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The main purpose of this study was to bring new considerations to the 

concept of peer influence on academic achievement motivation variables. While 

peer influence has focused historically on individual-level effects of influence, 

this study took into account the idea that goals are frequently shared among peers, 

especially students who have social goals that are oriented towards having close 

friends and who value characteristics of high quality friendships. 

Participants were 200 6th grade math students from a mid-sized city in the 

southwest. Data included questionnaire responses from the beginning (October) of 

the school year and then again in the middle of the spring semester (March). The 

first set of analyses investigated the effects of friendship influence on 

achievement motivation. An empirical relationship was found between social 
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goals (social intimacy and social status) and characteristics of friendship quality 

in a regression analysis, indicating that some characteristics of high quality 

friendship significantly predicted social intimacy goals in both the fall and spring 

of the school year. Second, social status goals were significantly correlated with 

performance-avoid goals in math at Time 1 and Time 2, and this was a 

significantly stronger correlation than the one between social intimacy goals and 

performance-avoid goals. However, the hypothesis that co-nominated friends in 

6th grade who valued social intimacy goals and high quality friendships would 

become more similar in their achievement motivation orientation over time as a 

function of peer influence was not confirmed.  

The second set of analyses investigated the effects of shared social goals 

and achievement goals using a hierarchical linear model testing for individual 

effects and classroom effects. Results indicated that high scores for shared 

achievement goals in math class predicted individual performance-avoid 

orientation, suggesting that students who belong to classrooms that value the 

academic goals of peer learning are likely to adopt motivational strategies 

associated with performance-avoid goals. Discussion revolved around how 

students may be influenced by their peers and that certain classroom practices 

may make them more conscious of others’ evaluations, thus leading them to adopt 

motivational goals of self-protection. 
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CHAPTER 1 

Introduction 

Research has documented that peer relationships are critical to a child’s 

academic and social development. Of specific interest to some researchers has 

been the phenomenon of peer influence on academic variables, either direct or 

indirect. The types of outcomes that have been examined for influence range from 

choices about smoking and alcohol use to more academically oriented choices 

that relate to goals and decisions about future education. Although the outcomes 

of peer influence have been studied very closely, based on changed behavior or 

decisions over time, the process of influence still needs further examination. The 

focus of this dissertation was on outlining potential pathways of peer influence 

and how these pathways are related to social goals, friendship quality, and 

academic goals in middle school students. Specifically, an empirical study was 

conducted that focused on the possible sources of influence that middle school 

students have over each other’s academic achievement motivation.  

There were two main questions concerning peer influences that were 

addressed by this study. The first question was - how do friends influence each 

other’s achievement goals and what is the process involved? The second main 

question was – how do classrooms that utilized peer-learning groups influence 
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individuals’ achievement goals? The next two sections address the background for 

each of these questions in turn.  

The Influence of Friends 

Of the number of theories proposed to address possible sources of 

influence, most agree that friends have a greater propensity for influence over one 

another than peers or classmates. Students select friends typically because they 

meet a social need for companionship, and yet there are very different types of 

friendships and friendship needs among individual students. While some students 

feel the need for close intimate relationships with just a few friends (social 

intimacy goals), others feel the need to establish themselves with a popular group, 

increasing their social visibility among many friends (social status goals). Thus, 

one of the goals of this study was to establish that students have different types of 

social goals depending on their personal social needs.  

There has also been agreement among researchers that social goals and 

achievement goals should be investigated jointly. For years, academic 

achievement goals, such as relative-ability goals (performance-approach and 

performance-avoid goals) and task-oriented goals (mastery), have been examined 

as if students are in a “social vacuum,” where socially related variables are not 

accounted for in students’ beliefs and choices with regards to achievement goals. 

More recently, the case has been made that a more thorough understanding of 

achievement can be developed if social goals are examined in conjunction with 
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achievement goals (Urdan & Maehr, 1995). If social needs and achievement 

needs are both viewed as goal-directed behavior, it is easy to see why these types 

of constructs would naturally go hand in hand in the development of students’ 

own personal goals. In this dissertation, the relationship between social goals and 

achievement goals was investigated by asking the following questions: What 

types of achievement goals are strongly associated with different types of social 

goals? Are some of these associations comparatively stronger than others? The 

suggestion is that students who have high social intimacy goals, who are more 

likely to have high quality friendships, are less likely to have relative-ability goal 

orientation than students who have high social status goals. In other words, 

students who value “looking good” in the presence of peers will be more 

concerned with appearing “smart” or might want to avoid being seen as “not 

smart” in the eyes of their peers. 

Additionally, my study hoped to capture the process of influence on 

achievement goals as a function of social goals and friendship quality. This 

relationship was investigated by examining the influence of a best friend dyad as 

opposed to a peer group for two reasons. The first reason is outlined by Parsons’ 

(1963) model of social influence, a sociological model that was originally 

developed as an explanation for economic exchange and has since been applied to 

educational models of social influence. The model states that an individual is 

most likely to look to someone he or she trusts very much as a source of 
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information in a new situation. This idea has been interpreted by Hallinan and 

Williams (1990) in their own research of peer influence in high school, for which 

the “person that is trusted most” by a student is a best friend in school. Second, 

Berndt and Keefe have argued that within the peer influence literature, few 

researchers have made the distinction between the types of relationships that are 

indicative of a “peer,” emphasizing that a student’s friends are more likely to be 

the source of influence than classmates with whom they merely have contact. 

Similarly, studies by Berndt and Keefe (1996) have shown that students with a 

positive, best-friend relationship reported more self-involvement in school.  

In a recent article, Ryan (2001) has done a commendable job 

demonstrating peer influence on achievement motivation among groups of friends 

in an empirical study, some groups being up to 11 friends and others being only a 

pair of friends. Her findings indicated that peer groups did “socialize,” or became 

more similar, on some academic characteristics. For example, students' peer group 

context in the fall predicted changes in their liking and enjoyment of school 

(intrinsic value) and their achievement over the school year. Students' peer group 

context was unrelated to changes in their beliefs about the importance of school 

(utility value) or expectancies for success over the school year. The shortcomings 

of this particular study are that first, one cannot be sure who the source of 

influence is (i.e. is it a combination of the group’s influence on the individual, or 

is there a dominant group member who has influence over several different 
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members?), and second, she did not account for students’ social goals as part of 

the process of peer influence. 

While process is a difficult construct to operationalize, Parson’s (1963) 

model of social influence seems to be the most appropriate model of influence for 

students who are faced with new social and academic situations. For example, the 

transition associated with children who move from elementary school to middle 

school exposes students to a new environment that presents new and challenging 

situations. A logical assumption is that students are more likely to look to their 

friends as sources of information, especially if they have close friends and value 

high-quality friendships. Therefore, this study examined the effects of social 

intimacy and friendship quality on changes in achievement motivation for 

friendship dyads, with the expectation that close friends tend to become more 

similar in their achievement goals over time. 

THE INFLUENCE OF PEER-LEARNING GROUPS 

Continuing with a line of inquiry that focuses on the possible sources of 

influence that middle school students have over each other’s academic 

achievement motivation, the second main question of this study was – how do 

classrooms that use peer-learning groups influence individuals’ achievement 

goals? Peer influence has most often been considered a process that puts students 

in the driver’s seat. That is, students have been portrayed as having almost 

complete control over friendship selection as well as how they allow those friends 
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to influence them. By also focusing on classroom opportunities for friendship 

development, such as peer learning groups, we may be able to understand more 

about what teachers can do to impact the peer influence process in a socio-

educational context. Thus, outcomes of peer-learning situations, such as shared 

social goals and shared academic goals, were investigated as possible sources of 

peer influence as well. 

The idea of shared goals was derived from theories of learning that take a 

constructivist approach and that describe cognition as socially-shared. In such a 

view, peer learning has been described as a process that combines the knowledge 

of group members into something that could not be created by the individuals 

working alone. The outcome of peer learning is therefore a socially constructed 

form of knowledge that is created by the social learning experience. Peer learning 

can come in many different forms, ranging from informal student-initiated 

learning to formal instructor-mediated learning. For example, students may 

informally compare answers with one another, contrast one another’s grades, or 

approach the teacher for help independently, without any direction from the 

instructor. At other times, social learning is explicitly and formally directed by the 

instructor, such as in cooperative learning classrooms, in which the students must 

cooperate in groups to achieve task goals. Learning is often portrayed as a 

cooperative process, but this is especially true in a classroom that emphasizes the 

importance of cooperation for learning.  
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A cooperative classroom can be thought of as a community of learners, 

established by instructional methods that are guided by the instructor and 

developed over time by members of the classroom. Within a cooperative 

classroom, there are typically a series of complex interaction systems that exist in 

the social context. Some interaction groups are self-selected, such as classroom 

friends, while others are artificially created, such as peer-learning groups for 

which the teacher selects its members. While the needs that brought these groups 

together are very different, with friendships satisfying a social need and peer 

learning groups satisfying an academic need, they can still be described as peer 

groups that have the potential to create learning and social opportunities. These 

shared opportunities may likely result in some form of influence as a function of 

proximity, time spent together, and perhaps a need to utilize peers as a source of 

information for one’s own behavior. 

It would therefore seem logical to assume that if classroom groups can 

share cognition as a function of peer learning experiences, they could also share 

goals. Therefore, it was important in this study to be able to measure shared 

social goals and achievement goals along with individual social and achievement 

goals to determine if individual achievement goals are formed over time by social 

and academic goals that are shared among group members as well as individual 

social goals and friendship quality values. This is illustrated in Table 1, with 

variables involved in pathways of peer influence categorized into major 
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theoretical perspectives. Specifically, traditional constructs such as achievement 

goals and social goals are placed alongside newer constructs, namely shared 

social goals and shared achievement goals. 

Table 1  

Variables Involved in Pathways of Peer Influence 

A B C 

Individual Constructs Social Constructs Shared Constructs 
Achievement Goals Social Goals Shared Social Goals 
     task-orientation      social intimacy Shared Achievement Goals 
     performance-approach      social status  
     performance-avoid Friendship Quality  
      validation & caring  
      intimate exchange  
      companionship    
       & recreation  

THE STUDY 
 This study suggests that students with goals for social intimacy are likely 

to value high quality friendships and are less likely to have relative-ability goals 

than students with goals for social status. In other words, it was expected that 

students with high social intimacy goals would also value characteristics of 

friendship quality, like validation and caring, intimate exchange, and 

companionship and recreation. It was also expected that students with high social 

status goals would rate higher on a measure of relative ability goals than students 

with social intimacy goals. The first hypothesis, that characteristics of high-
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quality friendships would predict social intimacy goals, was tested using a 

multiple regression equation with social intimacy goals as the dependent variable 

and characteristics of high quality friendship (validation and caring, intimate 

exchange, and companionship and recreation) as the independent predictor 

variables. The second hypothesis was that scores on a measure of social status 

goals would be significantly correlated with scores on a measure of relative ability 

goals and that this correlation would be higher than the correlation between scores 

on a measure of social intimacy goals and scores on a measure of relative ability 

goals. 

The second suggestion is that peers may have more or less influence over 

their friends’ academic achievement motivation, depending on the social goals 

and the friendship quality needs of the target student. In descriptions of 6th graders 

who are in a new situation and possibly looking to others for relevant adaptation 

information, Parsons’ model of social influence may be particularly relevant. 

Students may already follow a particular pattern of behavior that is reflective of 

their motivation orientation, but could nevertheless be susceptible to peer 

influence in their perception of themselves as students. If a student has social 

goals that are more along the lines of social intimacy, the student will most likely 

also have high quality friendships, perhaps one very best friend, and will trust 

close friends as a source of adaptation information. A student who values social 

status will have a goal to be more like his or her friends, but may not be 
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influenced as strongly as someone who seeks close friendships, which would be 

in line with Parsons’ model of social influence. Therefore, it is proposed that 6th 

grade friends who have social goals reflecting the need for social intimacy and 

who also value high quality friends are likely to become similar to their friends 

over time as a function of influence. This was tested using three multiple 

regression equations, one for each type of achievement motivation (performance-

approach, performance-avoid, and task-orientation), represented by a calculated 

difference score for the friendship pair, with friendship dyads’ mean social 

intimacy goals scores and mean friendship quality scores as predictor variables. 

The expectation was that high social intimacy and high friendship quality means 

would predict low achievement motivation difference scores. 

The third suggestion, that being in a classroom that supports peer-learning 

techniques would shape students’ shared social goals and achievement goals, 

involved the development and validation of new scales that measure these 

particular types of goals. This study investigated nine 6th grade math classes 

taught by two teachers who incorporated techniques of peer learning, specifically 

cooperative learning, in their classes. Each teacher made a point of assigning her 

math students to “tables” that accommodated between 4 and 5 students that 

composed a learning group on a semi-permanent basis, with the learning group 

composition changing every four to six weeks. Upon request, the teachers 

answered a survey with responses indicating that they both practiced techniques 
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associated with constructivist methods and confirmed verbally that they used 

cooperative learning techniques in their classes almost every day (see Appendices 

C and D). There were two levels of analysis tested as a hierarchical linear model. 

The first level, which applied individual variables, tested the effects of social 

intimacy goals and friendship quality values on students’ own achievement 

motivation. The second level, which applied learning-group level variables, tested 

the effects of classroom-level shared social goals and shared achievement goals 

on the intercept of the first model. It was expected that all of the independent 

variables, both at the individual and group levels, would significantly predict 

achievement motivation as a dependent variable. 

 This dissertation was an attempt both to assimilate existing research ideas 

from different areas of thought and to develop new ideas for future research. In 

the first and second hypotheses, students’ social and achievement goals were 

being examined in conjunction with how students value friendship quality for the 

first time. Additionally, it was proposed that certain social goals would be 

strongly affiliated with certain achievement goals, which is a different way of 

interpreting how social and achievement goals are related: previously, researchers 

had acknowledged that students possess multiple classroom goals, but they had 

not put forth that these goals were somehow empirically affiliated. In the third 

hypothesis, the idea of friendship pairs becoming more similar in their 

achievement motivation was presented as one way to measure the process of 
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influence, a construct that has been difficult for researchers to operationalize or 

measure empirically. Finally, the fourth hypothesis attempted to bring new ideas 

of shared social goals and shared achievement goals to light as an extension of the 

literature on constructivism and socially shared cognition, and to enrich our 

understanding of how these new constructs related to well-established research on 

social goals, achievement goals, and the value of friendship.  

The findings from this study were therefore intended to enable our 

understanding of the process of influence, the effects of peer influence on 

students’ goals, and how instructors can mediate this process by incorporating 

peer-learning techniques in their classroom. The following chapter reviews the 

existing literature on peer influence, social goals, and peer learning, respectively. 

The intent is to present an outline of theory development, related empirical 

studies, and how they inform new theory and research possibilities. Chapter 3 

presents the method section, Chapter 4 presents the results of the study, and 

Chapter 5 presents a discussion of the findings. 
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                                 Chapter 2

REVIEW OF LITERATURE  

In this chapter, research literatures are presented on the following topics: 

(a) peer influence; (b) social goals; and (c) peer learning. The section on peer 

influence focuses on the conceptualization of influence in sociological and 

psychological theory, the distinction between peer and friends’ influence, and 

how influence has been examined in educational contexts. The section on social 

goals focuses on the development of social goal theory from a goals systems 

perspective, how social goals have been represented theoretically and empirically, 

and why pursuing multiple classroom goals (including social and achievement 

goals) is advantageous. Finally, the section on peer learning focuses briefly on the 

development of constructivist theory, including socio-constructivism, the concept 

of socially-shared cognition, and how these theories apply to peer-learning 

techniques such as cooperative learning.  

PEER INFLUENCE 

The idea of peers influencing one another in terms of academic 

achievement variables is not new in the field of educational psychology. Some 

researchers have examined the influence of peers on students’ grades, such as 

Epstein (1983), who found that students who made friends with high achieving 

students became high achievers themselves. Others have investigated the 
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influence that peers have on achievement motivation variables, such as 

Kinderman (1993), who found that groups of friends became more similar in their 

levels of engagement over time, and Ryan (2001), who found that peer groups 

became more similar in how they valued academics.  

A review article written by Berndt and Keefe (1996) highlighted much of 

the peer influence research as it related to school adjustment, including the 

potential impact peer relations have on academic achievement. According to 

Berndt and Keefe, peers can potentially influence each other through two distinct 

pathways, or theoretical processes of influence. First, students are influenced by 

the attitudes, behavior, and other characteristics of friends, and these can have 

both positive and negative effects on school adjustment. Second, students can be 

influenced by the quality of their friendships; while students who have low quality 

friendships frequently engage in conflicts or rivalry, students who have high 

quality friendships are more intimate and express positive feelings of caring. In 

the first pathway, the four motives believed to be the cause of peers’ influence 

over one another are the need for social approval, the need to behave and think 

like one’s friends, the need for self-enhancement, and the need to be correct. In 

the second pathway, the motives related to the effects of friendship quality are the 

need for personal intimacy and the need for mutually satisfying interactions, 

needs that have been ascribed to personality and social development. The motives 

from both pathways are tied to school adjustment in both positive and negative 
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ways. If these needs are not met, maladjustment may occur and a child could be at 

risk for delinquent behavior. If these needs are met, a child has a better chance for 

healthy school adjustment and academic development.  

In a longitudinal study, Berndt and Keefe (1996) were able to apply their 

theory of the pathways and motives of influence in an investigation of the effects 

of friendship quality on school adjustment. Their findings suggested that having a 

high quality friend, defined as a best friend who is caring and supportive, 

increased a student’s motive to become more socially involved. On the other 

hand, students with low quality friends, or friends that were reportedly high in 

conflict and rivalry, were more likely to have disruptive relationships with other 

students and the teacher. While Berndt and Keefe suggested that students with 

high quality friendships are likely more willing to join classmates in academic 

activities and more eager to participate in classroom discussions, this particular 

study did not empirically test the outcomes of high and low quality friendships on 

students’ academic achievement. 

