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AESTRACT '

Ind1v1dual§} Guided Motivation (IGM) ds de51gned to
attain certain motivational objectives set by the school by
accommodatlng instruction to individual differences in skill and
motivational level and rate and style of learning. The development of
IGK was undertaken to meet these specific educational needs: (1) to
assure a high level of motivation to learn on the part of each
individual child; ®wnd (2) to promote the acguisition by each child of
such prosocial behavicrs as self-control and self-reliance. s

described in Chapter I, operationally IGM comsists of four . .

motivational instructional procedures that are organized ways of
wqQrking with a child cr group of children to attain motivational ..
objectives. The motivational-instructional procedures are: (1) -
adult-child ccnferences to encourage independent reading; (2)
teacher-child conferences, for goal setting; (3) guiding children
toward self-directed frosocial behav1or and (4) guiding older
children in tutoring younger chlldren. Bach of these procedures was
the focus of a controlled experiment in which its effectlveness was
tested under various conditions. The results of these experiments,
reported in Chapters III through VI, indicate that each of the
procedures has positive effects upon one or more indicators: measures
of motivation; measures of achidvement; and measures of attitudes
toward the subject matter. Also, each’ experlment provides information
concerning the conditions for optimal success of/g.ﬁlven procedure.
The results of these experiments with respect to the effectiveness of
the IGM procedures with children are favorakle. Based on the results,
multinedia materials have been developed to help school staff

"implement the procedures. (MHM)
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and effectively as possible their potential as human beings
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' striving to fulfill this goal by

® ‘conducting research to discover more about ° / T
how children learn ' . - <

: o developing improved instructional strategies,
% processes and materials for school administrators,
& teachers, and children, and

® offe}ing assistance to educators and citizens 7
which will help transfer the outcomes of research
and development into practice
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PURPOSE AND ORGANIZATION OF THIS REPORT )

During the course of development of the system of Individually
Guided Motivgtion (IGM), many research and evaluation studies have
been carried qut at the Wisconsin Research and Development Center
for Cognitive Learning. Controlled experiments and other studies
- in school settings in the area of motivation have been contributed
by the project staff of the principal investigator, Herbert J. Klausmeier;
these contributors include Patricia Allen, Carma Averhart, James Bavry,
Doris Cook, Dorothy Frayer, John Gaa, Elizabeth Ghatala, Jan Jeter,
Barbara Kennedy, Peter Lamal, Richard Marliave, Nancy Nelson, Juanita
Sorenson, and James Wardrop. Evaluation specialists, including Thomas
Fischbach, W. D. Hubbard, Conrad Katzenmeyer, Mary Quilling, Deborah
Stewart, and Nancy Zajano, have carried out the evaluation studies on
: IGM with cooperation from the project staff and school personnel. The
purpose of the present effort is to bring together, in a systematic
way, the empirical evidence pertalnlng to the effectiveness of IGM.
This report, then, is intended for those who wish to become acquainted
1n some depth withaphe research on IGM, but who do not wish to read
the numerous related Technical Reports in their entirety. Embodied
in this report are edited excerpts from the most relevant of these
research documents which have been issued by the Center since 1968,
organized and placed in a context which provides a coherent picture
of the evideénce upon which IGM is based. A bibliography of Center
research related tQ,IQM is included at the end of this report. N
The present effort is not intended as a guide for implementing
any.of the motivational procedures of IGM, nor is it intended to provide
a éompreﬁensive description of the IGM system. These types of informa-
tion can best be obtained from the materials which have been shaped by
the research reported herein. Current IGM materials are described in
Chapter I, which also provides an bverview of the IGM system. Chapter
II outlines the results of research on the effectiveness of IGM materi-
als with teachers and other school personnel responsible for implementing
the system.  The next fdur _chapters report and summarize research find-
ings regqrdlnggthe effectiveness of the motivational prodedures with
students of different characteristics. The final chapter provides a .

)

.

summary.
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I
OVERVIEW OF THE MOTIVATION SYSTEM'

The major purpose of the school is to provide conditions which
facilitate children's learning of the knowledge and skills deemed
important by society. Children acquire knowledge in mathematics,
language arts, foreign languages, the fine arts, physical development,
and other curriculum areas. In addition, the school is responsible
- for transmlttlng certain values, endorsed by society, related,to self-

P discipline and prosocial behavior. Motivation is central to the learn-
ing of both subject matter and-pfosocial behavior, and thus is one of*
the key conditions which must be considered by the school when attempting
to facilitate children's learning.

Research in laboratory and school settings over the past few decades
has greatly added to our knowledge of factors which influence children's
motivatiop to learn. Houever, problems are immediately encountered by
even the most skillful teachers when attempting to deal, in a practical
way, with motivation in the classroom. The first of these difficulties
is to define what is meant by motivation to}ﬂearn, in the context of
the classéoom. What behaviors by the child”can a teacher look for as
indications of his motivational level? And, given that such behaviors
can be specified, how can they best be measured? A second problem
arises from the realization that jyst as children bring diverse cogni-
tive characteristics to learnlng sks, they also bring diverse values,
affective needs, and attitudes #6 thése same tasks. Thus, efforts to

t . generate high motivation must -ﬁuided by the individual needs and
- characteristics of each.chi And because cognitive and motivational
factors’ aré “inextri intertwined in the learning process, . facilitation
of children's learhing of sﬁBTece~mat§g£ and prosocial values will only
be attained; motivational procedures are integrally related to a
total instyuctional program geared to the individual child. The final
problem cngrontlng the teacher is the necessity to formulate motiva-
tional practices which can induce children to exhibit 1ncneas1ngly
those behdviors indicative of high motivation. To be effective, these
- practlceg should be based on sound motivational principles and they
must be ﬁractlcal in terms of the time and money required to implement
them. f
R ‘J% , W1th these problegs in mind, researchérs under che d1rect10n of
Professor Herbert J. Klausmeier began development of a system of Indi-
v1dually Guided Motivation (IGM) nearly eight.years ago at the Wisconsin
Research and Development Center for Cognitive Learning.’ From the descrip- 1

”

T tiom of the IGM system and related materials presented in this chapter, the,
: reader can trace the effort to-deal with the above problems which .teachers’
face in attempting to motivate studentsrm . .

