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STATEMENT OF FOCUS

The Wisconsin Rerzarch and Development Center for Coguitive learning
focuses on contributing to a better understanding of cognitive learning hy
ciiarvu ans ycuth ond to the improvement of related educational practices,
The strategy for research and development {s comprehensive, Tt includes
basic rescarch to generate uwew Rinowlcdge aluui the conditions and processes
of learning and about thne processas of instruction, and the subscquent de-
velopment of rescarch-based instructional materials, many of which are de-
signed for use by teachers and othnrs for usc by students. These mater’als
are tested and refined in school setiings, Throughout these opevaticns be-
havioral scientists, curriculum experts, academic scholars, and schovl pecple
interact, insuring that the results of Center activities are based soundly
on knov'ledge of subject matter and cognitive learning and that they are
applicd to the improvement of aducational practice.

This Techhical Report is from the Situational Variables and Efficicncy
of Concept Learning Project in Prograr 1. General cbjectives of the Program
arc to generate new knowledge ebout concept learning and cognitive skills,
to synthesize existing knowledge, and to develop educatioval materials sug-
gested by the prior activities. Contributing to Lhese Prozram objectives,
the Concept Learning Project has the following five objectives: ro fdentify
the conditions that Facilitate concept learning {n the school sctting and
to describe their management, to Jdevelop and validate a schema for eval-
vating the student's level of concept understanding, to develop and validate
a model of cognitive processes in concept lcarniig, to generate knowledge
concerning the semantic components of concept learning, and to {dentify
conditions associated with motivation for school learning and to describe
their management.
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ABSTRACT

This study was designed to investigate the cffects of individual goal-
setting conierences on attitudes toward reading and classes in reading skills,
reading skill achievement, and goal-setting behavior.

Two parallel studies were conducted using students ian Unit D {corres-
ponding to Third and Fourth Grades) and Unit B (dorresponding to First and
Second Grades) in a Multi-Unit elementary school. Students in each Unit were
placed in the experimental population if they had not previously achieved
the reading skill to be studied, 8Ss were then blocked by sex and previous
reading achievement and assigned tc cn2 of three treatment groups: individual
goal~setting conferences, individuzl ccaferences, and control.

The Goal-Setting treatment group received an individual goal-setting
conference once a week, They were asked to set goals for the coming week
and were given feedback on the accuracy of previous goals and on their achieve-
ment in their reading skill class. The Conference treatment group received
weekly individual conferences, but did not set goals for the coming week.

The Contrel group did not receive any individual conferences but received
the same in-class instruction as the other treatment groups.

Achicvement level was assessed using two types of measures. In ecach
Unit the subtest(s) of the Wisconsin Tests of Reading Skill Development
(WTRSD) which was appropriate for the reading skill being studied was admin-
istered. Ss in each Unit were also given an experimenter-developed test(s)
covering the same rcading skill.

Three dependent measures were examined in attempting to define the
effects of the goal-setting conferences ¢. subsequent goal-setting behavior:
number of goals set, absolute difference between number of goals set and
nur ber of goals achieved, and the confidence shown in their ability to attain
the selected goals.

Two fnstruments were used in each Unit to measure the effect ci the
experime. 4l treatment on attitude. The Primary Pupil Reading Attitude
Inventory was used to measure attitude toward reading and an attitude scale
developec by the experimenter was uscd to measure attitude toward the
rcading skills classes.

The results of the study are as follows:

1. The group that participated in the individual goal-set*ing con-
ferences, In comparisen with those who did not, set fewer goals,
showed a smaller absolute difference between the number of geals
ret and number of goals attained, and also {ndfcated less confi-
dence in the'r ability to achieve the geals the: had set.

2. Tn Unit B, there werce significant differences on the WIRSD sub-
tests brtween the group that participated in the individual goal-
setting conferences and those who did not as well as large, but
not significant, differcnces on the experimenter-developed measures,
There were no significant differences on achicevement measurcs in
Unit D,

« There were no significant differences buelween treatment groups on
attitude measures in either Unit,

(%3
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Chapter 1

INTRODUCTION

The influence of motivation on student achievement is of primary
importance in the classroom. Recent studies at the Wisconsin Research
and Development Center for Cognitive Learning (Kennedy, 1968; Klaus-
meier, Quilling, & Wardrop, 1968; Lamal, 1969; Schwenu, Sorenson, &
Bavry, 1970) have identified motivational techniques which may be
used in classroom settings, and have contributed to the developrent
and validation of a system of individually guided motivation (Klaus-
meier, Schwenn, & Lamal, 1970).

The purposes of the study are to develuy a goal-setting technique
for classroom use, and to investigate the effect of go.il-setting on
attitudes, and achievement, and to delineate the attributes of goal-
setting. The procedures employed in the present study may also contrib-
ute to the further development of the system of individually guided
motivation presented by Klausmeier, gt al. The system calls for the
focusing of attention, the use of positive notives, helping students
to set and attain goals, providing informative feedback, providing
exemplary models, providing for verbalization of prosocial values, the
use of rewards and punishments as necessary, and avolidinp the produc-
ticn of acute anxiety. The procedures investigated in this study

might well be integrated into the svstem as a means for allowing

13
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students to set and attain goals and as a situation in which feedback
may be easily provided.

Although increasing emphasis has been placed on classroom studies
during recent years, experimental evidence relating to knowledge of
results (informative feedback regarding correctness of performance),
goal setting, and motivation in general has traditionally been obtained
in laboratory settings employing tasks not typically found in the
classroom. Because of this, tle application of experimental findings
has been much slower than might be expected; nonctheless, they can
serve as a basis for the experimental extension of motivational programs
into school secttings.

There can be no doubt that the setting of performance goals is a
potent variable. For example, Armstrong (1947}, Lockette (1956),
Kausler (1959}, and Fryer (1964) have conducted research relating goal-
setting performance. Each Investigator employed a different experi-
mental task and aze proup, yet the same general conclusicn was reached
in each case: subjects who predict future performance scores and set
goals attain a higher level of periormance than tha: attained by those
who do not set performance goals.

Traditionally, knowledge of results and goal setting have been
viewed as related but essentfally separate processes. Several recent
studfes have indicated, however, that the primary use of knowledge of
results may be in its vse in shaping a student's intentions in terms
of performance. locke, in a pair of studies {(lLocke & Bryan, 1966bh;
locke, 1967) obtained results indicating that autonatic improvement in
performance fs not obtained by giving a subject knewledge of his total

score, byt rather, is dependent upon hew the knewledge of results is

19
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enployed in setting future goals. The emphasis is placed on the role
that kpowledge of results plays in goal setting rather than on any
intrinsic value of supplying knowledge of results. On this basis,
knowledge of results Is not treated as a separate independent variable
in this study, but rather is Lreated as a component part of the goal-
setting process {tself.

In developing the goal-setting procedure used in the study, three
other impoitant questions were considered: student- versus teache%-set
goals, goal specificity, and goal difficulty. Studies (Bayton, 1948;
Locke, 1966a) nave indicated that student-set goals are superior to
teacher-set goals. However, in an ongoing classroom situation the
student may not be able to set appropriate goals because he is not
acquainted with the subject matter to be studied. Because of this,
appropriate goal!s were listed for the students and they then chose
their own goals from the listing,

Classroom goals hav: usually been framed in terms of a "do your
best' type of statement by the teacher without specifying performance
objectives. However, several studies (Baytou, 1948; Locke & Bryan,
1966a, 1967b) have indicated that specific performance goals provide
for better learning than do "do your best'" goals. Therefore, the
goal-setting procedure used in the study insured that the goals set
related to specific performance objectives.

Cxperimental evidence indicates that the difficulty level of goals
can play an important role in goal setting. 1locke (1966a) has shown
that goals must be relatively dJifficult in order for the goal-setting
process to be effective. This would scenm to indicate that although

)



goals should be student-set, there should be some feedback concerning

appropriate difficulty level.

Method

In developing the goal-setting procedure to be used in the study
the factors discussed above were taken into account. Goal-setting
subjects met once a week with the experimenter. During t*is session,
feedback was provided on the appropriateness of the previous week's
goals in tcrms of their achievement of goals for the week as rated by
the classroom teacher., Following a brief discussion of the material
to be studfed during the coming week the students were asked to set
performance goals. A range of possible goals was presented to each
student in the form of a goal-setting check list. This check list
was developed in conjunction with the classroom teachers and was based
on their estimation of the types of behaviors which would be indicative
of a growing mastery of a specific reading skill being taught. By
presenting the goals in this manner they were studenc-set in the sense
that they were "student chosen,"'" while at the samc time were both
speciifir and appropriate to the reading skill. Students in the goal-
setting tieatment group recelved four such conferences during the stud,.

Schwenn, Sorenson, and Bavry (1970) demonstrated a positive effect
of individual reading conferences on the amount 11f independent recading
of elementary schcol children. In the present study, this type of
svcial interaction s present as an implicit part «f the goal-setting
conferences. This woeuld present a problem in interprzting positive
results since it would be unclear whether the treatrment effect was due

) to the goal-sctting procedures or simply the resule of the individual
v

Al
- A L NERRGRRRSSNRNR SRR




conference per se. To allow for a clearer inteiyretation of the data
and to judge the effect ¢f the conference alore in this.tyﬁe of
procedure, a second treatment group was established. The conference
group recelved individual conferences with the expecrimenter on the
same¢ schedule as the goal-setting treatment group. The canferonccs
differed, however, in that students did not set specific performance
goals. During the conference the topics which would be studied in
class were briefly discussed and general class goals were pointed out
by the experimenter,

The third grou; in the study was a control group. Thi: group
received the same classroom instruction as the otber two groups, but

received no conferences of any kind.

Subjects

Subjecs were students in Units B and D of an elementary school
which is organized following the Multi-Unit concept. Students in Unit
D would norrally be in the third and fourth grades, while students in
Unit B would normally be in the first and second grades. Fifty-four
students participated within each unit with the sexes equally represented.

Within each unit students who had not previously mastered the
readiang skill to be studied were divided by sex and then blocked on the
tasis of previous reading skill achievement into Lhree reading achieve-
ment gtoups. In the Multi-Unit framework, students are not restrizted
to a single classroom, but are grouped by ability and competence for
the various classes so that students may have different teachers and
classmates throughout the day. With this type of organization in use,

[:[{j}:‘ students could be assigned to the three treatment groups on the basis
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of a stratified random assignment procedure across classrooms. Students
were then assigned to reading-skill teachers using a stratified random
assignment procedure such that each teacher had one student from each
of the cells in the exrerimental design. Teachers were no¢ told which

treatnent groups students were assigned to.

