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Abstract 

The objective of this dissertation is to bridge the gap between a body of work referred to 

in the educational sciences as Evidence-Based Teaching (EBT) and the literature of social 

work teaching. Despite an extensive body of literature available to guide higher education 

instructors in optimizing student motivation and learning outcomes, this knowledge base 

is underutilized in social work. Consequently, social work instructors may not be aware 

of teaching practices based on this research and are unlikely to be included in the 

dialogue since the majority of research on EBT investigates student rather than instructor 

characteristics. As EBT is based on the interaction between instructors and students in the 

classroom, understanding both perspectives is critical. This research began with a content 

analysis to uncovered areas of discussion in social work education, and particularly 

focused on EBT as it relates to social work learning outcomes.  Next, a quasi-

experimental study explored the utility of a metacognitive approach to increasing social 

work instructors’ self-awareness of their teaching. This newly created metacognitive self-

assessment tool holds promise for enhancing teaching practices. A third study explored 

Self-Determination Theory, Achievement Goal Orientation Theory, and situational 
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motivation characteristics of social work undergraduate majors, compared to business, 

nursing, and engineering majors. Taken together, these three studies comprise a 

comprehensive body of work aimed at advancing social work education and engaging 

social work in the interdisciplinary EBT conversation with implications for strategies to 

achieve a discourse that is focused on social work faculty/instructor development and 

learning outcomes. 
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Chapter 1: Introduction 

Classroom interactions and the effect on student learning outcomes continue to be 

a significant area of educational research. Those concerned with social work education 

are no less concerned with student learning outcomes, and the effect on policy and 

practice in the field. Overall, social work as a profession values research and evidence-

based outcomes, particularly when applied in social work practice in terms known as 

Evidence-Based Practice (EBP) (Bellamy, Mullen, Satterfield, Newhouse, Ferguson, 

Brownson, & Spring, 2013;  Mathiesen  & Hohman, 2013; Thyer, 2006).  Evidence-

based teaching (EBT) shares commonalities with EBP in the sense that EBT is a 

perspective and practice of teaching guided by research. Groccia and Bruskist (2011) 

provided a simple definition of EBT as:  

the conscientious, explicit, and judicious integration of best available research on 

teaching technique and expertise within the context of student, instructor, 

department, college, university, and community characteristics (p. 8). 

The critical goal of teaching is to help students achieve desirable and predefined 

learning outcomes, through which the application of EBT may improve teaching 

outcomes by focusing on the complex array of student and instructor behaviors. Tournaki 

and Podell (2005) identified other ways to improved teaching outcomes relate to 

improved student-instructor interactions. They note: 

Teachers with high efficacy make less negative predictions about students, and 

seem to adjust their predictions when student characteristics change, while low 

efficacy teachers seem to be paying attention to a single characteristic when 

making their predictions (p. 299). 
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A holistic and optimistic attitude about students reflects the Strength’s 

Perspective, which is integral to social work values and EBP (Saleebey, 2012). When 

social work instructors use EBT methods, they have the potential to improve their sharing 

of information, motivate students better, improve the student-instructor relationship, and 

advance learning outcomes. 

There are important reasons to focus on EBT research. One purpose is to fill the 

gaps in the existing body of research. The social work educational research has certain 

areas that need to be understood and researched more thoroughly, including the shortage 

of instructors as research participants in studies related to improving teaching and 

learning in social work. A 5-years pilot study (2007-2011) of two social work education 

journals, Journal of Social Work Education and Journal of Teaching in Social Work, 

revealed that less than 5% of empirical research on social work education involved 

instructors as research participants, and most were field instructors (Tesh, 2014).  

As a potential newcomer to the discourse of EBT, social work is well positioned 

to contribute to the EBT literature as educators, as research participants, and as 

researchers uncovering the unique ways in which EBT overlaps with social work 

education, practice, and research. While teaching efficacy occurs through a complex 

array of student and instructor characteristics, students have been the predominant 

research participants in EBT studies; however, social work instructor motivation, 

learning, and training are also important concepts that should be considered for 

improving student learning outcomes. 

Among the many student concepts studied, motivation and its relationship to a 

student’s college major have been explored in a variety of studies. This increased 
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research focuses on aspects of students’ motivation as a way to inform instructors, 

departments, curricula, colleges, and universities. Understanding what motivates students 

within and across disciplines is important to the overall success of students, instructors,  

and academic programs; however, more EBT research is needed to examine the 

differences in motivating factors across multiple disciplines. Social work is sometimes 

left out of broader studies on motivation and learning, thus demonstrating how social 

work majors are uniquely motivated may be helpful for social work education. 

Relevance to Social Work 

Social work supports evidence-based interventions, programs, and policies 

(Lalayants, Tripodi, & Jung, 2009); however, EBT practice for social worker instructors 

are equally important. EBT functions as an effort to analyze and apply research evidence 

to any institution or to instructor behaviors, decisions, teaching methods, and teaching 

designs in order to increase student learning (Giustini, 2010; Petty, 2006; Saville, 2009). 

Much of the existing research supports how EBT and evidence-based communication 

methods resemble social work clinical EBP. Norton, Russell, Wisner, & Uriarte (2011) 

and Lewis and Sweet (2007) review effective teaching skills which are similar to social 

work EBP. Those skills include: 1) empathy, 2) active listening, 3) discussion group 

facilitation and encouraging participation, 4) use of transference for role playing 

counseling application, 5) conflict mediation, 6) cultural competency, 7) helping others 

feel comfortable, 8) being flexible, 9) establishing rapport, and 10) evaluating progress. 

Similarly, Braxton and Bayer (1999) and Lewis and Sweet (2007) point out teaching 

behaviors to avoid (similar to social work practice caveats): 1) monopolizing the 

conversation, 2) being pompous, 3) ridiculing, 4) being a dictator, 5) interrupting, 6) 
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locking horns, 7) condescension, 8) personal disregard, 9) uncooperative cynicism, and 

10) an authoritarian classroom (social system). 

Because EBP social work skills correspond with effective interpersonal skills in 

student-instructor interactions, noting the similarities may be important for building on 

the research that supports effective teaching methods for social work students. Some EBP 

skills that partner well with EBT include: 1) Open-ended questions and reflective 

listening (Heim, 2012; Noddings, 2012; Rautalinko, 2013; Sheldon, 2010); 2) Valuing 

where the person (student) is positioned in their transformation (i.e. education) (Bridwell, 

2013; Hodge, 2011; Mun-Jeong& Bong-Whan, 2010); 3) Collaborative non-

confrontational communication (Sheldon, 2010; Taras, et al., 2013); 4) Applying a 

Rogerian perspective using appropriate warmth and openness (Burgan, 2008; Heim, 

2012; Miller & Rose, 2009; Rubin, 2012); 5) Encouraging self-determination 

(Beachboard, Beachboard, Li, & Adkison, 2011; Hanna, 2011; Johnson, 2013; Loon, 

Ros, & Martens, 2012); 6) Promoting self-efficacy (Joo, Lim, & Kim, 2013; Katz  & 

Sugden,  2013; Miller & Rose, 2009); 7) Emphasizing personal progress (Fitzpatrick, 

2012; Stanier, 2013); and  8) Emphasizing research supported practice in both teaching 

and social work (Bellamy et al. 2013; Josephsen, 2013;  Mathiesen  & Hohman, 2013; 

Petty, 2006).  The social work and education fields share many compatible theory, 

research, and practice skills. The above list shows only a few complimentary EBP and 

EBT concepts in social work and teaching practice. 

There are other important reasons to study evidence-based social work education. 

Social work instructors might be concerned with understanding if and how social work 

students are unique in their motivations to learn. Basham and Buchanan (2009) and 
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Buchanan, Kim, and Basham (2007) compared social work and business students and 

found that social work students were more inclined to want to gain knowledge for 

intrinsically motivated reasons, while business students tended to be more extrinsically 

motivated in their majors. Hilmer and Hilmer (2012) discovered that from a sample of 

9,000 undergraduate college students, extrinsically motivating factors affected students’ 

college and major choices. Students who wanted more financial attainment, which often 

included business and engineering majors, sought out higher-ranking universities. 

Students who felt it was more important to remain near their families were more limited 

in their university options. These students were more likely to choose certain majors, 

such as education degrees. Allen and Robbins (2008) studied 50,000 college students’ 

“felt sense of acclimation to their majors.” Allen and Robbins found that a student’s 

perception that their major was a “good fit” was a motivating factor for staying in their 

chosen major. Academic performance in their major was also important for these students 

to continue to feel motivated and remain in their major. Further research is needed to 

understand whether social work students are indeed unique in their motivations for 

learning compared to students in other majors. 

EBT that targets the social work audience can help to clarify the relationship 

between Teaching efficacy and social work practice excellence. To support improving 

teaching efficacy, the accreditation body of social work, Council on Social Work 

Education (CSWE), has put forth Educational Policy and Accreditation Standards 

(EPAS) to measure the specification of 10 core student competencies (Council on Social 

Work Education, 2008). In addition to the CSWE core competencies, the EBT literature 

can advance social work education to enhance social work student learning outcomes. 
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Theory 

Three primary motivation and learning theories, and one learning perspective, 

have been applied to inform the research for three studies in this dissertation:  

Metacognition Theory, Self-Determination Theory, Achievement Goal Orientation 

Theory, and Evidence-Based Teaching perspective. Article-1 applied Evidence-Based 

Teaching perspective. Article-2 applied Metacognition Theory and Self-Determination 

Theory. Article-3 applied Self-Determination Theory and Achievement Goal Orientation 

Theory. 

Theory in Article-1.  Article-1 is a review of 10 years of three primary education 

social work journals (Journal of Social Work Education, Journal of Teaching in Social 

Work, and Social Work Education: The International Journal). This article focused on 

how these journals considered EBT and student learning outcomes. Learning outcomes is 

a predominant term in education and teaching discourse, particularly in terms of EBT 

(Altbach, Reisberg, & Rumbley, 2009; Ambrose, Bridges, DiPietro, Lovett, Norman, & 

Mayer, 2010; Petty, 2006; Schroeder, Scott, Tolson, Huang, & Lee 2007; Saville 2009).   

Groccia and Buskist (2011) discussed similar EBT trends in higher education, 

where instructors are using less instructor-centered methods of teaching, and applying 

more student-centered teaching methods (DeAngelo, 2009). DeAngelo showed that from 

2005-2008, lengthy lecturing (which is instructor-centered) has decreased somewhat, 

while other student-centered teaching methods (e.g., collaborative learning in student 

groups) have increased slightly. Although these movements are small, trends are moving 

in EBT directions.  
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As aforementioned, EBT is closely tied to social work EBP. Social workers value 

practice outcome measurements (Blythe & Tucker, 2008; Mullen & Shuluk, 2011; 

Widmann, 2006), person-centered practice strategies (Cott, 2004; Grobler, 2009; Tong, 

2011), and community-centered strategies (Freeman, 2011).   By the same token, some 

social work education researchers are concerned with learning outcomes (Calderon, 

2013; Carpenter, 2011; Lee & Fortune, 2013; Teater, 2013), student-centered learning 

strategies (Abel & Campbell, 2009; Karolich  & Ford,  2013; Spiteri, 2013), and 

collaborative learning strategies (Douville , 2013; Jones, 2010; Tew, Holley & Caplen, 

2012).  

This EBT-EBP link is apparent in other ways. Groccia and Buskist (2011) stated 

that EBT is historically linked to a variety of clinical fields, such as medicine, nursing, 

psychology, and social work. These clinical fields have utilized evidence-based research 

to inform practice, and as such, have integrated EBP concepts into teaching practices 

(Lalayants et al., 2009). The goal of EBT is to teach using methods based on research, in 

order to measure, examine, and optimize student learning (Giustini, 2010; Petty, 2006; 

Saville, 2009). 

Theory in Article-2.  Article-2 examines a metacognitive exercise that allowed 

instructors to self-assess their teaching practice throughout the course of a semester, 

comparing their teaching practice against EBT techniques. Article-2 applied two learning 

and motivational theories: Metacognition Theory and Self-Determination Theory. 

Metacognition Theory was applied to raise instructors’ consciousness regarding their 

thinking and behavior, to promote better self-reflection, understanding, and self-

regulation regarding their teaching practice. Self-regulation is a quintessential feature of 
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metacognitive application Instructors were provided information about EBT practice 

during the self-assessment. By providing EBT information, asking instructors to view 

themselves from the perspective of the student, and consider past student feedback, 

instructors were then asked to self-reflect on their teaching strategies through a self-rating 

system. In this way, this study was attempting to boost the instructors’ self-regulation of 

their teaching practice behaviors. (Anderman & Anderman, 2009; Papaleontiou-Louca, 

2008; Schraw, 2001; Wilson & Bai, 2010; Purdue, 2012).  

Autonomy (an important variable for Self-Determination Theory) was also 

supported in the study. Autonomy is not only a primary feature of Self-Determination 

theory, it is also an important component of Metacognitive Theory (Cubukcu, 2009). 

Autonomy is applicable to the metacognition exercises in other ways. Kim, Twombly, & 

Wolf-Wendel (2008) and Raelin (2003) have shown that autonomy is a motivating factor 

for college instructors, and has the potential to improve work performance. Autonomy 

was supported in this study by providing educational resource information, a structure 

through which instructors reflected on their teaching practice, and returned self-

assessment scores and comments for the instructor’s personal review.  

Numerous studies have found positive correlations between autonomy with 

increased motivation (Beachboard, Beachboard, Li, & Adkison, 2011; Deci & Ryan, 

2000). When learners’ autonomy is supported, the learner is more likely to extend their 

learning beyond the requirements of a course. Learners who have increased autonomy 

and metacognitive self-regulation are more likely to use more learning strategies, know 

more information about many topics, and are less likely to fear failure (Cubukcu, 2009). 

Increasing autonomy and metacognitive self-regulation may also increase student critical 
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thinking (Stefanou, Stolk, Prince, Chen, & Lord, 2013). When autonomy is used by 

learners, an activation of intrinsic motivation is also more likely to occur, which is 

important for self-directed learning (Deci, Koestner, & Ryan, 1999; Deci & Ryan, 2000). 

Used well though EBT, autonomy is more likely to increase learning outcomes (Chang, 

2012; Stefanou, Stolk, Prince, Chen, & Lord, 2013).  

Theory in Article-3.  Article-3 is an examination of the learning and motivation 

profiles of students from four undergraduate majors: business, engineering, nursing, and 

social work. Two motivation and learning theories were applied, Achievement Goal 

Orientation Theory and Self-Determination Theory. Achievement Goal Orientation 

Theory identifies two orientations to learning: learning orientation (LO) and performance 

orientation (PO). An individual with a LO would focus on learning tasks and the mastery 

of a subject, while an individual with a PO would stress how well he or she performed 

compared to others, which would be emphasized through grades and awards. A student, 

instructor, or even an institution may have either a LO or PO in attitude or action. When 

comparing LO to PO, those with a LO believe and act as though learning is on a 

continuum of overall progress towards improvement. Since learning is progressive, 

immediate results are not always expected. Individuals (or, instructors or institutions) 

with a LO tend to have better learning outcomes over time with steady progress. 

Immediate excellent results are not typically the primary concern for individuals, 

instructors, or institutions with a LO (Darnon, Butera, & Harackiewicz, 2007; Elliot & 

Murayama, 2008; Harackiewicz, Durik, Barron, Linnenbrink-Garcia, & Tauer, 2008). 

Those with a PO generally expect immediate results because their focus is on grades and 

competition with others, rather than on the learning process. Individuals, instructors, or 



 

10 

institutions that have a PO sometimes become quickly disappointed by outcomes, which 

can lead to increased competition, dropout, cheating, and stratification between 

individuals (Anderman, Griesinger, & Westerfield, 1998; Arum & Roksa, 2011; 

Covington, 2000; Jabbar, 2011). Achievement Goal Orientation Theory also includes two 

other phenomena known as performance avoidance (PA) and work avoidance (WA). PA 

occurs when individuals avoid performing out of fear of failure that is due to 

psychological stress. Individuals with PA often miss out on learning experiences due to 

anxiety. In contrast, WA occurs when individuals simply do not want to work hard, and 

their avoidance is not due to any type of psychological stress. Strong positive correlations 

have been found between PO and PA or WA (Barkur, Govindan, & Kamath, 2013; 

Dupeyrat & Mariné, 2005).  

Self-Determination Theory (SDT) was the second theory used for Study-3. SDT is 

an evidence-based motivational theory that is concerned with our intrinsic tendencies to 

“behave in effective and healthy ways”   (Self-Determination Theory, 2014).  Edward L. 

Deci and Richard M. Ryan established this theory in the early 1980’s, and have 

collaborated with different researchers to understand SDT in different contexts. SDT 

encompasses three features for conceptualizing motivation: autonomy, competence, and 

relatedness. Each of these features is positively correlated with increased motivation.  

Autonomy occurs when a person acts on their own volition as an activation of 

intrinsic motivation (Deci & Ryan, 2008), which in turn leads to increased learning 

outcomes (in an educational environment) (Niemiec & Ryan, 2009). Cameron et al. 

(2005) emphasized the importance of autonomy in the context of control and rewards, 

stating: “rewards can enhance intrinsic motivation through competence only if the 
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rewards are not perceived as controlling” (p.634). The second SDT feature, competence, 

occurs when someone feels capable of accomplishing tasks that challenges their own 

limits. Students who report feeling competent at performing tasks also report an increased 

interest in learning new skills, as well as increased feelings of accomplishment (Niemiec 

& Ryan, 2009). The third feature of SDT, relatedness, can have an effect on increasing 

motivation when relationships are positive. When there are positive relationships, 

relatedness can increase learning outcomes, specifically related to critical thinking and 

job preparation (Beachboard, Beachboard, Li, & Adkison, 2011). The interaction 

between autonomy, competence, and relatedness is interdependent. The quality of 

relatedness in the classroom affects the condition of learning and autonomy, and thus the 

student’s development of competence. Each feature affects the other in a myriad of 

circumstances (Deci & Ryan, 2012; Dupont, Carlier, Gérard, & Delens, 2009; Reeve & 

Halusic, 2009).  

