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This article proposes a theory-based contagious motivation model focusing on enhancing student perceptions of group
projects and ultimately course satisfaction. Moreover, drawing from both pedagogical and organizational behavior literatures,
a model is presented that ties together intrinsic motivation theory with social contagion and contextualizes these within the
conceptual methodology of group projects in a classroom. The structural equation model is tested with an undergraduate
student sample of 2 5 students and found to have adequate fit. The key implication of the model is that individual student
motivation can be increased by fostering an active learning environment, and more importantly, group projects can create
and foster positive motivation when properly implemented by educators.
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Introduction

For the best educators, a classroom full of motivated students
creates a consistently gratifying teaching experience. This is
due to the fact that motivated students tend to be active learn-
ers in the classroom, that is, they are more involved in learn-
ing, more inquisitive, and more participative (Wright, Bitner,
& Zeithaml, 1994). In fact, pedagogical research shows that
by increasing active learning in the classroom, students tend
to be more engaged and empowered and hence perform bet-
ter (Rassuli & Manzer, 2005). Not only does active learning
foster a healthier classroom environment but it also allows
students to experience reflective or higher-order learning,
that is, critical thinking, questioning, and the expression of
doubt or difference of opinion (Peltier, Hay, & Drago, 2005).
Yet marketing professors often find themselves faced with
several simultaneous requirements: (a) build contextual
knowledge, (b) augment the classroom by providing more
experiential learning, and (c) create a business setting within
which students must solve cases or problems. The combina-
tion of these needs gives rise to project-based teaching,
which is most often done in teams or groups. However, aca-
demic research finds conflicting results vis-a-vis group proj-
ects. This article presents a contagious motivation model that
centers on promoting positive attitudes toward group proj-
ects and ultimately improving classroom satisfaction.
Whereas some scholars argue that group projects can facil-
itate student motivation (Denton, 1994), prepare students to
work well with others (Pfaff & Huddleston, 2003), and

increase deeper thinking (Deeter-Schmelz, Kennedy, &
Ramsey, 2002), others find that they can lead to lesser learn-
ing (Bacon, 2005), to being dysfunctional (Chapman, Mueter,
Toy, & Wright, 2010), and to being hindered by social loafing
(Aggarwal & O’Brien, 2008). Thus, the core context of the
present research lies in the intersection of these two tandem
ideas—increasing student motivation and providing experi-
ential learning through group projects.

One important aspect of the theory base and model pre-
sented in this article is that it combines marketing education
literature with organizational behavior literature by drawing
parallels between student groups and employee teams. There
are several justifications for this cross-disciplinary theoreti-
cal link. First of all, both student group projects and employee
teams are goal-oriented and managed by a third party entity
(a professor or a manager) that will provide an incentive to
complete the task at hand. Bacon (2005) delineates between
peer-learning groups and business student project groups and
compares both of those to traditional real-world project
groups; findings show that both follow very similar pro-
cesses and are goal-oriented but do not necessarily have the
same goals. Another reason that an organizational behavior
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view of team dynamics is appropriate in the case of project
groups is that business schools are challenged to teach team
work and team building with real-world projects whenever
possible (Wright et al., 1994). Clearly, the students function
in a microcosm classroom environment but represent teams
similar to organizational ones. Last, the social aspects of
group behaviors and their consequences for overall project
satisfaction can be paralleled to similar social environments
in organizational teams. When groups work well together,
much like when employee teams have common goals and
implement knowledge sharing, they tend to derive positive
project outcomes (Chapman et al., 2010).

The article is organized as follows. First, two core con-
ceptual frameworks are presented: social contagion of moti-
vation and help-secking behavior. In the context of these
theories, hypotheses are rationalized by reviewing relevant
multidisciplinary literature. Following this, an empirical
descriptive quantitative study conducted on more than 200
students is presented in the form of a structural equation
model (SEM). Finally, conclusions, future research ideas,
implications, and limitations are offered.

Theoretical Frameworlk and
Hypotheses

The goal of this article is to further understand how student
motivation ultimately affects course satisfaction. However,
as existing pedagogical research does not draw from organi-
zational behavior theory, we introduce a different construct
called help-secking behavior and weave it into a pedagogical
framework. Given that the model is hybrid in nature, it can-
not draw from one theory base, and therefore what follows is
a building of hypotheses from various theory bases, which
leads to a proposed model.

