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Introduction

Affective factors such as anxiety (Du et al., 2021; Fréchette-Simard et al., 2023;
Henschel & Roick, 2017; Steinmayr et al., 2018), well-being (Holzer et al., 2022; Mendoza &
Yan, 2023; Steinmayr et al., 2018), self-efficacy (Usher et al., 2019) and interest (Lee et al.,
2014) were found to explain the academic outcomes in a variety of recent research in middles
school students. Accordingly, educators and researchers have increasingly focused their
attention on these factors. Motivation, as a significant affective factor, contributes to the
cognitive, social, and motor development of children across various age groups and is
correlated with students’ academic performance, curiosity and persistence (Camacho-Morles
et al., 2021; Collie & Martin, 2019; Lazowski & Hulleman, 2016). Shankoff and Philips
(2000) stated that it is critical to consider the assessment of mastery motivation as a pivotal
factor in child development (Shonkoff & Phillips, 2000).

George Morgan using the theoretical developments of Robert White and Leon J.
Yarrow defined mastery motivations as a multidimensional, intrinsic and psychological drive
that compels an individual to try independently and persistently to achieve a task of moderate
difficulty, solve a problem or master a skill or outcome (Morgan et al., 1990; White, 1959;
Yarrow et al., 1975). Mastery motivation is considered multifaced, attributable to the context
that it can be employed (educational, domestic or social environments), due to the
developments domains it consists of and its two principal aspects (Busch-Rossnagel &
Morgan, 2013; Wang & Barrett, 2013).

The two overarching aspects of mastery motivation are the instrumental and
affective/expressive aspects. Affective aspects of mastery motivation includes both
stimulating emotions like pleasure and interest, which encourage individual’s persistence in
mastering challenges, and demotivating feelings such as sadness and shame, which can lead
to withdrawal and abandonment of efforts in overcoming challenging in a mastery activity
(Barrett & Morgan, 2018; Calchei et al., 2020). Whereas instrumental aspect refers to an
individual’s focus persistence, control, and attempt during a mastery activity. The domains of
instrumental aspect: object/cognitive mastery motivation, social mastery motivation, and
gross motor mastery motivation and the one of the expressive aspects are mastery pleasure
and negative reactions.

Within research on mastery motivation in the educational context there are studies on
subject-specific mastery motivation that was founded on the hypothesis that mastery
motivation is subject specific therefore a more contextualized measurement of mastery
motivation can increase the predictiveness of school achievement compared with the domain
general mastery motivation assessment instrument (Hornstra et al., 2016; Jozsa, 2014; Jozsa
et al., 2017; Wigfield, 1997). Therefore, the specificity of mastery motivation is considerably
shaped by the students’ educational experience, the pedagogical strategies implemented on
the national and school levels (Lazowski & Hulleman, 2016). Subject-specific mastery
motivation was developed on the foundation of cognitive persistence and mastery pleasure
domains of mastery motivation. The theoretical explanation of using cognitive persistence
lies on an individual's inherent drive to endure and excel in the face of challenges while
striving to master a diverse range of cognitive and educational tasks (Ackerman & Lohman,



2006; Rammstedt, 2018; Teubner-Rhodes, 2020; Teubner-Rhodes et al., 2017). Besides,
performance depends not solely on an individual's cognitive abilities but also on their
persistence to succeed and the effort they invest in mastering a task. As for the mastery
pleasure domain it is operationalized that emotions play an important role: they can
encourage an individual to either preserver or disengage with a mastery situation or task.
(Rash et al., 2016). Besides, emotions of a variety of valences arise in situations that involve
pursuit of mastery or success (Barrett, 1998; Harley et al., 2019; J6zsa & Barrett, 2018).
Subject-specific mastery motivation is measured within seven subjects/domains: reading,
mathematics, science, English as a foreign language, German as a foreign language, art and
music.

Indisputably, culture has an impact on motivation in an educational context and
consequently triggers cultural differences and variations (within- and between-countries) in
motivation. As Deci and Ryan posited, human beings possess an inherent disposition towards
incorporating cultural behaviors and values encountered during their development (Ryan &
Deci, 2009). This implies that individuals fully internalize their inherited culture.

