuture success.
Csikszentmihaly (1990) explained how flow expergstend to perpetuate
themselves:
When we act freely, for the sake of the actionfitsgher than for ulterior
motives, then we learn to become more than whavere. When we
choose a goal and invest ourselves in it to thédiof our concentration,
whatever we do will be enjoyable. And once we hagted this joy, we
will redouble our efforts to taste it again. (p) 42
With this in mind, flow experiences tend to fosgeowth through repeated

exposure to optimal performance experiences.

96



Chapter Il Summary

In the present chapter, | evaluated literaturetorm the cross-cultural
aspects of the study. | devoted particular atbentd the unique features that
distinguish the German educational system fromith#ite United States. |
examined literature relating to and self-determaratheory (Deci & Ryan, 1985)
and flow theory (Csikszentmihalyi, 1975, 1990, 1P®ith an emphasis upon
their potential power to explain academic motiviation the subsequent chapter, |
detail the methodology of the study. Here, | ¢latihe philosophical
underpinnings of the phenomenological approachjastdy my choices in

research design.
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CHAPTER THREE
METHODOLOGY
The present study represents an exploration gblle@omenon of
academic motivation from the perspective of highlgcessful students in
Germany and the United States. Since motivati@migternal cognitive process,
the primary source of data is the words of stud#m@mselves. However, because
academic work is in part conducted in public, éatpted to gain contextual
understanding through observation of the studentisa classroom setting.
Therefore, | augmented the students’ stories wighomin accounts based upon
observation, occasionally referencing the commehtsachers for background,
context, and corroboration.
Philosophical Overview
Because motivation is a purely human constructpueigng its essence is
inferential and primarily a linguistic process. f¢using on academic
motivation, | am exploring a specific motivatiorigld that possesses its own
vocabulary, its own social context, and its owndamental nature. Because
motivation is at best a fleeting concept, its tnstlessentially subjective and
difficult to hold fast. According to the pre-Soticephilosopher Heraclitus
(trans. 1912), “Nature loves to hide.” Heidegded96) characterized the purpose
of phenomenology as “to let what shows itself bengieom itself, just as it shows

itself from itself” (1996, p. 30). This represeatprocess of un-concealment or
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Aletheig which, according to Husserl (2001), can be acdisimgd through a
return “to the things themselves” (p. 4, originanw published 1900). Since
phenomenological research does not attempt to giereebeyond the specific
lived experience under investigation, | can onlpéto tentatively approach the
essence of gifted academic motivation. For thaaa, there is no need to
distinguish the individual appearance from the ngeeeral essence. According
to Sartre (1956), “The appearance does not hidedbence, it reveals it;ig the
essence” (p. 5, original work published 1943).

This attempt to trace the essence of a phenomaerfondamentally a task
of writing, which for Van Manen (1990) “externalge/hat is internal; it
distances us from our immediate lived involvemaenith the things of our
world.” Hence something is both lost and gainethsattempt to impose
structure on a phenomenon through thematic orgaoizaEvery description,
every quotation, every organizational choice ndy anfluences the hermeneutic
process; these choices become the interpretaself. itThe ever-present
hermeneutic circle, expressing the tenuous balbatieeen the parts and the
whole, imposes a constant interpretation of meankngery piece of text becomes
loaded with fore-meanings to the extent that &lvgays already gathered by the
writer, who has ears only for what he or she sed@kss aligns with Heidegger’s
(1996), understanding @fa-sein which represents the individual who is aware of

his or her own existence and the temporality of éxastence. For Heidegger,
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“Da-seinhears because it understands” (p. 153). And gselxe as stated by
Nietzsche (1979), “Ultimately, no one can extraotf things, books included,
more than he already knows. What one has no atzéisough experience one
has no ear for” (p. 70, original work completedlB88 and published
posthumously).

By the very structure of my questioning, | funrte participants’
responses into the philosophical context from whinghstudy originated. |
formed questions representing a broad circle sadimg the central concept of
motivation. These questions sought to allow sttgltdre opportunity to reveal
inner processes relating to achievement, effod,sarstained attention. Never
during the questioning did | allude to the distiootbetween intrinsic and
extrinsic motivation. However, whenever a studaought up related concepts,
such as interest, enjoyment, determination, ofébbng of time, | would always
follow up to gain additional insight, often requesgtspecific examples. The
cumulative effect of my probes and follow up quassi was to alert the
participants that | found their thought process@umding their academic
endeavors to be important. This created a seffgieating exchange where
students provided additional examples of how ttegihniques for achieving
academic success are unique and of value. Wahrthmind it is clear that my
interpretation began when | posed the initial goesand continued until | wrote

the last word of analysis.
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Throughout the process, my own life-world collideih that of the
participants, hopefully producinghderstandingr to use Dilthey’s (1996) word,
Versteher(p. 102, original work published 1900). With tilmaimind, | recognize
my part in the hermeneutic process and admit bePresentation of Data and
Analysis represent one of many possible perspectwehe phenomenon. By its
very nature this interpretation simultaneously wees the participants’
motivational orientation and reveals my own foreamags, resulting in an end
product that is equal parts phenomenology and agodphy.

Methodological Overview

Part of a methodology is to justify why the reskarts approach is the
most appropriate for the phenomenon under invesiiga The Review of
Literature presented a substantial number of studikating to the distinction
between intrinsic and extrinsic motivation in aiggr of contexts. The
overwhelming majority of these studies adoptedaientitative methodology,
touting the weight of empirical evidence based ugetailed statistical analysis.
The most common means to study motivation involeasares of free time
behavior and self-report measures, both admingt@fter an experimental
condition. Admittedly these studies demonstragaiicant negative correlation
between praise, rewards, imposed deadlines, slanved, evaluation, and
intrinsic motivation. They also reveal importargtohctions concerning the

manner in which the extrinsic incentives are imgated. For example, the
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informational content of praise may moderate théemmining effect of praise in
general on subsequent intrinsic motivation. Thsenctions are important and
they create an empirical foundation upon whichpghenomenon has gained
attention.

However, researchers studying the phenomena afisicrand extrinsic
motivation often point to the cognitive source, whthoughts have a causal
connection to actions. Cognitive psychologisteltheir work in opposition to
that of behaviorists, such as Skinner (1953), wéid that only factors external to
human consciousness determine actions. For Skiaperant conditioning could
be used to explain all human action; thus, there neaneed to even consider the
inner processes of personal causation charactdnizétkider (1958) and
DeCharms (1968).

Yet surprisingly, recent studies on human motivatiocluding the
seminal works of Deci (1971) and Lepper and Gré&B&3), established an
overtly behaviorist approach to measuring the cao$@uman behavior. The
experimental approach typical for studying intransiotivation involves
providing subjects with an interesting activitynadistering reward or non-
reward conditions, and surreptitiously observing aming the participants’
return to that activity during a short break. duld argue that the participants’
free choice time is determined as much by the tyualithe alternative activities

as by the presence or absence of experimentaltcomsli Even as participants
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continue to perform the activity during their freleeice period, we learn nothing

of why they are so engaged. They may be boredthwlalternative activities.
They may manipulate the puzzles to gain experieecessary to defeat fellow
participants in subsequent rounds. They may tédaspre in being successful,
regardless of the content of the activity. In aage, researchers examine the time
they devote to the activity and measure the belhaatber than the cause of that
behavior.

Researchers of motivation often follow experimeptalcedures with self-
report measures to assess levels of enjoymentragajement. These surveys
typically require participants to assess theitudt toward an activity
numerically on a Likert-type scale. Statementshenscale correspond to
subscales of the theory, such as interest, etsion, and perceived choice.
Subsequently, researchers employ quantitativeateatbysis to determine
correlations between the identified variables.haitgh this method allows for
participants to respond to specific elements ofivation, the numerical system is
arbitrary to the extent thatfexe on the Likert scale for one person may likrae
for another. Although researchers can assesl#@/e consistency of the
choices with respect to each participant, the f@agesn is upon behavior and not
upon the cognitive process that precedes behatAora participant to affirm that
he or sheenjoysan activity provides only a vague understandintp wi

guestionable generalizability. Because of incdasislinguistic nuances from
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participant to participant, the sophisticated staial analysis loses its empirical
force.

In the current study | do not identify dependerd ardependent variables.
Nor do | perform statistical analysis to determtine strength and direction of a
correlation. Rather, | call upon the participaitexpress their nuanced view of
the phenomenon under investigation. Just as Hgetdd996) asserted that the
meaning of being is only accessibldla-sein the experience of motivation can
be most completely revealed through the words @irtdividual who can
articulate the cognitive process.

The motivated individuals in this study consisstfdents who have a
demonstrated record of academic success. Anyiggsaorof their motivational
orientation must acknowledge its changeable natoegrding to an array of
tasks. Because language can conceal as mucheasadis, it is my task as
interpreter to lend coherence to a narrative adcoline phenomenon.

The cross-cultural aspect of the study is in no veaylom. Rather, | have
purposefully selected students from two culturesnetine academic endeavor is
highly charged with competition and extrinsic matinrs. At the same time,
students from Germany and the United States expryisystemic educational
differences, which may shed light on all aspectsiofivation. If education can
be viewed as a series of events that influencedh&nuum of extrinsic to

intrinsic motivation, it is instructive to consideultural factors that may not be
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noticed in a single case study. The responsdsecAinerican students inform my
interpretation of the comments from the Germanesttal Conversely, the
German students’ words inform my analysis of theefican portion of the study.
In combination, the two cultural elements allow &oricher and more profound
understanding of the phenomenon of gifted academiivation.

Research instruments

Prior to obtaining Instructional Review Board apgbto collect data |
created six research protocols. Each protocokssmted a series of questions
relating to gifted academic motivation through lreses of self-determination
theory (Deci & Ryan, 1985) and flow theory (Csiksteihalyi, 1975, 1990,
1997). | prepared separate interview protocolsfodents, teachers, and
directors, along with questions for a student deaean. In addition, | created five
to six daily questions for Survey Monkey to whid¢hdents were directed to
respond in writing. See Appendices A-J for theseqeols.

Demographic information on the student protocoluded a self-report on
their area of academic focus, top choice of futurizersity, likely academic
major, and eventual career aspiration. The stugiebcols contained 21 major
guestions along with probes and follow-up questionsise as needed. For the
first set of questions, students were asked todefcademic success, speculate

upon the source and direction of their academidvation, describe what was
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most and least enjoyable in school, comment upesitinificance of grades and
high-stakes testing, and describe the role of flaemily with respect to school.

The next group of questions required students mongent upon their
connection to the school and the quality of thelationships with administrators,
teachers, and classmates. This was followed kgllpbsets of questions relating
specifically to their participation in math andtoiy classes. These questions
required students to detail and evaluate theisotesn realities, study routines,
academic goals, and areas of academic interest.

The probes consisted of pointed questions relaliregtly to the various
aspects of the two theories. For example, problasimg to self-determination
theory (Deci & Ryan, 1985) with respect to the stutd’ experience of autonomy,
competence, and relatedness. Probes for flowyH@&@sikszentmihalyi, 1975,
1990, 1997) dealt with specific elements of thethiesuch as optimal challenge
and the students’ perception of the passing of.time

The protocol for teachers followed a sequence ohmaestions and
probes parallel to those asked of the student®. tddcher interviews were
intended to provide context for the students’ comtsie The principal questions
for teachers dealt with academic content, defingiof success, perspectives of
the classroom reality, assessment, and motivatapyaoaches. They were asked
to focus their comments on the top performers endlassroom with particular

emphasis upon the specific student participantisarstudy. Probes also directed
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the teachers to respond to elements of the theatdétames, such as competition,
rewards, and formative feedback.

The protocol for administrators sought to elicihgar contextual
information as those from teachers. However, #nges of questions focused
upon institutional goals relating to student outesmAdministrators were asked
a series of questions relating to the academicramghow they select students,
which universities graduates typically attend, padicipation of students on
national tests. Administrators were also askedesxribe the school culture, to
assess the level of parental involvement, and &pacterize the motivational
approach of the faculty. Like the protocols fardgnts and teachers, the
guestions for administrators included probes nedpto the theoretical frames as
appropriate.

In addition to the interview protocols, | prepatea broad questions for
the student orientation. The students were askedovide a two-minute history
of their lives and detail their free time activiieThe orientation protocol also
included instructions for responding to the Surigynkey written prompts.
Through a link to Survey Monkey, students were dtkhecomplete open-ended
written responses to five or six questions durlmgweek following the individual
interviews. For each survey, students completadgle demographic item
where they identified their first name. This alledvme to link their responses to

the oral interviews during the Presentation of Ddthe questions related directly
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to the theoretical frames and sought to soliciadenot offered in the oral
interviews. In keeping with the phenomenologiggtr@ach, questions required
participants to articulate why they completed acsiddasks and how they felt
during the process. | also asked students toerdiair perception of the passing
of time while engaged in school-related activiti€3n each of the five days,
students were encouraged to provide additionateminformation that might be
relevant to the study.

| prepared a final protocol to assist in note-tgkiluring the classroom
observations. Since the classroom observations n@rrecorded, | took
extensive notes in several areas that provided dmitext and specific
information relating to the theoretical frameworkehe observation protocol was
divided into several sections, including the phgkdaescription of the room and
comments relating to classroom atmosphere, rulésartines, and relationships
between teachers/students and students/studedthtiohal sections on the
protocol organized examples of student choice pogdtchallenge, student
engagement, student interest and enjoyment, irtruss extrinsic goals,
contingent rewards, teacher praise, and feedblac&ddition to the spaces for the
specific categories of observation, | left amplenid space for scripting of

comments from the student participants and teachers
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Translation of Protocols

After creating the six protocols, | produced my o&@rman translations
of each. My translations were more literal thgufative as | attempted to put
forth a faithful version that would maintain consiscy. | sent these six
translations to a native German speaker to makeralisuggestions with an eye
toward more idiomatic German that would be undeddale particularly for the
student participants. After integrating the edébsuggestions, | sent the drafts to
the native German speaker a second time for fio@éections.

The Sites

| chose the school sites based more upon theitagitigs than their
differences with respect to academic programs estigopulation, and
performance outcomes. While the Ambrose Acadersguygonym for the
American private school in the study) comprisegtafients from kindergarten
through 12 grade, the Goethe School (pseudonym for the Geprigate school
in the study) consisted of grades five through Edwever, both have clearly
delineated upper schools for the years of secoreldugation. Although both are
technically classified ggrivate schools, there is a significant difference in
parental financial support. Students attendingimbrose Academy pay
approximately $18,000 per year; however, this arh@uoffset by a significant
endowment set aside for families needing finaresaistance. In contrast, the

Goethe School requires students to pay €50 perhm{@pproximately $750 per
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school year). Although this is a nominal paymértill represents a significant
expenditure from the perspective of German famadiesustomed to full coverage
of school costs by the state. Like in the Unitéaté&®s, most private schools in
Germany are supported by church organizations. phigsical and operational
costs are typically paid by the church while thiauses, insurance, and retirement
of teachers is paid by the state. Each of theedéral stateHundeslanddrin
Germany is constitutionally charged with providimasic education for all school-
aged children. However, for Germans, the distamcfrom church and state-run
entities is blurred and the practice of directimplc funds to support church-
related activities is without controversy. Perht#y@smost significant similarity
between the two schools is their rigorous acad@mugrams, coupled with high
university acceptance rates for their students.
Ambrose Academy

Based upon my on-site observation, | would charexet¢he Ambrose
Academy as having a relaxed, effortless environm&atys wearing uniforms of
khaki pants and polo shirts moved quietly betwdasses with only minimal
horseplay, such as giving high fives or pattingheather on the back. Girls
wearing uniforms of plaid dresses with tennis sheregaged in casual
conversations and transitioned seamlessly to thet giassrooms when the bell
rang. Male teachers wore a uniform of sorts a$, wehsisting of slacks, collared

shirt and tie without blazer. Female teachers woraparable professional attire,
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typically slacks and a blouse. Between classesiong the morning break,
students gathered in small groups, often sittingherfloor of the carpeted
commons in circle. Students wanting a quickerditaon to class sat on benches
outside of the rooms. The Director of College Csmlimg substantiated my
positive impression of the school climate, obseagVirthink our kids are really
nice to each other. And | think they hold a gl of respect for their faculty.
And that, to me, just provides . . . a very favéeadnd positive learning
environment.” The Upper School Division Head caned with that assessment
of the institution, noting “I think it's a prettygalthy school culture.”

The morning routine at the Ambrose Academy illusisahe ease with
which the school operates. At 10:10 a.m., studeawe a 20-minute break, which
is designated for homeroom and morning announcesneihe homeroom
activities are largely left to the discretion oétteachers, and they typically allow
students an extended opportunity to socialize.alDiour days of on-site
observation, | withessed all 400 Upper School sitglgather in the open
commons for announcements. Faculty members intgted with the students or
stood above on the second floor overlooking thesgjJuMost announcements
were made with a microphone; however, students gt enough for
announcements to be heard without amplificationthBtudents and faculty
made announcements in a rather casual, efforttesegure. As the audience

quietly listened, several students were recogni@etheir athletic or academic
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achievements. The student body responded poysitioghe spirit of the
announcements and demonstrated respect and apioredos the school culture.
Goethe School

While students attending the upper school at thédse Academy were
separated from the elementary and middle schodests, those attending the
Goethe School had more interaction with the yousgigents, particularly in
hallways and in the courtyard. While at the Go&hhool, | was struck by the
contrast between the noise and bustle during pggsnods and the quiet and
order within the classrooms. Just like the Ambrasademy, the Goethe School
has 45 minute class periods. After the transitibed sounds, students have five
minutes before the commencement of their next tesSirikingly different was
how teachers moved from class to class and studemigined essentially in a
single room for most of the school day.

The students in the study are in the upper scduth is primarily
housed in a row of four portable classrooms thdtlie®en constructed within the
past five years. During passing periods, studefitshe classroom and visited in
the hallway outside the rooms. The Goethe Schaskwo built-in breaks
(Pausen that last 20 minutes. During this time, studeaften consume snacks
and congregate in the outdoor commons along wiithesits of many ages.
Because the school was initially constructed in4l88ere are clear delineations

between the older areas and more recent additibhne.main wing, which houses
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the majority of the classes, was constructed irll8%®0s and reflects that style of
architecture, complete with windows that open outkvdouble chalkboards, and
rows of tables, each seating two students.
Comparisons

While students from the Ambrose academy are requaevear uniforms,
those attending the Goethe School are free to atéez of their choosing.
Students dressed casually, typically wearing jeantsa T-shirt or sweatshirt.
Older male faculty members dressed formally, oftearing full suits. Similarly,
older female teachers dressed professionally withiaof formality. Younger
teachers dressed more casually, frequently wegeargs and collared shirts while
younger female teachers wore jeans and casuad.shifhile visiting the German
campus on a Sunday, | was introduced to severeées who were preparing a
birthday celebration for the director. As theypgaeed his office for a surprise
party, the teachers and one member of the custstditilserved wine to the
cohort on the school grounds. Prior to my intesvan the next day with the
director we had to wade through a sea of multi+ealdoalloons to find a table.

The Goethe School possessed casualness in theinalklr to that of the
Ambrose Academy. However, the German classrooms meich more formal
and teacher-centered. Although I spent a sigmfieanount of time in the faculty
rooms of both schools, | had many more occasionsdoversations with the

German faculty. The American faculty room was ofenpty, since teachers all
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had their own classrooms. In contrast, the Ger@achers shared a large, open
faculty room that was constantly occupied. Althlotigachers did not have
designated office spaces, they each carved outH wmitory at one of the tables
to store their belongings and teaching materig¥hile in the German faculty
room, | had several occasions to speak with teach&t least a dozen enquired
why | was spending time at the school and expressedsity about the content
of my research. The German teachers asked spgu#ttions about my research
design and seemed to be aware of the issues tetatstudent motivation. They
nodded knowingly when | explained the distincti@ivieen intrinsic and
extrinsic motivation in the context of academits.fact, many wished me well in
my research.
Recruitment and Data Collection

The student participants from both schools werectetl by school
administrators, based upon their grade point aweaagl class ranking. From the
American school, | recruited the top five™draders with the intention of
interviewing only four. To obtain a comparable géarfrom the German school,
| selected the top five students in the&fear ThisE stands foEinfihrungsphase
[orientation phase]. It occurs after tH%g‘rade and prior to the tj]]grade. In the
state of Hessen, tf@ymnaisundoes not currently have a"1grade class, since
they are transitioning the end year fron'8ade to 19 grade. Although I could

have selected a sample of"graders at the German school, based upon age (16-
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17 years old), their relatively advanced acadenogiam, and the fact that
graduates of a Gymnasium typically enter Americaiversities as sophomores, |
selected the E-year. After interviewing the studexnd learning about their
academic topics (students in the E-year compldteiices in Germany, which is
comparable to the most advanced gigade classes in the United States), | was
comfortable with this choice.

Although neither school formally ranks studentgytpossessed the
records necessary to recruit the top academic ipeeis. For the German school,
an administrator selected four participants andadteznate, all of whom signed
informed consent documents along with their parefts facilitate scheduling, |
worked with the students’ math teacher, who seagedutor, which was
essentially a homeroom teacher. Prior to the tatem, | informed the tutor
(Herr Gartner) that | would only require four stateto participate in the study. |
met with the four actual participants at the omion and used this as an
opportunity to schedule the individual interviewslalassroom observations.

Prior to meeting with the American participantajdo arranged for four
students and one alternate to sign informed corB@uments along with their
parents. However, in this instance, | met withfigkk students at the orientation.
The coordinating teacher suggested that | meettélstudents, discuss
scheduling options, and then select the actualgadicipants based upon ease of

scheduling. During the orientation it became ctiat all five students expressed
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sincere desire to take part in the study. Whesameduling challenges arose, it
became apparent that | would need to choose fotlediive to maintain the
original design of the study. However, even adfgeaking with the five students
for the 20 minutes of the orientation, | gained sansight into their unique
characteristics as students. Had | eliminatedrtcgaant after this initial
exposure, | would have skewed the data, sinceltidmave pressed the direction
of the findings in a predetermined manner. Witk th mind, | decided to
include all five American participants in the studlthough this created an
uneven number of students and created additionalidahe American portion of
the study, | determined that this was preferabkiéopotential problems related to
eliminating a student.

For all nine students, | provided the same ineenfor participation. Prior
to the signing of informed consent documents, éi@&fl participating students a
$50 iTunes or Amazon gift card. For the Germanigipants, the cards were
converted to Euros. Appreciating the irony of dffg monetary rewards to
participants in a study of intrinsic motivatiorfelt that the time commitment of
roughly three hours warranted some type of remuiograHowever, in keeping
with the assumptions of self-determination the@gdi & Ryan, 1985), | did not

make the reward contingent upon a specific perfogealuring the study.
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Conducting the Interviews

| conducted the four student interviews in Germing quiet room in the
old portion of the building near the cafeteria awverlooking the courtyard. The
German participants were polite, respectful, ang@ng throughout the process,
assisting me in creating a schedule of individo&nviews and classroom
observations. For the individual interviews, thedents were not early and not
late. Rather, they were right on time, which is @erman custom. | sat at a table
across from the participant with a recording dewnd a back-up recorder
between us.

During the interviews in Germany, | referred to stedent participants as
Sie This is the formayouthat is traditionally reserved for adults whom aloes
not know well or acquaintances with whom one manstaordial yet ceremonial
distance. For students in tBymnasiumteachers often maintain the infornolai
pronoun until the final year of study. | chosertplement the formal greeting as
both a sign of respect and to reinforce the idaattie students are essentially my
co-researchers in the study. Without their worts iasights, | would only gain a
superficial understanding of the phenomenon undegstigation. Prior to the
initial question, | informed the German students thwould use the formal
address. They seemed to enjoy the formality, whiolaintained until the end of

the recorded interviews. However, as we visitédrmally after the recorded
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session was complete, | reverted to the more conduawidress. As is fitting,
the students addressed meSasthroughout the entire interaction.

| conducted the student interviews at the Ambrosad&my in similar
fashion to the German interviews. One intervieve w@t up in a conference room
near the college counseling office. The other took place in an empty meeting
room overlooking the commons. Like their Germaarterparts, the American
students arrived right on time and expressed axeite to take part in the study.

At both schools prior to meeting with studentisatl the opportunity to
interview the directors. At the Goethe Schoobmducted a recorded interview
with the headmaster on the initial day of my sisats. Similarly, | interviewed
the head of the upper school at the Ambrose acatefioye meeting students or
conducting classroom observations. | was fortut@atee able to interview the
Head of College Counseling at the St. Ambrose aogdes well. This interview
was particularly significant because she providesight into the highly
competitive process of college admissions. Althotigere was no comparable
position in the German school, | gained additiansight by interviewing a math
teacher who was also acting assistant director.

In Germany, teacher interviews took place aftestaldent interviews and
classroom observations were complete. This provadmtext for the students’
account and allowed me the opportunity to followampelements of class that

arose during the observations. |interviewed ahnedcher (acting assistant
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director) and a history teacher, both of whom tadlgé participating students. At
the American school, | also interviewed a mathheaand history teacher who
had the participants in class. The purpose ofdheher interviews was to
provide context for the study and broaden perspecin the students’ comments.
Teachers’ frequent reference to the specific stigdi@rthe study allowed for
insight into the students’ motivational orientatiemd experience of realities in
the classroom.
Classroom Observations

For the series of classroom observations at bdtbas, | sought to view
the participating students in the classroom settimgarily in math and history
classes. | chose these two courses because firegeat common ground for the
two groups of students. | also wanted the oppdstua gain insight into
divergent motivational orientations for the natwsalkences and the humanities.
This also aligns with the design of the study sinasked a parallel series of
guestions in the context of math and history clasSe® some extent, my
classroom observations were limited by the studsotgedules. Since all of the
participating students were enrolled in the maginous academic courses offered
at their schools, it was common for as many as tie enrolled in a single class
period. When math and history classes were nolad@, | observed any other
class with the intention of seeing each of the sitnelents in class at least twice.

| instructed the teachers to consider me a flyh@wall in the sense that | would
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quietly take notes and not interact with the stsleuring the classroom
observations in both Germany and the United Stétegyarticipating students
acknowledged me as | entered and waved goodbyketigHe room.

Survey Monkey Data

| triangulated the interview and observation deité written data from
Survey Monkey responses. This represents a stgnifamount of text in both
the written and recorded formats. What followa description of how |
transcribed, translated, coded, and prepared &lfdaanalysis.

After the oral interviews and classroom observatimere complete, | sent
student participants an e-mail link to a serieBvaf Survey Monkey
guestionnaires. At the end of five consecutiveostldays each student received
the link and was asked to respond in writing t@ for six questions relating to the
study. Based upon the students’ descriptionsef thork habits, it was not
surprising that the students responded promptlycanapletely to all of the
guestions. On the rare occasion when a studentigel a late survey, he or she
included an apology either via e-mail or as pathefsurvey itself.

Students provided additional details and exampiéiseir academic
motivation that did not emerge from the oral intews. The survey links
paralleled the Experience Sampling Method pionebgedarson and
Csikszentmihalyi (1983) for studies on flow expedes. With the Experience

Sampling Method, participants carry a pager andchsked to respond to written
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guestions at random times during the day as a wand¢over their attitudes and
motivation toward daily tasks. Although my SunMgnkey questions were sent
at a previously established time, students weredagsk comment freely to a range
of topics at the end of the day when their schttelh@lance and homework were
complete.

Since the students often worked late into the nigiany of the responses
were submitted between midnight and the early nmgrhiours. Both the
American and German participants were faithfulomgleting the written
surveys, responded thoughtfully and thoroughlye $trveys added a layer of
understanding for the study, allowing students la@omedium through which to
express their thoughts on their academic experieBgesending the survey links
after the interviews were complete, students hadgportunity to reflect upon
their academic routines and feelings toward school.

Transcription of Data

| completed the German portion of data collectioiViarch and the
American portion one month later. During the ngwd months | transcribed both
sets of interviews verbatim by hand and later tyjwesn into Microsoft Word
documents. | did not immediately translate then@er transcripts into English.
Rather, | left them in their original version faradysis and thematic coding.

In preparation for the Presentation of Data andlysis, | assigned a

different color for each student’s comments. THiiswed for balanced attention
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to each student’s perspective and eliminated caoriuduring the attribution
process. To maintain anonymity, | establishedstesy of pseudonyms for all
participants, including students, teachers, andimdtrators at both schools. |
also used pseudonyms for the two schools and eefemly in the most general
terms to their relative locations. For the sakelafity, | provided names
beginning with the letteA to the American participants. | named the America
students’ Ashley, Alice, Andrew, Amanda, and Amgéiad the American
teachers Mr. Anderson and Dr. Aldridge. Followthg same approach, | named
the American school the Ambrose Academy. On ther@e side, | began all the
names with the lettgs. | named the German students Gisela, Gudrunfrigolt
and Gunter, and the German teachers Frau Grineandléierr Gartner. Unable
to resist a literary reference, | named the sigeGloethe School.
Coding and Preparation of Data for Analysis

After the transcriptions were complete, | separ#étedstudent statements
into four thematic units that appear in the Prestgon of Data chapter. They
relate to the students’ experience of academicgpation through study and
homework; how they experience extrinsic factorshsag grades, high-stakes
testing, and college applications; how they expegethe classroom environment
and relationships with peers; and how they expee¢he motivational influence
of adults in their lives such as parents, teaclaard,school administrators. After

creating thematic groupings of students’ commadntstiated the presentation of
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data, striving to allow the students to tell th@in stories. This was followed by
an analytical look at the data through the framé&waf self-determination theory
(Deci & Ryan, 1985) and flow theory (Csikszentminal 975, 1990, 1997).

After transcribing both the American and Germarsti interviews, |
was struck by the relative directness of the Gesnaiith that directness came
brevity, which was reflected in a pronounced défeze in the duration of the
interviews. The American student interviews avethd5 minutes, while the
German interviews averaged 25 minutes. My inthalught was that this was due
to my own linguistic limitations in the German laragye compared to English.
However, upon hearing the recordings, | realized tiput forth significantly
more probes and follow up questions in the Germegarviews.

The American students opened up immediately aretedfmany personal
details for even the most generic questions. Eagerly provided anecdotes,
frequently quoting themselves or reproducing batigof conversations with
parents, teachers, or classmates. They were @ Ghaver, irreverent, whimsical,
and demonstrated self-deprecating humor.