Researchers who have empirically demonstrated a relationship between 

peer influence and achievement motivation are Kinderman (1993) and Ryan 

(2001), who both used the peer group network as a benchmark for peer influence. 

While Kinderman focused on the peer group’s influence over individual 

members’ engagement patterns, Ryan examined the peer group’s influence over 

individuals’ intrinsic valuing of school and achievement. Both studies are similar 
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in their framework in that they focus on the socialization processes of peer 

groups. Research on socialization has implied that members of a group, even a 

group as small as two people, become more similar to one another over time (Hall 

& Cairns, 1984; Berndt, Laychak, & Park, 1990). However, in neither of these 

studies were the authors able to demonstrate the direction or pathway of social 

influence within the peer group.  

In a significant article that highlighted a possible pathway for peer 

influence, Hallinan and Williams (1990) were able to measure the influence of 

close friends on educational aspirations and found that such influence varied for 

students, depending on racial and gender composition of their close peer groups. 

They examined several reciprocal friendships and found that best friends were 

highly similar to one another on academic behavior. Within their theoretical 

framework, Hallinan and Williams indicated that one possible mechanism for 

academic influence may be a model suggested by Parsons, who studied sociology 

in the 1960’s. In Parsons’ model (1963), social influence is defined as the 

formation of a person’s attitudes and opinions by way of another person who acts 

directly on his or her beliefs, either intentionally or unintentionally. Parsons 

argued that a person was susceptible to influence when he or she needed 

information to adapt to a particular situation. In his model, willingness of a person 

to accept new information was said to be determined by a person’s trust in the 

source. Hallinan and Willams were able to apply this particular model in a study 
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on the influence of friendships in high school. Because Parsons’ model of peer 

influence stems from sociology, the next section will briefly discuss the 

significance of his theory in educational contexts. 

The Sociology of Influence 

In a recent publication entitled, Handbook of the Sociology of Education, 

Hallinan (2000) made the point that sociology has a place in the examination of 

education as a social context for students. That the school operates as a social 

system was originally introduced by Coleman (1961) who investigated what he 

called, “status systems” among high school students in an empirical study that 

eventually became a comprehensive book on the social lives of teenagers. In this 

landmark study, Coleman was one of the first to examine schools as social 

systems, acknowledging the difficulty of studying any social system because its 

dynamics are very complex, making it difficult to measure and observe. After 

administering several questionnaires and speaking with teenagers in ten different 

schools, he observed that high school students create “subcultures” within the 

greater society, with value systems that may be quite different from their parents,’ 

highlighting that while many students are still trying to meet the standards of their 

parents, they are simultaneously trying to win approval from their peers. One 

suggestion Coleman made, with regard to improving educational outcomes for 

students, was to learn how to control the adolescent community upon 

understanding the dynamics of that community. However, one of the major 
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shortcomings of Coleman’s report (Coleman, et al., 1966) on social systems 

within the context of education is that he failed to connect the collective with the 

individual in an educational setting (Gamoran, Secada, & Marrett, 2000). In other 

words, Coleman did not see any school effects when examining student related 

outcomes because most of the variation he observed was within the ten different 

schools he examined, not between them. 

Parsons, a sociologist who, like Coleman, similarly analyzed the school as 

a social system (1959), developed a model of influence that is very relevant to 

that of peer influence in the context of education (Hallinan & Williams, 1990; 

Parsons, 1963). In the Parsonian model, influence is assumed to occur through the 

following mechanism: (a) individuals need knowledge to help them adapt to and 

interact with their environment; (b) they choose to or are in a situation in which 

they have to rely on others to obtain the needed information; (c) when individuals 

accept information from others, influence occurs. The condition for influence, 

then, is the willingness of the individual to accept information from a close other. 

In Parsons’ original publication, the notion of influence was used specifically to 

explain a system of exchange in the American economy. Hallinan extracted this 

theory in more recent publications that apply Parsons’ original idea of influence in 

a social context. For instance, using a Parsonian model of influence, Hallinan and 

Williams (1990) examined how characteristics of high school students and their 

best friends influenced college aspirations and attendance. Their findings revealed 
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that the influence of close friends on educational aspirations varied depending on 

gender and academic track of the best friend. Friends of a different gender or 

academic track were less likely to have influence than friends of similar gender or 

academic track, indicating that solidarity tended to lead to greater peer influence.  

With the publication of Hallinan and Williams’ study (1990), Parsons’ 

model became relevant to applied research that was concerned with peer 

influence, especially for students who are in a situation in which close friends can 

provide useful information for adaptation, as for example, when a 6th grader starts 

middle school. The transition from elementary school to middle school is of 

particular importance because it provides opportunities for new friendship 

networks to form (Berndt, 1987; Berndt, Hawkins, & Hoyle, 1986), and occurs 

when, developmentally, peers take a more prominent place in a student’s life 

(Juvonen & Weiner, 1993). However, one of the potential problems with limiting 

our view of social context to a sociological view is that in such a view, the 

interplay between the individual and the social system is not acknowledged. Much 

of the literature on sociology research in education is concerned with structural 

effects, or the effects of the schools as structural institutions, on individual 

students (Dreeben, 2000). However, this type of model does not portray the 

effects of peers within their peer group or as individuals within a context. Rather, 

it is concerned more with examining the effects of the context on subcultures 

represented as groups of students. By incorporating sociological as well as 
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psychological theories into a model of social context, a clearer picture of the 

relationship between the individual and context would be revealed. In the next 

section, I review literature that takes a psychological perspective on influence. 

The Psychology of Influence 

When turning to the field of psychology to understand better how peer 

influence works, we find that it is social psychology that has contributed to our 

understanding of social processes. Examining social processes in a social context 

provides further insight into ways that individuals’ cognitive and emotional states 

mediate social contexts and individual behavior. Concepts associated with the 

individual’s interpretation of his or her situation include Kelly’s (1955) “personal 

construct,” Heider’s (1958) “naïve psychology,” and Berger and Luckmann’s 

(1967) “projected personal system,” all classic approaches that describe how 

individuals expend effort to comprehend events, assign meaning to events, and 

use these events to inform future changes in behavior. A more global term for 

thinking about these individual processes is socialization. Socialization for social 

participation involves the acquisition of generalized understandings of the nature 

of distinct modes of social participation, the appropriateness of participation, and 

the consequences of participation (Bidwell, 2000).  

 Veroff and Veroff (1980) defined socialization as the process(s) of 

internalizing the norms of others regarding how to feel, think, or act in specific 

social settings, thus suggesting that individuals use information from social 
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groups and peers to help them decide what to believe and what to value. From a 

developmental standpoint, the stage of socialization that is associated most with 

young adolescents is identification with organized groups, wherein an adolescent 

identifies him or herself with another person or group for purposes of attaining 

acceptance. Constanzo and Shaw’s (1966) experimental research on conformity in 

peer groups demonstrated that between the ages of 11 and 13, students are most 

likely to conform to group norms based on acceptance and belongingness needs. 

However, in the absence of an experimental situation, it is difficult to assess 

whether conformity results from reinforcement of an existing behavior or as a 

result of change to fit the norm of the group. It is also sometimes difficult to 

distinguish the direction of conformity, especially if students choose their friends 

because they are already similar. Students are very often attracted to peers who 

are very much like themselves, a well-documented component of interpersonal 

attraction (Brown, et al., 1993). Ryan (1998) proposed that because it is 

impossible to select friends who are completely similar on all characteristics, 

friendship selection may be a process that is influenced by what characteristics 

students value the most in themselves and in others.  

The distinction between selection and influence has historically been 

ignored in research on proximate peer influences. Many studies attribute 

similarities among peers to peer influences and not to selection processes. 

According to Hallinan (1983), student groups are frequently similar in personal 
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interests and characteristics, but it is oftentimes not clear if the source of 

similarity is influence or selection. More recent studies have used longitudinal 

data to assess similarity among peers at several points in time to make a 

distinction between similarity related to peer influence and that related to 

selection. In a recent article, Ryan (2001) was able to demonstrate in a 

longitudinal study that peer groups did influence one another on some academic 

characteristics by assessing similarity for peer groups’ academic motivation over 

time. For example, students' peer group context in the fall predicted changes in 

liking and enjoyment of school (intrinsic value) and achievement over the school 

year. Students' peer group context was unrelated to changes in beliefs about the 

importance of school (utility value) or expectancies for success over the school 

year. However, Ryan did not make the distinction between members of a peer 

group and selected friends, with some of her reported peer groups being as large 

as 11 members and others as small as a friendship dyad.  

 The major shortcoming of Ryan’s model is that one does not know 

whether to trace the source of influence to the whole group or only certain 

members of the group. While Ryan’s findings represent a major contribution to 

the field of peer influence in academic motivation orientation, there are 

nevertheless some important distinctions overlooked in the study. It is common in 

this type of research that students’ friends are not always distinguished from a 

peer group. While students may make distinct choices about who their friends are, 
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a peer group is sometimes formed by an external selection process and not by the 

students themselves. For instance, peers can be on the same baseball team 

selected by the coach or in the same peer learning groups selected by the 

instructor, thus providing contexts for friendship selection but different from 

groups originally chosen by the students themselves. While classmates and other 

acquaintances can influence attitudes and behavior, research shows that selected 

friends are likely to have stronger influence on attitudes and behaviors (Epstein, 

1989). The following section will focus on early adolescent friendship patterns 

and the influence of friends in school.  

The Influence of Friends 

While a peer can be anyone that a student spends time with, such as a 

classmate or teammate, a friend is typically chosen by an individual to fulfill a 

particular need, such as approval or intimacy as indicated by Berndt and Keefe 

(1996). Lewis and Feiring (1989) suggested that there are several models that can 

help predict the origin of friendships for young children, admitting that friendship 

is possibly the most complex type of relationship among people. Much research 

has been done on friendship selection and similarity and most studies in this area 

have concluded that similarity is important in friendship selection and that friends 

typically become more similar over time (Furman, 1989). The process of 

friendship selection has been associated with surface level qualities of peers, such 

as proximity, environmental conditions, and age, as well as deeper, more personal 
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qualities of peers, such as similarity and likeness (Epstein, 1989). Although there 

is a great deal of research in this area, there is no single model of friendship 

development that is sufficient to explain how children choose and maintain their 

friendships.  

Berndt and Keefe (1996) developed a model of friendship influence as it 

relates to the emotional adjustment of students in school that is specific to the 

social needs of young adolescents. Their model differed from the prior peer 

influence literature in two distinct ways: 1) the theoretical framework of their 

model stems from developmental psychology as opposed to sociology or social 

psychology; and 2) they characterize friendship influence as a function of the 

social-developmental needs specific to school-aged children consisting of two 

distinct pathways of influence. First, students are influenced by the attitudes, 

behavior, and other characteristics of friends. Second, students are influenced by 

the quality of their friendships. Both of these pathways are associated with 

motives of friendship influence. Motives associated with the first pathway of 

influence are the need for approval, identification with friends, the self-

enhancement motive, and the need to be correct. The first motive, students’ need 

for social approval, is marked by behavior that will meet friends’ expectations or 

make a positive impression on friends. The second motive, identification with 

friends, is the desire of students to think and behave like their friends. The third 

motive, self-enhancement, is indicated by a student’s need to judge his or her own 
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competence by comparing performance with that of a close friend. Finally, the 

need to be correct is related to a person’s desire to hold correct beliefs and to 

make reasonable decisions. 

In Berndt and Keefe’s (1996) second possible pathway of friendship 

influence, students are influenced by the quality of their friendships, with high 

quality friendships characterized by high prosocial behavior, trust, loyalty, 

affection, companionship, and caring, fulfilling a need for interpersonal intimacy 

(Berndt & Perry, 1986; Parker & Asher, 1993). According to Hartup (1992), 

students who have high quality friends are socialized to assess the motives and 

needs of others in addition to themselves, focusing on what “we” want instead of 

just what “I” want. Berndt and colleagues applied this model in several empirical 

studies that were concerned with friends’ influence on decision making (Berndt, 

Laychak, & Park, 1990), and with the positive emotional consequences of having 

high quality friendships (Berndt, Savin-Williams, 1993). They have also linked 

positive social adjustment with increased student involvement in school (Berndt 

& Keefe, 1996) and have suggested that teachers may have some influence over 

patterns of friends’ influence in a classroom situation (Berndt & Keefe, 1996). It 

is interesting to note that while Berndt and Keefe’s model of friends’ influence 

attempts to explain how students achieve their social needs as a process, their 

model parallels the literature on peer-oriented social goals, which attempts to 

explain why students achieve these needs as an intended outcome. However, most 
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of the research that has focused on social goals has examined potential goal 

differences among students who vary in their level of peer acceptance (e.g., 

Renshaw & Asher, 1983; Wentzel, 1991a) and not as a possible outcome of the 

process of peer influence. Therefore, it is suggested that social goals may be 

subject to influence via the same pathways of peer influence as academic 

achievement goals, especially because social and academic goals are frequently 

derived from the same goal theory. The following section will focus on social 

goals and the theoretical and empirical relationships between social goals and 

academic goals in the classroom.  

SOCIAL GOALS 

There are several different types of goals that students can pursue in an 

academic context, with a goal broadly defined as some desired outcome to be 

achieved based on a student’s needs. Among the varying academic motivation 

goals, students can be concerned with proving their skills and being judged 

favorably (performance goals) or with expanding their skills and knowledge 

(learning goals) (Dweck & Legget, 1988). Students may also be concerned with 

pleasing and getting rewards from their parents (extrinsic goals) or may be 

curious and desire a cognitive challenge (intrinsic goals). However, what is also 

very important for students in middle school, an age when peers are critical for 

social and academic development, are peer-oriented goals. Most individuals have 

peer-oriented social goals and typically, these types of social goals as well as 
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academic goals are pursued simultaneously in the classroom (Dweck, 1986). 

Social goals, like academic goals, are useful in explaining why students make the 

choices they do based on their needs and/or desires in an academic context. Hicks 

(1996, 1997) concluded that the peer-oriented social needs students experience in 

school can be explained by two social goals, social intimacy goals and social 

status goals, both of which are concerned with the type of relationships students 

have with their peers. Intimacy goals relate to a student’s need for a close, 

interpersonal relationship. Social status goals relate to a student’s need to belong 

to a well-accepted peer group and to have high levels of social visibility. Both of 

these types of goals appear to meet the motive for social acceptance as outlined by 

Berndt and Keefe’s first pathway for peer influence, namely that students are 

influenced by the attitudes, behavior, and other characteristics of friends. 

It has been suggested that students’ social goals should be empirically 

related to student academic achievement motivation (Urdan & Maehr, 1995). As 

proposed by Dweck (1986), achievement goal theory in particular is primarily 

focused on students’ perceptions of themselves and their reasons for engaging (or 

not engaging) in academic tasks. It would seem logical that some of these reasons 

could possibly include their social goals as well. For instance, the type of social 

goals a student has may affect the amount of influence to which he/she is 

susceptible. Although this relationship between social goals and academic goals 

may seem logical, still it has received attention from only a few researchers. 



 28

Wentzel (1989, 1991a, 1993) reported a series of studies that examined social 

responsibility goals and their relationships to achievement goals, but these studies 

were not focused on social goals as a social need for approval and acceptance. 

Rather, they were more focused on following the rules of the classroom and on 

pleasing the teacher. While Hicks’ (1996) unpublished dissertation examined 

relations between academic goals and social goals as peer-oriented social needs, 

she did not account for the possibility that peer influence may mitigate the bridge 

between social goals and academic goals. The following sections will discuss the 

development of social goal theory, the representation of social goals in the 

literature, and the advantages of having multiple classroom goals, including social 

goals and achievement goals. 

Social Goal Theory 

Within a social information-processing model, social goals have been 

defined as a type of social cognition that may determine the choice of strategies 

used to solve a social problem (Kupersmidt, Buchele, Voegler, & Sedikdes, 1996) 

or as cognitive representations of any desired or intended outcomes in the social 

domain (Hicks, 1996). These fundamental strategies are adopted to meet one’s 

social needs, to attain what is desirable and avoid situations that are not desirable 

(Jarvinen & Nicholls, 1996). The concept of social goals can be traced back to 

Murray (1938) who identified over 28 goals or preferred end-states of action, 

including need for affiliation, need for dominance, and need for nurturance. With 
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the acknowledgement that individuals pursue multiple goals to meet their social 

needs, broader conceptual frameworks have been developed to explain why 

individuals pursue goals, the relationship between academic and social goals, and 

why having multiple goals (both social and academic) in academic situations is 

strategic for success. The researcher most associated with the development of a 

theory of goals and social goals is M. Ford (1992), who developed a 

comprehensive theoretical framework for understanding motivation within 

different contexts in his Motivational Systems Theory. 

 Motivational Systems Theory (MST) originally proposed by M. Ford 

(1992) is an integrative theory of motivation derived from D. Ford’s Living 

Systems Framework (LSF; D. Ford, 1987; M. Ford & D. Ford, 1987). LSF was 

developed as a comprehensive theory of human functioning and development 

designed to explain component biological, psychological, and behavioral 

processes of the individual. MST limits this framework to include processes 

exclusively related to human motivation, namely the direction of behavior, the 

engergization of behavior, and the regulation of behavior (M. Ford, 1992). Within 

the framework of MST, it is said that in any given domain, effective functioning 

or competence can best be defined in terms of the attainment of socially valued 

goals. In MST, motivation is defined as the organized patterning of an 

individual’s personal goals, emotional arousal processes, and personal agency 

beliefs (M. Ford, 1992).  The function of personal goals is to accomplish or obtain 
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desired consequences via a motivational force that in turn organizes and 

prioritizes personal goals. Emotional arousal processes help individuals deal with 

varying circumstances by providing evaluative feedback about the person’s 

interactions with the environment and by facilitating behavior that will help the 

individual achieve what is desired. Emotions and personal goals are highly 

interrelated, with emotions typically arising out of individual concern for 

achieving goals. Personal agency beliefs function to help individuals make 

decisions about which goals to pursue and how to pursue them. 

