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ABSTRACT

An abstract of the thesis of Carol Berubee for the Master

of Arts in Psychology presented May 8, 1998,

Title: The Effects of School-Mandated Community Service on

Subsequent Intrinsic Motivation to Volunteer.

Many American high schools and universities require
students to perform community service. Although social
psychological research shows that intrinsic motivation for
an activity decreases when that activity is rewarded or
when the actor perceives little self-determination in
performing the activity, no research has examined the
effect of intrinsic motivation on volunteerism subsequent
to mandated community service.

The purpose of the present study was to determine if
students who had been required to perform community
service would be less likely to volunteer in the
community at a later date than would those students who
had not been required to serve. In addition, the
mechanisms by which that decrement in volunteerism may
occur were explored.

Participants were 434 lower-division students at



Portland State University (PSU; Sample 1) and 97 students
enrolled in Senior Capstone (service-oriented) courses at
PSU (Sample 2). Sample 1 participants were asked by a
confederate to volunteer in the community. Approximately
ten days later, a different confederate administered a
questionnaire to the participants ascertaining their prior
service experience and their feelings about that
experience. Participants in Sample 2 were only given the
questionnaire, which was changed slightly to reflect their
feelings about their current service work in the Capstone
courses.

Sample 1 chi-square results indicated that students
who had been required to serve were no less likely to
volunteer than were students who had had volunteer
eXperience. Multivariate analysis of variance (MANOVA)
indicated that those who volunteered had higher intrinsic
motivation than did those who did not volunteer. Finally,
multiple regression analyses indicated that those who had
made internal attributions about their previous service
were more intrinsically motivated to volunteer, and those
who had made external attributions were more extrinsically
motivated to volunteer.

Sample 2 MANOVA results indicated that those students
who had taken a Capstone as a requirement had a more

negative view of the Capstones, made more external



attributions about their Capstone experience, and were
more extrinsically motivated to volunteer in the future

than were those who had taken the Capstone as an elective.
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Effects of School-Mandated

Community service has been implemented as a
requirement for graduation in many of America's public
schools, Many of the programs cite the promotion of
volunteerism and prosocial behavior in students as a
program goal. While this may be a noble ambition, there
appears to be no empirical literature to support the
notion that mandatory service leads to subsequent
prosocial behavior (Sobus, 1995). On the contrary, much
empirical work exists that suggests that mandatory
volunteerism may have the opposite effect: it may reduce
students' previous intrinsic motivation to volunteer.

The current study will examine the social
psychological literature concerning intrinsic motivation
and will propose that those students who are mandated to
perform community service will be less likely than those
who are not mandated to volunteer for subsequent service.
But first, an overview of community service in high
schools will be presented as will a discussion about the
origins of "experiential education."”

mmuni rvi in Ameri Publi h

Many high schools now regquire community service as a
prereguisite to graduation. According to Felten (1994),
25% of America's public high schools were mandating

community service and another 10% were planning to do so



Effects of School-Mandated
within the year (as cited in Sobus, 1995). Universities
and colleges are no exception. Theus (1988) pointed out
that at least three colleges were requiring community
service for graduation. That was nine years ago. While
there appears to be no comprehensive report on how many
colleges and universities are currently employing such
requirements, it is safe to say that there are now
probably many more than three.

Because fewer higher education institutions have
implemented service requirements, and because the welfare
of younger high school children is more of a concern to
parents, much of the controversy has focused on public
high school service requirements. Some students and
parents feel that mandatory service is a violation of
4individua1 rights granted by the Fourteenth Amendment. In
Steirer v. Bethlehem Area School District (1993), the

~court ruled that public high schools could require

 community service for graduation (as cited in Sobus,

1 1995). The court denied the plaintiffs' assertion that
mandatory service is a violation of students' First
Amendment rights. The court also denied that mandatory
service for students constitutes involuntary servitude.
The court explained that "...we follow the Supreme Court

and other courts of appeals in taking the contextual
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approach to involuntary servitude by confining the
Thirteenth Amendment to those situations that are truly
'akin to African slavery'" (as cited in Sobus, p. 155).
However, some educators have expressed that students'
service not only educates students, it provides
communities with cheap labor. For example, a project
manager at a wetlands at which middle school children were
working, said, "...the kids get to learn stewardship, and
we get some desperately needed labor™ (Riley, 1996). It is
clear that community service among school students is
controversial for many reasons.

The Bethlehem (Pennsylvania) program stated that all
students should be required to do community service
EWEécause, absent a mandate, some students may not
voiunteér. In Maryland, the Board of Education implemented
mandatory community service of 75 hours for all high
school students. According to Townshend (1993), a Board
member, the service mandate in Maryland was necessary
because "students don't know how to be good citizens" (as
cited in Sobus, 1995, p. 156). According to the Maryland
and Bethlehem programs, one intention of requiring service
is to promote volunteerism among students. Felten (1994)
quoted a student volunteer (Boy Scout) as saying, "I don't

think it's volunteering if it's mandatory" (as cited in
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Sobus, 157). This Boy Scout's volunteer work did not count
toward his school's service requirement because the
district felt that merit badges are rewards that would
"undermine the service nature of the [school] program" (as
cited in Sobus, p. 157). The Boy Scout pointed out that
earning a high school diploma for doing service work is
also a reward for community service rendered, but the
district disregarded his comment. According to Sobus
(1995), a Bethlehem student who was an active volunteer
before the implementation of mandatory service said,
"People should volunteer because they want to -- not
because of a government threat....So many kids treat it as
a joke. They do the minimum to get the credit. That's not
what volunteering is about." Another student said, ﬁWhen
people are forced to serve...it takes the fun out of
it...[1]f it is required, you don't feel like you're
giving anything" (p. 158).

On the other hand, some students who have performed
community service under a mandate have expressed positive
feelings. One student said, "We wanted to put something
back into the community" (DiRado, 1996). But because most
of the community service performed by school students is
voluntary, it is difficult to find students' expressed

feelings, either positive or negative, concerning
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mandatory service. However, as more schools mandate
community service, the controversy, and the emotion that
goes with it, is expected to increase.

Th igin Xperienti E ion

With one third of America's public high schools
requiring community service, one may wonder where the idea
came from. As mentioned above, many educators feel that
children need to be socialized as volunteers, and that it
”is upifo the schools to dq the socializing. But that is
dnly part of the impetus for the implementation of service
mandates. Fertman (1994) explained that service learning
emerged from the writings of Dewey. While many educators
concur with Fertman, they are not entirely correct. Dewey
(1938/1963) did believe that education should be linked to
practical experience, but he stressed that those
experiences must be "worthwhile educationally" (p. 33).
Dewey wrote about the "continuity of experience," meaning
that educational experiences should lead to other, growth-
oriented experiences. He cautioned that not all
experiences are continuous and that educators need to
discriminate between those experiences which may be
imposed merely for the sake of gaining the label of
"progressive" and those experiences which are truly

beneficial to the students' growth. The section above
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detailed how community service has taken American public
education by storm. What is not known is how many of those
programs employ thoughtful educational experiences solely
for the benefit of students and how many use students
simply to gain national recognition for being progressive.
Dewey's (1938/1963) later work was a reformulation and a
rethinking of his earlier work that had been taken to the
extreme by many educators. Educators, after reading
Democr nd E ion (1916), wanted to apply Dewey's
ideas, but in so doing, they tended to disregard
traditional education completely (as cited in Dewey,
1938/1963) . Dewey warned in his later work that an
"either-or" approach was dangerous and could not benefit
the student.

Dewey (1938/1963) also wrote about the objective and
the internal factors surrounding experience. He posed that
in a healthy situation, there is an interaction between
objective demands, or impositions from some external
source, and one's internal condition. For example, if a
student is allowed to control all aspects of his
educational experience, or, conversely, if an outside
source is responsible for controlling the student's
experience, there will be no interaction. This phenomenon

can be linked to what Dewey described as an "either-or”
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situation. Dewey felt that the student and the educator
must work together to bring about educaticnal growth. It
is only through this interaction that true educational
experience of a continuous sort may develop. As will be
developed in later sections, when a student's experiences
are controlled by external sources, the student's
motivation to have similar experiences later may be
diminished.

Dewey (1938/1963) believed that the student enters
into an interaction as one factor in that interaction, and
that the educator is to provide the objective, the "social
set-up of the situation" (p.45). It is important to note
that the individual, as he enters the situation, "is what
he is at a given time" (p. 45). It may be inferred, then,
that if the student is not ready for a certain experience,
then the quality of the interaction will not be
beneficial; the experience will not be of the continuous
variety that Dewey postulated was the only worthwhile type
of experience to have. The educator, according to Dewey's
philosophy, is to provide the student with the tools
necessary to have a meaningfui experience. Those tools may
be anything from books, to games, to equipment, to any
other materials necessary for the experience. It is then

up to the student to engage the materials, to make the
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most of the experience. The educator is there to guide the
student, to provide the situation.

The Qérk of Dewey (1916) has been embraced by most
educators and by the federal government. It appears that
Dewey's (1916) work has been taken out of context, and
that many have not read, or have dismissed, his later
(1938) writing. He stresses in his subsequent work that
experiential education should be carefully considered. Not
all students are ready for certain experiences, and not
all experiences are beneficial to the students. However,
Dewey (1938/1963) advocated experiential education
whenever possible. Dewey's (1929/1994) philosophy was that
fexperience is not a veil that shuts man off from nature;
if.is a means of penetrating continually further into the
heart of néture" (p. xv). Applied to education, Dewey's
philosophy manifests itself in the application of
experiential learning. Dewey believed that in order for
students to learn, they must first have practical
exXperience. Those students who have the opportunity to
apply their learning in a context other than a traditional
lecture classroom may be better able to retain that
knowledge than those listening to a traditional lecture.
Recent empirical literature appears to support Dewey's

argument (e.g., Markus, Howard, & King, 1993), although
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both Dewey and current researchers caution that we must
not abandon the traditional lecture (Dewey, 1938/1963;
Markus et al.).

While there appear to be some advantages to
experiential learning, there are also some disadvantages.
One form of experiential learning that is currently
sweeping the nation is service learning, in which students
work in the community, applying what they have learned in
the classroom. If service learning is presented in
particular ways, that type of experience can be truly
educational. However, if service learning is presentéd
such that the students do not feel ready, or that the
students feel pressured, there may be psychological
implications. Jne such implication may be}tﬂé decreméht of
intrinsic motivation for subsequent servicé.}lt is
recognized that most service learning programs have more
than one goal. Typically, there are at least two goals,
one of which is that students can apply what they have
learned in the classroom to a "real world" situation, and
the other of which is the promotion of volunteerism among
the students. While the former goal has been empirically
shown to have been achieved in some service learning
programs, the latter goal has not been addressed in the

psychological literature.
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Although Dewey did not use the words "intrinsic
motivation," he nevertheless posed some quite intriguing
thoughts concerning students' educational experiences. The
current study focuses on one particular statement that
Dewey (1938/1963) made:

The belief that all genuine education comes
about through experience does not mean that all
experiences are genuinely or equally educativé.
Experience and education cannot be directly equated
to each other. For some experiences are miseducative.
Any experience 1is mis—educative that has the effect
of arrestingwor distorting the growth of further
experience. An experience may be such as to engender
callousness; it may produce lack of sensitivity an&
of responsiveness (pp. 25-26, italics added).

That statement is the foundation of Experience and

E ion (1938/1963) in which Dewey sought to reformulate
and restate his positions on education due to the misuse
by educators of his earlier (1916) writing. The current
study examines the latest trend in education to mandate
community service as a graduation requirement. Taking
Dewey's statement into account, it may be reasoned that
mandating community service could "arrest or distort" the

students' experiences. Theory in the area of intrinsic
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motivation sheds light on the possibility that requiring
community service can decrease students' intrinsic
motivation for volunteering.

The following sections will describe a few different
psychological theories, principles, and hypotheses that
can explain a subsequent decrease in intrinsic motivation
following experiences with external constraints, rewards,
and punishments. Although a direct approach utilizing the
findings of the intrinsic motivation-literature is to be
expected, literature on self—perceptidnwtheory,
»attributionatheory, and altruism'is critical if one is to
fill the gaps left by the traditional intrinsic motivation
literature (Sobus, 1995). Thus, the following sections
will present some of the findings from these
aforementioned areas of psychology. Each section is not
meant to be an exhaustive review, but will be integrated
with other sections in order to present a more complete
picture of some of the explanations for decreases in

intrinsic motivation.

hologi heor
Attitudes and Behavior. The social psychological
literature contains a plethora of studies designed to

provide evidence that either behaviors cause attitudes or
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that attitudes cause behaviors. Cognitive dissonance
theory states that when one has two or more inconsistent
cognitions, one will be driven to reduce that
inconsistency; hence, one must then change one or more of
the cognitions. For example, in the context of mandated
community service, one may feel that being forced to work
for free is wrong. However, if one subsequently engages in
the forced activity, one may come to change his attitude
about the nature of that activity; hence, one may
cultivate the attitude that it is okay to work for free.
While dissonance theory can explain why one would change
one's attitude about a behavior that one previously did
not like, dissonance theory cannot address what happens to
the attitude toward a behavior that one enjoys. Thus, for
those students who previously did not want to participate
in community service, actually having to perform that
service may facilitate a positive attitude change.
However, while one may cultivate a positive attitude
toward mandated service, there are other psychological
phenomena that may interfere with one's newfound attitude.
For example, Bem (1972) proposed that when one's internal
attributions about one's behaviors are weak or ambiguous,
one will look to others for external cues. Thus, if one is

uncertain whether he is performing community service
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because he wants to or because he has to, he will tend to
look to others for cues. As will be elaborated upon later,
others' attributions about our own behavior can
significantly influence how we perceive ourselves and can
influence our subsequent behavior.

For those students who previously enjoyed doing
community service, however, dissonance theory cannot
explain the outcome for those students who are then forced
to serve. Bem's (1972) self-perception theory, though, can
explain changes in intrinsic motivation. Because the focus
of this study concerns the effects of mandated service on
subsequent intrinsic motivation, the majority of the
remaining literature review will focus on the work that
has implications for intrinsic motivation and has stemmed
from Bem's theory.

Self-Perception Theory. Bem (1972) explained
self-perception theory with two propositions: one comes to
know his or her own attitudes and internal states by
observing his or her own behavior and making inferences;
and, if the internal cues are weak or ambiguous, one 1s in
the same position as an outside observer, such that one
must rely on external cues to make inferences. In
addition, if constraints to behavior are present, they can

influence how we interpret that behavior. One will use his
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or her own behavior to make inferences about one's own
beliefs and attitudes to the extent that external
contingencies are either non-existent or are very subtle.
For example, if one donates twenty hours of community
service to a homeless shelter because doing so would
fulfill a graduation requirement, one may believe that he
or she is providing service because of that requirement.
If, however, one provides twenty hours of service to a
homeless shelter when no external constraints or
contingencies are present, one may attribute one's
behavior to an internal drive, or intrinsic interest.