There have been several studies that explored the similarities and differences in mastery
motivation domains across cultures (Gilmore et al., 2017; Hwang et al., 2017; Jozsa et al.,
2020). These studies defined culture as “country”, though cultural differences are present
within certain countries. Cross-cultural studies on affective factors are very often focused on
contrasting Asian and Western nations therefore the identified variations were attributed to
the dichotomy of individualism/collectivism of Asian versus Western countries or to the
structure of the educational system (Morgan et al., 2013). Nevertheless, research examining
the influence of ethnicity within countries is scarce, specifically outside the U.S., where
uniformity in educational systems cannot be presumed due to its state based-government
educational system. Within the Moldovan context, it is possible to determine if the cultural
factors play a role in differences in mastery motivation given that the educational system in
schools with Romanian and Russian language of instruction is identical.

Besides, we attempted to carry out a cross cultural study of subject specific mastery
motivation between Hungary and the Republic of Moldova. And due to the fact that the social
organization of these two countries are similar we adopted the perspective of cultural values
based on Hofstede’s 6-D cultural map models to identify the cultural difference between these
countries (Hofstede, 2001, 2018).

The focus of this research project is to explore mastery motivation and subject-specific
mastery motivation within the Moldovan context and the cross-cultural analysis of subject-
specific mastery motivation in middle school student from Hungary and the Republic of
Moldova. Notably, in the Republic of Moldova there are no empirical studies on motivation
of middles school students using advanced statistical methods. Middles-school students
encompass a particularly significant age group to be studied as this cohort of students are
enrolled in compulsory education and after middle school students begin to navigate through
a variety of education and career options available in Moldova.

Present Study



Despite there being empirical studies on mastery motivation there exists a gap in further
exploration of its measurement instrument both of the general domain of mastery motivation:
Dimensions of Mastery Questionnaire (DMQ 18) (Morgan et al., 2020) and specific domains
of mastery motivation: Subject-Specific Mastery Motivation Questionnaire (SSMMQ) (J6zsa
et al., 2017) and to explore its stability in other cultures. Moreover, there is a need to explore
the levels of mastery motivation in Moldova and its trajectory in schools with Romanian
language of instruction and schools with Russian language of instruction as the culture of the
students and teachers and the school culture might have influence students’ mastery
motivation. And though we do not investigate the influence of culture on these two categories
of students in the Republic of Moldova, we explore its trajectory.

Besides, despite existing literature on the predictive power of mastery motivation,
research on the predictive value of subject-specific mastery motion and mastery motivation in
specific subjects remains unexplored (Jozsa et al., 2020; Jozsa & Barrett, 2018). This study,
therefore, intends to fill these research gap, contributing to the broader understanding of how
mastery motivation functions across different domains and cultural educational settings. This
last problem has not yet been published at the moment of the submission of this paper.

In response to the stated problem, this study-based dissertation aims to explore mastery
motivation as a general domain and specific domain in Hungary and the Republic of
Moldova.

Accordingly, this dissertation aims to (a) to adapt DMQ 18 and SSMMQ into Russian
and Romanian and analysis of the psychometric properties of these versions of student self-
rated; (b) to analyze the differences of mastery motivation and subject-specific mastery
motivation levels across languages, grade levels, and gender in the Moldovan context; (c) to
investigate the cross-cultural differences in subject specific mastery motivation levels in
Hungary and the Republic of Moldova.

Instruments

Mastery motivation was measured using Dimensions of Mastery Questionnaire in
Romanian and Russian languages. DMQ 18 consists of 7 scales and 41 five-level Likert items,
each rated from not at all typical (1) to very typical (5). The instrumental aspect of mastery
motivation contains four scales: Cognitive/Object Persistence (COP) (six items), Gross Motor
Persistence (GMP) (five items), Social Persistence with Adults (SPA) (six items), and Social
Persistence with Children (SPC) (six items). The expressive aspect of mastery motivation
includes two scales: Mastery Pleasure (MP) (five items) and Negative Reactions to Challenge
(NRC) (eight items). Finally, the General Competence scale (COM) (five items) measures the
perceived ability to master a skill and is a measure of a potential influence on mastery
motivation, rather than mastery motivation itself. The Negative Reactions to Challenge (NRC)
scale is divided into two subscales: the frustration/anger subscale containing four items and the
sadness/shame subscale consisting of a similar number of items.

