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Interest as a motivational resource: Feedback and
gender matter, but interest makes the difference
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Abstract. This study tested the hypothesis that interest in a certain topic enables children
to sustain their intrinsic motivation in topic-related tasks when positive feedback is
absent. Ninety-one Israeli children in the seventh grade completed a questionnaire assessing their interest in the topic of logic questions. Later, in individual sessions, children
worked on logic questions, and either received positive feedback or no feedback on their
performance. Then, they completed a questionnaire assessing their intrinsic motivation to
participate in a similar task. As expected, children with a high level of interest reported
more intrinsic motivation than did children not high on interest. Among children with
moderate interest, absence of positive feedback was associated with decreased intrinsic
motivation for boys, and increased motivation for girls. This gender-related pattern was
interpreted as suggesting that girls with moderate interest perceived the positive feedback
as an attempt to control them. The ﬁndings support the view that interest may serve as
a personal resource that helps children to cope with non-optimal learning conditions.
Key words: Interest, feedback, intrinsic motivation, Gender differences.

1. Introduction
The concept of interest has received considerable attention in motivational
research during the past 15 years (e.g., Renninger, 1992; Hidi & Berndroff,
1998; Ainley, Hillman, & Hidi, 2002; Renninger, Ewen, & Lasher, 2002).
Interest researchers distinguish between an individual (dispositional) and a
situational type of interest (see Renninger, 2000 for a review). They posit
that the interest in a certain topic, subject or domain, promotes a variety of desirable outcomes in children (e.g., Hidi, Renninger, & Krapp,
2004). For example, it was found that interest predicted deeper processing and better memory for texts (Hidi, 1990) and levels of learning
(Alexander, 1997; Alexander & Murphy, 1998; Schiefele, 1999; Renninger,
Ewan, & Lasher, 2002; Reninger & Hidi, 2002). Interest was found to be
associated with persistence and effort investment in interest-related tasks
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(Prenzel, 1992; Renninger & Hidi, 2002), self perceived ability in interestrelated subjects (Hannover, 1998), and motivation to learn (Schiefele, 2001)
More generally, interest was assumed to contribute to the development of
a sense of meaning, identity and autonomy (Assor, 2004; Aviram, 1999).
One potential beneﬁt of interest that was hardly examined, yet is likely
to be quite meaningful in educational settings, is the potential function
of interest as a coping resource or a buffering factor that helps children
cope with unfavorable learning conditions (for studies treating interest as a
resource see: Sansone, Weir, Harster, & Morgan, 1992; Silvia, 2001). Thus,
it is reasonable to assume that because children value and enjoy working
on certain topics, they would be willing to tolerate, at least for a while,
non-optimal, perhaps even frustrating, learning conditions.
1.1.

