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ABSTRACT

This paper investigates the question raised by
teachers at all grade levels, "How can I motlivate
my students to attend to their lessons and learn
that which they are required to learn in school?".
The focus of this research Is the application of
Piagetian child development theory to the areas of
student motivation, attentlon, and classroom
environment in the early primary grades. Following
an Introductory chapter, chapters two throuagh four
reflect Information from theoretical llterature In
motivation, attention, and classroom environment.
Applications from a theoretical viewpolnt are the
major emphasls of chapter flve which describes the
Inter-relatlonshlps between child development
theory with motivation, attentlon, and classroom
environment. Chapter six extends the applications
into the everyday reality of the early primary
classroom. The author provides insight as to how
she has used the theoretical Information to
improve the environment of her first grade
classroom in ways which appear to have Increased
student attentlon and motivation to learn. Chapter

seven contains concluding statements.
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CHAPTER I - INTRODUCTION

Current trends in elementary educational
research focus on the coanltlve development of the
chlld and on how this development relates to what,
how, and when a child learns. Much of the research
in this field has centered on the curricular
applications of child development theory. This
paper will focus on the application of cognitive
development theory to the relatlonships between
learner attentlon, learner motivation, and the
learning environments.

Children learn when they are ready to learn. To
better understand how to apply this ldea In the
classroom one must flrst investigate the theories
of how a child learns. Plaget’s theorles regardling
the stages of child development are among the most
commonly clted explanations of how a chlld
develops in his ablility to understand the world
and the way In which a child’s thought processes
develop (Furth 1974). This paper will consider

these theorles to be an accurate plcture the

cognitive development of a child.




Brlefly summarlzed below, the flrst three stages
of chlild development, according to Plaget,
Include: The Sensorlmotor Perlod (0-2 years), The
Preoperatlonal Stage (2-7 years),and The Concrete
Operatlons Stage (7-11 years) (Furth 1974).

Durling the Sensorimotor Peried , the knowledge
of the child Is directly linked to speciflc
gsensory or motor experliences. CGradually, a memory
for these experlences develops and the child
begins to anticipate events, attempt to cause
desired events to occur, and to assocliate certain
actions with thelr outcomes

The knowledge of the child during the
Preoperational Stage Is extremely egocentric. He
understands functlional relationships 1f he sees
them, and he is able to be involved in symbolic
play. Hls personal experlences are very Important
but towards the end of this period, his knowledge
begins to extend past direct actlions.

A child at the Concrete Operational Stage of
development’s knowledge Involves his own
experlences and the experiences of others. He Is

able, at this level, to compare his actions to the
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actions of others. He does not need to see the
cause of an actlon to perceive the effect.

Developlng an understanding of these first
three stages of chlld development Is Important for
the primary grade educator due to the classroom
implications of this knowledge. This paper wlill
assume the need for addlitional readings In the
areas of chlld development theory and
developmentally approprliate academic expectatlons.
An educator without a basic understanding of how a
child’s knowledge develops Is at a disadvantage
when developing currlculum, Implementling programs,
choosling materials ,and wrlting and defending
class goals and objectlves. An educator with a
baslc understanding of how a chlld learns may use
this informatlon to match expectations to their
appropriate developmental level (Hymes 1981). A
developmental ly appropriate expectation Is much
more reallstic than one based on conjecture or
chronological age.

The primary teacher Is In a unique position in
regard to the stages of early learning. Chlldren

in the early grades range from those children who
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are at the preoperatlonal level to chlldren who
are well Into the concrete operational level. Many
early primary grade students are In translitlon
from the preoperatlional to the concrete

operatlons level. The dlfferences In developmental
stages within a class frequently cause a confllct
for the teacher. It Is a difficult task to meet
the needs of a preoperatlional chlld and not bore
the chlld who Is at a higher stage of development.
Conversely, It 1s equally difficult to meet the
needs of the child at a later stage of development
wlthout losing the attention of the chlld at an
earller stage of development. Often this
difficulty manlfests Itself in student behavior
difficulties and teacher frustration. The question
of how to meet individual, developmentally
dependent needs does not have a slngle answer, nor
do the solutions to student behavior problems lle
in a perfect match of Instructional and
developmental levels. Primary grade teaching is a
compl lcated task, however, it appears that

knowledge of child developmental stages will
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benefit eductors In curriculum development,
plannlng, and lmplementation.