Evaluation Procedures

Evaluation procedures were divided into two parts which reflected
the questions asked in the study. The first general question to be
answered concerned the effect of the goal-setting procedure on the
attitudes and achievement levels of the students. Two attitude measures
were administered to all subjects: the first was a measure of general
reading attitude and the second was a measure of attitude toward the
specific reading skill being studied. In each of the Unit levels
both experimenter-developed and criterion-referenced achievement tests
were given. The criterion-referenced tests were developed by reading
and measurement experts of the Wisconsin Research and Development
Canter for Cognitive Learning and dealt with the specific skills
studied during the experimental period.

ine second of the two general questions the study seeks to answer
is more theoretical in that it attempts to describe more accurately
the goal-setting process. The question relates o the effects of
practice in goal-setting on the number and accuracy of goals set and
on the degree of confidence that subjects show in attaining them.
tallowing the administration of the attitude and achieverent measurzs,
all students in the three treatment groups participated in an indivi-

dual goal-setting confercnce. The results of this conference, along
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with teacher ratings, were used to compare the effect of the trecatments

on the goal-setting behavior of the groups.

Experimentai Design

The experimental design was a 3x3x2 randomized block design with
three treatments, tnree levels of previous achievement, and two sexes.
The design was replicated at the two unit levels (B and D).

Separate multivariate analyses of variance were conducted incor-
porating appropriate subsets of the following dependent measures:

(a) scores on the reading attitude inventory, (b) scores on the skill
attitude inventory, (c) scores on the experimenter-developed achieve-
ment tests, (d) scores on the appropriate subtests of the criterion-
referenced acnievement test, (e} the pumber of goals set, (f) the
accuracy of the goals set (the ahsolute value of the difference between
the nurber of goals set and the number of goals achieved) and (g) the

score for confidence in achieving the goals set.

Significance of the Study

Ihis study is designed to examine the effectiveness of a goal-
setting procedure vhich seeks to improve student achievement and attitudes.
In addition, {t seeks to delineate precisely the effect of practice in
goal-setting on the number and accuracy of goals sct and the confidence
subjects show in attaining them. It also attempts to separate any
experimental effects into components based on the effect of a conference
alone and on the effect of a conference in which goal-setting was
carried out.

The significance of the study lies in examinitg the external

Q

[E [(:‘ conditions that can be successfully employed in classroom goal-setting
Pz | 1(;
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and in delineating more precisely the attributes of goal-setting per
se. 1If the procedures, or external conditions, fmplemented in the study
are effective, they can be employed by classroom teachers as an impor-
tant motivational technique to fmprove student achicvement. Further,

1f the external conditions are manipulated successfully, the attributes
of goal-setting that are identified may contribute to more general

knowledge about goal setting that can be used in other school and

non-school situations.
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Chapter II

REVIEW OF RELATED LITERATURE

The purpose of this chapter 1s to provide an overview of research
on goal-setting and the use of goals. Primary emphasis has been
placed on the influence of outside factors on the goal-setting process,
This 18 due for the most part to the lack of studies relating to the
application of goal-setting to classroom situaticns and to tne consid-
eration of three factors in the design of the gnal-setling procedures
enployed in the present study. Aspects to be considered include the
use of cenferences in goal-setting, knowledge of results, specificity
versus generality of goals, difficulty level of goals, who sets the

goals, and interests and attitudes.

Teacher-Child Conferences

Although the use of goals and goal-setting conferenccs as motiva-
tion techriques have been informally used by teachers on an individual
basis, there have been few experimental studics conducted to systemat-
ically examine the effects of such procedures. Hwwever, there .an be
iittle doubt that the setting of performance goals is a potent variable.
For example, Armstrong (1947), Bayton (1948), Fryer (14964), Kausler
(1959), and Lockette (1956) all conducted research which related goal-
setting and performance. Althcugh each investizator employed a different

experimental task and age group, the same general conclusion was reached
Q
119
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by each: subjects who predict future performance scores and set goals
attain a higher level of performance than that attained by those who
do not set performancz goals.

Two related studies conducted at the Wisconsin Revearch and
Development Center for Cognitive Learning have focused on the effect
of individual conferences on achievement. Because individual goal-
setting conferences were employed iIn the present study, possible
effects of the conference alone must be considered. In a teacher
conducted classroom study (Klausmeler, Quilling, & Wardrop, 1968)
students mel weekly for individual conferences with their arithmetic
teachers. During the conference the fndividual student's progress
was informally assessed and praise and encouragement was given by the
teacher. Poth the experimental grov] and a control group {who received
no conferences) were p .. ded with individual folders listing arith-
metic concepts and skills In the form of behavioral objectives. As
objectives were attained they were recorded in the folder and when a
listed concept or skill was attained the square corresponding to it was
colored in., A comparison of the achiecvements of the experimental and
control groups indicated that the conference group performed significantly
better than the wonconference group.

The effect o. the use of individual conferences fn relatien to
reading ability was examined by Sercnson, Schwenn, and Klausmeier (1569%).
ftudents {n the second, fourth, and sixth grades were grouped on the
basis of the amcunt of independent reading they dispiayed during 1 base-
line pericd. Those in the upper third were excluded from the study
because it was felt that they were performing adequately in their

Q
Ez l(: regular program; the remainder of the students were randonly assigned
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to ¢ither the experimental or control group. The treatment group
received mo conferences. During the conferences the student discussed
books he was reading and read aloud for the teacher. This procedure
enabled the teacher to provide feedbac™ on reading performance and to
reinforce positive attitudes towards reading. The conference lasted
approximately 10 minutes and was conducted by either a classrcom
teacher or a teacher aide. The results of the study indicated that
the students who received {ndividual conferences 3ignificantly increased
tiie level of their independent reading in relation to the control group.

The conference technique described above was modified and extended
by Kennedy (1968) to include goal-sctting procedurcs and more direct
feedback. Students were assigned tc one of four groups, with subjects
in the first three groups receiving conferences. Subjects in the first
group were simply told to ''do their best;" members of the second group
were instructed to state how many squares in their checklist folder
they would try to fill in during the coming week; students in the third
group were given specific goals by the teacher; and students in the
fourth group received no conferences. The resuits of the study indicated
that: (1) the conference groups performed better than the nonconfererce
group, (2) students with specific goals acquired rore concepts than
stulents with general goais, and (3) achievemeat level and attitude
tuwarus tasks were related. The study is one of tle few which has been
carried out in the classroom with engoing, leng-term learning. Although
the conference technique used in the two earlier studies was cxpanded
to include goal-setting, no atterpt was nade te ascertain the effect
of the geoal-setting prucedures themsclves as copposcd to the cffect of

23
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Another siudy which sougat to assess Lhe effvct of goal-setting
un perforrance over a relatively long time span was teported by Locke
and Bryan (1968b). Tho study {s one of the few dome Iin school settings
vith ongoing learning. Grade point averages were used as the dépendent
measure with college students serving as subjects. (Althougn the
studies reported earlier all used elamentary school students as
subjecte, the use of college students Is the usual practice, presumably
because of their availability and the ease with which they grasp
directions.) The students were asked to make four differeat grade
point ratings (hope, expect, minimally satisfactoiv, and actually try
for}) for each of four grade criteria (history, easiest and hardest
course, and G.P.A.}  When the goal ratings were analyzed in relation
to performance on the four grade criteria, it was found that the goal
ratings correlated significantly with attained grades, and that all but
one correlation remained significant when the group was blocked on the
basis of sex and scholastic ability. Llocke and Bryan point out that
their findings that trying for hard (high) goals resulted in rere
frequent faflure tu reach the goals but a higher level of achievement
than trying for the easfer (luwer) goals replicates the findings of
carlier studies done in a short tern sicuvation. Here again. however,
the effect of the goal-setting itself cannot be evaluated divectly since
no control group was used. AL bust, staterents car ve rade concerning
types of geal setting in relation toe cine another, bul peot about the
effects of the goa -setting when corpared with the norral classroom
preocedures,

The three studies by Xlausreder, Quilling, and Wardrep (1908);

Sorenson, Schwenn, and Klausreier {1969); and kKennedy (1968) inaicat.
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the Importance of the use of an individual conference procedure in
which principles of motivation are systematically implemented. The
Kennedy study scught to extend the conference te:hnique by the inclusion
of goal-setting procedures; however, since no provision was made for
discriminating between effects of the individual conference and effe~ts
of the goal-setting procedures, meaningful judgments zannot be made
concerning the relative effectiveness of the two techniques. In order
to judge whether the inclusion of the goal-setting increases achieve-
ment levels, provision must be made for the comparison of effects due
to each snurce. 1In the present study this was accomplished by the
including both goal-setting and conference treatment groups in the
study. By comparing performance levels of the goal-setting and non-
goal-setting groups and the conference and control groups it was
possible to judge the effects of the goal-setting procedure relative

to the eftects of the individual conference.

Knowledge of Results

Although the use of knowledge of results in any type of a goal-
setting situvation is readily apparent, research concerning knowledge
of results has tended to center on its direct effect of performance.
Several receat studies have Indicated however, that {ts effect may be
primarily directed towatds the shaping of an indf{vidual's geals, which
in turn effect perfornance,.

Fryer (1964) noted that goal-setting seemed (o be more effficient
than knovledge of resulis In Increasing performance. He found that
having subjects set performsrce geals befare each trial led to a higher

learning rate on a Morse Code task than sirply giving the subject
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knowledge of his score after each trial. However, a re-interpretation
nf the data by Locke (1966a) indicated that tnis finding was a function
of the level of the goals set, rather than simply reflecting a differ-
ential effect of goal-setting and knowledge of results, The re-analysis
showed that those subjects who set high goals did better than the
knowledge of results group, while those with low goals did worse.

The re-interpretation of Fryer's data supported the earlier
statements of Ammons (1961) and Bilodeau and Bilodeau (1961) who both
pointed out that few theoretical piinciples would serve as a basis for
prediction of improved performance using knowledge of results. With
this as a basis, Locke began . series of studles (Locke, 1967; Locke &
Bryan, 1966b, 1967a, 1968a, 1969a, 1969b, 1969c; and Locke, Cartledge,
& Koeppel, 1968) designed to investigate the relationship between goal-
setting and knowledge of results, In his studies Locke used college
students as subjects in short-term experiments and usually employer
tasks involving simple acithmetic computations. A 2x2 desifn was
typically employed with knowledge of results - no nowledge on one
dirmension. The findings, which were consistent across studies, indicate
that providing knowledge of results does not result in an automattic
gair in performance, and that it Is the type, and level, of performance
goals that are set using the knowledge of results which is irportant.
The data presented by Locke indicaten then that, although knowledge of
results directly effects behaviors such as driviag a car or reading a
page, some effects previously attributed to differential knowledge of
results are actually due to differential levels of notivation producad
by various types, and levels of geals as influenced by the knowledge

of resul.w.
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Porat and Haas (1969) in reporting the results of an expcriment
dealing with the effects of fnuitial information and feedback on goal-
setting and performance noted that more information (ki.wledge of results)
resilted in more accurate levels of goal setting and decision making.
This would seem to support Locke's crntention that the primary role
of knowledge of results is in influencing the goal-setting process.

The emphasis §s placed on the role that knowledge of results plays in
goal setting rather than on ny intrinsic value of supplying knowledge
of results.