INTEREST AS A RESOURCE THAT SUSTAINS INTRINSIC MOTIVATION
WHEN FREQUENT POSITIVE FEEDBACK IS MISSING

One component of learning contexts that was found to undermine children’s
intrinsic motivation (and can be viewed as contributing to a non optimal learning environment) is the absence (versus presence) of positive
performance-contingent feedback. According to Self Determination Theory
(SDT) (Deci & Ryan, 1985; Ryan & Deci, 2000), interpersonal events and
structures that are conducive to feelings of competence during a certain
action can enhance intrinsic motivation for that action, whereas structures that do not support people’s need for competence undermine intrinsic motivation. Accordingly, situations in which people are not provided
with positive performance-contingent feedback are assumed to undermine
intrinsic motivation because they do not allow people to receive the type
of information that they need to feel competent and effective (White, 1959;
Deci, Koestner, & Ryan, 1999). In contrast, positive performance feedback
is assumed to support people’s need for competence, which then enhances
their intrinsic motivation to engage and re-engage with the task.
The SDT further speciﬁes that feelings of competence would not
enhance intrinsic motivation unless they are accompanied by a sense of
autonomy (Ryan & Deci, 2000; Assor & Kaplan, 2001). Thus, it is important that the feedback would be given in ways that are informational and
not controlling. Research conducted within the framework of SDT has generally supported that claim, indicating that positive performance-contingent
feedback that is administered in an informational way generally enhances
intrinsic motivation, whereas absence of such feedback undermines intrinsic motivation (e.g., Pittman, Davey, Alafat, Wetherill, & Kramer, 1980;
Deci & Ryan, 1985; Deci et al., 1999; Vansteenkiste & Deci, 2003).
The importance of positive performance feedback was recognized also by
researchers adopting theoretical perspectives other than SDT. For example,
in Bandura’s self efﬁcacy theory (Bandura, 1997), information pertaining to
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performance outcomes is conceived as an important source of perceived efﬁcacy, which in turn serves as a major determinant of motivation (Bandura &
Schunk, 1981; Zimmerman, 2000; Bandura & Locke, 2003).
Although positive performance-contingent feedback can be an important determinant of intrinsic motivation, teachers in crowded classrooms
might ﬁnd it difﬁcult to provide their students with such feedback (see
Brophy, 1981 on the low-frequency of feedback provision in classrooms).
Moreover, demands of administrators and comparative achievement tests
might lead teachers to cover a great deal of “material” quickly, an
approach that further reduces teachers’ capacity to provide frequent and
speciﬁc performance feedback.
Given the potentially negative effects of lack of performance feedback
on children’s intrinsic motivation, it appears important to identify personal
dispositions that, if cultivated in students, might act as personal coping
resources that allow students to sustain intrinsic motivation in contexts
where positive performance-contingent feedback is not provided frequently.
In view of the many educational beneﬁts associated with interest (e.g.,
Krapp, 2002; Renninger & Hidi, 2002), we posited that interest might
constitute one such personal resource.
Interest has been conceptualized in variety of ways (Hidi, 2000;
Renninger, 2000; Krapp, 2002). As can be expected, the different conceptualizations have resulted in various methods of assessing students’ interest (Pintrich & Schunk, 2002). The present study focused on a type of
interest that, following Wigﬁeld and Eccles, (1992) can be termed “intrinsic
interest”.
Intrinsic interest or intrinsic value was deﬁned as “the enjoyment people
experience when doing a task, or their subjective interest in the content
of the task” (Wigﬁeld & Eccles, 1992, pp. 280). This type of interest is
conceptually similar to the way self determination theorists conceptualize interest, viewing it as closely linked to intrinsic motivation (Deci &
Ryan, 1985; Deci, 1992), as well as to the deﬁnition of ﬂow presented
by Csikszentmihalyi (1975). Intrinsic interest in a topic is close to what
Hoffman (2002) has described as “subject-related interest” and Hidi and
McLaren (1990) and Shieﬂele (1996) termed “topic interest”. However, we
focused only on the emotional aspects of interest.
The phenomenon of intrinsic interest appears to represent a less developed form of interest, because it is not necessarily accompanied by a
great deal of knowledge, valuing or actual experience and engagement with
the topic. And, as suggested by major researchers in the area of interest, well developed interests do have such characteristics (e.g., Renninger,
1992; Krapp, 2002; Hidi, 1992). Thus, we have decided to focus on a rather
rudimentary type of interest, one that represents what may be termed initial attraction rather than a fully developed form of interest (see Hidi,
Renninger, & Krapp, 2004).
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We focused on this type of interest because it allowed us to conduct
what appears to be a rather stringent and a particularly interesting test of
our hypothesis that any type of interest, even a rudimentary one, can serve
as a buffering factor that helps children cope with unfavorable learning
conditions. If this rather minimal type of interest would be found to help
children cope with unfavorable learning conditions, then it is reasonable to
assume that more developed forms of interest would also be helpful.
Intrinsic interest may enable children to remain occupied in a task without receiving immediate feedback because it can allow them to perceive
the task as enjoyable and as containing personally meaningful information,
which they can connect with various issues that interest them. In addition,
children who have an interest in a certain topic, might be able to rely on
internal cues as to how well they are doing due to their experience with
similar tasks (see Harter, 1981a,b; Flink, Boggiano, Main, Barrett, & Katz,
1992). We therefore hypothesized that intrinsic interest would contribute to
intrinsic motivation in a topic-related task in both no-feedback and positive feedback conditions.
But interest may not be the only factor that inﬂuences children’s intrinsic motivation in response to various feedback conditions. Another factor
that might affect children’s responses to absence versus presence of positive performance feedback is children’s gender. In the following section we
focus on gender related responses to feedback and then proceed to discuss the ways in which interest may interact with gender to affect children’s
responses to absence of positive feedback.
1.2.