Social Contagion of Motivation

Self-determination theory posits that various reasons or goals
drive actions and discusses the differences between motiva-
tion types (Deci & Ryan, 1985). This theory distinguishes
predominantly between two types of motivation: (a) intrinsic,
which means that a person is doing something due to the
interesting or enjoyable nature of the activity; and (b) extrin-
sic, that is, driven by some sort of potential reward or out-
come (Ryan & Deci, 2000). In the case of intrinsic motivation,
extant pedagogical research shows that that it can be increased
or decreased by external forces such as parents or teachers
(Ryan & Stiller, 1991). As part of a subtheory of self-determi-
nation theory, cognitive evaluation theory argues that inter-
personal events, which increase feelings of competence,
enhance intrinsic mofivation (Ryan & Deci, 2000). The fact
that intrinsic motivation, although not driven by outside
rewards or consequences, can be increased from social inter-
actions is a very important tenet of the contagious motivation
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Figure | . Conceptual model.

model in the present research. More specifically, the model
presented in this article starts with student motivation as an
independent variable and relies on its contagion through
group projects and shared goals. To be clear, student motiva-
tion in this article concerns an individual’s internal drive to
perform well in all course assignments, including group ones.
The model posits that the ability to increase intrinsic motiva-
tion can create and foster positive motivation, and as can be
seen in the model (see Figure 1), this motivation can then lead
to a better attitude toward the project and the class and even-
tually increase overall course satisfaction.

The ability to alter intrinsic motivation, especially as it
relates to pedagogy, is especially important when one consid-
ers group projects and shared goals and outcomes in the class-
room. More specifically, if one student has lower intrinsic
motivation than the other ones in a classroom group project
assignment, cognitive evaluation theory claims that certain
events can trigger increased motivation for that student. In
fact, in a series of experiments, Wild, Enzle, Nix, and Deci
(1997) argue that intrinsic motivation theory can be extended
to include a social contagion effect of motivation. These
authors show that people socially engage in perceptions of
others as they form their own intrinsic motivation levels (and
this is an ongoing process), which in turn stimulates them to
increase or decrease their quality of engagement in an activity
or class. From the educational perspective, this engagement
in a class can have immediate consequences for college stu-
dents; not attending class, for example, represents the highest
level of disengagement. On the other end of the spectrum,
attending and participating in class can have positive conse-
quences and increase intrinsic motivation in a ripple effect
fashion. Thus, the social contagion of intrinsic motivation can
have intense consequences in a classroom setting. Indeed,
perceptions of another student in the class or even the instruc-
tor (Radel, Sarrazin, Legrain, & Wild, 2010) can greatly alter
the intrinsic motivation of a student during a group project
experience. Radel and colleagues show that students experi-
ence higher intrinsic motivation and rate their peers as also
possessing such motivation when instruction style is altered.

Of particular interest to the present research is the impact
of the contagious effect of the intrinsic motivation on a
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student’s class project experience and consequently his or
her course satisfaction. In the model given in this article, stu-
dent motivation, also called intrinsic motivation, measures
the student’s commitment to doing his or her best in the
course and being well prepared for each class meeting. The
intrinsic motivation principle, although it also deals with cre-
ativity, encompasses the idea that intrinsic motivation
increases engagement in a process, which would include
searching and browsing behaviors (Amabile, 1996; Mueller
& Kamdar, 2011). Intuitively, one can also infer that if a stu-
dent is highly motivated, he or she will tend to be more of an
active learner in the classroom and hence tend to ask more
questions and pursue help when required. Defined as an
activity between individuals, wherein they purposely seck
help from others who they believe have better skills, capa-
bilities, or resources than they do, help-secking behavior has
been studied extensively in the organizational behavior lit-
erature (Bamberger, 2009). Therefore,

Hypothesisl: Student motivation positively affects help-
seeking behavior.

Student motivation as a construct dealing with a class-
room experience is also measured as student perceptions of
self-commitment (Curran & Rosen, 2006). These scholars
suggest that, along with several other perceptual measures
(such as instructor perception and course execution), student
motivation has a positive impact on student attitude toward
the course. Active learning is another component of student
motivation in the classroom, which deals with learner devel-
opment as part of the cooperative process in the classroom
(Young, 2005). This active participation in the classroom
essentially means that students are highly engaged in the
classroom and in the learning process, which is linked to the
ideas behind intrinsic motivation. Rassuli and Manzer (2005)
note that this motivation increases the overall success of
team learning in the classroom. In addition to the positive
impact of active learning, research shows that by increasing
student motivation, feedback processes tend to occur more in
the classroom, which then give rise to more open communi-
cation and suggestions (Lilly & Tippins, 2002), creating a
more open learning environment and ultimately better atti-
tudes. It is therefore suggested that

Hypothesis 2: Student motivation positively affects atti-
tude to the project.