 From the LSF model, a taxonomy of human goals was developed that 

included categories that are also relevant to the MST model. In Hick’s 

unpublished dissertation (1996), she was able to extract three of the most relevant 

categories of human goals that best explain the development and pursuit of social 

goals: 1) responsibility goals; 2) status goals; and 3) intimacy goals. The last two 

categories sound much like the social needs that are implied in Berndt and 

Keefe’s (1996) model of friends’ influence, that is 1) the need for social approval 

and the need to think and behave like one’s friends and 2) the need for high 

quality friendships. It would appear then that social goals and friends’ influence 

are at least theoretically, if not empirically, related. The next section will focus on 

how social goals have been operationalized and measured in empirical research. 
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The Representation of Social Goals 

 The first attempt to measure adolescents’ goals in social relations was 

done by M. Ford (1992). Using the framework explained in the LSF and the 

taxonomy of human goals originally developed by himself and Nicholls (1987, 

1991), Ford was able to develop a questionnaire assessing the goals of having 

many close friendships, having romantic relationships, helping others, and 

engaging in extracurricular activities. In a later study, Jarvinen and Nicholls 

(1996) set out to develop an instrument that assessed adolescents’ social goals in 

peer social relationships and drew meaningful connections between students’ 

social goals and personal beliefs about social success. The dimensions of social 

goals represented by their scale were “dominance,” “intimacy,” “nurturance,” 

“leadership,” “popularity,” and “avoidance.” Social beliefs, also known as causes 

of social success, were operationalized as “be sincere,” “status,” “be responsible,” 

“pretend to care,” “entertain,” and “be tough.” The results of the study indicated 

that the intimacy related goals and beliefs (intimacy, nurturance, be sincere, be 

responsible) did converge on the same factor, indicating that consideration for 

others leads to social success. However, the other social goals and beliefs did not. 

Jarvinen and Nicholls also found that satisfaction in peer relationships was 

associated with social interaction (communal goals and beliefs) rather than social 

transaction (agentic goals and beliefs). 
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 While the results of this study are very meaningful in their contribution to 

the understanding of how social goals and behavior interact to achieve satisfying 

peer relationships, the model that results is not a very parsimonious representation 

of how students pursue friendships in school. Drawing on the idea that young 

adolescents value the opinions and companionship of their peers, Hicks (1996, 

1997) was able to dichotomize social goals into measurable categories: social 

status and social intimacy. These two goals concern the types of friendships 

adolescents pursue with peers. Intimacy goals concern the desire to form and 

maintain positive peer relationships. In contrast, social status goals concern the 

desire for social visibility within the larger peer group. Hicks (1996) was able to 

demonstrate that students who endorsed these types of goals, endorsed social 

responsibility goals (scale by Wenzel, 1991a), and experienced a sense of school 

belongingness also had general positive affect in school. Additionally, Hicks 

demonstrated that students’ social goals were more salient for students who 

perceived that their class was high in task-orientation.  

Hicks’ conceptualization is a much simpler and preferred way of looking 

at social goals in an academic context than M. Ford’s original characterization of 

social goals. However, while Hicks has successfully incorporated the idea of 

students pursuing multiple social goals in the classroom, she did not indicate how 

the connection between social goals and academic goals may be mitigated by a 

peer influence process. Rather, she looked at entire classrooms as a context for 
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pursuing social goals rather than groups or pairs of friends selected by students. 

The following section will explore other ways in which multiple classroom goals 

are represented in research, including social goals and academic achievement 

goals, and how endorsing multiple goals may be adaptive for academic 

achievement. 

Multiple Classroom Goals 

 According to Wentzel (1996), “…social goals and behavior are strong and 

consistent predictors of academic outcomes, and the social climate of the 

classroom appears to be a powerful motivator of academic as well as socially 

appropriate classroom behavior” (p. 226). While Hicks’ social goals instrument 

was constructed to measure social status and social intimacy needs for young 

adolescents, Wentzel developed instruments that measured multiple aspects of 

prosocial and socially responsible behavior, aspects of social competence that she 

proposed are critical to school adjustment. Within her line of research, she has 

conducted several studies that measure and test relationships among social goals 

and academic goals, with social goals represented as social responsibility and 

prosocial behavior and academic goals represented as school grades and academic 

achievement motivation. 

 Social goal pursuit has been operationalized by Wentzel (1991a, 1992) as 

students’ self-reported efforts to help, share, and cooperate with teachers and 

peers (prosocial goals) and to follow rules and keep interpersonal promises and 
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commitments (social responsibility goals). Early adolescents who endorse 

responsibility goals have been shown to receive higher grades (Wentzel, 1989, 

1993) and to be perceived as more responsible by classmates (Wentzel, 1991a). In 

a more recent study investigating the effects of perceived social support for 6th 

graders, Wentzel (1998) combined aspects of social goals with academic 

achievement goals, finding that peer support was a positive predictor of prosocial 

goal pursuit and parent support was a significant predictor of school-related 

interest and goal orientations. Specifically, perceived parent support positively 

predicted mastery orientations and negatively predicted performance orientations 

for 6th graders. While this study empirically linked social goals with achievement 

goals through parent rather than peer influence, Wentzel (1991b) proposed that 

social responsibility can influence school performance by way of motivational 

orientations through peers as well. 

 Goals associated with academic performance are most often described 

with respect to learning-performance goal orientations (Dweck, 1989). Task-

focused or learning goals are defined as those derived from goals to learn 

information, to acquire knowledge, and to develop task mastery. Performance 

goals are those derived from social expectations or values associated with the 

consequences of task performance, such as praise or rewards. While these two 

contrasting achievement goal constructs have received much attention in the past, 

contemporary research literature puts a more complicated spin on the original 



 35

dichotomy. While it was once thought that students fell on a motivational 

continuum and could be either learning-oriented or performance oriented, 

researchers acknowledged that it was not only possible for students to possess 

both learning- and performance-focused goals, but that those particular students 

were typically more successful in school (Dweck & Leggett, 1988). More 

recently, the academic motivation literature has incorporated the idea that 

achievement goals can be conceptualized as three different types of goals within 

two categories: 1) approach goals, where individuals may be motivated by the 

desire to attain success, are characterized as mastery and performance-approach 

goals; and 2) avoidant goals, where individuals are motivated to avoid failure and 

embarrassment, characterized as performance-avoid goals (Middleton & Midgley, 

1997; Elliot and Harackiewicz, 1996). While this is only one particular view of 

the achievement goal literature, it is most relevant for this conceptualization of 

goal-oriented behavior in the context of social and achievement goals. 

Wentzel (1991a) proposed that performance goals may theoretically 

include students’ goals to be socially responsible. She cited a study by Entwistle 

and Kozeki, (1985) with results indicating that students with goal orientations 

reflecting concern with moral outcomes, such as responsibility, reported learning 

approaches that reflected that of a performance-oriented child. Wentzel (1989, 

1991b) also asserted that the classroom setting presents an opportunity to pursue 

multiple goals, including academic achievement goals, interpersonal goals 
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(making and maintaining friendships), and social responsibility goals. In one 

study, high achieving students reported always trying to achieve several different 

types of goals simultaneously (Wentzel, 1989). While Wentzel’s research has 

provided better understanding of how prosocial goals and social responsibility 

goals might relate to academic achievement goals, she did not take other types of 

goals into account, such as the goal to have and maintain close friendships or to 

be popular in school. 

 Urdan and Maehr (1995) have also proposed that we might have a more 

thorough understanding of goal pursuit and achievement in school if social goals 

and academic goals were examined simultaneously. They defined social goals as 

“the perceived purposes for trying, or not trying, to achieve academically” (p. 

214) and from this definition, developed four investigative suggestions about the 

effects of social goals on cognitive and behavioral outcomes: (a) the type of social 

goal; (b) the value of what is being attained with a social goal; (c) the meaning of 

the social goal and achievement situation; and (d) the coordination of social goals 

with other goals.  

Educational contexts may also affect social goals. In the transition from 

elementary school to middle school, students are placed in a new context where 

they have access to more possible and new peer groups and are developmentally 

more dependent at that age on the acceptance and approval of peers (Berndt, 

1987). There are several school practices that can also impose contextual 
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influence over students’ social goals. Epstein (1989) investigated the imposition 

of tracking on friendship development, finding that students in tracked groups 

were more likely to become friends, seemingly because they were similar and 

proximal to each other. Forms of peer learning methods, such as collaborative and 

cooperative learning in the classroom, would also seem to be a logical precursor 

to developing shared social and achievement goals among peers (Slavin, 1983). 

Shared social and achievement goals are differentiated from individual goals in 

that they have developed from an entirely separate body of theory research, 

namely the constructivist literature. However, there is a case for individual goals 

and shared goals to interact in a classroom that uses peer learning as an 

instructional method. The following sections will review the development and 

application of constructivist principles in the classroom, the idea of socially 

shared cognition, and how they relate to methods of peer learning. 

PEER LEARNING 

It has been argued that the goals that individuals pursue in school are 

dependent not only on the goal orientation of the individual, which is determined 

by personal needs, but also on messages that the individual receives from the 

context (Urdan, 2001). What has been argued in this chapter thus far is that peers 

are a source of contextual influence on students’ goals as individuals. However, it 

may also be said that the classroom is a context that provides students with 

information about goals. Several researchers have examined the effects of context 
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in the form of classroom practice on individual goals, finding that teachers who 

generally promote autonomy and learning goals have students who report greater 

involvement and higher achievement than teachers who promote performance 

goals (Ames, 1990, 1992; Ames & Archer, 1988; Turner et al. 1998). 

Additionally, Hicks found that students’ social goals were related to their 

perception of whether their classroom context was task- or performance-oriented 

(Hicks, 1996). While it can be said that classroom processes are too complex to 

isolate instructional practices that shape goal structures, I would like to suggest 

that peer learning techniques may have some part in shaping both individual and 

collective social and achievement goals. 

Because peer-learning techniques provide opportunities that are both 

social and academic in nature, it may be that students can be influenced by what 

happens in a classroom that utilizes peer-learning groups. It has been suggested 

that collaborative activities in the classroom are some of the most effective means 

for increased conceptual gains and enjoyment of the learning task (Cooper, 1999). 

In a traditional collaborative group activity, the instructor assigns a task with an 

outcome goal to each small group, gives the groups a set amount of time to 

complete the task, then asks the group to share their results with other groups, the 

whole class, and the instructor. In the process of solving the task, students may 

develop what is known as socially shared cognition, in which an individual who 

faces the cognitive task develops representations that are socially shaped 
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(Wertsch, 1991). The concept “the whole is more than the sum of its parts” can be 

used to describe the outcome of a socially shared experience: what students come 

away with is something that they could not have created on their own, yet they 

contributed their own prior knowledge and skills to that experience. 

While socially shared cognition, a construct that has roots in 

constructivism, has brought to light the idea of socially shared skills and 

knowledge as a function of peer learning, it has not yet addressed the notion of 

socially shared goals. Within a peer-learning group, individuals are not only 

coming to the group with representations of ideas or concepts, they are entering 

the group with individual social and academic goals as well. Students may view 

the peer-learning group as a social opportunity to develop friendships and hence 

value a need for social community as a personal goal that may be shared by other 

group members. Likewise, individuals participating in a peer learning group may 

see an academic opportunity to learn or to earn a good grade as a personal goal 

that is also shared by group members. By participating in a peer-learning group, 

students are entering a context that has a potential for influence on their goals, 

much like the process of peer influence. A function of that process will have both 

effects at the individual level, which may influence their personal goals, and at the 

group level, which may influence their socially shared goals. This is not to say 

that the power of influence will be as strong for a peer learning group as it is for 

best friends, but it is a context worth examining as an opportunity for proximity 
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and time spent together, both strong indicators of whether students become 

friends. The following sections will explore this idea of socially shared goals as it 

relates to constructivism, socially shared cognition, and peer learning. 

Constructivism in the Classroom 

 While the terms and ideas of constructivism are sometimes associated with 

the developmental ideas of Piaget, the construction of information as a 

consequence of social interaction is mostly associated with the work of Vygotsky. 

Vygotsky’s theory of sociocultural learning portrays human development as a 

sociogenetic process in which children become masterful in skills and abilities by 

interacting with others in a social context (Hogan & Tudge, 1999). Specifically, 

social interaction is expected to promote development for a less knowledgeable 

learner by interacting with a more knowledgeable other. Although learning from 

adults is only one part of a child’s socio-cognitive development, the role of guided 

participation in learning and development is critical.  

Vygotsky’s explanation for social influence begins with the idea of an 

apprenticeship, through which social interaction with an expert facilitates 

cognitive development for a novice within his or her zone of proximal 

development (Rogoff, 1990). This concept of social influence is different from the 

process of peer influence discussed earlier: Vygotsky’s conception of social 

influence is a socio-cognitive process of learning, not a process by which a child’s 

social needs are met. Within his or her zone of proximal development, the novice 
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is then able to participate in skills beyond those that he or she is independently 

capable of handling. Over time, the novice internalizes shared cognitive processes 

and is able to extend himself or herself to new and more challenging tasks. It is 

easy for one to see why Vygotsky placed adults in the expert role more often than 

peers, but that does not mean peers cannot play a part in scaffolding and 

providing socio-cognitive information. Vygotsky believed that as long as partners 

in the social exchange of information are unequal in skill development and 

understanding, each person benefits from the interaction. This description of 

information exchange is more representative of peer tutoring techniques and less 

like cooperative or collaborative learning techniques. 

 For any type of social effect to occur, certain conditions must be satisfied: 

individuals must become aware of and interested in exploring alternatives to their 

own perspective, and there must be intersubjectivity, or reciprocal monitoring, 

between partners to explore the possibility of alternative perspectives (Rogoff, 

1990). While it is sometimes difficult to separate Piagetian from Vygotskian 

streams of influence, it is very possible for both types of processes to occur in the 

classroom as a form of peer learning. However, Vygotsky’s idea that knowledge 

is created by a cognitive, collaborative process is really the impetus behind the 

notion of socially shared cognition. Modern theories of socio-constructivism 

encompass this idea of shared information-processing as well as the idea of 

situational meaning that is both social and cultural, suggesting that students and 
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teachers can be influenced by social relationships in a sociocultural context 

(Schallert & Martin, in press). The next section will explore the notion of socially 

shared cognition as it relates to the learning process. 

Socially Shared Cognition 

Traditionally, educational and psychological research has focused on 

individuals when attempting to explain social and cognitive processes.  Some 

progress has been made in the development of social perspective theories, with 

their emphasis on the role of social and cultural contexts in individual cognition 

(Reynolds, Sinatra, & Jetton, 1996). These theories can be traced back to 

Vygotsky’s theory of sociocultural development (1978), which postulated that 

social experience might shape the cognitive processes of individuals in a learning 

situation. In contrast to individual cognitive processes, the social perspective 

presents an interactionist view of learning whereby individuals contribute as a 

collective effort in order to comprehend new information (Gallini & Zhang, 

1997). However, even social perspective theories are focused on cognitive 

processes of individuals within a context and not necessarily on the cognitive 

process of group interaction. Levine, Resnick, and Higgins (1993) challenged the 

idea that cognition is exclusively an individual act, as many psychologists have 

assumed, but proposed instead that cognitive and social aspects of working in a 

group are somehow fused together. Resnick (1991), who agreed with other social 

perspective theorists that learning occurs through the mediation of social 
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interaction, took it a step further by assuming that the product of interaction 

cannot be associated with the cognition of just one member but with the shared 

cognitions of all group members. 

According to Brownell and Carriger (1991), peer collaborations are 

fundamentally social and cognitive in nature, whether in a naturalistic setting or in 

a teacher-guided classroom. Social aspects of collaboration encompass 

motivational and affective factors, while cognitive aspects of collaboration 

encompass goals, strategies, and monitoring. It is therefore logical to assume that 

in a peer-learning pair or group, there are several dynamics interacting at the 

individual and social level that may eventually lead to a shared understanding 

among members as a function of the interaction. The social-motivational factors 

present in the interaction must undoubtedly include social goals of the individual 

group members and perhaps shared goals of the classroom. Likewise, the 

cognitive-goals set by individual group members are dependent on their personal 

achievement motivation goals and may contribute to the shared goals of the 

classroom. While the presence of shared social and achievement goals within 

classrooms is not a new idea, it has rarely if ever been measured and 

operationalized in the context of peer learning. The following section will discuss 

the social processes associated with peer learning and how social and 

achievement goals for individuals and groups might be operationalized. 
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Social Processes in Peer Learning 

By dividing the classroom into working pairs or groups, the instructor 

creates a new social context wherein students have the opportunity to share 

individual cognitions with their peers and come to new understandings based on 

the sum of these cognitions. One may characterize the benefits of peer learning in 

two ways: 1) benefits related to the parameters of the instructional method itself, 

and 2) benefits associated with the learning process that the students experience 

once the method has been established. Peer learning is most likely to be used in 

classes in which there is a focus on problem solving or in which the topic lends 

itself to discussion or active learning. One of the key characteristics of peer 

learning techniques like cooperative learning is that students must work together 

to reach a common goal in order to increase the likelihood of success (Slavin, 

1995a). Additional features that affect the success of a group include the 

formation of the group, the goals of the group, and individual accountability of 

each group member (Lindauer & Petrie, 1997).  

One of the main reasons an instructor would choose peer learning as an 

instructional method is that working with peers provides an opportunity for 

students to gain and use critical thinking skills. Nelson (1994) asserted that group 

work is important for fostering motivation and social support, but that more 

important was the fact that group work can be used as a tool to foster what he 

called "real learning." He claimed that students working together are only one 
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aspect of peer learning. It is most important that they develop their ideas 

collectively with preparation, cognitive structuring, and role structuring. 