Three Motivation and Learning Theories.  All three theories share 

commonalities to support EBT and enrich learning outcomes. The Metacognition, Self-

Determination, and Achievement Goal Orientation Theories are testable and provable 

theories for improving learning outcomes using EBT methods. These theories overlap in 

other ways. For example, Self-Determination Theory and Achievement Goal Orientation 

Theory are both motivation theories. Moreover, autonomy, as a testable variable in Self-

Determination Theory, is a mitigating factor in Metacognition Theory because autonomy 

is a fundamental and functional feature of self-regulation in Metacognition Theory 

(Cubukcu, 2009; Victori & Lockhart, 1995). Achievement Goal Orientation Theory may 

also be dependent on concepts of autonomy when instructors or institutions attempt to 
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increase LO among students. By increasing autonomy, the potential for self-directed 

learning is enhanced (Autonomy, 2012; Taylor, 2006; Wosnitza & Volet, 2009). Self-

directed learning is an important feature for increasing learning outcomes, as well as 

decreasing competition in the classroom, both of which are features of EBT (Ambrose et 

al., 2010). Reducing competition (self-comparison against others) to increase learning is a 

characteristic of someone with a LO, according to Achievement Goal Orientation Theory 

(Lam, Yim, Law, & Cheung, 2004; Roseth, Johnson, & Johnson, 2008). Likewise, non-

competitive high quality relationships have also been shown to improve work 

environments (Gagne & Deci, 2005). As noted in these few examples, these three 

theories intersect to support EBT perspectives and learning outcome goals. 

Statement of the Problem 

The social work education literature and research does not sufficiently integrate 

the extensive knowledge base that EBT has to offer. Furthermore, instructors are 

underutilized as research participants in social work education research. As mentioned 

earlier, an examination of two social work education journals over the years 2007-2011 

revealed that less than 5% of the empirical studies involved instructors as research 

participants, and most were field instructors (Tesh, 2014).  In general, the social work 

education research is heavily invested in students as research participants, thus creating 

an imbalance in the research perspective. Research regarding unique student-instructor 

dynamics that drive optimal motivation and learning could be augmented to improve our 

understanding of how students learn and how to teach better. Overall, the social work 

education research literature infrequently addresses how social work students are 
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motivated in their learning experiences. Aside from a few studies, little is known about 

how social work students are unique in their achievement or learning motivation. 

The Dissertation as Three Articles 

This three-article dissertation specifically discusses EBT from the perspective of 

how student motivation and learning are affected in higher education. The three articles 

have an overarching theme of understanding and applying EBT concepts to social work 

teaching and education, and examine both instructors and students as participants. 

Article-1 examined the overall discourse in the social work education literature, 

and the extent to which social work education is concerned with learning outcomes. It 

introduces the concepts of EBT to a social work audience through a review of 10 years of 

literature culled from three prominent social work education journals. Findings indicate 

that although some consideration is paid to learning outcomes in social work education, 

social work research might connect to the educational sciences more often to increase the 

body of work in this area. In particular, social work’s focus on measuring students’ 

competencies can be strengthened by incorporating theory-driven EBT literature. 

Article-2 applied two EBT-related theories, Metacognition and Self-

Determination Theory, to instructors’ self-assessments in an attempt to address and 

identify gaps in the EBT literature. While most EBT research, particularly metacognition, 

has relied extensively on student participants, Article-2 is one of only a handful of studies 

that engages instructors in thinking about how they teach. Though it is a pilot study, the 

findings from Article-2 suggest that the metacognitive self-assessments were useful for 

helping instructors recognize, identify, and use EBT practices. 
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Having introduced the EBT topic and engaged instructors in thinking about EBT 

constructs, Article-3 then builds on the discussion by examining how social work 

students differ in motivation to learn as compared to three other disciplines: nursing, 

business, and engineering. The findings document the uniqueness of social work students 

in their autonomy, competence, relatedness, and intrinsic motivational aspects, all 

preferred orientations in learning. Thus, the field of social work has much to learn about 

EBT, but also has much to offer given its current commitment to EBP. This research 

supports closing the gap between EBP and EBT in social work education. 

Title, Research Question, Method, Abstract, and Targeted Journal 

Article-1 Title. Evidence-based teaching in social work education: A 10-year 

review of themes in the education literature and their relationship to learning outcomes. 

Research question. What are the most common topics addressed in social work 

education literature, and to what extent do the topics overlap with the education sciences 

theories and discourse related to student motivation and learning? How do learning 

outcomes connect to all the other topics in the literature? 

Method. A content analysis was used to review three prominent social work 

education journals article abstracts over a 10-year span (2003-2012). Themes were 

obtained from the empirical and conceptual article abstracts, which included 1,151 total 

articles. A deeper analysis was performed to understand the relationship between the 

topic, learning outcomes, and the many other topics discussed in the literature. Analyzing 

the connections between learning outcomes and other topics is important for recognizing 

how EBT is supported in the literature. 

Abstract. Instructors apply a large and growing discourse on improving teaching 
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practice, sometimes referred to as evidence-based teaching (EBT), to increase learning 

outcomes. Similar to the relationship between practice and evidence-based practice 

(EBP) in social work, EBT informs and guides teaching practice; and is important to 

social work education. This research employed content analysis to explore the extent to 

which social work education journals cover topics related to the major EBT constructs. A 

review of 1151 article abstracts, published in three prominent social work education 

journals over the past 10 years, documents themes and sub-categories which describe 

topics covered in the social work teaching literature. Out of the 1151 articles, 72 articles 

were coded as having a concentration on learning outcomes. Based on the analysis, the 

articles that emphasized learning outcomes were also more likely to concentrate on 

student satisfaction, EPAS, macro practice, learning self-efficacy, and service learning. 

The results of this study also showed that relatively little of the social work education 

literature and research overlaps with EBT. Implications for social work education and 

practice are presented. 

Targeted journal. Social Work Education: The International Journal. 

Article-2 Title. Teaching about teaching: Engaging social work instructors in 

metacognitive exercises to self-assess teaching effectiveness. 

Research question. How do instructors rate their teaching on questions related to 

how students are motivated to learn? To what extent do metacognitive self-assessments 

help to raise awareness about evidence-based teaching strategies among social work 

instructors? Is there a change in course evaluation scores or in the instructors’ confidence 

to alter teaching practice after going through self-assessment exercises? 

Method. This metacognitive self-assessment study is a quasi-experimental pilot 
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design with a total of 44 social work instructor participants from around the country. The 

surveys from the study served three purposes. First, the surveys collected information 

about how instructors rated themselves in their teaching practice. Second, the surveys 

were designed to serve as an educational tool to inform the instructors about evidence-

based teaching methods. Third, the surveys were used as a tool to elicit the instructors’ 

own self -awareness about what teaching methods they were using, and to prompt the 

instructors to think from an outsider’s perspective. Instructors took three self-assessments 

throughout the semester. The first three self-assessments were implemented during the 

first semester, four weeks apart. The final survey, or post-test, was given four weeks into 

the second semester. The design is depicted as: XO1   XO2   XO3   O4 (Rubin & Babbie, 

2008). 

Abstract. Many theories have documented the interplay of interpersonal 

communication between students and college instructors on motivating students for 

improving learning. Few existing studies have involved college instructors, and fewer 

have attempted to assess how college instructors rate their own teaching efficacy. The 

following evidence-based pedagogical areas were studied, relative to how instructors 

applied metacognitive thinking approaches to improve their teaching skills. The aim of 

this study was to elicit instructors’ teaching self-awareness and promote environments 

that motivate student learning. This pilot study tests out a newly designed self-assessment 

to increase college instructors’ awareness of their own teaching by improving teaching 

practices using metacognitive exercises. Although this research is a pilot study, based on 

feedback from the social work instructors, results indicated a modest improvement in 

teaching evaluation scores and comments from students. The self-assessment holds 
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promise for further research to assess user-friendly exercises for instructors to learn and 

use evidence-based teaching strategies. 

Targeted journal. Journal of Teaching in Social Work. 

Article-3 Title. Examining motivation for learning across academic disciplines: A 

study of business, engineering, nursing, and social work college students. 

Research question. What are the differences in motivational qualities among 

business, engineering, nursing, and social work majors? 

Method. Students from the four college majors of business, engineering, nursing, 

and social work, took three motivational and learning measurements. The measurements 

were as follows: the Basic Psychological Needs Scale (BPNS) (Deci & Ryan, 2000), the 

Achievement Goal Orientation Scale (AGOS) (Harackiewicz et al., 2008), and the 

Situational Motivation Scale (SIMS) (Guay, Vallerand, & Blanchard, 2000). A one-way 

multivariate analysis of variance (MANOVA) statistical method was used to measure the 

difference between the means between independent groups (the four majors) using a post-

hoc test (Todorov & Filzmoser, 2010). A total of 608 undergraduate college students 

were included in this sample. 

Abstract. This paper explores motivation and its relationship to a student’s 

college major across four disciplines: business, engineering, nursing, and social work. 

Guided by self-determination and achievement goal orientation theories, three motivation 

measurement scales were used for this study, the Basic Psychological Needs Scale (Deci 

and Ryan 2000), the Achievement Goal Orientation Scale (Harackiewicz et al., 2008), 

and the Situational Motivation Scale (Guay et al., 2000). A one-way multivariate analysis 

of variance (MANOVA) statistical method was used to generate motivational profiles for 
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students from each of the four majors. The 608 undergraduate students who participated 

in the study reported significant differences on various measures of motivation for 

learning, with social work and nursing aligned differently than engineering and business, 

for the most part. Findings hold implications for instructors, programs, and institutions in 

terms of helping to understand why students are drawn to certain majors and how 

instructors can optimize learning and teaching strategies, taking into consideration what 

students from different majors report about what motivates them to learn in their majors. 

Targeted journal. Journal of Social Work Education 
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Chapter 2 

Evidence-based teaching in social work education: A 10-year review of themes in the 

education literature and their relationship to learning outcomes. 

Abstract 

Instructors apply a large and growing researched based discourse on improving teaching 

practice, sometimes referred to as evidence-based teaching (EBT). Similar to the 

relationship between practice and evidence-based practice (EBP) in social work, EBT 

informs and guides teaching practice; and is important to social work education. This 

research employed content analysis to explore the extent to which social work education 

journals cover topics related to the major EBT constructs. A review of 1151 article 

abstracts, published in three prominent social work education journals over the past 10 

years, documents themes and sub-categories which describe topics covered in the social 

work teaching literature. Out of the 1151 articles, 72 articles were coded as having a 

concentration on learning outcomes. Based on the analysis, the articles that emphasized 

learning outcomes were also more likely to concentrate on student satisfaction, EPAS, 

macro practice, learning self-efficacy, and service learning. The results of this study also 

showed that relatively little of the social work education literature and research overlaps 

with EBT. Implications for social work education and practice are presented. 
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Introduction 

Teaching efficacy is fundamental in academia. At their best, instructors in higher 

education share information, transform minds, and motivate students. As a response to 

the ongoing and heightened emphasis on “good teaching,” the discourse on standards of 

teaching practices is evolving, with a recent shift to apply EBT techniques to maximize 

learning outcomes (Altbach, Reisberg, & Rumbley, 2009; Ambrose, Bridges, DiPietro, 

Lovett, & Norman, 2010; Patterson & Klein, 2012; Saville, 2009).  

With the goal of developing higher standards of teaching, EBT is defined as  

a concerted effort to analyze and apply research evidence for instructor behaviors, 

decisions, teaching methods, and teaching designs. Ultimately, the goal of EBT is to 

measure, examine, and optimize student learning (Giustini, 2010; Petty, 2006; Saville, 

2009). Altbach et al. (2009) emphasized a greater need to engage students in active 

learning and increase our attention on teaching models driven by student learning 

outcomes. The researchers optimistically described a trajectory of changes: 

Teaching models have evolved from the primitive "blame the student" approach.., 

to the teacher-centered scenario of acquiring "tricks of the trade..,” to the most up-

to-date student-learning research that defines good teaching by examining 

whether students achieve desirable and predefined learning outcomes. (p. 114) 

Other researchers described similar trends in education from teacher-centered 

models toward slightly more student-centered models (DeAngelo, 2009; Groccia & 

Buskist, 2010). For example, the use of extensive lecturing, which is teacher-centered, 

has decreased, while more student-centered teaching methods have slightly increased 

from 2005-2008. DeAngelo (2009) noted that student-centered teaching methods include: 

cooperative learning, group projects, multiple drafts of written work, student peer 
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evaluations, reflective writing/journaling, using real life problems, and providing 

immediate feedback in class. Altbach et al. (2009) highlighted that practicing both 

student-centered and learning-centered teaching strategies would, in turn, produce the 

desired learning outcomes. 

Similar to the relationship between best teaching practices and EBT, social work 

teaching may increasingly be guided by evidence-based teaching practice. Mitchell 

(2008) defined EBT strategies as “clearly specified teaching strategies that have been 

shown in controlled research to be effective in bringing about desired outcomes in a 

delineated population of learners (p. 1).” Similar to how EBP highlights person-centered 

practice for effective service outcomes, EBT standards emphasize student-centered 

teaching to maximize student learning outcomes (Blythe & Tucker, 2008; Freeman, 

2011; Grobler, 2009; Mullen & Shuluk, 2011; Tong, 2011; Widmann, 2006). However, 

while EBP is infused in the social work education literature, the extent to which social 

work educators are guided by a similar system of evidenced practice in their teaching 

strategies is unclear. 

The EBT Discourse 

Interestingly, “EBT has its roots in the clinical fields of medicine, nursing, 

psychology, and social work” (Groccia & Buskist, 2010, p. 7), which have each applied 

evidence-based research to their practice, and have thus integrated higher standards of 

practice into their teaching. Definitively, EBT is the practice of teaching while taking into 

consideration research and leaning outcomes. Multiple areas of research need to be 

considered in education, such as the motivational sciences, how people learn, how people 

teach, creating change in learning (effectiveness), and producing student enjoyment in 
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learning to increase motivation for improving leaning (Buskist & Groccia, 2011).  

Ambrose et al. (2010) provided seven evidence-based principles for teaching in higher 

education. These seven areas included: 1) how prior knowledge affects learning; 2) how 

students organize knowledge; 3) how certain factors motivate student learning; 4) how 

students develop mastery of an area; 5) how certain types of practice and feedback 

enhance learning; 6) how the environment can impact learning; and 7) how students can 

become self-directed in their learning.  

Relevance of EBT to Social Work Education 

Over the course of the past few decades, members of the social work field have 

realized the importance of a higher standard in practice through the recognition and use 

of EBP. Establishing criteria for EBP is based on the best available and most appropriate 

research evidence, which is usually ranked hierarchically according to its scientific 

strength (Proctor & Rosen, 2006). Thyer (2006) proposed four levels of evidence in 

evaluating EBP in social work interventions, including: level 1) meta-analysis and 

systemic reviews; level 2) individual and multi-site randomized controlled trial; level 3) 

uncontrolled clinical trials or quasi-experimental clinical trials; and level 4) anecdotal 

case reports, correlations studies, descriptive reports, case studies, and single subject 

designs. EBP draws our attention to the quality and quantity of the evidence 

demonstrating that a certain practice is effective. EBP precludes an understanding, 

assimilation, and application of these multilevel research designs. 

Similarly, research and literature guide the application through EBT, although 

Groccia and Buskist (2011) stated that: 
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One does not need to use a meta-analysis of all relevant randomized controlled 

trials to establish a definition and basis of evidence for good practice. Rating 

systems to assess the hierarchy of levels of evidence as espoused by others … go 

far beyond the typical college classroom instructor’s expertise and time 

availability. In the face of current realities of how college faculty teach and the 

process by which they choose their instructional approaches, any decision to 

adopt a particular system of teaching that considers evidence from reviews of 

systematic descriptive, quantitative and qualitative studies would be a clear 

improvement. (p. 8) 

Groccia and Buskist (2011) discussed EBT in terms of the social complexities of 

application. The statement that applying research to practice “would be a clear 

improvement” is based on their perspective that higher education requires considerable 

improvement to increase teaching efficacy. Many college professors have little teaching 

training, unlike many highly trained EBP clinical practitioners who come from 

institutions that have been promoting EBT models (Buskist & Groccia, 2011). To add 

social complexity to the research/practice/teaching convergence, Groccia and Buskist 

(2011) referred to authors from a variety of clinical fields (medicine, nursing, 

psychology, and social work) about the importance of taking into consideration the 

student, person, client, patient, culture, and community’s unique needs when researching, 

understanding, and applying EBP and EBT. One cannot simply assume that any one 

evidence-based method applies to all individuals, groups, or communities.  
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Method  

The purpose of this study was to conduct a content analysis of 10 years of three 

major peer-reviewed social work education journals. The following research questions 

were asked: What are the themes or areas of concentration in the research and writing in 

the social work education literature? To what extent do these themes include a 

concentration on learning outcome constructs, a major component of EBT? What specific 

topics are discussed or studied in relation to learning outcomes in the social work 

education literature? 

Three Tiers of the Study 

Pilot study. Initially, pilot study content analysis was conducted, which included 

collapsing and expanding themes, and calculating percentages. Two primary social work 

education journals (Journal of Social Work Education and Journal of Teaching in Social 

Work) over a 5-year span (2007-2012) were analyzed to derive categories, themes, 

conclusions, and a code book. A total of 386 article abstracts were categorized from these 

two journals to develop an initial code book. Only abstracts, titles, and key words were 

coded; the full articles were not coded. Having only coded the abstracts, the emphasis of 

this research was to glean the authors’ main concentration for the articles. 

Full study.  The next stage of the study involved expanding the content analysis 

to a 10-year span (2003-2012) using three prominent social work research journals: 

Journal of Social work Education, Journal of Teaching in Social Work, and Social Work 

Education: The International Journal. A total of 1,151 article abstracts were categorized 

based on the themes derived from the pilot study. One coder was used for the pilot study. 
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For the full study, three coders were used to gain a cross-section of opinions, to assess the 

themes, and to analyze the agreement rate between coders. 

Analysis of Learning Outcomes. The final stage of the full study of 1,151 

articles involved analyzing the articles that had a concentration on learning outcomes.  

The articles, that were coded as having an emphasis on learning outcomes, where 

analyzed and compared with all the articles in the study to find connections to other 

topics. A total of 72 articles were coded as concentrating on learning outcomes. The 

analysis gaged whether this “learning outcomes” topic was frequently related to other 

topics among the articles. When all of the articles were compared with each other, certain 

topics were repeatedly found in the same articles that concentrated on learning outcomes.  

The objective was to analyze which other topics were commonly matched, or not 

matched, with the 72 articles that concentrated on learning outcomes.  

Sample  

The sample included all of the empirical and conceptual article abstracts from a 

10-year span from three journals. A total of 1,151 article abstracts, titles, and key words 

were obtained from the EBSCO library database. Article abstracts, titles, and key words 

were studied in the sample. The 10-year span studied was from the years, 2003 to 2012. 