A proper match of developmentally appropriate
academlic expectations and an environment that is
sensitive to the needs of the primary age child
are necessary for optimal learning to occur.
Wlthout these elements, a chlld’s abllity to learn
is Jeopardized.

Classroom environments consist of many elements,
each of which has an effect on the students and
teacher withlin that environment. The attentlion and
motivation of the learner vary with environmental
elements. Physical, interpersonal, and
intrapersonal factors all have an effect on how a
student reacts within an environment. Stress Is a
significant element in evaluating attention and
motivation within an environmnet. Each of these
areas has been explored in the fleld of
educational research. Although much of the cited
research relates to older students and adults,
this paper wlll address these lIssues as they

relate to the primary child.



Student motlvatlon appears to be related to an
accurate match of the child’s developmental level
and the level at which the educator instructs.
Basically, iIf a child Is able to understand what
ls presented and feels secure within his
environment, he Is more llkely to be interested
and he may learn the material presented more
easily. Chlldren appear to have an Instinctlve
drive to explore, create, and discover. The
classroom teacher should try to capltallize on this
tendency by creating a classroom environment which
allows many opportunltles to encourage and satlisfy
this drive.

This is difficult because in the primary
classroom there are many times that the teacher
must adhere to a standardlized curriculum and an
assigned set of currlcular materlals. Publlc
school systems are generally governed by
businessmen, professional workers, and other
non-educators. Schools have been so governed slnce
the 1830‘s (Bowles and Glntls 1976). These boards
were origlinally developed to ccocordinate and

centrallze schools into an organized structure
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which provlided the students in a community with a
planned curriculum designed to teach the social
order of the community as well as the academics of
the time. The major goal of education In the eyes
of the school boards of the past was to prepare
the workers of the future. Although the needs of
communities have changed since the origlnal
centrallzatlon of school systems, the goal of
providing workers has not changed. As the needs of
the community workforce have changed, so have the
required currliculums (Bowles and Gintis 1976).
Since school boards have the commitment to provide
thelr community wlth workers prepared to take on
community responsiblilitlies, the classroom teacher
Is often told what It Is that must be taught.
Conflict results when the mandates of the school
board are lnapproprlate to the students for which
they are intended. The teacher becomes caught
between educating chlldren Iin a manner in which
they will be motivated to learn or implementing
requlred programs. It Is hoped that through the
reading of this paper, the reader will gain

Insight as to the Importance of thls conflict
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and methods In which to address it in the primary
classroom setting.

This paper is divided into six chapters, each of
whlich applles to the baslc Intent of thls
regsearch, the partial answer to the question that
concerns teachers at all grade levels: How can I
motivate my students to attend to their lessons
and learn that which they are required to learn In
school?

Following this introduction, chapter two will
discuss many aspects of motivation theory.
Maslow’s levels of human motlivation will be
explored as they relate to a child’s needs in the
classroom. Inherent, necessary, and imposed
motivational factors will be investigated, along
with discussion regarding the effects of extrinsic
and Intrinsic rewards. The Hunter model, a popular
lesson efficiency framework and its use will be
shared. A discussion of the use of grades in the
early primary vears wlill be included along with
insight of educational experts from several
sources. Investigation will occur into child

development theory as It relates to the need for

vilil



children to feel at ease and unhurried In order to
be motlvated to learn. The use of unstructured
materlals as It relates to student motivatlon In
the classroom will be explored.

Chapter three will discuss attention as it
relates to children in the classroom. The
difficulty of trying to gain the attention of
children at varying developmental levels wlll be
dlscussed. What chlldren attend to and how long
they attend will be investlgated along with the
relationship of attention to the task which is
assigned. The effect of student chosen tasks upon
attention to task will be discussed. The teacher’s
responsibility to offer developmentally
appropriate tasks to stimulate attention will be
welighed with obligations to set curriculums.
Theorles of experts in the field of attention will
be shared as they relate to the problems chlildren
have with attending in school. Stress, memory
response, focusing difficulties, and time
allowances will all be discussed In relation to
thelr effects on student attention in the primary

classroom. Physiological aspects of attention,
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though a part of the total scope of attentlon, are
not included. It Is assumed that readings of
information by experts |In physiology would benefit
the reader more than brief explanations within
this paper.