Additionally, the group must develop its own "team goals" for a successful 

outcome, even though the instructor develops an overarching objective for a peer-

learning group. Team goals must be agreed upon by all members of the group, 

and each individual member must contribute his or her own success to the success 

of the group. This is where individual accountability becomes key; if students are 

motivated themselves and invested in the success of the group, they will be more 

likely to encourage success and motivation among other members of the group 

(Slavin, 1995b). Thus, one might say that individual achievement motivation 

contributes to shared goals and group motivation. Although some educational 

psychology research has explored the development of shared cognitions in 

groups, there has not been extensive work done in the area of cooperative learning 

with a focus on students’ shared social and academic goals in the classroom, nor 

has there been an investigation of peer influence as a possible mediator between 

social goals and achievement goals.  

SUMMARY  

The literature reviewed in this chapter was divided into three main 

sections: peer influence, social goals, and peer learning. While these areas of 

theory and research are rich in their contribution to our understanding of the 

process of influence, and how social goals and achievement goals are possible 
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outcomes of influence, there are still questions that remain to be answered. For 

instance, while it is understood that achievement goals and social goals are 

empirically related, it is still yet unclear how they are related and if they are 

subject to peer influence. Additionally, while there are clear indications that peer 

influence is strong for students who are best friends, it remains to be seen whether 

peer groups that are artificially created, such as peers in classrooms that use 

learning groups, also have influence over students’ goals in school. Furthermore, 

the idea of socially shared goals is a new concept derived from the constructivist 

literature that warrants an empirical investigation. This dissertation attempts to 

address these issue in the following study with the intent to further our 

understanding of peer influence on social goals and achievement goals for middle 

school students. 
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CHAPTER 3 

Method 

There were two main goals in this study. The first goal was to investigate 

whether peer influence may be responsible for the adoption of certain types of 

academic goals, and this influence is predicated on students’ social goals. The 

goal was tested by first establishing an empirical relationship between 

achievement goals and social goals and between social goals and friendship 

quality. The second goal of this study was to examine peer learning as a process 

that may be responsible for shaping shared social goals and achievement goals, 

constructs that may have an effect on students’ individual achievement goals. This 

chapter will outline the method used to collect the data. 

PARTICIPANTS 

 Sixth graders from a middle school in a medium-sized city in the 

southwest were asked to participate in this study with the approval of the 

University of Texas’ Internal Review Board and the school district’s Office of 

Program Evaluation. This particular school served a diverse area of the city with 

students enrolled representing a variety of ethnic backgrounds with the following 

percentages were representative of the entire school population (736 total 

students): 61% White, 31% Hispanic, 6% African-American, 1% Asian-

American, and less than 1% Native American. The school had 255 students 
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enrolled in 6th grade at the time the study was conducted, 200 of whom received 

permission from their parents to participate. Data were collected from the students 

in each of the nine 6th grade math classes taught by two math teachers. Each 

student who had parental consent and who gave personal assent to participate was 

asked to fill out self-report questionnaires two different times in their math classes 

during the school year: approximately two months after school began (October 

2001; Time 1) and two months before school ended (March 2002; Time 2) (see 

Appendices A and B for questionnaire forms).  

PROCEDURE 

One week before data collection began, students were asked to submit a 

consent form signed by a parent or guardian granting them permission to 

participate. At Time 1 the students also had to read and sign an assent form. 

Students were asked to complete a questionnaire packet that contained several 

survey items, including a social goals questionnaire (Hicks, 1996), the Patterns of 

Adaptive Learning Survey (PALS: designed to measure academic achievement 

motivation; Midgely et al., 1997), and the Friendship Quality Questionnaire 

(Parker & Asher, 1993) as it applied to their very best friend. Students were asked 

to nominate their three “best friends” by writing their friends’ names. From their 

three choices, they were then asked to choose their “very best friend.” A pilot 

study was conducted prior to the actual survey sessions to determine the 
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appropriate length of time needed to administer all of the measures and that 

instructions were clear.  

At Time 2, the students completed the same scales as at Time 1 and were 

asked if the friend they nominated at Time 1 was still their close friend (to 

monitor any change in friendship patterns). They were also asked to fill out two 

additional surveys: the shared academic goals survey and the shared social goals 

survey.  

MEASURES 

Friendship assessments. Students’ friendships were identified using a two-

step sociometric nomination procedure used similarly in a study by Parker and 

Asher (1993). In the first step, students were asked to name their three best friends 

from their 6th grade classmates. In the second step, students were asked to review 

their choices and select their very best friend from the originally nominated three 

best friends. A choice matrix was then examined within each classroom to 

determine who had nominated each other. As a rule, students were paired as 

friends if the classmate they designated as their best friend also included them 

among his/her list of three best-friend choices. Remaining pairs of friends were 

decided upon by examining if there were any mutual nominations that were not 

necessarily “best friend” nominations, but rather just appeared on the students’ list 

of friends. Also, to maximize the number of friendship pairs for analysis, some 

students were paired with mutually nominated friends that were not “best friends” 



 50

if their nominated best friend was absent for data collection or had not been given 

permission to participate. Using this method, each pair contained unique members 

(i.e. there was no “doubling-up” of a friend for more than one individual). At 

Time 1, there were an estimated 58 pairs of co-nominated friends. After 

verification that the students were still friends at Time 2, there were 46 pairs 

remaining. 

Peer learning groups. Students’ membership in a peer learning group was 

assessed by asking the instructors how the learning groups were constructed (i.e. 

did the students get to choose the group or did the teacher place them in a 

group?), how long the groups were stable (i.e. did the students remain in the same 

group the entire year or was group membership changed?) and the actual 

membership of the groups. Group membership was verified by students by asking 

them, “Who is in your math group right now?” at Time 2. 

Social goals. Participants’ social goals were assessed at Time 1 and Time 

2 using a measure developed by Hicks (1996) that contained 11 Likert-type items 

on a 7-point scale. The first subscale measures a student’s goal for social intimacy 

with seven items (e.g. ‘It is important to me to form one or two really close 

relationships in school’) and the second subscale measures a student’s goal for 

social status with four items (e.g. ‘It is important for me to belong to the popular 

group at school’). Hicks reported internal reliability with a Cronbach’s alpha 

rating of .75 and .70 for each subscale, respectively. The reported correlation 
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between subscales was fairly low (r=.25). For this study’s sample, mean scores, 

standard deviations, and reliability estimates were computed for each subscale. 

Academic achievement motivation. Participants’ achievement motivation 

was assessed at Time 1 and Time 2 using a modified scale from Midgley et al.’s 

(1997) Patterns of Adaptive Learning Survey (PALS) that included subscales 

measuring task-goals, performance-avoid goals, and performance-approach goals 

about math. This scale consists of 16 Likert-type items on a 7-point scale 

distributed among three subscales for goal orientation: performance-approach 

goals (e.g., ‘I would feel successful in math if I did better than most of the other 

students’), performance-avoid goals (e.g., ‘I do my math work so others in the 

class won’t think I’m dumb’) and task-focused goals (e.g., ‘An important reason I 

do my math work is because I enjoy it’). In the recent modified scale, Middleton 

and Midgely reported internal reliability with a Cronbach’s alpha rating of .84 for 

each subscale. For this study, mean scores, standard deviations, and reliability 

estimates were computed for each subscale.  

Friendship quality. The students were asked to evaluate the quality of their 

very best friendship with subscales derived from the Friendship Quality 

Questionnaire developed by Parker and Asher (1993). Likert-type items asked 

students to indicate on a 5-point scale how true a particular quality was of their 

relationship with their nominated best friend. Three subscales were extracted from 

the original Friendship Quality Questionnaire for the purposes of this study 
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measuring constructs of validation and caring (nine items), intimate exchange (six 

items), and companionship and recreation (four items). The reliability estimates 

for these three subscales were tested for internal consistency by Parker and Asher 

using Cronbach’s alpha: intimate exchange (α=.90), companionship and 

recreation (α=.84), and validation and caring (α=.75). For this study, mean 

scores, standard deviations, and reliability estimates were computed for each 

subscale. 

Shared social and academic goals. Participants’ shared social goals and 

shared academic goals were assessed with a modified instrument that was 

originally developed to assess college students’ evaluation of classroom 

community and group processing in courses that used cooperative learning 

(Summers, Beretvas, Gorin, Svinicki, under review). The major modification of 

these scales involved changing the items from general, evaluation-oriented 

statements to goal-oriented statements about math class, and changing the 

language to match 6th graders’ comprehension. For example, in the classroom 

community subscale, an original item reading, “I’ve made friends in this class” 

was changed to read, “I think it’s important to make friends in math class.” In the 

group processing subscale, an original item reading, “Overall, my group members 

responded positively to peer questions” was changed to read, “It’s important to 

me that everyone in my math group asks each other questions.” Using Cronbach’s 

alpha, internal consistencies were reported for scores on the original subscales as 
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α=.80 for the classroom community scale and α=.86 for scores on the group 

processing scale. For this study, mean scores, standard deviations, reliability 

estimates, and a confirmatory factor analysis were computed for each subscale. 

ANALYSES 

Hypothesis 1: Characteristics of high-quality friendships will predict 

social intimacy goals. According to Hicks (1996, 1997), intimacy goals concern 

the desire to form and maintain positive peer relationships. Such goals include 

students’ desire for both general acceptance and for closer and more inter-

personal friendships. Thus, students who seek and maintain high-quality 

friendships do so because they desire close and trusting relationships. Sullivan 

(1953) has generally defined high-quality friendships as intimate, egalitarian, and 

based on mutual respect, that consequently fulfill a need for personal intimacy. 

Parker and Asher (1993) have more specifically examined the qualities of 

children’s best friends with respect to six aspects: validation and caring, conflict 

and betrayal, companionship and recreation, help and guidance, intimate 

exchange, and conflict resolution.  

This hypothesis was tested using a multiple regression equation, in which 

the characteristics of high quality friendships, as outlined by Parker and Asher, 

were the independent predictor variables and the score for social intimacy goals at 
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Time 1 and Time 2 was the dependent variable, as measured by Hicks’ scale. The 

critical value of the regression equation was p<.05. 

Hypothesis 2: Scores on a measure of social status goals will be 

significantly correlated with scores on a measure of relative ability goals. This 

correlation will be higher than the correlation between scores on a measure of 

social intimacy goals and scores on a measure of relative ability goals. According 

to Pintrich and Ryan (1992), status goals are similar to relative ability goals in 

that both concern maintaining a certain image; relative ability goals (performance-

avoid and performance-approach goals) refer to a student’s image of academic 

ability whereas status goals concern a student’s social image or reputation. Thus, 

there may be a general feeling of heightened awareness for students who are more 

concerned with social status than social intimacy. Students who value social 

intimacy goals are not as concerned with their social image. Instead, they are 

focused on forming and maintaining close friends and would be less likely to 

compare themselves to friends in a way that would help them determine relative 

ability.  

This hypothesis was tested at Time 1 and Time 2 comparing two 

correlation coefficients for both performance-approach goals and performance 

avoid goals: The first correlated social status scores with relative ability goal 

scores, either performance-approach or performance-avoid, and the second 

correlated social intimacy goal scores with relative ability goal scores. The two 
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correlation values were then compared using a t-test. The critical value of the t-

test was p<.05. 

Hypothesis 3: The motivational profile of friends who value high-quality 

friendships and who have high social intimacy goals will have a tendency to 

become more similar over time. In a research study concerning the influence of 

friends (Berndt, Laychak, & Park, 1990), junior high students were put in an 

experimental situation in which the students made decisions concerning school 

either independently or after discussing the topic with a best friend. The students 

who discussed the topic with their best friend were more likely to have similar 

answers than friends who did not discuss the topic. Kindermann (1993) examined 

the role of natural peer-group selection and socialization processes in children’s 

school motivation.1 He observed that peer groups in general became more similar 

in motivation orientation over time, as predicted by the original group members at 

the beginning of the school year. Based on this information and the information 

on the potential level of influence by high quality friendships, one may assume 

that high-quality friends will become more similar in academic motivation over a 

period of time.  

This hypothesis was tested by comparing the slopes of multiple regression 

equations for friendship pairs at Time 1 and Time 2. Comparisons were conducted 

                                                 
1 The types of motivational variables examined by Kindermann were based on the research of 
Connell & Wellborn (1991), which has focused on engagement v. disaffection motivation 
orientation as opposed to goal-oriented motivation orientation. 
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for each type of achievement motivation as the dependent variable (task-

orientation, performance-avoid, and performance approach). The equation was set 

up to predict a motivation score for Friend 1 as a dependent variable, with the 

independent variables being the motivation score for Friend 2, the average of the 

friends’ social intimacy goals score and the average of the friends’ validation and 

caring scores. Thus, the multiple regression equation looked like the following: 

                  Y = a + b1X1 + b2X2 +b3X3                             (3.1)   

where Y is the motivation score for Friend 1, X1 is the motivation score for Friend 

2, X2 is the average intimacy goals score between friends, and X3 is the average 

validation and caring score between friends. 

The comparison tested whether there was a significant difference in slopes 

from Time 1 to Time 2. At Time 2, it was expected that there would be a stronger 

linear relationship between friends’ motivation scores than at Time 1 as a function 

of peer influence. The critical value of significant coefficients of the regression 

equation was set at p<.05. 

Hypothesis 4: After participating in a math class that emphasized peer 

learning, classrooms will develop socially shared social goals and academic 

goals, that in conjunction with individuals’ social intimacy goals and friendship 

quality values, will predict achievement goals. According to Ryan (1998), peer 

group influence is typically investigated at the individual level. However, change 

on any given outcome, such as individual achievement motivation should be 
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associated both with students’ personal characteristics as well as characteristics of 

the group. It has been argued that possible outcomes of peer learning groups may 

be social goals and achievement goals. Theories of constructivism and socially 

shared cognition represent these social and achievement goals as socially shared 

goals, thus leading to the prediction that socially shared goals should impact an 

individual’s personal goals as a function of the peer learning experience. The best 

way to investigate the impact of classroom effects and individual effects is to use 

different levels of analysis, or hierarchical linear modeling (HLM), so that one 

level is represented as group effects and one level is represented as individual 

effects. This method also prevents a violation of the assumption of independence, 

given that students in the same class are not really independent of classroom 

effects, which would otherwise deflate standard errors and Type I errors.  

 The models in this study have a two-level hierarchical structure, with 

students nested in classes. The multi-level analyses proceeded in two steps: (1) to 

investigate the unconditional model; and (2) to analyze the effects of individual 

and class level variables on achievement goals. Unconditional models, which 

include no explanatory variables entered at Level 1 or Level 2, allow one to assess 

the proportion of variance in the dependent variable that can be explained at the 

individual level (σ2) and at the class level (τ0
2). From these estimates, the 

intraclass correlation coefficient can be calculated as follows: 
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                   ρ(Y) =   (between-group variance) 
            τ0

2 + σ2                   (total variance) 
    

This parameter allows one to assess the proportion of total variability that is 

associated with classroom differences (Sniders & Bosker, 1999). If the intraclass 

correlation is relatively large, then it is important to include Level 2 in the model 

because there is variance to be explained at this level. Once relevant predictors are 

included in the model, the proportion of variance explained by the predictors can 

then be assessed. The unconditional model equation was specified as follows: 

MOT2 = β0j + eij          (3.2) 

Where MOT2 represents each of the motivation scores (performance-avoid, 

performance-approach, and task-orientation) for individuals at Time 2, β0j 

represents the mean for students’ motivation scores, and eij represents any 

remaining, unexplained variance, or error variance. 

The Level 1 equations regressed measures of motivation at Time 2 for 

student i in class j as a function of student motivation at Time 1, social intimacy 

goals at Time 1, and friendship quality values at Time 1. For task-orientation 

(TASK2) as the dependent variable at Time 2, the following equation specified 

the Level 1 model: 

TASK2i = β0j + β1ij (TASK1) + β2ij (SOC1) + β3ij (FRIEND1) + eij         (3.3)                                   

The corresponding Level 1 equation for performance-approach (PAPP2) as the 

dependent variable was specified by the following model: 

 PAPP2i = β0j + β1ij (PAPP1) + β2ij (SOC1 ) + β3ij (FRIEND1) + eij           (3.4) 

τ0
2 
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Finally, the corresponding Level 1 equation for performance-avoidance (PAV2) 

as the dependent variable was specified by the following model: 

 PAV2i = β0j + β1ij (PAV1) + β2ij (SOC1 ) + β3ij (FRIEND1) + eij                (3.5) 

TASK is a student’s task-orientation score, PAPP is a student’s performance-

approach orientation score, PAV is a student’s performance-avoid score, SOC is a 

student’s social intimacy goals score, and FRIEND is a student’s validation and 

caring score. All slopes (β1ij, β2ij, and β3ij) were modeled as fixed and grand-mean 

centered, meaning that each individual’s score was adjusted by subtracting it from  

the grand mean (X.. – Xij). Grand-mean centering yields an intercept that can be 

interpreted as an adjusted mean for class j, so that a score of “zero” can be 

interpreted as a score that falls on the grand mean (Bryk & Raudenbush, 1992). 