In contrast, the German students responded dirctlye questions,
offering few anecdotes and maintaining a relatiwagious tone throughout.
When they felt that a question was satisfactomlgrassed, they simply concluded
their response. It must also be noted that in @arrthere is a clear delineation

between formal and informal speech. During thennéews, the German students
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addressed me witBie which is the formal version gbu With this comes a
general formality in speech which certainly confestigh in my translations. At
the end of both sets of interviews, | revealeddthlgroups of students that this
was a cross-cultural study with participants atiegdserman and American
schools. Without exception, the nine students weszested in the content of the
study and expressed the desire to debrief, oncdissertation is complete. After
publication of this dissertation, the participatstgdents will have the
opportunity to read this account of their academativation, and that of their co-
researchers on the other side of the Atlantic.
Chapter Ill Summary

The present chapter detailed many aspects of thigooh@ogy and
represents a detailed account of the process afaddiection and analysis. It
included philosophical and methodological overvigwsich provided the
opportunity to situate the study and clarify my ickes as researcher. | described
the research instruments, clarified the translgbi@tess, and justified the
guestions—a task central to phenomenological stidgt context for the study
by providing descriptions of the Ambrose Academg #re Goethe School. To
clarify research choices, | detailed the procegsaaticipant recruiting and
explained the how | conducted interviews and ctamsrobservations. |

described the system by which participating stuslesteived Survey Monkey
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qguestions. The chapter concluded with an explanatf how | created

transcripts, translated the German data, and cddedfor subsequent analysis.
The following chapter consists of a detailed Presteon of Data,

primarily expressed through the voices of the stugarticipants. It represents

the longest chapter of the dissertation and costhie substantive data that | will

later analyze through the lenses of self-deternanaheory (Ryan & Deci, 1985)

and flow theory (Csikszentmihalyi, 1975, 1990, 1997
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CHAPTER FOUR
PRESENTATION OF DATA

As I lend structure to the presentation of ninelshi teacher and
administrator interviews, classroom observations, @mpus tours, | am mindful
that this represents the commencement of the heumierprocess. Just as all
guestioning explicitly reveals my own fore-meaniiegacerning the phenomenon
under consideration, the organization of the Prasieom of Data exposes my
argument, perhaps in veiled tones. Equally sigaift are the pieces of text that |
choosenotto report. Essentially, | am placing myself adge and jury
concerning the value of the sundry pieces of datltuncovered. In that sense,
as Van Manen (1990) suggested, “the silence ofespiacas important (speaks as
loudly) as the words that we use to speak” (p. 113)

Since my principal endeavor is to describe howlanacally gifted
students experience motivation toward academicstdskructure the Presentation
of Data around four categories of lived experierssealed primarily through the
words of the participants. To a large extent, ¢hestegories represent areas of
common ground between the American and Germanstsid@ hat is, both the
American and German participants had a good desdyavithin each of the
categories. However, their responses revealedraliind systemic differences

that illuminate the phenomenon of gifted acadenntivation.
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The first category is callettherealities of preparation: How the students
experience homework and study details the students’ academic routines,
including where and when they study, their usenfr-use) of music, their
experience of digital distractions (computers aglitighones), and their
techniques for memorization. It also exploresagh®unt of time they devote to
scholastic preparation and the extent to whichr theate talent and work ethic
combine to facilitate academic success. The secatadjory is callethe
realities of academic achievement: How the stuglerperience measures of
success, how they experience the college admigsionsss, and how they
characterize their own academic abilitiefn this section, students reveal the
extent to which they are grade-conscious, how grepare for high stakes testing
like the SAT and ACT (American students) and Aloitur (German students),
and the motivational significance of college acaepe. The students reflect on
their own academic abilities and comment on theirkwethic. The third category
is titled the realities of the classroom: How the studerfseeence the school
learning environment Here the students articulate their feelings tolvthe
school and their peers. | also provide descrigtioithe students taking part in
classroom activities, with focus upon their leveengagement and how they
interact with teachers and fellow students. Thetfoand final category is named
the realities of the adults in the students’ livé$ow parents, teachers and

administrators influence the students’ motivatioidarn This section explores
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the means by which the significant adults shapestix@ents’ motivational
orientation through both intrinsic and extrinsicans.

After an initial introduction of all nine particging students, | present the
stories of the American and German students togatycally in alternating
sequence. | settled on this structure to accemthatcross-cultural aspect of the
Presentation of Data, which | endeavor to preséttt mvinimal editorial
comments. However, | recognize the futility ofstkask, since the very questions
are intimately related to the theoretical framesaif-determination theory (Deci
& Ryan, 1985) and flow theory (Csikszentmihalyi,/$91990, 1997) and reveal
the direction of my thinking on academic motivation

The Student Participants

Ashley attended public school in Connecticut ptmjoining Ambrose
Academy in the seventh grade. She plays socceisanghotographer for her
school athletic teams. She plays the violin angldeking on her pilot’s license.
She is ranked in the top five students at Ambrosadémy and considers her
current area of academic focus to be history. [#ées to attend Vanderbilt
University or Emory University with a likely majaf business, specializing in
international relations. She is uncertain of hareer goal.

Alice was born in Oklahoma and joined Ambrose Agag in
kindergarten. She is the news editor for the sthewspaper and enjoys writing

short stories and poems. Due to a recent injiny,is unable to participate in
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athletics for the current semester. However, sbeipusly participated in field
hockey, soccer, and tennis and anticipates a réducampetition during the
upcoming school year. She is ranked in the top $twdents at Ambrose
Academy and is currently focused on the study @ and cultural studies.
She would like to attend Harvard University, Coluanbniversity, or the
University of Pennsylvania, where she would likertajor in business. Her
professional goal is to work in foreign affairs anternational relations.

Andrew was born in Texas, moved to Connecticuafgear, and then
returned to Texas, enrolling at Ambrose Acadenmkimaergarten. He plays
football, soccer, and lacrosse at Ambrose Acadeldg participates in school
musicals and is part of an improvisational comexynt. Just prior to our
interview, Andrew was elected student body prediflarnthe subsequent school
year. He is ranked in the top five students at Aab Academy and focuses his
studies on biology. He would like to attend ant easst college, such as the
University of Virginia, the University of Pennsylvia, or Yale University. He
plans to major in biology with a career goal of &m®ing a pediatric surgeon.

Amanda grew up in Texas and has attended Ambroadeimy since
kindergarten. She plays on the softball and sae@ans at her school. In
addition, she participates in musical theater, band has an interest in
photography. She is ranked in the top five stuslahiAmbrose Academy and has

labeled her area of academic focus to be sciefbe. has identified a long list of
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potential colleges, including Williams College, Aarkt College, Pomona
College, and Swarthmore College. She intends jommrabiology or chemistry
and has not yet identified a career goal.

Amelia was born in Texas and attended public skcimobe small town
where she grew up. She joined Ambrose Academlyaminth grade and still
resides in the small town, where she has maintamady friendships. She
participates in choir and musical theater, takesipa freshmen mentor program,
is a member of the school soccer team and a maoagée lacrosse team. She is
ranked first in the junior class at Ambrose Acadeg considers her area of
academic focus to be math. She plans to attendrihersity of Texas or the
University of Pennsylvania, where she would likertajor in accounting. Her
professional aspiration is to enter a field relgtio math and accounting.

All of the German students joined the Goethe Stimothe fifth grade.
Gisela’s major courses are German and math. Shé&lvave preferred to
choose Latin instead of German. However, not enatigdents enrolled in Latin
to constitute a major section in the school. Infhee time she participates in
handball and has taken part in dance in the @fis¢ would like to study math at
the university level with a career goal in the makgciences. She indicated that it
is too early to select a particular university.

Gudrun has selected math and chemistry as her mayoses. In her free

time she participates in track and field and dargke also likes to play the guitar
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and sing. Although she has not yet selected gopative university, she is most
interested in chemistry as a major. Gudrun isysbtertain about a professional
aspiration.

Gottfried chose to major in Math and political sae. He also listed
physics as an area of academic interest, thoughstunavailable as a major
subject. In his free time he likes to play bas&#itbhough he does not play for a
club team. He also has played the drums withdhisal band in the past.
However, this created scheduling conflicts withdaademic work, so he recently
cut back on his musical activities. Although hemgertain concerning a potential
university or a career, he would like to major hysgics.

Gunter’'s major subjects are math and Englishhidrfree time he plays
soccer for a local club and also works as a refekis the only German student
to have a specific university in mind. He planstiend the Technical University
in Aachen. He has already completed a practicutim kifthansa and would like
to pursue a career in aeronautical engineering.

The Realities of Preparation

As the brief introductions above demonstrate nine students in the
study possess high academic aspirations whichitheg for the most part
achieved. Both the American and German students ager to share many
details concerning their routines of homework caetiph and study. The

following account of common study procedures amauilgor with which they
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implement them could be read as a recipe for acad&mcess in high school.
The section is divided into subsections relating/b@n the students commence
homework, where they work, their views concerningsia during study, their
approaches to digital distractions while studyihgir favored study and
memorization techniques, and how much time theytdeto their studies.
When the Students Study

Central to the students’ homework procedure ismargon lack of
procrastination. All five American students regaltegularly-scheduled
extracurricular activities, such as sports or maisic Ambrose Academy requires
three years’ participation in after school spontsich normally run from 3:30
p.m. to 5:30 p.m. Ashley’s described her timeframigich is typical of all five
students, explaining “I drive home and then | milgte take a 15-minute break
and then | start homework.” Amanda echoed a similacedure, explaining
“After practice | generally eat, take a shower, #meh I'll start my homework,
and I'll just do that for up to like three or fobours a night.” Alice was not
involved in afterschool sports because of an injaoyher start time was relatively
earlier than that of the other participants. Sbexdied, “I will get home at 4:00
or five—and then maybe I'll start my homework at%or 5:30 after | get a
snack.” Andrew responded that he often takes adgarof a natural break in his
schedule to get a head start on homework, notingllkeither do it during my

free period or when | get home.”
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The school has an open campus where students rtregr garing their
free periods in the commons. During my observatstudents were typically
grouped in circles of five to eight students, dingltheir time evenly between
studying and socializing. Andrew described howdags with an impending test
he often avails himself of a more quiet space tieacommons where most of the
student interviews took place. He reported “Idl in the Addison Room, in here,
cramming for that test just surrounded by booksjatithg down as many notes
as possible before the test.”

Just like the American students, the Germans hawdyfestablished
routines of study. Without exception the four Genrstudents complete
homework as soon as they get home. On typical, diagsmeans arriving home
by 1:30 p.m. However, the students in the uppleoaicfrequently have two
afternoon classes per week. This means arrivimgehdb to 90 minutes later,
depending upon the length of the class. Giseltaggx her approach to
scheduling homework, which includes her procedarevieekend assignments:

| do homework directly after school. And alwaystba same day. For

example, if we get something on Friday, then | @dlit right away on

Friday because | don't like it when | have to date on Sunday night.

Studying is partially based on the same principlenoe. Mostly |

complete the study sheet and read it through agdhre evening, because

| can remember it better.
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Similar to Gisela, Gottfried explained that he ngmecrastinates and that
his start time for homework depends upon his cdabgdule, noting “Often | start
before lunch. It always depends. When | havetailgisses, then | come home
late. But when | maybe just have five classe) théo it before lunch.” Gudrun
reported that she rarely forgets to complete assegns. However, she admitted
“That has happened before. | mean, sometimesiygulysforget to write down
your assignment or just forget to do it. But luedly try to do it all.” She then
described how she had felt at that time and céatifier teachers’ for late
homework:

| felt a little bad because | normally do it and/ays turn it in. But if

somebody does that—when someone does not compé&etemework,

they get a check mark. And when you have threelkchwarks, you get a

letter to your parents. | have never had thattuélty the most that | have

received is one check mark, and that is not so bad.
Gunter also completes homework daily and rightraftdool, explaining “First |
eat with my family. And then actually homework—any case | study
something, some type of assignment. But not feretfitire day.”
Where the Students Study

Just as the students are consistent whiknthey study, they are also
consistent wittwherethey study. Although some of the girls describad

occasional study outing to Starbucks, they typycstilidy in their bedroom, most
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at a desk. Amanda was the lone exception who alidise a desk. She explained
“I do my homework in my bed actually. | just stwn and lay all my books
down.” Alice described how she attempts to “pagration to one thing at a
time.” She accomplishes this by ensuring a quakepace, often working
around the schedule of her two younger brothers:
| do have two brothers. So it'll be quiet on certdays—they play sports,
so they don’t come home ‘till later, so I'll try tho my homework like
reading or something that | have to definitely @mtcate on—while it is
quiet, or I'll ask them to keep it down.
Amanda experiences fewer challenges finding a guiaete at home that is
conducive to study:
‘Cause usually it's just me, my brother, and mavy dad gets home
around like seven or 7:30. But he usually jusgstdownstairs, and like
watches the news or something. And so my brotliedm is across from
the hall from me. And he’s always just doing horogwnand mom'’s like
cooking or reading a book or something. So it'segally pretty quiet.
Three of the four German students typically corgplemework in their
bedrooms. Gottfried explained his need for quattting “I stick myself upstairs
in my room and close the door so | will not bewtised.” Giinter described his
space in a little more detail, noting “I am aloriotally alone in the room. No

other things to do. Then only math book, exerciaad formulas.” Gisela
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prefers to complete her studies in a more pubkcspexplaining “I do my
homework in the dining room . .. Sometimes mymeois in the room. She
frequently sits at the PC, or if she is not thehe is working.” She described
how her typical workspace looks, adding “I justatithe big table. Then | can
spread out everything and it is quite practical.”
Use of Music During Study
In an effort to eliminate distractions and maximiize efficiency of their
homework sessions, four of the five American stislelo not listen to music at
all while in their place of study. Amelia descrb& need for absolute silence to
enhance her concentration:
| have to have silence myself when I think. | ¢disten to music or
anything when | do my homework. A lot of peopletetaTV, listen to
music. | can’t have any noise really. | shut nifys# in my room and |
just focus. | can’t even fall asleep with musighe background. It's
terrible! (laughs).
Ashley, Alice, and Amanda also reported that listgrio music while studying is
distracting, and that they prefer to work in silenc
Andrew, notably the only male in the American grpwas the sole
exception with respect to listening to music wisiledying. He described in
detail how the choice of music depends on his mdaéid. preference is often

classical music because it does not have lyrios cidates folders of streaming
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music, emphasizing that is does not require hinsftend time clicking through
all the songs and stuff like that.” He tries t@@vmusic that is familiar,
clarifying “If it's a song that | know, I'm kind oihclined to sing along and hum
along to it. And I don’'t wanna get distracted litkat.” However, he added that
when studying for French tests, he often listemmtsic with French lyrics,
noting that it “kind of gets me thinking in Frenthe further clarified that for
classes like math that do not revolve around wdrdsyften “listens to like just
regular old music. But it's always like really oal. . and not loud enough that
my brother across the hallway can hear it.”

Similar to the majority of the American studentse Germans eschewed
the use of music while studying or completing horodwv Gudrun explained “I
actually always study alone . . . | prefer to benaland without music.” Gisela
left a small opening for playing music while stualyj responding “Mostly . . . no
music most of the time.” The two boys respondeeflyrand directly toward the
idea of playing music while studying. Gunter at=s@fNo!” Gottfried added
dismissive laughter to his “No!”
Digital Distractions During Study

While the students recognized music as essengaligtraction to optimal
study conditions, they were also aware of the pgatkdetrimental effects of
digital technology. They could all articulate gotable boundaries for the use of

computers and cell phones while studying. Bec#usachool has a web-based
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portal containing grades, assignments, and ingbnatdocuments, there is a
practical need for students to occasionally haveman computer while studying.
At the same time, the students were cognizant wfdmopen computer can lead
to multi-tasking. Amelia described how she is ablevercome the distracting
potential of the open computer through sheer effort

Sometimes | get distracted and | open up a diftetdn go on YouTube

or get on Facebook or something. But | have thipewer to say “No,

you haven’t done anything for 10 minutes, you htavstop!” And then |

close it.
Andrew often uses his computer to play music wsiilelying, so having it open
is a concern. However, he explained that he toese his “computer as a tool.”
He clarified his use of digital resources to opaenthe efficiency of his study
time, noting “For instance, reading an articleEmglish, don’t know a word. [I'll
pull up Dictionary.com and look up the definitiohip understand it, and then go
right back to reading.” Ashley also admitted taMiemg her computer open,
observing “I manage it most of the time. It depeogon how focused | am
(laughs).”

Perhaps more challenging for the students is teggmce of a cell phone
with the constant potential of text messages talotee spell of studying. Ashley
distinguishes between the relative importance aflamic tasks when

determining whether or not to respond to an incgnéxt message. She
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explained “If 'm doing homework | will, but if I'mactually studying for a test, |
don't really reply unless it's someone else asldrguestion.” Andrew is more
open to digital distraction, insisting “The onlyrtg I'll like interrupt my studies
for is if like my friend texts me or something likeat.” As any good digital
native, Andrew uses the capacities of his cell ghnquickly help fellow
classmates, explaining “If it's someone askingdfomework help, I'll text ‘em a
picture of the page or something like that.” Hstidiguishes between serious
academic requests and social uses of the phomdyiclg “If it’s . . . just like my
friend sending funny pictures or something liket+ké#ll ignore those, ‘cause |
knowwho those come from.” At the same time, he hgabished exceptions to
his texting policy, confessing “But if it's my girlend, I'll respond to her, and
then get right back to it.”

For Amelia and Amanda, the issue of receiving sentling texts
represents a more profound question of conscieAogelia is torn between the
distracting possibilities of the cell phone anduse as a timing devise:

| keep my phone with me, which is weird, ‘cause #iways looking at

the time on my phone. When | have a test or a tin@next day | say,

“OK, by 8:00, I'll be sitting here on my bed studgifor an hour, ‘till

9:00.” That's what I'm gonna do, and if | run pésat plan—I usually do

run past that plan, because | get distracted witiphone—I’ll see a

message on it, I'll read—if I'm reading historythaat time—I'll read ‘till
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the next three pages, and then | get to check ragghKind of like a
self-reward system, if that makes sense. It'sdaveir
Amanda has also developed a self-imposed extnasiard system, using the text
message as currency. She explained:
Well usually I will try to finish the problem. L&if my phone rings in the
middle of a problem, I'll try to finish it. And #n I'll go and look at my
text. And then I'll respond. And then go to thexhproblem and do it.
And so it's kind of like a text after every probldtaughs).
Amanda later admitted that knowing that a text rmgesawaits her causes stress.
She clarified:

Because my phone has this green light (laughs yWudliflashes every

half a second or something (laughs). And it'gikcan see it, so I'll just

turn it over so | can’t see the green light flaghflaughs) . . . It's begging

you to look at it (laughs).”

The German students were equally adamant aboutaba@dance of
digital distractions in their workspace. All fodenied any type of multi-tasking
with their computers or phones. Gudrun explainedrationale for this strictly
no-technology policy:

| can’t do that [multi-task] so well. So | eithesncentrate primarily on it

or | actually get nothing out of it. | would rathjest devote 30 minutes

140



properly to something, and then just go to the aaepafterwards.

Otherwise it may take as much as two hours to stundly half as much.
Memorization and Study Techniques

Although the American students reported only pbsti@&cess in
negotiating the minefield of digital distractiorisey articulated thoughtful and
systematic techniques for study and memorizatidnghvare fundamental to their
academic success. They tend to memorize mategidlbefore bed, which is
typically between 10:30 p.m. and 12:30 a.m. Theyr®t above cramming, since
their exams are heavily weighted in their overaddg. Andrew explained his
method of preparation for math exams:

| do it at my desk right before | go to bed. Thewdways summaries and

review to the chapters in the book. | go baclg b those, make sure |

know the concepts pretty well. Before I do thatyrh through the pages

of the book and write down all the formulas—altlebse that we learned,

all the identities and stuff like that.
It is common for these students to take an acipgaach to study, often writing
down terms and creating their own outlines. Atiegailed this technique:

For exams, | will make like maybe a review sheetikd to write things

out. So maybe I'll do that or I'll read historyfoeehand, and then I'll just

review the night before—but | review for about tteathree hours,
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depending on what the test is, so | do put qulig af extra time into

tests.

Alice admitted that this can be a labor-intensix@cpdure, noting “I tend to over-
study a lot, but that's what | do.” Although Alicederlines passages
prodigiously, she does not necessary go back anly shose passages. In
contrast, Amanda prefers to study the main topidsstory class, explaining “I'll
generally re-read the section of the books, odidh’t have time, then I'll just
read like what | underlined or highlighted or whage And so just get the key
points of the section.” For math assessments Amargounded “I'll read the
book and the way they do it—and then | take notekay points and equations
and formulas, and I try to look at those, memotiwese as best as | can.” Ashley
also takes an active approach, which for historyroaan reading and outlining
15-20 pages per night. She reported “For eacH testead the chapter. Then |
take notes on what's important. But other tham, st of it just kind of stays
with me.”

The fact that these students are blessed withamaistg memories
partially explains why they eschew traditional studethods, such as creating
and learning flashcards. Amanda described hengtreading comprehension
skills, stating “I'm pretty good at absorbing infioation, so if | read through
something, | can kind of just remember it.” Ameakaealed her strong textual

memory by explaining her alternative to flashcards:
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A lot of people do flashcards and stuff, but | ¢alg that. Flashcards
have never helped me. | have no idea why, but whetearning
something, | have to write it down on my own aneirthe-write it; | need
to see if | remember it. | can’t look at the sailashcard and turn it over
and say, “OK, that’s it.” | have to outline theagtters, go through the
pages, and pick out key times, events, peoplepaugs. If | remember
where | saw it on my sheet of paper, | remembert\wbmes after it, and
that helps me create like a mental timeline ofdmst That helps (laughs).
Amelia described how she was very lucky to posadgpe of contextual
memory, explaining “I don’t want to call it a phgt@phic memory, ‘cause |
spend a lot of time reading and focusing.” Shetwearto detail the visual
structure of her memory, adding “I can remembérdéfad a fact and it was on the
left side of the page, and then | can remember efsatwas in the rest of the
page.” She described a sequential memory andietiril don’t visually see
everything on the page, but | remember in ordehetfthings | read.”

Although Andrew declared that he was “fairly gaddnemorizing stuff,”
he advocates a method that goes beyond readingadeaag, and studying notes.
Particularly for his advanced Spanish course, fledehat he uses a web-based
flashcard program called Quizlet, noting “I've gbbusands of flashcards on
there. Most of them for French, just vocab . make ‘em public, and a lot of

people in my classes use ‘em as well.” Andrew igéel the objection of many

143



people concerning how vocabulary is assessed imgiriyet Quizlet requires
only typed responses. He explained, “You knowetlwnough that you can just
stare at a screen and type without thinking, tharirg gonna get to the test and
know it just as easily. Just as quickly.”

Like their American counterparts, the German sttelbave established
techniques for study and memorization that helmtsaccessfully prepare for
assessments. Gottfried explained that for maghpt@ans of preparation is
essentially to calculate problems until he is camatole with his understanding:

Usually | calculate the practice problems firshe$e are assigned in class

to prepare us. After | have done the problemshettlany difficulties,

then | calculate where | had the difficulties, g@pthe mistakes, and
calculate an additional problem. And when | amedwith the practice
problems, | look again at the special cases.
Gottfried clarified that study for history classaisnuch more time-intensive
activity:

In history, we mostly copy down board diagramslass, which

practically summarize the lesson. | summarizéadird diagrams and

perhaps the text from the book. When | can lookeaeral pages at once,
then I just study them all—try to memorize them &edble to
summarize to show my understanding. As far as,timstory in any case

takes longer, as much as five to seven hours kthin
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Gottfried then detailed his meticulous processniemorizing material in history:

| read everything—things that we need to memorizesék up into
paragraphs of about a quarter page or so. Thegdlthem through,
remove the pages, and repeat them twice. ThernHalsame with the
next paragraph, and when | have done an entire, pageaps four times

in sections, then | do the entire page. After,thatove on to the next

page.

Gunter detailed a similar system that he uses toanege material for history

class:

We get a sheet or section of text from the booH,then | write out a
summary of the important things. After that | toyrepeat it once, often
reading through it and doing it again. Then | sttty sheet until | no
longer need it. But it is not only memorizing wiathere. | also attempt
to understand it. Once you understand it, it 8exdo study.

Gudrun has also developed an approach to histbeyenshe studies

through writing and repeated readings of passafjexiand classroom notes,

explaining “When | have an assigned reading org)dteead them through three

to four times. Then | can already recite it byrheddo that at the earliest two to

three days before the test.” She detailed a psosbere she reads a section

“three to four times. That is divided perhaps aves to three days. It always

depends, some things | can do faster, some neatssglaughs).”
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Gisela commented that she has similar systemsidy $or both math and
history. However, she clarified “The assignmemésraore time-intensive and
involve more reading and more writing and moreaefhg.” She admitted that
her efforts for math were significantly less, ngtiitror math, I actually hardly
study. And for history, until you really get it,takes a little longer.” Gisela
explained that for history assignments she oftkagaotes and cautions that to
comprehend the material “you have to read it sévienas.”

Time Devoted to Homework and Study

Although the American students’ homework and stugditines may not
contain groundbreaking techniques, the consistandysheer magnitude of hours
they devote to academics outside of school septiaden from their peers. They
described systems of efficiency that maximize tme tallotted to homework.
They detailed methods for resisting the lures ofit@logy and the pressures to
leave their places of study for social interactidiney characterized a
determination to complete their school work on timthout procrastination and
without excuses.

Four of the five students are involved in afteraahathletics, which
entails arriving home as late as 6:00 p.m. Aftandr, they typically study with
few interruptions until bedtime. Concerning higdst schedule, Andrew reported
“It's not uncommon for me to be up ‘till 12, 12:8@ery night.” He added that he

typically wakes up at 6:30 a.m., which is “kindtotigh sometimes. Catch up on
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the weekends (laughs).” Ashley reported studym@ybe three or four hours a
night.” She clarified that her recent studies haaguired more time, noting
“Lately it's been pretty late. We've had a lotwbrk, so, like twelve—but that’s
‘cause lately it’s just been very stressful, bthihk normally maybe like 10.”
Alice reported a similar time frame after a 5:3thpsnack, clarifying “I'll work
through and have dinner about 8:30 and then IHiticwe working ‘till about
10:30. But with math, it just depends on wheffalls in that time period.” She
explained that she occasionally allows herselfksead that the schedule is
flexible, clarifying “It depends. When | have liketest, maybe I'll work a little
later. If I don’t have as much homework, maybksitbp at eight or nine. It just
kind of depends on where | am.”

Because the students are highly scheduled thratghe day, time for
homework represents a scarce resource. AccordiAgianda, she has to
prioritize the time she devotes to history cladsiciv meets every morning at 8:30
a.m.:

History | don’t procrastinate in because it's myévriod class, so | really

can’t afford tonot do my homework, because | don’'t have time durire t

daytodoit. ... So that's probably the firahthI'll do every night. | get

out my history book and I'll read my history homewo
For Amanda, the challenging homework for histogssl often requires an

inordinate amount of time compared to her othessda:
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| think that sometimes, | mean like in a way, higtkind of takes
precedence over some of my homework because | Hané the time to
afford to let it go by. So it'll take precedencgnd so like, as | was
saying earlier, if | have a lot of homework, them®thing has to get
pushed aside a little bit. But it's never history. never history (laughs).
As a result of the tight schedule during the wedice typically logs into
the school’s homework portal and completes her Spassignments and history
reading on the weekend. She explained:
So when | know that | have a busy week or eveimifriot doing anything
crazy on the weekends—not that | do anything caazthe weekends
(laughs)—but if 'm not having a busy weekend, llyust check the
portal and I'll do any homework | can. | tend o mhy Spanish homework
ahead, ‘cause our teacher posts everything ordméhave everything
done, so it kind of eases the week’s load . .itthe lahead. | like to be
ahead.
Amelia also described her willingness to compleimbéwork on the weekend,
responding to the Survey Monkey prompt while atieg@n out-of-town lacrosse
tournament:
Well, today | was at the lacrosse SPC tournameAustin. Even though
| was away from school, | had friends texting me @ilssignments that |

was missing. Even now, back at the hotel, | fegl/\stressed to get all
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my homework done. I've been working on small assignts when | have
time, but there isn't much spare time, so I'm fegicared about leaving
assignments on my to-do list. | hate it when wait&s up.
She subsequently articulated her inner calculdigiween the relative value of
homework and free time, writing “I hate knowing thaould get behind in a
subject. Like when | miss a day of school, fotamnge, | dread the make-up work
more than | enjoy the free time | have while bagyoge.” She described her
tendency to complete tasks early to avoid stregsg“When | have a lot written
down in my planner, | get stressed out. So thatvates me to do more tasks as
efficiently as possible, and then | get to crogsloff of my list.” Amelia
clarified the nature of her decision-making prod@gsomparing her work ethic
to that of her peers:
| mean, a lot of people consider homework burdersofhey say, “Oh
my gosh! | don’t want to do this!” But | think @fas: “If | learn it now,
if | take the time outside of class and | studyhgt’s just gonna be less
stress | put on myself the day before the testgmthey’re all cramming
at home, saying, “Oh my gosh, | don’t know how totldis.” I'm saying,
“Well, I do know how to do this.” I'm saying, “Well,do know how to
do this, becausedid pay attention.” So that helps (laughs).
Similar to the American students, the Germansgsssa strong work ethic

and devote a significant amount of time to theidsts. It is difficult to compare
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the time with that of the American students, siattéetics, music, and theater are
all school sponsored events in the United Staié® German students certainly
juggle a variety of time commitments, though mdsgll to a lesser extent than
their American counterparts.

Gudrun explained that she likes to complete herdwonk early to allow
for her participation in track and field three tisnger week and dance once per
week. She also makes time to play guitar and shhgwever, from her
description, she typically devotes most of her prapon for tests, explaining “I
typically only study prior to an exam—three or falays before the test | begin,
and perhaps for a half hour to an hour per cl&sfor me only if tests are
scheduled.”

Gunter shares Gudrun’s practice of studying ontyufzcoming exams,
noting his timeframe of “perhaps one to two housdl.for a test at this point.”
Gunter explained his challenge was combining scivitbl his soccer schedule,
which includes both competing during the week afdreeing on the weekend,
noting that he does not study “for the entire day.”

Gisela spelled out how she struggles to balance tiommitments for
athletics and academics, explaining “Since | wardd something else in my free
time, | know | am quite occupied in handball, soidlg the week | am gone a lot.

That is a time problem.” She clarified the extehher athletic participation:
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| train by myself three times per week and | haveaach on the weekend.

| practice on a team. Then there is also prattoee a week and with

that there are more games. So handball and seh®ohy interests.

In contrast, Gottfried does not take part in orgadiathletics. This allows
him to devote significantly more time to preparedgams than his fellow
German participants, noting “It all depends of sauon the topic. How well |
have understood it, how difficult | think it is. uBall in all for a test, from three to
five hours.”

The Realities of Academic Achievement

Both the American and German participants revethllatithey have been
constantly mindful of grades throughout their hggihool years. They often
referenced report cards, grade point average, lasd ranking, and defined
successs something that must align with good gradese Aimerican students
shared the methods and extent to which they prdparational exams,
including the SAT and ACT. Likewise, the Germamdgnts described the
importance of thébitur for university admissions. This section contains
subdivisions relating to how the students expegeazampetition, how they focus
upon grades and measurable academic outcomespuanithéy are oriented
toward future experiences of college and careealso includes the students’

characterization of their own talent and work ethic
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Competition

Without exception, the five American students diésd themselves as
highly competitive with respect to both academied athletics. Ashley
responded with initial hesitation, stating “Umhlrtk—yes | do.” However, she
went on to admit higher aspirations:

| guess I'm in the 10%, so I'm definitely compatgiamong my peers. |

mean | don’t wanna put other people down. Buftfinitely wanna do the

best | can in my classes and compared to everyleae d want to be like
above average.
She eventually specified her actual goal concerolags ranking, revealing
“GPA-wise? I'm not sure because | don’t know wheeséand right now. But |
want to be—I guess top five?”