Chapter four will include discussion of the
classroom environment. The emotlonal climate will
be discussed at length in terms of work
atmosphere, motivational forces, and effects of a
positive climate on student motivation and
attention. The use of predictable and novel events
and the effects of each will be explored. Physlical
features of the classroom environment will be
mentioned with the understandlng that plans for a
speciflc physical classroom set-up are not the
purpose of this paper. The effects of allergens,
pollutants, classroom temperature, and building
condition, although significant factors In fleld
study, are not addressed within this overview of
classroom environment theory.

Chapter five will dlscuss the theoretlical

application of the ldeas, theorles, and

Information presented in the preceedling chapters.




This chapter will discuss the inter-relationships
between the application of chlld development
theory to motlvatlon, attentlon, and classroom
environment.

Chapter six will Include the practical
appllications of the theories presented by the
author. The intention of thls chapter is to
demonstrate a commitment by the author to the
theorlies presented in thls paper. It Is hoped that
through the exploration of this chapter by the
reader, an understanding of how to apply
theoretical knowledge to the reality of the
classroom will be reached.

Gender usage throughout thls project will refer
to the educator as "she" and the student as "he".
This declsion is made to avold the distractlion of
the more cumbersome "he/she" form. The author
acknowledges that there are many male educators
involved with primary age children and that not
all students are male. The decision to choose this
form was not made 1ightly and it is the author’s
intention to reverse the gender usage each time a

future project or article is presented.

xi




It Iis hoped that through the reading of this
project, the reader will begin to understand the
inter-relationshlps between motivation, attention,
and classroom environment. The author belleves
that the beneflits of a teacher having knowledge in
these three areas combined with knowledge in the
fileld of chlild development are numerous. One
outcome is that when an educator knows the
developmental reasons which may cause a lesson to
fall and/or a chlld to misunderstand or lose
interest, she may be more able to improve the
educatlonal experiences of the young children
under her care. In addition, an educator who is
aware of the signiflcant iInfluence of classroom
environment on student attention and motivation is
better prepared to create a classroom in which

learning is the main focus.
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CHAPTER II - MOTIVATION

The field of educatlon often addresses the
problems of children who have neurological,
emotlonal, and physical reasons for thelr
difficulties in learning. Less often addressed are
the many chlldren who do not fulfill their
potentlial because they are not motivated to learn.
It is difficult to address this issue without
first exploring the reasons for motlvatlon, and
then conslidering thelr implications In the field
of educatlion.

Maslow, a personality theorist, developed a set
of ideas in the 1940’s which concentrates on the
levels of needs under which all human motivation
can be organized (Lawless 1979). Researchers have
used these ideas in the fields of buslness,
communicatlon, advertising, and education.
Maslow’s levels display a hierarchy which extends
from basic physiological needs such as food,
water, air,and shelter to the needs of a utopian
being such as selflessness. In between these two

extremes are those needs which educators can



address and which affect the motivation of the
chlld at school (Lawless 1979).

Safety and security follow physiological needs
in Maslow’s levels of motivatlion. It is of
particular importance that educators address these
needs, as |f Maslow Is correct in his assumptions
of the hlerarchy of needs, then chlldren must have
their needs for safety and security met before
they can concentrate on the higher level needs
such as feelings of accomplishment involved In
classwork tasks. Educators must be careful that
basic needs of safety and security are met since
researchers have found that attention is generally
focused on a single idea (Norman 1976). Otherwise,
the chlld will be concentrating on finding
security in his surroundings instead of focusing
on the desired learning task. Summarlizing the
speclific human needs for safety, Maslow
Includes, "security; stabllity; dependency
protectlion;freedom from fear,from anxlety and
chaos; need for structure, order, law, limits;
strength in the protector..."(Maslow 1970, 39).

Children In the classroom must have these needs



met before they are wllling and able to
concentrate on new information because new
learnings carry risks. A chlld must feel safe
before he can take risks. If a child Is to have
the desire to try new ldeas and thereby learn, the
basic needs outlined by Maslow must be met.

A child must have the desire to learn before he
Is able to learn. Although chlldren are often
unaware when they are in the process of learning,
the motivation to become involved in learning
tasks must be present. Thls motivatlon can be
inherent, necessary, or Imposed (Hymes 1981).
Children wlll do tasks for all three reasons.
Imposed motivation iIs the result of external or
extrinsic forces with the threat of punlshment or
reward. Necessary motivation is also extrinsic but
Is more personal as in when the chlld Is
Interested In the end result of a project so he
works carefully on the process. Inherent or
Intrinsic motivation results from a child’s

interest in the task In whlich he is involved

(Hymes 1981).



