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ABSTR.ACT 

The purpose of this research vs as to explore the moti\ es. \ alues and expectations of 

Israeli Russian immigrant students and their parents who emigrated from Russia in the 

199()s. 

Instruments administered to the students included the Thematic Apperception Test 

(TAT)—a projecti\e measure for assessing motives (Murray. 1938). The Thematic 

Apperception Test required the students to create imaginati\e stories in response to a 

series of four pictures. In addition, the students were asked to answ er a Student 

questionnaire. The instrument administered to the parents included a Parent 

questionnaire. The questionnaires were used to e\ aluate values, expectations and 

opinions. 

The study took place in an afternoon school called the "Impulse School". All the 

teachers and students attending this school are Russian, and the lessons are all in Russian. 

Ninety-nine students participated in this study. The majority of students were ages 

10-11. This group included both genders. One hundred and four parents took part in this 

slud\. Fifty-nine parents ha\ e a child who participated in the study. E\ ery one of the 

parents has children attending the "impulse School". 

The data from the Parent and Student questionnaires show s a lack of relationship 

betw een parent-student pairs. The adults and students ha\ e different perceptions of the 

academic expectations and e\ alualions of the students' functioning. TTie students 

perceiv e their parents to hav e higher expectations and the> ev aluate their schoolwork 

higher than their parents. The only similarity between parents and students was in both 
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groups' definitions of success. The majority of students and parents defined success in 

achievement terms. 

This study reveals the parents' perception of the Israeli educational system as being 

academically weaker than the Russian one. 

The results agree with McClelland's (1987) assertion that correlation between the two 

types of measures—the projective and unconscious TAT, and the direct and conscious 

questionnaires, is quite low. The majority of TAT stories expose negative feelings 

associated with achievement motivation. By contrast, the questionnaires show that the 

students value good grades and express academic self-confidence. 

Many of the stories did not focus on achievement motivation but on the affiliation 

motive, despite the fact ihat tlu-ee out of four pictures were supposed to arouse 

achievement themes. 
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CHAPTER 1 

INTRODUCTION 

The present research attempts to study the motivational dynamics of students ages 9-13 who 

are children of Russian immigrants in Israel. I have explored the educational values and 

expectations as well as the motivational challenges facing this group of students in the context of 

adjustment to Israeli life. The present research centers on a number of issues-- the values of the 

students and their parents were examined with both groups' perceptions of success and failure. 

The parents' expectations regarding their children's education were studied together with the 

parents' level of assimilation. 1 have looked at the parents' perceptions of the Israeli educational 

system and their level of satisfaction. Finally, I focused on the students' achievement motivation, 

m addition to their affiliation and power motives. 

The present research is essentially a qualitative study. The intent is to investigate and 

document different perceptions and expressions of parents and children in an immigration 

context. I realize the difficulty of discussing precise causal relationships in a study that is not 

controlled experimentally. Yet this is an attempt to understand and describe how the 

psychosocial context of the students' lives influences their achievement motivation. 1 portray 

how students' values and expectations compare in terms of parents values and expectations. 

Different studies may vary in their emphasis upon the child, family, community, and school. The 

viewpoint of this study centers on the students and their parents rather than on the school or 

community. The perceptions of the students and those of their parents were of foremost interest. 
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My study took place in an afternoon school called the "Impulse School". All students who 

participated in the present study attend the "Impulse school", a school for the children of Russian 

immigrants in Beer-Sheva. All the students attending this program are Russians; no other Israeli 

students participate. The teachers are Russian, and they give lessons in subjects such as math. 

English, music and Russian language and culture. All the subjects at the Impulse school are 

taught in Russian. This illustrates the attempt to preserve the Russian culture and language and to 

pass it on to the next generation. Many of the teachers do not work as teachers in the public 

schools, but have a degree, usually from Russia, in the relevant subjects. 

The study has been conducted in one of the Russian community's educational institutions 

that were founded during the 1990s. It is therefore important to understand the circumstances 

that led to these exceptional pattems of community organization. This institution is an example 

of the organization and consolidation of the Russian community in Israel It is one of numerous 

educational institutions founded by the immigrants at their own initiative, independent of 

government support. 

Distinction Between Motives and Values 

The motives and values of the Russian immigrant parents and their children are the 

focus of this research. McClelland emphasized the importance of distinguishing motives 

from values. McClelland's (1958, 1987) position is that any general theory of motivation 

must take both conscious and unconscious motives into account. The present study tests thai 

assertion by examining and comparing the two constmcts. The measurement tools that ha\ e 

been used attempted to examine motives and values as different constructs. 
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There was an effort to distinguish between motives and values by using two different tools 

for assessment; the Thematic Apperception Test (TAT) and two questionnaires. The projective 

indirect tool that has been used to assess the motives was the TAT. The open and closed 

questions on the Students' and Parents' questionnaires were direct and were used to evaluate 

values and expectations. 

The choice of the TAT as one of the instruments to assess motives reflects the 

researcher's interest with the unconscious. The Thematic Apperception Test (TAT) requires the 

individual to create imaginative stories in response to a series of pictures. The content of the 

fantasy is then analyzed to uncover underlying motives, thoughts, and issues. The idea behind 

the TAT was to get a sample of fantasies or daydreams, to find out what kinds of motives were 

on people's minds when they were not consciously reporting on their own desires and thoughts. 

Four pictures were applied in the study as the projective measure. Three of the four 

pictures were taken from the TAT and were previously used in numerous studies to assess 

achievement motivation. The fourth picture was taken from the Children's Apperception Test 

(CAT). The analysis of the stories produced by the students in the sample are based on the three 

primary motive systems, which McClelland has identified and measured, these are: 

A achievemenL^success motive. B. power/impact motive, and C. affiliation/intimacy motive. 

The research assumption is that the projective tool and the coding of the stories, gave a measure 

of unconscious motives. This content analysis of the TAT stories provided a better measure of 

the students' motives than the self-report measures, such as the questionnaires. 
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Values are normally measured by asking people to indicate what is important to them. 

They are affected by social norms and by social demands. In the present study, parents and 

students have been asked to specify what success and failure mean to them. They reported their 

values in a conscious and direct way, but their responses were spontaneous, and not determined 

by a pre-selected list chosen by the researcher. There is a cognitive, self-conscious and culturally 

influenced element in their responses. The spontaneous aspect helps reveal the core values that 

are central to their upbringing in Russia and in Israel. 

The students have responded to a Student questionnaire that was designed to measure their 

values, their academic self-esteem and their perceptions of their parents' expectations of them. 

The parents were presented with a Parent questionnaire that was designed to measure their 

values, their attitudes towards the Russian and Israeli educational systems, attitudes towards their 

status as Russian immigrants in Israel, and expectations regarding their children. In order to 

evaluate the parents' and students' attitudes or opinions the respondents indicated their 

agreement or disagreement with a series of statements. 

The two questiormaires provide the self-report measure in which there is a large cognitive 

element, which is not part of the motive disposition. This distinction is the purpose of the two 

measurement tools. The motives are more important for predicting what people will 

spontaneously do. whereas values are more significant for shaping what they will cognitively 

determine should be done (McClelland, 1987). When parents and students respond to the 

questionnaires they know what they are doing. They are self-conscious and report what is 

important to them, or what is socially acceptable. By contrast, the students responding to the 
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TAT do not know what aspect of their thinking is of interest, and they cannot consciously form 

their thoughts. 

Previous studies have found that the correlation between the two types of measures is quite 

low. Value attitudes do not correlate with motive scores obtained from coding spontaneous 

thoughts (Child, Frank, & Storm, 1956; McClelland, 1987). The theoretical assumption of this 

research is that these two types of measures are essentially independent of each other. 

Considerations for the Research 

The current study tries to focus on the experience of Soviet immigrants who have 

qualitatively different set of problems than other groups of immigrants. Many of the studies that 

have been done on Russian immigrants in Israel have reached the conclusion that the Russian 

immigrants have undergone the process of "integration without assimilation". This reflects the 

unique situation of these immigrants who were socialized under the Soviet regime and then came 

to a western country from the Soviet Union. Their high level of achievement motivation and 

emphasis on academic studies have helped them adapt successfully to the economic and 

educational system of Israel. This can be explained by the fact that they come from a country that 

is modem and where education is encouraged. On the other hand, they did not adjust fully to the 

values and culture of Israeli society. On the socio-cultural level they remained Russian. 

Previous research findings contest the assumption that there is necessarily a positive 

relationship between school performance and assimilation (Matute-Bianchi, 1986). It has been 

found that first generation immigrants to the United States often perform better in schools when 

compared to the second generation who were bom in the United States and are more 
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"Americanized". This finding can help us understand the case of the Russian immigrants in 

Israel. The parents hold on to their Russian culture and language, they do not accept the "all 

Israeli" ethos that was common to previous groups of immigrants, and they often reject many of 

the Israeli values. At the same time, their children are motivated generally to succeed at school. 

Valuing education and school success characterizes the Russian immigrants even before they 

immigrated, and it can be transferred to their children despite the new educational and cultural 

context in which they live. 

Soviet parents have always stressed their children's academic achievements. They are 

used to being involved in their children's homework and they insist on high quality academic 

education. Soviet Jews have high demands and expectations from the educational system, but 

they often feel frustrated when they meet a completely different school system in Israel (Sharlin 

& Elshankaya, 1999), Rightly or wrongly, they view the Israeli school system as worse than the 

Soviet one. The Russian parents were raised in a system in which the student had to behave 

according to the expectations of the adult world of parents and teachers. 

There are relatively few studies on Soviet Jewish children. One study examines specific 

conditions of immigration to the United States in 1990 (Castex, 1992), while another 

(Aronowitz, 1992) points to the relationship between parental attitudes towards social change 

and new experiences of their children's adjustment in the United States' schools. A number of 

studies have focused on immigrant students from the former Soviet Union and their adjustment 

to the Israeli educational system (Horowitz, 1986). It is noteworthy that most of the children in 

this study have been raised in Israel and came to the country at a young age. The sons and 
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daughters of the Russian immigrants, they have been for the most part socialized inside the 

Israeli educational system. The majority of students in the sample know Hebrew very well, and 

despite the fact that they go during the afternoon to the "Russian school", they are not new to the 

country. Previous studies conducted with immigrant students have dealt with children who were 

socialized in the Russian schools. In contrast, the majority of students in the present study was 

familiar with the Israeli school, and has lived in Israel for at least three years. 

The Israeli educational system is a centralized one, and it can be assumed that the experience 

of students in the formal educational system in other parts of the country has been more or less 

the same. The individual immigrant child is a part of a collective of children sharing the same 

experience (Horowitz, 1986). So we can assume that the children in this sample share similar 

experiences with their peers in other schools and in other parts of the counir>'. 

Previous research about this population have examined general child-rearing problems, 

relationships between Russian immigrant parents and their children, and the efiect of 

immigration on parenting in general (Roer-Streir and Rivlis, 1998; Sharlin and 

Elshankaya,1999).General questions of child-parent relationships and parental expectations 

regarding other educational concerns, such as socialization, peer pressure etc., are not addressed. 

It is important to point out that most of the families who participated in this study came 

from the western republics of the former Soviet Union. Previous research has shown that 

families that came from the southern republics of Georgia, the Caucasus and Bukhara have 

different adjustment patterns than other Russian immigrants (Horowitz, 1986). The former had a 

more traditional way of life. Most of the problems they faced were related to adjustment in an 
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open modem society. They were similar to Jewish immigrants from traditional backgrounds 

from non-communist developing Muslim countries. Many of the Jews from North Africa and 

Asia had similar problems of adaptation to a modem society. The immigrants from the southem 

republics had problems of low social status, but they were less influenced by the values and 

norms of the Soviet government. 

There was a high level of homogeneity of the Soviet schools throughout the Soviet Union 

(Horowitz, 1986). This is a significant point to remember when discussing the attitudes of the 

parents in this study. The parents came both from the western and eastem regions of the former 

Soviet Union. The division between "East" and "West" is noteworthy with regards to the degree 

of modernization, but these geographic regions are not automatically consistent in the level of 

Sovietization (Horowitz, 1990). Despite this distinction, all the parents in the sample were 

socialized in a unified Soviet educational system, and we can assume that these values are quite 

similar. 

Like many others in the 1990s, the parents in this sample who immigrated to Israel from the 

former Soviet Union experienced dual identity crisis. The first originated from the failure of 

basic morals and norms during the period of Perestroika in the Soviet Union. The second WaS a 

result of their conflict with the unfamiliar and new Israeli culture. 

Earlier studies have focused typically on the immigrant parents, while only few paid special 

attention to the immigrant children (Horowitz, 1999). The present research attempts to study 

both parents and children, separately and together, while stressing academic issues. This research 

does not attempt to explain the diversity of parenting problems faced by Soviet immigrant 

families or to present the authentic immigration hardships; the focus is on the parents' values and 
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expectations in a more limited context— achievement in the educational setting, and specific 

academic issues. The present study is specifically interested in the parents' attitudes towards the 

Israeli educational system and the way they compare it to the Soviet educational system. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

The Russian Immigration to Israel 

In the last two decades, nearly a million Jews have emigrated from the former Soviet Union 

to Israel. Half of them have come to Israel during a few years, 1989-1995. During the 1990s, 

the number of people immigrating to Israel from the former Soviet Union was about 830.000. 

This wave of immigration is known as the "Second Russian Immigration" that started in 

September 1989. This second wave came as an addition to the 200,000 immigrants who came 

during the "First Russian Immigration" in the 1970s. The number of immigrants who arrived 

during the 1990's is much larger than the initial immigration during 1948-1951 when the state of 

Israel was founded. At that time 690,000 immigrants came to the country. It is significant to 

point out that while the number of immigrants who arrived during the I950's doubled the 

number of Jews who lived in Israel at that lime, in 1999 the Russian immigration consists of only 

15% of the total Jewish population. The absorption of this immigration wave, known as the 

immigration of the 1990s, has been the most complicated compared to any other group of 

immigrants since the mass immigration of the 1950s. 

In 1987, a new emigration policy emerged in the Soviet Union. The change in the policy 

caused the most important wave of immigration of Russian Jews to Israel. According to Siegel 

(1998). the size and character of the recent Russian Jewish immigration to Israeli society have 

been such as to challenge most of the known theories of immigration, integration and absorption, 

push and pull' model of migration is not applicable to the case of Russian Jews in Israel. 
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Most of the Soviet Jews wanted to emigrate. Their wish to leave the former Soviet Union was 

based on economic and social insecurity, caused by the changing policy of reforms. They also 

were afraid of anti-Semitism and the rise of ultra-nationalistic groups in Russian politics. 

However, they did not necessarily want to migrate to Israel. For them it was important to leave 

Russia. In reality, they would have preferred to live in the United States or in Western Europe. 

hi the history of the Jewish settlement in Palestine and later in the State of Israel 

immigration has always been welcome. However, inconsistency developed between theoretical 

Zionism and the way it was put into daily practice. (Zionism—a world-wide Jewish movement 

for the establishment in Palestine of a national homeland for the Jews). Siegel (1998) describes 

the difficulties of the Russian Jewish immigration into Israel: "First, immigration costs a lot of 

money; secondly, new immigrants needed employment and housing; thirdly, to specific groups 

of the population, these immigrants presented a demographic, ethnic or professional threat (for 

example to Israeli Arabs, many Sephardic Jews and low-income Israelis)." page. XIX. 

Russian Jews were expected to be Zionists, like previous newcomers, but they did not conform. 

The Russian immigrants described themselves as Neo-Zionists, because to them the Zionism 

from the past meant that Jews had to forget their Diaspora customs and culture. They were 

expected to depend on the state, on its services and representatives. They rejected this situation, 

and reacted by establishing their own organizations: schools, clinics, professional associations, 

theaters, orchestras, trade and building companies. They were expected to support existing 

political parties, but they established their own political party. They decided to settle all over the 



22 

country, and not necessarily where they were sent. They could remain in their 'Russian circles', 

close to relatives and friends, and where they could hope to find jobs. 

The new immigrants who arrived in Israel during the 1990's encountered a political, social, 

and cultural structure that was polarized. On the one hand, there was no national consensus 

regarding the political goals. On the other hand, the economic structure of the country was 

strong, and the ability to raise the resources for the immigrants was a great deal larger when 

compared to the resources that were available during the 1950's. When comparing the social, 

cultural, and professional profile of the immigrants in the 50's and those in the 90's, a few 

significant differences must be mentioned. In the 50's, the immigrants had a strong cultural 

Jewish identity. The main difference was between the immigrants from Europe and those from 

the Arab countries. Most of the immigrants at that time did not have the professional skills 

needed for the economy of the 50's. In comparison, most of the immigrants of the 1990's did not 

bring with them a strong Jewish cultural heritage, but their professional skills were suitable for 

the modem economy of Israel. In some sectors of the work market certain professions were 

saturated because of the Russian immigrants. 

The immigrants from the former Soviet Union in the I990's did not bring with them a 

tradition of organization and involvement in the community. The patterns that characterized the 

Jewish community in the former Soviet Union were transferred to the community of Russian 

immigrants living in the United States during the 1980's (Markowitz, 1992). The community in 

the United States is described as having intense non-formal relationships that served as a social 

support for the individuals and their families. They kept the culture and language that were 
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brought from the Soviet Union, and closed the community to the outside. Makowitz (1992) 

explains that this pattern of relationship within the immigrant community in the United States is 

not typical only to the first stage of the immigration process, but continues to the longer period. 

Most of the immigrants do not wish to volunteer and they resist any initiative to organize formal 

community organizations. Markowitz defines the structure of the immigrant Russian community 

in the United States as a "community without organization". She concludes that the patterns of 

relationships within the Russian community are anarchistic, egalitarian, non institutionalized and 

non-formal. This seems to suit the immigrants' expectations, and correspond to their needs. Two 

other researchers examined the community structure of Russian immigrants living in the United 

States and in Australia (Gold, 1997; Taft, 1988). They arrived at the same conclusion, namely, 

that the immigrants did not form any formal community institutions for self-help in the new 

country. 

The community organization of Russian immigrants in Israel during the 1970s and 1980s~ 

During the 1970's, when the Iron Curtain was lifted temporarily, there was a wave of 

immigration of 160,000 people from the Soviet Union to Israel. The new immigrants were 

integrated quite quickly into the work market, but their social-cultural integration was slow. The 

process was "Integration without Acculturation", and typically they kept the values and norms of 

the culture of origin. These immigrants did not create independent and formal community 

institutions, but they were integrated into the existing community institutions that served all of 

the population. The Russian newspaper and broadcast that existed were not independent, but 

were sponsored and guided by the ruling political party in Israel at that time. There were no 

independent community organizations during the 70"s and 80's. 
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The Community Organization of Russian Immigrants in Israel During the 1990's—A Process of 

Community Empowerment 

The Russian immigrants of the 1990s have presented some unique characteristics in the 

development and consolidation of their community (Leshem and Lissak, 1999). Having neither 

tradition of formal community organization nor civil culture in the Soviet Union, these 

immigrants consolidated their community within seven to ten years. This is a unique process of 

strengthening and empowering the immigrant community that developed from a pattern of a 

primary community that was based mostly on local and non-formal organizations. Within a short 

time the new Russian immigrants developed a community that had formal-hierarchal 

organizations at the local and national levels. As a result of this process, the new immigrants 

achieved in a short time a control over their own fate on the political and cultural level. In the 

cultural dimension, these immigrants were behaving according to a strategy of separation from 

Israeli culture. They were trying to preserve their cultural identity, which influenced their 

relationship with the host society, and which was different from all previous immigrations. 

According to Lisak, (1999) the Russian immigrants of the 90's prefierred a strategy of separation 

that meant keeping their original culture while controlling the interactions with the host culture. 

This strategy of isolation, while simultaneously strengthening their community, is distinctive to 

the immigration of the 90's and has never been seen before. 

In summary, during the mid 1990s there was a formal and non-formal consolidation in the 

community of the immigrants from the former Soviet Union. This phenomenon was exclusive to 

this community of immigrants living in Israel at that time. It was different from the patterns of 
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community organization in the former Soviet Union, in Israel during the 70's. in the United 

States, or in Australia. This is a result of the interaction between many factors and conditions thai 

existed during the 1990s in Israel within the immigrant population and the host culture (Leshem 

and Lisak, 1999). 

The combination of factors presented by Leshem and Lisak (2001) explain the rapid 

organization of the Russian community in the 1990s. The characteristics of the immigrants, the 

circumstances in the post-Soviet society, the conditions in Israeli society and the state policy 

towards immigrants— all explain the unique experience of the Russian community during that 

time. The reasons that led to the development of the Russian community in Israel during the 

1990s will be discussed below. 

The Immigrant Population 

The immigration of the 1990s consisted of people who did not have a strong sense of Jewish 

or Zionist identity while living in the Soviet Union. The dominant reasons for their coming to 

Israel were based on a desire to leave their country because of difficult conditions rather than a 

Zionist ideology. During the early 1970s, the Zionist ideology was a central cause for 

immigrating to the country, while throughout the 1990s Zionism was in decline (Gitelman. 

1995). The studies of the immigrants of the 90's suggested that most of them would have 

preferred to immigrate to a Western country (mostly United States) if possible (Leshem. 1993; 

Margolis and Zinger, 1993). The immigration to Israel was explained as a result of being drawn 

by relatives and friends and because of easy immigration entrance to the country. At the same 

lime, people felt a lack of personal, economic, and political security in the Soviet Union with a 
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sense that things might get worse in the future, but there was no rejection of the Soviet culture 

and society. The immigrants continued to perceive the Russian heritage as an important factor in 

their identity and self-image, despite the fact that they decided to leave their homeland. Rejection 

of the Russian values and heritage was characteristic of the Jewish-Zionist elite that represented 

the immigration of the TO's. Only after the Yom Kippur War in 1972 began did many Russian 

immigrants "defect". They left Israel mostly to go to the United States. The large numbers that 

immigrated to Israel during the 1990s are explained by the fact that Western countries and the 

United States limited the immigration visas for this population, and not because a change in the 

motivation on the part of the immigrants (Gitelman, 1995). 

A. population from the central Slavic part of the former Soviet Union: In the 1970s, only 40% 

of the immigrants came from the central Slavic part of the Soviet Union (that is. the Russian 

Republic except Cavkaz, Bilorussia, and the Ukraine). During the 1990s the distribution 

changed, and 67% of the immigrants came from central areas of the former Soviet Union, and 

only a third from the periphery (which are the Baltic states. Moldova, Armenia, and the Muslim 

states in Central Asia). The fact that a larger proportion of immigrants arrived from the central 

part of the Soviet Union in contrast to the smaller number of immigrants from the periphery 

explains the weakening of Jewish-Zionist sentiments, and the favoring the Russian culture 

(Gitelman, 1995). The Jews who lived in the periphery of the Soviet Union were devoted to their 

Jewish roots and tradition. In the Western Republics that were joined to the Soviet Union in 

1939, there was a tradition of Zionist activism. Most of the immigrants of the 1990s originated 

from the central Slavic part of the Soviet Union, a fact that explains their Russian identity. In 
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those areas Judaism and Zionism had been repressed for three generations and Judaism as a 

religion was formal, expressed merely as the nationality in the passport. (Brym, 1994; Gitelman, 

1995; Liebman, 1995). Most of the Russian Jews have never received any Jewish education, 

formal or non-formal. They were actually an integral part of the middle-class, and served as 

agents for the Russian culture throughout the Soviet Empire (Ben-Rephael, 1995). 

The presence of intellectuals in the immigration of the 1990s: The immigration of the 1990s 

from the central regions of the Soviet empire consisted of a segment of population that almost 

had not existed in the previous immigrations from the Soviet Union. These immigrants came 

from big metropolitan centers, the hearts of culture, science and government of the Soviet Union. 

In the years 1989-1998, mostly at the beginning of this period, 44,500 people came from 

Moscow, 33,500 came from St. Petersburg, and 38,900 from Kiev (Office of Immigration, 1999). 

These cities were the most represented in the immigrant population of the 90's. The Jews living 

in Moscow and St. Petersburg were known to have the highest level of education and 

professional training within the Jewish population of the Soviet Union. They successfully 

integrated into the social, cultural, scientific, and economic parts of Soviet society. This was a 

result of the selection of the population that was allowed to live in those cities during the Soviet 

regime. The immigrants from Moscow and St. Petersburg identify themselves as the elite group 

of "intellectuals" representing the immigrants in the social and cultural domains. This group of 

people includes intellectuals, writers, poets, musicians, artists, journalists, scientists and other 

professionals. Many of them were engaged in cultural issues as well as political and social 

problems, and feel the need to participate and ha\ e an influence in such matters. In contrast, the 
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immigrants of the 1970s did not include such a strong and influential group of intellectuals and 

professionals. This is in contrast to the intensive cultural activity that characterizes the 

immigration of the 90's, especially in the areas of journalism, theater, and music (Hirshberg & 

Brover, 1992; Gitleman, 1995). The cultural demands of the recent immigrants are much higher 

than expressed by the 160,000 immigrants of the 70's. The creators are mostly the immigrants 

from the central part of the former Soviet Union, specifically Moscow and St. Petersburg. 

Qualitative and quantitative volume: During the 1990s, Israel absorbed the largest number 

of immigrants in relation to its population size, more that any other country in the Western 

World. During the years 1990-1994 the immigration to Israel was at a yearly rate of 23.7 per 

1000 people in the larger population. During the same time period, the yearly rate in the United 

States was 2.6 per 1000 people of the population. 

The large number of Russian immigrants is most noticeable in 27 communities, in which they 

comprise over 20% of the population, or their number exceeds 30,000 About 60% of the work 

force of the new immigrants are academic professionals (compared to only 30% of the general 

population). This demographic fact can be demonstrated by presenting the professional 

composition of the Russian immigrants arriving during the years 1989-1998 (Source: Office of 

immigration, 1999): 

82,500 engineers and architects 

16,900 doctors and dentists 

16,450 artists and writers 

12,000 scientists 

18,550 nurses and para-medical professions 
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38,700 teachers 

The qualitative and quantitati\ e aspects characterizing this immigration provided a potential for 

change within the framework of the community itself and within the larger Israeli society. 

Limited knowledge and usage of the Hebrew language; According to surveys, 47% of the 

Russian adult immigrants who arrived in Israel from 1990 to 1996 do not speak Hebrew (Zemach 

Weisel, 1998). The older age groups have the highest percent of non-speakers of Hebrew. Of 

greater significance is the fact that the older age group consists of 190,000 individuals (24%). 

who cannot fiinction in Hebrew. The older generation has an essential role in raising the 

grandchildren while the parents work, and as a result the children are fluent in Russian even 

though they are raised in Israel. The younger generation, adults up to 35 years old, rely on the 

Russian media in Israel (Fein, 1994, 1995). The large number of Russian speakers helps preserve 

the language at the family and at the community level. As a result, the Israeli society gradually 

gave a legitimization to the preservation of the second language and to its use in public life 

(01stein,1995). 

The development and function of Russian journalism in Israel: The government adopted a 

policy of direct absorption, i.e., transferring the responsibility of initial absorption from the 

formal institutions to the individual and to the non-formal institutions of the Russian community. 

This approach created the need for Russian newspapers in Israel. Few of the immigrants were 

fluent in Hebrew. At the beginning of 1989 only one daily and one weekly newspaper were 

published in Russian. Soon the numbers developed into numerous daily, weekly, local and 
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national newspapers in Russian that were distributed at a million copies per week. There were 

many radio broadcasts in Russian, while television channels at the national and local level had 

Russian-speaking programs, and Russian sub-titles were added to the Hebrew programs. (Fein, 

1995). The immigrants were also exposed to radio and television broadcasts and to books and 

newspapers imported from Russia, in addition to the Russian media created in Israel by the 

immigrants themselves. The demand for Russian media did not diminish with Russian 

immigrants better knowledge of Hebrew or with a longer stay in the country. 

Open cultural borders: Strong and constant connections bind the immigrants of the 90's with 

the society and culture in their native land. Artists and performers come for frequent visits to 

Israel from the cultural centers of Russia; television broadcasts from Russia are transferred \ ia 

satellite to the homes of immigrants living in Israel; the Internet provides information about life 

in Russia; books, newspapers, and tapes are imported to Israel. In addition, the cultural messages 

are transferred through the tens of thousands of immigrants, their relatives and friends visiting 

from Russia and staying in their new homes, and the immigrants themselves also travel 

frequently to visit their native land. 

These strong cultural ties with the homeland could not exist for the immigrants of the 70's. 

Thirty years ago the Soviet totalitarian regime blocked such attempts at the formal level, by 

severing any diplomatic relations with Israel, and at the non-formal level, by keeping out 

reciprocal visits between friends and relatives and supervising directly mail and telephone 

connections. 
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National policy that is characterized by a low level of control over the process of 

absorption. The absorption of the immigrants in the 70's was closely controlled and supervised 

by the Israeli political establishment. The initial stages took place in absorption centers where the 

immigrants stayed for many months. These centers were protected and provided a variety of 

services to the newcomers, such as housing, Hebrew lessons, professional guidance, children's 

education, emotional support, etc. These centers helped many of the immigrants and provided 

them with the resources to accommodate to their new environment. Even when immigrants left 

the absorption center, the Ministry of Absorption helped in trying to provide the right housing 

and employment for them. 

The Russian immigrants of the 1990s faced a different immigration policy. The government 

had a low level of involvement and control over the absorption process, and the new policy was 

known as "direct absorption". The result of this new policy meant a reduction in the direct 

services given to the immigrants and minimizing the option of staying at the absorption center 

upon their arrival. Instead, the new immigrants were sent in the first stage of their absorption to 

the economic market to obtain housing and employment according to their needs and ability. 

This new policy actually meant that the government and the political institutions transferred the 

responsibility of absorption to the immigrants themselves. There was a loosening of supervision 

and control over the process of absorption. Institutions lost direct contact with the immigrants 

and the ability to expose them to intense cultural-educational programs that were part of the 

agenda in the absorption centers of the past. The quantities of people who started arriving in 

1989 were vast. The economic market, the local municipalities, and the voluntary organizations 
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all had difficulties in helping the immigrants find employment, housing, and the right social 

services. 

As a result of the new policies, the process of absorption was a challenge for the newcomers. 

At the end of 1997 there were still many immigrants with only temporary housing solutions. An 

additional problem was related to the employment of this highly educated population. According 

to surveys, only 31% of the immigrants arriving in Israel in the years 1990-1996 were employed 

in jobs that matched their professions in the former Soviet Union. Two main groups of 

inunigrants suffered from lack of jobs that were appropriate for their training; a. the 

professionals (e.g. the doctors, scientists, and engineers); and b. the liberal arts intellectuals. 

Leshem and Lisak (2001) conclude that the new policy of "direct absorption" has actually 

created the social and cultural segregation for this group of people. 

The increasing pluralism and multi-cultures in the Israeli society; Since the founding of the 

country Israeli society has reacted differently towards the numerous waves of immigrants. The 

demands of the immigrants of the 1950s are unlike the expectations of the immigrants of the 

1990s. Expressions such as "melting pot" were characteristic of the 1950s and reflected the 

expectations that immigrants will quickly assimilate into the majority and delete their cultural 

characteristics. The immigrants arriving from Asia and Africa were perceived as coming from a 

"primitive" culture, and the Israeli institutions intervened without taking into account the 

immigrants themselves in the process of their own integration. In retrospect, this immigration 

policy has been perceived as an error, and there has been a conscious effort not to repeat the 

"mistakes of the 50's". The govemment gave legitimization for cultural pluralism that allows 
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the immigrants to keep their cultural characteristics, while establishing a dialogue with them. 

The immigrants of the 90's established themselves as another group within the Israeli society. 

The cultural pluralism in Israel during the 90's allowed the expression of various cultural 

demands. The pluralism was allowed after the cultural homogeneity and the national consensus 

ceased to exist in the 70's. During the 90's there was some level of tolerance towards the cultural 

demands of the different groups, but at the same time there was a struggle between groups over 

the dominance of a new political-cultural homogeneity. The struggle between cultures and 

groups in the 90's gave the large group of Russian immigrants a special importance in the Israeli 

society. Most of the immigrants had values that placed them in the central axis between the 

secular camp and the religious-nationalistic camp. The critical mass of new immigrants living in 

the pluralistic Israeli society of the 90's enabled the Russians to seize political power. Their 

purpose was to achieve full absorption into the host society while preserving their cultural 

identity. The strategy of one-sided assimilation m the 50's that was represented as the "melting 

pot" was changed in the 90's to a strategy of two-sided integration. 

The absorption strategy shifts between "isolation" and "integration". On the one hand, the 

strategies used by the immigrants represent "isolation" by focusing on the importance of their 

culture of origin and preserving it, while rejecting the Israeli culture beyond the instrumental 

needs in housing, employment, social services, etc. On the other hand, the strategy of 

"integration" is noticeable and is represented by a more positive attitude towards the Israeli 

culture. By using the strategy of "integration" the immigrants assign similar importance to the 

culture of origin while recognizing the importance of taking part in the majority's culture. 

According to Leshem (1993) the Russian newspapers published in Israel convey a message of 
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isolation. On the other hand, the political leadership of the community that is represented in the 

Knesset—the parliament of Israel— and in the government has expressed explicitly the 

importance of integration. Another absorption pattern that is rarely seen, is known as the pattern 

of "assimilation" that requires giving up the culture of origin and a commitment only to the 

majority's culture. 

The difficulties and hostility experienced by the immigrants and their attitudes towards the 

Israeli society; There are many challenging aspects connected with immigration to Israel. People 

arriving from large Soviet cities often have to adjust to smaller Israeli towns. In addition, many 

have to share housing with the older generation, a situation that can raise tension in the family. 

Most importantly, a large number of Russian immigrants are unemployed, and about 50% of 

those employed are working outside their profession. Many studies have shown that a large 

proportion of this population is unsatisfied with their life in Israel. It is likely that these difficult 

conditions bring about problems in family life; such as tensions between spouses, between the 

older and younger generation, and between parents and their children. 

One of the factors explaining "cultural shock" experienced by the immigrants, is the 

rejection of the host society and visa versa. The situation of the Russian immigrants is explained 

as a result of unrealistic expectations (Itzikeson and Minuchin-Itzikeson, 1989) One of the basic 

illusions is the idea that now, after leaving the old countr}', they will belong to a national-

homogeneous and welcoming society. The immigrant expects to be like everyone else and to free 

himself or herself from the old situation in which he or she was a minority that was different 

from the non-Jewish majority. The Russian immigrants immediately experience the gap between 
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these expectations and reahty. The Israelis are perceived as more heterogeneous and less 

welcoming than the immigrants expected. A survey that was conducted by Zemach and Weisel 

(1998) demonstrated that a little over a third of the immigrants (35%) experience a positive 

attitude towards them. About 40% sense negative and unwelcoming attitudes, while the rest feel 

indifference towards them. The newcomers perceive a more positive attitude from the Israelis 

during the first year of their arrival, while only a third of the immigrants who have lived in Israel 

for a longer time (more than a year) report positive attitudes. Additional surveys that were 

conducted among the Israeli population demonstrate that the perceptions of the immigrants are 

based on reality, and unfortunately there is a noticeable trend in negative public opinion. There 

was a short period of positive attitudes at the beginning of the second Russian immigration wave. 

During the first months of 1990, only 4% of the Israeli population expressed an objection to the 

idea of Russian immigrants sharing the same apartment building (Shy and Duchin, 1990). In 

another survey, 25% of the population expressed this negative attitude (Gil, 1994). The Israeli 

public developed negative stereotypes, which strengthened the social networks of the 

immigrants. 

To summarize, within ten years, this population has created a strong community, and has 

succeeded in establishing itself as part of the Israeli political structure. The non-formal networks 

of immigrant neighbors, friends and relatives have formed the basis for the development of a 

formal, hierarchal community structure at the local and national levels. Despite these 

accomplishments, it is hard to predict whether the consolidation of the Russian community in 

Israel is a permanent phenomenon. Will this community have a lasting place in the pluralistic 
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ethnic structure in Israel, or is this only a transient occurrence that represents the absorption of 

the immigrants m the society? The only way to know is to continue and obser\'e the community 

in the future. 