The other four American students offered moreafiassessments of their
competitiveness. Andrew bluntly affirmed “Yes. tEemely!” He went on to
clarify that his competitiveness relates more toetics than to academics. With
respect to grades, he explained:

| don’t really compete with my peers so much. mw'dé&now. | have this

goal that | set that | have to—I don't feel accoisiped if | don'’t like pass

the benchmark that I've set for myself. It's neally set by anyone else
or by where | come in the class. It's just perdignahere—how well |

do.
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However, with respect to athletics, Andrew desaibanself as hyper-
competitive. He provided an example from lacrosdesre he often competes
with his older brother:
It's just kind of like this drive that | have withime. Like even in lacrosse
practice, my brother and | are on the same teachthaare’s a drill where
they roll the ball out between the two of you awd yight for that ball.
Hit the other guy, hit at his stick or somethirkglthat. And some people
don’t always go the hardest, and | just—I don’t Wrel just wanna get
the ball and it’s just kind of who | am. I've jusiways been competitive.
Similar to Andrew, Amelia was happy to announce s is highly
competitive. She replied with laughter “Yes sifery!” Amelia went on to
describe what she termed friendly competition wAthanda:
| try to keep it good fun too. You know Amandaméanda and | help
each other a lot. We take a lot of the same ctasktaybe not in the same
class together, but we're in the same courses es@\always helping
each other, like, “Hey, if you do this test reviesan we compare
answers?” So then if we have questions, we cgndsath other. But
there’s still good fun going on between us, ‘cawsdike to strive and
say, “You know, if you're setting the bar here, Igonna try and do better
than that.” But we keep it interesting—like we tda@ver get in a fight

about it or—No we don't ever do that. She helpskesp my goals
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higher, and I think that's really important andhink it's awesome

because we're friends too, so it's really helpful.”

Amelia also described competition with her oldestber and sister, who
preceded her by two years in receiving the designaf Cum Laude at Ambrose
Academy. She revealed “So | always look at whgssa [sister] and Alexander
[brother] have done and their accomplishments,sanithat’s always pushing me
to do more.” Amelia reluctantly admitted the natof this competition,
explaining “I like to see what they do and | liketty and beat (hesitant)—I
guess, what's the word?surpasswhat they've done, but in like a friendly way.”
Similar to Amelia, Amanda shared her competitivprapch, laughingly
admitting that she was “a pretty competitive petseno wanted to “make
straight As.” Amanda was the only student to stlaé¢ she wanted to achieve the
top academic honor offered at the Ambrose Acadexglaiming with laughter
that “it would be nice if | could be valedictorian salutatorian.” Amanda
reported that she was taking the most rigorousilplesacademic courses,
clarifying “I would rather take the harder class@sg not get such good grades
than take an easy class and get the highest GP&adedictorian.”

Similar to Amanda, Alice was able to articulate timelerlying
competition between the top students in the schAtthough the school does not
officially rank its students for universities, thkegep track of grade point average

to determine the valedictorian and salutatoriatm@iend of the senior year.
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Because of these data, | was able to identifydpeperforming 11 graders for
my study. Alice was aware of this, stating:
| guess why we were chosen for this was that wia’tbe top of our class.
And | know our school doesn’t rank, but | know thag’re kind of within
the top five kids. So, | mean, | pay attention entr myself and how I'm
doing myself, but of course, since | do have a catitipe edge, | like to
see how | compare to my fellow students kind ahie same area.
| had the opportunity to observe a rather plajduin of academic
competition during math class. Amelia and Aman@aexcompleting a warm-up
problem in the same section of advanced analyisen the group of five
students could not solve the problem immediateineha asked the teacher how
long it took students during the previous classgoketo solve the problem. The
math teacher, Mr. Anderson, later indicated thatdftudents often attempt to
create this kind of interclass competition. Howewethis instance, he resisted
taking the bait and asked the students to consoleng the problem.
Comparable to the American students, the Germalests appear to be
competitive academically, though perhaps outwatally lesser extent. However,
only two out of the four participants were willibg articulate that fact outright.
Gisela admitted, “By all means . . . Well | am vambitious.” She went on to

explain that she views grades as a means to valigatsuccess:
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| think on the one hand that | am motivated becausse it as a
confirmation for me. When | receive what | consittebe a good grade,
then that always motivates me to study for the egaim. However, if

you receive bad grades, then it causes you talgmessed.

Gisela explained that she is “a very industrioua atudent,” and that she would
like to maintain her grade point average if possibl

Gottfried also freely admitted that he is compegiwvith respect to school,
declaring “Yes, | want to achieve something.” Genming his position in the
class and grade point average, he explained thpoft card grades should
naturally be as good as possible. That is theegtasite for the future.”

Gudrun indicated that she had to overcome chalkedgang her first
years in the Gymnasium, particular in the areaoodign languages, which did not
come easily to her. She explained that she ofjenthings mixed up . . . and
found the word order sometimes difficult.” Howeyvkr Gudrun, “It was never
really bad in school. | just got better and betiteit.” She declined to say that she
was academically competitive, explaining “it merebmes easily to me.” She
admitted to having an interest in grade point ayerdbut nothing beyond that.”

Perhaps the most balanced of the German partitspaith respect to
school and free time was Gunter, who observedhisdevel of competitiveness
has diminished in recent years. He asserted, ‘@aebmot everything in life.”

Gunter did not express a particular goal or clasking or grade point average,
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noting “I am not saying that th&bitur grade must be so and so. | attempt to put
forth effort. What comes out of that comes.” Htplained that his academic
performance is closely tied to his future collegd aareer goals:
| study to understand the topics. And since | alaat to attend college
later, and of course, | would like to work for Linéinsa, it is not so simple.
You need a definite grade point average or achiem¢mvhich you can
show. For that reason, that motivates me. | clnsichool a place for
working.
Focus upon Grades and Measurable Outcomes
Similar to the attribute of competitiveness, thee&kiman participants
demonstrated attention to academic tasks bordenngerfectionism. Amanda
and Ashley both admitted that they were perfecsisniith respect to their
academic work. Amanda spoke specifically of hesirgeto obtain perfect grades
and how a B in history lowered her overall average:
My mom and | were talking about like my GPA a caupf days ago
because we got the letter for Cum Laudi and—so e ualking about
like what my GPA was. But that grade brought myAG@wn for that
semester, and so now it’s just (laughs)—it kindbhgs it down, and it’s
hard to get it up.
Ashley also described herself as a perfection@htmg out “I guess it’s just my

personality . . . Growing up | was always wantiodpe the best—or do the best |
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could. Not necessarilyethe best, but it's always how I've been in scho@he
related how this perfectionism originated in midsiidool, where she consistently
“tried to get the best grades.” She revealedhibamother shares her competitive
attitude. However, she clarified that her fathas the opposite approach:

He’s kind of, “Just go with the flow,” and that'saays (laughs) stressed

me out a little like—doing whatever, but I've alvgljked to plan and I've

always liked following through on things, so | geédearned it from my
parents.

Amelia demonstrates her perfectionism by consisisa of an academic
planner, where she prioritizes tasks and methdgicebsses them off the list
upon completion. Amelia admitted that she is “kofdDCD about things.” She
enumerated “if | get an assignment that’'s dueweak or two, | have to start—at
least start on it by the end of the week—get somgtoing, just so it doesn’t
slip my mind. | have a lot of organization actyafterrible! (laughs).” In a
written Survey Monkey response, she expressecdthasity of her need to
complete academic tasks, stating that “the thoafbetting a zero on an
assignment, let alone a DBQ [Document Based Qugsimterrifying.”

She went on to spell out how she relieves anxigtynbthodically
completing academic tasks so they do not accumulate

There’s not a specific order—a lot of people darthemework based on

what class they have the next day, or the clagstthee first the next day.
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But | do whatever I—I get anxious when |—I writé laly topics—or my
assignments down on my planner, and | get anxidwewthere’s a lot
written down, ‘cause | kind of told you | have tar$ on long-term
projects too. So | do the homework first thatdlfiike will be easiest, so
that | can mark those out, saying, “Hey, I've doin&t.” So like my
Spanish homework is usually out of the workbookl get that out of the
way. Math homework, usually out of my textbook—@weit out of the
way. And then save the bigger stuff, like studylioga test and quizzes,
right before | go to bed.

Similar to Amelia, Amanda expressed the need topteta academic tasks early:
Yeah, | usually don’t procrastinate. | mean, theiébe exceptions if I'm
really overloaded one night. Then I'll be like, KO but even then, |
schedulevhen I'm gonna do it, like—maybe not like litesalbrite it
down, but like in my mind | know when I'm gonna ttongs . . .
Generally I'm pretty organized when it comes tosen&inds of things, and
| don't like to leave things behind—it stressesaong like a lot (laughs).
With respect to classroom grades, all five studerfsessed a desire to

not only do their best, but to consistently achitheshighest possible results.

Andrew stated his goal for math to receive an A,Haustill has some work to do,

noting “This is one of the classes that I'm—thadliiicult, and so I'm getting a B

and I'm working hard to make it an A.” He receiv&d in all of his other
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subjects, so this single blemish on his transesipf particular concern to him.
Like Andrew, Alice described her history of considly high grades:

I've been getting straight A’s since middle schophs long as | can

remember, so it's always been that way. I've knakat | am competent

enough to earn the grades that | do, so I've neadly strayed from that.
She shared her current average and her goal forsigigool, saying “my GPA is a
96 right now and I'd like to maintain that. Anceth I'd like to be in the top two
kids, hopefully.” Equally forthright concerninghi®cus upon grades, Amanda
admitted “Generally I've made straight A’s my eatiife. | had a B last semester
though. It made me sad (laughs).” She went aeveal “I get upset when | get
a B (laughs).”

Of the five American students, Amelia has achietmedhighest ranking
and expressed a strong desire to maintain thaesscdhe articulated how
school provides a venue for her to be successfolegsing “OK. So, | love
school. | know that's not probably typical forat bf people. | love the feeling
that | get after | do well on something.” She d#éxd how she has honed her
academic abilities over time:

| would say my success as a level has developéd vauld say

throughout my school career I've been successfusistently. Always

been a straight A student. But, | think over thees, I've developed my
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study skills in a way that’s helped me be more sssful, more efficient,

if that makes sense.

Unlike the American students who reported haviegrbalways successful
academically, the German students indicated a gfadcrease in success
throughout the middle level (grades seven througb)n Gisela explained:

| was always successful in school. But I think bleginning of the

seventh grade was actually not so good becauselaraye in teachers.

From the seventh through the ninth grades my grgoeketter and better.

And in the ninth grade, | had my best report cadtich was 2,2 [on a six-

point scale]. So the ninth grade was my best.

As the top student in her graduating class, Gisgbeone to understatement,
explaining “I think my grades are quite OK, and fioat reason | would say that |
have success.” Gisela described her view towaadeag over time, noting “They
have always been important to me. It has notdaseloped recently.” Yet she
tempered the significance of obtaining good gradeesifying “I complete the
work as well as | can and am successful most ofite. But if | do not achieve
the best result, that is also not so bad.” She weno offer a broader
perspective, stating “At that point | will thinkahl will do better on the next test.
In any case, | am motivated by grades.” Giselagdgarticular emphasis on her
performance in math because it is one of her twpntaurses and it is

something that she plans to study at the univer$Stye explained that she is
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driven “simply by the ambition to solve problems demonstrate strategies, and
to develop logical thinking.” She admitted to segka good grade also in
history, but added that she also wants to “havedfuimg the learning process.”
She was quick to clarify that between having fud abtaining a good grade, the
more important was “Uh (pauses)—the grade.”

Gudrun concurred with Gisela’s view concerningithportance of good
grades, asserting “I think that success shoulcicgytbe defined through
grades.” However, she clarified that success eatieiined in broader terms,
noting that “there are people who are perhaps sstaewithout necessarily
earning good grades.” Gudrun explained that her lewel of competence is
evident not only because of good grades, but “@ameat least see that if they have
or have not understood something.” She clarifiedviews concerning grades,
pointing to possible negative effects of poor geade students:

| find grades in general actually good, becausekymw where you stand.

But there are also subjects in which one is n@gamd. And sometimes

the grades demotivate also, particularly if stuseme a little worse. Then

they get those grades and find themselves undssyme so that nothing
else really works. And that is a little silly.

In Germany, grades have traditionally been admergst on a six-point
scale, with One being the highest and Six beindaWwest. In recent years, many

upper schools in Germany have implemented a 15-poale with reverse values.
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Thus a 15 is the highest possible score and a ©ihe ilowest. The purpose of
this change is to create more spread in reporscardich eventually makes the
college entry process more precise. In the follmmaccounts, students refer to
both grading systems and | will note the specit@ls parenthetically.

Like Gisela, Gudrun expressed the double goal iéfia@pting to get a
good grade average and to also have fun” durintgryiglass. She clarified that
to meet her goal in history of receiving 13 points of a possible 15 (new upper
school scale) requires “hard work.” She addedshat“will attempt it (laughs).”
Gudrun added that the benefit of a high grade poiatage is “to make it simpler
to obtain a place at a university later on.”

Gottfried shared the view of the other German etisiregarding the
importance of grades, stating “I think one showdtunally have good grades.
That is the primary goal.” He also defined suceei$is respect to participation
with classmates, noting “Success would also be ingrtogether with fellow
students, should we be asked to complete group.Ww@hkttfried admitted that
his level of success depends upon the subjectaiexpd “I think | am more
competent in some subjects than in others. Rightl,am better in math than |
am in biology.”

Gottfried revealed that his grade in biology isyoall0 on a 15 point scale
(corresponding to a C in the United States), erpigi “That is the worst grade

that | have on my report card.” He characterizeldi@ motivation, clarifying “I
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would like to receive good grades. And the motoratlso relates to one’s future
in life.” He reported how he prioritizes the tirhe devotes to history and math:
In history, | would also like to receive good gradeut it is less important
to me than receiving good grades in math. If thegee history and math
exams scheduled on two consecutive days, then ldvgbudy more for
math than for history (laughs), because math wbaldhore important. It
IS my major course.
Similarly, Gunter has always been successful sk clarifying
“Perhaps better now, but approximately at the siawed . . . But | think that my
grades have always been under 2,0 [on a six-poahkls” He declared the
importance of grades, stating “Good grades—thtitagnain goal.” However, he
clarified “More important still, | think, is thatoy learn something and you can
bring it along to your universities studies. Ihst worth anything if you receive a
One [highest grade] and you do not understand argith Like Gottfried, Gunter
prioritizes the time and effort that he devotekitomajor and core courses:
| study now for specific subjects. But | don’'t spgethe entire day
studying. Rather, | simply do my homework, studsiior the tests. But
| do not complete an unnatural amount, becaudeeiafternoon, after |
have studied, | take part in sports and do thingshfe entire afternoon.
Gunter admitted that his grade in math, whichnsagor subject, is “between a

One and a Two [A minus in the United States].” WMfigspect to history, which is
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only a core course, he indicated that he is comiidetwith a less than perfect
grade, noting “a Two is completely satisfactory.”

With respect to graded tasks, the German studempiessed the attitude
that they would complete even uninteresting acadeasks if they were assigned
by the teacher. In Survey Monkey responses, Gimderated that he completed
assigned tasks “because it was content of the edur&isela expressed similar
justification for completing her assigned taskglaiing “I completed the
assignments because my teacher required it of i@edrun voiced comparable
sentiments, stating that she completed an unirtegetsisk “since we were
required by our teacher to complete it, and ta legport the results in class.”
Gottfried explained that he completed uninterestiogdemic tasks with a view
toward long-term benefits, clarifying “I must regeia good degree in order to
attain a good profession later in the future.”

Another aspect related to measurable outcomd®ierman data was
the students’ approach to class participation.ikénh the United States, where
class participation has minimal direct effect ast@adent’s grade, in Germany
teachers place particular weight to how studentSggaate in class. According to
Frau Grinewald, a history teacher at the Goethe@cktudents receive a
participation grade based upon the quantity anditgud their in-class responses.

The quality of response relates to the extent twhvthe students’ comments
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push the class discussion forward. At the Goeti®@, participation represents
roughly 50% of the overall grade for major subj€63% for other courses).

While Frau Griinewald advocated the system of resvendclass
participation, she also expressed the hope thatbdents would achieve a “love
of knowing” [Wissenslu$t which represents a more altruistic or intrinsic
orientation toward learning. For students, clessigipation represents an
opportunity to enhance their grades and offset $ezires on tests, which are
typically weighted at 50% of the total grade forjonaubjects (40% for non-
major subjects). The students brought up theelle¥participation and
volunteering often during the interviews. Guntiariéied that he participates
more often in math class, a major course, thanstoty. He also noted that he
had participated more in history during the presisahool year:

This year | am not so good in history. But lastryehad a really super

teacher. At that time | had proper ambition. luwdeered often. And that

was a good class. But this year, it is somewHétreént.

Gudrun also strives to participate actively in slasxplaining “I volunteer
actually quite a bit. | always strive to partid@gust to get good grades.” Gisela
noted that students can best receive feedbacktfrerteacher “only when we
actually volunteer in class or when our answepisect or incorrect.”

Gottfried mentioned regular completion of homewarkl strong class

participation as ingredients to his academic sigc®¥ith respect to participation,
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he noted “Of course | would like to contribute asam as possible orally to
receive a good grade.” Clarifying his rationale participation, he explained “I
want to make a good impression on the teacher.”

Future Orientation Toward College and Career

The American students frequently mentioned ratlgue terms such as
the futureor a situationto justify their current endurance and work ethihey
also revealed a more tangible concept that occubpersthoughts, the thoughts of
their parents, and the thoughts of their teacheodiege All five students share a
long-standing goal of admittance into a top-tievarsity. Their preparation
relates to specific aspects of their college apfibims, including grade point
average, teacher recommendations, college essaysunity service, extra-
curricular resume, and standardized test scores.

Although university admissions officers look clesat GPA and class
ranking, colleges have minimum standards for SAd AGT scores that
prospective students must meet. The students spdke significance these
tests, along with SAT Subject Tests and Advancadd?hent Exams. Ashley
spoke of her preparations for the ACT test, whiaswcheduled a few days after
her interview for this study, reporting “Well I'nctually taking the ACT on
Saturday, so they're pretty important. And I'veda an SAT, so they’re on my
radar—They're pretty apparent (laughs).” She racethat her score on the SAT

was slightly below the requirement for her top eg# choice, noting “I think |
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wanna do better, definitely.” Likewise, Amelia wast yet satisfied with her
scores, admitting “I'm still kind of on edge abdhobse. | need to start preparing
more so | can raise my score from previous.” Saefied that “AP exams are
very much on my radar right now (laughs). . . So pretty anxious.” Alice was
also scheduled to take the ACT and considered Ihévdee on more solid footing
with respect to the SAT, explaining “I have takenSAT and my scores on the
SAT are comparable to what | want for the collegeant to apply to. So I'm
not worried about those anymore.” Amanda has bskedal a complete strategy
for the SAT and ACT, along with SAT Subject Testsriath, American history,
Spanish, physics, and biology:
| already planned out when I'm gonna take like 83#el/ACT. I've
already taken the SAT and ACT once—Well, I've takam twice, but
one time | took the SAT in"7grade. It was for like the Duke-TIP thing
[Talent Identification Program]. And then | todketACT freshman year,
and then | took the SAT, like again this year am@lACT last fall. And so
I’'m planning on taking both of those again in thensner and then in
October, just so | can do it one more time—And thkso with subject
tests, I'm gonna take those.
Of all the students, Andrew revealed the mostifipeggoals with respect

to the college entrance exams. In addition tor@sg his plan to take the SAT
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Subject Tests in US history and physics in the sexeral weeks, he detailed his
aspirations with respect to the general SAT:

| got back my first SAT that | took in January agwt a 2040 on it. And |

was OK with that. | wanted to do better, ‘caug®t a 218 on the PSAT,

and | feel | should go better on the SAT just silize learned more since
then. I don’t know. Maybe it was just nervestloe first time taking it.

But very much on my radar. I'm scheduled to tdie@$AT in May and

the SAT and ACT in June. So—gotta get all thatedon. | wanna get

like 2200.

The significance of these national exams to thieggaants is clear, based
upon their early and extensive preparation. Asblans to study for the SAT
after she completes the ACT, noting, “I might jget the practice test so | can
study with it.” Ashley, Andrew, Alice, and Amand¥ have taken some type of
PSAT or SAT review course. According to Alice, Was private lessons, so
they're two hours, and it was just maybe every weeks. | went to about four or
five classes.” In keeping with their aforementidrstudy routines, most of the
students preferred to work independently, leartingugh reading and taking
practice tests. Amanda explained “I mean | justhebopractice stuff rather than
going and seeing a tutor for it.” Amanda went ométail how college has

recently been on her mind:
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Recently a lot more than | have in the past. Bastuse it's kind of

getting towards the end of junior year. And sowedeen discussing like

“What do | like in college? What am | looking foi@r what kind of

situation do | wanna be in? Do | wanna be ruraha city?” And so I've

had to start thinking a lot about what my interests

Similarly, Alice spoke with animation about her ggment to enter
college for the opportunity to meet new people fredis on her chosen academic
major. However, she tempered her comments by adgithat she would miss
her present school, clarifying “I wouldn't say I'excited about leaving, but | am
excited about going off and doing new things naau'se I'm so used to this
community.” Ashley also expressed a desire tovdeambrose Academy and
this atmosphere” so that she can “try something.’h&he revealed an aspiration
for less structure and more freedom during heegellexperience, admitting “I'm
kind of (laughs) getting burned out a little ofdikhe same routine.” She went on
to elucidate why she devotes such energy to obigioutstanding grades and test
scores while in high school, declaring “I wannaabée to choose—Ilike when |
think about college, | wanna have the option tagydifferent places and not be
stuck in a situation that | don’'t wanna be in.” Al expressed comparable
sentiments in more general terms with respect tdutere orientation:

| like knowing that it's going to pay off in the @n That's part of my self-

initiative. Like why | apply myself, because Inkiif you put in a lot of
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work now, you're gonna get a lot more benefitsrlai#nd so | love

knowing that I'm helping myself right now.

Just as the American students demonstrated a durrg orientation
with respect to college admissions, the Germang#g&t an acute awareness of
the Abitur exam and its implications for their future. Irdén to thoughts of
the forthcomingAbitur, the German students were more mindful of theanéwal
careers than their American counterparts. Gisghaessed how her focus on
college and beyond has recently increased:

| think now, because | am in the Introductory Ph&se now a short time

until theAbitur. And because of that, receiving a gddaltur average

motivates me the most. It is now very importard allows us to be
successful in life, so we can find a job, and hkhihat creates greater
pressure.
She clarified her awareness of taitur and its level of rigor, noting “I haven't
had so many thoughts about thisitur. | think it is quite difficult, but you can do
it. 1'would like to do as well as possible.”

Gunter also has th&bitur in his sights, and explained his views with
respect to its national utility, statifig find it meaningful that we have it.
Throughout Germany there is the safsi®tur. So one can simply compare
students and this can rank students for jobs."dékeribed how he is just starting

to formulate his study plan:
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| think I will start studying rather early. | willlso keep this review sheet
that | am making because it contains content flieeAbitur. It will help
me study when I try to get it back in my head again
Gudrun explained that thbitur functions as a type of long-term
motivator, noting “It just motivates me becauseidatwant to study at the
university . . . And for that | want to achieve@od result in thé\bitur—Yes,
that actually motivates me (laughs).” She addadl ‘flor studying at the
university the average score on fiatur is quite important, and therefore one is
under more pressure with tAbitur than with a normal exam.Gottfried also
acknowledged the long-term significance of &i@tur for him and his parents:
My parents naturally have a certain expectationt tBat is not currently
my main motivation. | think it is simply importafdr the future. | want
to do something with my life and | naturally neexbd grades as a
prerequisite.
Gottfried also expressed the social value of apsassent like thAbitur:
| think that different Gymnasien have differentdés/of achievement.
And it is nice when you recognize that with #higitur. TheAbitur is
centrally administered so that everyone answersdhee questions. So it

is a good measure of comparison.
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He expressed that his performance onAhieur will have direct effect on his
career, stressing “To prepare for a good job infutyre | must, of course, get a
good diploma.”

Self-Perception of Talent and Work Ethic

As the litany of study routines, paired with degtians of high academic
goals illustrate, the American students have dgezland refined highly
personal systems that allow them to successfukdyanme substantial academic
demands. If sustained discipline and effort regmésne side of the equation
representing academic excellence, the other sidgists of talent and an innate
capacity for learning. The ease with which thegatmated the interviews
confirms their linguistic dexterity and mental enahce.

According to the five participants, they share pileeception of an
advantage of inborn talent, which means that tle@ycomplete academic tasks of
higher quality in less time than their peers. A&ghdbserved how digesting
academic material comes without difficulty for heeoting “I think the concepts
come easily.” However, she was quick to explairn #he still had to work hard,
noting “If I want to know the details, then | netedstudy for that.” Alice
explained how her memory is an asset, pointindgiahiink I’'m good at
memorization, and when | read history textboolear remember things that I've
read.” She described how her memory is of padicualue in English class,

explaining “I can remember specific lines of thinddemorization of vocab
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words is a little harder for me, but when | reathsthing once, | grasp it and can
remember it really well.”
Similarly, Amanda acknowledged that her successiésto a combination
of innate talent and diligence:
| think that I'm a pretty naturally talented perserhich sounds a little
cocky. But (laughs) I'm pretty naturally talenteddo try a lot—a lot of
people call me an overachiever because | alwayk thand and put in a
lot of effort when | do things. | don’t generatlp things minimum level,
like “Oh, a paper is due next week,” like I'll staoing it—I won't wait
‘till the day before.
In a similar manner, Amelia attempted to demysdtiéy academic success by
calling attention to her work ethic, which is oftenseen by fellow students:
| think it’s a lot of self-initiative. A lot of paple think that just because
I’'m quote unquote like “smart”—I guess is what tiveguld call it—that
everything just comes easy. And it doesn'’t, ‘cabhegy don’'t see a lot of
the outside work that I do.
She went on to articulate the sacrifices she mtakbe successful and how she
often asks for teacher assistance when things tioamee easily:
Like on the weekends, | don’t go out every week@adghs). Well, | go

out, but not every night of the weekend. | doteofeextra work if | don’t
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understand something. | go in for extra help,@s&stions in class, and

apply myself in class. Make use of the time thadve.

Similar to the American students, the Germansénstudy expressed that
learning comes quickly to them compared to theissiates. Gisela explained
this advantage, reporting “I think math was easthabeginning. And now |
need to work a bit harder. It is fun to solve mooenplex problems.” She
explained that she possesses both talent andrg stitark ethic, stating “On the
one hand, I have the ability to understand theuwetbn well, which is an
advantage. However, it is also because | prepagasela reported that she has
particular ability in math and writing, explainifighave always had talent for
it—for logical thinking. And German because | tgdike to write.” She also
noted that she possessed talent for acquiringgiodanguages. However, she
was disappointed that she could not select Latwnasof her two major subjects
because of insufficient enroliment. She liste@éhgualities that allow her to be
successful academically, including “industriouspnessbition . . . and perhaps
discipline.” Similarly, Gudrun attributed her aeswlic success to a combination
between innate talent and effort:

It comes easily to me. | don’t study excessiveliaturally | study what

we have learned prior to exams. But | don't laaby heart. After

reading it through three times, | can recite itkbaEor that reason, it just

comes easily to me.
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Gottfried suggested that his relatively high gradant average was due to
his consistent completion of homework and a nataindity to digest and
remember information, adding “I think | can undarst things quickly. I am
good at learning and recalling concepts. | carewstdnd things fairly well, and |
think with that | will be able to achieve somethigithe university.”

Gunter mentioned that he has natural ability ircgmesubjects,
explaining “I do not find math to be difficult. R$ics and chemistry | understand
immediately. But there are also difficult subjettéle added that when he does
not understand something he receives help frormbiber, father, and
grandfather, explaining “I simply have ambitionléarn something. And | also
receive help, for example when | don’t understamething, then | can ask my
family. 1 get support from them.” He also mengdrthat his success has
something to do with natural intelligence. However was quick to admit that
he is less talented in certain subjects, suchtas ar

The Realities of the Classroom

Although the American and German students revesfadar study
routines and a common goal of attaining univeradgeptance, the way that they
experience school is a point of disparity thatrtksdites cultural and systemic
differences. The following section is divided intowee subsections concerning
how the students feel about their school, how tledate to their classmates, and

how they experience learning in the classroom.
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Connection to the School
The American students revealed strong sense oftyogad connection to
their school. However, their words also revealéeinsion between thoughts of
college in the future and a desire to enjoy themaining time at Ambrose
Academy in the present. Three of the five studémtanda, Alice, and Andrew,
have been designated as “originals,” meaning theyamong the 45 students in
their graduating class who have attended the Angbfasdemy since
kindergarten. Amanda was quite complimentarnhefdchool, detailing the
sheer amount of time she has spent on campus dbergast 12 years:
| like it a lot here (laughs). | honestly couldiitagine being somewhere
else. Of course, I'm sure everyone always says I this really is kind
of like a second home here. | think I've spent enttme growing up here
than at my own house. So, because I've been here kindergarten, five
days a week, and then here up to 14 hours a &aywhen musical time
hits, ‘cause | have sports and then musicals, bmefa lot.
Alice asserted that Ambrose Academy has a posatiewelcoming culture.
However, she reflected “Since we don’t know anygh&hse—not that we've
gotten tired of it—but we’ve gotten so used to #gystem. Maybe when we leave
for college, | don't know how much our college reesds will compare.” While
touting Ambrose Academy’s relaxed atmosphere, Andrautioned “You don’t

see us when we are studying or cramming for tesasgthing like that.”
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Ashley echoed the sentiments of the three “origihancerning the
school culture. However, she stressed the acad&gniccompared to that of the
neighboring public schools, stating “I like thishsol. It's definitely tough,
depending on the classes you take and the workloadhave.” She related that
Ambrose Academy compares favorably with the arpaldic schools, explaining
“When my friends in public school tell me what theydoing and the amount of
work they have—it’s like not as intense comparethts, but | think it's more
beneficial in the end, because | learn more.”

Another relative latecomer, Amelia was also unegcat in her
admiration of the school, exclaiming “Ambrose Acag® | love it!” However,
she cautioned that students must avail themsefibe @pportunities that the
school presents:

A lot of people don't take advantage of the resesrhat we have here.

But that's why I'm here. | think it's easier toystnat a lot of people who

have been here since kindergarten are kind of remathave at this point.

But I'm loving every second of it actually (laughdj’'s an incredible

school. Incredible teachers and they give yowsthdy skills to be able to

be successful. And I love it (laughs).

Although they described a harmonious school enviemt, the German
students expressed less connection to the scheroklieir American counterparts.

Gisela articulated this attitude, noting “I likelte here in this school. I think that
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it is a good school. | am simply happy to be Hefghe added that she finds the
“structures and the organization” of the schodbégpositive. Gudrun initially
focused her evaluation of the school on its physittabutes:

| just find it nice that we have a bistro here,duese then you can get some

warm food when you want . . . Our classrooms arneadly relatively good

compared to those in other schools. And we hag@#nk. Most schools
also don’t have that.
She added that the school’s orientation (or qualifon) phase allows flexibility
in selecting a major:

| find it actually good because of our Upper sche@tem—the course

system. In other schools they do not have theifaion phase. At this

point we can look and see if the major subjectsweaselected fit or not.

And | think that is a big advantage compared t@eodthools.

Gunter expressed similar sentiments about the $clwdb a minor
reservation, noting “My general impression is go@ulit there are exceptions—
particular teachers with whom | do not get alonGdttfried expressed a less
glowing appraisal of his school:

It is not as though we love the school (laughd)er€ are a bit too many

time constraints, and sometimes it is too tensgt | Bnow that | have to

go here. | am of course required by law to attseitbol. But on the other
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hand, | want to make something out of myself. Asdthat reason | have

to go here.