Hypothesis 3: Student motivation positively affects atti-
tude to the class.

Help-Seeking Behavior

Much like employee teams work as a parcel of any organiza-
tion, group projects rely on functional communication struc-
tures and appropriate classroom dynamics. However, one of

the most important aspects of group projects is the learning
that occurs between and within groups and the fact that this
learning happens for different individuals at varied paces. In
other words, not every group member can fully understand
new material at the exact same pace. To counteract this prob-
lem, group members often rely on the ability to seck help
from other group members, as they share a common goal
throughout their course (Bacon, 2005). Newer research
shows that help-secking behavior does not always lead to
better performance, in particular for the secker (Geller &
Bamberger, 2012).

Literature shows that there are broadly two categories of
activities that occur in team assignments, namely, task-
related and relational ones. Help secking is a relational
activity, since it helps build relationships within groups,
whereas task-related activities consist of activities such as
setting up meeting times (Mueller, 2012). In an organiza-
tional context, Perlow and Weeks (2002) suggest that rela-
tional activities are often not formally rewarded and thus are
more likely to be avoided or lessened in scope when possi-
ble. In line with the organizational perspective of help seek-
ing, strong affective relationships, whether in dyads or in
teams, can eventually encourage reciprocity (Dirks &
Ferrin, 2002). Whereas help secking can be seen as a social
cost, these authors suggest that such costs can be offset
when individuals trust that giving help or sharing knowl-
edge will eventually be reciprocated. Added to this, higher
quality working relationships are predictive of help-secking
behavior in an employee context (Settoon & Mossholder,
2002). Thus, help secking can be viewed as positive for a
classroom environment; better relationships increase the
likelihood of help secking and help secking tends to improve
relational trust.

Another perspective of group projects and group work
lies in the conceptualization of them from a network per-
spective. In particular, organizations can be seen as net-
works of units connected through relational ties, much as a
classroom consists of multiple groups sharing in a learning
environment (Brass, Galaskiewicz, Greve, & Tsai, 2004).
Help seeking is one form of knowledge sharing, and exist-
ing research shows that it can be associated with negative
social costs, such as admitted incompetence and lack of self-
image on the part of the help secker (Bamberger, 2009); on
the other hand, Reinholt, Pedersen, and Foss (2011) indicate
that such negative consequences of help seeking and knowl-
edge sharing can be reduced if individuals are autonomously
motivated to engage in it. In essence, when individuals are
autonomously motivated to share knowledge and seck help,
they do so because such behavior is consistent with their
beliefs and self-worth (Ryan, 1995), and therefore, they usu-
ally have less of a tendency to worry about how they might
appear to others in their team. That said, high achievement
motivated individuals are less likely to seck help because
they would rather trudge through and be able to overcome
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their difficulties on their own (Cleavenger, Gardner, &
Mhatre, 2007). In fact, those who are high achievers are
more likely to be the ones on a team who function as helpers
rather than seckers. Thus, if an individual is secking help
from someone else on a team, the seeker must believe that
the helper is willing and able to share knowledge. The belief
that a team member is more knowledgeable would also indi-
cate that the other student is more motivated, and thus 1
hypothesize that

Hypothesis 4: Help-secking behavior positively affects
perceptions of other student motivation.

Since classrooms are a social environment, the interac-
tion between students and their perceptions of each other
can have a large influence on their overall attitudes toward
a project and, in turn, the course. For example, social loaf-
ing, also known as free riding, occurs when a student does
not do a fair share of the work toward a group project
(Aggarwal & O’Brien, 2008). These authors show that
social loafing leads to overall decreases in student percep-
tions of other student contribution satisfaction. On the other
hand, when students believe that other students did contrib-
ute a fair share of work to a project, they should have a
better attitude regarding a group project. In line with this
notion, Dommeyer (2007) uses a diary method to find that
when students feel that other group members contributed
equally to the project, they tend to have better views of
those members. Furthermore, more recent research creates
an attitude measure and shows that student attitudes toward
group projects and members are higher when work is fairly
divided among team members (Dommeyer, 2012). In the
current study, similar items are used; students connect their
perceptions of other students with their overall learning in
multiple classes. Since previous research shows that group
projects can lead to less learning than individual ones
(Bacon, 2003), these items are important indicators to pro-
vide a mitigating impact on negative outcomes from group
projects. Even though the present research does not mea-
sure learning outcomes, student satisfaction with a course
and with a project serve as the outcome variables of inter-
est. Deeter-Schmelz et al. (2002) demonstrate that although
team size, team cohesion, and team diversity were all tested
as possible predictors of team performance, only cohesion
surfaced as a significant one; cohesion in teams requires
team members to achieve consensus as they make deci-
sions. The ability to build consensus as a group would
require members to believe that other group members have
shared goals and are equally motivated. Furthermore, when
students have a positive attitude toward a task, they tend to
make the best decisions and perform better on the task
(Chapman & van Auken, 2001; Glazer, Steckel, & Winer,
1987). As such, a positive attitude toward a class would
mean that a student would have a positive attitude toward
tasks within that class. Hence,

Hypothesis 5: Perceptions of other student motivation
positively affect attitude to the project.