The three journals that were coded were the Journal of Social Work Education (n=310), 

the Journal of Teaching in Social Work (n=262), and Social Work Education: The 

International Journal (n=579). Just over half of the articles were conceptual articles 

(53%), and the rest were empirical (47%). All editorials, book reviews, dedications, and 

other similar writings were excluded from this analysis. 
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Coders 

Three coders participated in the coding process. One of the coders is the author, 

who specializes in social work student motivation and learning. The second coder was a 

second-year social work doctoral student. The third coder has a Ph.D. in social work and 

is a qualitative researcher. All coders completed a social work teaching course. Likewise, 

all coders have taught social work courses. The author trained coders on the use of the 

codebook (key words, ambiguous cases, etc.) and coding methodology. Training occurred 

in the beginning and lasted throughout coding to ensure that coding was consistent 

between coders. Double-coding occurred periodically to check for consistency between 

coders. An agreement rate between coders was determined by double-coding between the 

author and the other coders. Double-coding occurred throughout the study to check for 

consistency over time. The agreement rate was determined by calculating the number of 

correct and incorrect topics matched against the baseline answers. The baseline was 

determined by the codebook trainer’s answers. The agreement rate overall was 94% 

between the codebook trainer’s scores and the other coders’ scores. 

Findings  

The content analysis is based on an analysis of 1,151 article abstracts. Based on 

this content analysis, eight themes and fifty-seven sub-categories were found. Many of 

the 1,151 articles shared characteristics that crossed over into multiple themes and sub-

categories. As depicted in Figure 1, the eight major themes and frequency of the themes 

were as follows: Content 50%, Teaching Methods, 13%, Student Perspectives 11%, 

Curriculum Development 9%, Institutional Concerns 7%, Cognitive Learning 4%, 

Student Development 4%, and Faculty Development 2%. These main eight themes are 
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broken down into fifty-seven sub-categories, which are described in the subsequent 

sections.  

 

 

 

 

Figure 1.2 Eight major themes from a content analysis  
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Content. Figure 2 depicts the Content theme and sub-categories. The Content 

theme is the largest of the eight themes, accounting for half of the focus of the journal 

articles. Article abstracts were coded for Content when an abstract seemed to have an 

emphasis on teaching a particular subject, such as discussing the importance of teaching 

social work practice issues, social justice, or field. Many of the articles that were coded as 

having a Content theme were also coded for other themes. For example, an article that 

emphasized the importance of teaching social justice might also focus on using journaling 

teaching methods. The coding would look like the following: Social Justice (sub-category 

under Content Theme) and Journaling (sub-category under Teaching Methods Theme). 

Based on Figure 2, the sub-categories for the Content theme were found in the 

following order:  Direct Practice (21%); Social Justice (15%); Field (14%); Health, 

Aging, Disability, and Caregiving (11%); Theory (9%); Research (7%); Child Welfare 

(5%); Macro Practice (5%); International Social Work (4%); LGBTQ Issues (3%); 

Addictions (2%); Spirituality (2%); Violence (2%); and Immigration (1%). As mentioned 

earlier, articles may have covered different topics and would have therefore been coded 

across different categories; however coding the primary article focus was the main 

purpose of this study.  

To the right of Figure 2, it is noted that 13.4% of the articles (154 articles) had an 

emphasis on advocating that certain content, or topics, should be focused on more 

frequently. In other words, some authors felt that particular topics were not abundant 

enough or need more attention in social work. When this group of 154 articles was 

examined, the following frequencies were observed as topics that the authors felt needed 

more attention in social work education: Direct Practice Issues (39%); Disabilities, 
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Heath, and Aging (22%); Social Justice Issues (21%); Course Development (14%); Child 

Welfare (12%); Field (8%); Theory (7%); Interdisciplinary Focus (7%); Research (6%); 

Issues related to Violence (5%); Experiential Learning (5%); Addictions (4%); and 

Alumni Issues (4%). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teaching Methods. Teaching Methods were the second most common theme in 

the literature, comprising 13% of the 1,151 articles. Figure 3 depicts the sub-categories 

for the Teaching Method theme. The sub-categories surfaced in the following order: 

Technology (26%); Experiential Learning (18%); Online-Learning (11%); Creative 

Types of Learning (stories, art, theater, games) (9%); Journaling and Reflective Learning 

(9%); Case Examples (7%); Service Learning (6%); Role Playing (6%); Transformative 

Learning (5%); and Problem-Based Learning (3%). 

 

Figure 2.2 Content sub-category. 
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Interestingly, the use of Technology (26%), which included web-based learning, 

distant-learning, and online journaling, seemed to dominate the top percentages for this 

category, although Online Learning (11%) was also categorized as a separate sub-

category. Each of these teaching methods was coded based on the authors specifically 

mentioning these methods (e.g., Experiential Learning, Service Learning, Role Playing, 

etc.) in their abstracts. Coders did not infer or guess whether an author was using a 

particular teaching method. 

  

 

 

 

 

 

 

 

 

 

  

Student Perspectives. Student Perspectives was the third largest theme (11%) 

among the 1,151 journal article abstracts. Figure 4 shows the breakdown of the Student 

Perspective theme into sub-categories. The sub-categories were: Student Satisfaction 

(33%); Alumni Perspectives or Employment after Graduation (27%); Student Wellbeing 

or Supporting Students (20%); Student Identity (12%); and Class Environment (8%). 

 

Figure 3.2 Teaching Methods sub-category. 
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The sub-category of Student Satisfaction was coded when article authors might, 

for example, indicate that students were asked about their perspectives and satisfaction 

about a field placement or social work course. Student Wellbeing and Supporting 

Students was coded when article authors indicated that student stress was taken into 

account because of the pressure students may feel at a field placement, or when the 

authors stressed a need to support students to reduce stress. Student Identity was coded 

when the authors emphasized the students’ gender, race, sexual orientation, or even 

certain career specialties in social work. Class Environment was coded when the authors 

indicated an interest in how the classroom environment played a role in student learning 

and teaching social work. 

 

   

Figure 4.2 Student Perspectives sub-category.  
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Curriculum Development. Curriculum Development was the fourth largest 

theme (9%) among the 1,151 articles. Figure 5 shows the following different Curriculum 

Development sub-categories: Developing Classes (51%); Interdisciplinary Focus (18%); 

EPAS and Measuring Competencies (17%); and Evidence-Based Practice (EBP) (14%). 

The sub-category of Interdisciplinary Focus was coded when the authors 

accentuated bridging social work with other fields or disciplines. EPAS and Measuring 

Competencies was coded when the authors specifically mentioned the Educational Policy 

and Accreditation Standards, or any practice of measuring teaching competencies. 

Evidence Based Practice (EBP) was coded when the article authors specifically 

mentioned social work EBP. Coders did not infer or guess on whether EPAS or EBP was 

a concentration in the abstract. 

   

Figure 5.2 Curriculum Development sub-category. 
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Institutional Concerns. The Institutional Concerns theme was the fifth largest 

(7%) among the 1,151 articles. As shown in Figure 6, the sub-categories include: 

Admission and Gate Keeping (35%); Unification of Research, Policy, Practice, and 

Teaching (21%); Student Recruitment (14%); African-American Social Workers and 

Instructors (12%); Women Social Workers (12%); and Student Retention and Prevention 

of Withdraw (6%).  The sub-category of Unification of Research, Policy, Practice, and 

Teaching was coded when the authors primarily discussed how these four areas are 

interdependent.  

 

 

 

 

 

 

 

 

 

 

 

   

 

Figure 6.2 Institutional Concerns sub-category. 
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Cognitive Learning. One of the smaller percentage themes was Cognitive Learning 

(4%). As seen in Figure 7, the following sub-categories were represented in the theme of 

Cognitive Learning: Measuring Learning (65%); Learning Self-Efficacy (18%); 

Motivation for Learning (12%); and Learning Ability (5%). 

The sub-category of Measuring Learning was coded when the authors mentioned 

concepts related to student learning outcomes. Learning Self-Efficacy was coded when 

the authors focused on the roles that self-efficacy and confidence plays in learning. 

Motivation for Learning was coded when the authors emphasized student motivation as it 

relates to better learning. Learning Ability was coded when the authors concentrated on 

whether some students had certain abilities, or if this issue is a valid construct at all (i.e. 

the debate that learning ability is either fixed or malleable). 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 7.2 Cognitive Learning sub-category  
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Student Development. The Student Development theme was also a smaller 

percentage theme among the 1,151 articles, as it was found at 4%. Figure 8 shows the 

sub-categories under Student Development, which include: Developing Critical Thinking 

Skills (41%), Career Development (17%), Generally How to be a Better Student (13%), 

Improve Writing (10%), Providing Mentors for Students 10%), and Transition to 

Research (9%). 

The largest sub-category, Critical Thinking Skills (41%), was coded when the 

authors specifically mentioned developing critical thinking skills as a major feature of the 

article. Critical thinking was never inferred into the coding process. Transition to 

Research was coded when the authors highlighted situations where, for example, students 

were learning to become better researchers, or students were learning to utilize research 

in their practice.  

 

 

 

 

 

 

 

Figure 8.2 Student Development sub-category. 
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Faculty Development. Faculty Development was the least frequently found 

theme (2%). Figure 9 shows the sub-categories for Faculty Development: Instructor 

Training (43%); Description and Identity of Professors (18%); Grant Writing Publishing 

and Tenure (18%); Co-Teaching (14%); and Teaching Effectiveness of Faculty vs. 

Adjuncts (6%). 

The sub-category of Co-Teaching was coded when the article focus was on two or 

more instructors teaching one course. The sub-category of Teaching Effectiveness of 

Faculty vs. Adjuncts was coded when authors primarily discussed learning outcomes 

among different professional levels of social work instructors. 

 

  

 

 

 

 

 

 

 

 

 

Figure 9.2 Faculty Development sub-category. 
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Articles that Concentrate on Learning Outcomes 

The third and final stage of the study was designed to narrow the focus on how 

learning outcomes were discussed in comparison to other topics found in all the articles. 

Among the 1,151 article abstracts coded for this study, 72 (6.3%) article abstracts were 

coded as having a concentration in the sub-category, learning outcomes. Learning 

outcomes was one of the sub-category, or topics, observed in this study. Learning 

outcomes was one of a total of fifty-seven sub-categories. 

When all of the sub-categories were compared and contrasted with the learning 

outcome sub-category relative to the article abstracts, certain article abstracts were found 

to be coded with similar patterns. In other words, article abstracts contained similar 

topics. A chi-square analysis was used to look for similar patterns; however, the 

dominant and primary methodology employed for this study was a content analysis, 

which included collapsing and expanding themes and concepts, in order to ascertain 

patterns, and unfold details needed to make connections between topics. Beyond looking 

for topics that were frequently discussed in the 72 articles that concentrated on learning 

outcomes, the purpose of this study was to also analyze other patterns that cropped up 

from the matches between learning outcomes and other topics.  

Common connections with Learning Outcomes. Certain topics (i.e. sub-

categories) seemed to occur more frequently among the articles where learning outcomes 

was the concentration.  These topics are discussed in greater detail below; however the 

following topics were found to co-occur with learning outcomes at the following rates: 

Student Satisfaction (21 out of 72 articles, 29%), EPAS and Measuring Competencies (7 
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out of 72 articles, 10%), Macro Practice (7 out of 72 articles, 10%), Learning Self-

Efficacy (6 out of 72 articles, 8%), and Service Learning (5 out of 72 articles, 7%).   

Student Satisfaction and Learning Outcomes. The articles that had a 

concentration on student satisfaction and learning outcomes stood out as having a much 

stronger connection than any other topic, by far. Almost a third of the 72 articles that had 

a concentration on learning outcomes discussed student satisfaction (21 articles). In other 

words, 29% of the learning outcome articles also discussed student satisfaction.  Student 

satisfaction is important for measuring learning outcomes because it is relevant to 

affective learning. Affective learning occurs when a student likes a course or professor, 

and it is often the precursor to cognitive learning (acquisition of knowledge). In this 

fashion, student satisfaction is connected to learning outcomes (Comadena, Hunt, & 

Simonds, 2007; Hooker, 2010; Katt & Collins, 2009; Shephard, 2008). Similarly, the 

course evaluations often have questions relative to student satisfaction, and have been 

correlated to cognitive learning in some studies (Beleche, Fairris, & Marks, 2012; Cashin, 

Downey, & Sixbury, 1994; Lewis, 2012).  

Among the twenty-one articles which concentrated on student satisfaction and 

learning outcomes, all but one was empirical. Seven of these articles had an emphasis on 

online and web-based learning (Chan, Ming-sum, Chan, & Hong, 2008; Frey & Faul, 

2005; Seabury, 2005; Siebert, Siebert, & Spaulding, 2006; Patterson, 2006; Wilke & 

Vinton, 2006; York, 2008). Five articles concentrated on teaching methods, such as: 

service learning and field practicums (Gelman, 2009; Greenfield & Shpiegel, 2012; 

Maccio, 2011); problem-based learning (Altshuler & Bosch, 2003); and theater-based 

instruction (Rogers & Welch, 2009). Critical thinking and lifelong learning (Schneller & 
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Brocato, 2011) was also discussed, as well as an analysis of students’ sense of self-

efficacy to understand learning outcomes (Wiechelt & Okundaye, 2012; York, 2008). 

EPAS and Learning Outcomes. The Educational Policy and Accreditation 

Standards (EPAS) are designed to set standards for educational quality in social work 

higher educational programs. A connection between EPAS and learning outcomes was 

the second most common among the comparisons between learning outcomes and the 

other topics. When analyzing all 72 articles that concentrated on learning outcomes, 7 

articles (10%) had a focus on EPAS. 

Crossovers between different topics existed between measuring learning 

outcomes for EPAS objectives and measuring students’ learning self-efficacy in three 

articles (Holden, Anastas, & Meenaghan, 2005;  Holden, Meenaghan, & Anastas, 2003; 

Rishel & Majewski, 2009). EPAS competencies and learning outcomes were also 

discussed relative to implicit and explicit curriculum (GlenMaye, Lause, & Bolin, 2010; 

Holosko, Skinner, MacCaughelty, & Stahl, 2010; Meyer-Adams, Potts, Koob, Dorsey, & 

Rosales, 2011; Petracchi & Zastrow, 2010). 

Macro Practice and Learning Outcomes. The topic, macro practice, was 

assessed as having a connection to learning outcomes at a rate of 10% (7 out of 72 

articles). This connection was the second most common among the comparisons between 

learning outcomes and the other topics. Four abstracts were conceptual articles (Anderson 

& Harris, 2005; Medina, 2010; Norris & Schwartz, 2009; Schmid & Blit-Cohen, 2009), 

and three were empirical (Meyer, 2007; Vandsburger, Duncan-Daston, Akerson, & 

Dillon, 2010; Weaver & Yun, 2011).  Five out of the seven came from the Journal of 

Teaching in Social Work (Medina, 2010; Norris & Schwartz, 2009; Schmid & Blit-
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Cohen, 2009; Vandsburger, Duncan-Daston, Akerson, & Dillon, 2010; Weaver & Yun, 

2011). Three articles had an emphasis on experiential/service learning (Anderson & 

Harris, 2005; Norris & Schwartz, 2009; and Vandsburger, Duncan-Daston, Akerson, & 

Dillon, 2010). Service learning may be viewed as a type of experiential learning  

(Wurdinger, 2010). 

Self-Efficacy and Learning Outcomes. The topic, self-efficacy, was assessed as 

having a connection to learning outcomes at a rate of 8% (6 out of 72 articles). This 

connection was the third most common among the comparisons between learning 

outcomes and the other topics. Self-efficacy is a critical feature for students to improve 

their motivation for learning and to improve learning outcomes; for some motivational 

scientists, it is the most powerful determinant for motivating individuals (Shu-Ling & 

Pei-Yi, 2008; Dinther, Dochy, & Segers, 2011; Williams & Williams, 2010). Six articles 

had an emphasis on self-efficacy and learning outcomes. Three articles had a focus on 

improvements in student self-efficacy as an indicator for learning outcomes for EPAS 

objectives or MSSW programs (Holden, Anastas, & Meenaghan, 2005; Holden, 

Meenaghan, & Anastas, 2003; Rishel & Majewski, 2009). Three other articles had a 

focus on the self-efficacy and learning outcomes, and how these two concepts relate to 

particular courses, as well as student satisfaction (Berzoff, Dane, & Cait, 2005; Wiechelt 

& Okundaye, 2012; York, 2008). 

Service learning and Learning Outcomes. Service learning as a type of teaching 

and learning method is common in various disciplines. Business, engineering, and 

nursing, for example, also employ service learning as a teaching method (Butin, 2005). 

Service learning was found to be connected to learning outcomes at a rate of 7% (5 out of 
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72 articles). This connection was the fourth most common among the comparisons 

between learning outcome and the other topics.  Among the group of five articles, 

Lemieux and Allen (2007) conceptually discussed the connection between service 

learning and learning outcomes. Anderson and Harris (2005) provided an empirical study 

showing how service learning is comparable to social work field practicums when 

analyzing learning outcomes. Three empirical studies (Hogan & Bailey, 2010; Maccio, 

2011; and Norris & Schwartz ,2009) linked service learning programs to improved social 

work student learning outcomes, improved student satisfaction (Maccio, 2011) and 

improved student confidence (Norris & Schwartz, 2009). 

Where Learning Outcomes Connections Could Have Been Present, but Were Not 

Although the analysis comparing learning outcomes to other topics resulted in 

some connections, other bolder associations that could be theoretically made to learning 

outcomes did not surface in the analysis. Below are some possible recommentdatons of 

connections that might be useful for building social work education research. 

Motivation. Motivation is an important topic that is useful for learning more 

about student learning and increasing learning outcomes. Many researchers have linked 

motivation to learning outcomes. According to Liu, Bridgeman, & Adler (2012), college 

students’ motivation during examination significantly predicted their scores. Likewise, 

Pike, Smart, & Ethington (2012) studied 20,000 college students and found that their 

levels of engagement significantly affected their learning outcomes.  

Classroom Environment. Classroom environment is also important for setting  

the tone of the class to improve learning outcomes. For example, a professor who 

communicates clearly, moves around the room, makes eye contact, and smiles at students 
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can have a positive effect on increasing motivation and learning outcomes (Comadena, 

Hunt, & Simonds, 2007). Trigwell, Ellis, & Han (2012) also studied the connections 

between how college students emotionally experienced their courses and how they 

learned. College students who experienced more positive emotions (e.g., hope and pride) 

and fewer negative emotions (e.g., anger, boredom, anxiety, and shame) tended to have 

deeper levels of learning.  

Mentorship.  Mentorship has been shown to strongly influence cognitive and 

affective learning outcomes, as well as increase the mentee’s sense of self-efficacy, 

validated self-image, and reduced the mentee’s feelings of solitude (Jean & Audet, 2012). 

Bourn & Bootle (2005) studied social work students in a distance-learning course, and 

found that the students tended to rate their mentors much higher than their managers at 

their social services locations.  Mentors were also rated third highest among nine 

variables as influencers for the students’ behaviors in their social service organization 

(right behind the course trainings). It appears that mentors have a strong influence over 

the learning process of social work students.  

Instructor Training. Various studies have shown that instructor training 

increases learning outcomes (Behar-Horenstein, Childs, & Graff, 2010; Campbell, et al., 

2001; Downs, Conley, & Rau, 2008).  Lightner & Benander (2010) discuss the barriers to 

faculty development, and the need to reduce barriers in order to increase more student-

centered environment that elicits improved learning outcomes and better course designs 

created by faculty members.   