GENDER DIFFERENCES IN REACTION TO FEEDBACK

Deci (1975) has suggested that males and females often react differently
to praise from another person. According to his proposal, when males are
told by other people that their performance is superior, they often perceive it as an informational message indicating that they are competent
at the relevant task. The increased sense of competence is then assumed
to enhance males’ intrinsic motivation. In contrast, females often experience praise indicating superior performance as a controlling external intervention which diminishes their sense of autonomy, and consequently also
undermines their intrinsic motivation.
According to Deci (1975) males tend to be more sensitive to the informational aspect of praise because their socialization has oriented them
toward independent achievement. In contrast, females tend to be more sensitive to the controlling aspect of praise because their socialization has oriented them to be more interpersonally sensitive and more concerned with
others’ evaluations of them.
An additional potential cause for boys’ stronger tendency to interpret
praise as an indicator of competence (and therefore as more intrinsically
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motivating) is that teachers’ praise may be more closely linked to children’s actual performance in the case of boys than in the case of girls.
Thus, Parsons, Kaczala, and Meece (1982) and Dweck, Davidson, Nelson
and Enna (1978) reported that teachers’ praise was much more related to
quality of intellectual performance for boys than for girls.
Most of the research designed speciﬁcally to test the hypothesis concerning gender differences in reaction to praise has supported this notion
(e.g., Deci, Cascio & Krusell, 1975; Kast & Connor, 1988; Koestner,
Zukerman, & Koestner, 1989; Zinser Young, & King, 1982, but see also the
negative results reported by Blank, Reis, & Jackson, 1984).
The present, study, unlike the studies aimed at testing the gender differences’ hypothesis formulated by Deci (1975), focuses on positive performance feedback rather than on praise. Henderlong and Lepper (2002),
in their comprehensive review of research on praise, distinguish between
praise and positive performance feedback, and state that praise, unlike positive performance feedback, includes a message by another person implying that one’s products, performances or attributes are worthy of a positive
evaluation relative to some valid standards of assessment (e.g., “Good, that
is the quickest that one has been done”).
Positive performance feedback merely includes information about the
correctness of one’s solution (e.g., you solved 90% of the problems correctly), and unlike praise, it does not include positive evaluative statements
from another person that strengthen the merit of the outcomes obtained by
the actor, or tie those results to some worthy trait or behavior of the actor.
Following the above distinction, Mueller and Dweck (1998) used positive
performance feedback as a neutral condition against which various types
of praise were compared.
Because positive feedback does not include a strong evaluative message
from another person, it is not clear if this type of feedback would trigger
differential gender-related responses similar to those observed in the case
of praise. As empirical studies of this issue are scarce, the present study
sought to examine gender-related effects of presence versus absence of positive feedback on children’s intrinsic motivation. Given our focus on interest
as an important determinant of motivation, we also explored the potential role of interest as a moderator of gender-related responses to presence
versus absence of positive feedback.
Consistent with the notion of interest as a coping resource, it can be
assumed that children with high interest would not show differential gender-related responses to positive feedback because, for them, interest serves
as a buffering factor that enables those boys and girls to tolerate the inconvenience generated by various types of feedback conditions. Therefore, we
predicted that girls and boys with a great deal of interest would experience high levels of intrinsic motivation irrespective of whether they receive
positive feedback or not.
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With regard to children who have not developed high levels of interest,
we expected that since boys tend to interpret positive evaluative messages
as conveying competence information, they would view the message that
they have solved a problem correctly as evidence for their competence,
whereas absence of positive feedback would frustrate their need to receive
information concerning their competence at the relevant task. Therefore,
we hypothesized that among boys with low or moderate levels of interest,
absence (as compared to presence) of positive performance feedback would
be associated with decreased intrinsic motivation.
As for girls, being less achievement oriented, they might be less inclined
to look for feedback that informs them concerning their competence, and
when they receive positive feedback, they might be less inclined than
males to interpret it as providing competence information. Consequently,
we predicted that among children with low or moderate levels of interest,
absence of positive performance-contingent feedback would have less negative effects on intrinsic motivation in girls than in boys.
1.3.