Hypothesis 6: Attitude to the class positively affects atti-
tude to the project.

In addition to positive attitudes toward a course and proj-
ect, pedagogical research shows that positive group project
experiences lead to more perceived learning, both in terms of
course material and teamwork (Bacon, Stewart, & Silver,
1999). Also, Bacon and colleagues find that beneficial team
experiences engender perceptions of an overall more enjoy-
able course. In a recent comprehensive study of student
groups and group activities, Chapman et al. (2010) suggest
that whereas faculty may not believe that student groups are
effective in terms of their communication, students them-
selves often have a positive experience in group projects. In
fact, faculty pessimism about group projects appears to be
stagnating. This research also highlights the impact of atti-
tudes toward groups on overall course satisfaction. The
nature of a project can also have an impact on student atti-
tude; for instance, Bobbitt, Inks, Kemp, and Mayo (2000)
suggest that the experiential learning that occurs in a well-
designed project can enhance student overall course satisfac-
tion and learning. Thus, I propose the following hypotheses:

Hypothesis 7: Attitude to the class positively affects
course satisfaction.

Hypothesis 8: Attitude to the project positively affects
course satisfaction.

The conceptual model given in Figure 1 graphically
depicts the hypotheses described previously.

Method

Participants and Procedure

To test the hypotheses and overall model depicted in Figure 1,
a total of 215 (119 females and 96 males, median age = 24)
undergraduate students from a large state-supported univer-
sity in the western part of the United States who were enrolled
in multiple marketing courses voluntarily completed the sur-
vey for course credit. Specifically, those courses included
three sections of marketing research and two sections of
Internet marketing classes, for a total of five different
courses. In all courses in which the survey was administered,
the procedure was identical, and the instructor was the same.
In addition, the instructor did not assign students to teams;
instead, students were allowed to self-select into groups.
Previous research shows that self-selected teams tend to have
better experiences with projects, in general (Bacon et al.,
1999). The survey was administered just prior to the end of
the semester during class time and included all of the mea-
sures given in the model. Students were not aware of the pur-
pose of the survey or research questions.
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Table |. CFA Statistics.

Construct Measurement items Item loading
Help-seeking behavior (HSB: CR = 0.94; HSB . | frequently ask teammates for assistance in creative 86
AVE = 0.80) problem solving.
HSB2 2. | often request help from teammates when struggling to 93
solve problems creatively.
HSB3 3. | often ask for assistance from teammates with creative tasks 94
or projects.
HSB4 4. | oftentimes seek my teammates help or suggestions for .84
handling creative problem solving.
Other student motivation (OSM: OSM . The other students enhance my learning experience. .89
CR=09 ;AVE=07) OSM2 2. | found the other students supportive. .88
OSM3 3. Being involved with other students helps me learn. .87
OSM4 4. | enjoy discussing the diverse opinions offered by other 73
students.
Student motivation (SM: CR = 0.82; SM . | was committed to doing the best that | could in this 92
AVE=0.7 ) course.
SM2 2. | was well prepared for every class meeting. 75
Attitude to project (AP: CR=0.9 ; AP . Attitude: bad/good .90
AVE = 0.67)
AP2 2. Attitude: dislike/like 9
AP3 3. Attitude: unfavorable/favorable 9
AP4 4. Attitude: not usefulluseful .68
AP5 5. Attitude: not fair/fair .65
Attitude to class (AC: CR = 0.92; AC . Attitude: bad/good 8
AVE=108 ) AC2 2. Attitude: dislike/like 96
AC3 3. Actitude: unfavorable/favorable 93
Course satisfaction (EC: CR = 0.94; CS . Satisfaction: dissatisfied/satisfied 93
AVE =0.79) CS2 2. Satisfaction: displeased/pleased .96
CS3 3. Satisfaction: unfavorable/favorable 86
CS4 4. Satisfaction: unhappy/happy .80

Note. Model fit: 1(2 5) = 430.52, p =.000; conflrmatory fit Index = .946; Tucker—Lewls Index = .938; root mean square error approximation = .073.