Although the view of knowledge of results as an aspect of goal
setting is becoming more prominent, it is not new. As early as 1935
Mace interpruted performance fluctuations which varied with knowledge
of results as resulting from the implicd standard {goal) which was
suggested.

The view of knowledge of results taken in the present study is
based on the studies discussed above: feedback concerning achievement
of previous goals (knowledge of results) functions as an integral part
of the geal-setting process and £s not treated as a separate independent

variable in this study.

Specificity of Goals

~ second aspect which rust be considered in the development and
use of any gecal-setting precedure is the degree of specificity of the
geals. Typlcally, twe types of goais are used by classroom teachevs.
The first is the "do your best” type and is probably by far the rost
cormenly used. The teacher sfwuply tells the student to "do your test,”
leaving the individual free to interpret the geal in any manner he

0
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chooses. The second type of goal direction involves specific, quanti-
tative goals.

Mace (1935) reported in an early study that a moving standard
(goal) which was based on previous performance was more effective in
increasing achievement than instructions to students to "do your best."
This technique of comparing ''do your best' goals with other types of
goals served as the basis for more TYecent studies. Bayton (1948)
found that although goals increased the achievement level of students
as they became more speciffc the level of performance increased further.
It should alsoc be pointed out that the idea of specifying goals is
inherent {n the consideration of teuching techniques. For example,
Harrison (1967) suggests that allowving learners to know what the
teacher expects of them will enable them to achieve these intentions
more efliciently.

In a series oi studies (Bryan & Locke, 1967; Locke, 1967; Locke &
Bryan, 1967a, 1967b) Locke and Bryan investigated the guestion of the
effect of specific goals versus the effect of "do your best"” goals on
achievement, In each case, the results indicated that specific goals
yielded superior periormance levels when compared with the "do your
best" geals, In one of the studies (Locke, 1967b), low meotivation and
and high motivation groups were selected on the basis of differences
in perfoinance in relation to ahility and differences in attitude ratings
cn a given task and were later retested on the task.

Low rmotivation subjects were glven specific geals to reach while
the high motivation subjects wete told to "do your best.” By the end

«f the second retest, the low motivation group with the specifi: goeals
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had "caught” the high motivation gioup in relation to both level of
performance and attitude towards the task, The results nbviously suggest
the potency of specific goals in increasing motivation.

Rased on the resuvlts of the studies described above, the goal-
catting procedure employed in the present study permitted only specific
goal choices, Goal-Setting Check Lists were developed based on the
suggestions of classroom teachers as to what specific betaviors reflected

various levels of mastery of each of a number of reading skills.

Difficulty of Goals

Closely zelated to tne question of the specificity of goa's Is
the question of the maximal level of goal di€ficulty As was discussed
earlier, Locke's (1966a) reanalysis of Fryer's (1964) data indicated
that the performance of students who set high goals was superior to tne
performance of toth those who received knowledge of results only and
those who set goals. These results would scem to indicate that in any
gral-secting procedure feedback should be provided to insure an adequately
high difficulty level of the goals set,

I a number of studies (Bryan & lLocke, 1967; locke, 1767; Locke &
Bryan, 1966b, 1967a, 1968b), most of which also examined the question
of specificity, the problen of difficult versus easy goals was cxamined.
The results of all of the experiments support the conclusions reached
in the reanalysis oi Fryer's data: the harder the geal, the highe:s the
performance level. Of course, {f gials are so difficult that they are
almost never attained, performance may well decrease with the lack of

positive reinforcement. However, none of the above studies were carried
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out in an onpgoing classroom situation, and all were short-term tasks
where appropriate goals were apparent to tie subjuct.

in a study such as Lhe present one, the use of extremely difficult
goals might result in a fallure rate high cuough to discourape ralher
than encourage the studants With the use of the anl-SLLLlng Check
l.ists mentioned above, the student is presented with a difficulty cloice
in relation to each specific goal. Teacher feedback can then be

Jstilized to insure that an appropriately hard difficulty level is set.

Criginator of Goals

The question of who sets a specific goal in « goual-setting situation
is something which might be overlooked, but which fs crucial. The
carly work by Mace (193%) focusced on the specificity of goals, but in
addition compared self-se: with evperimenter-set goals. Mis results
Indicate that seclf-set goals were superior to experimenter-sct goals
in terms of performance level.

Locke (19Aba) assigned subjects to three groups, two of which
received experimenter-set geals. He feound that those subjects who
set their own goals performed ketter than those subjects who received
"easy" fised gcals, but less well than those receiviny "difficult"
fixed goals.

Tocke, Bryan, and Kendall (I1968) in summardizing five related studics
ipain pointed cut that self-set geals were superior to experimenter-
assigned goals, but only 1f the goals sct by subjects are of appropriatre
difficulty and specificity.

In pfcparing geal-setting procedures for the present study the

question of who rhould set the geal (teacher or student) brcarme a woty
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real problem. In the studies above the subject wus aware, because of
the simple nature of the tasks, of whai constituted an appropriate
response. The problem {1 this case is to insure that the goal is
specific and fairly difficult. In a classroom setting, and especially
at the elementary school level, the student is most often not aware
of what constitutes an appropriate goal. Th~ problem then is for the
teacher to indicate what appropriate goals might be, to provide infor-
mation about the difficulty of the possible goals, and to encourage the
student to select his own goal from among the possibilities provided.
The procedure used in the present study required the student to select
his own goals from a goal-setting check list which was provided. This
required the student to set his own goals from among those on the list
provided, and at the same time insured that explicitly stated goals

would be selected.

Atiitudes

The relationship of attitude and goal se.ting was examined {n a
series of studies by Bryaa and Locke, 1967; Locke, 1965, '966b; Locke
arA 8ryan, 1967a, 19€7b., The resujts indicated that thne effecl of
yoal-setting on the attitude of a subject towards a given task is not
censtant, but rather i§s dependent on other variables. ‘VYor ex~mple,
hard geals produce less overall task liking and satfisfaction than do
casy poals, vet hard goals preduce a higher level of achieve—eont (locke,
1965).  dhis seerms to provide a partial explanation for the contention
of Ravfield and trockett (1953) that attitulde and performance are not
wecessarlly correlated. locke (1967) feound that specific poals produce

Q rore interest in a task than "do your best' guals. This finding scers
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to support the anecdotal evidence of Wyatt, etal (1934) and Roy (in
Whyte, 1955) that setting specifis goals can function to relieve becredom
and increasrn interest.

The Jilerature reviewed in this chapter has related to the variocus
aspects of developing a goal-setting procedure for use in the classroom.
The vast majority of the studies :ited have been short-term laboratory
studies using simple, and often artificial, tasks which may bear little
relationship to the type of learning problems encountered in schools,
This has not been by choice, but rather it is due to the type of goal-
setting experiments carried out in the past. For the most part, prior
experiments have concentrated on examining factors influencing goal
setting rather than atterpting to examine its use in ongoing situations.
The present study i{s an attempt to apply research findings ‘%o tihe
development and implementation of a goal-setting procedure and to

examine {ts effect on attitude, achievement, and goal-setting behavior,
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Chapter III

METHOD

Subjects

The subjects In this study were students from Unit D (equivalent
to usual third and fourth graders) and students from Unit B (equivalent
to usual first and second graders) at Wilson Elementary School which
is in a low socioeconomic area of Janesville, Wisconsin. Witkin each
Unit an equal number of males and feiales were originally included
in the study; however, during the course of the study, two students of
the 54 i{n Unit D and three students of the 54 in Unit B wer2z lost due
to absences. Thus 25 malec anl 27 females in Unit D and 24 males and
27 femzles in Unit B remained in the study. Only those studeats who
had not previously mastered the rea?ing skill to be studied in the Unit
were included {n the popula:ion. It was from this population that the
experimental sample was <rawn., Students who had mastered the reading
skill were assigned to reading skaill groups in areas not previously
mastered; this follows the normal assignment policy of the Units

involved,

Materials
toal-Setting Check lists
During goal-setting corfereiices, Ss were asked to check goals
related to objectives reflecting attainment of subskills in ille particu-
lar teading skill being studled.

(BIN]
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The check lists were developed fn conjunction with the Lua;hurs la
the Units which participated in the study and werc specific to the materiai
covered by each Unit. Initially a reading skill, or skill constellation,
was identified which constituted the material to be studied during ti.e
experiment. The teachars were then asked to delineate behaviors which
would be indicative of various levels of achievement of the skill. In
other words, they were asked: What do you expect students to bc able
to do ro show that they have learned a given skill? Once these behaviors
were identified, they were re-written in language appropriate for ele-
mentary age students and ranked in approximate order of difficulty by
Unit teachers .and E. After additional review by the teachers, they
were placed in a goal-setting format whicii 1+ rvd the Ss to check
the behavior, or skill, they Intended to att .in und also to check the
degree to which they would attempt to mastcr it. The latter was -ne
by requiring the § to indicate whether he would be abie to show the
behavior once in a while, most of the time, or ..1nost always. Although
the three choices are not quantitativelr exart, 8s in the study were
able to discriminate between them. Goai-Sctting (hrck Lists for Units

© and B appear in Appendix A.

Goal Reminder Sheets

At the conclusion of each goal-setti:y confeience, each S was

plven a Goal Reminder Sheet which was ident 1. xcept for beading,
to the Goal-Setting Check List. The goalr t: = had checked were
parked by E on tne sheet, which was then 3i.. the § with the {nstruc-
tions that he was to wse it to renind hin © a0 had decided to
o work on during the week, Goal Reninder & © ior Units D and B appear
Eiﬁs;g; in Appendix E.



Cliteck List for Teacher Evaluation of Goals Attalned

Av the ena of each week of the study, the teachers were asked to
rate all the students in their class on the basis of the number of
goals attained. 1In order to dc this, they were provided with coples of
the Teachec FEvaluation Check List. This check list consisted of a
list cf the same goals as in the Goal-Setting Check List, with a heading
instriciing the teacher to check those behaviers that the student
could perform at that given time. These ratings werc used to provide
feedback to the goal-setting Ss in terms of Lhe accuracy of their goals
and in terms of their level of achievement, Ratings made a: thez end
of the fourth week served as the basis for the comparison of the goal-
setting accuracy of three treatment groups. Teacher Evaluation Checl

lLists for tUnits D and B appear in Appendix C.

Goal-Sectting Confidence Rating Scale

During cach goal-scttirg conference Ss were asked to rate their
expected confidence and competence in relation to the gcals set for the
coming week., Ss were asked to check the response they felt was appro-
priate for two questions:

1. How certain are yYou that you will be able to reach the goals

you set?

