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The present study tested the hypothesis that normative vs. non-normative performance
goals would be associated with significantly divergent pathways in relation to both
cognitive and emotional regulation. Participants were 16 college students with
a diagnosis of dyslexia. Students were subjected to an experimental induction
of normative and non-normative performance goals while engaged in reading
pseudowords. Students’ EEG activation, EMG, and BVP were assessed during
baseline, relaxation, and experimental conditions. Results indicated that the normative
goal condition was associated with lower amplitudes in alpha and beta waves,
suggesting the presence of a slow cortical disorder. Furthermore, EMG and HR variability
were at higher levels during the normative goal condition, suggesting elevated levels of
anxiety and stress. It is concluded that normative performance goals are associated
with divergent regulatory mechanisms compared to non-normative performance goals,
which are quite stressful for individuals with dyslexia.
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INTRODUCTION

Percentages of students with dyslexia went from 2% in early 1970 (Powell, 1994) to 10%
in 2015 (Tasman et al, 2015). The prevalence of reading and writing-related difficulties are
potentially enhanced given that attention deficit and hyperactivity disorder (ADHD) is also
present (comorbidity rate of 45.1%, DuPaul et al., 2012). Moreover, the male to female ratio is
approximately 5:1 (Qasim, 2018). Although dyslexia is diagnosed primarily using psychometric
measures that test whether individuals fall at the extreme lower tail of the distribution in reading,
writing, and/or phonological awareness (Hitschcock et al., 2004), several studies have shown that
students with learning problems have difficulties maintaining proper levels of motivation to stay
with a task, which is particularly more important to them compared to the rest of the students (Cano
et al,, 2021). The latter (motivation) is excluded from any definition of LD although an important
proxy, extended time, has proved to be beneficial as a testing accommodation in LD (Ofiesh, 2000;
Ofiesh and Hughes, 2002; Lewandowski et al., 2007, 2013; Gregg and Nelson, 2010). However,
typical academic practices rarely emphasize active engagement or the provision of additional time
for practice for these students. An example is the popular “spelling bee” game where students
participate and engage as long as they provide correct responses. Thus, the opportunity to practice
is essentially non-existent for students with dyslexia who likely misspell a word during the first
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round. Moreover, practices (public posting of grades, etc.) are
likely associated with students with LD diminished motivation
(Butler, 1988; Chamberlin et al., 2018; Koenka et al., 2021),
disrespect, ridicule, isolation, teasing, bullying, stigma, and
contempt (Smith and Strick, 1997; MacMaster et al,, 2002;
Colwell and O’Conner, 2003; Kroese and Reed, 2005; Singer,
2005; Gates and Edwards, 2007; Roffman, 2007; Baumeister
et al., 2008; Zhao and Zhang, 2008). Low motivation, negative
affect, and low academic achievement, coupled with labeling and
exclusion due to being identified as disabled (Jenkins et al., 1994)
are likely responsible for the extremely high rates of dropout
as approximately 38% of them eventually quit school (Calhoon,
2005; Reed, 2005). Their school drop-out rates partly reflect
their lack of motivation to continue being engaged that are
not at all rewarding; they are punished throughout the day as
typical teacher practices find students with LD to be bystanders
of the learning that takes place beside them. Motivation and
goal-directed behaviors are essential for all students as they are
associated with increases in time on task and enhance academic
achievement when they are adaptive (e.g., intrinsically based)
(Elliot and Thrash, 2002), and the opposite is also true when
engaging in maladaptive thought processes (e.g., goal to avoid
failure) (Elliot and Church, 1997). The present study engages a
revision of the achievement goal theory framework (Grant and
Dweck, 2003) to examine goal-directed behaviors and affect in
students with dyslexia.

Goal orientations have historically been mentioned in the
works of various theorists such as Ames (1984); Nicholls (1984),
and Dweck (1986), among others. These goal representations
characterize thought processes that are linked to goal-directed
behaviors and describe the reasoning behind student engagement
with a task (Ames and Archer, 1988). Typically, these motivations
can be intrinsic (e.g., identifying with, finding value, or enjoying
a task) or extrinsic (expecting positive external outcomes from
that engagement). Dweck and Leggett’s (1988) conceptualization
involved mastery and performance goals. Mastery goals derive
from intrinsic interest and joy (Harackiewicz et al., 2000)
whereas performance goals are oriented towards validating one’s
ability (Elliot and Harackiewicz, 1996; Hulleman et al., 2010).
Based on a more recent conceptualization by Grant and Dweck
(2003) who favored a dichotomization of performance goals
based on normative evaluating criteria, “wanting to outperform
other students” and “wanting to get a 100% score” are both
different manifestations of performance goals. Their thesis
for this bifurcation was that the difference in focus may be
responsible for a host of different experiential outcomes and
divergent academic results. In particular, they hypothesized
that the focus on outperforming others may cause unnecessary
stress to the person and may restrict cognitive and emotional
resources that, although necessary for the task at hand, they
are drifted away as a means to cope with the emotional
experience (i.e., negative emotions). In their original study, Grant
and Dweck found support for this dichotomization as their
factor analytic model showed that normative goals were distinct
from other types of performance goals such as outcome and
ability (second study). In this study, they also failed to find
reliable predictions of normative goals with negative processes