How to be a Better Student, Student Development, and Critical Thinking. 

The following three sub-categories, How to be a Better Student, Student Development, 
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and Critical Thinking, are also important for student learning; however, these sub-

categories were not as strongly connected to learning outcomes by themselves; however 

when collapsed into one cluster, a stronger connection at a rate of 10% (7 articles among 

the 72) was found.  Common themes were found in this collapsed category: Experiential 

Learning (Carey & McCardle, 2011; Vandsburger, Duncan-Daston, Akerson, & Dillon, 

2010), field practice (Carey & McCardle, 2011; Deal & Brintzenhofeszoc, 2004), and 

research methods (Nicotera & Walls, 2010; Smith, Cohen-Callow, Hall, & Hayward, 

2007). As discussed earlier, field practice and experiential leaning share similar 

characteristics. Field practice is an example of a type of experiential learning (Wurdinger, 

2010).  

Summary and Implications 

Although a broad content analysis was completed carefully for this study, certain 

limitations affected the coding. There may have been some situations where the coders 

may have failed to capture and assess some terms and concepts, or certain concepts may 

have been missed during the initial training sessions or code book development. In 

addition, it is likely that because the abstracts of the articles were reviewed, some 

educational concepts may have been overlooked.  

Despite some limitation that may have occurred, this content analysis attempted to 

assemble the overall major themes by collapsing and expanding conceptual and research 

ideas from the social work educational journals. The final analysis produced eight main 

themes and fifty-seven sub-categories. Although coding overlapped across themes and 

sub-categories, about 50% of the overall coding was directed towards one theme labeled, 

content. The content theme was coded when the authors’ discussions were specifically 
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focused on a particular social work practice, theory, or area of research as a major 

concentration for the article. The most frequently discussed content areas in the social 

work education journals were: direct practice, social justice, and field practicums.  The 

second most common theme coded while reviewing the social work education journals 

was, not surprisingly, teaching methods (13%). Interestingly, an over-proportionate 

amount of articles focused on technology and on-line learning, indicating perhaps, future 

interests or needs in these technical areas that are growing. Experiential learning was also 

prevalent, again perhaps pointing to directions in social work education. The next theme, 

student perspectives (11%), mostly focused on student satisfaction, alumni 

perspectives/employment, student wellbeing, and supporting students. Student 

satisfaction was strongly connected with learning outcomes in a deeper analysis of the 

entire sample of 1,151 articles, which perhaps suggests EBT models of student-centered 

teaching practices. Curriculum development (9%) was the next theme to follow, which 

was mostly comprised of discussions on developing courses. The subsequent theme, 

institutional concerns (7%), mostly covered admission/gate keeping, and the unification 

of research, policy, practice, and teaching.  The following theme, cognitive learning (4%) 

is noticeably an important theme with regards to social work education; however the rate 

at which authors discussed cognitive learning was smaller, at 4%. The cognitive learning 

theme mostly drew from the topic, measuring learning. A deeper analysis of the entire 

sample (1,151 articles) showed that 72 articles (6%) indicated a concentration on learning 

outcomes, which is like measuring learning. The final major themes were student 

development (4%) and faculty development (2%). The articles with a student 

development theme mostly concentrated on critical thinking skills, which is the skill most 
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professors want students to leave college with (Arum & Roksa 2011). The faculty 

development theme was mostly comprised of articles on instructor training.  

As noted above, this article explored the extent to which social work teaching is 

concerned with the major themes discussed by authors of social work education journals, 

as well as how learning outcomes is reflected in the research publications. The discussion 

is centered around the concepts of EBT, a body of literature discussed in the educational 

sciences, but also rooted in the clinical professions of audiology, medicine, nursing, 

pharmacology, psychology, and social work (to name a few) in so much as these fields 

have made the connection between evidence-based practice and evidence-based teaching 

(Macgowan, 2013; Martin, Kraus, & Su-Young, 2012; Mormer, Palmer, Messick, & 

Jorgensen, 2013; New Practioners Forum, 2013; Patterson & Klein, 2012; Peile, 2013; 

Soydan, 2007; Spek, Wieringa-de Waard, Lucas, & Dijk, 2013; Winters & Echeverri, 

2012). The aim of this research was to introduce the topic of EBT to social work and 

ascertain the extent to which the social work pedagogical literature embraces EBT. Based 

on this review of 10-years of literature culled from the three prominent social work 

education journals, findings indicated that more discussion in the three leading social 

work education journals would enhance the link from learning outcomes to EBT 

concepts, theories, and research aimed at improving student learning. To assist in 

providing a stronger focus on student learning, social work education follows guidelines 

from the Council on Social Work Education (CSWE) Educational Policy and 

Accreditation Standards (EPAS), which measure the specification of ten core social work 

student competencies (Council on Social Work Education, 2008). In addition to the 

CSWE core competencies, the EBT literature can advise social work educators for 
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preparing students for professional practice. Because various clinical practice professions 

have already made the connection between EBP and EBT, social work education 

literature and research is well positioned to infuse this extensive knowledge developed 

through the educational sciences. The social work learning outcome plans can perhaps 

gain more research and practice ground by collaborating with the different clinical 

practice sciences, which have already been developing an EBP-EBT learning outcome 

strategy, as well as by collaborating with centers for teaching and learning, and of course, 

understanding and satisfying  the CSWE-EPAS standards.  Social work as a profession 

also has attributes that may be beneficial for further research into how social workers can 

apply their unique knowledge and skills in the classroom for benefiting student learning 

outcomes. One unique social work attribute that may partner well with existing EBT 

techniques and perspectives may be social work’s frequently utilized strengths 

perspective (Case, 2013; Moehle, 2011; Probst, 2010; Resiliency Initiatives, 2011).  The 

EBT literature is constantly growing in many of the different higher education fields, and 

given its importance to social work education, social work educators can move the 

conversation deeper into the research literature. 
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Chapter 3 

Teaching about teaching: Engaging social work instructors in metacognitive exercises to 

self-assess teaching effectiveness 

Abstract 

Many theories have documented the interplay of interpersonal communication between 

students and college instructors on motivating students for improving learning. Few 

existing studies have involved college instructors, and fewer have attempted to assess 

how college instructors rate their own teaching efficacy. The following evidence-based 

pedagogical areas were studied, relative to how instructors applied metacognitive 

thinking approaches to improve their teaching skills. The aim of this study was to elicit 

instructors’ teaching self-awareness and promote environments that motivate student 

learning. This pilot study tests out a newly designed self-assessment to increase college 

instructors’ awareness of their own teaching by improving teaching practices using 

metacognitive exercises. Although this research is a pilot study, based on feedback from 

the social work instructors, results indicated a modest improvement in teaching 

evaluation scores and comments from students. The self-assessment holds promise for 

further research to assess user-friendly exercises for instructors to learn and use evidence-

based teaching strategies. 
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Introduction 

Many professors and instructors continually seek strategies to improve their 

teaching practices (Heagney, Crosling, & Thomas, 2008; Murray, 2008; Karabenick, 

2012; Tennant, McMullen, & Kaczynski, 2010; Upton & Trapp, 2010). Learning how to 

understand and assess one’s own teaching skills for motivating students and increasing 

learning is critical for effective instruction; however, instructors are not always 

knowledgeable about what constitutes best teaching practices, or evidence-based teaching 

(EBT) (Buskist & Groccia 2011; Schubert-Irastorza & Fabry, 2011). The educational 

sciences has more clearly defined EBT as an effort to analyze and apply research 

evidence to any institution or to instructor behaviors, decisions, teaching methods, and 

teaching designs to increase student learning outcomes (Petty, 2006; Saville, 2009; 

Giustini, 2010). While some EBT skills are similar to evidence-based social work 

communication skills, better known as evidence-based practice (EBP), the education 

theory, research, and EBT practice skills continues to be in development in the social 

work education literature. The under-employment of EBT in various disciplines in 

general is not uncommon. As Buskist and Groccia (2011) state, “many [college] teachers 

have not had training whatsoever in teaching” (p. 109).  

Fortunately, the social work profession brings many positive qualities to the 

classroom. Connecting social work’s EBP with the principles of EBT has the potential to 

add context to the social work pedagogical discussion. As this study demonstrates, self-

awareness is a practice that social work instructors may be willing to engage in, as well 

as a practice that the social work profession embraces (Bender, Negi, & Fowler, 2010; 

Yan & Wong, 2005; Silva, et al., 2007).  
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Self-awareness is a major feature of metacognitive practice. Classified as an EBT 

practice (Dunn, Saville, Baker, & Marek, 2013), metacognition is a form of thinking that 

involves active engagement in the process of a task or thinking process, making 

conscious choices, and self-regulation. Metacognition would involve thinking ahead or 

monitoring oneself in an attempt to observe the process of comprehension and progress in 

one’s goals (Cubukcu, 2009). For this study, instructors were given information about the 

qualities of teaching that motivates students. Instructors were then asked to monitor 

themselves throughout the semester, report on how others perceive them, and repeatedly 

report on their own assessment and task goals. In this fashion, instructor training was 

provided using metacognitive techniques through the provision of initial educational 

information given to instructors, and instructors being asked to consistently self-reflect 

based on how others may perceive them.   

As stated by Buskist and Groccia, although instructor training is uncommon, 

Prytula (2012) discussed the benefits of instructor metacognitive training in university 

professional learning communities. Prytula believed that metacognitive training enhances 

teaching self-assessment skills. Prytula highlights the benefits of bringing multiple 

instructors together to discuss various thoughts to improve metacognitive approaches to 

teaching. Lin, Schwartz, and Hatano (2005) also pointed out that metacognitive instructor 

training should focus on student learning; however the instructor’s personal values can 

sometimes conflict with the goals of student learning outcomes. When the instructor’s 

values overshadow more important learning concerns, metacognition becomes more 

complex, or important for enhancing learning goals. 
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Self-assessment is a strategy for engaging instructors in metacognitive reflection 

aimed at improving teaching practices. This study sought to capture the “best practices” 

of teaching in the form of a self-assessment exercise that instructors could complete 

before, during, and after each semester in order to raise their own consciousness of the 

basic principles of evidence-based teaching and consider their own adaptations for 

improving their teaching practices.  

Limited research on Instructors 

A major goal of EBT discourse is to disseminate knowledge regarding how 

interpersonal communication can increase students’ motivation and learning in higher 

education, however few studies include professors as participants; Most higher education 

motivation study participants are students. This imbalance creates a gap in the literature 

regarding college instructors’ knowledge and use of EBT techniques.  One mixed 

methods study by Havita (1998), however, examined Assistant Instructors (often graduate 

students) and found that the main causes of them not using clear teaching methods was 

their lack of understanding of the way students learn, as well as a lack of awareness of 

evidence-based teaching methods. Certainly, more awareness and training for instructors 

is important to increase student learning and motivation. An examination of 5-years of 

two social education work journals (2007-2011) revealed that less than 5% of empirical 

research on social work education involved instructors as research participants, and most 

were field instructors. When examining 10-years of three social work journals (2003-

2011), instructor training was discussed 1.6% of the time in empirical and conceptual 

articles, and .7% of the time in empirical articles. 
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Similarly, self-assessment and metacognitive exercises have been studied 

extensively among students, and less so with instructors (Binder, Hirokawa, & 

Windhorst, 2009; Montgomery & Baker, 2007; Tanner, 2012; Tarricone, 2011; Zohar & 

Dori, 2012). Nonetheless, some studies have reported on instructors who assess their own 

teaching. In a study conducted by Stalmeijer, Dolmans, and Wofhagen (2010), 25 

physician instructors assessed their own teaching skills. After interviewing the physician 

instructors, Stalmeijer et al. found that completing the teaching self-assessments was 

useful for improving their teaching effectiveness, particularly when combined with 

feedback from students. In another study, Weiser (2000) demonstrated that instructor 

self-assessments were able to improve the instructors’ affective states, positive outlooks 

on their jobs, and increased their attention to evaluation and revising their teaching 

practices. Lin, Schwartz, and Hatano (2005) critically analyze the ways instructors can 

utilize metacognition, however challenges pose problems for instructors. As mentioned 

earlier, instructors’ values may conflict with students’ values and pose problems for 

teaching effectiveness. Furthermore, because all instructors come with their own identity 

and values, teaching solutions may be overridden by the instructor’s values. These 

complexities may sometimes be difficult to understand or moderate. For example, 

instructors often find it difficult to adapt to new situations due to their values or cultural 

differences, and thus need time to adjust to change. On the other hand, an instructor’s 

identity and values may also be useful for assisting them in navigating through some of 

the difficulties of teaching.  
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Metacognitive Approach 

As previously discussed, this study was based on a metacognitive self-assessment 

exercise to raise college instructors’ consciousness of their teaching practices. The design 

was based on two thinking, educational, and motivational theories: Metacognition Theory 

(Binder et al., 2009) and Self-Determination Theory (Self-Determination Theory, 2014). 

Metacognition is a form of self-awareness, consciousness, and thinking process. 

Metacognition in teaching may be defined as self-awareness regarding one’s own 

teaching perspectives and behaviors, which allows one to better understand, plan, and 

governor one’s own thoughts and actions (Purdue, 2012; Tanner, 2012; Tarricone, 2011; 

Wilson & Bai, 2010; Zohar & Dori, 2012). Metacognition is useful for instructor 

development because instructors may find it helpful to step back and reflect on their 

teaching methods as a way to analyze themselves more objectively before taking action. 

Metacognition promotes the self-regulation of one’s actions, so as to avoid operating in 

“unthinking” automatic patterns, thus allowing one to stop and think, prior to acting 

(Lintean, Rus, & Azevedo, 2012; Veenman, Hout-Wolters, & Afflerbach, 2006). 

Reducing automatic non-thinking patterns creates the opportunity to reflect on teaching 

before, during, and after the teaching process in order to continually improve one’s 

practices (Pavlekovic, Kolar-Begovic, & Kolar-Super, 2013; Thompson, Prowse, Turner, 

& Pennycook, 2011). Metacognition allows instructors to alter and adjust their teaching 

methods in order to, hopefully, improve student learning.  

Metacognition and Autonomy. As aforementioned, paying attention to 

automatic thoughts and the thinking process are important features of metacognition. In 

order to undergo the metacognitive process, learners require a certain level of autonomy 
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and self-direction. One cannot think about their thinking process and make decisions 

about goals without some level of autonomy and self-direction (Bilde, Vansteenkiste, & 

Lens, 2011; Fu, 2007). Researchers, Cubukcu (2009) and to Liu, Wang, Tan, Koh, and Ee 

(2009), found significance relationships between metacognition and autonomy when 

studying the learning process among students. Self-regulated learners tend to feel more 

autonomous, which does not mean that they prefer social isolation. Autonomous learners 

often feel very comfortable working with others.  

Because autonomy is integral to metacognition, Self-Determination Theory was 

applied to this study. Autonomy is an important component of Self-Determination Theory 

(Self-Determination Theory, 2014). Besides its relevance to metacognition, there are 

other reasons to consider autonomy for this study. Researchers highlight the value of 

supporting professionals’ autonomy to increase motivation. For example, Skaalvik and 

Skaalvik’s (2014) research showed how teacher autonomy was positively related to 

teaching engagement, job satisfaction, and inversely related to emotional exhaustion.  

Similarly, Koustelios , Karabatzaki , and Kousteliou’s (2004) found significant 

correlations between teachers’ felt autonomy and job satisfaction. Although the question 

of autonomy cannot on its own solve job satisfactory or performance for instructors, it is 

certainly an important variable to consider for motivating instructors and influencing 

metacognitive process. 

Research Design 

This instructor self-assessment study served multiple purposes. This study was 

designed to first raise awareness of effective teaching among the participants, and then 

elicit self-awareness from instructors about their teaching strategies. Data was collected 
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at different points to determine how the group rated their teaching through their self-

assessments. Follow up post-tests were designed to determine means for assessing how 

motivated the instructors felt about improving their teaching, as well as how confident 

they felt to change their teaching for the future. Questions were also asked about whether 

their teaching evaluation scores changed during the following semester.   

The forty-four instructors in this study were each asked to undergo three 

metacognitive self-assessment exercises that were taken about a month apart. These self-

assessments also provided data for the current study. The first three metacognitive self-

assessments (XO1, XO2, and XO3) were taken during one semester, followed by a post-

test that was taken at the beginning of the following semester (O4) (Rubin & Babbie, 

2008). The full design is depicted as,   XO1   XO2    XO3   O4. 

The forty-four social work instructors who agreed to complete a series of teaching 

self-assessment exercises were asked to rate themselves based on how they believed 

students viewed them. By providing clear information about what motivates students to 

increase their learning and by eliciting autonomy through self-evaluation, the goal of this 

study was to elicit social work instructors’ motivation and awareness about their 

teaching.  

The metacognitive self-assessment exercise was designed based on the work of 

Pintrich (2003), who developed a concise list of what motivates students to learn. Based 

on Pintrich’s research, and specifically focusing on Table 2 of Pintrich, this researcher 

derived 27 self-assessment questions written in a language designed for social work 

instructors. The participants for this study completed the self-assessment exercise, as 
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shown in Table 1. The 27 self-assessment questions fall within seven primary domains, 

which were borrowed from Pintrich’s Table 2. 
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Table 1.3 

Self-Assessment Exercise Questions 

Assess your teaching and rate yourself: When answering questions, consider how 

students may perceive you.  

 Helping 

students feel 

competent 

1. I give feedback so that students can see what they are doing well.  

2. I create a balance between students being challenged, and students 

also seeing their own successes.  

3. I have been able to build up students' confidence with the material.  

4. I notice each of the students' strengths.  

 Increasing 

students' self-

determination   

5. I have been trying to find different ways to allow students choice 

and control over their learning process.  

6. I value a student's self-determination in their learning, and I use it 

in my teaching approach.  

7. My class management style encourages student to take on social 

and personal responsibly with their learning.  

 Raising 

students' 

interest      

8. I vary my activities, tasks, and teaching methods so that I am not 

always following the same routine.  

9. I do things that make the course personally meaningful for students.  

10. I am assigning activities, providing material, and using methods 

that are interesting from a student's perspective.  

11. I show my passion and interest for the content and teaching process.  

Crafting a 

class that 

seems 

relevant and 

important  

12. I present the material in ways that students would perceive it to be 

relevant to their lives and professional goals.  

13. My activities and discussions demonstrate the usefulness of the 

learning content.  

14. My assignments are practical in ways that students can see the 

usefulness of the work they are doing.  

Creating a 

predictable 

and safe class      

15. My explanations clear and concrete.  

16. I avoid overwhelming students with too much feedback. I limit my 

advice to the most important suggestions, which are explained 

clearly and seem doable for students.  