Expectations and Values of Russian Parents 

The Russian immigrant-parents have to adapt not only to the new school system, but also 

to the social and cultural environment in the wider sense. Raising children becomes a complex 

and confusing task for immigrants who transfer from one culture to the other. Immigrant children 

often are raised in a reality of a "private culture" within a "public culture". They are exposed to 

values and attitudes towards education that are often different at home and the outside world. 

Many studies in Israel and around the world discuss the conflicts that the child experiences as a 

result of the diverse messages coming from parents and the socialization agents of the host 

society regardmg development, identity, and the functioning of the family (Levinson, 1989; 

Horowitz, 1984; Kahan, 1986; Miller, 1982). Various studies have demonstrated that immigrant 

parents tend to preserve educational ideologies and ways of caring for their children similar to 

the culture they came from, even if these stand as a contradiction to the ways of the host culture 

(Honing, 1989; Greenfield, 1994). 

To better understand the Russian immigrant parents' point of view it is helpful to 

examine their socialization and experiences in the Soviet school system. The Jewish students in 

the former Soviet Union were known to have a high level of achievement motivation (Horowitz, 

1986). The political reality was such that it was more difficult for Jewish students to be accepted 

to the universities because of quota restrictions. This forced the Jewish students to put more 
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effort into their academic studies, when compared to their non-Jewish peers. In general, the 

academic demands were high in the Soviet Union. The high level of math and science, the work 

habits, the amount of homework, and the willingness to accept the requirements of the teachers, 

all appear to be at a higher level in their homeland than in Israel. 

Parents and other socialization agents behave and think according to the image of the 

"adaptive adult" (Roer-Strier & Rosenthal, 2001). This is a metaphor that organizes the 

educational beliefs, expectations, values and goals of parents. The expectation of all parents is to 

raise their children so that they will become in the futiu-e an "adaptive adult" in their society. 

Some of the educational expectations and goals may be conscious, while others have an 

influence on a non-conscious level. The "adaptive adult" evolves out of the ecological context, 

and parents hope to educate their children according to this image. The "adaptive adult" image is 

the ultimate goal, but the means chosen to achieve this goal are shaped by the "developmental 

theory" held by the parents. This theory will have an effect on the educational methods chosen 

by the parent and on the expectations concerning the role of the school in socializing the child. 

There are cross-cultural differences in the way parents and educators perceive their role in the 

educational process (Galinsky, 1989, Lightfoot, 1990). The term "ethno-theories" relates to the 

fact that the ethnic-cultural background forms parents' developmental theories (Harkness and 

Super, 1996). One example is the adaptive adult image that was strengthened by the Soviet 

regime when it got to power. This image was known as the "New Soviet Man", and it envisioned 

a person who is loyal to the party, a patriot, industrious, disciplined, optimist, and attempts to 

better his own qualities. 
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A study conducted by Roer-Strier & Rosenthal (2001) examined Russian immigrant parents 

and compared them to Israeli parents. The purpose was to compare and contrast the educational 

expectations and goals concerning the development and socialization of children ages 3-4 years. 

The results from this study established clear differences between the Israeli and Russian mothers. 

The research focused on the coping of Russian immigrant parents as a result of their cultural 

transition to Israel. Parenthood includes components that are culturally dependent, such as 

expectations regarding a timetable of psychological and behavioral autonomy changes in the 

children; socialization and educational goals in a changing cultural context: the degree of the 

child's development in different areas; the sharing of responsibility between the home and the 

educational institutions, and more. The encounter between the socialization agents of the host 

society, and the immigrant parents is not always easy, and requires the parents to cope with 

differences in many areas that result from a dissimilarity between the Israeli culture and the 

Russian culture. The cross-cultural differences in child rearing can be the source of conflict and 

lack of understanding between the immigrant parents and the socialization agents of the host 

society (Horowitz, 1986; Kagitcibasi, 1996; Roer-Stier and Rosenthal, 1996). 

A number of examples from the study are given to demonstrate the differences in the 

image of the "adaptive adult" in the two cultures (Roer-Strier and Rosenthal, 2001). First, 

dissimilarities were found in the expectations concerning cognitive development. 70% of the 

immigrant mothers, compared to 0% of ±e Israeli mothers, claimed that it is possible to 

accelerate the cognitive development with books. This was not an issue of importance to most of 

the Israeli mothers who mentioned the readiness and maturity of the child as more important than 

academic acceleration at this age. 
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Second, differences were seen between immigrant and the Israeli mothers in expectations 

viewing education for independence. While 80% of the Israeli mothers encourage psychological 

independence, for example, independent problem solving, only 50% of the Russian mothers 

agreed to this definition. The Israeli mothers favored the method of allowing the child to 

experiment independently, without direct directions, and the Russian mothers preferred the 

systematic way of giving the child exact instructions. Expectations concerning emotional 

development and control at the ages 3-4 were found to be culturally dependent. The Israeli 

mothers expected their child to express feelings such as anger, fear, and frustration. The Russian 

mothers expected emotional control over feelings of fear and anger. In terms of social 

expectations, the different points of view are also culturally dependent. For example, 80% of the 

Russian mothers, compared to 60% of the Israeli mothers, expect their preschool children to 

understand rules of competition and achievement. 

A third point to be mentioned from the study of Roer-Strier and Rosenthal (2001), concerns 

the expectations from the educational system and the division of responsibility between the home 

and the educational institution. Most of the Israeli mothers defined the educational purpose of a 

preschool to encourage the social-emotional development of the child; the majority of Russian 

mothers claimed that the main goal of the preschool is to accelerate the cognitive development. 

Finally, another finding that is relevant to my study, deals with the parents' expectations of their 

child for the future, and with the expectations of their own parents. Interestingly, the Israelis 

indicated the freedom they were given by their parents to choose a profession, while the Russians 

mentioned their own parents' expectations from them. For example, they were expected to 

choosc prestigious professions, such as medicine, law, and music. The mothers were presented 
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with a list of positive adjectives, such as smart, sensitive, honest, brave, etc., and they had to 

choose three of the most important characteristics for their child. This enabled a cross-cultural 

comparison of expectations. Most of the Russian mothers stressed intelligence, organization, and 

independence. Most of the Israelis focused on intelligence, honesty, independence and 

sensitivity. Intelligence is perceived as the most important characteristic by both groups of 

mothers, but 80% of the Russian mothers decided to mention it, compared to 60% of the Israelis. 

Based on these results the researchers claim that not only the image of the "adaptive adult" is 

shaped by strong cultural influences, but also the "development theories" held by the parents are 

subject to cultural shaping. 

All subjects, Russians and Israelis, stressed the importance of cognitive development and 

intelligence, but the expectations and the ways to reach this goal, reveal a cultural difference 

between the "developmental theories" of the two groups. The Israelis' views correspond to the 

developmental theory that includes interaction with a perception of a constructivist method to 

acquire knowledge. In comparison, the Russians expressed views that match the behavionst 

tradition of learning. They believe that direct teaching with positive reinforcement and self-

control can accelerate the rate of leaming. The parent or teacher should have a lot of ioiowledge 

and is expected to transfer it directly to the child. The Israelis preferred to let the child explore 

and experience at his own rate, according to the individual rate of development. The Israelis may 

be influenced by Western interactive theories with an individualistic base for development, while 

the Russians are influenced by the Soviet public culture that endorsed didactic behaviorist 

principles (Roer-Strier & Rosenthal, 2001 ). 
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There is a practical importance in exposing the cultural differences regarding the 

development and socialization of children. The encounter of the immigrant parents with the 

Israeli educational system caused conflict and anger. This seems to be the result of dissimilar 

educational values that exist between the two cultures. As an example, Rower-Strier and 

Rosenthal present the attitudes of the Russian parents towards the Israeli preschool. In their 

opinion the Israeli preschool has no educational agenda, no organization or daily schedule. For 

example, the free choice given to 3-4 year olds as part of the planned activities is for the purpose 

of developing personal choice and social experience. The Russian parents, who are not familiar 

with this developmental theory, view this activity as a waste of learning lime and a lack of 

educational content. The parents did not understand that the child was encouraged to choose the 

activities, as a result of democratic education, and not because of the teacher's laziness. The 

child is encouraged to invent his or her own games as an education for individualism, and does 

not have to behave like all the other children. The Russian mothers expected the teacher to teach 

the child directly, while the preschool teacher may perceive her role as allowing the child to 

develop at his or her own rate without speeding the cognitive development (Sorek,1996). The 

educators may not be aware of the expectations and different perceptions of the Russian parents, 

and may feel frustrated and angry at the criticism towards their educational work. The Russian 

mothers in this study criticized the educational system in Israel, misunderstanding the 

educational goals and expectations that are different from their own. 

All important recommendation by Roer-Strier and Rosenthal (2001) was the need to clarify 

cross-cultural differences by organizing workshops with parents and socialization agents, such as 

teachers, social workers and psychologists. By understanding the cultural differences, the 
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cultural rationale, and the distinct images of the "adaptive adult", there is hope to reduce the 

judgmental criticism on both sides. The socialization agent of the host society should not become 

an "agent for change" that encourages the immigrant parent to internalize the goals of the new 

society; but rather someone who accompanies the parent, and understands the differences. Multi

cultural approaches should be legitimate and encouraged, while the child can benefit and enjoy 

both the home and the educational-social institutions, without having to choose one over the 

other. 

Another study that examined the role that parents play in shaping their children's experiences 

was conducted by Sharlin & Elshanskaya (1999). They investigated the Soviet immigrant 

parents' attitudes and perceptions of their children's problems in Israel, and tried to provide an 

understanding of the causes for parental stress and tension that are related to immigration. A 

major finding of their research was that 60% of the parents consider it harder to be a parent and 

to deal with more child-rearing problems in Israel than in the former Soviet Union Interestingly, 

the parents in the study described education and schooling problems to be the most problematic 

issues. Sharlin and Elshanskaya (1999) quote one respondent as saying that; "the method of 

study in Israel is different, it encourages a great deal of independent work, but our children are 

not familiar with this system and find it difficult to cope." Other responses included 

"unsatisfactory education" and "fewer demands and requirements at school (i.e., discipline) as 

compared to our normal expectations." (page, 125). 

In addition to dissatisfaction with educational issues, the parents expressed feelings of guili 

and ineffectiveness towards their children. They were conscious of their reduced social standing 

and their inability to pay for basic things such as books and theatre. About 10% of the answers 
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dealt directly with children's absorption hardships, and they complained of the discrimination 

children experienced at school, as well as bad relationships with their Israeli peers. Parents also 

were concerned about cultural differences between themselves and their children, and they 

mentioned the increasing cultural and generation gap. Based on these responses, we see the full 

rejection of the Israeli culture in some instances, and in other cases the parents expressed 

apprehension of the reality thai their children might not receive valid European education. One 

of the parents explained that they did not have the opportunity to give their children a reliable 

cultural base before immigration, and now in Israel, it is too late. The study concludes that 

school problems are perceived as widespread and painful, and relationships with other students 

were perceived as difficult. The majority of parents, 69.8%. decided to emigrate from the Soviet 

Union for their children' sake and happmess. Furthermore, 36.4% of the parents in that sample 

answered that they were "more concerned with their own absorption but not the children's, 

because they had often heard it would be very good for them in Israel." 

The Experiences of the Immigrant Students in Israel 

Numerous studies have been done about the population of Russian immigrants in Israel. A 

few researchers, such as Horowitz (1986, 1999), have focused specifically on children. Their 

purpose was to study the patterns of absorption of immigrant children fi-om the former Soviet 

Union. A few of the studies that were done more than a decade ago have had the opportunity to 

examine the process that those children went through. The children were first raised and 

socialized in a communist country and then immigrated to Israel. 
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Other studies on the same population of children have been conducted as comparative 

research. Students from the Soviet Union were compared to immigrant students from the United 

States, living in Israel, and to native-bom Israeli students. The focus of the comparison with the 

American immigrant students was on how the different patterns of socialization in the two 

countries, the Soviet Union and the United States, had an influence on the children's behavior 

and attitudes (Horowitz, 1986). 

According to a study of Russian students in Israel, the effects of Soviet socialization are 

observable and measurable in "Locus of Control" and "Dogmatism" attitude tests (Horowlitz, 

1999 ) In accordance to the results, the Soviet child tends to be "externally controlled" with 

regard to his attitudes towards social institutions, and often reacts with suspicion and alienation. 

In contrast, the student is likely to be "intemally controlled" with respect to his or her own ability 

to achieve and perform. Failure and success are not attributed to fate, but rather to the student's 

abilities and disabilities, and to effort. These attitudes reflect a level of modemization in the 

student's thinking. Another finding revealed that the Russian students responded in a typical way 

to the "Dogmatism" scale. They expressed strong and intense opinions, and were not open to 

accept ideas different then their own. Compared to Israeli and American children, it was found 

that the Russians react in a more dogmatic fashion. 

The relationships between the students and their parents were examined. It was found that 

the adults in the lives of the Russian children were not seen as authority figures, compared to the 

reality in the Soviet Union. Nonetheless, the adult world, of parents and teachers, has a stronger 

influence on the immigrant children compared to Israeli bom children (Horowitz, Kav Venaki; 

Ron Shouval; 1986). The situation for the Russian children is comparable to the reality of 
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immigrant children in the United States or other parts of the world. The situation is perceived as 

ambivalent, confusing, and may cause guilt feelings. The children are influenced and exposed to 

the values of society, of the school, and of their peers. These are different and sometimes 

contrasting to the values of their immigrant parents. On the one hand, they may conform to their 

Israeli peers, who are more independent, and are less disciplined; on the other hand, they may 

have internalized the Soviet model of parent-children relationship. 

Horowitz (1999) discusses the difficulties in the adjustment of the Russian immigrant youth 

of the 90's. The adjustment of this group of adolescents is described as being more difficult 

when compared to the Russian adolescents in the earlier immigrations, during the 70's. The 

youth of the 1970s originated fi-om a society with unambiguous, consistent values. The families 

immigrated to Israel as part of a Zionist ideology, and Israeli society was more welcoming and 

had its own clear, coherent messages and values. The Israeli educational system considered the 

successful absorption of those immigrant students as an important achievement. In contrast, the 

situation of the "children of the Perestroika" is distressing. Many of the immigrant students have 

experienced failure at school, and an estimated one-quarter of them dropped out of the 

educational system during the 1990s. The Israeli educational system had the resources to deal 

with the immigrant students, but there was a lack of understanding of their unique problems. The 

policies that were thriving in the 1970s were inappropriate, because they were based on the 

principles of assimilation and monolingualism, that were now irrelevant. In addition, the 

immigrant students were not well accepted by their Israeli peers at school This lack of tolerance 

can be explained as a result of the attitudes of the immigrants themselves, and in part as the 
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refusal of the Israeli students to get familiar and accept a foreign youth culture. Horowitz (1999) 

concludes that the adolescents of Perestroika are still unadjusted, and seem to be closer to the 

children of Perestroika left behind in the former Soviet Union than to the youth in Israel. 

The Soviet Versus the Israeli Educational System 

It is significant to understand the Soviet educational system and to emphasize its 

characteristics, which distinguish it from Western education. The parents who participated in this 

study have been educated in the Soviet system. If we want to better understand their attitudes 

towards education in general, and towards the Israeli public school system in particular, we need 

to discuss their socialization experiences as children in the former Soviet Union. 

The Soviet educational system reflected the basic values of the Soviet regime. The most 

important educational goal was to create the "Soviet Man" whose main commitment is to the 

regime. The purpose of the " New Soviet Man" was to create a new society. The Soviet 

educational system took an active and important part in socialization of the young generation so 

that they would internalize the values of the regime. The Soviet school was not seen only as a 

learning institution, but also as an agency for the shaping of the student's personality in 

agreement with the existing social norms. The student is expected to develop into a Soviet Man. 

a Homo-Novis adaptable to the sociopolitical system. (Bronfenbrenner, 1970) 

The Soviet student comes from a highly achievement-oriented society. The philosophy of 

the Soviet education was making full use of the student's talents and intellectual ability. The 
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student was expected to invest much effort to achieve this goal, not only for his sake but for the 

benefit of society (Bronfenbrenner, 1970). The Jews in particular had to be highly motivated to 

achieve academically, because intellectual achievement was their only channel of mobility 

(Voronel, 1976). As a result, the Russian Jewish parents were inclined to demand that their 

children put extra effort to succeed academically in school. 

The Soviet educational system perceived both the family and school as partners in achieving 

the goal of shaping the student to become a loyal member in the Soviet society. Bronfenbrenner 

(1970) discusses the importance of the cooperation between the family and the school. The goals 

were the same, and this was seen as a collective upbringing. The psychological continuity 

between the two institutions is different than the situation in Israel and in the West, where the 

family is seen as separate from the school, and often tension and conflict exist between the two 

mstitutions. It is not uncommon for parents to express criticism and disapproval of the teacher 

and the school. The parents in this study were raised in the Soviet system in which the teacher 

was seen as an authority figure. 

In the Russian schools the teacher was seen as the authority in the academic area and in 

character education. A central concept that determines the student's role in school is that of 

Vospitane, which means obedience, self-discipline, submission to authority, and conformity to 

the rules. This idea of Vospitanie was dominant in the Soviet educational system. The students 

were well aware of what was expected of them, and the message was clear and unambiguous. 

Horowitz (1986) quotes the Pravada which defined the Soviet teacher as the "soldier on the 

ideological front". The teacher was perceived as a person of authority and was regarded with 
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respect, and admiration. In the Soviet Union special importance was attributed to the relationship 

of teacher and student, while in Israel the emphasis is on the peer group. 

Bronfenbrenner (1970) describes the atmosphere in the Soviet classroom as very strict 

and teacher-dominated. The teacher dominated the interaction in the classroom, and functioned 

as the main channel of communication, even among the students themselves. There was not 

much time for students to start a discussion or ask questions. The teaching methods in the class 

were traditional, and the students were expected to make an effort to drill and memorize a lot of 

material at home and at school. The classroom could be seen as a microcosm of a rigidly 

structured society. In the Soviet schools there was a major emphasis on the math and physical 

sciences at the cost of the humanities. The Soviet regime perceived the mathematical and 

physical sciences as means for building a society that is oriented towards the exact sciences. The 

curriculum was intended for all students, and the inclinations of the individual were not 

important compared to the goals of the Soviet society. 

Horowitz (1986) presents a comparison between the Soviet educational system and the 

Western school system, Israel included. Soviet society used the school as a way to control the 

process of socialization. In a Western democratic society the school helps the student acquire 

new knowledge. The values of the family, the peer group, the larger society, and the school are 

often not identical, and they represent different aspects of the student's life. In the Soviet Union 

the child experiences a connection and continuity in the values and codes of behavior inside and 

outside of school. In Israel, like in Western countries, the focus is on personal responsibility, 

while in the Soviet educational system personal responsibility is linked to collective 

responsibility. Western achievement motivation is usually individualistic, while in the Soviet 



49 

Union there was an emphasis on effort and responsibility but also on collective values. Soviet 

norms and values were communicated via the media and educational system, while in Israel the 

norms are not as obvious. A democratic society is pluralistic, people are not always expected to 

live by explicit norms, and the social values are usually subtle. People coming from a totalitarian 

society to a Western open society may be confused, the world does not seem as coherent as 

before, and they experience difficulty in identifying the implicit norms. 

Creating Their Chvn Educational Institutions 

According to Ministry of Education figures, there were more than 90,000 Russian 

irrunigrants in the Israeli school system in 1994. These new students had to cope with a new 

language, new subjects, and new educational methods. Many parents complained about low 

academic standards, poor discipline, and the absence of advanced courses for gifted children. In 

Israel, many of the Russian parents were facing economic problems and a large number of 

university professors, engineers, musicians and doctors were unemployed. Education was highly 

valued in the Soviet Union, and the dissatisfaction with the situation in Israel instigated the 

immigrant community to establish educational institutions. The Russian immigrants set up new 

institutions for a number of reasons. First, they wanted to satisfy their own cultural and 

educational expectations. They tried to protect their children from what they saw as 

unsatisfactory and hostile Israeli schools, and at the same time to give them good education. 

According to numerous accounts by parents, Israelis in the schools humiliated their children. 

Only a few of the informants that Siegel (1998) talked to, claimed to have 'non-Russian' friends. 

In addition to the negative attitude they were not happy with the basic principles of Israeli 
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education. They reported that they were used to advanced mathematics courses, contests in 

physics and literature, school competitions in chess, classic dance, etc. 

The new immigrants developed a special project, called 'Mofet' (literally. Good Example). 

In two-and-a-half years one physics-math school in Tel-Aviv and twelve evening schools in 

other cities were opened. By 1994, more than 1,200 immigrant children were studying in the 

Mofet educational project. The original idea of this project was to bring together teachers from 

the former Soviet Union, specialized in mathematics and sciences with the most gifted Russian-

speaking children. In the classes, children studied math, sciences, and Russian culture and 

language. Other courses were offered in music, art, theatre, and chess, and the classes were 

taught in Russian. Mofet was seen as a success by the immigrants, and many university 

professors, most of them Russian Jews who had immigrated to Israel in previous years, started to 

teach in the Mofet classes. 

Despite the success of the Mofet educational system, Israeli educators were concerned about 

further widening the gap between different groups within Israeli society. The Russian Jews 

claimed that this special kind of 'elitist' school was an expression of fi'ee choice. These parents 

did not approve of the existing educational system, and for them creating better schools meant 

the ability to hold on to their own values of education and raising children. Siegel (1998, page 

40) mentions an inter\'iew with the founder of the Mofet school: 

" the new immigrants expected the Israelis to appreciate and receive the cultural values brought 

by the new immigrants. But Israeli society rejected them The only measure of the cultural and 

educational attainment of Russian Jews was their knowledge of Hebrew. Mofet destroyed this 

stereotype. Intelligent people m Israel need not measure their IQ and knowledge in terms of 
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proficiency in Hebrew. Russian Jews emphasized that it is not important in which language you 

talked, but what you had to say." The Hebrew language, which w as always considered a central 

indicator of immigrant integration in Israel, has become less significant since the arrival of 

Russian Jews in the 1990s. 

School Performance of Immigrant Minorities 

The immigrant research that was carried out in the United States, which is also an absorbing 

society for many groups of immigrants, shows some similarities to the situation in Israel. We can 

further our understanding of the Russian immigrants in the schools by examining the research 

that has been done in the United States. 

In the United States and in other parts of the world there are variations in the school 

performance of immigrant minorities. When trying to comprehend these variations, one can refer 

to Gibson's (1987) point of view; "We need to look not only at the social structure of the host 

society and the cultural background of the minority group, but also at the minority group's 

situation in the host society, including its perceptions of the opportunities available and the 

historical context of its relationship to the dominant group." In addition to the school's effort to 

help the immigrant students, it is fiindamental to imderstand their subjective views regarding the 

school, and the larger society. 

In the context of American society. Gee (1990) argues that the purpose of educators should be 

to teach the immigrant children how to succeed in the larger society without rejecting their own 

community. The goal of the immigrant children is to adapt to the dominant culture without being 

forced to assimilate. In general, the studies that focused on academic success of immigrant 
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children in the United States have shown that school performance does not necessarily depend on 

the degree of which the family has integrated American middle-class values. Matute-Bianchi 

(1986) has found that first generation immigrants from Mexico perform better in the schools 

when compared to the second generation, who were bom here, and are more "Americanized". 

Gibson (1987) describes the attitudes and behavior of Punjabi Indian immigrant students and 

their families, and relates these to the students' success in school. Studies have shown that 

immigrant youths of working-class backgrounds are frequently more successful in school than 

nonimmigrant students of similar class background, if they receive all their schooling in their 

new homeland. Gibson's ethnographic research shows that the pattem of academic persistence 

and achievement is relevant not only to immigrants who come from highly educated 

backgrounds, but also for immigrants who belong to a working-class background. The Punjabi 

Indian parents did not approve of the "Americanization" of their children At the same time, the 

parents hoped for the academic success of their children. Gibson concluded that this immigrant 

group advocates a strategy of "accommodation and acculturation without assimilation". They 

may hold on to their cultural identity, but they become familiar with and learn to accept the 

behaviors that are appropriate for the school envirorunent. Their adaptations allow them to 

switch between home and school culture without the inner conflict of violating either one and 

without a crisis of identity (Gibson, 1987). 

The phenomenon of various groups of immigrants holding on to their cultural identity despite 

their efforts to succeed in the new country is common today in the United States. In previous 

years immigrants perceived American society as the ideal "melting pot" for their cultures and 
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United States. In America nowadays, more and more immigrant children are attending special 

programs to learn their native cultures, including subjects such as math and science. There is an 

emergence of an alternative kind of educational institution, the culture school. These ethnic-

heritage schools are opening to help preserve children's native culture and language, and in some 

cases to enhance and strengthen academic subjects that are taught in American schools. 

Interestingly, two math schools were founded, one in Boston and one in New York, "to help 

change the way Russian-American kids learn math" (Kuchment, 2000). In those schools math 

and science are covered in more depth, allowing kids to develop more lasting problem-solving 

skills. According to Kuchment, ethnic-heritage schools will never replace American schools for 

immigrants, but they may forever change them. The Russian immigrants in Israel have created a 

similar version of ethnic-academic schools like the ones found in the United States. It is the 

"Mofet" chain of morning and after-school programs that exist in various locations throughout 

Israel. 

A study by Mai Tuan (1995), investigated the school performance of immigrants, and more 

specifically of Russian Jews in the United States. She conducted a comparative study of Korean 

and Russian students in a Los Angeles public high school, in which these students were seen as 

two high-achieving groups. It was a qualitative study of the school, which included field 

observ ations and in-depth, structured interviews with the students. The findings fi-om this 

research are rele\ ani for my study in Israel. The population is similar—Russian immigrant 

students— and the context in both cases is the attitudes towards school and education. 
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Furthermore, in both American and Israeli society there are rewards for education and academic 

success, and both groups of Russian immigrants view education as the key to their success in the 

new country. The Russian immigrant students in both countries are a high achieving group, but 

at the same time they do not assimilate in the new society. 

Tuan (1995) suggests that the traditional view held by many educators regarding 

assimilation and school achievement is wrong in many cases. Some researchers have claimed 

that immigrants who embraced the American ways and assimilated perform the best (Carlson, 

1975; Cohen and Mohl, 1979; Schlesinger, 1992). Tuan rejects the assimilation framework. 

which does not give a full understanding of the immigrants' adaptation. She argues that "rather 

than passively conforming to the given structure and expectations of schools, growing numbers 

of newcomers are employing distinct adaptive strategies that suit their unique circumstances and 

goals" (Page, 108). Korean and Russian Jewish students diverge from the assimilationist route. 

They associate mostly with co-ethnics, rarely participate in school functions or extracurricular 

activities, and are seen as maintaining clannish rather than assimilationist attitudes. Nevertheless 

those students were considered high achievers and college bound. Many of the Russian students, 

in their rush to attend college, were leaving high school without graduating. They were so eager 

to attend college that they were dropping out to do so. In the interviews conducted by Tuan 

(1995), Russian students said that they were "wasting their time" in the high school. One 

possible explanation is that students typically graduate at the age of sixteen in the former Soviet 

Union, Russian students who are seventeen or older feel especially out of place. 



Achievement motivation and school performance. When studying the school performance of 

immigrant minorities any\\'here in the world, one has to analyze achievement motivation in a 

psychocultural context. Achievement motivation should be examined for various groups in 

accordance with their own psychocultural context. Suarez-Orozco (1987) investigated the 

motivations, beliefs, and values of Central American immigrants while discussing the 

interpersonal context of achievement motivation. The findings from the study on this group of 

immigrants demonstrated that the adolescents from Central America had a different meaning for 

success. They were aware of the sacrifices their parents were making for their future and 

education, and achievement motivation was not only for independence and self-improvement, it 

was for helping the family. The dynamics within the families coming from Central America 

created the students' perceptions of effort and their psychological burden to achieve. A 

psychosocial profile of these immigrants was created by psychological tests, ethnographic 

mten iews and participant observations. The Central American immigrant students were given 

part of the Thematic Apperception Test (TAT) that reflected the interpersonal themes and 

motivations. Suarez-Orozco (1987) highlights the surfacing of a pattern in the TAT stories, in 

which achievements are neither individualistic nor for the purpose of independence or self 

advancement. The achievement stories are set in a pattern of mutual cooperation. This group of 

immigrant students had a unique motivational dynamic that explained their academic success in 

school. These students wanted to succeed but not for the purpose of self-indulgence or personal 

gam. Their achievement goals benefited their families. 

In sum. it seems that various groups of recent immigrants to .America—the so called 

immigrant minorities— held values similar to middle-class America in regards to achievement 
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motivation and the entrepreneurial spirit. According to Ogbu (1978) the new immigrants are 

different in their academic performance in schools compared to the American bom castelike 

minorities. These minorities were incorporated originally into our society against their will; like 

the African Americans through slavery. These minorities typically score lower on traditional 

need achievement measures than do new immigrants and white Americans (Cooper & Tom. 

1984; Sanders, Scholz & Kagan, 1976). Cross-cultural research points to the source of these 

cultural differences, and the kinds of achievement goals that have meaning for the various ethnic 

groups (Maehr & Nicolls, 1980). Achievement differences among ethnic groups are reflected in 

the vanous goals to which they aspire. Suarez-Orozco (1989) studied the unique motivational 

dynamics and the achievement goals of Central American immigrants through the projective 

measure - the Thematic Apperception Test (TAT). This measure is also used in the present 

study. 

Measuring the Strength of Social Motives—The Use of the Thematic Apperception Test (TAT) 

For Measuring Motivation in Fantasy 

The Thematic Apperception Test (TAT) was first developed by Murray and his staff at 

the Har\'ard Psychological Clinic (Murray et al., 1938). It has served as a model for the 

development of many other projective instruments (Atkinson, 1958) and is used in the present 

study. In the 1930s, Henry Murray (1938) and his colleagues at the Harvard Psychological Clinic 

invented a technique for assessing motivation. They looked for a way of assessing motives 

considered significant by clinical psychologists. Murray based his ideas on Freud's theory that 

human motives are most clearly expressed in free-associative thought. The technique he 
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designed to assess these motives, the Thematic Apperception Test (TAT), calls for the individual 

to create imaginative stories in response to a series of pictures. The content of the fantasy is then 

examined to expose underlying motives, thoughts, and issues. The pictures were supposed to 

touch central emotional issues in the life of any person. Some of the pictures were geared 

towards issues such as mother-son. father-daughter, and husband-wife relationships. The last ten 

pictures offered on cards, presented more extraordinary scenes to draw out more deeply 

repressed unconscious issues. This way of studying peoples' imagination and associations is not 

that different from what Freud and other psychoanalysts have done during therapy. An important 

difference is the fact that Murray collected most of his material from normal individuals, and 

therefore motives were not perceived as causing pathology. 

Murray (1938) understood that if he wanted to measure the motives in a systematic way he 

had to define the motives he intended to measure. As a result, he created a list of the main 

motives with their definition that he measured. Other researchers have studied three motives 

from Murray's list since he first published his work. The motives are; the need for achievement, 

the need for affiliation, and the need for power. 

Murray focused on studying and measuring human motives as distinguished from other 

elements of personality such as traits, habits, or skills. He realized that one of the challenges in 

studying motives was the fact that there is no consistency in the various behaviors influenced by 

the same motive. With traits for example, there is a consistency between different situations and 

individuals; but the same motive can be expressed in very diverse behaviors in different people. 

Murray claimed that motives are necessary to explain inconsistencies in personality, and traits 

are necessary to explain consistencies. 
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The assumption of the projective technique is that spontaneous thoughts are useful when 

looking for motivational effects, because they are not as dependent as behavior on values, skills, 

and opportunities in order to be expressed. McClelland (1987) explains that conscious motives, 

values or declared intentions and interests should not always be taken at face value or as 

indicators of the strength of motives. Combs (1947) conducted a study that showed that some 

desires are not evident in conscious and direct reports of motives. These desires, which are often 

"undesirable", appear only in the fantasies produced in the TAT. Combs (1947) compared the 

motives that appeared in the TAT with the reported motives in the autobiographies of 

individuals. He concluded that the TAT deals more often with "socially unacceptable and violent 

kinds of motivation." The autobiography, on the other hand, "emphasized the socially 

acceptable, normal and expected more often than the TAT." 

In this study three of the pictures were part of the TAT and the fourth picture is taken 

ft"om the Children's Apperception Test (CAT). The original idea of the CAT was produced by 

Ernst Kris while discussing the theoretical problems of the TAT. Dr. Kris argued that children 

identify themselves more readily with animals than with persons. Bellack & Bellack (1996) have 

specified a number of situations fundamental to children, in which animal pictures are expected 

to expose the dynamics and inner world of a child's problems. Theoretically they had reason to 

assume that animals might be preferred identification figures from ages three to possibly ten. The 

CAT consists of ten pictures depicting animals in various situations. It is to be used with children 

of both sexes. Like the TAT. the CAT is a projective method. And it is a direct descendant of the 
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Henry Murray's Thematic Apperception Test. It does not compete with the TAT nor substitute 

for it. 

Theories of Projective Techniques 

Initially projective techniques were used mostly in clinical settings. Clinicians felt that the 

true study of the individual was missing when using only means and standard deviations to 

describe the norms of human behavior. This led to ignoring the total life of a person and the 

context in which the individual functions. 

When deciding to use a projective technique in a study, one has to understand the 

viewpomts and distinctions between the supporters of projective techniques and those that 

support the psychological-rational testing ( Murstien, 1963; Rosenzweig, 1951; Frank, 1939). 

The first point relates to the response dominance of the testing situation. The traditional 

psychologist focuses on a stimulus-response relationship, the clinician focuses on the response-

response relationship. According to this view, the stimulus in the testing situation is only a 

trigger for bringing to mind already prepared reactions that exist within the person. The response 

that occurred as a result of projective testing has already been aroused by the response of the 

person to earlier stimuli, which aroused certain need states. As a result of this view the stimulus 

of the projective test is not significant. The various stimuli-pictures are viewed only as triggers. 

An additional aspect is related to the impact of the total field on the individual taking the 

test. During earlier work with projective tests not much emphasis was given to different 

characteristics of the testing situation. Studies conducted in the 1950's and 1960's showed that 

various aspects in the testing situation itself are important. Subjects' achievement scores were 
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influenced by the person who was giving the directions, and by task opportunities (Murstein, 

1963). 

The second point to be made relates to the Gestalt influence. The psychologists coming 

from the behaviorist-experimental tradition were interested in isolated parts of behavior. In 

contrast, clinicians claimed that there was a need to study the person as a whole. The individual 

should be understood in the context of his life space. In this perspective, we have an average of 

scores of a group of people tested on a specific occasion; it will not help us understand the 

individual. 

The third point reflects the belief that the person should be examined many times with many 

techniques (Rosenzweig, 1951). Tests were made only to place the individual within a group In 

projective techniques there is an interest m individual norms not in the group. It is asserted that, 

with the help of projective techniques, the person will say what he or she would not verbalize 

otherwise. The "correct" and socially appropriate answer is usually obvious in many paper and 

pencil tests. Murstein (1963) mentions the high correlation of these paper-pencil tests with 

social-desirability scales. Projective tests are not as vulnerable to social desirability. 

The fourth argument discusses the reliability and validity issues. Initially the supporters of 

the projective methods claimed that psychologists belonging to the objective testing tradition 

used validity and reliability because no other data were presented about the history of the person. 

According to Rosenzweig (1951) it is impossible to reach a reliability measure for projective 

techniques. Test-retest reliability was impossible to obtain because there is change in mood and 

because of the events happening in the life of the person in the period between the tests. The 

split-half method supposes that there are two equal halves, which are not found in the TAT or on 
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the Rorschach. Another technique for reliability, comparing parallel forms, is also impossible to 

use because of the multifaceted stimuli in the projective techniques. The first supporters of 

projective testing decided to disregard the issue of reliability. Their solution was to study 

temporal validation, which allowed the testing of data for a single subject over a period of time. 