such as loss of motivation, and withdrawal of effort (fourth
study), although they reported a significant positive prediction
of denial from normative goals. Sideridis (2008) provided further
evidence for this normative and non-normative goals distinction,
reporting inferior performance on a cognitive task in the non-
normative goal group (compared to the normative goal group).
He also reported the potential cognitive interference when
participants had to make affect-related associations. However,
this differentiation was not supported in the performance of
individuals on an easy matching task.

Moreover, evidence from Electroencephalographic studies
(EEG) for students with learning disabilities and/or dyslexia that
examine motivation and effect on academic tasks is limited,
although some evidence for children with Attention Deficit
Disorder (ADD) and Attention Deficit Hyperactivity Disorder
(ADHD) has indicated functioning in lower frequencies such
as theta or delta waves compared to age and gender-matched
comparison groups (e.g., Barry et al., 2003; Hobbs et al., 2007).
Although the above findings refer to students with ADD and
ADHD, findings may apply to students with LD as there is
comorbidity between the two disorders of approximately 45%
(DuPaul et al, 2012). An interesting question is whether the
activation of specific neurocortical pathways is influenced by the
goals that likely direct specific academic behaviors.

It is important to evaluate the presence of the above
dichotomization because performance goals are at the core
of everyday living. Individuals are mainly judged based on
favorable criticisms compared to others. Thus, the investigation
of the motivation, that is, the outcome of pleasing others, is
important to understand as it is likely associated with specific self-
regulation and emotional regulation mechanisms. In this study,
it is posited that the suggested dichotomization of normative
vs. non-normative performance goals would manifest itself
using different activation pathways as a function of the diverse
emotional reactions experienced during performance pursuits.
Specifically, we hypothesize that the emotional burden associated
with conforming to normative evaluative standards will devastate
individuals with dyslexia since normative comparisons have
been consistently reported as undermining their perceived
self-worth during school years. The following hypothesis was
tested: Individuals in the normative performance goal condition
will experience elevated tension and stress as evidenced using
enhanced Electromyographic (EMG) activation of the face
muscles and elevated Blood Volume Pulse (BVP). Furthermore,
they will exhibit EEG activity that occupies low frequencies,
which are not conducive to being alert and to performing
cognitive and academically complex tasks such as reading.

MATERIALS AND METHODS

Experimental Research Design

Two experimental motivational conditions were induced: (a)
a performance approach normative, and (b) a performance
approach non-normative. Using a within-person design
all participants alternated conditions using a Latin Square
randomization schedule. Between any two experimental
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conditions, a brief relaxation session was introduced as a return
to the baseline condition. The duration of the reading task was
1 min followed by a 1-min relaxation interval. The experimental
manipulations for the performance-normative goal condition
were the following: “With this exercise, we would like to see how
people your age read pseudowords. You should try to outperform
everybody else in this task.” Every 10 s participants received the
following prompt: “Try to outperform everybody else” and/or
“Try to be the best among all other participants.” Directions for
the performance non-normative goal condition were as follows:
“With this exercise, we would like to see how people your age
read pseudowords. I want you to try and do as best as you can.”
Every 10 s participants received the following prompt: “Try to do
as well as you can” with no mention of normative comparisons.

Participants and Procedures

The sample consisted of sixteen adult public university students
with a confirmed diagnosis of dyslexia. The students were
recruited via advertisements on public university boards and
English as a Foreign Language (EFL) schools from a large
metropolitan area. Participants were between 18 and 54 years
(Mgge = 24 years). There were 10 females and 6 males. Thirteen
of them were current university students in various disciplines
(e.g., education, mathematics, physics).

The participants came into the psychology lab of a major
university and were debriefed about the goals and objectives
of the study in general and in vague terms so that not to
alter the participants’ motivation. That is, they were informed
that the objective was to evaluate motivational processes in
individuals with a diagnosis of dyslexia while reading. Following
the interview, participants signed informed consent and were
assured of the confidentiality of the findings. The study’s protocol
followed closely the ethical principles for research involving
human subjects from the Declaration of Helsinki (World Medical
Association, 2001). EEG sensors were placed on the Cz location
using a cap. Blood volume pulse was assessed using a BVP sensor
placed on the finger. Two additional sensors were placed on the
forehand to assess EMG artifact activation.

Measures

Pseudoword Decoding

The primary outcome variable was the ability to read out loud
pseudowords for 1 min from a given list containing 40 words.
Examples of words were “fisampiri,” and “ampralia,” which were
literally meaningless.

