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The purpose of the study was to develop a schematic model
that would make motivation and learning theories more comprehensible
to beginning theory students by providing a common method of dis-
playing and integrating theories in such a way that they could claim
a mutual language and could be examined and compared so as to fur-

ther the basic understanding of their processes.

Design of Study

In the beginning a committee selected five representative
theorists to use as authenticating factors for the model. It was
assumed that if these five authorities' theories could be adequately
representated on the PUMalT Model (Parker Unified Motivational and
Learning Theories Model), then other learning and motivation the-
ories could also be successfully plotted cn the model.

A questionnaire committee was employed to guarantee the qual-
ity of the original questionnaire. They offered input on the indi-

vidual questions, as well as the entire questionnaire format.



The PUMaLT Model itself was developed and authenticated
through the use of a selected Delphi panel. Panel members reacted

to four rounds of the Delphi technique in accomplishing this task.

Analysis of Study

The end result was a visual schematic model upon which learn-
ing and motivation theories could be plotted, thus enabling the com-
parison and analysis of theories heretofore impossible. The com-
pleted model encompassed the various processes that take place dur-
ing the learning-motivation cycle. This had the effect of unifying

the language of the various theories.

Recommendations

More theories need to be plotted on the PUMaLT Model in an
effort to translate them into the processes to which these theories
refer. Some theories need further clarification in order to be ac-
curately displayed on the model.

It was suggested by the Delphi panel that annual learning
symposiums be established to further analyze and plot learning and
motivation theories according to the PUMaLT Model. Accuracy of the
transiations could be improved if the original theorists could at-

tend these symposiums.
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THE DEVELOPMENT AND AUTHENTICATION OF THE

PARKER UNIFIED MOTIVATIONAL AND LEARNING THEORIES MODEL

I. INTRODUCTION

A. Statement of the Problem

The problem was to develop and authenticate a schematic
model, through the use of the Delphi technique, designed to resolve

discrepancies among motivation and learning theories.

B. Purpose of the Study

The purpose of the study was to develop a schematic model
that would make motivation and learning theories more comprehensibie
to beginning theory students by providing a common method of dis-
playing and integrating theories in such a way that they could claim
a mutual language and could be examined and compared so as to fur-

ther the basic understanding of their processes.

C. Assumptions of the Study

This study assumes that:

1. The five major learning and motivational theories sampled
in this study are adequately represented on the developed
model.

2. 1If the five major learning and motivational theories sam-
pled in this study can adequately be plotted on the de-

veloped model, then other motivational and learning



theories can alsc be adequately represented on the model.
3. All known learning and motivational processes are in-
cluded in the developed model.
4. Delphi panel members were knowledgeable about the five

selected representative theories.

D. Limitations of the Study

The study was limited to the use of five representative the-
ories, chosen by a selected cross-discipline committee from Oregon
State University, Corvallis, Oregon. The five representative theo-
ries were taken from a larger list of theorists supplied by this
writer. The five representative theories selected were:

1. TFestinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement theory.

3. Maslow's hierarchical motivational theory.

4. Gestalt learning theory.

5. Bruner's humanistic theory of learning and motivation.

The development and authentication of the model were done by
a Delphi panel of seven members. Members were selected from the De-
partment of Education at Idaho State University, Pocatello, Idaho.

The development 0f the model was limited to the use of ques-

tionnaires and a projected interpretation of their answers.

E. Definition of Thesis Terms

Model--A schematic drawing that delineates the processes in-

volved in learning and motivational thecries.



Summary--The word, summarv, as used in the Delphi technique
literature, refers to the compilation and analysis of re-
sponses on returned questionnaires.

Tav--Tav is an arbitrarily chosen, artificial word that takes

the place of he-she or him/her and is used throughout

this study in an effort to neutralize gender. (Possesive

1

case is represented by an 's [e.g., "his/her hat' =
"tav's hat'"].)

PUMaLT--PUMalLT is an acronym for Parker Unified Motivational

and Learning Theories. This is the final name for the

developed model in this study. The model will be re-
ferred to as the PUMaLT Model from here cn in this paper
(with the exception of earlier work accomplished during
the developmental stage of the model and included in the
Appendices).

UMaLT--UMalLT is the acronym for Unified Motivational and

Learning Theories. UMalLT Model is the working name for

the PUMalT Model during its development.

Unified--In the Second College Edition of Webster's New World

Dictionary of the American Language (1968:1551), the

word, unify, is defined as '"to combine into one; become
or make united; consolidate." The word, unified, is used
in the PUMalT Model to indicate that theoretical proces-
ses are combined, consolidated, and united into one sche-
matic model. 1In this sense, the interblended parts are

considered unified.



II. REVIEW OF LITERATURE

This literature review covers three specific areas: Models,
Delphi technique, and a very brief summary of the five major learn-

ing and motivational theories sampled in this study.

A. Models

Osborne (1976:1) states that the word model is an important
concept, noting, however, that the term is frequently misused. He
carefully delineates the technical meaning and the distinct parame-
ters of models. Although he specifically relates the use of models
to mathematics, many of his statements, when neutralized or modi-
fied, are relevant to models in general--and the PUMalLT Model
specifically. He states that models serve a variety of purposes.
Three of the more crucial intentions c¢f models are:

1. They are predictive devices.

o

They are thought-provoking mpechanisms that suggest criti-
cal components of theoretical contexts.

3. They facilitate communication among researchers, teach-

ers, and students.

Osborne also believes that well-developed models identify es-
sential variables, parameters, and conditions to which the models
themselves speak. Carefully described models are interpretable to
those who examine them, establishing common and necessary communica-
tion bases.

Models, it seems, have several forms. They consist of
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narrative-type descriptions of procedures or processes; they can
take the form of hierarchies, schematic drawings, or concrete
examples. In other words, models can take the form of words (de-
scriptions, narratives, outlines), diagrams (schematic-type draw-
ings), or three dimensional objects. The PUMaLT Model uses the

schematic drawing form of representation.

B. Delphi Technique

The most common method of validating a model is through test
construction. However, the tests are generally structured to fit
the models. It seems to this writer that this process validates the
test, rather than the model as intended. Consequently, this study
uses a Delphi technique to examine the model itself.

The Delphi process was originally developed as a predictive
tool to forecast the effects of a nuclear attack on the United
States in the 1950's. Olaf Helmer is credited with being one of the
originators of this technique and is the authority most often quoted
in the literature.

A Delphi design is most often used to generate judgmental in-
formation and ". may be characterized as a method for structuring
a group communication process so that the process is effective in
allowing a group of individuals, as a whole, to deal with a complex

1

problem." (Linstone and Turoff, 1975:3).
Helmer (1966:1) notes that the "... Delphi Technique is a

method for the systematic solicitation and collation of expert

opinions.'" He believes that this method of investigation is



applicable whenever outcomes wmust be based on informed judgments.

To accomplish a '"'structured communication'", the use of the

Delphi technique provides (Linstone and Turoff, 1975:3):

L.

Feedback of individual contributions of information and
knowledge.

An assessment of the entire group's judgments.

An opportunity for each individual to revise tav's views.
A degree of anonymity for individual responses and for

the individuals themselves.

As can be seen by the four points above, the results of a

Delphi can be discerned as the product of a carefully designed and

managed interaction among individuals, information, and judgments

(Scheele,

1975:38).

Linstone and Turoff (1975:4) list situational characteristics

that lead to the need for using a Deiphi process. The Delphi tech-~

nique is useful when:

L.

The problem does not lend itself to precise analytical
techniques.

The problem can benefit from subjective judgments on a
collective basis.

Time and money make frequent group meetings infeasible.
The heterogeneity of the participants must be preserved
to assure validity of the results.

Avoidance of the possibility of disagreements among indi-
viduals might bring about severe or politically unpalat-

able responses that could necessitate refereeing.



~d

Taking into account these statements, the development of a
model is an authentic application of the Delphi treatment. Gideon,
et al (1971), in their study of Adult/Continuing Education, present
a model similar to the PUMalLT Model, develcping it through the use
of a Delphi technique.

Fintzy (1974) uses this tool to develop a Conceptual Career
Education Model. Although his model is primarily descriptive in na-
ture, he finalizes his study with a schematic representation.

Below is a typical outline of the Delphi process (Hellreigel
and Slocum, 1974:226-227):

l. A questionnaire is sent to specified experts who respond

and return the questionnaire to the sender.

2. A summary of the response is compiled and is fed back to
the participants, requesting that they revise their ear-
lier responses if they feel it is appropriate.

3. A new summary is prepared from their returned reactions,
but with a major difference: Those experts whose respon-
ses significantly deviate from the median are asked to
justify their responses.

4., Summaries are again prepared and returned to the partici-
pants along with the stated justification. This time,
rationalizations of the counterpositions are sought.

5. Finally, the counterpositions are fed back with the re-
quest for additional appraisals.

6. A final summary is made when a consensus or near consen-

sus is reached.



As can be seen, this technique involves the systematic re-
finement of experts' opinions to arrive at a consensus. Weaver
(1971:268) reports that most of the changes in priorities occur af-
ter the first reporting back cf responses. Subsequent rounds pro-
duce few significant changes.

Helmer (1966:4) defends the value of the Delphi technique
even when no clear-cut consensus is acheived. He believes that
even then, the technique produces a narrowing of the original
spread of opinions and a condensing of the reasoning process. This
helps clarify the issues by reducing the number of positions to be
considered.

Rarely are the necessary or required number of experts re-
ferred to or specified in the literature. Turoff (1975:86) briefly

"
.

states that a Policy Delphi can be given to anywhere from ten
to fifty people as a precursor to a committee activity." A Policy
Delphi has the function of exposing differing positions and present-
ing the pros and cons of these positions. In other words, the Poli-
cy Delphi does not stress the reaching of a consensus, as does a
fact-finding, a forecasting, or a model-development Delphi.

Brockoff (1975:315), reporting on his findings on the corre-~
lation between group size and performance in Delphi studies, found
that fact-finding Delphi groups with seven panel experts had the
best performance. However, in the forecasting Delphi groups, the
group with eleven participants was superior.

It is not uncommon to see as few as four participants in the

literature studies. However, Brockoff (1975:295) hypothesizes that



with increasing group size, the group performance also increases,
everything being equal, but he was not able to prove this
satisfactorily. He finally states that (1975:320): '"A general
positive relationship between group size and group performance can-

not be recognized."

Theories Summary

Festinger's motivational theory of cognitive dissonance:

Festinger places great emphasis on cognitive dissonance as a human
motivator, stressing the negative aspects. In fact, he terms it a
negative drive. His main consideration is the relationship between
behavior and behavior evaluation. According to Huse and Bowditch
(1973:300), Festinger theorizes that 'when a person's beliefs do not
conform to what actually occurs, the person experiences a psycholog-
ical state called cognitive dissonance." Festinger is further in-
terpreted as explaining that cognitive dissonance is a negative
drive state in which humans continually attempt to find ways to re-
duce the drive. This motive to reduce dissonance is comparable to
acheiving a kind of cognitive homeostasis. Festinger's belief that
humans are driven to act because 0of a feeling of imbalance is re-
peated throughout motivational and learning theories.

Skinner's reinforcement theory: Skinner is a 'pure' behav-

iorist whose mechanistic theory views people as machines that are
being pushed around by various forces. He virtually ignores inner
processes, believing that concepts, such as motivation, merely in-

terfere with understanding human behavior (Hoy and Miskel, 1978:95).
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He views internal drives or motivation as ralatively useless explan-
atory constructs that are similar to personality traits (Hilgard and
Bower, 1975:243).

Skinner distinguishes between two kinds of behavior: (1) re-
spondent behavior and (2) operant behavior. Respondent behavior is
produced by an externally known stimulus. Operant behavior is pro-
duced arbitrarily by the individual. He believes that most behavior
falls into this second category.

His greatest emphasis is upon reinforcement of actions in an
effort to modify behavior. He posits that if one controls the rein-
forcements (rewards), one can then control behavior. In other
words, Skinner's concepts emphasize the effects of a response on the
response itself. He concludes that the reward changes the probabil-
ity of the response recurring.

Skinner proposes that behavioral occurrences must be de-
scribed in terms of things that directly affect behavior. He sug-
gests that it is inconsistent with logic to attempt to explain be-
havior in terms of physiological happenings. Consequently, his
method of research is frequently referred to as '"the empty organism
approach" (Hergenhahn, 1976:113).

Maslow's hierarchical motivation theory: Maslow theorizes

that needs are arranged in an hierarchy in such a way that the lower-
level needs must be satisfied before the higher-level needs come in-
to play. His hierarchy is actually an intuitive needs ranking. The

five generally accepted levels are:
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l. Physiological.

2. Safety.

3. Belongingness.

4. Esteemn.

5. Self-Actualization.

This model of self-developing and self-actualizing individu-
als is based on the assumption that people have innate needs to
grow and mature. Maslow assumes that people feel a sense of meaning
and accomplishment in their life and world. As lower-level needs
are satisfied, higher-level needs become activated. Two levels can
operate at the same time, but the needs at the lower level take
precedence.

Maslow's hierarchy of needs is a common approach to studying
motivation. It can be said that Maslow sees motivation as an unend-
ing process caused by varying hierarchical levels of stimuli.

Gestalt learning theory: Gestalt psychology concerns itself

with the organization of the mental processes. Learning is viewed
as the rearrangement of previous ideas and experiences leading to
new patterns of thought or insight.

Gestaltists believe that people experience the world in mean-
ingful wholes. They emphasize the pattern--the Gestalt--the whole-
ness of experience and its recollection. They oppose reductionism
of any kind.

The Gestalt phenomenon or the phenomenological experience is

different from the parts that make it up. In fact, the total is

more than the sum of its parts. Each person adds something to tav's
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experience that is not contained in mere sensory input data. Ges-

taltists insist that this something is corganization--that the brain

organizes sensory information to make the individual's experience
more meaningful. This psychological organization--the law of Prag-
nanz--is the Gestaltists' guiding principle in the study of percep-
tion, learning, memory, personality, and psychotherapy.

Gestaltists believe that the organizational abilities of the
brain are genetically determined and occur in every normal brain
(Hergenhahn, 1976:240). Although they stress this genetic factor,
they also take into account the effects of experience. They believe
that repetition results in improvement of skill.

Gestaltists generally agree that learning takes place when
the individual comes to understand the basic structure or pattern of
relationships. Learning, to them, occurs when people recognize the
relationships of parts to parts and/or parts to the whole. Learning
is complete when experiences are perceived in a new and more mean-
ingful way. This is called insight. Insight, or insightful learn-
ing, is said to have developed when the individual decides that tav
has discovered the correct solution. Gestaltists firmly believe
that when this solution comes, it comes suddenly. They do not be-
lieve that individuals learn bit-by-bit, but rather in wholes.

Primarily, Gestaltists are concerned with inner processes.
They believe that anything external to the individual has an inner
effect and that these inner effects are the processes upon which em-

phasis should be placed.
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Bruner's humanistic theory of learning and motivation: Bru-

ner is identified as a cognitive learning and developmental
psychologist. His approach to psychology is eclectic, drawing con-
cepts and ideas from many great thinkers and psychologists of past
eras. His principle concern is with the means whereby people ac-
tively select, retain, and transfer information. This is the es-
sence of learning for Bruner.

According to Bruner, individuals do not mechanically associ-
ate responses with specific stimuli. Instead, they tend to infer
principles or rules that underlie patterns which allow them to
transfer their learning to different problems (Bigge, 1976:247).

Bruner places great emphasis upon the structured models of
the world with which a culture equips its members. In essence,

these models of the world are the experiences that an individual

has, that help tav learn about the world in a way that enables tav

to make predictions about what comes next (Bigge, 1976:250). Such

models make it possible for people to predict, interpolate, and ex-
trapolate further knowledge. The existence of these models of the

world reflects a general tendency to categorize.

Bruner labels his view of learning as instrumental conceptu-

alism. These beliefs are centered around two basic tenets that con-
cern the nature of the knowing process. They are (Bigge, 1976:251):
1. An individual's knowledge of the world is based on tav's
constructed models of reality.
2. Tav adopts these models from tav's culture, then adapts

them to tav's individual use.
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Thus, it can be seen, Bruner believes that humans are infor-
mation processors and not merely passive receivers of facts. Knowl-
edge acquisition is an active process that relates incoming informa-
tion to previously acquired knowledge. Consequently, thinking is
equated with learning for Bruner.

These five major theories represent a sampling of leading
contemporary learning and motivation theories. The brief summaries
presented here are not intended to be complete or instructive. A
somewhat expanded review is presented in Module #5 of the Informa-

tional Packet in the Appendices of this paper.



This study used input from three outside sources:

mittees and one panel of experts (source names are listed in the

ITII. DESIGN OF STUDY

Appendices on pages 48-49).

15

two com-

The first committee had the responsi-

bility for ranking theorists from the list illustrated in Figure 1

below in an effort to choose the theories to be used in this study.

(This list was taken from an unpublished paper developed by this

writer in 1979.)

Learnine and

Mickey Parker

Mctivational Theorists

Dissonant theorists

Festinger
Adams

Jaques

Reinforcement theorists

Pavliov
Thorndike
Hull
Skinner
Locke
Atkinson
Vroom
House

Porter and lawler

Hierarchial theorists

Maslow
Alderfer

Gagné
Piaget
Herzberg

McGregor

(est3l: theorists

Gestalt theory

Aumarnistic theoriszs

Figure

s

Combs

3runer

Rogers
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The list is divided into five categories to cover the vari-
ous disciplines in learning and motivation theories. The five cat-
egories are:

1. Dissonant theorists.

2. Reinforcement theorists.

3. Hierarchical theorists.

4. Gestalt theorists.

5. Humanistic theorists.

Each category was to be ranked separately. The committee
members had the option of placing the authorities in different cat-
egories if they felt the need to do so. A minimum of one and a
maximum of four theorists were to be selected and ranked from each
category. Figure 1 was the form that was provided for the ranking
process.

The second committee was asked to critique the original
questionnaire. Their task was to judge and direct the quality of
the questionnaire before it was presented to the Delphi panel.

The third outside input source came from the Delphi panel.
Their purpose was to finalize the development and the authentica-
tion of the PUMaLT Model.

The study was divided into eight distinct phases:

Phase I:

The establishment of theories to be used in the study.
Phase II:

1. The preparation of the Informational Packet.

2. The preparation of the questionnaire.



17

a. Informational Packet--This Packet was divided into

five Modules that briefly:

(1)
(2)
(3)

(%)

explained the purpose of the study.
described the Delphi technique.

described and explained the proposed PUMaLT
Model.

reviewed each theory and applied it to the

PUMaLT Model.

b. Questionnaire--This portion of the process contained

questions directed toward the proposed PUMaLT Model,

as well as questions regarding the applications and

interpretations of the selected theories. The ques-

tionnaire was revised according to suggestions of-

fered by the questionnaire committee before giving

it to the Deiphi panel.

Phase I11I:

Selection of Delphi panel members.

The following methods of initial contact were considered as

possible alternative paths to reach those who might suggest Delphi

panel candidates:

l. Letters of introduction from appropriate Deans of

Schools of Education to suitable colleagues.

2. Letters of introduction from personally known professors

to suitable colleagues.

3. Phone calls or personal contact from any of those men-

tioned above to appropriate colleagues.
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4. Personal contact through phone calls, letters, and/or

meetings by this writer with/to personally known appro-
priate colleagues.
Phase IV:

Final selection of the Delphi panel.

The following metho&s were considered as possible alterna-
tive paths to the final selection of the Delphic experts:

1. Recommendations from Deans, heads of departments, or

colleagues.

2. Personal meetings by this writer with candidates with

final selection based on:

a. expressed interest in the study.

b. familiarity with selected theorists.

c. availability during course of the study.

3. Any other means that seemed advisable and prudent.
Phase V:

The delivery and/or mailing of the Informational Packets and
questionnaires to the selected Delphi panel members.
Phase VI:

Questionnaire responses by the Delphi participants were sum-
marized by tabulating responses, analyzing and reporting narrative
reactions, and redefining and/or redesigning questions. Compila-
tions of the group's responses were then fed back to the experts
with requests that they adjust and/or clarify their opinions. This
phase was repeated until there was an acceptable consensus or ac-

ceptable near consensus.
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An acceptable consensus would be a unanimous agreement by
the Delphi panel restricted to the top number on the Likert-type
ranking scale that was used in the questionnaire. A near consen-
sus was limited to a two-point range on the scale. An acceptable
near consensus was further limited to the two top numbers on the
five-point rating.
Phase VII:

A final summary was made and sent to participants for their
information.
Phase VIII:

Make final report (dissertation), that includes:

1. Processes.

2. Summaries of responses.

3. Final PUMalLT Model design.

4. Final summary that includes conclusions and

recommendations.
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IV. ANALYSIS OF STUDY

The purpose of this study was to develop a model that would
make psychological motivation and learning theories more comprehen-
sible to beginning theory students by providing a common method of
displaying and integrating theories in such a way that they could
claim mutual language and could be examined and compared so as to
further the basic understanding of their processes. It can be hy-
pothesized that most people do not like or do not consciously apply
theory because they do not understand it. It may be said that un-

derstandable theory is useable theory. The interblended, schematic-

type PUMalLT Model developed in this study aids in the understanding
and application of learning and motivational theories by providing a
constant model upon which an individual can plot and/or study the
various theories.

Therefore, the first task of this study was to select repre-
sentative learning and motivation theories with which to work. A
committee, consisting of professors representing the Schools of Bus-
iness, Education, and Science at Oregon State University, selected
five learning and motivation theorists from a list of 22 theorists
supplied by this writer. This roster of theorists was taken from an
unpublished paper developed in 1979 by this writer, with which the
committee was familar. A copy of this list can be found on page 15
of this paper.

The outcome of this almost unanimous selection was:

1. Dissonant theorist--Festinger.
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2. Reinforcement theorist--Skinner.

3. Hierarchical theorist--Maslow.

4. Gestalt theory.

5. Humanistic theorist--Bruner.

A rough draft questionnaire was then developed, along with a
proposed PUMalT Model and Informational Packet to present to a ques-
tionnaire committee. This committee was composed of two professors
who had broad backgrounds in questionnaire development. Their task
was to look at the questionnaire rough draft and independently exam-
ine individual questions as well as the entire questionnaire format
and then offer their suggestions for improvement of the document.

A copy of this original questionnaire begins on page 50 in the
Appendices of this paper.

The committee's findings and suggestions were almost identical.
They included:

1. Reduce the formidable size of the questionnaire by using

common stems and single spacing wherever possible.

2. Do not break off questions at the bottom of the page.

Concern was also indicated regarding the intent of specific
questions. It was felt that the Delphi panel might be confused re-
garding individual theory interpretations versus this writer's the-
ory interpretations. However, it was decided by this writer that
this type of mental "sorting through' was a necessary beginning pro-
cess for the Delphi panel to deal with.

The first two suggestions above were incorporated into a re-

vised questionnaire that was then presented to the Delphi panel for
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their reaction. This revised questionnaire was used for the first
two Delphi panel reactions and can be found in the Appendices begin-
ning on page 151.

At the time the original'questionnaire was composed, the In-

formational Packet was written, containing five modules. They were:

Module #l--Informational Packet Introduction.

Module #2~~UMaLT Model Description and Explanation.

Module #3~-UMaLT Model Application.

Module #4~~Delphi Technique Literature Review.

Module #5~-Motivational and Learning Theories Literature
Review.

The purpose of Module #l~-Informational Packet Introduction=-~

was four-fold:

1. The introduction and overview of the Informational
Packet.

2. The explanation and purpose of each separate module.

3. The explanation and purpose of the study.

4. The description of the Delphi technique as it was to be
used in the study along with the duties of the Delphi
panel.

The purpose of the second module--UMaLT Model Description

and Explanation~-was to acquaint the members of the Delphi panel
with the basic proposed model with which they would be expected to
interact.

Module #3--UMaLT Model Application--demonstrated how five

major learning and motivational theories could be applied to the
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proposed model. The combination of modules number two and three
made up the core of this study.

The fourth module--Deiphi Technique Literature Review--gave
a brief overview of the history and use of the Delphi process. The
purpose of this review was to give the Delphi participants a handy
reference of basic information regarding this technique should they
need it.

The fifth and last module--Motivational and Learning Theo-
ries Literature Review--briefly reviewed the literature of the five
major theories that were to be examined through the use of the pro-
posed PUMalT Model. The five theories covered in the UMaLT Model
Application module and this literature review were:

l. Festinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement learning theory.

3. Maslow's hierarchical motivational theory.

4. Gestalt learning theory.

5. Bruner's humanistic theory of motivation and learning.

A copy of this original Informational Packet can be found in
the Appendices of this paper (pages 72-149). Its purpose was to
provide the Delphi panel with necessary information and references.

The next step in the study was the selection of the Delphi
panel. The Dean of Education at Idaho State University and fellcw
professors at both institutions suggested panel candidates from the
School of Education at Oregon State University and professors from
the Department of Education at Idaho State University who had pre-

viously taught or were presently teaching educational psychology
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(at the undergraduate or graduate level) and who were considered
well versed in learning and motivation theories. A total of six-
teen professors were suggested--seven from Oregon State University
and nine from Idaho State University.

Each of these sixteen experts was contacted by an introduc-
tory, invitational letter. A form accompanied each letter on which
the invited individuals could indicate their interest in being part
of the study. A sample copy of the letters and form are included in
the Appendices (pages 68-70).

Primarily due to busy schedules, none of the proposed candi-
dates from Oregon State University was able to participate in the
study, even though additional information was furnished them. Part
of the problem was the poor timing (for them) of the study. There-
fore, Oregon State University was not represented in the study.

Two of the suggested panel participants at Idaho State Uni-
versity also declined the invitation due to busy schedules. There-
fore, the final panel consisted of seven members. Each of these
members was then sent a cover letter, the Informational Packet, and
Questionnaire #1.

When the seven questionnaires were returned, a summary was
compiled. The responses reflected the participants’ efforts to in-
corporate the concept of a universal model for motivation and learn-
ing theories with their own interpretations of those theories. As
expected and predicted, there was initially some confusion and
frustration among panel members regarding theory interpretations--

especially when participants' personal interpretations were
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different from this writer's interpretations. However, by compelling
panel members to work with the writer's theory translations, the Del-
phi panel wos forced to examine the model and their own theory inter-
pretations thoroughly. This process required that each participant
re-categorize their interpretations according to the processes that
were presented in the proposed PUMalLT Model.

The compilation of Questionnaire #l can be found in the Ap-
pendices of this paper beginning on page 169. Figure 2 below illus~
trates the reporting technique used. The numbers in parentheses be-
low the ranking format depict the number of participants who selec-

ted that particular ranking for the question. The illustration

34. Process D 5 4 3 2 1
(Mot ivation) (4) (2) (1)
Figure 2

shows that four panel members gave this process a ranking of 5; two
members ranked it at 4; and one participant gave it a ranking of 3.
None of the Delphi experts ranked this process below 3.

Figure 3 on the next page shows the percentage of responses
that are a(n) near consensus, consensus, near acceptable consensus,
and/or acceptable consensus. This chart is broken down into the
same categories as the questionnaire plus the additional category
of "totals'". It was evident that there was quite a diversity of
opinions at that point.

The compilation of the first questionnaire was returned to
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Questionnaire #1
Percentage of questions with a(n):
Acceptable
Near Near
Consensus Consensus Consensus Consensus

PUMaLT Model -— -— 10% 10%
Festinger -—- --- 307% -—-
Skinner -— -— -— 10%
Maslow -—- -— - -—-
Gestalt -—- - -—- ---
Bruner —_—— -— 207 -—
Total
Questionnaire 0% 0% 10% 3%
Questions
Figure 3

the Delphi panel along with Questionnaire #2. Each panel member's

own answer was indicated for tav by the circling of tav's responses

in red ink on tav's personal copy of the questionnaire compilation.
Questionnaire #2 was identical to Questionnaire #l. This

gave the participants the opportunity to review and react to other
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members' comments that were on the questionnaire compilation. They
were given the same directions as before with the added emphasis to
include their reasons for their rankings.

(Since this questionnaire is exactly the same as the first
one, it is not included in the Appendices. However, the cover let-
ter for Questionnaire #2 can be found on page 188.)

A compilation of this second questionnaire was accomplished
upon the receipt of the seven completed questionnaires. Figure 4 on
the next page illustrates the consensus and near consensus of the
answers. The complete compilation is presented in the Appendices
beginning on page 189.

This round of answers demonstrated a closer unity of thought
on the part of the participants. Thirty-five percent of the panel
reached an acceptable near consensus on the questionnaire as a whole
(as opposed to ten percent in Questionnaire #1).