. a
e

1 . - NS : \
\ Klausmeier's theoretical analysis of motiva QQ\izg; Klausmeier &

s Goq§w1n, 1975) formed the basis for\development of the system. The
\ysgem was first described by Klausmeler, Schwenn, & Lamal (1970), and
thi descrlptlon was later elaborated on in a book by Klausmeier,. Jeter,
Quill & Frayer (1973). The present de\ ptlon of IGM is based -
on the l ter two sources. 1

>




The IGM system is directly tied to a total system of Individually
Guided Education (IGE), and thus can best be elucidated in terms of
its relationship to that larger frawework. IGE is a comprehensive
system of educagion and instruction designed to produce higher educa-
tional achievements by identifying and providing for differences among
students in rate of learning,- learning style, and other characteristics.
Although IGE includes various components (see Klausmeier, Quilling,
Sorenson, Way, & Glasrud, 1971, for a complete description of IGE)
‘central to the system is the instructional programing model shown
in Figure 1. fThis model, with related- guidance precedures, is designed
to provide for the above differences among students and also to take -
all educational objectives of the school into account. This model is - ¢
used by R &-D Center personnel in developing curriculum materials, and
as a result, the curriculum compongnts of IGE are objective-based pro-
grams to meet the needs of each child. Because the IGM system is based -
on the Tenter's model of instructional programing, it too is objective-
based and is designed to meet the child's unique motivational needs. -

The model for the IGM system, depicted in Figure 2, is compatible
with the model of instructional programing- for the individual student.
The IGM system has steps identical|to those in the Center's instructional
programing model, making it possible to relate the motivational program
for the student directly to his instructional program in the various
curriculum areas. . '

The teacher's’roles in motivation and in instruction are not to
be separated in individually guided education. Similarly related are
the.child's level of motivation and his rate of léarning and achieving. .,
Therefore, whatever a teacher does to motivate a child should be re- . j

l

‘

v
[
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Y ' 5
RELATION§HIP OF IGM TO THE SYSTEM OF INDIVJDUALLY GUIDED EDUCATION

lated directly to his instructional program--that is, to attaining

instructional objectives.. -

@F REQUIREMENTS FOR IMPLEMENTING THE IGM MODEL \\ ) ﬁk\\\\\\\\\\:

v
3 - A

There are four requirements for implementi the motﬂvational pro-
graming model shown in Figure 2. The firs;/}s/igstatement’of motiva-
tional. objectives. Second is a description’of procedures for a§§es§ing
childrén's attainment of objectives. rd is a set of motivational
principles derived from theory and Search on motivdtign. The final L
requirement is a set of motivatiomal-instructional procedures whereby - -~ -

the motivational principles implemented to attain certain metivational i

objectives. We consider ¢h of these requirements in d

. Motivational O

-
2 . / =

1deal way to ensure a rgason Ié/ievel of motivation in children

ding a particular school™is t mplement the IGM model on a school- J %
_~Wwide basis. The first step in s an implementation is for the principal | )
. and teachers--with feedback %fyﬁ parents and students--to formulate a ; ;
a _ A L / j
1
- |

16 -




v . .

)

State the educational objeﬁtives to be attained by the stu-
dent population of the building in temms of level of achieve-
ment and in terms of values and actiom patterns.

' 4

-

Estimate the rarge of objectives that may be attainable for
subgroups of the student population.

s

€

y

Assess the level of achievement, learning style,*and, motiva-
tion level of each student by use of criterion-referented
tests, observation schedules, or work samples with

{- appropriate-sized subgroups.

- v 5

Set instructional objectives for each child to attain over a
short period of time.

(o

Plan and implement an instructional program suitable for each
student or place the student in a preplanned program. Vary
(a) the amglint of attention and guidahce by the teacher, (b)
the amount/of time spent in interaction among students, *(c)
. the use of\ printed materials, audiovisual materials, and
direct experiencing of phenomena, (d) the use of space and
j equipment (media), and (e) the amount of time spent by each
student in one-to-~one, interactions with the teacher or
media, independent study, adult- or student-led small group
activities, and adult-led large group activities.

2 —
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. 3
Assess students for attainment -of initial objettives,

o

. . '
‘

*

y - 3
Objectives e magreny or
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. State the motivational objectives to be attained by
the student population of the building after a year
or longer tlme’ period in terms of motivation for
reading, for learning subject matter, for self-

sdirection, and for content. .

[

Identify objectives .that may be attalnable by‘gubgroups
of the student population.

A ‘ L :

A -
Assess the level of motivation and achievement of
each student by use of observation schedules, work
samples, and published achievement tests.

~—»

y

Set specific motivational objectives for each
student to attain over a short period of time.

A = i

Plan and implement a motivational-imstructional
program for each student through implementing
motivational principles in one~to-one relationships,
small-group activities, and large-group activities.

L

A P :

Assess students for attaimment of initial objectives
and for setting next set of motivational objectives.

~

Ty y

Objectives not
attained

" Objectives attained
i

b .

\

Reassess the student's Implement next

-

Figure 2.

characteristics or take L
other actions. :

sequence in program

or take other actions,

) -
. % .- Feedback loop

o
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Model for the'system of Individually Guided Motivation
(from Klausmeier, Jeter, Quilling, & Frayer, 1973).
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statement of the general motivational objectives of the school. These
general objectives may deal. with motivation in any of the following
areas: learning subject-matter knowledge and skills; developing
independence from adults in connection with learning; following, to P
at least a minimal degree, school policies related to conduct; and o
conceptualizing a value system. After these general schoolwide
objectives have been formulated, there should follow an identification

. of motivational objectives for smaller groups of childrén. These
objectives are more explicit and detailed than the general goals and

~ are couched 1n behavioral terms related eithex to achiévement in one
or more subject-matter areas or to the development of self-directed
prosocial behavior. Guidelines for development of both general, school-
wide objectives and more specific motivational objectives are contained
in the IGM materials to be described later.

. The specific, behavioral]ly stated opjectives can be achieved by
implementing one or more of the motivational-instructional procedures
which will be described in a later section. Moreover, such specific
objectives are subject to assessment. .

v

Procedures for Assessing Motivational Objectives

- . 'x

/ The four primary ways of assessing the student's attalnment of 1
motlvatlonal objectives are by directly obserwving the student, by
examining his written work, by giving teacher-made or ptblished achleve— }
ment tests, and by securing the student's own*self-reports in oral or
~written form.