Cognitive Processing

It was assessed using (a) the time in seconds required to conduct
the correct matching using a computerized Stroop task and (b)
the number of errors emitted between conditions.

Electroencephalographic Activity

Cortical activation was assessed using an EEG analysis with
sensors placed at the Cz location and the forehand. From the raw
signal, theta, alpha, sensorimotor rhythm (SMR), and beta brain
waves were recorded and corrected for artifacts. Furthermore,
EMG artifact activation was also monitored. Of interest were

the examination of activation in areas that involve deeper states
such as those reflected in sleep (e.g., delta, theta) as well as the
functioning in beta waveforms that reflect adaptive functioning in
cognitive tasks. Assessments involved a 4-channel Nexus device.

Data Analysis

Data were analyzed using interrupted time series analysis and a
two-step approach. First, a time series model was fit to the data
so that the mean squared error would be minimized and the
patterns of observed relationships would be best described by an
autoregressive or moving average model. This process was done
independently for each person and separately for each dependent
variable. After fitting the best model to the data, a step function
was introduced to compare the two experimental conditions
on the entire series. The models tested were in the family of
autoregressive and moving average models and combinations
of the two (ARIMA). A brief description follows. A moving
average process in the order of 1 indicates that the behavior
at a given time reflects the average of its disturbance term and
some form of the previous disturbance;_;. Therefore, Behavior
at time-t = Disturbance-; — 6*B (Disturbance-;).

This suggests that the behavior at time t equals the error
associated with time t minus 0 times the back shifted error.
A moving average process is characterized by autocorrelation
functions that decay sharply as the time lag increases. An
autoregressive process attempts to explain the correlation
between consecutive points using the equation:

Xy =+ Oy xXg—1) + Do # X(p—2) + Q3 % X(p—3)+
Dy * X(p—y) + ... + ¢ (1)

with ¢ being the model’s intercept, ®;, ®,, @3, @, the
autoregressive model parameters, and € being the model’s error
term (Box and Jenkins, 1976; Montgomery et al., 1990). Thus,
the biggest challenge of time series analysis is to identify the least
number of autoregressive (p) and moving average (q) parameters
that when modeled, provide the best fit to the data (i.e., identify
the most parsimonious model).

RESULTS

Comparisons Between
Performance-Normative and

Non-normative Goals

An interrupted time series analysis was utilized by first fitting the
most appropriate model for a given process in that the selected
model minimized mean square errors. Subsequent differences in
the time series were tested against a step function that defined
the experimental manipulation. The coefficients, amounts of
explained variance, and type of estimate for each dependent
variable are shown in Table 1 and Figures 1, 2. Results from
the analyses indicated that, compared to the non-normative
goal condition, participants in the normative goal condition
had heightened EMG activity (bpmg = 3.973, p < 0.05, see
Figure 1) and heart rate variability (bgry = 0.502, p < 0.001)
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TABLE 1 | Physiological effects of normative and non-normative performance goals on EMG, BVP, EEG, and HRV measures based on ARIMA models.

Parameter Unstandardized coefficient S.E. T-value R2 ARIMA model
EMG 96.5% (2,1,9
Lag-1 estimate —0.290 0.022 —13.300"*
Normative slope 3.973 0.991 4.009***
BVP amplitude 92.1% 0,1,12)
Lag-1 estimate 0.145 0.021 6.747*
Normative slope 0.374 0.084 4.483**
Alpha amplitude 36.8% 0,1,2
Lag-1 estimate 0.722 0.022 33.358"**
Normative slope —0.099 0.039 —2.538*
Beta amplitude 20% 0,1,2
Lag-1 estimate 0.732 0.022 33.851**
Normative slope —0.083 0.039 —2.116*
SMR 19% 0,1,2)
Lag-1 estimate 0.749 0.022 34.597*
Normative slope —0.093 0.040 —2.346*
Low range HRV 92.6% (0,1,12)
Lag-1 estimate 0.182 0.022 8.413**
Normative slope 0.502 0.106 4,738

Comparisons are based on a dummy variable that defines group membership. EMG, Electromyogram; BVF, Blood Volume Pulse; Alpha Amplitude, Amplitude of Alpha
Wave; Beta Amplitude, Amplitude of Beta Wave; SMR Amplitude, Amplitude of Sensorimotor Rhythm; HR, Heart Rate Variability. *p < 0.05; **p < 0.01; **p < 0.001.
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FIGURE 1 | EMG analysis for a participating student in the normative vs. non-normative performance goal condition.
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FIGURE 2 | Significant differences between normative performance and non-normative performance goals across all EEG measures.

both suggestive of heightened arousal. Similarly, there were lower
levels of alpha wave activation suggesting the presence of slow
alpha activity (barpga = —0.099, p < 0.05), lower beta wave
activation (bggra = —0.083, p < 0.05), and lower SMR activity
(bsmr = —0.093, p < 0.05). An exception to the predictions was
the heightened BVP activity, which is suggestive of vasodilation
(bpyp = 0.374, p < 0.05) rather than vasoconstriction. These
coeflicients reflect the average change in a process from the
performance non-normative condition to the normative one (see
Figure 2).