Subject-specific mastery motivation was measured using Subject Specific Mastery
Motivation Questionnaire. SSMMQ contains the following scales: Reading Mastery
Motivation (Reading), Mathematics Mastery Motivation (Math), Science Mastery Motivation
(Science), Music Mastery Motivation (Music), Art Mastery Motivation (Art), English as a



Foreign Language Mastery Motivation (English), and School Mastery Pleasure (SMP). Each
scale consists of six 5-point Likert items. The scales do not consist of parallel items.

Methodology

To conduct the cross-sectional, quantitative investigation, a survey technique was
applied. This study-based doctoral dissertation is based on three samples collected in two
different phases. In the first phase, the data was collected with the aim to validate DMQ18
and trial the data collection procedures in the Moldovan educational context. The validation
study of the Romanian and Russian versions of DMQ18 and the cross-ethnical study included
275 fifth-grade students receiving instruction either in Russian (162) or Romanian (113). The
inclusion criterion that was used was that the students were enrolled in the relevant grade,
1.e., fifth grade. The students were selected from schools that belonged to the same school
district in the Republic of Moldova and were academically comparable based on the exam
results that are made public every year.

In the second phase the data was collected in the Hungary and the Republic of
Moldova. The data from this sample was used to publish the validation study of SSMMQ and
compare subject-specific mastery motivation levels of Moldovan students studying in
Romanian or Russian languages as well as for the cross-cultural study between Hungary and
Moldova. The sample comprises 939 (472 girls and 466 boys) secondary school students
from five public schools in a large city in the Republic of Moldova. The response rate within
schools in this study was 90.70%. Two linguistically different samples were used: the
Romanian (RO) sample consisting of the students who studied in schools with the Romanian
language of instruction (Nro = 586 (62.407%)) and the Russian (RU) sample corresponding
to the students studying in schools with the Russian language of instruction (Nru = 353
(37.593%)). Moreover, the distribution across grade levels was the following: 346 (36.848%)
studied in the fifth grade (Nro,s= 219 and Nru, 5 = 127), 304 (32.375%) studied in the
seventh grade (Nro, 7= 199 and Nry, 7= 105 Russian), and 289 (30.777%) were in the ninth
grade (Nro, 9= 168 and Nry, o= 121).

The Hungarian (HU) sample consisted of 1121 Hungarian students. Across the
Hungarian sample, 484 (43.175%) were fifth graders, 375 (33.452%) were seventh graders,
and 262 (23.371%) were ninth graders.

The data was collected using paper and pen procedure. The researcher was present
during data collection phases in the Repulic of Moldova, while in Hungary an educator
familiar with mastery motivation frameworks and the SSMMQ facilitated the data collection
process. The analytical procedures used in the empirical studies included CFA, measurement
invariance, latent means difference, ANOVA, MANOVA. In our studies we used IBM SPSS
Statistics 23.0 and Amos 28.0 and 29.0.

Results

When validating the Romanian and Russian version of DMQ18 we tested as the
baseline model the five-factor first-order and five-factor second-order factor model using
CFA. Importantly, the NRC and COM were not part of the models as the NRC items are
usually not included in DMQ 18 factor analyses when there are limited sample sizes, given
that their relatively lower internal consistency besides COM items are usually not included
because they do not measure mastery motivation. This first stage of the study is a prerequisite
for establishing the whole data baseline model that must fit separately the group data sets. In



our study, we started with the Romanian-speaking data set as it was the smallest and the small
sample size could have caused model fit issues. The result of the CFA analysis concluded that
the model fit of the Romanian-speaking data set was acceptable.

Measurement invariance is a compulsory condition for comparison of latent means in
cross-cultural studies. This analysis is not common within mastery motivation research. It
was used in few recent studies on a preschool sample and school-aged children in across-
country analysis (Hwang et al., 2017). This was the first study in which measurement
invariance is used to establish appropriateness of questionnaires using different languages to
measure mastery motivation within a single country. The configural and metric invariance of
the data set was achieved. This provided evidence that the first-order factor structure of the
DMQI18 supported the inference that items and scales had equivalent meaning to participants
across the Romanian- and Russian-speaking groups, and the items used to measure the
underlying factors of the DMQ18 were equivalently associated with the latent variables for
both ethnic groups.