At this point in the Delphi process, the suggestions and com-
ments of the panel were taken into consideration, resulting in sev-
eral changes and revisions. They were:

1. The revision of the PUMaLT Model.

2. The development of a taxonomy of terms.

3. The revision of Module #2--UMalT Model Description and

Explanation.

4, The revision of Module #3--UMalt Model Application.

5. The request that each Delphi expert apply tav's own the-
ory interpretations to the model.

6. The revision of Part 2 of the questionnaire.
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Questionnaire #2

Percentage of questions with a(n):
Acceptable
Near Near
Consensus Consensus Consensus Consensus

PUMaLT Model -—— -— 607% 107
Festinger 207 -—- 40% -—-
Skinner 107 —-—— 10% 10%
Maslow - --- 30% ---
Gestalt -—— —-—— 30% -
Bruner - -— 407 10%
Total
Questionnaire 5% 0% 35% 5%
Questions

Figure 4

An explanatory cover letter, the revised modules and the new
taxonomy of terms were issued to the panel members along with the
revised questionnaire--Questionnaire #3. The cover letter empha-
sized the fact that the development of a universal model was the

prime task of the participants. It was explained that there was no
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necessity to agree on theory interpretations. Therefore, they were
instructed to plot each theory on the revised PUMalT Model according
to their own understanding of that theory.

The taxonomy of terms was provided to explain each model pro-
cess more concisely. Model process names and definitions were some-
what revised and/or changed from the original Module #2 due to sug-
gestions and/or perceived misunderstandings of panel members.

An additional process was added to the PUMalT Model to help
clarify Process B (perception). This had been a vague, ''catch-all"
process that had been confusing to some participants.

This entire packet of revised materials, plus the revised
questionnaire, can be found in the Appendices of this paper begin-
ning on page 200. It can be noted that Questionnaire #3, through
its revision, was shortened from a massive 60 questions to 16 ques-
tions due to the fact that only one question was asked about each
theory in part 2 of the questionnaire, rather than the original ten
questions for each theory. The respondents were asked if the theory
in question could be adequately displayed and conceptually represen-
ted on the revised PUMalT Model according to their own personal in-
terpretation of the theory.

Figure 4 on the next page reflects the acceptance of the re-
visions and changes by the group. With the exception of one ques-
tion, the panel was able to come to an acceptable near consensus re-
garding the PUMalT Model and its application to theory concepts.

For the most part, the ranking of "4'" demonstrated certain

individuals’' concerns that there still might be processes of
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Questionnaire #3
Percentage of questions with a{(n):
Acceptable
Near Near
Consensus Consensus Consensus Consensus

PUMaLT Model -— -— 917% -—-
Festinger -— -— 100% -—
Skinner -— -—- 100% —-—
Maslow -—- -— 100% -—-
Gestalt -—- -—- 100% -—-
Bruner -— -— 1007% -——-
Total
Questionnaire 0% 0% 98.5% 0%
Questions
Figure 5

learning and motivation theories that had not been thought of by the
panel or this writer. This conservative attitude reflected the
general feeling of the panel that absolutes should not be definitely
stated in order to leave room for future growth and/ow development

of the PUMaLT Model.
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There was concern on the part of one panel member that the
explanation of the motivation process was more limiting than
clarifying. This prevented tav from accepting that portion of the
PUMaLT Model. The compilation of Questionnaire #3, detailing the
panel's considerations of the revisions and changes contained in
this questionnaire, begin on page 240 of this paper.

Since the motivation issue was the only point of departure
in this round of rankings, Questionnaire #4 dealt only with that
process. Questionnaire #4 (pages 245 through 248) was made up of
only three questions. These questions concerned:

1. Revision of pages 6 and 7 in the revised Module #2--

UMalT Model and Description (dealing with the explanation

of Process D--motivation).

o

Revision of the process illustration on the PUMaLT Model.

3. Revision of the definition of motivation in the taxonomy

of terms.

This questionnaire came back with 1007 acceptable near con-
census on all three questions. (The compilation is on pages 249
and 250.) VYigure 5 on the next page summarizes the responses to
the three questions.

The PUMalT Model was considered completed upon acceptance of
these revisions by the Delphi panel of experts. An acceptable near
consensus had now been reached regarding all aspects of the model.
The Delphi panel was in agreement that each of the five sampled
learning/motivation theories could be adequately displayed on the

model according to individual interpretations.
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Questionnaire #4

Percentage of questions with a(n):

Acceptable
Question # Near Near
Consensus Consensus Consensus Consensus

1 - - 1007% —-——

2 - - 1007% -

3 - —— 1007 —-———
Total
Questionnaire 0% 0% 100% 0%
Questions

Figure 6

The panel was notified by letter of their final agreement
concerning the PUMalT Model. A final revision of Module #2 was also
furnished them at this time as a culminating action.

The following pages represent the final description and ex-
planation of the PUMaLT Model (the final revision of Module #2)--
the results of this study. A similar copy was sent to each Delphi
member at the end of the study. (The actual copy of the final mod-
ule revision that was sent to the Delphi panel members begins on

page 252 in the Appendices of this paper.)
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PUMaLT Model Description and Explanation

The PUMaLT Model is a schematic model that can make learning
and motivation theories more comprehensible to beginning theory stu-
dents by providing a common method of displaying and integrating
theories in such a way that the theories claim a common language and
can be examined and compared to further the basic understanding of
their processes. Based upon the understanding of the ten processes
that compose the PUMaLT Model, this model will be interpretable to
all who examine it, thus establishing common and necessary communi-
cation bases regarding motivation and learning theories.

PUMaLT Model is an acronym for Parker Unified Motivation and

Learning Theories Model. The model is intended to be a schematic
representation of the learning-motivation processes cycles. The PU-
MaLT Model demonstrates the concept that not only are both learning
and motivation cyclical in nature, but they are both encased in the
same sphere. This is in contrast to the traditional hierarchical or
linear schematics of most learning and motivation theories. A hier-
archical or linear method of notation generally indicates a stoppage
of action--internal or external--at some point in the process. The
PUMalLT Model contends that a stoppage of the learning and motivation
cycle rarely, if ever, takes place.

The PUMalLT Model graphically illustrates the inner and outer
processes that take place continually for an individual. All nota-
tions inside the circle, (see Processes B, C, D, I, and Z in Figure

6, page 34) indicate operations that take place within the person.
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This includes all affective, cognitive, and readiness operations.
In other words, the processes noted inside the circle speak to the
learning-motivation processes that take place within the individual.
The two notations that are located outside the circle (Pro-
cesses G and H) are processes that take place externally to the
individual. These processes are iﬁitiated or created by someone or
something other than the individual and/or are openly visible.
Those processes depicted both inside and outside the circle
(Processes A, E, and F), are operations and/or events that take

place internally and/or externally to the person.
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The solid flow lines of the circle and their directional ar-
rows indicate the direction of movement from Process A through Pro-
cess E, Process F, and back around to Process A in a clock-wise
progression. It can be seen that these lines tie together those
processes or occurrences that can be either internal or external for
the individual.

The dotted lines indicate influence of processes upon other
indicated processes. The dotted lines do not indicate movement or
progression as do the solid lines. The purpose of the dotted lines
is to indicate those processes that are influential in determining
the strength of, the weight of, or the degree of input upon the var-
ious processes.

In order to fully understand the model, it is important that
the processes be clearly understood. Below 1s a brief taxonomy of

the process terms that are used in the PUMalLT Model.

PUMaLT Model Taxonomy of Terms

Process A-~Event: An exXternal or internal occurrence.

Process B--Perception: An awareness and interpretation of the

event.

Process C--Expectancy: The affective and cognitive projections of

the action, outcome, and/or feedback.

Process D--Motivation: The impulse or driving force that influences

the quality, quantity, and nature of an action.

Process E--Action: Response to an event.

Process F--Qutcome: The result of an action.
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Process G--External Evaluation: A judgment by someone other than

the individual.

Process H--Feedback: The results--positive or negative--given to an

individual by someone or something other than the individual.

Process I--Internal Assessment: The individual's personal judgment

regarding tav's degree of success.

Process Z--Internal Readiness: The degree of physiological, mental,

emotional, social, and/or cultural maturity from which an in-

dividual operates.

The PUMaLT Model illustrated on page 34 depicts the flow of
processes thus: An event (Process A)--influenced by the individu-
al's perception of the event and the situation (Process B) and ex-
pectancy of an outcome and possible external feedback (Process C)--
leads to a degree of positive or negative motivation (Process D),
which, in turn, determines the amount, the quality, and the type of
effort the individual puts forth in the action (Process E), which
then affects the quality, quantity, and nature of the outcome (Pro-
cess F). The individual's perception and assessment of the outcome
(Process 1) has the possibility of being influenced, not only by the
individual's personal judgments, but also by an external feedback
(Process H), which, itself, has been influenced by an external eval-
vator (Process G). The assessed outcome now either becomes a new
event or it triggers some sort of a related event; or a totally dif-
ferent event takes its place, thus continuing the spherical nature
of the event-action-outcome-event operations.

P:ocess Z--the individual's internal readiness--is shown on
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the PUMaLT Model as a free flocating, free form process to signify
its capability to permeate and influence all of the PUMaLT Model's
processes. Every perception, action, assessment, prediction, deci-
sion, and judgment of the individual has the capability of being
influenced by this internal readiness or level of physiological,
mental, emotional, social, and/or cultural maturity.

The previous statements describe the flow of the PUMaLT Model
processes. However, it is important to examine each process separ-
ately to determine parameters and influences in detail.

Process A (event) is shown inside and outside of the circle
because an event or occurrence can be internal or external (e.g., A
teacher can give a student a test--an external event for the stu-
dent; or an individual can arbitrarily decide to think about a loved
one--an internal event).

After the event has occurred--externally or internally--the
individual then considers that event according to tav's own percep-
tions (Process B). This perception takes into account, and is in-
fluenced by, action, outcome, and feedback expectancies (Process C).
If tav believes that tav will feel good about the outcome, then Pro-
cess B is influenced in such a way that it adds weight and strength
to the individual's motivation (Process D). On the other hand, if
tav anticipates that tav will not feel good about the outcome (due
to an expectation of unfair feedback, a lack of relevance of the
outcome to tav's life, or if tav believes that tav is not capable of
producing the outcome to a specified standard), then Process B will

influence the character and strength of the individual's motivation
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(Process D) in a different manner. This expectancy of outcome,
feedback, and assessment helps determine the strength and direction
of the individual's motivation to act.

Process I (internal assessment) also influences the individu-
al's perception of the situation by taking into consideration the
results of former encounters. The way tav felt at the end of a sim~
ilar or identical outcome, influences Process B. Whereas, Process
C is a predictive judgment, Process I is an "after-the-fact' type
of assessment that affects Process B's influence in determining the
amount and character of the individual's motivation.

Motivation (Process D) is shown inside the circle because it
represents the disequilibrium that is felt internally when an indi-
vidual has a need to know, to act, or to feel. These needs, in
turn, drive the individual to act (Process E)--externally and/or
internally. As previously mentioned, the potency and character of
the motivational drive is determined from the inputs of Processes B,
C, I, and Z in relation to Process A.

As noted, Process D determines the strength and nature of the
stimulated action (Process E). This action can be overt, such as
tightening a bolt on a lawnmower or sharpening a pencil. It can al-
so be internal, such as changing one's perception about a concept or
the mental computation required to solve a mathematical problem.

The effort that goes into the action is directly proportional to the
potency of the motivational drive.

Process E must not be confused with Process F (outcome).

Process F constitutes the outcome of an action. In other words,
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Process E is the action that leads to an outcome. If an individual
is in the process of hammering a nail into a board, Process E con-
cerns itself with the éEE.Of hammering, not the end result of the
hammered nail.

Process F (outcome) can also be either internal or external.
The outcome can be in the form of a mental solution, a decision, or
a visible product. Process F is the result of an action.

Process G (external evaluation) does not always enter the
picture. In other words, there is not always an external evaluation
of the individual's action or outcome.

It is also possible that an external evaluation can take
place without the individual's knowledge. Unless the external eval-
uator provides the individual with some sort of feedback (Process
H), the individual cannot incorporate that knowledge into tav's in-
ternal assessment (Process 1) operation.

Process H (feedback) is also external to the responding or
producing individual. Rewards and punishment are both types of
feedback since they furnish the individual with the results of an
external evaluation.

Like Process G, external feedback does not always take place.
An individual can go from outcome to internal assessment (Process F
to Process I) without any external feedback. However, if there 1is
feedback, the individual includes that informatiom into the internal
assessment (Process I) operation. It is at this point that the in-
dividual decides whether or not tav is content with the outcome, the

feedback (if there was feedback), and whether to repeat, alter, or
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change the event. Process I has a great influence on Process A.
The more the individual believes that tav was successful, happy, or
satisfied with the outcome, the stronger the movement toward repeat-
ing or approximating the outcome again. Process E is similar to
Process B in that it, also, is an internal judgment of the situa-
tion at that moment in time.

In addition, Process I is similar to Process D at this point.
The individual determines tav's previous expectancies, inputs, out-
puts, and other contributing factors. These satisfied or dissatis-
fied feelings can also be considered a type of positive or negative
internal feedback for the individual.

The internal assessment that takes place in Process I deter-
mines the individual's next event and resulting action in response
to the particular situation, or at a later date to a similar
situation. Thus, the cycle continues, with continual adjustments
made by the individual, as tav constantly evaluates, reevaluates,
and assesses, not only the immediate occurrences, but also related
situations.

In summary, the PUMalLT Model is designed to display the vari-
ous internal and external processes that take place when an event
occurs. It illustrates the direction of process flow and the di-
verse influences that processes have on each other. It is the vigor
of these influences that determines the amount and kind of effort,
quality, and/or emphasis, that weights the various direct-line
processes. It can be seen at a glance which processes are internal

or external to the individual, and which processes have the ability
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to be both internal and external. Thus, the PUMaLT Model presents
a total interrelated, interblended picture of the various aspects
of learning and motivation. Rather than depicting the processes in
a linear or hierarchical mode, the PUMaLT Model illustrates the cy-
clical nature of motivation and learning.

Not all learning and motivation theories incorporate all
parts of the PUMalLT Model. Some theories do not agree that Process
I (the internal assessment operation) plays a significant role in
the motivation or learning transaction; others recognize only the
external portion of Process F (the outcome process); still others
ignore the influence of external evaluation and the resulting feed-
back (Processes G and H).

Even those theories that agree on process, oftentimes place
their emphases on different operations. Some theories emphasize
Process C (expectancy); whereas others stress outcome (Process F)
as the most important aspect of learning or motivation. Therefore,
theories that, on the surface, seem to be the same or similar, yet
emphasize different processes, take on a whole new meaning that has
not always been easy to discern.

Terminology usage is a common roadblock to the understanding
and comparison of theory content. Process D illustrates this prob-
lem. What one theory terms dissonance; another theory calls satis-

faction or dissatisfaction; another uses the expression disequilib-

rium; still another prefers the designation drive; and yet a differ-
ent theory uses the word motivation. However, for all intents and

purposes, all of these theories are refering to the same process.
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This type of "term conglomerate' is frequently confusing to begin-
ning theory students, affecting their ability to understand, ana-
lyze, compare, apply and/or observe various theories. The PUMaLT
Model unifies terminology among the theory contents and eliminates
this long-time stumbling block to comprehension, comparison, or par-
allelization of the various theories.

When plotting theories on the PUMaLT Model, the processes are
shaded according to the emphases placed on them in the theory (see
Figure 7, page 43). The processes included in each theory are iden-
tified in this manner:

1. The process(es) that is/are the most strongly emphasized

in each theory, are shaded the darkest (e.g., Processes
A and H in Figure 7, page 43).
2. The process(es) that is/are assumed to be included in the
theory, are given the lightest shade (e.g., Process B in
Figure 7, page 43).
3. The balance of the processes that are included in the
theory are given a medium shade (e.g., Processes E, F,
and Z in Figure 7, page 43).
4. Any process(es) not part of the theory do not have any
shading at all (e.g., Processes C, D, G, and I in Figure
7, page 43).
Through the use of a Delphi panel of experts, a unified, in-
terblended, schematic model was developed upon which motivation and
learning theories could be universally plotted and displayed. The

final model was given the acronym of "PUMalT Model'--meaning,
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Parker Unified Motivation and Learning Theories Model. A series of
questionnaires was used to develop and authenticate the model. Five
interdisciplinary learning and motivation theories were selected as
"test" theories for PUMalT Model application, with the assumption
that other learning and motivational theories could also be plotted
and displayed on the finalized model. The study ended with an ac-
ceptable near consensus by the Delphi panel, indicating strong
agreement with the PUMalT Model. Figure 7 on page 34 illustrates
the final PUMalT Model design. The final description and explana-

tion of the model is presented on pages 33 through 43 of this paper.
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V. RECOMMENDATIONS

The fact that Delphi panel members believed that there was
still room for growth and development of the PUMalLT Model demon-
strates its adaptability and flexibility. 1In order for the PUMalLT
Model to realize its potential as a universal model, it must have
this capability to adapt to new concepts and ideas while retaining
its original conceptual display abilities.

The first step in demonstrating the value of the PUMalLT Model
is the broadening of the base of theory application. To prove its
universality, all learning and motivation theories need to be plot-
ted on the model. Toward this end, the Delphi panel members sug-
gested a yearly PUMaLT Model symposium in which they could take part
along with other learning and motivation teachers, theorists, and
experts from across the country.

It would be of great value to include as many of the origina-
ting theorists in these yearly meetings as possible. This would
eliminate as much "interpretation of interpretations' as possible.
It would enable the authorities (e.g., Skinner) to explain their owm
theories as related to the PUMaLT Model.

These symposiums would not only establish common meeting
grounds for learning and motivation theorists and teachers, but the
PUMaLT Model would also provide a new method for theory experts to
explain their theories. Furthermore, the PUMaLT Model would encour-
age theorists to consider and respond to learning-motivation factors

other than those treated in their own theories.
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Ultimately, a new educational psychology text needs to be
written for use in the classroom, translating learning and motiva-
tional theories onto the PUMelT Model. This would provide motiva-
tion and learning theory teachers with a more concrete teaching
tool. Most theories are partial theories in that they'zero in on
selected aspects of the learning-motivation picture. Through the
pictorial capabilities of the PUMalLT Model, educators should be able
to present a better, more balanced, interblended view of the entire

learning-motivation process.
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5. Dr. Robert F. McCain, Assistant Dean, School of Business;

Associate Professor--Business Administration, Oregon
State University, Corvallis, Oregon.

B. Questionnaire Committee:

1. Dr. Joanne B. Engel, Assistant Professor of Education,
Willamette University, Salem, Oregon.

2. Dr. Larry J. Kenneke, Assistant Dean of Service Educa-
tion, Oregon State University, Corvallis, Oregon.

C. Delphi Panel:

1. Dr. Evelyn Craven, Associate Professor of Education,
Idaho State University, Pocatello, Idaho.

2. Dr. Molly M. Drotter, Assistant Professor of Education,
Idaho State University, Pocatello, Idaho.

3. Dr. George D. Gates, Assistant Professor of Education,
Idaho State University, Pocatello, Idaho.

4. Dr. R. Laverne Marcum, Professor of Education, Idaho
State University, Pocatello, Idaho.
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Dr. Richard A. McEwing, Director of Field Experiences,
Assistant Professor of Education, Idaho State University,
Pocatello, Idaho.

Dr. JoAnn Schall, Assistant Professor of Education,
Idaho State University, Pocatello, Idaho.

Dr. W. Hugh Tucker, Director of Adult Education, Assis-—
tant Professor of Education, Idaho State University,
Pocatello, Idaho.
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UMaLT MODEL QUESTIONNAIRE #1

This questionnaire is composed of two parts. The first part
deals with the UMalT Model alone, and the second part applies itself
to the application of the five theories to the UMalT Modél.

Each question will require a ranking judgment from 5 (strongly
agree) to ! (strongly disagree). Each Delphi panel member will be ex-
pected to circle the ranking of their choice. Each question will also
offer the participants the opportunity to add comments to any questions
they wish.

Panel members are encouraged to refer to the Informational
Packet should additional information be needed. Although theory re-
views are brief, they encompass the various processes or cperations
that are involved in learning/motivation. Those same processes are
dealt with in the UMalLT Model appiications.

It is requested that Delpni panel members return the completed
questionnaire within seven days from date of reception. There are two
reasons for this request for fast turn-around:

l. The presented and answered material will be £fresher in the
panel members' minds due to the shorter time span between
questionnaires.

2. With less down time, the writer is better able to keep the
flow of information psycholegically current.

The following pages contain questions pertaining to the UMalLl

Model itself as well as theoretical application to the UMalT Model.

Please answer all questions, adding comments if desired.
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UMaLT Model Questionnaire #l

Part l--UMalT Model

Please circle the ranking of your choice. The number > indi-~
=)

cates that you stronglv agree with the statement. The aumber 1, the

opposite end of the spectrum, indicates that you strongly disagree.

Please feel free to add any comments that you wish on the lines pro-
vided. 1If there is not enough room to complete your comments, feel
free to use the back of the page or attach another page. If you use
the back of the page or another page, please number your comment in

accordance with the questionnaire statement.

STRONGLY STRONGLY
AGREE DISAGREE
5 4 3 2 1 1. Process A, as described in Module #2 of the
Informational Packet, adequately portrays
a legitimate process in the learning/mocti-
vation cycle.
S 4 3.2 L 2. Process B, as described in Module #2 of the

Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.
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#1, contiaued)

Process C, as described in Module #2 of the
Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.

Process D, as described in Module #2 of the
Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.

w

=~

Process E, as described in Module #2 of the
Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.
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(UMalT Model Questionnaire #l, continued)

5 4 3 2 1 6. Process F, as described in Module #2 of the

Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.

5 4 3 2 L 7. Process G, as described in Module #2 of the

Informational Packet, adequately portrays
a legitimate process in the learning/moti-

vation cycle.

5 4 3 2 1 8. Process H, as described in Module #2 of the

Informational Packet, adequately portrays
a legitimate procass in the learning/moti-

vation cycle.

5 4 3 2 L 9. Process I, as described in Module #2 of the

Informational Packet, adequately portrays

a legitimate process in the learning/
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(UMalT Model Questionnaire #1, continued)

motivation cycle.

wn
=~
(W8]
o
-

i0. The proposed [MalT Model includes all of

the processas that take place during the

learning/mocivation cycle.
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(UMaLT Model Questionnaire #1, continued)

Parc 2--UMalLT Model Application

5 4 2 l1. Process A, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Festinger's motivational
theory of cognitive dissonance.

5 4 2 1 12, Process B, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Festinger's motivational
theory of cognitive dissonance.

S 4 2 ! 13. Process C, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Festinger's motivational

theory of cognitive dissonance.
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(MalT Model Questionnaire #!, continued)

5 4 3 2 1 l14. Process D, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect cf Festinger's motivational

theory of cognitive dissonance.

5 4 3 2 L 15. Process E, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Festinger's motivational

theory of cognitive dissonance.

5 4 3 2 1 16. Process ¥, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Festinger's motivational

theory of cognitive dissonance.

5 4 3 2 L 17. Process G, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Festinger's motivational
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(UMalT Model Questionnaire #1, continued)

theory of cognitive dissonance.

5 4 3 2 1 13. Process #, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Festinger's motivational

theory of cognitive dissonance.

5 4 3 2 L 19. Process I, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Festinger's motivational

theory of cognitive dissonance.

5 4 3 2 L 20. The proposed UMalT Model includes all of

the processes that take place in Festing-
er's motivational theory of cognitive

dissonance.
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(UMalLT Model Questionnaire #l, continued)

5 4 3 2 1 21, Process A, as described in Module #3 of the

Informaticnal Packet, adequately portrays
this aspect of Skinner's reinforcement

learning theory.

5 4 3 2 1 22. Process B, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Skinner's reinforcement

learning theory.

3 4 3 2 1 23. Process C, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Skinnmer's reinforcement

learning theory.

5 4 3 2 1 24. Process D, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Skinner's reinforcement
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#1, continued)

learning ctheory.

S 4 2 25 Process E, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Skinner's reinforcement
learning theory.

3 4 2 26. Process F, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Skinner's reinforcement
learning theory.

5 4 2 27. Process G, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Skinner's reinforcement

learning theory.
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(UMaLT Model Questionnaire #l, continued)

3 4 3 2 1 28. Process H, as dascribed in Module #3 of the

Informational Packet, adequately portrays
this aspect of Skinner's reinforcement

learning theory.

3 4 3 2 1 29. Process I, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Skinner's reinforcement

learning theory.

5 4 3 2 1 30. The proposed UMaLT Model includes all of

the processes that take place in Skinner's

reinforcement learning theory.

5 4 3 2 1 31. Process A, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.
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(UMaLT Model Questionnaire #l, continued)

32.

Process B, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.

o

(3]

33.

Process C, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.

wu

34.

Process D, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.
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(UMaLT Model Questionnaire #l, continued)

D

4

3

2

1

35.

Process E, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.

36.

Procass F, as described in Module #3 of the
Informaticnal Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.

37.

Process G, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Maslow's hierarchial wmoti-

vation theory.

38.

Process H, as described in Module #3 of the
Informational Packet, adequately portrays

this aspect of Maslow's hierarchial
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(UMalLT Model Questionnaire #l, continued)

motivation theory.

5 4 3 2 L 39. Process I, as described in Module #3 of the

Informational Packet, adequately portrays
this aspect of Maslow's hierarchial moti-

vation theory.

5 4 3 2 1 40. The proposed UMalLT Model includeé all of

the processes that take place in Maslow's

hierarchial motivation theory.

5 4 3 2 1 41. Process A, as described in Module #3 of the

Informational Packet, adequately porctrays

this aspect of Gestalt learning theory.
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(UMalT Model Questionnaire #l, continued)

5 4 3 2 1 42. Process B, as described in Module #3 of the

Informational Packet, adequatal ortrays
q y P

this aspect of Gestalt learning theory.

5 4 3 2 1 43. Process C, as described in Module #3 of che

Informational Packet, adequately portrays

this aspect of Gestalt learning theory.

5 4 3 2 1 44, Process D, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Gestalt learning theory.

3 4 3 2 1 45. Process E, as described in Module #3 of the
Informational Packet, adequately portrays

this aspect of Gestalt learning theory.
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5 4 3 2 1 46. Process F, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Gestalt learning theory.

5 4 3 2 L 47. Process G, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Gestalt learning theorv.

w
‘_\
w
ro
—

48, Process H, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Gestalt learning theory.

5 4 3 2 1 49, Process I, as described in Module #3 of the

Informational Packet, adequately portrays

this aspect of Gestalt learning theory.
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(IMalT Model Questionnaire #l, continued)

3 4 3 2 50. The proposed UMaLT Model includes all of
the processes that take place in Gestalt
learning theory.

5 4 3 2 51 Process A, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Bruner's humanistic theory
of motivation and learning.

b) 4 2 52. Process B, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Bruner's humaniscic theory
of motivacion and learning.

5 4 2 53.

Process C, as described in Module #3 of the
Informational Packet, adequately portrays
this aspect of Bruner's humaniscic theory

of motivation and learning.
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Teacher Corps
Department of Education
Idaho State University
Pocatello, ID 83209
March 16, 1981

Dr. Richard McEwing
Department of Education
Idaho State University
Pocatello, ID 83209

Dear Dr. McEwing:

I am in the process of working on my doctoral thesis. I am using a
Delphi technique to gather and finalize my information. I would like
to know if you would care to participate as a member of my Delphi
panel? Your experience--or lack of experience--with the Delphi pro-
cess does not need to be an issue. You will be given complete
instructions. Actucally, it is merely a matter of completing a few
questionnaires.

The tentative title of my proposed thesis is, '"The Development and
Authentication of a Unified Motivation and Learning Theories Model."
Background information will be provided for any questions that you
will be asked to respond to. The questionnaires will be kept simple
and as short as possible in deference to your busy schedule.

I will ask that you return the completed questionnaires within one
week after you receive them. There are two reasons for this request
for a fast turn-around:

1. The presented and answered material will be fresher in your
mind due to the shorter time span between questionnaires.

2. With less down time, I will be better able to keep the flow
of information psychologically current.

The ultimate goal of the questionnaire is to come to an acceptable
consensus (or an acceptable near consensus) regarding the proposed
schematic model. You will have the opportunity to make comments and/
or to change the model if you see fit.

If you are willing to participate in this project, please sign the
attached consent form and return it to me in the attached envelope.
Please put this consent form in the Teacher Corps mailbox by Monday,
March 23, 1981.
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Monday, March 30, providing I have received your consenting signa-
ture, I will put your Delphi panel materials, including your first
questionnaire, in your personal department mailbox. If you decide

against participating on the Delphi panel, you do not need to do any-
thing more.