AVE = average varlance extracted.

Measures

The study uses a structured survey questionnaire, designed
with previously validated constructs, as detailed in Table 1.
For consistency, all constructs were presented with 9-point
scales with anchors of 1 = strongly disagree and 9 = strongly
agree.

Student motivation (SM) measures the perception that a
student has with respect to the motivation of the other stu-
dents in his or her classroom with a two-item Likert-type
scale. This scale is adapted from the student perceptions
of self-commitment scale given in Curran and Rosen
(2006).

Help-seeking behavior (HSB) measures the amount of
help a student asks for from his or her teammates during a
course for solving tasks, often of a creative nature using a
4-item Likert-type scale. The original scale was six items;
however, two of them did not fit the context of the study
(since they were more aimed at solving a problem, not

approaching a task) and were therefore not included
(Anderson & Williams, 1996; Mueller & Kamdar, 2011).

Other student motivation (OSM) measures the perception
that a student has toward other students in the class, empha-
sizing the impact that those other students have on his or her
learning, using a 4-item Likert-type scale (Curran & Rosen,
2006).

Attitude to the project (AP) measures the attitude a stu-
dent has toward his or her project in a class; Attitude to the
class (AC) measures student attitudes toward a class. Both
scales are adapted from attitude scales given in previous
research (Day & Stafford, 1997; Homer, 1995; Krishen &
Homer, 2012). To add reliability, two items were added into
the AP scale, useful/not useful and fair/not fair. Both of these
constructs use semantic differential scales; AP has five items
and AC has three items.

Course satisfaction (CS) measures student satisfaction
with a course with a 4-item semantic differential scale and is
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adapted from a satisfaction scale given in Spreng, MacKenzie,
and Olshavsky (1996).

Results

Refinement of Scales and Measurement Model

The SEM, as shown in Figure 2, includes six variables: HSB,
OSM, SM, AP, AC, and CS. To verify the validity of the
model across class sections, an initial ANOVA was per-
formed to check for differences across the six constructs of
interest. Results show no significant differences between
groups for marketing research (MR) versus Internet market-
ing (IM) undergraduate class sections for any of the six con-
structs of interest for MR (n = 177) versus IM ( = 38) classes:
(a) HSB (M = 6.48 vs. M = 6.24; F[1, 213] = 0.57, ns); (b)
OSM (M = 6.43 vs. M= 6.62; F[1, 213] = 0.33, ns); (¢c) SM
(M =17.54 vs. M= 7.46; F[1, 213] = 0.14, ns); (d) AP (M =
7.00 vs. M=17.33; F]1,213]=1.52, ns); (e) AC (M =7.50 vs.
M=18T; F[1,213]1=1.91, ns); and (f) CS (M =743 vs. M
=7.53; F[1, 213]1=0.18, ns).

All constructs in the model were first examined simultane-
ously to assess model fit. As such, the standard residual cova-
riance matrix, squared multiple correlations, and modification
indices were referenced so as to determine appropriate mea-
surement model fit. In total, one item was deleted from the full
model before an acceptable model fit was attained. In particu-
lar, the third item was eliminated and on further inspection, the
wording of that item (“I attended all class meetings”) does not
appear to be consistent with the first two, which centered more
on commitment and performance in the course.

The full structural model (see Figure 2) indicates adequate
fit considering [ 7 = 474.14, root mean square error of approx-
imation (RMSEA) = .073, Tucker—Lewis index (TLI) = .933,
normed fit index (NFI) = .894, and comparative fit index
(CFI) = .941; however, examination of the average variance

extracted (AVE) for each construct shows poor loading for
SM3 (squared multiple correlation of .045), indicating that
SM3 explains the least amount of variance. The AVE for stu-
dent motivation with all three items is .478, and an accept-
able AVE should be greater than .50 (Barclay, Thompson, &
Higgins, 1995). So, from the student motivation scale, one
item, Question SM3, was deleted, leaving an acceptable AVE
for that construct of .71. With the exception of student moti-
vation, all constructs have at least three associated measure-
ment items. This is in agreement with the Hulland (1999)
suggestion that researchers include multiple measures for
each construct when using SEM. AMOS 20.0 was used to
test the proposed hypotheses for the model.