THE PRESENT STUDY

The present study used an experimental design to study potential beneﬁts
of interest. Children’s interest in the topic of logic puzzles was assessed in
one session, and about one week later, they worked on unfamiliar puzzles
involving decision making problems. After they completed their work, participants either received positive performance feedback, or did not receive
any feedback. Then, their intrinsic motivation for participation in similar
tasks was assessed.
In our deﬁnition and measurement of interest we have followed the concept of “intrinsic interest” (Wigﬁeld & Eccles, 1992) and Deci’s (1998) view
of interest as a precursor of intrinsic motivation. Therefore, we emphasized the interest and enjoyment components of this disposition more than
the knowledge or value components that are part of the deﬁnition of a
well developed individual interest (Renninger, 1990, 2000). It is quite possible that the strong emphasis on interest and enjoyment might cause us
to capture a type of interest that is somewhat less developed and perhaps
even less enduring. However, it is important to discover whether even a less
developed type of interest enables children to develop intrinsic motivation
in non-optimal learning situations.
One advantage of the use of logic puzzles was that a great deal of
research on intrinsic motivation and on gender differences in reaction to
positive evaluative feedback was done on puzzles of various types (Deci,
1975; Harackiewicz, 1979; Sansone, 1986; Kast & Connor, 1988; Mueller &
Dweck, 1998; Henderlong & Lepper, 2000). The similarity in the type of
tasks chosen to assess intrinsic motivation allows us to relate our results to
ﬁndings obtained in previous research, and in particular to research where
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gender effects were not obtained, perhaps due to lack of consideration of
the moderating role of interest.
Based on the foregoing considerations, we hypothesized that children
with high levels of interest would show a great deal of intrinsic motivation
to work on tasks that are similar to the decision making puzzles they have
just solved, and this preference for similar tasks would be manifested irrespective of children’s gender or of whether they get feedback or not. As for
children whose interest is not high, they were expected to show lower levels of intrinsic motivation, as well as to exhibit differential, gender related
responses to absence versus presence of positive feedback, so that absence
of positive feedback would undermine motivation in boys more than in
girls.
2. Method
2.1.

PARTICIPANTS

Participants were 91 seventh grade Israeli children (43 boys and 48 girls)
from two schools in middle class neighborhoods in the southern part of
Israel.
2.2.