Thank you for your time and consideration. I hope to hear from you
soon.

Sincerely,

Mickey Ann Parker



DATE

Dear Ms. Parker:

Yes, | am interested in participating on the Delphi Panel concerning your doc-
toral thesis, titled, "The Development and Authentication of a Unified Motiva-
tional and Learning Theory Model."

SEND TO:

Mickey Ann Parker NAME

445 N. Johnson
Pocatello, ID 83204

CL
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March 30, 1981

Dear Delphi Panel Member:

Thank you for agreeing to participate in this Delphi experience. I
realize how busy you are and will do my best, during this project,
to be as efficient with your time as I possibly can.

Enclosed please find your first questionnaire, Informational Packet
(which is yours to keep and use as a reference), and full directions.
Please return to me by April 6, 198l--one week from today.

After receiving all of the completed questionnaires, I will compile
the responses and return them to you so that you may know the re-
sponses of the rest of the panel. At that time, you will also re-
ceive another questionnaire giving you the opportunity to revise
and/or explain your responses. This procedure will be followed un-
til the entire Delphi Panel comes to an acceptable consensus and/or
an acceptable near consensus on all points. (An acceptable consen-
sus 1s a unanimous ranking of 5 or 4 on questionnaire items. An ac-
ceptable near consensus is a one-number spread of 5-4 agreement
among the panel on questionnaire items.)

Again, thank you for your cooperation in this project. It is pro-
fessionals like you who advance the cause of quality education. I
will forever be in your debt. I only hope that I can return the
favor--directly or indirectly.

Sincerely,

Mickey Ann Parker
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THE DEVELOPMENT AND AUTHENTICATION OF A

UNIFIED MOTIVATIONAL AND LEARNING THEORY MODEL

INFORMATIONAL PACKET

by

Mickey Parker

1981



INFORMATIONAL PACKET INDEX

MODULE NAME MODULE #
Informational Packet Introduction ...........iiiiiiiinnnnnnnn.. 1
UMalT Model Description and Explanation .........vvivvecnncnnnn 2
UMaLT Model Application .....iiniiiiniiiiineninnnsnsnsrsnnsonnas 3
Delphi Technique Literature Review ...... ettt ie it 4

Motivational and Learning Theories Literature Review ......... .5



MODULE #1
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by
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INFORMATIONAL PACKET INTRODUCTION

This Informational Packet is intended to serve as a guide and
reference throughout this study for those who participate in the devel-
opment of the questionnaire and for the Delphi panel. The information
contained in the modules that make up the Informational Packet are
to be considered the base from which this study and the Unified Motiva-
tional and Learning Theory Model (hereafter callad the UMaLT Model)
are developed.

This Informational Packet consists of these five modules:

1. Informational Packet Introduction

2. UMaLT Model Description and Explanation

3. UMalT Model Application

4. Delphi Technique Literature Review
5. Motivational and Learning Theories Literature Review

The purpose of this first Informational Packet Introduction module

1. Introduce and give an overview of the Informational Packet.
2. Explain the purpose of each separate module.
3. Explain the purpose of the study.
4. Describe the Delphi technique as it is to be used in this
study along with the duties of the Delphi panel.
Thus, it can be seen that this first module gives a brief overview
of the five modules that make up the Informational Packet, as well

as defines the study and the techniques and input of the research

process.



76

T

The purpose of the second module--UMalT Model Description and
Explanation--is to acquaint the participator with the basic model that
cav: will be expected to interact with in this study. It is this UMaLT
Model with which this study is concerned.

The third module--UMaLT Model Application--demonstrates how five
major learning and motivational theories are applied to the model.

It is the combination of modules two and three that make up the core
of this study.

The fourth module--Delphi Technique Litarature Review--gives
a brief overview of the history and use of the Delphi technique. The
purpose of this review is to give the participators a handy refarence
of basic information about this technique should it be needed.

The fifth and last module--Motivational and Learning Theories
Lirerature Review--briefly reviews the literature of the five major
theories that are to be examined through the use of the UMaLT Model.
The five theories to be covered in the UMaLT Model Application module
and this licerature review module are:

1. Festinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement learning theory.

3. Maslow's hierarchial motivational theory.

4, Gestalt learning theory.

5. Bruner's humanistic theory of motivation and learning.

1 3 . .

lTav is an arbitrarily chosen, artificial word that takes tne
place of he/she, him/her, or his/her(s) and is usad throughout this
paper in an effort to neutralize gender.
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The purpose of this studv is to develop a schematic model that
has the ability to illustrate any motivation and learning theory, thus
enabling professionals and students to compare and analyze the various
theory processes. Through the perfection of this model, it is hoped
that learning and motivational theories can be better understood, and
thereby more aptly appliaed.

The basic Delpni technique consists of questionnaires that are
repeatadly answered and refined until a consensus is reached. The
specific steps that will be used in this study are as follows:

l. A questionnaire will be sent to members of the Delphi panel.

Each panel member is expected to answer the questions accor-
ding to the directions and return the questionnaire. (Ques~-
tionnaires and/cr summaries will be will be returned after
each interraction.)

2. A summary of all of the respoanses will be compiled and sent

back to the panel; ziving each individual the opportunity
to change any of their own responses.

3. A new summary will be preparad and sent to panel members,

(o]
rna

but this time with a maior difference: any rasponses
deviate significantly from the median, panel members will

be asked o justify those responses.

=~

A new summary will be prepared containing the stated
justifications. This time panel members will be asked for
rationalizactions of the counterpositions.

S. The counterpositions will be offered in a new summary along
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with a request for additional appraisals.

6. A final summary will be made when 2 consensus, Or near consen=
sus, is reached. At that peint, it will be considered that
the model is as developed and éerfected as it can be under
the circumstances.

In short, the five modules of the Informational Packet will

provide the basic body of knowledge chat is needed to develop the
UMaLT Model. The end product should rasult in a unified schematic

model that will enable theorists, teachers, and students to better

understand learning and motivational theories.
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UMalT MODEL DESCRIPTION AND EXPLANATION

The primary purpose of this study is to develop a schematic model
that will make learning and motivation theories more comprehensible to
beginning theory students. This can be done by providing a common meth-
od of displaying and integrating theories in such a way that the theories
claim a common language, and can be examined and compared to further the
basic understanding of their processes. Upon ccmpletion, this model
should be interpretable to all who examine iz, establishing common and
necessary communication bases.

It is expectad that each of the five theories/theorists presented
in this study should be able to fit, in eatirety, on the completad model
Figure 1, page 2, illustrates the proposad (MaLT Model (Unified Motiva-
ticn and Learning Theory Model), demonstrating ctne concept that, nct on-
ly are both learning and motivation cyclical in nature, but they are both
incased in the same sphere. This is in centrast to the traditional hi-
erarchial or linear schematics of mos:t learning and motivation theories.
A hierarchial or linear method of notation indicates a stoppage of ac-
tion--internal or axteraal--at some point in the process. Indeed, this
stoppage is rarely, iZ ever, the casa.

The proposed UMalT Model graphically illustrates the inner and
outer processes that take place continually for an individual. All no-
tations within the circle (Figure l, page 2) indicate processes that
take place intermally. This includes the mental processes as wess as
the emotional processes.

The two notatioms that are outside of the circle (Processes G
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and H) are processes that take place extarmally to the individual.

In other words, these processes generally are initciated or created

by someone or something other than the individual.

These processes, depiccad hoth inside and outside of the circle,

(Processes A, E, and F) can take place internally, externally or both

for an individual.

Swonosed M4alT Modal

weivation
dizscnanca)
sacisaceion)l

[T1)

~ o~

a

/

caspouse
(lsazrning ass2)
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The proposed UMaLT Mode! illustratad ou the previous page, depicts
the flow of processes thusly: A stimulus (Process A)--influenced by
an internal avaluation of the situation (Process B) and an expectancy
of an outcome and/or a reward (Process C)--leads to a positive or
negative motivation (Process D), which, in turn, detarmines the effort
put forth in the response (Process E), which then 2ffects the quality
or quantity of the outcome (Process F). The outcome, influenced by
external evaluation (Process G), reward (Procass H), and/or an internal
evaluation (Process 1), then becomes a stimulus (Process A), which then
leads to further action (Process E), thus continuiang the spherical
aature of the stimulus-rasponse-outcome-stimulus process.

The previous stataments describe the flow or coatinuity of the
processes. However, it is important to 2xamine 2ach procass saparately
to determine paramecters and influences in detail.

Process A (stimulus) is shown Soth inside and outside of the
circle because a stimulus can be internal or extarmal. A teacher can
give tav's! students a test (an external stimulus); or an individual
can arbitrarily decide to learm a aew language (an internal stimulus).

After the stimulus is presentad, either externally cr inmceraally,
the individual then evaluates che situation (Process 3) by taking into
cousideration zav's chances of succeeding. This consideration takes

into account past experisances, future hopes, selfi-concepts, preseat

lrav {s an arbitrarily chosen, artificial word that takes the
place of he/she, him/her, or his/her(s) and is used throughout this
paper in an efforc to neutralize gender.
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needs, alternatives, background xnowledge, personal skills, and anything
that is relevant to the situation.

Process B is influenced by Processes C and I. When evaluating
the entire situation, the iadividual takes into consideration tav's
expectancy or conception of whac the outcome and/or reward or feedback
will be (Process C). Ia other words, the individual considers the
value of the reward or feedback to tavself.

Take, for instance, a term paper versus a doctqral thesis: The
reward for a term paper is a grade. However, the‘Success of an individ-
ual's entire doctoral program is dependent on the dissertation. A
term paper can affect the successful passing of a course of study,
wheresas, a thesis can affect the lifetize job options and earnings
of an individual. Consequently, the amount of effort the individual
decides to put forth is directly proportional to the expectad outcome
and/or reward.

In the same manner, Process l-~intarnal evaluatiom--also influ-
ences Process B. If a student believes that zav will feel good about
the outcome; that tav will receive the 2xpectad reward or feedback
(Process H); that tav will be judged fairly (Process G); or thac tav's
success will be directly proportionmal to the amount of effort tav puts
inte the response (Prccess Z), tav will act accordingly. On the ocher
hand, if tav believes that no x;actter how much effort tav puts into
‘che response, tav will not succeed; that the feedback or reward will
not be what tav believes tav should have; that tav will not be judged

fairly; or that the outcome will be small or unimportant to tav, tav
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will have less stimulus emergy to repeat the rasponse in the same way.
In other words, these considerations will affect the strength of the
resultant stimulus, thus influencing Process 3--the situatiomal eavalua-
rion--in determining the degree of motivation tav has for the task.
Process D--motivation--is shown inside the circle because it
represents the disequilibrium that is felc internally when an iadivid-
ual has a need to kamow, to act, or to feel. These needs, in turn, drive
or motivate ;he individual to act (Process E)--externally or intermally.
Motivarion is seen as a teeter-totter concept (Figuras 2) with
a positive dissonance oa ome 2nd and negative dissonance on the other
eand. The amount of disequilibrium decarmines che degrze of satisiac-
tion or dissatisfaction that an individual feels. The stronger the
need or satisfaction (or dissatisfaction), tzhe greater the slant of
the teetar-tottaer. The greazer the degree of positive slanc, the
stronger the motivation tc respond and conversely, the less the

degree of positive slant, the weaker the motivacion to respond.

Positive motivation Nezative motivatioa

Figure 2
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If the positive slant goes below the central point, it then puts
the stremgch of motivation cn the negative side, thus instituting a
negative response (Figure 2, page 5). The strength of the negative
response is determined by the degree of negative slant. In other words,
the degree of positive or negative slant determines the streagth of
the positive or negative response.

As shown, motivation (Process D) is influenced heavily by Process
B and Process C. These two processes and their influences determine
the degree and direction of the motivational siant.

As noted, motivation determines the strength of the stimulated
acrion (Process E). The action can be overt, such as tightening a
bolt on a lawnmower or sharpening a pencil. It can also be internal,
such as changing one's percepticn about a concept or the mental compu-
tation of a mathematical problem.

The effort that goes into the rasponse is directly proportiocnal
to the degree and direction of the slant of the motivational taeter-
toctar. It can also be said that the motivational slant determines
the quality of the response due o influences of Processses 3 and C.
That is to say, Process E--the response--is based on the interralaced-
ness of the degree of dissonance (positive or negative) along with
the individual's evaluation of the.situacion and the expectad outcome
and/or reward.

The act of learning can be considered a rasponse as can the act
of hammering a nail. This process is not to be confused with Process

F which constitutes the outccme of the action. In other words, the
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response or the learning act, should not be confounded with the outcome.
Process E is merely the act of learmiag or the égg‘of responding. If
an individual is in the process of hammering a nail into a board, Pro-
cess E concerns itself with the act of hammering, not the and rasulc of
the hammerad nail.

Process F--outcome--can be either intermal or extermal. It
can be in the form of a mental solution, a decisiom, or 2 visible pro-
duct. It is the outcome of the response or the action.

Process G-—exteraal evaluation--does not always enter the picturs.
There is not always an external evaluation of an individual's rasponse
or outcome.

The phrase, extarnal evaluation, indicates that the avaluacion

is done by someone or something other than the individual who responded
or produced the outcome. That is to say, the avaluation is extarmnal
to the responding individual. Individuals are fraquencly unaware of
the external evaluations that take place. Individuals Decome aware of
evaluations only if the external person or "thing'" offers feedback.

Process H--reward/feedback--is also external to the responding
or producing individual. Even if the individual rewards tavseli, it
is an external process. However, reward is oftentimes influenced by
an excermal evaluation or judgementc. Reawards ars a Lype of fsedback
since they give the individual the resulis of an evaluation of the
individual's responses or outcomes.

External rewards or feedback do not always take place. An indi-

vidual can go from outcome to stimulus without zn external raward or



87

without external feedback.

After the outcome, the iadividual internally evaluates the z2:ffec
upon tavself (Process I). Generaily, it can be said that this is an
evaluation of the outcome (Process F) or the fairmess of the reward
or feedback (process H) to the individual,

Procaess I has a great influence on Process A. The more the indi-
vidual belisves that tav deserves the raward, or that the fesedback
equals tav's own perception of tav's response, the stronger the stimu-
lus toward the next related responsa. Process I is similar to Process
3 in that it is also an intermal avaluation of the situation at that
moment in time.

Process I is also similar to Process D at this point. The feed-
back or reward that an individual receives determinmes, through the in-
fluence of the individual's internal evaluation, the degree of satis-
faction or dissatisfaction that is felt by the individual with the
outccme. These faelings of satisfaction or dissatisfaction could also
be considered a type of internal reward, thus demonstrating a similar-
ity to Process H.

These evaluations then determine the individual's next rasponse
in relation to the particular situation or a similar situation. Thus,
it can be seen that the circle continues, wizh proper adjustments made
by the individual, as tav constantly evaluates and reevaluatas, noc
only the immediate situatiom, but also relatad sicuatioams.

The solid flow lines of the circle and their directiomal arrows

indicate the direccion of movemenc from Process A through Process I,
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Process ¥, and back around =¢ Process A in a clock-wise progression.

The dotted lines indicate influence of processes upon other indi-
cated processes. In other words, solid lines indicate the progression
of processes in the model. Dotted lines, on the other hand, indicate
those processes that ars influential in determining the strength of,
or the weight of, or the imput upon the various processes.

In summary, the proposed UMaLT Model displays the various inter-
nal and external processes that take place when a scimulus is presentad.
It illustrates the direction of process flow and the various influences
that some processas have on other processes. Lt is the strength of
the influences that determine the amount and kind of e=fforz, or degree
of quality or emphasis, that weights the various direct-line processes.
It can be seen at a glance which procasées are interanal or extarnal
o the individual, or which processes have the ability to be both in-
ternal and/or external.

Thus, there is a total unified picture of the various aspects
of learning and motivation. Rather than depicting the processes in
a linear or hierarchial mode--which can be aisleading--the proposed
UMaLT Model illustrates the cyclical nature of motivation and laaruning.

Not all educational learning and =motivational theories agrze with
all parts of the UMaLT Model. Some theoriss do not incorporats Progess
I--rhe internal evaluation process; others recognize only the extarnal
portion of Process F--the outcome process; still others ignoras the
influence of external evaluation--Process G.

Even those theories that agrees on process, of:entimes place their
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emphasis on diffarent processes. 3ome theorias emphasize Procass D--
motivation, whersas others stress the cutcome--Process F. Therefore,
theories that on the surface seem to be the same or similar, yet
place their emphasis on differant processes, give their theories a
whole new meaning.

Terminology is a common roadblock to understanding and comparing
theory contant. Process D clearly illustrates this problem. Whac

one theory terms dissonance; another theory calls sacisfaction ov dis-

satisfaction; another uses the tarm disequilibrium, and yet another

uses the word motivation. Yat all of these theories refer to the same
process.

Consequently, the understanding and comparisom of theories has
been difficulc in the past because of the variecy of tarms in the che-
ory countent. The proposed UMalT Model is intended to help unify term-
inclogy among the theory contents and eliminate this long-time stum-
bling block to comprehension and comparison or parallelization of the
various theories.

As mentioned, the proposed UMaLT Yodel is a uniiied schematic
model that is iatended to have the capability of displaying any learn-
ing or motivational theory. In other words, the proposed UMalT Model
should have che ability to illustrace the plotting of all learning
and motivational theories on this.one schematic form, thus allowing
students, teachers, and theorists to see che intarrelatadness of the

various theorias.

The theories will be illustrated (Figure 3, page Ll) thusly:
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1. The process(es) that is/are ths most strongly smphasized
in a theory, will be shaded the darkest (Processes A and
H in Figure 3).
2. The process(es) that is/are assumed to be included in the
theory, will be the lightest shade (Procsss B in Figure 3).
3. The balance of the procasses cthat are included in the theory,

will be given a medium shade (Processes Z and F in Figure 3.)
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4. Those processes not included in the theory will nect have
any shading at all (Processes £, D, G, and I in Figuré 3.
Each of the five major theories/theorists previously mentioned
will be plottad on the UMaLT Model with approporiate shadings. The
questionnaires will deal with the correctness or applicability of each

theory to the model. The wmodel design will also be guestioned.
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UMalT MODEL APPLICATION

This third model conceras itself with the application of the
UMaLT Model (Unified Motivaticn and Learning Theory Mode}) to five major
learning and motivation theories. Each theory will be plotted on the
proposed model. The theories will be presented in this order:

l. Festinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement learning theory.

3. Maslow's hierarchial motivation theory.

4., Gestalt learning theory.

5. Bruner's humanistic theory of learning and zotivation.

A brief licerature review of aach theorv is presentad in the

(@ 1Y

ifth module, consequently, there is no effort put forth in this module
s0 explain or substantiate theoretical content. A selected biblicgraphy

alsc accompanies zmodula number five.

Application of Festinger's motivational theory of cognitive dissoaance

to tha proposed MaLT Model

Procass A:

For Festinger, an individual's beliefs ares che stizmulil

1

hat pro-
voke action. Although he seems rco empnasize the intermal aspects of the
process, he also considers externmal stimuli. Process A (Figure 1, page
2) is given a medium shade.

Process B:

Process B is also given a medium shade. When the individual is
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determining the implicaticas of tav's® beliefs, tav is svaluating the
situation as it affects tav at thet momenc in time. Festinger believes
that at chis point an individual takes into consideration tav's past
relaﬁed experiences, whether or aot thera are confilicts between condi-

tions or beliefs, and any other pertinent information that tav deems

crucial to the situacion.

2-ovosad "™MalT Model

Theory epassis

! laaludad 3
i 2lecry
! AMaumed 13 de
Pars 32 1leary

Tiguzs | Fagcingar

lTav is an arbitrarily chosen, artificial word that takes the
place of he/she, him/her, or his/her(s) and is used throughout this
paper in an effort to neutralize gendar.
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Process C:

Process C is not included in Festiager's theory.
Process D:

Process D has been given the darkest shading because Fastinger
places his greatest emphasis on cognitive dissonance. Alchough he

stresses the negative aspect of it, he does not mean pegative in the
same way that it is depicted on the model. He merely means an unbal-
ance of the "teetar-totter' concept. Any time that one end of the
teeter-totcer is lower than the other, there is a drive within the

individual to bring the teeter-totter back to an even xeel. Festinger

calls this a nezative drive.

Irrelevance, consonance, and dissonance are all Procass D pro-
cesses within the model. These three motivational possibiliciss re-
flect the strength of the motivation as a result of the individual's
evaluation of belief conflicts.

Process E:

Process E is given a medium shade and is indicated by Fastinger
when he refers to individual's "attampting'” to Iind ways to reduce
drive; or that dissonance "instigates' a process to raduce dissonance.
These statements indicate that the individual is taking action toward
an outcoue.

Process F:
Festinger continually refers to behavior as an outcome €O reduc-

ing a negative drive. He conceptualizes behavior externally, as well

as internally. It is given a medium shade.
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Process G:

Process G is not included in Festinger's theory.
Process H:

Process H is not included in Festinger's theory.
Process I:

Fesctinger refers to Process I--inceraal evaluation--when he indi-
cates that the individual "justifies" and '"rationalizes™ tav's behavior.
He firmly believes that individuals evaluate their nehavior and make
adjustments accordingly--his indication that the.mocivation Drocess
is cyclical and continuous. Process I is given a medium shade.

In summary, it can be said chat Festinger places nis graatest
emphasis on Process D--dissonance. Processes A, B, E, 7, and I ars
also included in his theory. It can also be said that ae does not
take into consideration outccme/reward axpeczance {(Process C), extarnal
evaluation (Process G), or extarnal rewards (Process %) as reslevant

to dissonance or motivatcion.

Application of Skinmer's reinforcement theory to the nromosad UMalLT

Model

Process A:

.

Skinner refers to stimuli fraquently in explaining his theory.
The interesting feature that shows up when applying his theory to the
UMalLT Model, is that rsspondent behavior depends upon an 2xXtarmal stim-

ulus, and tvpe S conditioning emphasizes the importance of the roles

of the extarnal stimulus (Figure 2, page 3).
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Operant behavior, as Skinner sees it, depends on an internal
scimulus. He scatas that the stizmulus is unknown and that it is unim-
portant to know its cause.

The external portion of Process A is an important issue with
Skinner, but not the most important and is given a zedium shade. The
inner portion of Procass A is not important to him and is indicacted

as an assumed procass by a light shade.
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Process 3:

Process B is not includaed in Skinner's :theory.
Process C:

Process C is not included in Skizner's theory.
Process D:

Skinner's only reference to motivation is his beliaf that exhil-
eration is an incentive. That is to say, satisfacticn from achiesvement
can be a motivator. Figure 2 (page 3), therafore, indicatas Process D
as assumed (even though Skinner believes concepts, such as motivation,
merely interfere with the understanding of human behavior).

Prccess E:

Process E is not included in Skinner's theory.
Process F:

Skinner uses the word ''rasponse' co mean "outcome'. His theory
is built around producing 'correct' responses or outcomes. He concerns
himself seriously with the strength of the outcome (strangth of the
outcome meaning the frequency with which the outcome will be repeated).

Although the outcome procass is an important procass to Skinner,
like the stimulus process, it is not the most important process in
his theory. It is, therafore, indicacad on the UMaLT Model merely
as an integral part of the theory, without undue =2mphasis.

Process G:

Skinner theorizes that if ome controls the rewards, one can also

coutrol behavior. In other words, he sees Process H--rewards--as being

primarily determined by someone or something outside the individual
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who is being rewarded or raiaforced. Thus, Figure 2, page 5, shows Pro-
cess G as an essential part of the theory.
Process H:

Process H is given the greatest emphasis on the UMalT Model
since that is where Skinner places his greatest amphasis. He beliaves
that all behavior is controlled by its rewards. He uses the terus,

"rainforcement' to mean the same as rewards. He be-

"consequences' and
lieves that rewards can be positive or negative and that a negative re-
ward can be considered the same as punishment. He also counceptualizes
that rewards ares what give strength to the tvzsponse (the outcome). (As
mentioned, he refars to the strength of an outcome :o mean the fra-

.

quency with which the outcome will be rapeated.)

If Skinner were placing ais rheories on the UMalLTl Model, he
would believe that a non-reward breaks or stops the f£low of che circle,
thus keeping the ocutcome f£rom becoming a s:imu;us. Je would not con-
sider that due to a non-reward (and the individual's internal avalua-
tion of that counsasquence), the outcome merely becomes a diffsrent stim-
ulus. In other words, he would not consider that a non-teward aizht be
thought of as a type of negative reward in the eyes of the individual.

When he refers to a '"reinforcing stimulus", he means a reward
that causes the outcome to become a positive stimulus since it elicits
a positive outcome. That is to say, a ''reiaforcing stimulus"” is a re-
ward that adds strangth to the ocutcome.

Process IL:

As noted, Skinner believes that gcod fselings or exhileration
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are incentives. According to the UMalT Model, good (or bad) feelings
occur as the result of an indiviual's intarnal evaluation of the out-
come and/or the reward. However, Skinner only mentioms chis in passing
and it holds such a weak place in his theory, that it is indicated
as an assumed procass on the UMaLT Model.
In summarizing Skinner's theory placement on the UMalT Model,
his three levels of processes ara:
Level l: Process H, which has the strongest emphasis.
Level 2: Processes A, I, and G--processes that he refers to
frequently, but not with quite the same amount of em-
phasis that he indicatas for Process H.
Lavel 3: Processes D and I--procsssas that he refesrs to briefly,
but dismisses as unimportant or confusing to the issue.
Processes B8, C, and £ are oot included in his theory, even though
logic might indicate that they must be for the theory to have strength
and hang together.

The UMaLT Model illustrates that Process A is externally impor-

ry

tant, but internally assumed; Process D is assumed; Process is strong,
but not paramount; Process G is also strong, but not the dominant pro-
cess; Process H is the process that holds the entire theory together
and is illustrated the heaviest on zhe UMaLT Yodel; and finally, Pro-
cess I is assumed.

Skinner basically believes in the cyclical nature of the systizm.

He explains it through his concept of the reinforcing stimulus. In

other words, although he conceptualizes that the process is generally
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continuous (except in a non~-rewarding sicuation), he beliaves that

it is the reward or reinforcement that causes the process to continue.

Applicatican of Maslow's hierarchial motivation theory to the proposed

UMaLT Model

Process A:

Stimuli are internal intuizive needs in Maslow's ayes. According
to him, these innate needs are the driving force for motivation. His
theory places a strong emphasis on this internal process as illustrated
in Figure 3 on page 10.

Process B:
Tocess B is not included in Maslow's theory.
Process C:

Process C is not included in Maslow's theory.
Process D:

Motivation is another major emphasis in Maslow's needs theory.
The strength of the mocivation~-the degree of slant of the motivational
teater-tottar-—is determined by the internal evaluation (Process I)

and the stimulus (Process A).

in

Process
Process E is not included in Maslow's cheory.
Procéss g
Maslow considers both internal and external outcomes--sven czhough
he only considers internal stimuli. Although che outcome is important

in his thoery, it is not paramount.
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Process G:

Process G is not included in Maslow's theory.

Pronosad Mall MYodel
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?rocess H:
Process H is net included in Maslow's theory even :thcugh he uses

P ans

the tarm ''reward'. His use of the term is, in realizy, cthe same as
the UMaLT Model's term, ''outcome’.
Process I:

Process I is the third major emphasized process in Maslow's
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theory. It is the individual's internal evaluation that determines
whether or not a need is satisfied, thus determining the stimulus. He
uses such phrases and words as, ''a sense of meaning and accomplish=-

"internal rewards" to

ment'; "satisfaction of needs'; "enjoyment'; and
indicate an individual's internal judgemeat or evaluation of that in-

dividual's intermal or external outcome.

When Maslow refers to internal rewards, he is referring to the

goad feelings an individual has about an outcome. That is to say,
the individual has evaluated tav's outcome and found it satisfying.

In summary, it can be noted that Maslow strasses three major
processes=--Procasses 4, D, and I. He acknowledges Process F, although
not with-as much emphasis. He does not taks into consideration the
influences of Procasses 3, C, E, G, or H.

Primarily, Maslow emphasizes inner process, and except for Pro-
cess I, he places little amphasis ca an individual's intermal judge-
ment. He Delieves zhat the subconscious does the driving and that

the individual is merely swept along.