There was a growing focus on quantification over qualitative analysis of the TAT The early 

research conducted on the TAT was antiquantative and, as a result, the reliability and validity 

values were very low. McClelland and his colleagues stressed the importance of reliability. They 

published clear instructions on how to score the achievement motive and the result gave more 

precision in quantification. For the first time interscorer reliability was adequately high to allow 

the researchers to test the validity of the TAT. 

Many psychologists assumed that the TAT exposes issues that the person would not tell 

otherwise and the test could help predict future behavior. Often, however, the correlation 

between the content of the TAT stories and overt behavior is very low. Komer (1950) has argued 

that the analysis of fantasy has meaning and importance other than the prediction of behavior. 

The content exposed through the stories lets us know about the emotions, conflicts, and 

motivations of the person, regardless of his willingness to act out these motives and emotions. 

Komer (1950) claimed that the problem is not with the test, instead, the problem is that we do 

not fully understand the cormection between fantasy production and overt behavior. Murray 

(1951) explained the inconsistency between the fantasies expressed in the stories and overt 
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behavior as a result of Freudian defense mechanisms such as repression, suppression, and 

reaction formation. 

The psychoanalytic theory itself underwent a change that influenced projective techniques. 

There was a shift from an "id" to an "ego-centered" psychology. Interest with drives and their 

effects on behavior, shifted to interest in overt behavior. By the 1950's there was disapproval 

with the psychoanalytic concepts that were difficult to test scientifically. More emphasis was put 

on the learning theories and not so much on clinical work. There was an attempt to explain 

behavior and fantasies with the help of the ego and not only the id. 

Changes and developments have occurred in the psychoanalytic theory that has influenced the 

interpretations of the TAT. In the 1950's clinicians using the test placed more interest on the ego 

structure of the stories, in addition to the "id" drives and needs. The drives where still perceived 

as the fuel for motivated behavior, but the ego shaped and directed the behavior. When analyzing 

the stories, many clinicians made a distinction between the primary process themes and fantasies, 

which reflected the "id", and the cognitive elements that structured the story, that were part of 

the ego. 

Various researchers (Bellak, 1954; Holt, 1960; Schafer, 1958) have focused on the 

structure and formal characteristics of the story, rather than on the content. Clinicians with a 

psychoanalytic orientation focused on the content of the stories, rather than on the formal 

organization of the stories; that is not on how the story was told, but rather on what was told. The 

psychoanalytic assumption was that the stories reflected the dream fantasies and free 

associations, which could be obtained during psychoanalysis. The emphasis on the content of the 
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stories was the orientation of the "id" psychology, which was mainly interested in the needs and 

drives of the individual. Bellak (1958) argued for integrating the ego and id when interpreting the 

stories. The TAT stories were perceived as an interaction of drives and the ego. The ego helps 

alternate between regression through imagination and ego control. Only with the help of the ego. 

can an individual create a coherent story. When a person has a rigid ego, an objective, accurate 

description of the picture is attained with no emotions, imagination or heroes that are not part of 

the picture. The objective descriptions of the picture scene are actually the defenses trying to 

keep the aggressive or libidinal impulses to emerge from the "id". 

The psychoanalytic approach was the most often used in understanding the TAT stories. The 

main disadvantage of the psychoanalytic approach is that there is no quantification, it is not 

precise, it is difficult to measure the concepts used, and therefore it is not possible to disprove the 

theory. 

Methods of Analysis and Coding of the TAT 

The TAT is based on the logic that when presented with vague stimuli subjects will "talk 

about themselves" and will articulate their latent wishes, fears, dreams, and worries. The 

researcher administering the test presents pictures to the subjects. These pictures are highly 

structured stimuli and require complex and meaningfully organized verbal responses. 

Interpretations of responses by the examiner are usually based on content analysis of a 

qualitative or quantitative natiu-e. If the analysis gives a numerical score to the story, then the 

scoring is quantitative, based on scoring categones. 
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The TAT has many thematic scoring systems, in contrast to the Rorschach that has only two 

accepted scoring systems. One of the reasons for this difference is that the TAT is more content-

oriented than the Rorschach. (The Rorschach is a projective test that by using a standard series of 

10 ink-blot designs the individual tells which emotion or image each design evokes). A variety of 

scoring systems have been developed for the TAT to assess specific themes that may appear in 

the stories. Some of the needs that have been studied are sex, aggression, achievement, 

affiliation, and power. The importance of creating an objective scoring system cannot be 

underestimated. It enables the study of more complex psychological needs, and not just 

biological needs, such as hunger. It allows experimenting in the whole field of imagination, 

which was previously used only by clinicians in psychotherapy. With the attempt to develop an 

objective sconng system for thematic stories, introspection was used to study and expose basic 

psychological principles. 

Advancement has been made in the field of motivation only as some 

standardization in measurement has taken place. The TAT has been used to measure several 

social motives by coding fantasy as expressed in subjects' stories. When measuring achievement 

motivation for example, the stories can be scored for achievement imagery, and the fi-equency of 

this imagery can be compared with its fi-equency in the stories of other individuals. If the person 

scores higher than others then he or she have a relatively high need achievement. 

There are various distinctions between the many scoring systems for the TAT. These 

systems for analysis may focus on the formal aspects of the stories, how the story was told 

(number of verbs, adjectives, length of pauses, compliance with instructions, omissions and 

distortions); or the content of the stories, what is told in the story (needs, themes), or both. In 
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addition, the scoring systems may be used as basically quantitative or nonquantitative. That 

depends if the analysis provided a numerical score to the various stories( Murstein. 1963) 

Another classification relates to the purpose of the TAT. The relevant question is. whether 

the test is intended for research or for clinical assessment, or for both. The requirements for the 

two kinds of purposes are very different. When doing research the intention is to predict or 

describe some behavior with the help of the TAT. The inability to predict an individual's 

behavior may not be essential to the researcher. What may be more significant for the researcher 

if he can show that the behavior he is interested in exists in the e.xperimental group but not in the 

control group. On the other hand, the clinician is interested in making immediate practical 

decisions. Therefore, a test that gives group validities without the ability to give individual 

predictions may not be useful for the clinician. Murstein (1963). 

In general, the methods for analyzing the TAT can be divided to nonquantitive or qualitative 

clinical approaches, and to quantitative research approaches. The best known qualitative clinical 

method is the system of analysis used by Bellak . He provides a scoring sheet as an aid in 

analysis of the pictures. There are ten dimensions for analyzing the stories, for example, main 

needs of the hero, nature of anxieties, and significant conflicts. Several of the dimensions may 

receive one to three checks depending upon the intensity of the expression. Occasionally 

importance is assigned to issues that come up as a result of a single theme. Typically, however, 

when there is a repetitive pattern of expression of some conflict or need that appears across many 

pictures, it is assumed that the person is dealing with these specific fears or needs that are of 

special significance. The difficulty with the clinical approaches is that they are difficult to 

evaluate, and they depend on the skill and intuition of the clinician. 
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Atkinson (1958) designed an experiment that demonstrated the need for a quantitative 

scoring system. Atkinson tried to manipulate the conditions of ego-involvement that would 

arouse the need to achieve. It was assumed that the effects created in the experiment would be 

noticeable in the subjects' projective responses. One of the central challenges in this type of 

experiment was to find a scoring system for the thematic stories given by the subjects. The 

scoring system had to be objective, reliable, and yield inter-scorer agreement, while at the same 

time it had to be sensitive enough to reveal changes in the motivational states of the subjects. 

One of the most well known of the quantitative approaches is the scoring system 

developed by McClelland and his coworkers (McClelland, Atkinson, Clark, Lowell, 1953; 

Atkinson, 1958). It has been used frequently for practice and research purposes. The system is 

quantitative; therefore interjudge reliability can be obtained, and has been reported to be in the 

.80's and .90's. This is an extraordinary achievement for a projective instrument. The high levels 

of reliability can be explained in a number of ways; first, the directions are clear and simple, and 

there are many examples of scoring which have been published. Second, and most importantly, 

there is caution to score only overt responses without inference beyond that which is written in 

the story. The system initially was focused on scoring the achievement motive only, but has 

become more comprehensive to take account of the power and affiliation motives as well. 

Heckhausen (1963) used the TAT picture-story format but acquired a somewhat different 

codmg system for the achievement need that produced four separate measures: Hope for Success 

(HS), Fear of Failure (FF), the difference between the two (HS - FF, or the Net Hope score), and 

the sum of HS + FF. 
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Administration of the TAT. A significant issue to keep in mind wlien we study the 

research that has been done with the TAT is the problem of lack of standardization with the use 

of the TAT (Murstein , 1963). We cannot compare two studies that used different kinds of cards, 

number of cards, group versus individual administration, orders of administration, different 

instructions and different time to write the stories. 

An additional problem is the effect of previous experiences on the strength of the score. One 

of the studies conducted by Turek and Howell (1959) showed that there was a lot of variation in 

achievement scores. The scores depended on the amount of success and failures the individuals 

experienced a short time before taking the TAT. The researchers argued that we have to 

administer the TAT under neutral conditions if we want to show that the achievement score 

reflects stable personality differences. 

There are different possible variations in the administration of the TAT. Especially relevant to 

the current study is the issue of group versus individual administration. Would stories be as 

meaningful and revealing if they were obtained by individual administration versus group 

administration? Other relevant questions arise—how long should the pictures be exposed? How 

much time should be allowed for writing a story? Various studies have focused on these 

questions regarding the administration of the TAT. (Sarason & Sarason, 1958; Eron &. Ritter, 

1951; Eron & Sultan, 1955; Lindzey & Silverman, 1959). Murstein (1963) concludes that 

individual admmistration of the test has an outcome of longer stories with more ideas, but despite 

the difference in length there is very little difference in the content of the stories despite the 

dissimilarity in the number of words. The various studies that have been done have shown that 

there are fewer distinctions between group and individual administration than we might have 
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suspected. Murstein (1963) recommended to use the group testing if the goal is to do research on 

relatively few characteristics. The advantage of the individual administration of the test in 

clinical work is that the therapist can observe the behavior of the patient while taking the test. 

Features such as facial expressions, comments, and body language are all important information 

despite the fact that they cannot be quantifiable. 

One advantage of the group setting is that the examiner has less of an impact and can stay in 

anonymity. It can be argued that the interaction between the examiner and the person being 

tested may be helpful in gettmg more detailed stories, and a more thorough impression of the 

person can be acquired. But on the other hand, it does seem that subjects can express themselves 

more freely in a group because the defense mechanisms and anxiety that they may experience 

with the one-on-one interaction with the examiner are lessened in the group. 

Various researchers have studied the effect of the number of cards used and the sequence of 

presentation (Atkinson, 1950; Reitman & Atkinson, 1958; Dollin, 1960). The conclusion on the 

effect of the number of cards presented to the person is that, unlike the usual paper and pencil 

tests, the smaller number (four) is superior to the larger number (eight) in differentiating high 

and low achievers. Overall, the many studies that focused on the variations in administration of 

the TAT have shown that the test is flexible and it is possible to get important information about 

the person. 

The Need for Achievement score is usually acquired from TAT stories, but there are similar 

tests that provide a valid measure of the same motive. For example, there is a French test of 

Insight (McClelland, 1958). in which the subject is asked to explain why a man behaves as he 

does in a short written description, such as "Joe is always willing to listen" or "Ray works much 
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harder than most people." The Need for Achievement score can also validly be obtained from 

scoring of stories written in response to sentence stems such as "A father and his son looking out 

at a field", and not to pictures (McClelland, 1977). 

The Achievement Motive 

We have previously discussed the ways to measure the achievement motive. Still it is 

essential to further understand what exactly is this learned drive, which is one of the social 

motives. Achievement motivation developed from earlier theories that focused on the 

satisfaction of basic biological needs such as hunger and thirst. TTiis physiological approach 

could not be applied for understanding many aspects of human behavior. As a result researchers 

expanded their focus to bring in learned drives or psychological motives such as the needs for 

approval, affiliation, power, and achievement. McClelland (1955) described the need for 

achievement as "competing with standards of excellence." People high in the Achievement 

motive were characterized by the Protestant work ethic, which includes qualities of independent 

thought, dedication, and autonomy. 

Atkinson's Need Achievement Theory 

The most advanced view of achievement motivation as a learned drive was developed in the 

1950s and early 1960s by John Atkinson (Atkinson, 1957, 1964, 1987) and David McClelland 

(1965). This theory saw human achievement as the result of an emotional conflict between 

striving for success and the fear of failure and assumed that all human beings have a motive to 

approach success and a motive to avoid failure. The approach component is defined by a hope 
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for success or as Atkinson (1964) has put it, "a capacity to experience pride in accomplishment" 

(p, 214). The anticipation of success and its emotional correlates of pride and joy combine a trust 

in the future and in life. 

According to Atkinson, the driving force behind all actions is emotional expectation. People 

with a high achievement motive expect to feel pride and joy, and other positive feelings that will 

push them towards other future success and attempts to achieve. People with a low need to 

achieve predict shame and other negative feelings caused by failure. As a result they will try to 

avoid failure by not trying. 

All achievement situations involve an approach-avoidance conflict to some extent. Some people 

are described as success oriented, the conflict is small, and they are optimistic about their ability 

to succeed. In terms of the theory they are described as high approach-low avoidance. In 

contrast, other people are described as failure avoiders; i.e., low approach-high avoidance, they 

try to escape the conflict. 

The model is described in terms of a formula, B= M x P x I. The B stands for the actual 

behavior, the M is the motivation, which is a combination of the approach-avoidance motives. 

The motives will be awakened depending on the attractiveness of the goal, its incentive value (I). 

In addition, motives will be stimulated depending on the probability of achieving the goal (P). 

These two components together (Pxl) predict when a person will actually try to achieve, i.e., 

there is a chance (P) that the person will get something that is desirable (I). Atkinson's model 

was known to include these components and is considered an expectancy x value system. This 

model explains the behavior of success-oriented or failure-oriented people. Atkinson's original 

opinion was that the motives to approach success and to avoid failure are independent 
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dimensions. This concept allows us to describe the achievement process as a conflict of 

contrasting forces. But in reality people can be simultaneously attracted to and repelled by the 

same task (Covington, 1992). 

Fear of Failure 

Atkinson (1957) considered the motivation to avoid failure as the exact parallel of the 

motivation to approach and achieve. According to Atkinson's theory, maximum avoidance 

should occur for tasks of moderate difficulty. One of the problems with Atkinson's theory is that 

it does not accept the fact that an individual can be high in both need for achievement and in fear 

of failure. 

According to Atkinson, the disturbing expectation of experiencing humiliation as a result of 

failure creates a tendency not to participate in any achievement actions. Based on experiments 

Atkinson concludes that when people fear failure they will not choose any tasks. The only way to 

get these people to work on a task is when extrinsic incentives such as money, or the fear of 

criticism and punishment influence their behavior and they have to complete the task. Worse 

still, the fear or anticipation of failure will disturb their functioning. 

Atkinson (1958) focused on the negative aspect of achievement motivation, or fear of failure, 

and developed a Resultant Achievement Motivation (RAM) score. The score was produced by 

comparing n Achievement scores with scores on a Test Anxiety questionnaire developed by 

Mandler and Sarason (1952). Subjects above the median in n Achievement and below the 

median in Test Anxiety were considered to be most clearly oriented toward approaching 

achievement, whereas those below the median in n Achievement and above the median in Test 

Anxiety are considered to be most oriented toward avoiding achievement, or fearing failure. 
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Heckhausen (1963) developed a scoring system for stories based on two major categories, the 

Hope for Success, and the Fear of Failure. The Hope for Success score correlates highly with the 

need for Achievement score, and the need to avoid failure was described by negative feelings 

about work, criticism from authority figures, and instrumental acts to avoid failure. The Fear of 

Failure developed by Heckhausen has an advantage over the Atkinson system of measurement. 

It allows a person to be high both in Hope for Success and in Fear of Failure. Despite all the 

evidence, it is not entirely clear that the fear of failure is the direct opposite of the need to 

achieve. 

Atkinson's description of achievement motivation explains how the emotion of shame or 

humiliation is assumed to drive failure-oriented people to avoid tasks or situations where they 

think they may fail. These theoretical assumptions have had an important implication for 

education. Two additional perspectives have added to our understanding of achievement 

motivation. The first viewpoint is presented by the cognitive attribution theory, and the second 

by the self-worth theory. 

Attribution Theory 

Attribution theory has been most influential in the area of achievement motivation and 

changed the idea of achievement motivation as a matter of emotional conflict. In the early 

1970s, cognitive psychologists directed by Bernard Wiener considered a new explanation of 

Atkinson's need achievement model (Weiner et al., 1971). Recall that Atkinson had suggested 

emotional anticipation as the central driving energy behind all achievement behavior. Atkinson 

characterized the motive to approach success as "a capacity to experience pride in 
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accomplishment." The new theoretical perspective added to Atkinson's explanation with an 

interesting replacement: "a capacity for perceiving success as caused by internal factors, 

particularly effort" (Weiner et al., 1971, p. 18). This is an intriguing idea and is the basis for 

attribution theory. Namely, all achievements depend on the meaning people attribute to their 

success and failures. The way people perceive the causes of their actions takes a significant role 

in their lives, regardless if the perceptions are accurate or distorted. Weiner argued that it is the 

attribution process that directs achievement behavior, not emotional anticipation. Weiner and 

other cognitive theorists argued that emotions are often scattered and vague and therefore cannot 

direct behavior in the way described in Atkinson's theory. Emotions have a strong effect on 

arousal, but they cannot guide toward specific goals. Both emotions and cognitions play a role in 

the achievement process, but the question is one of emphasis in understanding the development 

of achievement (Covington, 1992). 

In short, the basis of motivational power understood by Atkinson and Weiner are rather 

different. According to Atkinson, emotional anticipation is the basic incentive for future 

behavior. In comparison, some cognitive psychologists have argued that emotions are the drive 

for behavior only to the degree that they have informational significance. Weiner (1985) talks 

about the need to have a degree of predictability and control over one's environment. According 

to this cognitive explanation, the motives to avoid failure and to approach success are understood 

as the inclination to find information about the individual's abilities and to use this information 

in order to improve (Trope, 1975). Attributions are seen as the foundation of achievement 

behavior. 
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Following the earlier work of Heider (1958), Weiner initially suggested ability, effort, task 

difficulty and luck as the most important perceived causes of achievement performance. These 

four basic causal components can be organized along three dimensions (Weiner, 1985). The first 

is referred to as the locus of causality dimension that identifies the causes of an event as either 

internal (within the person) or external (outside the person). Ability and e^ort attributions are 

considered internal components because they are the innate characteristics of the person. 

Similarly, task difficulty and luck are described as extemal factors because they are beyond the 

person's immediate ability to control. The second dimension, that of stability, organizes the four 

causes as either constant or temporary. Task difficulty and ability are seen as stable causes of 

achievement outcomes, while luck and ejfort can be changed. A third dimension reflects the 

controllability of events. This extra dimension helps differentiate between some perceived causes 

that would be classified identically in the locus and stability dimensions. For example, effort and 

illness are both categorized as unstable and internal causes. Yet people can control their effort 

but not their illnesses (Weiner, 1985). It is a question of intentionality and controllability in 

general and introduces a moral aspect into attribution theory. Accountability for certain 

behaviors depends on the intentions as much as on the actions or results. In regards to 

achievement motivation, effort is virtue of hard work and is understood to be under conscious, 

intentional control, and students are seen as responsible when they do not try hard, causing 

feelings of guilt and shame (Covington, 1992). In sum, these dimensions are helpful in 

describing the way people perceive their subjective reality and the causal attributes of 

achievement behavior. 
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Basically, attribution theorists explain individual differences between people that are 

success-oriented or failure-oriented based on the different explanations about their successes and 

failures. These individual differences are reflected in achievement motivation. Based on this 

model, people motivated to approach success are thought to attribute their failures to internal and 

controllable factors—mainly to a lack of effort (unstable and internal), and their success, to a 

mixture of high ability and effort. In comparison, failure-oriented individuals are known to 

attribute their failures to internal and uncontrollable factors, i.e., to a lack of ability (stable, 

internal) rather than to insufficient effort. If they happen to succeed they attribute their success to 

unstable, external factors such as luck. Research findings have supported this theory (Wiener et 

al., 1971; Wiener, Heckhausen. Meyer, & Cook, 1972; Covington & Omelich. 1979). 

Self-Worth Theory 

This theory was developed by Covington (1984) and it assumes that the need for self-

acceptance is the main concern of humans. In schools self-acceptance depends on the student's 

ability to achieve successfully and competitively. Attribution theory explains the foundations of 

self-worth that come with showing effort; self-worth theory focuses on the components of self-

acceptance that come from feeling smart and having high ability. Covington blames the schools 

for being competitive, because the amount of effort students display gives information to others 

about their ability. For example, when students succeed on a difficult task without much effort, 

then they perceive themselves as smart. Maintaining security of a sense of ability is the student's 

most important goal. This is even more important then achieving high grades. Thus, students 

may decide not to study because it is too costly if they fail despite their efforts. Failure after 
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trying is a sign a sign of their low ability. Covington argues that the student who refuses to study 

may be motivated to protect his or her self-esteem. Unfortunately many students use failure-

avoiding strategies. Students may even choose failure over success, and purposely choose hard 

tasks that are unattainable, so failure will not be humiliating. 

Covington (1992) argues that overall school learning is about a conflict of values between 

ability and effort. In particular white middle-class students have to find their way between trying 

too hard (for fear of humiliation if they fail) and of putting forth too little effort (for fear of 

criticism from parents and teachers, especially if they fail). 

The important question that evolves from the different theories is how individual differences 

in achievement motive strength can be measured. Measurement is of crucial significance because 

without it we could be guessing about what motives there are and how they affect behavior. One 

way to discover individual differences in motive strength is to find some behavior that is effected 

from the motive and use it as an index of the strength of the motive. Researchers have studied 

achievement motivation and measured it by coding fantasy or spontaneous thought patterns. 

McClelland has described a method of measuring the need to achieve. It was important to 

establish how to measure this social motive. 

McClelland's Theory— The Development of Assessment Procedures 

It was in the 1940s that David McClelland and his students became interested in the study of 

complex social motives. At that time, there was little systematic research on the kinds of motives 

that guide the behavior of people in complex situations. There was little agreement as to how 
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motives should be defined. More important, there were few guiding principles for measuring 

motives. McClelland and his colleagues attempted to develop an appropriate assessment 

procedure. According to McClelland, there was no sense in talking about the achievement 

motive if it could not be measured. How could we determine if an individual has more or less 

achievement motivation? 

McClelland focused on how people are different from each other, in contrast to other 

motivational theorists that looked for universal principals of motivation. The motivational 

differences between individuals are measured with thematic coding of the TAT and the 

differences are seen according the presence and strength of the motives. 

T.AT adaptations have focused on the intensive measurement of a single need or dri\ e. such 

as the achievement need (n-Ach) conducted over thirty years by McClelland, Atkinson, and their 

associates. McClelland was interested in the effect of increased motive intensity on thought 

processes, which were studied through the TAT (McClelland, 1951). He made the link between 

the TAT stories and real life situations. He assumed that if the achievement motive appears in the 

stories, the person is motivated to achieve and is not only enjoying and expressing wish-fulfilling 

fantasy. McClelland was influenced by Freud but at the same time, he was also influenced by 

behaviorists such as Hull, and therefore he attempted to measure and quantify human motives in 

a reliable way. He was neither a clinician in the old fashioned way. nor was he a pure 

experimentalist (McClelland, 1987). 



78 

Other researchers attempted to study the achievement content systematically and 

empirically. The methods they used were based on the experiments designed to identify the 

nature and function of physiological drives such as hunger. The experimenter studies the effects 

of the hunger drive on behavior by manipulating variables, for example, by putting the animal or 

person on a food deprivation schedule, but it is obviously easier to manipulate the hunger dri\ e 

than the achievement drive. When discussing the measurement of any motive, we need to icnow 

if the measurement can reflect the presence or absence of a motive or its variations in strength. 

The psychologists conducting the experiments tried to find ways to create presence or absence of 

the motive. They also tried to find two groups of people who differ in the average amount of the 

motive that can be measured. 

Psychologists have tried to change the level of motivation present m human beings in 

numerous ways. Some of the studies were influenced from animal experiments, in which people 

were deprived of something. Some of the problems in the experiments with humans did not exist 

with animals. First, it was not clear how these manipulations in the laboratory would provide a 

good model of human motivation, and second, it was apparent that it was not enough to 

manipulate the environment. There was difficulty in controlling the perception of the subjects 

and their understanding of the manipulation created in the study. Some perceived the 

manipulations as a source of anxiety, while others understood it as some punishment 

(McClelland et al., 1953). 

Based on the experiments studying physiological needs, McClelland found a method of 

measuring and manipulating human motivation, which is a social need. His method involved 

content analysis of imaginative thought processes, but that was not enough. The critical question 
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he faced was what do we manipulate in order to obtain variation in an achievement drive. 

Subjects were asked to write stories to TAT pictures, while they were under different levels of 

achievement arousal. Obviously the research question, how to arouse the achievement motive, 

was more complicated than arousing a physiological need such as hunger, but a solution was 

found. In an attempt to arouse the achievement motive, subjects were divided into two groups. 

Some were told that the task they were asked to complete is significant in reflecting their abilities 

and potential. It was assumed that these people would be aroused to a higher degree than those in 

the other group, where the task was described as "experimental" and of low validity. The 

expectation was that subjects would write different kinds of stories following such variations in 

achievement instructions. Any systematic difference in these stories is indicative of varying 

degrees of something that might be labeled as the achievement motive (Maehr, 1980). 

The differences in the TAT stories produced by the people in the two groups were 

categorized, and McClelland developed methods for scoring the stories. Analyzing the content of 

the stories was made consistent by using the scoring manual that was developed (Atkinson, 

1958). It was thus possible to judge the degree of achievement motivation in a story. Among 

these criteria was the general theme of the story. It first had to be determined whether it was an 

achievement story (Maehr, 1980). McClelland created a system of scoring which is sensitive 

enough to distinguish between the conditions under which the stories were written, objective 

enough to yield high reliability and agreement on a repeat scoring by two trained judges, and 

easy enough to apply quickly to an individual story. This is of special importance in a field in 

which previous scoring systems have either been so complex or so dependent on clinical 
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judgment that they were of no practical use to the researcher trying to study processes coming 

from fantasy and imagination. 

Once the criteria and scoring procedures were developed, it was possible to assess 

individual differences in the degree of achievement motivation. The TAT was given under 

"neutral" conditions, that means in a situation in which no attempt was made to manipulate 

achievement motivation or to arouse an achievement orientation or need. We can assume that 

people would differ in the kinds of stories they told as a result of individual differences in the 

neutral condition. The stories would be scored according to the criteria for sconng achievement 

motivation. It was presumed that the stories of the highly achievement-oriented person would be 

measurably different from the stories of those who were low on the achievement motive. Fantasy 

matenal was scored for achievement imagery for some individuals, and the frequency of this 

imagery was compared with the frequency produced by others. 

The individuals, high in achievement motive, would be given scores that were similar to 

the scores received by people in the "aroused" condition of the experiment. Others, who are 

naturally low in the achievement motive, would be scored like the subjects in the low-arousal 

condition. It was concluded that that people who were scored similarly to the subjects in the 

high-arousal condition had a personality characteristic of high achievement. Those who scored 

like the low-arousal group were naturally less achievement motivated The fantasies coming 

from the TAT stories were compared to the stories created by people who were aroused for 

achievement in the initial experiment, and people who were not. If a TAT story was similar to 

the stories of the aroused group, then the person was labeled as "high" in achievement 

motivation. 
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Some categories in the stories became more frequent when the need was aroused. Most of 

the stories appear to have a future reference—for instance, the stated wish for achievement, 

successful instrumental striving, anticipatory goal responses, and positive affect at the end of the 

story. The conclusion was that one of the major characteristics of motivation, at least 

achievement motivation, is to be anticipatory or forward-looking Atkinson (1958). 

Another way of studying differences in motive strength was to try and fmd these 

variations in nature, rather than to produce them experimentally. In this case, the researcher 

selects two groups of subjects who are different in some way and therefore can be considered as 

representing two different arousal stages of the motive. As an example we can think of two 

groups of students: the academic overachievers compared to the academic underachievers. Most 

people would assume that that the high achievers also have a higher level of achievement 

motivation, and would therefore regard the two groups as representing two levels of strength in 

achievement motivation. The experimental error would be to examine the story productions of 

the two groups, to fmd differences in the fantasy content and to suppose that they show 

differences in motive strength. The problem is that these two groups are different in many ways, 

not only in the achievement motive. The experimental situation, as conducted by McClelland and 

his colleagues, allows the researcher to maintain an experimental control. In this way the 

achievement motive could be manipulated independently of all other correlated factors, and so its 

pure influence could be seen in the fantasy material via the TAT stories. 

Validity of the achievement need 

Many studies provided evidence that the n Achievement score really does measure a 

motive. So far we have explained how the method of measuring the achievement motive in 
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fantasy was developed. In addition, there is research evidence demonstrating that it is a measure 

of the achievement motive and not of something else. 

A study that demonstrated the validity of the n Achievement score was conducted by 

Atkinson (1964). Over 200 male college students wrote five-minute stories in response to four 

slides showmg pictures of achievement related situations. Previous to writing the stories the 

subjects took several short pencil and paper tests. The subjects were randomly put into one of 

four conditions: 1. a relaxed condition 2. a neutral condition 3. a failure condition 4. a success-

failure condition. The TAT stories were scored by judges, and were sensitive to discriminate 

among the stories written under different conditions. 

This study has shown that there are differences in the TAT story characteristics that 

appear in the relaxed as compared with the failure condition, but is it correct to suppose that 

these differences represent a difference in the need for achievement in the two groups? The issue 

of validity relates to the question of whether the score resulting from these differences measures 

anything of importance, or mainly whether it measures the need for achievement that is supposed 

to be measured. There are two types of data that make a case that it is a valid measure of the 

achievement need. 

First, the type of the procedure used to arouse the achievement need presents the assumption 

that the need for achievement was more intense in the two failure conditions. In the experiment 

the subjects had to carry out some tasks which were described to them in such a way that doing 

well should lead them to feel increased pride, self-esteem, self-approval, feelings of success, etc. 

These terms define what the striving for success or the need for achievement usually means in 

our culture. By experimentally manipulating the subjects, the researchers succeeded in arousing 
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those feelings (of self-approvaL feeling of success etc.). We can conclude that the achievement 

need was aroused in the failure and success-failure groups. 

A second point was raised as evidence that the achievement score was valid. A comparison 

was conducted with the effect of hunger on similar TAT stories. This demonstrated that a need 

has been aroused by the experimental conditions. The researchers used failure on a test to 

heighten the intensity of a need for achievement. In a similar way it shows how the need-arousal 

method was used to stimulate the hunger drive when deprivation was used to arouse hunger. 

Atkinson (1964) argued that food-deprivation and achievement-deprivation effect imagination in 

a similar way. 

In addition to focusing on the achievement motive, there was a need to study other social 

motives, such as the affiliation and power motives, in a similar way. The three motive systems 

that energize, select and direct behavior and experience had been identified and measured by 

McClelland and others. 

The categories used for scoring the achievement stories have a general applicability for a 

wide variety of motives. The affiliation motive was studied in a similar way that the achievement 

motive was investigated. The stories of two groups were compared. The TAT stories of people in 

the arousal conditions were compared for types of imagery related to affiliation. The kind of 

imagery that distinguished the aroused group from the control group was brought together in a 

scoring system adopted to measure a need for affiliation. Affiliation imagery is considered to be 

present in a story where there is a statement in the story that a person is separated from another 

and is concerned about it or concerned about possible separation. The need for affiliation is 
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scored in the story when there is a statement of a wish for keeping a friendly or loving 

relationship. 

Veroff (1957) made the first attempt to try and establish a coding system for power motive 

by examining the content of stories written by student candidates who were running for office. 

Their stories were written when the power motive was aroused, and the analysis demonstrated 

more themes about control when compared to stories written under neutral conditions. VerofT 

defined the goal of the power motive as exerting influence. He based his coding system on 

subcategories already defined as part of goal-seeking behavior for the achievement motive. 

Winter (1973) distinguished between hope for power—an approach component of the motive -

and fear of power—an avoidance component. Winter's scoring system presents a refinement and 

expansion of earlier scoring system developed by Veroff (1957). 

If a person is high on the power motive will behave aggressively depends on the individual's 

habits, skills and values. As was previously mentioned, a certain motive is only one of the factors 

shaping behavior. Values, habits and skills also determine whether the motive will go off into 

action. There are socially appropriate ways to express the power motive. People can have 

influence in a positive way by the occupations they chose. The occupation can be prestigious and 

cause the person to have fame and power. 

Finally, it is important to emphasize that this study was focused on the achievement motive, 

and on studvang this group of immigrant children and their parents in an educational context. 

Three of the TAT pictures in this study were used for measuring the achievement motive in 

previous research. The other two motives—the affiliation/intimacy motive and the power impact 
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motive also appeared in the stories. As a result, the stories in this study are understood in terms 

of the three major motive systems. Those reflect individual differences that exist within the 

sample group. The individual differences are exposed with the fantasy material and not with the 

self-report measure that is the questionnaire. 
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CHAPTER 3 

METHOD 

The present study is based on a descriptive research design, and the purpose is to create a 

detailed description of the values, expectations and motives of Russian immigrants m Israel 

within the context of education. With the help of the assessment tools I wall describe the 

characteristics of this particular sample of individuals, students and parents, at one point in time. 

The parents' questionnaire and the students' questionnaire are designed to report the 

characteristics of the sample, reported values towards education, expectations for the future of 

the child, opinions about the Israeli educational system in general and in comparison to the 

situation in Russia, and attitudes towards the afternoon Impulse School. 

The Participants 

Ninety-nine students from the fourth to seventh grades in the Russian afternoon "Impulse" 

school, in the city of Beer-Sheva, Israel participated in this study. All of the students in all fifth 

to seventh grade classes were invited to participate. Other students did not participate because 

they did not return the consent forms or were not available during the assessment periods. In 

addition, one hundred and four parents participated in this study. All the parents had children 

attending the Impulse school. 

The Students 

Ninety-nine students participated in this study. Age of participants ranged from 9-15 years. The 

majority of students (72.7%) were 10-11 years old. Three nine year olds were included in the 

fifth grade, and similarly the one fifteen year old was participating in the eighth grade class. 

Fifty-si.v (n=56. 56.6%) were female, forty-three (n= 43, 43.4%) were male. Fifteen students 
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(15.2%) were bom in Israel, eighty-one (81.8%) were bom in Russia, and three students (3%) 

were bom in Germany or Poland. All the students that have not been bom in Israel arrived in the 

country with their families in the last twelve years (Table 10). 

During a regularly scheduled school day, students stay with their own class and teacher for all 

academic subjects. Students intermingle only during shared time at recess. Many of the students 

know each other from going to the same public school in the moming, from living in the same 

neighborhoods, and from previous years at the Impulse School. 

The Parents 

One-hundred and four parents participated in the study. All of the parents have children 

attending the Impulse School. Fifty-nme parents (56.7%) have a child who participated in the 

study. WTien mentioning the parent group in the Results and the Discussion I am always referring 

to all parents, and not only to those with children in the study. 

Forty-five parents filled the Parent Questionnaire but their children did not participate in the 

study because the study was conducted during the month of June, when many end of the year 

celebrations of the regular Israeli public schools are held in the afternoon. As a result forty-five 

parents do not have a paired child in the sample. The parents are all Russian immigrants who 

came to Israel during the 1990s. Eighty-nine (85.6%) speak with their children only in Russian, 

fourteen (13.5%) speak in Russian and Hebrew, and only one parent (1%) spoke only Hebrew 

with his child. 

The Town 

Beer Sheva is a town in the southem part of Israel. The town has a population of 190,422, and 

consists of 12 school districts. The public schools in the town generally are placed lower than the 
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average for the country in terms of academic achievements. The town's median income level is 

generally lower than in other parts of the country. In Beer-Sheva there are 56,798 new 

immigrants, 29.8% of the town's population (this information is based on 12/31/2001 data). The 

population of new immigrants is divided into the following groups; 51,235 immigrated from the 

former Soviet Union, 2,327 immigrated from Ethiopia, and 3,236 from other countries. 