PROCEDURE

The study consisted of two sessions. In the ﬁrst session, participants completed, in their classrooms, a self-report questionnaire assessing interest in
the topic of logic questions, puzzles and thinking games. The second session was held individually 1 week later. An adult experimenter gave each
student a set of ten multi-attribute decision-making questions in which one
is provided with several criteria for choosing various products and is then
asked to select the product that represents the best choice. Each question
had only one correct answer. A detailed description of the questions used
appears in Bereby-Meyer, Assor, and Katz (2004).
After completing the questions, participants were exposed to one out of
two experimental conditions:
Positive feedback: The researcher told the participant: “Most of your
answers are correct, thank you very much for your participation”.
No feedback: The researcher told the participant: “Thank you very much
for your participation”.
Participants were assigned to the manipulation conditions randomly.
Post experiment questioning indicated that none of the participants
questioned the credibility of the bogus positive feedback. This was not
surprising because the questions were new and not trivial, making it very
difﬁcult for participants to determine whether they solved them correctly.
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After participants received the positive feedback or the no feedback
treatments, they completed a self-report questionnaire assessing their intrinsic motivation for participation in similar tasks in the future.
2.3.

INSTRUMENTS

2.3.1. Interest Questionnaire
This instrument consists of ﬁve items assessing the participants’ interest in
and enjoyment of riddles and thinking games. Examples of items: “I like
to work on riddles that you have to work hard to solve”, “I enjoy participating in thinking games at class even if I don’t receive any rewards”.
Participants were asked to indicate the degree to which they agree with
each statement using a 5-point Likert scale (1 = do not agree, 5 = absolutely
agree). Cronbach Alpha was 0.88.
2.3.2. Intrinsic Motivation for Working on Similar Tasks
This variable consists of four items assessing participants’ intrinsic motivation for working in the future on problems similar to the decision questions they have just ﬁnished solving. Examples of items: “If there would
be another meeting, I would want to get questions of this type again”,
“I like to work on questions of this type”, “I would like to have assignments similar to these questions in our regular classes”. Participants indicated the extent to which they agree with each item using a 5-point Likert
scale (1 = not at all, 5 = very much). Cronbach Alpha was 0.85.
2.3.3. Actual Score on the Multi-attribute Problem
The number of questions that children solved correctly constituted their
actual score. In the various analyses, actual score was added as a covariate
in order to control for the possibility that the results might be affected by
children’s actual performance rather than the two factors examined in this
study. It should be noted that, as can be expected in the case of random
assignment, children’s actual score and the type of feedback they received
were unrelated.
3. Results
We hypothesized that children with high levels of interest would show
a great deal of intrinsic motivation to engage in puzzles that are similar to those they have just worked on, and this preference would be
manifested irrespective of children’s gender or the type of feedback they
received. In contrast, children whose interest is not high were expected
to show lower levels of intrinsic motivation, as well as to exhibit differential, gender related responses to absence versus presence of positive
feedback.
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The hypotheses were tested by means of a 3 × 2 × 2 Analysis of
Covariance (ANCOVA), which was then followed by tests examining our
speciﬁc predictions. The ANCOVA examined the effects of three betweensubjects’ factors: interest (low, moderate, and high), type of feedback (positive feedback versus no feedback), and gender. The dependent measure
was intrinsic motivation to participate in similar tasks, and the covariate
was children’s actual score on the puzzles. The three levels of interest were
determined based on tri-modal splits of participants’ scores, which were
performed separately for girls and boys.
As expected, results of the ANCOVA showed a signiﬁcant main effect
of interest [F (2, 77) = 23.33, p < 0.001, η2 = 0.34]. A simple effect test
[F (1, 77) = 32.37, p < 0.001] then supported the prediction that children
with high interest would describe themselves as more intrinsically motivated with regard to the decision-making puzzles (M = 4.78, SD = 0.32)
than would children who are not high on interest (Moderate: M = 4.05,
SD = 0.98; Low: M = 3.67, SD = 0.85).
In addition to the main effect of interest, the only other signiﬁcant effect
detected by the ANCOVA was a three way interaction involving gender,
interest and type of feedback [F (2, 77) = 3.67, p < 0.005, η2 = 0.05].
This interaction was expected based on the hypothesis that children