Lepper, Zanna, and Abelson (1970) conducted a study
in which children were told that a highly valued toy was
to no longer be played with.! The children were then left
alone during the "temptation period" while unobtrusive
observers noted whether the children began to play with
the toy again. Those children who had been given a mild
threat, as opposed to a severe threat or no threat, were
least likely to engage the toy during the temptation
pericd and reported that they no longer liked the toy.
Lepper et al. found that if the children were told prior

to the temptation period that other children had refrained

‘The classic intrinsic motivation studies were conducted with
children. However, later studies were conducted with young adults,
with similar results. Those studies will be addressed later.
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from playing with the toy when asked, the children in the
mild-threat condition no longer devalued the toy. From a
self-perception perspective, Bem (1972) explained that if
everyone behaves in the same manner, one cannot use this
normal behavior to gain some insight about one's unique
attitude. Thus, one's own attitude is discounted and the
group norm becomes the referent.

More Than Qne Cause: Qverjustification Hypothesis,
Overijustification effects were apparent in the studies of
self-perception theory. Bem (1972) stated that a person is
intrinsically motivated to perform an activity to the
extent that external contingencies are absent. If external
cues are absent, the person will attribute his behavior to
his own internal motivation. Bem explained that an
overijustification effect is present to the extent that
external contingencies cause a person to infer that he or
she did not want to perform the activity, or that he or
she did not believe in the activity.

Numerous studies were conducted in the 1970s that
tested the overjustification hypothesis. Lepper, Greene,
and Nisbett (1973) conducted a study in which children
were observed to be intrinsically motivated to perform a
certain play activity. Children in the Expected-Award

condition were told they would receive a reward for
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performing the activity. Children in the Unexpected-Award
condition were not told about a reward. Children in both
of these conditions received a reward following the
activity. Children in the No-Award condition received no
information about a reward, nor did they actually receive
a reward. In a subsequent free-play period, the children
in the Expected-Award condition spent less time in the
previously intrinsic activity than did the children in the
Unexpected-Award condition or the No-Award condition.
Lepper et al. concluded that if the reward is known prior
to the performance of an interesting activity, the time
spent on the activity following receipt of the reward will
be reduced. Lepper et al. explained that the
.overjustification effect was present, in that the children
in the Expected-Award condition attributed their activity
to the external contingency and not to intrinsic
motivation. When the prospect of reward was no longer
present (in the free-play period), the children who had
previously been induced to perform for a reward spent less
time on the activity they had once enjoyed.

Kelley (1967, 1971) explained that causal
attributions for engagement in a task could be attributed
to the "discounting principle," such that the

"attributor's confidence in the role of a given cause in
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producing an effect is inversely related to the number of
causes that seem plausible" (as cited in Kruglanski, 1978,
p. 25). Eagly and Chaiken (1993) explained the discounting
principle such that when one can find more than one cause
for his or her behavior, one will discount the cause that
once had priority (as cited in Sobus, 1995). In the case
of the Lepper et al. (1973) study, the children were
intrinsically motivated to perform the chosen activity.
Internal motivation, not external rewards, was the
priority; hence, the discounting principle explains the
decrease in intrinsic motivation for those children who
expected and received external rewards.

The implications of the overjustification research
for mandated community service may now be apparent. It can
be reasoned that if students can identify external rewards
as reasons for performing community service, students may
not cite internal motives for.volunteering. If that
happens, students would then tend not to continue to
perform community service once the external rewards are no
longer present. But self-perception theory and the
overjustification hypothesis explain a decrease in
intrinsic motivation only for those who were initially
intrinsically motivated. It is safe to assume that not all

students are intrinsically motivated to perform community
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service. If that is true, self-perception theory and the
overjustification hypothesis would only explain behavioral
changes in those students who could be previously
identified as intrinsically motivated for the activity. In
fact, Lepper et al. (1973) proposed that when initial
intrinsic motivation is very low, reward systems such’as
token economies can serve to raise intrinsic intefest.2

Although self-perception theory and the
overjustification hypothesis may explain only part of the
phenomenon, there is other psychological evidence to
suggest that people will lose intrinsic interest if they
do not have freedom and choice.

Cognitive Evaluation Theory: Self-Determination., Deci
and Ryan (1980) proposed that the level of intrinsic
motivation for an activity depends on one's feelings of
self-determination and freedom; and freedom implies choice
in one's activities. External cues will affect intrinsic
motivation to the extent that they influence one's
perception of locus of causality. If the locus of
causality 1s perceived to be external, intrinsic

motivation will diminish. While Lepper et al. (e.g., 1973)

“However, these researchers caution that such reward systems be used
only when all else has failed because the proper implementation of a
token economy takes a great deal of training, effort, and sensitivity on
the part of the provider.
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proposed that one makes attributions about their own
behavior (internally or externally driven), Deci and Ryan
contend that changes in intrinsic motivation are due to
one's perceptions of self-determination and control. Thus,
one could attribute her behavior to an external source,
but if she still perceives herself to be in éontrol of her
behavior, intrinsic motivation will not diminish. Deci and
Ryan contend that one can feel competent and self-
determined in a situation or not. One's feelings of self-
determination are influenced by external cues. If an
external cue is perceived by the actor as informational,
‘intrinsic motivation should not decrease. If, on the other
hand, an external cue is perceived by the actor as
céntrolling, intrinsic motivation should diminish. Deci
and Ryan note that all behavior takes place in order for
the actor to achieve some outcome. What determines one's
level of intrinsic motivation depends on the perception
one has about personal freedom and control. On a practical
level, researchers who conducted a study of the top
community service programs at community colleges rated
those programs the highest that, among other variables,
afforded students the decision of whether or not to
volunteer and, once in the program, the freedom to enter

and exit at any time (McGuire, 1988/1996). In the context
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of Deci and Ryan's research, students in such a program
should perceive high levels of self-determination and
control and, hence, high intrinsic motivation.

Rigby, Deci, Patrick, and Ryan (1992) suggested,
however, that an intrinsic-extrinsic dichotomy may not be
as useful as would be a recognition of one's self-
perceived autonomy relative to differing contexts. If that
is so, it may be that one's prior level of intrinsic
motivation may not be as important as one's current
perception of self-determination and control in a
particular situation. Thus, if a student felt rather
ambiguous about entering service under a mandate, his
subsequent perceptions of his experiences once under that
mandate would be subject to his perceptions of self-
determination and freedom in that context. Similarly, if a
student had previously been intrinsically motivated to
perform community service, that student, under a mandate,
would have his or her own perceptions of self-
determination. While the overjustification hypothesis
explains decrements in intrinsic motivation only for those
who were previously highly intrinsically motivated, Deci
and colleagues' cognitive evaluation theory could be
applied to people of varying motivations.

Similarly, Kruglanski (1978) asserted that the
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crucial factor in determining whether intrinsic motivation
will change is how one attributes causes of one's
behavior. If one believes that his or her behavior is
externally determined, one will feel that the behavior is
merely a means to an end. To the extent that the behavior
is attributed to internal causes, the behavior will be
perceived by the attributor to be an end in and of itself.
If externally driven, one sees oneself as less
self-determined. Kruglanski and Cohen (1973) point out,
however, that contingencies may be discounted if a person
has consistently behaved in a particular way in similar
situations. But if one can rule out intrinsic motivation,
external causes gain attributional priority. For example,
if one has a history of volunteering, one may discount
external contingencies (mandates). If the external causes
are strong enough, though, they may override internal
attributions. For example, if a service mandate is
presented such that a course grade and the possibility of
graduation are contingent upon completion of the service,
that external contingency may be strong enough to override
an internal attribution of behavior.

Deci and Ryan (1980) further suggested that
constraints on behavior diminish feelings of freedom and

choice, thus linking the behavior to the constraints. When
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the constraint is absent, the behavior diminishes or
disappears. Deci and Ryan, however, do not believe that
extrinsic attributions are solely responsible for
decreases in intrinsic motivation. They suggest that one's
perceptions of self-determination and control are more
important than actual amount of control. The work of
Kruglanski (1978; Kruglanski & Cohen, 1973) and Deci and
Ryan suggests that if one does not see one's behavior as
self-determined, intrinsic motivation for that behavior
may diminish. Self-determination may be diminished in such
situations as mandated community service, where the
student knows that his or her course grade and actual
graduation are in jeopardy if the service is not
completed. These contingencies are strong and may not be
easily ignored by the student.

Exploring the possibility that not only external cues
such as tangible rewards can diminish intrinsic
motivation, Lepper and Greene (1975) demonstrated that
situational cues, such as adult surveillance, determine
how we interpret our behavior. They used a natural
classroom setting to examine the effects of both extrinsic
rewards and adult surveillance on subsequent intrinsic
motivation. Children were to complete puzzles as fast as

they could. Some children expected rewards and others did
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not, but all received rewards. Some children were told
that they were being watched quite often, others were told
they were being watched every now and then, and others
were not watched, nor were they told anything about being
watched. Although the method was different for this study
than had been previously employed (Lepper et al., 1973),
the results were the same. Children who expected and were
given a reward were less likely to show interest in the
activity when rewards were absent. In addition, those
children who thought that they were under adult
surveillance, regardless ¢of whether they were watched
often or watched every now and then, were less likely to
engage in the activity later (under no surveillance) than
were those who were not watched at all. From the
perspective of the self-determination hypothesis, the
surveillance may have been perceived by the children as
controlling their behavior, thus leading the children to
attribute their behavior to an external locus of
causality, and subsequently diminishing the children's
intrinsic motivation.

Pittman, Davey, Alafat, Wetherill, and Kramer (1980)
followed up on the Lepper and Greene (1975) study. Pittman
et al. examined verbal reward in the context of high,

medium, and low surveillance. Subjects were either told
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that they were doing well in solving some puzzles
(informational), or they were told that if they did not
continue to work quickly, their data would be useless
(controlling). Pittman et al. found that the informational
verbal reward did not undermine subsequent intrinsic
interest. Those in the controlling condition, however,
were less interested in the task during a free-choice
period. In addition, there was a significant linear trend
for amount of surveillance, such that those in the high
surveillance condition spent less time on the activity in
a free-choice period than did those in the medium
surveillance condition. Those in the medium surveillance
condition spent less free time on the activity than did
those in the low surveillance condition. These findings
confirm the propositions concerning informational and
controlling events set forth by Deci and Ryan (1980) that
were discussed earlier. Thus, it appears that trying to
meet someone else's goals can diminish intrinsic
motivation.

Another variable of interest for researchers, aside
from tangible rewards and surveillance, is time
constraints. Amabile, DeJong, and Lepper (1976) measured
intrinsic motivation decrements by having participants

complete puzzles in one of four conditions. Participants
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were either given no deadline, an explicit deadline, an
implicit deadline, or were told to simply work quickly.
After 15 minutes, participants were given the opportunity
to do whatever they wanted: continue to work on the
puzzles, read a magazine, sit and do nothing, etc. Those
who were in the explicit and implicit deadline conditions
spent less free time working on the puzzles than did those
in the no-deadline and work-fast conditions. Amabile et
al. concluded that deadlines are situational constraints
that can diminish intrinsic motivation.

Summary. The overjustification hypothesis that
stemmed from self-perception theory indicates that rewards
can diminish intrinsic motivation when the rewards are
specified prior to a manipulation periocd. But the
overjustification hypothesis does not address feelings
about behaviors that were not previously intrinsically
motivating. But constraints, even if rewards are not
present, can also serve to impact intrinsic meotivation. If
the behavior is contingent upon those constraints, the
removal of those constraints may lead to diminished
behavior. In addition, if one perceives his behavior as
self-determined, rather than controlled by some external
force, he is more likely to remain or become intrinsically

motivated.
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While the discussion to this point has focused only
on one's self-attribution, self-perception, and
self-determination, other psychological research suggests
that others' attributions about our behavior can influence
our perceptions and our subsequent actions.

Pr ial B vior: In nall Ex 1l iven?
Fertman (1994) asserted that too often adults view
children as materialistic and uncaring. Fertman went on to
explain that by requiring youth to perform community
service, adults will be able to see these children as
"proactive contributors" to society. However, Fertman's
work was ncot an empirical study; rather, it was more of a
"how to" pamphlet for educators seeking to integrate
service learning into their classrooms. Quigley, Gaes, and
Tedeschi's (1989) empirical work, however, suggests that
people view another's prosocial behavior positively when
the behavior is not constrained or externally motivated.
If, on the other hand, the observer sees the behavior as
externally driven, the observer will discount the behavior
and apply less positive attributions to the performer.
Fertman may be able to say that youths who are forced to
serve are seen by adults as "contributors," but if Quigley
and colleagues' work is any indication, adults may not see

mandated youths as "proactive."”
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Kelley (1967) proposed that one's attributions about
another's behavior could be classified along three
dimensions: consistency, consensus, and distinctiveness.
One 1s seen as consistent to the extent that she always
behaves in a certain way in like situations. One 1is seen
as consensual if others behave in the same manner as she
does in like situations. One is seen as distinctive if she
behaves the same way in different situaticns. To the
extent that one is seen as consistent, not consensual, and
not distinctive, one will be seen by others as internally
motivated. In other words, the person and not the
situation will be seen as the catalyst for the behavior
(as cited in Sobus, 1995).

Leahy (1979) found that both children and adults
were willing to reward actors they perceived to be highly
consistent and minimally distinct. Adults were aware of
situational factors and rewarded prosocial behavior when
it was more difficult to perform and discounted prosocial
behavior when it was required or mandated. This confirms
the discounting principle, such that if external causes
are apparent, observers will discount any internal causes
of behavior; and it connects to Bem's (1972) self-
perception theory, such that if one's self-attributions

are weak or ambiguocus, one will look to others for cues
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about one's own behavior. Similarly, Peterson and Gelfand
(1984) reported evidence of the discounting principle in a
study in which participants were to rate the behaviors of
actors in short vignettes. Peterson and Gelfand found that
if observers know that rewards or coercion are responsible
for the performers' helpful behavior, the observers will
attribute the behavior to social pressures, not to
intrinsic motivation. Specifically, adults rated the
following behaviors from intrinsically motivated to
extrinsically motivated, respectively: helping because of
empathy or for no specified reason; for praise; for
tangible reward, reciprocity, or consensus; out of fear of
criticism; out of fear of physical punishment.

If these studles are any indication, students who are
mandated to serve will not necessarily be seen as
prosocial or altruistic. Accordingly, informational verbal
rewards that adults might otherwise give to volunteers may
not be forthcoming. Hence, intrinsic motivation that may
have been bolstered, or at least maintained, through
informational verbal rewards (Deci & Ryan, 1980) could be
diminished. Not only might the mandated students receive
less praise, they may refer to the adults for clues about
their own behavior (Bem, 1972). If the students perceive

that the adults are attributing the students' behavior to
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external constraints or contingencies, the students'
intrinsic motivation may diminish further.

Sobus (1995) pointed out that not only do others make
attributions about us, but people make attributions about
their own behavior based on their behavior and the
situation in which that behavior occurred. Lepper (1981)
proposed that self-attributions are as important as
others' attributions about ourselves. If we can make
internal attributions about our helpful behavior, we
should continue to be helpful. If we can only attribute
our behavior toc external sources, our behavior is likely
to diminish or cease in the absence of external
contingencies (as cited in Sobus, 1995).