Finally, an important contribution of the present study is the investigation of ethnic
differences in mastery motivation in a country where the educational system provides
complete instruction in two different languages to fit the needs of most of the population.
Thus, addressing the last aim of the present research related to the differences between the
perceptions of mastery motivation of Russian-speaking students and Romanian-speaking
students in the Moldovan context, we determined that the 5th graders rate themselves
similarly on the COP, SPC, SPA and MP scale. On the GMP scale, the Romanian-speaking
students rated themselves significantly higher than the Russian-speaking students with a very
large effect size (Calchei et al., 2023).

When comparing the self-ratings of mastery motivation of the Russian and Romanian-
speaking students only one difference was identified, on GMP, where the Romanian-speaking
students rated themselves higher than the Russian-speaking students. These findings both
support the comparability of the Russian and Romanian language versions of the DMQ18 and
the similarity in perceived motivation across these ethnic groups in Moldova. This finding is
in line with the results of cross-cultural comparisons of Hungarian-, Chinese-, and English-
speaking school-aged children who determine a difference on the same scale on which the
English and Hungarian-speaking students rated themselves statistically significantly higher
than the Chinese-speaking students.

This study’s limitation to fifth grade students suggests the need to include cross-ethnic
studies of mastery motivation at various stages of school evaluation to determine the possible
impact of ethnicity at different ages and levels of schooling. Such results could inform
interventions to support student’s mastery motivation and subsequently their academic
achievement (Jozsa & Barrett, 2018; Vansteenkiste et al., 2014). This is supported by the
established evidence that mastery motivation is a predictor of school achievement (Hashmi et
al., 2017; J6zsa & Molnar, 2013). However, it is also important to determine to what extent
the ethnicity of the student and language of the educational system explain variation in
mastery motivation within one educational system (J6zsa et al., 2020).

The current study aimed to explore the factor structure of the Romanian and Russian
versions of the SSMMQ in a sample of fifth, seventh, and ninth graders from the Republic of
Moldova. For this purpose, we tested three models of the SSMMQ: the first one was the
initial seven-factor model of the SSMMQ that was put forward by Jézsa et al (Jozsa et al.,
2017). This model that included the subject specific scales (Rading, Math, Science, English,



Art and Music) and SMP did not produce an acceptable fitness of good in both versions.
Given the fact that the school mastery pleasure items had the lowest factor loadings and that
each of its items measured the mastery pleasure in the specific subjects comprised in the
SSMMQ, we included these items in the subject-specific scales for being the second tested
model. The last model of the SSMMQ in Romanian and Russian included only the six
subject-specific scales (six items per scale) and all the items assessing school mastery
pleasure were excluded; it yielded the best goodness of fit indices and good internal
consistency values across all samples.

The variables of school-specific mastery pleasure in the original study cross-loaded
above 0.400 on the corresponding subject-specific mastery scale (English, Science, Art, and
Music) and school-specific mastery pleasure scale. We consider that an item of SMP can be
dropped only if the whole related school domain scale is dropped. Otherwise, the drop of an
SMP item related to a scale used in the questionnaire violates the construction of the
construct of subject-specific mastery motivation. SMP is an affective scale that measures the
expressive aspect during or right after mastering subject-specific tasks, which is similar to the
Mastery Pleasure scale in DMQ 18. The items assessing mastery pleasure in the DMQ 18 are
worded diversely while the items evaluating school subject mastery motivation in the
SSMMQ are worded in parallel. Parallel wording in scales can cause misfits or inadequate fit
and biased outcomes (Gliner et al., 2017). To our knowledge, there is no statistical solution
for scales that are composed of items with parallel wording. We hypothesize that the subject-
specific mastery pleasure items would be varied to express “smiling, laughing or other
behavioral indicators of positive affect” during or after mastering tasks in the evaluated
subjects.

The complexity of this study resides in the inclusion of three criteria in defining groups:
language (Romanian and Russian), grade (five, seven and nine) and gender), resulting in the
use of seven different groups in the statistical analysis. This complexity motivated the
adoption of a sequential approach to defining the baseline model for further measurement
invariance. The correlated errors imposed on the final baseline model were selected on the
criteria of being present in all the groups to avoid accidental deflation or inflation of
statistical outcomes.