17. The amount of work I assign is challenging, but also realistic and 

manageable for students.  

18. My testing and grading is predictable for students.  

19. The learning goals for my students are very apparent. Students 

would be able to describe the ultimate goal of my course.  
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Table Continued 

Being a caring 

professor     

20. I appear to be caring about students' well-being as learners, 

professionals, and people.  

21. I avoid giving overly negative feedback to students. 

22. I am building caring and supportive learning relationships among 

the students, and between myself and students.  

 

 

Increasing 

learning by 

reducing 

competition    

23. I value the social aspects of leaning. I am demonstrating learning 

together as a community, for the same goals.  

24. I avoid dominating by lecturing too much or over-emphasizing my 

own perspectives. In other words, I engage students by facilitating 

varied in-depth discussions or learning activities that allows for 

diversity of thought and skill.  

25. I avoid activities and messages that encourage competitiveness 

among students.  

26. I avoid activities that focus on the grade. I instead focus on the 

learning process and progress of the student as an individual.  

27. I have been able to show that learning is a process, not necessarily 

an end product.  

 Overall Self-

Assessment   

28. Now, look over your responses. Based on the numbers, what are 

your strengths? List a few of your strengths. 

29. Look over your responses again. What might be areas you want to 

improve during the semester? List a few of the areas you want to 

work on. Remember, the goal of this activity is not to be self-

critical, but to encourage self-awareness of your teaching skills. 

 

Instructors were asked to rate themselves on a scale from one to seven, with 

1=strongly disagree, 4=neutral, and 7=strongly agree. Instructors were also asked to 

focus their ratings on how they felt students perceived them, and not how the instructors 

perceived themselves. Viewing themselves from the perspective of the student was part 

of the metacognitive self-assessment and self-regulation processing strategy. Viewing 

oneself from the perspective of the student was also an attempt to mitigate some of the 

problems that occur when instructors’ opinions or values conflict with the needs of the 

students (Lin et al., 2005). 
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Instructors were then asked to review their self-evaluations and reflect on their 

strengths and their potential areas of growth. After each instructor assessed themselves 

online, their responses were promptly emailed back to the respondents for their personal 

reference. Figure 1 depicts this process. 

                          

 

Figure 1.3  Research design and predicted outcomes. 

 

Participants. As aforementioned, forty-four social work instructors participated 

in the self-assessment exercises. The mean age for the participants was 50 and the mean 

years for teaching was 13. Most of the participants were women (81%) and 19% of the 

participants were men. The ethnic demographics of the participants included the 

following: white (85.4%), African-American (9.8%), multiple races (2.4%), international 

(2.4%), and 0% were Asian-American, Hispanic, and Native-American. The majority of 

the instructors had a Ph.D. (72%) and 28% had MSSWs.  Assistant Professor, Associate 

Professor, or Professor made up the majority of the participants (71%), followed by 

adjuncts or other teaching positions (29%). The instructors stated the following about 

their teaching training: 53% had one introductory teaching course or attended various 

teaching training seminars; 26% had extensive advanced teaching training, which may 

have included specialized teaching training in adult education; 21% stated they had no 

teaching training at all. Table 2 displays more demographics about the forty-four 

participants. 
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Table 2.3  

Participant Demographics (N=44) 

 Location Midwest 37% 

  Northeast 23% 

  Southeast 17% 

  Southwest 14% 

  Northwest 9% 

School Size More than 25,000      43% 

  15,000-25,000 28% 

  10,000-15,000 14% 

  5,000-10,000 9% 

  Less than 5,000     6% 

 Private or Public Public  91% 

  Private 9% 

 Degrees offered Up to Ph.D. 57% 

  Up to MSSW  43% 

 Up to BSW 0% 

 

Data collection.  Social work instructors were recruited using convenience 

sampling, via email from accredited masters and doctoral level social work programs 

nationally. Confidential online survey software was used to distribute and collect the self-

assessment exercises from the participants. 

Among the forty-four social work instructors, each participant completed one to 

three self-assessments. Eighteen out of forty-four social work instructors completed the 

full set of three assessment exercises. The following semester, the instructors were asked 

to complete a follow-up post-test survey to assess changes in course evaluation scores 

and their confidence levels. Out of the forty-four participants, twenty-two social work 

instructors completed the post-test survey . Among those who completed the post-test 

survey, 73% completed all three self-assessment exercises, 18% completed two out of 
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three of the self-assessment exercises, and 9% completed only one of the self-assessment 

exercises.  

Because of the small participant size and high mortality rates, statistics were not 

used to analyze correlations between different independent and dependent variables. The 

results are exploratory and descriptive, and are consistent with the purpose of this pilot 

study. 

Time series. The first self-assessment exercise was administered just before the 

semester began, the second self-assessment exercise was administered four weeks into 

the semester, and the third self-assessment exercise was administered eight weeks into 

the semester. Four weeks into the following semester, instructors were asked to reflect on 

any changes in course evaluation scores from students during the previous semester. 

Confidence regarding future improvement was also assessed. 

Results 

As aforementioned, the questions were divided up into seven domains and 27 

questions that defined each of the seven domains (see Table 1). The seven domains can 

be categorized as the following: 1) Being a caring professor, 2) Crafting a class that 

seems relevant and important, 3) Creating a predictable and safe class, 4) Helping 

students feel competent, 5) Increasing learning by reducing competition, 6) Increasing 

students' self-determination, and 7) Raising students' interest. 

The results are reported in response to the following questions: First, how did the 

instructors assess themselves based on aggregate scores for the seven domains? Second, 

how did the instructors assess themselves on the 27 questions within the seven major 
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domains? Third, did the instructors report any changes in their course evaluation scores 

from students? 

Differences between the Major Seven Domains  

The results in Table 3 show the aggregate means for how instructors self-reported 

for the seven primary domains, as well as means for all 27 questions that make up each of 

the domains. The scale used was: 1=strongly disagree; 4=neutral; and 7=strongly agree. 

When comparing the means for the seven primary domains, social work instructors rated 

themselves lowest for Creating a predictable and safe class (5.652) and Helping students 

feel competent (5.670). They rated themselves the highest in Being a caring professor 

(6.148). Table 3 demonstrates the mean scores for all the questions within each of the 

domains.  
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Table 3.3 

Means for the Seven Primary Domains and the Questions within the Domains (N=44) 

Creating a predictable and safe class  

(Mean =5.652) 

Avoid overwhelming students 5.39 

Explanations are clear 5.48 

Class is challenging but realistic 5.66 

Grading is predictable 5.76 

Goals are apparent 5.98 

Helping students feel competent  

(Mean =5.670) 

Students are challenged but can see their success 5.53 

Build confidence 5.63 

Notice student's individual strengths 5.68 

Give feedback to show how student is doing well 5.84 

Increasing students’ self-determination  

(Mean =5.777) 

Allow choice and control. 5.64 

Apply self-determination in teaching. 5.71 

Encourage social and personal responsibility. 5.99 

Increasing learning by reducing competition  

(Mean =5.900) 

Engage student and not dominate by over lecturing. 5.74 

Learning is a process, not an end goal.  5.76 

Learning together as community. 5.77 

Avoid over-focus on grade. 6.03 

Avoid competition in class. 6.19 

Crafting a class that seems relevant and important  

(Mean =5.973) 

Assignments are practical and useful 5.93 

Material is present in ways that are relevant 5.99 

Activities and discussions demonstrate usefulness 6.00 

Raising students’ interest  

(Mean =5.997) 

I am interesting. 5.63 

I vary activities. 5.82 

I make the class personally meaningful. 5.92 

I have a passion for teaching. 6.63 

Being a caring professor  

(Mean =6.148) 

Avoid negativity. 5.86 

Build supportive relationships in class. 6.09 

Care about students as people and learners. 6.49 
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Differences between the 27 Questions  

The means for the 27 questions are provided in Table 4, beginning with the lowest 

scores. Social work instructors rated themselves the lowest for the following three 

questions: “I avoid overwhelming students,” “My explanations are clear and concrete,” 

and “Students are challenged but can see their success.” These three questions received 

the highest mean scores from the instructors: “I have a passion for teaching,” “I care 

about students as people and learners,” and “I avoid competition in the class.” 
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Table 4.3 

Means of the Twenty-Seven Self-Assessment Questions 

Questions within the major seven domains (N=44) Mean 

Avoid overwhelming students 5.386 

Explanations are clear  5.477 

Students are challenged but can see their success 5.534 

Build confidence  5.625 

I am interesting 5.625 

Allow choice and control 5.636 

Class is challenging but realistic 5.659 

Notice student's individual strengths 5.682 

Apply self-determination in teaching 5.705 

Engage students and not dominate by over-lecturing 5.739 

Learning is a process, not an end goal 5.761 

Grading is predictable 5.761 

Learning together as a community 5.773 

I vary activities 5.818 

Give feedback to shows how student is doing well 5.841 

Avoid negativity 5.864 

I make the class personally meaningful 5.920 

Assignments are practical and useful 5.932 

Goals are apparent 5.977 

Material is presented in ways that are relevant 5.989 

Encourage social and personal responsibility 5.989 

Activities and discussions demonstrate usefulness 6.000 

Avoid over-focus on grade 6.034 

Build supportive relationships in class 6.091 

Avoid competition in the class 6.193 

Care about students as people and learners 6.489 

I have a passion for teaching 6.625 

  

 

The areas that seem to be the most salient for this study fit into two domains in 

which instructors tended to rate themselves the lowest: Creating a predictable and safe 

class and Helping students feel competent. The four questions with lowest self-

assessment scores (“I avoid overwhelming students,” “My explanations are clear and 
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concrete,” “Students are challenged but can see their success,” and “I build confidence”) 

are derived from these two domains. It is also important to note that with each question, 

instructors were prompted to rate themselves based on how they thought students 

perceived them. 

Timing Effect  

When social work instructors took the self-assessment tests, there was a sharp 

spike between the first and second self-assessment questionnaires, but little major 

changes between the second and third self-assessment questionnaire series. Figure 2 

shows the differences between the first, second, and third self-assessment questionnaire 

series aggregate score means. 

 

Figure 2.3 Timing Effect between each Self-Assessment 

 

Post-Test Results 

All forty-four instructors were asked to complete a final post-test survey four 

weeks into the following semester. Instructors were asked to reflect on any course 
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evaluation changes, motivation to change teaching, and to share about their confidence 

about future improvement in teaching. Qualitative and quantitative questions were asked 

regarding whether the instructors’ course evaluation scores and student comments had 

improved, stayed the same, or worsened.  

Among the forty-four participants, twenty-two completed the final post-test 

survey.  The average age for this final cohort of twenty-two post-test group was 49 years 

old, and this group had an average of 11 years of teaching experience. The majority was 

women (86%), and 14% was men. The majority was white (81.8%), with 9.1% African-

American, 9.1% multiple races, and 0% Asian-American, Hispanic, and Native-

American. Most had Ph.D.’s (73%) and 27% had MSSWs. Just under half of the 

instructors stated they had some either an introductory teaching course or attended many 

teaching training seminars (45%). About 32% stated they had extensive teaching training 

or were specialists in the area, and 23% had no teaching training.  

Of the twenty-two who took the final post-test survey, 73% of the participants 

completed all three self-assessment exercises, 18% completed two out of three self-

assessment exercises, and 9% completed one out of three self-assessment exercise during 

the previous semester. 

Changes in course evaluation scores. Qualitative and quantitative questions 

were asked about their course evaluation scores during the follow-up semester to 

determine if course evaluations scores might have changed. Table 5 shows the results 

from the instructors’ feedback. Although 35% of the participants reported that there was 

no difference in their scores and comments from students, 55% reported a slight to 
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significant improvement in their scores or comments from students. Ten percent reported 

a decrease in their scores or more negative comments from students. 

Table 5.3 

Post-test Course Evaluations Scores and Comments from Students 

Instructor Feedback (N=22) Percentage  

Slight to Significant Improvement 55% 

No Difference 35% 

Decrease in Improvement 10% 

 

 

Table 6 also demonstrates the post-test group’s mean score indicating that 

instructors felt there was perhaps a modest improvement in their course evaluation scores 

and comments from students (Mean = 4.750), based on the following scale: 1=strongly 

disagree, 4=neutral, and 7=strongly agree. 

Instructors were also asked to share their thoughts on why or how the self-

assessment exercise had influenced their teaching evaluations. The following are their 

perspectives. 

 Participant 4, who has 10 years teaching experience, stated:  

My evaluations went up. I even got perfect scores on some items. The 

comments were very interesting as well. All of the comments that I 

received referenced my ability to help students think critically. This was 

different from other semesters. I also had a couple of comments related to 

how supportive students find the class and me as an instructor. I don't 

think I have been any more supportive than usual but must be articulating 

things in a different way. 

 Participant 14, who has 11 years teaching experience, stated:  
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Yes I got six 5's on a 1-5 scale in the following areas: The instructor's 

contribution to the course, Use of class time, Instructors interest in 

whether the students learned, Instructor's contribution to discussions, 

student confidence in instructor's knowledge, instructor's enthusiasm. I 

have never gotten more than one 5. 

 Participant 20, who has 9 years teaching experience, stated:  

Yes! My evaluations were excellent. I was able to improve in multiple 

areas, including increasing student interest in the topic of research, which 

can be hard to do. 

 Participant 5, who has 12 years teaching experience, stated:  

Actually, my course evaluation scores went down. I was surprised by this. 

I think, however, the biggest challenge I have in this class is meeting the 

needs of students who come into the course with a wealth of work history 

and knowledge in this content area (older adults) as opposed to those in 

the class who have zero experience and don't even know for sure if they 

will like working with this population. How do I balance the learning 

needs of these two disparate groups of students? 

 Participant 11, who has 2 years teaching experience, stated: “One of my scores 

went down slightly, but I teach a very small class.” 

Motivation to change or improve teaching. In addition to being asked to 

describe changes in their course evaluation scores, instructors were asked to rate their 

motivation to change or improve teaching. The post-test group reported slightly above 

neutral when asked if they changed their teaching practices during the semester because 
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of the self-assessment exercises (4.619); if they felt more motivated to keep improving 

because of the self-assessment exercises (4.476); and if they had changed their teaching 

during the follow-up semester because of the self-assessment exercises (4.250). Table 6 

shows these means and scores were again based on the scale: 1=strongly disagree, 

4=neutral, and 7=strongly agree. 

 

Table 6.3 

Post-test Responses on Motivation to Change or Improve Teaching  

Feedback from Instructors (N=22) Mean 

Students’ scores and comments improved the 

following semester. 
4.750 

I changed my teaching during the semester 

because of the self-assessment exercises. 
4.619 

I felt more motivated to keep improving my 

teaching because of the self-assessment exercises. 
4.476 

This following semester, I have been changing my 

teaching because of the self-assessment exercises. 
4.250 

 

Confidence about Future Change. During the follow-up semester, the post-test 

group was asked another series of questions regarding their confidence about future 

change. The questions were similar to the 27 self-assessment questions, but the questions 

were altered to address confidence in improving teaching in the future.  Figure 3 shows 

the results of how the post-test group of instructors rated themselves in terms of 

confidence with improving teaching in the future compared to their previous ratings on 

their self-assessment exercises. The two areas, Confidence and Self-Assessment, are not 

completely congruent. The domains of Helping students feel competent and Increasing 

students' self-determination scored in opposite directions. The instructors rated 

themselves lower for Self-Assessment, but higher in Confidence. Likewise, the domains 
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of Increasing learning by reducing competition and Being a caring professor also had 

scores in opposite directions. These instructors scored the highest for the Self-

Assessment, but a lower Confidence mean. These two domains had contrasting pattern 

compared to the previous two domains.  

The domain that appears to have largest gap between Self-Assessment and 

Confidence is Being a caring professor. Similar gaps were demonstrated for two other 

domains: Creating a predictable and safe class and Increasing learning by reducing 

competition. 

 

Figure 3.3 Comparing Self-Assessment and Confidence Mean Scores 
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Understanding why the self-assessment and confidence means are more or less 

congruent could be explored further through qualitative research, a larger participation 

sample, or other comparative studies to understand the synergistic impact of how social 

worker instructors assess themselves, how their sense of self-efficacy impacts how they 

might teach in the future, and whether the instructors believe they need to improve. 

Instructors may feel that there is no need to improve in areas where they rate themselves 

high, such as in the area of caring. For example, if an instructor rates herself as doing 

well on the caring scale, perhaps she feels there is less room for improvement, and thus 

she might rate herself low on the confidence scale for improvement simply because she 

believes there is less urgency to improve. Conversely, instructors might also feel that if 

they rate themselves lower in an area, they may feel there is a strong need for 

improvement and rate themselves higher in that area simply because of need. On the 

other hand, this particular pattern was not consistent for all domains. Perhaps instructors’ 

values or personal experiences motivate their sense of self-efficacy and motivation. Other 

factors may influence instructors, thus speculation would need to be tested and assessed 

through more extensive and rigorous research methods. 

Discussion 

This research engaged instructors in a series of educational and self-assessment 

exercises designed to increase their awareness of their own teaching practice and 

effectiveness using metacognitive practice. Overall, most participants indicated that they 

changed their teaching strategies and experienced increased motivation to improve their 

teaching because of the self-assessment exercises. Participating in self-assessment 
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exercises seemed to be, at minimum, slightly beneficial for raising course evaluations 

from students. These overall results are noteworthy given that this post-test group had a 

mean of 11 years of teaching experience, and 77%  of the group had at least some formal 

teaching training. This group of instructors would not have likely shown improvement 

simply because they were new instructors, as most of the instructors had a substantial 

amount of experience. Typically, instructors show the most improvement after their first 

year of teaching (Franklin, 2001).   

During the self-assessment exercises, most of the instructors tended to rate 

themselves the highest in the domains of Being a caring professor, and the lowest for 

Creating a predictable and safe class and Helping students feel competent. Among the 27 

total questions, the instructors rated themselves the highest for: “having a passion for 

teaching;” “caring about students as people and learners;” and “avoiding creating 

competition in the classroom.”  In contrast, the instructors rated themselves the lowest 

for: “avoiding overwhelming students;” “making explanations and the course clear;” and 

“facilitating a class where the students are challenged, but can also see their success.” 

Interestingly, instructors rated themselves higher between the first and second 

self-assessment exercises, but leveled off between the second and third self-assessment 

exercise. This dramatic spike between the first and second self-assessment suggests that 

there may be some usefulness in making changes to future exercises, perhaps reducing 

the repetition in self-assessment. Perhaps adding new training features after each exercise 

would be useful for instructor learning; however more research is needed to explore ideas 

and results.  
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Another still unclear issue that needs exploration is the question of how instructor 

confidence effects future improvement in teaching practice. Connections were varied 

between confidence about future teaching practice and the instructors’ current self-

assessments. More quantitative and qualitative questions are needed to understand self-

efficacy about teaching.  It may also be valuable to ask confidence questions earlier 

during the semester to determine instructors’ sense of self-efficacy, and changes over 

time as the instructors were going through the various self-assessments. Furthermore, it 

may also be valuable to understand how the instructor’s perceived self-confidence is 

correlated with students’ perceived learning experience.  