The Impulse School 

The school was founded by Russian immigrants in 1994, and today has 452 registered students in 

25 classes. There are two classes in the fifth and sixth grades, and one seventh grade class. There 

is a staff of 30 teachers and 6 additional workers, such as secretaries, security workers, etc. The 

school is open four times a week in the afternoon on Sundays, Mondays, Tuesdays and 

Thursdays. Each student comes to school twice a week. The hours are from 4:00pm to 8:30pm. 

There is organized transportation for the students from all parts of the city. English, Math, 

Russian—(language and literature), music, and general history are taught. For the younger 

students, kindergarten through third grade, there are additional subjects, such as arts and crafts, 

drawing and organized games. The tuition is 300 Shekels a month (about S60, average salary is 

SI,000, before tax reduction). 

The Research Tools 

All student participants and their parents signed informed consent forms prior to the inception 

of the study (Appendices F & G). The parental consent forms went home with the students and 

included a cover letter introducing the parents to the research. The consent forms included 

information about the purpose, design, confidentiality, risks (none), benefits, and compensation 
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(none) of the study. Parental and the student consent forms differed in amount of information and 

language, but the basic elements were the same. 

To gather data about the student's demographic variables, an information sheet was 

administered when the student first responded to the instnmients. This half-page student 

information sheet requested the student's name, the choice of "F' or "M" for gender, place of 

birth, if not bom in the country how many years has the student been in Israel, what language the 

student speaks with parents, siblings and fnends, the age, the grade, how many years has the 

student been in the Impulse School, and the names of two or three best fnends. (Appendix A). 

The participant number/ID was printed on the form after the form was completed. 

In addition to retuming two consent forms, their own and their parents', students completed 

two measures that examined their values, expectations, motives and academic self-esteem. The 

students completed all material themselves. Their names appeared on the consent and 

information sheets only. Identification numbers were coded on the questionnaires and assessment 

instruments after the collection of all data. 

In assessing the students' motivations, values, and expectations, two different assessment 

tools were used. The first are the questiormaires designed for this study. The second is a 

projective measure, which is an adaptation fi-om the Thematic Apperception Test (TAT), and has 

been used bv numerous researchers to measure achievement motivation, and other motives such 

as affiliation, and power. 

The Student Questionnaire 

The Student questionnaire was designed to measure student perceptions of themselves as 

students, their parents' expectations from them, and their values. The questionnaire was created 
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by the researcher based on the literature and related to issues prevalent to students' perceptions 

of themselves as students, their self-worth, and their experiences at the Impulse school 

(Appendix A). This measure was administered to all of the participating students. The Student 

Questionnaire incorporated open- and closed-ended questions. 

Four open-ended questions related to the students' values as defined by beliefs about success 

and failure. Two of the success-failure items required sentence completion. Two items asked 

students to write a few lines and express their personal opinions about success and failure The 

fifth open-ended question asked about their hopes for the future: "when I grow up I want to be 

" (Appendix A). These questions were purposely left general so that students could 

give operant answers and express themselves without being led by the researcher. 

The rest of the Student questionnaire consisted of seventeen close-ended questions. The first 

two items were checklists and provided a series of options that could help remind students of 

things they might have forgotten. Students could choose more than one answer. Four questions 

had the format of yes-no. The responses for the remaining questions were presented as rating 

scales or as category scales. The students were asked to place the item being rated at some point 

along a continuum or in any one of an ordered series of categories. Three items were presented 

as statements to which students indicated degree of agreement on a four-point scale. The three 

items were presented in a Likert-type attitude scale and the students were to indicate the extent of 

agreement or disagreement with the particular statement. 

The Projective Measure 

This instrument was based on the Thematic Apperception Test (TAT). Four pictures were 

used in the study (.Appendices H. 1. J, K). Pictures #l-#3 were part of the T.AT and picture #4 is 
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taken from the Children's Apperception Test (CAT). In the study the CAT card was used for 

both boys and girls, it was the last picture to be presented and the purpose was to learn more 

about the child's fears, feelings of loneliness or well-being that are unrelated to achievement 

motives. In case some children have inhibitions in telling stories about a boy or a girl, the figure 

of the bunny may reduce their defenses. The CAT was intended for use with younger children, 

but many of the children in the sample were ages 9-11 and it was felt that even the older 

students, agesl2-14, could still relate to a picture with an animal as the main hero of the story. 

The first card is a picture of a boy contemplating in front of an open book. All the students 

were presented with this as the first picture in the series. This picture was used in the standard 

series for eliciting stories to be scored for n Achievement (McClelland, Atkinson, Clark, and 

Lowell, 1953). Two other cards were also chosen by Suarez-Orozco (1987) in research focusing 

on achievement motivation. The second card is a picture of a boy contemplating in front of a 

violin. Only the boys in the sample were asked to write a story about the violin picture. The third 

card was presented only to the girls in the sample and it is a picture of a farm scene, with a girl 

holding books. The last picture shows a darkened room seen through an open door from a 

lightened room. In the dark there is a child's bed in which a rabbit sits up looking through the 

door. This last picture was not used for eliciting achievement needs. Themes of fear of darkness, 

of being left alone, desertion by parents, significant curiosity as to what goes on in the next 

room, are all common responses to this picture (Bellack, 1996). The purpose of using this card in 

the study was to have children tell stories that are unrelated to achievement. 
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The pictures were presented to the children during a class period at the Impulse School. In 

this study, similar to previous studies (Biaggio, 1978), the TAT was administered to a group of 

students, and not on an individual basis. Every one of the students received three pictures, each 

attached separately on an empty piece of paper, which was used for writing the stories. The 

subjects were asked to write stories following an outline in which these questions were 

presented: (1) What is happening? (2) Who are these people? (3) What brought about the 

situation? What happened before? (4) What will happen? and What will the people do ? (Murray, 

1943). The students had four to five minutes to write each of the stories. In the present research, 

the purpose of using the TAT is for description of the entire sample, and therefore the analysis 

was quantitative, and the scoring was only for overt responses, based on specific coding 

categories (Appendices C & D). 

The themes of the pictures, such as a boy sitting in front of a book or a girl holding books, 

are supposed to stimulate stories describing the achievement motive. While analyzing the stories, 

two other motives, power and affiliation, were coded if mentioned in the stories. Individual 

differences in motivation between the students were measured by the use of thematic coding of 

the TAT stories. The variation among the children was explained in regards to the three motive 

systems. 

The TAT is often used in clinical assessment when the psychologist uses a holistic, 

qualitative approach, and reaches conclusions based on the analysis of the story beyond the 

explicit written material. Twenty-six stories were interpreted in a more analytic qualitative 

nature. These interpretations will be presented in the qualitative section of this chapter. 
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Coding the TA T Stories 

Appendix C illustrates the coding categories that were used in this study to cover various 

aspects of the story sequence. The coding variables were based on those presented by 

McClelland (1987). Originally eleven variables were used for coding the stories. It was later 

recognized that four of the original variables do not add significant information and that it would 

be difficult to achieve a satisfying inter-coder agreement on them. It was therefore decided to 

include six of the original eleven variables in the coding process. 

First, the stories had to be identified as belonging to a specific motive system, achievement, 

affiliation, power, or to some combination of the three. The first category is: A. Motive System. 

The elements in the story were seen as a part of a problem-solving sequence In the stories a 

progression of thoughts or events is presented in which the person is trying to achieve a certain 

goal or is expressing a certain need. The goal can be defined in terms of achievement imagery, 

affiliation imagery, power imagery, or a mixture—a story that includes the three motives 

together. 

The second category: B. Orientation. If the story uncovers anxious or negative feelings, such 

as fear of failing in some achievement goal, negative feelings about friendships, lack of control 

and power, etc., then the stories would be categonzed as ''"avoidance". When the story tells of an 

emotionally arousing motive that leads to positive thoughts, feelings, and to actions attempting to 

reach a goal, then the story is labeled as ""approach". The main character may act towards 

reaching the goal, for example, study hard for an exam, or may only think happy thoughts about 

becoming rich and smart. In both cases the story is considered as an "approach" orientation. 

Labeling the story as approach, avoidance or a mixture of both, relates to the second category. 
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The third category is: C. Source. This category helps specify and define what is the cause 

for a cenain motive. If a story is approach oriented, this category helps us understand the reason 

for striving towards a goal. For example, when a story is labeled as an achievement-approach, 

we can further investigate the reason for wanting to achieve good grades. Individuals may want 

to achieve or "do something better" for a variety of reasons. For example, if a student wants to 

get good grades, it may be because he wants to please the teacher, to avoid criticism (fear of 

failure), to gain approval of a loved one (affiliation motive), or to become famous and rich 

(power motive). 

If the achievement is intrinsic, the character seems to love doing what he does, and enjoys 

work and success. Intrinsic achievement motivation is the perfect situation. When the person is 

doing something better for its own sake, for the satisfaction of performing something better and 

succeeding in it. 

In other cases the achievement is instrumental, and the story tells of a character who uses 

achievement as a vehicle for affiliation. In such cases success will please parents or teachers, 

achievement can help the family, make the main character popular and proud. Achievement can 

also be instrumental when the hero of the story does not enjoy what he does but has to do his 

tasks, for example, when the hero in the story says; "I hate the class, but I want to be a doctor." 

Achievement motivation can also be extrinsic, in a case when the main hero is motivated to 

achieve because someone (parents or teachers) make him do it. 

Similarly, a story that is defined as affiliation-approach is labeled as Horizontal in case the 

plot is about a need for friends. In a story when the source of the affiliation motive is about a 

need to be close to parents or to other adults, the story is characterized as vertical. In an instance 
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when the character who tells of a need for love, intimacy, or a concern for others, the affiliation 

is categorized as love/intimacy- type. 

The categories nnder Source differ when the stories are avoidance-oriented. If a story is 

labeled as achie\'ement-avoidance, it describes the hero's Fear of Failure. Typically the main 

hero feels anxiety about failing for various reasons; for example, lack of effort, low ability, and 

criticism from others, parents, teachers or peers. 

When the story is affiliation-avoidance it can be characterized as intrinsic when the main 

hero feels loneliness. If the story deals with issues of peer rejection, and feelings of social 

isolation, the source is labeled as extrinsic. Often the main hero expresses fears of losing parents 

as a result of illness, departure to another country, and leaving home. In such cases the 

affiliation-avoidance is considered instrumental, because the underlying issue of the child afraid 

of losing parents relates to the question, "who will take care of me?" 

Responses to pictures that produce power-avoidance stories can be either intrinsic or 

extrinsic. Intrinsic themes describe a hero who lacks power, has a low self-esteem, is submissive 

and in general is a non-effective person. Power-avoidance-ex/rm^/c are stories when the main 

hero is a victim, and other people try to control or destroy him. In this case the attacks come 

from other people and from the environment, and are not intrinsic to the person. 

The seventh category is; G. Obstacle. In thinking about the goal or about difficult and 

challenging situations in life, the person may be seen as coming across obstacles on the way The 

obstacles can be either within himself, in the environment, or a mixture. Obstacles within the 

person are often described as lack of confidence, low self-esteem, or as some mistakes made by 

the main characters. There are plenty of obstacles in the environment, which can be extremely 
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harsh, such as death, illness, war and poverty; or the obstacles can be a consequence of 

interpersonal problems such as criticism from parents, friends and teachers. 

The eighth category is; H. Help. It is only relevant when the person has to deal with 

obstacles. This category is always interpersonal and depends on other people in the child's world 

to assist. Help always comes from the outside, from adults or peers. Help can be offered for 

prevailing over obstacles in the environment, or for obstacles within the person, by helping the 

individual overcome his or her own internal fears. 

The tenth category; J. Clinical coder judgment. Occasionally the stories are exceptional in 

their intensity, and the coding categories do not fully expose the quality of the content. It was 

decided to include a qualitative coding category. Some of the stories are not long, but the person 

used a few words to describe powerful needs and intense emotional situations. It is hard to apply 

the other coding categories to describe a story that employs minimal verbal expression to express 

a fear of failure in such a way, for example; "I will die, and lose all hope if I fail this test!!!" In 

this case the story would be marked as "Notable intensity." 

The eleventh category: K. Ending of the Story. This last category that was utilized for 

analyzing the stories but was not developed by McClelland as a part of the problem solving 

sequence in analyzing fantasy material. Many of the stones had a mixture of positive and 

negative emotions, and the orientation of the main character was often a combination of 

avoidance with approach attitudes. It was therefore important to specify how the stories ended, in 

a positive or a negative fashion. For example, the subject may have told different stories, 

describing dissimilar need and goals, but a closer look at the endings of all three stories often 

reveals a positive, optimistic solution to all problems. 
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Coding Qualitative Data 

A coding scheme for the qualitative data was established by the researcher and evaluated by 

her professor (Appendices C & D). This data came from the TAT stories and from the open-

ended questions on the Parent and Student questionnaires. The proposals made by the professor 

involved ordering of the response categories to correspond to theoretical ideas. 

After the coding of the TAT stories by the researcher, an independent coder reviewed and 

coded a sample of stories. Ten subjects were randomly selected and the second coder analyzed 

the three stories they each wrote. In total there were thirty stories in the sample (10.1% of total 

number of stories). The second coder practiced coding with the researcher on six other stories 

prior to coding the thirty stories alone. It was decided to compare corresponding agreement 

between the two coders on six variables. The 7"^ variable not included in the comparison 

was— J. clinical coder judgment, and coded by the researcher alone to identify noticeably 

intense stories. The judgment of the level of intensity was subjective and based on the 

researcher's previous experience with the TAT. Reliability information is based on 30 stories, 

coded on 6 variables, for a total of 180 variables with 900 codes. (One story has 6 variables and 

30 codes). Examining each variable separately shows the differences in agreement for the 

various aspects of the stories. The different variables have a dissimilar number of codes. For 

example. Variable B has 4 codes while Variable C has 10 possible codes. 

Variable A. Motive system, the disagreement was on 6 codes for an agreement rate of 97%. 

Variable B. Orientation, the disagreement was on 5 codes for an agreement rate of 95.8%. 

Variable C. Source for dominant motive, the disagreement was on 9 codes for an agreement rate 

of 97%. Variable G. Obstacle, the disagreement was on 4 codes for an agreement rale of 96%. 
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Variable H. Help (outside of the person), the disagreement was on 3 codes for an agreement rate 

of 98%. Variable K. Ending of the story, the disagreement was on 3 codes for an agreement rate 

of 98%. To get an overall agreement rate of 97%, an average of the percentages was calculated. 

The Parent Questionnaire 

This questionnaire was planned to measure parents' values, attitudes towards the Russian and 

Israeli educational systems, attitudes towards their status as Russian immigrants in Israel and 

expectations regarding their children. The questionnaire was created by the researcher based on 

issues prevalent to this population of Russian immigrants according to the literature. This 

measure was administered to all of the participating parents. The questionnaire incorporated 

open- and closed-ended questions (Appendix B). 

To gather data about the parent's demographic variables, an information sheet was 

administered when the parent first responded to the questionnaire. This half-page parent 

information sheet requested the parent's name, the date of immigration to Israel, what is the 

language with other adults at home, what is the language spoken with children at home, what is 

the occupation in Israel, and what was the occupation in Russia. The participant number/ID was 

printed on the form after the form was completed. 

The questionnaire contained four open-ended questions related to the students' values by 

defining success and failure. These items were similar to those on the Student questionnaire. 

Two of the success-failure items required sentence completion in which two words were 

selected. In the other two items parents were asked to write a few lines for expressing their 

personal opinions of what is success and failure. These questions were purposely left general so 
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that parents could give operant responses and communicate their opinions without being led by 

the researcher. Two additional open-ended items were included in the Parent questionnaire. One 

of the questions asked for their opinions about the education that the Israeli schools offer. The 

other open-ended item was similar to a question that appeared on the Student questionnaire. The 

parents were asked about their hopes for their child's future; "when my child grows up I want 

him/her to be ". 

The rest of the Parent questionnaire consisted of twenty-three close-ended questions; The 

first three items on the questionnaire were checklists. These focused on the Impulse school and 

its curriculum. The checklists presented the parents with a series of answers They could choose 

more than one answer and the sequence of choices could help remind them of things they mighi 

have not thought of on their own. The responses to three of the questions had the form of yes-no 

answers. The responses for the remaining questions were presented as rating scales or as 

category scales. The parents were asked to place the item being rated at some point along a 

continuum or in any one of an ordered series of categories. Twelve items were presented as 

statements to which students indicated degree of agreement on a four-point scale. Those were 

presented in a Likert-type scale and the parents were to specify the extent of agreement or 

disagreement with the particular declaration. 

Coding the Definitions of Success and Failure 

The Student and Parent questionnaires include open-ended items asking for the definitions of 

success and failure. Both parents and students had to define the meaning of "success" and 

"failure". They also were asked to complete four sentences; "If there is success, there is 
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. If there is , then there is success"; and "If there is failure, then 

there is . If there is . then there is failure." 

The responses for the two concepts were coded according to the variables that are presented in 

Appendix E. Those are based on McClelland's theoretical concepts that were also used for 

coding the TAT stories. Success and failure can be described in terms that relate to achievement, 

affiliation or power. In addition, many subjects used terms that do not relate to the three motive 

systems but are associated to their values and perceptions. For example, some subjects described 

success and failure in terms of positive or negative emotions, or in terms of global responses, 

such as succeed or fail in everything. Additional responses were associated with well being, with 

external factors (luck), and volition (effort versus laziness). 

Procedure 

Permission to conduct the research was obtained from the director of the school. The 

purpose, design, and requirements of the research were discussed and questions answered with 

the principal and vice-principal of the school. The researcher emphasized the need for return of 

parental consent forms and asked that teachers encourage their students to participate. 

The students in all fifth to seventh grade classes at the Impulse school were given student and 

parent information and permission sheets in June 2001 with directions to return the permission 

sheets as soon as possible. The parental consent forms included a cover letter to parents 

describing the study and encouraging their consent. 

Students in attendance with signed permission sheets were administered all of the measures in 

late June. The students filled out the measures in their own classroom with the researcher. 
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Administration of the student information sheet, the TAT stories, and the Student Questionnaire 

took approximately forty minutes in each class. Students asked few questions during the 

administration. Those that were asked were relevant to the purpose of the study, some 

commented on the repetitions of items on the questionnaire, and others expressed a concern that 

the stories they wTote were not relevant, or that they could not write "good" stories (e.g.. "WTiy 

are we doing this?", "What do you want to know about us?" or "We are not babies and we 

cannot write stories."). The researcher reassured the students that there will be no names on their 

stories once they are read, and that the purpose of conducting this research is not to find out 

personal things about them. The researcher reassured the students that the purpose of the study is 

to explore children's way of thinking. 

The students answered the questionnaire in Hebrew. Three students wrote the TAT stories in 

Russian, and those were later translated to Hebrew. The researcher later translated all the TAT 

stories and the Student questionnaires from Hebrew to English. 

The Parent questionnaire and the consent form for the parents were translated to Russian and 

Hebrew The parents were presented with both copies and they could chose to answer in either 

language. The majority of parents (95%) answered the questionnaire in Russian. The 

questionnaires were sent home to the parents and returned to the researcher in closed envelopes 

with the students, or via mail. When the data was collected the researcher translated the Parent 

questionnaires with the help of a Russian translator. 
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Part I—Quantitative Results 

SPSS for Windows version 9.0 was used for data storage and analysis. Thirty T.-\T 

stories were coded for agreement purposes (see Methods chapter for details). The other 

coder's data were used for comparative purposes only, and not included in these analyses. 

The student sample size encompassed 22% of the targeted group, e.g. the student 

population at the Impulse school. Generalization beyond the sample should be reported 

with caution, although both descriptive and inferential statistics will be reported. 

Traditionally, inferential analyses use an alpha level of .05; however, the more 

conservative value of .01 was adopted for the inferential analyses in this research. The 

lower alpha value decreases the probabilities of declaring differences or relationships 

among variables (i.e., rejecting the null); it also decreases the probability of a Tvpe I 

error. Type I error results from analysis in which a null (no difference) hypothesis is 

incorrectly rejected in favor of an alternative hypothesis. The probability of a Type 1 error 

is inflated with multiple analyses. When multiple analyses are carried out, lowering the 

alpha level is one way to lower this overall "expenment-wise" error. 

Another reason for including a conservative alpha level was within the experiment 

itself Inferential statistics are used to find out the possibility that differences of 

relationships exist within the population of interest. The sample in this study was 

restricted in terms of numbers of participants. A large number of students did not attend 

•'Impulse school" that month due to after school commitments in the public school. 
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Therefore any generalization to the greater population of the "Russian students" at large 

has to be cautious. The lower alpha level makes certain that the degree of the difference 

or relationship among variables meets a more rigorous standard than that connected with 

less conservative alpha values. 

Demographics, or personal variables, reported by the students and their parents 

served as independent, non-experimental variables. Demographic variables for parents 

were reported date of immigration, language spoken with children, language spoken at 

home, occupation in Russia and Israel. Demographic variables for students were reported 

gender, place of birth, number of years in Israel, language spoken with parents, siblings, 

fiiends, age, grade, and number of years in the "Impulse school". 

Data from Parent Questionnaire 

The following tables present the responses to the questions that appeared on the Parent 

questionnaire: 

Table 1 

Date of Immigration 

Frequency Percent 

1990 11 10.6 
1991 19 18.3 
1992 10 9.6 
1993 4 3.8 
1994 13 12.5 
1995 11 10.6 
1996 7 6.7 
1997 5 4.8 
1998 3 2.9 
1999 14 13.5 
2000 6 i 5.8 
2001 1 1 1.0 
Total 104 1 100.0 
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Table 2 
Parent Reported Language Use 

Russian Hebrew Russian and 
Hebrew 

Language with children 89 
(85.6%) 

1 
(1%) 

14 
(13.5%) 

Language spoken at 
home 

60 
(57.7%) 

9 
(8.7%) 

35 
(33.7%) 

Eighty-nine parents (85.6%) speak Russian with their children at home. 

The first section of the questionnaire focused on the incentives for sending children to the 

Russian school. Table 3 presents the frequencies for the items relating to the "Impulse" 

school. 

Table 3 
Parents' Perceptions of Impulse School 

Items Responses True False Items Responses 
F % F % 

The reasons whv vou are • -
sending your child to the 
Impulse School: 

He or she should not forget Russian. 73 70.2 31 29.8 

The reasons whv vou are • -
sending your child to the 
Impulse School: 

He or she will become stronger in subjects 
also taught at regular Israeli schools. 

85 81.7 19 18.3 
The reasons whv vou are • -
sending your child to the 
Impulse School: For social interaction with other Russian 

irtunigrants' children 
24 23.1 80 76.9 

The reasons whv vou are • -
sending your child to the 
Impulse School: 

Other reasons 66 63.5 38 36.5 

The importance of 
teaching Russian at the 
Impulse School lies 
primarily in: 

Learning one of the world's great cultures. 66 63.5 38 36.5 
The importance of 
teaching Russian at the 
Impulse School lies 
primarily in: 

Enabling the students to know their cultural 
roots. 

74 71.2 30 28.8 The importance of 
teaching Russian at the 
Impulse School lies 
primarily in: 

Enabling the students to keep contacts with 
family in Russia and Israel. 

30 28.8 74 71.2 

The importance of 
teaching Russian at the 
Impulse School lies 
primarily in: 

Other reasons 51 49.0 53 51.0 

Musical enrichment at 
the Impulse School is 
important because: 

1 

The music lessons at the Israeli school are 
too few. 

48 46.2 56 53.8 

Musical enrichment at 
the Impulse School is 
important because: 

1 

Israeli musical education is too provincial 
(mostly Israeli songs and melodies). 

35 33.7 69 66.3 Musical enrichment at 
the Impulse School is 
important because: 

1 

Israeli musical education is not classical 
enough 

44 42.3 60 57.7 

Musical enrichment at 
the Impulse School is 
important because: 

1 Other reasons 52 50.0 52 50.0 
Note: N - 104 

As Tables 1-3 illustrate, the majority of parents (70.2%) indicate the importance of 

maintaining the Russian language. Eighty-nine parents (85.6%) speak Russian with their 
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children at home, as specified on the third item of the questionnaire. The after school 

lessons supplement the spoken language with literature, reading and writing. The benefit 

of keeping contacts with family in Russia was ignored by most (71.2%). 

Eighty-five parents (81.7%) focus on the academic aspect of the Impulse School. 

Social interaction with Russian children seems to be of minor importance to most parents. 

Only twenty-four parents (23.1 %) indicated social interaction as one of the reasons for 

sending their child to this program. 

The responses to the question about musical education demonstrate that the majority 

of parents are unsatisfied with the situation of musical education in the public schools. 

About half (46.2%) stated that the music lessons in the Israeli school are too few, but the 

greater part of the sample did not express distaste for the Israeli music (only 33.7% 

agreed that the Israeli musical education is too provincial). 

On three items concerning Impulse School, the subjects were asked to specify additional 

reasons to the existing checklist. Table 4 presents the list of added reasons and the 

fi-equencies of responses. 

As Table 4 illustrates, the majority of parents stated the importance of improving math, 

English and the Russian language. Twenty three parents added another reason: "to make 

good use of time after school." The problem of "too much free time in the Israeli 

schools" was also mentioned by a number of parents in the open-ended question. 

Overall fifty-two parents (math-18. English-1, math/English-33) mentioned math and 

English as the two subjects for strengthening. In the eyes of the parents, those are the two 
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most important areas for development. Thirty-three parents specified both subjects as 

equally important. 

Some of the parents gave additional reasons for the importance of teaching Russian. 

Thirty-three parents mentioned that it is "good to know another language." This relates to 

the fact that they emphasize the importance of leaming English. The knowledge of 

another language is important, m addition to the benefit of maintaining the cultural 

heritage. The following items relate to the parents' attitudes towards Russian names, and 

towards the Israeli education compared to the Russian education. 

Table 4 

Parents' Additional Choices on Open-Ended Items 

Items Responses Items Responses 
F % 

The reasons why 
you are sending 
your child to the 
Impulse School: 
Other reasons 

(specify): 

For better future 9 13.2 

The reasons why 
you are sending 
your child to the 
Impulse School: 
Other reasons 

(specify): 

To improve academically 17 25 

The reasons why 
you are sending 
your child to the 
Impulse School: 
Other reasons 

(specify): 

To make good use of time 23 33.8 

The reasons why 
you are sending 
your child to the 
Impulse School: 
Other reasons 

(specify): Leam civilized behavior/role models 14 20.5 

Russian language 5 7.3 

At Impulse my 
child will be 

become stronger in 
subjects. Please 

specify: 

Leam Russian 5 7.3 At Impulse my 
child will be 

become stronger in 
subjects. Please 

specify: 

Math 18 26.5 

At Impulse my 
child will be 

become stronger in 
subjects. Please 

specify: 

English 1 1.4 

At Impulse my 
child will be 

become stronger in 
subjects. Please 

specify: Math/English 33 48.5 

Math/Music 2 2.9 

Improve all 9 13.2 

The importance of 
teaching Russian in 

Impulse. Please 
Good to know another language 33 55.9 

The importance of 
teaching Russian in 

Impulse. Please 
Use time wisely 17 28.8 

9PCC11> 
Good for general development 9 15.2 

Musical enrichment 
at Impulse is 

important. Specify 
reasons: 

Expand cultural education 25 51 
Musical enrichment 

at Impulse is 
important. Specify 

reasons: 
General development 24 49 
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Table 5 
Parent Agreement with Statements 

Strongly 
agree 

Agree Disagree Strongly 
disagree 

Don't 
know 

One has to be proud of 
children's Russian names in 
Israel 

17 
(16.3%) 

58 
(55.8) 

23 
(22.1) 

6 
5.8%) 

0 
(0.0%) 

The next generation will 
have Hebrew names only 

11 
(10.6) 

50 
(48.1%) 

35 
(33.7%) 

8 
(7.7%) 

0 
(0.0%) 

Should change names to 
Hebrew 

0 
(0.0%) 

8 
(7.7%) 

76 
(73.1%) 

20 
(19.2%) 

0 
(0.0%) 

Math and science more 
advanced at this school 

39 
(37.5%) 

59 
(56.7%) 

6 
(5.8%) 

0 
(0.0%) 

0 
(0.0%) 

Russian education better 
prepares students 

37 
(35.6%) 

58 
(55.8%) 

9 
(8.7%) 

0 
(0.0%) 

0 
(0.0%) 

Russian children generally 
well accepted 

39 
(37.5%) 

39 
(37.5%) 

23 
(22.1%) 

3 
(2.9%) 

0 
(00%) 

Israeli schools have 
insufficient discipline 

16 
(15.4%) 

67 
(64.4%) 

21 
(20.2% 

0 
(0.0%) 

0 
(0.0%) 

Israeli public schools have 
low academic standards 

27 
(26.0%) 

66 
(63.5%) 

11 
(10.6%) 

0 
(0.0%) 

0 
(0.0%) 

Level of music education is 
satisfactory in Israeli 
schools 

1 
(1.0%) 

31 
(29.8%) 

51 
(49.0%) 

11 
(10.6%) 

10 
(9.6%) 

Math and science education 
is satisfactory in Israeli 
schools 

4 
(3.8%) 

12 
(11.5%) 

64 
(61.5%) 

23 
(22.1%) 

I 
(1.0%) 

Civics and national 
education insufficient in 
Israeli schools 

10 
(9.6%) 

53 
(51%) 

21 
(20.2%) 

3 
(2.9%) 

17 
(16.3%) 

Social values sufficient in 
Israeli schools 

0 
(0.0%) 

9 
(8.7%) 

65 
(62.5%) 

25 
(24.0%) 

5 
(4.8%) 

N- 104 

Table 5 shows that the majority of students in the sample have Russian names. It is 

therefore not surprising that nearly all the parents agreed with the statement; "one has to 

be proud of children's Russian names in Israel" (55.8% agreed, and 16.3% strongly 

agreed). Similarly, 92.3% either disagreed or strongly disagreed with the statement thai it 
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is wrong to use Russian names, and that they should be changed today. On the other 

hand, there was an unexpected pattern of responses to the item stating that Russian names 

are only temporary. Sixty-one of the parents (58.6%) either agreed or strongly agreed that 

the next generation will have Hebrew names only. 

The responses to the rest of the items clearly demonstrate the parents' dissatisfaction 

with the Israeli public school system. For example, 63.5% of the parents agreed and 

26.0%% strongly agreed that the Israeli schools have low academic standards. 

Table 6 
Level of Violence and Bullying in Israeli Schools 

Frequency Percent 
Better than Russian schools 8 7.7 
Worse than Russian schools 58 55.8 
Similar to Russian schools 38 36.5 

In addition to the criticism of the academic standards of the schools, most of the parents 

(55.8%) are displeased with the level of violence and bullying in the public schools. 

Thirty-eight parents (36.5%) claim that the level of violence and bullying in the Israeli 

public schools is similar to the Russian schools. Despite their disapproval of the level of 

bullying in the public schools, the majority of parents (75 %) agreed or strongly agreed 

that generally the Russian children are well accepted by other Israeli children. 

The following items address the parents' academic expectations from their child. The 

parents were asked: "How do you see your child as a student, and how you feel about his 

or her studies?" 

The pattern of responses shows that the majority of parents expressed somewhat low 

academic expectations from their child. Only six parents (5.7%) indicated that they 
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expected their child to be "one of the best" students. On the two questions that parents 

were asked to compare their child to others, the overwhelming majority favored the 

midpoint categories—"better than most" and "same as most". 

Table 7 
Parent Academic Comparisons of Child to Other Students 

One of 
best 

Better 
than most 

Same as 
most 

Poorer 
than 
most 

How good of a student do 
you expect your child to be? 

6 
(5.7%) 

34 
(32.7%) 

63 
(60.5%) 

1 
(1.0%) 

How does child's 
schoolwork compare to 
friends? 

10 
9.6%) 

46 
44.2%) 

48 
(46.2%) 

0 
(0.0%) 

Table 8 

Items Responses Items Responses 
F % 

How far do you think your 
child will go in school 

High school for a while 3 2.9 

How far do you think your 
child will go in school 

Finish high school 3 2.9 How far do you think your 
child will go in school College for a while 31 29.8 

How far do you think your 
child will go in school 

Finish college 67 64.4 

Do you thinii your child 
will be what you want 

him/her to be? 

Yes 40 38 5 
Do you thinii your child 
will be what you want 

him/her to be? 

No 26 25 Do you thinii your child 
will be what you want 

him/her to be? I hope 20 19.2 

Do you thinii your child 
will be what you want 

him/her to be? 
Maybe/don't know 18 17.3 

Are you certain it will 
actually happen? 

Yes 39 37.5 

Are you certain it will 
actually happen? 

No 40 38.5 
Are you certain it will 

actually happen? 
I hope 7 6.7 

Are you certain it will 
actually happen? 

Don't know 14 13.5 

Are you certain it will 
actually happen? 

I'll try and help 4 3.8 

Two questions focused on the parents' expectations for their child and on their sense of 

confidence for the future. The items had a forced choice of "yes" or "no", but numerous 



1 1 0  

parents chose not to respond in a dichotomous fashion but to come up with different 

responses, such as "I hope" and "maybe". Almost an identical number of parents (38.5° o 

and 37.5%) responded, "yes" to both items. Of special interest is the pattern of "no" 

choices on the two items. On the first item, 25% of the parents replied "no" to the 

question "do you think your child will be what I want him/her to be?" On the second 

question a larger group (38.5%) replied "no" when they were asked about the certainty 

that it will actually happen. 

Table 9 
Parents' Perceptions of Effort 

Items Responses 
F % 

Is your child putting enough 
effort into school? 

Yes 39 37.5 Is your child putting enough 
effort into school? No 65 62.5 

Effort is more important than 
ability 

Effort 65 62.5 
Effort is more important than 

ability 
Talent 14 13.5 

Effort is more important than 
ability 

Both 25 24 

The last two questions on the Parent questionnaire relate to the value of effort. The 

majority (62.5%) claimed that their child is not putting enough effort into his or her 

schoolwork. The same number of parents (62.5%) maintained that effort is more 

important than ability for academic success. The last item offered a dichotomy for 

response: "effort" or "talent". 

Twenty-five parents (24%) could not choose between the two options, but combined 

them by writing "both" as their answer. 
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Data from Student Questionnaire 

As Table 10 illustrates, the frequencies illustrate that the majority of students are not 

newcomers to the country. Only 35.7% of the students in the sample have lived in the 

country for less than five years. 

The students were asked to name two or three of their best friends. An analysis 

showed that nearly all (97%) chose finends with Russian names. It is possible that they 

have Israeli fnends at the public school, but assumed that they should be referring only to 

friends at the Impulse school. 

Table 10 
Demographic Data for Students 

Items 

Gender 

Place of birth 

Grade 

Names of friends 

Responses 

Male 

Female 

Israel 
Russia 
Germany/Poland 

10 

Russian names 

Non-Russian names 

43 

56 

15 
81 

36 
36 
18 

96 

% 
43.5 

56.6 

15.2 
81.8 

36.4 
36.4 
18.2 

97 

Descriptive Statistics 

Mean SD 

Number of years in Israel 6.08 3.15 

Years old 10.92 1 .12  

Years in Impulse 2.84 1.59 
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The reported language use of the students shows that the majority is not ne\\ to the 

country. Fifty-three students reported using Hebrew, or Hebrew and Russian when 

communicating with their siblings. Furthermore, most of the students (74.7%) used only 

Hebrew with their friends. 