Each type of motivation has a different end
result. If a child’s motlivation Is external, that
Is extrinsic, the motivation to do the task Is
seperate from the task Itself (Hymes 1981). This
often results In the completion of tasks solely
for the purpose of completion rather than for the
enjoyment of the process or the end result. Many
of the worksheet type activities used in primary
classrooms are completed because the teacher has
assigned them. Often the child completlng such
activities wlll do so without questlioning the
assignment but also, without thinking about the
work he 1Is doing. Mistakes are often made even
when the child knows how to correctly complete the
activities. When questioned on such mistakes, the
child often will ask to redo the assignment rather
than try to locate the errors. It Is as though the
chlld considers the work within the worksheet to
be a whole rather than to be made of seperate
parts which can be Indlvidually considered.

A chlld completing a task whose end product is

of Interest is said to have necessary motivation.

If the task must be completed in a certain manner
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In order to result In a finished product which the
child desires, such as when cutting and pasting to
create a craft project, the child may attend to
the tasks involved in the process very intently.
The dlfficulty In this sort of motivation is that
once the desired object is completed the child has
little Interest in repeating the task and may not
even remember the necessary steps if the task was
completed by following teacher instructions.
Necessary motivation is more positive than
extrinsic motivation but the chlild’s focus is
still on the result rather than the process.

Intrinslc forces should be the desired source of
motivation for learning (Hymes 1981). If the child
Is Interested In the process of creatlng as well
as in the result of his thinking, he will learn
from hls experlence, understand how he achlieved
his end product, and most Importantly, he will be
more likely to remember what he has done. Such
knowledge is more permanent and can be transferred
to other experliences. It is likely that if the
process was lInteresting, the child will be

motivated to Investigate the subject more. This,
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according to experts, is one of education’s
highest goals: "Motivatlion for further learning is
one of the more Important consequences of mastery"
(Bloom 1971, 56).

Children are more likely to be intrinsically
motivated to compliete tasks which capture and hold
their interest. When a teacher has a specific task
that she wants a chlild or group of children to
complete, she needs to do several things. She
needs to call the children’s attention to the
task, she needs to give the Information necessary
for the children to understand what 1s expected of
their involvement in the task, she needs to check
their understanding of the task, allow them to
work on the task (Hunter 1977).

In order to pay attentlon to a task, a child
must also recognize what it Is that he is expected
to do. Children who know what is expected can
better attempt meet those expectations. If a child
knows from the lesson’s onset what It Is that he
should concentrate upon, he may have an advantage
In learning the material (Hunter 1977>. Theorists

appear to agree that:
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Young chlldren seem to thrive better under a
system that has at least a skeletal outline

of rlgldlty, In which there iIs a schedule of
a kind, some sort of routine, something that

can be counted upon, not only for the present
but also far Into the future.
(Maslow 1970,40)>

Hunter (1977) has encouraged this theory
extenslvely In the past several years. Her
approach includes the use of a well defined
structure to teach dally lessons. The structure
Hunter deflines conslsts of seven steps to the
teachlng process.

In the first step, Hunter advocates that the
teacher create an anticipatory set, which is to
say that the teacher focuses the student’s
attentlon, briefly reviews and practices related
material and develops a readiness to the
directlons that are to follow. The second step
Hunter advocates Involves the teacher
communicating to the student what it is that he
will be learning and why it Is Important, this
step is called the objectlve and lIts purpose. The
next step in the Hunter model is titled,
Instructlional input. In this step, the teacher

determines the most effective means for conveying



to the student the informatlon she ls teaching.
The fourth step is the modeling step. During this
step, the teacher helps the student focus on the
important aspects of the task being taught. The
teacher polnts out how the new lesson’s
Information fits with previous knowledge; e.g.
when teachlng about capitalization, this is the
step when the skill is pointed out In the
sentences In a book. Followlng the modeling step,
is the step called checking for understanding. The
teacher has several optlions during this step as to
method, however, the basic premise is that the
teacher checks to see If the student understands
the new information well enough to achieve the
objectives from step two. Step six involves guided
practice. Hunter’s purpose is the avoidance of
student error through incorrect practice. If the
practice 1s guided, the errors are more likely to
be reallzed as they occur, by the student rather
than by the teacher. The seventh step, Independent

practice, ls used when the student ls able to

accompl ish the objectives as set In the second




step. Fluency In the new skill Ils acquired in this
step through Independent practice (Hunter 1977).