2. How well will you be able to perform the skills?

These rating scales provided the basis for some feedback during
goal-setting sessicns and served to compare the three treatnent groups
in terns of feelings of expected confidence and corpetence.  The scales
naed were the sare for both Units.  Self-Ratinyg Scales are In Appendix i

O
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Achievement Tests

Two distinct types of achievement tasts were employed it the study.
At each unit Jevel (D and B) the appropriate subtest of the Wisconsin
Tests of Reading Skill Develcpment (WIPSD) Battery was used. This
battery was develcped at the Wisconsin Research and Development Center
for Cognitive Learning and is design2d for use with the reading skills
proiram being used at the experimental school. For Unit D, the level C
Synonym and Antonym test was used; while for Unit B, levels B and C
Base Words test and level B Coupound Words test were used. Subtests of
the WIRSD Battery used for both Units appear in Appendix E;

the secund type of test employed was the experimenter-developed
test. Because the WTRSD tests were designed to measvre comprehension
only, this test was designed to measure application. For Unit D a
synonym and antonym test was developel, aud for Unit B base words and
endings and compound words tests were developed. Since these tests
were not professionally developed, and since the classroom teachers
were emphasizing comprehension skills, the experimenter-developed tests
were analyzed separately from the WIRSD subtests. Copies of Experimenter-

Developed Tests for both Units appear iun Appendix F.

Attitude Measures

Two aititude measurcs were employed in each Unit level cf the study.
The Primary Pupil Reading Attitude Inventory (Askov, 1970} was used to
cvaiuate §'s attitude tevard reading in general. The inveatory prescots
a series of pictures showing children engaging in varfous behaviors
and asks § to mark which behavior he prefers. By counting the nurber

wf times a reading behavior has been selected, a reading attitude sivre

van ke calculated.
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The second attitude measure was more specific, and dealt with S's
att'tude toward the reading skill class itself. The measure was in the
form of a questionnaire and asked Ss to rate the class in terms of
enjuyment, Interest, and amount learned. The same measure was used for

both Units. The reading skill attitude measure appears in Appendix G.

Treatment

Three treatr.ni groups were employed in the study: goal-setting,
conference, and control. \All students In the study received the same
initial Introduction to the miterial to be studied in the reading skills
class. At this time, the E was introduced as an aide who would be
heiping th2 teachers with the reading skills ciass.

Classroom instruction in both Units follcrwed The Wisconsin Design
for Rrading Skill Mevelopment which was developed by the Wisconsin Research
anG Development Center for Cognitive Learning. The design identifics
teading skills which are essentfal in K-6 and includes assessment exercises
for each skill. 1t provides for ascessment of instruction, record
keeping and grouping procedures, and suggasts skill oriented materials
and activities. The design is intended to help teachers decfde what to
teach, fecel more confident as diagonostians, discover and teach to
individual nceds, form instructional grounps easlkly anc often, and find
cffective ways to teach each skill. Instruction is organlzed arcund
six general skill areas which incorporate the specific rvadlng skills:
Word Attack, Comprehension, Study Skills, Self Directed Readiang, Inter-
pretive Skills, and Creative Skills,

To insure that students were allowed to progress as far as possible,

teachers involved In the study were dnsttucted that students were to be

l} ’,'
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alloved to advance as quickly as they could Iin order that they might
have the opportunity to achieve the goals they sclected. (Classroom
instruction was observed intermittently to insure that teachers followed
these directions. With the exc.:ption of the zbove stipulation, teachers
were allowed to follow their norma' teaching procedures. Teachers were

not told, however, to which experimental group students had been assigned.

Goal-Setting Group

Subjects in the goal-setting group received weekly individual
conferences. During the initial conference S was given an explanation
of the meaning of goal setting snd how §t related to the reading skills
class. The material to be covered during the week was briefly outlined
and the Goal-Setting Check List was explained in this context, E then
read the Goal-Setting Check List to S to Insure that differences in
reading ability were mitigated, and asked § to check which goals he
would try to accomplish during the coming week. S was allowed to set
his goals for the coming week with no guidance or feedback by E. After
the check List was completed 5 was asked to rate his confidence in
relation to the goals hie had set. Again, the rating scales were read
to 5 to insure that differences in reading ability were mitigated. As
before E provided no guidance or feedback when the ratings were made.

At the end of each week the classroom teachers were given coples
of the Teacher Check List for kvaluation of Goals Attained <ontaining
a list of tne sarme behaviors as the siudent Goal-Setting Check List.
Th: teachers wore asked Lo rate ail students in their clases so that
Uicse ratings coald not scrve as o basis for the teacher fdentifying

vxperimental Sk,
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On Monday of the sacond week, the goal-setting group received a
second individual conference. This conference differed froﬁ the initial
one in that in addition to the procedure described above, students
received feedback on, and reinforcement for, their performance of the
previous week. During the indlvidual conference E and S compared the
goals set by S for the previous week with his teacher's ratings of his
achievement. This allowed the student tc receive feedback on the
appropriateness and accuracy of the goals he set during the previous
week and on hi, general achievement level. E .:lso asked several
questions <oncerning the material of the previous week in order to
provide the opportunity for further feedback reinforcement. The
remainder of the conference proceeded in the same manner as the initial
conference with the exception that the introductory explanation of
goal setting was deleted.

The third cenference for the goil-setting group followed the
procedure established for the second couference: feedback on appro-
priateness and accuracy of goals, cdiscussion of the previous week's
materfal, reinforcement lor material learned, discussion of the material
for the coming week, gcal setting, and confidence rating.

Achlevenent tests and attitude measurces were administered to all
students on Friday of the third week., Ss in all treatment groups were
administered the tests and attitude measules at the same tinme

0n Monday of the feurth week all Ss in the study were given an
irdividoal goal-setting conference. The conference procedure for the
yoal-setting group follewed the procedure established duving the dnitial

session and desceribed above.
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Conference Group

Students in the conference group received individual conferences
on a schedule identical to that of the goal-setting group. During
these conferences Ss did not set specific goals and therefore did not
receive feedback concerning their performance in relation to these goals.
The E pointed out general classroom goals and discussed with the S
the meterial which was vovered durirg the previous week and the material
to be covered during the caming week. This procedure allowed the Lk
to ask questions concerning the previous week's work and to provide
feedback and reinforcement in relation to materisl learned.

The purpose of the conference group was to help identify any
treatment =ffect which might be due to the social interaétion of the
individual conferences rather than the goal-setting procedures. Any
"Hawthorne effect" which might be influencing results in the present
study is purtially controlled for by the presence of the conference
group. FYor these reasons, every attempt was made to {nsure that the
individual conferences for these two treatment groups were as similars
as possible with the exception of the goal-sctting procedure.

Achiievement tests and attitude measures were admin’stered to all
students on Fridiy of the third week. 5s in all treatment groups were
administered the tests and attitude measures at the same time,

On Monday of the fourth <eek of the study, the conference group
r-ceived a goal-sctting conference. The proccedure followed was the
same as was outlined for the initial geal-setting conference of the

roal-setting treatrment gproup.

PN
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Control Group

The control group consisted of students who did not receive any
individual conferences durlng the first three weeks of the study. These
Ss received the same classroom instruction as the goal-setting and
conference S5 and were administered the same achievement tests and
attitude measures. On Monday of the fourth week, the control groups
received a gnal-setiing cont:rence. The procedure followed was the
same as was cutlined for the initisl goal-setting conference of the
goal-setting treaiment group.

This treatment group served as a basis for comparison for the
conference and goal-setting groups In order to {solate any expz2rimental
cffect due to the Iindividudl conferewce and goal-setting procedures.

Schedules for all treatment groups appear in Table I.

Design

The experimental design was a 3x3x2 randomized block design with
three treatment groups {(goal-setting, conference, and control), three
levels of previous reading achievement (high, medium, and low) and two
sexes. The experimental design is shown in Table 2.

The previous achievement factov was based on scores for the Word
Study Skills Test of the Stanford Achievement Battery for Ss in Unit D,
and on the California Reading Test fcr Unit B. Scores were ranked
within sex and divided into high, medium, and low thirds.

Treatment groups were assigned on the basis of a stratified randon
sampling procadure. 8s were blocked by previcus achievement and by sex
and then assiygned to treatrent groups. S8 were assigned Lo teachers

randonmly within each cell of the design such that cach teacher had one

i
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TABLE 1

Schedules for Treatment Groups

Day Treatment Group
Goal Settirg Conference Control
Section 1
Week 1: Monday [Initial intro- Initial intro- Initial intro-
ductlon duction duction
Goal-setLting Individual
conference conference

Week 2: Monday |Feedback and goal-, Individual
setting conference| conference

Week 3: Monday |Feedbac:. and goal-| Individual
setting conference| conference

Week 3: Friday |Achlevement and Achievement and Achievement and
attitude tests attitude tests attitude tests

Section [1

week 1: Mondav jGoal-setting Goal-sesting Goal-setting
conference conference conference

Week }:  ¥riday |Evaluation of Evaluation of Eveiuvation of
the week 1 goals the week 1 goals| the week 1 goals

ERIC
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Experimental Design nf Proposed Experiment
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Stratifying Variables

Independent Variable

Word Scudy
Age-Crade Skills Con{erence &
Unit Level tex Achievement | Goal-setting

Conference
No goal-setting

No Conference
No goal-setting

High
Male Med{um
Low

High
Female Mediun
Low

High
Male Medium
Low

High
Medium
Low

O
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student from each cell. The confcrence schedule for subjects in the
goal-setting and conference treatment groups was such that no S was
taken out of a class being taught by his reading skills teacher and no
more than two Ss from the same treatment group received conferences
consecutively.

| Since different reading skills were studied by each Unit,
analysis of data in this study was conducted scparately within Unit D

and Unit B.

Hypothesss Tested
The study sought to answer the following questions:
A. With respect to attitude:
1. What 1s the effect of goal-setting cciferences on classroon
attitudes?

a. Does the goal-setting group differ from the two non-goal-
setting (conference and control) groups in attitude toward
reading and readfng skills?

b. Dors Lhe cenference group differ from the control group in
attfitude toward readinrg and reading skills?

2, What is the telationship between attitude and sex and/or
previous achievement level?
3. Witn respert to achievement:
l. wWhat is the effect of goal-setting conferences on reading skills
achievement?
a,  Dees the geal-setting yproup differ frem the two non-poal-

setting (conference and control) groups in achieverent?

O
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b. Does the conference group diff~r from the control group in
achievement?
2. What is the relationship between achievement and sex and/or
previous achievement level?

C. With respect to the uumber and accuracy (the absolute difference
between the number of goals set and number of goale attained) of
goals, and confidence (anticipated competence level) in attaining
the goals set:

1. What is the effect of the goal-setting conferences on the
accuracy, numter, and confidence of goals set?
a. Does the goal-sctting group differ from the two non-goal-

setting (conference and control) groups?

b. Does the confarence group differ from the coitrol group?

2. What is the relationship between number, accuracy, and confidence
in goals sz2t, as a function of sex and/or previous achievement
level?

With respect to the guestions above, the following relationships

were expected.

1. The goal-setting treatment will have a significantly more
posiiive attitulc towards reading and reading skills than the
non-goal-setting treatment groups.