Although the German boys and girls seemed to degagoncerning their
assessment of the school, they shared a distathdafternoon classes that are
required two days per week. Gottfried expresseddsignation to this practice,
explaining “We have rather long school. But | thavery school has that, so you
really can’t change it. So when you have eightrbat class, then you just have
to accept it.” Gunter concurred, clarifying “Oneun on Fridays is OK. But the
two hours on Thursday afternoons last a bit tog Igaughs).” Gudrun also
complained about her two afternoon classes, offéivie have long school two
days per week. And then | get home relatively #atd still have to do
homework. | don’t always find that so great (lasigh Gisela looks forward to
her classes with one exception, explaining “Weltept for Thursday afternoons
(laughs). . . . I don't really like that. | woupdefer to be home at lunch with my
family.”

Connection to Classmates

The relationships between students at Ambrose Augdeem to have
been strengthened by the common goal of survinegigorous AP courses. The
top students have formed a type of school withsateool, since they have shared
the most challenging courses for years. Alice &xygd that she finds it

comforting to have her friends in such close pratirfand just being able to be
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with them—talk to them throughout the day.” SimyaAmanda seems to relish
the time she has at school with her friends:

And then socially, | mean, of course, seeing alhgffriends, because—

can’t see ‘em all the time over the weekends oindusreaks or

anything—so it’s nice to just have a friends-baseslor whatever, and |
know like, when | go off to college and stuff, thihstill have these
friends and stulff.
Like Alice and Amanda, Andrew has attended Ambsademy since
kindergarten and spoke enthusiastically abouttiteagth of his peer
relationships, declaring “The people I've met hare some of my best friends . . .
It's been cool to see all of us kind of grow upedtier.”

Although Ashley entered Ambrose Academy in the s#vgrade, she has
formed strong friendships at the school. She sstggethat the competition and
stress during the school day has not soured hetraeships with classmates,
insisting “I get along with everyone pretty wellve never really like got into a
fight with a kid or a teacher. So | have prettpdaelationships (laughs) with
everyone.” Amelia joined Ambrose Academy in thethigrade, and had
relatively more glowing things to say about heldel classmates, proclaiming
“My peers. They're hilarious (laughs).” She désed her transition as a relative

latecomer to Ambrose Academy:
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| think | fit in pretty well here. | have a pret®asy-going personality. It
was kind of hard at first adjusting—'cause thegishave been together
for so long—and that was a little rough. But they’eally welcoming and
I've established my—I don’t want to call it “teroity,” but like my
comfort zone. And so | feel like | have been gaimgchool with them
since | was in kindergarten. They're—Love ‘em!
Amelia noted that she feels much more connecteccamdortable at Ambrose
Academy than at her previous public school, obsgriiMy classes were so
big . . . Socially—the kids were really spread olihere were somiateresting
things going on there that I just didn’t want toibeolved in.” Later, during an
out-of-town lacrosse event, Amelia’s expressedskatiments toward both
teachers and students at Ambrose Academy in aewrnigsponse on Survey
Monkey:
Here I'm with my fellow classmates and a few teaxhEhey're like my
family. Even at school, | feel the same way. Wall working hard,
whether it be in playing lacrosse or completindedtént assignments.
More importantly, we're all having fun and makihg imost of every
situation. Maybe that sounds cliché, but it's tiS® many aspects of our
lives revolve around school, and we spend so muah together that we
don't have to worry about feeling uncomfortableusubeach other. That

bond makes things easier.
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Just as the German students expressed only mogeaste toward their
school, they described positive, though not glowglgtionships with their peers.
Gottfried expressed this qualified view, explainfhget along well with my
fellow students. It is not necessarily as thouglould meet with every fellow
student in the afternoon and play basketball oretbing. But | already do that
with several of them.” He described how he ocaaally gets frustrated when his
fellow classmates fail to participate in class:

If the teacher asks a difficult question and no woleinteers an answer,

and they just sit there—They should just say whay think. | always

think, “OK, what do you have to say now?” And tisathe only
unpleasant moment. But otherwise, it is actudllg@od.

Gunter also expressed a positive, though modevagadof his
connection to classmates, noting “Actually | getng well with most of them. |
also have found many friends at this school. Apthy sports with them.”
Similarly, Gisela articulated a mixed view of tledationships at school:

To some extent the relationship to teachers amalWedtudents is distant.

However, with some teachers we can really have fumaries. In

general, the teachers communicate a lot with $uatkents, so that the

mood is actually always quite pleasant. Howeverpuild not describe it

as harmony.
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She also explained how this year’s transition afay the homeroom concept
has been challenging:

| find the sequence of courses better when you hdiren group and a

person to lead it. Now we partly do not have thes;ause we are together

with different people. However in the major cow,s&hich we have

much more often during the week, in that group fgmh good for the most

part because you know everyone.

Gudrun also offered a balanced appraisal of haakognnection to the
classmates, explaining “Right now we have to génmw everyone. | get along
quite well with the teachers and the students. astlsaid, | have my best
friends—everyone has those actually.” She thempé&zed her comments,
observing “Of course there are those with whomt lad@eng better than others—
and those with whom | don’t get along.”

Another point of agreement with the German studeotserned their
relative enjoyment of group work. Gunter explaitesipreference for
collaborative learning, noting “I find it good where work in groups and do not
always have instruction from the front of the classgeneral, | prefer for it to
alternate.” He described the type of group assartrthat is common in his
classes, explaining “Well, different topics. Werbaome kinds of sheets or
books, and then we develop something relatingeddpic and some kind of

visual . . . . Short presentations. Just one tortwnutes.” Similarly, Gottfried
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described a small group project for religion whettadents “worked together to
represent a story from the Bible in the form obane.” Gisela also expressed
enjoyment in the social aspect of group work, rgpgrlt is also interesting to
work together with interesting people on group gssients. | like to work in
groups because it makes learning more fun.” Gudryhained that she likes to
work with fellow students and by herself, noting¥buld say | really like doing
group work. However, | also like individual work3he described a recent
example of a group assignment from German clagdaieing “I created the
poster that we were assigned in German class ahtbhraake a short
presentation. It is a group assignment and | efféo make the poster because it
is fun.”
Classroom Experiences

To illustrate how the American students’ learnha tlassroom setting, |
describe lessons in Advanced Placement US Histatyanced Mathematical
Analysis, and Advanced Placement English Languagdserved the History
course during two subsequent class periods pribating met the student
participants, so | had the teacher point them @uté¢. The teacher, Dr. Aldridge,
has taught for 41 years, including 34 at Ambrosad&eny, and has gained the
reputation as one of the school’'s most challenggaghers. | observed Amanda

and Ashley in the first period and Alice in the ed.

185



By the time the first period bell rang, 10 of tHestudents had already
taken their seats in a circle, which containedrshand two couches. Students sat
with large history texts and notebooks on theislaphe walls contained old
posters and photos that could very well have bgeiorudecades. As class began,
Dr. Aldridge warned a boy to resist falling aslegping class, which apparently
was his custom. According to Amanda, “He fallsaplevery single day. . . . For
real, every single day (laughs).” After this prgeive strike, the teacher stood at
the front of the room and initiated a system ofr&bc questioning relating to the
difference between politics and economics. Raitien calling on specific
students, she only acknowledged volunteers, wisi¢ter typical practice. She
later explained “I just would prefer people who Wwbwant to participate. . . . |
don’t want to put people on the spot who are maybiesimply shy.”

After a few minutes, it became clear that the paepof the Socratic
guestioning was not to introduce new historicalenat. Rather, it was Dr.
Aldridge’s introduction to a 30-minute rant relafito a recent set of essays that
she was about to pass back. Apparently, the ngjoirstudents in the class had
misread the prompt and failed to reference botmeweucs and politics in their
responses. Dr. Aldridge unleashed a sustaineddpaof insults that left all of the
students in distress, wondering if she was refgriantheir essay. Her diatribe
commenced swiftly, declaring “You write this giblstr” But she also clarified

“And | am not trying to make you feel bad.” Shéeoéd a not-so-subtle warning
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concerning plagiarism, explaining that “if you gedtom the textbook, that’s not
very sneaky.” Subsequently she admonished thepgemserting “I think you are
lazy mentally.” Often referring to the looming AFS History exam, she
exclaimed “We have a month!” These volleys togh&re group certainly
created tension. However, she directed some afenearks to individual
students. For example, one boy had written thadrldMWar Il was the greatest
war.” Dr. Aldridge publicly admonished the youngum warning “Don’t make
such a stupid comment! Stick to what you knowrhen she resumed her tirade
to the entire class, inquiring “How smart is iyydu can't follow simple
directions?” Before students could answer, shedaed into an attack on the
overuse of clichés in their writing. However, stas not above throwing in a
couple of her own, such as: “Some of you can’tewibur way out of a paper
sack,” and “This is a sad commentary!” Then, withsarcasm and with a little
disgust, she lamented “Quite frankly, some of yoo'dwrite very well. | don't
care what they accept in the English DepartmedtiSt prior to passing back the
papers, she declared “Only one person, Allen, \bésta connect the Cold War
to the political situation.” And finally, “Almost¢veryone in the other class period
got an A.” She passed back the essays as theahgll Some students celebrated
and some hung their heads. Dr. Aldridge wishethth# a happy weekend.

After the five-minute passing period, a group afenstudents entered,

including Alice. The mood in the classroom wasiipas, relaxed—even jovial.
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Students visited with each other prior to the bemig of class. Dr. Aldridge
briefly mentioned how badly the previous class padormed on their writing
assignments. | settled in for another onslaugimsflts directed at the students.
However, she merely stated that “students who ddatlow the prompt receive a
One” (the lowest score on a scale of 1-9 on thaJ&FHistory writing sections).
She then proceeded with the lesson. This timewvstseseated in the circle and
engaged in playful banter with the students as thisyussed potential projects to
be presented at a school-wide event. There waghddvel of student
participation, often initiated between studentthay brainstormed and revised
their proposals. As she released them at the etk @5-minute class period, the
students seemed very happy and content with tkerdes

Immediately after Dr. Aldridge’s second classatllthe opportunity to
interview her. From this conversation, | gainedenstanding of the rationale of
her instructional approach. She noted that thedlass periods could not have
been more different, admitting “I was mad at th@eiod.” She explained that
“the intensityof the talk was aimed at the kids who made 70sedn, they knew
who they were. Theknewl was talking to ‘em.” She clarified “I don’t thk
they were intentionally trying to bamboozle me”iggoring half of the writing
prompt. Concerning the directness of her spedehsgessed “I wasnd to them

when | said it was an honest mistake that they weread (laughs).”

188



Describing her motivational techniques, she notagé everything.” She
elaborated with understatement, saying “I can aooafly be very entertaining
(laughs) . . . I made @ntertainingon purpose (laughs).” She described the level
of effort that she consistently demands of herestigl explaining “I make them
work hard. But that's just part of the AP deal. | don't allow them to whine. |
tell ‘em they can’t complain. I tell ‘em, ‘I dondare. Don’t whine!”” She
emphasized that she does not get upset when liemssufail to complete their
assigned history reading, declaring “I just given‘quizzes and they fail them
(laughs loudly).” She explained that “kids arourete live and die” based upon
their grades. Dr. Aldridge went on to describefiren policy, asserting “l won't
discuss their grades. | mean, | won't go over gsadf they get a grade on an
essay, | don't discuss it.” She clarified furth&gting “I never will haggle a
grade with them. They just have to take it.”

She reported that she never reteaches materiattidents do not initially
comprehend from her lessons, stressing “Oh nal oer.” Comparing her
method to that of other teachers in the school eshighasized:

Lots of teachers would never have been that intaheat telling them

how badthey were. | mean, | told them they couldn’t enitell and they

couldn’t do this and their papers were terrible andthere are very few

teachers here who would tell that to a group o$kid . | very rarely ever
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yell at them. And | reallgo tell them the truth. |1 mean, | don’t sugarcoat

anything (laughs).

She explained the perspective of her studentsngdythink a lot of them want
todowell. . . . I think they perceive that | caneparethem well.” She further
described how she has established “a reputationdimig able to prepare the kids
to do really well.”

Dr. Aldridge also revealed another side of her wagional technique,
including frequent praise and occasional rewardlerform of a night free of
homework. She also displayed insight into thejuaiattributes of four of the
five students in this study. She related how st Btudents, like Alice
“sometimes need a lot of reassurance that thegmegdOK.” She further
explained how well she understood Alice’s work etistating that “she’s very
anxious. She’ll do an assignment before I've ass=iigt. Or she’ll do an
assignment three days ahead of time.” She alsaled how Amanda was not
successful at the beginning of the school year,hewdshe “chewed her out for
something. And the minute | chewed her out, sketjrned right around and
does really well.”

She suggested that Ashley’s relative quietnestassaloes not necessarily
imply a lack of understanding of the content:

Ashley doesn’saymuch. | would never call on her. | would nevat p

her on the spot. . . . Part of the reason is thraesof the sharper kids are
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extraordinarily shy and will simply say nothing...You have the kids

who, you know, are very verbal and outspoken, anolwiously you get

that, but it doesn’t mean the kids who are quiet argatting it. And
sometimes the kids who do the most talking (lauglet)ally aren’t really
getting it. They just like to hear themselves f@dkighs).”

Dr. Aldridge expressed respect for the diligenclefstudents, reporting
“They very rarely ask me for special privileged:d reward her students’ efforts
in class, she permits “little celebratory partieShe described how the students
occasionally bring food and subsequently sit quiatid watch historical
documentaries with great interest. She explaihat“a lot of teachers would just
shun their noses at parties. Well, | get the pglpart, ‘cause | allow a party or
two (laughs).”

Within the History class, | observed a range ofipigation and
engagement from three of the participating stude@tsthe three students |
observed in History class, Ashley was by far thetgst. However, she later
explained that she exerts influence by being ctesily prepared for each lesson.
During much of the class | observed, Ashley sa¢tyiand without emotion,
occasionally yawning and constantly taking not8he subsequently explained
her typical level of participation in that clasi&rdying “Most of the time | do—
that day was a little overwhelming.” She addédh“diefinitely quieter in class as

compared to most people, but if she asks quesabast the information that we
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read the night before or something, then I'll nolgnanswer a question or two.”
She further explained that she must often rescuéhew classmates by
volunteering to answer Dr. Aldridge’ questions hesm“some students don't read
at all.”

In the same history class, Amanda also had bylgortunity to participate
directly in class. However, throughout the lessiie was animated, often
laughing at Dr. Aldridge’ sarcastic comments. Awatater clarified that she
participates frequently in history class on mostsdaoting “I usually participate
alot. 1 ask a lot of questions a lot of the tirnecause history is something |
haven't been well-versed in until this year.” Siueled that she would be
frustrated if she were a quiet student and not ooable answering questions:

Like Ashley is so shy. But she’s so sweet andsshedlly smart. And |

know she has questions, and I'm like “How can yast it there and

(laughs) not say anything?” ‘Cause she’s justane¢ry talkative person

like I am (laughs).

Amanda confirmed that her classmates rarely compiet assigned readings for
history, saying “I'm like one of the only peopleathactually reads (laughs) . . .
There’s only like maybe three or four people whtualty read—maybe.”

In the following history period, Alice found hertel the center of most

of the class discussion. Prior to enrolling in to@irse, she had “heard stories

from upper classmen about how scary Dr. Aldridgend how hard her class is.”
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However, she explained “Once | got used to it, fiot really afraid of it at all
anymore or stressed out about it.” During thexlasbserved, Alice offered
several potential presentation ideas, which weadua¥ed by class members and
Dr. Aldridge. Alice’s demeanor was relaxed as fsequently joked with
students, offering her own suggestions for theseaech topics as well.

During an advanced mathematical analysis cldsad ithe opportunity to
observe Amanda and Amelia in action. The two gsilsing side by side near the
front of the class, represented approximately 85%eclass participation. They
were either at the board working problems or sugggsnswers from their
desks. They both demonstrated the habit of thqnkut loud while the rest of the
class was quietly working on a problem. The twkedsrequent confirmatory
guestions, either to the teacher or to each othikey were completely invested in
the lesson, and their smiles, laughter, and pw@elictalk were all directly related
to the teacher’s lesson.

Amelia later explained her motivation for partidipg throughout the
class:

| like knowing the answer (laughs). | like askimgestions because it

bothers me not getting to the answer as quickiyossible. Or like if

people just sit there and they just stare at tbblpm, rather than thinking

of ways to solve it, | find that bothersome, s@hstantly ask questions,
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like, “Hey, is there anything else you can tell uszhere any missing
information? Is there even an answer possibl¢his?” Stuff like that.
Amanda expressed a similar justification for whg $énds to be such an active
participant in class:
I’'m a pretty vocal person. I'm not like shy or &ning. I like to assert
like my opinion and | like to ask questions. Asall think that my
curiosity and my talkativeness—if that’s a wordu@las)—
loquaciousness—I think that is just a big factdnd | think mostly the
curiosity. Because | don't like to just sit theveih a question and not
have it answered. That bugs me so much. I'm(l&keghs), “I wanna
know!” ‘Cause like I'mcurious
In a second section of the Analysis class, Andi@k & similar central
role. Within the 45-minute lesson, he spent roy@@ minutes at the board,
working problems for the class. Like Amanda andefiey Andrew articulated
his inner monologue while attempting the problesugh as “I think | can solve
it.” Or “l used it right this time.” While talkingrom the board, Andrew realized
that he had made an error in his calculation. Bezing the error, he exclaimed
“Oh my gosh!” Then he casually joked with his slasites, adding “Trying to
slide one past you.” When he was finally satisfieth his answer, he reassured

his classmates, saying “I triple checked it.”

194



| also visited an AP English Language class attérijeboth Andrew and
Amelia. Andrew was just as engaged as he was th olass. At one point, the
class was stumped on the meaning of a legal terme $ooked up a definition on
his iPhone and read it to the class. During stugesentations, he asked
guestions, joked about a student’s misspelled ward Power Point, and
volunteered to write the titles of the next day'egentations on the board.
Andrew later explained, saying “I try to participas much as possible.”

In the same English class, Amelia was the firslestd in the room and
remained the center of attention for the entirexiaeriod. Early in the class
period she clarified how the class was to takerdime quiz. When the English
teacher asked about the edition of a novel thegwerrently reading, Amelia
held up her copy of the book. Her group was tloese to present on that day,
and she was the recognizable leader of that gr&ine spoke first, directed her
groupmates’ activities, occasionally clarified anganded upon their points, and
even took the lead when they had technical issutbstiae computer. Throughout
the presentation, Amelia knew all of the matesakaking from her head rather
than from note cards or by reading from the scre&tnone point, she explained
to the class the difference between the teaotgiittal exonerationcensure and
impeachment She later observed that she likes to take aveaadle in class
because many of her classmates “don’t do their narie so they don't really

help with the conversation.” She related how sieomes frustrated when her
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classmates’ lack of preparation leads to digressamd a waste of time,
suggesting that “they’ll be asked a question aeg’'thsay something that doesn’t
really apply and then you know they didn’t read arelget off topic, and it’s kind
of bothersome.”

To elucidate the experience of the German studertbe classroom, |
present accounts of my observations in calculusSpahish classes. The four
German participants shared a common math classhwias taught by Herr
Gartner. Since the students are in the upper $cth@y no longer have a fixed
homeroom teacher. However, Herr Gartner is thajomsubject teacher and
functions adlutor, taking on some administrative duties.

The class took place in one of four portable rotimas the school added in
2006. The walls were sparsely decorated with dlsmagp of Paris and a single
cross. Since teachers in Germany rotate from rmoraom and the students
remain, the classrooms essentially belong to tidestts. They are responsible
for keeping the room clean and making sure the mivaeesks are set up for class.
At the end of the school day, the students plaeelkiairs on top of the tables to
assist the custodial staff.

As Herr Gartner entered the room, the studentdraoed their
conversations and seemed not to notice him. Homvegesoon as he spoke, the
students became immediately silent and were sedteere were few pleasantries

as class commenced. The students each sat wpilehrsotebook, a textbook,
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and a large binder containing stacks of worksheAtsstudents organized their
materials, Herr Gartner joked about a truck thad having trouble backing up in
the school’s courtyard. This broke the tensiothasstudents looked out the
window and laughed.

The technology in the room was limited to an ovathprojector.
However, Herr Gartner brought in a laptop and mtoje which he rarely used.
Most of the class activities were focused on anstitting chalk board in the front
of the room. In this Calculus class, the studerse occupied with a variety of
mathematical concepts, including trigonometry,afightial equations, and non-
linear functions.

Of the four participating students, Gottfried sathe front row, frequently
chatting and collaborating with a neighboring b&yudrun sat just behind
Gottfried and often worked with a girl who sat lslesher. Guinter was part of a
small group of boys in the back, with whom he oftenversed. Gisela sat in the
center of the front row and essentially worked alon

Herr Gartner placed a problem from the previousitsghomework on the
board and waited for a volunteer. He later ex@dithat he typically
acknowledges volunteers; however, he occasionedils' on individual students
when he needs to gauge how they are doing.” Saomasthe calls on students
“who need a positive feeling from offering a cotranswer.” For the first

guestion, approximately half of the 24 studentseditheir hand to offer an

197



answer. Students who did not have an answer &adled through their papers
and often talked to their neighbors, most likelpathow they solved the
problem. There were no off-task conversations.

Throughout the class period the four studentsersthidy consistently
volunteered to answer questions and to work problemthe board. They
formulated their own questions for Herr Gartneoktaotes, and remained highly
engaged throughout the period. The German termdiointeering an answer in
class issich anmelderwhich meanso announce one’s selfAll four
participating studentannounced themselveenstantly during the lesson. This
took the form of volunteering to read passages fitoertextbook out loud,
offering solutions to problems, responding to guest offered my other students,
and working problems on the board.

When a student wanted to be called upon, he orated a hand with the
index finger extended. The student left the hanithé air for as long as 20
minutes, patiently waiting to be acknowledged bg/trecher. As the lesson
progressed, often two or three of the participastuglents had their hands in the
air at the same time. Since positive participatepresents a significant portion
of the overall grade, the students leverage thaiattempt to make a good
impression on the teacher. Herr Gartner clarified “the oral grade relates to
the quality of the students’ participation. It repents 50% of the total grade in

my class, so it is a significant element of therseu
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Gottfried explained his rationale for frequentlylunteering in class,
noting “I participate well orally and make as gaodimpression as possible on
the teacher. My goal for math? To press ahedloeiitlass.” Gottfried
repeatedly conferred with a neighboring studentigebffering questions or
answers to Herr Gartner. For approximately 15 meisof one math period,
Gottfried’s questions and responses took centgestélerr Gartner responded
with limited praise and non-informational confirnoats, such as “Yes, that is
good!” or “Super!”

Gisela articulated her thought process for agfiyalrticipating in class,
explaining “When | know something, | volunteer. tBudepends upon the topic.”
She described the often infuriating process ofiaglproblems in math class:

It is only frustrating when absolutely no soluticomes (laughs).

Sometime there are such problems. Then we jusiesié, and then | am

annoyed. He gives me the solution and then yoit agce. And if |

don’t get the same result, then it is rather fiatstg.

Like Gisela and Gottfried, Gudrun often finds hérsethe middle of
classroom discussion. She explained that this aié@ises anxiety, explaining “If
you have to draw something or write it for the slas the board—I don't like
that so much” She went on to report “Then everyooks at you, and if you
have the wrong answer, then it is like—I don't ltk@t so much.” Despite her

aversion to working problems on the board, sheddcwerself in this very position
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during the classroom observation. When Herr Gadsked for volunteers, the
group of 23 students looked down at their textbookise problem related to the
previous night's homework, so any volunteer wowdaldto reveal his or her
solution or lack of solution to the problem. Figahfter an extended silence,
Gudrunannounced herse#nd went to the board. Since it was a complicated
problem, Herr Gartner settled in to a seat in drt@@rows and left the board to
Gudrun. The problem related to how reducing theydae at a public swimming
pool would affect attendance and overall reveniie Gudrun created a diagram,
worked the problem, and explained her solutiordests offered suggestions and
occasional corrections. During breaks where Hémtr@gr fielded questions from
students, Gudrun stood patiently at the boarderA&f0 minutes, Herr Gartner
transitioned to another problem and Gudrun tookskat in the second row.
Gudrun later explained her rationale for partidipgiin math class, noting
“l always just try to volunteer. You can have dfeufor your overall grade if
you have a good oral grade. You can then geti@a Worse test score and it all
evens out.” Although he never found himself atlibard during the periods
observed, Gunter also exhibited consistent angdepgrticipation in math class.
Like the other participants, he had his hand upughout most of the lessons.
Gunter would often confer with a neighboring bopatithe problem under
investigation. He would then speak for the twahafm to Herr Gartner. Gunter

later explained “I don't have fear or problems apating in class. That is quite
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normal.” He also described how he participategatio favor of his teacher,
admitting “It also carries with it an oral grade, Iscan push the instruction
forward.”

After 45 minutes of working the previous night@rhework problems on
the board, the class was interrupted by the héiilike the traditional ringing
school bell, the Goethe School has an upward arpdggr-note sound that can
be heard throughout the campus. Since this wasibletblocked period, most of
the students took their break in the classroomadered briefly into the
hallway. Herr Gartner remained in the classroouhtaok the time to organize
his materials and set up his laptop and projector.

During the second block of Calculus, Herr Garjorejected a website
from his laptop which illustrated how a graph candigitally shifted upon the
axis by keying in a formula. After taking quessaroncerning this website for 10
minutes, he asked the students to form groupswfdod handed them
transparencies and markers. The groups were ¢nermproblems to diagram and
eventually present to the class. The studentseg@more animated during the
group work.

The four participants in the study took on leadgrsbles in their
respective groups. They did most of the talkind arost were chosen by their
groupmates to write on the transparencies. As djugstly conversed and

manipulated their protractors to create diagrar@snButes of class passed.
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There was no opportunity for the students to prietbesir solutions on the board.
However, Herr Gartner wrote four trigonometry-bapeablems on the board as
homework for the next day.

In another classroom observation, Glnter wasahe attendee from the
study. The course was Spanish | and the teacheawative Spanish speaker.
The class took place in a portable classroom irséme wing as the Calculus
class. The walls were bare, there were a few vimttles and lunch bags on the
floor, and the sole piece of technology in the romas an overhead projector,
which remained unused. The Spanish teacher wasdsatthe front of the room
near the chalkboard, which she used periodicattyutphout the period. The
class consisted of eleven students who formed tlesiks into two smaller
groups, one of four and one of seven. On thes lapre large binders of
handouts and a Spanish workbook.

Class began in a serious tone with few pleasantiiég teacher asked the
students to rehearse a short Spanish dialogu@upgrof two. After five minutes
of practice, the students read their dialoguekécactass from their seats. The
teacher offered minimal correction and a few shorhments in Spanish, like
“beund and “si.” She moved to the board to clarify a grammaticahpthat
arose through the dialogue. Her explanation w&dman and the students took
notes. She then transitioned to a workbook agtauitd gave the students 10

minutes to quietly write in their answers. Subseuly, she called on students in
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sequence to read their answers. Although somemstsidccasionally made errors
and received brief correction, Glnter always offettee correct answer.

After the workbook activity, they switched to a agmg drill. The
teacher made no effort to elegantly transition leetwactivities, since everything
came directly from the workbook. During the oretivaty, she asked students to
express in Spanish where they would like to gdairtfree time. When students
did not understand, she modeled in Spanish or ablezd either/or questions to
simplify their choices. Within the context of theal drill, she clarified the
process of moving from the third person to the gdlaonjugation. After 45
minutes, the bell interrupted the lesson. The Spaeacher offered no closing
announcements, though she did wish them a hapgsnatin, Que tenga un buen
dia”
References to Academic Interest

The American students were divided with respethéir references to
interest in specific academic content. Three effite students revealed
particular interest in studying foreign languad@r example, Amelia noted that
she was planning on studying an additional langursigemally, explaining “I'm
really interested in languages actually. . . . Amd summer I'm gonna start
taking—not taking a course, but my Spanish teafrtber freshman year’'s gonna
teach me French. She’s trilingual, so that'll keiegng.” Alice also spoke of a

practical application for studying foreign languageting “Our housekeepers are
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from Mexico, so | talk to them in Spanish.” Sheaatold of her recent summer
trip to Spain, explaining “I was nominated for &gslkarship based on my National
Spanish Exam scores . . . so | ended up goinglemtaaca and studying for two
weeks of school there.” Similarly, Andrew was pda relate a practical
example of his use of French outside of the schetting:
OK—Prime example of something that happened yesyertiwas eating
lunch, Easter lunch, with a—my grandparents ancbagyof their friends.
And this lady from Belgium is sitting next to ma&nd she said this to me
in French: “We-re gonna start speaking Frenchtmghv.” And | said,
“OK.” And for about 15 minutes, we just started—jwust started
speaking French, just the two of us. And everyairtbe table was kind of
listening and watching and |—I realized afterwattust Ambrose
Academy’s really set me up to do something like.thlust what I've
learned and what | can translate into my real té take from the
classroom and bring it into a conversation likd.tHadon’t know if that
can happen at many other places. | think thaBsnbst enjoyable thing—
to see how education can change my life in a wagythat, and how back
when | just started taking French, | couldn’t haldonversation with
anyone. But now | can speak with a fluent speakerget by. And she
kept saying stuff like, “Wow, Ambrose Academy rgdiias a great

language program.” And | just kept saying, “Thawoki.”
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Similar to the American students, the Germans egae a strong
commitment to learning foreign languages. Howe@erdrun indicated that she
finds their acquisition difficult, noting “Foreiganguages do not come easily to
me. The grammatical forms are difficult for meigR now | have a Two minus
[on a six-point scale]. But that is not bad. Tdase just my worst classes.”
Gottfried expressed a comparable interest in foragguage, describing his
choice of bilingual English in the middle schoolaaselective. This course
allows student practical experience with Englishwarsation, often inspired by
field trips to places like the airport where stuidemave the opportunity to develop
their English fluency in a natural setting. Gurdtso started Italian in middle
school and switched to another romance languag®)i§ip in the upper school.

Although not all of the American participants wealde to describe their
outside academic or intellectual interests, sonaealed the content of their
recreational reading, which largely consists ofydapnovels and humor. After
clarifying that she does not have much time for-assigned reading, Ashley
explained her preference for realistic and hisednmovels, noting “I reatllight
by ... ldon't remember.. .. | enjtlunger Gamesnd | guess the trendy books,
| guess you could call them, lilclipse andTwilight, and things like normal, |
guess.” Amelia indicated that she prefers to mash lighter fare, noting

| read a lot of books outside of class. | meaot @t fiction. But I'm

reading non-fiction—Tina Fey’s book’s call®bssy Pants It's hilarious.
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But specific areas other than that I've looked mtwat I'm gonna pursue

in college—I love animals too, so | focus on theseetimes.

Alice also offered that she likes to read aboutonyswhen time permits, saying

| haven't really had the time to do too much owsidading this year, but |

read a lot—I really love European history so kibk in—TI'll read books

about, Kings and Queens of England or the Worlds/Mae Holocaust
and stuff like that . . . From a young age I've @& loved to read. It's
kind of like my own way to escape from what's goorgin the daily
world, so that’'s why I—I feel like I've always reaglven when | was
younger.”

The German participants expressed interest priynarthe areas of their
chosen academic majors. Gisela described howxpeegsed interest in math has
developed over time, explaining “In the beginnin@th was rather simple. And
now you have to be a little more tricky. Thatus fbecause it is a little more
complex and the topics have simply become mordiagci More interesting.”
She clarified that there are many aspects of ninattwtill likely have lasting
value for her, noting “I think you can take a léthoath with you. Above all
perhaps if you want to study math in college. $an use all of it.” With respect
to history class, Gisela explained that her intarethe class has more to do with

the teacher than the subject matter:
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The most pleasant aspect is the way that Frau @mildesets up class.