Comparisons Between Performance
Normative and Non-normative
Conditions in Reading Achievement

With regard to the difference in reading pseudowords a paired
samples t-test was employed, adjusting for unequal variances,
when necessary, as it is found to be robust to violations from
normality (Montgomery, 2019). Results suggested that, although
the participants read more words in the non-normative goal
condition, that difference did not exceed the pre-specified alpha

level [t(10) = 0.976, p = 0.35]. Thus, the main differences
between goal conditions were in physiology rather than in
reading achievement.

DISCUSSION

The present study sought to test whether normative compared
to non-normative performance goals would be associated with
divergent pathways. In particular the present study’s interest
was in the regulation of emotions and cognition related to
an academic task, specifically for students with dyslexia for
whom academic achievement represents a major challenge.
The thesis that normative goals would be linked to elevated
and maladaptive physiological responses is grounded on the
fact that normative goals have strong social evaluative criteria.
These social evaluative comparisons are especially central in
academic life as social comparisons may divert one’s attention
to the self rather than to the task at hand, thus, leading to
impaired cognitive performance. Several experimental studies
using the original conceptualization of performance goals with
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an emphasis on normative evaluations have highlighted the
harmful effects of these goals on cognitive performance through
manipulating evaluative pressures in highly demanding tasks
(Baumeister, 1984; Beilock and Carr, 2001, 2005; Beilock et al.,
2004; DeCaro et al., 2010). Based on the work of Grouzevialle
and Butera (2013) the presence of normative evaluative criteria
creates a “dual-task situation” where evaluative pressure inhibits
cognitive performance by driving attention away from task-
relevant processes to distractive thoughts and irrelevant material
[see also Cowan (2001) and Pulfrey et al. (2011)]. Grouzevialle
and Butera (2013) termed this phenomenon the “distraction
hypothesis” with deteriorated performance being attributed to
the depletion of cognitive resources such as working memory.
The present study’s results partly corroborate these previous
studies’ findings.

In particular, findings from this study support the distraction
hypothesis (Grouzevialle and Butera, 2013). Participants in the
normative goal condition allocated resources to irrelevant tasks
(elevated myographic activity) and maladaptive EEG activity for
the reading task at hand. Thus, the hypothesis that normative
goals place unnecessary pressure on individuals and overload
the cognitive system is supported by the present physiological
analysis. Further evidence on the difference between normative
and non-normative goals has been put forth by the work
of Darnon et al. (2007) who suggested that as individuals’
self-evaluations deteriorate when challenged, the notion of
uncertainty becomes particularly prevalent. That is, individuals,
become more uncertain about the possibility that enhanced effort
will lead to positive outcomes; instead, threats to self-esteem
become more prevalent as individuals strive to avoid negative
judgments from a potential upcoming failure (Hoffman-Lambird
and Mann, 2006). This is why Pulfrey et al. (2011) suggested
that normative evaluative criteria likely trigger performance-
avoidance goals as they evoke perceptions of lack of control and
powerlessness. This disengagement and effort withdrawal may
be manifested with EEG activation that resembles the “slow-
wave disorder” described by Lubar (1991) in individuals with
attention deficit disorder (ADD) [see also Clarke et al. (2011)].
In the present study, during the normative goal condition,
participants operated on alpha frequencies of 8-10 Hz, suggesting
that the individuals moved towards deeper states such as those
involved in sleep and drowsiness. The observed sensorimotor
rhythm (SMR) activity of the participants (also termed low
beta and reflecting an internal orientation and an idle motor
circuit) is considered adaptive for academic purposes. In the
present study, SMR activity was lower during the normative
performance condition, suggesting an inhabitation of that
activity. Furthermore, Beta activity, which is associated with high
focus, analytical thinking, and relaxed thinking, was significantly
lower in the normative performance goal condition compared to
the non-normative goal condition.

Although the physiological responses substantiated the
need to distinguish between normative and non-normative
performance goals, interestingly, there were no differences
between goal conditions on reading pseudowords. This finding
may be attributed to the overall low performance of individuals
with dyslexia on this task. That is, the performance was almost

at floor levels for most participants who struggled to even read
five words in a minute. Thus, the limited variance associated with
the outcome variable may be responsible for this observation.
Certainly, future studies need to repeat these tests and validate
or not the present findings.

Collectively, the above findings suggest that the desire to
reach goals that are grounded on normative evaluative standards
may lead to cognitive and emotional self-regulation failure
when these goals are not met. This finding is particularly
more problematic for individuals with dyslexia because meeting
normative criteria for individuals who typically score below the
norm by approximately 1.5-2.0 standard deviations is practically
impossible. Alarming is the finding of Pryor and Crossouard
(2010) who showed that student ratings to achieve, and thrive
have been consistently rising with time, and thus, the gap between
students with and without dyslexia may further deepen.