For example, a Level 1 equation with parameters that are grand-mean centered is 

expressed in the following equation: 

Yi = β0j + β1ij (X1.. – X1ij) + β2ij(X2.. – X2ij) + β3ij (X3.. – X3ij) + eij          (3.6) 

 β0j is still the mean, or average level of motivation at Time 2 for students 

belonging to class j, now taking into account the means of the other predictors in 

the equation (X1, X2, and X3). In the Level 2 model, the intercept in the Level 1 

model becomes an outcome variable that is modeled as a function of Level 2 

characteristics. In this case, these were classroom characteristics. The following 

equation specified the between-group (Level 2) equations: 

  β0j = γ00 + γ01j (AVSOC2) + γ02j  (AVEMOT2) + U0j                (3.7) 
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Here, AVSOC is the mean classroom score on shared social goals and AVEMOT 

is the mean classroom score on shared achievement goals. Additionally, all the 

predictors in the Level 1 equations are modeled as fixed, meaning that the effects 

of these variables are fixed across classrooms and are therefore not allowed to 

vary. This is modeled by setting the predictor intercepts as having no error 

variance as follows: 

β1ij = γ10 

β2ij = γ20 

β3ij = γ30 

Level 2 predictors were also grand-mean centered and fixed. Software entitled 

Hierarchical Linear Modeling (Raudenbush, Bryk, & Congdon, 2001) was used to 

analyze the aforementioned models and the critical value for these hypothesis was 

set at p<.05. A summary of the hypotheses, variables, and methods of analyses 

presented in this chapter can be seen in Table 2. 
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CHAPTER 4 

Results 

 This section will present the results for each of the four hypotheses in this 

study. Table 3 provides descriptive statistics and reliability estimates for each of 

the scales used. 

Table 3 
       
Means, Standard Deviations, and Cronbach's Alphas for Subscale Scores 
 Fall 2001 (n = 171)  Spring 2002 (n = 174)

Subscale M SD α  M SD α 
        

Performance-Approach 3.83 1.43 0.81  3.73 1.40 0.78 
        
Performance-Avoid 3.58 1.46 0.80  3.13 1.42 0.82 
        
Task-Orientation 5.11 1.37 0.88  4.80 1.57 0.86 
        
Social Intimacy 5.86 0.78 0.69  5.81 0.79 0.64 
        
Social Status 3.10 1.34 0.68  2.93 1.40 0.76 
        
Validation and Caring 4.24 0.65 0.85  5.51 1.12 0.87 
        
Intimate Exchange 3.68 1.09 0.90  3.52 1.22 0.91 
        
Companionship and  
Recreation 4.12 0.88 0.72  3.92 1.04 0.78 
        
Shared Social Goals     5.27 1.23 0.75 
        
Shared Achievement 
Goals         5.78 1.17 0.92 
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Hypothesis 1: Characteristics of high-quality friendships will predict 

social intimacy goals. This hypothesis was tested using a multiple regression 

equation at both Time 1 and Time 2, where the characteristics of high quality 

friendships, as outlined by Parker and Asher, were the independent predictor 

variables and the score for social intimacy goals was the dependent variable, as 

measured by Hicks’ scale. The critical value of the regression equation was set at 

p<.05. 

As shown in Table 4, validation and caring as well as intimate exchange 

were both significant positive predictors of social intimacy at Time 1 and Time 2, 

but the scale for companionship and recreation was not a significant predictor. 

This suggests that students with high scores for social intimacy also valued 

friendships with high quality characteristics, namely friends who were validating 

and caring and with whom they felt comfortable sharing private information 

(intimate exchange). 
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Table 4        
        
Summary of Multiple Regression Analyses for Students' Social Intimacy Goals
     as a Dependent Variable      
Dependent variables and predictors  B SE B β 
        
Time 1 Social Intimacy Goalsa      
        
     Validation and Caring   0.39 0.10     0.34***
        
     Companionship and Recreation  -0.02 0.07 -0.04 
        
     Intimate Exchange   0.16 0.167   .23* 
        
Time 2 Social Intimacy Goalsb      
        
     Validation and Caring   0.37 0.05    0.53*** 
        
     Companionship and Recreation -0.05 0.06 -0.06 
        
     Intimate Exchange    0.14 0.06 .22* 
Note. All R2 values are significant at p < .001.   
aR2 = .25. bR2 = .39.     
 *p < .05. ***p < .001.      
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Hypothesis 2: Scores on a measure of social status goals will be 

significantly correlated with scores on a measure of relative ability goals. This 

correlation will be higher than the correlation between scores on a measure of 

social intimacy goals and scores on a measure of relative ability goals. This 

hypothesis was tested at Time 1 and Time 2 comparing two correlation 

coefficients for both performance-approach goals and performance avoid goals: 

The first correlated social status scores with relative ability goal scores, either 

performance-approach or performance-avoid, and the second correlated social 

intimacy goal scores with relative ability goal scores. The two correlation values 

were compared using a t-statistic to test significant differences between 

correlations. The critical value of the t-test was set at p<.05. 

As shown in Table 5, the correlations between social status and both types 

of relative ability goals (performance-approach goals performance-avoid goals) 

were significant at p<.01 at both Time 1 and Time 2. However, after testing for 

significant differences between social status and relative ability goals correlations 

and social intimacy and relative ability goals correlations, a significant difference 

was found only for the performance-avoid correlation comparisons (t (170) =  

2.36, p<.05 at Time 1; t = (170) = 2.22, p<.05 at Time 2). This suggests that there 

was a stronger relationship between social status goals and performance-avoid 

goals than between social intimacy goals and performance-avoid goals.  
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Hypothesis 3: The motivational profile of friends who value high-quality 

friendships and who have high social intimacy goals will have a tendency to 

become more similar over time. This hypothesis was tested by comparing the 

slopes generated by regressing the motivation of Friend 1 (independent variable) 

on the motivation of Friend 2 (dependent variable) at Time 1 and Time 2. Thus, 

there were three planned comparisons, one for each type of achievement 

motivation (task-orientation, performance-avoid, and performance approach) at 

Time 1 and Time 2 for friendship pairs. The equation was set up to predict the 

motivation score for Friend 1 as a dependent variable, with the independent 

variables being the motivation score for Friend 2, controlling for the average of 

their social intimacy goals scores, and the average of their validation and caring 

scores. It was expected that the slope of the regression line for the friendship 

pair’s motivation at Time 2 would be significantly different in a positive direction 

compared to Time 1 due to peer influence among friends who have high levels of 

social intimacy goals and high levels of validation and caring for their friend. This 

is best explained by the graph in Figure 1. 
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         Figure 1: Expected Regression Lines for Hypothesis 3 
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As seen in Table 6, there were no significant R2 among the three 

regression equations, suggesting that there was not a significant amount of 

variance explained by any of these models. The only significant predictor was the 

Time 1 score for Friend 2 on performance-avoid goals (β = .36, p<.05), 

suggesting that friends scored similarly on the performance-avoid scale at Time 1. 

As seen in Table 7, the only significant R2 value among the three 

regression equations was for task-orientation (R2 = .49, p<.001) due to the 

variance explained by social intimacy goals (β = -.37, p<.05) and validation and 

caring (β = -.91, p<.001). At face value, the slopes at Time 2 for Friend 1 

motivation predictors appeared to be moving in a negative direction from the 

comparable slopes at Time 1, suggesting that friends are actually becoming less 

similar over time. Because these results did not satisfy the hypothesis that friends  

are likely to become more similar over time, it was decided that a comparison of 

Time 1 motivation slopes with Time 2 motivation slopes was unnecessary. 
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Table 6       
       
Summary of Multiple Regression Analyses for Students' and their Friend’s  
     Motivation in Math at Time 1    
Dependent variables and predictors  B SE B β 
       
Time 1 Performance-Avoid, Friend 1a    
       
     Performance-Avoid, Friend 2 0.35 0.16   0.36* 
       
     Social Intimacy   -0.08 0.53 -0.03 
       
     Validation and Caring  0.15 0.53 0.06 
       
Time 1 Performance-Approach, Friend 1b    
       
     Performance-Approach, Friend 2 -0.13 0.17 -0.14 
       
     Social Intimacy   0.21 0.61 0.07 
       
     Validation and Caring  0.17 0.59 0.06 
       
Time 1 Task-orientation, Friend 1c     
       
     Task-Orientation, Friend 2 0.05 0.15 0.06 
       
     Social Intimacy   0.15 0.54 0.06 
       
     Validation and Caring  -1.01 0.55 -0.39 
Note. All R2 values were not significant at p < .05. 
Note. Social Intimacy and Validation and Caring are calculated  
     post-score means.     
aR2 = .14. bR2 = .03. cR2 = .53.    
*p < .05.      
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Table 7        
        
Summary of Multiple Regression Analyses for Students' and their  
     Friend’s Motivation in Math at Time 2   
Dependent variables and predictors  B SE B β 
        
Time 2 Performance-Avoid, Friend 1a    
        
     Performance-Avoid, Friend 2 -0.28 0.15 -0.30 
        
     Social Intimacy    -0.20 0.52 -0.09 
        
     Validation and Caring   0.24 0.38 0.14 
        
Time 2 Performance-Approach, Friend 1b    
        
     Post Performance-Approach, Friend 2 -0.25 0.14 -0.29 
        
     Social Intimacy    -0.51 0.55 -0.19 
        
     Validation and Caring   -0.29 0.52 -0.11 
        
Time 2 Task-Orientation, Friend 1c     
        
     Post Task-Orientation, Friend 2 -0.02 0.10 -0.03 
        
     Social Intimacy    -0.82 0.37   -0.37* 
        
     Validation and Caring   -1.43 -0.27     -0.91***

Note. R2 was significant for task-orientation at p < .001.   
aR2 = .13. bR2 = .11. cR2 = .49.      
*p<.05. **p<.001      
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Hypothesis 4: After participating in a math class that emphasized peer 

learning, classrooms will develop socially shared social goals and academic 

goals, which in conjunction with individuals’ social intimacy goals and friendship 

quality values, will predict achievement goals. The multivariate models in this 

study have a two-level hierarchical structure, with students nested in math 

classrooms. The multi-level analyses proceeded in two steps: (1) to evaluate the 

partitioning of variance through an investigation of unconditional models; and (2) 

to analyze the effects of individual and classroom level variables on achievement 

goals. Because a new scale was being used in the HLM analyses, a confirmatory 

factor analysis was conducted to establish the subscales.  

For the shared goals scale items, an initial content analysis of the items 

resulted in the deletion of two items from original scale, because they did not 

seem to fit conceptually with the other items. The remaining twelve items 

appeared to fall into two types: one type representing shared social goals and the 

second, shared achievement goals. The data fit a two-factor model very well (CFI 

= .96, NNFI = .96, χ2 (13, n=167) = 95.42, p < .05). Although one normally 

desires a non-significant χ2 statistic for the model, it is frequently the case that χ2 

is artificially “inflated” because it is sensitive to sample size. Table 8 contains the 

standardized factor loadings for the loadings of the twelve items on the two 

factors named Shared Achievement Goals and Shared Social Goals.  Factor 

loadings ranged from .47 to .89. 
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Table 8        
        
Factor Loadings for Shared Social Goals and Shared Achievement Goals  
     from a Confirmatory Two-Factor Solution     
              Factor 

Item loading 
Factor 1: Shared Achievement Goals  

  3. It's important to me that my group helps me learn math.  0.62 
  4. It's important to me that members of my math group contribute  0.82 
       their fair share.       
  5. It's important to me that my math group works well together.  0.85 
  7. It's important to me for my math group to be successful in what the 0.76 
       teacher is asking us to do.      
  8. It's important to me that everyone in my math group asks each  0.79 
       other questions.       
  9. It's important to me for everyone in my math group to understand    0.80 
       what the teacher is asking us to do.     
10. It's important to me for may math group to be successful in what  0.75 
       the teacher is asking us to do.         
12. It's important for me to work well with others in my math group. 0.89 
                

Factor 2: Shared Social Goals  
  1. I think it's important to make friends in math class  0.74 
  2. I think it's important to know other students in math class.  0.83 
  6. It's important to me that I fit into my math class.   0.47 
11. It’s important to feel connected to people in math class. 0.59 
     
        
Note. Students were asked to respond to each item choosing from seven-point  
Likert scale with the following range of response choices: 1 = strongly disagree, 
4 = neutral, 7 = strongly agree.     
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The next step was to calculate intraclass correlation coefficients (ICCs) for 

unconditional models. Table 9 contains the ICCs (the proportion of between-

group variance that is accounted for by the model) for each of the three 

unconditional models tested, one for each type of motivation orientation.  

Table 9     
     
Intraclass Correlations (ICCs) Derived from Unconditional Models 
Dependent variables   ICC 
     
Performance-Approach 0 (less than 1%) 
     
Performance-Avoid  7%  
     
Task-Orientation  0 (less than 1%) 
 

Performance-avoid was the only dependent variable with significant variability at 

Level 2, and this was the only dependent measure modeled that included a second 

level. The Level 1 and Level 2 equations were modeled as follows: 

 PAV2i = β0j + β1ij (PAV1) + β2ij (SOC1 ) + β3ij (FRIEND1) + eij                (3.4) 

                  β0j = γ00 + γ01j (AVSOC2) + γ02j  (AVEMOT2) + U0j                       (3.5) 

At Level 1, PAV is a student’s performance-avoid score, SOC is a student’s social 

intimacy goals score, and FRIEND is a student’s validation and caring score. At 

Level 2, AVSOC is the mean classroom score on shared social goals in and 

AVEMOT is the mean classroom score on shared achievement goals. 

As seen in Table 10, results of the analysis indicated that at Level 1, validation 

and caring was a significant negative predictor of post performance-avoid goals 
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(β3ij = -.35, p<.05), suggesting that students who reported low validation and 

caring tended to report high performance-avoid goals. Additionally, shared 

achievement goals was a significant predictor of the Level 1 intercept, β0j, or 

average level of motivation at Time 2 for students belonging to class j (γ02j = 1.61, 

p<.05), suggesting that there are classroom effects of shared achievement goals on 

individuals’ performance-avoid goals. The final estimate of variance components 

was not significant (χ2 = 4. 67, p>.50), indicating that the variance for the Level 1 

intercept was sufficiently explained by the model. Upon further examination, it 

was found that this particular model explained 28% of the unconditional model 

variance at Level 1 and over 99% of the unconditional model variance at Level 2. 

While it seems counterintuitive that students in a peer-learning oriented 

classroom would adopt strategies that are oriented towards performance-avoid 

goals, one possible explanation for this is that perhaps students who value the 

achievement goals of their peer-learning group also value the opinions of their 

group members and are therefore concerned with avoiding embarrassment within 

their math group or in their math class. The following chapter will address this 

and other possible explanations for the results of this study.  
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Table 10      
      
Hierarchical Linear Model for Students' Performance-Avoid 
Orientation 
            
Level 1 Fixed Effects Coefficient df t-ratio 
      
Performance-Avoid Time 1 (β1j) 0.51 138     8.17*** 
      
Social Intimacy Time 1 (β2ij) 0.16 138 1.03 
      
Validation and Caring Time 1 (β3ij) -0.35 138  -2.08* 
            
Level 2 Fixed Effects Coefficient df t-ratio 
      
Intercept (γ00)  3.12 6     32.80*** 
      
Shared Social Goals (γ01j)  0.35 6 0.78 
      
Shared Achievement Goals (γ02j) 1.61 6  2.90* 
      

Random Effects   Variance df χ2 
      
Level 1 (eij) 0.004 6 4.67 
      
Level 2 (U0j) 1.29     
*p<.05. **p<.001.      
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CHAPTER 5 

Discussion 

There were two main goals in this study. The first goal was to investigate 

whether peer influence may be responsible for the adoption of certain types of 

academic goals, and this influence is predicated on students’ social goals. The 

goal was tested by first establishing an empirical relationship between 

achievement goals and social goals and between social goals and friendship 

quality. The second goal of this study was to examine peer learning as a process 

that may be responsible for shaping shared social goals and achievement goals, 

constructs that may have an effect on students’ individual achievement goals. 

FINDINGS FOR GOAL 1: PEER INFLUENCE ON ACADEMIC GOALS TAKING 

INTO ACCOUNT STUDENTS’ SOCIAL GOALS AND FRIENDSHIP QUALITY 

There were three hypotheses associated with the first goal in this study. 

The first hypothesis was that characteristics of high-quality friendships would 

predict social intimacy goals. This was confirmed with the finding that validation 

and caring and intimate exchange for a best friend were both positive predictors 

of social intimacy goals. These results were consistent with the notion that 

intimacy goals are concerned with the desire to form and maintain positive peer 

relationships (Hicks, 1996) and that students with high quality friendships are 

more intimate and express positive feelings of caring (Berndt & Keefe, 1996). 
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The only characteristic of high-quality friendships that was not significantly 

related to social intimacy goals was companionship and recreation. One 

possibility for this non-significant relationship may be that while students with 

high social intimacy goals cared about their best friends and shared personal 

information with them, there may not have been opportunities for them to 

participate in shared activities. For example, some of the items associated with 

companionship and recreation were, “We always pick each other as partners for 

things” and “We always sit together at lunch.” If students who were best friends 

were not in the same classes so that they did not have the opportunity to pick each 

other as partners, or if they were not assigned to the same lunch period, then they 

would have been forced to disagree with these statements even though they may 

have considered their best friend a “high-quality” friend. 

 The second hypothesis was that scores on a measure of social status goals 

would be significantly correlated with scores on a measure of relative ability goals 

and that this correlation would be higher than the correlation between scores on a 

measure of social intimacy goals and scores on a measure of relative ability goals. 

The results indicated that social status goals were significantly correlated both at 

Time 1 and Time 2 with both types of relative ability goals (performance-avoid 

and performance-approach). However, the t-tests that compared the correlations 

to see if there was a significant difference in the strengths of relationship revealed 

that there was a difference only between the correlations between social status and 
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performance-avoid goals and between social intimacy and performance-avoid 

goals. This suggests that students with high social status goals, who are typically 

more concerned about being socially visible, were also concerned with avoiding 

embarrassment in math class, whereas the strength of intimacy goals did not as 

strongly predict the strength of performance-avoid goals.  

This is consistent with the idea that social goals and achievement goals are 

related empirically (Urdan & Maehr, 1995). Because achievement goal theory in 

particular is primarily focused on students’ perceptions of themselves and their 

reasons for engaging (or not engaging) in academic tasks (Dweck, 1986), it seems 

logical that some of these reasons could possibly include students’ social and 

achievement goals.  Pintrich and Ryan (1992) stated that status goals are similar 

to relative ability goals in that both are concerned with maintaining a certain 

image: relative ability goals (performance-avoid and performance-approach 

goals) refer to a student’s image of academic ability whereas status goals concern 

a student’s social image or reputation.  