In this study, we also aimed to assess group-level differences in subject-specific
mastery motivation. In the studied sample, the means of girls were higher than those of boys.
Thus, there is a statistically significant difference in means in Science and English mastery
motivation, whereas in Art, Music, and Reading, the difference was a medium. There was no
gender difference in the level of Math mastery motivation. Gender diftferences have rarely
been examined within the theory of mastery motivation. The only study that focused on these
differences used the Dimensions of Adult Mastery Motivation Questionnaire that investigated
mastery motivation levels in university students (Jozsa et al., 2020). This study found that
there was a lack of gender differences in Hungarian students, but the Australian, Bangladeshi,
and Iranian female students reported significantly lower levels of mastery motivation.

What is more, the lack of gender differences in Math mastery motivation is in
disagreement with studies that investigated motivation at school and concluded that
secondary school girls (as compared with boys) have lower mastery motivation in Western
countries (Hui & Triandis, 1985). At the same time, there are several studies that have
identified that boys reported lower academic or domain-specific motivation than girls in
Belgium, Russia, Azerbaijan, Australia, and the US (Han, 2019; Karimova & Csapo, 2021;



Watt, 2016). In light of the new emergent gender roles, the gender differences in subject-
specific mastery motivation can explain the academic fluctuations of the students.
Nevertheless, the gender differences may be age- or grade- related as, at the university level,
there are no differences between males and females on the total mastery motivation and on
the scales of Dimensions of Adult Mastery Motivation Questionnaire College (Bruick, 2019).

Although the students studying in the Romanian language had higher latent means of
Music, Science, Art, and Science mastery motivation, the size effect of these differences are
below 0.200, therefore they are negligible. Thus, there was no statistically significant
difference between the latent means of the students receiving education in the Romanian
language and those studying in Russian.

Findings also showed latent mean difference across seventh graders had a lower Music,
Art, and Math mastery motivation in comparison with fifth graders. Moreover, the ninth
graders exhibited statistically and significantly lower mastery motivation in Art and English,
whereas the latent mean comparison of fifth- and ninth-grade students revealed more
differences, namely in Music, Art, English, Math, and Science mastery motivation, with the
ninth graders having lower latent means. All identified latent differences had a small effect.
One subject-specific mastery motivation level that remained stable across the grades was
Reading. Art mastery motivation constantly decreased across the grades. English is the
subject-specific mastery motivation that starts decreasing more significantly in the seventh
grade, continuing towards the ninth grade. Music, Math, and Science mastery motivation
decrease gradually but it is identified only in ninth graders and not in seventh graders. Some
of the grade level changes found in this study correspond with the previous studies examining
subject mastery motivation in Hungary and Taiwan. The Art, Science, and Math mastery
motivation of the students from Hungary are similar with the ones from the Republic of
Moldova and decreased across the grades with a similarly small effect size. English as a
foreign language did not decrease in either Hungary or Taiwan at the secondary school level,
whereas it did in Moldova, just like mastery motivation in all other subjects under
investigation. Only in the Republic of Moldova was Reading mastery motivation level stable
across the grades, which is opposite to the findings of the previous research. In Hungary, the
English mastery motivation level tends to drop from the fourth to the sixth grade, but later on
it becomes stabilized. Furthermore, the outcomes of the current study support the conclusions
that the cognitive persistence domain of mastery motivation tends to decline in students from
grade four to grade eight (Jozsa et al., 2020).

Regarding the mean difference within the grades in each country, we found that in
Hungary, Reading, Math, Science, Art, and Music decreased significantly between grades
five and seven. These findings are consistent with a previous study of subject-specific
mastery motivation in this country that concluded that these levels decreased between grades
four and eight. The findings are corroborated by a body of empirical evidence derived from
cross-sectional investigations on mastery motivation among school students in Hungary
(Jézsa et al., 2014; Jozsa & Molnar, 2013). As for the trajectory of the subject-specific
mastery motivation between grades seven and nine in the Hungarian sample, the data showed
that the levels remained significantly stable, which is in line with a previous empirical study,
with the exception of the Art and Music scales, where the students’ mastery motivation
constantly increased from grades four to ten (Jozsa et al., 2017). As for English, the result of
the present study differed as we did not find the change to be significant, whereas previous



studies determined a decrease in the level of English mastery motivation from grades four to
six and then a stagnation up to grade 10.