In a study (Grusec, Kuczynski, Rushton, & Simutis,
1978) in which children were either directly told to share
with others or were exposed to an adult model who shared
with others, and in which the children were told that
either they were good children for sharing (internal
attribution) or were told that sharing is good (external
attribution), children shared more with others aftexr
seeing the model's sharing behavior and after they were
given an internal attribution for their sharing. Grusec et
al. explained that those who were told to share were not

very giving later no matter which attribution condition
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they were in. Because they were told to share, they could
not attribute their behavior to some internal disposition.
Those who were in the modeling condition, however, could
have attributed their behavior to either internal or
external cues, so were open to the influence of others'
attributions about their behavior. If they shared after
seeing the model share and were given an internal
attribution for doing so, they continued to share at a
later time and in a different situation.

Grusec and Redler (1980) then conducted another
series of experiments in which young children were given
opportunities to share after they had been exposed to an
adult's attributions about the children's previous
sharing. When children were provided with an internal
attribution (verbal attributions of the children's
dispositions) for their prosocial behavior, children
subsequently shared more with others. When children were
provided with either external attributions (verbal
reinforcements of the behavior itself) or no attributions
for their behavior, they subsequently shared less. Those
in the internal condition also displayed prosocial
behavior in other situations at a later time, while those
who were merely reinforced or who did not receive any

attributions did not. Grusec and Redler concluded that
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attributions about one's character can be generalized by
the individual to other situations in which no rewards or
punishments are present. In contrast, attributions
(reinforcers) about one's specific actions do not appear
to carry over to other situations where external
contingencies are absent. However, Grusec and Redler
cautioned that older children, unlike the younger
children, can generalize reinforcement to other
situations, but that the mechanism by which attributions
(both internal and external) are generalized is still
unclear.

Internal and external attributions are typically
elicited by either rewards or (threats of) punishment. The
discounting principle states that these contingencies can
present such salient external constraints that internal
attributions are diminished (Sobus, 1995). However, it has
been shown that certain rewards can elicit internal
attributions (e.g., Grusec et al., 1978; Grusec & Redler,
1980). Smith, Gelfand, Hartmann, and Partlow (1979) found
that meonetary rewards for sharing led to external
attributions, whereas praise rewards led to internal
attributions. Those who made internal attributions were
more likely to share with others later. Those who were

given both praise and money were more likely to make
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external attributions for their behavior than were those
who received only praise. Rewards, as has been shown
throughout this discussion, can serve to maintain internal
motives, as long as the reward serves as feedback
concerning one's internal drive. What is perhaps most
useful in the context of mandated community service is
that Smith et al. reported that those children who either
received money or were fined for sharing or not sharing
discounted their intrinsic motivation and attributed their
sharing behavior to external contingencies. In contrast,
those who received either praise or mild verbal rebuke for
sharing or not sharing attributed their sharing behavior
to intrinsic motives.

Sobus (1995) contends that while some rewards can
lead to attributions of internal disposition, punishments
do not seem to lead to internal attributions. Sobus
pointed out, though, that not enough research has been
conducted in that area. The point for Sobus was that the
goal that many schools are trying to achieve is one of
facilitating and maintaining prosocial behavior in their
students. But the research has been conducted such that
the researchers encouraged internal attributions in
situations in which the prosocial behavior was requested,

not mandated. When punishments were used, external
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attributions were made. When rewards were used, internal
attributions were made in only those cases in which the
rewards were social praises directed at the actor's
personal disposition and not the activity itself (e.g.,
Grusec et al., 1978; Grusec & Redler, 1980; Smith et al.,
1979). In all of these cases in which internal
attributions were made, the prosocial behavior was
requested, not mandated.

Sobus (1995) also explained that because the aim of
most parents is to instill prosocial behavior in their
children, much of the research has been done throughout
the childhood years. However, the socialization of adults
has not been of as much concern to researchers; yet adults
are faced with rules and regulations on a daily basis.
What has yet to be examined empirically is the possibility
that mandated community service will either reduce a young
adult's prior intrinsic motivation to serve or will
prevent that young adult from ever acquiring an intrinsic
motivation to serve. However, some studies have been
conducted in which young adults either volunteered to help
or were coerced to help. These young adults' subsequent
attributions and prosocial behaviors will be examined
next.

Batson, Coke, Janoski, and Hanson (1978) recruited
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college students to code data. In line with the classic
overjustification research, there were three conditions:
expect pay, receive pay; expect no pay, receive pay; and
expect no pay, receive no pay. Those who expected pay and
were paid saw their work as less altruistic than those in
either of the other two conditions., This confirms thé
overjustification hypothesis. But again, this behavior was
voluntary, not mandated (Sobus, 1985). Other research
{Batson, Harris, McCaul, Davis, & Schmidt, 1979) showed
that when helping behavior was coaxed by a confederate,
those who were led to make an internal attribution were
more likely to help later than were those who were led to
make an external attribution. In addition, after
attributions were made, those who made internal
attributions were more happy than those who made external
attributions. What is interesting is that even though
these participants volunteered, they could still be
induced to make external attributions.

Thomas and Batson (1981) conducted another study with
college students. These researchers reasoned that social
norms, like money, could be perceived by actors as
external constraints. Thus, one who helps under those
social pressures could lose intrinsic interest in helping.

Some participants were led to believe that everyone else
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had helped the experimenter on some unrelated task
(consensus) and these participants were asked to help
also. Thomas and Batson found that those who complied with
the social norm saw their behavior as less altruistic. In
addition, those who felt indebted to another person
reciprocated. These participants felt less altruistic than
did those who helped for reasons other than indebtedness.
Also, this effect was moderated by whether or not the
participant knew that everyone else had helped. When the
participant knew that everyone else had helped and the
participant helped due to social constraint
(indebtedness), the participant's internal attribution of
altruism decreased. Unfortunately, Thomas and Batson
measured only participants' attributions about their
reasons for helping under different conditions, but did
not measure the amount or the quality of actual helping
behavior of participants.

Finally, Thomas, Batson, and Coke (1981) conducted a
study on the premise of self-perception theory, such that
a person perceives his action to be intrinsically
motivated to the extent that it is free from external
constraint or pressure. Thomas et al. reasoned that one
may feel social pressure when exposed to highly helpful

others. Some participants (college students) were exposed
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to vignettes in which people were described as very
helpful. Other participants were exposed to vignettes in
which people were moderately helpful. In addition, some of
the participants were asked to help the researcher on an
extra task while other participants were not. When
participants were exposed to very helpful others before
they were asked to help on the extra task, these
participants saw themselves as less altruistic than those
who were exposed to the moderately helpful others. They
felt that they were only conforming to the social norm.
While these participants did not perceive their
helpfulness as any less trivial than did those in the
moderately helpful condition, they did attribute their
prosocial behavior to external causes.

Summary. The research discussed here suggests that
external contingencies such as rewards and punishments,
social norms, and pressure to comply can cause one to
attribute one's prosocial behavior to an external source.
In the absence of an external contingency such as a
promised reward, it is likely that one will discontinue
the prosocial behavior (if that person is used to
operating under a contingency). In addition, one makes
attributions about one's prosocial behavior that depends

on the situations in which the behavior occurs. If the
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behavior occurs due to a social norm or due to compliance,
one is likely to make an external attribution about one's
motivation to behave prosocially. Without internal
attributions for one's prosocial behavior, one is likely
to discontinue the prosocial behavior unless socially
pressured. Thomas and Batson (1981) warned that society's
expectation that its citizens must serve may undermine
intrinsic rewards for prosocial behavior. If one knows
that "everyone else helped," one may only help when social
norm dictates. Prosocial behavior may be seen not as a
positive reward reflecting one's self-disposition, but as
a way to avoid social censure as one perceives it.

Summary and Hypotheses

Bem's (1972) self-perception theory states that one
comes to know his or her own attitudes and internal states
by observing his or her own behavior and making
inferences; and, if the internal cues are weak or
ambiguous, one is in the same position as an outside
observer, such that one must rely on external cues to make
inferences. In addition, if constraints to behavior are
present, they can influence how we interpret that
behavior. One will use his or her own behavior to make
inferences about one's own beliefs and attitudes to the

extent that external contingencies are either non-existent
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Or are very subtle.

The overjustification hypothesis uses the discounting
principle to explain a decrease in intrinsic motivation
following the receipt of an expected reward. For those who
were intrinsically motivated, the external contingency
(reward) can lead one to discount the intrinsic motivation
and attribute one's behavior to the reward. While the
overjustification hypothesis can explain a decrease in
previously high intrinsic motivation, Deci and Ryan and
colleagues {(Deci & Ryan, 1980; Rigby et al.,, 1982)
specified cognitive evaluation theory, which can explain
changes in intrinsic motivation, depending on one's
perceptions of self-determination in differing situations.
Self-determination can be influenced by such factors as
informational versus controlling rewards, where
informational rewards can serve to maintain or bolster
perceptions of self-determination, and controlling rewards
can serve to diminish perceptions of self~determination.

Both rewards and punishments can affect attributions
one makes about one's own behavior. Verbal rewards, such
as soclal praise, can lead one to attribute cne's behavior
to intrinsic motivation. Tangible rewards, such as money,
can lead one to attribute one's behavior to external

contingencies. Punishments, such as monetary fines, can
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lead one to make external attributions, while mild verbal
punishments can lead one to make internal attributions.

People can make attributions about themselves and
their behavior, but people also can make attributions
about others' behavior. To the extent that one can make an
internal attribution about one's own behavior, one will
feel intrinsically motivated. To the extent that one can
make an external attribution about one's own behavior, one
will feel extrinsically motivated (or less self-determined
and more controlled). In the context of Bem's self-
perception theory, people may use external cues (e.qg.,
others' attributions) to make attributions about their own
behavior if internal cues are weak or absent. Thus, if one
perceives one's behavior as generally externally driven,
others may also make that attribution. If others make an
external attribution about one's behavior, that external
attribution may serve to further diminish one's ability to
make an internal attribution or to feel self-determined.

Thus, the following four hypotheses have been
posited:

1. Those students who have experienced required
community service will be less likely to subsequently
volunteer for a community service activity than will those

students who have experienced voluntary community service.
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2. Those who do subsequently volunteer will have
higher internal attributions and lower external
attributions about their previous work than those who do
not subsequently volunteer. Likewise, volunteers will have
higher intrinsic and lower extrinsic motivation.

3. The type of prior service experience (mandated or
voluntary) one has had, as well as the type of attribution
(internal or external) one has made about that service
experience, will be related to one's type of motivation
(intrinsic or extrinsic) for subsequent volunteerism.

4. Students enrolled in a Senior Capstone course
prior to the implementation of the graduation requirement
will have higher internal attributions and higher
intrinsic motivation than those students enrolled in a
Senior Capstone under the mandate.

Method
Pilot Data

Participants in the pilot study were 361 upper-
division college students at Portland State University
(PSU) . Ages ranged from 19 to 64, with a mean of 26 (SD =
7.28). The majority of the sample was female (63%). A
questionnaire (Appendix A) developed by the author was
administered in order to perform factor analyses and to

test for order effects. Six possible configurations of the
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questionnaire were designed. The questionnaires were then
randomly mixed and distributed to the students.

Sections I, III, and IV were each factor analyzed and
the results are presented in Tables 1, 2, and 3,
respectively. Factor analysis for each Section consisted
of a principle components model first to determine
eigenvalues and was followed by principal axis factoring.
For the Capstone section (Section I), principle components
yielded two factors. Factor 1 (eigenvalue = 6.14)
accounted for 36% of the variance, while factor 2
(eigenvalue = 1.90} accounted for 11%. (A third factor was
extracted with an eigenvalue of 1.12 and accounted for
6.6% of the variance, A scree plot indicated a definite
drop after factor 2.) Oblique (direct oblimin} rotation
was employed with the two identified factors. After
rotation, factor 1 uniquely accounted for 22% of the
variance (common variance = 27%), while factor 2 uniquely
accounted for 15% of the variance (common variance = 21%).
Items 3 and 7 were dropped because although the loadings
(.49 and .45) were somewhat respectable, the goal was to
eliminate any questionable items and to reduce the total
number of items in the questionnaire. Item 9 was dropped
due to cross-loading and items 14 and 17 were dropped due

to low factor loadings (.28 and .33, respectively; see
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Table 1). Factor 1 was labeled "Negative" and factor 2 was
labeled "Positive." Negative refers to a more skeptical or
critical view of the Capstone requirement, while Positive
refers to a more accepting or endorsing view.

For the Attribution section (Section II1I), principle
components yielded two factors. Factor 1 (eigenvalue =
6.57) accounted for 33% of the variance, while factor 2
(eigenvalue = 2.08) accounted for 10%. (Eigenvalues for
factors 3 through 5 ranged from 1.35 to 1.02, with
variances ranging from 6.7 to 5.1. A scree plot indicated
a definite drop after factor 2.) Obligue rotation was used
with the two factors. After rotation, factor 1 uniquely
accounted for 25% of the variance (common variance = 28%),
while factor 2 uniquely accounted for 10% (common variance
= 15%). Items 23 and 33 were dropped due to cross-loading.
Items 28, 31, 34, 36, and 37 were eliminated due to low
loadings (see Table 2). Factor 1 was labeled "Internal”
and factor 2 was labeled "External." Internal refers to an‘
internal attribution and external refers to an external
attribution, where higher scores on the respective factors
indicate a higher likelihood of making that type of
attribution about previous behavior.

Finally, for the Motivation section (Section 1IV),

principle components yielded two factors. Factor 1
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(eigenvalue = 4.49) accounted for 26% of the variance,
while factor 2 (eigenvalue = 2.14) accounted for over 12%
of the variance. (Eigenvalues for factors 3 through 5
ranged from 1.41 to 1.00, but with variances ranging from
only 8.3 to 5.9. A scree plot indicated a definite drop
after factor 2.) After oblique rotation with the two
factors, factor 1 uniquely accounted for 17% of the
variance (common variance = 19%), while factor 2 uniquely
accounted for 14% (common variance = 16%). Items 43, 44,
51, 52, and 54 were dropped due to low loadings (see Table
3). Factor 1 was labeled "Intrinsic"” and factor 2 was
labeled "Extrinsic.” Intrinsic refers to intrinsic
motivation and extrinsic refers to extrinsic motivation,
where higher scores on the respective factors indicate a
higher likelihood of having that type of motivation to
volunteer.

After factor analysis, the mean for each subscale was
computed. Multivariate analysis of variance {(MANOVA) was
used to test for order effects and none were found, Wilks'
A= .88, E(5, 264) = 1.10, p = .33.

Participants (Main Study)

Participants in Sample 1 were 434 college students at

PSU. Ages ranged from 17 to 52, with a mean of 23 (8D =

6.21). The majority of the sample was female (71%).
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Twenty-one percent of the sample were freshmen, 37% were
sophomores, 23% were juniors, 11% were seniors, and 8%
were of "other" categories.