Thus, it was expected that there would be a general feeling of heightened 

awareness for students who were more concerned with social status than social 

intimacy. However, the sense of heightened awareness for students with social 

status goals was limited to adopting performance-avoid goals more than or rather 

than performance-approach goals. One possible explanation for this finding may 

be that students who rate relatively high on social intimacy goals are also 
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concerned with appearing smart in front of their math classmates, although the 

strength of the correlation between social intimacy goals and performance-

approach goals was not as high as it was for social status goals and performance-

approach goals. Another possibility is that students with high social status goals 

may have adopted strategies that include both task-oriented goals and 

performance-approach goals to achieve in math class. This is consistent with 

Wentzel’s research on multiple classroom goals (1993) that indicated that students 

who adopted a combination of prosocial goals, mastery goals (task-oriented 

goals), and evaluation goals (performance-approach goals) were likely to earn 

high grades in 6th and 7th grade classrooms. Current theories in achievement 

motivation acknowledge that students may possess both learning- and 

performance-focused goals and that such students are typically more successful in 

school (Dweck & Leggett, 1988). 

The third and final hypothesis associated with the first goal of this study 

was that the motivational profile of friends who value high-quality friendships 

and who have high social intimacy goals would have a tendency to become more 

similar over time. The results of this analysis were disappointing in that friendship 

pairs did not become more similar on any of the motivation variables (task-

orientation, performance-avoid, and performance-approach). In fact, although 

they were not significant, the slopes reported for friends’ motivation scores at 

Time 2 were negative, suggesting that friends actually became less similar from 
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the fall to the spring. These findings may be attributed to some of the limitations 

of this study.  

There were four possible limitations that contributed to the outcome 

associated with this set of analyses. First, the students were not asked how long 

they had been friends before this study, which may have played a significant role 

in the strength and patterns of peer influence. For example, friends who had been 

close since elementary school may have already become more similar before 

middle school as a function of influence. Thus, there would be less observable 

change among long-time friends than friends who had only met at the beginning 

of the year in middle school. Second, the students were also not asked how close 

they perceived their friendship to be: being asked “who is your best friend” means 

different things to different students and the questionnaire did not define what a 

best friend is, nor did it ask the student what they think a best friend is. Third, this 

analysis was limited by the number of friendship pairs that were consistent from 

fall to the spring of the school year. As a result, the n used for the regression 

analyses was only 46, which may have caused a significant reduction in power. 

Fourth and finally, the amount of time between the first and second waves of data 

collection, which spanned approximately 4 ½ months, may not have allowed 

enough time for influence on achievement variables to occur. 

Additionally, it was surprising that while friends’ means for validation and 

caring and social intimacy were not significant predictors for any motivational 
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outcome variables at Time 1, they were significant predictors for Friend 1 for 

task-orientation at Time 2, explaining almost 50% of the variance and resulting in 

the only significant R2 in this set of analyses. Even more surprising was that mean 

validation and caring was a significant negative predictor of task-orientation for 

Friend 1. Other than the limitations mentioned, one possible explanation for this 

finding is that students who had high social intimacy goals and who had high-task 

orientation goals did not value validation and caring as a characteristic of high-

quality friendship.  

FINDINGS FOR GOAL 2: PEER LEARNING AS PART OF THE PROCESS OF 

CONSTRUCTING SHARED SOCIAL AND ACHIEVEMENT GOALS 

The second goal of this study was to examine peer learning as a process 

that may be responsible for shaping shared social goals and achievement goals, 

constructs that may have an effect on students’ individual achievement goals. This 

was associated with the fourth hypothesis in this study, specifically that after 

participating in a math class that emphasized peer learning, classrooms would 

develop socially shared social goals and academic goals, that in conjunction with 

individuals’ social intimacy goals and friendship quality values, would predict 

achievement goals. This hypothesis was based on the notion that learning is 

typically a shared experience among students and teachers, especially in 

classrooms that incorporate theories and practices associated with constructivism. 

Yet much of the research on goals has focused on the individual developing goals 
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and beliefs in a social “vacuum,” as if these goals were formed independently of 

their social and academic context. The intent of this study was to bring the 

classroom as a social and academic context and incorporated this idea in goal 

theory by introducing the notion of social and achievement goals that are shared 

by the classroom as a function of the peer learning experience.  

It seemed the most appropriate method of assessing classroom effects of 

shared goals for this study was to use hierarchical linear models so that individual 

level variables and classroom level variables could be assessed. For this study 

individual motivation at Time 2 was the outcome variable and shared social and 

achievement goals were the classroom level predictor variables. Because 

performance-avoid goals was the only motivation outcome that had a significant 

amount of classroom level variance that could be accounted for in the model 

(7%), it was the only analysis that was conducted for this portion of the study. 

One possible reason for the other models not having a significant level of variance 

and that the performance-avoid variance was relatively small at the classroom 

level was that the amount of classroom-level variance was limited by the number 

of math classrooms (nine total) investigated in this study. In other words, the math 

classes were not very different from one another in terms of shared social and 

achievement goals. 

The results of the analysis were mixed with some significant predictors 

and some non-significant predictors of individual performance-avoid orientation 
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at Time 2. At the individual level, the Time 1 score for performance-avoid was 

significant as a control variable, and scores for validation and caring at Time 1, a 

measurement of friendship quality, were also a significant but negative predictor 

of performance-avoid at Time 2. Thus, it appears that students who reported low 

validation and caring scores tended to report high performance-avoid goals, a 

relationship that could mean that students who do not value friendships with high-

quality characteristics adopt strategies that help them to avoid embarrassment in 

math class.  

At the classroom level, the random intercept as well as socially shared 

social goals were significant and positive predictors of the individual level 

intercept with no significant amount of variance remaining to be explained. This 

indicated that students with low scores for validation and caring at Time 1 and 

who belonged to classrooms with high levels of shared achievement goals in math 

tended to score high on performance-avoid orientation goals at Time 2. What is 

most interesting about this finding is that shared achievement goals were 

measured by asking students questions about the importance of group-work, 

calculated as a mean score for students in that class, a measure that could be 

interpreted as students valuing group-work as a function of socio-constructivist 

practices in their classroom. This implies that students who belong to classrooms 

that value the academic goals of group-work are likely to adopt motivational 

strategies associated with performance-avoid goals. This may seem counter 
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intuitive, especially because group work is typically affiliated with fostering 

motivation and social support among group members (Neslson, 1994). Perhaps 

results turned out as they did because students who value the achievement goals 

of their peer-learning group also value the opinions of their group members and 

are therefore concerned with avoiding embarrassment within their math group or 

in their math class. In other words, classroom practices associated with social 

learning may make students more conscious of others’ evaluations, thus leading 

them to adopt motivational goals of self-protection. According to Slavin (1995b), 

if students are motivated themselves and invested in the success of the group, they 

will be more likely to encourage success and motivation among other members of 

the group. One could postulate that this dynamic may also have a negative effect 

on group members if individual students have low motivation or are oriented 

towards performance-avoid strategies themselves. This type of individual 

motivation may in fact discourage success and motivation of other group 

members, a consequence that would be unfortunate consequence but would 

nevertheless be informative of peer-learning practices in the classroom. Future 

research is needed to explore this dynamic further. 

The remaining parameters in the model, students’ social intimacy goals 

and socially shared goals, were not significant predictors of performance-avoid 

goals at Time 2. There may simply be no empirical relationship that exists 

between social goals and performance-avoid orientation in the classroom because 
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social intimacy and shared social goals are associated more with task-orientation 

and performance-approach orientation. However, these models were not tested 

because of the lack of variance at the classroom level. By including more 

classrooms in similar analyses, future research may be able to account for more 

variability at the classroom level, allowing for further investigation of the effects 

of shared social goals and social intimacy goals on other individual achievement 

motivation outcomes besides performance-avoid orientation. 

IMPLICATIONS 

 While the results for the first goal of this study were mixed with positive 

and negative outcomes, they still provide us with new information about the 

relationships between social goals, achievement goals, and peer influence among 

friends. While it is understood that social goals and achievement goals are 

empirically related and research should continue investigating these variables as 

such, it is also understood that peer influence is not an instantaneous process and 

is sometimes elusive. One of the major shortcomings of this study was that 

perhaps I did not observe peer influence in part because I did not get more 

information about the nature of students’ friendships, such as selection factors, 

and mostly because I collected pre and post data only four months apart. Parsons’ 

theory of social influence (1963), which states that individuals in a new situation 

look to trustworthy others for behavioral information, but it is not clear how long 

individuals must be in a new situation before peer influence can be detected. In 
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other studies that have examined the process of influence, researchers have 

examined the school year as a unit of time across which influence was expected 

(and did) take place (Kindermann, 1993; Ryan, 1998), but the data were collected 

in a seven month span from pre to post.  

Another major difference between Kindermann’s and Ryan’s studies and 

my study was that they analyzed influence of the peer group on individual 

students and not on a co-nominated friendship pair. While there are theoretical 

advantages to pinpointing influence on a close friend (i.e. one is more certain of 

the source of influence), there are some analytical disadvantages. For instance, the 

number of students in the analysis was limited by the number of individuals who 

remained friends over the course of a school year. In this case, only 46 pairs of 

students remained friends. Additionally, a peer group network is likely to have a 

great deal more variability in a calculated mean motivation score than an 

individual friend, which creates a higher chance of accounting for the variability 

in one member’s motivation score. Thus, it is advised that future research 

examine the influence of co-nominated friends over a longer period of time and 

take friendship selection factors into account. Additionally, because influence as 

process is a very difficult concept to operationalize, researchers may also wish to 

examine process from a mixed methods standpoint by including qualitative as 

well as quantitative descriptions of peer influence in the future. 
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The influence of classrooms that emphasize peer-learning on individual 

motivation in terms of shared achievement and social goals was a new concept 

introduced in this study. While there were limitations associated with this 

analysis, such as the small number of classrooms, this seemed a very promising 

way of examining shared achievement goals as a classroom-level variable. If 

more classrooms were analyzed, perhaps shared social goals would also have 

been a significant classroom predictor of individual achievement goals, such as 

performance-approach orientation and task orientation. Future research may wish 

to include more classrooms in similar analyses so that there might be more 

variability between classrooms. Also, although it is not necessarily a limitation, 

while the math teachers in this study emphasized cooperative learning and 

constructivist practices in their classrooms, they did not maintain peer-learning 

groups over a long period of time. Thus, I would have been ill advised to use the 

peer-learning group as a possible unit of analysis because these groups had not 

had much time to socialize or to work their influence on individual members. 

Future research may want to examine classrooms that have long-term peer 

learning groups so that the effects of peer-learning groups may be examined. 

Furthermore, it would be interesting to learn if there are significant differences in 

shared goals between classrooms that use stable rather than temporary peer-

learning groups and if there is a difference between classrooms that incorporate 

peer-learning techniques versus those that do not apply such techniques. 
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While this study has informed both theory and future research, I believe it 

has also informed practice, particularly for instructors who use peer-learning 

activities in their classrooms. The results of this study indicate that in classrooms 

in which students feel a sense of shared achievement goals in math, individuals 

adopt performance-avoid goals in math class. It is possible that a student’s sense 

of self-awareness is heightened in group work and consequently the student 

becomes concerned with avoiding embarrassment in working with his or her peers 

in the learning group. It is therefore up to the teacher to make sure students are 

comfortable working in groups and have adequate skills in working as members 

of a group.  

In conclusion, this dissertation contributes to our knowledge about the 

process of peer influence for middle school students in two ways. First, peer 

influence among friends is a complicated and long process that is not yet fully 

understood. The findings of this study have established a relationship between 

students’ social goals and achievement goals, but were unable to assess the effects 

of peer influence for these constructs as outcome variables. Future research may 

contribute additional information by conducting more detailed assessment of what 

friendship means and collect similar data in a longitudinal study over several 

years of a student’s life. Second, this dissertation has established new tools for 

measuring shared social goals and achievement goals in the classroom, the latter 

of which was found to be a contributor to students’ performance-avoid goals in 
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math. This is a new way of thinking about possible classroom effects of 

constructivist teaching practices and would benefit with further study in different 

types of classrooms.
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Appendix A 

Fall (Pre) Survey 

First and Last Name_________________________Student Number___________ 

Age______  Math Teacher______________________         Period___________ 

Goals I 

Instructions: Please answer the following questions being as honest as you can. 
Please read each statement and circle the one number that tells how much you 
agree or disagree with each statement. 
 
Strongly      Neutral                 Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
1. I would like to get to know my friends well. (social intimacy – SI) 
      1                  2                3                    4                   5                   6                 7 
 
2. I wouldn’t want to be friends with someone the popular group disliked. (social  

status –SS) 
      1                  2                3                    4                   5                   6                 7 
 
3. I would like to have a friend in school I can confide in. (SI) 
      1                  2                3                    4                   5                   6                 7 
 
4. I’d like to get along with most kids in school. (SI) 
      1                  2                3                    4                   5                   6                 7 
 
5. I don’t really care about fitting in with the popular group at school. (SS – 

reversed) 
      1                  2                3                    4                   5                   6                 7 
 
6. It’s important for me to form one or two really close friendships in school. 

(SI) 
      1                  2                3                    4                   5                   6                 7 
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Strongly      Neutral                        Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
7. It’s important for me to belong to the popular group at school. (SS) 
      1                  2                3                    4                   5                   6                 7 
 
8. It’s important to me that I spend a lot of time with my friends, both in and out 

of school. (SI) 
      1                  2                3                    4                   5                   6                 7 
 
9. It’s important for me that other kids in school don’t dislike me. (SI) 
      1                  2                3                    4                   5                   6                 7 
 
10. I want to be a part of things that other kids are doing in school. (SI) 
      1                  2                3                    4                   5                   6                 7 
 
11. I don’t want to hang out with unpopular students at school. (SS – reversed) 
      1                  2                3                    4                   5                   6                 7 
 

Goals II 

Instructions: Please answer the following questions being as honest as you can. 
Please read each statement and circle the one number that tells how much you 
agree or disagree with each statement. 
 
Strongly      Neutral                        Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
1. I would feel really good if I were the only one who could answer the teacher’s 

questions in math class. (performance approach – PAP) 
      1                  2                3                    4                   5                   6                 7 
 
2. The reason I do math work is so the teacher doesn’t think I know less than 

others. (performance avoid – PAV) 
1                  2                3                    4                   5                   6                 7 
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Strongly      Neutral               Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
3. I want to do better than the other students in my math class. (PAP) 
      1                  2                3                    4                   5                   6                 7 
 
4. I do my math work so others in the class won’t think I’m dumb. (PAV) 

1                  2                3                    4                   5                   6                 7 
 
5. An important reason why I do my math work is because I want to get better at 

it. (task-orientation – TASK) 
1                  2                3                    4                   5                   6                 7 

 
6. One reason I might not participate in math class is to avoid looking stupid. 

(PAV) 
1                  2                3                    4                   5                   6                 7 

 
7. I would feel successful in math if I looked better than most of the other 

students in the class. (PAP) 
1                  2                3                    4                   5                   6                 7 

 
8. I’d like to show my math teacher that I’m smarter than the other students in 

math class.  (PAP) 
1                  2                3                    4                   5                   6                 7 
 

9. One of my main goals in math is to avoid looking like I can’t do my work. 
(PAV) 
1                  2                3                    4                   5                   6                 7 

 
10. I do my math work because I’m interested in it. (TASK) 

1                  2                3                    4                   5                   6                 7 
 

11. It’s very important to me that I don’t look stupid in my math class. (PAV) 
1                  2                3                    4                   5                   6                 7 

 
12. Doing better than other students in math is important to me. (PAP) 

1                  2                3                    4                   5                   6                 7 
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Strongly      Neutral               Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
13. I like math work best when it really makes me think. (TASK) 

1                  2                3                    4                   5                   6                 7 
 
14. I like math work that I’ll learn from, even if I make a lot of mistakes. (TASK) 

1                  2                3                    4                   5                   6                 7 
 

15. An important reason I do my math work is so I don’t embarrass myself. 
(PAV) 
1                  2                3                    4                   5                   6                 7 

 
16. An important reason why I do my math work is because I like to learn new 

things. (TASK) 
1                  2                3                    4                   5                   6                 7 

 
17. An important reason I do my math work is because I enjoy it. (TASK) 

1                  2                3                    4                   5                   6                 7 
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BEST FRIENDS 
 
Who are your three best friends in the 6th grade at O. Henry Middle School? 
 
1._____________________________________________ 
 First name  Last name 
2._____________________________________________ 
 First name  Last name 
3._____________________________________________ 
 First name  Last name 
 
 
Of these three friends, please circle the one person you think is your very best 
friend in 6th grade. 

Goals III 

Instructions: Please fill in the person you circled as your very best friend in the 6th 
grade in the two lines that start with, “My very best friend.”  You are going to 
think about only this person for all of the following questions.  Using the 
following scale, please read the statement and circle the one number that tells how 
much you agree or disagree with each statement. 
 