Application of Gestalt lezraing theory co the oroposad UMaLT Model

Process A:

The term ''problem” is consistently usad throughout Gestalc dis-
cussions to indicate a stimulus. A problem (stimulus) is anything
that causes a cognitive imbalance within the individual. Although
a stimulus may be presentad to the individual externally, it is omly

it's effact as an inner stimulus that Gestaltists consider. Hence,
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on Figure &4 below, only the inner portion of Process A is noted. Even
though Gestaltists refer frequently to the "problem”, this is not the

process upon which the greatest emphasis is placed. Therefore it is

illustrated with a amedium shade.
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Process B:
Process B is the process with the most emphasis in Gestal:
theory. This process--situational evaluation--enccmpasses rsarrange-

ment of pravious ideas and experiences, organizatioa of sensory
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information (perception), processes (brain activity causad by environ-
mental experiences), memory traces, repetition, and trace systeams.
None of the cther four theories presentad in this study break this pro-
cess into so many variables.
Process C:

Process C is not included in the Gestal: theory.
Process D:

Process D does not carry as much weight in Gastalt theory as
it does in some of the other theories. Dissonance is oftan raferred
to as a "maintaining stimulus" in some Gestalt writings. This merely
means that unctil the individual has come to a successful solution,
tav is still in a stats of cognitive imbalance and thus, the original
stimulus is still maintained as a stimulus that creates an internal
imbalance.
Process E:

Process £ is not includad in Gestalt theory.

=

Process T:

Process F is raferrad to as a oroblem "solution" rather than
“"outcome' in Gestalt psychology. Since Gastaltists only consider in-
sightful solucions to be valid proof of learning, only the inner aspect
of the process is notad on the (MalLT Model in Figure 4, page 2. AlL-
though this is an important consideration for Gestaltiscs and unique

to their theory, it does not carry as neavy an emphasis as does Pro-

cess 3. Consequently, it carries a medium shade cn the UMaLT Model.
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Process G:

Process G is not included in the Gascal:t theory.
Process H:

Gestalt theorists believe that the strength of an inéighcful
solutioa (Process F) is influenced by the consequences (Process H--
the reward or the punishment) of that solution. Process H is reprasen-
ted by a medium shade oan the UMalT Model.

Process I:

Process I is assumed. Since Gestaltiscs view rewards and punish-
ments as confirming or disconfirming the attempted solutica (outcomes),
it must be presumed that they beliave that the individual evaluates,
not only the outcome, but also the reward or punishment that was re-
ceived as a rasult of that outcome.

In summary, it can be said that Gestaltists placa the graatest
.emphasis on Process B. They alsc include Processes A (ianer process
only), D, F (inner process ouly), and H. Process 1 is assumed.

Except for Process H, Gestaltists are primarily concerned with
inner processes. They believe that anything external co the individual
nas an inner effect and that these inner sffects ara the processes

upon which emphasis should be placed.

Application of Brumer's humanistic learning and motivacion theorv o

the oroposed UMaLT Model

Process A:

Bruner's attention to Process A is somewhar hidden by the use
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of alternative terminology. He speaks of "freeing" che individual

from sgimulus control through cognitive growch. His intention is to
free the individual from the necessity of an external stimulus. He
sees the mature individual as responsive primarily to an inner stimulus.

Figure 5 below, depicts Process A with a medium shade to indicate

Prsoasad (Mall Madal

that although this process does not carry the same weight as Process
B, it is an integral part of Bruner's theory. Both the inner and outer

aspects of the process are considered.
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Process B:

Process B poses the greatest emphasis in 3runer's theory. He
believes that learning takes place primarily through the influence
of intermal reorganization of previous experisnces, knowledge, expec-
tancies, and skills. Underlying patterns that infer rules and princi-
ples allow individuals to transfer previous lsarnings f£rom problem
to problem.

Bruner uses the tarm "active" in relatiomship to Process 3B to
convey the concept that the individual uses inner processes o compare
and question in the selection of the individual's responses. His con-
cept of human beings as information processors, thinkers, and creators
is further evidence of his reliance on Process B as the key o0 under-
standing the learmiang process.

Process C:

Bruner belisves that individuals must have a continucusly avail-
able knowledge of results in order to be effeactive. This indicates
that the individual perpetually expects and adiusts tav's view of tav's
probable outcomes and/or rewards. Process C is illustrated with a
medium shade.

rocess D:

Alchough Bruner is dissonance-orienmted with his motivational
concepts, he believes that there is not much advantage in actampting
to go beyond the concept of an individual, reducing the complexity of
tav's enviromment. Iz other words, he acknowlages the fact that there

is a dissonance-related drive that prcpels people toward action, but
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he sees no use in dwelling on it. Consequencly, Process D is noted

Zlven as

on the UMalLT Model, but it is not 3

trong an emphasis as is

w

Process 3.
Process =:

Bruner believes that individuals learn best when they are
actively involved in the learning process. Although he realizes that
there are internal processes that are important during cthe leaaraning
act, he also places importances on the 2ffeact of a hands-on approach
to learning. In other words, he places a certain amount of =mphasis
on the response-—che lesarning act.

His three modes of coding representation entail both intermal
and external learning action. The enactive mode represants an extarnal
response, whereas the icinic mode represents an incarnal rasponse.

The symbolic mode, with it's thoughc-to-speech concept, reprasents both
internal and extermal action. Figure 3 on page 15 illustrates Process
E with a medium emphasis.

Process F:

Process F is indicated by Bruner's beliaf rhat individuals and
the learning process itself are primarily goal-directed. This process
is given a medium shade on the UMall Model.

Process G:

Process G does not play as strong a role as most of cthe other
processes and yet it is not an assumed process. This process only
comes into play when an extrinsic reward is used, thus suggesting an

external evaluation. Brumer barely meations an external evaluator
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in his writings. Procass G is representad with a medium shade on the
UMalT Model.
Process H:

Brunmer believes thatc ex:rinsic rewards should only be used in
the beginning of a learaning program. He places a low value on rewards
offered by someone or something other than the learner. Zven with
it's low emphasis, Process H is not an assumed process; therefora, it is
representad on the UMalT Model with a medium shade.

Process 1:

Bruner's interest ia self-evélua:ion in relation to the coantinu-
ing motivation of the individual are raflected in Process L on the
UMalT Model. Althougnh an individual's good faelings about rav's out-

tep in the learning process, this is aot as

w

comes are an important
strong a point in this theory as is ?rocess 3 and is illustrated by
a medium color on the proposed UMaLT Mcdel.

In summary, it <an bg seen that Bruner takes into cousidaration
all aspects of the proposed UMaLT Model in his learning and motivation
theory. He places a major emphasis on Process 3. The rest of the
processes are included iz the illustracion even though Procasses D, G,
and 4 are not hign prioricy processes with Bruner.

The five theories that have seen prasented in this module repre-
sent a cross section of disciplines in learning and motivational the-
ories. Although the terminologies differ, processes are remarikably
similar. The descriptioms illustrate that the processes are contin-

wous, with each process leading to the next process. Each process
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has the capability of beginming it's own interrelaced/independent cir-
cle with the original circle continuing.

The use of a common schematic model on which to display seemingly
unrelated theories snables students and theorists alike o better com-
pare, analyze, and understand the various learning and motivational
theories. It makes theory interralatedness, as well as differences,

more obvious and discussable.
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DELPHI TECHNIQUE LITERATURE REVIEW

This literature review is not meant to be comprehensive. Its
purpose is to provide participators in this study with a brief, handy
reference. A bibliograpny is included for those who desire tc follow
up any references used in this review.

The Delphi program of action was originally developed as a pre-
dictive tool to forecast the effects of a nuclear attack on the United
States in the 1950's. Olaf Helmer is credited with being cne of the
originating fathers of this technique and is the authority most often
quoted in the literature.

A Delphi design is used to generate judgmental information and

"... may be characterized as a method for struc-

turing a group communication process so that the
process 1s effective in allowing a group of indi-
viduals, as a whole, to deal with a complex
problem." (Linstone and Turoff, 1975:3)

Helmer (1966:1) notes that the "... Delphi technique is a method
for the systematic solution and collation of expert opinions.'" He
believes that this method of investigation is applicable whenever out-
comes need to be based on informed judgments.

To accomplish a "structured communicaticn', the use of the Delphi
technique provides (Linstone and Turoff, 1975:3):

1. TFeedback of individual contributions or information and

knowledge.

2. An assessment of the entire group's judgments.

3. An opportunity for each individual to revise their views.
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4. A degree of anonymicy for individual responses and for each
individuals.

As can be seen by these four points, the results of a Delphi
can be discerned as the product of a carefully designed and managed
interaction among individuals, information, and judgments. It is
these interactions that create such a unique outcome.

Linstone and Turoff (1975:4) list situational characteristics
that lead to the need for using a Delphi process. The Delphi technique
is useful when:

1. The problem does not lend itself to precise analytical

techniques.

2. The problem can benefit from subjective judgments on a col-
lective basis.

3. Time and money make frequent group meetings infeasible.

4. The heterogenity of the participants must be preserved to
assure validity of the results.

S. Avoidance of the possibility of disagreements among individ-
uals that might bring about severe or politically unpalatable
responses that could possibly necessitate referseing.

Taking into account the above statements, it can be seen that
the development of a model is an authentic application pf the Delphi
treatment., Gideon, et al (1971), in their study of adult/continuing
education, present a model similar in structure to the proposed UMalLT
Model, developing it through the use of a Delphi tachnique.

Fintzy (1974) also used this tool to develop a Conceptual Career



116

Educational Model. Alchough Fintzy's model was primarily descriptive

in nature, he finalized his study wich a schematic representation.

Hellreiger and Slocum (1974:226-227) outline the Delphi process

in six major, generally accented steps. These six steps are:

L.

A questionnaire is sent to specified experts who respond

and return the questionnaire to the sender.

A summary of the responses is compiled and is fad back to

the participants, requesting that they revise their earlier
responses 1if they feel it is appropriate.

A new summary 1is prepared from their returned reactions,

but with a major difference: Those experts whose reasponses
significantly deviate from the median, are asked to juscify
those responses.

Summaries are again prepared and returned tc the participants
along with the stated justificatioms. This time, rationaliza-
tidns of the counterpositions are sought.

The counterpositions are fed back with the request for addi-
tional appraisals.

A final summary is made when a comsensus or near CoONsansus

is reached.

As can be seen by the above statements, this tecinique involves

the systematic refinement of experts' opinions to arrive at a general

consensus.

These steps, in essence, are the steps that this Delphic

study will follow. The questionnaire that accompanies this Informa-

tional Packet for the Delphi panel is Step 1.

1
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Helmer(1966:4) defends the value of the Delphi technique even
when no clear-cut consensus is achieved. He believes that even then,
the technique produces a narrowing of the original spread of opinions
and a condensing of the reasoning process. This helps clarify the
issues by reducing the number of positions to be considered. It is
hoped that a general consensus will be reached in this study; however,

if if is not, a near consensus will be acceptad.
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MOTIVATIONAL AND LEARNING THEORIES LITERATURE REVIEW

This literature review is not meant to be comprehensive. Its
purpose is to provide participators in this study with a brief, handy
reference. A bibliography is included for those who desire to follow
up any references used in this review.

Five major theories/theorists will be presented, representing a
cross-section of motivational and learning theoretical thought. These
theories will be presented in this order:

1. TFestinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement theory.

3. Maslow's hierarchial motivational theory.

4. Gestalt learning theory.

S. Bruner's humanistic theory of learning and motivation.

Festinger's motivational theorv of cognitive dissonance

Cognitive theories permeate, in one way or another, almost all
of the other theories. Hergenhahn (1976:311l) notes that Tolman de-
fines cognitive dissonance as "a psychological state sxperienced when
there is a discrepancy between what is axpectad and what actually

occurs.”" Other terms used for cognitive dissonance are: drive, dis-

equilibrium, expectancy, and motivation.

Festinger defines cognitive dissonance in much the same terms
as Tolman. According to Huse and Bowditch (1973:300), Festinger the-

orizes that "when a person's beliefs do not conform to what actually
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occurs, the person experiences a psychological state called cognitive
dissonance." Festinger is further interpreted as explaining that cog-
nitive dissonance is a negative drive state and that those who experi-
ence it attempt to find ways to reduce the drive. An example is a per-
son who is hungry, seeking to reduce the hunger drive by eating.

Festinger then extsnds this concept from the physical to the cog-
nitive by theorizing that if a discrepancy exists between an individ-
ual's behavior and that individual's evaluation of that behavior, that
individual will justify and rationalize tav's! behavior so as to reduce
the discrepancy (Perkins, 1974:65). In other words, for Festinger, as
for Tolman, cognitive dissonance is an inconsistency between an indi-
vidual's behavior and tav's cognitive response toward that behavior.

The cognitive dissonance theory is more complex than it seems on
the surface. It concerns itself particularly with the complex interre-
lations among the judgments and beliefs that humans have about many
numbers of people, objectives, issues, and other elements in the envi-
ronment that £ill a human being's cognitive life space (Chaplin and
Krawiec, 1974:663-664).

Reducing this complex notion to its simplest form, Festinger be-
lieves that the relationship between two cognitive elements are reduced
to three possibilities. These three possibilities are:

1. Irrelevance--when the beliefs have no bearing on each other.

lTav is an arbitrarily chosen, artificial word that takes the
place of he/she, him/her, or his/her(s) and is used throughout this
paper in an effort to neutralize gender.
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2. Congonance--the result of the implication if the two condi-
tions or beliefs are consistent with each other.
3. Dissonance--when tha two beliefs contradict each other or
imply inconsistent conclusions.
Festinger expands on this last possibility by explaining that
it is not just simple inconsistency that produces dissonance. But

rather that the two beliefs must have confounding behavior implications.

It is this idea of behavior implications that brings to light

a crucial aspect of this theory. This circumstance of physical, emo-
tional, or cognitive dissonance is a drive or motivational state. As
noted earlier, a dissonant relationship between two beliefs creates
an unpleasant drive-like state which instigates a process to raduce
the dissonance and restore the person to a balanced or consonant state.
This motive to reduce dissonance is comparable to achieving a kind
of cognitive homeostasis.
Hoy and Miskel (1978:94) quote Leavitt and Dell as stating,
" .. we must remember motives are not things.
They are states of mind that spring chiefly
from deficiencies, from felt lacks, from an
imbalance between what people have and what
they want."
This quote summarizes the essence of Festinger's motivational
theory of cognitive dissonance more aptly than most. Festinger's be-

lief that humans are driven to act because of a feeling of imbalance,

is repeated throughout motivational and learning theories.
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Skinner's reinforcement theory

Skinner is one of the most widely cited learning theorists today.
His theoretical concepts are easily understood and easily applied to
education and human behavior.

He is considered the father of programmed learning, which in
reality is the educational application of his theory. He is also
considered the intitiator of the behavioral modification movement (al-
though the beginnings of this approach can be seen in Hull's work).
This method of behavioral engineering has become the most widely used,
and many feel the most effective method of working wich disturbed
and retarded people.

Skinner's concepts emphasize the effects cf a response on the
response itself. He concludes that the reward changes the probability
of the response recurring.

He is a "pure' behaviorist whose mechanistic theories view people
as machines that are being pushed around by various forces. He virtu-
ally ignores inner processes, although he believes that exhilaration
or good feelings can act as an incentive. He feels that such concepts
as motivation merely interfere with the understanding of human behavior
(Hoy and Miskel, 1978:93). Ye views intarnal drives or incentives
as relatively useless explanatory conmstructs that are similar to per-
sonality traits (Hilgard and Bower, 1975:243).

Skinner proposes that behavioral occurrences must be described

in terms of things that diractly affect behavior. He feels that it is
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inconsistent with logic to attempt to explain behavior in terms of phys-
iological events. Consequently, his method of research is frequently
referred to as ''the empty organism approach' (Hergenhahn, 1976:113).

Skinner distinguishes two kinds of bazhavior. They are:

1. Respondent behavior.

2. Operant behavior.

Respondent behavior is produced by a known stimulus (Hergenhahn,

1976:84). Reflexes, such as jerking one's hand when touching a hot
stove or dilation of the eye when presented with a darkened room, are
everyday examples of respondent behavior. Put simply, respondent be-
havior is dependent on the stimulus that precedes it.

Operant behavior, on the other hand, is not produced by a known

stimulus. It is arbitrarily produced by the individual (Hergenhahn,
1976:84). Examples of operant behavior are: Learning to sing, ice
skating, or standing up and walking around the room. In fact, most
of our everyday activities can be considered operant behavior.

Skinner does not contend that operant behavior occurs independ-
ently of stimulation, but that the stimulus that causes this behavior
is unknown and that it is not important to know its cause. This is
consistent with his lack of attention to inner procasses.

He stipulates that operant behavior is controlled by its couse-
quences (rewards) and that these consequences ara necessary to increase
operant strength. Consequences can be positive or negative. Negative
consequences ares oftentimes construed as punishment. Punishment has

a wide range of effects, although generally it suppresses the respounse.
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Skinner emphasizes that reward and punishment do not differ merely in
the direction of the changes they induce. Positively rewarded behavior
is likely to be repeated, wharesas negatively rewarded behavior is not
always likely to disappear. In fact, punished behavior will probably
reappear after the punitive contingencies are removed. Consequently,
Skinner argues against punishment because he says that it is ineffective
in the long run (Hergenhahn, 1976:103). In other words, it seems that
punishment merely suppresses behavior and when the threat of punishment
is removed, the rate with which the behavior occurs returns to its
original level. So punishment that often seems to be successful has

in fact only produced a temporary effect.

Skinner finally concluded that simple non-reward is as effective
in extinguishing a habit as a non-reward plus punishment. An example
of this concept is when a mother of a young child ignores tav's temper
tantrum (non-reward) versus dealing with the situation in the same
way but also sending tav to bed without tav's dinner (punishment).

In other words, he believes that the most effective process for elim-
inating undesirable action is to ignore the unacceptable behavior be-
cause behavior persists only when it is being rewarded in some way.
This is true whether it is desirable or undesirable behavior.

Along with the two kinds of behavior described, Skimner  snumer-
ates two kinds of conditioning. They are (Hergenhahn, 1976:85):

1. Type S conditioning.

2. Type R conditioning.

Type S conditioning (also called respondent conditioning) is
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identical to Pavlov's classical conditioning. It is called type S

conditioning to emphasize the role of the stimulus in eliciting the

desired response. The strength of the conditioning is generally deter-
mined by the magnitude of the conditioned response.

Type R conditioning (also called operant conditioning), on the

other hand, emphasizes the behavior and its consequences--ics rewards
(Hergenhahn, 1976:87). In other words, the individual must respond
in such a way as to produce the reinforcing stimulus. It is called

type R conditioning to emphasize the necessary response. It is also

called operant conditioning because it involves operant behavior. It

is this type R conditioning that shows the strength of conditioning
by the response rate.

This operant conditicning process exemplifies contingent rein-
forcement, since getting the reward is contingent upon the individual's

producing a certain response. Hergenhahn (1976:87) explains contingent

reinforcement: Reinforcement happens only if a certain response is

made. If the response is not made, the individual does not receive
the reward. Skinner'’s rz2search has been concerned almost entirely
with type R, or operant conditioning.

There are two general principles associated with type R condi-
tioning. They are (Hergenhahn, 1976:88):

1. Any response that is followed by a reinforcing stimulus

tends to be repeated.
2. A reinforcing stimulus is anything that increases the rate

with which an operant response occurs.
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Skinner does not suggest a rule that could be followed in discov-
ering what would be an effective reinforcer. He merely says that
whether or not something is reinforcing can only be determined by its
effect on behavior. 1In other words, he is not concerned with what the
reinforcer is--merely its effect on behavior.

Behavior modification is a popular use of operant conditioning

principles. Skinner believes that to modify behavior, one merely has
to find something that is rewarding for the individual whose behavior
one wishes to modify. Then wait until the desired behavior occurs
and immediately reward the individual. The rate at which the desired
response occurs goes up when this is done.

In summary, Skinner is considered the father of behavioral modi-
fication and programmed learning. His influence is wide-spread in
educational circles and child~rearing practices.

Most learning theorists look upon learning as a process that
results in behavioral change. However, Skinner says that behavioral
changes are learning and that no further process needs to be inferred.

Although Skinner does not like to be considered purely a behav-
iorist, his theory definitely falls into this category. His theory de-
pends on modifying behavior through a reinforcement program.

Therefore, according to Skinner, if one controls the rewards,

!
one can also control the behavior. This is a most powerful statement

because it becomes not a question of whether behavior is going to be

controlled, but who or what is going to control it.
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Maslow's hierarchial motivation theory

Maslow's needs hierarchy has many followers as well as dis-
claimers. Since he first enumerated his five levels of needs, others
have modified them from a minimum of two levels to a maximum of twenty
levels or classes of needs.

Maslow theorizes that needs are arranged in a hierarchy in such
a way that the lower-level needs must be satisfied before the higher-
level needs come into play. His hierarchy is actually an intuitive
needs ranking. The five levels are:

1. Physiological.

2. Safety.

3. Belongingness.

4. Esteem.

5. Self-Actualization.

This hierarchy was not originally based on any empirical founda-
tion, but was derived primarily from Maslow's own clinical experiences
(Campbell, et al. 1970:354). Figure l on page 10 graphically illus-
trates his hierarchy.

This model of self-developing and self-actualizing (hereafter
noted as S-A) individuals is based on the assumption that people have
innate needs to grow and mature. Maslow assumes that people feel a
sense of meaning and accomplishment in their life and work. As lower-
level needs are satisfied, higher-level needs become activated.

In Huse and Bowditch (1973:64), Maslow's assumptions are stated
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in this manner:

" l. Motives in the adult are highly complex,
and no single motive affects behavior.
Rather, a number of motives may be in op-
eration at the same time.

2. There exists a hierarchy of needs so that
in general, lower-level needs must be at
least partially satisfied before a high-
level need is satisfied.

3. A satisfied need is not a motivator.
When a need is satisfied, another emer-
ges to take its place so that in a sense,
man always remains a wanting being. "

4. The higher-level needs can be satisfied in
many more different ways than can the lower-
level needs. "

|
i
!
(Davelopmentcal) i
Self-Aczualizacion
(Ego)
Zsteen
(Seecial)
3elongingness
Safecy
Physiological
Figure 1 Maslow's Needs Hierarchy j

Two levels can operate at the same time, but the needs at the
lower level take precedence. With this fact in mind, Huse and Bowditch
(1973:66) comment that since the hierarchy covers such a wide span, not
all motives may be classified at one place at one time. In other words,

some aspects of a student's day may be more satisfying than others.



131

Some motives may be involved in class behavior or behavior in a partic-
ular class, whereas, other motives are reserved for behavior in other
classes. An example of this is the music-loving student who is prompt,
prepared, and attentive in band, but exhibits tardy, unprepared, inat-
tentive, and disruptive behavior in English class.

Maslow postulate; that unlike motivation based on primary drives,
motivations based on growth needs do not decrease as the needs become
satisfied. He argues that as people experience growth and S-4, they
desire more S-A. Gaining growth creates a desire for more growth;
whereas, getting food decreases the desire for focd.

Vroom (1964:143) notes that there should be substantial individ-
ual differences in the strength of the S-A need. He feels that there
should be a positive correlation between these needs and the lower
needs. This hypothesis has been both proved and disproved. Quotes
'such as (Vroom, 1964:141): "... What a man can be, he must be...."
by Maslow are too subjective to be testable.

Maslow further believes that an individual derives satisfaction
from jobs which permit tav to use tav's skills and abilities. He ar-
gues that the concept of S-4 could finally explain most of the motiva-
tion in organizations--particularly at the managerial level--where
people are motivated by a desire to S-A.

Maslow's hierarchy of needs is a common approach to studying
motivation. However, he is frequently interpreted too rigidly. Al-
though he maintains that most people have their basic needs in the

approximate order shown in Figure l on page 10, Maslow notes several
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general exceptions; for instance, people who desire self-esteem more
than belongingness or those whose level of aspiration is permanently
dead-ended or lowered (Hoy and Miskel, 1964:99).

Maslow believes that behavior is caused. He believes that peo~
ple work to satisfy needs and in this sense, people are always motiva-
ted. He further beliesves that most of the S-A individual's behavior is
motivated solely by the sheer enjoyment tav obtains from using and de-
veloping tav's capabilities (Lawler, 1973:24). In support of this
statement, Hoy and Miskel (1964:118) note that Hackman and Lawler
found that workers wino had motivational needs for Maslow's higher or-
der factors, tended to work harder.

In summary, it can be noted that Maslow bases his theory on two
fundamental premises. They are (Hellriegel and Slocum, 1974:305):

1. Individuals are wanting beings whose needs depend on what

they already have. Only needs not yet satisfied can influ-
ence behavior. In other words, a satisfied need is not a
motivator.

2. Individual's needs are arranged in a hierarchy of impor-
tance. Once a need is relatively satisfied, another need
emerges and demands satisfaction.

Maslow completely rejects the view that valued outcomes have to
be related to such extrinsic rewards as food or water. He perceives
an unending inner drive that constantly motivates human beings. 1In
fact, he states unequivocally that (Maslow, 19653:8): '"Everyone has

the motivation to create and work, every child, every adult. This
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can be assumed."

It can be said that Maslow sees motivation as an unending process
caused by varying hierarchial levels of stimuli. He conceptualizes
that various levels of stimuli can operate simultaneously. It is the
success of lower~level outcomes that trigger the move to higher-level
outcomes. He briefly refers to external rewards such as food, water,
friends, or promotion, which are in reality, external outcomes that

attempt to meet internal needs.

Gestalt learning theory

Gestalt psychology concerns itself with the organization of the
mental processes. Learning is viewed as the rearrangement of previous
ideas and experiences leading to new patterns of thought or insight.

Max Wertheimer is considered the founder of Gestalt psychology
and Wolfgang Kohler and Kurt Koffka, co-founders. The initial work
of these three was done in the late 1800's and the early 1900's. It
is interesting to note that Gestalt psychology originally began as
a brand of philosophical rationalism.

Gestaltists believe that people experience the world in meaning-
ful wholes. They emphasize the pattern, the Gestalt, the wholeness
of experience and its recollection. They oppose reductionism of any
kind. That is to say, they do not believe in reducing things to the
smallest of parts.

Terms often used to describe Gestalt are: holistic, molar, sub-

jective, nativistic, cognitive, and phenomenological. The only word

i
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that might need further clarification is the term molar. Molar, used

in this context, is defined as a large segment of behavior that is
goal-directed and purposive (Hergenhahn, 1976:239).

Gestalt is the German word for configuration or organization.

The definition given in the Dictionary of Education (Good, 1959:248) 1is:

"

"(Ger., lit, "configuration," '"total structure,"
"form," or ''shape'") a term disignating an un-
divided articulate whole that cannot be made

up by the mere addition of independent elements,
the nature of each element depending on its
relationship to the whole."

This says that the Gestalt phenomenon or the phenomenological

experience is different from the parts that make it up. In fact, the
total is more than the sum of its parts. Each person adds something
to their experience that is not contained in mere sensory input data.
Gestaltists insist that this something is organization--that the brain
organizes sensory information to make the experience more meaningful.
Gestalt psychology explains knowledge and recognition of items

through the concept of perceptual coastancy. Perceptual constancy

refers to the fact that people see an object as the same object under

a variety of circumstances. Even though the actual stimulation changes
radically, the meaning of the object remains constant. In other words,
the meaning an object conveys is much more important than the actual
physical stimulation involved. Hergenhahn (1976:246) explains this

by saying that, the fac; the brain recognizes the same object in various
circumstances, makes conscious experiences much more harmonious than if

individuals had to lsarn to recognize an object anew each time it was
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presented in a different way.

The law of Pragnanz is used as the Gestaltists' guiding principle

in the study of perception, learning, memory, personality, and psyco-
therapy. Hergenhahn (1976:241) quotes Koffka as defining the law of
Pragnanz as follows: '"Psychological organization will always be as
good as the controlling circumstances permit."” To Koffka, the term

good implies such qualities as simple, concise, symmetrical, and harmo-

nious. 1In other words, there is a tendency for every psychological
event to be meaningful, complete, and simple. A good figure, a good
perception, or a good memory cannot be made more simple or more orderly
through any kind of perceptual change or shift. To put it simply,
Koffka believes that there is nothing more a person can do mentally
that can m&ke the conscious experience any more organized.

Following the law of Pragnanz, Gestaltists believe that memories
tend to be complete and meaningful--even when the original experience
is not. Irregular experiences tend to be remembered as regular, unique
events, or they are remembered in terms of something familiar. Minor
flaws or discrepancies in a memory tend to be forgotten.

Koffka reasons that if learning is definmed as a behavior modifi-
cation that results from experience, then each arousal of a process?
can be looked upon as a learning experience. This experience-caused
process can only occur in "pure" form. Each time a process is aroused,

it modifies the individual. That modification influences future

2The term process in the Gestaltan context means the activity
in the brain caused by an environmental experience.
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' form,

experiences. After the experience-caused process occurs in ''pure’
then similar experiences result from the interaction between the pro-
cess and the memory traces (Hergenhahn, 1976:259-260). As the memory
trace becomes more fully established, it has an increasing effect on
experience because it will influence all similar processes that occur
in the future (Hergenhahm, 1976:279).