Because she relates well to us as students inasbrdr other history

teachers | have had. It is more interesting bexabtithe way that she

represents history. Otherwise history was not awpfite class, but right

now it is really fun.
Gisela also appreciates how Frau Grinewald retagepast to the present, noting
“I think she combines the old with current everydiés. And she tells us about
some kind of queen or something. She partiallyoizes what she had done. Or
she makes fun of it. And that is quite interesting

Similar to Gisela, Gudrun related that her motdresting class,
chemistry, was one of her major courses. She mquavhy she enjoys this
course, asserting “Chemistry is just fun for mesuse we often get to do
experiments.” She also expressed an interesstoriyiclass based upon the
particular approach of Frau Griinewald, stating tétigis fun for me. Especially
with Frau Grinewald because | don't find it as bgras with other teachers.”
She went on to explain “Frau Griinewald always tioeteke up topics that relate
to today so that you learn how it was previouslgt ao you can see how our
culture originated.”

Gunter also expressed interest in history, thoughriot one of his major
subjects. He identified his areas of intereshadlass, noting “It depends upon

the topics. The World Wars or history in genetdind the Middle Ages quite
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interesting, but Greece is not interesting to m@dttfried also expressed his
enjoyment in history class, elaborating “I am ietged, but it is not as
pronounced as in math.” He explained that his annarea of academics is
physics, which is his intended college major. @iet described how the process
of successfully solving math problems provides hiitth a long-term benefit:

| think knowledge of how to calculate problems oticse. That is the

main purpose of math class. And lasting value?l,\We motivation that

you get from learning, when you get lots of assignta from the teachers.

It empowers you to attempt to solve problems aed this motivating

because you solve it. That has lasting valué kiiow that | can come to

terms with difficult problems, than for the restyafur life, you will be

able to confront similar problems.

Unlike the American participants, the German stisleid not report
outside academic interests. Because the Germaesdealared a provisional
major subject, their course of study already regmesswhat is equivalent to an
undergraduate major. During the Introductory Phtssy have the opportunity
consider the appropriateness of their choice ofdeaxdemic major subjects.
After the introductory year, the choice becomesnagrent and the two major
subjects will represent a substantial portion efAbitur. With this in mind, the
German students’ stated areas of academic inte@s¥stidentical to their

provisional major subjects. In the cases of Gigalkh Gottfried, their top choices
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of major subjects, Latin and physics respectiveigre not available as majors
due to lack of enrollment. In their cases, thdgced alternative majors.
However, their eventual areas of concentratiorollege may revert to their
initial choices.

Just as the American students volunteered onlyimargmounts of
reading material beyond what was assigned by thaghers, they often offered
varying levels of detail concerning their academterests, ranging from generic
descriptions to detailed accounts with frequenbliaised content references.
Ashley offered a broad account of her academicléed dislikes:

| definitely love history. | think—I find that rdlg interesting. . . .

Physics. I'm not as interested in that. And thgness—I don’t know—

parts of math—I like Algebra more than I like Pral€ilus and

Geometry—some concepts | enjoy.”

Alice described a specific time period and morecgetopics of interest with
respect to history, noting “American history—I gad¢njoyed the 1920s—I really
like watching the societal changes in historyiké Wwatching how people have
changed and what's stayed the same in society andtis affected us today.”
She went on to explain why she takes pleasureammiieg history, saying “I guess
‘cause history is a story, it's entertaining todei kind of captivates my interest,

so that’s why | enjoy history.” Amanda mentionepaaticular interest in the
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changing role of the federal government and expreassimilar justification of
her enjoyment in history:
Just learning about what happened, why things heggheThe correlation
between events, and definitely there’s a lot aigliin history that you’ll
learn that are not necessarily what you've beeghiabefore (hesitates),
like what the media says or what politicians s8. you get a little
different background, and hopefully it's a littleone accurate (laughs). So
that’s interesting to learn too.
Andrew was more specific with respect to inter@stsistory and politics:
| love studying the wars. That's just been vertgiasting. | like knowing
what presidents did in the past. | like being ableompare them then,
and then what they’ve done to more recent presscemd stuff. And what
Congresses have done in the past. | like seeagthtnging in ideologies
that have gone through our government.
He also clarified aspects of history that he dasdind exciting, adding “I don’t
really like talking about social change and stikié lthat. | don’t know. It's just
not as interesting in my opinion.”
He related an experience from history class thadtiiates the diverse
topics that are addressed within a single lesson:
The other day in class, Amelia tracked how theudismon went. And so

you’ve got the main topic over here and the likegents going
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everywhere. And the drawing that she came up atithe end was just

incredible. Just us going off on huge tangents beee, talking about

World War Il, going off to professional basebali #little bit, the

Masters, and coming right back in to the topic.t &ur teacher doesn’t

really skip a beat. If we go off topic, she’ll aie in and then bring us

back and stuff like that.

With respect to math, Andrew struggled to expreBglwarea was most
gratifying, noting “Most enjoyable. Um—(pauses)-e¢p breath)—I—I like
learning new concepts. Um, (long pause) | do—ttpmauch just enjoy math.
Like there’s—there’s nothing that really stands foam everything else.” He
later clarified how he experiences math class inendetail:

It's just like learning new ways to express idead stuff like that—to

express numbers, to express functions and stftthkt. Just learning

how functions and everything kind of works togetaed when you've got
like this puzzle that is this problem, and when paoti all the pieces finally
together and come out with that result, it's—itteaf | think. It's fun.

More than any of the American students, Ameli@maficed specific
academic content, even though she was not askectlgir For math class, she
brought up polar coordinates and how to multiplytnmas; for physics, she
mentioned electric fields; for history, she referet President Eisenhower, the

role of the federal government, the Civil Rights\ment, President Obama and
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the current presidential candidates; in Englisk, réfierred to Olympia Snowe,
Emmett Till, Rosa Parks, Gandhi, illegal immigrati&laughterhouse Fiyve¢he
Dresden fire bombings, post-traumatic stress desstdlissociative disorders, and
German prisoner of war camps, and how to use ricat@trategies to support a
thesis statement. She explained that she likleotofor connections between
different academic topics, noting “I don't usudike a lot of research about
history, but when the bombings and camps were aoedbivith research on
disorders and other workings of the mind, | didmihd reading about them.” In
preparing for an English essay and eventual pragent Amelia explained how
she carried out research:
Throughout this process, | read supplementary imébion from my
textbook and took side notes on my packet. Iretigg | combined my
notes to create an outline of my essay. This decuns full of
supplementary points that will enhance my verbakgntation.
She added that her interest in the topic was mdtblgattention to the details of
the ancillary materials for her oral presentatimotjing “Not only did | complete
the assignment; | went beyond the expectationsjngakcolorful and well-
organized. I'm happy with my final product, andtth what's really important.”
Amelia admitted to being somewhat uncomfortabli uwiterpretive
knowledge, noting “I like knowing that I'm goingtaf one specific answer.

‘Cause then if I don't find it, | can keep tryingfdrent ways to get it, because |
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know it's out there.” She added “But sometime mgksh or history, you can just
interpret something totally wrong and not be awhgeiess.” Although she
prefers more tangible forms of knowledge, Amelral more interest in concepts
and skills that she can apply beyond the partiquEssignment or assessment:

| like to apply what | learn to other life situati® and that makes me

really curious, and | branch off what other teashmrother people say in

class, because | want to apply it to somethingthiael have been
referencing. . . . The objective we’'ve been doimgthis chapter is polar
coordinates, and | have had a hard time graspingllapply that into the
real world. ‘Cause | want to know—I asked thigtih math last year
too—like “How can | use this? How is this applitato how people are
doing this in real life?” ‘Cause—I guess that sdsibad—Dbut | don’t
want to learn something, just so | can say “Hégndw how to do this.” |
want to know why | have to know this. Like: “Whatthis going to get
me?”

While Amelia expressed substantially more tangéxamples of
academic content than the other four American @pgnts, the German students
all made frequent references to arcane aspecteinfdiverse disciplines. For
math class, Gudrun referenced inflection pointa)yais of functions, discrete
problems, and percentages. She referred to expetainprocedures and chemical

reaction with respect to her chemistry class. rRosic class, she mentioned the

213



Renaissance period, triads, and cadences. Sheerefe Biblical themes and the
act of meditation for religion class. In a destop of history class, Gisela
offered that she enjoyed “antiquity because ofcthrenections to Latin. For
example in Latin class we talked about the slanelsadout the gods.” With
respect to math class, Gisela brought up a classiskion on geometrical curves.
She described an assignment for biology, notirftgpd to describe meiosis and to
show the differences and similarities in the apgeee of male and female germ
cells.”

In a description of an essay assigned for GermassclGisela cited
Schiller’s dramd\athan the WiseFor Latin, she explained that a written exercise
and translation activity had value to her, clanfyi‘l happily translated a Latin
text which was written in verse form. . . . Solviing problem was helpful to my
knowledge of the fundamentals of grammar and mywadge of vocabulary in
the Latin language.”

Gottfried expressed how his current topic in maddissrelated to a
discussion curves. He described a film that hevetein English class callethe
Insider. He detailed his reaction to the film, noting “@® one hand it was
exciting and on the other it made you think.” Hentvon to clarify his reaction,
exclaiming “I think | deepened my ability to appiee and better understand the

film. Through that | could put myself into the e of the main character and
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already anticipate his decisions.” When descrilmimdogy class, he referred to a

discussion relating to the “metabolism of our bedie

class:

Gottfried provided even more details concerningvdies in physics

Today in physics our current task closely considéhe instantaneous
power and average output. With that we developeevaformula. |
found it especially interesting that we also essalgld a connection with
the accumulation of the limit value in math . urthermore, | am very
interested in physics and am fascinated to thene#tat you can calculate
aspects out of real life, and that you can proeentithrough experiments.
Previously | would have not been able to imagine gikample, how to
determine the velocity of a skier at the end cdrap (with comprehension
of the friction), without having measured them thgh exemplary
experiments.

Gunter also referred to specific academic detaitlsoumt specific

prompting. For example, he detailed the contemi®math class, which

included analysis of a series of functions, modgland examination of extreme

cases. Beyond the general topic of the Middle AGémter clarified the content

of his history class:

We had to complete group work. To prepare a writéport on this

theme, and finally we will interpret it and therscliss what we can
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compare to see if it is would have been possibél &r the Crusades to
have been earlier. The Holy War of Islam, theaieattacks today, if one
can compare them at all.
He offered that his current topic for biology whs tcitric acid cycle.” In
Chemistry, Gunter was occupied with an “experin@nsaturated
hydrocarbons.” He described the current contehiisoéconomics course, which
included “negotiated wages, minimum wage, accréigrice, constitutional
principles, undercutting of wages, and precarioaskwonditions.”
Connection to Current Events
Amelia commented that she is intrigued by the peatapplication of
history class to current events, such as the cupresidential election. Amanda
shared the appreciation of how her history teatiedrcourse content to current
events:
History can be a little bit like: “Oh, that’s indtpast, like why does it
matter now?” But then she brings in the currentsltuation, and so it
makes you understand. And you see the correlatmtause the past is
not something we live through. But now we canisaad we can actually
say, “Oh, this is how it's happening. So it aclpdiloes make sense, it
actually is relevant.”—Something like that.
Alice mentioned that history is the course thatishaost likely to discuss

with her parents, noting “Oh yeah, I'll talk to thdike about history and I'll have
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discussions with my parents about that, and evém @overnment, ‘cause we're
studying current events right now.” She added tihiatoften feeds her general
interest in foreign policy. Amelia described howesloes not often have time to
watch television news. However, she describedrbguent discussions of
current events with her parents, noting “We bripglifferent events | guess you
could say. And that stems off or branches off witter conversations. So that
kind of keeps me more involved in the world.”

Andrew also admitted to not having time to watdbwision news.
However, he described his typical news sourcengdiiread the newspaper and
| am signed up for this service on my e-mail th@&New York Timesends me
headlines that have gone on during the day. $meld those after school.” He
explained that he frequently discusses his schook with his brothers, though
not in depth:

| have two brothers, and we always talk about shingtthat happened

during the day. And if there was something intengsin my classes, I'll

tell ‘em about it. But | don’t go into detail abioeverything we're

learning. Like I'd tell them we’re talking aboutditd War Il recently in
history. But nothing like detail into the policiaad stuff like that. |
won't tell ‘em the specific math thing that we’akning at the time.”

Unlike the American students, who reported frequemntversations with

their family members concerning academic contearhfschool, only one of the
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four German students reported similar interactio@ssela described how she
communicates to her family concerning her schotwities, stating “About
school assignments—directly after lunch | tell whappened in school and if |
don’t understand something—natural sciences fomgka—then my dad
sometimes helps me.” The other German studentstegpstrong parental
support, but less direct involvement or parentahvidedge of their day-to-day
academic activities. Nor did they report spendirgignificant amount of time
discussing current events or watching televisedsnsith their family members.
Experience of Pressure/Tension

The five American students reported that theyvety little stress in the
classroom or at home preparing for school. Howebery admitted to varying
degrees of anxiety associated with exams, homewaokgrades. Amanda
mentioned that her organizational system allowsdewvercome occasional
anxiety when her homework tasks accumulate. SHecdathat she sometimes
feels tension during and immediately after assestsmnie math:

When it gets toward the end of the test and | lao# I'm like, “I still

have five problems left and five minutes” (laugthgn | start to freak out

a little bit. But generally | can work at a preffjgod pace where | can just

finish it and not have to worry too much. Althouigiho make like a lot of

stupid errors when | do math, and so that kindrefsses me out, because

| know I'll do something and then | have to lookckaver it—because |
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mean, it's just simple addition errors—I'm just bgicareless, and so
these are the kind of errors | generally make. smdhat stresses me out
because | think, “What if | did this wrong?” ancettWhat if | did that
wrong? (laughs) and so this whole answer’s gonnarbag” (laughs).
Ashley explained that her stress anxiety beforenduand after math
exams does not have to do with her level of undedshg of the course material;
rather, she indicated the source of her stredmgtdt is the grade I think,
honestly.” She clarified that she is more anxilatively for tests in history
than in math class:
The class is just more intimidating. | think méleasier ‘cause it's more
conceptual. If you know the basic principles othien you can do fine.
But history—it's detail-oriented—the dates and gdeand facts—and so |
think just the amount of knowledge | need for th&t makes me more
stressed out | guess.
Amelia characterized her level of stress in ma#is€las relatively low:
| feel more stressed the day before a test . .thByime | get there, I'm
just like, “OK. | know I'm prepared for this. lazdone all that | can by
now. Now | just need to bring my knowledge to thlele.” There are
some things, when | look at the test and a proltheatl knew | say, | say

“Maybe | should have paid more attention to thait then, | think of all
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the other things that I did know. And all the athime | spent preparing

extra-well for those topics.

Andrew explained that his anxiety during math tésfsom the limit of
time:

It depends on if | studied the right stuff (laugh&nd sometimes some

problems take quite a bit of time, ‘cause you gtittak about it for a little

bit. Figure out the way to solve it. So it—it Bendepends on the time—
time management.
Andrew explained that his stress in history cless imore to do with essays and
the teacher’s strict grading policy, noting “It'strreally anxiety. Just kind of
pressure to do well, because it's the other claaslthave a B in and I'm working
hard to get an A in. She’s hyper-critical of yourting.”

Of the five American students, Alice revealed l#gest amount of stress in
math and history classes. She explained her cstamoes in math, offering
“During math—there’s not really any stress sinae Idlropped down a level. But
last year when | was in the harder level, there quate a bit of stress.” She
added that she does not feel stress while workiat problems on the board,
noting “It doesn’t really phase me if —I mean and as it's not for a grade or
anything—I don’t really mind, ‘cause it's a leargiexperience, even if it's on the
board.” She clarified that her level of stressnath class relates to both the

difficulty of the content and the challenge presery the specific teacher:

220



This year, since | think | know everything, so limt really worried about
math. But last year | got quite a bit of test &t just ‘cause the other
teacher’s class was a little more strenuous, awdstjust harder for me to
understand and when—I just never fully felt likenderstood the concept
before | took the test or would always tend to Kreat while | was taking
the test.

Similar to the American students, the Germans tegarnly limited stress
with respect to their school activities. When tlegperience stress, it mostly has
to do with the preparation for classroom examsnt&iexpressed that he feels
little anxiety participating in class discussiorwvdrile taking exams, noting “l am
never afraid or anything—sometimes a little excitaat not so much that | feel
panic or anything. If you read and prepare fortdse, then that is the best.”

Gottfried clarified the pressure that he experisrateschool, particularly
with respect the time limits for exams, noting tAe beginning of the test | am
just not so certain if | will finish. But | alwaysave gotten it done. And then the
stress of the thing is always right before the'te&tinter detailed his inner
preparation for history tests, which includes aetgp self-imposed stress to
improve his performance:

| put a little pressure on myself because | haedd¢eling that | can

quickly jump into the test and I think faster & under pressure. And
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then | put a little pressure on myself, but | thirdon’t have to absolutely

have the pressure.
Gudrun admitted to feeling some pressure with resjgeassessment, noting
“Prior to a test, you clearly feel a bit excitedf Imow it is not quite so bad.”
Gisela expressed similar feelings toward assessmdngtory class, explaining “I
only really feel pressure during tests. For exaniple have a source and we
have to summarize it, then you find yourself ura®it of pressure to see if you
properly understand the source.”
Experience of Choice for American Students

The American students described choices that treenwith respect to
their academic programs. Within their core requeats, they can choose
whether to take regular, honors, or advanced plaoemAshley explained that
her rationale for selecting courses is based uptimibterest and potential effect
upon her GPA:

Well, | definitely wanted to take Spanish and—or 8fanish and AP

History and AP English because—I think those arebest classes. And

then Physics—I knew | wouldn’t do as well there] gast took the

regulars course load. And then math, I've justnbee like a track of just

like normal, | guess, so that’s just how | choseeni

Alice described the relative difficulty of her clemscourses, noting “I still

have a heavy course load in regard to the othdests.” Similarly, Amanda
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reported her choice of a challenging course scleeduxblaining “I find it
challenging now. . . . I'm taking three AP clasaes two honors classes and |
have two fine arts, so it means | don’t have a freeod.” She added that she is
one of the few students at Ambrose Academy whaatfaf schedule, noting “I
actually haven’t had a free period my entire highaol career. So freshman or
sophomore year either. But there’s just a hanaffpeople who don’t have free
periods.” She added “Some of ‘em because theydadeth academic, or some,
like me, because they have two fine arts.”

Another choice that the students can make con¢ewshey use their
free-period. Andrew noted that he will either visith friends in the commons or
find a quieter place to study. Amelia explained &rbivalence toward her free
period, noting “Sometimes | dread free period dbtueause then | know—I feel
bad when | don’t work in free period. But | like’i

During an observation of history class, | witnesaecry quick shift in
student attention and engagement. When the histagher transitioned from
talk about the AP exam to student-chosen topieslavel of interest and
engagement increased immediately. The students pveparing for a school
wide praxis, which is a cross-disciplinary actiwere students make
presentations and attend panel discussions basedayprescribed theme. The
current theme related to social change in tHe@mtury. Alice was animated as

she commented on how Dr. Aldridge helped her nalrempraxis topic:
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Actually my first one was to analyze the impactha shift away the US
policy of isolationism after World War Il. But DAldridge suggested that
| change it. So | ended up changing it to: Whatact urbanization had
on societal changes in the 1880s. So you kingeft®w urbanization of
cities changes the youth of America. And theytstating and drinking
and slowly people start shifting away from | guthss past kind of Puritan
ideal of what'’s right and moral and you watch th#tsn cities. So that’s
what I'll be doing my project on now.

Alice reported she has the opportunity to make a®imost in history and

English classes:
In history we’ve had maybe two other projects gl@ar and this is the
third one, so she’s very nice about letting us sleoshat we wanna do.
And she’ll offer suggestions. And in AP Englisig’'ve writing a research
paper, and we got to choose our topic. So thises@anI’'m writing one
on language and culture. So that’s kind of myrgge And then last
qguarter my English research paper was on IslamapoBmerica and
how the role of the media affects current views$stefm. So those, | mean
there’s a lot of freedom in choosing stuff like tthdhat you actually have

to maintain an interest in to kind of finish.
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Experience of Choice for German Students
The American participants reported that their nsagificant choices
concerned their academic schedules, relating targigup for regular, honors, or
advanced placement. Although the German studeshtsod report selecting the
level of difficulty of their courses, they reportedrly choices with respect to
electives and more recent choices relating to thejor subjects. Since they are
currently in the Introductory Phase, the Germadestts have the opportunity to
change their two major subjects at the end of thea year. Gudrun described
the types of choices that she was able to makeregbect to her academic
program:
First we could choose an elective course in thersigvgrade. Either
bilingual political economics—but that is essetyi&nglish class—or we
would go to the airport and through that learn vadary. So | selected
that. Then you could also select computer scielftedian or—what else
is there? Also Latin or French. Then in the Idtratory Phase we could
either choose English conversation —what is iteckH-philosophy,
computer science, or Spanish. And then you carchmose bilingual
English every year. So there are actually differeany variations.
Gottfried described the transition between to texeels within the school,

noting “There was the change from the middle schothe upper school, from
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the ninth to the Introductory Phase. | could silect the major courses.” Gisela
described her selection of elective courses:

| could choose my first foreign language betweesnEh and Latin. So |
selected Latin. That was very good because Latinyi best subject
actually. Then we could select a couple of requgebjects. | selected
computer science. And now we can select our ngjbjects. | actually
wanted to select Latin, but because there wasIgtlehinterest from the
other students, | unfortunately could not do itdese too few students
chose the course. So that was too bad. And beadubkat, math and

German rather represented my second plan.

Gisela expressed some hope that her initial chafioeajor could be
available in the following school year, explainidgill try in any case to select
it again, but | don’t expect that so many will cked_atin. Eventually | might be
able to attend the . . . [neighboring school]. Batt is always difficult to
organize.”

While the German students reported an array ofcelsoivith respect to
their academic programs, they were unified in tbhiaracterization of choices
within the classroom. Gisela reported “I had noicés.” Gudrun asserted
“There were actually none.” Gottfried assentedp atating “I had no choices.”
Only Ginter expressed the limited possibility obide, stating “Only for history

homework | had a choice between two topics”
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Sustained Academic Activities
The American students described school-relatediaes where they were
able to sustain activities in a single-minded manvithout distraction. Andrew
described a speaking activity for his AP Frencls<la
| completed a timed response to a historical gaesti French today. It
was an oral, speaking, response that had to beniwates long. | thought
about the question and jotted down ideas for hoantgwer in the allotted
time. A lot of my response was then improvised mvtiee timer started. |
felt very accomplished because the response shthaedy French
speaking had greatly improved from the beginninthefyear.
Just as Andrew felt proud of his progress in FreiAdhley articulated
how she perceives schoolwork to gain in value bagpen the extent of her effort:
Success | think it'’s the reward you get out of@n@ount of work you put
in, depending on the situation. But it's a goal yeel you want to
complete. | think I'm successful because of th@amh of work | put in to
my classes and | definitely spend a lot of timec&use doing work,
especially in my AP classes, the ones that | algteare about, well—I
care about all of them—but the ones | enjoy thetpaefinitely put in
more work.
Gottfried characterized the work ethic and sustheféort of the German

students, who persevere to accomplish academis.gbak response to the
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Survey Monkey prompt, Gottfried described his cotnment to study, stating
“Today | unfortunately had to devote approximat®bp hours of my actual free
time to prepare for an exam in politics and ecorsti
Manageable Challenge
Although all students describe a high level of Eraje within their
respective academic programs, they also charaetktiis challenge as being
consistent with their abilities. Amelia expres$eav she considers school to be a
manageable challenge:
I’'m very lucky, but, like, sometimes in math we bahose graded
assignments, and they’re problems that we’ve ngeen before, don’t
exactly know how to do ‘em. And sometimes theyetakcouple days to
figure out, and those stress me out, but | knoan'dwait—a lot of
people wait ‘till the day before it's due at midhtgand then they start it.
And that would stress me out more than anythinggfta). ‘Cause then |
don’t know if I'm ever gonna find the answer in 8BmSo | always start
‘em maybe a few days earlier, and then that’s wbgnl turn it off,
because | can say “I've solved two out of the fiweblems. I've started
on the other two. 1 just don’t know how to do thise.” And then | can
keep going back to them the next day, until, holbefdigure it out

(laughs).

228



She noted how the assignment pressed her limpdaieing “I had to use
a lot of my memory so that | was able to have tltementary skills involving
matrices. | definitely had to have patience as Wwetlause the multiplication
pattern for matrices is very complicated.” She@asmmented how she
possesses sustained focus and takes joy in congptée task:

| had to have the self-discipline to sit down withdistractions and figure

out the pattern. Iloved it! I've always foundtnes interesting, and

even though | love how math has one specific ansiveralways been

amazed that there are so many ways to get the sasmeer. | felt

confident in expanding my current knowledge.

Amanda commented on how she enjoys the challengmih problems,
reporting:

| like it when I’'m presented with a problem andhiink | have no idea how

to do it. Butif | sit and work it out for abowgnt minutes or something,

and | figure out how to do it, it's really gratifyg to know that you can

actually figure something out that just looks imgbte. And I think

that’s one of the big things about math that’slyeiateresting to me.

Alice expressed similar sentiments with respech&dhematical process,
explaining “I enjoy proofs | guess. And actuallpnking problems and getting to
the right answer after all the work you do, yowafip simplify it down and get the

correct answer. | like that—the puzzle aspect.bfRecognizing a similar level
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of challenge for his amount of school work in geheAndrew added “The
intense workload that | have kind of inherited ottgn because of the classes that
I’'m taking. It's good that I'm taking a rigorouslsedule, but it's got it's
downsides as well.” He articulated that the cogtaving such a demanding
schedule relates to his social life, noting “Sorheng friends may wanna do
more stuff on the weekends and stuff like thatarehtime to watch TV when
they get home. | have to go home, eat dinnerganstraight to my homework.”
Experiences with Complete Attention

Although the German students were reluctant tongst occurrences
where they experienced optimal performance anchtengd attention, the
American student recounted several experiencdsaincategory. Andrew
described how his experience in theater has imprbigeclassroom performance
and allowed him the assurance to participate idesttgovernment:

| think doing theater and stuff like that has givea enormous amounts of

confidence just to stand up and say, “Hey, | danderstand this” or

“Yes, I'll speak in front of you.” | don’t mind sg&aking in front of people.

That's why—that’'s one of the main reasons thahlfoa student body

president, because | knew that it requires yoypé&ak in front of large

groups of people and I kind of thrive off of a cehw guess, if that makes

sense?”
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He explained that he developed his love of perfogithrough middle
school choir and drama. He described his initlaéton the stage, offering “In
the fall play in ninth grade, we diss You Like It And | had the smallest role in
the world. But I still loved it.” His most recetiteatrical endeavor has been his
participation with an improvisation troupe. He ée® animated as he described
the feeling of being on stage:

It is extra-curricular and there’s a group of 12uef And we meet

(laughs) every Saturday and just kind of do ourrmastuff. We have

three shows a year. We just had one two weeks Aggre gonna have

another one in two or three weeks, something hie¢.t And | love it. |
absolutely love it, ‘cause it’s just—you think oauyr feet, and you have
to—you have to have those relationships with tireiopeople in the
improv troupe so that you know what they’re gonag sYou know them
well enough to know that they’re gonna respondit@action like this.

Respond to an action like that. And | don’t kngust being comfortable

with standing up in front of a group of people anaking myself—like

the last show we had at Ambrose Academy—I was alsgnized
swimmer in one of the scenes, and me and anotlyawgre just kind of
swimming around stage. People thought that thatpwetty funny. And
|I—I'm fine with being a goofball in front of ‘emgcause—ya know what,

if they laugh, then I'm happy.”
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He characterized his participation in improvisaéibtneater as a
heightened experience where time passes quickly:
| love the adrenaline rush of coming out on stagetfe first scene that
you’re in, and uh, you're kind of like—anxious tetghat first big laugh.
And then once you do, it’s just like—huge weight ydur shoulders and
the rest of the show just rolls. And it's just—sigreat.”
Andrew later explained that his type of adrenaliled experience is not limited
to sports and theater, noting “Something that hapgéast week—Iast Friday.
My friend and | had to give a presentation on salttaconductions in your
neurons.” He went on to describe the presentatimhhis sensation of the
passing of time:
| didn’t really know anything about it prior to whehe assignment was
given to us on Tuesday. And my friend and | realtgerstood it. And
we went up on the board to the front, and you dthreledo a PowerPoint
presentation or write it on the board. And we tauglike we were the
teachers teaching the class. And just kind ofrgotit and started
drawing stuff and like explaining stuff and had questions from the
people in the crowd. At the very end, the physesher normally says,
“Great job, but here’s something | wanna correldie”just kinda clapped
for us. He said, “Great job, guys!” And | look apthe clock—it had

been 20 minutes. It felt like two. So | think tlsaan example of it.
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During math class, Amelia, Amanda, and Andrevat#mpted to solve a
puzzle as a warm-up activity. The puzzle consisfea question relating to how
the spaces on a chessboard can be manipulated sjt@cific constraints
determined by the teacher. It was meant to bewagtht problem that needed to
be broken down into smaller parts to reach a smutHowever, in this case,
there was no possible solution, so the problenessmted an exploration where
the students were to use their analysis skillssterdhine either a correct answer,
or in this case, to supply an explanation why ttabfem could not be solved.
Amelia described the process:

| knew in that puzzle—I knew we had to find a waymake the two boxes

that would be extra fit together. So kind of likeaid, | visually saw

myself cutting the board in half.madeit into a math problem, ‘cause if
you look at it, you could say, “Hey, that’s juseative thinking or

however you want to look at it.” | made it into @t problem, saying “I

have two identical pieces, or two identical shapa® them the same way

and there’s no way they are going to fit togethdf.that makes sense.

Amelia went on to describe the typical practiceéhaf problem of the day
in her math class, indicating that it is both fraihg and challenging:

So there are days when we’ll be sitting there lieréntire 45 minutes

trying to solve this one (laughs) math problem thathave no idea how to

do. And that makes time go a little slower, ‘cayea get frustrated,
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‘cause you try doing it so many different ways, &eds not going to give
you any hints and you’re working together with gierdy else in the
classroom and you're like, “I have no idea whatgng on, do you?” And
they're saying “No!” And then he brings it baclethext day and you're
like “I still don’t know how to do it!” and then wget into inter-
competition with the other class and like, “Didyls®lve it?” Or, ya
know, it's crazy. But it's fun. | mean, | stilkk it.

During the chessboard problem, Amanda was workesyde Amelia,
sometimes in collaboration, sometimes working irelently. They seemed to
take turns leading the class discussion by suggestlutions and articulating
their thoughts out loud. Amanda described the ggsof attempting the problem:

| was just trying to think ahead. | mean it madetimnk of kind of like

chess or something, ‘cause we have a checkerboartdysh have to

think a couple steps ahead, and you have to gib. foAnd then you mess

up and you just have to start over again. And firally coming really

close to the conclusion, you're just thinking anelne like, “Oh.”
She went on to elucidate how she experienced tumeglas the class neared the
solution and how she felt afterwards:

And then you just finally speed up the processyandget there. So it

was just kind of annoying that we (laughs) speat titme doing that

(laughs). But it teaches you that you have toyaeait a little bit first,
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rather than just going straight into it. So | #hithat’s the point of those

problems. He always makes us do those every Aay. so, it just kind of

teaches that gotta like analyze the question ankldbit before you just
start trying to answer it.