Strongly      Neutral   
 Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 

My very best friend ____________________________ … 

1. Tells me I am good at things (validation and caring – VC) 
      1                              2                           3                                 4                       5  
 
2. Sticks up for me if others talk behind my back (VC) 
      1                              2                           3                                 4                       5  
 
3. Says “I’m sorry” if he/she hurts my feelings (VC) 
      1                              2                           3                                 4                       5  
 
4. Has good ideas about games to play (VC) 
      1                              2                           3                                 4                       5  
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Strongly      Neutral               Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 
 
5. Would like me even if others didn’t (V&C) 
      1                              2                           3                                 4                       5  
 
6. Tells me I am pretty smart (V&C) 
      1                              2                           3                                 4                       5  
 
7. Makes me feel good about my ideas (V&C) 
      1                              2                           3                                 4                       5  
 
8. I talk to him/her when I’m mad about something that happened to me 

(intimate exchange – IE) 
      1                              2                           3                                 4                       5  
 
9. Gives advice with figuring things out (help and guidance – H&G) 
      1                              2                           3                                 4                       5  
 
10. Does not tell others my secrets (V&C) 
      1                              2                           3                                 4                       5  
 
11. Comes up with good ideas on ways to do things (H&G) 
      1                              2                           3                                 4                       5  
 
12. Helps me so I can get done quicker (H&G) 
      1                              2                           3                                 4                       5  
 
13. Cares about my feelings (V&C) 
      1                              2                           3                                 4                       5  
 
My very best friend_________________________________ and I,… 

 
14. We always sit together at lunch (companionship and recreation – C&R) 
      1                              2                           3                                 4                       5  
 
15. We make each other feel important and special (V&C) 
      1                              2                           3                                 4                       5  
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Strongly      Neutral             Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 
 
16. We always pick each other as partners for things (C&R) 
      1                              2                           3                                 4                       5  
 
17. We talk about how to get over being mad at each other (conflict resolution – 

CR) 
      1                              2                           3                                 4                       5  
 
18. Always tell each other our problems (IE) 
      1                              2                           3                                 4                       5  
 
19. We help each other with chores a lot (H&G) 
      1                              2                           3                                 4                       5  
 
20. We do special favors for each other (H&G) 
      1                              2                           3                                 4                       5  
 
21. We do fun things together a lot (C&R) 
      1                              2                           3                                 4                       5  
 

22. We go to each others’ houses (C&R) 
      1                              2                           3                                 4                       5  
 
23. We talk about the things that make us sad (IE) 
      1                              2                           3                                 4                       5  
 
24. We make up easily when we have a fight (CR) 
      1                              2                           3                                 4                       5  
 
25. We share things with each other (H&G) 
      1                              2                           3                                 4                       5  
 
26. We talk about how to make ourselves feel better if we are mad at each other 

(CR) 
      1                              2                           3                                 4                       5  
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Strongly      Neutral             Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 
 
27. We loan each other things all the time (H&G) 
      1                              2                           3                                 4                       5  
 
28. We get over our arguments really quickly (CR) 
      1                              2                           3                                 4                       5  
 
29. We count on each other for good ideas on how to get things done (H&G) 
      1                              2                           3                                 4                       5  
 
30. We tell each other private things (IE) 
      1                              2                           3                                 4                       5  
 
31. We help each other with school work a lot (H&G) 
      1                              2                           3                                 4                       5  
 
32. We tell each other secrets (IE) 
      1                              2                           3                                 4                       5  
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Appendix B 

Spring (Post) Questionnaire 

 
First and Last Name____________________________     Boy or Girl (circle one) 

Age______  Math Teacher__________________________Period___________ 

Goals I 

Instructions: Please answer the following questions being as honest as you can. 
Please read each statement and circle the one number that tells how much you 
agree or disagree with each statement. 
 
Strongly      Neutral                        Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
12. I would like to get to know my friends well. 
      1                  2                3                    4                   5                   6                 7 
 
13. I wouldn’t want to be friends with someone the popular group disliked. 
      1                  2                3                    4                   5                   6                 7 
 
14. I would like to have a friend in school I can confide in. 
      1                  2                3                    4                   5                   6                 7 
 
15. I’d like to get along with most kids in school. 
      1                  2                3                    4                   5                   6                 7 
 
16. I don’t really care about fitting in with the popular group at school. 
      1                  2                3                    4                   5                   6                 7 
 
17. It’s important for me to form one or two really close friendships in school. 
      1                  2                3                    4                   5                   6                 7 
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18. It’s important for me to belong to the popular group at school. 
      1                  2                3                    4                   5                   6                 7 
 
19. It’s important to me that I spend a lot of time with my friends, both in and out 

of school. 
      1                  2                3                    4                   5                   6                 7 
 
20. It’s important for me that other kids in school don’t dislike me. 
      1                  2                3                    4                   5                   6                 7 
 
21. I want to be a part of things that other kids are doing in school. 
      1                  2                3                    4                   5                   6                 7 
 
22. I don’t want to hang out with unpopular students at school. 
      1                  2                3                    4                   5                   6                 7 
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Goals II 

Instructions: Please answer the following questions being as honest as you can. 
Please read each statement and circle the one number that tells how much you 
agree or disagree with each statement. 
 
Strongly      Neutral              Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
18. I would feel really good if I were the only one who could answer the teacher’s 

questions in math class. 
      1                  2                3                    4                   5                   6                 7 
 
19. The reason I do math work is so the teacher doesn’t think I know less than 

others. 
1                  2                3                    4                   5                   6                 7 

 
20. I want to do better than the other students in my math class. 
      1                  2                3                    4                   5                   6                 7 
 
21. I do my math work so others in the class won’t think I’m dumb. 

1                  2                3                    4                   5                   6                 7 
 
22. An important reason why I do my math work is because I want to get better at 

it. 
1                  2                3                    4                   5                   6                 7 

 
23. One reason I might not participate in math class is to avoid looking stupid. 

1                  2                3                    4                   5                   6                 7 
 
24. I would feel successful in math if I looked better than most of the other 

students in the class. 
1                  2                3                    4                   5                   6                 7 

 
25. I’d like to show my math teacher that I’m smarter than the other students in 

math class. 
1                  2                3                    4                   5                   6                 7 
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Strongly      Neutral                        Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 

 
 

26. One of my main goals in math is to avoid looking like I can’t do my work. 
1                  2                3                    4                   5                   6                 7 

 
27. I do my math work because I’m interested in it. 

1                  2                3                    4                   5                   6                 7 
 
28. It’s very important to me that I don’t look stupid in my math class. 
1                  2                3                    4                   5                   6                 7 

 
29. Doing better than other students in math is important to me. 

1                  2                3                    4                   5                   6                 7 
 

30. I like math work best when it really makes me think. 
1                  2                3                    4                   5                   6                 7 

 
31. I like math work that I’ll learn from, even if I make a lot of mistakes. 

1                  2                3                    4                   5                   6                 7 
 

32. An important reason I do my math work is so I don’t embarrass myself. 
1                  2                3                    4                   5                   6                 7 

 
33. An important reason why I do my math work is because I like to learn new 

things. 
1                  2                3                    4                   5                   6                 7 

 
34. An important reason I do my math work is because I enjoy it. 

1                  2                3                    4                   5                   6                 7 
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CLOSE FRIENDS 
 
Is _____________________________ still your close friend? Yes or No (circle 
one) 
 

Goals III 

Instructions: Please answer the following questions about your close friend in 6th 
grade. You are going to think about only this person for all of the following 
questions. Using the following scale, please read the statement and circle the one 
number that tells how much you agree or disagree with each statement. 
 
Strongly      Neutral   
 Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 

My close friend ____________________________ … 

33. Tells me I am good at things 
      1                              2                           3                                 4                       5  
 
34. Sticks up for me if others talk behind my back 
      1                              2                           3                                 4                       5  
 
35. Says “I’m sorry” if he/she hurts my feelings 
      1                              2                           3                                 4                       5  
 
36. Has good ideas about games to play 
      1                              2                           3                                 4                       5  
 
37. Would like me even if others didn’t 
      1                              2                           3                                 4                       5  
 
38. Tells me I am pretty smart 
      1                              2                           3                                 4                       5  
 
39. Makes me feel good about my ideas 
      1                              2                           3                                 4                       5  
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Strongly      Neutral                Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 
 
40. I talk to him/her when I’m mad about something that happened to me 
      1                              2                           3                                 4                       5  
 
41. Does not tell others my secrets 
      1                              2                           3                                 4                       5  
 
42. Cares about my feelings 
      1                              2                           3                                 4                       5  
 
My close friend_________________________________ and I,… 

 
43. We always sit together at lunch 
      1                              2                           3                                 4                       5  
 
44. We always pick each other as partners for things 
      1                              2                           3                                 4                       5  
 
45. Always tell each other our problems 
      1                              2                           3                                 4                       5  
 
46. We do fun things together a lot 
      1                              2                           3                                 4                       5  
 
47. We go to each others’ houses 
      1                              2                           3                                 4                       5  
 
48. We talk about the things that make us sad 
      1                              2                           3                                 4                       5 
  
 
49. We talk about how to make ourselves feel better if we are mad at each other 
      1                              2                           3                                 4                       5  
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Strongly      Neutral                Strongly 
Disagree           Agree 
      1                              2                           3                                 4                       5  
 
 
50. We tell each other private things 
      1                              2                           3                                 4                       5  
 
51. We tell each other secrets 
      1                              2                           3                                 4                       5  
 
 

 

 



 105

Group Goals Questionnaire IV 
 

Who are the students in your math group right now? 
 
1._____________________________________________ 
 First name  Last name 
2._____________________________________________ 
 First name  Last name 
3._____________________________________________ 
 First name  Last name 
4._____________________________________________ 
 First name  Last name 
5._____________________________________________ 
 First name  Last name 
 

 
Instructions: Please answer the following questions about your math group being 
as honest as you can. Please read each statement and circle the one number that 
tells how much you agree or disagree with each statement. 
 
Strongly      Neutral             Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
1. I think it’s important to make friends in math class (shared social goal – SSG) 
      1                  2                3                    4                   5                   6                 7 
 
2. It’s important to me that my group helps me learn math (shared achievement 

goal – SAG) 
      1                  2                3                    4                   5                   6                 7 
 
3. I think it’s important to know other students in math class (SSG) 
      1                  2                3                    4                   5                   6                 7 
 
4. It’s important to me that my math group should contribute his or her fair share 

(SAG) 
      1                  2                3                    4                   5                   6                 7 
 
5. It’s important to me that my math group works well together (SAG) 
      1                  2                3                    4                   5                   6                 7 
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Strongly      Neutral               Strongly 
Disagree           Agree 
      1                  2                3                    4                   5                   6                 7  
 
 
6. It’s important to me that we share ideas with each other in my math group 

(SAG) 
      1                  2                3                    4                   5                   6                 7 
 
7. It’s important to me that I fit into my math class (SSG) 
      1                  2                3                    4                   5                   6                 7 
 
8. It’s important to me for my math group to be successful in what the teacher is 

asking us to do (SAG) 
      1                  2                3                    4                   5                   6                 7 
 
9. It’s important to me that everyone in my math group asks each other questions 

(SAG) 
      1                  2                3                    4                   5                   6                 7 
 
10. It’s important to me that my group help me solve math (SAG) 
      1                  2                3                    4                   5                   6                 7 
 
11. It’s important to me for everyone in my math group to understand what the 

teacher is asking us to do (SAG) 
      1                  2                3                    4                   5                   6                 7 
 
12. It’s important to me that my group members share a good attitude about group 

work in math class (SAG) 
      1                  2                3                    4                   5                   6                 7 
 
13. It’s important to feel connected to people in math class (SSG) 
      1                  2                3                    4                   5                   6                 7 
 
14. It’s important for me to work well with others in my math group (SAG) 
      1                  2                3                    4                   5                   6                 7 
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Appendix C 

Constructivist Teaching Methods Scale  

(Greer, 1998) 

Read through the list of teaching methods for students below and indicate how 
much you agree with the appropriateness of each method in your 6th grade math 
classes.  There are no right or wrong answers.  Use the scale below.  
 

      5     Strongly agree 
      4     Agree 

3     Sometimes agree, sometimes disagree 
2     Disagree 
1     Strongly disagree  

              Strongly                        Strongly 
              Disagree                           Agree 

1. Both the students and the teacher should initiate and  1      2      3      4     5 
 answer questions 
 
2. The climate of the classroom should be primarily  1      2      3      4     5 
 challenging (consistently pushing understanding). 
 
3. In the classroom, students should learn predominantly  1      2      3      4     5 
 through interaction with others, including the instructor. 
 
4. Opportunities for students to think aloud and receive  1      2      3      4     5 
 critique from peers should be more the rule than the  
 exception.  
 
5. Interaction to support the challenging and clarifying 1      2      3      4     5 
 of ideas should happen frequently. 
 
6. Discourse should frequently provide opportunities for  1      2      3      4     5 
 students to explain and elaborate their assumptions,  
 points of view, and/or reasonings. 
 
7. A lesson should almost always be characterized by  1      2      3      4     5 
 connected discourse (whole and small group). 
 
8. Control of the classroom discourse should be  1      2      3      4     5 
 shared between the teacher and students. 



 108

CTM SCALE 
(continued) 

                                                                                         
               Strongly                        Strongly 

              Disagree                           Agree 
9. Opportunities for students to work collaboratively 1      2      3      4     5 
 should be frequent. 
 
10. Students should work together frequently on   1      2      3      4     5 
 open-ended activities that have no right answer. 
 
11. Opportunities for students to not know, to question, 1      2      3      4     5 
 and/or to seek information should be the rule rather  
 than the exception. 
 
12. A teacher should intentionally provide students with  1      2      3      4     5 
 opportunities to reflect on their own and others’ ideas. 
 
13. A teacher should rarely use literal level recall and  1      2      3      4     5 
 known answer questions, but should instead use  
 thematic, discussion generating questions. 
 
14. A teacher should intentionally provide students with  1      2      3      4     5 
 opportunities for cognitive disequilibrium appropriate  
 for their cognitive understanding. 
 
15. A teacher’s primary role is to facilitate critical student  1      2      3      4     5 
 inquiry, not to provide knowledge, skills, and answers. 
 
16. A teacher should have continuous awareness of   1      2      3      4     5 
 student understanding. 
 
17. A teacher should accommodate students’ needs by  1      2      3      4     5 
 modifying the lesson when the opportunity occurs. 
 
18. A teacher should not depend on the text to present the 1      2      3      4     5 
 lesson. Rather, the teacher and students should adapt or  
 develop their own content and material for their needs. 
 
19. A teacher should consistently and systematically  1      2      3      4     5 
 attempt to assess, activate, supply, and/ or make use  
 of background knowledge. 



 109

CTM SCALE 
(continued) 

    
          Strongly                        Strongly 

              Disagree                           Agree 
20. The purpose of questioning is to help students   1      2      3      4     5 
 to think through an issue for themselves. 
 
21. The use of questions and classroom discourse is   1      2      3      4     5 
 intended to reveal students’ developing knowledge  
 structures. 
 
22. A teacher should use a variety of teaching strategies,  1      2      3      4     5 
 including direct instruction when it is appropriate. 
 
23. Activities should be constructed around global ideas. 1      2      3      4     5 
 
24. Instructional activities should almost always   1      2      3      4     5 
  intentionally create a situation of disequilibrium  
 for students. 
 
25. Opportunities for both confirming and disconfirming  1      2      3      4     5 
 solutions should be provided. 
 
26. Activities most generally should not be solved through  1      2      3      4     5 
 the routine application of previously learned knowledge. 
 
27. Activities should be easily adaptable to accommodate  1      2      3      4     5 
 individual student’s interests, needs, and/or abilities. 
 
28. Activities should almost always require students to  1      2      3      4     5 
 relate ideas, concepts and knowledge. 

 
29. Activities should almost always require students to  1      2      3      4     5 
 and explain elaborate the results of their learning to  
 other students. 
 
30. Raw data, primary sources, found objects,  1      2      3      4     5 
 manipulatives, and/or resource people should  
 frequently be used as materials for learning. 
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CTM SCALE 
(continued) 

    
              Strongly                        Strongly 

              Disagree                           Agree 
31. Students should be intellectually active.   1      2      3      4     5 
 
32. When students encounter contradictions and  1      2      3      4     5 
 errors, they should seek resolution. 
 
33. Questions and classroom discourse should be   1      2      3      4     5 
 predominantly open-ended. 
 
34. Selection of content for teaching should frequently be 1      2      3      4     5 
 based on students’ interests, prior knowledge, and/or  
 particular learning needs. 
 
35. A teacher should present content in the context of big  1      2      3      4     5 
 ideas made up of smaller ideas that are related to each other. 
 
36. Information and skills should be taught to students  1      2      3      4     5 
 because they are needed to complete a relevant task. 
 
37. Content and process skills should be most generally  1      2      3      4     5 
 integrated.  
     
38. Students should frequently assess themselves.  1      2      3      4     5 

 
39. Standards of performance should be the same for all 1      2      3      4     5 
 students, but when and how a student achieves the  
 standard can vary. 

 
40. Diagnosis of reasons for errors is one of the important  1      2      3      4     5 
 aspects of student assessment. 

 
41. Results of assessment should usually be used as a  1      2      3      4     5 
 guide for teacher and students in making instructional  
 decisions. 

 
42. Errors and misperceptions in general should be viewed  1      2      3      4     5 
 as normal, not minimized or avoided. 
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CTM SCALE 
(continued) 

    
              Strongly                        Strongly 

              Disagree                           Agree 
 
43. Students should frequently provide relevant feedback  1      2      3      4     5 

to other students. 
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Appendix D 

Questionnaire Protocol for Instructors’ Use of Cooperative 
Learning Techniques 

 
1. What does “cooperative learning” mean to you? 

 
2. Do you use cooperative or group learning techniques in your math classes? If 

so, what type of group activities do you have students participate in? 
 

3. How appropriate is cooperative learning for math classes? Why do you think 
that? What other instructional methods do you use to help students learn 
math? 
 

4. Describe the role you play in organizing/facilitating cooperative learning. 
 

5. Do the students stay in the same groups during the each grading period? What 
about across periods? How is group membership decided? 
 

6. What types of social skills (if any) do you think students develop in 
cooperative learning groups? 
 

7. Do students become friends as a function of cooperative learning? Do you 
think that developing a social connection should be a function of cooperative 
learning? 
 