Although important, findings from the present study should
be replicated with larger samples, enhanced physiological
protocols, self-reported or physiological measures of affect
(e.g., rating scales and cortisol analyses), and the presence of
controls. Nevertheless, the present study provides preliminary
empirical evidence on the distinction between normative and
non-normative performance goals regarding self-regulation.

DATA AVAILABILITY STATEMENT

The raw data supporting the conclusions of this article will be
made available by the authors, without undue reservation.

ETHICS STATEMENT

The studies involving human participants were reviewed and
approved by the National and Kapodistrain University of Athens.
The patients/participants provided their written informed
consent to participate in this study.

AUTHOR CONTRIBUTIONS

GA developed the literature, designed the methodology, did the
analysis, reported the results and discussed them, and approved
the submitted version.

FUNDING

This project was funded by Taif University Researchers
Supporting Project number (TURSP-2020/334), Taif University,
Taif, Saudi Arabia.

ACKNOWLEDGMENTS

The author would like to acknowledge the Deanship of Scientific
Research (Taif University) for funding the current project. The
author also sincerely thanks Dr. Sideridis for providing the
data collected from participants attending the National and
Kapodistrain University of Athens.

Frontiers in Education | www.frontiersin.org

May 2022 | Volume 7 | Article 882164


https://www.frontiersin.org/journals/education
https://www.frontiersin.org/
https://www.frontiersin.org/journals/education#articles

Alkhadim

Motivating Students With Dyslexia

REFERENCES

Ames, C., and Archer, J. (1988). Achievement goals in the classroom: student
learning strategies and motivation processes. J. Educ. Psychol. 80, 260-267.
doi: 10.1037/0022-0663.80.3.260

Ames, C. (1984). Achievement attributions and self-instructions under competitive
and individualistic goal structures. J. Educ. Psychol. 76, 478-487. doi: 10.1037/
0022-0663.76.3.478

Barry, R.]., Johnstone, S. J., and Clarke, A. R. (2003). A review of electrophysiology
in attention-deficit/hyperactivity disorder: II. Event-related potentials. Clin.
Neurophysiol. 114, 184-198. doi: 10.1016/S1388-2457(02)00363-2

Baumeister, A. L., Storch, E. A, and Geftken, G. R. (2008). Peer victimization
in children with learning disabilities. Child Adolesc. Soc. Work ]. 25, 11-23.
doi: 10.1007/s10560-007-0109-6

Baumeister, R. F. (1984). Choking under pressure: self-consciousness and
paradoxical effects of incentives on skillful performance. J. Pers. Soc. Psychol.
46, 610-620. doi: 10.1037//0022-3514.46.3.610

Beilock, S. L., and Carr, T. H. (2001). On the fragility of skilled performance: What
governs choking under pressure? J. Exp. Psychol. 130, 701-725. doi: 10.1037/
0096-3445.130.4.701

Beilock, S. L., and Carr, T. H. (2005). When high-powered people fail: working
memory and “choking under pressure” in math. Psychol. Sci. 16, 101-105.
doi: 10.1111/j.0956-7976.2005.00789.x

Beilock, S. L., Kulp, C. A., Holt, L. E., and Carr, T. H. (2004). More on the fragility of
performance: choking under pressure in mathematical problem solving. J. Exp.
Psychol. Gen. 133, 584. doi: 10.1037/0096-3445.133.4.584

Box, G. E. P,, and Jenkins, G. M. (1976). Time Series Analysis: Forecasting and
Control. San Francisco, CA: Holden-Day.

Butler, R. (1988). Enhancing and undermining intrinsic motivation. Br. J. Educ.
Psychol. 58, 1-14. doi: 10.1111/j.2044-8279.1988.tb00874.x

Calhoon, M. B. (2005). Effects of a peer-mediated phonological skill and reading
comprehension program on reading skill acquisition for middle school
students with reading disabilities. J. Learn. Disabil. 38, 424-433. doi: 10.1177/
00222194050380050501

Cano, S. R,, Alonso, P. S., Benito, V. D., and Villaverde, V. A. (2021). Evaluation
of motivational learning strategies for children with dyslexia: a FORDYSVAR
proposal for education and sustainable innovation. Sustainability 13:2666. doi:
10.3390/su13052666

Chamberlin, K., Yasue, M., and Chiang, I.-C. (2018). The impact of grades
on student motivation. Active Learn. High. Educ. 1-16. doi: 10.1177/
1469787418819728 [Epub ahead of print].