With repetition, the trace becomes more and more influential
over the process. This 1is to say that as the individual solves more
problems that are similar, tav becomes a better problem-solver.

Hergenhahn (1976:260) notes that Koffka explains improvement in
a skill is the result of the increasing influence of the trace on the
process. He goes on to say that the stronger the memory trace, the
stronger will be its influence on the process. A person's conscious
experience will tend to be more in accordance with the trace than with
the process. In other words, response becomes more automatic, with
little or no conscious thought being given to the response. Most au-
thorities would say at this point, that a habit has been established.

Just as the individual trace exerts a greater influence on fu-
ture processes as it becomes fixed, so does the trace system exeart
greater influence on related processes as it becomes more fixed. The
trace is composed of the numerous interrelated individual traces.

Koffka assumes that through repetition, the trace system becomes

more important that the individual traces that make it up (Hergenhahn,

3Memory traces are the remnants of an environmental experience
after the experience is finished.
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1976:260). This is a holistic attitude. Hergenhahn (1976:260) goes
on to explain this phenomenon:

"Every complex skill can be looked upon as con-

sisting of many processes and their correspoand-

ing traces, and yet each of the individual

traces have in common that they are related

to the same skill.... The 'wholeness' quality

of the skill comes to dominate the individual

traces, thereby causing them to lose their

individuality."”

Gestaltists are thought of as nativists because they believe
that important characteristics of the mind exist independently of ex-
perience. They believe that the brain acts on incoming sensory infor-
mation so as to make it meaningful and organized (the law of Pragnanz).
They do not believe that this is a lesarmed function, but that it is
the result of the brain's structure. They further believe that the
organizational abilities of the brain are genetically determined and
occur in every normal brain (Hergenhahn, 1976:240).

Although Gestaltists primarily stress the genetic factor, they
also take into account the effects of experience. Gestaltists believe
that repetition results in improvement of skill.

Gestaltists look at learning as a special problem in perception.
They believe that when an individual is confronted with a problem, a
state of cognitive disequilibrium is set up and continues until the
problem is solved. According to the law of Pragnanz, cognitive balance
is more satisfying than cognitive disbalance; consequently, cognitive

disbalance has motivational properties that cause individuals to attempt

to regain the balance of their mental systam (Hergenmhahn, 1976:248).
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To motivate an individual, Gestaltists put the individual into a
problem situation. The problem provides maintaining stimuli or dis-
equilibrium which persists until the problem is solved. At this point,
the drive or disequilibrium is reduced, the maintaining stimuli is
terminated, and cognitive balance is obtained.

Gestaltists feel that it is important for the effect of reward
and punishment to be perceived by the individual as belonging to the
outcome. That is to say, they view rewards and punishments as confirm-
ing or disconfirming the attempted problem solutions (Hilgard and Bower,
1975:276-277).

Gestalt theorists also believe that they have been able to demon-
strate that the learner goes from the unlearned state to the learned
state very rapidly and not bit-by-bit. They further believe that a
problem can only exist in one of two states--solved or unsolved. They
believe that there is no state or partial solution in between (Hergen-
hahn, 1976:248).

Hergenhahn (1976:254) explains the problem-solving process that
humans go through. He says that the individual runs chrough a number
of "hypotheses' concerning an effective way to solve the problem. The
individual thinks about all of the ingredients necessary to solve that
problem. Tav then puts them together cognitively, first one way and
then another, until the problem is solved. So, although Gestaltists
sometimes refer to trial and error, they are referring to a cognitive
perception rather than a behaviora; act.

Insight is said to have developed when the individual decides
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that tav has discovered the correct strategy to deal with a problem.
When this solution comes, it comes suddenly. In other words, Gestal-
tists say that the individual gains insight into the answer to the
problem.
*

For insightful learning to take place, it is important that
the individual be exposed to all of the elements of the problem. If
some of the facts are unknown to the individual, tav's behavior will

seem to be blind and groping (Hergenmhahn, 1976:254).

Transposition is the process of applying a principle learned

in one problem-solving situation, to the solution of another situation
(Hergenhahn, 1976:255). Hergenhahn (1976:260) goes a stap further

by explaining the Gestalt view; if the last thing a person does in

a problem-solving situation is to solve a problem, then the solution
becomes ''etched" in that person's mind. This is based on Koffka's

acceptance of the recency principle, which states that what an indi-

vidual does last in a situation is what tav will do if the situation
recurs.

Gestaltists believe that whatever happens to a person influ-
ences everything about tav. They believe that the environment is made
up of interdependent events. This concept is labeled field theory.

In psychology, field theory éssumes that bahavior and/or cognitive
processes are the function of many variables that exist simultaneously.
A change in any one of the variables, changes the effect of all of the
others (Hergenhahn, 1976:263). Thus, people exist in a continually

changing field of influences and a change in any one of them affects
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all of the others.

In summarizing the basic Gestalt theory, it can be seen that
their major concern is with the organization of mental processes. They
believe that people tend to perceive organized patterns, not individual
parts that are merely added together. According to them, the relation-
ship between different parts of a stimulus gives people their meanings.
They believe that all sensory input must be studied together in order
to understand relationships.

Gestaltists view unsolved problems as creating an organizational
disbalance in an individual's mind--a condition that is unnatural.

This ambiguity is looked upon as a negative state that continues until
the problem is solved. They believe that there is no in-between--
problems are either solved or unsolved. To the Gestaltists, it is

the unsolved problem that institutes motivation.

The Gestalt psychologists believe that the after-effects do not
act automatically and unconsciously to strengthen prior acts. Instead,
the effect has to be perceived as belonging to the prior act.

Gestaltists generally agree that lesarning takes place when the
individual comes to understand the basic structure or pattern of rela-
tionships. Learning, to them, occurs when people recognize the rela-
tionships of parts to parts and/or parts to the whole. Learning is
complete when experiences are perceived in a new and more meaningful

way.
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Bruner's humanistic theory of learning and motivation

Bruner is identified as a cognitive learning and developmental
psychologist. His approach to psychology is eclectic and kernels of
his thinking can be traced back to decades of great thinkers and
psychologists.

He seems not to have developed a systematic learning theory as
such. Instead, a generalized theory about, and an outlook concerning,
learning is implicit in his various works. His principle concern is
with the means whereby people actively select, retain, and transfer
information. This is the essence of learning for Bruner.

According to Bruner, individuals do not mechanically associate
responses with specific stimuli. Instead, they tend to infer princi-
ples or rules that underlie patterns which allow them to transfer their
learning to different problems (Bigge, 1976:247). He also sees learn-
ing as being goal-directed.

His feelings on motivation are fairly dissonance-oriented. He
believes that there is not much advantage in trying to go beyond such
concepts as a person attempting to reduce the complexity of tav's en-
vironment. He believes that individuals have a drive to group things
in terms of instrumental relevance.

Bruner's view of learning has two unifying themes. They are
(Bigge, 1976:248-249):

1. Knowledge acquisition is an active process.

2. An individual actively constructs tav's knowledge through



142

relating incoming information to a previously acquired psy-

chological frame of reference.

When Brunmer uses the term active, he is referring to an inner
process in which the individual compares, questions, and selects tav's
responses. In fact, Bruner sees this selective intention of self-
imposed direction as having a biasing effect on knowledge and its use.

When he uses the term, frame of reference, he means a system

of representation or an internal model that gives meaning and organi-
zation to the regularities in experience and allows an individual to

go beyond the information given tav. In other words, Bruner is saying
that each individual is an active participant in the knowledge-getting
process. The individual selects and transforms information, constructs
hypothesis, and alters tav's hypothesis in light of inconsistent or
discrepant evidence. He sees humans as information processors, think-
ers, and creators.

Bruner places great emphasis upon the structured models of the

world with which a culture equips its members. In essence, these

models of the world are the experiences that an individual has, that

help tav learn about the world in a way that enables tav to make pre-
dictions about what comes next (Bigge, 1976:250). Such models make

it possible for people to predict, interpolate, and extrapolate further
knowledge. The existence of these models of the world reflects a gen-
eral tendency to categorize. Experiences are organized to represent,
not. only particulars, but also classes of events from which the par-

ticulars are examples.
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For Bruner, learning involves three almost simultaneous pro-
cesses. They are (Bigge, 1976:250):

l. Acquisition of new information.

2. Transformation of knowledge.

3. Chécking the pertinence and adequacy of knowledge.

Bruner labels his view of learning as instrumental conceptu-

alism. As mentioned, these views or beliefs are centered around two
basic tenets that concern the nature of the knowing process. To recap,
they are (Bigge, 1976:251):
l. An individual's knowladge of the world is based on tav's
constructed models of reality.
2. Tav adopts these models from tav's culture, then adapts
them to tav's individual use.
Therefore, it can be seen that an individual's perception of
an event is primarily a constructive process within which tav infers
a hypothesis by relating tav's sense data to tav's model of the world;
then tav checks tav's hypothesis against additional aspects of the
event. The individual cannot be viewed as a passive, reactive organ-
ism, but rather as an individual who actively seeks information, forms
perceptual hypotheses, and at times, distorts the environmental input
in order to reduce surprise and attain valued goals. Bruner sees this
perception act as one of categorization that is based upon an individ-
uals making an inferrential leap from observed cues to identifying a
class of objects.

Learning--cognitive growth~-depends upon an individual's
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internalizing events into a type of storage system that corresponds to
certain aspects of the enviromment. Through cognitive growth, an in-
dividual is able to gain freedom from stimulus control due to this
mediating process. This type of mediating process transforms the
stimulus prior to response. It can be said that an individual's
maturing intellectual or cognitive growth is characterized by an ever-
increasing independence on tav's responses from the immediate nature
of the stimuli that are involved.

As has already been noted, Bruner opposes the idea that people
are passive receptors of perception, concept attainment, and reasoning.
He believes that each individual's acquisition of knowledge depends
on an active process of construction. Consequently, it is not sur-
prising that he equates learning with thinking (Bigge, 1976:254). For
him, thinking is the process whereby an individual makes sense of the

confusion of perceived facts using the processes of categorization

and conceptualizion.

According to Bruner, individuals categorize by concepts, such
as primary colors, personalicy traits, size, use, and so on. Concep-
tualization occurs through the use of strategies.

He equates intelligence with culture. He feels that, to a
great extent, intelligence is the intermalization of the "tools” pro-
vided by a given culture. In other words, for Bruner, the phrase

culture free means intelligence free.

“The term strategy, means any decision-making sequence that re-
quires mental events that are goal-oriented.
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Bruner integrates his theories about learning with instructional
theories. He believes that a theory of instruction must concern itself
with both learning and development.

He points out that a theory of instruction is both prescriptive

and normative. It is prescriptive in that it proposes rules for
achieving knowledge or skill and provides techniques for measuring
or evaluating outcomes. It is normative in that it sets goals to be
achieved and deals with conditions for meeting those goals (Hilgard
and Bower, 1975:618).

According to Bruner, there are four features that instructional
theories must encompass. They are (Hilgard and Bower, 1975:618):

1. There must be a predisposition to learnm.

2. There must be a structure of knowladge.

3. There must be a specific sequence to the presented materials.

4. The nature and pacing of rewards (moving from extrinsic

to intrinsic rewards) must be specified.

Bruner believes that knowledge has a hierarchial structure

which may be expressed in each of three modes of representation

through the coding or structuring system thac an individual develops.

He emphasizes these three modes of representation in a developmental
sequence. The three modes are (Hilgard and Bower, 1975:619):
l. Enactive--learning through action (essentially a workless
learning, such as learning to ride a bicycle).
2. Iconic--based on representation through perceptual means.

A mental map that allows an individual to follow a route
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from one place to another constitutes such use of an iconic
coda.

3. Symbolic--the translation of experience into words. This

mode eventually allows the types of transformation that
at the later stages, become of such great interest to Piaget,
psycholinguists, and others.

Bruner says that most mature people seem to have proceeded
through these three modes or systems of skills., They generally appear
in the life of a child in the presented order. Each depends upon
the previous one for its development. However, all three of the
modes tend to interact more or less throughout an individual's life.
They are partially translatable into one another.

Bruner uses the terms, coding or coding System to mean a set

of contingently related, nonspecific categories that make up an indi-
idual's pattern of enactive, iconic, and symbolic representation.

An individual's coding system constitutes the structure of tav's
knowledge. 1In other words, it is this coding system that makes it
possible for a person to go beyond the information given. It allows
tav to develop inventive behavior and to be creative. Most of what

other theorists call tranfer of learning can bettar be considered

a case of an individual's applying learned coding systems to new
events. A negative transfer of learning characterizes a case, of
either an individual's misapplying a coding system to a new event or,
of the absence of a coding system that could be applied.

Thus, it can be seen that Bruner sees this process of coding
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as a process within which concepts are combined into generalizations
or knowledge structures, which in turn allow both backward and for-
ward predictions, judgments, and decisions. Successful coding pro-
duces a situation within which new instances can be recognized with
no further learning required, and the memory of instances already
encountered no longer depend upon sheer retention.

Bruner recommends a considerable de-emphasis of extrinsic re-
wards and punishments as learning factors. He believes that external
reinforcement may possibly start a particular response, and may even
lead to its repetition, but it does not nourish the long course of.
learning by which individuals build serviceable models of the world.
Behavior comes under the control of the cognitive structure and oper-
ates more from within when it becomes more long-range énd competency
oriented. In other words, he believes that intrinsic rewards--good
feelings about one's outcomes--are more important and effective than
extrinsic rewards.

Curiosity is almost a prototype of the intrinsic motive, accord-
ing to Bruner (Hergenhahn, 1976:352). He says that curiosity is
an innate human motive. An individual's attention is atzractad to
something that is unclear, incomplete, or uncertain. Bruner further
feels that satisfaction is gained by the achievement of clarity or
even just the search for it--in other words, curiosity-oriented action.

Bruner distinguishes between two end alternative states that
follow an individual's attempt to learn something or master some

task. They are (Bigge, 1976:267):
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1. Success and failure.

2. Reward and punishment.

Success and failure are inherent to the task at hand. Therefore,
they constitute intrinsic motivation. This implies that the success or
failure of the task is judged by the participant tavself.

On the other hand, since reward and punishment are generally con-
trolled by others, they constitute extrinsic motivation. Successful
and unsuccessful attempts at problem-solving are seriously affected by
the use of rewards and punishments.

As previously mentioned, Bruner is not in favor of external re-
wards; however, he does feel that it is often necessary in the initial
stages of learning and problem-solving to resort to beginning with a
regimen of praise and reward for each successful act. He is quick to
add that the optimum motivational technique requires a gradual process
of giving the rewarding function back to the task and the learner.

In summary, it can be said that Bruner believes that humans are
information processors and are not merely passive receivers of facts.
Knowledge acquisition is an active process that relates incoming infor-
mation to previously acquired knowledge.

He emphasizes that it is an individual's models of the world--the
experiences an individual has--that enable tav to predict outcomes.
This helps the individual categorize particulars as well as classes of
events.

According to Bruner, learning invloves acquisition of new infor-

mation, knowledge transformation, and the checking of the application
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and adequacy of knowledge according to the individual's personal per-
ceptions. Thinking is equated with learning for Bruner.

Knowledge is categorized into three levels of hierarchies of a
developmental sequence. They are: enactive, iconic, and symbolic.
Although these are levels of knowladge, they are somewhat age-oriented.

Bruner's philosophies are diverse and eclectic. He is humanistic
in his approach, insisting that intrinsie rewards, rather than extrin-
sic rewards, should be emphasized. He demonstrates Gestaltian views
when he talks about people internalizing according to their own partic-
ular patterns (coding systems). The influence of several theories are
evident in Bruner's theoretical concept. It can be said that he has
taken what he felt was best from several disciplines and integrated

it into a workable theory for learning and motivation.
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UMaLT MODEL QUESTIONNAIRE #1

This questionnaire is composed of two parts. The first part
deals only with the UMaLT Model (Unified Motivation and Learning
Theory Model). The second part concerns itself with the applica-
tion of five learning and motivation theories to the UMaLT Model.

Each question will require a ranking judgement from 5
(strongly agree) to 1 (strongly disagree). You are asked to circle
the ranking of your choice. Each question will also offer you the
opportunity to add comments to any questions you wish.

You are encouraged to refer to the Informational Packet
should any additional information be needed. Although theory re-
views are brief, they encompass the various processes or operations
that are involved in learning/motivation. Those same processes are
incorporated into the UMalT Model applications.

It is requested that you return the completed questionnaire
within seven days from date of reception. There are two reasons
for this request for fast turn-around:

l. The presented and answered material will be fresher in
your mind due to the shorter time span between question-
naires.

2. With less down time, the writer is better able to keep
the flow of information psychologically current.

The following pages contain questions pertaining to the UMaLT

Model itself as well as theoretical application to the UMaLT Model.

Please answer all questions, adding comments if desired.
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UMaLT MODEL QUESTIONNAIRE #1

Delphi Panel Member's Name

Date Questiomnaire Sent

Date Questionnaire Returned

Please return completed questionnaire to:
Mickev Ann Parker
Tzacher Corps
Departmen: of Education
Idaho State Universicy

Pocatello, ID 33209
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UMalT MODEL QUESTIONNAIRE #1

This questiomnaire is composed of twe parts. The first part
deals only with the UMalT Model (Unifiad Motivation and Learning
Theory Model). The second part concerns itself witch the applica-
tion of five learming and motivation theories to the UMalLT Model.

Each question will require a ranking judgement Zrom 5
(strongly agree) to 1 (strongly disagree). You are asked to circle
the ranking of your choice. Each question will also c¢ffer you the
opportunity to add comments to any questions you wish.

You are encouraged to refar to the Informatiomnal Packet
should any additional information be needed. Although theory re-
views are brief, they encompass the various processes cr operations
that are involved in learning/metivacion. Those same processes are
incorporated into the WMalT Mcdel applications.

Ir is requested that you return the completed questiomnair
within seven days from date of reception. There are two rzasons
for this raquest for fast turn-around:

1. The presentad and answered material will be fresher in
vour mind due to the shorter time span between question-
naires.

2. Wirh less down time, the writer is better able to keep
the flow of information psvchologically current.

The follewingz pages contain quastions pertaining to the UMalT

Model itself as well as theoretical application to the UMalT Model.

Please answer all questions, adding ccmments if desired.
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UMaLT Model Questionnaire #l

Part l--UMalLT Model

Please circle the ranking of your choice. Number S5 indi-
cates that you strongly agree with the statement. Number | indi-
cates that you strongly disagree. Pleasa feel free to add con-
cise comments to support your judgement if you so desire.

-

The processes below and on the next Cwo pages adequately por-
tray legitimate processes in the learning/motivatiocn cycle as de-
scribed in Module #2 of the Informaticnmal Packet.

STRONGLY STRONGLY
AGREE DISAGREE
1. Process A ) 4 3 2 1
(Stimulus)
COMMENTS:
2. Process B 5 4 3 2 1
(Situational Evaluacion)
COMMENTS:
3, Process C ) 4 3 2 1

(Outcome/Raward Expectancy)

CCMMENTS:
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(UMaLT Model Questiomnaire #l, continued)

STRONGLY STRONGLY
AGREE DISAGREE
4., Process D ) 4 3 2 l
(Mot ivation)
COMMENTS:
5. Process E b 4 3 2 l
(Response)
COMMENTS:
6. Process ¥ 5 4 3 2 L
(Qutcome)
COMMENTS:
7. Process G 5 4 3 2 1
(External Evaluation)
COMMENTS:
8. Process K 5 4 3 2 1

(Reward)

COMMENTS :
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(UMaLT Model Questiomnaire #l, continued)

STRONGLY STRONGLY
AGREE DISAGREE
9, Process 1 3 4 3 2 1
(Internal Evaluation)
COMMENTS:
10. The proposed MMalc Model 5 4 3 2 1
includes all of the pro-
cesses that take place
during the learning/
motivation cycle.
COMMENTS :

-——— -—

Part 2-~Umalt Model Apolication

Festinger

The processes below and o the next two pages adequately por-
tray legitimate processes of Festinger's motivational theory of cog-
nitive dissonance, as described in Module #3 of the Informational
Packat.

-

11. Process A 5 4 3 2
(Stimulus)

COMMENTS ¢
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(lMaLT Model Questionnairs #l, continued)

Festinger STRONGLY STRONGLY
AGREE DISAGREE
12. Process B 5 4 3 2 1
(Situvational Evaluation)
COMMENTS:
13. Process C 5 4 3 2 1
(Qutcome/Reward Expectancy)
COMMENTS :

l4. Process D 5 4 3 2 1
{Motivation)
COMMENTS :
15. Process E 5 4 3 2 1
(Respecnse)
COMMENTS :
l16. Process T 5 4 3 2 1
(Outcome)

COMMENTS :
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Festinger STRONGLY STRONGLY
AGREE DISAGREE
17. rocess G 5 4 2 1
(External Evaluation)
COMMENTS :
18. Process H 5 4 2 1
(Reward)
COMMENTS :
19. Process I 3 4 2 L
(Internal Evaluation)
COMMENTS :
20. The proposed UMaLT Model 3 3 2 1

includes all of the pro-
cesses that cake place in
Festinger's mocivational
theory of cognicive
dissonance.

COMMENTS :
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Skinner
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The processes below and on the next page adequately portray
legitimate processes of Skinner's reinforcement learning theory,
as described in Module #3 of the Informational Packet.

COMMENTS :

STRONGLY STRONGLY
AGREE DISAGREE
21. Process A S 4 2 1
(Stimulus)
COMMENTS::
22, Process B 5 4 2 1
(Situational Evaluatiom)
COMMENTS
23, Process C 5 4 2 1
(Outcome/Reward Expeczancy)
COMMENTS :
24, Process D 5 4 2 1
(Motivacion)
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COMMENTS :

(Internal Evaluation)

Skinner STRONGLY STRONGLY
AGREE DISAGREE
25. Process E 5 4 2 1
(Response)
COMMENTS:
26. Process T 5 4 2 1
(Outcome)
COMMENTS :
27. Process G 5 4 2 1
(External Evaluaction)
COMMENTS:
28. Progess H 5 4 2 1
(Reward)
COMMENTS :
29. Prccess I 5 4 2 1
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(UMalT Model Questionnaire #1, continued)

Skinner STRONGLY STRONGLY
AGREE DISAGREE
30. The proposed (MaLT Model 5 4 3 2 1

includes all of the pro-
cesses that take place in
Skinner's reinforcement
learning theory.

COMMENTS :

Maslow

The processes below and on the next two pages adequately por-
tray legitimate processes of Maslow's hierarchial motivation theory,
as described in Module #3 of cthe Informational Packet.

31. Process & ) 4 3 2 1
(Stimulus)
COMMENTS:
32. DProcess 3 5 4 3 2 L

(Situatrional Evaluation)

COMMENTS:
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Maslow STRONGLY STRONGLY
AGREE DISAGREE
33. Process C S 4 2 L
(Outcome /Reward Expectancy) ‘
COMMENTS :
34, Process D 5 4 2 1
{(Motivation)
COMMENTS:
35. Process E 3 4 2 1
(Response)
COMMENTS:
36. Process F 3 4 2 1
(Outcome)
COMMENTS:
37. Process G 5 4 2 1

(Extermal Evaluation)

COMMENTS :
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(UMaLT Model Questionnaire #l, continued)

Maslow STRONGLY STRONGLY
AGREE DISAGREE
38. Process H 5 4 3 2 1
(Reward)
COMMENTS:
39. Process I -5 4 3 2 L

(Internal Evaluation)

COMMENTS:

=~
(9]
~
—

40. The proposed UMaLT Model 5
includes all of the pro-
cesses that takes place in
Maslow's hierarchial wmo-
tivation theory.

COMMENTS :
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Gestalt
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The processes below and those on the next page adequately por-
tray legitimate processes of Gestalt learning theory, as described

in Module #3 of the Informational Packat.

STRONGLY STRONGLY
AGREE DISAGREE
41. Process A 5 4 2 1
(Stimulus)
COMMENTS:
42. Process B 3 4 2 1
(Situational Evaluation)
COMMENTS:
43. Process C 5 4 2 L
(Outcome /Reward Expectancy)
COMMENTS :
44, Process D 5 4 2 L

(Motivation)

COMMENTS :
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#l, continued)
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COMMENTS :

(Internal Evaluacion)

Gestalt STRONGLY STRONGLY
AGREE DISAGREE
43. Process E 5 4 2 1
(Response)
COMMENTS:
46. Process F 5 4 2 l
(Qutcome)
COMMENTS:
47. DProcess G 5 4 2 L
(External Evaluation)
COMMENTS:
48. Process H 5 4 2 L
(Reward)
COMMENTS :
49, Process I 5 4 2 l
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(UMaLT Model Questionnaire #1l, continued)

Gestalt STRONGLY STRONGLY
AGREE DISAGREE
50. The proposed UMaLT Model 3 4 3 2 1

includes all of the pro-
cesses that take place in
Gestalt learning theory.

COMMENTS :

Bruner

The processes below and on the next two pages adequately por-
tray legitimate processes of Bruner's humanistic thecry of motiva-
tion and learning, as described in Module #3 of the Informational
Packet.

51. Process A 5 4 3 2 1
(Stimulus)
COMMENTS:
52. Process B 5 4 3 2 1

(Situational Evaluation)

COMMENTS :
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Bruner STRONGLY STRONGLY
AGREE DISAGREE
53. Process C 5 4 2 L
(Qutcome/Reward Expectancy)
COMMENTS:
54. Process D 5 4 2 L
(Motivation)
COMMENTS :
55. Process E 5 4 2 L
(Response)
COMMENTS:
56. Process T 5 4 2 1
(Qutcoume)
COMMENTS:
57. Process G 5 4 2 L

(Extermal Evaluation)

COMMENTS :
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Bruner STRONGLY STRONGLY
AGREE DISAGREE
58. Process E 5 4 3 2 1
(Reward)
COMMENTS :
59. Process I 5 4 3 2 1
(Internal Evaluation)
COMMENTS:
60. The proposed UMalLT Model 5 4 3 2 1
includes all of the pro-
cesses that take place in
Bruner's humanistic che-
ory of learning and mo-
civacion.
COMMENTS:
x * * x
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UMalT MODEL QUESTIONNAIRE #1 COMPILATION

Pare l--MalLT Model

Please circls the ranking of your choice. Number S indi-
cates that you strongly agree with the scatement. Numper | indi-
cacns thac you scronglv disagrze. Plaase feel frese to zdd con-

~isa comments =0 support your judgement iZ vou so desirs.

The processes below and on Ihe next CwWo pages adequataly por-
ray legitimate procasses iIa the learaing/motivacion cycla as de-
seribed in Moduls #2 of che Informaciocnal Packect.

STRONGLY STRONGLY
AGRZZ DLSAGREZ
1. 2Process A 3 A 3 2 1
(Sti:.nul.us) (7)

Proc2ss A Commencs:

4. Learning 2 new language i1s a -esponse Co some other sczimulus
whiczh may de either internmal or axzernal. An arbitrary ceci-
sion does act Saem to be a clear illustrztion 9f an incernal
szinulus.

s

or bozh.

w
V[‘

2. ?Procsass 3 3 4 2 2
{Siguational Zvaluazic

-9
~

(¥S)
~
~~
(¥S)
~—

Process 3 Commencts:

A. Butr I believe that Process C comes befcre 3--in Iac:t a
ceive a situation in which C becomes A (the stimulus). 1
chink that 3 is really mere closely G - the reflactive process.

B. I do not se2 the need C2 crea
cess I, ia the cyclical nazur

-
-4

C. Motivation.
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3. Process C 4 3 2

(Qutcome/Reward Expect...(4) (1) (1) (1)

-

Process C Comments:

A. The illustration usad is not necessari
of a nail" argument applies hera. '"Lif 3
earnings” could also depend on racaiving a passing grade on =z
zerm paper.

3. Your term paper/dissertation exaample assuming an extriasically
motivated reward - why not focus on the reward of quality (as
self perceived) comstructica. Comment (4 as I perceive iz; 2
as your example defines i:),

C. Boch.

4, Tocess D 3 - 3 2 :
(Mocivaticn) (4) (3) (D)

Procz2ss D Comments:

A. I believe positive morcivacion should be illustrated with the
positive side "weighing mors heavily" than the negative side.
r

D could alsc be imfluencial in dezermining 3 and/o

B. I do have problams with Figure 2 - 0 be cemsisteat would it
not be better to use dissomnance/dissacisfaction to make the

"tipping" follow? + ...-rasponse confuses me’
3. reocess E 3 4 3 2 L
(Response) 4y (2) @)

Process L Ccocmments:

Y
~a Y2

A The effor: tha ces inco zhe raspconse 1s nct necessarily Pro-
h > 1
p

y or indireccly) to motivation, expectation
s, situational asvaluation--the response zay
v aay of these.