During another period of math class, Andrew entenaa the same puzzle
problem. He explained his approached, noting 6kkxd at that problem and | just
blindly jumped into it. | didn’t really think logally, ‘cause | like doing stuff like
that. | like puzzles and | wanted to find a saaotf He explained that this type
of problem is common in that class, adding “Wemgeblems of the day every
day in math. And | work furiously to try and solwn (laughs). ‘Cause I like
those kinds of problems.” He further clarifiedttti@ere is occasionally some
completion between his class and that of AmeliaAaménda, stressing “It's kind
of friendly.”

During these math problems or during graded homleassignments, Mr.
Anderson provides feedback as he sees fit. Themaohvolves responding to a
student question with a question of his own. Anzarelated that she finds this
both helpful and frustrating, noting “Actually heekn’t really talk to us about a
lot, honestly (laughs). If you go and ask him agjion (laughs), sometimes he
won't answer it, so.” She than clarified how Mmderson can be coy with his

assistance:
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Well, | mean (laughs), sometimes he’ll just be Jik&ell | don’t know if |
can tell you that” (laughs).” But a lot of the #sihe doesn't help us
because he’s like, “Well | don’t know, is it?” ame’re like, “I don’t

know, that’s why I'm asking you” (laughs). Butyibu have a specific

problem and you say, “I need help with this,” tlenll—he’s really good

about helping you with that.
Andrew pointed out that he frequently respondsuestjons in math class, noting
“l guess it’s just my nature if someone asks a tioesl!’ll try to solve it for ‘em.”
He explained that he appreciates any feedback fisrmath teacher or from his
fellow students:

In that class, | made a mistake with the work thdatl and was just—I just

laughed about it. | was like, “I'm so sorry eveogly.” | mean it wasn't a

big deal at all for me. Just someone correctedmnael’ll correct it for the

test that | have today. Just make a couple caooresand accept the
criticism from other people.

While the American students often articulated therel of challenge
within the academic program, the Germans mentidineid challenges in an
understated manner. Ginter referred specificalpntassessment, stating “The
normal school day passed without stress. Howelertest in politics and
economics was challenging.” Gisela expressedhbiamath assignments are

often at the threshold of her classmates undenstgndoting “It depends on the
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theme because there are always assignments thatags somewhat more
difficult. Everyone can’t solve all of them.” Skeent on to describe how the
level of challenge in math class can cause hesstre

Only frustration when | can’t come to a soluticaughs) . . . Then we sit

there and are too annoyed. He gives me the solatid then you try one.

And if | can’t come to the result, then it is alvgdyustrating.
Perception of Time

As the American students described how they wopkelllems in math
class and took part in discussions in history ¢léssy mentioned their
perceptions of the passing of time. Ashley noteddxperience in math class,
saying “Obviously it depends on the day. But nodghe time | feel like it just
goes by pretty fast. It's one of my easier classiege it's just a normal—it’s not
an AP class, so | think it goes by pretty fast.5hfey volunteered that she had
recently been pursuing her pilot’s license andifoéal how time feels in the
cockpit compared to in her seat in math classngdti think time flying feels like
it goes by faster, ‘cause | kind of enjoy it molieu@hs). Except when it's a
stressful situation; then math feels like it goestér, | guess.”

Like Ashley, Alice is enrolled in a regular-levehth class, which she
finds less challenging than the honors track inclwlihe other three participants
are enrolled. Alice described how she often laatkihe clock during this class,

offering “During math class—since I've dropped down a level—it’s kind of
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slower. So I've already learned a lot of the tlsitigat we are learning, so it tends
to pass by pretty slowly.” Amanda expressed tHa#mshe is at the board
working problems in math class, time passes quittker when Mr. Anderson
goes over homework, noting “Sometimes I'll be tine putting the questions up.
And so when you have to figure it out, it goes fyrquickly. But when we’re just
talking about math principles | guess, then it gaditle slower (laughs).” She
clarified that she is “not much of a lecture kirfdperson.” With that in mind she
expressed that the discussions in history clagsh @iéems to pass quicker than
math class, adding “We’re engaged the whole tintkvegire just having like a
discussion the entire time. There’s usually nbigalapse when we’re not doing
anything, so it goes pretty quick.”

For Andrew, time in history class typically passesver than in math
class. He explained:

If 'm just sitting there thinking, “I know | canodve this but | can’t think

of why it would work or how | can solve it, um, bilien | like working

problems on the board and stuff like—given a probénd trying to find

that solution—that passes pretty quickly, usually.

The German students reported that time passedvsedatjuickly during
their classes, particularly when they perceivedatterities as fun. Gudrun
explained her perception of time in math classingotActually relatively

quickly. That is not boring.” She compared redative view of time in history
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class, noting “Maybe it is a little slower thannmath. But | think normally—you
don’t think about the time at all. It is not likeat.” Gunter noted that his view of
time in class was based upon his interest andeitetigth of the class period,
noting “Because of my interest the time actuallggea quite quickly. The
normal school day passes without stress. Onedméridays, but two hours—
On Thursday afternoons it lasts quite long (laughblle went on to describe his
relative preference for math over history, assgrtlhmath were in the afternoon,
then math would pass a little quicker.” Gottfrdoressed similar sentiment with
respect to time in class:

It varies. It depends upon how much fun—if | amvaemotivated—very

motivated in the topic of class, then it appeasseia because | had

something like three hours or something. Then wapect to time, it is

lots of fun. But then it passes much quicker.
Gisela described how her perception of time inclagies depending upon the
level of interest

It varies, | would say. If we have some kind demesting assignment,

like for example problems to solve individuallydatinen time actually

just flies by. But if we, for example, now haveassignment or discuss

something, then the time can seem a little slowSimply when | take

part in the class, then the time passes quickalsol know that I will

receive a good grade for that.
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The Realities of the Adults in the Students’ Lives

Throughout the interviews, both the American amin@n participants
frequently referenced strong support from the adultheir lives. The questions
focused upon the motivational content of thosetimiahips and the extent to
which the adults were controlling or autonomy-sutige. The following section
is divided into three subsections, detailing thuglehts’ relationships with school
administrators, teachers, and parents respectively.
Connection to School Administration

Of the three students who have attended Ambrosdekog since
kindergarten, two expressed positive relationshipls the school administration.
Amanda stated that “they’re really approachabled #e college counselors as
well.” She explained that they have an “open damicy, kind of just ‘Come in
and see us when you need to.” So they'’re veryablai” Because of his
involvement with the counsel, Andrew has had carsidle interaction with the
school administration. He explained:

Since | was elected student body president, | bapbtmeet with the

principal of the high school and the vice principathe high school. And

they basically said, “Well, we're ready to work next year starting right

now.” | said, “OK great.” And they kinda said, ‘@Ve always here for

you. We got your back. Anything that you wantith9 come run it by us.

We'll let you know if that's gonna be OK.” They’rery personable.
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They're not extremely high up on a pedestal or laingt like that. They're

very accessible if you have any problems or angthike that.

Unlike the American students, who reported veogelrelationships with
school administrators, the German students destalyelatively distant
connection. According to Gisela, this relationshgs not developed, explaining
“Up until now | have had little contact with theh®m| administration. You see
them at special events, and they may say ‘HelloSamething. But otherwise
little contact.” Gudrun and Gottfried reported evess interaction with school
administration. According to Gudrun “There is fgalo actual relationship there
(laughs).” Gottfried responded with a simple “NdGUnter recalled an incident
where the School Director visited one of his classed left a negative impression
on him:

The Director came to our class to give supportteeaher because of a

gquiz—not an exam—a quiz that went badly becausenechad prepared.

The Director said we should all go to tRealschulda type of school that

is academically less rigorous than tBgmnasiurh Then the Director

asked us if we really should be here at this school
Connection to Teachers

While the American students have formed positiVatienships with the

school administrators, they have also establishesk donds with their teachers.

Andrew summed up the sentiments of the five stigjexclaiming “The teachers
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are incredible! And | think with the small clagzes that we have, you can really
have like kind of a personal relationship with teachers.” He went on to assert
“I have not had a teacher in high school that ldmeviked.” It is a tradition at
Ambrose Academy for junior students to select @aeher who will write their
college letter of recommendation. Andrew recafldehd a tough time deciding
who it was gonna be, ‘cause | thought all of mykeasis were amazing and could
write great recs. So—teachers are pretty incredibl

Particularly after the first history class obsé¢iva, | was eager to learn
what the students thought of Dr. Aldridge. Suipgdy, the students in the study
responded very positively to this teacher, fornpeghaps their strongest of all
faculty member relationships. Asked if she was footable going in after class
to speak to her history teacher, Ashley responded, definitely.” However, she
clarified “I mean not too often, if | have a questiabout a test coming up or a
paper or a project | will—but for the most partadsically don’t need to.”
Similarly, Alice explained that Dr. Aldridge “hasnéce personality too. She’s
easy to talk to.”

Alice also commented on the extensive commentsstiereceives from
Dr. Aldridge on her written work:

Especially on our papers and tests she will pot affcomments. They're
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hard to read a lot of the time (laughs). But slieput them down and

you can always go in and talk to her about somgthand she’ll help you

and she’s very willing to help you and talk abouoytaing.

She explained that she is most likely to make groegpment for extra
help in history or English. Speaking of Dr. Aldyel she clarifying “I tend to go
in and ask her, not often, but if we’re writingdila paper, maybe I'll ask her
about something. And in English class | do itdaesearch paper. But that’s
really all.”

Amanda indicated that she has positive relatigrsshiith all of her
teachers, saying “They’re just passionate anddlhvaltiat | think makes a really
good teacher, someone who is really passionate aldw@i they teach. And we
have a lot of those teachers here, so that’s né tWhen asked specifically
about the feedback she receives from Dr. Aldridte, concurred with Alice:

She gives really good feedback on all of our pap&rsd even when we

just have questions from the book that we haveswar, she’ll write like

a lot on them. She’ll say like, “This is partiattpe, but maybe you

should have said it this way, so that way it's maceurate” or just a better

way to write, and also better ways to integraternmiation and stuff like
that.

According to Amanda, she went through a transitipeaiod with Dr.

Aldridge, particularly with respect the writing ragements, which took a few
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weeks. This may have been the only class durindpiiga school career for

which she received anything lower than an A graflimanda characterized Dr.
Aldridge’s appraisal of students as direct, assgrtshe’s not a very beat-around-
the-bush kind of person.” Amanda likes this attté) explaining “She’s just very
straight-forward, like—'Well, | don't like this.’Like on the day in class she got
mad at all of us (laughs). | actually did well that paper, so...” She added, ‘I
was sitting there the whole time like terrifiedwés like ‘Oh my gosh! |

probably got like a C minus (laughs). But | ackpdid OK on that.”

Andrew described how Dr. Aldridge exhibited genégoand flexibility
when dealing with his relatively poor performaneceaorecent writing
assignment:

| talked to her about it and she actually told imegt 1 could rewrite the

paper. She said, “I know you were going throudpt shat week, ‘cause it

was the week of student body president electionsAnd she said, “I

know you're a better student than the grade yoeived. I'm gonna give

you a second chance, ‘cause you haven’t askedhfosecond chances all
year. And | feel like it would be fair if | gaveoy this one right now.” So

I’'m gonna turn that paper in tomorrow.

With respect to teachers, the German studentsdeweloped both strong
and strained relationships. They indicated thair ttonnection with teachers to a

large extent determines their level of intereghimcourse. Gottfried described
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his admiration for the content knowledge and pedegabilities of his teachers,
explaining “I think we have good teachers who arevidedgeable about their
subject. And they can for the most part presemiritformation so that we can
understand it.” He described generally posititenactions with his current
teachers, noting “I actually have a good relatigms¥ith the teachers. | get along
with them very well.” However, he described anrew®re positive relationship
with a teacher from a previous year, recallingré\pously talked about my old
French teacher. His name is Herr Gerstner. himig extremely well with him.
During the breaks we often had conversations. Bl@dvtell anecdotes from his
life.” Gottfried characterized his present histolgss as “less interesting,
relatively speaking,” adding “with my old historgacher we had spoken about
the Second World War and things like that, anduhfibthat more interesting. It
seemed more real.”

Gottfried explained that he attempts to make atpesiimpression on the
teacher” by consistently participating activelycliass. He explained, “I volunteer
and just try to give the answer. If | have a wramgwer, then | have tried.” He
characterized the feedback that he receives fremmhth teacher as positive, but
non-effusive:

Of course there is feedback in the form of gradeenwe take an exam.

Or | also receive an oral grade. This is basedhuqmw we volunteer and

so forth. And it sometimes occurs, but rarelyt gau get feedback from
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the teacher when you volunteer. Such as havirgpd glea of how to

solve a problem. It mostly comes in the form ob@@!” or something

like that.

Like Gottfried, Glinter expressed mixed levels afreectedness with his
teachers, going so far as to say that his driviteess is directly related to these
relationships:

In general, | am motivated in school, but that @lepends upon the

teachers . . . This school year, | am not as goduistory. But last yeatr, |

had a really super teacher. And then, | really &radition. | volunteered

in class and so forth. And that was also a vendgdass, but now this

year it is just different.
Gunter explained how the praise that he receives fiis math teacher “shows
that the teacher is satisfied with the studente dHaracterized this praise as
rather simple, like “Well done!” or “Work well-dofieor “Yes, good idea!” On
the other hand, he described history lessons thhthk found least enjoyable
where “the teacher simply lectures and gives assags with some types of
difficult texts and you are supposed to find sonmgflout, and there is not enough
time.” He added that feedback from his preserbhygeacher is limited to
formal parent meetings, explaining “You actuallywmnieceive little feedback.
Mostly during the grade conference at the end efymar. Otherwise just when

your answer is true or false. Nothing else really.
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In contrast to the two male Germans, Gudrun asel&idescribed very
positive relationships with their teachers. Gudcharacterized math in the lower
school as being “not always a super subject.” Gduefied that the specific
teachers transformed her interest in the subjetineg “It just depends upon the
teacher, how much fun | have. And during the gagte years, | actually had
good teachers who were fun. So, now it is my fae@ubject.” She then
evaluated her connection with her current teachers:

| get along with most of the teachers quite wéllon’t know if | would

call it a relationship. There is actually not asd relationship. We no

longer have a proper homeroom teacher. We alhatéferent courses.

We are no longer a class. But | actually justadeng quite well with all

of my teachers. With some better, with some najcad.

She clarified how the teacher of one of her majdjexts has taken over some of
the organizational and administrative responsieditormerly held by the
homeroom teacher, stating “Herr Gartner is techiyipast our tutor, and that is
something like a homeroom teacher. But you nodomgve a solid class in
which you have all courses together. Rather, #ileyave different people
together.”

Gudrun also interjected her feelings toward histdags and that teacher,
stating “History is fun for me. Especial with Fr&uinewald, because | don't

find it as boring as | do with many other teacheShe then explained how Frau
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Grunewald makes class relevant, noting “Frau Griagalways tries to connect
the themes a little to what is going on today—tpla current political things.
And that you just learn how things were earlier Bod our culture actually
originated.” Gudrun clarified that her interestistory has been fostered by her
relationship with Frau Grinewald:
In any case, it has gotten higher. My previousohysteacher was not
really my favorite teacher. And it was just relaty boring because he
just always either lectured or we had to just tagt=s from the board for
an hour and read some eternally long text. Antwlas not very fun for
me . . . With someone like Frau Grinewald, | ad¢yudde her board
diagrams because then we don’t have to read thretgghally long texts,
and in spite of that we understand what is going And she just tries to
speak with the students and to bring them a bitgales far as history.
Similar to Gudrun, Gisela has established posiationships with her
teachers, declaring “I think that | get along witlost of the teachers.” She finds
math class with Herr Gartner to be enjoyable bex#us often fun. She also
explained the effectiveness of his comments toesttg] noting “If for example
when we are called to the board, he always givdsadback concerning the
problem that we solved or how we can improve ouese! She added that his

remarks were typically “Short and good. And alsimimative.” With respect to
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Frau Grinewald and history class, Gisela alsostethe structure of class and
her teaching style:
Most enjoyable is the way that Frau Griinewald sptslass. Because she
has created good relationships in contrast to tiher diistory teachers that
| have had, I find the history that she presentsem@teresting. Otherwise
history class was not really my favorite class, foght now, it is fun. . . . |
think she connects the old with things that arepeapg in everyday life
today. And she tells us about some queen or sangedimd partially
criticizes what she did. Or she makes fun ofAihd so it is quite
interesting.
Familial Relationships
Just as the American students were happy to exfiressstudy routines,
their college aspirations, their relationshipsdio®l, and their reasons for
participating in class, they were eager to crdaitrtfamilies for instilling the
work ethic and intellectual curiosity that allovw®in to be successful. In all five
cases, their parents have gradually taken a hafhdgroach with respect to the
students’ school work. According to Ashley:
My family’s definitely more supportive than anytlgin They’re not really
pushy or anything. This is strictly what | set ralysup for. So they're

like a huge help with what | get because they'igpsutive, but if | don’t
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do so well on something, they don’t get angry. yliegjust there if | need

them.

Ashley described her parents’ simple and non-deteei feedback on her
academic work, noting “It’s like ‘Good job!” or’t proud of you! Things like
that.” With respect to tangible rewards, she exgld “No, | don't (laughs)—I
don’t get compensation.” Andrew’s parents alse@dium a free hand to take care
of his academic responsibilities, telling him t®8 as much as you can! ‘Cause
you're only going to be at Ambrose Academy for gaie amount of time.” He
explained that “in lower and middle school, thegdiso be more hovering over
my shoulder about grades. Now they kind of jugteet me to do my thing and
come home with good grades.” He added that dunimgreshman year, “They
just kind of said, ‘We trust you. Ready! Set! IGo

Alice has a similar relationship with her paretscerning her
schoolwork. She explained that since her paregstbath physicians, they have
little time to help with her homework. Howevergsmentioned that her father
will occasionally read over English or history pegptand see if there are any
grammatical errors and stuff like that.” Becaafler past efforts, she has
gained the confidence of her parents:

| think in contrast to a lot of other kids, my pat®e maybe remind me to

do well, but they've never made it a point, ‘catisey don’t really worry

about me. | have two younger brothers, so theuddends to be on them,
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just being boys. So, I've kind of been on my owAnd being the oldest
child also I think has led me to kind of take cafenyself and pay
attention to my own grades and not have to woray thuch of what my
parents think. They know I'm gonna do well. Theyw | try my
hardest, so even if | don’'t do well on a test gque, they never get
worried. | guess | kind of motivate myself to dellv And | want to do
my best.
Amanda also describes herself as being a selestaittributing her work
ethic to her father:
| think that my dad is a good role model becausks fiwm India. He
moved over here in the 70s, and he’s a doctor. nlde’s always taught
me, “You always have to work hard and put forthrybest effort, because
otherwise you’re not gonna get as far as you wbkédto in life and
you're not gonna get like economically stable ke lstable with a family
and a home and with all your friends if you dondnw hard, because
people aren’t just gonna hand you things.” Andhed’s definitely
something he’s taught me.
She explained that her mother provides emotiordlilgy and gentle
motivation, observing “My mom—she’s really good abthe more emotional
side, because she’s definitely always like, “Yowkrnyou can do this. | believe

in you.”
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She admitted that her parents have “unspoken exfp@ts” relating to
grades which she has consistently met. She creglitparents with igniting her
curiosity and drive to learn:

My dad has like a thousand books . . . Like we hales and piles and

piles of books. And so he’s always telling me dlallthese little things

and how interesting they are, and so | think th@te-$ometimes he’ll tell

me about things (animated), and I'll go like loblen up and be like, “Oh,

well that really is really interesting!”
Amanda also explained that her parents encouragyet lievelop her own “likes
and dislikes” by pushing her “in every single dtren.” She added that her
parents often say “Hey do this, and see what yau IDo this and see what you
like.” She described how this attitude has ledtbeattempt a variety of activities,
noting “I took dance, and then now | play sportd &played the piano and | play
the clarinet and I'm in the musical, and | likesiag and so they’ve kind of just
pushed me out there.”

Amelia’s parents also maintain a detached andingisipproach when it
comes to her academics. She explained “They' rewatly dramatic about
grades, because | guess they just assume thatathehrmy sister and | are
gonna work our best, work our hardest. She alggested that “They've never
been the type of people to say ‘You have to gei an you're grounded!” or stuff

like that.” Amelia described how she often watctiesevening news with her
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parents, which typically “branches off into othengersations . . . So that kind of
keeps me more involved in the world.” She also timeed how her father often
travels to Canada and Germany and brings her bastkgrds containing facts
about those countries. She explained how herfatio¢ivates her to persevere
during the challenges and drudgery of high schial |

My dad’s always said, “Ya know, these are the peats of your life.”

He always says that to me. I'll get a home arldbEl like, “Oh my gosh!

| have so much homework tonight,” and he’ll be Jikéa know, these are

the best years of your life. Enjoy ‘em while yanc’” And I'm like, “OK

(laughs)!” But then actually, | don’t know why thaotivates me to do

well, but | say, “Ya know, if | can get throughnibw, later on it’s just

going to help me. In college, I'm going to knowhto study. I'm going
to know how to deal with getting everything donetiome.”

Like the American participants, the four Germardsnts described strong
and supportive relationships with their familigSisela reported the role of her
family in her academic success, explaining “I thitnks nice when | am praised by
my parents and they are proud of me. For exampfegrandma also tells people
how good | am in school (laughs). And that makespmoud.” She openly
communicates with her family regarding school, mgtiConcerning
homework—directly after lunch I tell them what heppd in school and if there

is something that | don’t understand, naturally,dwample, my father will help
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me sometimes.” Gisela added that her parents tbawe a rewards system for
good grades. However, she admits “My grandma givesnoney for the report
card. Butthatis all.” Gottfried’s also reportexteiving money for his report
card when he was younger, explaining “It used tthiag¢ if we brought home a
good report card with good grades, we would perhepsive €5 from grandma.
But that is no longer is the case.” Gudrun ex@dithat her rewards system was
not tied directly to the quality of her grades:

For the report card we always received perhaps songdlittle, but the

same regardless of if you had bad grades or bmtes. My sisters and |

would get the same thing. And never something likgou got a One

[highest possible grade], then you received €10, you received a Two,

five or something. We never had that.

Gunter reported that his family did not have atcment rewards system
in place for grades. However, he expressed howdrsnts support him,
irrespective of his academic outcomes, noting “Timefivate me by all means.
And now when something is not so good, there i3 atsdrama. And they just
support me if there is any kind of problem or ifded help.” He explained how
his parents verbally motivate him to work hard ¢chaol:

They tell me, “If | do that now, then you can latgtain something, for

example. But they also say, “If you don’t do solnmeg now, then it isn’t

everything in life if it goes badly.” And I strivie do well.

254



He clarified that his parents never nag him to cletepschool work, declaring “It
is all from me.” He added how receives parentsiséance in homework,
observing “My mother just knows very much, and v@gdnconversations about it
and | gain a few pieces of information from her.”
Gottfried also reported active assistance fronmtogher during his first
three years in the Gymnasium:
| think my mother, above all, strongly supported fnoen the fifth through
the seventh grade. She always studied with mexXams, testing me on
the day before the exam. And I think that broughktin the right direction
so that | can now do it independently. Now | catieipendently prepare
myself, even if | sometimes do not really want to.spite of this, | know
that | must do it.
Although she no longer provides direct help wittmeevork, Gottfried explained
her current involvement, noting “My mother asks snenetimes what we did
during class or if we have a special exam. Sonsdrégs to know what we recently
have done. But | do the preparation on my own,akeady said.” Gottfried
described how he took responsibility for his acadgmneparation, adding I
began to prepare myself all the time in the sevgrakde—to write out my own
summaries of things, and now since the eighth gradethat basically alone.”
Gudrun also described how she has access to acadssmtance from her

family, explaining “If there is something that ldii't understand, then | come and
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ask my mom and dad or my two big sisters.” Sherissd a more active level of
parental involvement than the three other Germaticgzants:
| received just a little bit of pressure, but notnsuch now. | mean—there
was a time when my sister received bad gradegh&expectation is
lower, and with me they are higher. But that & jwhat my parents
want—for the child to receive a good school diploma
Gudrun explained how the location of her parentknallows them to maintain
close contact, noting “My parents have a shop,iaisddirectly under our house.
Then we can always eat together, but they are wibebelow in the shop.” She
stressed that her parents do not scold her to @enpbmework, noting “I do
homework independently, and actually, since theltbrade my mother no longer
looks at it.” Gudrun described how her family cgicaally discusses current
events relating to academic content, reporting “No then, we will talk about
politics or something interesting that is in thevepaper. . . . But there is not
always enough time for that.” She described howfdmmily follows her
academic performance with interest:
They are just happy and find it good that | havedygrades. But, also if |
were to receive bad grades, like a Three [on aiBtgoale], that would
also not be so bad. | mean, they would not beusmdktic in that case, but

it would be OK.
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Chapter IV Summary

The current chapter consisted of a presentatiaheofvords of the
participants, organized around four major categoriehe students described
routines for academic preparation, pressures anadcademic success, the daily
experience of classroom realities, and how theifssgnt adults in their lives
affected their academic motivation. By presenthmgdata of German and
American students simultaneously, | accentuatedrbes-cultural elements of
the study. In the next chapter, | analyze the ttataugh the constructs of self-
determination theory (Deci & Ryan, 1985) and fldweary (Csikszentmihalyi,
1975, 1990, 1997). | consider the usefulness®fwo theories to explain the
students’ words and present instances where ttegarylata do not align,

suggesting other realities of academic motivation.
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CHAPTER FIVE
ANALYSIS

This chapter essentially addresses the secondoanith research
guestions relating to the theoretical frames dfdetermination theory (Deci &
Ryan, 1985) and flow theory (Csikszentmihalyi, 1P9Those two questions are
the following:

In what ways do the experiences of academicaltggistudents in

Germany and the United States support understasgiogjted in self-

determination theory (Deci & Ryan, 1985) and flcveary

(Csikszentmihalyi, 1997)7?

How useful are self-determination theory (Deci &iRy1985) and flow

theory (Csikszentmihalyi, 1997) in understanding itiotivation of gifted

German and American students?

| intentionally phrase these questions in a biaiomal manner to align
with the phenomenological methodology. Througk #pproach, | analyze how
the data support the theories, then how the theexplain the content of the data.
Since my point of reference is always the life-wlagkperienced by the nine
student participants, | do not cite literature uport my analysis. However, in
the concluding chapter, | connect the data andyaisatio existing literature.

In the first major section of this Analysis, | debe the extent to which

my understanding of the phenomenon of gifted acaderotivation, as
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established through the interviews, written respenand site visits, aligns with
the elements of self-determination theory (Deci ¥aR, 1985) and flow theory
(Csikszentmihalyi, 1975, 1990, 1997). | organize presentation according to
the three attributes of self-determination thearg the nine attributes of flow
theory. To be sure, there are times when the ee&lpresented in the Analysis
overlaps with that offered in the Presentation afdD In those instances, |
shorten or summarize the citation, allowing thedezdo refer back to the
Presentation of Data for the statement within its@rcomplete context.

In the second major section, | evaluate the extenthich the two theories
clarify the examples of gifted academic motivati@scribed in the Presentation
of Data. This represents a more speculative erme@vere | consider how
accurately and completely the theories elucidateddta. Again, | reference the
words of the participants that appear in the Ptesen of Data, though often in
abbreviated form. Here, | evaluate the relativel@xatory power of the two
theories with respect to the data. Based uporatiasysis, | discuss if there is
something elsat work that resists the understandings positethéywo theories.
Not to give away the last chapter, but an exploratif thatsomething else

represents the primary content of the Conclusion.
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Philosophical Overview

Similar to in the Presentation of Data, | supplbet &ssertions in this
Analysis primarily with the voices of the particiga. Prior to the Presentation of
Data, | followed Van Manen (1990) by reflexivelynaitting how the thematic
organization was largely determined by the conbémby questions, the substance
of the theoretical frames, and my own fore-meanocwgerning gifted academic
motivation. This is equally true in the Analyss#ce the very structure of the
presentation follows specific aspects of the theriMy intention is certainly to
follow the prescription of Moustaches (1994) “td aside biases” and to “come
to a place of readiness to gaze on whatever appadr® remain with that
phenomenon until it is understood, until a percalptiosure is realized” (p. 73).

However, | am also mindful of Gadamer’s assertlaat tinterpretation
begins with fore-conceptions that are replaced byensuitable ones. This
constant process of new projection constitutesrtbeement of understanding
and interpretation” (1975, p. 269). Gadamer (194i8)not necessarily view
prejudice (the German term bei¥Wgrurteil, meaningpre-judgementin a
negative sense, claiming that “a text can pregselfiin all its otherness and thus
assert its own truth against one’s own fore-measiiqg 271-272). With this in
mind, | submit the two theories as my fore-meaniagd lenses through which a

deeper understanding of gifted academic motivataimassert itself.
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Self-Determination Theory

According to Deci and Ryan (1985), social factbies enhance autonomy,
competence, and relatedness lead to intrinsic @wdiv while controlling social
factors undermine intrinsic motivation. The nitdents spoke extensively
about both controlling and autonomy-supportive &pts of their academic
activities. In the Presentation of Data, | groupwesl participants’ comments into
motivational categories, including the realitiepogparation, realities of extrinsic
motivators, realities of the classroom, and resdinf the adults in the students’
lives. As | evaluate the students’ relative autogiavith respect to academic
tasks, | draw from all of these areas of their naitonal experience. | analyze
the responses of the American and German studsggthier at this point, calling
attention to motivational differences as they arise

Deci and Ryan (1985) pointed out that relative Ilewé autonomy-support
vs. control are activity-specific and always detiexad by the individual's
perception. For example, two students may intéigteacher’s motivational
approach differently. One student may feel thiagher offers controlling
feedback while another student may experiencestirae feedback as
informational. Since this would suggest nine safgamotivational perspectives,
my task was to consolidate and interpret the resg®through the lens of self-
determination theory (1985). The Review of Litaratfocused upon several

aspects of autonomy, including interest, pressemsion, choice, praise, rewards,
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deadlines, and surveillance. The students’ comsnamatvide insight in these
areas from the perspective of academically giftadents in Germany and in the
United States.

To accentuate the idea that motivation is in no wéynary concept
(either exclusively intrinsic or exclusively extsig), Deci and Ryan (1985)
proposed a regulation process where extrinsicatifivated activities gradually
become internalized and may become part of theviohaal's sense of self. Since
intrinsic motivation is subject-specific, the statkemay have attained different
levels of the continuum of regulation. For examplmelia may have reached a
state of internalization with respect to math; gl may also be at the level of
introjected regulation with respect to history. &amining the students’
statements regarding goals for the disciplines athnand history, we can make a
rough determination of their relative levels ofemtalization.