Formaliged assessment prdcedures, including checklists, observations, . J
and interviews, have been developed and incorporated into each of the e
motivational-instructional procedures which are at the heart of the IGM 1
system. In general, children are preassessed to determine whether they
. could benefit from a particular motivational-instructional procedure. 1
. Continuous assessment is then carried out to ascertaln each child's
-motivational progress. -
|
:

Principles of Motivation

v

The maj _program elements of the IGM system are stated in terms of
generaliza ”\ s or principles drawn mainly from laboratory studies and
, related thed¥ies of motivation (see Klausmeier, Jeter, Quilling, Frayer,
& Allen, 1975, for a full discussion of each principle). 1In the left
¥ column of Table 1, the motivational principles are stated. The right
.column lists teacher behaviors or instructional guides that are parallel
// to the generalizations. Some of the principles deal with motivational
' . concerns which relate primarily to the learning of school subject matter--
focusing of attention, goal setting and goal attainment, and providing
/ informative feedback after activities are undérway. The principles of
modeling and reasoning are more directly applicable to student conduct,
dealing with the initial acquisition and subsequent conceptualization
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TABLE 1
MOTIVATIONAL PRINCIPLES AND COROLLARY TEACHER BEHAVIORS* ki
Motivational Principle Teacher Behavior
1. Attending to a learning task is 1. Focus student attention
essential for initiating a on desired objectives.
learning sequence,
2. Setting and attaining goals require . 2. . Help each student set ;
learning tasks at an appropriate and attain goals re- -
- difficulty level. Feelings of lated to the school's
success with current learning tasks educational program.

heighten motivation for subsequent
tasks; feelings of failure lower

)

formation concerning 3. Provide feedback and-
correct or appropriate behaviors correct errors.

and correcting errors are associated

with better performance on and more

favorable attitudes toward the

learning tasks, ) ‘

4. Observing and imitating a model 4. Provide real-life and
. facilitate the initial acquisition ‘. symbolic models.
. of many behaviors$, including N

prosocial behaviors such as self-
control, self-reliance, and

persistence. . : )
» 5. Verbalizing prosocial values and 5. Provide for verbaliza- v
behaviors and reasoning about them - - tion and discussion of
provide a conceptual basis for the prosocial ,values, ' N
devglopment of the behaviors. -
AN . P .
\\\\ - 6. Expecting to receive a reward for a 6. Reinforce desired
specified behavior or “ac¢hievement behaviors.

directs and sustains attention and
effort toward manifesting the ’ -
behavior or achievement. -
Nonreinforcement after a response T
: tends to extinguish the response.
Expecting to receive punlshment
for mahifesting an unde51red behavior
may lead to suppression or avoidance
of the behavior, or to avoidance
- and dislike of the punisher. \\\

(YR

*Adapted from Klausmeier & Goodwin (1975, p. 232).
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of self-control, self-reYiante, persistence, and other prosocial behaviors.
The principle of reinforfemert is equally relevant to learning and conduct.
By 1incorporating e mofivational objectives into subject-matter
instruction, a teacher c¥ induce high motivation to learn on the part
of students. However, it is a long step from the guides given in Table 1
to the development of motivational practices based on these guides which
are applicable to specific subject-matter areas. Thus, -the fourth require-
ment for implementing the IGM model is motivational-instructional proce-
dures, which are essentially ways of putting the guides into practice
within the context of a particular subject-matter area.

Motivational-Instructional Procedures

1

Over the past several years, the Center's research and development
activities related to the IGM system have-produced materials designed to
give teachers the necessary knowledge and skills with which to initiate
and maintain sound motivational procedures consonant with the overall
instructional program of individual schools. Sets of teacher education
materials consisting of films and related printed materials have been -
developed for each of four motivational procedures: (1) adult-child
conferences to encourage independent reading, (2) teacher-child conferences
for goal setting, (3) gquiding,children toward self-directed prosocial
behavior, and (4) guiding oléer children in tutoring younger children.

The motivational-instructional procedures have the following char-
acteristics: (1) they are directed toward achieving selected motivational
Objectives--these objectives are stated in terms of subject-matter area,
(2) they incorporate four or more of the mq;ivationqi principles out-
lined in the system, and (3) except for the third pyocedure which is
specific to enhancing prosocial behavior, they can all be applied to
one or more areas of subject-matter instruction. A description of the
motivational-instructional procedures and the related multimedia materials
follows. At the end of this chapter is a list of IGM materials.

" Adult-child conferences to encourage independent reading. Reading
is a major focus bf.the_elementary school curriculum. It is essential
for later success in school that children develop good reading skills
and an enthusiasm for indeperident or self-initiated reading. The results
of several research studies conducted at the Center beginning in 1966
indicated that under certain conditions one-to-one conferences between
an adult and a child constitute an effective technique for motlvatlng
the child to read independently. Based on the re ts.oﬁﬁ is research,
inservice education materials were developed to teadh add%is to conduct
effective conferences. Following a field test of the effectiveness of
these materials (reported in Chapter II), refined materials were developed
and are currently in use. Inservice materials for the motivational- -
instructional procedure now include: . *

b
1. Individually Guided Motivation, a textbook for each person
who participates in an IGM inservice session. Chapter one
rof this textbook gives a detailed description of the IGM
system; chapter two is devoted to the reading conferences.

- e
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2. A Guide for Adult-Child Reading Conferences, a manu;I\Tbx\egch
noncertified adult who prepares to conduct reading confereh .
y It has been found that properly instructed instructional aides,
parents, and high-school student volunteers can successfully
. conduct the reading conferences. Since these persons would

not normally.attend inservice sessions geared for teachers,
p this separate manual was created.

3. Encouraging Independent Reading, a‘film which shows teachers
conductlng actual conferences with students in real school
settlngs This film, like all the films developed for IGM,
is about 17 minutes long and is meant to show teachers how
to apply motivational principles in concrete situations.

}

The direct target group for the above inservice educatic aterials
consists of elementary school personnel, including teachers, payaprofes-
sionals, and adult volunteers. Following exposure to the materials,
adults should be able to demonstrate an understanding of motivational
theory, implement certain motivational principles in the reading con-
ferences, and carry out the steps in planning and organization necessary
for implementing the conference program. : .

The indirect, or ultimate, target group for the motivational proce-
dure consists of elementary school children whg have low motivation ‘for
independent reading. When conferences are held in accordance with guide-
lines contained in the materials, children should read more (that is,
read a greater number of books or longer books or both) and express more
positive attitudes toward reading than they did prior to initiation of
the conferences. Some), but not all, children may alkso progress in .
various reading skills.

Essentially, the motivational procedure described in the insexvice
materials involves regularly scheduled conferences between the adult and.
the child which focus on increasing the independent reading of the child.
QFrlng the conferences, the adult models desirable reading behaviors for
theégzlld to observe and imitate. The adult reinforces both the child's

|
f
[

indgpendent reading and his or her positive attitudinal statements about
read? g; the adult informs the child of any‘progréss he or she has made
in reading by telling him. or her how many books or pages in a. book he
_or she,has successfully read on his own; the adult verbally encourages
the child to continue ‘to read while helping him or her to select books
T of an ‘appropriate difficulty level. Through consistent application
Lo ot of these motivational principles, the conferences have thelr effect on
the child.
In addltlon to instructing adults'in the application of the motiva-
tional prlnc1ples, the inservice materials provide guidance for selecting
- students who would benefit most from the conferences, assigning students
to adults, scheddling conferences, developing record-keeping materials ’
for the conferences, providing an attractive selection of reading
f materials in classrooms, and evaluating the effectiveness of the con-
. ferences. To evaluate the conferences, -adults are instructed in proce-
dures for gathering preconferenee basellne data on students against
which to measure gains ih lndependent readlng and readlnglskllls during
and after the conferertc'eu‘-perlods A