Participants in Sample 2 were 97 college students
from PSU, but were specifically enrolled in "Senior
Capstone”" projects. Senior Capstone projects operate
within interdisciplinary groups of students who perform
community service presumably linked to those students'
academic interests. Some of the sample (n = 58) were drawn
from Capstones during the year prior to the implementation
of a graduation requirement (1996-97). Most of these
students were enrolled in the Capstones voluntarily; that
is, the Capstone curriculum was in the pilot stage and

students were taking the courses as electives. The rest of

i

the sample (n 39) was drawn during the first term undex
the new graduation requirement (1997-98). Ages ranged from
18 to 48, with a mean of 27 (SD = 7.05). The majority of
the sample was female (66%). Seventy-five percent of the
sample were seniors, 13% were juniors, 11% were either
post-baccalaureate or graduate students, and 1%

were sophomores.
M rial

Sample 1. There were two questionnaires for Sample 1

students. Questionnaire 1 asked students what type of
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voluntary service they would be interested in performing,
if any. Type of service was broken into six broad
categories, including an "other" category. This
questionnaire also asked students for their names, phone
numbers, and grade level in college (see Appendix B). A
list of approximately 15 volunteer projects available in
the metropolitan area was also provided to students in
Sample 1. This list provided brief descriptions of each
project, along with a phone number of the sponsoring
agency (see Appendix C for a representative sample; the
actual list varied depending on when data were collected).

Questionnaire 2 (Appendix D) consisted of five
sections addressing the following: Section I presented
participants with information about Portland State
University's Capstone requirement. Participants were asked
to respond to a series of statements, using 6-point
Likert-type scales, regarding their perceptions of the
work required for the Capstone requirement that they would
have to perform.

Section II allowed participants to indicate what
type(s) of community service they have performed, such as
None,

School-Mandated, Court-Mandated, Voluntary, or a

Combination of experiences. Definitions and examples were
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provided for the participants to help facilitate answers.

Section III asked participants to indicate, using 6-
point Likert-type scales, the circumstances under which
that service was performed and how they felt about having
performed that service. (Those who had no prior experience
were instructed to skip to Section IV.) Section III was
designed to ascertain whether participants may have made
internal or external attributions about their prior
service and how they felt, in general, about their prior
service.

Section IV asked participants to indicate, using
6-point Likert-type scales, under what conditions they
would volunteer in the future if given an opportunity.
This section was designed to elicit intrinsic and
extrinsic motivations for volunteering that the students
may have had. Finally, Section V collected sex, age, and
coding (last 4 digits of social security number)
information. In addition, this section asked students how
many hours they were involved in different roles, and
asked how they felt about the course in which they were
currently enrolled.

Sample 2. A questionnaire (Appendix E) consisted of
four sections addressing the following: Section I for

Sample 2 asked students to respond to statements
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concerning the Senior Capstone as a requirement for
graduation. This section was identical to Section I for
Sample 1, except that some of the wording was changed to
reflect the fact that those in Sample 2 were currently
performing a Capstone service.

Section IT asked participants to consider the
community service work they were currently performing as
part of the Senior Capstone project and to respond to
statements concerning their perceptions of the work. These
statements were identical to those in Section III for
Sample 1 (conditions under which service was performed
that would lead to internal or external attributions; the
tense was changed to reflect the current nature of the
work being performed).

Section III for Sample 2 asked students to imagine
they were presented with an opportunity to volunteer for a
community service project in the future and then respond
to statements regarding the conditions under which they
would volunteer. This section was identical to Section IV
for Sample 1 {(to ascertain intrinsic and extrinsic
motivation levels),

Finally, Section IV collected sex, age, and level in
college information. In addition, this section asked

participants how many hours they were involved in
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different roles, and asked how they felt, in general,
about the Capstone project in which they were currently
enrolled.

Measures

Sample 1. In the Capstone section, items 1, 2, 3, 5,
and 7 were regarded as Positive statements about the
Capstone requirement. The higher the scores on these
items, the more positive the participants felt about the
Capstone requirement. Items 4, 6, 8, 9, 10, 11, and 12
were regarded as Negative statements about the Capstone
requirement. The higher the scores on these items, the
more negative the participants felt about the Capstone
requirement (see Appendix D). Confirmatory factor analysis
(CFA) indicated that these items/factors did fit the
model, x? (53, N = 434) = 176.43, p < .0001 (see Table 4).
T values ranged from 8.64 to 21.71; modification indices
ranged from 2.06 to 13.71 (item 3), with the majority
ranging from 2 to 5. The Negative view factor uniquely
accounted for 27% of the variance and the Positive view
factor uniquely accounted for 23% of the variance.
Cronbach's alpha for the Negative factor was .82 and for
the Positive factor was .90.

In the Attribution section, items 13, 14, 15, 1lo6, 18,

20, 22, 23, 24, and 25 were expected to comprise an
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Internal Attribution factor. The higher the scores on
these items, the more likely the participants made an
internal attribution about their previous service
experience (item 15 was reverse scored in subsequent
analyses). Items 17, 19, and 21 were expected to make up
an External Attribution factor. The higher the scores on
these items, the more likely the participants made an
external attribution about their previous service
experience.

CFA indicated that these items/factors were not a
good fit, x*(64, N = 318) = 465.32, p < .0001 (see Table
5). I _values ranged from 5.08 to 9.60; modification
indices ranged from 2.41 to 25.63 (item 21), with all
except item 21 less than 7.65. The Internal attribution
factor uniquely accounted for 33% of the variance, while
the External attribution factor accounted for 10%. With an
adjusted goodness-of-fit index of only .67, however,
exploratory factor analysis was then used to determine a
better fit. Principal components indicated that there were

three factors. Factor 1 (eigenvalue = 5.21) accounted for

almost 40% of the variance, factor 2 (eigenvalue = 1.60)
accounted for over 12%, and factor 3 (eigenvalue = 1.41)

accounted for 11%. (All other factors had eigenvalues less

than .79.) After rotation, item 21 was dropped due to low
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factor lecadings (-.06, .23, and .2% on factors 1, 2, and
3, respectively). After dropping item 21, principal
components indicated that factor 1 accounted for 42% of
the variance, factor 2 accounted for 13%, and factor 3
accounted for 11.5%. After rotation, factor 1 uniquely
accounted for 23% of the variance (common variance = 33%),
factor 2 uniquely accounted for 10% (common variance =
13%), and factor 3 uniquely accounted for 21% (common
variance = 31%). The final factor loadings for the three
attribution factors are given in Table 6. Rather than
finding the expected Internal/External split, analyses
indicated that some of the Internal items could be
regarded as stemming from other people in the environment,
while other items pertained to one's inner feelings. The
former statements all contained the words "they" or
"others," while the latter statements all contained the
word "I" (see Appendix C, items 13 through 25). Cronbach's
alpha for the Internal-Other factor was .84, for Internal-
Self was .86, and for External was .71.

Finally, in the Motivation section, items 26, 27, 33,
34, 36, and 37 were expected to comprise an Intrinsic
Motivation factor. The higher the scores on these items,
the more likely the participants were intrinsically

motivated to volunteer in the future. Items 28, 29, 30,
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31, 32, and 35 were expected to make up an Extrinsic
Motivation factor. The higher the scores on these items,
the more likely the participants were extrinsically

motivated to volunteer in the future. CFA (Table 7)

indicated that there were two factors, x2 (53, N = 434)
515.49, p <‘.0001. T values ranged from 4.47 to 17.53. The
Intrinsic motivation factor uniquely accounted for 22% of
the variance, while the Extrinsic motivation factor
accounted for 19%. Items 28, 33, and 34, however, had
modification indices over 20 and were cross-loading. Those
three items were dropped after reliability analyses also
indicated that doing so would increase alpha. Item 32 was
also dropped due to a low factor loading. Cronbach's alpha
for the Intrinsic factor was .78 and for Extrinsic was
.75.

Sample 2., In this sample, the participants were
currently enrolled in a Capstone course. The guestionnaire
consisted of essentially the same items as in Sample 1,
but the tense of the items was changed to reflect the fact
that the service about which these students were answering
questions was the current Capstone service and not some
service experience in the past. Therefore, the same
item/factor distribution as above pertained to this

sample.
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Because there were only 97 participants in this
sample, confirmatory factor analysis could not be
performed. Therefore, the subscale reliabilities were used
for comparison. Cronbach's alpha for the Positive and
Negative Capstone factors were .86 and .78, respectively;
for the Internal-Other, Internal-Self, and External
attribution factors were .72, .80, and .53, respectively;
and for the Intrinsic and Extrinsic motivation factors
were .75 and .83, respectively.
Pr r

Sample 1., A confederate of the researcher approached
students at Portland State University at the beginning of
their classes and with the respective instructors'
consent. Students were informed that several volunteer
agencies in the Portland area were in need of help. These
projects were legitimate volunteer projects in the area.
Students were told that they were under no obligation to
volunteer for any project, but were told that their help
would be appreciated. They were informed that their
decision to volunteer or not volunteer would in no way
affect their course grade or their standing at Portland
State University. The confederate distributed to all
students the list of volunteer projects available (see

Appendix C).
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Next, the confederate distributed Questionnaire 1

(Appendix B) and informed students that their answers were
needed to provide the volunteer agencies with a better
understanding of the types of projects volunteers are most
interested in and to ascertain which students (Freshmen,
Sophomores, etc.) are most likely to be interested.
Students were told that if they indicated an interest in
volunteering, they may receivée a phone call from an
agency, but generally, all interested students were
expected to call the agencies with whom they would like to
work in order to set up a time to meet. Students were told
that whether or not they were interested in volunteering
at that time, all of the other information (name, phone
number, and grade level) was still necessary if volunteexr
agencies are to better serve their communities. Finally,
students were told that if they decided not to volunteer
at that time, they would not be contacted by any agency at
any time. (Actually, no one was contacted by any agency.
The researcher wanted to determine who those students were
who were most intrinsically motivated to volunteer. It was
reasoned that i1f a student was first asked to supply his
name, he would then be more honest about whether or not he
would volunteer.) The confederate then collected the

questionnaires from all participants and inserted them
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into a manila envelope designated for that particular
class. All students were encouraged to keep and use the
list of volunteer projects.

Approximately ten days later, Questionnaire 2
(Appendix D) was distributed to the same students, but by
a different confederate. The students were told that the
researcher was studying students' attitudes toward
volunteerism. The students were told that their
participation was voluntary and that their names would not
be collected. Students were told that it takes
approximately 15 minutes to complete the questionnaire and
that they could discontinue their participation at any
time. When the participants completed their
questionnaires, they put them into a manila envelope. A
different manila envelope was used for each different
course so that analyses could be performed indicating
whether students differ with regard to feelings concerning
course content and individual instructors.

Sample 2. The questionnaire for Sample 2 (Appendix E)
was distributed to students performing community service
for Senior Capstone projects at Portland State University.
These questionnaires were distributed toward the end of
the term so that students could make informed judgments

about the course. Students were told that the researcher
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was studying students' attitudes toward the Senior
Capstones and community service in general. The students
were told that their participation was voluntary and that
their names would not be collected. Students were told
that it takes approximately 10 minutes to complete the
questionnaire and that they could discontinue their
participation at any time. When the participants completed
their guestionnaires, they put them into a manila
envelope. A different manila envelope was used for each
different course so that analyses could be performed
indicating whether students differ with regard to feelings
concerning course content and individual instructors.

Confidentiality and Debriefing, After Questionnaire 1
data were collected from each class (Sample 1)}, the
researcher matched names with student identification
numbers from class rosters and then cut off the names and
phone numbers on Questionnaire 1. The names and phone
numbers were shredded and discarded prior to the
collection of data from Questionnaire 2.

Following the completion of data collection, each
instructor whose students were solicited for information
received a packet of debriefing sheets to hand out to his
or her students. This sheet informed the students about

the nature of the study and provided them with the names
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of those to contact should they have questions or concerns
(see Appendix F).

Results

Data generated by students from different courses
(within each Sample) were analyzed to ensure that the
students did not differ, between courses, in their
opinions of the courses and/or instructors. If, for
example, there were significantly more volunteers from a
particular course than from all other courses, it may have
been that that course and/or instructor had had a
significant impact on the students relative to their
volunteerism. The mean for each course for the four items
combined (numbered 38 through 41 for each Sample; see
Appendix C) measuring students' attitudes toward their
respective classes and instructors were compared with a
one-way analysis of variance (ANOVA; Cronbach's o for the
four-item scale = .91). There were no significant
differences between classes, EF(10, 423) = 1.61, p > .05.

For Hypothesis 1, a chi-square test was performed to
examine whether those who had had volunteer experience
were more likely to volunteer than were those who had had
mandated experience. Those who had had volunteer
experience (which could have included an elective course

in school) were compared with those who had had required
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service, but no significant difference was found, x?*(1, N
= 92) = 1.40, p > .05 (see Table 8). A second chi-square
analysis was planned, but due to the low sample size (n =
9), the analysis was not performed. That chi-square was
designed to compare those who had had school elective
experience only with those who had had school mandated
experience only. There were only 2 students who had taken
electives, both of whom were willing to volunteer, and the
same 7 as above who had taken required courses, of which 1
was willing to volunteer.

For Hypothesis 2, two MANOVAs were used, with
volunteer choice as the independent variable each in
analysis (0 = did not volunteer, 1 = did volunteer). For
the first MANOVA, composite score means of the Internal-
Self, Internal-Other, and External attribution factors
were the dependent variables. It was expected that those
who volunteered would have higher internal attributions
than those who did not volunteer, and that those who
volunteered would have lower external attributions than
those who did not volunteer. Results indicated that there
were no significant differences, Wilk's A = .98, F (3,

131) = .94, p > .05. For the second MANOVA, the composite
score means for the Intrinsic motivation and Extrinsic

motivation factors were the dependent variables. It was
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expected that those who volunteered would have higher
intrinsic motivation than those who did not volunteer, and
that those who volunteered would have lower extrinsic
motivation than those who did not volunteer. Results
indicated that there was a significant difference in
motivation, Wilk's A = .91, E(2, 181) = 8.42, p < .0001.
Univariate EF tests indicated that those who volunteered (M
= 4.93) had higher intrinsic motivation than those who did
not volunteer (M = 4.35), E(1, 182) = 16.84, p < .001. The
other F test indicated no significant difference between

volunteers (M = 1.67) and non-volunteers (M = 1.83) on

extrinsic motivation, E(1, 181) = 1.63, p = .20. All

composite score means and means of individual items are
given in Table 9.

For Hypothesis 3, two multiple regression analyses
were run, one with Intrinsic motivation as the dependent
variable and the other with Extrinsic motivation as the
dependent variable. Each regression had the following
independent variables: the three Attribution factors
(Internal-Other, Internal-Self, and External), type of
prior community service (0 = voluntary, 1 = required), and
the three interaction terms. For Intrinsic motivation, the

regression was significant, EF(7, 310) = 18.14, p < .0001,

R?2 = .29. An examination of the wvariables indicated that
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the Internal-Self factor was the only significant
variable, £(317) = 7.08, p < .0001, such that those with a
higher Internal-Self mean were more intrinsically
motivated to volunteer, b = .39, SE b = .05. Table 10
contains the bs, standard errors, and Bs for all the
variables.