B. I need morz2 clarification if this is not tO in:;uag ¥, then

wherain his internal awaraness of the process, or is one s0
awars? Perhaps this goes back to D?

C. 3Both.
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6. Process T 3 4 3 2 1
(Qutcome) (4) (@) )

Process 7 Commentcs:

A. The distinction bectween F=g, F=H, and H4=% is inceresting, but
I'm unsure how essenti £ i1s to zhe model atr chis point. In
fact, at this point, I am mors raceptive to siamples

responsa’’ theory.

3. Mecivatcion.

7. Process G 5 4 3 2 L
(Exzernal Evaluation) (3) (2) (2)

Process G Comments:

A. Necessarv only tco the extent that is zwvallable and vitalized.

3. Learning.

i~
—

8. rocess H 3 4 3
(Reward) (2) (1) &)

Procass H Commentcs:

A. This implies reflection which I'm moc sure always akes placs
or is essential zpar:z Irom E.

B. I would creatce 2 arocessas hers, one for external, one Ior

C. Learning - perhaps.

9. Process I 5 ~ 3 2 :
Internal Zvaluacion) (4) (1) (2)

Process [ Comments:

A. It will also influence process A. Depending upoad the amcunt

and exten: of the reilecticn.
3. Ses2 commencs on Process 3, I would not differentiace.

C. Both.
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10. The proposad UMal: Yodel 3 4 3 2 L
includes all of the pro- (3) (2) (1) (1)
cessas that take placs
during the learning/
motivation cycle.

Encire ™alLT Model Comments:

A. "That may take place” buc are not necessarily essenctial.

3. All?? Who knows? Afcer working through this, I don't see wny
vou feel the need to use everyone alse's theories. I like
your theory in and of itsell - it encompasses more than any of
these bacause thsse were never intended to be compraheasive.

C. The possibility must exist that the (MaLT Model may act in-
clude all procasses.

D. The model does not take intc account cognitive developmental
processes (ala Chomsky, Piaget) that affect both motivacion
and learning. The model does not account for structualized
theorty.

Addizional Comments:

A. I wish that this seczicn had b
found when I lcokad az the s
ticans given to :zhe varzicus Pr
quace.

racther =zhan Zirsz, as [
d that the defini-
remely in-ada-

g

Dar= 2-=Umal: Mocdel apnlicacicn

rescingaer

The processes belcw and on the next Iwo pages adequately por-
tray lagicimate procasses o Festinger's motivacional theory of cog-
nicive dissonance, as described in Modula #3 of che Informational
Packat.

11. 2Prccess A 5 4 3 2 !
(Stimulus) (2) ) (2)
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Process A Comments:

Al

C.

Do the beliafs provide the sztimulus or does the dissonance
srovide the stimulus? How does cne discriminate between
"stimulus" and "motivation?”

I don't see Fistinger saving chat the 'beliefs are the stimu-
lus, rather an event (perhaps internal or extarnal) which does
aot £iz a beliel.

3 is undefined.

12. Process 3 5 4 3 2 1
(Situaticnal Evaluation) (4) (2) (1)

Process 3 Comments:

A,

B.

c.

How does the "sizuazional evaluacion' occur? To wna:z extant
is it a result of dissonance? To what sxzent is it a creartor
of dissonance?

- -

Joined with Process I - I would give this a dark shade.

Not so much as Murray. I:'s morve ''values” zhaa "situational

avaluation."
13. Process C 3 s 3 2 L
(Qutcome/Reward Zxpect...((1) (4) (1)

Process C Comments:

A

At this point in Module #3, I anm awars oi two (complimencary
or competing?) frames of referenca: 1) that the process bhe-

2
{ that

ing considerad is "legitimate" and (2) that the pro

considered is adequataly described. S & or

included, I am at a loss for a response.

This may exist ... - as the ... of solving a probiem - the ax-
pected feeling of accomplishment.

I would include this as a majo
as a challenge to essential be
™

iefs by another person(s).
Thers is a tangible raward iIn zeet

ing this challenge.



l4. Process D

(Motivation)

Process D Comments:

A. What this seems to be saying is "dissonance (consonance,
is the fuel chat feeds the fire cf motivation;
dissonance, the more intense che motivation.'
not motivacion.

B. It's a motivacional cheory.

Process E
(Response)

15.

Process E Commencs:

1

A. ''"Taking actien" or
B. Again, not a caczagory.
16. Procaess ¢
(Qutcome)
Process 7 Commencs:
A. Not sure now this differs wich
L7. 2Procass G
(Extermal Zvaluation)

Process G Commentcs:

5 & 3 2

(6) (1)

3 4 3 2

G D

p—

'‘comsidering accion?”

5 4 3 2 L
(4) (3
#13.
5 4 3 2 L
(&) (L) (L )

A. Sze #13 above.

3. I don't see this as a part of the cognitive process
Festinger.

C. Not necessary.

D. I believe that while it may not be scated =xplicitl
an external ''reality cesting' in cognitive dissonan

174

o)
the greater the
Dissonance 1is
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18. Process g 3 4 3 2 3
(Reward) ‘ (L) (1)

o~
[ g
~
—
|3
~

Process H Comments:

A. See #13 above.
3. Unless consonance is a raward.
C. Not necessary.

D. See l7.

19. Process 1 3 4 3 2 L
(Internal Evaluation) (3) (3)
Process I Comments:
A. "Cyclical" seems to zmean ''reoccurrin ."'" "Coantinuous'' seems €O
mean "without stopping.’' Can something be both?
20. The proposed (Mall Yocel b L 3 2 L
includes all of the pro- (2) (3) (1) ()

cesses “hat take place in
Testinger's motivational
theory of cognitive
dissonance.

FTestingar Apolication Commencs:

[Q
o]
t
IA
H
W

A. As described in the paper. It imcludes more procasses tian
Festinger's thaory--than nacsssary =0 explain Tastinger's
theory.

3. 's coo compreheasive. Attribution theory (locus of centTol)

it's
firs your model bectar.
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Skianer

The processas below and on the unext page adequately portray
lagitimate processes of Skinner's reinforcexment 1earnmg theory,
as described in Module #3 of the Infcrmactional Packet

TRONGLY STRONGLY

AGREE DISAGREZ
21. Process & 3 4 3 2 1
(Stimulus) (5) (1) (L)

Process A Comments:

A. Skinner makes a big point chat stimulus is undefined and irrele-
vant in nis theory.

. Tocess 3 3 3 2 L
(Situational Evaluacicn) (2) (2) (3

"~
2
=

Process 3 Comments:

A. See #13 above. I don't think Skinner would dedaca ths 2xis-
rence of a situationmal evaluation; he would claim that we
don't need to underszand it in order ©o pradice zhe benavicr-
al activicies.

8. I don't chink ne deals with this.

23. 2Process C 3 & 2 2 L
(Outcome/Reward Expect ... (1) (1) (3) (2)

Process C Comments:

A. See #13 above. Ses alsc #22 above. It is the expeccancy ©

reward that promote continued behavior.

3. TI: would seem this would be necessary Zor pecsitive rainiorcs-
nent to work.
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24, Process D 5 4 3 2 !
(Motivacion) (1) (2 1) @ W

Process D Comments:

A. Avoidance of dissatisfaccion can also be a activation. I'z
not sure Skinner would make a distinction between ''motivazion”

and "stimulus.' It is not assential zo his zheory.

J

3. I still think Skinner basicallv does wizhout zhis idea.

FRN

23. Process I 5 3 2 L
(Response) (3) (2) )

Process Z Commentcs:

A. The only two parts of the UMaLT Model 2xplicit and assential
in Skinner's theory ars stimulus and Tespomse. It is, iz fact,
referred to as S-RX.

3, I think your choice of word (respomse) is unfcrtuzata Iz this

-

contexe.

26. Process [ 5 4 3 2 !
(Outccae) (3) (1) (1) 1) W)

Process r Comments:

rould have omizzad chis process ian favor of including Process

A Iw jue—4
Z for the reason stated. BSehavioral outcome and response ars
in my opinion, the same in Skimner's theory.
27. Procass G 5 & 3 2 L
(Exzernal Zvaluation) (4) (L)Y (1) O

Process G Cowments:

7 believe Skinmner would agree (as you stataed earlier) that we

\
Iz %)
do things for our own satisfaczion (internal evaluation).

B Vou cdon't elucidate on Process G - your remarks aTe Iore ra-
lated to H.

C. Yot as such.
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-

28, Process Z 3 4 3 2 1
(Reward) (6)

Process d Commencs:

No Comments.

29. Process L 5 4 3 2 !
(Incernal Ivaluacion) (1) (2) (3) (L)

Process I Comments:

A. Are vou saying that Skinner would claim that "an individual can
not be in a position to significantly control tav's own behav-
ier?"

B. I see this 2s a2 refleecctive process not 2 part of Skinner.

C. VYething is intermal - at all to Skinner.
. "Black 2ox'" underscanding of la2arning.
30. The proposad TMalTl Model 3 4 3 2 L
ineludes all of the pro- (2) (3) (2)

cesses that take place in

Skinner's rainforcement
learning cheory.

Encirs Skinner Application Comments:

A. See #25 above. Also see #20.

3. An impor=ant aspect of Skirmmer is ciming in the process =~ bul
this may not be a significant problem omission.

C. Too comprehensive.
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Maslow

The processes below and on the 2ext two pages adequactely cor-
tray legicimace procasses of Maslow's hisrarchial amocivacion theory,
as described in Module #3 of the Infcrmational Packect.

Process A 3 4 3
(Stimulus) (3) (2) (

(V%]
-
.

[38]

[SON Kiand
N~

Process A Commencs:

A. "Seimulus' = "innate needs' (among others).

s - - oy e R )
3. In Maslow, this is confusing with Process I if 1 is Interna..

r

i
(0]
"
0
3]
(0]
3]
&
,_l
n

¢. Stimuli in relation zo Maslow is vou

This viclaces vir-

)]

D. Vou define stimulus as an imcernmal Zorc

tually every standard defimizion of the tarm in American psv-
n I3 - 1 .
chological theory. an ''innate need” is 20t a "stimulus' iz

any gemerally acceptad defizizion of "stimulus.

i~

32. Process 3 3 & 3
(Situacional EZvaluation) (2) (3 (2)

Process 3 Comments:

A. aAn "internal esvaluation' from vour point of view is nmet Tsitu-
ational”?7!

B. Again place with I.

C. GZvaluation?? - zaybe situation - delIinizaly.
3. "Sisuational svaluation" is a strong 2lament
alization" and perhaps ''self-sstaem.' Als
fine "siruacicnal analysis' in the Gestalc
close to now you define "stimulus' w/Maslow.

of "seli-actu~
tha way vou da-

ry comes very

-
o5
11

o]

"

[N
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33. Process C 3 4 3 2
(Qutcome/Reward Expect...(l) (2) (3) (L)

Process £ Cocments:

A. om vour point of view is "imporzant' the same as "essential?"
£

ar this response and ccmment o #36.)

3. I'd like a definicion of this term.

34, Process D 3 3 3 2 :
(Motivation) (&) (2) 1)

Process D Comments:

A. ''Determined by the imtermal evaluatiozn" not che "sizuatiomal
evaluation?"
35. Process Z 5 4 3 2 !
(Response) (L)Y (2) (1) 1) ()

Process & Commencs:

individual has innats needs zhat do not I

>
&

4]

3. I nave a hard time here - The catcegory is noc clear to xe 30
troubles oy response.

(@]
P

Not necessary.
D. Maslow is mors concerned with processas.

36. Process
(Quetcone) (2) (1)

Le5]
(o]}
&
(98]

S
[(S% 1aed
N

Process F Commencs:

I don'rc see the diffsrence decween #33 and #36.

”)
¥
.

3. Would need satisiaction be azn outcome? (Your model does sugz-
gest intermal cutcomes)
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37. Process G 5 & 3 2 L
(External EZvaluz:tiocn) (3) (@) (1)

Process G Commencts:

A. See #13 above.

3. 0.K. in low levels of need, it's not a faczor in upper levels.

38. Process H 3 4 3 2 1
(Reward) (3) (1) (1) (2)

Process 1 Comments:

A. See #13 above.

39. Process 1 3 S 3 2 1
(Internmal Evaluation) (3) (1) (1)

Process I Comments:

A, %ou seem to be stating thact Maslow would not distinguish among
#33, 36, 38, and 39.

3. At all stages?

40. The nroposed UMaLl Model 3 4 3 2 3
includes all of che pro- (1) 4) (1)

cesses that take place in
Maslow's nisrarchial xzo-
tivacion theory.

Fatire Maslow Applicacicn Commencs:

A. See #20 above.

the modei--

I don't feel Maslow's hisrarchy is consistent i
i.e., internal evaluacion is of a different Cvype as one goes

through the stages.

levels, reality = perception of reality, of some pecple are
poor choosers and never learn from mistakes.

C. You don't get at che needs raplacing one anocher on nigher

D. VYes, but iz trivializes the Maslow model.
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Gestal:

The procasses selow and those cn the next page adequately por-
tray legitimacs processes of Gestal: lLearaning cheory, as described
in Module #3 of the Informational Packec.

STRONGLY STRONGLY

AGREZ DISAGREEZ
41. Process A 3 4 3 2 1
(Stimulus) (3) (2) (L) (L

Process A Commencts:

A. "Stimulus' and "problem’ are synonymous.

"~
o

42. Process 3 5 4 3
(Situaticnal Evaluacion) (3) (1) (1)

Process B Commentcs:

A. And all of these ''variables' are synonymous with
evaluation' but discrece from any other proceass.

1~

43, Process C 5 5 3
(Qutcome/Reward Ixpecz...(I) (2) (2) (D

Process C Comments:

A. Se=a i#l3.

3. Scmetimes not a Zactor.

i~
—

L4, DProcess D 3 & 3
(Motivacion) (&) (2) 1)

Process D Comments:

L

A. So Process D is synonymous with Process & "scimulus



45, DProcess t
(Response)

Process E Comments:

3. Iz's really not an imporcant

46. Process ¥
(Qutcome)

Process r Comments:

3 4 3 2 L

(2) (2) (L
factor.

3 4 3 2 1

(2) (2) (3

A. Doesn't necessarilv effect repecicion or contiauation.

w

B. Sees #4

47. DProcess G

(EZxternal Evaluation)

Process G Comments:

A. See #13.

3. Wno is the judge of whecher a sclution is

43. Process B
{(Rewarad)

Process ¥ Ccmments:

A. I don'z think tha: cthis outside

in I.

5 4 3

(3) (1) (2)

14 . a2 (1]
insigntiul?

5 4 3 12 !

(1) (@) @) ) M)

faedback is a parc - canterad

3. I'd give you this if raward wersn't so comnotatively a paycii

as in positive reinforcers.

49, 7Process I
(Iacarnal EZvaluation)

Process I Comments:

]

A. "Insignt'

knows when someone sees the ''dacza'

"~

5 4 3
(5) (1) (1)

is an essential parc of the learning process. Cne

' differencly.
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ws
I~
w
N~
—

30. The proposed UMall Model
includes all of the pro- (L (5 (1)
cesses that cake place in
Gestalc learning theory.

Entire Gestalt Applicacion Commencs:

A. See #20 above.

3. I'm skeptical that any zheory will ever 2nccmpass all cf Ges-
talt theory.
C. Yes, but some categories are made to © the theory incto the

model.

3runer

The processes b2low and cn the next two pages adegquazaly por-
er's humanistic cheory of mociva=-

tray legicimate processes oI 3Brun
#3 of the Informacicnal

zion and learaing, as described Imn Moduls

Packer.

51. Process a 3 & 3 2 i
(Scimulus) (2) (3 (L) L

Pt

Procass A Commenctcs:

- believe 3runer's thecry is ... ners.

32. Process 3 3 4 3 2 L
(Sizuational Zvaluacion) (4) (2) (1)

Drocass B Comments:

A. (Comneczad to I)

B. Not a facror in his theory to zmy knowledge.
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33. Process C 3 4 3 2 1
(Qutccme/Reward Zxpect...(2) (3) (1) (O
Process C Comments:
No ccmment.
34. Process D 3 4 3 2 H
(Motivation) (3) (3) (2)

rocess D Comments:
I would rate this stronger on the satisfaction side.
L

A. I
35. Process E 3 4 2
(Response) (3) (2) @)
Process Z Comments:
A. '"Hands on approach to lsaraing”: ¢ what exzent is this "in-
rarnal'; to what extent 'exctarnal?”
36. Process T 5 4 3 2 L
{Cuccome) (3) (3) (L)
Process T Comments:
No commenct.
57. Process G 3 4 3 2 L
(External Zvaluacion) 2) (3) ) (L)
Process G Commentcs:
No comment.
5 A 3 2 1
(4) (1) (1) (D)

58. Process H
(Reward)

Process ¥ Comments:

No commenct.
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59. Process I 5 & 3 2 1
(Intarmal Evaluation) (6) (1)

Process I Comments:

A. Connect ro 3.

50. The proposad (MalT Model 3 4 3 2 L
includes all of the pro- (3) (4)

caesses that take place in
3runer's humanistic che-
ory of learning and mo-
tivation.

Entire Bruner Apvlication Commencs:

v s oy S ; . ..
A. Possibly - it doesn't include cultural facrors as such, nor
the role of language.

ADDITIONAL COMMENTS:

5
d like £o have a specific lisz of definitciomns of your
-

(41

2. It bothers me that you wrote the learning thecry summar-
ies. Your interpracations ars in some places loose a“‘
tarminology chat £its vour model is used when the aczua
theorist (in my axXperience) never used cthe I2rx or
notion.

B. Some generzl comments:

1. Your "tav'" is a source of cognitive dissonance and
forces me to unnecessarily read sencances several times
in order to understand the essential meaning. There
are ways of writing nom-sexist mazterial without inven-
zing words (i.e. use plural pronouns [cheir, them], use
"cne' as in onesell or cme's own). McGraw HEill publish-
2s an excellent stvle sheer outlining the merhods avail-
able.
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1]

2. Words such as imul which have common-
ly understood meanings in American psychology are so re-
defined that chey become coniusing to the reader.

o]
2]

3. I found Modulz #2 very diffic
with specific "lsarming" and/

o
(Rl

0 apply when dealing
tivational" theories.
inger and Maslow are not
considered bv amost psvchologis tc che best of ay
knowledge) as learning theorists. They are not aver-us-
ing the same questions as in Skinner. Ia order to be
nelpful, each process described in Modula #2 needs a one
or two sentance dafinizicn. TFor instanca, avery tize I
dealt with Process B I nad tc read a page and & half of
matarial to :try to £ a working definitiom.

2}

-
4
ing
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May 5, 1981

Dear Delphi Panel Member:

Thank you for the in-depth responses to the first questionnaire.
The seriousness of your efforts was certainly evident in the schol-
arly theory interpretations that several of you took the extra time
to communicate.

Enclosed is the compilation of this first questionnaire. Your own
answers are circled for your reference. Several points of view are
evidenced in this compilation. Some of the views you may agree
with--some you may disagree with. However, all offer definite food
for thought.

Also enclosed you will find Questionnaire #2. You will notice that
it is identical to Questionnaire #l. This will give you the oppor-
tunity to reflect on the various thoughts of the rest of the panel
and, if you so desire, adjust your own answers accordingly.

The directions for this second questionnaire are identical to those
of the first questionnaire. As in the first questionnaire, you are

asked to return it to me within seven days--by May 12.

Again, thank you for the time and effort you are expending on this
project.

Sincerely,

Mickey Ann Parker
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UMaLT MODEL QUESTIONNAIRE #2 COMPILATION

Part 1--UMaLT Model

Please circle the ranking of your choice. Number 5 indi-
cates that you strongly agree with the statement. Number 1 indi-
cates that you strongly disagree. Please feel free to add con-
cise comments to support your judgement if you so desire.

The following processes adequately portray legitimate pro-
cesses in the learning/motivation cycle as described in Module #2
of the Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
1. Process A 5 4 3 2 1
(Stimulus) (7
Process A Comments:
No comments.
2. Process B 5 4 3 2 1
(Situational Evaluation) (2) (5)

Process B Comments:

A. I still would suggest that I and B could be considered the

same "box." (See redrawn UMalT Model at end of questionnaire.)
3. Process C 5 4 3 2 1
(Outcome /Reward Expectancy) (3) (&)

Process Comments:

No comments.

4, Process D 5 4 3 2 1
(Motivation) (3) &)

Process D Comments:

No comments.
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5. Process E 5 4 3 2 1
(Response) (5) (2)

Process E Comments:

A. Perhaps.

6. Process F ‘ 5 4 3 2 1
(Outcome) 6) (1) -

Process F Comments:

No comments.

7. Process G 5 4 3 2 1
(External Evaluation) 4) (2) (1)

Process G Comments:

No comments.

8. Process H 5 4 3 2 1
(Reward) (2) 3) @

Process H Comments:

No comments.

9. Process I 5 4 3 2 1
(Internal Evaluation) (6) (L)

Process I Comments:

A. See comments on Process B.

10. The proposed UMalLT Model in- 5 4 3 2 1
cludes all of the processes (2) (3) ()
that take place during the
learning/motivation cycle.

Entire UMaLT Model Comments:

A. See redrawn model at end of questionnaire.

B. ...all of the processes that could take place... They are le-
gitimate, but not all presented. They provide a framework. I can-
not think of any additional processes.

C. I'm not sure anyone knows all the processes-—-it covers the
ones it says it covers and they are part of learning and mo-
tivation.
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Part 2--UMaLT Model Applicatiocn

Festinger

The following processes adequately portray legitimate proces-
ses of Festinger's motivational theory of cognitive dissonance,
as described in Module #3 of the Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
11. Process A 5 4 3 2 1
(Stimulus) (4) (2)
Process A Comments:
No comments.
12. Process B 5 4 3 2 1
(Situational Evaluation) (6) (L)
Process B Comments:
No comments.
13. Process C 5 4 3 2 1
(Outcome /Reward Expectancy) (1) (1) &) (1)
Process C Comments:
No comments.
14. Process D 5 4 3 2 1
(Motivation) (6) (1)
Process D Comments:
No comments.
15. Process E 5 4 3 2 1
(Response) (1) (5) (L)
Process E Comments:
No comments.
16. Process F 5 4 3 2 1

(Outcome) (5) (2)



17. Process G
(External Evaluation)

Process G Comments:

No comments.

18. Process H
(Reward)

Process H Comments:

No comments.

19. Process 1
(Internal Evaluation)

Process I Comments:

No comments.

20.

The proposed UMaLT Model in-
cludes all of the processes

that take place in Festing-

er's motivational theory of

cognitive dissonance.

Entire Festinger Application Comments:
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5 4 3 2 1
(2) (&) €Y

5 4 3 2 1
(2) &) (D

5 4 3 2 1
3) &)

5 4 3 2 1
(5) (@)

A. There has been no change in the way Festinger's theory is de-
scribed in your paper and I am not aware of any change in my
reaction compared to the first run.

Skinner

The following processes adepauately portray legitimate proces-
ses of Skinner's reinforcement learning theory, as described in
Module #3 of the Informational Packet.

21.

Process A
(Stimulus)

Process A Comments:

No comments.

STRONGLY STRONGLY
AGREE DISAGREE

5 4 3 2 1
(6) (1




22. Process B
(Situational Evaluation)

Process B Comments:

No comments.

23. Process C
(Outcome/Reward Expectancy)

Process C Comments:

No comments.

24. Process D
(Motivation)

Process D Comments:

A. = stimulus.

25. Process E
(Response)

Process E Comments:

193

5 4 3 2 1
(1) (1) (2) (3)

5 4 3 2 1
(1) (1) (1) @) @)

5 4 3 2 1
(1) (1) 3) @

5 4 3 2 1
(2) (2) (1) (1) 1)

A. R is important because it is the thing that is reinforced.

Unit 3 and I disagree on its importance.

B. Skinner does not deal with internal processing in his theory.
Process F is much closer to his definition of 'response.'

26. Process F
(Outcome)

Process F Comments:

5 4 3 2 1
(3) &)

A. This is important in that it is what is reinforced--I'm hesi-
tant to mark it that high because your model doesn't quite de-

fine it that way.

B. In this model, Process F is Skinner's ''response."

C. = response.

27. Process G
(External Evaluation)

Process G Comments:

A. = reinforcement.

5 4 3 2 1

(4) (2) (1)
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28. Process H 5 4 3 2 1
(Reward) (7

Process H Comments:

A, = reinforcement.
29. Process I 5 4 3 2 1
(Internal Evaluation) (1) (2) (3) (1)

Process I Comments:

A. = reinforcement.
30. The proposed UMalLT Model in- 5 4 3 2 1
cludes all of the processes - (6) (1)

that take place in Skinner's
reinforcement learning theory.

Entire Skinner Application Comments:

A. More than necessary.

Maslow

The following processes adequately portray legitimate proces-
ses of Maslow's hierarchial motivation theory, as described in
Module #3 of the Informational Packet.

STRONGLY STRONGLY

AGREE DISAGREE
31. Process A 5 4 3 2 1
(Stimulus) (2 (3) () (1)

Process A Comments:

A. = needs.

B. I would redefine this as "innate need'--but this would create
problems with the section on Skinner.

32, Process B 5 4 3 2 1
(Situational Evaluation) (1Y 4) (1) )

Process B Comments:

A. Uncomfortable with term''Situational Evaluation."

B. Much closer to ''meed" than "A".
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33. Process C 5 4 3 2 1
(Outcome /Reward Expectancy) (2) (&) (1)

Process C Comments:

A. Somewhat too "stimulus/response" oriented.

34. Process D 5 4 3 2 1
(Motivation) (53) (@) -

Process D Comments:

No comments.

35. Process E 5 4 3 2 1
(Response) (L) (3) (1) (1) (1)

Process E Comments:

No comments.

36. Process F 5 4 3 2 1
(Outcome) (2) (5)

Process F Comments:

A. Person's perception of the outcome is important and not neces-
sarily in tune with reality.

37. Process G 5 4 3 2 1
(External Evaluation) 2) (3) (1) (1)

Process G Comments:

A. Agree with comment B on lst round. {["0.K. in low levels of
need, it's not a factor in upper levels.]

38. Process H 5 4 3 2 1
(Reward) (4) (1) (1) (1)

Process H Comments:

No comments.

39. Process I 5 4 3 2 1
(Internal Evaluation (6) (1)

Process I Comments:

No comments.
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40. The proposed UMaLT Model in- 5 4 3 2 1
cludes all of the processes (1 (6)
that take place in Maslow's
hierarchial motivation theory.

Entire Maslow Application Comments:

A. More than necessary. Would help to have a taxonomy of terms.

Gestalt

The following processes adequately portray legitimate proces-
ses of Gestalt learning theory, as described in Module #3 of the
Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
41. Process A 5 4 3 2 1
(Stimulus) (1) (3) (2) (1)
Process A Comments:
No comments.
42. Process B 5 4 3 2 1
(Situational Evaluation) (6) (1)
Process B Comments:
No comments.
43, Process C 5 4 3 2 1
(Outcome/Reward Expectancy) (5) (2)
Process C Comments:
No comments.
44, Process D 5 4 3 2 1
(Motivation) 3) @
Process D Comments:
A. Internal only.
45. Process E 5 4 3 2 1

(Response) (2) (3 (1) (1)
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Process E Comments:

No comments.

46. Process F 5 4 3 2 1
(Outcome) (1) (3) (3)

Process F Comments:

No comments.

47. Process G 5 4 3 2 1
(External Evaluation) (2) (3) (1) (1)

Process G Comments:

No comments.

48. Process H 5 4 3 2 1
(Reward) . (1) (3) (2) (L)

Process H Comments:

A. If rewards must be external, they are not meaningful as moti-
vation.

49, Process 1 5 4 3 2 1
(Internal Evaluation) &) (3)

Process I Comments:

No comments.

50. The proposed UMaLT Model in- 5 4 3 2 1
cludes all of the processes (1) (5) ()
that take place in Gestalt
learning theory.