Professional teaching development is a continual learning process, not an end 

product (Ambrose et al., 2010). An improvement that may strengthen this pilot study 

would be to research instructor improvements longitudinally, as it is difficult to measure 

results over the course of one semester. Lifelong learning and teaching self-assessment 

take time to develop. Longitudinal assessment using experimental methods may yield 

more trustworthy results. Furthermore, longitudinally analyzing how instructors evaluate 

themselves may be useful in comparison with student evaluations. Analyzing where 

instructors and student correlations exist may be useful for further investigations for 

future instructor teaching training.  

As a pilot study, this research sets the stage for possible future studies with a 

larger sample size and reduced mortality rates. The exploratory and descriptive findings 

could be improved by adding a control group and more qualitative questions to 

understand why social work instructors answered in certain ways. The pilot study 

included convenient sampling methods and instructors were voluntary, suggesting a bias 
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in sampling, e.g., perhaps the instructors are more motivated to teach. It is difficult to 

determine the motivations of instructors. Although this study is not a controlled 

experimental study with randomized sampling, that is generalizable, it is nonetheless, a 

step toward further investigation into how instructors think about their teaching and how 

to elicit better teaching practices in the future. This research also addresses the gaps in 

social work education literature regarding perspectives of instructors, and draws in social 

work instructors by applying educational theories and concepts to social work pedagogy 

and research. Furthermore, by applying metacognitive theory and methods, evidence-

based methods are reinforced as instructors learn and think about how they teach using 

educational and structured methods. An added benefit of instructor participation is that 

risk is minimal. The method allowed for independent thinking in a non-threatening 

environment. If set up correctly, self-assessment scores can be returned back to the 

instructors using automated systems to protect the instructor’s anonymity. Automated 

self-assessment exercises may be easily available, whereas other teaching resources may 

not be as accessible or non-threatening for all instructors.   

Very little of the existing research addresses instructors; however, social work 

instructors might be especially interested in engaging in self-analysis of their familiarity 

and practice of evidence-based teaching. It is important to recognize the complex set of 

social, emotional, and intellectual challenges that college students and instructors face. 

By considering the implications of instructors and student intellectual, social, and 

emotional development for teaching and learning, more productive learning environments 

can be created (Ambrose et al., 2010). Considering the areas in which instructors rated 

themselves the lowest may be a sufficient starting point for a focus on training and 
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further investigative research, particularly in the areas where instructors rated themselves 

the lowest.  Ideally, instructor professional development should include teaching training 

with professionals who are qualified instructors, however access to these resources are 

not always available.  Furthermore, being able to assess one’s ability to teach from the 

perspective of the student is important because individuals often take many actions for 

granted or are not aware of the different aspects that help students learn better. Being 

guided through a three-step process (1-Bring about awareness about research-supported 

teaching approaches;  2-eliciting self-awareness of one’s teaching from the student’s 

perspective; and 3-focusing on continual self-development and learning) should 

hopefully guide and motivate instructors to strategically think about how to improve their 

teaching over time, and gainfully improve student learning outcomes. 
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Chapter 4 

Examining motivation for learning across academic disciplines: A study of Business, 

Engineering, Nursing, and Social Work College Students. 

Abstract 

This paper explored motivation for learning and its relationship to a student’s college 

major across four disciplines: business, engineering, nursing, and social work. Guided by 

self-determination and achievement goal-orientation theories, three motivation 

measurement scales were used for this study: the Basic Psychological Needs Scale 

(BPNS) (Deci & Ryan, 2000), the Achievement Goal Orientation Scale (AGOS) 

(Harackiewicz, Durik, Barron, Linnenbrink-Garcia, & Tauer, 2008), and the Situational 

Motivation Scale (SIMS) (Guay et al., 2000). A one-way multivariate analysis of 

variance (MANOVA) statistical method was used to generate motivational profiles for 

students from each of the four majors. The 608 undergraduate students who participated 

in the study reported significant differences in various measures of motivation for 

learning, with social work and nursing aligned differently than engineering and business. 

The findings of this study hold implications for instructors, programs, and institutions in 

terms of helping to understand why students are drawn to certain majors and how 

instructors can optimize learning and teaching strategies, taking into consideration what 

students from different majors report regarding their motivations to learn. 
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Introduction 

A plethora of research has documented that a student’s motivation to learn is a 

critical component to successful and sustained learning (Cameron, Pierce, Banko, & 

Gear, 2005; Deci, 2009; Dweck, 2010; Elliot & Murayama, 2008; Grant & Dweck, 2003; 

Pintrich, 2003; Svinicki, 2004; Xiang, 2005). Instructors are equipped with additional 

strategies and tools to reach their students through motivation. Recent trends in student 

motivation research are moving toward understanding students’ motivation, and some 

researchers have explored the concept of motivation and its relationship to college 

students’ majors. In two separate studies, Basham and Buchanan (2009) and Buchanan,, 

Kim, and Basham (2007) compared social work students to business students and found 

that, in general, social work students were more inclined to gain knowledge willingly 

through more intrinsic motivation (learning for the sake of learning and not focused on 

status), while business students focused on career advancement through more extrinsic 

motivation (focused on status). Similarly, Hilmer and Hilmer (2012) studied a group of 

9,000 undergraduate college students to understand how extrinsic motivation affects a 

student’s college choices. Hilmer and Hilmer found that students who wanted more 

financial attainment sought out higher-ranking universities and majors in business and 

engineering, while students who felt it was more important to stay near family were more 

limited by their university options, and were more likely to choose other majors such as 

education. Allen and Robbins (2008) studied 50,000 undergraduate college students to 

understand their felt sense of acclimation to their majors. Allen and Robbins found that 

when students believed that a major was a good fit, the students also felt more motivated 

to stay in their chosen major. Furthermore, the academic performance in a student’s 

major was important for them to continue to feel motivated in their major. Allen and 
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Robbins reported persistence rates for different majors that ranged anywhere from 43.1% 

to 77.6%. Engineering students had a persistence rate of 76.5%, while business students 

had a persistence rate of 75.1%. Nursing and social work majors were not included in the 

Allen and Robbin’s study; however, their study reported persistence rates for comparable 

majors, such as psychology (65.9%), social sciences (56.2%), and health professionals 

and related clinical sciences (67.6%). Understanding what motivates students within and 

across disciplines is important to the overall success of students, instructors, and 

academic programs. 

Building on the existing research, this study sought to explore how students from 

two professional majors in the human and medical services (social work and nursing) 

compared to business and engineering majors on three scales measuring motivation in the 

student’s particular major. The study drew on two primary theories: Self-Determination 

Theory and Achievement Goal Orientation Theory. Both theories are fundamentally 

connected to intrinsic motivation, which will also be discussed in detail (Deci & Ryan, 

2000; Harackiewicz et al., 2008). 

Theory 

While no single theoretical interpretation of motivation explains all aspects of 

how students learn, Self-Determination Theory (SDT) (Deci, 2009; Deci & Ryan, 2000) 

and Achievement Goal Orientation Theory (AGOT) (Darnon, Harackiewicz, Butera, 

Mugny, & Quiamzade, 2007; Elliot & Murayama, 2008; Harackiewicz et al., 2008) 

contribute to the discourse and research on motivation and learning. In addition, theorists 

who study SDT and AGOT often discuss intrinsic motivation as a fundamental feature of 
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basic motivational theory (Deci, 2009; Deci & Ryan, 2012; Deci & Ryan, 2000; Elliot & 

McGregor, 2001; Elliot & Murayama, 2008; Harackiewicz et al., 2008). 

Self-Determination Theory. Self-determination theory (SDT) is a research-

supported motivation theory that is “concerned with supporting our natural or intrinsic 

tendencies to behave in effective and healthy ways”   (Self-Determination Theory, 2014).  

Edward L. Deci and Richard M. Ryan from the University of Rochester initially 

established this theory, and have worked at collaborating with different researchers to 

understand motivation in different contexts, including learning environments. SDT 

encompasses three primary components for conceptualizing motivation: autonomy, 

competence, and relatedness. Self-Determination Theory researchers have found positive 

correlations between autonomy, competence, and relatedness for increasing motivation.  

Autonomy is similar to the concept of self-determination. According to SDT, 

when students are afforded more autonomy, they feel more motivated to decide how to 

learn for themselves, and will often extend their learning beyond the course requirements. 

Students who feel autonomous tend to act on their own volition as an activation of 

intrinsic motivation (Deci & Ryan, 2008), which in turn often leads to increased learning 

outcomes (Niemiec & Ryan, 2009). Cameron et al. (2005) emphasized the importance of 

individual autonomy, stating that students need to not feel controlled by others in order to 

feel more motivated, and “rewards can enhance intrinsic motivation through competence 

only if the rewards are not perceived as controlling... because rewards invariable have 

controlling aspects” (p. 643). 

Competence is another aspect of SDT. When students feel more motivated, they 

feel a sense of increased competence. Competence occurs when one feels capable of 
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accomplishing tasks that challenge one’s own limits. Students who report feeling 

competent at performing tasks also report increased interest in learning new skills, as well 

as increased feelings of accomplishment (Niemiec & Ryan, 2009). 

Relatedness is the third important component of SDT. Relatedness is a 

fundamental psychological need for all human beings, and when relationships are 

positive, they can be motivating for individuals. The quality of an individual’s 

relationships can affect their motivation in different ways. Students who feel a sense of 

relatedness with others will tend to like the students they interact with in their classes and 

departments, and experience a sense of belonging and social support as well (Kaufman & 

Dodge, 2009). When there are positive relationships, relatedness in learning 

environments also increased learning outcomes specifically related to literacy, critical 

thinking, and job preparation (Beachboard, Beachboard, Li, & Adkison, 2011). 

The interaction between all three components of SDT is synergistic. For example, 

the extent to which instructors establish autonomy in the classroom impacts positive 

relationships between students or between the instructors and the students (relatedness). 

Likewise, giving more control to the students may allow them to feel more competent. If 

the students feel more competent, they may in turn feel more confident. Students may 

speak up more in discussions, build more rapport with other class members and the 

instructor, and therefore create overall better relationships (relatedness) (Deci & Ryan, 

2012; Dupont, Carlier, Gérard, & Delens, 2009; Reeve & Halusic, 2009). 

Achievement Goal Orientation Theory. Achievement Goal Orientation Theory 

(AGOT) is a motivational theory that attempts to explain how students are motivated to 

learn (Darnon et al., 2007; Elliot & Murayama, 2008; Harackiewicz et al., 2008). The 
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theory identifies two orientations to learning: learning orientation and performance 

orientation. A person who has a learning orientation would emphasize learning tasks and 

the mastery of a subject, while a person with a performance orientation would emphasize 

how well they performed compared to others, which is often captured through grades and 

competition. A student may have either a learning or performance orientation in 

application, attitude, or a combination of both. While a student/teacher/institution who 

has a performance orientation emphasizes good grades and how “smart” a student 

appears to others, those who have a learning orientation would feel that receiving a high 

grade is not enough; learning itself is the goal of students with this type of orientation. 

Those with a learning orientation believe and behave as though learning is on a 

continuum of overall progress, and, therefore progress and results are often not 

immediate. Those with a performance orientation expect results immediately because 

their focus is on grades and competition, rather than on the learning process. Individuals, 

teachers, or institutions that over-prioritize or overvalue a performance orientation may 

risk become disappointed quickly when they do not get the results they expect in the time 

frame they initially determine. 

AGOT also includes a focus on two other phenomena known as performance 

avoidance and work avoidance. Performance avoidance occurs when students avoid 

performing out of fear of failure, and thus miss out on learning experiences. These 

students are often worried that they will look bad or will disappoint others or themselves. 

Performance avoidance is typically a result of psychological and/or social stress, and 

although the person wishes to work and perform, they avoid performing because of 

anxiety, fear of failure, or fear of losing confidence. Conversely, work avoidance occurs 
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when students work toward minimizing their efforts (Harackiewicz et al., 2008). Work 

avoidance is typically inversely related to anxiety and the fear of failure as well as a 

learning orientation (Anderson & Dixon, 2009; Hirst, Van Knippenberg, & Zhou, 2009; 

Houser & Frymier, 2009; Lee et al., 2010; Salinas & Garr, 2009). 

Intrinsic motivation. Intrinsic motivation is a fundamental feature that is woven 

throughout SDT and AGOT. Deci and Ryan (2008) stated that intrinsic motivation is an 

essential element of SDT. Similarly, Kapikiran (2012) and Lee, McInerney, Liem, and 

Ortiga (2010) claimed that intrinsic motivation is a fundamental feature of AGOT. 

Intrinsic motivation can be defined as having the motivation to do an activity for the sake 

of itself, for the pleasure of doing the activity, and because it feels personally rewarding 

or meaningful. The opposite, extrinsic motivation, can be defined as having the 

motivation to do an activity for external rewards (status), rather than for meeting 

personally rewarding goals. Extrinsic rewards exist on a wide continuum ranging from 

tangible rewards (money, status, power) to something as slight as gaining motivation 

from positive and accurate specific feedback, also called informational and verbal 

rewards (Cameron et al., 2005; Xiang, Bruene, & Chen 2005). Some studies have shown 

that informational and verbal rewards, when used properly, can have a positive effect on 

students. Dweck (2010) stated that emphasizing the student’s effort instead of their 

intelligence increases motivation because children believe that if they tried harder, they 

could improve. Emphasizing working hard and effort implies that ability is flexible and 

not a fixed stated. When adults emphasized a child’s intelligence, the children stopped 

trying and were less motivated. In other words, the types of informational and verbal 

rewards given to others are important and affect the outcomes of motivation for learning. 
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Understanding what to say is as important as knowing what not to say for 

increasing student motivation in learning environments. Communicating information is a 

complex science.  Anolli, Ciceri, and Riva (2002) and Reboul (2002) are pragmatists 

when examining the structures of communication, and believe that miscommunication is 

a part of all communication in learning environments, and that there is no such thing as a 

“transparency ideal” (p. 7) (Anolli, Ciceri, & Riva, 2002).  These researchers believed 

that scientists can predict paths of miscommunication as well as better ways to 

communicate. In a learning environment, strategically considering the type of feedback 

instructors give to students is important for increasing and not diminishing motivation 

(Cameron et al., 2005; Lemak, 2012). According to the meta-analytic review by Deci, 

Koestner, and Ryan, (1999), giving positive verbal feedback to others has the potential of 

enhancing both free-choice behavior and self-reported interest, and positive verbal 

feedback is typically more motivating for college students than it is for children. 

The SIMS scale used for this study measures intrinsic motivation in addition to 

three other variables: amotivation, external regulation, and identified motivation (Guay et 

al., 2000). Guay et al. (2000) based their scale on the premise that motivation could be 

measured while individuals are engaged in many different kinds of activities, thus the 

title of their scale, the Situational Motivational Scale (SIMS). Brunel (1999) supported 

the concept that the environmental climate is often the biggest predictor of motivation, 

and thus the SIMS scale was a decisive scale for incorporating the concept that learning 

orientation alone may not be enough to predict learning outcomes. The learning and 

social environment are important determinants for individuals as motivational 

accelerants. 
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Aside from intrinsic motivation, which has already been defined, the other three 

variables in the scale of Guay et al. (2000) can be defined as follows: Amotivation can be 

explained as similar to learned helplessness. It occurs when individuals feel as though 

nothing they do will improve their situation, which typically occurs because of the 

individual’s negative past experiences. External regulation occurs when individuals feel 

that they are being regulated by sources beyond their own control; they feel that they 

have less autonomy. They may act in certain ways to avoid negative consequences from 

outside influences that they feel they have no control over. If an individual rates high for 

either amotivation or external regulation, they are more likely to feel decreased 

motivation. Identified motivation occurs when an individual identifies a personal reason 

and identified choice for their actions; this individual feels a sense of autonomy and self-

determination. If an individual rates high for either identified motivation or intrinsic 

motivation, they are more likely to feel increased motivation (Guay et al., 2000). Table 1 

lists the three scales and provides descriptions of the eleven variables.  
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Table 1.4 

Variable Definitions  

Self-Determination Theory 

Autonomy: A person’s feeling of self-determination and personal decision making to 

increase motivation 

Competence: A person’s feelings of being capable and confidence in one’s ability in 

order to further a person’s motivation 

Relatedness: A person’s feeling of connection and relationships with others to increase 

motivation 

Achievement Goal Orientation 

Learning Orientation: The most optimal form of learning that has a lasting effect. 

Related to intrinsic motivation 

Performance Orientation: When people perform primarily for extrinsic reward, and 

usually to compete and perform better than others 

Performance Avoidance: Although these people want to work and perform, they avoid 

performance, usually out of fear of failure, which is due to anxiety, or looking bad in 

front of others 

Work Avoidance: When people simply do not want to work hard. The work avoidance 

is not connected to any type of anxiety related to the work.  

Situational Motivation 

Amotivation: Similar to learned helplessness, and usually occurs after a series of 

negative experiences. The person does not expect positive outcomes from their actions. 

A reduction in motivation occurs 

External Regulation: Being regulated by sources beyond one's own control, and 

influences a person’s behavior so they avoid negative consequences. External 

Regulation tends to reduce motivation 

Identified Motivation: When someone identifies a personal reason and identified 

choice for their actions. Identified Motivation increases motivation 

Intrinsic Motivation: When one’s motivation is internally and personally rewarding, 

interesting, or feels good, and which increases motivation  
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Research Design 

Three measurement scales. Participants completed a 10-minute survey that 

consisted of three scales: the Basic Psychological Needs Scale (BPNS) (Deci & Ryan, 

2000), the Achievement Goal Orientation Scale (AGOS) (Harackiewicz et al., 2008), and 

the Situational Motivation Scale (SIMS) (Guay et al., 2000). The BPNS, based on Self-

Determination Theory, measures the three motivational variables of autonomy, 

competence, and relatedness. The AGOS, based on Achievement Goal Orientation 

Theory, measures the following four learning motivational variables: learning orientation, 

performance orientation, performance avoidance, and work avoidance. The SIMS, based 

on perspectives that motivation can be more accurately measured in contextual situations 

and vary based on the person’s environment, measures the following four variables: 

Amotivation, external regulation, identified motivation, and intrinsic motivation. These 

eleven dependent variables from the BPNS, AGOS, and SIMS have been previously 

discussed in the introduction, theory section, as well as in Table 1. 

