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School motivation and assessing by reference norms
Problems in pupils’ motivation could be for some pupils connected with certain helplessness or inability to understand themselves, in shaping their own life and reluctance to take responsibility for one’s own education and life path in one’s own hands. The area of pupils’ motivation thus gets into the time context of individual life and it is closely connected to the educational self-regulation that manifests itself in the ability to change and improve oneself according to a certain plan, shaping oneself with regard of certain goals that should be accomplished. We think the ability of the individual to orient oneself in and work with future to be an important part of this self-regulative competence and important psychological regulative. On the basis of theoretical background (Gjesme, Nuttin, Hechausen, De Volder, Zimbardo, Helus in Czech Republic) and research findings, the concept of perspective orientation was created (Pavelková 1990, 2002).
	In the context of the so-called society of knowledge (or learning society), the requirements for education, its concept, form of the schools, and concept of teaching as a profession change. The question of the quality of teachers, key performers in the changes of schools, is of course closely connected to the increasing importance of the quality of education. Teacher’s self-reflection is considered to be an integral part of the teacher’s proficiency. Therefore we also deal with the possibilities of teacher’s self-reflection in the area of subjective theories using self-diagnostic methods (Hrabal, Pavelková 2010). Quality self-reflection of a teacher is a very complex process; the capacity for human self-perception is limited and affected by many distortions. Teachers do not always know the incentives for their behaviour, because they often behave according to certain inner not clearly defined conceptions, they act more intuitively. The teacher’s subjective theories (concepts) of how to teach, how a successful pupil in the given area acts, what dispositions individual pupils have for the given area, etc. thus take their part here. Subjective theories are very complicated structures, it is possible to influence them with one’s own experience, but they are hard to influence from outside (Zabel, 2008), they regulate the teachers’ behaviour towards pupils, their communication with them and their assessment (Schnenbel 2003, Müller 2004). The objective of our work was thus to create self-diagnostic strategies and certain methods that will help the teachers to learn the specifics of their own pedagogical activities and to learn about their own teachers individuality and its sources and reveal the non-adequate approaches to pupils and possibilities for remedy (Hrabal, Pavelková 2010).
	In the following part of the article, we will present a research we used to validate the positive influence of using an individual reference norm during assessment on the development of their achievement motivation and mitigation of fear in school. 
Teacher’s diagnostic of achievement motivation
The strength of both tendencies (to succeed in the task – fear of failure, see below) depends on the strength of both needs and also on the conditions the teacher creates for the pupils by his or hers expectations and behaviour, task situations, work with approvals (sanctions) and assessment. The knowledge of achievement needs of individual pupils is thus very important for the teacher. But the researchers conducted in Czech Republic show that the teachers have trouble with diagnosing the achievement motivation of their pupils (Pavelková, Frencl 1997, Pavelková 2002, Hrabal, Pavelková 2010). Pupils stated the “good feeling from good performance” (positive achievement motivation) as the most frequent motivation incentive for learning. Teachers have a different and less differential view of the pupils’ motivation. Fear of the consequences of failure, which was far less frequent for the pupils (“the pupil learns to avoid failure”) was overrated by teachers. The research of achievement needs from 2008 (Pavelková, 2009) confirmed that for all years of the second stage of elementary school, the need to achieve had higher frequency than the need to avoid failure. Also the results showed that while the pupils self-evaluation of the intensity of both needs is mutually independent (r = 0,03), which means that the intensity of one need does not imply lower or higher intensity of the other need, teachers high significance mix these two motivational tendencies (r = 0,61) and they often give pupils high intensity of both needs or in none of the two needs.
Reference norms
	For the development of normal (healthy) achievement motivation in school, the professional literature suggests assigning clearly formulated adequate tasks, differentiated use of various difficulty tasks and flexible work with reference norms, particularly the importance of individual reference norm is suggested to decrease the fear orientation. In the following part of the article, we will mostly deal with the question of reference norms and the connections of their use with achievement motivation of pupils in a school environment, so it will be useful to show their theoretic background.
	Reference norms are standards that the result has to be compared to, if we want to assess this result as performance (Heckhausen, 1974; Rheinberg, 1980). The result alone is not achievement. This needs a certain standard to compare the result with. These standards are called reference norms (Heckhausen, 1974). There are three types of reference norms to assess achievement. The social reference norm: the result is compared to the results of the relational group: better-than-average is good, worse-than-average is bad. Individual reference norm means comparing the present results of pupils with older result of the same pupil; we thus compare the given result of a pupil with the performance history of the pupil. Increase is good, decrease is bad. Criterion referenced (objective) norm is comparison with a standard that lies in the thing itself, respective in the intended purpose of the behaviour. Fulfilment of the given objective (task) is good; non-fulfilment of the given objective is bad.
	The professional public is especially interested in two types of reference norms (individual and social). Both these perspectives combine in real situations and provide information we use to form our expectations, aspiring levels and our performance comparisons. This information strongly influences the development of our achievement motivation and its modification. Which of these two reference norms will be used in the current situation likely depends on situational factors. But there are individual differences in the preference of these two perspectives. In this case the orientation to a reference norm is considered to be an individual disposition (Heckhausen, 1991; Rheinberg, 1980).
Achievement in school is often realised in situations of external assessment. The orientation of the teacher to some reference norm thus probably plays an important part. The purpose of this study is to verify the hypothesis that using theindividual relational norm is connected with higher development of the positive achievement orientation of pupils and lower occurrence of achievement fear of pupils.