Structural Model and Hypothesis Testing

Table 1 displays loadings for each construct item as well as
composite scores and AVE, so as to ascertain the model
validity and reliability. All items are significant at .05 levels
with high loadings (all are above .70), showing convergent
validity. All constructs demonstrate acceptable levels of reli-
ability with composite reliability measure of .70 or higher
(Nunnally, 1978). As seen in Table 1, each construct has a
high level of reliability for alpha values with levels ranging
from as low as .82 to as high as .94. AVE indicates the vari-
ance captured by the indicators in relation to measurement
error (Fornell & Larcker, 1981). At a minimum, to use a con-
struct in a model, its AVE should be greater than .50 (Barclay
et al., 1995). This cutoff AVE value is sufficiently surpassed
by all six of the constructs in the model (ranging from .67 to
.81) shown in Figure 1 (see Table 1).

In Table 2, the discriminant validity statistics along with
the means and standard deviations of each construct are
given. In this table, diagonal values represent the square root
of the AVE. As a test of discriminant validity, these diagonal
values should be greater than their corresponding nondiago-
nal ones. The table shows that this is the case, and therefore
discriminant validity is displayed. Table 3 presents cross-
factor loadings of construct items; as shown in the table, all
items loaded higher on their respective constructs than on
others, which provides further support for discriminant
validity. Given all of the above information, the model indi-
cates both discriminant and convergent validity, such that
measures of the constructs are distinct and the indicators load
on the appropriate construct satisfactorily.

Table 4 and Figure 3 both show the path model results for
the complete model. The fit statistics for the final model
show that it has an acceptable fit: [* = 430.52, RMSEA =
.073, TL1=.938, NF1 = .903, and CF1 = .946 (Bagozzi & Yi,
2012; Barr, Dixon, & Gassenheimer, 2005; Lee & Sargeant,
2011). Also given are the findings for the hypothesized
results (Hypotheses 1 to 8). As depicted in the highly signifi-
cant critical ratios, all hypotheses are fully supported, and all
paths are significant at the p < .05 level.
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Table 2. Mean, Standard Deviation, and Correlations.

Variables Mean SD HSB OSM SM AP AC
HSB 6.44 80 —

OsM 6.46 78 45 —

SM 7.53 20 23 .2 —

AP 7.06 5 .34 A4 3 —

AC 7.57 49 .09 23 27 42 —
Ccs 7.44 40 .5 .28 22 57 74

Note. HSB = help-seeking behavior; OSM = other student motivation; SM = student motivation; AP = attitude to the project; AC = attitude to the class;

CS = course satisfaction.

Table 3. Cross Factor Loadings.

HSB OSM SM AP AC CS

HSB . | frequently ask teammates for assistance in creative problem solving. .86 43 55 23 07 .
HSB2 2.1 often request help from teammates when struggling to solve problems creatively. 93 47 26 25 08 .2
HSB3 3.1 often ask for assistance from teammates with creative tasks or projects. .94 47 26 25 08 .2

HSB4 4.| oftentimes seek my teammates help or suggestions for handling creative problem solving. .84 43 24 23 07 .
OSM . The other students enhance my learning experience. 45 89 .3 36 04 .3
OSM2 2. | found the other students supportive. A5 88 .2 36 04 .3
OSM3 3. Being involved with other students helps me learn. 44 87 .2 35 04 .2
OSM4 4. | enjoy discussing the diverse opinions offered by other students. 37 73 .0 29 03 .0
SM . | was committed to doing the best that | could in this course. 26 .3 92 35 28 128
SM2 2. | was well prepared for every class meeting. 2 . 75 29 23 1N

AP . Attitude: bad/good

AP2 2. Actitude: dislike/like

AP3 3. Actitude: unfavorable/favorable
AP4 4. Actitude: not useful/useful

AP5 5. Actitude: not fair/fair

AC . Attitude: bad/good

AC2 2. Actitude: dislike/like

AC3 3. Actitude: unfavorable/favorable
() . Satisfaction: dissatisfied/satisfied
CS2 2. Satisfaction: displeased/pleased
CS3 3. Satisfaction: unfavorable/favorable
CS4 4. Satisfaction: unhappy/happy

[

25 6 35 90 36 47
25 J6 35 91 36 49
25 37 35 91 36 49
.9 27 2 68 27 .

. 8 26 25 65 26 .36
07 03 24 32 81 .6

.08 04 28 38 96 .72
.08 04 28 37 93 .70
. .3 28 50 70 .93
.3 .3 29 52 73 96
.2 .2 26 46 65 .86
.0 . 24 43 6 .80

Note. HSB = help-seeking behavior; OSM = other student motivation; SM = student motivation; AP = attitude to the project; AC = attitude to the class;

CS = course satisfaction.

Italicized and bolded values indicate higher loadings for the items pertaining to their respective constructs, which indicates discriminant validity.