2. The conference and control treatment groups will naot differ
signifficantly In attitude towards reading and reading skills.

3. the goal-setting treatment group will have significantly
higher achicvement level than the non-goal-setlivy treatront

‘ RYOUPS .
15
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The conference and control treatment groups will nct differ
significantly in achievement.
The goal-setting and non-goal-setting treatment groups will
differ significantly in goal-setting behavior.
The conference and control groups will not differ significantly

in goal-setting behavior.

(Al .



Chapter IV

RESULTS

Separate multivariate and univariate analjses of variance were
carried out in both Units on the appropriate following dependent measures:
(a) scores on the Primary Pupil Reading Attitude Inventory, (b) scores
on the Reading Skill Attitude Inventory, (c) scores on the subtests of
the WIRSD Battery, (d) scores on the experimenter-developed achievement
tests for each Unit, (e) the mean number of pgoals set., (f) the absolute
difference between the number of goals set and the number of goals
achieved, and (g) the ratings of confidence in ability to achieve the
goals which were set. The analyses were conducted within Units D and
B separately, with students blocked on sex and previous reading achieve-
ment within each Unit.

Because of unequal cell frequencies, it was necessary to test each
source of variance after removing the effects attributable to other
sources. Each main (or nested) effect (treatment, sex, and previous
achievement) was tested after having removed the variance attributable
to the other two. The treatment by sex and treatment by previous
achievement within sex interactions were tested with all other between
groups effects eliminated. The significance level adopted for all

tests was .05.

Attitude Measures

[]{j}:« A multivariate analysis of variance was carried out using scores
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on the Primary Pupil Reading Attitude Inventory and scores on the
Reading Skill Attitude Inventory as dependent variables. Results of
this analysis appear in Table 3.

An examination of Table 3 indicates that there were no significant
differences in attitude as a main effect of treatment. Neither goal-
setting versus non-goal-setting nor conference versus contrcl comparisonsg
reached the .05 level of significance. However, when the means for
each treatment group are plotted as in Figure 1 (higher scores reflecting
a more positive attitude), it can be seent that although the differences
were not significant, the means were in the predicted direction. The
mean of the goal—setting group was higher than that of either the
conference or control groups on the Skill Group Attitude Inventory and
higher than the average of the conference and control groups on the
Primary Pupil Reading Attitude Inventory.

Although the difference in attitude by sex was not statistically
significant (p < .06) at the .05 significance lcvei adopted, the
difference was quite large and seemingly played an important part in
the significant (p < .05) interaction of treatment and sex. To clarify
the nature of this interaction, the means and standard deviations for
each attitude méasure by treatment group and sex are presented in Table
4, and shown in Figure 2. This interaction would limit possible main
effects in relation to attitude.

No significant results were found when comparisons of attitude by
previous achievement were made, or when comparisons of attitude by
treatment and previous achievement by sex were run. The means and
standard deviations for each attitude measure by treatment group and

by previous level of reading achievement are presented in Table 3.



TABLE 3

Multivariate Analysis of Variance of Scores

on Attfitude Measures for Unit D

37

Source df F o<
Treatment _
Goal-Setting (G) vs. Non-Goal-Setting (G) 2, 33 <1 L4743
Conference (C) vs. Control (C) 2, 33 1.0037 .3775
Sex 2, 33 2.9985 .0647
Treatment by Sex
G vs. Q 2, 33  4.7118 .0159%
Cvs., C 2, 33 1.5596 .2254
Previous Achievement Level within Sex 8, 66 <1 . 5916
Treatnent by Achievement within Sex
Treatment by Achievement within Males
G vs. Q 4, 66 <1 L1776
Cvs, C 4, 66 1.7757  .1443
Treatment by Achievement within Females
Gvs., G 4, 66 <1 L4574
Cve. € 4, 66 <1 . 8881

* S{gnificant at the .05 level
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Mean
Total
Score

Goal--Setting Conference Control

]
Piimary Pupil Reading Reading Skill
Attitude Inventory Attitude Inventory
Figure 1. Mean scores on the Primary Pupil Paa
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by treatment group for Unit D
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Mean Scores on the Primary Pupil Reading Attitude Inventory
and on the Reading Skill Attitude Inventory

by Treatment Group and by Sex for Unit D
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Treatment Group

Sex Goal-Setting ! Conference Coatrol All
MN SD MN SD MN SD MN SD
-
Male
Reading Attitude 2,143 2.545{7.111 6.333[2.556 5.833|4.080 5.634
Skill Attitude 7.857 1.215]6.111 3.480 |4.778 2.386 |6.120 2.804
N7 N9 N9 N25
Female
Reading Attitude | 8 333 5.0679 |5.333 2.291(5.333 3.354 |6.33 4.132
Sk1ll Attitude 7.222 2.224 |7.222 1.78717.889 1.692 |7.44 1.867
N9 N9 N9 N27
All
Reading Attitude | 5.625 5.464 |6.222 4.710 |3.944 4.832 |5.250 4.994
Skill Attitude 7.500 1.826 |6.667 2.744 |6.333 2.567 [6.808 2.434
r16 w18 N18 N52
Q
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Goal-Setting Confeorence Control
Reading Attitude
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Figure 2. Mean scores on tie Prirary
\ —— Pupil Keading Attitude
Male .
Iaventory and on the Reading
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treairent group and by sex
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TABLE 5

Mean Scores on the Primary Pupil Reading Attitude Inventory
and on the Reading Skill Attitude Inventory by Treatment
Group and by Previous Achievement Level for Unit D

Treatment Croup

Previous
Achievement Goal-Setting Conference Control All
Level MN SD M SD MY SD MN SD
High
Reading Actitude 6.833 5.269 {7.667 4,546 | 4.333 5.164 | 6.278 4.921
Ski1ll Attitude 7.500 1.378)°.000 1.6736.500 2.588{ 7.333 1.940
N6 N6 N6 N18
Medium
Reading Attitude 6.200 7.430 | 5.667 6.283 [ 5.167 6.432 | 5.647 6.264%
Skill Attitude 8.000 1.000)5.333 3.07716.333 2.805] 6.470 2.625
N5 N6 N6 N17
Low
Readirg Attitude 3.60 3,782 [ 5.333 3.386{2.333 2.503] 3.765 3.289
Skill Attitude 7.00 2.916 [ 6.657 3.011]|6.167 2.787 | 6.588 2.740
N5 N6 N6 N17
All
Reading Attitude 5.625 5.46416.222 4,710 3.944 4.832]5.250 4.494
Skill Attitude 7.500 1.826 | 6.667 2.744{6.333 2.567|6.808 2.434
16 N18 N18 N52
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Experimenter-Developed Achievement Tests

A univariate analysis of variance test was carried out on the
scores of the reading skill achievement test developed by the experi~
nenter. The results of this analysis are presented in Table 6.

The analysis showed that t;eatment differences ware not significant;
neither goal-setting versus non-goal-setting nor conference versus
control comparisons approached the .05 level of significance,

The effect of sex was not significant, and as can be seen in
Table 7, the means for males and females are virtually ideutical.

Unlike the analysis of the attitude scores, there was no significant
difference in score as a function ot treatment by sex. Neither the
goal-settingz versus nan-goal-setting by sex nor the conference versus
control by sex comparisons approached the .05 level of significance.

The analysis of variance indicated that the diff~rence in achieve-
ment score by previous achievement groups was significant at the .01
level. 1he means and standard deviations for each achieverent level
group are given in Table 8 with the means plotted in Figare 3. It
can be noted that scores on the experimenter test decreased as achieve-
nent level decreased.

Although there was a significant difference by previous achieve-
mcnt level the analysis revealed no significant differences as a function
of treatment by achievement level within sex. No sigaificant interactions
were found in the comparfison of geal-setting versus anon-goal-colting or

conference versus control in c¢ither males or ferales.

Criterion Referenced [cst

A univariate anailysis of variance was carricd out using the scores
O
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TABLE 6

Univariate Analysis of Variance of Scores
on the Experimenter-Developed Synonym and Antonym
Achievement Test for Unit D

Source df F P <

Treatment ~

Goal- Setting (G) vs. Non-Goal-Setting (G) 1, 34 1.4281 2404

Conference (C) vs. Control (C) 1, 3¢ «l1 .5489
Sex 1, 34 «1 L7229
Treatr nt by Sex

Gvs., G 1, 34 1.3827 .2479

Cvs. C 1, 3 <1 L7024
Previous Achievement Level within Sex 4, 34 6,5417  C006%*

Treatment by Achievement within Sex
Treatment by Achievement within Males

Gvs. G 2, 3 <1 .7789

Cvs., C 2, 34 <1 .9761
Treatment by Achievement within Females

Gvs. G 2, 3% 22,5596 .0922

Cvs. C 2, 34 <1 5170

*% S{gnificant at the .01 level
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TABLE 7
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Mean Scores on the Experimenter-Developed Synonym
and Antonym Test by Treatment Group and by Sex for Unit D

Treatment Group

Sex Goal-Setting Conference Control All
MN SD MN SD MN SD MN SDh
Male 29.714 2.138 | 29.444 3.046 | 29.272 2.279 29.440 2.45]
N7 N9 N9 N25
Female 28.222 5.911 30.778 4.410 | 29.778 2.048 | 29.592 4.379
N9 N9 N9 N27
All 26.875 4.588 | 30.111 3.740 | 29.500 2.121 29.519 3.55]
N16 N18 N18

L N52
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TABLE 6

Univariate Analysis of Varfiance of Scores
on the Experimenter-Developed Synonym and Antonym
Achievement Test for Unit D

Source df F p <

Treatnent -

Goal-Setting (G) vs. Non-Goal-Setting (G) 1, 34  1.4281 ,z404

Conference (C) vs. Zontrol () 1, 36 <1 . 5489
Sex b, 36 <1 7229
Treatment by Sex

G vs. § 1, 36 1.3827 .2479

Cvs. C 1, 34 <1 . 7024
Previous Achieverment Level within Sex 4, 34 6,5417 .0006%*

Treatment by Achievement within Sex
Treatment by Achievement within Males

G vs. G 2, 3% <« 7789

Cvs., C 2, 34 <1 .9761
Treatment by Achievement within Females

G vs. G 2, 3% 2,5556 .0922

cvs., € 2, 34 <1 <5170

-~ e

A% Significant at the .0l level
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TABLE 7

44

Mean Scores on the Experimenter-Developed Synonym
aid Antonym Test by Treatment Group and by Sex for Unit D

Treatmeut Group

Sex Goal--Setcing Conference
MN SD MN SD

Male 29.714  2.138 | 29.444 3,046
N7 N9

Yemale | 28.222 5.911 | 30.778 4.410
N9 N9

All 28,875 4.588 | 30.111 3.740
N16 N18

Control hl}
M Sb M SD
29 222 2.2719 29,440 2.451
N9 N25
29.778 2.048 29.592 4.379
N9 N27
29.500 2.121 2%.519  3.551
N18 N52




TABLE 8

Mean Scores on the Experimenter-Developed Synonym and Antonym
Test by Treatment Group and by Previous Achievement Level for Unit D

45

Treatment Group

Reading
Achieve-
ment Goal-Setting Conference Control All
Level MN 5D MN SD MN SD MN SD
Hign 31,667 1.751 33.000 1.789 31.000 1.265 | 31.889 1.745
N6 N6 N6 N1§
Medium [29.600 2.074 29,667 2.944 29.833 1.169 29.706 2.054
N5 N6 N6 N17
Low 24.800 6.140 27.667 4.274 | 27.667 2.338 | 26.823 4.319
N5 N6 N6 N17
All 28.875 4.588 30.111 3.740 29.500 2.121 | 29.519 3.551
N16 N18 N18 N52
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Figure 3. Mean scores on lie experimentev-developed Syneayr
and Antonym Test by previous achievement level for
Unit D
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of the Level D Synonym and Antonym subtest of the WIRSD Battery as the
dependent variable. Results of this analysis appear in Table 9.