The theory of achievement motivation is mostly focused on two motives, being “Chance to achieve success” and “Fear of failure”. Achievement in achievement environments are studied not only in the area of achievement motivation, but also mostly in the tradition of the research of examinational anxiety. These two different approaches contributed to the development of different strategies for the reduction of anxiety (fear of failure) and increase of the motive to achieve success in school context (compare Hošek, Man, 1989; Rheinberg, Krug, 2005).
	A very influential and complex explanation was created on the basis of Heckhausen’s (1980) broadened cognitive model of motivation and its further refinement by Rheinberg (1989). The model is shown in the following figure.
.
Figure 1: 
Two types of incentives/stimuli affecting the acts in the broadened model of achievement/learning motivation (according to Rheinberg 1989, p. 104)
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This model seems to be suitable for influencing the pupils’ motivation through reference norms preferred by the teacher, using an optimistic attribution style of teachers and also in connection with the individual reference norm using adequate tasks assignation to pupils (aspiration level) regarding their previous performances. According to Heckhausen (1974), it is important to distinguish results and consequences, because they are not the same. Rheinberg (1977, 2003) follows-up Heckhausen’s (1974) thoughts. He developed a method for distinguishingbetween teachers whose implicit theory of teaching prefers individual or social reference norms, which according to Rheinberg (2003) has important influence on situation in school during lessons. Teachers could look at the pupils’ achievements from two perspectives. There are teachers, who perceive their pupils performances in comparison with their individual performance history. They thus use the longitudinal perspective (individual reference norm, compare also: Albert, 1977) to assess the performance. These teachers pay special attention to increments in learning and more likely use the principle of adequacy, i.e. try to find a task for each pupil, which will be neither too easy, nor too difficult. In ideal case the success and failure get the same probability for every pupil regardless of his or her abilities. Success and failure are functions of variable causes, where the current level of motivation and interest in the subject are especially present. Teachers who consider the school performance to be a function of variable circumstances are less likely to be inclined to create stable expectations regarding the future gains (learning increments) of their pupils. Teachers preferring social reference norms show the tendency to perceive an individual performance of the pupil in the language of class averages (compare Festinger, 1954; Kelley, 1976). When using this perspective, they compare the present performance of the pupil with the present performance of the rest of the class. They seek equality in assigning tasks, i.e. often assigning all pupils tasks of the same difficulty. This praxis allows them to directly compare performances of all pupils, which often leads to tasks that are too easy for good pupils and too difficult for worse pupils. This means that one part of the class is often successful and the other unsuccessful. Success and failure are now assigned to stable causes, especially abilities, habits and home environments. These biased explanations influence the teacher’s expectations of the future performance of pupils. Referring to pertinent characteristics of pupils could hardly ever lead to expecting a radical change in future performance. A good pupil will be good or will improve, while a worse pupil will stay worse or will get even worse. These teachers also use praise and admonition based on socially derived scales. The teacher praises the pupil’s performances if they are above average and criticizes (admonishes) them if they are below average of the relational group (Rheinberg, 1980).
Each type of reference norm is based on processing the information about success and failure in three dimensions (Kelly’s covariance model (1976); compare Hrabal, Man, Pavelková 1989, p. 123-131). Findings regarding the development of individual reference norms, frequent use and integration of various types of covariance information were described especially by Heckhausen (1982) and Nicholls (1980). I have to stress that no reference norm itself provides sufficient information for parents; teachers and pupils (compare Heckhausen, 1974; Rheinberg, 2001; Man, Mareš; 2005).
Achievement motivation and fear in school
Achievement motivation is also often cited in connection with the area of fear. But the relationship between fear and performance is not totally unambiguous. When researching fear, especially fear of testing, itis necessary to consider not only its emotional, experience side, but also the role of cognitive processes in it. Cognitive processes get involved in the occurrence of fear in many aspects (the situation is considered difficult and dangerous, an individual doesn’t believe to make it, an individual occupies himself/herself with the negative consequences of not coping with the situation etc.) Fear, even though its negative character is a motivational factor in school, which increases the pupils’ performance, when in low intensity (Hrabal, Pavelková 2010). When increased, it on the other hand decreases the performance. But we have to differentiate between anxious and calm pupils. Anxious pupils get very fast into the state of anxiousness and they experience the fear complicating their process of learning more intensely. Calm individuals experience fear in school more like a motivational pressure that motivates them to better performance or to start working on the school tasks. But they usually don’t experience fear during the process of learning itself. Teachers in trying to increase performance (motivation) of pupils in the past in Czech schools chose situations that induced fear quite often. The tendency to experience fear in various situations is very individual. For primarily anxious individuals, the fear comes much faster already with lower real danger. When the situation is very dangerous, the differences decrease, all experience fear (e.g. during the graduation exam). Fear in school also depends on the form and frequency of creating fear situations in school (character of tests, difficulty of requirements, unsuitable competitions, hurtful communication, hostility of classmates, etc.). Also the relationship of pupils to school performance plays an important role. Does the pupil care about good results and is he/she afraid of not getting them, or are the school results more indifferent and he/she fears mostly only the consequences of his/her failure? Fear is also connected with the trust in his/her own skills (compare with the area of self-efficacy, Bandura, 1992). The lower the trust in one’s own skills and the lower the self-esteem, the higher could be the fear experienced. We could summarize that expectations and self-assessment are cognitive constructs that influence the sensation of anxiety. In endangering situation pupils with low self-assessment stay in defensive behaviour, in visions of his/her own failure, divert the attention from fulfilment of the task and focuses on the estimation of the adverse consequences of the results of the activity. On the other hand the pupils with higher self-assessment don’t question their personality and the vision of success strengthens the effective use of their skills to solve the tasks or managing the situation (Schwarzer, Jerusalem 1992).
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