Although the steps Hunter deflines are clearly
better than haphazardly Introducing chlldren to
new materlal, there iIs a definlte danger in
applying all of her steps to every lesson. Hunter
herself has acknowledged this common
misapplication (Hunter 1985). Many school
districts, through the perils of trying to find a
quick solution to the complexities of teaching,
require such appllication. Children are easlly
bored by adult explanations. They have a strong
desire to find things out for themselves. If every
lesson is so highly structured, It causes the
chlldren to have llttle opportunlty to experiment.
In addition, there is a real concern for the
educator whose district requires such use of the
model because so much time is spent telllng the
chlldren what it ls they are to learn, the time
for learning ls jeopardized. In some schools where
the Hunter model as a speciflc seven step rigid
system Is strongly advocated by the

administrators, teachers fill their chalkboards
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with goals and objectives in time that they
previously spent with student to teacher
interaction. Hunter expresses concern about this
misapplicatlon of her theorles and encourages
administrators to remember that the seven steps
are not requirements of all lessons. Hunter also
reiterates the purpose of the model which Is to be
a gulde for the teacher who, according to Hunter,
should be the declision maker. She encourages the
use of the model as a tool for lesson planning
rather than a specific required framework

(Hunter 1985).

There are other factors affecting children in
the classroom as well. Many primary classrooms are
dependent upon the use of extrinsic motivators.
Reward systems, such as stickers and awards, are
used to encourage children to complete tasks, do
neat work, follow behavioral guldelines such as
those establlished with assertive discipline
technigques, and other deslred school behaviors
(Canter 1978>. Although rewarding children for
thelir efforts with shiny stars, etc. has been a

standard motivation technique for many years,
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research has shown some Important discoveries as
to what such a system really accompl ishes (Maslow
1970>. It has been found that "students are more
llkely to be moved by immediate rather than
deferred and intrinsic rather than extrinsic
values" (Clark 1986, 83). If this Is true, then
many of the reward systems now In use are severely
flawed. For example, iIf a teacher wants the
children in her room to do their work neatly, she
often says that those who have a certain grade
will recelve a sticker or other small prize.
Frequently, the children turn thelr papers in and
recelve thelr prize when thelr paper |s returned
later In the day or the following morning. If
research is correct, thls is inadequate motivation
for a young child. The reward |s nelther Intrinsic
nor Immediate. The ldea of correcting the paper
and grading it, is In itself non-motivating In
that research has shown, "Marks have not proved to
be adequate motivating devices for most boys and
girls" (Clark 1986,93).

Keeping this research In mind, the common

process of a currlculum for which grades are
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given, with ability level labels being applied to
kindergarten and first graders Is unacceptable in
the public schools of today. If grades do not
motivate the student, the guestion as to their
necessity arises. It appears that the grades are
not a beneflt for the primary student and may be
detrimental to the development of their

sel f-concept (Holt 1983, 148). The ego of a young
child is very sensitive to criticism. Poor grades
are often the source of teacher and parent
pressures and punlshments which may frighten or
depress the child. Children with low grades are
often reprimanded. This is very difficult for the
young child to understand. Young children do not
have the abllity to compare thelr work with that
of others until they reach the concrete operations
level of development (Furth 1974) .They are so
egocentric that they truly believe that they have
completed a task well for the silmple reason that
they have worked on the activity and It Is
completed. The young chlld does not naturally
critique his work product, he bellieves that if it

is finished, it is correct. Often this inability
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to Jjudge the quality of his output causes a
problem for the primary child. It is not, as
frequently impllied by adults, a problem of
laziness, it Is a developmental process. Young
children’s egocentric bellefs iIn their abilities
can, however, open many doors to learning because
of the self-confidence such bellefs allow.
Teachers have a responsibllity to allow children
to try new ldeas wlithout penalization due to an
artificlally contrived set of standards such as
grades.