«
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Adults are taught to tailor conferences to meet the needs of indivi¥dual
| students. Depending on their assessment,of the child's level of reading
skill and level of motivation to read, the adults can vary the amount of
« time spent cultivating reading skills, the size goals set for the child’ N
(that is, the number of books or pages in a book that the child, endeavord
_— to read between conferences), the type and difficulty level of reading
= materials offered to the child, and other factors related to the <onferences.
Teacher-child conferences for goal setting. Center research conducted
during 1968-70, which indicated the efficacy of goal-setting conferences
. in increasing students' learning and motivation, led directly to the '
development of theé goal-setting motivational procedure. s a result of
"research and field test evaluation, the following materlials were developed
for this procedure: (1) chapter one of the text Indifvidually Guided
Motivation, which gives an overview of IGM; and c¢ pter three of the
same text, which outlines the objectives of the ocal~setting conferences,
instructs teachers in the motivational prin;%gles to be used in the con-

ferences, and provides guidelines for plannipg and implementing the goal-
setting conference procedure, and (2) :/;;7 inute f£ilm, Setting Individual

. Goals for Learning, which shows goal-setting conferences being used to

motivate children to learn reading word/attack skills, s
Elementary school teachers are thé direct’ target group for these

inservice materials. .Afte¥ working A rough the mat%;iafg? teachers should
be able to demonstrate an understanding of both the motivational techniques
and the organizational procédures necessary te 1mplement the goal-setting
program, and be able to apply at unde;staﬁding in actually implementing
the program. The ultimate target grofp, children of low motivation and
skill mastery in a selected subject-matter area, should show an increase

in ' motivation, self-directién, and skill mastery related to that subject
*matter if the goal-setting conferences are correctly implemented. o

. Briefly, this procedure involves weekly conferences-between the
teacher and child, lasting 5 to 10 minutes, during which the teacher
focuses the child's attention on important subject-matter objectives or
skills, helps the child set realistic goals consisting of particular
skills which the child will attempt ,to master between conferences,
provides informative feedback concerning the student's mastery of his R

" goal, and gives positive reinforcement for the child's progresz/;z;;r

L

his goal. The materials enable teachers to implement the above iva-

tion principles in the context of the short subject-matter conference.

This garticular procedure dlso requires instructing teachers in how to

select subject-matter areas for thetgoal—setting conferences, develop
. goal éheaklists of behavioral objectives in a child's own vocabulary, *
schiedule conferences, and evaluate the effectiveness of the conferences.
- ol Development of the goal checklist is absolutely essential to the -
successful impléﬁégiation of is motivational procedure.1 Teachers are
encouraged to select subject-matter areas in which they are already using .
objective-based, individualized instructional mZierials, such as the

'penter—developed Wisconsin Design for Reading Skill Development (WDRSD).2

p 2See, for ekample, Otto, &)Askov, 1972.

14
-

T T

ERIC / D N

*
o o / // ,




. 10

L]

Lo

) ¢ If such instructidhal programs are not being used, then teachers them-
Ny . Selves must identify the content objectives and determine the skills
and, subskills involved in attaining them. These instructivnal objectives
are then expressed in terms of specific behaviors to be demonstrated by
students.- The objectives can in turn be put énto checklists from which
" students can select goals they would like to attain.

In oxder to evaluate the success of the. conferences, teachers must
be taught to assess gkill mastery through development of- diagnostic
tests or by use of standardized tests, the former beiné preferable. .
Teachers are guided 'in collection ofbaseline data related o subject- )
matter mastery and motivation-indicating behaviors. The baseline data .
are’used by teachers to select students who would profit most from the

% - conferences, to tailor the conferences to the needs of the individual,ﬁ\\
' and to evaluate the effectiveness of thq conferences through computation ™.
of children's gain scores from baseline, to conference periods. N
. A great deal of emphasis in the inservice materials is placed upon
the initial teacher-qhild conference, 1In this first conference, children
are introduced to the notion of setting goals and are taught how to set
goals for themselves. A teacher must provide careful guidance to the
child so that he or she learns to distinguish between goals which are
N realistic and those which are not. Iﬂ“genegal, the motivational effect
of .setting and achieving goals is maximized when children select their
own goals, and the ggals are of appropriate difficulty level. -

Guiding childred toward self-directed prosocial behavior. Research
conducted during 196p-70 indicated that small-group conferences conducteds,
by the teacher were effective In helping children learn prosocial values
and behaviors. This early research and subsequent field testing of the
procedure led to the development of teacher-education materials consist-
ing of: (1) chapters one and five of the text Individually Guided Motivation,
and (2) a film, Guiﬁing.children Toward Self-Directed Behavior. %

In contrast to the two motivatiohal-instructional procedures discussed
thus far, in which a. teacher or other adult works one-to-one with a given
student "to improve his motivation for'acquiring cognitive skills, the s
group conference procedure features an adult working with a group of
three to seven children and focusing discussion on a particular prosocial
behavior. Conferences are usually 20 minutes in length and are held:
regularly ‘once a week or once every two weeks. It is recommended that

" conferences be carried out as an integral part of the social studies or
language arts program of the school. The conferences are conducted through-
out the school year with all children participating at some time,

The purposes of the conferences are to increase the self-directedness
of the children and to encourage prosocial behaviors. Prosocial behaviors
are behaviors that are approved by large segments of our Society and that
contribute to the individual's self-realization and to good citizéﬁ?hip.
When conducting the conferences, the teacher applies six motivational
principles: focdéing attention on the problem, reasoning about behavior,
providing exemplary models, helping set goéls, givifig feedback and cor-
rection, and reinforcing desired behaviors. Emphfsis is placed on reason-
ing about behavior--that is, helping the childrén think about why they
behave in certain ways, and helping them congfder the possible consequences
of their behavior for themselves and others?




2

The inservice materials mentioned above enable teachers to implement
the motivational principles with small groups of children. The materials
also contain instructions concerning the necessary planning, record-
keeping procedures, and other organizational .mjtters crucial to the
success of the small-group conference procedure.

Guidance is given to teachers in selecting children who will
participate-im each group. Behaviiixl objectives related to self-
direction and prosocial behavior a formulated by teachers and students
using suggestive guides in the inservice materials. Children are assessed
on their attainment of the objectives on observational checklists or self-
rating scales. The conference groups may consist of children who have

% shown common nee@s based on an assessment, but groups can also be formed
on other bases. ‘

Particular emph&Sis is given to guiding teachers in conducting the
initial conference with the group, since the success of the conference
program hinges on the success”of this first meeting. Discussion at the
first conference is usually focused on one of those behaviors (as assessed
beforehand) on which the children need help. The teacher must strive to
interest the children in a discussign of the behavior and, most importantly,
let the children themselves arrive gt a stategsg% of the problem. The
teacher is taught to play a n ctive, guifing role in the conferences.
Questions are asked to help children understand why the problem exists and '
to p them explore the consequences of various behaviors on themselves
and others. Models of desired behaviors are introduced by anecdotes or
by having children observe films or real-life models. The teacher rein-
forces children for contributing to thé discussion by praise or, more
effectively, by paying.close attention to what each child says. Finally,
the teacher assists each child in setting a realistic goal pertaining to
the behavior under discussion.