The analysis of variance again showed treatment differences to be
non-significant; neither goal-setting versus non-goal-setting nor
conference versus contro! comparisons approached the ,05 level of
significance. An examination of the treatment means presented in
Table 10 show them tc be virtually identical.

No significant difference in test score was obtalned on the basis
of sex. Means and standard deviations for test scores by sex are
shown in Table 10. There was also no significant difference in score
as a function of treatment by sex. Neither the gcal-setting versus
non-goal-setting by sex nor the conference versus control by sex
comparisons reached the decired level of significance.

The only significant difference in scores revealcd by the univari-
ate analysis of variance was the comparison of scores on the basis of
previous achievement levels. The scores, as presented in Table 11 and
plotted in Figure 4, are significantly different at the .01 level.
Again the mean scores decrease as ability level decreases.

The examination of treatment by previocus achlevement in sex also
revealed non-significant differences. No significant differences were
found in either the goal-setting wversus non-goal-sctling or the confercnce
versus control cormparisons by previous achieverment for cither males or

females.

voi3l-Setting sdehavior

in analyzing the goal-setting behavior of the students in the study,

three behaviors were used as dependent measures:  the number of poals scet,




TABLE 9

Univariate Analysis of Variance of Scores
on the Synonym and Antonym Subtest of the WTRSD

for Urit D

Battery

hH

Source df F p <
Treatment )
toal-Setting (G) vs. Non-Goal-Settling (6) 1, 34 <1 .8871
Conference (C) vs. Control (C) 1, 34 <« 6126
Sex 1, 34 <1 .8293
Treatment by Sex
Gvs. & 1, 34 <1 L6294
Cvs. C 1, 34 1.9244 1744
Previous Achievement Level within Sex 4, 34 4.8046 .0036%*
Treatment by Achievement within Sex
Treatment by Achievement within Males
Gvs. G 2, 34 2.3569 .1101
Cwvs. C 2, 3 <1 L4532
Trestment by Achievement within Females
Gvs. G 4, 66 <1 574
Cvs. C t, 66 <1 . 85881

A% Significant at the .0l {ewvel
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Mean Scores on the Synonym and Antonym Subtest

TABLE 10

49

of the WIRSD Battery by Treatment Croup and Scex for Unit B

Treatment Group

Sex Goal-Setting Conference Control All
MN SDb MN Sb MN SD MN S

Male 12.286 13.039 10.667 2.062 12.111 1.833 11.640 2.325
N/ NG N9 N25

Female 11.444  4.004 12.222 2.386 | 11.556 2.404 11.741 2.930
N9 N9 NG N27

All 11.813 3.526 11,444 2.307 11.833 2.093 11.692 2.631
Nl16 N18 N18 N52




TABLE 11

Mean scores of the Synonym and Antonym Subtest of the WIRSD
Battery by Treatment Group and by Previous Level
of Achievement for Unit D

Treatment Group

Reading

Achieve-

ment Goal-Setting Conference Control All

Level MN SD MN SD MN SD MN SD

High 14,333 1.211 11.833 2.041 13.167 1.722 13.111 1.906
N6 N6 N6 N18

Medium |} 12,600 2.702 11.333 2.658 11,667 2.658 11.824 2.555
N5 N6 N6 N17

Low 8.000 3.000 11.167 2.563 10,667 1.033 10.059 2.561
N5 N6 N6 N17

All 11.813 3.526 11.444  2.307 11.833 2.093 11.692 2.631
N16 N18 N18 N52
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Figure 4. Mean scores on the Synonyn and Antonym Subtest of the
WTRSD Battery by previous achlevementl level for Unit
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the absolute difference between the number of goals set and the number
of goals achieved; and the confidence subjects displayed in their ability
to attain their stated goals.

An examination of the multivariate enalysis of variance table
(Table 12) reveals that the only significant differences in goal-
setting behavior appear as a function of the co parisor. of the goal-
setting versus non-goal-settiug treatments. The siguificance of the
differences between Lhe two groups reaches the .01 level. When the
scores of the treatment groups are plotted (Figure 5) for each of thc
goal-setting behaviors considered, a very interesting relaticnship
is readily apparent. The goal-setting trcatment group on the average
set fewoer goals, had a smaller Jdiffererce between the number of goals
set and the number of goals attained, a1 also displayed less confidence
in thefr ability to attain the goals they had set, Given that the
goal-setting Ss set fewer goals znd that they achieved at approximately
the same ‘evel as the other treatmeut groups, the finding tha. they
showed a smaller difference between goals set and attained is not
unexpected., With respect to the number -f goals set and confidence
fn attaining these goals, an examinatien of the Coal-setting Chect
Eist {(Appendix A) and the Goal-Scetting Confidence Rating Scale (Appendix
D) suggests that the average number of _eals oot and the averape confi-
dence store for the goal-setting 58 represents a more reasenable costimate
of their abilities rather t!an simply Indicating "lower scores.” 1In
both cases the 'scores' would be consistent with the realization that
net all possible goats can be achieved ov cught te be chosen and Lhat
some help will probably be required fn order for them to rmastor g

given skill,

[
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TABLE 12

Multivariate Analysis of Variance
of Goal-Setting BRehavior for Unit D

Source df F ., px

Treatment -

Goal-Setting (G) vs. Non-Goal-Setting (G} 3, 32 7.4103 .COU7RA

Conference (C) vs. Control (C) 3, 32 1.1663 .3377
Sex 3, 32 2.2739 .0989
Treatment by Sex

Guvs: G 3, 32 <1 L7499

Cwvs.e C . 3, 32 <1 <8642
Previous Achievement Level within Sex 12, 84.9 1,6373 .0965

Treatment by Achievement within Sex
Treatment by Achievement within Males

G vs, G 6, 64 <1 6308

C vs. C 6, 64 1.G369 .2977
Treatment by Achievement within Females

G vs, G 6, 64 <1 bith

Cvs. C L, 64 1.3514 24804

A% Significant at the .01 level
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[Although the mean for the goal-setting group is below the means for
the other treatment groups on all three of the variables considered,
an inspection of the univariate Fs suggests that the number of goals
set and the confidence level are the primary measures contributing to
the overall significance. Although this prccedure is not exact with

recpest-to concrolling cveréii fybé'l error probabiiities, it has been
recently shown (Hummel, 1969) that there is a close correspondence in
trrms of Type I error probability between this approach and the
appropriate Roy-Bose post hoc technique.]

A further examination of Table 12 indicates that goal-setting
behavior did not differ significantly by sex and that there was also
no difference as a fuaction of treatment by sex. The means and standard
deviations by sex are given in Table 13.

The differences by achievement groups are shown in Table 14 and
are not significant. Although the high achievement group displayed a
smaller absolute difference between goals set and Attained, goal-
setting behavior, as reflected by the joint multivariate tesf of all
three variables, was not related to previous achievement level.

The comparison of treatment by achizvement level in sex also
revealed non-significant differences. ©No significant differences were

found in either the goal-setting versus non-goal-setting or the

conference versus control comparisons for eilther males or females.

Summary of Unit D Results

The effect of the treatment in Unit D is apparent only in relation
to goal-setting behavior. No significant differences were found between

treatment groups on the attitude measures, the experimenter-developed
Q
Eﬂ?Jﬂ: achievement test, or the criterion-referenced test.
P oo
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Treatment Group
Sex soal-Setting Conteence Cuiitrol All
MN SD M SD MN SD MN SD
N —_—
Male
Number of
Goals ‘et 29.571 £,1%8 [36.778 4,631 ([34.111 6,547 | 33,800 5.867
Difference 9.571 46,451 |11.556 6.821 |10.333 4.770 |10.560 5.846
Confidence 4,714 1.704 6,311 1.054 6.333 1.118 5.800 L.414
N7 N9 N9 NZ25
Female
Number of
Goals Set 34.667 7.053 136,000 6.233 34,667 3,369 | 34,444 5,970
Difference 8.333 8.0¢C 9.222 6.300 110.222 6,778 9.259 (.853
Considence 4,000 1.414 4.889 1.167 5.778 0.833 4,889 1,340
ND N9 N27
All
Number of
Goals Set 31.313 6.008 ]36.389 5.564 |34.389 5,260 |34.135 5.871
Difference 8.875 7.191 [10.389 6.482 [10.278 5.636 9,885 6.361
Confidence 4.313 1.5370] 5.550 1.249 6.05 0.998 5.327 1.438
N16 18 N18 NS2
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TABLE 14

llean Wumber of Goals Set., Difference Betwoen MNuuber
of Guals Set and Attalued, and Confidence Score
by Treatment Group and by Previcus Achlievement Level for Unit D

Treatment Group

Previocus
Achlevement Gral-Setting | Confercnce control Al)
Level MN SD M oD N SD MN SD
High

Number of

Goals S=xt 32.000 4.604 | 34.333 8.335 36,167 3.12% ;3,167 5./11
Difference 4.000 4.98B0 [ 6.333 3.943| 9.333 6,250 | 6.556 5.338
Confidenrce 5.667 1.751 ] 6.000 6.325)| 6.333 1,033 ) 5.333 1.680
N6 b N6 N18

Medium
Nuusber of
Goals Set 32,800 5.263137.333 4.457 [ 34.833 5.742]35.117 5.'95
Difference 12.200 6.140 9.000 5.592 |10.332 4.926 | 10.412 5.374
Confidence 4,200 1.304 4,500 8.367 5.667 0.817 4,82, 1.1.1
NS Nb N6 N17

Low
Number of
Goals Set 29.000 B.426|37.500 2.881 |32.167 6.4321133.118 &.791
Difference 11.400 8,234 |15.833 56.080 |11.167 6.676 | 12.532 &.89!
Confidence %.200 1.304 ) 6.000 1.549 G.167 1.169 5.824 1.334

N5 N6 N6 N17

All
Number of
Geals Set 31.313 6.008 136,389 5.564 |34.389 5.260)]34.135 5.871
Difference 8.875 7.191]10.389 6.482[1C.27?8 5.686 9,885 6.361
Confldence 4.313 1.537 5.550 1.249 6.056 0,998 9,327 1.4:8
N16 N18 N18 N52
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There can be no question that the goal-setting conference procedures
had an «1fect on the ability ot the students to set meaningful goals and
on thelr ability to establish reasonable confidence levels in relation
to their gsals.