whose interest is low or moderate, but not high, would show differential,
gender related, responses to absence versus presence of positive feedback,
so that absence of positive feedback would undermine motivation in boys
more than in girls. To examine if the pattern of the three way interaction is,
indeed, consistent with the above hypothesis we performed three two-way
ANCOVAs (one for each level of interest). The patterns of those interactions are presented in Figure 1.
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Figure 1. The effects of feedback and gender on intrinsic motivation at three levels
of interest.
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Results were consistent with our predictions in two out of the three
ANCOVAs. Thus, as expected, the gender by type of feedback interaction
was signiﬁcant for participants with moderate interest [F (1, 77) = 8.61, p <
0.005], but not for participants with high interest [F (1, 77) = 0.22, N.S.].
Unexpectedly, the gender by type of feedback interaction was not signiﬁcant for participants with low interest [F (1, 77) = 0.63, N.S.].
The pattern of the interaction among participants with a moderate level
of interest indicates that, as expected, the absence of positive feedback
undermined intrinsic motivation in boys much more than in girls. Thus,
a simple effects tests indicated that boys who received no feedback (M =
3.50, SD = 1.20) showed signiﬁcantly lower intrinsic motivation than boys
who received positive feedback (M = 4.32, SD = 0.53) [F (1, 77) = 4.85, p <
0.05]. Unexpectedly, for girls, absence of positive feedback (M = 4.71,
SD = 0.42) tended to enhance intrinsic motivation (Positive feedback: M =
3.94, SD = 1.02) [F (1, 77) = 3.76, p < 0.06].
Overall, the results show that children with a high level of interest experienced more intrinsic motivation to participate in similar tasks than did
children who are not high on interest, and the positive effect of high interest was detected also when children received no positive feedback, and
irrespective of children’s gender. In addition, we have found that, among
children with moderate, but not low or high, interest, absence of positive
feedback was associated with decreased intrinsic motivation in boys, and
increased motivation in girls.
4. Discussion
The results of the present study suggest that interest can serve as a resource
that enables children to cope with non-optimal learning conditions. Thus,
it appears that high interest can help children to overcome the potentially
harmful effects of lack of positive feedback, and makes them less susceptible to negative, gender-related, inﬂuences of various types of feedback
conditions.
The ﬁndings also indicate that presence of positive feedback has a positive impact on intrinsic motivation among boys with a moderate level of
interest and a negative impact on the intrinsic motivation of girls with
moderate level of interest. Among high or low interest participants, presence of positive feedback did not have signiﬁcantly different effects on
boys and girls. The ﬁnding that variations in feedback conditions had
differential gender related effects only among children with moderate interest might be explained by empirical and theoretical work conducted within
the domain of attitude change. Thus, it is possible that children reporting
a moderate degree of interest are less certain of their interest than those
reporting high or low-levels of interest, and this uncertainty enhances their
susceptibility to the inﬂuence of available information.
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The notion that a moderate level of endorsement of a certain attitude often reﬂects a lower level of certainty in one’s attitude is consistent
with results of research indicating that people with moderate (i.e., nonextreme) attitudes take more time to make attitude-related judgments than
people with more extreme attitudes (see Fazio, 1990). In addition, research
described by Kelly and Lamb (1957) and Turner (1993) suggests that uncertainty or ambiguity concerning one’s attitudes makes one more susceptible
to external, attitude-related, messages.
As for low interest participants, they may enter the task with a negative attitude that causes them to discard any input that might reﬂect on
their competence or the value of the task, and therefore variations in feedback conditions do not have a signiﬁcant effect on them. Further research
may examine whether differential gender-related effects continue to emerge
most strongly among children with moderate interest. To the extent that
this pattern is replicated, research may examine various explanations of this
phenomenon.
The results obtained for girls with moderate interest were somewhat
unexpected. Although we did hypothesize that girls would react less negatively than boys to absence of positive feedback, we did not expect them to
react to positive feedback more negatively than to absence of feedback. We
did not predict the negative impact of positive feedback on girls because
we assumed that the feedback we gave is not likely to be experienced as
interpersonally and controlling. Thus, the person giving the rather minimal