In subsequent conferences, the teacher gives feedback and reinforce-
ment for children's goal-directed behavior between conferences, encourages
children to be mutually supportive of each other'syprogress, discusses
with the group whether to continue to work on the same problem or move
/' to a new problem, and helps children set new goals.

Teachers are also provided with instruction on how to devise
checklists of behaviors which students can use to keep track of progress
toward their goals, how to develop and maintain records of the evenis of
each conference, how to gathef baseline data on children's level of self-
directed and proQiﬁlal beh§v1ors, how to use baseline data and data
collected during the conference period to evaluate the progress of each
child and to evaluate the overall &uccess Qf the conference procedure,

and how to schedule conferences.
- After working through the inservice package, teachers should be
1

able to demonstrate an understanding of .the principles and procedures
involved in the conferences and initiate a successful conference program
- on their own. The ultimate target group for conferences-~students--
. " should show gains in self-directed and pr05001al behaviors.

Guiding older children in tutorlngAyoquer children. Center research
‘A§B0w1ng the beneficial effects of hav1ng older children tutor younger

children led to the inclusion of this procedure in the IGM system. ,
z
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Current inservice materials for teachers implementing the tutoring /
procedure consist of: (1) chapters one and four of Individually Guided
Motivation, (2) the film Guiding Children as Tutors, which outlines the
R planning necessary to establish a tutoring program and shows portions
of actual tutoring sessions, and (3) Tutoring Can Be Fun, a booklet
written especially for prospective tutors. .
This motivational procedure is probably the most complex one to ° b
implement, since it involves' teachers teaching students to' teach other .
students. The activities of four groups must be coordinated: the teaqhé?s
of the tutors, the children acting as tutors, the teachers of the tutees,
) o and the tutees (children receiving the tutoring). The inservice materials
o are directed at both types of teachers and are intended to provide them

with the knowledge and planning capability necessary for implementing
the tutoring program, t

_ In general, the tutoring program involves regularly scheduled ses-
sions in which a child-tutor provides assistance to a child one to four -
years younger than himself. However, a good pupil may tutor children
of his own age. Also, high school ;students, cbiiege students, and non-
certified adults can be enlisted as tutors. The tutoring sessions are
usually 10 to 20 minutes long. In the tutoring sessions, the tutor 1
guides the younger child's practice of skills or his independent 1
study act;vities. Tutoring is carried out as part of the younger child's . i
regular instructional 'program in a particular subject-matter area. . ]

Tutoring is primarily for the benefit of the tutee. The objectives ]
for the tutee; which are explicitly spelled out in the inservice materials, I
. are to ircrease his level of motivation and achievement in the subject-
matter area and to increase his self-direction in learning. \
The tutors are taught to apply motivational principles and to carry !
out other tutoring proceduxes. The tutors learn to apply the principles
e . of focusing attention, modeling desired behaviors, providing informative ]
< ,  feedback, and providing reinforcement. The inservice materials contain
- ) a complete plan, to be used by teachers in teaching children to be effecti¥e i
3 - tutors. The materials used for teaching tutors include the book Tutoring j
Can Be Fun, which explains ‘the tutoring procedures and th bgggtivational -
principles in easy vocabulary and contains practical exercises and role- i 1
playing activities for prospective tutors. Tutors are also shown part
of the film Guiding Children as Tutors. This section of the film is
called "Learning To Be a Tutor" and shows tutors learning about motiva- |
tional principles, applying the principles in tutoring sessions, and :
discussing their progress and problems with a teacher. Each tutor is . |
provided a checklist of the procedures (stated in vocabulary he can o |
S nderstand) which he is to implement in the tutoring sessions. This ;
checklist; which is contained in Tutoring Can Be Fun, is a useful device "
for the tutors and also serves as a means for the teacher to monitor the*~ 1
tutors during initial instructions and later during the actual tutoring i
program. The instructional plan for tutors outlined in the materials |
consists of three to five sessions of about 30 to 45 minutes each. Mt
is suggested that 6 to 10 tutors be taught simultaneously. 1
In addition to providing teachers with\a plan and materials for |

instructing tutors, the inservice materials .provide explicit imstructions =~ ﬁ

and materials for performing the following tasks: determining the objectives :

. - & 1
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of the tutoring sessions; selecting the materials and/gctivities to be
used; monitoring the sessions to assure that the tutdr and tutee get
along with one another and that‘'the tutor is carrying out the tutoring
procedures and instructional activities properly; providing feedback
and reinforcement to both the tutor and tutee; assessing the appropriate-
ness of the content of the tutoring sessions; and relating tutoring to
the regular instructional program. Some of these tasks are performed
by the teacher of the tutor and others by the teacher of the tutee.
Teachers are also given guidance and materials for assessing the
pretutoring level of achievement and motivation of children so that e
those who would benefit most from the tutoring can be selected. These
pretutoring data are also used as baseline data against which the tutees’
gains during the proéram are measured. Monitoring of the tutees' prggress
is the primary method for evaluating the success of the program and making
necessary revisions. o ‘

While it is obvious that the'motivational principles in Table 1 gan
be implemented in numerous ways, the four motivational-instructionals
procedures just described have been found to provide effective means
for systematically applying the principles to accémplish explicit and
significant motivational objectives. Currently, implementation of IGM
in a school means the i@plementation of one or more of these procedures.
It should be noted that, because the IGM system was designed as part of
the Center's IGE systeﬁ, it can best be implemented irny schools which have
adopted the Instructional Programming Model (see Figu?g 1) and the organi-
zational structure of IGE.3 The research on the effectiveness of the IGM
system and related materials which is reporte& in the following chapters
was all conducted in schools organized into Instructional and Research
units. However, it is expected that with some adaptation the system can
also be used in more traditionally organized schools.

The materials which follow are available from the CCL Document T
Service of the Wisconsin Research and Development Center for Cognitive
Learning. ’ '

Books o

3 Individually Guided Motivation, by H. J. Klausmeier, J. T. Jeter,
M. R, Quilling, D. A, Frayer, and P, Allen. 123 pp. (1975).

Inservice Implementation Manual for Individually Guided Motivation,
by J.. T. Jeter, C. G. Katzenmeyer, H. J. Klausmeier, and
M. R, Quilling. 107 pp. (1973)".