Table 11 
Student Reported Language Use 

Russian Hebrew Russian and 
Hebrew 

Language used with parents 47 
47.5%) 

9 
(9.1%) 

42 
(42.4%) 

Language used with siblings * 16 
(16.2%) 

31 
(31.3%) 

22 
(22.2%) 

Language used with friends J 
(3.0%) 

74 
(74.7%) 

22 
(22.2%) 

* Thirty (30.3%) respondents reported having no siblings 

As Table 12 illustrates, about a third of the students (35 .4%) specified the importance of 

not forgettmg the Russian language. Yet seventy percent of all the parents specified the 

value of remembering Russian. The students' reaction is unlike their parents who 

emphasized the worth of preserving the Russian language and culture. The students" 

suggest that the main reason for attending Impulse is to improve academically. The after-

school program is not for the purpose of socializing or for making new friends. Sixty-five 

students (65.7%) selected the answer: "here I study subjects that are not taught in the 

Israeli school." No more than 16.2% of the students chose the pleasant atmosphere as 

one of possible reasons for attending. Tweniy-three percent of the parents selected "social 

interaction" as one possible reason for attending Impulse. The children's perception of 

the school is more academic than their parents. 
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The responses demonstrate that the majority of students do not have additional after-

school activities. Some students indicated "Sports" to be one of the extra-curricular 

activities (29.3%). It is possible that the students did not refer to organized sports that are 

less common in Israel, but meant passing the time by playing soccer with friends in a 

non-structured activity. 

It can be assumed that the responses to the last item on this table reflect social 

desirability. The fact that 82.8% of the students chose the categories "agree" or "strongly 

agree" does not necessarily suggest that the Impulse school is perceived as pleasurable. 

The responses to previous items make it obvious that most of the students do not come to 

the school for pleasure but for academic advancement. 

Table 12 
Students ' Perceptions of the Impulse School and Additional After School Activities 

Items Responses True False Items Responses 
F % F % 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

I do not want to not forget the Russian 
language. 

35 35.4 64 64.6 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

1 want to be stronger in math. 33 33 3 65 65.7 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

Here I study subjects not taught at the 
regular Israeli school. 

65 65.7 34 34 3 
What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

Here the attnosphere is pleasant, because 
1 have many friends at this school. 

16 16.2 83 83 8 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

1 have only Russian teachers at this 
school. 

2 2.0 97 98.0 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

My parents wanted me to go. 34 343 65 65.7 

What is your reason or 
reasons for choosing to 

go to the Impulse 
School? 

Other reasons 46 46.5 53 53.5 

What activities do you 
have after school? 

Sports (such as socccr) 29 29.3 70 70.7 

What activities do you 
have after school? 

Youth scouts 3 3.0 96 97.0 
What activities do you 

have after school? 
Music lessons 9 9.1 90 90 9 

What activities do you 
have after school? 

Computer classes 6 6.1 93 9 3 9  

What activities do you 
have after school? 

Other activities 27 27.3 72 72.7 

Going to Impulse 
School is ver>' 

j pleasurable 

Strongly disagree 
F % 

Going to Impulse 
School is ver>' 

j pleasurable 

Strongly disagree 3 3 
Going to Impulse 

School is ver>' 
j pleasurable 

Disagree 14 14.1 
Going to Impulse 

School is ver>' 
j pleasurable 

Agree 48 48.5 

Going to Impulse 
School is ver>' 

j pleasurable 
Strongly agree 34 34.3 

Sole N = W 
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Table 13 

Students' Additional Choices on Open-Ended Items 

Items Responses 
F 

I study subjects that Russian 18 39 
are not taught at the Math/Science/Geometry/ 19 41.3 
public schools such Chess 2 4.3 

as: Music 2 4.3 
Combo of all 5 10.8 

What are your 
reasons for going to 

Impulse. Other 
reasons: 

Study/improve academically 23 47.9 
What are your 

reasons for going to 
Impulse. Other 
reasons: 

Having fnends 6 12.5 

What are your 
reasons for going to 

Impulse. Other 
reasons: 

I like it 12 25 

What are your 
reasons for going to 

Impulse. Other 
reasons: 

Pass time/not being alone at home 7 14.5 

What other activities 
do you have after 

school? 

Gym/Judo 12 54.5 What other activities 
do you have after 

school? Ballet 8 36.3 

What other activities 
do you have after 

school? 
Learn English 2 9 

As Table 13 illustrates, Russian, math/science were the most frequent responses. 

Math and science are taught at the public school, but Impulse offers a more advanced 

curriculum. 

The students were asked to add their own choices for going to the Impulse school. 

The subjects that were mentioned most frequently are Russian and 

math/science/geometry. Twenty -three students respond that they wanted to "improve 

academically", while only six chose "making friends" as one of the reasons for coming to 

the school. 
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The students were asked to report any other after-school activities that were not 

mentioned in the question. 

In this section of the questionnaire the students are asked to rate themselves and their 

academic self-image; you see yourself as a student, and bow you feel about 

studying.'" 

Table 14 

Students ' Reports of Academic Projection 

Finish 
junior 
high 

Go to 
high 

school 

Finish 
high 

school 

Go to 
college 

Finish 
college 

How far would you 
like to go in school? 

5 
(5.1%) 

3 
(3.0%) 

9 
(9.1%) 

9 
(9.1%) 

73 
(73.7%) 

Sometimes what you 
want to happen is not 
what you think will 
happen. How far do 
you think you will 
go? 

7 
(7.1%) 

9 
(9.1%) 

3 
(3.0%) 

16 
(16.2%) 

64 
(64.6%) 

Students projection for the future 

Item Responses F % 

Do you think tiiat when you grow-
up, you can be what you chose? 

Yes 80 80.8 
Do you think tiiat when you grow-
up, you can be what you chose? 

No 14 14.1 
Do you think tiiat when you grow-
up, you can be what you chose? 

Don't know 5 5.1 

Are you certain that it will 
actually happen? 

Yes 62 62.6 
Are you certain that it will 

actually happen? 
No 24 24.2 

Are you certain that it will 
actually happen? 

Maybe 13 13.1 

Seventy-three students (73.7%) claimed that they would like to finish college, while only 

sixty-four students (64.6%) indicated that they think they will actually finish college. 
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The pattern of responses on Table 14 shows once again the self-confidence that 

the majority of students expressed on the questionnaire. Eighty students (80.8%) 

responded in a positive fashion to the question "when you grow up you could be what 

you chose", but when asked in the next item about the certainty that it will actually 

happen the number was lowered to sixty-two students. Thirteen students wrote "maybe' 

as an alternative to the yes/no dichotomy. They responded with uncertainty to the item 

askine about the sureness of the future. 

Table 15 
Self-Evaluation as Students 

Strongly 
agree 

Agree Disagree Strongly 
disagree 

People like me will never do well in 
school 

0 
(0.0%) 

5 
(5.1%) 

32 
(32.3%) 

62 
(62.6%) 

I can do well in school if I work 
hard 

70 
(70.8%) 

26 
(26%) C 

J 
;.o%) 

0 
(0.0%) 

Item Responses F % 

Forget how your teachers mark 
your work; how good do you 

think your work is? 

Very poor 1 1 
Forget how your teachers mark 

your work; how good do you 
think your work is? 

Neither good nor poor 11 11.1 
Forget how your teachers mark 

your work; how good do you 
think your work is? 

Good 33 33.3 

Forget how your teachers mark 
your work; how good do you 

think your work is? 
Very good 54 54.5 

What kind of grades do you think 
you really can get if you really 

tr>'? 

Mostly Ds 1 1 What kind of grades do you think 
you really can get if you really 

tr>'? 
Mostly Bs 3 3 

What kind of grades do you think 
you really can get if you really 

tr>'? Mostly As 95 96 

The majority of students responded in a way that reflected academic self-confidence. 

Only three students disagreed with the statement "I can do well in school if I work hard." 

Table 15 illustrates that most of the students evaluated their schoolwork as either 

"good" (33.3%) or "very good" (54.5%). The response pattern was uniform with minimal 

variability to the question that asked about effort. Ninety-five students (96.0°/'o) responded 

that they would get "mostly A's" if they really put effort into their work. 



On the next five items the students were requested to answer questions about their 

parents. Those were addressed to the children's perceptions of their parents' expectations 

from them as students. 

Table 16 

Students ' Evaluation of their Parents' Academic Expectations 

Item Responses F % 

Projections for the Future 

Finish Junior High 4 4 
How far do vou think Go to high school for a while 4 4 

your parents thinii Finish high school 5 5.1 
you will go in school? Go to college for a while 7 7.1 

Finish college 78 78.8 

Do your parents Yes 94 94.9 
thinic you could No 4 4 
finish college? Not sure 1 1 

You need more than Yes 85 85.9 
four years of college No 6 6.1 

to be a teacher. Not sure 8 8.1 
engineer or doctor. 

Do your parents 
think you can do that 

' 

Academic Comparisons of Self 

How would vou 
compare vour 

One of the best 21 21.2 How would vou 
compare vour Better than most 44 44.4 

schoolwork to your Same as most 30 30.3 
friends? Poorer than most 4 4 

How good of a 
student do vour 

One of the best 77 77 How good of a 
student do vour Better than most 15 15.2 

parents expect you to Same as most 6 6 
be in school? Poorer than most 1 1 

What would your One of the best 37 37.4 
parents say about Better than most 55 55.6 
your schoolwork Same as most 3 3 
compared to your 

friends? 
Poorer than most 4 4 
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The majority of students expressed a strong belief in their parents' confidence in them. 

Ninety-four students (94.9%) answered positively to the question; "do your parents think 

you could finish college?" Only one student hesitated and wrote "not sure". Similarly, 

students demonstrated a firm belief in their parents when answering the last question. 

Eighty-five students (85.9%) responded positively to the question: "you need more than 

four years of college to be a teacher, engineer, or doctor. Do your parents think you could 

do that?" 

Furthermore, the results show that when the students were asked to compare their 

schoolwork to their friends, they gave themselves a lower evaluation than what they 

expected their parents to evaluate them. Thirty students (30.3%) indicated that they 

thought their work was the "same as most". In contrast, only three students chose "same 

as most" in response to the question; "what would your parents say about your 

schoolwork compared to your friends?" Nearly all students chose the two higher 

categories. 

The responses to the question; "how good of a student do your parents expect you to be 

in school?" illustrated that most students considered their parents to have the highest 

expectations. 77 answered "one of the best." This item is significantly different (p<.001) 

from the way the parents responded to the same question. Recall that parents responded 

that they expect their child to be "same as most" (63 parents), and "better than most" (34 

parents). Only six parents answered that they expected their child to be "one of the best". 
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Table 17 

Comparisons on Selected Items from Parent and Student Questionnaires 

Item Child Parent Total 

1. One of the reasons for going to Impulse - to not 

forget the Russian language 

True 35 73 lt}8 1. One of the reasons for going to Impulse - to not 

forget the Russian language 
False 64 31 95 

Total 99 104 203 

2. How far do you think your 

parents believe you will go in 

school? 

Go to high school for a 

while 

4 3 7 2. How far do you think your 

parents believe you will go in 

school? Finish high school 5 3 8 

2. How far do you think your 

parents believe you will go in 

school? 

Go to college for a 

while 

7 31 38 

2. How far do you think your 

parents believe you will go in 

school? 

Finish College 78 67 145 

Total 94 104 198 

3. How good a studc-nt do your 

parents expect you to be in school? 

Not as good as most 1 1 2 

Same as most 6 63 1 69 

Better than most 15 34 49 

One of the best 77 6 83 

Total 99 104 203 

4. How do your parents 

evaluate your schoolwork 

Poorer than most 4 0 4 

compared to friends? Same as most 10 48 58 

(To parents: How do you evaluate 

your child's work..) 

Better than most 55 46 101 (To parents: How do you evaluate 

your child's work..) Better than all 30 10 40 

Total 99 104 203 

S. How is your schoolwork 

compared to friends? 

Poorer than most 4 0 4 

About the same 30 48 78 

Better than most 44 46 90 

Better than all 21 10 31 

Total 99 104 203 
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There is a relationship between the individual's status (child or parent) and their 

responses on the five items. 

A chi-square has revealed that parents were more likely than the students to claim that 

a reason the child was attending the school was to not forget Russian. (X (1 )= 24.73. 

p<.OOI). 

A chi-square has revealed that students are more likely than parents to think that they 

will finish college. (X (3)=16.2, p<.001). 

A chi-square has revealed that children think parents expect them to be one of the 

best, while parents have lower expectations; parents want children to be the same as 

others. (X (3)= 132.5, p<.001). 

A chi-square has revealed that parents evaluate their children lower than what their 

children think they would. (X (3)=59.932, p<.001). 

A chi-square has revealed that students evaluate their schoolwork higher than do 

their parents. (X (3)=11.98, p<.007 

Success- Failure Results 

Parents and students were asked to present their subjective definitions of success 

and failure. Item 1 and 3 are the success items. Item I relates to the sentence completion 

where the subject is required to choose one word to describe success: "If there is success 

there is ." Item 3 requires a longer definition and is presented as an open-

ended item on the Student and Parent questionnaires. The subjects were asked to present 

their definition of success. Similarly, item 2 and 4 are the failure items. Item 2 relates to 
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the sentence completion for failure. While item 4 relates to the open-ended definition of 

failure. The responses were coded according to the categories presented in Appendix E. 

Table 18 
Comparison of Parents and Students on the Success Items 

Success Item 1 Item 3 

Student Parent Student Parent 
N = 217 N = 128 N = -217 N = 128 

Variable Code F % F % F % F % 
money n 

/ 3.23 5 3.9 8 3.7 0 0.0 
work 10 4.61 16 12.5 10 4.6 6 4.7 

achievement good grades 10 4.61 0 0.0 18 8.3 0 0.0 
success education 3 1.38 0 0.0 10 4.6 0 0.0 

intelligence 5 2.30 7 5.5 4 1.8 2 1.6 
good achieve 5 2.30 10 7.8 9 4.1 5 3.9 

affiliation 
success 

family 7 3.23 15 11.7 11 5.1 8 6.3 
affiliation 
success 

friends 2 0.92 0 0.0 7 3.2 0 0.0 
affiliation 
success 

love/intimacy 2 0.92 5 3.9 6 2.8 0 0.0 

overcome 3 1.4 1 .8 1 .5 1 .8 
power success will power 1 0.5 2 1.6 3 1.4 4 3.1 

prestige 0 0.0 0 0.0 3 1.4 0 0.0 

volition effort 9 .41 6 6 2.8 8 6.3 
success 

external luck 4 8.1 1 0.8 3 1.4 0 0.0 
success 

emotional happiness I 0.5 5 3.9 4 1.8 0 0.0 
success other positive 0 0.0 10 7.8 1 0.5 4 3.1 

well-being health 1 0.5 4 3.1 3 1.4 5 3.9 
success good life I 0.5 8 6.3 2 0.9 7 5.5 

succeed in 3 1.4 4 3.1 16 7.4 2 1 6 
general everything 
success general responses 0 0.0 1 .8 9 4.1 1 9.8 

doing what want 0 0.0 3 2.3 1 0.5 0 0.0 

On the sentence completion, that was Item I. subjects were asked to choose one 

word to describe success. Forty student responses and thirty-eight parent responses were 
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coded as portraying success in achiei'ement terms. Only eleven students and twenty 

parents represented success in affiliation expressions. Success was not defined with 

emotions, such as happiness—only one student and five parents; or as health — one 

student and four parents. 

When examining the achievement terms that were used for Item 1, we notice a 

difference between the responses of parents and students. Thirteen student responses 

were "good grades" and "education", while none of the parents mentioned either one. 

The majority of parents indicated "work" in the definition of success. Being employed 

and having a "good job" is more of a grown-up concern. Success was defined by ten 

students as "having a good job", and by seven students as having "money". 

Nine students and six parents chose "effort" as a characteristic for success. In this 

case we can assume that they did not make the distinction between effort as an instmment 

to achieve success, and effort as describing success. By comparison, few subjects chose 

"luck" as a descriptor of success—four students and one parent selected "luck" on Item 1. 

The most frequent student answers on item 1 were "work" (ten responses), "good 

grades" (ten responses) and "effort" (nine responses). The most frequent parent answers 

on Item I were "work" (sixteen responses), and "family" (fifteen responses). 

On Item 3 (for success) and on item 4 (for failure) subjects were requested to give 

open definitions of success and failure ("please describe what is success/failure in 

life "). An open response did not limit the answer to one or two words as in 

sentence completion. Sixteen students described success in general terms rather than 



specific ones. Their definition for success was described in global terms—"succeed in 

everything." 

Table 19 
Comparison of Parents and Students on the Failure Items 

Failure Item 2 Item 4 Failure 

Student 
N = 217 

Parent 
N = 128 

Student 
N =217 

Parent 
N= 128 

Variable Code F % F % F % F % 

achievement 
failure 

poverty 10 4.6 8 6.3 10 4.6 2 1.6 

achievement 
failure 

unemployment 8 3.7 5 3.9 12 5.5 2 16 
achievement 

failure 
bad grades 9 4.1 0 0.0 12 5.5 0 0.0 achievement 

failure no education 1 .5 0 0.0 11 5.1 0 0.0 
not intelligent 2 .9 0 0.0 5 2.3 0 0.0 
general bad 3 1.4 8 6.3 4 1.8 3 2.3 

affiliation 
failure 

no family 0 0.0 0 0.0 4 1.8 0 0.0 
affiliation 

failure 
no friends 1 .5 0 0.0 7 3.2 0 0.0 affiliation 

failure no love 1 .5 1 0.8 9 4.1 0 : 0.0 
affiliation 

failure 
enemies 2 .9 0 0.0 0 0.0 0 0.0 

power 
failure 

you lose 0 0.0 0 0.0 2 0.9 0 0.0 
power 
failure 

no willpower 0 0.0 3 2.3 5 2.3 3 2.3 
power 
failure 

weakness 2 0.9 11 8.6 2 0.9 3 2.3 

volition 
failure 

laziness 10 5.5 10 7.8 7 3.2 1 0.8 
volition 
failure 

no 
responsibility 

I 0.5 0 0.0 2 0.9 0 0.0 

external 
failure 

no luck 4 1.8 2 1.6 1 0.5 0 0.0 

emotional 
failure 

sadness 10 4.6 0 0.0 8 3.7 2 1.6 
emotional 

failure 
other negative 

emotions 
14 6.5 12 9.4 13 6.0 3 2.3 

well-being 
failure 

illness 2 0.9 10 7.8 5 2.3 3 2.3 
well-being 

failure 
bad life 3 1.4 17 13.3 1 0.5 1 .8 

well-being 
failure 

tragedy 2 0.9 4 3.1 1 0.5 7 5.5 

general 
failure 

1 
1 

fail in 
everything 

2 0.9 6 4.7 20 9.2 0 0.0 

general 
failure 

1 
1 

general 
response 

4 1.8 0 0.0 10 4.6 0 0.0 general 
failure 

1 
1 

not doing what 
want 

0 0.0 2 1.6 1 0.5 0 0.0 
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The pattern of parents' and students' responses for defining failure is evidently 

different from their definitions of success. Most parents perceive failure in terms of 

hardships such as illness, bad life and negative feelings. In contrast the achievemem 

domain is more noticeable in the descriptions of success. Thirty-eight parents described 

success in achievement terms, while only twenty-one parents described failure in 

achievement terms. By comparison, twelve parent responses defined success as positive 

well-being, such as health and good life; while thirty-one parent responses described 

failure in terms of a bad life, that is negative well bemg. The most frequent parent 

responses for AQTining failure on Item 1 were—weakness, laziness, negative emotions, 

illness, and bad life. In comparison the frequent parent responses to define success 

were—work, good achievements, family, effort. 

The most evident is students' use of emotions for the definitions. The majority of 

students defined success on Item 1 in achievement terms (forty responses), and only one 

student mentioned happiness as a component of success. By contrast, for defining failure 

thirty-three responses were coded in achievement terms (ten poverty, nine bad grades, 

and eight unemployment), but twenty-four responses related to negative emotions— 

compared to one positive emotion in success. Students most often related to feelings of 

shame and sadness as a result of failure, while in success there is no mention of emotions, 

only of achievements. 

On the open-end items for success and failure, students chose general responses. For 

example, on Item 4 thirty student responses were coded as general failure, while no 

parent answers were coded in this categor>'. Similarly, on Item 3 twenty-five students 
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responses were coded as general success, while only three parent answers were coded in 

this category. They gave their specific definition for success and failure on the sentence 

completion, but on the open definition they most frequently wrote; "fail in everything" or 

"have a good life" and "succeed in everything". 

Table 20 shows significant results; 

A chi-square has revealed that students were more likely than parents to relate to "good 

grades" for defining success, while parents are more likely to relate to "work". (X 

(5)=16.68, p<.005) 

A chi-square has revealed that students were more likely than parents to relate to 

"good grades" and "education" for defining success. (X (5)=15.9, p<.007) 

A chi-square has revealed that students were more likely than parents to relate to 

"bad grades" and other achievement terms for defining failure. (X (5)=13.2. p< 022). 

A chi-square has revealed that students were more likely than parents to relate to 

"sadness" for defining failure. (X (1)=6.9, p<..008). 

A chi-square has revealed that students were more likely than parents to relate to 

"friends" and "love/intimacy" when defining success. (X (2)=7.3, p<.026). 
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Table 20 

Significant Differences Between Parent and Student Responses on Success-Failure Items 

Item 
Response 

Frequencies 
Tota 

1 
Response 

Student Parent 
Tota 

1 

1. Success/Achievem 
ent 
(Item 1) 

Money 7 5 12 1. Success/Achievem 
ent 
(Item 1) Work 10 16 26 

1. Success/Achievem 
ent 
(Item 1) 

Good grades 10 0 10 

Education 3 0 3 

Intelligence 5 7 12 

Good 
achievements 

5 10 15 

Total 40 38 78 

2. Success/Achievem 
ent 
(Item 3) 

Money 8 0 8 2. Success/Achievem 
ent 
(Item 3) 

Work 10 6 1 • lo 

2. Success/Achievem 
ent 
(Item 3) 

Good grades 18 0 18 

Education 10 0 10 

Intelligence 4 2 6 

Good 
achievements 

9 5 14 

Total 59 13 72 

3. Failure/Achievem 
ent 
(Item 2) 

Poverty 10 8 18 
3. Failure/Achievem 

ent 
(Item 2) 

Unemployme 
nt 

8 5 13 3. Failure/Achievem 
ent 
(Item 2) 

Bad grades 9 0 9 

No education 1 0 1 

Not intelligent 2 0 2 

General^ad 3 8 11 

Total 33 21 54 

4. Failure/Emotiona 
1 
(Item 2) 

Sadness 10 0 10 4. Failure/Emotiona 
1 
(Item 2) 

Other 
negative 
emotions 

14 12 26 

5. Success/Afniiation Familv 11 0 19 
(Item 3) Friends 7 0 7 

'i Love/intimacy i 6 1 1 6 
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TA T Results 

Table 21 
Frequencies for All Students by Picture 

Picture 1 Picture 2 Picture 3 Picture 4 
N = 99 N = 46 N = 53 N = = 99 

Vanabie Code F % F % F % F % 
NA 6 6.1 2 4.3 6 11.3 0 0.0 

achievement 38 38.4 24 52.2 13 24.5 0 0.0 
afniiation 30 30.3 5 10.9 26 49.1 21 21.2 

motive power 4 4.0 4 8.7 1 1.9 51 51.5 
svstem achieve-^affil 10 10.1 2 4.3 2 3.8 14 14.1 

achieve-power I 1.0 8 17.4 2 3.8 1 2.0 
afTil-power 8 8.1 0 0.0 1 1.9 I 1.0 

all three 2 2.0 1 2.2 2 3.8 10 10.1 

NA 3 3.0 2 4.3 6 11.3 15 15.2 

orientation 
approach 32 32.3 10 21.7 17 32.1 29 29.3 

orientation 
avoidance 46 46.5 21 45.7 20 37.7 40 40.4 

approach+avoid 18 18.2 13 28.3 10 18.9 15 15.2 

NA 5 5.1 2 4.3 10 18.9 19 19.2 
intrinsic 29 29.3 22 47.8 9 17.0 32 32.3 
extrinsic 14 14.1 5 10.9 8 15.1 10 10.1 

dominant 
motive 
source 

instrumental 9 9.1 6 13.0 4 7.5 4 4.0 
dominant 

motive 
source 

insL ach-atTiI 2 2.0 1 2.2 2 3.S 1 1 1.0 
dominant 

motive 
source insL ach-achieve 5 5.1 1 2.2 1 1.9 0 0.0 

dominant 
motive 
source 

afftlTioriz 8 8.1 0 0.0 1 1.9 6 6.1 
affil'vert 0 0.0 0 0.0 0 0.0 6 6.1 

afiiLlove/intim 5 5.1 0 0.0 10 18.9 10 10 I 
mixture 22 22.2 9 19.6 8 15.1 11 11.1 

NA 16 16.2 9 19.6 16 30.2 25 25.3 

obstacle 
environment 39 39.4 9 19.6 26 49.1 22 22.2 

obstacle 
person 23 23.2 23 50.0 4 7.5 37 37.4 
mixture 21 21.2 5 10.9 7 13.2 15 15.2 

NA 87 87.9 38 82.6 48 90.6 78 78.8 
help parents 7 7.1 4 8.7 2 3.8 8 8.1 

(outside of teacher/other adults 2 2.0 3 6.5 I 1.9 3 3.0 
person) peers 3 3.0 1 2.2 1 1.9 8 8.1 

mixture 0 0.0 0 0.0 1 1.9 2 2.0 

clinical NA 67 67.7 39 84.8 46 86.8 82 82.8 
coder notable intensit\' 32 32.3 7 15.2 7 13.2 17 17.2 

judgment 

NA 0 0.0 1 2.2 0 0.0 8 8.1 
positive 46 46.5 23 50.0 19 35.8 34 34 3 

stor\ ending 
' 

necative 37 37.4 10 21.7 12 22.6 33 33,3 stor\ ending 
' noncredible 4 4.0 2 4.3 1 1.9 2 2.0 

neutral 12 12.1 10 21.7 21 39.6 22 22 2 
• Picture 1 A boy sitting m front of an open book 

PictLrc 2 A bo\ looking at a violin 

Picturc 3 A girl holding books m a farm scenc 

Picturi; 4 A hunny in a dark room 
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A reliable categorization system was developed for analyzing the stories. Se\ en variables 

are presented for the four pictures used in the study (Appendix C). 

All 297 stories were coded for the purpose of calculating percentages and 

frequencies for the entire sample. As a result of this process of analyzing and coding, w e 

obtain an impression of the group at large 

Table 22 

A Significant Gender Difference for Picture I 

Crosstab* 

Count 

Gender 

Total male female Total 
story positive 13 33 46 
ending negative 18 19 37 

noncredible 4 4 
neutral 8 4 12 

Total 43 56 99 

a. PICTURE = 1 

Chi-Square Testa  ̂

Value df 
Asymp. Sig. 

{2-sided) 
Pearson Chi-Square 12.566^ 3 .006 

a- 2 cells (25.0%) have expected count less than 5. The 
minimum expected count is 1.74. 

b PICTURE = 1 

Picture 1 

The first picture was chosen by previous researchers and in the present study as a 

stimulus for achievement motivation. It was presented as the initial stimulus to all 

students. The results demonstrate that it aroused an almost equal amount of affiliation 

stories. The motive recode category has 39 achievement stories, and 38 affiliation 

motives. The majority of stories were negative in content. Forty-si.x (46.5°'o) stones are 
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avoidance; eighteen (18.2%) are labeled as approach and avoidance, while only thirty-

two (32.3%) stories have a positive orientation, and are labeled as approach. The obstacle 

or the problem in the life of the main hero usually originated from the environment 

(39.4%), in 23 stories the obstacle was originating within the person (fear of failure, 

loneliness, low self-esteem). 

Regardless of the obstacles and negative stories, in eighty-seven stories the main 

hero does not get help. A third of the stories (32.3%) were of notable intensity. Almost 

half of the stories had a positive ending (46.5%), but over a third (37.4%) had a negative 

ending. It is likely that the stories that had the negative ending were also the ones that 

were negative in content and intense. 

A gender comparison was performed. There is a significant relationship between 

gender and the code "story ending". (X2=chi-square (3)=12.566, p<.006). Females were 

more likely to create positive endings for this picture, while the pattern of response w as 

similar between males and females for negative endings. 

Picture 2 

Picture 2 was presented to boys as the second stimulus in a series of three. In contrast to 

Picture 1, that aroused an equal amount of affiliation stories, the majority of boys 

perceived this picture as an achievement situation. Most wrote an achievement story 

(52.2%), while only 10.9% illustrated an affiliation story. The majority of stories were 

avoidance stories (45.7%) compared to only 21.7% of the stories that reflected a positive-

approach orientation. The stories revealed mostly achievement-avoidance content. 
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The variable -"dominant motive source" was mostly intrinsic (47.8%). Stories that 

were categorized as achievement-avoidance expressed a fear of failure and test anxiety 

that are intrinsic and originate within the person himself. 

It is of special interest to compare Picture 1 and Picture 2 on the "notable intensity" 

category. In Picture 2 only seven stories (15.2%) were identified as intense, despite the 

fact that many were labeled as avoidance. By contrast. Picture 1 stimulated 32.3% intense 

stories. This can be explained by the information that Picture 1 stimulated many 

affiliation stories. The intense content most often involved affiliation issues (such as 

death of parents, extreme loneliness), and achievement issues. Although in Picture 2 most 

of the stories were achievement-avoidance, the majority of students concluded their story 

with a positive ending (50%). 

Picture 3 

Picture 3 was presented to the girls as the second card in the series of three pictures. 

Previous researchers used this picture as part of the achievement motivation assessment. 

The results from the present study showed that half of the girls (49.1%) told affiliation 

stories. Similarly, Picture 1 was a component of the achievement motivation assessment 

in previous studies, but for a third of the students (30.3%) it aroused affiliation motives. 

The majority of stories revealed negative feelings related to affiliation. Twenty girls 

(37.7%) expressed avoidance sentiments, and an additional ten (18.9%) had mixed 

sentiments of approach and avoidance. 

The codes for the "dominant motive" and the "obstacle" are related to each other. 

Many of the affiliation-avoidance stories tell of a girl who is experiencing extrinsic 
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obstacles resulting from relationships with people in her environment (in contrast to 

intrinsic affiliation that is expressed by feeling of sadness and loneliness that are not 

related to relationships with others). Half of the girls (49.1%) described the obstacle as 

originating in the environment. Nine (17%) described the motive source as being 

intrinsic. Only 13.2% of the stories were judged to be of notable intensity. 

Picture 4 

Picture 4 was the last picture and was presented to both boys and girls. No significant 

gender differences were found. All stories were about affiliation and power motives, and 

as anticipated, this picture did not arouse feelings of achievement. Fifty-one (51.5%) of 

the stories were about affiliation, fourteen (14.1%) were about power, and ten (10.1%) 

were affiliation and power motives combined. Most of the stories for Picture 4 had 

affiliation-avoidance content. There was an equal distribution of positive endings (34.3%) 

compared to negative endings (33.3%). 

General Conclusions—Beyond a Specific Picture 

After presenting the descriptive information for each picture, we can reach general 

conclusions independent of the stimulus. The previous data has shown that certain 

pictures arouse one motive and not another. For example. Picture I (with the boy in front 

of an open book) aroused in both genders an almost equal amount of affiliation and 

achievement stories. In Picture 4 (the bunny in the dark room) only the affiliation motive 

was relevant. The next section will not present the "motive" variable, but only descriptive 

data regardless of a certain picture. 



Table 23 

Descn£tiv^b>^he^A^Re^ai^les^^ictw^ 

Variable Code F % 

Orientation 

NA 26 8.8 

Orientation 
Approach 88 29.6 

Orientation Avoidance 127 42.8 Orientation 
Approach + avoidance 56 18.9 

Orientation 

Total 297 100 

Obstacle 

NA 66 22.2 

Obstacle 

Environment 96 ! 32.3 

Obstacle Person 87 i 29.3 Obstacle 

Mixture 28 i 16.2 

Obstacle 

Total 297 100 

Help (outside of a person) 

NA 251 84.5 

Help (outside of a person) 

Parents 21 7.1 

Help (outside of a person) 
Teachers/other adult 9 ! 3 

Help (outside of a person) 
Peers 13 4.4 

Help (outside of a person) 

Mixture 3 1 

Total 297 100 

Clinical coder judgment 

NA 234 78.8 

Clinical coder judgment Notable intensity 63 21.2 Clinical coder judgment 

Total 297 100 

1 
1 

Story ending 

NA 9 3 1 
1 

Story ending 

Positive 122 41.1 
1 
1 

Story ending 
Negative 92 31 

1 
1 

Story ending 
Non-credible 9 3 

1 
1 

Story ending 

Neutral 65 21.9 

1 
1 

Story ending 

Total 297 100 

The following conclusions are about the combined pictures: 

Most of the stories were labeled as avoidance. One hundred and twenty se\ en stories 

(42.8.%) expressed negative feelings, regardless of the picture or the motive. 

Generally it can be concluded that there is no sizeable difference in the obstacle 

originating in the person or in the environment. In ninety six stones (32.3%) the obstacle 
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originated in the environment, for example, as a result of difficulties in relationships with 

others, while in eighty seven stories (29.3%) the obstacle was in the person, for example 

low self-esteem, and fear of failure. 

When examining the data for each picture separately, we can conclude that the 

obstacle is dependent on the picture. For example, in Picture 2 (the boy with the violin) 

50% of the stories described the obstacle as originating within the person. On the other 

hand, in Picture 3 (the farm scene), 49.1% described the obstacle as existing in the 

environment. 

Another conclusion based on all the stories, is that the majority of children do not 

refer to any help. Two hundred and fifty one stories (84.5%) did not mention any source 

of help for dealing with internal or external obstacles. It is significant to note the lack of 

reliance on the outside world for help when the majority of the stories were coded as 

avoidance, and they expressed conflicts and difficult situations. 

The code of the clinical coder judgment was used for the avoidance stories that 

expressed intense feelings of loneliness, fears, and low self-esteem. In previous studies 

the TAT stories received an overall motive score by summing the number of different 

elements present. The numerical scores for the story gave an indication of the motive 

strength. In this study the stories were not given overall scores and therefore the strength 

of a motive is not indicated, only its presence or absence in the story. After reviewing 

some of the avoidance stories, it was felt that the intensity of emotions should be 

indicated in the coding categories. Some of the intense stories reflected an extreme fear 
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of failure, that relates to the achievement motive, while others expressed a strong feeling 

of peer rejection and isolation that is the affiliation motive. 

This code was used when the story was exceptional in its content or in the emotions 

that were expressed. This coding category is related to motive strength, but does not 

indicate the specific motive. In some cases all three motives appear in the same story but 

the level of anxiety is of interest, regardless of the motive. Sixty- three stories (21 .2%) 

were coded as being intense. It is significant to note that Picture 1 was presented to both 

genders, and aroused the highest percent of intense stories (32.3%), when compared to 

the other three cards. The proportion of intense stories was lower than 20% in the three 

additional cards. 

Part II—Qualitative Analysis of the TAT Stories 

In this section I introduce a few of the TAT stories as told by the students. A number of 

stories will be presented to illustrate the variety of responses to the TAT pictures. It was 

difficult to determine which stories to present. The majority of stories are worthy of 

presenting and revealed valuable information. Only several stories were selected for the 

purpose of in-depth qualitative analysis. 

The presentation and analysis of those stories will provide a sense of the diversity 

and uniqueness of the children as reflected through the TAT. 

Considerations for Qualitative Analysis of the Stories 

The Thematic Apperception Test has been described by Murray as a test designed to 

uncover underlying drives, emotions, and conflicts of the personality. The test it is like an 

empty paper on which the person is allowed to paint his or her own inner problems, many 
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times in a way unrecognized by himself. The fantasies told in the stories are frequently 

projections of unconscious needs and conflicts that will not be revealed in a direct 

interview. 

Interpreting the stories in a detailed way without scoring categories, involves a great 

deal of mterpretation on the part of the clinician. One has to keep in mind the problem of 

the projection of the examiner's own personality into the analysis of the stories. A 

problem in interpretation of the stories mentioned by Combs(1947) lies in the interpreter 

himself Since the interpretation of fantasy material in clinical work is subjective, one 

cannot ignore the fact that factors such as experience, training, opinions and personality 

of the interpreter enter into the analysis. 