For Extrinsic motivation, the regression was also
significant, E(7, 310) = 11.14, p < .0001, R? = .20. The
only two significant variables were the Internal-Self
factor and the External factor, t(317) = 2.56, p = .01 and
L(317) = 4.76, p < .0001, respectively. Those with a
higher Internal-Self mean were less extrinsically
motivated to volunteer, b = -.13, SE b = .05. Those with a
higher External mean were more extrinsically motivated to
volunteer, b = .23, SE b = .05. Table 11 contains the bs,
standard errors, and (s for all the variables.

Prior to conducting the analysis for Hypothesis 4,
the mean of the four items (38 through 41) that measured
Capstone students' feelings about the course and the
instructor was obtained (Cronbach's o = .90). An ANOVA
was used to determine whether students differed, between
voluntary and required Capstones, on these general
feelings. Results indicated no significant difference,

E(1, 95) < 1.00, p > .05.
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For Hypothesis 4, a MANOVA was used to ascertain
whether students in the voluntary Capstones had higher
internal attributions, higher intrinsic motivation, and a
more positive view of the Capstones than did those in the
required Capstones. The result of the MANOVA was
significant, Wilk's A = .80, E(7, 89) = 3.21, p < .005.
Univariate F tests revealed that those in the required
Capstones (M = 3.32) had a more negative view of the
Capstones than did those in the voluntary Capstones (M =
2.71)y, E(1, 95) = 8.73, p < .005. In addition, those in
the required Capstones (M = 2.53) made more external
attributions about the Capstone experience than did those
in the voluntary Capstones (M = 1.87), F(1, 95) = 12.41, p
< .001. However, those in the required Capstones (M =
1.70) were not more extrinsically motivated to volunteer
in the future than were those in the voluntary Capstones
(M = 1.45), E(1, 95) = 4.65, p = .12, although the means
were in the direction hypothesized.

Another way of looking at the Capstones, however, was
to compare those who took it as an elective versus those
who took it as a requirement, regardless of the term in
which the course was taken. For example, some of the
students who took the course before the requirement began

were still taking it to fulfill the requirement. Likewise,
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some students taking the course during the term the
requirement began were not taking the course to fulfill
the requirement, but were taking it simply out of
interest. Thus, another MANOVA was conducted with the
reason for taking the course as the independent variable.
The result of the MANOVA was significant, Wilk's A = .81,
E(7, 89) = 2.89, p < .0l1. Univariate E tests revealed that
those taking a Capstone as a requirement (M = 3.24) had a
more negative view of the Capstones than did those taking
a Capstone as an elective (M = 2.59), E(1, 95) = 10.33, p
< .005. Those in the elective Capstones (M = 4.59) had a
more positive view about the Capstones than did those
taking a Capstone as a requirement (M = 4.04), F(1, 95) =
5.76, p < .02. Those taking a Capstone as a requirement (M
= 1.75) were more extrinsically motivated to volunteer in
the future than were those taking the Capstone as an
elective (M = 1.42), F(1, 95) = 5.56, p < .01. Finally,
those taking the Capstone as an elective (M = 4.85) were
more intrinsically motivated to volunteer in the future
than were those taking the Capstone as a requirement (M =
4.40), E(1, 95) = 5.28, p < .03. Table 12 ccntains item
and composite score means for the students taking the
Capstones as an elective and as a requirement.

Discussion
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The hypothesis that students who have had volunteer
experience would be more willing than those with required
service to volunteer for a community service activity was
partially supported by the data. When including all types
of volunteer service and all types of required service
{(but not combinations of service), there was no
significant difference regarding who would volunteer. This
finding may reflect the general volunteerism rate of the
current sample. Regardless of prior experience, 38% of the
sample was interested in volunteering. Table 8 shows that
that volunteerism rate held up for those who had
previously volunteered, but not for those who had served
under a mandate. Because there were far more students who
had had volunteer, rather than required, experience, the
scale was tipped, so to speak, rendering the chi-square
analysis non-significant. It should be noted that students
were asked if they were interested in volunteering, but
whether they actually volunteered was not measured. It
could be assumed that although 38% were willing to
volunteer, some percent less than that actually did
volunteer. Thus, the measure of intrinsic motivation may
be better tested when students actually do volunteer
rather than when students only say they are willing to

volunteer. For example, the questionnaire data may reflect
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an above average intrinsic motivation, but the willingness
to volunteer would probably be less than average, and the
actual occurrence of volunteerism would be less still.

The second hypothesis was designed to ascertain
whether the tendency to volunteer or not was due to the
types of attributions students may have made about their
service experiences. Ideally, the analysis would have
included only those who had had school-based service, but
due to too few students who fell into that category, all
students who had had either volunteer or required service
(including service outside the school context) were used.
There were no significant differences between those
interested in volunteering and those not interested
regarding internal and external attributions. However,
concerning intrinsic and extrinsic motivation to
volunteer, there was a significant difference, such that
those who were interested in volunteering were more
intrinsically motivated than were those who were not
interested in volunteering.

There were also a couple of significant findings
concerning the attributions made about previous service on
motivation to volunteer. The higher the internal-self
attributions one was likely to make, the higher was his or

her intrinsic motivation to volunteer. The higher the
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external attributions one was likely to make, the higher
was his or her extrinsic motivation to volunteer. Table 13
is a summary of the attribution and motivation findings.

The hypothesis regarding the Capstone sample was
significant. In general, those who were enrolled in the
required Capstone courses had more negative feelings about
the Capstone requirement, made more external attributions
about their service work, and were more extrinsically
motivated to volunteer than were those enrcolled in the
voluntary Capstone courses.

In examining the above results, it appears that
forcing students to perform community service in order to
graduate may be detrimental to their intrinsic motivation
to velunteer (or, at least, does not significantly enhance
intrinsic motivation). However, the current study still
does not answer exactly how that occurs. First, as noted
above, the study, at best, can only show correlations
among the attribution and motivation factors. To show that
required service causes a decrease in intrinsic
motivation, one must establish a baseline motivation for
all participants before they are exposed to service (at
the beginning of the Capstone courses, for example). What
this study does show is that those who were required to

serve had less intrinsic motivation than did those who had
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volunteered, the opposite of the goal to foster
volunteerism. Second, the findings concerning intrinsic
and extrinsic motivation were more indicative of future
volunteerism than were the findings concerning
attributions. It may be that some students are making
attributions which would lead to certain motivations, but
if that were so in most or all cases, the hypothesis
predicting that internal attributions would lead to
volunteerism should have been significant. Instead, only
intrinsic motivation led to volunteerism.

It is apparent that either students are intrinsically
or extrinsically motivated because of some phenomenon
aside from attributions, or that the attribution measures
used in this study were not adequate. In the former case,
it may be that cognitive evaluation theory could explain
motivation. Cognitive evaluation theory posits that those
who feel self-determined and in control of their behavior
are more likely to maintain or even develop intrinsic
motivation. Although a few of the items in the current
questionnaire tapped into the area of control, most of the
items were designed to ascertain the environment in which
the service took place. Although a subtle difference, it
is reasonable to ponder a rewriting of the questionnaire

with a goal of capturing self-determination and control
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more specifically. In examining the latter case, it
appears that the attribution factors were fairly healthy
in terms of reliability, and were actually somewhat better
than the motivation factors. Thus, the argument that the
measures were not performing well enough to yield
significant results seems inadeguate. However, while the
attribution factors were fairly reliable, their wvalidity
should be examined. For example, in the main study, the
confirmatory factor analysis extracted three attribution
factors, not two. Four items were termed "internal-self"
for this study and it was that factor that was
significantly related to intrinsic motivation {(and was
inversely related to extrinsic moctivation). However, the
internal-other factor was not as strong as the internal-
self factor. In further examination of those items, the
internal-~other factor may be measuring the environment in
which an internal attribution is likely to be made, while
the internal-self factor seems to be a more direct
assessment of an attribution being made. Likewise, the
external factor, made up of items concerning rewards and
punishments, may be measuring an environment in which one
would be likely to make an external attribution, rather
than measuring an external attribution directly.

In a closer examination regarding the attribution
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factors, it can be seen that the hypothesis predicting
that attributions would lead to volunteerism was not
significant, while the hypothesis that attributions would
lead to a certain motivation was significant. For example,
an internal-self attribution led to intrinsic motivation
and an external attribution led to extrinsic motivation.
Further, as internal-self attributions led to intrinsic
motivation, intrinsic motivation led to volunteerism.
While the attribution may not be strong enocugh to predict
volunteer rates directly, it appears to at least be useful
in predicting motivation. Thus, although attributions may
not predict volunteerism rates directly, a dismissal of
attributions in the context of volunteerism would be
unwise. Based on the current findings, attributions do
play a role in motivation and volunteerism. However, an
examination of self-determination and control, in addition
to attributions, may yield more conclusive results about
how one decides to volunteer or not. The above discussion
sets up a path analysis that should be studied in further
research. The interplay between attributions, self-
determination, and motivation should prove fruitful.
Finally, in light of the discussion above about the
validity of the attribution factors, one may want to

explore how the environment influences attributions
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directly and how the environment may affect motivation
indirectly. For example, can an inference be made from an
examination of the environment, or must attributions (or
cognitive evaluations) be assessed directly?

In examining the results of the Capstone hypothesis,
it can be seen that those who were required to serve were
more negative about required service, were more likely to
make external attributions about their current service,
and were more extrinsically motivated to volunteer in the
future. These students were not asked to volunteer because
they were already serving in the Capstones.

There were a couple of problems with the External
attribution factor, however. In the main study, item 17
(mild verbal scolding) was expected to load on an Internal
factor, but actually loaded quite well on the External
factor along with item 19 (removal of rewards; Cronbach's
alpha was .71). It could be that students were simply
lumping punishments into one category because the
experience they were remembering was relatively distal. In
the Capstone study, items 17 and 19 did not seem to work
as well together. Cronbach's alpha was only .53. Here, the
students were reporting their feelings about a proximal
experience and, thus, may have been better able to

distinguish between types of punishments. Questionnaires



Effects of School-Mandated 69
used in motivation research, then, should probably be used
to assess very recent experiences rather than just any
experience that can be remembered.

It could be argued that it is not the nature of the
service itself (voluntary or required} but the environment
in which the service takes place that determines
particular attributions. Indeed, it was noted earlier that
the questionnaire items were designed to ascertain the
environment in which the service took place. What may be
important, though, is not the objective environment, but
the perceived environment. If, for example, it is known
that praise helps to spur internal attributions, one could
simply throw in a leot of praise in the required service
settings to try to bring about internal attributions. A
post hoc examination of the Capstone data, however,
revealed that those in the voluntary (M = 4.49) and
required (M = 4.67) Capstones did not differ in the amount
of "niceness," "praise," "feedback," or "worthiness" they
perceived from others, L£(95) = .89, p > .05. Those items
(13, 14, 16, and 20) were regarded as descriptive of what
could happen in either type of service situation, yet they
alone did not determine whether students would make
internal or external attributions. In fact, the mean for

those in the required Capstones was slightly higher than
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for those in the voluntary Capstones. It may be that
instructors of the required Capstones tried to be more
positive about their students' service, but it appears
that the nature of the service itself (voluntary or
required) may be too salient to be overcome by a positive
environment.

A word of caution is in order regarding the Capstone
analyses. Due to selection bias, the significant
differences between the elective and required Capstones on
virtually all of the factors must be viewed accordingly.
For example, those who took the Capstone as an elective
should be assumed to have had a fairly high intrinsic
motivation compared to those who took it to fulfill the
requirement. On the other hand, it must be remembered that
one of the goals of school-mandated service is to teach
students to volunteer, to be responsible citizens once
they leave school. In that light, the fact that students
who were nearing completion of required Capstones were
significantly less intrinsically motivated and
significantly more extrinsically motivated to volunteer in
the future should be examined further.

Although no qualitative analyses were performed, it
should be noted that some students made comments to the

researchers and in the margins of the questionnaires that
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they were interested in volunteering only to get work
experience or to get a reference for future work
prospects. Future research should include in
questionnaires items reflecting this fact. If students are
volunteering to better their employment situations, that
would certainly be reflective of extrinsic motivation.

Relatedly, it should be noted that the purpose of the
current study was to determine whether required service
would reduce intrinsic motivation, or heighten extrinsic
motivation, to volunteer, but not to judge the academic or
work-related value of school-based required service.
Indeed, studies have shown that community-based learning
can enhance academic performance (e.g., Markus et al.,
1993). Most schools requiring community service cite
enhanced learning and the attainment of work skills as
goals, but they also state as a goal the promotion of
"citizenship," "community-mindedness," or volunteerism.
While it is important to enhance learning and work skills,
the trade-off appears to be a somewhat lower intrinsic
motivation (compared to elective service) to volunteer in
the community. Whether schools are willing to accept this
trade-off has yet to be seen, but it is hoped that schools
will not simply remove the goal of the promotion of

volunteerism in order to bypass the failure to meet that
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goal. In fact, it is not apparent that schools are
tracking whether their graduates are volunteering in the
community once they leave school. Thus, the goal may be
moot anyway. The goal of promoting volunteerism is a noble
one, but the current study suggests that the best way to
meet that goal may be to provide an environment of
volunteerism which should include the offering of

community service electives.