In examining the results obtained in Unit D, it was decided .hat
a slight chauge in emphasis during the goal-setting conferences might
prove beneficial in terms of improving achievement levels. With this
in mind, in Unit B more emphasis was placed on providing feedkback to
the student in relation to his mastery of the reading skiil. Ac mentioned
above, th.s represented only a slight change io emphasis at most ard

did not alter the conference fornmat.

Attitude Measures

A multivariate analysis of variance wss carried out using scores
on the Frimary rupil Reading Attitude Inventory and scores on the Reading
Skill Attitude Inventory as dependent variables. Results of this analysis
appear in Table 15.

An examination of Table 15 indficates that there were no significant
differences in attitude as a functicn of treatment effect. Neither goal-
setting versus non-goal-setting nor conference versus control comparisons
approached the .02 level of significance. When the means of the treat-
ment groups are plotted (Figure 6) it can be seen that there is virtually
no difference between the scores for the three groups on the attitude
neasures .

The analysis showed 10 significant differences in attitude by sex.

wseither the goal-setting versus ron-goal-setting nor the conference

\"(')
RN



TABLE 15

Multivariate Analysis of Variance of Scores
on the Attitude Measures for Unit B

Source df F p <
Treatment .
Goal-Setting {G) vs. Non-Goal-Setting {(G) 2, 32 «l . 7619
Conference (C) vs. Control (C) 2, 32 1.5571 .2264%
Sex 2, 32 2.2173 1254
Treatment by Sex
G vs. G 2, 32 <« L5349
Cvs. C 2, 32 <l .5788
Previous Achievement Leve. within Sex 8, 64 <1 6920
Treatment by Achievement within Sex
Treatment by Achievement within Males
Gwvs:, & 4, 64 1.0767 .3755
Cvs. € 4, 64 <1 .6019
Treatment by Achievement within Females
Gvs., G 4, 64 1.1873 .324Y
Cvs. ¢ 4, 64 1.4115 2403

O
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Figure 6, Mean score on the Primary Pupil Reading Inventory aund on
the Reading Skill Attitude Inventory by treatment group
for Unit B
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versus control comparisons by sex were significant. The means and
standard deviations for the attitude measures by seox appear iu Table 10,

Ne significant differences were found on the attitude measures
when contrasts were made by achievement groups. The means and standard
deviations for these comparisons are shown in Table 17. Just as there
were no significant differences by achievement level, there were no
significant differences in the treatment by achievement in sex cowparisons.
That is, there were no differences in the comparisons of goal-setting
versus non-goal-setting or conference versus control for either males

or females.

Experimenter-Developed Achievement Tests

A multivariate analysis of variance test was carried out on the
scores of the experimenter-developed Base Words and Endings Test and
Compound Words Test. The results of this analysis are presented in
Table 18,

An examination of the analysis showed the treatment differences
to be non-significant; neither the goal-setting versus non-goal-setting
nor the conference versus control comparisons reached the .05 level
of significance. However, when the means are plotted for both. experi-
menter tests by treatment groups (see Figure 7), it may be seen that
the mean score for the goal-setting group was higher on both tests than
either the conference or the'contrql groups. An examination of the
univariate F s for the goal-setting versus non—goal-setting comparison
reflects this directional difference in the means. These differences
were not significant for either test separately but reached the .15

level for the compound words test and .10 for the base words test.



TABLE 16
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Mean Scores on the Primary Pupil Reading Attitude Inventory
and on the Reading Skill Attitude Invencory
by Treatment Group and by Sex for Unit B

Treatment Group

Sex Goal-Setting Conference Control All
MN SD MN SD MN SD MN SD
Male
Reading Attitude 4,000 3.830{ 5.000 2.726| 5.556 2.877| 4.917 3,063
Skill Attitude 11.286 2.138]10.750 2.i8%[12.333 1.11R8|11.500 1,888
N7 N8 N9 N24
Female
Reading Attitude 6.667 3.674| 7.000 2.646| 5.88%9 2.522) 6.519 2.914
Skill Attitude 12.556 1.014(11.889 1.764f12.111 0.928112.185 1.272
N9 N9 N9 N27
All
Reading Att{tude 5,500 3.864| 6.058 2.794| 5.722 2.630}| 5.765 3.063
Skill Attitude 12.000 1.6/3|11.353 1.998]12.222 1.003/11.863 1.613
N1$ N17 N18 NSt
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TABLE 17

Mean Scorec on the Priwmary Pupil Reading Attitude Inventory
and on the Reading Skill Attitude Inventory
by Treatment Group and by Previous Achievement lever for Unit B

Treatment Group

63

Previous — -
Achlevement Goal-Setting| Conference Contrel All
Level MN SD MN ) MN Sb MN SD
High
Reading Attitude 7.500 3.391f 7.000 2.121| 5.667 2.503] 6,706 2.710
Skill Attitude 12,000 2.450(12.€00 0,894[12.667 0.8161'2,412 1,544
N6 NS N6 N17
Medium
Reading Atcitude 5.600 4.159) 4.333 2.338| 7.167 1,941 5.706 2.953
Skill Attitude 12,000 1.414(11.000 2.191{12.000 0.894[11.647 1.579
NS N5 N6 N17
Low
Reading Attitude 3,000 3,240 7.000 3.225) 4.333 2.944; 4.882 3,389
Skill Attitude 12.000 1.000)10.667 2.251|12.000 1.265]11.529 1,663
N5 N6 N6 N17
All
Resding Attitude 5.500 3.864)] 6.058 2,794 5.722 2.630} 5.765 3.063
Skill Attitude 12.000 1.673}11.3553 1.998(12.222 1.003[11.863 1.613
N16 N17 N18 NS1
. 1 I
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TABLE 18

Multivariate Analysis of Variance of Scores

on Experimenter-Developed Base Words
and Compound Words Tests for Unit B

64

Source daf F p <
Treatment _
Goal-Setting (G} wvs. Non-Goal-Setting {G) 2, 32 1.6014 2174
Conterence (C) vs. Control (C) 2, 32 1.3672  .2694
Sex 2, 32 2.,2325 .1218
Treatment by Sex
G vse G 2, 32 2.0427 14063
Cvs, C 2, 32 <1 . 5208
Previous Achievement level within Sex 8, 64  4,8343 ,0002%*
Treatment by Achievement withia Sex
Treatment by Achievement within Males
G vs, G 4, 64 <1 +9961
Cvs., € 4, L4 €l 9971
Treatment by Achievement within Females
Gvs, G 4, 64 <1 «5281
Cvs., C 4, 64 <1 6654

*% Significant at the .01 level
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Figure 7. Mean scores on the experimenter-developed Compound Words

and Base Words Tests by treatment group for Unit B
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No significant differences were found on the basis fo sex. Means
and standard deviations by sex on the experimenter-developed tests are
found in Table 19. The analysis also showed no significant differences
in scores as a functior of treatment by sex. Neither the goal-setting
versus non-goal-setting by sex nor the conference'versus control by sex
comparisons approached the level of significance.

The only significant differences in scores on the tests were obtained
by a comparison of reading achievement groups. A plotting of the mcan
scores by achievement level (Figure 8) based on the means and standard
deviations given in Table 20 reflegts the nature of the significant
difference, as the pattern of means is in the expected directiom.

-Although there was the significant difference by previous achieve-
ment, no significant difference as a function of treatment by previous
achievement by sex was found. There were no differences in the compari-
sons of gbal—setting versus non-goal-setting or conference versus

control for either males or females.

Criterion-Referenced Tests

A multivariate analysis of variance was carried out using the scores
on the Level B and Level C Base Words tests and the Level B Compound Words
test of the WTRSD Battery as dependent variables. The results of this |
analysis appear in Table 21.

" An examination of Table 21 indicates that there were significant
differences (p <_.05) in achievement score as a funcfion of the treatment.
The comparison of the goal-setting treatment group with the non-goal-
setting groups showed the scores of the goal-setting Ss to be sigrificantly
O
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TABLE 19

Mean Scores on the Experimenter-Developed Compound Words Tast
and on the Base Words and Endings Test
by Treatment Group and Sex for Unit B

Treatment Group
Sex ' Goal-Setting| Conference Contfol All
MN SD MN SD MN SD MN SD
Male
Compound Words 33.143 3.891427.750 5.523128.889 5.39629.750 5.343
Base Words 42,143 5.460]136.125 8.741132.222 9.230136.417 8.807
N7 N8 N9 N24
Female
Compound Words 30.111 7.253|30.000 4.610]29.889 5.926|30.000 5.791
Base Words 39.667 6.124:40.444 3.167(39.444 3.909139.852 4.418
N9 N9 ‘ N9 N27
All
Compound Words 31.438 6.044128.941 5.031|29.389 5.522|29.882 5.531
Base Words 40.750 5.791(38.412 6.587135.833 7.816|38.235 6.987
N16 N17 N18 N51
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TABLE 20
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Mean Sco-es on the Experimenter-Developed Compound Words Test
and on the Base Words and Endings Test
by Treatment Group and by Previous Achievement Level for Unit B

Treatment Group

Previous
Achievement Goal-Setting| Conference Control All
Level My SD MN $D MN $D K] SD
Bigh
Compound Words [ 35.500 2.168]30.800 3.421|32.667 3.882]33.118 3.604
Base Words 43.833 2.945[39.400 3.507[3%.167 8.589140.882 5.840
N6 N5 N6 N17
Medium
Compound Words } 33.800 0.447]|30.667 4.502}130.167 5.707|31.412 4.374
Base Words £2.200 3.834)41.167 3.189]35.167 5.914{33.706 5.022
N5 N6 N§ N17
Low
Compound ''ords | 24.200 5.805125.667 5.610)25.333 4.761]25.118 5.073
Base Words 35.600 7.021/34.833 9.663|32.167  8.3290134.118 8.092
NS N6 N6 N17
All
Compound Words | 31.438 6.044/28.941 5.031§29.389 5.522]29.882 5.531
Base Words 40.750 5.791{38.412 6.587}135.833 7.816/38.235 6.987
N16 N17 N18 N51
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TABLE 21

Multivariate Analysis of Variance of Scores

onn the Levels B and C Base Words Subtests and Level B
Compound Words Subtests of the WTRSD Battery for Unit B

70

Source df F p <
Treatment _
Goal-Setting (G) vs. Non-Goal-Setting (G) 3, 31 2.9940 .0458*
Conference (C) vs. Control (C) 3, 31 2.1740 1110
Sex 3, 31 <1 4533
Treatment by Sex
Gvs. G 3, 31 1.0588 .3807
Cvs. C 3, 31 1.3561 .2744
Previcus Achievement Level within Sex 12, 82 2.2758 .ulS5lk
Treatment by Achievement within Sex
Treatment by Achievement within Males
Gvs:. G 6, 62 1.2829 .,2784
Cvs. C 6, 62 <l L7461
Treatment by Achievement within Females
G vs. E 6, 62 <1 6423
Cvs. C 6, 62 <1 .6146

* Significant at the .05 level
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higher. The means for the three treatment groups on each of the measures
are plotted in Figure 9. An examination of the univariate F values shows
that the differences approached (.06,.06), or were less (.013) than,
the .05 level of significance on all achievement measures. This would
seem to indicate that the significant overall difference between treat-
ment groups was consistent across measures and not the results of any
one measure alone.