There is special importance in asking the subjects to give a full sequence of events, 

when describing the picture. The circumstances leading up to the situation seen in the 

picture and the final events resulting from this situation rely only on the person's 

imagination and not on the description of the picture. When describing the preceding 

events, the final outcome of the story, feelings and thoughts of the characters; the subject 

must resort to almost pure imagination. Therefore the directions that were presented to 

the students in the study were; "What happened before?" "What will the outcome be?" 

"How do the people in the picture feel?" and "What are they thinking about?" 

The students interpret the pictures subjectively. The stories are a function of 

continually present psychological forces that exist in each individual. Bellack and Bellack 

(1996) describe the testing of the personality as a river sampled at various relatively close 

interv als. In that case the chemical analysis of the content will be highly similar, -^ny pail 
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flill of water will be representative of the entire content. The basic assumption of the TAT 

is that the interpretations of stimuli from the pictures will give us a valid sample of the 

subject's psychic continuum known as personality. 

To help interpretation and analysis of the TAT, Bellack suggested the study of ten 

variables that were used in analyzing the stories from this study. The first variable is The 

Main Theme. We are interested in what the child makes of the pictures presented to him. 

We will want to know why the child gives this particular story (or interpretation). A 

significant point for choosing the stories for qualitative analysis, relates to finding a 

reairrent theme in all three stories as told by the same child. Rather than judge by one 

story, we will have more reliability if we find a common denominator or trend in a 

number of stories. If the main hero in several stories, as told by a certain child, is an.xious 

about failing and embarrassing himself in different situations, it is not unreasonable to 

conclude that this child is preoccupied with thoughts and fears of failure that are 

expressed in fantasy. Interpretation of the stories is concerned with the finding of 

common denominators in the stories told by the same individual, e.g. speaking of one 

theme in several stories. 

The second variable is associated with the Main Hero in the story. The basic 

assumption is that the story as told by the person, is essentially about himself There can 

be a number of people in a story, and it is necessary to focus on the figure that the child 

identifies as the hero. The question is how to differentiate the hero from other figures. 

The story is told primarily about the hero. The hero resembles the subject the closest in 

age and gender, and it is from his or her standpoint that the events are seen, .^ccordmg to 
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Bellack (1958) this is true most of the time, but not always. There may be more than one 

hero, and our subject may identify with both. Probably the interests, wishes, deficiencies, 

and abilities which the hero has or expresses, are those that the subject possess, wants to 

possess, or fears that he might have. By analyzing the main hero in the story we can learn 

about the subject's self-image and the perception of his body and of his entire self 

The third element that will be examined when analyzing the stories are the Main 

Needs and Drives of the Hero. The behavior of the hero may be associated with the 

storyteller in many ways. The needs expressed by the hero may match the needs of the 

person telling the story These may be expressed behaviorally in real life, or they may be 

the direct opposite of reality and represent the fantasy supplement. 

The qualitative analysis of the stories was based upon the main points used by Bellack 

(1996): 

1. Determination of the central character or hero in each story. 

2. Determination of the main theme in each story. 

a. striving of the hero. b. forces in the hero's environment 

3. Emotional color and outcome of the stories 

4. Relationships between parents and sibling figures. 

5. Introduction of extraneous figures and objects. 

6. Indicators of dynamically important stories: A. Recurrent themes B. 

Complementary themes C. Stories which seem to "come from nowhere". 
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Picture #1: Boy contemplating with an open book in front of him (picture presented to 

all students) 

Picture #2; Boy contemplating a violin (picture presented to boys only). 

Picture #3; A farm scene. Girl holding books in a farm (picture presented to girls only). 

Picture #4; A bunny in a dark room (picture presented to all students). 

The pictures appear in Appendices H, I. J. K. 

A number of stories are presented for analysis. The sentences that are highlighted in the 

text were not accentuated by the students themselves, but seem to be significant and u ere 

made noticeable. In addition to the stories, the students' definitions of "success" and 

"failure" are quoted. In some cases the definitions of success and failure reflect some of 

the motives expressed in the stories. 

Subject #002 

Picture #1; He finished a test in math, and in another hour he has a test in English. He 

does not know if he succeeded. He is done and that's it. He is wondering if he will do 

well. 

Picture #2: He is working on homework that the teacher assigned for him. He is 

frustrated because he does not understand the homework. 

Picture #4: This bunny is rotten and stupid. I do not want to write what I think because 

this picture is stupid, awful and rotten. 

- If there is success: there are good grades, you have a good job. you succeed in man\ 

things in life. 

- If there is failure: there are bad grades, it is none of your business. 
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Analysis: In the three stories the similar theme reappears. The boy is expressing anxiety, 

fear of failure, and in general negati\ e feelings about himself and about anything he does. 

He projects his negative feelings and low self-esteem onto the rabbit in picture #4. The 

boy's feelings are reflected to the image of the rabbit; he feels stupid and awful. 

Picture #2 illustrates a boy looking at a violin, but the story narrated by subject #002 is 

based on pure fantasy and is not related to the picture. The fact that the stor\ is not 

related in any way to the stimulus that appears in the picture is of special diagnostic 

importance. We can assume that the story is exposing the subject's fears and frustrations 

from academic failure. All three stories are negative in content, and can therefore be 

labeled as "avoidance motives". Pictures #1 and #2 are related to negative achievement 

issues, while picture #4 was labeled as avoidance in the Power motive The subject is 

expressing his anger and intrinsic low self-esteem that is associated to a general negative 

feeling. It seems that the bunny that is "awful and stupid" has an overall low-self esteem, 

and not only in the achievement domain. When compared to stones reported by other 

students that express fear of failure and harsh criticism from parents or teachers, the 

stories of subject #002 reflect no external criticism. Subject #002 has an internal low-

academic self-esteem and self-criticism, while the anger is directed towards himself and 

not towards another person. 

In this case the definition of success and failure reflects the TAT stories. The issue of 

academic success or failure preoccupies this boy's life. It also explains his negative and 

frustrated remark: "it is none of your business". The TAT stories reveal how Intensely 

anxious and negative the boy feels about "bad grades and good grades." 
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Subject #014 

Picture #1: Once there was a boy who had to do a lot of homework. He did not know 

what to write in his answers, so he did not do his homework. The next day the boy went 

to school. When the teacher checked the homework, the teacher asked who did not finish 

his homework. The boy, who was named Yaron, did not say that he had not prepared his 

homework. The teacher said; "well, O.K. if everyone brought their homework let's check 

the work you have done." "Yaron said the teacher. Yaron did not answer. The teacher 

understood that Yaron did not prepare his homework and he sent home for three 

days. Yaron woke up startled, it was all a dream. Yaron thought it really happened. 

Picture #2: Once there was a boy named Danni. Danni had a talent for music. That is 

why his parents sent him to study violin. Danni hated to play the violin, and he never 

prepared his homework One day the teacher said that there will be a concert, and that 

everyone has to study to play by-heart (without notes) the "Unfinished Symphony". 

When Danni came home he started to think how he would play the violin. He tried, but 

all he got was a sound of a duck that was chocking. Danni tried a second time but got the 

same sound. On the day of the concert all of the violin students were ver)- nenous. After 

some of them played, came Danni's turn to play. All he could play is the sound of a duck 

that is choking. Everyone was clapping loudly and they said that it was called "the poor 

duck". 

Picture #4; Once there was a bunny named "Carrot man". Every day he ate 17 kilograms 

of carrots. "Carrot man" slept in the bed of humans. "Carrot man" liked to wear sun

glasses and to dance the Samba. The thing "Carrot man" liked the most was to eat carrots 
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Once "Carrot man" went to the market and was buying piles and piles of carrots. When 

he went to pay for the carrots he did not have enough. So "Carrot man " stole the carrots. 

At the end "Carrot man " was arrested and was sentenced to death 

Analysis: The three stories reflect negative feelings. Both picture #1 and nl expose the 

theme of achievement-avoidance. The negative feeling translates into a fear of failure, 

connected to punishment as a result of not fulfilling academic responsibilities. In picture 

#1 the boy did not prepare his homework, and in picture #2 Danni hated the violin and he 

"never prepared his homework." The pimishment for the laziness of the main character in 

both stories results in a public embarrassment. Ln picture #1 the teacher publicly 

confronts Yaron about lying and not doing his work, and sends him home for three days; 

while in picture #2 Danni never prepared his violin homework, and on the day of the 

concert he was nervous and anxious, and at the end, in the concert he failed; "all he could 

play was the sound of a duck that is choking". 

In the last story in picture #4 the theme of punishment for a bad deed reappears, but 

here the story is based on a picture that contains no cues for achievement. At this point 

the bad deed is the stealing, versus academic laziness in the two previous stories, while 

the punishment is very severe; "Carrot man was arrested and was sentenced to death". 

This story was categorized as avoidance, similar to the first two stones, but it is 

expressing the Power motive and not the Achievement motive. The main character feels 

bad about himself and his deeds, not only in the achievement domain. 

The stories are a sample of the subject's inner world. There is consistency in the 

themes across the three stories. The content reveals fears, and a sense of being bad and 
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getting punished as a result. This example demonstrates how the stories appear to reflect 

the real issues in this boy's emotional life. The repetition in themes, regardless of the 

pictures presented, demonstrate the reliability and strength of this projective technique. 

The case of subject #014 was presented as one example of repetitive themes in the 

three stories that expose the same underlying emotions, hi a large number of stories, the 

same pattern emerged. The pattern of repetitive motives, and repetitive approach or 

avoidance, e.g. positive or negative stories, was noticeable in the fantasy material of 

numerous students. Twenty-two students (22%) told three stories that were negati\ e-

avoidance. and thirteen students (13%) told three stories that were positive-approach. 

When looking for repetitive motives in all pictures we can relate only to the affiliation 

motive. Picture 4, the bunny in a dark room, did not arouse in anyone an achievement 

theme. The significant information from Picture 4 was associated to the negative 

(avoidance) or positive (approach) feelings that were conveyed via the story. Twel\ e 

students told three stories that were all labeled as affiliation. It is important to remember 

that the pictures were supposed to measure the achievement motive. Obviously for these 

students the affiliation issues were more prominent and were expressed regardless of the 

achievement cues, such as books and violin that appeared in the pictures. 

An additional example demonstrates how the projective material reveals information 

about the disposition of the individual. Subject #021 showed in three different stories a 

uniform pattern of attempting to overcome problems in a positive way. The life problems 

originate within the psyche of the child and from the outside world— as a result of 

interaction with others. 
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Subject #021 

Picture #1: This boy was excluded from school. The boy was violent and got punished. 

He is thinking about his behavior, and how he could have avoided using violence. In the 

future he will try to prex ent himself from using any kind of violence. 

Picture #3: An educated girl needs to leave her home because she is not accepted there. 

She is going to leave and look for the place where she belongs. She is lonely and sad. she 

has to leave her homeland were she was raised and must look for a new place. 

Picture #4: The rabbit is a boy who is afraid and does not want to leave the room because 

of the dark. The noise makes him believe in things that do not exist. At the end he will 

overcome his fear and leave his room. 

If there is success there is money; if there is work there is success. 

If there is failure there is poverty; if there are enemies, there is failure. 

Success: (left unanswered). 

Failure: poverty, illness, no friends, no responsibility. 

Analysis: The stories of subject #021 are another example of how they relate lo 

different problems in the child's life. The problems are both intrinsic and relate to violent 

urges and fears that come from within, but they are also extrinsic and relate to social 

isolation and rejection of society. Despite these difficult ordeals, the child tries to cope 

with the problems and overcome the difficulties at the end. The themes about social 

isolation, loneliness and fears often appear in stories, but each hero deals differently with 

these negative feelings. In the analysis of case #021 the emphasis is on the avoidance or 

approach reaction to the life problems and the final solution, .^t the end of the stories the 
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hero tries to overcome his internal problems, such as controlling urges of \iolence, while 

also coping with social isolation by overcoming and by "looking for a new place." The 

story to picture #4 tells of a boy who overcomes his fears. U can be interpreted as an 

intrinsic power motive, in which the boy shows self-control, and in all three stories the 

main hero tries to overcome the difficulties. The motives in each story may be different, 

but the pattern of coping with the negative challenges is similar. 

The pictures on the first two cards were supposed to arouse achievement motivation 

themes, but the stories that were conveyed actually relate to affiliation and power 

motives. The picture of the boy sitting in front of an open book and the girl holding 

books, were intended to stimulate achievement stories. Instead, the achievement context 

seems to be ignored by the story- teller. 

The definitions of "success" and "failure" focus on the difficulties in life There is no 

response to the definition of "success", while "failure" is defined in terms of hardships. 

The stories do not show concern with achievement themes. In contrast to many other 

students in the sample, who defined "success" as having "good grades", subject #021 

ignores the academic aspect in both the direct and indirect measures. 

It is particularly meaningfiil to compare the stories of subject #021 with those 

presented next, written by subject #088. As mentioned, subject #021 overlooks the 

academic-achievement clues, such as holding books and sitting in front of an open book, 

in pictures #2 and #3. In a different child the same pictures arouse stories that deal with 

the emotional downfalls of academic failures 
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Subject #088 

Picture #1: In one high school there was a boy who was not very good in math. Wien it 

was announced that there will be a test in math, the boy knew that he would fail and get 

an F. He went home sad and very worried, he did not know what to do. He asked his 

father to give him a math assignment and problems in math. His father gave him lots of 

difficult math problems he thought and thought how to solve them. So he asked his 

father to help him. His father helped him and taught him very very well. Two weeks went 

by and the day of the test came. The boy completed it with great success. The next day 

they got the grades back. The boy who was not very good in math got an A and was very 

happy. 

Picture #3: There was once a 7 years old girl who learned in a kibbutz. She studied with 

the help of books, on her own. One day when she went outside she saw people planting 

something. She was very jealous. They did not have to study. The next day the girl 

studied only math and geography and later she asked if she could join them in the 

gardening. After working in the garden she saw that it was not easy, but still she preferred 

the work in the garden to studying. A week went by. Her father said that she was not 

doing a good thing. He sent her to study, and then the girl understood that she is better if 

she studies. After a year, she left the kibbutz and went to the city. She lived there, she met 

another girl there and they became friends. 

Picture #4: Once there was a family that was a mother, a father and a little baby. The 

mother of the baby loved her a lot and bought for her a toy bunny that was very cute. 
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Once when her mother took her for a walk something happened. On the walk the mother 

fell on a rock, the stroller fell and the baby flew on the rock. She injured her knee. 

If there is success there is hard work; if there is hard work there is success. 

If there is failure there is no hard work; if there is no studying there is failure. 

Success: success in life is to be successful in your studies, at work, in your tests, 

and in friendships 

Failure; When there is no work at all. 

Analysis: The stories narrated in response to pictures #1 and #3 focus on achievement 

motivation. We have both the avoidance and approach elements of achievement. The 

avoidance is obvious in story #1 where the fear of failure is explicitly mentioned; "the 

boy knew that he would fail and get an F." In both stories the focus is on the father 

figure who is helping but at the same time forcing the child to succeed academically— 

"Her father said that she is not doing a good thing. He sent her to study, and then the girl 

understood that she is better if she studies." The two stories evolve around the same 

theme of achieving academically, but achievement is not experienced as a positive 

intrinsic motivation, when the individual enjoys the work and the success. Achievement 

is perceived in a negative way, as a fear of failure and an extrinsic source is imposing it 

on the student, the father in this case. 

Picture #3 reveals a more complex story in which the main hero, in this case the girl, is 

trying to free herself from the burden of studies. There is an apparent struggle between 

the responsibility and demands of achievement versus the desire to be free—". ..she saw 

people planting something. She was very jealous They did not have to study....she still 
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preferred the work in the garden compared to studying." She tries to join the people who 

are outside in nature, they are planting and they are free, but her father sends her to study. 

In both stories the hero does not rebel, but actually accepts the father's authority. She 

understands the importance of studying, but at the end she leaves and goes to the city and 

meets a friend there. It seems that she leaves the kibbutz where her father lives, and 

attempts to be free. This is not explicitly mentioned in the story, but it gives the 

impression that she might wish to do so. 

The story to picture #4 does not focus on achievement motivation, and appears separate 

from the first two stories. The story starts with a very positive loving content, it tells of a 

mother loving her baby. It ends in a surprising way that is unconnected to the beginning. 

At the end the baby got injured. This story can be analyzed by examining the unconscious 

emotions, and it can be better understood in light of the first two stories. A clinician may 

observe in the three stories the recurrent theme of the parent who is intensely caring for 

the child, but at the same time is actually hurting the child. We can also assume that the 

three stories contain fears and conflicts experienced by this child. The hero in story #1 is 

"sad and very worried, he did not know what to do". In this case, the fears are academic, 

but the last story describes an injury. 

The definitions of success and failure complement the concept of achievement 

motivation as seen in the first two stories. Success is defined as hard work, being 

successful at work, in tests, and in studies. Failure is understood as being lazy, when 

there is no hard work. The main characters in the stories are described as studying hard 

and succeeding in the end by getting an "A" in a math test. In this child's view the 
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biggest failure is to fail academically and to be lazy. We can see the connection between 

the TAT and the definitions of success and failure. The TAT exposes the level of anxiety 

and frustrations with the need to achieve. The questionnaire, with its open-ended and 

closed-ended items can not give a full understanding of the conflicts associated with the 

need to achieve, as experienced by this child. 

In contrast to the stories mentioned so far, we will take a closer look at a number of 

positive and optimistic stories. 

Subject #046 

Picture #1: This man is thinking about something. The characters are the man and his 

friend. The man did something wrong. He will try to correct his mistake. The man had a 

big fight with his friend. He was very worried that they would fight again. The friend also 

did not want to go into another fight. All day long the man was very worried about his 

friend, he wanted to be his good friend. The same thing happened to the friend. They both 

decided to apologize to each other about the incident. One day they both apologized to 

each other, at the same time. They became friends again. 

Picture #2: The boy cannot play the violin. He is thinking about not succeeding in 

playing the violin. He is trying to play. The boy did not succeed in playing, but in the 

future he will succeed. He will try to improve his playing. He tried and tried and failed 

with the playing. One day the boy decided not to give up. At the beginning he could not 

play music, but in the end he was successful. 
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Picture #4: The boy is sick and cannot get out of bed. The boy is thinking about getting 

better. He is thinking about his illness and how to get better. In the future he will get 

better. After being in bed for a few days he went to the doctor. The doctor told him that 

he would be healthy. The ne.xt day he went to school. 

If there is success: if the person reaches his goal, with a lot of hard work and 

effort. As result of hard work he will have opportunities in life. A person is successful if 

he reaches his goal. 

If there is failure: Someone who was lazy, did not make any effort, all day does 

nothing. 

Analysis: All stories are optimistic and therefore the three are labeled as approach 

oriented. Each account displays a different motive. The story to picture #1 con\ eys a 

need for affiliation, story #2 tells of the need to achieve and become successful, and story 

#4 relates to the power motive and the intrinsic sense of well-being. A similar pattern of 

emotional response is apparent in each of the stories. Every one of the three stories deals 

with a different motive, achievement, affiliation and power. They all present a certain 

problem, and with effort the problem is solved. The main character is at all times active 

and successful in all domains. 

In picture #1 the need for affiliation is obvious. The picture displays a boy with a book 

in front of him. but the story tells us about m-o friends. The fact that the friend is brought 

into the story is especially significant and has diagnostic value. The character that is 

brought into the story via fantasy is unseen in the picture itself This reflects the 

preoccupation with affiliation themes and the importance of friendship. We can assume 
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that this is an issue of concern for this child, and that the story is not merely a response 

and a description of the picture. 

Generally, affiliation themes can be related to relationships with adults such as parents 

and teachers, to acceptance by peers, or to feelings of loneliness and seclusion. Picture #1 

presents a story where the achievement-learning situation is ignored, while the focus is on 

solving a problem between two friends. Finally a fKJsitive solution is found and "they 

become friends again". 

Picture #2 is associated to fears of failing in the achievement domain. Once agam 

"the boy decided not to give up.... At the end he was successful". In picture #4 the main 

character has a problem, he is sick, but he has positive characteristics. He is proactive, 

optimistic, and has an inner sense of control. The person is described as "thinking about 

his illness and how to get better. In the future he will get better." This story w as coded as 

an approach-power motive because of the self-reassuring attitude of the main character. 

The case of the subject #046 offers an example of the projective material 

complementing the response to the direct questions;" what is success" and "what is 

failure". The answer to both questions relates to effort towards reaching the goal, in 

contrast to laziness. As stated by this student; "a person will reach his goal with a lot of 

hard work and effort." The stories portray characters that face problems in life, but make 

a positive effort to solve the problems and succeed. 
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Subject #023 

Picture #1: Once there was a very smart and good boy. He was thinking about something 

all the time. He wanted to be a very famous boy in the future. He wanted to invent 

something for the whole world. He loved studying and he was the smartest in his school. 

All the teachers liked him. All the children were his friends. 

Picture #3: Once there were people who were working from a very young age and 

helping their parents. This woman is very good, and she has a kind heart. She was also 

very smart and worked all the time and also studied. She wanted to be very smart and to 

work in a different country, not here. She also wanted to have money. She thought about 

what will happen when she will be grown up like her parents. And she also wanted to 

graduate from school with high grades. 

Picture #4: Once there was a rabbit that had a baby bunny who was very cute and good. 

His mother loved him a lot. At night he went to sleep and his mother also went to sleep 

He woke up in the middle of the night and he wanted to get up, but he thought that it was 

already morning. But his mother was still sleeping because it was night. He did not want 

to wake her and to disturb her. He told himself "I will not disturb my mother. I will let 

her sleep". And then he went to sleep until morning. 

- If there is success: there is a good report card. 

If there is failure: there is a bad report card. 

Analysis: This is another example of three stories that are approach oriented and 

positive, regardless of the dominant motive in the story. There is an obvious need, as 

expressed by the subject, to be "perfect" in all domains. The story to Picture U] includes 
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all three motives, but with a positive-approach orientation. The boy in the story wants to 

be famous, and that can be attributed to the power motive. He wants to impress others by 

"inventing something for the whole world". He also has a need to achieve by being the 

"smartest in his whole school." That does not seem to be enough, and he also wants to be 

liked by everyone, "all the teachers liked him. All the children were his friends." 

The affiliation need and the achievement need are also apparent from the stor>' 

told in response to picture #3. The girl in the story has a kind heart and in general is "ver\' 

good". In this case achievement motivation is specified as graduating from high school 

with high grades, studying, and having money. It can be assumed that the strong need for 

achievement is connected to the need for affiliation, and the desire to be "good" in 

general. 

In some cases the main character expressed a need to achieve because of an internal 

desire to succeed, and because he or she actually enjoyed the process of learning. In this 

case, the achievement is linked to the affiliation motive and the strong need to be liked by 

parents and peers. We can assume that the need to achieve is not independent from the 

need for affiliation, and in this child's mind she will be well accepted and liked if she is 

also successfiil. 

The last story derived from picture #4 is consistent with the two previous stories in its 

positive content, in the need to be "good", and in the strong need for love and affiliation. 

In this story the achievement and power motives are not mentioned. The affiliation 

motive is more intimate, and the baby bunny expresses consideration and care about his 

mother In contrast lo the majority of stories expressed by students describing this 
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picture, this student provides a positive optimistic theme. Forty stories about the bunny 

were avoidance and fifteen were approach + avoidance. Most of the stories about the 

bunny in the dark room are negative and often students raise issues of fears, 

abandonment, illness, and loneliness. 

The characterization of success and failure relate to "a good report card or a bad report 

card". These definitions focus on success as an academic achievement only, and are 

narrow in their content, while the stories provide a profound understanding of the child. 

In this case, the academic success and the "good grades" are not the result of fear of 

failure, but are an essential element of being a good successful person. Other students in 

the sample have defined success as "good grades", but their stories showed effort and 

overcoming academic frustrations. In this case, the success seems to be a natural 

characteristic of the person. The boy and girl in the stories were described as "smart and 

good", with no conflicts or inner struggles to achieve. Furthermore, the definitions of 

success and failure are narrow. They do not tell of the need for affiliation expressed by 

this student through the stories. This demonstrates how the stories and questionnaires 

complement each other. 

In the next few cases the three stories do not show consistent, repetitive motives, or 

emotions. The subjects tell stories that complement each other. The student may have a 

positive-optimistic story in response to one picture, while he responds to a second picture 

in a negative-pessimistic content. The three stories were analyzed as one unit, but can be 

interpreted as contradicting and conflicting emotions that exist within the child's psyche. 
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Subject #041 

Picture #1: The Student! Once there was a student named Maksim. He was very smart, 

he had to finish the university. He was invited to play the game •\vho wants to be a 

millionaire". He played and won a million dollars. He became very rich, he got a good 

job, and had a good life. 

Picture #2: The violin player: once there was a boy who wanted to be a violin player. He 

tried to play the violin, but could not. He went to a music school, and when it was his turn 

to play, he could not. He was expelled from the music school. He was very sad. Once the 

boy passed by a poor man. The man asked him for help. When the boy helped, the man 

said: "1 have heard that you want to be a violin player and I will teach you how to play 

the violin." So the poor man laughi him, and the boy became a real violin player. 

Picture #4: The evil boy! Once there was a boy who hated everything. He threw away 

everything, and he never wanted to help. He was out of control. The parents tried to 

change the boy, but could not. When the boy grew up, he ended up cleaning the streets. 

He worked very hard as a cleaner in the market. 

If there is success: there is money. Success is a good thing, with the help of 

success you can get a good job. If you work in a very good place, you can get a lot of 

money. You can have lots of opportunities. 

If there is failure: If there is a bad grade, you fail. It is bad if you fail, you will not 

have opportunities to succeed. 
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Analysis: Both pictures #I and #2 tell a success story. If the main character 

accomplishes his responsibilities and his studies, he will get his reward in the end. 

Achievement is instrumental and utilized for reaching desirable goals. A person studies 

for a purpose, to "become very rich, have a good job, have a good life." Story #2 is 

focused only on the achievement motive, but both avoidance and approach elements 

appear. Initially, the main character was expelled from music school, but in the end he 

became a real violin player. 

Achievement motivation was expressed in numerous stories in different ways. Some 

children want good grades so that their parents will be proud of them, for others academic 

success is not linked to the future, but to the immediate present, to avoid punishment and 

criticism from adults. Others want to achieve good grades so that they will feel proud and 

happy, and the reward is intrinsic. 

The remarkable component of this case is demonstrated in story #4, which is the 

precise opposite of story #1. The main character in story #1 is a boy who is ver>' 

successful. He does what is expected of him. He graduates from the university, and as a 

reward he has a good life. In contrast, here is the evil boy from story #4. This boy is out 

of control, he hates everything, and his punishment comes in the end when he fails to find 

a good work place. He ends up cleaning the streets, in contrast to the "good boy" from 

story #1. In story #4 the avoidance orientation is dominant while two motives can be 

identified— the achievement and the power motive. The boy is not only a failure in temis 

of academic achievements; in general he is lacking self-control. 
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Story #4 can be understood in numerous ways. It can be interpreted as the unconscious 

fear of the boy who is trying to succeed, but is afraid of failure. Using Freudian terms, the 

ego is threatened by the id that will instigate a lack of all controls. The result will be 

disastrous and the boy will be a total failure. This story is particularly significant because 

it is one hundred per cent fantasy and is not based on the picture. The story is named 

"The evil boy" while the picture of the bunny sitting in a dark room is completely 

ignored. This subject is not using any defenses or distancing when telling the story. By 

using distancing as a defense mechanism in story telling, the boy may prefer to talk about 

an animal, or about a girl (Bellak, 1996). If the main hero is an animal, it may be safer 

and less intimidating to talk about certain fears or desires. In the case of subject #041, the 

child who is telling the story is a boy similar to the main character in story #4. It is likely 

that in real life this child is under a lot of pressure to succeed, and the negative sior>' of 

the "evil boy" is in some way a fantasy supplement, or wish fulfillment to relieve this 

tension. It is too dangerous to be "out of control" in reality, but it is allowed in fantasy. 

As Bellack (1996) explains, very aggressive stories may be told sometimes by a very 

aggressive child, or by a rather docile passive-aggressive one who has fantasies of 

aggression, especially in reaction to animal pictures. 

The stories are well connected to the definitions of success and failure. This child links 

success with having a good job, and having lots of money, while failure is seen as a 

"dead end". The boy's definition of failure reflects those fears; "if you fail you will not 

have opportunities to succeed." The case of Subject #016 is an example of stories that are 
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contradictory of one another. The stories express fears and positive fantasies 

simultaneously. 

Subject #016 

Picture #1: This boy is an orphan. He is thinking about his family and about himself. He 

is thinking about how will he keep on living in the future. This boy will be a director of 

an orphanage. In the past he had a sister, a father and a mother. The boy is thinking about 

his family. He is also thinking about the future, how will he support his family. Will they 

have enough money for food and clothes? This boy is adopted. He studies in a school 

where the other students all have a family, they insult him because he does not have a 

family. 

Picture #2: This boy leams how to play the violin. He has a private teacher. The teacher 

makes it very difficult for him. The boy is ashamed to say something. The boy and his 

parents try to find a different teacher, but there is none. The parents talked with the 

teacher, but it did not help. The boy told his parents that he did not want to leam now to 

play the violin. 

Picture #4: This boy is very happy. His parents are giving him extra treats. Today is 

Purim holiday, so they bought for him a costume of a bunny. They pay attention to him, 

buy him presents so the boy is very happy. 

If there is success there is wisdom. 

If there is failure there is hardship. 

Success: to get only A's on all the tests. To go through life with wisdom, and to 

be accepted to any work. 
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Failure: a bad student, with no knowledge, he will not be accepted to any work. 

He did not even study. 

Analysis: There appears to be a contradiction between the first two stories and the last 

one. In pictures #l and #2 life is perceived as harsh. The negative feelings are intrinsic, 

the boy feels lonely and sad. The negative affiliation is also extrinsic because peers reject 

the boy, they insult him, and he has no friends or family. Picture #1 did not arouse an 

achievement need, despite the fact that this picture was used specifically for studying 

achievement motivation. 

Picture #2 aroused an avoidance-achievement story. The fear of failure and shame in 

the story are evident. The emotional reaction to picture #1 is stronger and reflects an 

intense sense of loneliness and isolation. 

Picture #4 comes as contrzist to the first two pictures. This boy is happy and protected 

by his parents, in contrast to the orphan boy in the first picture. It has an affiliation-

approach orientation that describes positive feelings of closeness to parents, while life 

seems to be without problems or hardships. The story is a reaction or fantasy in response 

to the sad boy in picture #l; story #4 is about a happy boy. The projective material 

contains affiliation needs and concerns, while the definitions of "success" and "failure" 

relate only to the achievement domain. This child defines success in life as "getting only 

A's, being accepted to work, and in general being intelligent and having wisdom". The 

affiliation issues are mentioned only in the projective measure. 
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By analyzing the stories of the students, a few patterns appeared. The first most 

common style was when a repetition emerged across the three stories. This strengthened 

the view that the stories expose the significant issues in their emotional life of the 

individual. 

Another less common pattern appears, when only one story is significant and detailed, 

while the other stones are short, or descriptive and reveal nothing of importance. Stories 

that rely on pure fantasy, and include characters that do not appear in the picture, have a 

stronger diagnostic value and tell us more about the individual telling the story. These 

stories are operant responses that depend only on the inner thoughts of the person and not 

on the picture. As an example for this type of response we can see in the TAT produced 

by subject #087: 

Subject #087 

Picture #1: This young man was drafted to the army not long ago. He misses Ins family, 

relatives and friends very much. He is taking the paper on the table and writing them a 

letter A long time passed, and he got no answer. Then one day the answer came—he 

opened the letter very slowly and started reading.... He saw the trembling handwriting of 

his mother. She wrote that his father had died from a sudden heart attack. No one knows 

the real reason. Despite the fact that Doma never liked his father he remembered how 

many favors his father had done for him. When he came back home he could not 

recognize his mother. She is helpless and ver} old. She opens the door, and ai the end she 

also dies. Doma stays all alone. 
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Picture #3: A farm, a blooming field. People are dancing and happy. Special celebration 

on Thursday. She read those books more than a hundred times. 

Picture #4; (left unanswered). 

Analysis: Subject #087 presents the emotional content in the first story. The reaction to 

picture #1 is so tragic and intense that it seems as if there is no more emotional energy to 

continue. The reaction to picture #3 is short and unrealistic. It is a fantasy that presents an 

ideal happy world. ver>' different from the life of the boy in picture #1. The description of 

the happy dancing people is taken from a book, which reflects the distance from the real 

emotional issues of the child, "she read those books more than a hundred times " Picture 

#4 is left unanswered and it seems as if this child has no energy to continue or has 

nothing more to say after the powerful story in the beginning. Once again the stories are 

unrelated to achievement motivation and provide fantasy material that reveals the child's 

inner world. 

When presenting this type of qualitative analysis, information does not get lost. 

By examining some of the stories in detail, we discovered significant psychological 

issues and exceptional dynamics that may give us a better insight of the motive systems. 

After going through the process of a qualitative interpretation, one can 

understand better the view of clinicians using projective tests. According to the clinical 

view, a projective test does not need "reliability and validation". There is no 

establishment of norms like the ones necessary for intelligence tests or other standardized 

tests. In a standardized test, any data have meaning only in regards to the frame of 
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reference of its sample population. In projective techniques, the specific case can stand 

independently. 
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CHAPTERS 

DISCUSSION 

The discussion will be divided into a number of sections. First, I will discuss the 

data from the Parent and Student questionnaires. The results reveal the educational 

values, expectations and perceptions of the parents and the students in context of their 

existence as Russian immigrants in Israel. Next I will discuss the meaning of success and 

failure for this population. The parents and students were asked to express their personal 

opinions and values and to give definitions of success and failure. 

Finally, an analysis of the TAT projective material will be presented. The pattern of 

responses for the pictures reveals the motives and emotions of this group of students. In 

addition, a comparison is made between the pattern of students' responses obtained from 

the projective measure and the responses to the Student questionnaire. In conclusion, I 

will discuss considerations for future research. Additional research can expand the data 

from this study and further our understanding of other immigrant groups living in other 

countries. 

Before discussing the specific findings from the Parent and Student questionnaires, 

it is noteworthy to mention the lack of correlation between the parent-student pairs. In 

addition to the comparisons of parents with their children (fifty-nine parents), all one 

hundred and four parents that participated in the study responded in a way that is 

distinctly different than the students' responses. The adults and the children have 

different perceptions of the academic expectations and evaluations of the students' 

functioning. The information that was accumulated from the Parent and Student 
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questionnaires demonstrated that the parents have one voice as a group, while the 

students have a different voice. The two groups' opinions are clearlv different from one 

another. Both parents and students expressed a unique voice that nonetheless is quite 

uniform with minimal variance among its members. There is no similarity between the 

matched parent-student pairs. The data vividly demonstrates the gap that exists in 

families. The majority of children perceive their parents differently from what the parents 

themselves display. The students have certain expectations and perceptions that are 

similar to their peers but dissimilar to those of their parents. 

It is interesting to note that the main similarity between parents and students was 

reflected in their definitions of success and failure. Those values are not associated with a 

personal experience but to a general value system. In contrast, the other items on the 

questionnaire related to academic expectations and perceptions of the students ' ability 

were personal. On those questions the generation gap was the most obvnous. 

The Parent Group—Results Relating to their Russian Identity and Status as New 

Immigrants in Israel 

The data from the questionnaires, combined with the work of other researchers 

(Horowitz, 1986, 1999; Roer-Strier. 2001; Sharlin & Elshanskaya, 1999), reveal the 

parents' perception of the Israeli educational system as being weaker than the Russian 

one. A set of items was directed towards the parents' opinion of the Israeli public school 

system. The majority of parents were unhappy with the academic standards in the public 
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schools, and a large percentage indicated that the academic standards were higher in 

Russian schools and at the Impulse school. 