It is of the utmost importance that teachers
in the early vears believe that children have a
right to learn at their own pace. Learning cannot
be forced. In order to learn, children must be
relaxed, they must belleve that the teacher Iis
interested in what they know and what they are in
the process of learning. It Is disheartening to
see children rushed through a curriculum at the
tender age of six because the curriculum
guidelines have stated that all flirst graders must
complete a certain collection of materials within

a specifled length of time.
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Children who are rushed do not learn well (Hymes
1981). Conslider the contemplation of a child
learning how to tle his shoes, no matter how much
of a hurry the chlld is in, he can not rush the
act of tylng. He careful ly proceeds through the
knot and bow, pulling the loops until they are
even. He can not rush even if he wants to because
he Is concentrating. Children need to be able to
concentrate in their schoolwork in this manner as
well. They need the luxury of time so that they
can learn. Time is not wasted when a child is
concentrating, it is well spent. It iIs lmportant
to remember that primary children are very young;
they must have time to absorb their world as it is
fresh to them Just as a foreign country is fresh
to an adult. Hymes stated this best when he said:

Time Is not runnlng out for young chlldren.
Time is Just beginnlng. Because of this, the
young chlld’s classroom, more than children
at any other grade level, ought to be free of
cram sessions. More than any other, It should
be tension free. It ought to be calamity-free

and crlisis free. (1981,44)

Holt also advocates children be allowed to learn

at thelr own rate:
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But children are not railroad trains. They
don‘t learn at an even rate. They learn in
spurts, and the more interested they are in
what they are learning, the faster these
spurts are llkely to be. (1983, 155)

In addition to consideratlions of time for
children to learn at thelr own pace, the primary
classroom needs to have outlets for children so
that the learnings of the day do not become
overwhelming. Offering a variety of unstructured
materlals makes it posslible for the child to have
some control over his environment. This feeling of
control 1s especially Important for primary
chlldren because so much of thelr world ls created
by adults, adult planning, and adult ldeas.
Children spend so much of their time and energy
trying to please adulits and to do what adults
request that there are frequent opportunities for
children to make mistakes. To counteract the
problems and mistakes brought on by adult
expectations and decisions, chlldren need to have
chances to make discoveries on thelr own. They

need to find the confidence which comes from

success. Unstructured materials can go a long ways

to help boost self-confldence and reduce tension
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station which 1s mostly a supply area for creative
writing efforts. The art station is located
closest to the hallway as changing classes will
not interfere with its use. I have created a quiet
zone for the library area with a carpet remnant,
stuffed animals, and pillows. The math games area
Is defined by another carpet remnant. It Is
interesting to note that I set no specific rules
regarding using the individual math games on the
carpet and the group games elsewhere but the
children have divided their play in this manner
consistently. Recognizing that teachers, too, have
comfort needs In the work environment, I have
designated one area of the classroom as my own
space which is only used by the children with
permission. It is of interest that when a child
asks to use this area it is generally on a day
that has been very busy and the child often brings
a plcture book and a stuffed toy with him.

When developing a classroom environment that is
based on the desire to increase student motivation
and attention it is important to recognize that

all of the features within the environment affect



77

the children in it. The various levels of
development within a class of children make even
the establ ishment of rules difficult. Rules have
di fferent meanings to preoperational and concrete
operational children. To the preoperatory child, a
rule is a rule and cannot be changed. To a child
at the concrete level, rules are agreements that
can be changed by consent of all those involved. A
preoperatory child may make up the rules to a game
but once made up he is reluctant to allow others
to change his rules.

Frequently, preoperatory children will add
contractitory rules when the central play figure
changes rather than attempt to alter another
child’s rules. The rules that are followed are the
ones last stated. Concrete level children,
however, are more likely to determine rules
through much discussion and arguement before play
begins. Once a consensus is reached, the rules
remain consistent for the duration of the game
(Furth 1974). The teacher must remember this when
developing rules for the class. Whether the rules

are decided by the teacher or through class
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consensus, the teacher must be aware that the
children will view them in a manner consistent to
his level of development. I have found it easiest
to have general rules which are unchanging and
have had very few discipline problems with this
system.