Table 1
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FPactor Loadings for the Capstone Section (Pilot Data)
Factors
Items 1 2

1. Capstone is good

2. Comm. serv.

is good

3. Forcing is wrong

4. Gain work skills

5. Takes too much time

6. Better person

7. Won't be unique

8. Would rather

volunteer

9. Wish volunteer would count

10. Utilize knowledge/skills

11. Schoel runs
12. Worried Cap
13. Others will
14. Enrolled at
15. Only do Cap

16. Feel better

my life

won't satisfy
slack off

PSU for Cap
to graduate

if not required

17. Would do Cap anyway

.49

.72

.45
.57
.25
-.23
.64
.69
.53
.C5
.51

.69

.66

.64

.63

-.02

.61

.68

.13

.09

.28

-.21

.04

.33

N = 361, r = -.32.
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Table 2

Factor Loadings for the Attribution Section {(Pilot Data)

Factors

Items 1 2

18. They were nice to me .59 -.17
19. I was praised by others .72 -.04
20. No one paid attention -.54 .05
21. Feedback from others .70 .20
22. Others' standards (scold) .05 .53
23. Had to meet deadlines .41 .30
24. Told 1 was good person .58 .03
25, Others' standards {(punish) .03 .67
26. Told task worthwhile .66 .03
27. Benefits removed ~.03 .73
28. Not much say in work ~.25 .28
29. I enjoyed my service .70 -.18
30. I feel T had control .55 ~.14
31. Stopped without reprimand .14 ~-.30
32. I was doing special work .71 -.18
33. I did not enjoy my service -.41 .37

(Table continues)
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Factors

ITtems 1 2

34. I am a good person .47 -.03

35. I was glad to help .71 -.17

36. I felt I had to perform .24 .34

37. Everyone else was serving .16 .30

N = 270, £ = -.31.
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Table 3
Factor Loadings for the Motivation Section (Pilot Data)
Factors
Items 1 2
38. I would enjoy helping -.84 .03
39. Would make me feel good ~-.72 .16
40. Help if nothing better .22 .56
41. Volunteer if friends do .16 .64
42. Volunteer if family does ~.08 .46
43. Don't have time .29 .31
44. Everyone else is doing it .24 .28
45. School has taught me to -.13 .48
46. I would feel like a loser -.24 .43
47. Only vol. to get degree .56 .33
48. Only to receive reward .49 .35
49. Only if no one watching .19 .51
50. Because I am helpful ~-.68 .08
51. Only if supervised .03 .34
52. Not if deadlines .13 .39
53. Any circumstance -.46 .01
54. Only for certain problem .13 .06

N = 361, r = .26.
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Table 4
CFA Factor lLoadings for the Capstone Section
{Main Data)

Factors
Items Negative Positive
1. Capstone is good .87
2. Comm. serv. 1s good .83
3. Gain work skills .77
4. Takes too much time .68
5. Better person .74
6. Would rather volunteer .63
7. Utilize knowledge/skills .79
8. School runs my life .76
9. Worried Cap won't satisfy .52
10. Others will slack off .46
11. Only do Cap to graduate .70
12. Feel better if not required .59
N = 434, r = ~-.80, Root Mean Square Residual (RMSR) =

.086, Goodness-of-Fit Index (GFI) = .935, Adjusted GFI

(RGFI) = .905.
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Table 5

CFA Factor Loadings for the Attribution Section

(Main Data)

Factors
Items Internal External
13. They were nice to me .53
14. I was pralsed by others .63
15. No one paid attention -.54
16. Feedback from others .58
17. Others' standards {(scold) .69
18. Told I was good person .54
19. Others' standards {punish) .80
20. Told task worthwhile .65
21. Benefits removed .35
22. 1 enjoyed my service .84
23. I feel I had control .57
24. I was doing specilal work .78
25. I was glad to help .81

N =318, xr = -.32, RMSR = .165, GFI = .768, AGFI = .671.
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Table 6

Correlation Matrix and Factor Loadings for the

Attribution Section (Main Data)

Factors
Items Int-Other External Int-Self
Internal-Other -
External -.23 -
Internal-Self ~.58 .18 --
13. They were nice to me .44 ~-.18 -.11
14. I was praised by others .90 .04 .09
15. No one paid attention .66 -.10 .03
16. Feedback from others .69 .18 -.09
17. Others' standards ({scold) .09 .76 .08
18. Told I was good person .62 .04 -.04
19. Others' standards (punish) -.11 .74 ~-.07
20. Told task worthwhile .59 -.13 -.13
22. I enjoyed my service .10 -.10 -.79
23. I feel I had control -.06 .04 -.68
24. I was doing special work .01 .06 -.88
25. I was glad to help .10 -,07 -.74

N = 434.
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Table 7

CFA Factor Loadings for the Motivation Section

"N

(Main Data)
Factors

Items Intrinsic Extrinsic
26. I would enjoy helping .89
27. Would make me feel good .76
28. Help if nothing better .45
29. Veolunteer if friends do .88
30. Volunteer if family does .87
31. School has taught me to .51
32. I would feel like a loser .25
33. Only vol. to get degree .62
34, Only to receive reward .54
35. Only if no one watching .43
36. Because I am helpful .62
37. Any circumstance .49

434, r = -.42, RMSR = .185, GFI .815, AGFI = ,728.
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Table 8
Observed and Expected Counts and Row Percents for
Veolunteers With FEither Volunteer or Reguired

Previous Service

Willing to Not Willing
Volunteer to Volunteer
Volunteer 31 54
Experience 29.6 55.4
36.5% 63.5%
Required 1 6
Experience 2.4 4.6
14.3% 85.7%

Note, Volunteer experience includes school

electives. Reqgquired experience includes court
mandates. Neither category includes combinations
of experiences.

N =92, p> .05.
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Table S
Item and Composite Score Means Sample
Sample 1 Spr. Cap Fall Cap

Items M sD M 8D M 2D
1. Capstone is good 3.69 1.50 4.98 1.25 4.25 1.37
2. Comm. serv. 1is good 3.68 1.58 4.59 1.46 4.64 1.29
3. Gain work skills 3.58 1.46 4.25 1.58 3.64 1.47
4. Takes too much time 3.75 1.45 3.03 1.60 3.24 1.33
Z. Better person 3.58 1.43 4.12 1.42 3.67 1.60
&. Rather volunteer 4.09 1.56 3.05 1.61 3.64 1.68
7. Use knowledge/skills 3.61 1.26 4.46 1.45 4.04 1.42
8. School runs my life 3.13 1.63 2.08 1.42 2.57 1.43
9. Cap won't satisfy 4.13 1.39 3.30 1.57 3.96 1.64
10. Others will slack 4.29 1.28 2.83 1.44 3.36 1.54
i1. Only to graduate 3.62 1.65 2.14 1.52 3.25 1.62
1Z. Better 1f not req. 4.07 1.54 2.53 1.63 3.22 1.45
13. They were nice to me 5.27 .89 5.18 1.06 5.33 0.90
14. Praised by others 4.70 1.24 4.29 1.43 4.41 1.14
15. No one paid attn 2.27 1.31 2.17 1.23 2.17 1.09
16. Feedback from others 3.98 1.41 4.14 1.48 4.38 1.15
17. I was scolded 1.81 1.21 1.82 0.86 2.73 1.40
18. Told I was good 4.32 1.36 3.95 1.55 3.99 1.42
19. I was punished 1.49 0.91 1.91 1.03 2.33 1.25
20. Told task worthwhile 4.98 1.11 4.45 1.34 4.57 1.32

(Table continues)
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Sample 1 Spr. Cap Fall Cap
Items M SD M SD M SR
21. Benefits removed .67 1.28 .03 1.42 .26 1.29
22. I enjoyed my service .05 1.17 .79 1.40 .38 1.26
23. I feel I had control .36 1.49 .21 1.37 .07 1.50
24. Work was special 17 1.29 .31 1.38 .20 1.37
25. I was glad to help .16 1.09 .87 1.42 .99 0.97
26. Would enjoy helping 12 1.06 .24 0.95 .28 0.92
27. I would feel good .03 1.15 .98 1.17 .20 1.11
28. If nothing better .59 1.42 .24 1.42 .46 1.35
29. vVol. if friends do .83 1.13 .44 0.88 .72 1.00
30. Vol. if family does .61 0.98 .41 0.77 .54 0.92
31. School taught me to .61 0.88 .41 0.77 .70 0.94
32. Feel like a loser .17 1.16 .61 1.08 .14 1.55
33. Vol. to get degree .87 1.28 .44 0.99 .67 1.07
34. To receive reward .56 1.06 .32 0.90 .54 0.80
35. If no one watching .04 1.28 .56 1.10 .83 0.97
36. Because I am helpful .58 1.25 .46 1.34 .70 1.38
37. Any circumstance .52 1.52 .54 1.76 .54 1.50
Positive Capstone .63 1.22 .44 1.18 .05 1.09
Negative Capstone .87 1.04 .71 1.00 .32 0.98
Internal-Self Attr .84 1.07 .55 1.13 .41 0.9¢6
Internal-Other Attr .66 0.91 .46 0.95 .57 0.65
External Attribution .65 0.94 .87 0.75 .53 1.11

(Table continues)
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Sample 1 Spr. Cap Fall Cap
Items M sD M SB M sD
Intrinsic Motivation 4.56 0.98 4.56 1.02 4.68 0.93
Extrinsic Motivation 1.77 0.75 1.45 0.73 1.70 0.76

Note. Items 1 through 25 were in the present tense in the Capstone

guestionnaire. Spring Capstones were voluntary; Fall Capstones were
required. N = 434 for Sample 1 items 1 through 12 and 26 through 37
and for all factors except Attributions; n = 318 for Sample 1 items
i3 through 25 and for the Attribution factors. N = 59 for Spring
Capstcones, all items and factors; n = 38 for Fall Capstones, all

items and factors.
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Table 10

Regression Weights for Intrinsic Motivation

Independent Variables b SE b B t value o}
Internal-Other .08 .06 .07 1.24 .22
Internal-Self .39 .05 .45 7.08 .0001
External .02 .05 .02 0.33 .74
Type -.13 .88 -.04 0.15 .88
Int-Other x Type -.28 .22 -.39 1.28 .20
Int-Self x Type .22 .15 .31 1.46 .14
External x Type .05 .15 .03 0.31 .74

Note. Type is a categorical variable describing previous
service experience, where 0 = all volunteer experiences
and 1 = all required experiences.

N = 318, E(7, 310) = 18.14, p < .0001, R%2 = .29,

Adj. R? = .27.
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Table 11

Regression Weights for Extrinsic Motivation

Independent Variables b SE b B8 L value o]
Internal-Other -.06 .06 -.06 0.98 .33
Internal-Self -.13 .05 -.17 2.56 .01
External .23 .05 .27 4.76 .0001
Type .43 .81 .16 0.53 .60
Int-Other x Type -,33 .20 ~.53 1.66 .10
Int-Self x Type .26 .14 .41 1.84 .07
External x Type .15 .14 .13 1.07 .28

Note. Type is a categorical variable describing previous
service experience, where 0 = all volunteer experiences
and 1 = all reguired experiences.

N = 318, F(7, 310) = 11.14, p < .0001, RZ = .20,

Adj. R? = .18.
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Table 12

Item and Composite Score Means by Reason for Taking Capstone

As Elective As Requirement
Items M SD M sD
1. Capstone is good 4.86 1.15 4.34 1.41
2. Comm. serv. is good 4.86 1.33 4.42 1.41
3. Gain work skills 4.40 1.35 3.71 1.66
4. Takes too much time 2.72 1.50 3.43 1.43
5. Better person 4.16 1.48 3.77 1.50
6. Rather volunteer 3.07 1.61 3.45 1.69
7. Use knowledge/skills 4.70 1.21 3.97 1.55
8. Schocl runs my life 1.93 1.16 2.55 1.58
9. Cap doesn't satisfy 3.12 1.51 3.91 1.64
10. Others slack off 3.12 1.53 2.97 1.47
11. Only to graduate 1.78 1.29 3.21 1.63
12. Better if not req. 2.38 1.57 3.14 1.54
13. They are nice to me 5.17 1.02 5.22 1.00
14. Praised by others 4.34 1.4¢6 4.33 1.20
15. No one pays attn 2.02 1.06 2.29 1.26
16. Feedback from others 3.96 1.57 4.46 1.12
17. I am scolded 1.90 1.01 2.40 1.27
18. Told I am good 3.75 1.61 4.14 1.38
19. I am punished 2.03 1.12 2.10 1.15

{Table continues)
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As Elective

88

As Requirement

Items M SD M SD
20. Told task worthwhile 4.59 .22 4.42 1.41
21. Benefits removed 1.78 .94 2.39 1.59
22. I enjoy my service 4.92 .26 4.41 1.39
23. I feel I have control 4.36 .36 3.99 1.46
24. Work is special 4.38 .46 4.18 1.30
25. I am glad to help 5.16 .23 4.73 1.25
26. Would enjoy helping 5.40 .93 5.14 0.93
27. I would feel good 5.23 .09 4.94 1.18
28. If nothing better 1.95 .21 2.62 1.46
29. Vol. if friends do 1.26 .54 1.79 1.11
30. Vol. if family does 1.28 .70 1.60 0.90
31. School taught me to 1.35 .78 1.66 0.88
32. Feel like a loser 1.81 .31 1.82 1.31
33. Vol. to get degree 1.23 .53 1.77 1.24
34. To receive reward 1.33 .00 1.47 0.74
35. If no one watching 1.42 .82 1.86 1.18
36. Because I am helpful 4.93 .03 4.25 1.51
37. Any circumstance 3.86 .17 3.29 1.53
Positive Capstone 4.59 .02 4.04 1.21
Negative Capstone 2.59 .80 3.24 1.11
Internal-Self Attr 4.70 .03 4.33 1.08
Internal-Other Attr 4.4¢6 .97 4.53 0.73

(Table continues)
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External Attribution
Intrinsic Motivation

Extrinsic Motivation

As Elective As Requirement
M =D M SD
1.96 0.89 2.25 1.00
4.86 0.92 4.40 1.00
1.32 0.62 1.73 0.80

n = 43 for Elective Capstones; p = 54 for Required Capstones.
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Table 13

Summary of Findings for Attribution and Motivation Factors
{(Main Data)

Attributions
Motivations Internal-Self Internal-Other External
Intrinsic Higher I-S,
Higher IM
Extrinsic Higher I-3, Higher Ext,
Lower EM Higher EM

Note. In addition to these significant findings, those who
were willing to volunteer were significantly more

intrinsically motivated than were non-volunteers.
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Appendix A
Original (Pilot) Questionnaire

Please do pot write your name anywhere on this survey!

Section

96

Some colleges and universities require that their students perform community service
as part of graduation requirements. Portland State University is the latest university to institute

that requirement, and has labeled that requirement the *Senior Capstone.” The Capstone
requirement specifies that all seniors at PSU must perform 6 credit hours (180 hours) of

community service in interdisciplinary groups of students. These groups will design a program
to address o problem or concern in the community. Please take a moment now to think about
PSU's Capstone requirement. When you are ready, read the statements below and then circle

the number that best represents how you feel about that statement.

1. [ {eel that the Capstone requirement is a good idea.

1 2 3 4 5 6
Not at all how [ fee] Very much how | feel
2. Requiring community service for a college degree is a good idea.
1 2 3 4 5 8
Not at all how | feel Very much how | feel
3. Forcing someone to do work for no pay is wrong.
] 2 3 4 5 6
Not at all how [ feel Very much how feel
4. The Senior Capstone at PSU will enable me to gain work skills.
1 2 3 4 5 6
Not at all how ] feel Very much how | feel
5. The Sendor Capstone work will take too much of my time.
1 2 3 4 5 6
Not atall how | feel Very much how | feel
6. By doing the Capstone work, [ will feel like a better person.
1 2 3 4 3 6
Notat all how] feel Very much how [ feel

7. The Capstone work [ do won't be unique because everyone else will be doing similar work.

1 2 3 4 5 &
Not at all how [ feel Very much how [ feel

8.1 would rather do my own volunteer work instead of the Capstone requirement.

1 2 3 4 5 6
Not ot all how [ feel Very much how | feel
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8. I wish volunteer work would count toward the Capstone requirement.

1 2 3 4 5 6
Not at all how [ feel Very much how | feel

10. The Capstone requirement will allow me to utilize my knowledge and skills.

1 2 3 4 5 6
Not at all how | {eel Very much how! feel

11. The Capstone requirement is just another way for the scheol to run my life.

1 2 3 4 5 6
Not at all how | feel Very much how | feel

12. I worry that the Capstone projects avadlable won't satisfy my interests.

1 2 3 4 5 6
Not at odl how [ {eel Very much how [ {eel

13. Because the Capstone projects are done in groups, some students will slack off and make
others do the work.

l 2 6

Not at all how ! feel Very much how ! feel

w
i
ral

14. Amajor reason | errolled at PSU was so that | could take part in a Capstone project.

1 2 3 4 5 6
Net at all how [ feel Very much how i feel

15. [ would only be willing to do a Capstone project if my eligibility for graduation depended on it.