Traditionally, Soviet Jews have held education in high esteem, and they felt it had to 

be compromised in Israel. There are significant differences between the Soviet and Israeli 

educational systems that were understood by the immigrants as a disadvantage, while the 

quality of education in the former Soviet Union was thought to be of higher standards. 

The results are similar to a study that examined Russian parents' expectations for their 

children's future. When asked to meet the criteria of a successful future, the parents put 

education first (Titarenko, 1987). 

When discussing the parents' criticism towards the public schools it is noteworthy to 

mention that the current study was conducted in Beer-Sheva, a relatively poor city 

compared to all other big cities in Israel. The children in the sample attended schools in 

the city, and due to lower economic conditions their families could not afTord to live in 

the affluent suburbs. Therefore, the schools they attend may not be of the highest 

standards, even when compared to other schools in the south of the country. 

Nevertheless, previous studies have shown that immigrants from other parts of Israel hold 

similar views. 

The parents in this study criticized mainly the academic level in math and the 

sciences. Some voiced their opinions in the open-ended questions. In their own words: 

"the elementary school years are a waste of time. The students are not challenged, very 

little effort is required, and the sciences are neglected until high school." 
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It is interesting to note that a few parents in the sample arrived to the country during 

the years 2000 and 2001. In spite of their short time in Israel and minimal experience 

with the educational system, they expressed dissatisfaction with the Israeli schools. For 

example, one of the mothers who lived in Israel less than five months at the time of the 

study criticized the low academic standards of the elementary school. Possibly she based 

her opinion on the stigma and views prevalent in the Russian community, and not on her 

own personal experience. A decade has passed since the beginning of the Russian 

immigration of the 1990s to the time that this study was conducted, during summer 2001. 

Opinions and attitudes of the Russian parents towards the Israeli educational system have 

consolidated during this time period and expectations have been shaped by the reality in 

Israel. Newcomers may have heard the prevalent perceptions of the Israeli schools while 

still living in Russia, or they may have met fnends and relatives who have lived in the 

country a number of years and may have been influenced by their views. 

The first section of the Parent questionnaire focuses on the Impulse school. A large 

percent (63.5%) stated that one of the reasons for sending their children to the Impulse 

school was to "learn about one of the greatest cultures of the world". The curriculum at 

the Impulse school reflects their commitment to the Russian culture and language. It 

seems that the emphasis on math and English is to further the children's education and to 

improve their future They see it as a supplement for strengthening the education by 

teaching more extensively subjects that are also taught at regular Israeli schools. The 

focus on the Russian heritage is the connection to the past and the need to preserv e it. 
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Some have expressed the belief that by exposing the children to the Russian language and 

culture, the children will become better people. 

This group of parents seems to rely on the Russian curriculum at Impulse to 

supplement the weakness of cultural values and academic standards of the public school. 

A few expressed their opinions in the open-ended questions: "at the Impulse school they 

teach our children how to behave, good manners and higher level of education. That's 

what we are used to." Another parent wrote: "the academic level is low in the public 

school so at the Impulse school my child gets the education that he needs. It will help 

prepare him for the future." 

A number of items were not concerned with preserving Russian for the younger 

generation, but had to do with the parents' identity as Russian immigrants. Those 

questions were centered on their attitudes towards using Russian names in Israel. The 

results relate to this unique phenomenon in the immigration history of Israel. A large 

number of parents agreed with the statement "One has to be proud of the fact that many 

Russian immigrants call their children by Russian names in Israel" (55.8% agreed, and 

16.3 % strongly agreed). It was not surprising that the majority of parents expressed their 

pride in Russian names. Most of the parents in the sample have children with Russian 

names. It was unexpected that regardless of their identity, more that half of the parents 

thinks that this is a temporary phenomenon, and that the next generation will chose 

Hebrew names. Fifty parents (48.1%) agreed and eleven (10.6%) strongly agreed to the 

statement that Russian names are only temporary. 
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In addition to the academic disapproval, the parents expressed dissatisfaction with 

the level of discipline at the public schools. 64.4% parents agreed and 15.4% strongly 

agreed to the statement" Israeli schools have insufficient discipline". In the open-ended 

question they were asked to express their opinion of the educational system in general. It 

is notable that several parents remarked that their criticism is directed towards the 

elementary-school education. They argue that the young children are not challenged 

academically. A few claimed that there is no respect, and that the teachers are not 

perceived as authority figures. Some familianty with the educational system and values 

that existed in the former Soviet Union could have helped Israeli educators comprehend 

the dissonance that the immigrant parents experience. 

The findings from the present study can be matched up to the Roer-Strier and 

Rosenthal (2001) study. Mothers of preschoolers were dissatisfied with the lack of 

structure and the high level of chaos in their children's daycare. The expectations of the 

mothers did not correspond to the Israeli reality. The values of discipline, structure, and 

organization were central to Russian education, but are not adaptive in the Israeli schools. 

The Russian mothers in the Roer-Streir & Rosenthal study chose the adjective 

"organized" as the second most important characteristic for their child, compared to 0% 

in the Israeli sample. The parents in the current study were not presented with an 

adjective list to choose from, but they spontaneously expressed their views in open-ended 

questions. Many expressed the importance of effort and being organized as important 

virtues that would help their child. 
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Unfortunately, many Russian parents experience frustration and cultural conflict. It 

would be of assistance to develop a system of connections between teachers and parents 

that might help with the adjustment to the Israeli school system, and enhance the smooth 

transition between the home and school. Another point for comparison between the 

present study and the results of Roer-Strier & Rosenthal (2001) considers the 

"developmental theory" held by the parents. Tlie earlier study demonstrates how the 

Russian mothers expect young children to develop cognitively at a quicker rate compared 

to the Israelis, they do not regard the issue of maturity or readiness for learning as a 

reason to delay direct teaching. Similarly, parents in this study expressed criticism of the 

elementary education in Israel. 

The single item that did not portray disapproval related to social acceptance of 

Russian children by their Israeli peers. Seventy-eight parents (75%) agreed or strongly 

agreed with the statement: "Generally Russian kids are well accepted by other Israeli 

children." It is possible that the critique of the public school system comes as part of the 

general view held by most individuals in the Russian community, while the question 

about social acceptance is based largely on personal experience. Another likely 

explanation is that academic success is of foremost importance, while social interaction is 

of secondary significance. When the parents were asked to report the reasons for sending 

their child to Impulse school, only twenty-four parents (23.1%) chose social interactions 

while the majority emphasized the academic reasons. The disappointment with the public 

school system is focused on academic issues and not on social ones. 
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The parents' reports reveal that they value hard work and effort, whereas laziness 

and wasting free time are perceived in a negative way. The parents were educated in the 

Soviet educational system that valued effort and believed in a strategy of intensification, 

that meant more hours in school, more homework, more tests, etc. The last two items on 

the Parent questionnaire focused on the parents' attitudes towards effort. One question 

asked the parents to what degree they were satisfied with the effort their child is putting 

into his or her schoolwork. The second question related to their values. They were asked 

to signify what is more important for success, effort or talent. Sixty-five parents (62.5°^o) 

specified that effort is more important, but twenty-four percent wrote "both" as their 

answer. The results illustrate the frustration that many must be experiencing. On the one 

hand, they value and believe in effort as a requirement for success; but on the other hand, 

their child is not putting enough effort into schoolwork. It is unclear if the parents blame 

the school, their child or both, for the lack of effort. 

These findings can be associated to attribution theory that focuses on the role of 

effort in achievement, h is believed that student effort is modifiable through the actions 

and influence of teachers and parents. If success depends on effort, the parents should be 

optimistic about the future. Nevertheless, when the parents were asked about the future of 

their child, they generally did not express certainty in successful prospects. One of the 

questions inquired about the future; "Are you certain your child will be what you want 

him/her to be?" Only 37.5% of the parents answered "yes", 38.5% responded "no", while 

the rest of the subjects gave an answer that was not offered, such as "I hope" or "I don't 
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know." Part of the uncertainty can be explained by their lack of satisfaction with the 

Israeli schools or with the Israeli society in general. 

A distinction between the Israeli and Soviet educational systems relates to the 

concept of time and free time. An earlier study (Sharlin and Elshanskaya, 1999) quotes 

parents as complaining that the children do not want to read, they spend too much time 

on computer games, and do not have suitable extracurricular activities. A number of 

parents in this sample indicated that one of the reasons for sending their children to the 

Impulse school was a result of too much free time after school, boredom, and the need to 

make "good use of time" The Russian parents were educated in a system that 

extracurricular activities such as dancing, music, art and chess were part of the daily 

routine of the student after school. In the USSR, the official youth groups sponsored a 

network of such activities, and children had no free time in the afternoon. This comes as a 

contrast to the idea of free time in the West and in Israel. Leisure time is often 

unstructured, and parents view it as an opportunity for the child to be creative and to play. 

Similarly, the immigrant Asian culture in the United States stresses high achievement 

motivation and upward mobility through hard work (Covington, 1984, 1992). The 

Russian students and the Asian immigrants in the United States have a similar perception 

of free time. After school and on weekends the "free" time is filled with various 

extracurricular activities. 

It can be assumed that parents, regardless of their culture or heritage, want their 

children to develop cognitively, receive good education, and achieve a high 

socioeconomic status when they become adults. The dissimilarities between cultural 
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groups are reflected in the developmental expectations for their children, in the 

expectations from the educational system, and in the variety of ways to achieve these 

goals. When attempting to understand this group of parents it is essential to remember 

that regardless of individual differences they were all socialized in the Soviet Union and 

as a result may likely have similar developmental-educational views. 

This research has examined the unique experience of parents who have been first 

raised and socialized in a Communist country and then absorbed into a Western society. 

Many of the responses reflect the effect of Soviet socialization. All the parents who 

participated in the study have been raised in the Soviet school system. Their children 

were either bom in Israel or came to the country at a very young age. The characteristics 

of the Soviet educational system have shaped the parents and currently they obser\'e their 

children being educated in the Israeli educational system that is unlike what they were 

used to. The parents learned values, expectations, and norms, which they brought with 

them to the new environment. As they watch their children become part of the Israeli 

school system, they realize the significant differences that exist between their children's 

educational experience and their own. 

Some of the relevant questions regarding this population will be answered only in the 

future. For example, what will the future bring to the organizations and educational 

institutions in the Russian community at the local and national level? Will the 

characteristics of the Russian community today be relevant to the young generation of 

immigrants who will be raised and educated in Israel, or for the second generation thai 
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was born in Israel? How will the commitment towards the Russian culture change with 

time, and how will the contact with the Israeli culture and society change attitudes with 

time? 

The Student Group—Results from the Student Questionnaire 

Overall, the students' response pattern was uniform with minimal variability on the 

Student questionnaire. Specifically, a number of items demonstrate this homogenous 

response pattern. For example, the majority of students evaluated their schoohvork as 

either "good" or "very good". Ninety-five students (96%) responded that they would get 

"mostly A's" if they put effort into their work. The parents' responses demonstrated that 

the majority believes that effort is more important for success than talent. Clearly the 

value of effort is an important element in the students' upbringing. Based on 

Convington's (1992) Self-Worth theory it appears unlikely that any group of students 

would respond differently. By admitting that regardless of putting effort into schoolwork 

one would get low grades, an individual would be risking his or her self-esteem. 

Additional items demonstrate the uniform response pattern. The students were asked: 

"do your parents think you could finish college?" 94.9% of the students answered "yes". 

Another question that inquired about future anticipation was: "you need more than four 

years of college to be a teacher, engineer or doctor. Do your parents think you could do 

that?" 85.9% of the students answered "yes". 
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The opening items on the questionnaire centered on the students' perceptions of the 

Impulse school, and their reasons for attending it. Parents and students pointed toward 

varied aspects as important in the Impulse education. For the majority of parents (71.2%) 

it was crucial to preserve the Russian language and culture in addition to the academic 

strengthening. In comparison, the students mentioned the academic benefits of going to 

Impulse school, but the Russian language and culture and the social interaction were 

secondary in importance. Only 35.4% of the students emphasized the value of 

maintaining the Russian language. This can be understood by the reality that this group of 

students is the first of their families to be socialized into the receiving society's culture. 

As students they are exposed to the new Israeli culture through the public school system. 

The children in this sample, unlike their parents, do not have to experience the process of 

desocialization from old norms and values. The bulk of children in the sample have been 

socialized and educated in Israel, only a third of the students lived in Israel less than three 

years. They are exposed to peer pressure in the public school to become Israelis and to 

speak Hebrew. The fact that the majority of children immigrated to Israel at a young age, 

or was bom in Israel, explains their lesser emphasis on the Russian language and culture. 

The students responded to a statement that related to the Impulse school; "Going to 

the Impulse school is very pleasurable." 82.8% of the students chose the categories 

"agree" or "strongly agree". They may be influenced by social desirability, but it is also 

possible that the students actually enjoy being with Russian friends, and they perceive the 

academic advancement as a positive way to spend their afternoons. 



174 

The students were asked to indicate what other activities they have after-school (in 

addition to the Impulse school). The data demonstrates that the majority of students do 

not have additional after-school activities. A third of the students (29.3%) specified 

"Sports" as one of the extra-curricular activities. It is likely that the students did not refer 

to organized sports, which are less common in Israel, but meant passing the time by 

playing soccer with friends in the neighborhood. The Impulse curriculum offers music 

lessons, English and computer classes. That may be the reason that parents do not sign 

their children for additional after-school classes. Furthermore, the Russian parents pay 

tuition for attending Impulse, and that can explain the small numbers in additional extra

curricular activities. 

The next section in the Student questionnaire focused on the students' perceptions of 

their scholastic adjustment. The responses to the items asking to reflect on academic self-

perception clearly demonstrate that most students present themselves as having high 

academic self-esteem. It is possible that some of the responses to these items reflect 

social desirability. The students may need to present a positive image, rather than a 

genuine sense of academic security. In addition, the majority of students have high 

academic e.xpectations for the future; 73% claimed that they would like to finish college, 

and 64.6% indicated that they think they will actually finish college. 

The present study focused on one group of students that demonstrated high 

academic expectations. In a different study, conducted by Horowitz, Mirsky, and Barasch 

(1995b), the student population was divided into three groups: Israelis, Israelis of Russian 

origin, and new immigrants. The immigrants were also asked to provide self-evaluation 
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as students, and to assess their school performance. The results from the previous studies 

were different from the responses in the present study. In the Horowitz et al. (1995b) 

study 61% of the immigrants claimed that in the Soviet Union they had been good 

students (compared to 12% who claimed that they were good students in Israel), and 40% 

reported that they had difficulties in their studies. On the other hand, in the present study 

most of the students evaluated their schoolwork positively. Nearly all students appraised 

their schoolwork as either "good" (33.3%) or "very good" (54.5%). 

The difference in results between this study and previous research regarding 

academic self-evaluations may relate to the questions presented. In the earlier research 

the students compared between Israel and the Soviet Union, and many reported about 

difficulties in their studies and in adopting the school norms. In another study (Cohen. 

1993), 70% reported a problem with the Hebrew language. It looks as if the students were 

not blaming themselves, but rather their schools and their situation as new immigrants. 

On the other hand, the students in the present study had to make an academic self-

appraisal regardless of the school system ("Forget how your teacher marks your 

work..."), and apart from their status as immigrants. The Student questionnaire did not 

present questions about specific situations, such as school norms and knowledge of 

Hebrew; rather the self-evaluations were general: "How your see yourself as a student, 

and how you feel about studying." Students were not asked to compare school 

performance to the situation in Russia, and they could not blame the teachers or the 

school for a low academic self-evaluation. Therefore, we can understand why the results 

from this study are different from the students' reports in previous studies. 
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Additional five items focused on the parents, and inquired about the children's 

perceptions of their parents' expectations. The majority of students expressed a strong 

belief m their parents'. Ninety-four students (94.9%) answered positively to the question, 

"do your parents think you could finish college?" They expressed confidence when 

answering the question: "you need more than four years of college to be a teacher, 

engineer, or doctor. Do your parents think you could do that*^" Eighty-five students 

(85.9%) responded positively. Furthermore, when the students were asked: "how good of 

a student do your parents expect you to be in school?" Most students considered their 

parents to have the highest expectations- 77% answered "one of the best." 

The results of this study validate previous findings concerning the high value of 

academic education for the Russian parents (Roer-Strier and Rosenthal, 2001 ; 

Rotenberg, 1995; Horowitz, 1981; Rosen, 1982). For example, the academic education is 

important to numerous parents (64.4% of the parents thought their child will finish the 

university), and 73.7% of the children said they would like to finish the university. 

Numerous studies have compared Israeli parents to immigrant parents. In the present 

study the comparison was between generations. The results cannot confirm cross-cultural 

differences, but we can discuss the children's level of identification with the perceived 

values of their parents. 

Meaning of Success and Failure 

The meaning of success and failure was measured with the items that had an 

unstructured response mode. The fill-in sentences and the definitions have the advantage 
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of not biasing the respondent's judgment as much as the other types of questions, and 

giving the response flexibility that does not exist otherwise. In spite of the freedom to 

respond in any possible way to the open-ended items, the answers are influenced by 

social-desirability when compared to other projective material. The data collected via the 

open-ended items on the questionnaires and the TAT data are substantially different. The 

TAT exposes underlying drives which the individual is unwilling to admit, or cannot 

acknowledge because he is unconscious of them. When responding to a fill-m item 

askmg, "what is success", the child often repeats the values he or she hears at home, or 

the response may be shaped according to social desirability. 

The results demonstrate the similarity between the responses of parents and students 

in the definitions of success. The children repeat the values that shape the definitions of 

success and failure. Those values reflect their upbringing and socialization. The value 

system is not linked to a personal domain, and may be less biased and shaped by self-

esteem considerations. The students were also asked to make self-evaluation, and report 

their academic expectations. Those self-evaluations are often distorted by "wishful 

thinking", and by a need to protect the ego. Therefore, it is easier to understand the lack 

of correlation between parents and students in their reports about academic expectations 

and perceptions, while the definitions of success and failure are similar in both groups. 

The most frequent parent and student responses to the question "what is success?" 

were related to the achievement domain—work-good job, effort/persistence, while the 

majority of parent and student reactions to the question "what is failure?" were—poverty, 

laziness, and unemployment. For both parents and children success is understood as a 
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competition for personal gain. Many students described achievement in terms of good 

grades and education, and numerous parents described achievement as being successful 

in work or "having a good job" The results agree with another study (Horowitz, 1995) 

where professional aspirations were found to be an important priority in the value system 

of the immigrants. The data from this study is similar to previous research (Cohen, 1993. 

Horowitz, 1995), and reflects an individualistic (career) direction, as contrasting to a 

collectivist direction, to the community. 

Maehr and Nicholls (1980) argue that success and failure are not concrete events. 

They are psychological states resulting from reaching or not reaching goals. In our case, 

goal attainment of having good grades, good education, or a good work place, implies 

something desirable about the individuals (such as being capable). The data demonstrates 

that both groups favor achievement goals that are associated with ideas of success among 

the middle-class. 

The pattern of parents' and students' responses for defming/az/wre is different 

from the definitions of success. Many parents define success in terms of achievement and 

affiliation, while failure is often perceived in terms of lack of power, weakness, and in 

general a "bad life"—there is no "well-being". Students most often related to feelings of 

shame and sadness as a result of failure, while in success there was no mention of 

emotions, only of achievements. 

.\n interesting finding is the students' use of emotions for both definitions. The 

majority of students defined success in achievement terms (forty responses), and only one 

student mentioned happiness as a component of success. In contrast, when defining 
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failure thirty-three student responses were coded in achievement terms (ten poverty, nine 

bad grades, and eight unemployment), but twenty-four responses were related to negative 

emotions—compared to one positive emotion in success. Students most often related to 

feelings of shame and sadness as a result of failure, while in success there was no 

reference of positive emotions, only of achievements. 

Both parents and students did not define success in terms of happiness. Emotional 

success may be important, but happiness was not described as one of the components of 

success. 

A significant difference was found between students and parents in success 

definitions. Students were more likely than parents to relate to "friends" and 

"love/intimacy" when defining success. This finding may relate to the developmental 

stage of the students. The issues of popularity and relationship with peers are central at 

this age, regardless of their status as children of Russian immigrants. Their parents are 

struggling for survival in a new society. The parents' concerns are less social, but more 

practical and focused on achievement. It is encouraging to observe that there is still 

innocence and normative childhood issues for some of these students. In this case, 

the data demonstrates the influence of age, and not necessarily of cultural values. 

Cross-cultural theory claims that success and failure will be viewed differently in 

different cultures, but additional factors may influence the meaning of success and 

failure, such as stages in the life cycle as well as membership in a cultural group (Maehr 

and Kleiber, 1980). The parents in the study have young children, they are new to the 

country, and it is not surprising that the majority chose "good work" in their definitions 
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of success. The occupational status is the center of their new life: many are unemployed 

or have to compromise and work in jobs that required less training. It is possible that the 

older generation of Russian grandparents would perceive success in affiliation terms 

because of the difference in age or life-cycle stage. 

The parents' and students' achievement goals relate to competitive values for 

improved social status and financial security. They do not perceive achievement as an 

interpersonal experience and cooperation for helping the family, but as an individualistic 

striving. Cross-cultural research has shown that terms like competition, hard work and 

effort were most closely related to ideas of success among white Americans (Fyans, 

Maehr, Salili, and Desai. 1983). When compared to responses of a group of black 

Americans, the data shows that the African Americans have not identified with the 

dominant Protestant work ethic of hard work. For this ethnic group, the most dominant 

associations with feelings of success were family, cooperation, and tradition. Similarly, 

the research conducted by Suarez-Orozco (1989) focusing on new immigrants from 

Central America to the United States has shown that these immigrant students valued 

effort and academic accomplishments, but for the purpose of helping their family. In 

comparison, the Russian students focused on individualistic goals, such as achieving 

"good work", "money" and "good grades". They did not express commitment to their 

family, and there was no sense that achieving success has any other purpose other than 

helping themselves. 

Based on definitions of success and failure we can assume that failure is percei\ ed by 

most parents as a result of personal responsibility. Despite the criticism and 
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dissatisfaction with the Israeli educational system the parents view academic failure as 

the personal responsibility of their child. On the open-ended items in the Parent 

questionnaire some parents wrote; "if a child is lazy and does not want to study, no 

teacher will help"; or, "it all depends on the values the child gets at home". Some of the 

open-ended definitions of success and failure reveal the parents' views of personal 

responsibility. For example, one parent wrote; "you succeed in life if you work hard, but 

if you are lazy you fail. You sit around and do nothing." 

Attribution theory offers an explanation to the parents' perceived causes of 

achievement performance (Weiner, 1985). According to the theory, effort is understood 

in terms of "locus of causality". The causes of failure can be either internal (within the 

person) or external (outside the person). Effort is an inherent characteristic of the child 

and is controllable. Therefore a child who fails in school is to blame. The parents 

emphasize effort, personal responsibility for failure, and the importance of academic 

success. It is not surprising that in the TAT stories the children frequently express fear of 

failure, test anxiety, fear that the teacher will find that they cheated or did not study, fear 

punishment, and in some cases intense stage fright and humiliation. 

We can suggest conclusions about this population's values or attitudes towards 

effort, but we cannot arrive at conclusions about their behavior and the actual amount of 

effort they display at work or in school. It is possible that the students do not make an 

effort in school because they lack the motivation to succeed in a certain class, or they 

lack the talent or academic skills to do so. In such a case, their actual behavior in class 

would not reveal their values or motives. Therefore, researchers cannot rely on overt 
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behavior, but need multiple measures, direct and indirect, to obtain a comprehensive 

understanding of student behavior. 

The TAT Responses of the Russian Students 

The present study has been designed to investigate the contents of TAT stories 

of Russian students living in Beer-Sheva, Israel. All TAT stories were analyzed in 

accordance with the categories suggested by McClelland (1987) and modified somewhat 

by the investigator. The process involves analyzing the stories according to a motive-

coding system. This requires categorizing the needs and pressures of the heroes of the 

stories. The assumption is that the storyteller has identified with the hero: the hero's 

needs are the same as the child's needs; the pressures that are imposed on the hero are the 

same as the pressures that affect the child who tells the story. What is being measured is 

how often thoughts spontaneously turn to achievement, power, or to affiliation goal 

states. The students in the sample do not know what they are supposed to write in stories 

of this kind. Consequently, conscious values and expectations have less effect on what 

they write; therefore the writing is a purer measure of their (unconscious) motive 

dispositions. 

The results show that stories were mostly negative, but positive for endings. There 

were, however, considerable differences from picture to picture. Girls gave more positive 

story endings than boys, and gender differences were found significant for story endings. 

The analysis of the stories demonstrated that this group of students e.xpresses more 

negative emotions than expected. Numerous students tell a story in which the hero is 
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hated, scolded, reprimanded, or is a victim of life's circumstances. They are less 

concerned with aggressive expression, but more with tragedies related to general well 

being, such as losing parents, becoming an orphan, secluded socially, and being poor. 

The perception of the world as threatening can be explained in several ways. On the one 

hand, the negative emotions can be related to their status as new immigrants unaccepted 

in school, or to their parents' struggle in a new country. On the other hand, the stories 

may reflect personal difficulties that result from a difficult home life that are irrelevant to 

their status as children of Russian immigrants. It is important to note that not all students 

tell avoidance stories. Others consider the world to be predominantly friendly and secure. 

The heroes of the approach stories have confidence in their ability to overcome obstacles, 

they feel free to achieve something, to verbalize their hopes and to defend them. 

It is noteworthy to compare picture 1 (the boy daydreaming with the open book) to 

picture 2 (the boy looking at the violin). The two pictures were designed and used in 

previous studies to measure the achievement motive. In the present study the responses to 

the two pictures were quite different and unexpected. Although Picture 1 was designed to 

measure the achievement need, 38.4% of the stories told in response to it were coded as 

affiliation oriented, and 39.4% were coded as achievement oriented. In contrast. Picture 2 

that was also intended to measure the achievement need, aroused almost exclusively 

achievement-oriented stories. Seventy percent of the stories (69.6%) were achievement 

related, while only 10.9% were affiliation related. 

In Picture 2. the boys revealed mostly achievement-avoidance content. Therefore, it is 

not surprismg that for 47.8% of the boys the dominant motive in the stories was intrinsic. 
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Stories that were categorized as achievement-avoidance expressed fear of failure and test 

anxiety, which are intrinsic and originate within the individual. This finding is associated 

with category 

G. Obstacle. Fifty percent of the boys perceived the obstacle that was in many cases fear 

of failure, within the hero and not in the envirorunent. Only 19.6% described the obstacle 

as originating from outside. 

There are two likely explanations for this dissimilarity in the pattern of responses 

to pictures 1 and 2. First, picture 2 was presented exclusively to boys, while picture 1 was 

presented to boys and girls. It is possible that gender has an effect on the motives as 

projected onto the stories. Girls narrate affiliation stories, while boys focus on the 

achievement motive. Second, the difference in the pictiu"es themselves may pro\ ide a 

probable explanation. In picture 1 the boy is not focusing on the book, but he is 

daydreaming while looking at a point in space. In distinction the boy in picture 2 in 

looking directly at the violin and seems to be thinking about something that is related to 

playing the musical instrument. The conclusion from this study is that the stimulus itself, 

i.e., the specific picture, brings out one motive but not another. The results suggest that 

picture 2 is the most suited for measuring the achievement need. 

Both pictures 1 and 2 raised more negative feelings and conflict than positive ones. 

For Picture 1— 46.5% of the stories were avoidance and 32.3% of the stories were 

positive (the rest were approach + avoidance); for Picture 2—45.7% were avoidance and 

only 21.7% of the stories were positive in content. Although the majority of stories told 

for Picture 2 w ere achievemeni-avoidance, they are less intense and severe in content 
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when compared to the stories of Picture 1. It is significant to evaluate Pictures 1 and 2 in 

regards to category' J-- Clinical coder judgment. On Picture I. showing the boy 

daydreaming, almost a third of the stories (32.3%) were coded as being of notable 

intensity. In comparison to Picture 2, showing the boy and the violin, only 15.2% were 

judged and coded as being of notable intensity. A possible explanation for this finding is 

that Picture 1 elicited many affiliation-avoidance stories. Those stories often told of tragic 

events in families, isolation and feelings of lonely existence in the world and thus were 

judged by the resecircher as being of notable intensity. The achievement-avoidance stories 

concerning the boy with the violin often revealed fear of failure, but were not percei\ ed 

by the researcher as being acute in reflecting feelings of helplessness. In addition. Picture 

1 has special significance being the first to be presented to both genders. The responses to 

Picture 1 revealed conflicts and lots of negative feelings, not only associated with 

achievement issues. Both Picture 2, (presented to the boys), and Picture 3, (presented to 

the girls), did not evoke many intense stories. Most of the intense stories were told in 

response to Picture 1. The coding of the stories allows us to become familiar with this 

group of students and to understand them in a more meaningful way. 

Picture 3 was presented to the girls, and shows a country scene with a young girl 

holding books in her hand. This pictiu^e also aroused more affiliation stories (50.9%) 

compared to only 28.3% achievement stories. The majority of stories revealed negative 

feelings related to affiliation. Twenty girls (37.7%) revealed avoidance sentiments, and 

an additional ten girls (18.9%) had mixed sentiments of approach avoidance. Both 

Pictures 1 and 3 were used in previous research for measuring the achie\ ement motive. 
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but aroused the affiliation motive in this study. In both pictures the main character does 

not focus his or her attention on the books; in contrast to Picture 2 that shows a boy who 

is focusing solely on the "achievement object"- the violin. It is possible that the reason 

that Picture 3 aroused so many affiliation stories was not related to gender but to the 

picture itself The picture illustrates in the background a man working in the fields and an 

older woman that is looking on. It is not surprising that many students focused on the 

interactions and relationships between two or three of the characters and on their "life 

stories" and less on achievement issues. In Picture 2 the boy is the sole character and 

therefore achievement issues, such as fear of failure appeared frequently. Finally, the last 

picture, of the bunny in the dark room, aroused only affiliation and power motives. 

One of the conclusions from coding the stories is that the picture often detennines 

the motive. The significant and diagnostic elements for the researcher or the psychologist 

are the positive or negative emotions, the intensity of the story, the origin of the motive 

and other elements of the story that help understand the individual. The results show that 

a significant number of students wrote stories that where all negative in content. Twenty-

two students' (22%) three stories were coded as negative-avoidance. The disposition of 

the child comes through in any story, regardless of the specific motive. 

The content of the stories may expose the issues the children have to cope with as a 

result of various factors. The social issues, such as the need for friends, intimacy, peer 

pressures, etc., are universal and developmental. It is probable that similar affiliation 

stories would appear with other students of the same age group in other parts of the 

world. In addition to the developmental stage, these children have issues of being raised 
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by parents who are immigrants in a new country. The students grow up in a cenain 

cultural milieu and consequently are subject to certain cultural pressures. A different 

group of children from a different cultural background may create a larger percent of 

positive-approach stories about similar themes. The Russian students expressed a 

relatively high percent of negative-affiliation and negative-achievement stories. 

When trying to understand the diversity of responses from the children's TAT stories 

and the questionnaires, we should refer to McClelland's explanation of values and 

motives. It has been understood that many factors, not only aroused moti\'es. shape 

behavior. When most of the students in the study claimed in the questionnaires that they 

wanted to do well in school, we cannot assume that it is because they have a strong need 

or motive for academic achievement. In fact, the TAT stories of the students have shown 

that they may want to do well in school because they are motivated by a variety of goals 

unrelated to pure academic achievement. The stories have demonstrated that numerous 

students want to do well in school because of the need for social approval from parents or 

peers. Various stories tell of the need to achieve, or do well in school, because of the 

power motive. The need to be considered an important person is a repeated theme in the 

TAT. 

Another point for discussion, that is relevant to the scoring categories used for the 

T.^T stories, relates to the relationship between Fear of Failure. Fear of Rejection, and 

the Approval Motive. VMiile analyzing the stories, it w'as realized that children often 

express a concern about criticism for failing, or not achieving, but actually are worried 
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about the lack of approval by their parents and peers. The result is an overlap and a 

connection between the two avoidance motives, fear of failure and avoidance affiliation. 

It is difficult to separate the two motives, because a person may feel simultaneously a fear 

of failure and a fear of disapproval or rejection. It is possible that the fear of failure and 

fear of rejection originate both from a need for social approval. 

Examination of the answers to the questionnaires indicates that both parents and 

children are aware of desired "appropriate" responses. We can conclude that they are 

reporting what is expected to be and likely is important to them. The motives were 

assessed and measured by coding the operant thoughts of the TAT stories. The students 

did not know what feature of their thinking is of interest to the researcher. It can be 

understood that they did not consciously shape their stories to influence the content. In 

addition, it is significant to keep in mind that the subjects who wrote the stories were 

children and not adults. Adults may have some idea about the purpose of the TAT, and 

therefore they may have been more conscious, more in control, and with stronger 

defenses than children when using their imagination. It can be assumed that children's 

stories reveal their inner thoughts and concerns in a more pure and uninhibited fashion 

when compared to adults. 

A Comparison Between Data Collected from the Students' Questionnaires 

and the TAT Stories 

Evidence fi'om the study supports the assertion that there are major differences in the 

fantasy productions of the TAT stories and the conscious information reported on the two 
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questionnaires. The theoretical explanation for the results is based on a Freudian 

assumption. Namely, certain motives are rejected as bad but continue to function out of 

consciousness, and show up only in dreams, fantasies and stories that are not influenced 

by censorship as are conscious thoughts. The results from the present study confirm 

McClelland's view that the analysis of fantasy provides the most convincing evidence for 

the existence of motives. 

The results derived from this study support McClelland's view that the 

relationship between the two types of measures, the conscious and the unconscious, is 

quite low. The two measurement tools, the questionnaires and stories, are essentially 

different, and as a result they elicit different responses. The data is typical of other studies 

using questionnaires to measure n achievement (Schmalt, 1976). A conscious evaluative 

element is powerful and has an influence in picking choices among alternatives on a 

multiple-choice questionnaire. This cognitive element is not apparent when the subject is 

asked to generate spontaneous responses to a picture or a sentence stem. The conscious 

response to the questionnaire stands for values— the degree that the individual values 

achievement, rather than motives- the degree that a person gets satisfaction from 

thinking about achieving or doing things better. 

The data demonstrates that most parents have extrinsic motivation. Parents" 

responses concerning the Israeli educational system express the view- that the primar>' 

function of the school is to promote status, prestige, and economic security. The second 

open-ended item on the Parent questionnaire was: "When my child grows up, I want 

him/her to be ." Many parents related to a specific prestigious profession, or 
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to the idea that their child will have an honorable profession and financial security. Only 

a few expressed the opinion that their child will have the freedom to set his or her 

personal objectives. Encouraging intrinsic goals means allowing students considerable 

freedom (Covington, 1992). The idea of permitting the child freedom was not a part of 

the parents' upbringing in the Soviet Union. 

Based on the data we can conclude that the majority of parents and students have 

extrinsic motivation. The stories confirmed that the search of goals depends mostly on 

external reinforcements. In the majority of the stories the rewards are external, either as 

positive reinforcement (money, fame, parents' approval), or as negative reinforcement 

(avoiding punishment, negative feelings of shame, or humiliation). The rewards are 

extrinsic because they are essentially unrelated to the act of learning. In comparison, 

intrinsic motivation can be characterized as the longing to self-actualize. Learning and 

achievements can be valued and desired for what they can do to help the person become 

more effective, satisfy curiosity, or for the pure enjoyment of learning. 

The Russian students expressed achievement motivation in a substantial 

proportion of stories. The two pictures that evoked the largest percentage of stories that 

expressed achievement needs were: Picture l(the boy with the open book)— 38.4% of the 

stories, and Picture 2 (the boy with the violin)— 69.6% of the stories. Achievement 

motivation for the immigrant students from Central America was described as being 

"neither individualistic nor for the sole purpose of independence or self-advancement. 