8. To what extent do you observe students in your classroom’s groups 
interacting with each other outside of class? 
 

9. Do some students benefit more from cooperative learning than others? Please 
describe them. 
 

10. When I say, “academic classroom community,” what does that mean for you?  
 

11. Do you think you have community in your math classes? Do some of your 
classes have more community than others? 
 

12. Do you think that cooperative learning contributes to feelings of classroom 
community? 



 113

References 

Ames, C. A. (1990). What teachers need to know. Teachers College Record, 91, 
409-421. 

Ames, C. A. (1992). Classrooms: Goals, structures, and student motivation. 
Journal of Educational Psychology, 84, 261-271. 

Ames, C. A., & Archer, J. (1988) Achievement goals in the classroom: Students’ 
learning strategies and motivation processes. Journal of Educational 
Psychology, 80, 260-267. 

Berger, P. L., & Luckmann, T. (1967). The social construction of reality: A 
treatise in the sociology of knowledge. Garden City, NY: Doubleday. 

Berndt, T. J. (1987). Changes in friendship and school adjustment after the 
transition to junior high school. Paper presented at the biennial meeting of 
the Society for Research in Child development, Baltimore, MD. 

Berndt, T. J., Hawkins, J. A., & Hoyle, S. G. (1986). Changes in friendship during 
a school year: Effects on children’s and adolescents’ impressions of 
friendship and sharing with friends. Child Development, 57, 1284-1297. 

Berndt, T. J. & Keefe, K. (1996). Friends’ influence on school adjustment: A 
motivational analysis. In J. Jovonen & K.R. Wentzel (Eds.), Social 
motivation: Understanding children’s school adjustment (pp. 248-278).  
New York: Cambridge University Press. 

Berndt, T. J., Laychak, A. E., & Park, K. (1990). Friends’ influence on 
adolescents’ academic achievement motivation: An experimental study. 
Journal of Educational Psychology, 84, 272-281. 

Berndt, T. J., & Perry, T. B. (1986). Children’s perceptions of friendships as 
supportive relationships. Developmental Psychology, 22, 640-648. 

Berndt, T. J., & Savin-Williams, R. C. (1993). Peer relations and friendships. In 
P. T. Tolan & B. J. Cohler (Eds.), Handbook of clinical research and 
practice with adolescents (pp. 203-219). Wiley series on personality 
processes. New York: John Wiley & Sons. 



 114

Bidwell, C. E. (2000). School as context and construction: A social psychology 
approach to the study of schooling. In M. T. Hallinan (Ed.). Handbook of 
the sociology of education (pp. 15-36). New York: Kluwer Academic. 

Brown, B. B., Mounts, N., Lamborn, S. D., & Steinberg, L. (1993). Parenting 
practices and peer group affiliation in adolescence. Child Development, 
64, 467-482. 

Brownell, C. A., & Carriger, M. S. (1991). Collaborations among toddler peers: 
Individual contributions to social contexts. In L. B. Resnick, J. M. Levine, 
& S. D. Teasley (Eds.), Perspectives on socially shared cognition (pp. 
365-383). Washington, DC: American Psychological Association. 

Bryk, A. S., & Raudenbush, S. W. (1992). Hierarchical linear models: 
Applications and data analysis methods. Newbury Park: Sage. 

Coleman, J. S. (1961). The adolescent society: The social life of the teenager and 
its impact on education. Glencoe, IL: Free Press. 

Coleman, J. S., Campbell, E., Hobson, C., McPartland, J., Mood, A., Weinfield, 
F., & York, R. (1966). Equality of educational opportunity. Washington, 
DC: U.S. Government Printing Office. 

Cooper, M. A. (1999). Classroom choices from a cognitive perspective on peer 
learning. In A. M. O’Donnell & A. King (Eds.). Cognitive perspectives on 
peer learning. The Rutgers Invitational Symposium on Education Series 
(pp. 215-233). Mahawah, NJ: Lawrence Erlbaum Associates, Inc. 

Costanzo, P. R., Shaw, M. E. (1966). Conformity as a function of age level. Child 
Development, 37, 967-975. 

Dreeben, R. (2000). Structural effects in education: A history of an idea. In M. T. 
Hallinan (Ed.), Handbook of the sociology of education (pp. 107-135). 
New York: Kluwer. 

Elliot, A. J., & Harackiewicz, J. M. (1996). Approach and avoidance achievement 
goals and intrinsic motivation: A mediational analysis. Journal of 
Personality & Social Psychology, 70, 461-475. 

Epstein, J. L. (1983) The influence of friends on achievement and affective 
outcomes. In J. L. Epstein and N. Karweit (Eds.), Friends in school: 
Patterns of selection and influence in secondary schools (pp. 177-200). 
New York: Academic Press. 



 115

Epstein, J. L. (1989). The selection of friends: Changes across the grades and in 
different school environments. In T. J. Berndt and G. W.  Ladd (Eds.): 
Peer relationships in child development. Wiley series on personality 
processes. (pp. 158-187). New York: John Wiley & Sons. 

Dweck, C. S. (1986). Motivational processes affecting learning. American 
Psychologist, 41, 1040-1048. 

Dweck, C. S. (1989) Motivation. In A. Lesgold and R. Glaser (Eds.), Foundations 
for a psychology of education. (pp. 87-136). Hillsdale, NJ: Erlbaum. 

Dweck, C. S., & Legget, E. L. (1988). A social-cognitive approach to motivation 
and personality. Psychological Review, 95, 256-273. 

Entwistle, N. J., & Kozeki, B. (1985). Relationships between school motivation, 
approaches to studying, and attainment among British and Hungarian 
adolescents. British Journal of Educational Psychology, 55, 124-137. 

Ford, D. H. (1987). Humans as self-constructing living systems: A developmental 
perspective on behavior and personality. Hillsdale, NJ: Erlbaum. 

Ford, M. E. (1992). Motivating humans: Goals emotions, and personal agency. 
Newbury Park, CA: Sage. 

Ford, M. E., & Ford, D. H. (1987). Humans as self-constructing living systems: 
Putting the framework to work. Hillsdale, NJ: Erlbaum. 

Ford, M. E., & Nicholls, C. W. (1987). A taxonomy of human goals and some 
possible applications. In M. E. Ford & D. H. Ford (Eds.), Humans as self-
constructing living systems: Putting the framework to work (pp. 289-311). 
Hillsdale, NJ: Erlbaum. 

Ford, M. E., & Nicholls, C. W. (1991). Using goal assessments to identify 
motivational patterns and facilitate behavioral regulation and achievement. 
In M. Maehr & P.R. Pintrich (Eds.), Advances in motivation and 
achievement: Vol. 7. Goals and self-regulatory processes (pp. 51-84). 
Greenwich, CT: JAI Press. 

Furman, W. (1989). The development of children’s social networks. In D. Belle 
(Ed.), Children’s Social Networks and Social Supports (pp. 151-172). 
New York: John Wiley and Sons. 



 116

Gallini, J. K., & Zhang, Y. (1997). Socio-cognitive constructs and characteristics 
of classroom communities: An exploration of relationships. Journal of 
Educational Computing Research, 17, 321-339. 

Gamoran, A., Secada, W. G., & Marrett, C. B. (2000). The organizational context 
of teaching and learning: Changing theoretical perspectives. In M. T. 
Hallinan (Ed.), Handbook of the sociology of education (pp. 37-63). New 
York: Klewer. 

Greer, M. A. (1998). Measuring constructivist teaching practices in first and third 
grades. Unpublished doctoral dissertation. University of Toledo. 

Hall, W. M., & Cairns, R. B. (1984). Aggressive behavior in children: An 
outcome of modeling or social reciprocity? Developmental Psychology, 
20, 739-745. 

Hallinan, M. T. (1983). Commentary: New directions for research on peer 
influence. In J. L. Epstein & N. Karwiet (Eds.), Friends in school: 
Patterns of selection and influence in secondary schools (pp. 219-231). 
New York: Academic Press. 

Hallinan, M. T. (2000). Introduction: Sociology of education at the threshold of 
the twenty-first century. In M. T. Hallinan’s  (Ed.) Handbook of sociology 
in education (pp. 1-12). 

Hallinan, M.T. & Williams, R.A. (1990). Students’ characteristics and the peer 
influence process. Sociology of Education, 63, 122-132. 

Hartup, W. W. (1992). Friendships and their developmental significance. In H. 
McGurk (Ed.), Contemporary issues in childhood social development. 
Hove, England: Erlbaum. 

Heider, F. (1958). The psychology of interpersonal relations. New York: Wiley. 

Hicks, L. (1996). Social goals in early adolescence: Development, gender, and 
schooling as contexts. Unpublished doctoral dissertation. University of 
Michigan. 

Hicks, L. (1997). Academic motivation and peer relationships – how do they mix 
in an adolescent’s world? Middle School Journal, 28, 18-22. 

 



 117

Hogan, D. M., & Tudge, J. R. H. (1999). Implications of Vygotski’s theory for 
peer learning. In A. M. O’Donnell & A. King (Eds.). Cognitive 
perspectives on peer learning. The Rutgers Invitational Symposium on 
Education Series (pp. 39-65). Mahawah, NJ: Lawrence Erlbaum 
Associates, Inc. 

Jarvinen, D. W., & Nicholls, J. G. (1996). Adolescents’ social goals, beliefs about 
the causes of social success, and satisfaction in peer relations. 
Developmental Psychology, 32, 435-441. 

Juvonen, J. & Weiner, B. (1993). An attributional analysis of students’ 
interactions: The social consequences of perceived responsibility. 
Educational Psychology Review, 5, 325-345. 

Kelly, G. A. (1955). The psychology of personal constructs. New York: Norton. 

Kindermann, T.A. (1993). Natural peer groups as contexts for individual 
development: The case of children’s motivation in school. Developmental 
Psychology, 29, 970-977. 

Kupersmidt, J. B., Buchele, K. S., Voegler, M. E., & Sedikides, C. (1996). Social 
self-discrepancy: A theory relating peer relations problems and school 
maladjustment. In J. Juvonen & K. R. Wentzel (Eds.), Social motivation: 
Understanding children’s school adjustment (pp. 66-97). Cambridge 
studies in social and emotional development. New York: Cambridge 
University Press. 

Levine, J. M., Resnick, L. B., & Higgins, E. T. (1993). Social foundations of 
cognition. Annual Review of Psychology, 44, 585-612. 

Lewis, M. & Feiring, C. (1989). Early predictors of childhood friendship. In T.J. 
Berndt & G.W. Ladd (Eds.), Peer relationships in child development (pp. 
246-273). New York: John Wiley & Sons. 

Lindauer, P., & Petrie, G. (1997). A review of cooperative learning: An 
alternative to everyday instructional strategies. Journal of Instructional 
Psychology, 24, 183-187. 

Middleton, M. J., & Midgely, C. (1997). Avoiding the demonstration of lack of 
ability: An underexplored aspect of goal theory. Journal of Educational 
Psychology, 89, 710-718. 



 118

Midgely, C., Maehr, M., Hicks, L., Roeser, R., Urdan, T., Anderman, E., Kaplan, 
A., Arunkumar, R., & Middleton, M. (1997). Patterns of adaptive learning 
survey (PALS). Ann Arbor, MI: University of Michigan.  

Murray, H.A. (1938). Explorations in personality. New York: Oxford University 
Press. 

Nelson, C. (1994). Critical thinking and collaborative learning. New Directions 
for Teaching and Learning, 59, 45-58. 

Parker, J. G. & Asher, S. R. (1993). Friendship and friendship quality in middle 
childhood: Links with peer group acceptance and feelings of loneliness 
and social dissatisfaction.  Developmental Psychology, 29, 611-621. 

Parsons, T. (1959). The school class as a social system: Some of its functions in 
American society. Harvard Educational Review, 29, 297-313. 

Parsons, T. (1963). On the concept of influence. Public Opinion Quarterly, 27, 
37-62. 

Pintrich, P. R., & Ryan, A. M. (1998). Achievement and social motivational 
influences on help seeking in the classroom. In S.A. Karabenick (Ed.), 
Strategic help seeking (pp. 117-140). Mahawah, NJ: Erlbaum. 

Raudenbush, S., Bryk, A., & Congdon, R. (2001). Hierarchical Linear and 
Nonlinear Modeling (Version 5.04) [Computer software]. Lincolnwood, 
IL: Scientific Software Int. 

Renshaw, P. D., & Asher, S. R. (1983). Children’s goals and strategies for social 
interaction. Merrill-Palmer Quarterly, 29, 353-374. 

Resnick, L. B. (1991). Shared cognition: Thinking as social practice. In L. B. 
Resnick, J. M. Levine, & S. D. Teasley (Eds.), Perspectives on socially 
shared cognition (pp. 1-20). Washington, DC: American Psychological 
Association. 

Reynolds, R. E., Sinatra, G. M., & Jetton, T.L. (1996). Views of knowledge 
acquisition and representation: A continuum from experience centered to 
mind centered.  Educational Psychologist, 31, 93-104. 

 



 119

Rogoff, B. (1990). Apprenticeship in thinking: Cognitive development in social 
context. New York: Oxford University Press. 

Ryan, A. M. (1998). The development of achievement beliefs and behaviors 
during early adolescence: The role of the peer group and classroom 
contexts. Unpublished doctoral dissertation. University of Michigan. 

Ryan, A. M. (2001). The peer group as a context for the development of young 
adolescent motivation and achievement. Child Development, 72, 1135-
1150. 

Schallert, D. L., & Martin, D. B. (in press). A psychological analysis of what 
teachers and students do in the language arts classroom. Handbook of 
research on the teaching of language arts. 

Slavin, R. E. (1983) Cooperative Learning. New York: Longman. 

Slavin, R. E. (1995a). Cooperative learning and intergroup relations. In J.A. 
Banks (Ed.) Handbook of research on multicultural education (pp. 628-
634). New York: Macmillan. 

Slavin, R. E. (1995b). Enhancing intergroup relations in schools: Cooperative 
learning and other strategies. In W.D. Hawley & A.W. Wells, (Eds), 
Toward a common destiny: Improving race and ethnic relations in 
America (pp. 291-314). San Francisco: Jossey-Bass. 

Snijders, T. A. B., & Bosker, R. J. (1999). Multilevel analysis: An introduction to 
basic and advanced multilevel modeling. Thousand Oaks, CA: Sage. 

Sullivan, H. S. (1953). The interpersonal theory of psychiatry. New York: Norton. 

Summers, J. J., Beretvas, S. N., Gorin, J. S., & Svinicki, M. D. (under review). 
Tools for evaluating cooperative learning.  

Turner, J. C., Meyer, D. K., Cox, K. E., Logan, C. DiCintio, M., & Thomas, C. T. 
(1998). Creating contexts for involvement in mathematics. Journal of 
Educational Psychology, 90, 730-745. 

Urdan, T. (2001). Contextual influences on motivation and performance: An 
examination of achievement goal structures. In F. Salili & C. Chiu (Eds.), 
Student motivation: The culture and context of learning. Plenum series on 
human exceptionality (pp. 171-201). New York: Kluwer. 



 120

Urdan, T. C. & Maehr, M. L. (1995). Beyond a two-goal theory of motivation and 
achievement: A case for social goals. Review of Educational Research, 65, 
213-243. 

Veroff, J., & Veroff, J. B. (1980). Social incentives: A life span developmental 
approach. New York: Academic Press. 

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological 
processes. Cambridge, MA: Harvard University Press. 

Wentzel, K.R. (1989). Adolescent classroom goals, standards for performance, 
and academic achievement: An interactionist perspective. Journal of 
Educational Psychology, 81, 131-142. 

Wentzel, K. R. (1991a). Relations between social competence and academic 
achievement in early adolescence. Child Development, 62, 1066-1078. 

Wentzel, K. R. (1991b). Social and academic goals at school: Motivation and 
achievement in context. In P. Pintrich & M.L. Maehr (Eds.), Advances in 
motivation and achievement: Vol. 7. Goals and self-regulatory processes 
(pp. 185-212). Greenwhich, CT: JAI Press. 

Wentzel, K. R. (1992). Motivation and achievement in adolescence: A multiple 
goals perspective. In D. H. Schunk & J. L. Meece (Eds.), Student 
perceptions in the classroom (pp. 287-306). Hillsdale, NJ: Lawrence 
Erlbaum Associates, Inc. 

Wentzel, K. R. (1993). Motivation and achievement in early adolescence: The 
role of multiple classroom goals. Journal of Early Adolescence, 13, 4-20. 

Wentzel, K. R. (1996). Social goals and social relationships as motivators of 
school adjustment. In J. Juvonen & K. R. Wentzel (Eds.), Social 
motivation: Understanding children’s school adjustment. Cambridge 
studies in social and emotional development (pp. 226-247). New York: 
Cambridge University Press. 

Wentzel, K. R. (1998). Social relationships and motivation in middle school: The 
role of parents, teachers, and peers. Journal of Educational Psychology, 
90, 202-209. 

Wertsch, J. V. (1991). A sociocultural approach to socially shared cognition. . In 
L. B. Resnick, J. M. Levine, & S. D. Teasley (Eds.), Perspectives on 



 121

socially shared cognition (pp. 85-149). Washington, DC: American 
Psychological Association. 



 122

Vita 

Jessica J. Summers was born on March 2, 1973 in Bangor, Maine to 

Robert G. Summers and Mary Robin Summers. She graduated from Amherst 

Central High School in Amherst, New York in 1991 and earned her bachelor’s 

degree in Psychology from the State University of New York at Buffalo in 1995. 

After one year of volunteering full time as an AmeriCorps member in Dallas, 

Texas, she began attending the University of Texas at Austin in the fall of 1996, 

where she earned her master’s degree in Educational Psychology in 1999. Jessica 

plans to live in Columbia, Missouri beginning in the fall of 2002. 

 

 

 

 

Permanent address: 21 North Dr. Amherst, NY 14226. 

This dissertation was typed by the author. 

 

 
 

 
 

 

 