Clarke, A., Barry, R, Carthy, R, and Selikowitz, M. (2011). Correlation
between EEG activity and behavior in children with attention-deficit
hyperactivity disorder. J. Neurother. 15, 193-199. doi: 10.1080/10874208.2011.5
95295

Colwell, J., and O’Conner, T. (2003). Understanding nurturing practices
comparison of the use of strategies likely to enhance self-esteem in nurture
groups and normal classrooms. Br. J. Spec. Educ. 30, 119-124. doi: 10.1111/
1467-8527.00296

Cowan, N. (2001). The magical number 4 in short-term memory: a reconsideration
of mental storage capacity. Behav. Brain Sci. 24, 87-185. doi: 10.1017/
50140525x01003922

Darnon, C., Harackiewicz, J., Butera, F., Mugny, G., and Quiamzade, A. (2007).
Performance-approach and performance-avoidance goals: When uncertainty
makes a difference. Pers. Soc. Psychol. Bull. 33, 813-827. doi: 10.1177/
0146167207301022

DeCaro, M. S., Rotar, K. E.,, Kendra, M. S., and Beilock, S. L. (2010). Diagnosing
and alleviating the impact of performance pressure on mathematical problem
solving. Q. J. Exp. Psychol. 63, 1619-1630. doi: 10.1080/17470210903474286

DuPaul, G., Gormley, M., and Laracy, S. (2012). Comorbidity of LD and ADHD:
implications for DSM-5 for assessment and treatment. J. Learn. Disabil. 46,
43-51. doi: 10.1177/0022219412464351

Dweck, C. S. (1986). Motivational processes affecting learning. Am. Psychol. 41,
1040-1048. doi: 10.1037/0003-066x.41.10.1040

Dweck, C. S., and Leggett, E. L. (1988). A social-cognitive approach to motivation
and personality. Psychol. Rev. 95, 256-273. doi: 10.1037/0033-295x.95.
2.256

Elliot, A. J., and Church, M. A. (1997). A hierarchical model of approach and
avoidance achievement motivation. J. Pers. Soc. Psychol. 72, 218. doi: 10.1037/
0022-3514.72.1.218

Elliot, A. J., and Harackiewicz, J. M. (1996). Approach and avoidance achievement
goals and intrinsic motivation: a mediational analysis. J. Pers. Soc. Psychol. 70,
461-475. doi: 10.1037/0022-3514.70.3.461

Elliot, A. J., and Thrash, T. M. (2002). Approach-avoidance motivation in
personality: approach and avoidance temperaments and goals. J. Pers. Soc.
Psychol. 82, 804-818. doi: 10.1037//0022-3514.82.5.804

Gates, B., and Edwards, H. M. (2007). Learning Disabilities. Philadelphia, PA:
Elsevier.

Grant, H., and Dweck, C. (2003). Clarifying achievement goals and their impact.
J. Pers. Soc. Psychol. 85, 541-553. doi: 10.1037/0022-3514.85.3.541

Gregg, N., and Nelson, J. M. (2010). Meta-analysis on the effectiveness of extra time
as a test accommodation for transitioning students with learning disabilities:
more questions than answers. J. Learn. Disabil. 45, 128-138. doi: 10.1177/
0022219409355484

Grouzevialle, M., and Butera, F. (2013). Performance-approach goals deplete
working memory and impair cognitive performance. J. Exp. Psychol. 142,
666-678. doi: 10.1037/a0029632

Harackiewicz, J. M., Barron, K. E., Tauer, J. M., Carter, S. M., and Elliot, A. J. (2000).
Short-term and long-term consequences of achievement goals: predicting
interest and performance over time. J. Educ. Psychol. 92, 316-330. doi: 10.1037/
0022-0663.92.2.316

Hitschcock, C. H., Prater, M. A., and Dowrick, P. W. (2004). Reading
comprehension and fluency: examining the effects of tutoring and video self-
modeling on first-grade students with reading difficulties. Learn. Disabil. Q. 27,
89-103. doi: 10.2307/1593644

Hobbs, M. ], Clarke, A. R,, Barry, R. J., McCarthy, R., and Selikowitz, M. (2007).
EEG abnormalities in adolescent males with AD/HD. Clin. Neurophysiol. 118,
363-371. doi: 10.1016/j.clinph.2006.10.013

Hoffman-Lambird, K., and Mann, T. (2006). When ego threats lead to self-
regulation failure? Negative consequences of defensive high self-esteem. Pers.
Soc. Psychol. Bull. 32, 1177-1187. doi: 10.1177/0146167206289408

Hulleman, C., Schrager, S., Bodmann, S., and Harackiewicz, J. (2010). A meta-
analytic review of achievement goal measures: Different labels for the same
constructs or different constructs with similar labels? Psychol. Bull. 136, 422
449. doi: 10.1037/a0018947

Jenkins, J. R., Jewell, M., Leicester, N., O’Conner, R. E., Jenkins, L. M., and
Troutner, N. M. (1994). Accommodations for individual differences without
classroom ability groups: an experiment in school restructuring. Except. Child.
60, 344-358. doi: 10.1177/001440299406000406

Koenka, C., Linnenbrink-Garcia, L., Moshontz, H., Atkinson, K., Sanchez,
C., and Cooper, H. (2021). A meta-analysis on the impact of grades
and comments on academic motivation and achievement: a case for
written feedback. Educ. Psychol. 41, 922-947. doi: 10.1080/01443410.2019.165
9939

Kroese, B., and Reed, J. (2005). Cognitive Behavior Therapy for People with Learning
Disabilities. Milton Park: Routledge.