School as Gateway to College

In their formulation of self-determination theoBeci and Ryan (1985)
describe interest as a measure of intrinsic matimatStudents who are
intrinsically motivated to complete academic tasksild complete these
activities for their own sake without extrinsicmrcement. It is difficult to
characterize the students’ motivational orientafmmacademic output, since they
all view their current school as a gate throughaltihey must pass to reach

university acceptance. The American students tegavert focus upon
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preparation for college entrance exams such aSAffeor ACT. Alice noted: “It
was private lessons . . . just maybe every two wéeRwareness of a specific
score requirement has placed particular pressutbeoAmerican students to take
the exams multiple times. For example, Andrew aigai‘l wanna get like
2200” on the SAT. They also expressed concerntaditaining exemplary
Advanced Placement scores, which could mean reckqutllege credit for high
school courses. For instance, Amelia explained éx8ms are very much on my
radar right now (laughs). . . So I'm pretty anxigus

The German students devote similar preparationnandy toward
receiving satisfactorpbitur scores. Gudrun stated “It just motivates me bexaus
later, | want to study at the university. . . . Aiod that | want to achieve a good
result in theAbitur.” Gottfried pointed beyond college to his professl
aspirations, noting “lI must receive a good degneerder to attain a good
profession later in the future.” Although both gps of students expressed
interest and enjoyment in the process of acadesamming, they often referenced
broader goals, which included impressing the teadi®aining the highest
possible classroom grade, gaining a high classmgn&nd receiving college
acceptance. Gudrun bluntly admitted an extringentation with respect to her
school work, stating “I think that success showddainly be defined through

grades.”
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The American students often spoke of their motorato complete
academic assignments as a way to relieve pressiineelia clarified her
approach in behaviorist terms, mirroring a drivéu@ion orientation, stating
“That motivates me to do more tasks as efficieafiypossible, and then | get to
cross them off of my list.” The extent to whiclska remain on her “to-do” list
represents the quantum of stress in her acaddmmicHrom that perspective, her
purpose is to systematically complete and elimitia¢estressful tasks. Though
Amelia finds this process enjoyable, the academitent of the activity may be
of lesser concern than the completion process.

In contrast, the German students did not speagrmg of feeling pressure
to complete assignments. According to Gudrun, “Wéemeone does not
complete the homework, they get a check mark. vhen you have three check
marks, you get a letter to your parents.” The Garistudents do not receive a
specific grade for submitting homework. Ratheeytbomplete it to enable them
to positively participate in class discussion, whis assessed directly by the
teacher. Rather than viewing assignments as areegiask for which they
receive a contingent reward (grade), the Germatests consider the assignment
a means to improve their knowledge of the subjeaiten Gulnter expressed this
view with his comment that homework represents teonof the course.” Gisela
articulated the motivational function of teachethauity, stating “I completed the

assignments because my teacher required it of me.”
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With this in mind, the German students did ngire experiencing
homework as a form of stress; rather, it was aaresg8 element of the course. In
fact, most of the stress that they revealed ortgohan the process of assessment.
Gottfried noted “The stress of the thing is alwagst before the test.” In
Germany, students do not technicaliixean exam; rather, theyrite [schreibei
an exam. This means that German exams involvesixtewritten analysis, as
opposed to the objective multiple-choice assesssribat are ubiquitous in the
United States.

Based upon their extensive preparation routinesicpéarly in text-based
courses like history, the German students are red@io reproduce a significant
amount of content during assessment. For examipieeGdetailed his
memorization process, noting “I write out a summairthe important things.
After that | try to repeat it once, often readihgough it and doing it again. Then
| study the sheet until I no longer need it.” Hteenuous testing regiment in
Germany prepares students for the rigor ofAbh#ur. Guinter acknowledged the
practical value of thébitur, noting“Throughout Germany there is the same
Abitur. So one can simply compare students and thisazdnstudents for jobs.”

Since the German participants have provisionaltyseln their major
subjects that will ultimately be tested on thatur, every lesson holds both short-
term and long-term implications. Students wargddicipate in class to ensure a

favorable oral grade, they attempt to digest malteo they can successfully
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complete course assessments, and they take panigtterm study to prepare for
the pendincAbitur. Just like the American students, the prospecbbége
admissions lurks behind all classroom activiti#se German students may find
the academic content interesting, enjoyable, chgiig, and valuable at the same
time. For this reason, assessing motivation isesurspecific and represents a
moving target, since the students are constantlhjimgaipon the continuum of
regulation from extrinsic toward intrinsic orientat.
The Presence of Grades and Assessment

The presence of extrinsic factors, such as grad@sssessment
complicates the evaluation of motivational orieiotas for both groups of
students. Their expressed need to be academstalbessful embodies an
internalization and outward representation of tsemse of self. The American
students frequently referred to themselves in teataded to report card results.
For example, Amelia asserted that she was “a str&gtudent” who was
recently awarded the honor of Cum Laude. Alice ittéhoh her goal with respect
to class ranking, stating “I'd like to be in thettwo kids, hopefully.” Although
the students associated their self-image with anadachievement, they also
described some enjoyment in the learning process.

Amelia expressed how her enjoyment is connectégtoelative level of
success, noting “I love the feeling that | get aftdo well on something.” Her

words express a focus upon the outcome of theiggtrather than upon the
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intrinsic enjoyment of the task itself. Ameliacfeed her perception of the
instrumental value of academic success, statitigelto apply what | learn to
other life situations.” She added a series of toes that clarified her
motivational orientation, asking “How can | usesthiHow is this applicable into
how people are doing this in real life?” “Whathsés going to get me?”

Similarly, the German students characterized thevawonal role of
grades. Gottfried asserted that “report card gratieuld naturally be as good as
possible. That is the prerequisite for the futur@udrun expressed a similar
view, stating that “success should certainly bengef through grades.” Gunter
shared Gudrun’s view of the importance in attairsagsfactory grades.
However, he also pointed out the need for longenteowledge that could be
beneficial beyond graduation from t@gmnasium He clarified “More important
still, I think, is that you learn something and y@an bring it along to your
university studies.” Gunter’s attitude still repeats an extrinsic orientation with
respect to the instrumental value of acquired kedge for his subsequent
participation in higher education. However, hisder-term valuation of learning
characterizes the regulation process from extrittsi@rd more intrinsic goals.

Gisela expressed a more integrated and self-erdlapg@oach to
learning, stating her “ambition to solve problemasgemonstrate strategies, and to
develop logical thinking.” She touted the inforimatl and validating

characteristic of grades, clarifying “I think oretbne hand that | am motivated
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because | see it as a confirmation for me.” Bytmanto solve difficult problems
and develop logical capacity, Gisela expressegtbeess of internalization of
extrinsic goals.

Examples of Independent Interest and Detail

While the American students were eager to detail loutines of study
and homework completion that have fostered theidamic success, they were
less inclined to speak freely concerning detailaag#demic content from their
courses. They were even less forthcoming withnmegatheir intellectual
interests beyond the curricular content of theurses.

Of the five American students, four made referelamather generic areas
of academic interest. For example, Alice expreggesest in “Kings and Queens
of England or the World Wars, the Holocaust andf §ilke that.” She added “I
really enjoyed the 1920s—I really like watching Hueietal changes in history.”
Andrew also offered only the most general exampfdss academic interests,
stating “I love studying the wars. That's just beery interesting. | like
knowing what presidents did in the past.”

With respect to private reading, most of Americardents expressed that
they did not have time during the school year. |&gladmitted reading a list of
novels that is rather typical of American teenagemsugh not necessarily
reflecting her own personality or a driving intdreShe explained “I readight

by ... ldontremember. .. |enjtyunger Gamesand | guess the trendy books,
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| guess you could call them, lilclipse andTwilight.” Amelia explained that
the purpose of her personal reading was to finalatiBon and humor, offering
Tina Fay’'sBossy Pantas her current choice.

However, of the five American students, only Amelféered a significant
amount of specific curricular details from her solork. In several comments,
she referred to the following topics:

Polar coordinates. . . . How to multiply matrices. Electric fields. . . .

Presidents Eisenhower and Obama. . . . The cysresidential

candidates. . . . Olympia Snowe. . . . The roltheffederal government. . .

. The Civil Rights Movement. . . . Emmett Till. . Rosa Parks. . . .

Gandhi. . . . lllegal immigration. . Slaughterhouse Five. . The
Dresden fire bombings. . . . Post-traumatic stdessrders. . . .
Dissociative disorders. . . . German prisoner of @gnmps. . . . Rhetorical
strategies.

Similarly, the German students were reluctant tameer insight into
their personal intellectual endeavors. None offdittes of books that they were
reading for pleasure. However, in contrast toAheericans, all four of the
German participants referenced significant confiemb their courses in very
technical terms. Without specific probing, Gudraantioned details in math,
chemistry, music, and religion, including “Inflemti points. . . . Analysis of

functions. . . . Discrete problems. . . . Perceedag. . Experimental procedures. .
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.. Chemical reaction. . . . The Renaissance periodTriads. . . . Cadences. . ..
Biblical themes. . . . Meditation.”

Gisela referenced “the appearance of male and é&egem cells” from
biology class and Schiller’s dramathan the Wiséor German class. With
reference to physics and calculus, Gottfried meetib“Metabolism of our
bodies. . . . Instantaneous power and average butpuAccumulation of the
limit value in math. . . . Velocity of a skier &tet end of a ramp (with
comprehension of the friction).”

Gunter cited an array of technical content frontehls, history,
chemistry, and economics, including “Series of tionss. . . . Modeling. . . .
Examination of extreme cases. . . . Holy War ddrtsl. . . The terror attacks. . . .
Citric acid cycle. . . . Experiment on saturatedimgarbons. . . . Negotiated
wages. . . . Minimum wage. . . . Accrual of price. Constitutional principles. . . .
Undercutting of wages. . . . Precarious work coodsg.”

Interest Limited to the Scope of the Course

The American and German participants articulaté&er@int motivations
for participating in classroom activities. Amareglained that she was one of
the only students in her history class who consisteompletes the assigned
reading, noting that “there’s only like maybe thoedour people who actually

read—maybe.” She considers her participation ate&gep the class on track.
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Amelia articulated how she becomes frustrated wiegrclassmates’ lack
of preparation often leads the teacher to topigehe the scope of the course,
admitting “It’s kind of bothersome.” She went anexplain that she frequently
poses questions in class to mitigate her frustmatid’not getting to the answer as
quickly as possible.”

The American students’ active participation in slalows them to exert
some control of their learning during the 45-minpé&giod. None of the
American students mentioned a participation grade motivating factor.

Rather, they are more interested in having theastjans answered and relieving
their curiosity. Amanda expressed this sentimasgerting “l don't like to just sit
there with a question and not have it answeredt bhgs me so much.”

In contrast, the German students revealed thatdlassroom
participation was motivated primarily by the orahde attached to it. Gottfried
provided a reason for frequently volunteering tevagr questions in class, stating
that he wants to “make as good an impression aslgeon the teacher.”
Although Gudrun declared that she does not likeetgalled up to the board, she
often volunteers anyway to enhance her grade, expig‘l always just try to
volunteer. You can have a buffer for your ovegatide if you have a good oral
grade.” Gunter expressed his lack of fear voluimegdn class and noted that “it
also carries with it an oral grade” and affords i@ opportunity to influence the

course and “push the instruction forward.”
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While observing a math class in Germany, | wasckthy the
nonchalance with which the German students ralseid hands and volunteered
to answer questionsich anmeldejn The same group of six students, including
the four from the study, had their hands in thet@oughout most of the class
period. Although most were eventually recognizgdhe teacher, they seem to
have made their point simply by raising their haRérhaps the cumulative effect
of constantly volunteering to answer questions routed to this “good
impression” that they sought to make upon the telach

Both Herr Gartner and Frau Grinewald expressedhtlegtassessed both
the quality and quantity of the students’ partitipa in class. From a
motivational perspective, it is difficult to disgnish between participation to
achieve a grade and participation to attain knoggedrau Griunewald spoke of
her desire to instill a love of knowing\issenslu$tin her students. In the case of
the German students, the oral grade has cloudeddkigation of students to take
part in the discussion and cast doubt on the pofitiie students’ motivation to
learn, at least from the perspective of the teacher
Examples of Choice

Deci and Ryan (1985) predicted that the percemifazhoice enhances the
internalization process of extrinsic goals. Thapexct of self-determination may
represent a culturally significant difference betwehe American and German

educational systems. While both schools offeradesits choices with respect to
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their particular courses, the available optionaweédy a point of departure. For
the American students, the choices available testis were essentially related to
the relative difficulty of courses. Although atirell in core courses, such as
math, science, English, and history, students rhapge one of three tracks,
including regular, honors, and Advanced Placement.

While those students wishing to compete for prestig university
acceptance typically enroll in the AP track exaohedy during their junior and
senior years, they have the option of taking legsrous versions of the core
courses. For example, Alice and Ashley chose tollein regular pre-calculus as
opposed to the more rigorous honors analysis cdaaksa by the other three
participants. Ashley also clarified that she sieldeegular physics as opposed to
the more advanced offerings, explaining “I knewduldn't do as well there, so |
just took the regulars course load.”

In most American public schools, students receisggaificant boost from
taking Advanced Placement courses over regulaisesurFor example, a student
receiving an A grade in an AP American history seumight receive five points
towards GPA, while someone obtaining the same diade regular American
history course might receive only four points. d&tats in the Advanced
Placement track often take four or five advancagses per year. Over a period

of two or three years this affords them a significadvantage on GPA. In fact,
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for a student to reach the top 10 percent of tadupting class, Advanced
Placement courses are essential.

The Ambrose Academy does not have such a weighgeting scale for
Advanced Placement courses. Students taking aarfed Placement course
receive only three additional percentage pointgheir overall semester grade.
This means that the courses are still scored onradoint scale, with a mere
three percentage points added to the final gré&dstudent receiving 95% would
be pushed up to 98%. Students scoring 98% or abaue AP course may not
even receive the full three-point benefit, sinceréhis a cap at 100%. The
students in the study were clearly aware of thetma of GPA gamesmanship
and took pains to report that they were takingnlost rigorous possible academic
courses.

Amanda indicated that she “would rather take threldéraclasses, and not
get such good grades, than taking an easy classgtt the highest GPA and
valedictorian.” She explained that her chosendugleeis more rigorous than that
of most of her classmates, noting “I'm taking thAde classes and two honors
classes . .. and | actually haven't had a freegdany entire high school career.”

While the American students can choose the levagof of their courses,
the German students have the opportunity to selective courses during middle
school and can identify their two major subjectamythe upper school. Gudrun

specified her elective choices, noting optionsudaig “either bilingual political
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economics. . . . Then you could also select commmaience. Italian or . . . Latin
or French.”

Once a German student decides upon a major sutijegthave no further
options concerning the level of difficulty. Foioge subjects, they will be on the
most rigorous track until graduation. The Germalss do not have the
Advanced Placement option where they can receilegeocredit during their
time in the upper school. However, testament ef@erman curriculum’s rigor is
the fact that students graduating with &itur are typically placed as
sophomores upon acceptance to American universibesing the introductory
phase Einfihrungsphadestudents at the Goethe School have the oppdyttmi
try out a major subject for one year. This all@m®ther form of choice, since
their teachers provide enough feedback to assesmpitropriateness of their
chosen majors.

While both the American and German students desg¢rdomparable
choices with respect to their course scheduley, thiel American students
described choices as the classroom level. FoAtherican students, this choice
is limited to the occasions when they have assigmegcts. In these instances,
students have the opportunity to select topicseo$gnal interest, provided they
align with the goals of the overall assignmentic@ldescribed the use of projects
in history class, noting “We’ve had maybe two otpesjects this year and this is

the third one, so she’s very nice about lettinghsose what we wanna do.”
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Alice referred to an individual project in AdvancBethcement English class,
explaining “We’re writing a research paper, andgeéto choose our topic. . . . |
mean there’s a lot of freedom in choosing stufé likat.”

Perhaps the clearest example of choice for the Ameistudents was
their participation in the school-wide cross-disiciary event, which occurs four
times per school year. For this event, studenite wesearch papers, prepare
poster presentations, and participate on panelisissens in various parts of the
school building. The day-long event allows studdantresearch areas of interest
related to multiple school subjects. The genenaictis thematic and relates to
some aspect of cultural studies, such as the psigeemovement or civil rights.

During an observation of Dr. Aldridge’s Advance@édment American
history course, she turned the discussion to pialeetsearch topics for this event.
As students proposed and evaluated possible topresearch, their level of
interest and engagement transformed. From a miainad perspective, the
students experienced autonomy-support through @ridge’s informational
comments. Still maintaining her direct approadte, did not mince words when a
student would suggest an inappropriate topic. H@neas she worked through
several proposals, the students seemed to feelveenpd and acted as if they
were partners in a process, rather than the rexgad their teacher’s wisdom.

In contrast to the feeling of perceived choice exgreed by the American

students, the Germans experienced few optioneatiissroom level. Gisela
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described her lack of control at in class, dectafirhad no choices.” Gudrun
concurred, stating emphatically “There were acjuatine.” The German
students expressed a respect for the authorigaahiers and their knowledge of
academic content. Gottfried characterized thipeess stating “I think we have
good teachers who are knowledgeable about thejestbAnd they can, for the
most part, present the information so that we catetstand it.” In keeping with
that respect, the German students assume thatehehers are qualified to make
all decisions concerning classroom practice. Thar@n students do not expect
to make choices in class and consider the concepioald. Since the German
school system has been constructed upon a strahgrey structure, the students
never experienced choice, so they consider swiatrals in the classroom to be
completely normal.

During observations in Germany, all aspects ofcthes were directly
controlled by the teacher. As students raised tieds to answer questions, the
teacher recognized them. Unlike discussions irAtnerican school, the German
classroom had few student-to-student exchangess ciéated the impression of a
relatively tense classroom atmosphere; howevelGGegrenan students have
accepted that atmosphere as standard practice/ nEitber expect to make
choices, nor do they expect to necessarily havenfetass. Gunter expressed

these sentiments, stating “I consider school agplacworking.”
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This approach is in direct contrast to the classulision described by
Andrew in the American school. He reported on #owelia created a diagram
of a mostly student-driven discussion in histossl, describing how Dr.
Aldridge’s students were “going off on huge tangemter here, talking about
World War 11, going off to professional basebalt #olittle bit, the Masters, and
coming right back in to the topic.” Dr. Aldridgestablished an approach where
she leveraged student interest and allowed thanflteence the direction of
conversations. This created a student role thditvexgent from those within the
German system. The American students felt that ¢beld ask questions, shift
the topic, and exercise direct control of the ctasge. Dr. Aldridge’s overtly
controlling feedback was always tempered by anyasfatudent choices. This
created a complicated classroom with a tenuousbalbetween teacher control
and autonomy-support.

In contrast, all aspects the German class periaod wantrolled by the
teacher. Strangely enough, the German studentseskt® control the physical
classroom, since the teachers traditionally rdtat@ room to room. Conversely,
the American teacher has his or her own classréwoughout the school day. So
the room represents the teacher’s territory anehafontains posters, diplomas,
and personal items selected by the teacher. Surgly, as students entered the
American classroom, they seemed to establish aureea$ control through their

participation.
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Pressure Related to Tests and Performance

Similar to their assertion that the perceptionlafice fosters intrinsic
motivation, Deci and Ryan (1985) suggest that gadirig of anxiety undermines
intrinsic motivation. Despite qualitative differsas in the type of assessment (i.e.
essay vs. multiple choice), the German and Amestadents shared similar
attitudes with respect to assessment. Both Anfiieia the Ambrose Academy
and Gudrun from the Goethe School expressed tkperence of anxiety within
the context of testing. Amelia explained that shly feels this pressure prior to
testing, noting “I feel more stressed the day lefotest. . . . Now | just need to
bring my knowledge to the table.” Gudrun expresseadlar sentiments,
observing “Prior to a test, you clearly feel aditited, but now it is not quite so
bad.”

Because the participating students have a demoedtracord of success
on assessments, their stress seems to dissipidite assessment itself begins.
Since they all reported a pattern of consistentthntbugh preparation for exams,
the assessment becomes a positive experience thlegrean demonstrate their
knowledge. Amanda and Gottfried described parédieglings concerning the
press of time during assessment. Amanda clari¥iden it gets toward the end
of the test and | look and I'm like, ‘I still hay®ve problems left and five

minutes’ (laughs), then | start to freak out addittit.” In similar terms, Gottfried
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noted “At the beginning of the test | am just notcertain if | will finish. But |
always have gotten it done.”

Gunter described a practice of creating anxietyHerpurpose of
improving his performance on assessments, notipgt‘ka little pressure on
myself because | have the feeling that | can quigkinp into the test and | think
faster if | am under pressure. And then | puttielpressure on myself, but |
think | don’t have to absolutely have the pressuiiéhe students described a lack
of self-doubt during and after assessment, agif bad grown accustomed to
receiving outstanding grades in recognition ofrtipegparation. Amelia
described her thought process while testing, regptOK. | know I'm prepared
for this. I've done all that | can by now.”

Despite her own record of successful completioexaims, Gudrun
recognized the potentially adverse effects of examier less high-achieving
classmates, noting “Sometimes the grades demotisde particularly if students
are a little worse. Then they get those gradediaddhemselves under pressure
so that nothing else really works.” The studentthe study seem to enjoy the
affirmation that they receive through successfuhptetion of assessments.
Gisela mentioned how her consistently high gradepgiuate themselves,
observing “I think on the one hand that | am mdedabecause | see it as a
confirmation for me.” The students seem to viegeasments as a motivational

tool that helps them maintain their work ethic.
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Controlling vs. Autonomy-Supportive Feedback

Another aspect of assessment related to self-detation theory (Deci &
Ryan, 1985) concerns the dichotomy of controllisgimformational feedback.

All feedback has a controlling element, since taespn delivering the feedback
assumes a position of authority. By acceptingras@onding to that feedback,
students recognize that authority and adjust fubeteavior in response to the
words. With respect to future behavior, that feseddocan either foster or
undermine intrinsic motivation. Because of thet@nmportance of students’
perception of feedback, the manner and tone o¥elglimay be as significant as
the content.

Both the German and American students reportedmainieedback from
teachers and parents, often in short and non-giserierms. They also reported
similar types of feedback from teachers. For eXampmanda described her
appreciation of Dr. Aldridge’s directness in appatiof students’ comments in
class, noting “She’s not a very beat-around-thexlkiisd of person.” Alice
responded positively to Dr. Aldridge’s written comnts on her essays,
explaining “She gives really good feedback on &bhur papers. And even when
we just have questions from the book that we haaswer, she’ll write like a
lot on them.” Dr. Aldridge’s in-class comments welelivered in a highly
controlling manner (i.e. her 30-minute rant on pypaevritten history essays). She

assumed a strong position of authority and mockedtudents’ efforts through a
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series of insults that were meant to be both huosamd cutting. She
accentuated this authority in her individual intew by reporting her
unwillingness to change students’ grades, decldtingver will haggle a grade
with them. They just have to take it.” Each studa Dr. Aldridge’s class likely
had a different interpretation of the commentsgnag from highly controlling to
autonomy-supportive. The participants in the sttehponded positively to her
comments and were grateful for her straight-fornaggdroach. From their
perspective, the informational content of the festoutweighed the controlling
element.

From the perspective of self-determination thethrgy experienced the
feedback as autonomy-supportive and it fosterextnial regulation of the
extrinsic goals associated with the course. Howeiie students also expressed
awareness that Dr. Aldridge’s rigorous approachldipuepare them well for
their longer-term goal of passing the Advanced &faent exam. This creates
confusion between intrinsic interest in course enhand the extrinsic goal of
passing the AP exam. Amanda clarified this disitom; stating that Dr.
Aldridge’s comments presented “just a better wawtite, and also better ways to
integrate information.” The implication of Amandastatement is that Dr.
Aldridge provides her with the skills to write atteg essay for the AP exam.
Amanda admitted to being disappointed with her griadDr. Aldridge’s course

during the first semester, revealing “I've madaigfint A's my entire life. | had a
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B last semester though. It made me sad (laughW/jth her improved
performance during the second semester came ircd@agrest and enjoyment in
the course, suggesting a form of self-efficacy whsrccess accentuates interest.

The German students reported fewer instancesledrezontrolling or
informational feedback from their teachers. Gatfrexplained that in math class
“Herr Gartner responded with limited praise and-imdormational confirmations,
such as ‘Yes, that is good! or ‘Super!” Gottidi@ffered his perspective on
teacher comments, noting “Of course there is fegldbvathe form of grades when
we take an exam. Or | also receive an oral gradmes is based upon how we
volunteer and so forth. And it sometimes occuus rarely, that you get feedback
from the teacher when you volunteer.” Gunter stétat during class “you
actually now receive little feedback.” He descdlzemore formal venue for
feedback “during the grade conference at the erideoyear.” The feedback for
German students is often delayed and appears fotmeof written comments on
assessments, report cards, and year-end conferences
Deadlines and Procrastination

While the quality of feedback influences the regalaof extrinsic goals,
individuals interpret imposed deadlines as conftrgland hence, as an
undermining influence on intrinsic motivation (D&Ryan, 1985). Since
deadlines are ubiquitous in the educational settindgpoth the United States and

Germany, there is no need to detail their presentiee two schools. However,
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the students’ reaction to those deadlines provitgght into their relative
approaches to completing academic tasks.

Neither the American nor the German participant®red engaging in
academic procrastination. In fact, they indicatesbmmon practice of
completing assignments on time or even early. Ataatescribed her approach
to completing academic tasks, noting “I usually’tdprocrastinate. . . .49chedule
when I'm gonna do it.” Amelia admitted to beingriéd of OCD about things”
related to schoolwork. She explained her compulgicstart early, noting “If |
get an assignment that’s due in a week or twoyéha . . . at least start on it by
the end of the week—get something going, just slodsn’t slip my mind.” She
finds the thought of receiving a zero on an assimtriterrifying.” Dr. Aldridge
described how Alice completes work well ahead efdhe date, observing “She’s
very anxious. She’ll do an assignment before éissigned it. Or she’ll do an
assignment three days ahead of time.”

Similarly, the German students all reported a laicgrocrastination and
the habit of studying and completing homework imragdy after arriving at
home. Gisela articulated a simple routine echgedllof the German
participants, noting “I do homework directly afsahool . . . always on the same
day.”

This lack of procrastination provides evidence #ihnine students are

progressing along the continuum of extrinsic maioratoward identified
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regulation. They have identified with their chosmademic goals as fundamental
aspects of their personality. Because the noti@atademic success has become
ego-involved, they invest more than their classsateéhe process of obtaining
good grades. Their success has perpetuated aafyamiganization and work
ethic that moves them forward as they compete thigir peers to achieve the
highest possible class ranking. With respecti®tiipe of competition, Andrew
noted “It’s just kind of who | am.”
Perceived Competence
In their formulation of self-determination theoBeci and Ryan (1985)
put forth perceived competence as a basic humath nBee human tendency to
explore and affect changes in one’s environmenCfiaems, 1968) manifests
itself in experiences of repeated success or canpet Since the nine students
in the study have demonstrated consistent acad&maess for several years, it is
not surprising that they expressed a relativelylagpraisal of their own abilities.
Amanda characterized herself as “a pretty natutalgnted person.” She
assessed her capacity to digest material, notinggtetty good at absorbing
information, so if | read through something, | ¢amd of just remember it.”
Similarly, Ashley noted “I think the concepts coemesily.” Amelia described
how her spatial memory enhances her level of rgactimprehension, noting “I
can remember if | read a fact and it was on thesige of the page, and then | can

remember what else was in the rest of the page.”
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As a cultural note, Germans tend to have difficaltgepting compliments
without downplaying or minimizing the content. Jtend to respond with a
self-deprecating retort that often questions tleiexry of the compliment.
Similarly, Germans are not typically comfortablsexsing and describing their
virtues. However, Gottfried was direct in his saghipraisal, observing “I think |
can understand things quickly. | am good at lewy@ind recalling concepts.”
Gisela expressed similar sentiments concerningibiéities, declaring “I have
always had talent . . . for logical thinking.” typical German fashion, Gisela
went on to qualify her statement, stressing howkvedhic is the key to her
success, stating “On the one hand | have theahiliinderstand the instruction
well, which is an advantage. However it is alsosuese | prepare.”

This academic preparation was characteristic di Bomberican and
German students. All nine students tempered thescriptions of their innate
talent with accounts of work ethic. Amelia notedttshe spends “a lot of time
reading and focusing.” Similarly, Amanda offeredight into her work ethic,
reporting “A lot of people call me an overachiebecause | always work hard
and put in a lot of effort when | do things.” Adicdescribed her comparable
approach, admitting “I tend to over-study a lott that's what | do.”

Amelia expressed how her classmates’ perceptiomstialign with
reality, stating “A lot of people think that juse@ause I'm quote unquote like

‘smart’ . . . that everything just comes easy. Atrdbesn’t, ‘cause they don't see
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a lot of the outside work that | do.” Their rigoostudy routines and long hours
were characterized by Andrew, asserting “It's natammon for me to be up ‘till
12, 12:30 every night.”

Gunter reported a similar focus on study, explarfinram alone. Totally
alone in the room. No other things to do. Thatly onath book, exercises, and
formulas.” This aligns with Gudrun’s time-consumiapproach to studying
history, noting “When | have an assigned readingates, | read them through
three to four times. Then | can already recitgyibheart.” Gisela acknowledged
that her study routine has grown more rigoroushashsis progressed through the
upper school, asserting “The assignments are nmoeeihtensive and involve
more reading and more writing and more reflectin@isela identified three
terms that characterize her academic successdingltiindustriousness,
ambition . . . and perhaps discipline.”

Competition

The accounts of the American and German studegtgestia combination
between innate talent and sustained patterns ahargd effort, based upon
substantial academic goals. Deci and Ryan (198fgest that that the academic
goals may develop from an extrinsic toward anmsid orientation over time
through internal regulation, which represents tthecative process. Outward

signs of behavior may partially reveal the relafaent upon that continuum.
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However, the students’ comments demonstrate teatdhtinuum is ever-
changing over time and with respect to specifidaoac pursuits.

All nine students indicated throughout the intewsea desire to sustain
their long-standing pattern of academic succedthoAgh learning does not
necessarily represent a competitive process, ttersyg of assessment and
ranking present in both schools has created am@maent where students may
view fellow classmates as rivals. The studentsgeeto be aware that their
major assessments (SAT in America &dmitur in Germany) were designed to
create spread and sort students. Andrew was keerdye that his initial score of
2040 on the SAT was less than satisfactory forttended university. Likewise,
Amelia planned to retake the exam to better pasitierself for college
acceptance, remarking “I'm still kind of on edgeabthose. | need to start
preparing more so | can raise my score from pres/iou

Similarly, Gunter acknowledged the significancer@Abitur and its
function of sorting students both for universitydy and future employment,
explaining “I find it meaningful that we have it.hroughout Germany there is the
sameAbitur. So one can simply compare students and thisazdnstudents for
jobs.”

Competitiveness can be viewed as an outward gigrtonsic orientation
that is common to both the American and Germanrestisd However, it does not

represent a construct that is mutually exclusivia witerest. In fact, the
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participating students described themselves adyhagimpetitive and highly
interested in their academic endeavors. The aigglés to determine if that
interest is based upon enjoyment in performingatteemic tasks or if it is based
upon the enjoyment of success. The students’ cortsnom competition provide
a window through which we can come to terms with slubtle yet important
distinction.

All nine students admitted to being highly compegitin the areas of
academics and athletics. However, the Americatestis seemed more
comfortable articulating the extent of their conifpetness. When asked about
whether he was competitive, Andrew seemed prowgoreding “Yes.

Extremely!” Similarly, Amelia gleefully replied “¥s sir! Very!” Amelia
admitted to an ongoing academic competition withdiger siblings, asserting “I
like to see what they do and I like to try and surpasswhat they’ve done.”
Likewise, Ashley related her longstanding competitilrive, explaining “l guess
it's just my personality. . . . Growing up | wasvays wanting to be the best.”