The strength of the relationships between the constructs
can be noted from the path coefficient values. In the model,
per Hypotheses 1, 2, and 3, student motivation significantly
predicts help-seeking behavior, attitude to the project, and
attitude to the class, with path coefficients of .28, .24, and
.30, respectively. Help-seeking behavior has a significant
impact on other student motivation (Hypothesis 4), with a [
value of .50. In turn, as suggested by Hypothesis 5, with a
path coefficient of .35, other student motivation positively
affects attitude to the project. In addition, attitude to the class
significantly influences attitude to the project (Hypothesis 6)
with a path coefficient of .31. Importantly and as stated in
Hypothesis 7, attitude to the class, with a path coefficient of

.64, is a strong predictor of course satisfaction. Attitude to
the project also has a significant predictive relationship with
course satisfaction, with a Jvalue of .28, as hypothesized in
Hypothesis 8.

To ascertain the extent to which variances in the con-
structs can be explained by the model, R* values of the
dependent constructs were calculated and found to be sig-
nificant (Hulland, 1999). Findings show that R* values
were as follows: course satisfaction is .64, attitude to the
project is .36, and other student motivation is .25. The
model shows a smaller percentage of variance accounted
for with regards to help-secking behavior (.08) and attitude
to the class (.09).
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Table 4. AMOS Path Model Results.

Structural paths t Value Hypothesis

SM — HSB .28 36 * H , supported
SM — AP .24 3.23% H2, supported
SM — AC .30 3.75% H3, supported
HSB — OSM .50 7.52% H4, supported
OSM — AP 35 5.49* HS5, supported
AC — AP 3 4.57* Hé, supported
AC — CS .64 0.38* H7, supported
AP — CS .28 5.39* H8, supported

Note. HSB = help-seeking behavior; H = hypothesis; OSM = other student motivation; SM = student motivation; AP = attitude to the project; AC =

attitude to the class; CS = course satlsfaction. |1
* Significant at p < .005 (two-tailed).

0285

Help seeking Hs:0.35*
behavior

H,:0.50 Dthcr_stufient
motivation

=3 Positive significant relationship

Note: * Significant at p<.005

Figure 3. Hypotheses testing results.

Discussion
Pedagogical Implications

Drawing from both pedagogical and organizational behavior
literatures, the contagious motivation model brings in help
seeking as an important construct to further the understand-
ing of group project behavior. In particular, the model high-
lights how motivated students can contagiously motivate
other students during group project work and ultimately
improve their attitudes to the class and project. The model
further shows that when attitudes to the class and project
improve, students will also experience higher course satis-
faction. Moreover, this article proposes a pedagogical model
by tying together intrinsic motivation theory with social con-
tagion of intrinsic motivation and putting these into the con-
ceptual methodology of group projects in a classroom. Then,
using a sample of 215 students in self-selected group proj-
ects, the model is shown to have adequate fit.

Previous research shows that student intrinsic motiva-
tion can be increased by changing the way that professors
teach their courses. For example, Young (2005) indicates
that highly interactive faculty can increase student intrin-
sic motivation by employing active learning in the

Is a standardized coefficient.

classroom and increasing classroom dialogue. Still other
research argues that professors and students should share
responsibility for the student learning experience, as an
important agenda throughout the course, and that such
shared learning will lead to increases in student motiva-
tion (Sierra, 2010). Likewise, recent research by Taylor,
Hunter, Melton, and Goodwin (2011) suggests that by set-
ting expectations of cocreation in the learning process and
emphasizing the importance of learning as a joint student—
professor goal, students are more likely to increase class-
room motivation and learn actively. The current article
augments such research with a model that shows how
other students can affect student motivation during group
projects. As an important part of the learning process in
business school courses, student projects are often the
bane of a professor’s classroom experience, and likewise
for students. Methods of achieving benefits from group
projects are thus sorely needed for both students and
professors.