Classrooms are busy places. One of the products
of such business is noise. Children are not quiet
by nature. They are boisterous and excitable. This
causes problems when they are in a large group in
a small space such as a classroom. Conflicts often
occur when children are in the midst of excited
discovery because they become noisy. The noise
affects others by attracting their attention and
interfering with other learning. Many times this
causes the teacher to reprimand the students who
were the initial noise makers. There are countless
primary classrooms where talking is prohibited so
as to avoid such conflicts. I have tried to
develop a different approach.

Given that children are not innately quiet, I
accept their need to talk. They are new to this

world, they are constantly discovering new things,
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and they must share their discoveries with others
(Hymes 1981).The classroom environment ought to be
flexible enough to compromise on the issue of
classroom noise. Enforcing a "No talking" rule
takes a tremendous amount of teacher energy which
can be better spent.

Child development theory stresses that children
at the preoperational and transitional levels of
development need to test new information out
themselves (Weikart 1971). Telling friends about
discoveries helps the children internalize new
knowledge. Knowing this, I allow the children in
my classroom to talk to each other almost all the
time. Children listen when they are interested, if
a friend is talking, children will probably pay
much closer attention than if a teacher is
talking. Since learning to listen and make
conversation are necessary skills, I believe that
encouraging children to talk to each other is a
teacher’s responsibility.

I institute ground rules at the beginning of the
vear to make this idea work in my room. These are

definite rules which protect the relaxed
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environment of a classroom where children do not
have to be afraid to talk from becoming a chaotic
place where no one learns. My rules are:
(1> If you want to talk to someone go over to
to them so your voice doesn’t disturb
others.
(2) If someone is bothering you with their
talking, tell them.
(3) If you are talking tome, I will stop and
listen; you must do them same for me.
It seems to be a simple way to boost these
important skills, talking and listening, but if
you have ever been in a classroom where this is
not allowed, you are aware of how stiffled the
children are when it comes to oral book reports,
science discussions, etc. If children are not
allowed to talk, it is more difficult for them to
learn to communicate.

All of these ideas are applications of theories
in the areas of attention, motivation, child
development, and classroom environment. They
represent my commitments to changes which I
believe will enable my students to become more
motivated to attend to their school experiences.

In addition, these applications represent my

attempt to create a non-threatening environment in




which children feel secure enough to take the

necessary risks that learning requires.
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CHAPTER VII - CONCLUSION

"How can I motlvate my students to attend to
their lessons and learn that which they are
required to learn In school?", was the author’s
initial research question. The answer to this
question ralsed more questions than It answered.
Research Indicates that motivation 1s a key
component of attention, that motivation is
dependent upon developmental readlness to learn,
and that environment is an important factor in the
learning process. The inter-relationships between
these areas of research and their empirical
application In the primary classroom then became
apparent.

The preceeding chapters demonstrated many of
these inter-relationships between learner
attention, motivation, and the classroom
environment as they relate to developmentally
appropriate education. Learner attentlon and
motivation are dependent upon a developmentally
appropriate classroom environment. The materials,

currliculum, furnishings, and climate must match
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the learner’s readiness. Educational theory
supports these needs and publlc schools must do so
as well.

The application of educational theory has been
discussed In a theoretical as well as practical
manner. It is hoped through thls research, the
reader will galn the insight necessary to apply
the theorles dliscussed In her own classroom.

Followlng an Introductory chapter, the next
three chapters of this project are a limited
review of the avallable research literature In the
areas of motivation, attention, and classroom
environment. Key theorles and ideas have been
cited to give the reader a basis for understanding
the applications which follow In the chapter on
the empirical applications of these theories.
Further reading in child development theory is
recommended to supplement understanding of this
project. Combining the theories of other
researchers created a challenge for the author.
Inter-relationships were apparent yet it was

difficult to judge whether the theorists clted
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would agree with such combinations. It is hoped
that none will take offense.

The sixth chapter presents a personal
application of the research presented in chapters
one through five. The author describes how the
theoretical information presented In thls project
has been used in her first grade classroom.
Inclusion of such a chapter, written in first
person, Is to demonstrate that the application of
educatlional theory is possible, practical, and
necessary for educators.

It is necessary for educators to undersbtand
learner attention and motivation. A commitment to
the use of child development theory must be made
if one is to address these Issues. The classroom
teacher must strive to create a classroom
environment which addresses the motivation and
attention through the safety needs of children and
thelr developmental levels while using appropriate
curricula and materials. Children are the world’s
future; a commitment to Improving thelr education

is a promise to mankind.
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