Alice expressed a competitive goal with respedtdogrades and class
ranking, declaring “My GPA is a 96 right now and like to maintain that. And
then, I'd like to be in the top two kids, hopefullyAmanda shared a similar goal,
offering “It would be nice if | could be valedictan or salutatorian.” These

assertions by the American students imply much rtia@e learning material to
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enhance their knowledge of the subject matter.iriguals involve a comparison
of measurable academic outcomes with fellow stident

In contrast, the German participants were lesSaxable declaring their
competitive approach to academics. Only two ofGleeman students admitted
possessing this attribute. Gottfried affirmeddospetitiveness, stating “Yes, |
want to achieve something.” Similarly, Gisela repl“By all means. . .. Well |
am very ambitious.” However, Gisela clarified tggades represent a personal
affirmation, noting “I think on the one hand tharh motivated because | see it as
a confirmation for me.” She was more comfortablgting her work ethic, noting
that she is “a very industrious as a student.”

None of the German students articulated specificlamic goals that
involved a comparison with their classmates. bt,f&Unter took pains to
minimize the importance of school, asserting “Sé¢h®aot everything in life.”
Because the German students exhibited fewer outsignd of competitiveness,
one might postulate a more intrinsic motivationa¢otation than that of the
American students. However, the statements byfii&ottand Gisela referenced
wanting “to achieve something” and being “very atiois” with respect to a
future moment. The two students acknowledgedrisuimental value of their
current education, where success represents aonoatihat will allow them to
pursue their chosen academic and career pathslikéutheir American

counterparts, interest in the subject matter isadal by interest in success.
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Relatedness

In their initial formulation of self-determinatidheory, Deci and Ryan
(1985) posited autonomy and competence as the basian needs necessary for
an individual to attain psychological well-beinghey later added the concept of
relatednesso this construct, clarifying that the qualitysacial relationships can
influence motivational orientation (Deci & Ryan,@). Most prominent among
these relationships are those with parents, pesshers, and school
administrators.

From a self-determination theory perspective, gsestial distinction
concerns the level of autonomy-support vs. thelleiveontrol in the
relationships. For example, parents displayingrobthrough contingent
rewards and punishments may promote an extring@atation in their children.
Conversely, parents who offer autonomy-supportughoinformational praise
and choices may facilitate intrinsically orientegl/dlopment in their children. In
addition to parents, | considered the studentsti@iships with other significant
adults including teachers and school administratbedso examined the quality
of the students peer relationships with partictdaus on the dichotomy between
competition and cooperation.

With respect to the motivational context of thedents’ parental
relationships, there were essentially no differerimetween the American and

German participants. Both groups described ampattieearly parental
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involvement through late elementary school. Thas Jollowed by a distancing
process where the parents gradually allowed thdestumore autonomy. All nine
students reported little parental involvement igitlcurrent academic endeavors.
Andrew described this evolving process of parentadlvement, reporting “In
lower and middle school, they used to be more hogaver my shoulder about
grades. Now they kind of just expect me to do hgg and come home with
good grades.” Gottfried described a remarkablylamransformation with his
German parents:

| think my mother, above all, strongly supported fnoen the fifth through

the seventh grade. She always studied with mexXams, testing me on

the day before the exam. And I think that broughktin the right direction

so that | can now do it independently. Now | catiependently prepare

myself, even if | sometimes do not really want to.

Both groups of students described supportive pamgith high aspirations
for their children’s academic success. Howeves ghrents currently exhibit a
hands-off approach where they allow the studen&utonomously fulfill their
academic aspirations. Alice explained how shega&sed the trust of her parents,
noting “I think in contrast to a lot of other kidsy parents maybe remind me to
do well, but they've never made it a point, ‘catisey don’t really worry about

me.”
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Ashley described a similar parental approach, tepptMy family’s
definitely more supportive than anything. Theywa really pushy or anything.
This is strictly what | set myself up for.” Ameliaported that her parents display
a comparable attitude, noting “They’re not oventgrdatic about grades, because
| guess they just assume that my brother, my s#stdrl are gonna work our best,
work our hardest.” This begs the question conogrmihether the students’ high
grades instilled parental confidence or whethemprental confidence positively
influenced the students’ academic performance.

The German students reported a similar pattepacéntal support.

Gunter described a balanced approach where hiatpate not overreact to
unsatisfactory performance, noting “They motivake loy all means. And now
when something is not so good, there is also nmdraAnd they just support me
if there is any kind of problem or if I need helpHe also explained that his
parental support occasionally extends to acadeamteat, reporting “I also
receive help, for example when | don’t understamething, then | can ask my
family. | get support from them.”

Gudrun admitted that her parents closely followdmademic progress,
noting “My parents naturally have a certain expgata But that is not currently
my main motivation.” She reported that her pareiaisiot overreact to

outstanding or unsatisfactory academic performagqgalaining “They are just
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happy and find it good that | have good gradest aBo if | were to receive bad
grades . . . that would also not be so bad.”

Both the American and German students reporteekeffosive praise
from their parents for their academic success.oAtiag to Deci and Ryan
(1985), contingent praise can undermine intrinsativation to perform
interesting tasks. However, the undermining eféact be moderated based upon
how the child perceives the quality of that praifehe student interprets the
praise as informational, then subsequent intringaivation will be supported.
Conversely, if the student interprets the praiseastrolling, then subsequent
intrinsic motivation will be undermined.

Ashley reported non-descriptive praise, such aotob!” or “I'm proud
of you!” Gisela explained that she takes pridéhm positive comments of her
family members, noting “I think it is nice whenrhgoraised by my parents and
they are proud of me. For example, my grandmatalspeople how good | am
in school (laughs). And that makes me proud.”nktbeir own evaluation of the
praise, it appears that both Ashley and Giselapnée their familial praise as
informational and non-controlling.

Deci and Ryan (1985) also suggest that contingemards would have a
detrimental effect upon subsequent intrinsic mdikbra None of the American
students reported receiving tangible rewards fadgs. However, three of the

German students described this practice. Giselapiayed the meaning of the
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payment, explaining “My grandma gives me monejtiie report card. But that
is all.” Gottfried described his experience of paygrades, which happened
when he was younger, noting “It used to be thataforought home a good report
card with good grades, we would perhaps receivied®d grandma. But that is
no longer is the case.” Gudrun described a simpilactice which was not
connected to a particular academic outcome, exptaltfror the report card we
always received perhaps something little, but #mesregardless of if you had
bad grades or better ones. My sisters and | wgpeidhe same thing.”

According to self-determination theory (Deci & Ryd 985), the removal
of a contingent reward has an undermining effectudysequent intrinsic
motivation for the activity. However, in the casfeGottfried the rewards may
have been irregular or unexpected (“We would pestiapeive €5”). Deci and
Ryan predicted that unexpected rewards would hawtetrimental effect upon
intrinsic motivation. In Gudrun’s case the rewaras non-specific (“perhaps
something little”), and it was not performance-g¢ogént, since she and her
sisters would receive the same reward, regardiedeio academic performance.
Again, according to Deci and Ryan, that type ofasmlwould have no
undermining effect.

Although it can be argued that parents represenptimary influence on
the students’ motivational orientation, the shaenher of hours that they spend

at school points to its significance in shapingrtdevelopment. Structural
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differences in the school day in Germany and thgddrStates inform the
students’ diverse attitudes toward school. The Acaa students expressed a
stronger connection to the school than did theim@a counterparts. The five
American students reported remaining on campus 8@ a.m. until 3:30 p.m.
for classes, often followed by two hours of schatbletics, and an additional two
hours of musical rehearsal. In contrast, the Garstadents typically leave
school at 1:00 p.m. with the exception of Thursdaysere they have a double-
blocked math course which lasts until 3:30 p.mrn@ schools provide neither
after-school athletics nor organized musical aéisioutside of the school day.
Another explanation for the relatively stronger gection to the school
for the American students is the fact that moghef attended the Ambrose
Academy since kindergarten. In contrast, the Garstadents joined the Goethe
School in the fifth grade. Amanda expressed tinéireents of all five American
students concerning her connection to the schtadlng “I honestly couldn’t
imagine being somewhere else. Of course, I'm suegyone always says that,
but this really is kind of like a second home her€onversely, the German
students reported a lukewarm connection to thedcHh®isela expressed a
positive, though not glowing, appraisal of the GaeBchool, noting “I like to be
here in this school. 1think that it is a goodaal’” Gottfried articulated a mixed
view of the school, stating “It is not as though kvee the school (laughs). There

are a bit too many time constraints, and sometitrisg00 tense.”
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Perhaps the most crucial relationship outside tméinfluencing the
students’ motivational orientation is that withithteachers. Both the American
and German participants reported close relatiosshith their teachers.
However, based upon the classroom observationgrtiezican students
displayed more casual and friendly interaction$hieir teachers. The
American students had conversations with theiriteecbefore and after class.
Since the American teachers typically have thein al@ssroom, students enter
the room a few at a time during a five-minute paggeriod. During this
process, | observed teachers visiting informallthvgtudents, bringing up topics
that have little to do with the course content.ribgithe classroom observations
there was a seamless transition from these corti@rsdo the start of class.
After class, the conversations between teacherstaigiegnts resumed.

Andrew reported a glowing appraisal of his teachéeslaring “The
teachers are incredible! And | think with the sihaldss sizes that we have, you
can really have like kind of a personal relatiopshith the teachers. . . . | have
not had a teacher in high school that | havenddik Amanda spoke in similar
terms about the positive qualities of her teachasserting “They’re just
passionate and that's what | think makes a realbdgeacher, someone who is
really passionate about what they teach. And we kdot of those teachers here,

so that’s nice too.”
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In contrast, the German teachers walked into thenrset up their
materials, and then officially commenced the ingian. Even during the break
of a double-blocked period, the German teachendictconverse with students.
He merely set up the next part of his lesson anst wiathe students went into the
hallway. | imagine this relationship has somethmgo with the more formal
approach in German elementary schools. The teadudtionally enters the
room just after the bell rings. Students standgmeet the teacher in unison, and
then are asked by the teacher to be seated. Ajtholder students in the
Gymnasiundo not stand to commence class, they do maintsimiar level of
formality with their teachers.

Gottfried expressed positive feelings toward h&kers, noting “I
actually have a good relationship with the teachéget along with them very
well.” Gunter expressed a mixed appraisal towargi$gachers, explaining “My
general impression is good. But there are exceptigparticular teachers with
whom | do not get along.” Gudrun shared Gintensath assessments, stating “I
get along with most of the teachers quite welllom’t know if | would call it a
relationship. There is actually not a close relahip.”

With respect to motivational approaches, the Anagriieachers seem to
provide a more autonomy-supportive atmosphere ttigin German counterparts.
The American teachers encouraged the top studetdke a leadership role

within the classroom and assert their personaldrethe lesson. The history,
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math, and English teachers allowed the studentstaodial freedom to frame the
direction of the instruction through their quess@nd suggestions. The
American teachers encouraged digressions withis¢bpe of the course content;
though they were quick to redirect students wherdiscussion went too far
astray.

In contrast, the teachers in Germany controlledtraggects of class,
directed the discussion, rarely digressed fronptiescribed topic, and exhibited a
formal relationship with students. Although ther@an students reported
comfortable relationships with some teacher, tHey seferenced difficulties with
teachers. For this reason, the German studerpgsriexce of relatedness in the
school setting likely varies according to the teachlhose German students who
indicated comfortable relationships with teachdss seported high levels of
interest and enjoyment in that course. Two Gerstadents referenced strong
relationships with teachers from previous yearsthbse instances, they declared
that their interest in the course was significastipnger than with their current
teacher. The American students reported strongamdortable relationships
with all of their teachers. Because of this, theported differences in interest for
different subjects had less to do with the teaamer more to do with the
academic content or the specific theme within therse.

Just as the American students reported positiatioaships with their

teachers, they also described comfortable reldtipssvith school administrators.
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Amanda reported that school administrators ardl$repproachable.” Andrew
referred to them as “very personable” and “notesxtly high up on a pedestal.”

For the students in Germany, this represents & pbutifferentiation.

They reported a lack of contact with administrattrbest and an outright conflict
at worst. Gisela expressed minimal contact, ndtuiguntil now | have had little
contact with the school administration. You semnthat special events, and they
may say ‘Hello! or something. But otherwise,léttontact.” Gottfried bluntly
observed “There is really no actual relationshgréh(laughs).” Gunter described
an unpleasant interaction with an administratgroreng “The Director came to
our class to give support to a teacher becausejoiza . . that went badly
because no one had prepared. The Director saghadd all go to the
Realschulé Ginter’s description of this incident callseattion to a form of
motivation through threat of punishments. Forulent attending a Gymnasium,
threat of transfer to Realschuleepresents removal from the university track and
carries profound implications for career optiond &sture earning potential.

Just as the American students reported closeraesdtips with their
teachers and administrators than their German ecpants, they also described
more cordial interactions with their classmategisTtould be explained in part
by the fact that many have attended the same seshum# kindergarten. While
the German students described club sport actiytiresAmericans took part in

school-related athletics, creating a sense of eohe®ndrew expressed the view
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of the other four American students, stating “Tkeege I've met here are some
of my best friends. . . . It's been cool to seenéllis kind of grow up together.”

Conversely, the German students described comfertddmugh not
always friendly interactions with fellow studentSisela represented the view of
the German students, noting “To some extent tiaiogiship to teachers and
fellow students is distanced. . . . However, | vdomibt describe it as harmony.”
The American students reported frequent group stedgions and a sense of
collaboration and friendly competition, particulawithin the context of their
challenging Advanced Placement courses. The eutiiachievement and
inclusion at the Ambrose Academy would foster assesf comfort and likely
facilitate academic motivation. However, the urderent of competition may
moderate the positive effects of this school celtom intrinsic motivation.

In contrast, the German students described a weakeection to the
school and to their classmates. At the same tiney, reported enjoyment in
group projects, which may provide a respite froeiligiment of assignments,
graded class participation, and testing that tgpitheir school experience.

Flow Theory

While self-determination theory (Deci & Ryan, 19&xplains how
individuals satisfy their basic psychological nedusugh autonomy,
competence, and relatedness, flow theory (Csikszbatyi, 1975, 1990, 1997)

characterizes the experience of heightened intrimsitivation. According to

301



Csikszentmihalyi (1975, 1990, 1997), individualsaifiow state reported
experiencing clear goals, specific rules, apprépniesponses, lack of inner
guestioning, immediate feedback, optimal challeihagk of self-consciousness,
and the feeling that time passes quickly. The aoatlon of attributes produces
an autotelic (intrinsically motivated) experienediich has been shown to be
common across cultural boundaries (Csikszentmiha®is, 1990, 1997).
Although flow experiences have been most oftenistlaithin the context of
leisure-time activities, Csikszentmihalyi has ateosidered flow states within the
work and academic contexts.

In the current study, students responded to asefiquestions relating to
the various aspect of flow theory (Csikszentmihdl@75, 1990, 1997). |
followed up with probes, requesting specific exaespdf flow experience from
the students’ academic, athletic, and artistic amdes. However, the German
students only reported experiences relating tareliselements of the theory. For
example, they reported an alignment of their $&ilel with the challenges of the
academic program at the Goethe School. To a les$ent the German students
reported instances where time seemed to move guigatticularly when they
had a high level of interest for the topic.

Gunter reported his experience of this phenomestating “Because of
my interest the time actually passed quite quitkigottfried related his

perception of the passing of time to his enjoymernhe class, noting “It depends
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upon how much fun—if I am now—motivated+ery motivated in the topic of
class, then if appears faster.” Gisela expressaohigar relationship between
time and interest, reporting “If we have some kifighteresting assignment, like
for example problems to solve individually, andrthiene actually just flies by.”
She also explained that her active participatiodass influences her perception
of time, clarifying “Simply when | take part in tlobass, then the time passes
quicker.”

Despite their descriptions of elements of flovg tBerman students failed
to relate complete instances where all of the efésneombined to form a truly
autotelic experience. Conspicuously lacking wesgeeences where the students
could make choices and exert personal control keegmoblems. Even when
Gudrun went to the board to work a problem in nddlss, she remained self-
conscious and uncomfortable, wishing for the exgrere to end so she could take
her seat. Although seated in one of the rows, Bértner still exerted control of
the classroom, making his own comments, posingtoumss and recognizing
student volunteers.

The German students’ lack of choice in the clagsreetting diminished
their opportunities for flow experiences and instlla feeling of tension in the
students. Another aspect of this tension and obistthe practice of evaluating
the quality and quantity of the students’ oral pgsaition. | had the feeling that

the students raised their hand and volunteereduas ffior the oral grade as to
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express genuine interest in the lesson. Becauseahthe instruction in the
German school was teacher-centered, there weregpartunities for students to
project their individual personalities into thedea. The lack of flow experiences
could reflect systemic differences, particularlyiwiespect to the relative levels
autonomy and choice available to the German stsdenhe classroom setting.
While the German students demonstrated a paukcitgvo experiences,
the American students revealed frequent exampMsen Amanda and Amelia
worked side by side on the math puzzle probleny, timnonstrated flow through
a synchronistic effort to come to a solution. Tlpeiblic self-talk illustrated that
they were completely engaged, lacking self-consriess, despite being
surrounded by fellow students, their teacher, agget While tentatively
suggesting approaches to solving the problem, Amand Amelia received
immediate feedback through Mr. Anderson’s ofterpticyand coy questions.
Amanda later explained her internal process ofisglthe problem,
noting “l was just trying to think ahead . . . lyoiu have to think a couple steps
ahead, and you have to go for it. And then yossng and you just have to start
over again.” She went on to explain how she egpeed time while attempting
the problem, noting “And then you just finally spag the process and you get
there.” Amanda added that the process reinforaedwring lesson from Mr.
Anderson, noting “It teaches you that you havenalyze it a little bit first rather

than just going straight into it.”
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Amelia articulated her perspective while working firoblem, explaining
“I knew in that puzzle . . . we had to find a waymake the two boxes that would
be extra fit together. | visually saw myself codtithe board in half.” She added
that her approach was unnecessarily analytic, asg€r madeit into a math
problem.”

Andrew reported more of a trial and error appra@csolving the same
problem during another class period, noting “I ledlat that problem and | just
blindly jumped into it. | didn’t really think logally, ‘cause | like doing stuff like
that. I like puzzles and | wanted to find a sauati’ Andrew also reflected on his
time working a problem on the board later in tresslperiod, noting “In that
class, | made a mistake with the work that | did ams just—I just laughed
about it. 1 was like, ‘I'm so sorry everybody.'mean it wasn't a big deal at all
for me.” He experienced classic signs of flow eigrece, including immediate
feedback from classmates and teacher, optimalesigel and a lack of self-
consciousness while publically solving the problem.

Andrew reported another flow-type experience whikesenting a report
with a partner during physics class, explaining “i&feght it like we were the
teachers teaching the class. And just kind ofrgotit and started drawing stuff
and like explaining stuff and had some questioosifthe people in the crowd.”
He described his perceptions of time, stating “Afabk up at the clock—it had

been 20 minutes. It felt like two.” His charactation of the suspension of time
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along with the opportunity to think on his feet Vehiaking questions from fellow
students is typical of flow experiences.

His reference to his fellow classmates as “the drfgvarallels another
flow experience that Andrew experienced while andtage. While representing
a synchronized swimmer as part of an improvisatitreater performance,
Andrew described multiple aspects of his flow exgr&se, including the need for
an appropriate response and optimal challenge.exidiained “You think on your
feet and you have to have those relationships tivélother people in the improv
troupe so that you know what they’re gonna saye ddscribed immediate
feedback in the form of the audience’s responsgngél’m fine with being a
goofball in front of ‘em, ‘cause—ya know what, lifey laugh, then I'm happy.”
Andrew’s description of the heightened experientstage parallels that of
athletes who are tested to the limit. He descrthedeeling of anxiety and
anticipation upon entering the stage, stating Velthe adrenaline rush of coming
out on stage for the first scene that you're inyou’re anxious to get that first
big laugh.” He added that after the initial strésae on stage passes quickly,
noting that after the audience responds positivedyexperiences relief “and the
rest of the show just rolls.”

Although the German and American students displayeying levels of
flow experience, it is possible to view the aggtegacademic endeavors of both

groups of students with respect that same theatetimtext. The German
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students described a recurring process of classdethce, mandatory
participation, detailed note-taking, transcript@motes, implementation of
memorization techniques, completion of homewortensive study, periodic
written exams, occasional group projects, and lemgy study for the impending
Abitur.

Likewise, the American students described longsttays, class
discussions that often wonder off topic, manda#dtgrschool athletics, voluntary
participation in school musicals, intensive homedwamd study routines, direct
preparation for SAT and ACT, early college appimas$, and looming AP exams.
Over a period of days, weeks, and months, bothpgrofi students have a
common experience of school that aligns with tleeneints of flow theory
(Csikszentmihalyi, 1975, 1990, 1997).

The students identified clear goals with respegrsale point average,
class ranking, and college acceptance. They defpecific rules with respect to
the demanding expectations of their teachers iridime of deadlines, required
presentations, essays, and examinations. Theyldeg@ppropriate responses
through their clearly articulated homework and gtrmitines. They described a
lack of inner questioning through their resistateutside forces, such as
technology and the pressure from friends to sa®aliThey referenced immediate
feedback from their teachers in the form of vedoad written comments for

essays, exams, and class patrticipation. All osthdents admitted that their

307



chosen academic programs, along with the impentlgig stakes assessments,
were optimally challenging.

From classroom observations | was able to witnesstudents’ high
frequency of participation and lack of self-conssiness (particularly with
respect to the Americans) when speaking in fromlagsmates and their teachers.
All students described how time seemed to suspedgyass quickly; this was
particularly true when they were actively engagedlass and the topic was of
personal interest. With this in mind, flow the¢@sikszentmihalyi, 1975, 1990,
1997) can function as an interpretive device tlataens the students’ experience
of schooling in general over time. While individlflaw experiences may be rare
for the German students, and more common for therfan students, the overall
academic endeavor for both groups fits into therétecal construct of flow.

How Self-Determination and Flow Theories Inform ata

The previous sections showed how the data frogtestiLinterviews and
classroom observations informed self-determinafideci & Ryan, 1985) and
flow (Csikszentmihalyi, 1975, 1990, 1997) theori¢sought to elucidate how the
students’ statements supported many of the predgwf the theoretical
frameworks. In this section, | reverse the proeessspeculate how the two
theories inform the data. Since my questionsHerstudents came directly from
the discrete elements of both theories, it is ngbrgsing that the theories

substantially explain the students’ responses.
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In general terms, self-determination theory (DedR§an, 1985) explained
the students’ process of regulation of extrinsicaibtivated actions toward a
more self-endorsed approach. The learning pratsdEcan be viewed as this
regulation process, both in the home and in schBekause self-determination
theory (Deci & Ryan, 1985) identifies autonomy, g@atence, and relatedness as
basic human needs, it is not surprising that tkesstructs function across
cultural boundaries. At the same time, systenffeinces, such as the
teacher/student relationship and the presence/ebsdrchoice accentuate
motivational differences between the two groupstofients. Particularly
meaningful was how self-determination theory (D&dtyan, 1985) explained
the role of parental control for all nine studengithout exception, the students
had early direct parental involvement, followedabgradual distancing and
awarding of autonomy near the seventh grade.

With respect to flow theory (Csikszentmihalyi, 1971990, 1997), only
three of the five American students described alitoéxperiences with respect to
their academic learning. Perhaps more meaningfiat none of the German
students described what can be termed flow expgrgenHowever, as mentioned
previously, the aggregate picture of academic lagrfor all nine students
supports all elements of flow theory (Csikszentryihd 975, 1990, 1997). This
implies a high level of intrinsic motivation to sigssfully complete academic

tasks for both American and German students.
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However, there is a significant difference betwseocessfully completing
academic requirements and having intrinsic intareite subject matter. Flow
theory does not differentiate between interestictess and interest in an
academic topic. Just as video games can proveleghortunity for optimal flow
experiences, the educational process describéaebirherican and German
students can offer increasingly complex tasks risietefined appropriate
responses, and optimal challenge characterisfiowfexperiences. However,
for flow states to take place, the content of thaierience may be irrelevant. As
long as the challenge level is optimal, studengslisposed to competition will
take measures to find a way to win. Coupled vhthhigh level of innate talent
possessed by the nine participants, this competitiwe enables the students to
sustain their effort throughout their academic eese While flow theory explains
the students’ level of effort, it does not informilkkuminate how they develop and
sustain interest in academic content.

What is not Explained by the Two Theories?

This divergence in attitude toward academic cord@entthe process of
attending school leverages cross-cultural findilogsarify the complex issue of
academic motivation. The manner in which the stteleesponded to the
interview questions provided insight into opposapproaches to learning. The
German students offered shorter, more direct arssteehe interview questions

with few digressions or narrative accounts. Intcast, the American students
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provided expansive answers, often diverting fromttipic, but adding anecdotes
and unsolicited insights into the complete educati@rocess. Although I did not
report quantitative results, | sensed two contwéews toward school that
manifested itself in the tone of the interviews donfirm my suspicion, |
completed word searches on all of the transcriptietermine how often the
students laughed during the interviews.

For the American students, | searclheaghs which | placed
parenthetically after the specific moment when tlaeygghed. Similarly, |
searched the German wdettht within the German transcripts. | found that the
American students laughed an average of 32 timesglthe interviews, while
the German students laughed only 10.25 times. Igjpeeifically, in ascending
order, Alice, Andrew, Amelia, and Ashley laughedail7, 22, and 32 times
respectively. Amanda broke out into laughter apyiog 83 times to lead all
American students. Of the German students, GUGt&ttfried, and Gisela
laughed one, seven, and 12 times respectively.ridutemonstrated the highest
level of the German students, laughing 21 timekhodgh not a sophisticated
statistical analysis, this points to the notiort th@ Americans consider school
fun and entertaining while the German studentsidens to be serious work.
Perhaps equally significant is the fact that theefican students mentioned the
word love an average of 6.4 times per interview whereassé@nans never

referenced the word_[ebd at all.
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Although the descriptive statistics may provideghs it may be
instructive to considevhythe American students laughed during the intersiew
It was never my intention to illicit laughter thiglu my questions or interactions
with the participants. In fact, on most occasidhe,American students became
amused at their own comments. Although | found thscinating, | certainly did
not interrupt them and askA/hy are you laughing right n@vHowever, my
interpretation is that they laughed at times whnay tdescribed how their rigorous
work ethic and attention to detail defined who tleg. The implication was that
they expressed the sentimerifhat’s just me being meMy impression was that
the Germans’ relative paucity of laughter was dutheir feeling that academic
effort is to be expected from all students, andt tharticular approach was
common to all students.

Chapter V Summary

In the current chapter, | provided analysis ofda& through the lenses of
self-determination theory (Ryan & Deci, 1985) aluhftheory
(Csikszentmihalyi, 1975, 1990, 1997). After promgla philosophical overview
to set the context for my analysis, | examinedstioelents’ perception of high
school as a gateway to college and their view aflgs and assessment. Central
to the Analysis was a discussion of the studenti#pendent interest in academic
content, along with their outside intellectual net&ts. | considered the students’

responses to questions relating to specific aspdédtte two theoretical
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frameworks, including choice, pressure, feedbaekgdtines, procrastination,
perceived competence, and competition. | alsoyaedlthe students’ levels of
relatedness in the home with family members artierschool setting with
teachers, administrators, and peers. | evalubtedttidents’ descriptions of flow-
type experiences, both at school and during outsttigities. In addition to
exploring how the two theories informed the dategrisidered the explanatory
value of other realities of academic motivatiorsdzhupon the words of the
participants.

The subsequent chapter represents a summary stuthg with special
emphasis upon the most significant conclusiorut forth an argument
concerning the problematic nature of gifted academwtivation in light of the
Presentation of Data and Analysis. In the conohssil stress the cross-cultural
differences between Germany and the United Staigs@mpare my own
findings to existing literature. Following the @dasions, | present implications
for research, theory and practice and recommenuaeguesearch, based upon the
current study. Finally, | clarify the study’s litations and offer lessons learned

from the process of research and analysis.
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CHAPTER SIX
SUMMARY OF THE STUDY, CONCLUSIONS,
IMPLICATIONS, AND DISCUSSION
To set the context for the concluding sectiontd ain extended metaphor
from the field of biology:
When a honeybee dies it releases a death pheromaeharacteristic odor
that signals the survivors to remove it from theehi This might seem a
supreme final act of social responsibility. Thepse is promptly pushed
and tugged out of the hive. The death pheromonkeis acid, a fairly
complex molecule, CH3(CH2)7CH=CH(CH2)7COOH, whergtands for
a double chemical bond. What happens if a liveibeabbed with a drop
of oleic acid? Then, no matter how strapping aigdrous it might be, it
is carried “kicking and screaming” out of the hivieven the Queen bee, if
she’s painted with invisible amounts o oleic agid| be subjected to this
indignity. Do the bees understand the danger gisas decomposing in
the hive? Are they aware of the connection betvelath and oleic acid?
Do they have any idea what death is? Do they ttardheck the oleic
acid signal against other information, such asthgapontaneous
movement? The answer to all these questionsngstlicertainly, No. In
the life of the hive there’s no way that a bee gae off detectable whiff

of oleic acid other than by dying. Elaborate coméative machinery is
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unnecessary. Their perceptions are adequatedomeeds. (Druyan &

Sagan, 1992, p. 163)

Within the context of school and the home, chitdnave long
experienced token rewards, praise, and the thfgatrasshment as devices to
motivate their behavior. Particularly with respertnpleasant activities,
children are subjected to an array of extrinsicivabors to ensure their
compliance, based upon the goals and wishes afdbks in their lives. If the
child must clean his or her room, a parent mayraffeney or privileges, perhaps
reserving a spanking as a looming possibility. iirly, if a student is assigned a
math worksheet, the teacher may offer extra retb@®s a gold star, or the
looming possibility of a call home for non-compteti Extensive research has
shown that token rewards and punishments work (&'h.& Drabman, 1971).
From the perspective of parents and teachersaifmenon system of rewards and
punishments appears perfectly adequate for thedsi@ohn, 1993).

Fundamental to the argument that drives this sisidysubtle and
counterintuitive point: although the system of aegls and punishments that
permeates contemporary parenting and schoolingstaeeffectively motivate
children, it also generates unintended consequerfe@&most among these
unintended consequences is the undermining effesttonsic incentives upon
intrinsic motivation. A parent or teacher may adhat the primary function of a

reward is to maximize the possibility that the drehgages in the desired
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behavior. From this perspective, the story enad®dhe child complies by
completing the task. However, within the mindw thild remains a lingering
effect of that reward, which will come into playthe next opportunity for a
similar activity. Although a single instance ofoken reward may seem innocent
enough, it is the cumulative effect of rewards tigiwout the process of child-
rearing and schooling that has a profound effeonupe child’s motivational
orientation. My interest is not in whether theyigar-old completes the assigned
book report. Rather, my interest is in whether3figyear-old enjoys reading for
pleasure.

Yet my concern for the unintended consequencegtohsic motivators
runs deeper than how they influence the pleasusattieities of a 30-year old.
This is where the counterintuitive point becomd8atlilt to tease out. Something
happens to the psychological makeup of an indiVidin is subjected to a
continuing sequence of experiences that he or sbg ot personally endorse at
the highest level. Recall DeCharms’ (1968) charaxation of extrinsically
motivated individuals feeling as pawns rather thamrigins for their behavior.

At some point under these extrinsically imposedditoons, the individual's sense
of autonomy must become damaged. Within the comtefkow theory,
Csikszentmihalyi (1990) id