There are multiple implications of the contagious moti-
vation model for educators. First and foremost, educators
should empower students in the classroom by providing an
active learning environment and maximizing reflective
learning abilities in students. In essence, an active learning
environment can facilitate motivation in the students and
also improve help-seeking behaviors. These goals can be
accomplished by charting out exercises and facilitating
lively classroom discussions throughout the semester.
Second, whereas literature shows that group projects can
yield mixed results in terms of learning outcomes, the
majority of research favors the idea of creating a realistic
“business-like” environment in the classroom, which proj-
ects provide (King & Behnke, 2005). By introducing an
analogy of a firm with its employee teams to a classroom
with its student groups, this article contends that help seek-
ing is an important variable to establish group cohesion. As
shown in the organizational behavior literature, help seek-
ing plays a significant role in building relationship capital
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within teams, by fostering reciprocity and encouraging
knowledge sharing. In effect, help-secking behavior serves
as an important antecedent to the perception of other stu-
dent motivation, which then leads to increases in attitude to
the project, class, and satisfaction with the class. The model
begins with motivated students, meaning that, as Taylor
et al. (2011) find, the professor’s role in the classroom of
increasing student engagement is still critical. Without
motivated students, the ability to increase student-to-stu-
dent knowledge sharing and help secking during group
projects is at risk. Therefore, the current model builds on
previous educational research that argues for fostering an
active learning environment in the classroom. The biggest
benefit of contagious motivation for group projects is that,
as the theory shows, intrinsic motivation in students can be
increased, which will then lead to enhancement of attitudes
for all team members.

Conclusions

Future research can address several important aspects of the
contagious motivation model. One possible venue would be
the ethical implications of the model, for example, the impact
of unethical group member behavior on student projects and
course satisfaction (Nill & Schibrowsky, 2005). Cross-
cultural implications would also be an interesting area to pur-
sue, in particular the impact of self-construal theory and
interdependent versus independent thinkers (Payan, Reardon,
& McCorkle, 2010). Since motivation is a very well estab-
lished area of pedagogical research, several other constructs
could have been employed, and future research can address
those. For example, Bacon and Novotny (2002) present an
achievement motivation seven-item scale, and Young (2005)
provides two four-item scales for intrinsic and extrinsic
motivation. Additionally, future research can test the model
or similar models through a multigroup analytic perspective,
to identify possible moderators to the model such as student
grade point average, work experience, or personality charac-
teristics. The knowledge of the impact of such moderators
could be useful to professors as well as students as they form
project groups.

The introduction of help-secking behavior into a peda-
gogical context can increase cross-disciplinary richness by
bringing in organizational behavior ideas where they are
appropriate, just as marketing researchers often apply psy-
chological principles and theories. Whereas help-secking
behavior can lead to positive outcomes such as the building
of trust and reciprocity and motivation benefits, future
research can also expand on the idea of help secking in the
pedagogical context by exploring differences in learning that
occur when help-seeking behavior is higher in certain groups
versus others. Also, in the context of group cohesion and
individual personality types, Freeman and Greenacre (2011)
identify social loafers versus strugglers. Help-seeking

behavior can be tested in the context of those two types of
group members; many help seekers could actually be strug-
glers and be seen as such in terms of group dynamics.
Professors would then need to identify ways to make sure
that helpers do not suffer in terms of their learning experi-
ence while trying to share their knowledge. Additionally, the
help-secking behavior variable should be further explored in
combination with other important group project variables
such as group size, group grade percentage, and other group-
related variables.

A professor’s role in the classroom dynamics, even as per-
taining to group projects, cannot be underestimated. The
ability to improve group motivation by fostering trust and
help secking within groups can clearly provide better group
and classroom experiences but not without a professor who
encourages such behavior. Ample research stresses the
importance of a professor’s attitude toward a group project
versus the student team attitudes, finding that there are large
disparities. To that end, Chapman et al. (2010) document
much more negative professor attitudes and suggest impor-
tant measures to correct and improve them. Future research
can explore professor attitudes toward student motivation
and help-secking behavior and measure those against out-
come performance variables within group projects.

Given the plethora of social media tools at the disposal of
most students and the growing prevalence of digital technol-
ogy employment in pedagogy (Buzzard, Crittenden,
Crittenden, & McCarty, 2011), project groups have another
simple method to increase communication and trust. For
example, professors can encourage students, if they so desire,
to create Facebook groups or Google docs repositories for
their project communications. Such digital techniques can
often reduce the redundancy in knowledge-sharing commu-
nications, since students can offer up solutions one time, and
the entire group becomes privy to the information. These
forums also allow for ample “helping credit” to be given to
the helper while the seeker is able to gain the required infor-
mation without having to make face-to-face inquiries and
may thus experience lower social costs.

Limitations

As with all research, there are limitations in the present
research and ways that it could have been strengthened. First,
additional institutions could have been tested to make sure
that the model fits under various circumstances, and adding
to its ecological validity. Second, the focus of the present
rescarch was undergraduate marketing students but future
research could test the model across a larger range of stu-
dents, including graduate ones. In addition, an experimental
paradigm could also be an effective way of increasing the
validity of this model, for example, manipulating help-
secking behavior to test the contagion effect. Since it is pos-
sible that indirect hypotheses can exist, we could have tested
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