Lewandowski, L., Cohen, J., and Lovett, B. J. (2013). Effects of extended time
allotment on reading comprehension performance of college students with and
without learning disabilities. J. Psychoeduc. Assess. 31, 326-336. doi: 10.1177/
0734282912462693

Lewandowski, L. J., Lovett, B. J., Parolin, R., Gordon, M., and Codding, R. S.
(2007). Extended time accommodations and the mathematics performance of
students with and without ADHD. J. Psychoeduc. Assess. 25, 17-28. doi: 10.1177/
0734282906291961

Lubar, J. F. (1991). Discourse on the development of EEG diagnostics and
biofeedback treatment for attention-deficit/hyperactivity disorders. Biofeedback
Self Regul. 16, 201-225. doi: 10.1007/BF01000016

MacMaster, K., Donovan, L. A., and Macintyre, P. D. (2002). The effects of being
diagnosed with a learning disability on children’s self-esteem. Child Study J. 32,
101-108.

Montgomery, D. C. (2019). Design and Analysis of Experiments, 10th Edn.
Hoboken, NJ: Wiley.

Montgomery, D. C., Johnson, L. A., and Gardiner, J. S. (1990). Forecasting and Time
Series Analysis, 2nd Edn. New York, NY: McGraw-Hill.

Frontiers in Education | www.frontiersin.org

May 2022 | Volume 7 | Article 882164


https://doi.org/10.1037/0022-0663.80.3.260
https://doi.org/10.1037/0022-0663.76.3.478
https://doi.org/10.1037/0022-0663.76.3.478
https://doi.org/10.1016/S1388-2457(02)00363-2
https://doi.org/10.1007/s10560-007-0109-6
https://doi.org/10.1037//0022-3514.46.3.610
https://doi.org/10.1037/0096-3445.130.4.701
https://doi.org/10.1037/0096-3445.130.4.701
https://doi.org/10.1111/j.0956-7976.2005.00789.x
https://doi.org/10.1037/0096-3445.133.4.584
https://doi.org/10.1111/j.2044-8279.1988.tb00874.x
https://doi.org/10.1177/00222194050380050501
https://doi.org/10.1177/00222194050380050501
https://doi.org/10.3390/su13052666
https://doi.org/10.3390/su13052666
https://doi.org/10.1177/1469787418819728
https://doi.org/10.1177/1469787418819728
https://doi.org/10.1080/10874208.2011.595295
https://doi.org/10.1080/10874208.2011.595295
https://doi.org/10.1111/1467-8527.00296
https://doi.org/10.1111/1467-8527.00296
https://doi.org/10.1017/s0140525x01003922
https://doi.org/10.1017/s0140525x01003922
https://doi.org/10.1177/0146167207301022
https://doi.org/10.1177/0146167207301022
https://doi.org/10.1080/17470210903474286
https://doi.org/10.1177/0022219412464351
https://doi.org/10.1037/0003-066x.41.10.1040
https://doi.org/10.1037/0033-295x.95.2.256
https://doi.org/10.1037/0033-295x.95.2.256
https://doi.org/10.1037/0022-3514.72.1.218
https://doi.org/10.1037/0022-3514.72.1.218
https://doi.org/10.1037/0022-3514.70.3.461
https://doi.org/10.1037//0022-3514.82.5.804
https://doi.org/10.1037/0022-3514.85.3.541
https://doi.org/10.1177/0022219409355484
https://doi.org/10.1177/0022219409355484
https://doi.org/10.1037/a0029632
https://doi.org/10.1037/0022-0663.92.2.316
https://doi.org/10.1037/0022-0663.92.2.316
https://doi.org/10.2307/1593644
https://doi.org/10.1016/j.clinph.2006.10.013
https://doi.org/10.1177/0146167206289408
https://doi.org/10.1037/a0018947
https://doi.org/10.1177/001440299406000406
https://doi.org/10.1080/01443410.2019.1659939
https://doi.org/10.1080/01443410.2019.1659939
https://doi.org/10.1177/0734282912462693
https://doi.org/10.1177/0734282912462693
https://doi.org/10.1177/0734282906291961
https://doi.org/10.1177/0734282906291961
https://doi.org/10.1007/BF01000016
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/
https://www.frontiersin.org/journals/education#articles

Alkhadim

Motivating Students With Dyslexia

Nicholls, J. G. (1984). Achievement motivation: conceptions of ability, subjective
experience, task choice, and performance. Psychol. Rev. 91, 328-346. doi: 10.
1037/0033-295x.91.3.328

Ofiesh, N. S., and Hughes, C. A. (2002). How much time? A review of the literature
on extended test time for postsecondary students with learning disabilities.
J. Postsecond. Educ. Disabil. 16, 2-16.