In the Moldovan sample, significant differences were registered on the Math, Music,
and Art scales. As in the Hungarian sample, the levels in these subjects declined from the fifth
to the seventh grade, but in the ninth grade, the Math and Music remained stable, while Art
continued declining. Since we decided on the use of stringent alpha in the analysis of
variance between grades as a result of the violations of the assumption of this statistical test,
the changes in Science and English are not considered significant. As for the domain of
Reading, students’ subject-specific mastery motivation level in this particular subject
remained relatively consistent and was not found to undergo significant fluctuations during
the middle school years in Moldova.

When making a comparison of the means between the two countries, our conclusion
was that, solely on the Science scale, the Moldovan students consistently rated themselves
higher than their Hungarian counterparts. Moreover, it was specifically this scale that
exhibited a significant difference between the countries, whereas the remaining scales did not
register any statistically significant variations. Thus, the Moldovan students displayed a
higher motivation to study Science.

There were no significant multivariate effects for students from all the grades in both
countries on the Science, Music, and Art scales. However, the interaction effect between
grade and country was significant on the Reading, Math, and English scales; it seems that the
Hungarian students’ means in Reading and Math dropped between fifth and seventh grade,
whereas the Moldovan students tended to have a stable mastery motivation in Reading
between these grades, while their trend in motivation in respect to obstacles in Math followed
the Hungarian one.

When embarking on this study, we anticipated that the overall trajectory of the levels of
mastery motivation in particular disciplines would exhibit a downward trend. This decline in
motivation and subject/domain-specific motivation over ages/grades was empirically
established by a range of motivation frameworks (Jacobs et al., 2002; Lepper et al., 2005;
Liou et al., 2021). This trajectory has been explained through developmental and educational
settings and curriculum perspectives. Hence, in approaching it from a developmental
standpoint, this decline can be attributed to the optimistic orientation of younger students who
perceive their own motivation as high (Bouffard et al., 1998). Moreover, the older students
become, the more opportunities for social comparison they get, and therefore, students’ self-
rating of the mastery motive becomes more objective and thus falls. In addition, another fact
that can influence this progression of motivation is change in the educational setting, such as
change of schools (elementary school to middle school) or teachers (Wigfield et al., 2004).
Students in higher grades pursue academic achievement, thus deemphasizing learning, which
may have adverse effects on student motivation (Jacobs et al., 2002). Furthermore, as
students make headway through their educational path, the curriculum gradually becomes
more challenging and less relevant to real-world contexts, which can negatively impact
motivation (Lepper et al., 2005). The cultural aspects of students are mainly identified in
studies that compare the motivation of students from Asian countries with students from
Western countries (Gilmore & Cuskelly, 2017; Morgan et al., 2019).

Our study concludes that subject-specific mastery motivation tends to decline until
grade seven and becomes stable at grade nine. The lack of change in the trajectory between
these two grades can be explained in Moldova by the high-stakes compulsory exams in native



language and literature and mathematics at the end of the ninth grade. Students are not
assessed in science at this point, and therefore, we see a downfall trajectory in Science
mastery motivation.

Given the cultural differences identified between the Hungarian and Moldovan cultures
on Hofstede’s cultural dimensions, we expected more significant mean differences between
middle school students in these countries. Nonetheless, our empirical investigation did not
identify major differences. In order to elucidate the absence of variations within the realm of
subject-specific mastery motivation in the specific context of Hungary and Moldova, it is
imperative to ascertain the specific domains encompassed by the cultural frameworks
employed in this study that encompass the concept of persistence, which serves as the
fundamental cornerstone underpinning the theoretical framework of mastery motivation
theory. Hofstede’s cultural dimensions do not explicitly incorporate persistence as a distinct
cultural domain or include it within its predefined domains. Nevertheless, we consider that
two dimensions in Hofstede’s 6-D model of cultural values, namely, long-term orientation
and uncertainty avoidance, might be indirectly related to the motivational concept of
persistence. Thus, the tendency to display uncertainty avoidance indicates a society’s
preference for rules and predictability. Consequently, this cultural domain can support
persistence when facing challenges. The long-term orientation dimension reflects a society’s
orientation toward either short-term or long-term goals, thus emphasizing persistence and
perseverance as means of mastering goals. In these two domains, the observed differences
between Hungary and Moldova are minimal, including in the indulgence cultural domain.
One plausible hypothesis could be posited to explain the absence of significant mean
differences in subject-specific mastery motivation between Hungary and Moldova based on
their proximity in the dimensions of long-term orientation and uncertainty avoidance. The
relatively similar positions of these two countries along these cultural dimensions may
contribute to the observed lack of divergence in subject-specific mastery motivation scores
(Calchei et al., 2024).