1 2 3 4 5 6
Not at all how | feel Very much how 1 fee}

16. [ would feel better about my Capstone service work if I didn't have to do it to graduate.

1 2 3 4 S 6
Netat all how ] feel Very much how | feel

17. I the Senior Capstone wasn't required, [ would do a Capstone project anyway.

1 2 3 4 S 6
Not at all how ] feel Very much how | feel

97
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Section I

Please read the instructions and descriptions on this page carefully before answering.
In this section, you will indicate whether you have perfermed community service and, if so,
under what conditions. For the purposes of this survey, community service is defined as: work
performed by you for your community and for which you were not paid. That is, do not consider
your regular paying job as community service. After reading all of the following descriptions,
please check all the boxes that apply to you. You may need to check more than one box,
depending on your experiences.

@ Voluntary community service is defined as service you have performed of your own free will,
without an external requiremnent. For example:
¢ you took an glective course in school because it had a service component; or,
« you helpled] with your church group at a soup kitchen; or,
¢ you work[ed] after school delivering medals to the elderly.
Do not consider service you performed because of a school graduation requirement or for
which you are (were) paid.

@ Scheol-Mandgated community service is defined as service you have performed because
you were required to do so by your school in order to graduate. Do not consider service
you performed that was not for a graduation requirement. For example:

» you had to perform so many hours of community service {(as did everyone else in your
graduating class) if you wanted to graduate from high school (or middle school). You
were not paid for this community service you performed.

@ Court-Mandated community service is defined as service you have performed because you
were ordered to do so by the justice system. Do not consider service you performed that
was not for the purpose of fullilling a court-ordered sentence. For example:

¢ you were ordered by the court to work so many hours of community service as
restitution for a crime you committed. You were not paid for this community service.

Now consider the descriptions above and check the box or boxes below that apply to you.

J I have No community service experience.
if you checked this box, please go on to Section IV on page 7.

= [ have Voluntary community service experience.
If you checked this box, please indicate the following:
I have served voluntarily for approximately hours a week for
weeks/months/years. (Circle the one that applies.)

U [ have School-Mandated community service experience.
If you checked this box, please indicate the following:
I served under a school mandate for approximately hours a week for
weeks/months/years. (Circle the one that applies.)

J [ have Court-Mandated community service experience.
If you checked this box, please indicate the following:
I served under a court-ordered mandate for approximately hours a
week for weeks/months/years. (Circle the one that applies.)
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Now consider the experiences described on the previous page. If you checked only one box,
go on to Section III on the bottom of this page.
If you checked more than one box on the previous page, please indicate on the line below

which of those experiences was your most recent experience that lasted one month or more.

» Example 1: You have both Voluntary and School-Mandated experiences. You finished
the School-Mandated service last year, but you have been Volunteering
with your church group for the last two months at a homeless shelter. You
would write "Volunteer Service" on the line below.

o Example 2: You have both Court-Mandated and Volunteer experiences. You finished
your Volunteer work two years ago. Last year, the court ordered you to
perform 200 hours of community service, which you just completed last
month. You would write "Court-Mandated Service' on the line below.

o Example 3: You have both Voluntary and School-Mandated experience. You finished
the School-Mandated service last year. Two weeks ago, you Volunteered
to clean up a park. You would write "School-Mandated Service" on the line
below because your most recent experience is less than one month in
duration.

Most recent service experience:

Section L.

In this section, you will be asked to rate, on 6-point scales, the circumstances and
feelings surrounding your community service experience. lf you checked only one box in
Section II on the previous page, think about that experience as you respond to the following
statements. lf you checked more than one box in Section II, think about the experience you
wrote on the line above at the end of Section II (your most recent experience that lasted one
month or more) as you respond to the following statements. Circle the number that best
represents how you feel.

18. Those who oversaw my community service work were nice to me.

1 2 3 4 5 6
Not at all how I feel Very much how feel
19. I received praise from others for the work [ did.
1 2 3 4 S5 6
Not at all how [ feel Very much how [ feel
20. No one paid much attention to the work I did.
1 2 3 4 5 6
Not at all how ] feel Very much how | feel
21. Ireceived feedback from others about the progress I was making in my work.
1 2 3 4 5 6

Not at all how | feel Very much how | feel
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22. I 1did not perform up to others' stamdards, | received mild verbal scolding.

1 2 3 4 > 6
Not at all how [ feel Very much how | {eel

23.1was given deadlines by which [ had to complete specific tasks.

1 2 3 -4 5 6
Notat all how [ feel Very much how 1 feel

24. Twas told that | was a good person, the kind of person who helps others.

1 2 3 -4 S &
Not at all how [ {eel Very much how [ {eel

25. 1 I did not perform up to others' standards, I had benefits or rewards taken away from me.

1 2 3 4 5 6
Notat all how | {eel Very much how ! fee]

26.1 was told that the task I was performing was worthwhile,

1 2 3 4 S 6
Not at all how ] fee] Very much how [ feel

27.1was told that if | did not complete the tasks, | would be punished or rewards would be
taken away from me.

1 2 3 4 5 6
Not at all how | feel Very much how 1 feel
28. T{eel that I did not have much say in the work that [ was doing.
1 2 3 4 5 6
Not at all how [ feel Very much how [ feel
28. Overdll, l enjoyed my community service experience.
1 2 3 4 5 6
Not at all how | feel Very much how | {eel
30. 1 feel that I had a lot of control over the work that [ was deoing.
1 2 3 4 5 6
Notat allhowifeel Very much how | feel

31. l{eel that | could have discontinued doing the community service without receiving
reprimand or punishment.

1 2 3 4 5 6
Not at all how | feel Very much how| feel
32.1feel that the work [ was doing was special.
1 2 3 4 g 8

Notat all how [ fee] Very much how ! feel
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33. Overdll, I did not enjoy my community service experience.

o

1 2 3 4

6

Not at all how [ feel

34.1{eel that | performed the community service because | am a good person.

1 2 3 4 5

Very much how [ feel

6

Not at all how [ {eel

35.Iwas glad that I could help my community.

kS
(@]

1 2 3

Very much how | feel

6

Not at all how | feel

36. ] performed community service because [ felt that [ had to.

o

Very much how | feel

6

1 2 3 4
Not at all how | feel

37.1 performed community service because it seemed like everyone else was.

1 2 3 4 S

Very much how | feel

6

Not at all how [ feel

Section IV.

Very much how ] feel

In this section, imagine that you are presented with an opportunity to do some
volunteer work. Remember, volunteer work is defined as work you would perform of your own
free will, without cm external requirement. Do not consider service you would perform
because of a school graduation requirement or for which you would be paid. Read the
statement and then respond on the 6-point scale by circling the number that best represents

how you feel about volunteering.

38. I would enjoy helping those in need.

1 2

w
N
o

6

Not at all how [ feel

39. Helping others would make me feel good about myself.

Very much how ] feel

(84}

1 2 3 4
Not at all how [ feel

40. ] would volunteer only if [ didn't have anything better to do.

1 2 3 4

[84]

6
Very much how I feel

6

Not at all how [ feel

Very much how | feel
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41. I would volunteer only if  knew that my friends were going to.

1 2 3 4 S 6
Not at all how [ feel Very much how feel
42. I would volunteer if my parent(s) or family volunteered.
1 2 3 4 5 8
Not at all how | feel Very much how [ feel
43. | wouldn't volunteer because I don't have time.
1 2 3 4 5 6
Not at all how | feel Very much how | feel
44, T wouldn't volunteer because it seems like everyone else is volunteering.
1 2 3 4 S 6
Not at all how [ feel Very much how [ {eel
45. I would volunteer because that's what my school has taught me to do.
1 2 3 4 5 6
Not at cdl how | feel Very much how | feel
46. If I didn't volunteer, I would feel like aloser.
1 2 3 4 5 6
Notat all how | feel Very much how | feel
47. l would only perform community service if | had to to get a degree.
1 2 3 4 S &
Notat all how | feel Very much how| feel
48. T would volunteer only if | knew | would receive areward in return.
1 2 3 4 5 6
Not at oll how | feel Very much how [ feel
49. I would volunteer only # ] knew that no one was going to be watching over me.
1 2 3 4 5 8
Not at all how [ feel Very much how| feel
50. I would volunteer because [ am a helpful kind of person.
1 2 3 4 5 6
Not at all how [ feel Very much how | feel
51. I would volunteer only if | knew that I was going to be closely supervised.
1 2 3 4 5 6

Not at all how | feel Very much how [ feel
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52. 1 wouldnt volunteer if ] knew there was going to be time pressure and deadlines.
1 2 3 4 5 6
Not at all how [ feel Very much how [ feel
53. I would volunteer under pretty much any circumstances.
1 2 3 4 5 6
Not at all how [ feel Very much how ] feel
54. ] would volunteer only for a project that reflects my interests in a particular social problem.
1 2 3 4 5 6
Not at all how [ feel Very much how | feel
Section V.
Your answers to the above questions will not be usable without the following
information:
> Age:
» Sexx M F (Circle one)
> Last 4 digits of your social security number: (For coding purposes
only. This eliminates the need to use your name.)
- How many hours a week do you spend caring for family members?
4 How many credit hours are you taking this term?
- How many hours a week do you spend at your regular paying job?
4 How many hours a week do you spend doing volunteer work?
4 Consider the course you are in right at this moment. Think about your instructor and

the course content. Now read the statements below and circle the number that best

represents how youfeel.

55. Overdll, | like this course.

1 2 3 4 5 6
Not at all how [ {eel Very much how ] feel
56. Overdl], [ like the instructor.
1 2 3 4 5 &
Not at all how | feel Very much how ] feel
57.1 would take a course from this instructor in the future.
1 2 3 4 S 6
Not at all how [ feel Very much how [ feel
58. I would recommend this course to other students.
1 2 3 4 5 6
Not at all how [ feel Very much how [ feel

Thank you for your participation!



Effects of School-Mandated 104
Appendix B

Volunteer Sheet (Questionnaire 1)

Volunteer Coordination Sheet
Portland State University

Name:

Phone: (H) (W)

Grade in College (Freshman, Sophomore, etc.):

Major:

Check which type of volunteer activity you would be
willing to do {(within the next few weeks}: (Check only ¢one
category)

Working with the elderly

Working with children/adclescents

Working on environmental issues

Working with low-income families

Working in the business community

Other

Not interested in volunteering at this time (within
the next few weeks)
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Appendix C

List of Volunteer Opportunities

VOLUNTEER OPPORTUNITIES!!!

The following opportunities require varying amounts of time and energy. Some are one-time/one-
weekend only, some are ongoing and require several hours a weck, and some are somewhere in
between! If you don’t see anything on here that interests you but you still want to do some
volunteer work, call The Volunteer Center at 222-1355 for more opportunities.

Mt. Hood Community College Neighborhood Saints Thrift Shop: Work three-
hour shifts Fridays and Saturdays. Call Genny Collins, 665-4946.

Delta Society Pet Partners: Visit nursing homes, hospitals, schools, and other
treatment facilities with a pet. Call Barbara Tuler, 646-1442.

Bonnie Hays Animal Shelter: Volunteer in the shelter, adoption, and pet-therapy
programs. Call Susan Field, 681-7141.

Advocates for Women in Science and Engineering: Coordinate transportation for
advocacy program. Call Casey Rodhouse, 690-1627.

The Oregon Partnership's Alcohol and Drug Helpline: Help with information,
referral, and crisis-intervention. Call Lloyd Duncan, 244-5211.

Investigators and Advocators needed: Help identify and resolve problems on behalf
of residents of nursing homes. Call Kathy Walter, 1-800-522-2602.

Red Cross: Transport elderly and disabled people to doctor's visits and for errands.
Call Peggy Watters, 284-0011, ext, 288.

Volunteer opportunities can come and go on a daily basis, so call The Volunteer Center if
you don’t see what you’re looking for!
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Appendix D
Questionnaire 2 (Main Study)
Please do pot write your name anywhere on this survey!

Note that there are 3 pages in this survey, with questions on front and back.
Section L.

Some colleges and universities require that their students perform community service
as part of graduation requirements. Portland State University is the latest university to institute
that requirement, and has labeled that requirement the "Senior Capstone.’ The Capstone
requirement specifies that all students at PSU who began their college career (at any college
or university) in the Fall of 1994 or after must, as seniors, perform 6 credit hours (180 hours) of
community service in interdisciplinary groups of students. These groups will design programs
to address problems or concerns in the community. Please take a moment now to think about
PSU's Capstone requirement. When you are ready, read the statements below and then circle
the number that best represents how you feel about that statement.

1. I feel that the Capstone requirement is a good idea.

1 2 3 4 5 6
Not at all how [ {eel Very much how [ {eel
2. Requiring community service for a college degree is a good idea.
1 2 3 4 5 6
Not at all how [ {eel Very much how | feel
3. The Senior Capstone at PSU will enable me to gain work skills.
Lo e Zmeen 3 4 5 8
Not at all how | feel Very much how | feel
4. The Senior Capstone work will take too much of my time.
1 2 3 4 S 6
Not ot adl how [ feel Very much how [ feel
5. By doing the Capstone work, I will feel like a better person.
1 2 3 4 5 6
Not at all how [ feel Very much how I {eel
6.1 would rather do my own volunteer work instead of the Capstone requirement.
1 2 3 4 5 6
Not at all how [ {eel Very much how [ feel
7. The Capstone requirement will allow me to utilize my knowledge and skills.
1- 2 3 4 5 6

Not at oll how [ feel Very much how [ feel
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8. The Capstone requirement is just another way for the school to run my life.

1 2 3 4 5 6
Not at all how [ feel Very much how [ feel

9. I worry that the Capstone projects available will not satisfy my interests.

1 2 3 4 5 6
Not at all how [ feel Very much how I feel

10. Because the Capstone projects are done in groups, some students will slack off and make
others do the work.

1 2 4 5 6
Not at all how [ {eel Very much how [ feel

w

11. I would only be willing to do a Capstone project if my eligibility for graduation depended on
it.

1 2 5 &
Not at all how ] feel Very much how ! feel

L]
e

12. ' would feel better about my Capstone service work if [ did not have to do it to graduate.

1 2 3 4 5 6
Not at all how | feel Very much how  eel

Section lla.

Please read the instructions and descriptions carefully before answering the following
guestions. In this section, you will indicate whether you have performed community service
and, if so, under what conditions. For the purposes of this survey, community service is defined
as: work performed by you for your community and for which you were not paid. That is, do
not consider your regular paying job as community service. Please check the box(es) that
correspond to the type(s) of community service you have performed. You may need to check
mare than one box, depending on your experiencel(s).

‘J | have no community service experience.
If you checked this box, please go onto Section IV on page 4.

Q I have volunteered (do volunteer). Voluntary service means that you do it simply because
you want to. (Do not include courses you have taken in school; see categories below.)
If you checked this box, please indicate the following:
[ have served voluntarily for approximately hours a week for
weeks/months/years. (Circle the one that applies.)