Rather, achievements are embedded in a pattern of cooperation and mutual nurturance" 

(Suarez-Orozco, 1987, page, 297). The Central American students understood 
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achievement motivation as a way to help their families. The case of the Central 

Americans has shown that achievement motivation is not identical for ail groups of 

students. A different pattern of achievement motivation in students was discovered when 

compared to McClelland's theory (1953) whose assumptions were based on the more 

individualistic Anglo-Americans. 

The individualistic achievement motivation expressed via the TAT stories is well 

connected with McClelland's theory. Students expressed a wish "to become famous, rich 

and well-known all over the world". Their perceptions of success and failure were geared 

towards self-improvement. In the open-ended definitions of success and failure many 

responded: "Get a good job, become rich, or become educated". 

A study of achievement motivation should deal with the why of behavior. For 

example, why do some students choose to study hard for a test, while others give up 

before taking the test? The answer is that different individuals have different reasons to 

achieve. In the classroom we see some students who learn only to earn their parents' 

approval, while others attempt to acquire new skills for the sake of accomplishment. The 

Students' questionnaires do not provide us with the reasons as to why the student wants 

to achieve academically. From the questionnaires we learn about the students' academic 

expectations, values and perceptions of their parents' academic expectations. In contrast, 

the TAT stories expose the reasons for achieving. Some of the stories tell of children who 

experience fear of failure and the criticism and shame that come with failure. Other 

heroes in the stories want to succeed in order to satisfy affiliation needs such as approval 

from parents and peers, while others tell of success that brings fame and power. Only 
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through the projective measure can we learn of the reasons for trying to get "all A's". as 

was the response to one of the items on the questionnaire. 

The majority of Russian parents believe in greater effort through more schoolwork, 

and they add extra hours to their children's education by sending them to Impulse in the 

afternoon. As Covington strongly argues this intensification policy implies the need to 

raise academic standards, but this solution by itself is incomplete and maybe even 

harmful. Increased pressure is likely to encourage irrational risk-taking and even cheating 

as a result of a fear of failure and unhealthy competition. The TAT stories support 

Covington's argument by exposing the negative feelings associated with the fear of 

failure. As a result the students in the stories cheat, express frustration and low academic 

self-esteem. The stories confirm the objection to intensify the pressure without regarding 

the emotional consequences. 

The students get the message from their parents that they should value achievement 

through effort. Some of the stories expose the negative feelings of guilt and shame if they 

do not act in accordance with this work ethic. We can better understand the emotions in 

light of the self-worth theory of achievement motivation (Covington, 1992). According to 

this theory it is ability that defines self-worth more than effort. The self-worth theory is 

based on the assumption that it is a common human need to protect one's sense of 

competency, and making an effort is risky because a combination of trying hard and 

eventual failure is evidence for low ability. Brown and Weiner (1984) concluded that in 

the occasion of failure students prefer low-effort explanations to low-ability explanations. 

The data collected from the present study suggests that this group of students \ alue effort 
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and perceive it as an essential factor for success in life. When students and parents were 

asked to define success and failure, both groups emphasized effort. Based on the self-

worth theory it can be assumed that the students who associated success w ith effort may 

try to keep a high ability status. As a result they do their utmost to disguise the role of 

effort in their success. We can presume that for many students in the sample effort 

becomes a "double-edged sword" (Covington, 1992), valued by students because their 

parents reward and value it, but also feared because it may harm their self-worth. The 

TAT stories have revealed that a high number of students fear failure, while the student 

questionnaires have shown that the majority of the students value the work ethic of effort. 

The self-worth theory could provide an explanation for the academic performance and 

behavior of many of these students. In the case where students make minimal effort to 

study and succeed, the theoretical explanation can help clarify their behavior. They may 

be trying to protect their academic self-esteem that does not necessarily come from 

complying with a work ethic that it valued by their parents. 

The majority of students expressed a high level of achievement aspirations when 

answering the relevant items on the questionnaire. Those questions relate to the way they 

see themselves as students, and how they feel about studying. A high percentage of the 

students (73.7%) indicated that they would like to finish college, that they think this goal 

will really happen (64.6%), that they could do well in school if they work hard (19.2% 

agreed and 77.8% strongly agreed, only 3% disagreed!), and that their grades could be 

mostly A's if they genuinely tried (96%). Without the stories, and based only on the 

questionnaires, one can conclude that all the students are highly moti\ ated to achieve 
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academically. The questionnaires can lead us to believe that the students are confident 

and motivated academically and have no doubts about their ability to achieve. The TAT 

stories present a different picture. A bulk of stories did not focus on achievement 

motivation, despite the fact that the pictures were supposed to arouse achievement 

themes. Many stories described characters focused on affiliation issues, such as 

belonging, love, loneliness, friendships, the well-being of family members, etc.; and also 

on avoidance-power themes that are related to feelings of low-self esteem, 

ineffectiveness, or the need to become famous. 

The questionnaires create an impression that the majority of students enjoy a high 

sense of academic self-confidence. Nearly all the students answer positively to the 

question; "What kind of grades do you think you really can get if you try?" The entire 

sample (96%) answer, "Mostly A's". In comparison to the questionnaires, the 1 AT 

stories dealing with achievement themes are often labeled as "avoidance" stories, 

meaning that negative feelings, and fear of failure are linked to achievement stories. The 

questionnaires show that students value good grades and academic success, but the 

stories they tell express a fear of failure and an intrinsic sense of inadequacy. 

The present study does not include a comparison group, and therefore we cannot 

identify the fear of failure expressed in the TAT as characteristic of the immigrant 

students, or as a trait of other students of the same age and background. In another study 

(Horowitz, Mirsky and Barasch, 1995a), the level of examination anxiety was 

investigated and found to be higher among new immigrants than among veteran Israelis. 

Furthermore, an additional study (Hendeles. Bar-Tazuri, and Heller, 1995) found that 
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only 9% of the immigrants stated that they were happy at school (compared to 24° b of the 

veteran Israelis); 31% of the immigrants claimed that they were not at all happy at school 

(compared to 18% of the veteran Israelis). These studies mvestigaied the immigrants' 

attitudes to school in a straightforward fashion, based on direct questions. The TAT 

material exposes anxiety and negative feelings related to tests and to studying, but the 

students are not asked about their own school, and they are not aware that the stories 

reflect on their attitudes and feelings towards school and learning. 

.\nother item on the Student questiormaire relates to academic self-confidence and 

comes in contrast to the projective material: "Think of your friends. How would you 

compare your school work to your friends in the public school?" The majority of students 

answered in a positive way; 44.4% of the students answered: "Better than most of them", 

and 21.2% answered; "Better than all of them". The self-confidence that is expressed in 

the questionnaires is belied by the contents of their stories that present a different picture. 

Many students told avoidance-achievement stories that exposed a low academic self-

esteem. 

An additional point for comparison between the direct and indirect measures relates 

to the Parent questiormaire. The children had to answer some questions concerning their 

parents. The majority of students expressed high confidence in their parents. For 

example. 78.8% of the students indicated that their parents believe that they will finish 

the university. An item that asks the students to estimate their parents' opinions about 

their academic achievements shows a picture of strong confidence. To the question. 

"WTiat w ould your parents say about how you do your school work compared to your 
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friends?" 55.6% answered "Better than most of them", and 37.4% replied "Better than 

all of them". The majority of the students (82.8%) think that their parents expect them to 

be "One of the best" students in school. 

After comparing the students' and parents' questionnaires, we can conclude that 

the children's perceptions are not accurate. Many of the parents answered differently than 

their children. The difference was reflected in the questions discussing how they perceive 

their child as a student, and how they feel about his or her studying. Most of the parents 

do not express high confidence in their children. The most remarkable difference was 

reflected in the item that appears on both Parent and Student questionnaires: "How good 

of a student do your parents expect you to be in school? Or "How good of a student do 

you expect your child to be?" \V'hile 77% of the students answered "One of the best". 

only 6% of the parents had a similar answer! The bulk of parents (60.5%) thought that it 

was satisfactory to be the "same as most students", while a small number of students 

(6%) gave a similar answer. The response "same as most" was perceived as unacceptable 

by the students. 

There can be a number of explanations for this discrepancy between parents and 

children. It can be assumed that when the parents respond in a non-competitive fashion, 

saying they expect their child to be the same as others, they do not want to seem overly 

forceful and overly ambitious at the expense of others. The stigma and negative 

impression that was created towards the Russians is related to the aggressi\ e and 

perceived "pushy" characteristics of these new immigrants. It is possible that their 

responses were shaped by social desirability, as they were aware of the criticism. 
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Simultaneously, their children may be receiving messages at home of the importance of 

effort and competitiveness in school. We can speculate that the students' responses 

reflect the messages from home, while the parents are trying to create the "nght" 

impression when responding to the questions. 

The responses on the Student questionnaire create the impression that the children 

have a strong feeling of confidence in their parents. In contrast, many stories reveal a lack 

of emotional confidence for receiving unconditional support fi-om the parents. A large 

number of stories deal with negative feelings relating to the parents, such as death and 

separation from parents, criticism and punishment as a result of academic failure, and 

often a strong desire to please the parents and make them proud. On the other hand, the 

students' questionnaires describe the conscious and socially acceptable responses 

regarding their parents. It is only natural that the children will express high confidence in 

their parents' support and sense of security. It is too fnghtening to do otherwise. It is 

likely that the children are not aware of their own fears and feelings of separation anxiety, 

rejection, and lacking parental support. Furthermore, even if some children were 

conscious of these negative feelings, they most likely would not report them in a direct 

questionnaire of this kind. 

The issues of parental expectations and satisfaction with their child as a student are 

particularly sensitive subjects for open discussion. For many school-age children, the 

parents' disappointment of their academic performance can signify total rejection. This 

can be extremely frightening and the only way to express the fears would be in an 



198 

indirect way via TAT stories, while the answers on the questionnaires are positive and 

optimistic. 

In addition to questions involving the parents, there are a number of items on the 

Student questionnaire that relate to the student's subjective evaluation of himself or 

herself The majority of answers on the Students' questionnaires portray a picture of 

general confidence, a sense of power, and an "I can attitude". The two items that are 

relevant to optimism and sense of control are; "Do you think that when you grow up you 

could be what you chose?" (80.8% of the children answered "Yes"); and "Are you certain 

that it will actually happen, and that you will achieve that goal?" (62.6% answered, 

"Yes"). Conversely, the fantasy material reveals that a large number of children 

e.xperience negative emotions: 42.8% of all stories w ere labeled as "avoidance", 18.9% 

were labeled as "approach+avoidance", and only a third of the stories— 29.6% were 

labeled as "approach". Numerous stories recount of a hero, who feels ineffective and 

unsuccessful in all of life's domains and certainly does not have an elevated sense of 

control. 

.\n additional finding concerns the children's responses to the first item on the 

Student questiormaire. This question is stated as follows; "What are your reason or 

reasons for choosing to go to Impulse School?" Many students selected answers that were 

associated with academic reasons, such as "I want to be stronger in math", or "My 

parents wanted me to go."65.7% of the students indicated that they come to "Impulse" to 

study subjects that are not taught in the Israeli public schools. One of the alternatives was 
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linked to affiliation needs; "I have many friends at this school". Only 16.2% chose this as 

one of the reasons for coming to hmpulse. 

This pattern of responses is significant for understanding the Russians' approach 

towards education and towards the concept of "free time". As previously mentioned, a lot 

of parents pointed towards the importance of "using time wisely", "not wasting free time 

after school", and "the problem of not working hard enough in the Israeli schools". It 

comes as no surprise that their children view their purpose in attending the Impulse after-

school program for academic advancement, and not as enjoyable pastime with friends. 

The TAT material reveals the affiliation motive in many stories, and the children 's 

longmg for friendships. In spite of the affiliation needs, the students do not identify 

socializing as one of the advantages or reasons for attending Impulse. It is clear that the 

children make a distinction between socializing and "serious learning", even when the 

studying takes place in an extra-curricular context. 

To conclude, a developmental perspective would help us better understand the 

students. We need to acknowledge the ongoing normative development of these students, 

in addition to their status as children of new immigrants. The children in the sample are at 

the age that the need to "fit in", and to become popular with peers are of central 

importance. They are exposed to influences outside the family, and characteristics of 

these settings also shape the rate of their acculturation. Therefore it is not surprising that 

they are less concerned with maintaining the Russian language and culture compared to 

their parents (as reflected in the Student and Parent questionnaires); but thinking about 

affiliation issues (as expressed in the TAT stories.) 
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Finally an essential distinction between the two assessment tools was the uniform 

answers the students gave on the questionnaires, versus the diverse and varied TAT 

stories. The children's individuality was manifested through the stories, while the 

questionnaire responses reflected the values and expectations that were taught at home 

and in school. The sample of students was quite homogeneous with similar demographic 

traits. They all had Russian immigrant parents, living in the same city, and belonging to 

the same age group. It is possible that students belonging to a different cultural-ethnic 

group would have responded differently to the Student questionnaire. In the current study 

the individual differences are evident only due to the projective stories. 

It can be concluded that in the TAT fantasies the person produces what he will not 

say otherwise. The questionnaire on the other hand presents the "correct" answer, which 

is often apparent to the person filling the questionnaire. A high correlation exists between 

questionnaires and social-desirability scales (McClelland, 1987). The results of this study 

demonstrated that the questionnaire is not a sensitive indicator of a motive state. The 

responses to the questionnaires are influenced by values, sentiments, or other factors that 

have nothing to do directly with an individual's motives—their needs, wishes, fears, and 

desires. 

Consideration for Future Research 

Most of the immigrant research has focused on the adaptation of immigrants to 

their new countr>'. but little has been written about the adaptation and adjusimeni of the 
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immigrants' children (Horowitz, 1999). The purpose of this study was primarily to focus 

on the Russian immigrants' children while taking into account their parents' mfluence 

and values. An additional study should be based on a larger sample that w ould include 

Russian students living in other parts of Israel and attending public schools of different 

socio-economic levels. The students in this sample live in the Southern part of Israel, and 

it is essential to compare this group to additional groups of Russian immigrants from 

other parts of Israel. 

Evaluating the TAT stories and comparing them to stories of another sample could 

extend the current study. In such a study the research question would be: are the stories 

typical only for this group of Russian students, or could they be generalized to other 

populations? Future research should compare groups of Israelis or of immigrant students 

coming to Israel from different countries, like the United States. Both Russian parents 

and students should be compared to a representative Israeli sample of non-immigrant 

parents and students. The TAT stories from the present research have pointed at various 

motives, such as affiliation needs, avoidance-achievement needs that originate from a 

fear of failure, and more. The projective material has revealed that many students are 

dealing with affiliation issues, in spite of the TAT pictures that were designed to arouse 

achievement motives. These same issues are typical for children in this developmental 

stage, and the immigration status may have only limited effect on the responses in the 

study. In a future study samples would have to be matched on demographic variables, so 

we will be able to investigate the proportion of affiliation, achievement and power stories 

for the different groups representing various populations. The data from the present study 
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raises the question: are the TAT stories describing a universal and "normal" process, or 

are they a result of the unique socio-cultural context the immigrant students live in? A 

certain amount of variation in the projective responses may be attributed to the 

individual's cultural background. Yet other aspects of the fantasy production may be 

explained by cultural background in addition to unique interpersonal experiences. 

The extent to which an individual's projections may be determined by group 

membership and socio-cultural factors as well as by personal factors has had little 

systematic study. It seems reasonable to assume that there will be "consistent differences 

between the fantasy productions of individuals who belong to, or have been socialized in. 

different social groups. Thus, a certain amount of the variation in any TAT production 

can be accounted for by the fact that the individual has grown up in a given milieu or 

social role" (Mussen, 1953). Henry (1956) found that there were systematic differences 

between the fantasy productions (TAT stories) of Hopi and Navaho children that 

reflected important differences between their cultures. Future research may center on the 

differences between the TAT responses of Russian students and non-immigrant Israeli 

students, hivestigations will also benefit from conducting cross-cultural explorations that 

utilize the TAT as a research tool for culturally diverse groups, and will add to our 

understanding of a universal system of beliefs, motives and values, that generalizes 

across cultural groups. Cross-cultural research could evaluate the emotional responses of 

immigrant student groups to similar pictures used in this study. Various group 

comparisons can be made between the TAT projective stories of individuals belonging to 
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different cultures. In addition to personal dynamic factors, the historical, economic and 

social forces influencing the individuals of a certain group will be reflected in the stories. 

In the present study there was an attempt to examine the meaning of "success" and 

"failure" for both generations. Maehr and Nicholls (1980) focused on studying cross-

cultural variations in the meaning of success and relating those meanings to achievement. 

The focus was on defining achievement motivation in terms of its purpose or subjective 

meaning for a group of people rather than in terms of overt behavior. In my study the 

subjective definitions of parents and their children were compared. The extent of 

similarity between generations with respect to definitions of success and failure could be 

further investigated in diverse cultural contexts. 

The present study has examined the children's values, motives, expectations, and 

academic self-concepts that are usually formed as a result of interactions with the 

expectations and opinions of people who are important in the child's life. The relevant 

question is: what is the nature of the relationship between values, motives, expectations 

and academic self-concepts and school achievement? With the purpose of learning more 

about this group of students we should conduct another study that would focus on their 

actual behavior—their interaction with the teachers in class, their interactions with their 

friends, their work habits at home, their grades, etc. Self-report questionnaires and 

projective measures like the ones used in this study, cannot predict the actual behavior of 

these students. 

A future study could use the projective TAT measure and the Student questionnaire 

and compare these measures to school achievement as reflected in grades, and in 
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teachers' perceptions. The correlation between subjective perceptions and the objective 

reality in the classroom may demonstrate the complex relationship of behavior, values 

and motives. For example, is there correlation between fear of failure as reflected in the 

TAT, a negative academic self-concept, and low expectations as seen in the Student 

questionnaire, and poor grades? 

hi conclusion, the results have clarified for me the need to investigate people in 

numerous dimensions with various measurement tools. When trying to understand this 

group of students, or any group of individuals, it is necessary to distinguish three if not 

more layers of personality. The inner layer is covert and composed of repressed 

unconscious tendencies. The content of a set of TAT stories represents this covert layer 

of the personality. In contrast, the questionnaires expose the overt layer that is publicly 

declared to self and other, in which opinions and values are acknowledged. The overt 

layer of the individual is also manifested in behavior. In this study there was an attempt 

to look at the covert layer (via the TAT) and the overt layer (via the questionnaires). To 

complete our understanding there is a need to examine actual behaviors in various 

settings, such as the school and the home. The best understanding of the individual in a 

specific domain is acquired when the researcher considers overt behavior in conjunction 

with the TAT and questionnaire findings. 
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APPENDIX A 
STUDENT QUESTIONNAIRE 

We are trying to learn more about students and their work in schools. We would 
therefore like you to respond to the following questions. This is not a test of any sort and 
will not affect your work in school. Your teacher, your parents, and your principle will 
not see your answers. There are no right or wrong answers; we simply want you to tell us 
your answer to each question. 

DEMOGRAPHIC INFORMATION 
1. I am male female 
2. Name 
3. Place of birth 
4. (If not bom in the country); How many years have you been in Israel? 
5. Which language do you speak with your parents? 
6. Which language do you speak with your brothers or sisters? 
7. Which language do you speak with your friends? 
8. I am years old 
9. What grade are you in? 
10. How many years have you been at this school? 
11. Name two or three of your best friends 

Please read the following examples and sentences before answering the 
questionnaire. Fill the blanks in two sentences with any word that you think will 
best describe what is '^success", and what is "failure^ for you. We are interested 
only in your own personal opinion. 
Here are presented two examples that will help you understand how to fill the 
sentences. Example 1: If there is a family, then there is (« home, 
siblings, love, happiness, or any other word that will describe 'family" in your 
opinion). If there is then there is a family. 
Example 2: If there is poor health, than there is {illness, poverty, 
weakness, or any other word that will describe "poor health " in your opinion). If there 
is , then there is poor health. 

If there is success, then there is . If there is . then there is 
success. 
If there is failure, then there is . If there is , then there is 
failure. 
Please describe what is success in life 

Please describe what is failure in life. 
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The following questions are to be answered by circling the line or letter on the left of 
the answer. Remember, no one from the school will see your answer, so please tell us 
just what your think (pick only one answer for each question, unless it says that you 
can pick more than one). 

What is your reason or reasons for choosing to go to the Impulse School ? (you can check 
more than one answer) 

1. I do not want to forget the Russian language 
2. 1 want to be stronger in math 
3. Here I study subjects that are not taught at the regular Israeli school, such as 

4. Here the atmosphere is pleasant, because I have many friends at this school 
5. I have only Russian teachers at this school 
6. My parents wanted me to go 
7 Other reasons 

What other activities do you have after school ? (you can check more than one answ er) 
1 Sports (such as soccer) 
2. ^'outh Scouts 
3. Music lessons 
4. Computer classes 
5. Other activities 

Going to the Impulse School is very pleasurable (check only one answer) 
Strongly agree 
Agree 
Disagree 
Strongly Disagree 

In these questions we would like to ask you how you see yourself as a student, and 
how you (ieel about studying (pick one answer for ail of the following questions). 
If you could go as far as you wanted in school, how far would you like to go? 

Finish junior high 
Go to high school for a while 
Finish high school 
Go to college for a while 
Finish college 

Sometimes what you want to happen is not what you think will happen. How far do you 
(hink you will go in school? 

Finish junior high school 
Go to high school for a while 
Finish high school 
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Go to college for a while 
Finish college 

People like me will never do well in school 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

1 can do well in school if I work hard. 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

When I grow up I want to be . 
Do you think that when you grow up you could be what you chose? 

Yes 
No 

Are you certain that it will actually happen, and that you will achieve that goal? 
Yes 
No 

Forget how your teachers mark your work. How good do you think your own work is'^ 
Very good 
Good 
Neither good nor poor 
Poor 
Very poor 

What kind of grades do you think you really can get if you try? 
Mostly A's 
Mostly B's 
Mostly C's 
Mostly D's 
Mostly F's 

Think of your friends. How would you compare your school work to your friends in the 
public school? 

Better than all of them 
Better than most of them 
About the same 
Poorer than most of them 
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Poorer than all of them 

Nov« we would like you to answer some questions about your parents. 
How far do you think your parents believe you will go in school? 

Finish junior high school 
Go to high school for a while 
Finish high school 
Go to college for a while 
Finish college 

How good of a student do your parents expect you to be in school? 
One of the best 
Better than most of the students 
Same as most of the students 
Not as good as most of the students 
One of the worst 

Wliat would your parents say about how you do your school work compared to your 
friends? 

Better than all of them 
Better than most of them 
Same as most of them 
Poorer than most of them 
Poorer than all of them 

Do your parents think you could finish college? 
\'es 
No 

You need more than four years of college to be a teacher, engineer, or doctor. Do your 
parents think you could do that? 

Yes 
No 
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APPENDIX B 
PARENT QUESTIONNAIRE 

We are trying to learn more about students and their work in school. We are also 
interested in the views that parents have about education. We would therefore like for 
you to respond to the following questions. This is not a test of any sort. The teachers, the 
principal, and the students will not see your answers. There are no right or wrong 
answers; we simply want you to tell us your answer to each question. 

DEMOGRAPHIC INFORMATION 
1. Name 
2. Date of immigration to Israel 
3. What is the language you speak with your spouse at home? 
4. What is the language you speak with your children at home? 
5. ^^'hat is your occupation in Israel? 
6. What was your occupation in Russia? 

Please read the following examples and sentences before answering the 
questionnaire. Fill the blanks in two sentences with any word that you think will 
best describe what is '^success'^, and what is ^failure'^ for you. We are interested 
only in your own personal opinion. 
Here are presented two examples that will help you understand bow to fill the 
sentences. Example 1: If there is a family, then there is (o home, 
siblings, love, happiness, or any other word that will describe ''family" in your 
opinion). If there is , then there is a family. 
Example 2: If there is poor health, than there is (illness, poverty, 
weakness, or any other word that will describe "poor health " in your opinion). If there 
is then there is poor health. 

If there is success, then there is . If there is , then there is 
success. 
If there is failure, then there is . If there is , then there is 
failure. 

Please describe what is success in life. 

Please describe what is failure in life. 



210 

The following questions are to be answered by circling the line on the left of the 
correct answer. Remember, no one from the school will see your answer, so please 
tell us just what you think (pick only one answer for each question, unless it tells you 
that you can choose more than one answer). 

What are the reasons why you are sending your child to the Impulse School (you may 
check more than one answer)? 

He or she should not forget Russian 
He or she will become stronger in subjects which are also taught at the 

regular Israeli schools, such as 
For social interaction with other Russian immigrants' children 
Other reasons. Please specify 

The importance of teaching Russian at the Impulse School lies primarily in: (you may 
check more than one answer). 

Learning one of the world's great cultures. 
Enabling the students to know their cultural roots. 
Enabling the students to keep contacts with their families in Russia and 

Israel 
Other reasons (specify) 

Musical enrichment at the Impulse School is important because: (you may check more 
than one answer). 

The music lessons at the Israeli school are too few 
Israeli musical education is too provincial (mostly Israeli songs and 

melodies ). 
Israeli musical education is not classical enough 
Other reasons 

For all the following questions please pick only one answer. 

One has to be proud of the fact that many Russian immigrants call their children by 
Russian names in Israel. 

Strongly agree 
Agree 
Disagree 
Strongly disagree 

The fact that many Russian immigrants call their children by Russian names is only 
temporar\'. The next generation will have Hebrew names only. 

Strongly agree 
•Agree 
Disagree 
Strongly disagree 
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The fact that many Russian immigrants call their children by Russian names is wrong. 
The names should be changed to Hebrew names today. 

Strongly agree 
Agree 
Disagree 
Strongly disagree 

The mathematical and science education offered at Impulse school is more advanced than 
in the Israeli schools. 

Strongly agree 
Agree 
Disagree 
Strongly disagree 

The Russian education better prepares students for more advanced studies. 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

WTiat is the level of violence/bullying in Israeli schools? 
The violence is similar to what it was in Russian schools 
It is worse than the situation in Russian schools 
It is better than the situation in Russian schools 

Generally, the Russian children are accepted well by other Israeli children. 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

In your opinion, the Israeli public schools have insufficient discipline. 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

The Israeli public schools have low academic standards 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

The level of musical education is satisfactory in the Israeli schools. 
Strongly agree 



Agree 
Disagree 
Strongly disagree 

The level of math and science education is satisfactory in the Israeli schools. 
Strongly agree 
Agree 
Disagree 

Strongly disagree 

Civics and national education are insufficiently emphasized in the Israeli schools. 
Strongly agree 
Agree 
Disagree 
Strongly disagree 

Social values are sufficiently instilled in the Israeli schools (responsibility, solidarity, 
tolerance and the like). 

Strongly agree 
Agree 
Disagree 
Strongly disagree 

In general, what is your opinion of the education that the Israeli schools offer? 

In these questions we would like to ask how you see your child as a student, and 
how you feel about his or her studying? 
How far do you think your child will go in school? 

Go to high school for a while 
Finish high school 
Go to college for a while 
Finish college 

How good of a student do you expect your child to be in school? 
One of the best 
Better than most of the students 
Same as most of the students 
Not as good as most of the students 

How does your child's school work compare to that of his or her friends? 
Better than all of them 
Better than most of them 
Same as most of them 
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Poorer than most of them 

When my child grows up I want him/her to be . 
Do you think that when your child grows up he/she could be what I want him/her to be? 

Yes 
No 

Are you certain that it will actually happen, and that he/she will achieve that goal? 
Yes 
No 

Is your child putting enough effort into his or her school work? 
Yes 
No 

When succeeding academically in school, what is the most important? 

Talent 
Ability 
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A. Motive System 
0. NA (Non applicable) 
1. Achievement 
2. Affiliation 
3. Power 
4. Mixture (two dominant motives): Achievement Affiliation 
5. Mixture (two dominant motives); Achievement + Power 
6. Mixture(rwo dominant motives): Affiliation + Power 
7. Mixture: All three motives 

B. Orientation 
0. NA 
1. Approach 
2. Avoidance 
3. Approach -t- Avoidance 

C. Source (for dominant motive) 
0. NA 
1. Intrinsic 
2. Extrinsic 
3. Instrumental 
4. Achievement approach: Instrumental''Achievement - Affiliation 
5. Achievement approach: Instrumental/Achievement - Achieve task 
6. Affiliation approach: Affiliation/ Horizontal 
7. Affiliation approach: Affiliation/Vertical 
8. Affiliation approach: Affiliation/ love/ intimacy 
9. Mixture 

(Categories D., E., F., and I. were removed from the codebook). 

G. Obstacle 
0. NA 
1. In the environment 
2. In the person 
3. Mixture 

H. Help (outside of the person) 
0. NA 
I. Parents 



2. Teacher/other adults 
3. Peers 
4. Mixture 

J. Clinical coder judgment 
0. NA 
1. Notable intensity 

K. Ending of the stor>' 
0. NA 
1. Positive resolution 
2. Negative resolution 
3. Noncredible ending 
4. Neutral ending 
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Approach 
Achievement 

Intrinsic : I love doing it. I enjoy my work, my success. 
Instnmiental: Achievement as a vehicle. 

a. Affiliation: to please others. For example, parents, teachers. To help the family. 
b. Achieve his/Tier own tasks. (Example: I hate class, but I want to be a doctor. I do 
It because I have to do it, not because I like it. 
Extrinsic: I do it because someone (parents, teachers) make me do it. 

Affiliation 
Horizontal: Closeness to fnends. 
Vertical: Closeness to parents and teachers. 
Love/Intimacy: Concern for others in a positive way. A need for love and intimacy. 

Power 
Intrinsic: Self-control, overcoming difficulties, being effective in different situations. 
Instrumental: To impress others. Others will appreciate me if I become famous/prestige. 
Extrinsic: To have control over others. 

Avoidance 
Achievement 

Fear of Failure: Test anxiety, criticism from others ( adults and peers.) 

Affiliation 
Intrinsic: Loneliness, sadness, low-self esteem. 
Extrinsic: Fear of rejection by peers, shame. 
Instrumental: Fear of losing parents. "Who will take care of me?" 

Power 
Intrinsic: Lack of power, flight, submission, low self-esteem. In general, being a non 
effective person. 
Extrinsic: Other people are trying to control or destroy me, being a victim. 
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APPENDIX E 
CODEBOOK FOR ANALYZING THE DEHNITIONS 

OF SUCCESS AND FAILURE 

Success 
A. Achievement 
0. NA 
1. Money-rich 
2. Work - good job 
3. Good grades/ report card 
4. Education/ studies 
5. Intelligence/ wisdom/ smart 
6. General- good achievements 

(you get what you want) 

C. Affiliation 
0. NA 
1. Family 
2. Friends 
3. Love/intimacv 

Failure 
B. Achievement 
0. NA 
1. Poverty 
2. Unemployment—bad work place 
3. Bad grades/ report card 
4. No education/ studies 
5. Non-intelligent/ stupid 
6. General- bad achievements 
(you get nothing,' nothing to be proud about) 

D. Affiliation 
0. NA 
1. No family 
2. No friends 
3. No love/ all alone 
4. Enemies 

E. Power 
0. NA 
1. Overcome/ win 
2. Will power 
3. Become important/ prestige 

F. Power 
0. NA 
1 You lose 
2. No will power 
3. Weakness/ worthless 

G. \'olition (internal) 
0. NA 
1. Effort/' persistence 
2. Responsibility 

1. External 
0. NA 
1. Luck 

H. Volition (internal) 
0. NA 
I. Laziness 
2. No responsibility 

J. External 
0. NA 
1. No luck 

K. Emotions 
0. NA 
1. Happiness 
2. Other positive emotions 

L. Emotions 
0. NA 
1. Sadness 
2. Other negative emotions (disappointment. 

disrespect, etc.). 



M. Well Being 
0. NA 
1. Health 
2. Good life 

O. General/ Global 
0. NA 
1. Succeed in everything 
2. General responses- "it is good." 

"there is a future". 
3. Doing what I want to do. 

21S 

N. Well Being 
0. NA 
1. niness 
2. Bad life (deprivation, hardships). 
3. Tragedy / loss 

P. General/ Global 
0. NA 
1. Fail in everything 
2. General responses- "it is bad." 

3. Something I don't want to be doing 
in life. 
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My name is . A researcher from the University of 
Arizona is doing research at my school about how students learn and I want to be part of 
this project. What I write about is private and confidential. What I write or talk about is 
just between me and the researcher from the University. The researcher won't tell anyone 
else what I wrote but I can tell people if 1 want to. What I think will be part of the report 
about how students in my grade learn. 

If I change my mind and decide, "No, I do not what to do this anymore." it is okay. I 
know that my participation will not affect my grades, my teacher, or my time in the 
classroom. 

Student Signature Date 

Signature of Investigator Date 



APPENDIX G 
PARENT CONSENT FORM 

220 

Parental Consent Form Page 1 

Title: Achievement Motivation of Students: Cultural and Social Variables 

I AM BEING ASKED TO READ THE FOLLOWING MATERL\L TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW I AND MY CHILD WILL PARTICIPATE IN IT. IF I CONSENT TO DO SO. 
SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED 
AND THAT I GIVE MY CONSENT. FEDERAL REGULATIONS REQUIRE 
WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION IN THIS 
RESEARCH STUDY SO THAT I CAN KNOW THE NATURE OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE IN A FREE AND 
INFORMED MANNER. 

PURPOSE - My child and I are being invited to participate voluntarily in the above-
titled research project. The purpose of this research project is to examine the educational 
and motivational issues facing this group of students. The intent of this research is to 
improve educators' understanding of students in Israel. The researcher will collect 
information from the students and their parents only once. 

SELECTION CRITERIA - We are being invited to participate because my child 
attends this school. Students in grades 4-6 and their parents, will be invited to participate. 

PROCEDURE - If I agree to participate, my child and I will be asked to consent to 
complete one questionnaire asking questions about students and their work in school. The 
questionnaire will take about 10-15 minutes to complete. Further. I agree that my child 
will write three short stories about three pictures that he/she will be shown in class. 

RISKS -I am being informed that there are no known risks to participating in the study. 

BENEFITS - There is no direct benefit to me or my child to participate in the study. 
Howe\ er. participation should be interesting and enjoyable. 
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CONFIDENTIALITY - My responses will not be shared with anyone except the 
researcher and her adviscir. Information that I provide will be kept confidential. My name 
and my child's name will not be attached to any quote. The names will be deleted from 
the questionnaires after the data are collected. Our anonymity will be maintained if the 
study results are presented at a conference or published. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION - There 
is no cost to participate in this study. Neither my child nor I will be compensated for our 
participation. 
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Parent Consent Form Page 2 

CONTACTS - If I have questions concerning my rights as a research subject. I may 
call the University of.Arizona Human Subjects office at (520) 626-6721 or the Principal 
Investigator Shira Fass at 8-6481-567, or her advisor Dr. Mary .McCaslin 520-621-1906. 

AUTHORIZATION— BEFORE GIVING MY CONSENT BY SIGNING THIS 
FORM, THE METHODS, INCONVENIENCES, RISKS, AND BENEFITS HAVE 
BEEN EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN ANSWERED. I 
MAY ASK QUESTIONS AT ANY TIME AND I AM FREE TO WITHDRAW FROM 
TMK PROJECT WITHOUT CAUSING BAD FEELINGS. THIS CONSENT FROM 
WILL BE FILED IN AN AREA DESIGNATED BY THE HUMAN SUBJECTS 
COMMITTEE WITH ACCESS RESTRICTED TO THE PRINCIPAL 
INVESTIGATOR. SHIRA PASS PH.D. CANDIDATE. AND HER ADVISOR MAR^' 
MCCASLIN. PH.D. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY 
SIGNING THIS FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE 
GIVEN TO ME. 

Subject's Signature Date 

INVESTIGATOR'S AFFIDAVIT -I have carefully explained to the subject the 
nature of the above project. I hereby certify that to the best of my knowledge the person 
who is signing this consent form understands clearly the nature, demands, benefits, and 
risks involved in his/her participation and that of his/her child and his/her signature is 
legally valid. A medical problem or language or educational barrier has not precluded this 
understanding. 

Signature of Investigator Date 
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Appendix J 

Picture 3 
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Appendix K 

Picture 4 
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