The present cross-cultural study contributes to the debate on measuring motivation in
various cultures or ethnic groups. This issue is prompted by the cultural meanings associated
with the motivational construct, which can lead to difficulties in comparing means (Pintrich,
2003). Researchers tend to consider that within-country comparisons are more reliable as the
potential differences are less influenced by cultural, social, and educational system structural
aspects (Artelt, 2010). The study of subject-specific mastery motivation across two cultures
that are geographically closely situated and share some political characteristics in their
history 1s important for practitioners as it can highlight the potential differences between
cultures that contribute to the achievement of academic success. Moreover, it can elucidate
the role of culture in the variation of mastery motivation in cultures that share values.
However, there is a need to concurrently assess the predictive power of the achievement of its
domains and other school-related outcomes (such as time spent on mastering a challenging
task or competence), for it can be a subject of cultural variations.

If we compare the results delivered by DMQ18 and SSMMQ), we can state that it is
SSMMQ delivered more differences between students receiving instruction in Romanian and
students receiving instruction in Russian language, mostly since it measures mastery
motivation in a narrow educational context.

Conclusions



The findings can be concluded that both Romanian and Russian versions of DMQ18
and SSMMQ can be used in the Moldovan educational context. Beside the difference
between the levels of mastery motivation and subject specific mastery motivation in the
students receiving instruction either in Romanian or Russian languages in the Republic of
Moldova is not significant therefore the data can be used as merged and used in cross-cultural
studies. The findings indicated that subject-specific mastery motivation (SSMM) domains in
Hungary and Moldova have different paths across grade levels. In Hungary, there was a
constant decreasing trajectory across all grades in all domains except for English, whereas in
Moldova, the decrease was identified in Math, English, Music, and Art between the fifth and
the seventh grades but not between the seventh and the ninth grades, while Reading mastery
motivation levels remained stable. The comparative analysis of Hungarian and Moldovan
students' subject-specific mastery motivation revealed significant differences in their science
mastery motivation. Specifically, Hungarian students self-reported a higher level of Science
mastery motivation than their Moldovan one.

Despite the several strengths of the study, we acknowledge the presence of certain
limitations. First, the study used convenient sampling rather than random sampling due to the
privacy laws imposed both in Hungary and Moldova. Next, the cross-sectional study design
did not allow to study the individual changes in subject-specific mastery motivation and
mastery motivation. Therefore, it is important to adopt a longitudinal design for researching
the developmental trajectories and individual dynamics of mastery motivation and subject-
specific mastery motivation. Third, the students rated themselves, and most students prefer to
rate themselves higher, especially in the case of younger students. Therefore, further
examinations of measurement and structural equivalence across additional grade cohorts and
cultures are required.

As a serious of studies demonstrated the role of teachers and parents in motivating
students and increasing it and even improving students’ academic achievement (Brandmiller
et al., 2020; Friedrich et al., 2015; Givvin et al., 2001; Liu, 2021; Peng, 2021; Rogers et al.,
2009; Tandler & Dalbert, 2020). Therefore, one of the future directions that is important to
adopt in research on mastery motivation is examining the agreement and consistency of
teachers’ and parents’ perception of students' levels of mastery motivation, understanding
how these perceptions correlate and assessing their power to predict academic achievement,
especially in comparison with student’s self-assessment of their mastery motivation levels.
Such studies can explain the assistance teachers require to enhance their diagnostic skills in
mastery motivation and subjects-specific mastery motion and what is more (Hashmi et al.,
2017).

Furthermore, in all research on mastery motivation and subject- specific mastery
motivation the scholars adopted the variable-centered approach that focused on studying the
relations among variables. We consider that adopting person-centered approach could bring
new insight into the theory of mastery motivation and, importantly, enhance its applicability
for educators and parents.
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