No significant differences were-ogtained as a function of sex or
treatment by sex. In neither case did the differences approach the .05
level of significance. The means and standard deviations for achieve-
ment by sex and treatment are found in Table 22.

As was true for all other achievement tests used in the study,
there was a significant difference in scores by previous achievement.
Table 23 shows the means and standard deviations for the achievement
level grdups on the criterion-referenced achievement measures. This
type of difference is to be expected and simply indicates those Ss
with high previous achievement perform better than those with low
previous achievement.

Although significant differenges were found as a function of
previous achievement, no significant differences were apparent as a
function of the interaction of treatment by previous achievement in

sex were found.

Goal-Setting Behavior

In analyzing the goal-setting behavior of the students, the same
measures were used as in Unit D: number cf goals setj absolute difference
between the number of goals set and the number of goals achieved; and

o '
FR]C the confidence each student had in his ability to attain his stated goal.
e i o :

N S e e =
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Figure 9. Mean scores on the Level b Compound Words, Level B HKase

Words, Level C Base Wnrds Subtests of tlie WIRSD Battery
by treatment group for Unit B
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TABLE 22

level B Compound Words Subtest
the Level C Base Words Subtest
Treatment Group and Sex for Unit B

73

Treatment Group

Sex Goal-Setting| Conference Control All
MN SD MN Sy MN SD MN SD
Male
B Cempound Words | 14.i43 3.288[10.875 2.642|11.88y 3.444(12.208 3.297
B Base Words 10.857 1.865] 6.000 3.891| 7.556 3.812| 8.000 13.811
C Base Words 12,000 2.944| 9.500 2.726(10.000 3.640|10.417 3.202
N7 N8 N9 N24
Female
B Compound Words | 13.667 2.550)12.889 2.571]22.000 3.937|12.852 3.047
B Base Words 9.556 2.877] 8.1)1 3.060| 9.889 2.892] 9.185 2 3%
C Base Words 11.556 2.506(10.444 2.351 8.667 1.8035|10.222 2.470
N9 N9 N¢ N27
All
B Compound Woids | 13.875 2.802111.941 2.727|11.944 3.589(12.549 3.152
3 Base Words 10.125 2.500) 7.118 2.534| 8.722 3.495| 8.628 3.394
C Base Words 11,750 2.627410.000 2.500} 2.333 2.870)10.314 2.812
N16 N17 ) N18 NS1
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TABLE 23

Mean Scores on the Level B Compound Words Subtest
and the Level B and the Level C Base Words Subtest
of the WIRSD Battery by Treatment Group
and by Previous Achievement Level for Unit B

Treatment Group
Previous
Achievement Goal-Setting Conference Control All
Level MN Sb MN SD MN SD MN Sb
High
B Compound Words | 15.667 1.752}13.600 1.673{13.667 2.805(14.353 2,262
B Base Words 10.500 3.209{ 8.000 4.062( 9.000 3.688{ 9.235 3.563
C Base Words 12.667 2.338{11.200 2,588]10.833 2.,787(11.588 2.551
N6 N5 N6 N17
Medium
B Compound Words | 14.400 2.408]11.667 3,141(12.167 4.370|12.647 3.390
B Base Words 9.800 2.588] 6.500 .3.391) 9.167 4.021| 8.412 3.537
C Base Words 13.200 1.643| 9.000 2.927| 9.500 3,209}10.412 2.938
N5 N6 N6 N17
Low
B Compound Words | 11.200 2.387|10.833 2.714{10.000 3.162}110.647 2.668
B Base Words 10.000 1.871} 7.000 3.742| 8.000 3.286| 8.235 3,192
C Base Words 9.200 2.049710.000 2.828| 7.667 1.967| 8.941 2.410
N5 N6 N6 N17
All ‘
B Compound Words | 13.875 2.802(11.241 2.727]|11.944 3,589112.549 3.152
B Base Words 10.125 2,500 7.118 3.534} 8.722 3.495]| 8.628 3.394
C Base Words 11.750 2.620(10.000 2.500) 9.333 2.870(10.314 2.811
N16 N17 N18 N51
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An examination of the Multivariate Analysis of Variance Table
(Table 24) shows that the only significant effect is that of treatment.
The goal-setting versus non-goal-setting comparison is significant at
the .01 level. When the means for each of the treatment groups on the
three goal-setting measures (Figure 10) are examined, the same relation-
ship which was observed in Unit D is apparent: the goal-setting group
set fewef goals, had a smaller difference between the number of goals
set and achieved, and had a l.ver confidence score. As was pointed out
in the discussion of the results of Unit D, this effect seems to be
related to the setting of accurate goals with realistic expectations.
An inspection of the univariate F values for each of the three goal-
setting measures indicates that the goal-setting effect is not due to
a difference on any one measure, but rather is consistent across the
three measures. The level of significance less than .0l on two of the
measures (.001 for number of goals set and .009 for the difference
between number of goals set and achieved) and .05 (.05 on the confidence
in attaining goals set) on the other. Although the univariate F can
only be employed as an estimate in this case, it does ipdicate a consis-~
tent treatment effect.

A further examination of Table 24 indicates that goal-setting
behavior did not differ significantly by sex and that there was also
no difference as a function of treatment by sex. The means and standard
deviations for these comparisons are found in Table 25.

Table 26 shows the means and standard deviations for the goal-
setting measures by previous achievement level. The comparison of
the means indicated that there was no significant differences in goal-

setting behavior as a function of previous achievement levels.
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TABLE 24

Multivariate Analysis of Variance
of Gozl-Setting Behavior for Unit B

Source df F p

Treatment i

Goal-Setting (G) vs. Non-Goal-Setting (C) 3, 31 5.9376 .0U26**

Conference (C) vs. Control (C) 3, 31 1.2293 .3157
Sex 3, 31 «1 .6032
Treatment by Sex

G vs. G i, 31 «l . 5679

Cvs. C 3, 31 1.0688 3766
Previous Achievement Lzvel within Sex 12, 82 1.1016 .3702

Treatment by Achievement within Sex
Treatment by Achievement within Males

G vs. G 6, 62 1.,5107 .189%

Cvs. C 6, 62 <1 29454
Tre:tment by Achievement within VYemales

Guvs. G 6, 62 <1 L7485

Cwvs. C 6, 62 1.0367 .4105

A% Significan* at the .01 level
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Figure 10. Mean number of goals set, mean difference between the
number of pgoals sot and attalned and mean coafidence
score by treatrment group for Unit B
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TABLE 25

Mean Number of Goals Set, Difference Between Number
of Goals Set and Attaine!, and Confidence Score
by Treatment Group and Sex for Upit B

PR —

Treatment Group

Scx Goal-Setting Conference Control All
MN SD M SD MN SDb MN Sb
Male
Number of

Goals Set 27.714 1.124 | 30.875 1.553 | 31.000 ?2.345 |30.000 2.798
bDifference 3,571 4.158 (| 10.375 3.623 ] 10.667 6.727 | 8.500 5.830
Confidence 4,714 1,976 | 6.000 1.690 6.111 1.692 5.667 1.810
N7 N8 N9 N24

Female
Number of
Goals Set 27,778 3.383|29.667 2.396{29.889 2.078{29.111 2.736
Difference 7.111 5.207 8,222 5.472|11.8839 5,011 9.074  5.442
Confidence 4,667 2.345% 6.728 1.202 4.667 2 000 5.370 2.097
N9 N% N9 N27

All
Nurmber of
Goals Set 27,750 3,256} 30.235 2.078 | 30.444 2,202 129.529 1.774
Difference 5.563 4.966 Q9,235 4,634 111,278 5.7389 3.804 5.607
Confidence 4,638 2.120 6.412 1.460 5.38% 1,945 5.510 1.953

Nlo NYT N18 Nl

L n —
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TABLE 26

Mean Number of Goals Set, Difference Between Number
of Goals Set and Attained, and Confidence Score
by Treatment Group and by Previous Achievement Level for Unit B

Treatment Group

Previous
Achievement Goai-Setting [ Conference Control All
Level MN SD MN SD MN sSD MN S0
High

Number of

Goals Set | 29.667 4,227 | 31.400 1.949 | 30.333 3.351]30.412 2.938
Difference 3.833 5.307 8,200 6.140 [ 9.667 5.785 7.177  5.960
Confidence 5.000 2.530| 6.600 1.140 5.167 1.722 5.529 1.940
N6 N5 N6 N1/

Medium
Number of
Goals Set 27.800 1.3041 29.833 2.041 | 31.167 2.563129.706 2.392
Difference 6,200 2.950 2.000 4.148 | 11.167 8.134 8.941 5.095
Confidence 4,400 2.510 6.333 0.817 6,500 1.761 5.824 1.912
N5 N6 N6 N17

Low
Number of
Goals Set 25.400 1.817) 29.667 2.160 | 29.833 1.941 | 28.471 2.764
Difference 7.000 6.403|10.333 4.502{13.000 2.757 |10.294 5.010
Confidence 4,600 1.517 6.333 2.251 4,500 2.074 5.177 2.069

NS N6 N6 N17

All
Number of
Geals Set 27.750 3.256 ( 30.235 2.078 ] 30.444 2,202 | 29.529 2.7i%
D{fference 5,563 4.966 9,235 4.0684 J11.278 5.78Y 8.604 5,047
Confidence 4,688 2.120 6.412 1,460 5,389 1,945 5.510  1.953

) N17 N18 Wol
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The comparison of treatment by previous achievement in sex also
revealed non-significant differences, No significant differences were
found in either the goal-setting versus non-goal-setting or the conference

versus control compirisons for either males or females.

Sunmary of Unit B

The effect of the goal-setting treatment wWas apparen*t in relation
to achievement and goal-setting hehavior, but did not significantly
affect attitude scorss.

The effect of goal-setting conferences on achievement resulted in
significantly greater zchievement by the goal-setling treatment group
on the criterion-referenced achievement tests. The goal-setting group
also attained higher scores on the experitenter-developed achievement
tests, although the difference in this case w.3 not significant.

As {n Uait D, the goal-setting procedure significantly influenced
goal-setting behavior. The geal-setting proup set fewer goals, had
a smaller absolute difference between the number of goals set and

aumber of goals attained, and displayed lower confidence scores.

(4