3 Itook an elective course in high school (or college) because it involved community service. [
took the course because | wanted to do community service.
If you checked this box, please indicate the {ollowing:
I served voluntarily in school for approximately hours a week
for weeks/monthsfyears. (Circle the one that applies.)
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& Itook a required course in high school (or middle school) in which [ had to perform
community service. Required service means that you had to do it in order to graduate.
If you checked this box, please indicate the following:

[ served under a school requirement for approximately hours a week
for weeks/months/years. (Circle the one that applies.)

i I performed community service under a court order. I had to perform community service
because a judge (or someone in the court system) ordered me to.
If you checked this box, please indicate the following:
[ served under a court-ordered mandate for approximately hours a
week for weeks/months/years. (Circle the one that applies.)

Now consider the experiences described above. If you checked only one box, go onto
Section IIL.
Section Ib.

If you checked more than one box above (in Section lla), please indicate which of
those experiences was your most recent experience (check one):

Q Voluntary (not for school)
 Voluntary school course

1 Required school course

 Court-ordered

Section JIL

In this section, you will be asked to rate, on b-point scales, the circumstances and
feelings surrounding your community service experience. lf you checked only one box in
Section lla on the previous page, think about that experience as you respond to the following
statements. If you checked more than one box in Section llq, think about the experience you
checked in Section [Ib (your most recent experience) as you respond to the following
statements. Circle the number that best represents how you feel.

13. Those who oversaw my community service work were nice to me.

l 2 3 4 5 6
Not at all how [ feel Very much how [ feel
14. 1 received praise from others for the work [ did.
| 2 3 4 5 6
Not at all how [ feel Very much how [ feel
15. No one paid much attention to the work I did.
1 2 3 4 5 6
Not at all how I feel Very much how [ feel
16. I received feedback from others about the progress I was making in my work.
l 2 3 4 5 6

Not at all how [ {eel Very much how [ feel
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17. I I did not perform up to others' standards, | received mild verbal scolding.

1 2 3 4 S 6
Not at all how [ feel Very much how [ feel

18. I was told that I was a good person, the kind of person who helps others.

! 2 3 4 5 8
Not at all how [ feel Very much how | feel

19. If ] did not perform up to others' standards, | had benefits or rewards taken away from me.

l 2 3 4 S 6
Not at all how [ feel Very much how [ feel

20. I was told that the task | was performing was worthwhile,

1 2 3 4 5 6
Not at all how ] feel Very much how I feel

21. Telt that if I did not perform the community service, [ would be punished or rewards would
be taken away from me.

1 2 3 4 5 6
Not at all how [ {eel Very much how [ feel
22. Overdll, [ enjoyed my community service experience.
1 2 3 4 5 5
Not ot all how [ feel Very much how [ feel
23.1{eel that T had a lot of control over the work that I was doing.
1 2 3 4 5 6
Not at all how [ feel Very much how  {eel
24.1{eel that the work [ was doing was special.
l 2 3 4 5 6
Not ot all how [ feel Very much how I {eel
25. I'was glad that [ could help my community.
1 2 3 4 5 6
Not at all how ] feel Very much how [ feel

Section IV,

In this section, imagine that you are presented with an opportunity to do some
volunteer work. Remember, volunteer work is defined as work you would perform of your own
free will, without an external requirement. Do not consider service you would perform because
of a school graduation requirement or for which you would be paid. Read the statement and
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then respond on the B-point scale by circling the number that best represents how you feel
about volunteering.

26. [ would enjoy helping those in need.

l 2 3 4 5 6
Not at all how [ feel Very much how [ {feel
27. Helping others would make me feel good about myself.
1 2 3 4 3 6
Not at all how [ feel Very much how [ feel
28. I would volunteer only if I did not have anything better to do.
1 2 3 4 5 6
Not at all how I feel Very much how I feel
29. I would volunteer only if | knew that my friends were going to.
1 2 3 4 5 6
Not at all how [ eel Very much how [ feel
30. I would volunteer only if [ knew that my parent(s) or {amily were going to.
1 2 3 4 5 6
Not at all how [ feel Very much how [ feel
31. I would volunteer because that is what my school has taught me to do.
1 2 3 4 5 )
Not at all how [ feel Very much how [ feel
32.1{1 did not volunteer, I would feel like a loser.
l 2 3 4 5 6
Not at all how 1 feel Very much how | feel
33. T would only perform community service if | had to to get a college degree.
1 2 3 4 S 6
Not at all how [ feel Very much how I {eel

34. I would volunteer only if | knew | would receive a material reward (money, college credit,
etc.) inreturn.

l 2 S} 6
Not at all how ] feel Very much how ! feel

O
"N
ol
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35. I would volunteer only if | knew that no one was going to be watching over me.

1 2 3 4 5 6
Not at all how [ feel Very much how [ feel

36. I would volunteer because I am « helpful kind of person.

1 2 3 4 S 6
Not at all how | feel Very much how [ feel
37. I would volunteer under pretty much any circumstances.
1 2 3 4 ! 6
Not at dll how | feel Very much how ] feel

Section V.
Your answers to the above questions will not be usable without the following
information:

> Age:

> Sex: M F (Circleonel)

> Last 4 digits of your social security number: XXX-XX-_ {(Forcoding
purposes only. This eliminates the need to use your name.)

> About how many hours a week do you spend caring for family members? (Household
chores, tending to your children, etc.)

» How many credit hours are you taking this term?

> How many hours a week do you spend at your regular paying job?

> How many hours a week do you spend doing volunteer work?

> Consider the course you are in right at this moment. Think about your instructor and

the course content. Now read the statements below and circle the number that best
represents how you feel.

38. Overall, I like this course.

1 2 3 4 S5 6
Not at all how [ feel Very much how [ feel
39. Overdll, I like the instructor,
1 2 3 4 5 6
Notat all how [ feel Very much how | feel
40. I would take a course from this instructor in the future.
1 2 3 4 5 6

Not at all how [ feel Very much how [ feel
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41. I would recommend this course to other students.

1 2 3 ) 6
Not at all how 1 feel Very much how | feel

[$

Thank you for your participation!
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Appendix E
Capstone Questiocnnaire
Please do not write your name anywhere on this survey!

Note that there are 3 pages in this survey, with questions on front and back.
Section L.

Some colleges and universities require that their students perform community service
as part of graduation requirements. Portland State University is the latest university to institute
that requirement, and has labeled that requirement the "Senior Capstone.” The Capstone
requirement specifies that all students at PSU who began their college career (at any college
or university) in the Fall of 1994 or after must, as senjors, perform 6 credit hours {180 hours) of
community service in interdisciplinary groups. These groups will design programs to address
problems or concerns in the community. Please take a moment now to think about PSU's
Capstone requirement. When you are ready, read the statements below and then circle the
nurnber that best represents how you feel about that statement.

1. 1 {eel that the Capstone requirement is a good idea.

1 2 3 4 5 6
Not at all how [ {eel Very much how | feel
2. Requiring community service for a college degree is a good idea.
1 2 3 4 5 6
Not ot all how [ {eel Very much how [ feel
3. The Senior Capstone at PSU enables me to gain work skills.
1 2 3 4 5 6
Not at dll how [ feel Very much how I feel
4. The Senior Capstone work takes too much of my time.
l 2 3 4 5 6
Not at all how [ eel Very much how | feel
5. By doing the Capstone work, 1 feel like a better person.
1 2 3 4 5 6
Not at all how I feel Very much how [ {eel

6. I would rather do my own volunteer work instead of the Capstone requirement.

1 2 3 4 5 6
Not at all how 1 feel Very much how [ feel

7. The Capstone requirement allows me to utilize my knowledge and skills.

1 2 3 4 5 6
Not at all how 1 feel Very much how I feel
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8. The Capstone requirement is just another way for the school to run my life.

1 2 3 4 5 6
Not at all how [ feel Very much how [ feel

9. There are not enough Capstone projects available to satisly my interests.

1 2 3 4 S )
Not at all how | feel Very much how ] fee]

10. Because the Capstone projects are done in groups, some students slack off and make
others do the work.

1 2 5 )
Not at all how [ feel Very much how [ feel

o
'S

11. T am willing to do a Capstone project only because my eligibility for graduation depends on
it.

1 2 3--- 4 5 6
Not at all how I feel Very much how [ feel

12. T would feel better about my Capstone service work if [ did not have to do it to graduate.

i 2 3 4 S )
Not af all how | feel] Very much how | feel

Section IL.

In this section, you will be asked to rate, on 6-point scales, the circumstances and
feslings surrounding your community service experience in connection with your Capstone
project. Think about the Capstene project with which you are currently involved. As you read
the following statements, circle the number that best represents how you feel about each
statement.

13. Those who oversee my community service work are nice to me.

i y/ 3 4 5 3]
Not ct all how [ feel Very much how ] feel
14. I receive praise from others for the work [ do.
1 2 3 4 5 6
Not at all how [ feel Very much how | feel
15. No one pays much attention to the work [ do.
1 2 3 4 5 6

Not at all how [ feel Very much how [ feel
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16. I receive feedback from others about the progress [ am making in my work.

l 2 3 4 5 6
Not at all how [ {feel Very much how I feel

17.1f 1 do not perform up to others' standards, [ receive mild verbal scolding.

1 2 3 4 5 6
Not at all how [ feel Very much how [ fee]

18. I am told that I am a good person, the kind of person who helps others.

1 2 3 4 5 6
Not at all how [ feel Very much how [ feel

18. It I do not perform up to others' standards, | have benelits or rewards taken away from me.

1 Y/ 3 4 S 6
Not ot all how [ feel Very much how [ feel

20.1 am told that the task [ am performing is worthwhile.

1 Lo e 3 S 6
Not et all how [ eel Very much how [ feel

ey

21. leel that if 1 do not perform the community service, [ will be punished or rewards will be
taken away from me.

1 2 3 4 5 6
Not at all how [ feel Very much how | {eel
22. Overdll, | am enjoying my community service experience.
1 2 3 4 5 6
Not at all how [ feel Very much how [ feel
23. 1 {eel that T have a lot of control over the work that I am deing.
1 2 3 4 5 5
Not at all how [ feel Very much how feel
24. I {eel that the work [ am doing is special.
I 2 3 4 5 6
Not at all how [ feel Very much how | feel
25. 1 am glad that [ can help my community.
1 2 3 4 5 6

Not at all how [ {eel Very much how ] feel
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Section 1L,

In this section, imagine that you are presented with an opportunity to do some
volunteer work. Volunteer work is defined as work that you perform for your community and for
which you receive no pay. Volunteer work is work performed by you because you want to do it,
not because you are required to do it. Read the statement and then respond on the 8-point
scale by circling the number that best represents how you would feel about volunteering.

26. 1 would enjoy helping those in need.

1 2 3 4 5 3]
Not at all how [ feel Very much how I {eel]
27. Helping others would make me feel good about myself.
1 2 3 4 5 6
Not at all how [ {eel Very much how [ feel
28. 1 would volunteer only if I did not have anything better to do.
l 2 3 4 5 6
Not at all how [ feel Very much how [ feel
29. I would volunteer only if | knew that my friends were going to.
1 2 3 4 5 6
Not at all how I feel Very much how ] feel
30. I would volunteer only if | knew my parent(s) or family were going to.
1 2 3 4 5 6
Not at all how | feel Very much how I feel
31. Iwould volunteer because that's what my school has taught me to do.
| 2 3 4 5 6
Not at all how I feel Very much how I feel
32.1f 1 did not volunteer, [ would feel like a loser.
1 2 3 4 5 3]
Not at all how [ feel Very much how | feel
33. I would only perform community service if | had to to get a college degree.
1 2 3 4 5 6
Not at all how [ {eel Very much how 1 feel
34.1 would volunteer only if | knew [ would receive a material reward in return.
1 2 3 4 5 3]

Not at all how 1 feel Very much how ! feel
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35. I would volunteer only if I knew that no one was going to be watching over me.

1 2 3 4 5 6
Not at all how [ feel Very much how [ feel
36. [ would volunteer because [ am a helpful kind of person.
1 2 3 4 5 )
Not at oll how l {eel Very much how feel
37.1 would volunteer under pretty much any circumstances.
1 2 3 4 S 6
Not at oll how [ {eel Very much how [ feel

Section IV,
Your answers to the above questions will not be usable without the following
information:
. Age:
Sexx: M F (Circleone)

> Level in College: Freshd Sophid Junior@ Seniord Post-BacQ Gradl

> About how many hours a week do you spend caring for family members?

> How many credit hours are you taking this term?

> How many credit hours do you plan on taking next term?

> How many hours a week do you spend at your regular paying job?

. Are you enrolled in a Capstone project in order to fulfill the graduation requirement?
Yesld Nol

» Would you be willing to take another Capstone course in the future? Yesfld Nell

Consider the Capstone project you are in right at this moment. Think about your faculty
coordinator/instructor and the work itself. Now read the statements below and circle the
number that best represents how you {eel.

38. Overdll, I like this Capstone project.

1 2 3 4 5 6
Not at all how  {eel Very much how |
feel
38. Overdll, I like the faculty coordinator/instructor.
1 2 3 4 5 6
Not at oft how [ {eel Very much how |
feel
40. T would accept an opportunity to work with this instructor in the future.
1 2 3 4 5 6
Not ot all how ] feel Very much how [

teel
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41.1 would recormmend this Capstone project to other students.
1 2 3 4 5 6
Not at all how | feel Very much how ]

feel

Thank you for your participation!
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Appendix F

Debriefing Sheet

Debriefing Sheet for Study on Volunteerism

The questionnaire you completed last week concerning the Senior Capstone,
the type of community service work you may have had in the past, and the feelings you
have about volunteering, was designed to find out whether having performed
community service under a mandate decreases intrinsic motivation to subsequently
volunteer. The person who came in about two weeks before that to ask you if you
would be interested in volunteering was a confederate of the researcher. The
confederate, however, presented you with legitimate volunteer activities and phone
numbers of contact agencies. That portion of the study was designed to find out how
many of you would be willing to actually volunteer. Your name (from the volunteer
agency questionnaires) was matched with the last 4 digits of your social security
number (from the second questionnaire) so that analyses could be made concerning the
likelihood that different types of prior service would affect your willingness to
subsequently volunteer.

Your name and phone number from the volunteer agency questionnaire were
shredded and discarded following your completion of that questionnaire, Therefore,
there is no way that your names or phone numbers could be connected to any answers
you gave. The second questionnaire only asked for the last 4 digits of your social
security number. Although there is no way the researcher could know your name or
how you as an individual responded to the questionnaire or volunteer opportunities, the
researcher does acknowledge that some deception was used in that study. Because of
that deception, the researcher has complied with a Human Subjects Research Review
Committee (HSRRC) request that you be given the opportunity to withdraw your data
from the study prior to data analysis. If you do not object to having participated in the
study, you have no further obligation and you can be confident that your name, phone
number, and other identification have not been recorded. If, however, you would like
to withdraw your data from the study, you must contact the researcher within one
week of receipt of this notice. Please call 725-3963 or e-mail
psul4419@odin.cc.pdx.edu and leave the last 4 digits of your social security number.
Upon receipt of your request, the researcher will remove your data from the database.

If you have concerns or questions about this study, please contact the Chair of
the Human Subjects Research Review Committee, Research and Sponsored Projects,
105 Neuberger Hall, Portland State University, 503/725-3417.
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