When the undergraduate students were asked to respond to the questions from the 

three scales, they were specifically asked to respond based on their particular major, 

rather than their whole college experience. This question style was germane to the SIMS 

situational perspective that environmental factors are important influences on how 

students are motivated. Each of the questions was directed toward how the student felt 

about their experience as either a business, engineering, nursing, or social work major. In 

order to elicit a person-in-environment response, the questions were designed using on-

line software in order that students would first select their majors, and then all questions 

would embed their majors within each questions (e.g. “In a business course, I prefer…”). 
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Participants. Undergraduate university students were recruited using 

convenience sampling at a large public southwestern university. As an incentive to recruit 

college students, participants were told that they would be randomly chosen to win gift 

cards. Using contacts with the four departments at the university, each department 

assisted in providing access to online and bulletin board postings to inform students about 

the opportunity to participate in the study. A total of 608 undergraduate students were 

included in this sample: 152 business students (25%), 199 engineering students (33%), 

137 nursing students (23%), and 122 social work students (20%). Among all of the 

participants, 35% were seniors, 30% were juniors, 17% were sophomores, and 18% were 

freshman; the average age was 21. The group consisted of 61% women and 39% men. 

Most of the participants were white (44%), followed by Asian-Americans (25%), then 

Hispanics (20%), African-American (5%), other international students (3%), multi-racial 

(2%), and Native-American students (1%). First generation college students comprised 

28% of the sample, with non-first generation college students accounting for 72% of the 

sample. First generation college students were defined as students who stated that neither 

of their parents graduated from a four-year college. Underrepresented students (defined 

as African-American, Hispanic, Native-American, and/or first generation college 

students) comprised 40% of the group, and non-underrepresented students made up the 

rest of the group (60%). Most students self-reported growing up as middle-class (40%), 

followed by upper middle-class (30%), lower middle-class (21%), lower-class (7%), and 

upper-class (2%). 

Statistical methods. Using SPSS, a one-way multivariate analysis of variance 

(MANOVA) statistical methods was used to generate motivational profiles for students 
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from each major, the independent variable. MANOVA is a statistical method that tests 

the difference between the means between independent groups using a post-hoc test 

(Todorov & Filzmoser, 2010). MANOVA was chosen in order to test the significant 

difference between the means among the four majors (business, engineering, nursing, and 

social work) and eleven dependent variables from the BPNS, AGOS, and SIMS 

measurement scales. The eleven dependent variables included: autonomy, competence, 

relatedness, learning orientation, performance orientation, performance avoidance, work 

avoidance, amotivation, external regulation, identified motivation, and intrinsic 

motivation. When the post-hoc test was performed following the MANOVA, an alpha of 

.05 (p < .05) was used in order to test for significance. Because two of the college majors 

studied (nursing and social work) drew predominantly female students (61% of the entire 

sample were women), an independent sample t-test was also calculated to test for 

significance between genders. Cohen’s d and effect size were evaluated to test the 

strength between variables. 

Results 

This study examined the differences in motivational qualities among business, 

engineering, nursing, and social work majors. Eleven dependent variables were studied 

from three different measurements. The scales and variables were divided in the 

following ways: BPNS (autonomy, competence, and relatedness), AGOS (learning 

orientation, performance orientation, performance avoidance, and work avoidance), and 

the SIMS (amotivation, external regulation, identified motivation, and intrinsic 

motivation). Table 2 provides the means and standard deviations for each of the four 

majors, for all eleven dependent variables. 
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Table 2.4 

Means (Standard Deviations) of the Motivation Variables for each of the Majors 

 

Business 

n = 151 

M(SD) 

Engineering 

n = 198 

M(SD) 

Nursing 

n = 137 

M(SD) 

Social Work 

n = 122 

M(SD) 

Autonomy 4.36 (0.83) 4.05 (0.81) 4.52 (0.70) 5.28 (0.83) 

Competence 4.91 (0.92) 4.64 (0.97) 5.25 (0.78) 5.59 (0.86) 

Relatedness 4.82 (0.99) 4.75 (1.13) 5.51 (0.96) 5.52 (0.98) 

Learning Orientation 5.01 (0.73) 5.56 (0.91) 5.56 (0.58) 5.56 (0.56) 

Performance Orientation 5.59 (0.93) 5.43 (1.20) 5.36 (1.19) 4.26 (1.52) 

Performance Avoidance 4.97 (1.23) 4.99 (1.64) 5.35 (1.12) 5.27 (1.22) 

Work Avoidance 3.80 (0.94) 2.82 (1.27) 3.15 (0.9) 2.30 (1.13) 

Amotivation 2.22 (1.39) 1.97 (1.13) 1.60 (0.9) 1.61 (1.06) 

External Regulation 2.91 (1.32) 2.75 (1.36) 2.41 (1.27) 2.19 (1.42) 

Identified Motivation 5.63 (0.90) 5.77 (0.87) 5.88 (0.75) 5.75 (1.06) 

Intrinsic Motivation 4.87 (1.14) 4.62 (1.26) 5.05 (1.12) 5.45 (1.11) 

 

Based on Table 2, a one-way multivariate analysis of variance (MANOVA) was 

used to test the means between the majors and generate motivational profiles for students 

from each major.  The multivariate result was significant for the independent variable, 

major. The results were, Pillai’s Trace = .710, F = 16.789, df = (33, 1788), partial η
2
 

=.237, and p = .000 (alpha value is less than .05), indicating a significant difference 

between the four majors in at least one of the eleven motivational variables.  

Furthermore, the partial η
2
 (.237) showed a stronger effect size, when using the range for 

partial η
2 

as: small=.01; medium=.09; large=.25 (Olsteen & Bright, 2010). Since the 

overall MANOVA was significant, separate ANOVAs comparing the mean differences 

were analyzed. The post-hoc test comparing the differences between the means shows 

differences between the four majors, which are described in the following Tables 3-5 and 

Figures 1-3.  
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Table 3 and Figure 1 demonstrate the results from the Psychological Needs Scale 

(BPNS) (Deci & Ryan, 2000), which measures  autonomy, competence, and relatedness.  

 For the autonomy variable, social work majors reported the highest mean (5.278), 

followed by nursing (4.521), and then business (4.357). Engineering majors scored the 

lowest mean for autonomy (4.050). All the differences between the means are significant 

for autonomy, except between business and nursing.  

For competence, social work majors scored the highest mean (5.593), followed by 

nursing (5.252), and then business (4.912). Engineering majors scored the lowest mean 

(4.636).  For this variable, all the differences between the means were significant. 

For relatedness, nursing (5.505) and social work (5.517) majors had the highest 

mean scores, while business (4.818) and engineering majors (4.750) scored lower. For 

this variable, the differences between the means were significant, except between 

business and engineering, and between nursing and social work.  
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Table 3.4 

 

Self-Determination Theory Variables Mean Differences (Significance)  

 
Autonomy 

  Business Engineering Nursing 

Engineering -.3069* (.000)     

Nursing .1634 (.083) .4704* (.000)   

Social Work .9207* (.000) 1.2276* (.000) .7573* (.000) 

Competence 

  Business Engineering Nursing 

Engineering -.2753* (.005)     

Nursing .3404* (.001) .6158* (.000)   

Social Work .6812* (.000) .9565* (.000) .3407* (.002) 

Relatedness 

  Business Engineering Nursing 

Engineering -.0686 (.536)     

Nursing .6866* (.000) .7553* (.000)   

Social Work .6982* (.000) .7668* (.000) .0115 (.928) 

*p < .05 

 
 

Figure 1.4 Comparing the Means for the Self-Determination Theory Variables 
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Table 4 and Figure 2 demonstrate the results from the Achievement Goal 

Orientation Scale (AGOS) (Harackiewicz et al., 2008). The four variables measured 

were: learning orientation, performance orientation, performance avoidance, and work 

avoidance.   

For the learning orientation variable, engineering (5.563), nursing (5.562), and 

social work (5.552) aligned similarly, with business scoring low (5.014).  Only business 

majors were significantly different from the other majors when comparing the means.  

For performance orientation, business (5.589), engineering (5.428), and nursing 

(5.358) majors aligned similarly, with social workers majors scoring lower (4.264). Only 

social work majors were significantly different from all the other majors when comparing 

the means.  

For performance avoidance, nursing majors had the highest mean score (5.436), 

followed by social work (5.180). Business (4.945) and engineering (4.909) had lower 

mean scores. Only the difference between nursing and business, as well as between 

nursing and engineering, were significant.  

For work avoidance, business scored the highest mean (3.797), followed by 

nursing (3.146), and then engineering (2.816), and social work (2.305). All the 

differences between the means were significant. 
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Table 4.4 

 

Achievement Goal Orientation Variables Mean Differences (Significance)  

  

Learning Orientation 

  Business Engineering Nursing 

Engineering .5487* (.000)     

Nursing .5479* (.000) -.0007 (.993) 
 

Social Work .5409* (.000) -.0077 (.927) -.0070 (.939) 

Performance Orientation 

  Business Engineering Nursing 

Engineering -.1614 (.218) 
  

Nursing -.2317 (.105) -.0704 (.601) 
 

Social Work -1.3251* (.000) -1.1637* (.000) -1.0933* (.000) 

Performance Avoidance 

  Business Engineering Nursing 

Engineering -.0357 (.765) 
 

 

Nursing .4913* (.000) .5270* (.000) 
 

Social Work .2348 (.081) .2706* (.034) -.2565 (.063) 

Work Avoidance 

  Business Engineering Nursing 

Engineering -.9804* (.000) 
  

Nursing -.6510* (.000) .3294* (.006) 
 

Social Work -1.4922* (.000) -.5118* (.000) -.8412* (.000) 

*p < .05 
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Figure 2.4 Comparing the Means for the Achievement Goal Orientation Variables 

 

 

Table 5 and Figure 3 demonstrate the results from the Situational Motivation 

Scale (SIMS) (Guay et al., 2000), which measures the variables: amotivation, external 

regulation, identified motivation, and intrinsic motivation.    

For the amotivation variable, business (2.220) had the highest mean score, 

followed by engineering (1.973). Nursing (1.600) and social work (1.607) had lower 

mean scores. All the differences between the means were significant, except between 

nursing and social work.  

For external regulation, business (2.912) and engineering (2.750) scored higher, 

while nursing (2.412) and social work (2.195) scored lower. All the differences between 

the means were significant, except between business and engineering, and between 

nursing and social work. 
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For identified motivation, nursing scored the highest (5.883), followed by social 

work (5.754), engineering (5.771), and then business (5.626).  Only the means for 

business and nursing were significantly different from each other. 

For intrinsic motivation, social work scored the highest (5.447), followed by 

nursing (5.049) and business (4.874), and then engineering (4.616).  All of the differences 

between the means were significant, except between business and nursing. 

 

Table 5.4 

 

Situational Motivation Scale Variables Mean Differences (Significance)  

 

Amotivation 

  Business Engineering Nursing 

Engineering -.2467* (.046) 
  

Nursing -.6198* (.000) -.3731* (.003) 
 

Social Work -.6136* (.000) -.3669* (.005) .0062 (.965) 

External Regulation 

 
Business Engineering Nursing 

Engineering -.1623 (.264) 
 

. 

Nursing -.4998* (.002) -.3376* (.024) 
 

Social Work -.7176* (.000) -.5553* (.000) -.2177 (.193) 

Identified Motivation 

 
Business Engineering Nursing 

Engineering .1456 (.132) 
 

 

Nursing .2574* (.015) .1117 (.261) 
 

Social Work .1283 (.239) -.0174 (.866) -.1291 (.246) 

Intrinsic Motivation 

 
Business Engineering Nursing 

Engineering -.2580* (.042) 
  

Nursing .1751 (.206) .4331* (.001) 
 

Social Work .5725* (.000) .8306* (.000) .3975* (.007) 

*p < .05 
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Figure 3.4 Comparing the Means for the Situational Motivation Scale Variables 

 

 

 

 

Comparing Motivational Qualities among the Majors 

The scores for the four majors showed similar and different patterns for each of 

eleven learning motivation variables. Social work and nursing majors scored somewhat 

similarly, indicating stronger scores for variables which are related to greater motivation. 

Likewise, social work and nursing scores also tended to be lower for variables that were 

inversely related to motivation. Engineering and business majors had very different 

results from social work and nursing majors, and tended to score lower in some variables 

that are correlated with greater motivation. Below is an overall description of the results 

as comparisons.  
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As mentioned previously, the results for social work majors indicated higher 

levels of motivation for some variables.  Social work majors scored higher for the 

variables, autonomy, competence, relatedness, and intrinsic motivation, which are related 

with higher levels of motivation. Social work majors scored lower for the variables, work 

avoidance, amotivation, and external regulation, which are inversely related with 

increased motivation. Social work majors also scored lower in performance orientation, 

but scored in line with two other majors for learning orientation, indicating a higher level 

of motivation for learning. In contrast, social work majors also scored higher in 

performance avoidance, indicating a greater potential for fear of failure. In total, social 

work majors had higher mean scores for motivating features in eight variables, and lower 

for one. Compared to the other majors, social work majors seem to have the most 

qualities that indicate increased learning motivation relative to the other majors and 

variables. 

Nursing majors scored higher for the variables, relatedness and identified 

motivation, which are related with higher levels of motivation. Nursing majors scored 

lower for the variables, amotivation and external regulation, which are inversely related 

with increased motivation. In contrast, nursing majors also scored the higher for 

performance avoidance indicating potential fear of failure. In total, nursing majors rated 

higher for motivating features in four variables, and lower for one. Relative to the other 

majors, nursing majors seem to have many qualities that indicate increased learning 

motivation when observing certain variables. 

Aforementioned, the results for engineering and business majors indicated 

differentially lower levels of motivation for some variables relative to social work and 



 

127 

nursing majors. Engineering majors scored lower for the variables, autonomy, 

competence, relatedness, and intrinsic motivation, which are related with higher levels of 

motivation. Engineering majors scored higher for the variable, external regulation, which 

is inversely related with higher quality learning motivation.  In contrast, engineering 

majors scored lower for performance avoidance. Performance avoidance is inversely 

related to increased motivation. Overall, five variables indicated that engineering majors 

showed features that would indicate that they were less motivated relative to the other 

majors and variables . One variable indicated they were more motivated.  

Business majors scored lower for the variables, relatedness, learning orientation, 

and identified motivation, which are related with higher levels of motivation. Business 

majors scored higher for the variables, work avoidance, amotivation, and external 

regulation, which are inversely related with increased motivation. In contrast, business 

majors scored lower for performance avoidance. Performance avoidance is inversely 

related to increased motivation. Overall, six variables indicated that business majors 

showed features that would indicate that they were less motivated relative to the other 

majors and variables. One variable indicated they were more motivated.  

Gender Differences 

Because two of the majors, nursing and social work, included predominantly 

female student populations, an independent samples t-test was performed using SPSS to 

test the differences between genders for the eleven variables. The test was performed for 

the group of 608 undergraduate students. Statistical significance was computed using an 

alpha level .05. To test effect size, Cohen’s d was also assessed.   Cohen’s d is often used 

for t-tests, ANOVA, MANOVA, and for meta-analysis studies (Becker, 2000). Cohen’s d 
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estimates the extent of the strength between variables without making any determination 

on whether the strength of the relationship between the variables reflects a true 

relationship. It compliments inferential statistics such as p-values. The following 

parameters were used to test the significance between genders for alpha value, p < .05, 

and for Cohen’s d effect size, where small d = .2, medium d = .5, and large d = .8 

(Becker, 2000; Cohen, 1988). Table 6 shows the results from independent samples t-test 

for equality of means for gender for the entire sample. Based on the results, three 

variables were significant using the alpha value .05: Females had a higher mean for 

learning orientation than males, t = -1.675 (.000 sig.); females also had a higher mean for 

performance avoidance than males, t = -3.166, (.017 sig.); and males had a higher mean 

for amotivation than females, t = 2.935, (.004 sig.). The results were different when 

looking at Cohen’s d and effect size. For most cases, there was a small strength of 

difference between genders; however for external regulation, there was a medium effect 

size with males having a higher mean score than females (t = 2.631, d = .718). Although 

results indicated significant differences between genders for learning orientation, Cohen’s 

d indicated that there was a lack of strength for an association. Similarly, the strength of 

the association between genders for performance avoidance and amotivation was minimal 

when using Cohen’s d. The findings of this study are inconclusive regarding whether 

gender impacts motivation for this study; however, further studies could examine and 

understand observable differences in each of the four majors, particularly in light of the 

fact that some majors such as social work and nursing typically drawn more women, and 

likewise, engineering programs have historically enrolled more men.   
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Table 6.4 

Independent Samples T-test for Equality of Means for Gender  

 
Mean 

Std. 

Dev 
F 

Sig. 

p < .05 
t df 

Mean 

Diff 

Cohen's 

d  

Learning 

Orientation 

male 5.359 0.876 
15.207 0.000* -1.675 606 -0.108 -0.135 

female 5.466 0.698 

Performance 

Orientation 

male 5.285 1.237 
2.022 0.156 0.996 606 0.108 0.084 

female 5.177 1.341 

Performance 

Avoidance 

male 4.904 1.483 
5.781 0.017* -3.166 606 -0.357 0.230 

female 5.261 1.263 

Work 

Avoidance 

male 3.202 1.280 
3.698 0.055 2.792 606 0.278 0.230 

female 2.924 1.137 

Autonomy 
male 4.276 0.872 

1.047 0.307 -4.415 606 -0.329 -0.370 
female 4.605 0.908 

Competence 
male 4.850 0.952 

0.372 0.542 -3.793 606 -0.301 -0.316 
female 5.151 0.953 

Relatedness 
male 4.78 1.081 

0.014 0.904 -5.725 606 -0.505 -0.475 
female 5.285 1.045 

Amotivation 
male 2.051 1.261 

8.209 0.004* 2.935 606 0.283 0.240 
female 1.768 1.088 

External 

Regulation 

male 2.786 1.343 
0.034 0.854 2.631 606 0.298 0.718* 

female 2.488 1.371 

Identified 

Motivation 

male 5.738 0.850 
0.089 0.765 -0.408 606 -0.030 -0.035 

female 5.769 0.923 

Intrinsic 

Motivation 

male 4.769 1.166 
0.434 0.510 -2.848 606 -0.285 -0.239 

female 5.054 1.221 

p < .05                

Cohen’s d effect size: Small, d = .2; Medium, d = .5; Large, d = .8  

  

 

Discussion and Implications 

The Basic Psychological Needs Scale, Achievement Goal Orientation Scale, and 

Situational Motivation Scale were beneficial examining 608 business, engineering, 

nursing, and social work undergraduate students’ motivational differences. This study 

extends the dialogue about aspects of individuals’ motivation for learning by looking 

across multiple measures and disciplines simultaneously, particularly from the 

perspective of situational motivation. The three scales are linked not only because of the 
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common area of measuring motivation, but also through their common relationship to the 

variable of intrinsic motivation. For example, Guay et al. (2000) included intrinsic 

motivation as a measurable variable in their scale. When one considers students who are 

learning-oriented through the Achievement Goal Orientation Theory, these individuals 

are in many ways intrinsically motivated during their learning processes. Students who 

are learning-oriented are less dependent on competition. They rely less on extrinsic 

rewards such as grades or praise, and focus on future financial rewards. Students who are 

learning-oriented are more inclined to learn for the sake of learning, self-growth, and the 

pursuit of gaining knowledge, rather than simply doing better than everyone else. Such 

goals are more intrinsically defined (Lee, McInerney, Liem, & Ortiga, 2010). The 

principles related to Self-Determination Theory are also relevant to intrinsic motivation. 