3The organizational arrangement under IGE consists of several levels.
Several non-graded Instructional and Research (I & R) units, consisting of
a unit leader, staff teachers, aides, and*100 to 150 st nts, replace self-
contained classrooms. At the next level is the Instructlonal Improvement
Committee (IIC), consisting of the principal and unit leadars of a building.
The next level is the 'Systemwide Program Committee (SPC), consisting of the
system superintendent, consultants, and other central office personnel, and
representative principals and unit leaders from the district. Together

these levels form the structure of the multiunit elementary school (MUS-E).

Y

LIST OF IGM, MATERIALS -i
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- College-Instructors Guide for Individually Guided Motivation,
by H. J. Klausméiep\and C. G. Katzenmeyer. 71 pp. (1973).

Tutoring Can Be Fun, By H. J. Klausmeier, J. T. Jeter, and
N. J. Nelson. 54 pp. (1972).

A Guide for Adult-Child Reading Conferences, by J. T. Jeter,
N. J. Nelson, and H. J, Klausmeier. 33 pp. (1973).

Films

. The following are 17-minute sound-color films:

.

Individually Guided Motivation: An Overview

- Encouraging Independent Reading ' *

Setting Individual Goals for lLearning {

Guiding Children as Tutors

Guiding children Toward Self-Directed Behavior
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EFFECTIVENESS OF THE IGM PROCEDURES AND MATERIALS
WITH ADULT TARGET GROUPS '

While parts of the IGM system were formulated on the basis of extant
theory and laboratory research on motivation, other parts, such as the
four motivational-instructional procedures, were identified in cooperation
with the staff of school systems affjliated with -‘the R & D Center. Once
a procedure was identified as potentially helpful in increasing children's °
motivation and achievement, controlled experiments were carried out to
determine conditions under which each procedure would be optimally effec-
tive. The results of this experimentation were then utilized in the
development of prototype IGM materials related to each procedure. Begin-
ning in 1970, a small-scale field test of each procedure has been con-
ducted each year to ascertain the effectiveness of the materials with
two target groups--the adults implementing the program and the students
receiving the motivational-instructional treatments. Feedback from the
field tests has helped produce further development and refinement result-
ing in the current IGM materials described in Chaptér 'I.y

In contrast to the early experiments oh the procedures, which were
conducted under controlled conditions with rigorous supervision by Center
staff, the field test studies &gre designed primarily to determine the’
feasibility and effectiveness of the procedures when implemented by typical
school personnel in naturalistic school environments with children of .
diverse characteristics.

While the designs of the field test studies varied in specific details,
in general, each of the studies included the following features: .

1 t

1. Participating schools were multiunit schools in Wisconsin’
selected from among those volunteering to participate in ‘ )
thé field test. -

2. Persons selected by each school to be the local field test
coordinators participated in an inservice session conducted
by R & D Center personnel. The R & D inservice consisted
of acquainting the local coordinators with the IGM system
and materials and outlining the field test plan. - \

3. .The coordinators conducted local inservice sessions for
participating staff using the available inservice educational’
materials relevant to the particular motivational-instructional
procedure being field tested.

4. Evaluation of the success of the motivational procedure with
the two target groups was independently assessed in each
participating school. . , ‘
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It is obvious that unless thé materials are usable by adults and
are acceptable to them the motivational-instructional procedures will
not be properly implemented and, in turn, can have little beneficial
effec n children. Thus, the exposition of the empirical evidence
related to~IGM should logically begin with an inspectng of adults)
responses to procedures and mategials during implementation. 1In
the following sectiqns, data pertaining to the effectiveness of the

IGM materials with adults are reported for each of the four motivatjonal
procedures.

. ADULT-CHILD CONFERENCES TO ENCOURAGE
. INDEPENDENT READING: FIELD TEST RESULTS 4
BY DEBORAH M. STEWART, MARY R. QUILLING, AND DOROTHY A. FRAYER
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" The 5;311~scale field‘test of the ind:f

~ ! . '
endent reading conferences
was conducted in six multiunit schools selekted to represent a variety

of populations--rural, small town, small city, medium city, and'large
city. Adult conference leaders were identified by each $ého
. to make the best use of personnel and time.

. selected, 40 percent were teachers, 40 percent staff and/or volunteer aides,
and.20 percent high-school student volunteers; in any one site, however,
on}y one Or two groups were represented.

. ' afults was sampled in the field test.
i Al

ol independently
Of the 60 conference leaders

Thus, a diverse population of

' ~~

. 7 -
Objectives.and Procedures
L

The objecl&ve sought for adult
related to“understanding of the
of the motivational program,
tion of the conferences.

. . Table 2 ghows the three objectives related to adulﬁé'

participants were 'of two types--those .
principles and implementation procedures
and those related to the, actual implementa-

understanding ;
of the principles.and implementation procedures: knowledge of motivational 'j
theory, application of motivational principles, and procedures for implement- -
ing conferences. - To find out whether’the adults derstood the motivation -

theory, principles, and procedures as presefited“in the materials, a multiple- |
choice test was administered by local ¢ rginétors following training. ~Of -.. o l
interest was whether the adults.trainépépy local coordinators could perform N

S as well as adults trained by'specialis . The scores of adults trained by.

the cenference leaders were compared with the scores of an "ideally trained"
group, The latter group,

]
]
had participated in a training session conducted j
by members of the R & D staff as part of an earlier formative evaluation of i

. :
1

‘the materials for the reading conference §rq am (see Frayer & Sorenson,
1971). ’

"As noted in Table 2, the adults' application of motivational principles
sand procedures du igg implementation of actual conferences was also assessed.

Fifteen differen applications of the principles were identified as

-

4 , «
This section is an abstract of sect
Quilling, & Frayer, 1971.
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. . _. TABLE 2
| \\ ASSESSMENT PROCEDURES FOR ADULT TARGET GROUP-IN INDEPENDENT . -
\ T READING CONFERENCE FIELD TEST .
“‘\-\\~& . Assessment Time :
. Objective Folldwing Training During Implementation
}11‘ . T~
gy 1. Demonstrate knowledge Multlple—c;sz\ est | = mmmemmcemmceee-
o; motivational theory - (
‘ 2. derstand application | Multiple-choice test Confe{ggfe recorded,
’ ) motivational princi- transcribed, and
R & in conferences > rated
3. Understand procedures Multiple-choice test Implementation moni-
for implementing ‘ tored on site
conferences
advantageous to successful conferences, and a rating scale was developed
to assess implementation of the principles. Conference leaders cooperated
by tape-recording conferences during two one-week periods.

- In addition to the ‘above evaluationé, an assessment was made of the
degree to which the fqQllowing implementation requisites, as described in
the 1nserv1ca,materlals,.were/fulfllle&”ﬁf'each school.