and objective message that constituted the positive feedback did not add
to it a personal statement of evaluation, which could be construed as an
act of inter-personal pressure or as an inﬂuence attempt. Yet, the fact that
the girls with moderate interest did react negatively to this type of feedback
might indicate that those girls did interpret this feedback as controlling,
just as the females in the studies on praise (e.g., Deci et al., 1975; Kast &
Connor, 1988) interpreted praise as controlling.
The ﬁndings concerning the negative effect of feedback for girls with
moderate interest suggest that positive feedback is not necessarily beneﬁcial
for everyone. This conclusion is further reinforced by the fact that, overall, presence of positive feedback did not enhance intrinsic motivation relative to no feedback (i.e., positive feedback did not have a main effect on
motivation). Thus, it appears that the desirable effects of positive feedback
cannot be taken for granted, and they depend on the persons receiving the
feedback (e.g., their gender and level of interest), and on the context. In
this respect, then, positive feedback is not that different from praise, whose
impact on people clearly depends on a variety of contextual and personal
factors (see Henderlong & Lepper, 2002).
The results of the present study suggest that interest might be a valuable
coping resource. In future research, it would be interesting to articulate and
study the mediating processes through which interest may act as a buffering
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protective factor that supports intrinsic motivation in non-optimal learning
environments.
One possibility is that students with a high level of interest have more
developed schemas or strategies for coping with various types of problems
in their domain of interest (Renninger, Ewan, & Lesher, 2002; Schiefele,
1999, 2001), and those internal structures provide them with internal cues
suggesting that they are on the right path when external, competencesupporting, feedback is missing. Thus, relative to low-interest children,
high-interest children might have more developed and systematic schemas
which give them a greater sense of predictability and efﬁcacy in situations
where external feedback is unavailable. Future research might examine
this account as well as other possible mechanisms that might explain the
ways by which strong interest supports intrinsic motivation when positive
feedback is absent.
The inclusion of interest as a moderator of gender related feedback
effects in various studies of the impact of feedback and praise might
help researchers to detect differential gender-related effects also in various research designs and samples where such differential effects have not
been found so far (Mueller & Dweck, 1998; Sansone, 1986; Henderlong &
Lepper, 2000).
It is important to note that the construct of interest examined in this
study lacked the value and knowledge components, which are parts of the
construct of “well developed interest” as deﬁned by Renninger and her
colleagues (Renninger, 1992; Hidi et al., 2004). Interestingly, although the
type of interest examined in our study could not be considered a well
developed interest, it did buffer the negative effects of lack of positive
feedback for boys and of positive feedback for girls. In future research, it
would be interesting to examine the contribution of the value and knowledge components to the buffering effect of interest.
One limitation of research examining gender differences in reaction to
feedback and praise is that the types of puzzles that are often used in
those studies are usually more interesting and relevant to males than to
females (Blank, Reis, & Jackson, 1984). However, the present study directly
controlled for this source of systematic bias by directly assessing children’s
interest in the topic of logic puzzles.
The results of the present study cannot be generalized to populations
that differ widely from the sample of middle class Israeli children examined in our research. To allow such generalizations, future research should
investigate the joint effects of interest, type of feedback and gender across
different ages, cultures and socio-economic statuses.
Past research has already shown that interest is an important cognitive
and emotional resource (Hidi et al., 2004). The present research adds to
the literature concerning the beneﬁts of interest, one potential contribution of interest that has not received much attention until now: the role
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of interest in sustaining children’s intrinsic motivation under non-optimal
feedback conditions.
Finally, the notion of interest as a resource that sustains intrinsic
motivation in non-optimal learning contexts appears to have important
educational implications. Given that most children are going to face nonoptimal learning conditions at one point or another during their educational career, it appears important to help them develop strong interests
that would allow them to tolerate feedback conditions that are unhelpful,
perhaps even discouraging.
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