Students who are motivated because they have more autonomy, better relationships with 

others, and a sense of competence with a task tend to score high on intrinsic motivation 

questions (Ryan & Deci, 2000). All three of these scales as well as the two theories 

(Achievement Goal Orientation and Self-Determination Theory) are fundamentally tied 

to intrinsic motivation. 

Based on the results of this study, social work and nursing students seem to have 

the higher motivational quality compared to the other two majors related to learning in 

their majors. Social work majors scored the highest for autonomy, competence, 

relatedness, and intrinsic motivation, and the lowest for work avoidance, amotivation, 

and external regulation. Nursing majors scored the highest for relatedness and identified 

motivation, and the lowest for amotivation and external regulation. 
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One could perhaps surmise that one reason that social work and nursing students 

report higher motivational quality in their majors is that they tend to have more intrinsic 

motivation when choosing and persisting with their major. As previously discussed, 

studies have shown that social work majors tend to rate higher for intrinsic motivation 

compared to some other majors. Nursing and social work majors, particularly social work 

majors, typically do not have excessive extrinsic rewards to gain from their careers, such 

as a great deal of money or status, which are commonly associated with the business and 

engineering fields. Consistent with other studies, engineering and business majors in this 

study reported  features where were in line with stronger extrinsic motivation (Basham & 

Buchanan, 2009; Buchanan, Kim, & Basham, 2007; Hilmer & Hilmer, 2012). 

Intrinsic and extrinsic motivation each have different effects on college students’ 

learning and performance. Previous research informs us that intrinsic motivation is 

related to more impactful and sustained learning (Cameron et al., 2005; Cho & Perry, 

2012; Deci, 2009; Xiang, 2005). Intrinsically motivated individuals tend to develop high 

regards for learning without an over-reliance on external rewards. In contrast, 

extrinsically motivated individuals rely heavily on rewards and desirable results to act as 

a catalyst for their motivation. Intrinsically motivated individuals have a number of 

advantages over extrinsically motivated individuals. A lengthy meta-analysis conducted 

by Deci, Koestner, and Ryan (1999) showed that, in general, extrinsic rewards tended to 

decrease motivation. Vansteenkiste, Lens, and Deci (2006) studied academic motivation 

and found that intrinsic motivation was positively correlated with more engagement in 

learning activities, better conceptual learning, and more persistence at learning activities. 

Similarly, Vansteenkiste, Simons, Lens, Soenens, and Matos (2005) found that extrinsic 
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motivation reduced higher-level conceptual learning, while intrinsic motivation increased 

higher-level conceptual learning. A study conducted by Sebire, Standage, and 

Vansteenkiste (2009) that focused on physical exercise found that intrinsic motivation 

among adults can positively predict self-worth, increased exercise, well-being, and 

satisfaction. Furthermore, intrinsic motivation negatively predicted anxiety.  There are 

other problems with an overemphasis on extrinsic rewards , such as students being 

tempted to cheat, arrive late to class more often, and reduced motivation and learning 

outcomes over the long-term (Anderman, Griesinger, & Westerfield, 1998; Covington, 

2000; Jabbar, 2011).  

More importantly, intrinsic and extrinsic motivation are not mutually exclusive as 

students can express both orientations at the same time to varying degrees, depending on 

the circumstances and different environments that students may experience (Hidi & 

Harackiewicz, 2000; Lepper, Corpus, & Iyengar, 2005). Although the discussion may 

seem dichotomous, breaking down intrinsic and extrinsic motivation into contextual 

situations is important for many motivational researchers. The either/or dichotomy of 

intrinsic/extrinsic motivation or learning/performance orientation is not entirely realistic 

in many situations, especially as environmental elements change and influence students. 

It is for this reason that other motivational scientists have broken down the dichotomous 

intrinsic/extrinsic motivational influences into additional factors, such as autonomy, 

competence, and relatedness in order to determine other sources for human motivation 

(Desi & Ryan, 2000; Gehlbach & Roeser, 2002; Guay, Vallerand, & Blanchard, 2000; 

Malhotra, 2008). Many researchers have found strong correlations between intrinsic 

motivation and autonomy. For example, authors from two articles, Vansteenkiste, Lens, 
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and Deci (2006) and Vansteenkiste, Simons, , Lens, , Soenens, and Matos (2005), 

discussed how intrinsic motivation is often undermined when individuals are not given 

autonomy in certain situations. When individuals are rewarded extrinsically, they might 

feel that they are being controlled, as if they are pawns in a socially-controlled system. 

Hagger and Chatzisarantis (2011) reported that in their study, individuals who were given 

extrinsic rewards exhibited significantly lower intrinsic motivation compared to those 

assigned no extrinsic rewards. In their study, Hagger and Chatzisarantis (2011) found that 

providing more autonomy in situations offered protection for individuals’ motivation 

levels in order to prevent them from losing motivation when extrinsic rewards or other 

factors could sometimes undermine intrinsic motivation. 

The various ways that undergraduate students are intrinsically motivated in their 

majors is important because instructors and departments can impact student learning 

outcomes. This study shows the differences between four disciplines in ways that can 

build on future research to continue to look at student motivation in different disciplines, 

and approaches to observing how students in certain majors may be motivated by 

instructors from different disciplines. As instructors, administrative departments, and 

educating institutions, individuals and entities can work as interdisciplinary experts to 

integrate different disciplinary methods into the pedagogical classroom. Different 

disciplines bring unique strengths from their field that can be studied, analyzed, 

borrowed, and potentially merged with known evidence-based teaching methods to 

increase college student motivation and learning outcomes. 
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Chapter 5: Conclusions 

Closing the Gaps 

Making the connection and filling the gaps between EBP and EBT has been the 

primary focus of this 3-article dissertation. The gaps identified in the existing literature 

have included: 1) A limited interdisciplinary discussion between the social work and 

education fields to advance an EBP-EBT conversation; 2) Limited research with 

instructors as research participants to advance our understanding of the student-instructor 

teaching and learning environment; and 3) Limited research on how social work students’ 

are motivation during their learning process. This 3-article dissertation addressed these 

gaps and, collectively, the work informs social work education and practice. 

Because EBT is critical to student learning, the social work education journals 

could provide a stronger focus on student learning outcomes. The findings from Article-1 

suggest that the social work education literature contains a limited focus on learning 

outcomes variables. Ambrose, Bridges, DiPietro, Lovett, & Norman (2010) provided 

seven evidence-based principles for teaching in higher education, which are just some 

possible areas for research in social work education. These seven areas included: 1) how 

prior knowledge affects learning; 2) how students organize knowledge; 3) how certain 

factors motivate student learning; 4) how students develop mastery of an area; 5) how 

certain types of practice and feedback enhance learning; 6) how the environment can 

impact learning; and 7) how students can become self-directed in their learning. 

As aforementioned, many similarities exist between EBP and EBT. Some of the 

comparable social work and teaching practice skills may include: having empathy, 

actively listening, discussion facilitation, encouraging participation, helping others feel 
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comfortable, being flexible, establishing rapport, and evaluating progress (Lewis & 

Sweet, 2007; Norton, Russell, Wisner, & Uriarte 2011). Although the similarities 

between social work EBP and EBT are evident, EBT is not always considered when 

instructors teach social work courses. Higher education instructors may underutilize EBT 

for a variety of reasons. Perhaps instructors do not have formal training, are not aware of 

different EBT methods, or are overloaded with other responsibilities. When instructors or 

institutions underutilize EBT, while also encouraging EBP, then the connection between 

what instructors do and what they say is incongruent. Students and instructors both 

benefit from giving and receiving effective communication to elicit motivation for better 

learning. When an interruption occurs between EBT and EBP, then the implicit and 

explicit message is that EBP should only be used with clients and not with students, 

somehow segmenting the two as if there is no shared relationships between (in 

postmodern terms) “us” and the “other.” 

The findings from Article-2 suggest that social work instructors are open to 

learning more about EBT. Following the metacognitive self-assessment exercises, 55% of 

the instructors reported some improvement in their teaching evaluations and comments 

from students. The instructors felt somewhat more motivated to improve their teaching 

and make changes due to the self-assessment exercises. Social work instructors offer 

many contributions to the profession of teaching, and their influence will increase as 

social work educators and social work education researchers converse over time. 

The findings from Article-3 showed that compared to three other college majors, 

social work students scored the highest for the following variables, which are typically 

positively correlated with increased motivation: autonomy, competence, relatedness, and 



 

143 

intrinsic motivation. Compared to the other majors, social work majors seem to have the 

most qualities that indicate increased learning motivation relative to the other majors and 

variables. Social work education leaders have many opportunities to study social work 

students in order to gain a deeper understanding about intrinsic motivation for improved 

learning. 

Limitations 

While contributing to the social work literature, some limitations of the studies 

are noted. For Article-1, although the content analysis was completed carefully, the 

coders may have failed to capture and assess some terms and concepts. In addition, 

because only the abstracts were reviewed, major themes or important educational 

concepts may have been missed. Article-2 is limited by the very nature of pilot studies. A 

more rigorous study would include a control group, if possible, randomly assigned 

participants, and additional follow-up questionnaires during the following semester. 

Article-3 would have been improved with a larger sample size, random sampling 

techniques to reduce bias, and not relying on a reward as an incentive to draw in 

participants.  

Implications 

Social work education. As social work has evolved over time in promoting more 

EBP, there is a need to also promote EBT. Inasmuch as EBP is practiced for clients, it 

should also be part of teaching methods. Because the existing literature shows us the way 

and documents characteristics of effective teaching that motivate students, social work 

has an ethical obligation to be using those techniques. In other words, social work 

instructors should practice what they teach. 
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Social work instructors might be especially interested in engaging in self-analysis 

of their familiarity and practice of EBT. Just as holistic movements in medicine call for 

doctors to treat patients and not symptoms, student-centered teaching requires instructors 

to teach students and not content. Thus, it is important to recognize the complex set of 

social, emotional, and intellectual challenges that college students and instructors face. 

By considering the implications of instructor and student intellectual, social, and 

emotional development for teaching and learning, it is possible to create more productive 

learning environments (Ambrose et al., 2010). Social work instructors are intrinsically 

integrated into the lives of students, and vice versa. Social work instructors are also 

uniquely positioned to understand the interpersonal skills needed for teaching 

collaboration, for being caring, and for providing the necessary clarity that meets the 

learning needs of students. Therefore, understanding the motivations, behaviors, and 

emotions of instructors is equally important for understanding those same needs in 

students. More research is needed in terms of instructors developing and improve skills 

for teaching.  

Given the small amount of research on instructors, university departments often 

depend on peer-observation to assess and improve teaching skills for social work 

instructors across the academe. Providing Self-Determination Theory principles, which 

are prevalent in the general motivation literature, may sometimes be more helpful in 

improving teaching than peer-observation/feedback methods for the following reasons: 

Peer observation methods are not simple, and people often do not know how to properly 

apply them; therefore, peer observation methods may be seen as intimidating in some 

situations where the observing instructor, who may or may not have training, is watching 
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to discover what the observed instructor is “doing wrong.” Peer-observation may also be  

time consuming and costly, and because peer-observation may become politicized, self-

evaluation could be an alternative method for increasing teaching efficacy as well as 

reducing politicization within departments. Self-assessments that are driven by the 

instructor themselves may be more useful for all instructors, not only those who obtained 

lower course evaluations. Self-motivation is more effective than enforcement, coercion, 

or intimidation. Self-evaluation tools that use self-determination motivational theories 

may be useful for increasing effective teaching behaviors over the long term. 

Social work practice.   There is a link between teaching efficacy and social work 

practice excellence. In addition to the CSWE core competencies, the EBT literature 

informs social work pedagogy on preparing students for professional practice in terms of 

general social skills and job performance. Ballantine and McCourt-Larres (2007) studied 

cooperative learning and social skills after administering questionnaires to 51 college 

business students in Belfast, UK. The researchers discovered that students believed that 

cooperative learning improved the social skills listed below, in the following order 

starting with the strongest outcome: 

1. Ability to get along with other people 

2. Team building skills 

3. Verbal communication skills 

4. Managing groups 

5. Listening skills 

6. Tolerance of alternative points-of-view 

7. Ability to debate issues critically 



 

146 

8. Building and maintaining trust with my colleagues 

9. Questioning skills 

10. Leadership skills 

11. Conflict-resolution skills  

12. Negotiating/persuasion skills 

The utility of modeling good collaborative skills is especially useful not just for 

performing well academically, but it is useful beyond the classroom as well as is noted in 

the twelve skills above, which is ultimately the goal of education and social work. 

Three research studies have documented a connection between collaborative 

teaching and improved job performance for social workers in hospital and mental health 

clinics (Campbell et al., 2001; Morey et al., 2002; Young et al., 2005). In the first study, 

Morey et al. (2002) studied 684 physicians, nurses, and medical personnel at nine 

teaching hospitals. The participants were provided training in teamwork to improve seven 

team dimensions: 1) team behaviors, 2) work load, 3) errors observed, 4) emergency 

department admission evaluations, 5) staff attitudes, 6) staff perceptions, and 7) patient 

satisfaction. The research design was a quasi-experimental study with a single control 

group. The study utilized one pre-test and two post-tests. The pre-test was given to 

participants prior to the training. The two post-tests were given four and eight months 

after training. Overall, the quality of team behaviors improved as a result of using 

collaborative teaching. Furthermore, medical errors were significantly reduced, therefore 

improving job performance and patient care. In the second study, Campbell et al. (2001) 

researched an intervention to improve emergency department responses to intimate 

partner violence (IPV) at 12 hospitals randomly selected from 39 hospitals. The 
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intervention consisted of two days of training on team planning for responding to IPV. 

The researchers stated that the participants obtained a “team training approach” 

intervention. Campbell et al. (2001) conducted an experimental design over a 2-year 

period with three data points. The researchers tested the participants prior to the 

intervention, 1 year after the training, and 2 years after the training had ended. Three 

hundred and thirteen staff participated over the 2-year period. Compared to the control 

group, the experimental group showed improvements in patient satisfaction and the 

“culture of the emergency department.” Improved culture was defined by Campbell et al. 

as “having protocols regarding IPV and having IPV information available both for 

battered women in terms of brochures and relevant posters, and for staff in terms of 

intervention check lists, and regular routine and mandated IPV training.” In the third 

study, Young et al. (2005) researched five large community substance abuse mental 

health organizations. The purpose of the study was to implement interventions to improve 

services using better teamwork. Two hundred and sixty nine (151 experimental and 118 

control) clinicians participated in the intervention study. The 151 participants completed 

training through a large behavioral health company called Value Options Healthcare and 

Double Trouble in Recovery. The researchers used competency assessment surveys to 

evaluate participants. Semi-structured interviews were also conducted. Participants were 

given the tests prior to the intervention as well as 1 year after the intervention. The 

experimental group, compared to the control group, “showed significantly greater 

improvement in education about care, rehabilitation methods, natural supports, holistic 

approaches, teamwork, overall competency, and recovery orientation.” The teamwork 

training made improvements in the performance of clinical staff. Therefore, social work 
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instructors should be strongly invested in EBT given their knowledge and appreciation 

for EBP. 

Future Research - Diversity 

 With a focus on diversity, social justice, and CSWE ethics, social work could 

lead the discourse on understanding how the literature on motivating students applies to 

diverse groups. Unfortunately, little research has addressed students’ diverse 

backgrounds in relation to how they process motivation in the classroom. Recognizing 

diversity issues and addressing educational disparities is tied to EBT. The “other” is no 

more apparent than when discussing underrepresented students in higher education, 

namely students from diverse backgrounds, cultures, abilities, socioeconomic status, 

educational backgrounds, and first generation college students. Underrepresented 

students have different needs that are often diminished by systems that appeal to the 

dominant groups with money and power, or to the masses that dominate discourse. 

Setting standards based on mass appeal is similar, in some ways, to normative 

comparison (Altbach, Reisberg, & Rumbley, 2009). Normative comparison seeks to find 

the average, the common denominator, excluding students who do not fit into the 

standardized definitions of a typical student. Normative comparison, by nature, sorts 

students into categories of the top 10%, 20%, and so on. Students from underrepresented 

groups often fall into lower rankings (Arum & Roksa, 2011). As expected, the 

overabundance of underrepresented students in the lower tiers of achievement can be 

explained by research that shows the relationships to other sociological variables, such as 

lower SES, parents with no college education, lower quality education prior to college, 

less opportunity to take advanced placement courses, poverty and neighborhood of 
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origin, and less opportunity to leave the community. Unfortunately, underrepresented 

groups start out at a disadvantage when it comes to achieving in a competitive system 

among students who have the lead in terms of social and educational privileges (Arum & 

Roksa, 2011). 

Summary 

Valuing time spent on teaching and EBT training is important. Historically, many 

instructors have not had extensive EBT training (Buskist & Groccia, 2011). Furthermore, 

research universities have undervalued the time spent on teaching compared to other 

responsibilities (Arun & Roska, 2011). Bringing social work onboard to include more 

interdisciplinary connections with the educational sciences and other fields using EBT 

may prove to be advantageous to social work over time. A strength of the social work 

profession is that social workers value eclectic approaches to problems; they are holistic 

in understanding the influences of the individual, community, and the environment; and 

they respect diversity. Social workers also value human interaction, interpersonal skills, 

and support systems. Social work is an optimistic profession when it comes to human 

potential. It is full of professional wisdom that may be used to address these issues and 

has much to offer students by collaborating with education fields to improve the systems 

that affect student learning. 

Social work’s foundational knowledge of communication and motivation in 

addition to the strong emphasis on EBP has the potential to turn social workers into 

leaders in general higher education learning communities. Often, it is simply a matter of 

understanding and awareness of educational theories and research that allows social work 

teachers to manage the limitations of performance-oriented instructional systems and 
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build on the strengths that institutions, social workers, instructors, and students already 

have. Social work instructors are intrinsically integrated into the lives of students. Social 

work instructors are also uniquely positioned to understand the “people skills” needed for 

teaching collaboration, for being caring, and for providing the necessary clarity that 

meets the learning needs of students. Therefore, understanding the motivations, 

behaviors, and emotions of instructors is equally important. Bringing instructors and the 

departments into the conversation about how to motivate students and instructors is 

important, and collaborating with others who are focused on EBT will be important for 

improving social work student motivation and learning outcomes. 
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