¢ . . .
1. An inservice training program for local leaders was carried out.
© o
2. Baseline ééta on numbers of books read were collected from all
. childrensfor eight weeks.
h oy
® \ 3. A criterion for identifyding children who need conferences was
. specified in terms of amount of independent reading.
12
3
4. Children in need of conferences were identified on the basis
of/ the above criterion.
_ 5. Adult.conference leaders kept records of each conference.
“ ’
- . 6. Children continued to record the titles of books completed
and dates of completion throughout the conference period. :
¢ #,
- 7. Availability of books was increased; new books were provided
T or additional opportunities to use the Instructional Media
. ~-Center (IMC) with adult assistance were given.
. 8. The books ava;ldble to the pupils cove{ed a broad range of
difficulty. $ae
- 9. Pupils in the conferences had the opporturity to select books
independently.. T - l“&{\\
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10, Conferences were held where a fair degree of privacy was *
possible.

11. Conference leaders were freed from other duties while conferring.,

v - Y
12. . Conferences were held at a regular time each week.

<

The first requisite for satisfactory implementation involved an
inservice education program for local conference leaders conducted by
coordinators at each site. Two or three coordinators from each school

. received printed materials during the summer and attended a half-day
workshop in mid-September. The workshop, conducted by R & D personnel,
included inservice education and acquainted the coordinators with the
procedures and forms to be used in the field test. ¥oordinators returned
to instruct local conference leaders in motivational theory, principles,
and implementation procedures. Prototype IGM materials, including the
film The Individual Conference: A Motivational Device for Increasing -
Independent Reading in the Elementary Grades, and copiés ©of the user's
manual of the same title (Sorenson, Schwenn, & Klausmeier, 1969), were
available to coordinators for their training sessions. The local inservice
was judged to be satisfactory if the_a gnda from the on-site inservice program
showed that the adult leaders saw the m, read the user's manual, and partici-
pated in at least a three- to four-hour instructional session and simulation.

Satisfactory fulfillment of Requisites 2 through 6, dealing with selec~
tion of children to receive conferences and with record keeping, was assumed
if the schools returned the approprlate data for each student to the Center
for analysis. Requisites 7 through 12, dealing with procedural aspects of
the conferencé€ implementation, were monitored by on-site visitations. The
instrument used in this monitoring was a checklist containing items related
to the implementation Requisites 7 through 12.

The on-site visitations served two purposes: to determine whether
requisite conditions regarding procedures were met, and to describe the
implementation of the conferences more fully for each site. An R & D staff
member, thoroughly knowledgeable about the conference procedure and product
objectives, interviewed most of the 60 conference leaders.

Finally, all local ¢oordinators and conference leaders were asked to
respond to a questionnaire. This instrument was used both to assess the
usability of the motivational-instructional procedure and to determine what
changes and additions were perceived as necessary té increase the effective-
ness of the materials.

Results

Knowledge of theory, principles, and implementation. On the basis of
. the formal agendas received by the Center, the instructional program provided
for adult conference leaders in five of the six schools was judged to be
satlsfactory In one school, no formal inservice training beyond viewing
the film was provided; 'instead, leaders received the user sjmanual and

a summary of the information provided to local coordinators

i

| I
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Mean scores

n the multiple-choice test administered immediately
following training are shown in Table 3. Scores on three subtests related
to motivational eory, applications of principles of motivation in con-
ferences, and implementation of the conference procedures are also presented
for conference leaders at each of the six schools and for an "ideally
trained" group wholse scores ‘on the same test served as the standard for
evaluating conference leaders. Inspection of the means on the total test

Jpone indicates that two|schools exFeeded the mean of the standard and four
schools fell below T . )

Separate anal
In each case, one-
schools to the ste

. in any school. Th

tests considered j

the standard ahd sc

conference leaders
identified instance
showed understandin

did members of the

ses were done for each substore and the total score.

ailed t-tests ‘compared the means for the six individual

ard to determine whether performance was below standard

probability of a Type I error was held at .05 for all

intly. No significant differences were found between .

res in Schools A through D. Thus in these four schools,

emonstrated knowledge of motivation theory, properly

,of application of the principles in conferences, and

of the procedures of implementation about as well as

tandard group. In School E, conference leaders' test
performance was sighificantly below the standard for all subtests and the
total test, while conference leaders in School F were below the standard
on the theoty subtebt and the total test. School F's comparatively poor
performance may be attrlbuted to the incomplete inservice program in that
school.

- Application of motivational prlndlples. Understandlng of the applica-
tion of motivational principles such as reinforcement, feedback, and mcdeling i

was further assess during implemehtation. The leaders in each school
tape-recorded theiy conferences for the same weeks, during each of the
first and second elght—week periods in which the conferences were held.
All available tapes of conferences were independently evaluated by
two experienced raters. For each conference, the adults' use of each of
15 different activities was rated on a 0-5 scale, for a maximum tptal
rating of 75. Each total was then converted to a score of 1 to 5, reflect-
ing the extent of application of the principles (1 = low implementation,

3 = average implementation, 5 = éxcellent implementation), and a mean con-

ference rating was determined for each school. The quality of the conferences,

as assessed by the rating technique, varied suoetantially between schools.

School E conducted the poorest conferences, with mean ratings of 2.77 and

2.45 for the first and second eight-week conferénce periods respectively.

School A conducted the best conferences, with a mean rating of 3.65 for

both periods. Surprisingly, conference ratings did not improve from the

first to second periods, as one would expect if the leaders gained from

practlce. >

When pre-implementation test performahee, as reflected by the com- 1

bined means on knowledge of ‘theory and appllcatlon of motivatjonal principles,

. is related to appllcatlon of the principles in practice, a moderate degree 1
of correspondence is noted. Rank orderlngs in Table 4, based on the second
eight-week period of conferences, indicate that the two groups of conference 1
leaders who demonstrated the least Kfowlzdge on the test alsd had the lowest ]

ratings for appllcatlon of motlvatlonai/ rinciples in conferences.
/

/
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) - TABLE 4

RELATIVE RANK ORDERINGS OF CONFERENCE LEADERS®' PERFORMANCE
ON KNOWLEDGE AND APPLICATION OF MOTIVATIONAL THEORY
AND PRINCIPLES

: Rank Order of Mean ,8core’ Rank Order of JE
; on Theory and Principles Mean Conference - .
School of Motivation Rating

Tt A 2 1 \\
) B 1 4 )
) - Cc i 3
‘D, . "4 2
E 6 6
” J : T ,
. R 1 z

Accompiisﬁménﬁ'of implementation requisites. “On-site moriitoring was
conQucted d ing the ‘conference,periods to determine whether' implementation
requisites were carried out. Results of the monitoring of the six requisites,
7 through 12, for conference implementation and the requisite involvipg the
inservice'p ogram art summarized for each school in Table 5. The schools
met-all thel implementation requisites, except that School F, as mentioned
earlier, fgiled to prowide a formal inservice session.