Ofiesh, N. S. (2000). Using processing speed tests to predict the benefit of extended
test time for university students with learning disabilities. J. Postsecond. Educ.
Disabil. 14, 39-56.

Powell, J. J. W. (1994). Special Education and the Risk of Becoming less Educated in
Germany and the United States. Program for the Study of Germany and Europe,
Working Paper No. 05.1. Available online at: www.mpib-berlin.de (accessed
January 16, 2006).

Pryor, J., and Crossouard, B. (2010). Challenging formative assessment:
disciplinary spaces and identities. Assess. Eval. High. Educ. 35, 265-276. doi:
10.1080/02602930903512891

Pulfrey, C., Buchs, C., and Butera, F.

goals:  the

(2011). Why grades engender

performance-avoidance mediating role of autonomous

motivation. J.  Educ.  Psychol. 103, 683-700. doi: 10.1037/a002
3911
Qasim, M. A. (2018). Gender differences in learning disabled
children: ~ neuropsychological =~ review.  Res.  Rev.  Healthc. 1,
44-48.

Reed, J. (2005). “Understanding and assessing depression in people with
learning disabilities,” in Cognitive Behavior Therapy for People with
Learning Disabilities, eds B. Stentert Kroese and D. Dasnan (Milton Park:
Routledge), 56-60.

Roffman, A. (2007). Guiding Teens with Learning Disabilities. New York, NY:
Random House.

Sideridis, G. D. (2008). “Normative versus non-normative performance goals:
Effects on behavioral and emotional regulation in achievement situations,” in

Motivation: Global or specific, eds M. Wosnitza, S. Karabenick, and A. Efklides
(Berlin: Springer), 321-338.

Singer, E. (2005). The strategies adopted by Dutch children with dyslexia to
maintain their self-esteem when teased at school. J. Learn. Disabil. 38, 23-411.
doi: 10.1177/00222194050380050401

Smith, C., and Strick, L. (1997). Learning Disabilities: A to z a Parent’s Complete
Guide to Learning. Varthur Hobli: Fireside.

Tasman, A., Kay, J., Lieberman, J. A., First, M. B., and Riba, M. (2015). Psychiatry,
2 Volume Set. Hoboken, NJ: Wiley.

World Medical Association (2001). World Medical Association declaration of
Helsinki. ethical principles for medical research involving human subjects. Bull.
World Health Organ. 791, 373-374.

Zhao, J., and Zhang, B. (2008). Effects of concealable stigma for learning disabilities.
Soc. Behav. Pers. 36, 1179-1188. doi: 10.1016/j.nedt.2006.01.017

Conflict of Interest: The author declares that the research was conducted in the
absence of any commercial or financial relationships that could be construed as a
potential conflict of interest.

Publisher’s Note: All claims expressed in this article are solely those of the authors
and do not necessarily represent those of their affiliated organizations, or those of
the publisher, the editors and the reviewers. Any product that may be evaluated in
this article, or claim that may be made by its manufacturer, is not guaranteed or
endorsed by the publisher.

Copyright © 2022 Alkhadim. This is an open-access article distributed under the
terms of the Creative Commons Attribution License (CC BY). The use, distribution
or reproduction in other forums is permitted, provided the original author(s) and
the copyright owner(s) are credited and that the original publication in this journal
is cited, in accordance with accepted academic practice. No use, distribution or
reproduction is permitted which does not comply with these terms.

Frontiers in Education | www.frontiersin.org

May 2022 | Volume 7 | Article 882164


https://doi.org/10.1037/0033-295x.91.3.328
https://doi.org/10.1037/0033-295x.91.3.328
http://www.mpib-berlin.de
https://doi.org/10.1080/02602930903512891
https://doi.org/10.1080/02602930903512891
https://doi.org/10.1037/a0023911
https://doi.org/10.1037/a0023911
https://doi.org/10.1177/00222194050380050401
https://doi.org/10.1016/j.nedt.2006.01.017
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/
https://www.frontiersin.org/journals/education#articles

	Motivating Students With Dyslexia: The Debilitating Effects of Normative Performance Goals on Their Physiological Arousal
	Introduction
	Materials and Methods
	Experimental Research Design
	Participants and Procedures
	Measures
	Pseudoword Decoding
	Cognitive Processing
	Electroencephalographic Activity

	Data Analysis

	Results
	Comparisons Between Performance-Normative and Non-normative Goals
	Comparisons Between Performance Normative and Non-normative Conditions in Reading Achievement

	Discussion
	Data Availability Statement
	Ethics Statement
	Author Contributions
	Funding
	Acknowledgments
	References