Entire Gestalt Application Comments:

A. See #40. [More then necessary. Would help to have a taxonomy
of terms.]
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Bruner
The following processes adequately portray legitimate proces-

ses of Bruner's humanistic theory cf motivation and learning, as
described in Module #3 of the Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
51. Process A 5 4 3 2 1
(Stimulus) (5) (2)
Process A Comments:
No comments.
52. Process B 5 4 3 2 1
(Situational Evaluation) (4) (3)
Process B Comments:
No comments.
53. Process C 5 4 3 2 1
(Outcome /Reward Expectancy) (1) (6)
Process C Comments:
No comments.
54. Process D 5 4 3 2 1
(Motivation) (2) (4) (1)
Process D Comments:
No comments.
55. Process E 5 4 3 2 1
(Response) (2) (5)
Process E Comments:
No comments.
56. Process F 5 4 3 2 1
(Outcome) (3) (&)

Process F Comments:

No comments.



57.

Process

Process G
(External Evaluation)

G Comments:

No comme

58.

Process

nts.

Process H
(Reward)

H Comments:

No comme

59.

Process

nts.

Process I
(Internal Evaluation)

I Comments:

No comme

60.

Entire B

nts.

The proposed UMaLT Model in-
cludes all of the processes

that take place in Bruner's

humanistic theory of learn-

ing and motivation.

runer Application Comments:

A. See
of t
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5 4 3 2 1
(1) (5) (1)

Would help to have a taxonomy

ADDITION

#40. [More than necessary.
erms. |
AL COMMENTS:

A. 1It's difficult to do both tasks at once:
and (2) agree on theorists placement on model.

(1) agree on model,
The model

should be firm first, then placement could follow.

B. 1.

2.
3.

Ditto Additional Comments A-1 (re '"taxonomy' theoretical

2

Ditto Additional Comments A~2--perhaps a quotation.

Ditto Additional Comments B-1.
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June 25, 1981

Dear Delphi Panel Member:

Attached to this letter are revised Modules #2 and #3 and your
third UMalT Model Questionnaire. They are all based on a revised
UMalT Model that has been created from your suggestions.

As before, you are asked to rank the various processes for
the proposed UMalLT Model. However, you will work differently with
the five theories this time. There is only one question for each
theory. 1In essence, you are asked if each theory can adequately
be displayed and concpetually represented on the revised UMalT
Model, using your own interpretation of the theory. If you do not
believe that the UMaLT Model adequately illustrates the theory, you
are asked to explain why.

Remember: It is not important that everyone agree on theory
interpretation. The panel is not required to come to a consensus
on this aspect of the project. The important point to keep in mind
is: Can you plot each theory on the UMaLT Model according to your
own understanding of thrm? The writer's interpretations and appli-
cations are provided merely as guides and illustrations in an effort
to help you understand the potential and the purpose of the UMalLT
Model.

Again, it is imperative that you explain your reasons and
make whatever 'corrections' you believe would solve the problem for
any of your rankings that are below a 4 on the agreement-disagree-
ment scale.

Again I want to thank you for the tremendous amount of help
and support you have given me on this project. I know that this
has certainly infringed on your personal free time. I do, however,
believe that we are now close to the end.

Sincerely,

Redacted for Privacy

Mickey Ann quﬁér
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Module #2

REVISED UMalLT MODEL DESCRIPTION AND EXPLANTION

The primary purpose of this study is to develop a schematic
model that will make learning and motivation theories more compre-
hensible to beginning theory students. It is herein proposed that
this can be done by providing a common method of displaying and in-
tegrating theories in such a way that the theories claim a common
language, and can be examined and compared to further the basic un-
derstanding of their processes. It is intended that upon comple-
tion, this model should be interpretable to all who examine it,
thus establishing common and necessary communication bases.

It is expected that each of the five theories presented in
this study should be able to fit, in their entirety, on the com-
pleted model. Figure 1, page 2, illustrates the proposed revised
UMaLT Model (Unified Motivational and Learning Theories Model),
demonstrating the concept that, not only are both learning and mo-
tivation cyclical in nature, but they are both encased in the same
sphere. This is in contrast to the traditional hierarchial or 1lin-
ear schematics of most learning and motivation theories. A hierar-
chial or linear method of notation indicates a stoppage of action--
internal or external--at some point in the process. This model
contends that a stoppage of the cycle rarely, if ever, takes place.

The proposed UMaLT Model graphically illustrates the inner

and outer processes that take place continually for an individual.
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All notations inside the circle (see Processes B, C, D, I, and 2
in Figure 1, page 2) indicate processes that take place within the
individual. This includes all affective, cognitive, and readiness
operations.

The two notations that are located outside the ¢ircle (Pro-
cesses G and H) are processes that take place externally to the
individual. In other words, these processes generally are initi-
ated or created by someone or something other than the individual.

Those processes depicted both inside and outside the circle
(Processes A, E, and F), are operations and/or events that take

place internally and/or externally to the individual.
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The solid flow lines of the circle and their directional ar-
rows indicate the direction of movement from Process A through Pro-
cess E, Process F, and back around to Process A in a clock-wise
progression. It can be noticed that these lines tie together those
processes or occurrences that can be either internal or external
for the individual.

The dotted lines indicate influence of processes upon other
indicated processes. The dotted lines do not indicate movement or
progression as do the solid lines. The purpose of the dotted lines
is to indicate those processes that are influential in determining
the strength of, the weight of, or the degree of imput upon the
various processes.

In order to fully understand the model, it is important that
the terms that are used be clearly understood. Below is a brief
taxonomy of the process terms that are used in the UMaLT Model.

Process A--Event: An external or internal occurence.

Process B--Perception: An awareness and interpretation of

the event.

Process C--Expectancy: The affective and cognitive projec-

tions of the action, outcome, and/or feedback.

Process D--Motivation: The degree of positive or negative

force that influences the quality, quantity, and
nature of an action.

Process E~~Action: Response to an event.

Process F--Outcome: The result of an action.
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Process G--Extermnal Evaluation: A judgement by someone other

than the individual.

Process H--Feedback: The results--positive or negative--

given to an individual by someone or something
other than the individual.

Process I--Internal Assessment: The individual's personal

judgement regarding tav'sl degree of success.

Process Z--Internal Readiness: The degree of physiological,

mental, emotional, social, and/or cultural matur-
ity base from which an individual operates.

The UMalT Model illustrated on page 2 of this module, de-
picts the flow of processes thusly: An event (Process A)--influ-
enced by the individual's perception of the event and the situa-
tion (Process B) and an expectancy of an outcome and possible ex-
ternal feedback (Process C)--leads to a degree of positive or neg-
ative motivation (Process D), which, in turn, determines the
amount, the quality, and the type of effort that the individual
puts forth in the action (Process E), which then effects the qual-
ity, quantity, and nature of the outcome (Process F). The indi-
vidual's perception and assessment of the outcome (Process I) has
the possibility of being influenced, not only by the individual's
personal perceptions, but also by an external feedback (Process H),

which, in itself, has been influenced by an external evaluator

1 Tav is an arbitrarily chosen, artificial word that takes
the place of he/she, him/her, or his/her(s), and is used through-
out this paper in an effort to neutralize gender.
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(Process G). The assessed outcome now either becomes a new event
or it triggers some sort of a related event; or a totally differ-
ent event takes its place, thus continuing the spherical nature of
the event-action-outcome-event process.

Process Z--the individual's internal readiness-—is shown on
the UMaLT Model as a free floating, free form process to signify
its capability to permeate and influence all of the UMalT Model's
processes. Every perception, action, assessment, prediction, de-
cision, and judgement of the individual has the capability of be-
ing influenced by this internal readiness or level of physiologi-
cal, mental, emotional, social, and/or cultural maturity.

The previous statements describe the flow of the UMaLT Model
processes. However, it is important to examine each process sep-
arately to determine parameters and influences in detail.

Process A (event) is shown both inside and outside of the
circle because an event or occurrence can be internal or external
(e.g., A teacher can give a student a test--an external event for
the student; or an individual can arbitrarily decide to think
about a loved one--an intermal event.)

After the event has occurred--externally or internally-~the
individual then considers that event according to tav's own percep-
tions (Process B). This perception takes into account, and is in-
fluenced by action, outcome, and feedback expectancies (Process C).

In the same manner, Process I--internal assessment--also in-
fluences the individual's perception of the situation. If tav be-

lieves that tav will feel good about the outcome, then Process I
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influences Process B in such a way that Process B adds weight or
strength to a positive motivation (Process D) for the individual.
On the other hand, if tav anticipates that tav will not feel good
about the outcome (due to unfair feedback, lack of relevance of
the outcome to tav's life, or if tav believes that tav is not ca-
pable of producing the outcome to a specified standard), Process B
will be negatively influenced and will, therefore, lend a negative
weight to the character and strength of the individual's motiva-
tion (Process D).

Motivation--Process D--is shown inside the circle because
it represents the disequilibrium that is felt internally when an
individual has a need to know, to act, or to feel. These needs,
in turn, drive the individual to act (Process E)--externally or
internally. As previously mentioned, the potency and character of
the motivational drive is determined from the inputs of B, C, I,
and Z in relation to Process A.

Motivation is seen as a teeter-totter concept (Figure 2,
page 7) with a positive dissonance at one end and a negative dis-
sonance at the other end. The amount of disequilibrium determines
the degree of dissonance that the individual feels. The stronger
the drive, the greater the slant of the teeter-totter. The
stronger the degree of positive slant, the stronger the motivation
toward action, and conversely, the less the degree of positive
slant, the weaker the motivation to respond.

If the positive slant goes below the central point, it then

puts the strength of motivation on the negative side, thus
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Positive motivation Negative motivation

Figure 2

instituting a negative response or action. The strength of the
negative response is determined by the degree of negative slant.
In other words, the degree of positive or negative slant deter-
mines the strength of the positive or negative action (Process E).

As noted, Process D determines the strength and nature of
the stimulated action (Process E). This action can be overt, such
as tightening a bolt on a lawnmower or sharpening a pencil. It
can also be internal, such as changing one's perception about a
concept or the mental computation required to solve a mathematical
problem. The effort that goes into the action is directly propor-
tional to the degree and direction of the slant of the motivation-
al teeter-totter.

Process E must not be confused with Process F--outcome.
Process F constitutes the outcome of an action. In other words,
Process E is the action that leads to an outcome. If an individu-
al is in the process of hammering a nail into a board, Process E

concerns itself with the act of hammering, not the end result of
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the hammered nail.

Process F--outcome--can also be either internal or external.
The outcome can be in the form of a mental solution, a decision,
or a visible product. Process F is the result of an action.

Process G--external evaluation--does not always enter the
picture. 1In other words, there is not always an external evalua-
tion of the individual's action or outcome.

It is also possible that an external evaluation can take
place without the individual's knowledge. Unless the external
evaluator provides the individual with some sort of feedback Pro-
cess H), the individual cannot incorporate that knowledge into
tav's internal assessment (Process I) operation.

Process H--feedback--is also external to the responding or
producing individual. Rewards are a type of feedback since they
give the individual the results of an external evaluation.

Like Process G, external feedback does not always take
place. An individual can go from outcome to internal assessment
(Process I) without any external feedback. However, if there is
feedback, the individual includes that information into the inter-
nal assessment (Process I) operation. It is at this point that
the individual decides whether or not tav is content with the out-
come, the feedback (if there was feedback), and whether to repeat,
alter, or change the event. Process I has a great influence on
Process A. The more the individual believes that tav was success-
ful, the stronger the movement toward repeating or approximating

the successful outcome. Process I is similar to Process B in that



209

it also is an internal judgement of the situation at that moment in
time.

Process I is also similar to Process D at this point. The
individual determines tav's degree of satisfaction or dissatisfac-
tion based on tav's previous expectancies, inputs, outputs, and
other attributing factors. These satisfied or dissatisfied feelings
can also be considered a type of positive or negative internal re-
ward for the individual.

The internal assessment that takes place in Process I deter-
mines the individual's next event and resulting action in response
to the particular situation, or at a later date to a similar situa-
tion. Thus, the circle continues, with continual adjustments made
by the individual, as tav constantly evaluates, reevaluates, and
assesses, not only the immediate occurrences, but also related
situations.

In summary, the proposed UMaLT Model displays the various
internal and external processes that take place when an event
occurs. It illustrates the direction of process flow and the var-
ious influences that some processes have on other processes. It is
the strength of those influences that determine the amount and kind
of effort, or degree of quality or emphasis, that weights the var-
ious direct-line processes. It can be seen at a glance which pro-
cesses are internal or external to the individual, and which pro-
cesses have the ability to be both internal and/or external.

Thus, there is a total interrelated picture of the various

aspects of learning and motivation. Rather than depicting the
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processes in a linear or hierarchial mode--which can be mislead-
ing--the proposed UMaLT Model illustrates the cyclical nature of
motivation and learning.

Not all educational learning and motivational theories agree
with all parts of the UMaLT Model. Scme theories do not incorpor-
ate Process I--the internal assessment process; others recognize
only the external portion of Process F--the outcome process; still
others ignore the influence of external evaluation and the resul-
ting feedback--(Processes G and H).

Even those theories that agree on process, oftentimes place
their emphasis on different operations. Some theories emphasize
Process D--motivation, whereas others stress outcome—--Process F.
Therefore, theories that, on the surface, seem to be the same or
similar, yet emphasize different processes, take on a whole new
meaning that is not always easy to discern.

Terminology is a common roadblock to understanding and com-
paring theory content. Process D clearly illustrates this problem.

What one theory terms dissonance; another theory calls satisfaction

or dissatisfaction; another uses the expression disequilibrium,

still another prefers the designation drive, and yet another the-
ory uses the word motivation. However, all of these theories are
refering to the same process. This type of term conglomerate is
frequently confusing to beginning theory students, affecting their
ability to understand, analyze, compare, and apply and/or observe
various theories. The proposed UMaLT Model is intended to help

unify terminology among the theory contents and eliminate this
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long-time stumbling block to comprehension and comparison or paral-
lelization of the variocus theories.

As previously mentioned, the proposed UMalT Model is a uni-
fied schematic model that is intended to have the capability of
displaying any learning or motivational theory. In other words,
the proposed UMaLT Model should be able to illustrate the plotting
of all learning and motivational theories on this one schematic
form, thus allowing theory comparisons.

The processes included in each theory will be identified in
this manner (see Figure 3, page 12):

1. The process(es) that is/are the most strongly emphasized

in each theory, will be shaded the darkest (e.g., Pro-
cesses A and H in Figure 3).
2. The process(es) that is/are assumed to be included in
the theory, will be given the lightest shade (e.g., Pro-
cess B in Figure 3).
3. The balance of the processes that are included in the
theory will be given a medium shade (e.g., Processes E,
F, and Z in Figure 3).
4. Any process(es) not part of the theory will not have any
shading at all (e.g., Processes C, D, G, and I in Fig-
ure 3).
In Module #3, each of the five major theories previously men-
tioned will be plotted on the UMaLT Model with their appropriate
shadings. It is hoped that this revised version of the proposed

UMaLT Model will more universally represent learning and motivation
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Module #3

REVISED UMaLT MODEL APPLICATION

This third module concerns itself with the appl;cation of the
UMaLT Model (Unified Motivation and Learning Theory Model) to five
ma jor learning and motivation theories. Each theory will be plot-
ted on the proposed UMaLT Model. The theories will be presented
in this order:

l. Festinger's motivational theory of cognitive dissonance.

2. Skinner's reinforcement learning theory.

3. Maslow's hierarchial motivation theory.

4. Gestalt learning theory.

5. Bruner's humanistic theory of learning and motivation.

A brief literature review of each theory is presented in the
fifth module, consequently, there is no effort put forth in this
module to explain or substantiate theoretical content. A selected
bibliography also accompanies module number five.

It is to be noted that the theory interpretations and UMalT
Model applications are the writer's own. Not all panel members
will necessarily agree on theory interpretations (thus affecting
UMaLT Model applications). 1In fact, it is not necessary to be in
agreement on interpretations. It is only necessary to come to an
agreement on a universally viable schematic model upon which learn-
ing and motivational theories can be adequately plotted.

Consequently, the purpose of this module--the application of
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learning and motivation theories to the proposed UMalLT Model as in-
terpreted by the writer--is to give the Delphi panel members a ba-
sic understanding of the expected plotting method and technique to
be used with this model.

In the end, it is important that each of the panel experts
be able to plot the theories according to their own theory inter-
pretations. It is this capability that will advise this body of

participants regarding the universality of the UMaLT Model.

Application of Festinger's motivational theory of cognitive disso-

nance to the proposed UMaLT Model

Process A:

For Festinger, challenges to an individual's beliefs are the
events that provoke action. Although he seems to emphasize the in-
ternal aspects of the process, he also takes into consideration the
influences of extermal occurences. Process A (Figure 1, page 3) is
given a medium shade.

Process B:

Process B is also given a medium shade. When the individual
is determining the implications of tav'sl beliefs, tav is evaluat-
ing the event as it affects tav at that moment in time. Festinger
believes that at this point an individual considers tav's past re-
lated experiences, conflicts between conditions or beliefs, and all

other information that tav deems crucial to the situation.

1 Tav is an arbitrarily chosen, artificial word that takes
the place of he/she, him/her, or his/her(s), and is used through-
out this paper in an effort to neutralize gender.
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Process C:

Process C is not included or not considered significant in
Festinger's theory.

Process D:

Process D has been given the darkest shading because Festing-
er places his greatest emphasis on cognitive dissonance. Although
he stresses the negative aspect of it, he does not mean negative in
the same way that it is depicted on the model. He merely means an
unbalance of the "teeter-totter" concept. Any time that one end of

the teeter~totter is lower than the other, there is a drive within
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the individual to bring it back to an even keel. Festinger calls

this a negative drive.

Irrelevance, consonance, and dissonance are all Process D op-
erations within the model. These three motivational possibilities
reflect the influences brought to bear on the individual's motiva-
tion as a result of tav's evaluation or perception of tav's belief
conflicts.

Process E:

Process E is given a medium shade and is indicated by Fes-
tinger when he refers to an individual's "attempting" to find ways
to reduce drive; or that dissonance ''instigates' a process to re-
duce dissonance. These statements indicate that the individual is
taking action toward an outcome.

Process F:

Festinger continually refers to behavior as an outcome to re=
ducing a negative drive. He conceptualizes behavior externally,
as well as internally. It, too, is given a medium shade.

Process G:

Process G is not included or is not considered significant
in Festinger's theory.
Process H:

Process H is not included or is not considered significant
in Festinger's theory.
Process I:

Festinger refers to Process I--internal assessment--when he
1

indicates that the individual "justifies" and '"rationalizes" tav's
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behavior. He firmly believes that individuals assess their behavior
and outcomes and make adjustments accordingly~-his indication that
the motivation process is cyclical and continuous. Process I is
given a medium shade.

Process Z:

Process Z is not included or is not considered significant in
Festinger's theory.

In summary, it can be said that Festinger places his greatest
emphasis on Process D--motivation. Processes A, B, E, F, and I are
also included in his theory. It can also be said that he does not
take into consideration, or does not consider significant, expec-
tancy--Process C, external evaluation--Process G, feedback--Process

H, or internal readiness-~Process Z as relevant to motivation.

Application of Skinner's reinforcement theory to the proposed UMalT

Model

Process A:
Skinner refers to stimulus frequently in explaining his

theory. In most instances, the term stimulus or stimuli is trans-

latable to the UMalT Model term, event.

An interesting feature shows up when plotting this theory on
the UMaLT Model: Respondent behavior is shown to depend upon an
external event, and type S conditioning emphasizes the importance
of the role of the external event (Figure 2, page 6).

Operant behavior, as Skinner sees it, depends on an unknown

internal stimulus or instigator. He states that the "stimulus" is
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not only unknown, but that it is unimportant to identify it in order
to obtain predictable behavior.

The external portion of Process A is an important issue with
Skinner, but not the most important process and is given a medium
shade. The inner portion of Process A is of insignificant conse-

quence to him and accordingly is left blank.
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Process B:

Process B is not included or is not considered significant in

Skinner's theory.
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Process C:

Process C is not included or is not considered significant in
Skinner's theory.
Process D:

Process D is not included or is not considered éignificant in
Skinner's theory.
Process E:

Process E is not included or is not considered significant in
Skinner's theory.
Process F:

Skinner uses the term response to mean outcome. His theory

is built around the production of "correct' responses or outcomes.

He concerns himself seriously with the strength of the outcome
(strength of outcome meaning the frequency with which the outcome
will be repeated).

Again, Skinner 1is only concerned with observalbe outcomes.
Consequently, the inner representation of the outcome process is
left blank on the proposed UMaLT Model.

Although the external (observable) outcome process is an im-
portant operation to Skinner, like the external event process, it
is not the most emphasized operation in his theory. It is, there-
fore, indicated on the UMaLT Model merely as an integral part of
the theory, and given a medium shade.

Process G:
Skinner theorizes that if one controls the feedback, one can

also control behavior. In other words, he sees Process H as being
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primarily determined by someone or something outside the individual
who is being reinforced through feedback. Thus, Figure 2 (page 6),
shows Process G as an essential part of the theory and shaded with
a medium hue.
Process H:

Process H is given the greatest emphasis on the proposed
UMaLT Model since this is the operation that Skinner stresses the
strongest. As mentioned in the Process G explanation above, he be-
lieves that all behavior is controlled by its rewards. He uses the

terms rewards, consequences, and reinforcement to mean the same as

feedback. He believes that feedback can be positive or negative and
that negative feedback can be considered the same as punishment. He
also conceptualizes that feedback is what gives the strength (fre-
quency of repetition) to the response (outcome).

When he refers to a reinforcing stimulus, he means feedback

(a reward) that causes the outcome to become a positive stimulus
(event) since it elicits a positive outcome. That is to say, a re-

inforcing stimulus is feedback that encourages outcome repetition.

Process I:

Process I is not included or is not considered significant in
Skinner's theory.
Process Z:

Process Z is not included or is not considered significant in
Skinner's theory.

In summarizing Skinner's theory placement on the proposed

UMaLT Model, his two levels of processes are:
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1. Process H--the operation with the strongest emphasis.

2. Processes A, F, and G--processes that he refers to fre-

quently, but not with the same degree of emphasis that he
indicates for Process H.

Although he briefly, refers to Processes D and I, he dismisses
them as insignificant. Consequently, they are not accented on the
UMalT Model. Processes B, C, E, and Z are also not included in his
theory, or are not considered significant, even though logic might
indicate that they must exist for the theory to have potentcy and
hang together.

Skinner basically believes in the cyclical nature of the
system. He explains it through his concept of the reinforcing
stimulus. In other words, although he conceptualizes that the pro-
cess is generally continuous (except in a non-rewarding situation),
he believes that it is the feedback operation that causes the pro-

cess to continue.

Application of Maslow's hierarchial motivation theory to the pro-
PP Y P

posed UMaLT Model

Process A:

Events are internal intuitive needs in Maslow's eyes. Accord-
ing to him, these innate needs are the driving force for motivation.
His theory places a strong emphasis on this internal operation as
illustrated in Figure 3 on page 10.

Process B:

Process B is not included or is not considered significant in
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Maslow's theory.
Process C:

Process C is not included or is not considered significant in
Maslow's theory.

Process D:

Motivation is another major emphasis in Maslow's needs theory.
The strength of the motivation--the degree of slant of the motiva-
tional teeter-totter~-is determined by a previous internal assess-
ment (Process I) as well as Process A.

Process E:

Process E is not included or is not considered significant in
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Maslow's theory.
Process F:

Maslow considers both internal and external outcomes--even
though he only considers internal events. Although the outcome is
important in his theory, it is not paramount and is given a medium
shade.

Process G:

Process G is not included or is not considered significant in
Maslow's theory.

Process H:

Process H is not included in Maslow's theory or not consid-
ered significant even though he uses the term reward. His use of
the term is, in reality, the same as the UMaLT Model's use of the
term, outcome.

Process I:

Process I is the third strongly emphasized process in Maslow's
theory. It is the individual's internal evaluation that determines
whether or not a need is satisfied, thus determining the nature and

strength of the new event. He uses such words and phrases as, "a

sense of meaning and accomplishment'; "satisfaction of needs"; "en-

joyment"; and "internal rewards'" to indicate an individual's inter-

nal assessment of that individual's internal or external outcomes.
Process Z:

Process Z is not included or is not considered significant in
Maslow's theory.

In summary, it can be noted that Maslow stresses three major
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operations--Processes A, D, and I. He acknowledges Process F, al-
though not with as much emphasis. He does not take into considera-
tion or consider significant, the influences of Processes B, C, E,
G, H, or Z.

Primarily, Maslow emphasizes inner processes. Except for
Process I, he places little emphasis on an individual's internal
judgements. He believes that the subconscious does the driving and

that the individual is merely swept along.

Application of Gestalt learning theory to the proposed UMaLT Model

Process A:

The term, problem is consistently used throughout Gestalt
discussions to indicate a stimulus (an event that is an action in-
stigator). To Gestaltists, a problem is anything that causes a
cognitive imbalance within the individual. Although this '"problem"
may be presented to the individual extermnally, it is only its ef-
fect as an inner operation that Gestaltists consider of any
significance. Hence, on Figure 4 on page 13, only the inner por-
tion of Process A is noted.

Even though Gestaltists refer frequently to the '"problem,"
this is not the process upon which the greatest emphasis is placed.
Therefore it is illustrated with a medium shade.

Process B:
Process B is the operation with the most emphasis in Gestalt

theory. This process--perception--encompasses rearrangement of

previous ideas and experiences, perception (organization of sensory
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information), processes (brain activity caused by environmental ex-

periences), memory traces, repetion, and trace systems,

None of the

other four theories presented in this study break this operation

into so many variables.
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Process C:

Process C is not included or is not considered significant in

Gestalt theory.

Process D:

Process D does not carry as much weight in Gestalt theory as

it does in some of the other theories.

In some Gestalt writings,
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dissonance--motivation--is oftentimes referred to as a maintaining
stimulus. This merely means that until the individual has come to a
successful solution, tav is still in a state of cognitive imbalance
and thus, the original acticn instigation is still maintained, cre-
ating an internal imbalance. In other words, Gestaltists confirm
the cyclical nature of the operations.

Process E:

Process E is not included or is not considered significant in
Gestalt theory.

Process F:

In Gestalt psychology, Process F is referred to as a problem
solution rather than using the UMaLT Model term, outcome. Since
they consider only insightful solutions to be valid proof of learn-
ing, just the inner portion of this operation is noted on the UMalT
Model in Figure 4 on page 13. Although this is an important consid-
eration for Gestaltists and unique to their theory, it does not car-
ry as heavy an emphasis as does Process B--perception. Consequently,
it is plotted in a medium shade on the UMaLT Model.

Process G:

Process G is assumed. Since Gestaltists so thoroughly incor-
porate the effects of feedback--rewards and punishments--into their
learning thecry, it would seem that there must frequently be exter-
nal imput into the feedback operaticn. However, the specific nature
of this external evaluation is not detailed, thus resulting in plot-

ting it as an assumption on the UMaLT Model.
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Process H:

Gestalt theorists beliewve that the strength of an insightful
solution--Process F--is influenced by its consequences (Process H--
feedback--reward and punishment) of that solution. Process H is
represented by a medium shade on the UMalT Model.

Process I:

Process I is assumed. Since Gestaltists view rewards and
punishments as confirming or disconfirming the attempted solution--
outcomes--it must be presumed that they believe that the individual
evaluates, not only the outcome, but also the positive or negative
feedback that is received as a result of that outcome.

Process Z:

Process Z is not included or is not considered significant in
Gestalt theory.

In summary, it can be said that Gestaltists place their great-
est emphasis on Process B. They also include Processes A (inner op-
eration only), D, F (inner operation only), and H as being essential
to the learning process. Processes G and I are assumed. Processes
C, E, and Z are not specifically recognized or are considered insig-
nificant in this theory.

Except for Processes G and H, Gestaltists are primarily con-
cerned with inner operations. They believe that anything external
to the individual has an inner effect and that these inner effects

are the processes upon which emphases should be placed.
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Application of Bruner's humanistic learningz and motivation theory to

the proposed UMaLT Model

Process A:
Bruner's attention to Process A is somewhat hidden by the use
of alternate terminology. He speaks of freeing the individual from

stimulus control through cognitive growth. His intention is to free

the individual from the necessity of depending on an external event
to instigate action. He views the mature individual as responsive
primarily to an inner stimulus or occurence. Figure 5 on page 17,
depicts Process A with a medium shade to indicate that although this
process does not carry the strongest emphasis, it is an integral
part of Bruner's theory. Both the inner and outer aspects of the
operation are considered.

Process B:

Processes B represents one of the major aspects of Bruner's
theory. He believes that learning takes place primarily through the
influences of internal reorganizations of previous experiences,
knowledge, expectancies, and skills.

Bruner uses the term, active in relationship to Process B to
convey the concept that the individual actively employs inner pro-
cesses to compare and question in the response selection process.
Bruner's concept of human beings as information processors, thinkers,
and creators is further evidence of his reliance on Process B as one

of the primary keys to understanding the learning process.
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Process Z:
Process Z is the other major emphasized component of Bruner's

theory. He uses the phrase, frame of reference to mean internal mod-

els that encompass an individual's knowledge of the world based on
tav's constructed models of reality--tav's own perceptions cf tav's
culture or environment. Bruner places great emphasis on these mod-

els of the world with which a culture equips its members. It is

these underlying patterns that infer rules and principles within

which an individual operates.
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Process Z influences all of an individual's personal internal and ex-
ternal operations. Process B and Z are tightly interrelated. Each
depends on the other for completion and potency.
Process C:

Bruner believes that individuals must have a continuously
available knowledge of results in order to be effective. This indi-
cates that the individual perpetually expects and adjusts tav's view
of probable outcomes and resulting feedback. Process C is plotted,
using a medium shade.

Process D:

Although Bruner is dissonance-oriented in his motivational con~
cepts, he believes that there is not much advantage in attempting to
go beyond the concept of an individual reducing the complexity of
tav's environment. In other words, Bruner acknowleges the fact that
there is a dissonance-related drive that propels people toward ac~
tion, but he sees no use in emphasizing it unneccessarily. Conse-
quently, Process D is given a medium shade on the UMaLT Model.
Process E:

Bruner believes that individuals learn best when they are ac-
tively involved in the learning process. Although he realizes that
there are internal processes that are important during the learning
act, he also places considerable importance on the effect of the
hands-on approach to learning. In other words, he places a certain
amount of emphasis on the involved action itself.

His three modes of coding representation entail both internal

and external learning action. The enactive mode represents an
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external action, whereas the iconic mode represents an internal
action. The symbolic mode, with its thought-to-speech concept, rep-
resents both internal and external action. Figure 5 on page 17, il-
lustrates Process E with a medium emphasis.

It should be pointed out, however, that even though both Pro-
cesses D and E are given medium shadings, Process E does carry more
emphasis-~especially as regards quality of outcome or knowlege at-
tainment--than does Process D. Process D is not insignificant
enough to warrent an assumption ranking, nor is Process E important
enough to demand a stronger emphasis level. Consequently, they are
both shown with a medium shading.

Process F:

Process F is indicated by Bruner's statements that individu-
als, as well as the learning process itself, are primarily goal-
directed. This process is given a medium shade on the UMaLT Model.
Process G:

Like Process D, Process G does not play as strong a role as
some of the other processes and yet it is not an assumed process.
It is given a medium shade on the UMaLT Model.

This process only comes into play when an extrinsic reward is
used, thus suggesting an external evaluation. Bruner rarely men-
tions the external evaluator in his writings.

Process H:

Bruner believes that extrinsic rewards should only be used in

the beginning of a learning program. He places a low value on ex-

ternal feedback offered by someone or something other than the
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learner. Even with its low emphasis, Process H is not an assumed
process; and is represented on the UMalLT Model with a medium shade.
Process I:

Bruner's interest in self-evaluation as it relates to the con-
tinuing motivation of the individual is reflected in Process I on
the proposed UMaLT Model. Although an individual's good feelings
about tav's outcomes are an important step in the learning process,
this is not as strong a point in Bruner's theory as are Processes B
and Z, and so is illustrated with a medium color on the UMaLT Model.

In summary, it can be seen that Bruner takes intc considera-
tion all aspects of the proposed UMalT Model in his learning and mo-
tivation theory. He places major emphases on Processes B and Z.

The rest of the processes are plotted, using a medium shade to rep-
resent their inclusion in the theory (even though Processes D, G,
and H are not high priority processes with Bruner).

The five theories that have been presented in this module rep-
resent a cross section of disciplines in learning and motivation
theories. Although terminologies differ, processes are remarkably
similar. The descriptions plus the actual plotting of the processes
illustrate the cyclical nature of the theories, with each process
leading to another process. A concept emerges that indicates that
each process or operation has the capability of beginning its own
interrelated/independent cycle with the original cycle continuing.

The use of a universal schematic model on which seemingly un-
related theories can be plotted and displayed, not cnly enables stu-

dents and theoriests to compare, analyze, and visually and mentally
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conceptualize the various theories, it also forces a clarification,
delineation, and specificity of terminology, concepts, and interpre-
tations regarding the intents and purposes of each of the several
processes included in the individual theories. Motivation and
learning, and the processes they employ in order to be. successful,
are the most important educationally intellectual concepts to be
dealt with in the field of education. It is hoped that the proposed
UMaLT Model can make this intricate body of knowledge more compre-
hensible, observable, and usable by all those who come in contact

with it.
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UMaLT MODEL QUESTIONNAIRE #3

Delphi Panel Member's Name

Date Questionnaire Sent

Date Questiomnaire Returned

Please return completed questionnaire to:
Mickey Ann Parker
Teacher Corps
Department of Education
Idaho State University

Pocatello, ID 83209
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UMaLT Model Questionnaire #3

Part 1--UMaLT Model

Please circle the ranking of your choice. Number 5 indicates
that you strongly agree with the statement. Number 1 indicates that
you strongly disagree. Please feel free to add comments to support
your judgement if you so desire.

The processes below and on the next few pages adequately por-
tray legitimate processes in the learning/motivation cycle as de-
scribed in the revised Module #2 of the Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
1. Process A 5 4 3 2 1
(Event)
COMMENTS:
2. Process B 5 4 3 2 1
(Perception)
COMMENTS :
3. Process C 5 4 3 2 1
(Expectancy)

COMMENTS:
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STRONGLY STRONGLY
AGREE DISAGREE
4. Process D 5 4 2 1
(Motivation)
COMMENTS:
5. Process E 5 4 2 1
(Action)
COMMENTS:
6. Process F 5 4 2 1
(Outcome)
COMMENTS:
7. Process G 5 4 2 1
(External Evaluation)
COMMENTS:
8. Process H 5 4 2 1
(Feedback)

COMMENTS:
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STRONGLY STRONGLY
AGREE DISAGREE
9. Process 1 5 4 3 2 1
(Internal Assessment)
COMMENTS:
10. Process Z 5 4 3 2 1
(Internal Readiness)
COMMENTS:
11. This revision of the proposed 5 4 3 2 1

UMaLT Model includes all of
the commonly accepted proceses
that can take place during the
learning/motivation cycle.

COMMENTS :
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Part 2--UMaLT Model Application

Plot each of the five listed theories on the revised UMaLT
Model, using your own throry interpretations.

If necessary, refer to the revised Modules #2 and #3. As be-
fore, Module #3 is the writer's own theory interpretations. This is
intended merely to act as a guide in the UMaLT Model plotting tech-
niques and strategies. (There is no neccesity for a concensus on
theory interpretation. The concern of this project lies in the de-
velopment and final validation [via a final consensus--or near con-
sensus by the Delphi panel] of a universal schematic theory model.)

If your ranking is less than 4 on the agreement-disagreement
scale, explain why you believe the theory does not "fit" the model.

The theories listed below and on the next page can be ade-
quately displayed and conceptually represented on the revised UMaLT
Model.

STRONGLY STRONGLY
AGREE DISAGREE
12. Festinger's motivational the- 5 4 3 2 1
ory of cognitive dissonance
COMMENTS:
13. Skinner's reinforcement 5 4 3 2 1
learning theory
COMMENTS :
l4. Maslow's hierarchial 5 4 3 2 1

motivation theory

COMMENTS::
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STRONGLY STRONGLY
AGREE DISAGREE
15. Gestalt learning theory 5 4 3 2 1
COMMENTS:
16. Bruner's humanistic learning 5 4 3 2 1

and motivation theory

COMMENTS :
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UMaLT Model Questionnaire #3 Compilation

Part 1--UMalt Model

Please circle the ranking of your choice. Number 5 indicates
that you strongly agree with the statement. Number 1 indicates that
you strongly disagree. Please feel free to add comments to support
your judgement if you so desire.

The processes below and on the next few pages adequately por-
tray legitimate processes in the learning/motivation cycle as de-
scribed in the revised Module #2 of the Informational Packet.

STRONGLY STRONGLY
AGREE DISAGREE
1. Process A 5 4 3 2 1
(Event) (6) (1)
No comments.
2. Process B 5 4 3 2 1
(Perception) (6) (L)
No comments.
3. Process C 5 4 3 2 1
(Expectancy) (6) (1)
No comments.
4. Process D 5 4 3 2 1
(Mot ivation) (5) (1) (L)

Comments:

A. I would recommend elimination of paragraph #3 on page 6 and
paragraph #4 on page 6 carried over to page 7, as well as Fig-
ure 2. The "explanation' tends to be more confining than
clarifying. I gave this a "1" as it is now, but would give it
a "S" if changed as suggested.

5. Process E 5 4 3 2 1
(Action) (6) (1)

No comments.
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6. Process F 5 4 3 2 1
(Outcome) (6) (1)

No comments.

7. Process G 5 4 3 2 1
(External Evaluation) (5) (@2)

No comments.

8. Process H. 5 4 3 2 1
(Feedback) (6) (1)

No comments.

9. Process I 5 4 3 2 1
(Internal Assessment) (5) ()

Comments:

A. I still have slight reservations as to the necessity of this
block, but as now defined it does suggest usefulness.

10. Process Z 5 4 3 2 1
(Internal Readiness) (5) (2)

No comments.

o
—

11. This revision of the proposed 5 4 3
UMalLT Model includes all of (3) (4)
the commonly accepted processes
that can take place during the
learning/motivation cycle.

Comments:

A. 1 sense that something outside my awareness may still be
missing. At some point, I expect that it will reveal itself.

B. I am never sure we've hit all--but I feel this is a very com-
prehensive model.
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Part 2--UMalLT Model Application

Plot each of the five listed theories on the revised UMalLT
Model, using your own theory interpretations.

If necessary, refer to the revised Modules #2 and #3. As be-
fore, Module #3 is the writer's own theory interpretations. This is
intended merely to act as a guide in the UMaLT Model plotting tech-
niques and strategies. (There is no necessity for a consensus on
theory interpretation. The concern of this project lies in the de-
velopment and final validation {via a final consensus--or near con-
sensus--by the Delphi panel] of a universal schematic theory model.)

If your ranking is less than 4 on the agreement-disagreement
scale, explain why you believe the theory does not "fit'" the model.

The theories listed below and on the next page can be ade-
quately displayed and conceptually represented on the revised UMalLT
Model.

STRONGLY STRONGLY
AGREE DISAGREE
12. TFestinger's motivational the- 5 4 3 2 1
ory of cognitive dissonance. (4) (3)

Comments:

A. I don't think readiness is a part of Festinger's theory, and
I'm not sure about perception.

B. These are 4's instead of 5's because I am not perfectly (strong-
ly) confident in my own understanding of the various theories.
As I use this model in Ed. Psych., I may become more confident.

13. Skinner's reinforcement 5 4 3 2 1
learning theory. (3) &)

Comments:

A. Again, readiness is a hangup along with perception. Skinner
violently opposed Gestalt concepts that rely on perception as a
key to learning.
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14. Maslow's hierarchial 5 4 3 2 1
motivation theory. %) (3)

Comments:

A. I feel external evaluation and feedback are not included in Mas-
low's model. :

l5. Gestalt learning theory. 5 4 3 2 1
(4) (3)

Comments:

A. External evaluation and feedback are not a part of Gestalt

learning.
16. Bruner's humanistic learning 5 4 3 2 1
and motivation theory. (5) (2)

No comments.
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June 28, 1981
Dear Delphi Panel Members:

We are almost at the end of our project. There is a near
consensus on all but one point. Some panel members are having prob-
lems with the motivation descriptions, definition, and illustration.
Consequently, along with the compilation of Questionnaire #3, you
will find attached some revised material and three questions to an-
swer in the usual manner.

If there is an acceptable consensus or an acceptable near con-
sensus, it can be assumed that the project is ended and that the
UMalT Model is developed and authenticated. If you have any prob-
lems in any of these areas, please comment at the end of the ques-
tionnaire.

Again, thank you for your continued patience and cooperation
in this time-consuming activity. I am forever in your debt.

Sincerely,

Mickey Ann Parker



UMaLT MODEL QUESTIONNAIRE #4

Delphi Panel Member's Name

2

4

Date Questionnaire Sent

Date Questionnaire Returned

Please return completed questionnaire to:
Mickey Ann Parker
Teacher Corps
Department of Education
Idaho State University

Pocatello, ID 83209



246

UMalT Model Questionnaire #4

There is a consensus on all but one point. Some panel mem-
bers are having problems with the motivation description and ex-
planation. It is felt that the teeter-totter concept tends to be
more confining than clarifying.

The suggested alterations are questionned below, along with
additional questionning of the use of the phrase, positive or
negative in relation to the definition and to the UMaLT Model.

Please answer the three questions pertaining to Process D--
motivation. If your answer is less than 4 on the agreement-disa-
greement scale, please explain your reasons.

STRONGLY STRONGLY
AGREE DISAGREE

1. 1In Module #2, eliminate para- 5 4 3 2 1
graph 3 on page 6 and paragraph
4 on page 6 (carried over to
page 7. Eliminate the last sen-
tense of the middle paragraph
on page 7. Eliminate Figure 2
(Figure 3 will become Figure 2).
(Revised section attached to
this questionnaire.)

COMMENTS :

2, Eliminate the * sign that pre- 5 4 3 2 1
cedes the word motivation on
the revised UMaLT Model.

COMMENTS:




COMMENTS :

In the taxonomy of terms on
page 3 of Module #2, change
the definition of motivation
to read: The impulse or
driving force that influences

the quality, quantity, and

nature of an action.
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Revised Page(s) 6-7 of Module #2

Motivation--Process D——is shown inside the circle because
it represents the disequilibrium that is felt internally when an
individual has a need to know, to act, or to feel. Tﬁese needs,
in turn, drive the individual to act (Process E)--externally or
internally. As previously mentioned, the potency and character
of the motivational drive is determined from the inputs of B. C,

I, and Z in relation to Process A.

As noted, Process D determines the strength and nature of
the stimulated action (Process E). This action can be overt, such
as tightening a bolt on a lawnmower or sharpening a pencil. It
can also be internal, such as changing one's perception about a
concept or the mental computation required to solve a mathematical
problem. The effort that goes into the action is directly propor-
tional to the potency of the motivational drive.

Process E must ...
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UMaLT Model Questionnaire #4 Compilation

There is a near consensus on all but one point. Some panel
members are having problems with the motivation description and
explanation. It is felt that the teeter-totter concept tends to be
more confining than clarifying. ’

The suggested alterations are questionned below, along with
additional questionning of the use of the phrase, positive or neg-
ative in relation to the definition and to the UMaLT Model.

Please answer the three questions pertaining to Process D--
motivation. If your answer is less than 4 on the agreement-disa-
greement scale, please explain you reasons.

STRONGLY STRONGLY
AGREE DISAGREE
1. In Module #2, eliminate para- 5 4 3 2 1

graph 3 on page 6 and paragraph (6) (1)
4 on page 6 (carried over to

page 7). Eliminate the last sen-

tence of the middle paragraph

on page 7. Eliminate Figure 2

(Figure 3 will become Figure 2).

(Revised section attached to

this questionnaire.)

Comments:

A. It was O0.K. the way it was. Any educated person you give this
to is going to read their own interpretation into motivation--
however you explain it! There comes a time when you have to
quit letting others revise your work if you ever want to get

finished.
2. Eliminate the * sign that pre- 5 4 3 2 1
cedes the word motivation on (6) (L)

the revised UMalT Model.

No comments.
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3. In the taxonomy of terms on 5 4 3
page 3 of Module #2, change (6) (1)
the definition of motivation
to read: The impulse or
driving force that influences
the quality, quantity, and
nature of an action.

No comments.



August 1, 1981
Dear Delphi Panel Member:

Enclosed is the final description and illustration of the
model you have all worked on for such a long time. The compilation
for Questionnaire #4 is also enclosed. As you can see, though there
are still some reservations regarding possible missing processes,
you, as a group, feel that for now, the model is complete and
authenticated.

I believe the fact that you believe that there is still room
for growth and development of the model, demonstrates its adaptabil-
ity and flexibility. In order for this schematic to realize its po-
tential as a universal model, I believe it must have this capability
to adapt to new concepts and ideas while retaining its original con-
ceptual display abilities.

The title, UMaLT Model, was the '"working' name for the
schematic. However, in the final write-up of the study, a P will be
added to the beginning of the model's name. In other words, the
model will be called the PUMaLT Model (Parker Unified Motivational
and Learning Theory Model) in the final writing.

Several of you have suggested that yearly learning and moti-
vation theories symposiums should be initiated in an effort to con-
tinue theory applications to the PUMaLT Model. 1 am excited about
this idea and hope that such meetings can be established within the
next two years. I suggest that the Delphi panel and myself estab-
lish ourselves as the "PUMaLT Model core'. When I get settled, I
will contact each of you to discuss this further.

Again, I would like to offer my heartfelt thanks for your
help with a difficult task. No doctoral student has ever had such
positive support and help as I have had from all of you. I hope
that you feel as I do--that the outcome of your efforts (the com-
pleted PUMaLT Model) will, in time, make a positive contribution to
the field of education.

Sincerely,

Redacted for Privacy

Mickey Ann Parker
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Module #2

PUMaLT MODEL1 DESCRIPTION AND EXPLANATION

(Revised Revision)

The completed PUMaLT Model (Parker Unified Motivation and
Learning zheories Model)--Revised Revision--is a schematic model
that makes learning and motivation theories more comprehensible to
beginning theory students by providing a common method of displaying
and integrating theories in such a way that the theories claim a
common language, and can be examined and compared to further the ba-
sic understanding of their processes. Based upon the understanding
of the ten processes that compose the PUMaLT Model, this model
should be interpretable to all who examine it, thus establishing
common and necessary communication bases.

Each of the five theories presented in this study fit, in
their entirety, on the completed model. Figure 1, page 2, illus-
trates the completed revised revision of the PUMaLT Model. The mod-
el demonstrates the concept that, not only are both learning and mo-
tivation cyclical in nature, but they are both encased in the same
sphere. This is in contrast to the traditional hierarchial or lin-
ear schematics of most learning and motivation theories. A hierar-
chial or linear method of notation indicates a stoppage of action=--
internally or externally--at some point in the process. This model

contends that a stoppage of the cycle rarely, if ever, takes place.

1 pUMaLT Model is the name given the completed UMalT Model.
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The completed PUMaLT Model graphically illustrates the inner

and outer processes that take place continually for an individual.
All notations inside the circle (Processes B, C, D, I, and Z in Fig-
ure 1, below) indicate processes taking place within the individual.

This includes all affective, cognitive, and readiness operations.

PUMaLT Hodel
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Figure 1

The two notations that are located outside the circle (Pro-
cesses G and H) are processes that take place externally to the
individual. In other words, these processes generally are initiated

or created by someone or something other than the individual.
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Those processes depicted both inside and outside the circle
(Processes A, E, and F), are operations and/or events that take
place internally and/or externally to the individual.

The solid flow lines of the circle and their directional ar-
rows indicate the direction of movement from Process A through Pro-
cess E, Process F, and back around to Process A in a clock-wise
progression. It can be seen that these lines tie together those
processes or occurrences that can be either internal or external for
the individual.

The dotted lines indicate influences of processes upon other
indicated processes. The dotted lines do not indicate movement or
progression as do the solid lines. ' The purpose of the dotted lines
is to indicate those processes that are influential in determining
the strength of, the weight of, or the degree of input upon the var-
ious processes.

In order to understand the model, it is important that the
processes be clearly understood. Below is a brief taxonomy of the

process terms that are used in the completed PUMaLT Model.

PUMaLT Model Taxonomy of Terms

Process A--Event: An external or internal occurrence.

Process B~-Perception: An awareness and interpretation of the

event.

Process C--Expectancy: The affective and cognitive projections of

the action, outcome, and/or feedback.
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Process D--Motivation: The impulse or driving force that influences

the quality, quantity, and nature of an action.

Process E--Action: Response to an event.

Process F--Outcome: The result of an action.

Process G--External Evaluation: A judgement by someone other than

the individual.

Process H--Feedback: The results--positive or negative--given to an

individual by someone or something other than the individual.

Process I--Internal Assessment: The individual's personal judgement

regarding tav's? degree of success.

Process Z--Internal Readiness: The degree of physiological, mental,

emotional, social, and/or cultural maturity base from which

the individual operates.

* * kx % %

The PUMaLT Model illustrated on page 2 of this module, de-
picts the flow of processes thusly: An event (Process A)--influ-
enced by the individual's perception of the event and the situation
(Process B) and an expectancy of an outcome and possible external
feedback (Process C)--leads to a degree of positive or negative mo-
tivation (Process D), which, in turn, determines the amount, the
quality, and the type of effort that the individual puts forth in

the action (Process E), which then effect the quality, quantity, and

2 Tav is an arbitrarily chosen, artificial word that takes
the place of he/she, him/her, or his/her(s), and is used throughout
this paper in an effort to neutralize gender.
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nature of the outcome (Process F). The individual's perception and
assessment of the outcome (Process I) has the possibility of being
influenced, not only by the individual's personal perceptions, but
also by an external feedback (process H), which, itself, has been
influenced by an external evaluator (Process G). The assessed out-
come now either becomes a new event or it triggers some sort of a
related event; or a totally different event takes its place, thus
continuing the spherical nature of the event-action-outcome-event
process.

Process Z--the individual's internal readiness--is shown on
the PUMaLT Model as a free floating, free form process to signify
its capability to permeate and influence all of the PUMaLT Model's
processes. Every perception, action, assessment, prediction, deci-
sion, and judgement of the individual has the capability of being
influenced by this internal readiness or level of physiological,
mental, emotional, social, and/or cultural maturity.

The previous statements describe the flow of the PUMaLT Model
processes. However, it is important to examine each process separ-
ately to determine parameters and influences in detail.

Process A (event) is shown inside and outside of the circle
because an event or occurrence can be internal or external (e.g.,

A teacher can give a student a test--an external event for the stu-
dent; or an individual can arbitrarily decide to think about a loved
one--an internal event.)

After the event has occurred--externally or internally--the
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individual then considers that event according to tav's own percep-
tions (Process B). This perception takes into account, and is in-
fluenced by, action, outcome and feedback expectancies (Process C).
If tav believes that tav will feel good about the outcome, then Pro-
cess B is influenced in such a way that it adds weight and strength
to the individual's motivation (Process D). On the other hand, if
tav anticipates that tav will not feel good about the outcome (due
to an expectation of unfair feedback, a lack of relevance of the
outcome to tav's life, or if tav believes that tav is not capable of
producing the outcome to a specified standard), then Process B will
influence the character and strength of the individual's motivation
(Process D) in a different manner. This expectancy of outcome,
feedback, and assessment helps determine the strength and direction
of the individual's motivation to act.

Process I (internal assessment) also influences the individu-
al's perception of the situation by taking into consideration the
results of former encounters. The way tav felt at the end of a sim-
ilar or identical outcome, influences Process B. Whereas, Process C
is a predictive expectancy, Process I is an "after-the-fact" type of
reaction that helps determine the amount and character of an indi-
vidual's motivation.

Motivation (Process D) is shown inside the circle because it
represents the disequilibrium that is felt internally when an indi-
vidual has a need to know, to act, or to feel. These needs, in

turn, drive the individual to act (Process E)--externally and/or
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internally. As previously mentioned, the potency and character of
the motivational drive is determined from the inputs of Processes B,
C, I, and Z in relation to Process A.

As noted, Process D determines the strength and nature of the
stimulated action (Process E). This action can be overt, such as
tightening a bolt on a lawnmower or sharpening a pencil. It can al-
so be internal, such as changing one's perception about a concept or
the mental computation required to solve a mathematical problem.

The effort that goes into the action is directly proportional to the
potency of the motivational drive.

Process E must not be confused with Process F (outcome).
Process F constitutes the outcome of an action. In other words,
Process E is the action that leads to an outcome. If an individual
is in the process of hammering a nail into a board, Process E con-
cerns itself with the act of hammering, not the end result of the
hammered nail.

Process F (outcome) can also be either internal or external.
The outcome can be in the form of a mental solution, a decision, or
a visible product. Process F is the result of an actiom.

Process G (external evaluation) does not always enter the
picture. 1In other words, there is not always an external evaluation
of the individual's action or outcome.

It is also possible that an external evaluation can take
place without the individual's knowledge. Unless the external eval-

uation provides the individual with some sort of feedback (Process
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H), the individual cannot incorporate that knowledge into tav's in-
ternal assessment (Process 1) operation.

Process H (feedback) is also external to the responding or
producing individual. Rewards and punishments are both types of
feedback since they furnish the individual with the results of an
external evaluation.

Like Process G, external feedback does not always take place.
An individual can go from outcome to internal assessment (Process F
to Process I) without any external feedback. However, if there is
feedback, the individual includes that information into the internal
assessment (Process I) operation. It is at this point that the in-
dividual decides whether or not tav is content with the outcome, the
feedback (if there was feedback), and whether to repeat, alter, or
change the event. Process I has a great influence on Process A.

The more the individual believes that tav was successful, happy, or
satisfied with the outcome, the stronger the movement toward repeat-
ing or approximating the outcome again. Process E is similar to
Process B in that it, also, is an internal judgement of the situa-
tion at that moment in time.

In addition, Process I is similar to Process D at this point.
The individual determines tav's previous expectancies, inputs, out-
puts, and other contributing factors. These satisfied or dissatis-
fied feelings can also be considered a type of positive or negative
internal feedback for the individual.

The internal assessment that takes place in Process I
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determines the individual's next event and resulting action in re-
sponse to the particular situation, or at a later date to a similar
situation. Thus, the circle continues, with continual adjustments
made by the individual, as tav constantly evaluates, reevaluates,
and assesses, not only the immediate occurrences, but also related
situations.

In summary, the PUMaLT Model is designed to display the vari-
ous internal and external processes that take place when an event
occurs. It illustrates the direction of process flow and the di-
verse influences that processes have on each other. It is the vigor
of these influences that determine the amount and kind of effort,
quality, and/or emphasis, that weights the various direct-line
operations. It can be seen at a glance which processes are internal
or external to the individual, and which processes have the capabil-
ity to be both internal and external. Thus, the PUMalLT Model pre-
sents a total interrelated, interblended picture of the various as-
pects of learning and motivation. Rather than depict the processes
in a linear or hierarchial mode, the PUMaLT Model illustrates the
cyclical nature of motivation and learning.

Not all learning and motivation theories incorporate all
parts of the PUMaLT Model. Some theories do not agree that Process
I (internal assessment) plays a significant role in the motivation
or learning transaction; others recognize only the external portion
of Process F (outcome); still others ignore the influence of exter-

nal evaluation and the resulting feedback (Processes G and H).
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Even those theories that agree on process, oftentimes place
their emphasis on different operations. Some theories emphasize
Process C (expectancy); whereas others stress outcome (Process F) as
the most important aspect of learning or motivation. Therefore,
theories that, on the surface, seem to be the same or similar, yet
emphasize different processes, take on a whole new meaning that has
not always been easy to discern.

Terminology is a common roadblock to understanding and com-
parison of theory content. Process D clearly illustrates this
problem. What one theory terms dissonance; another theory calls

satisfaction or dissatisfaction; another uses the expression dis-

equilibrium; still another prefers the designation drive; and yet a
different theory uses the word motivation. However, for all intents
and purposes, all of these theories are refering to the same
process. This type of "term conglomerate'" is frequently confusing
to beginning theory students, affecting their ability to understand,
analyze, compare, apply and/or observe various theories. The PUMaLT
Model unifies terminology among the theory contents and eliminates
this long-time stumbling block to comprehension, comparison, or par-
allelization of the various theories.

When plotting theories on the PUMaLT Model, the processes are
shaded according to the emphasis placed on them in the theory (see
Figure 2, page l1). The processes included in each theory are iden-

tified in this manner:
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The process(es) that is/are the most strongly emphasized

in each theory, are shaded the darkest (e.g., Processes
A and H, Figure 2).
The process(es) that is/are assumed to be included in the

theory, are given the lightest shade (e.g., Process B,
Figure 2).
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The balance of the processes that are included in the

theory are given a medium shade (e.g., Processes E, F,

and Z, Figure 2).



263

4. Any process(es) not part of the theory do not have any
shading (e.g., Processes C, D, G, and I, Figure 7).

In Module #3, each of the five selected major theories have
been plotted on the PUMaLT Model (first revision) according to this
writer's interpretation. The revisions in this final PUMaLT Model
adjustment do not change the displays in any way. Therefore, Module

#3 remains the same,_ requiring no other changes.