Along {with determining that minimum implementation requisites were
met, the mpnitoring identified additional desirable practices in{the
schools, or example, it was found that either the supply of books was
changed regularly or else books for conferences were seleGEEH—by individual -
children firom th hool IMC. In all cases, professional staff members
rated the|reading level of the books. Leaders reported that the conferences
generally| lasted 5 to 15 minutes, although longer ones were occasionally
necessary. In most ‘schools, a private seminaxy room was set aside for
these conferences.

Eva uation of product usability. A final question relating to the
get group was whether the conference leaders perceived the program
as usab}e, Thirty-four of the 75 conference leaders and local coordinators
responded anonymously to a staff quesﬁionnaire.

2 indication of usability was intent to continue or discontinue the
e upon completion of the field test. Seventy-nine percent of the

if it did continue; all but one of the negative responses came P
"In other words, the data suggest staff support for con- P
~ tinuafion in five of the six participating schools. - -

related indication of usability‘is extension of- the conference :
procg¢dure to subject areas other than readlng. Fifty-seven percent of the

w
I T o o o ’ . o - , T
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A majorlty of the leaders indicated that they would follow the recom-
vmended guidelines for installation and implementation in a conference
procedure of their own. Also, respondents indicated they would collect
baseline data to determine who would receive conferences, select one-third
(or at least 30) of the students for conferences, and schedule the con-
ferences for approximately 10 minutes each week, over a period of eight
weeks. Overall, therefore, the 1nsta1latlon/lmplementatlon procedures
were deemed feas1ble. Recommended changes in the materials included
improving e technical quality of the film and adding more information
on both selection of books and identification of students ih need of
conferences,
In conclusion, the results of the field test study of the adult-child
conferences to encourage independent reading indicated that when the educa-
- tional materials were studied in a properly conducted local inservice,
- ———adulttsacquired a sufficient level of mastery of the theory, motivational
principles, and 1mplementatlon procedures. Moreover, follow1ng proper
P . inservice sessions’with the materials, most adults were able to conduct
conferences of average to good qualityd They were able to implement
conferencesr according to the recommended guidelines and in most cas
they dld,so. Finally, a majority of adults rated the materlals Y usable
and the- "hference procedure as feasible. ~

0

‘

TEACHER-CHILD CONFERENCES FOR GOAL SETTING: FIELEFTEST RESULTS /
y, BY MARY R. QUILLING, THOMAS J. FISCHBACH, '
. KAYE H. RENDFREY, AND DOROTHY A. FRAYERS ‘ ,/

This field test study was conducted in two phases. The first phase
was conducted only to determine how well adults understand both the motiva-
tional techniques and the planning and organizational procedures related to
goal-setting conferences after studying the relevant materials. The second

phase was conducted to ascertain how well teachers apply the motivational

techniques and carry out the procedures described in the materials to N
Aimplement the goal-setting conferences. In the following sectlons, the.
two phases of the study will be described separately. (J
PHASE. 1 . )
. 4//////// Participating adults. This phase involved 58 adults attending a con-
—— ference sponsored by the R & D Center. The participants included principals,

unit leaders, and teachers from multiunit schools throughout Wisconsin.

R ) Procedures ‘and instrumentation. The adults took part in a two-hour
S staff development session which was designed to be an abridged version of
one which might be used in a school setting. The Participants were exposed
to prototype materials con51st1ng of a film on goal setting conferences and
a Center practical paper, Individually Guided Motivation: Setting Individual
Goals for Learnlqgﬁ(Rendfrey, Frayer, & Qullllng, 1971); also there was a
brief discussion of the motivational prlnc1ples underlying the conferences.
Table 6 contains a detailed outline of the activities and time allotments

/ . ) -
‘ ThlS sectlon is an abstract of sections of the document by Qullllng,
. so%bach Rendfrey, & Frayer, 1971.
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TABLE 6 '
SCHEDULE OF ACTIVITIES AND TIME ALLOTMENTS FOR THE s
INSERVICE PROGRAM ON GOAL-SETTING CONFERENCES <i
. \ <.
Activity, Time (in minutes)*\m-
Introduction 3
Pretest (30 items) i 15
Read Practical Paper, pp. 7-12 , , 15
Discuss preconference planning 5 A
Discuss motivational principles 5
View film 22
Discuss evaluation of conference procedure 10
Read Practical Paper, pp. 27-31, 24-26 15
DiscusS goal checklists ) 5
Posttest 10
,J . ' £

! « 2
.

duringethe inservice session. To determine whether the materials com-
municated the necessary information, a 30-item multiple-choice test

was used, including questions -concerning the plannlng and organizational
procedures necessé}y to implement the conferences, and the principles on
whicH the goql—settlng procedure is based. This instrument was administer
_before and-after the inservice simulation, so that change in scores served

_i-as an indicator of program success.

"Results for Phase 1. The 30-item ﬁultiple-choice‘test included
19 items dealing with the planning and organizational procedurés
‘necessary to implement thg conferences and 11 concerping the theory
and principles inherent in the goal-setti erences. The\mean gain
from pretest to posttest on the s ion dealing with procedures was 3. 05;
for the items dealigg i theory and prlnc1ples, the mean gain was 1.09.
For both of the séctions, the mean gain was significant at the .0l level
of confidence. Summary statistics are presented ln Table 7.. . - -

~ < =

g . TABLE 7

i

MEAN ,SCORES AND GAINS ON TWO SUBSCALEES OF THE TEST ON PROCEDURES
AND PRINCIPLES OF THE GOAL- ETTING CONFERENCES

/

i : j

. /| Number] Mean Scores Mean Statistical |
Items | of Items Pretest Podttest Gaih Test
Procedures 19 11.71 f4.76A 3,¢§ t= 8.50,_£A;776i
Tﬁeory,and A . ‘ . )
Principles 1 6.55 7.64 1,090\ t = 4.14, p <01

C \

All items 3p 18.26 22.40 | 4.14

i3
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_the reliability for the two subscales was low. Therefore, while there
“is no doubt that performance improvéd from pretest to posttest, inter-

/ ‘ \ 25
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{

Anothér index of the effectlveness of the mgze:;als in communicating /
information is the percentage of of adulfs who responded correctly to an
arbitrarily set number of 1tems. A scoré of 75 percent was established —
as the mastery criterion. The data revee\ed‘;hat 78 percent—of the—adults -
demonstrated mastery of the\procedural\aspects of the materials, while
60 percent of the adults mastered the thepry and principles of the goal-
setting procedure. ¥ o

These results must be quallfled because of characteristics of the
instrument used. The pretest administration was the first tryout of the
test and, although the oVverall internal consistency reliability was .74,

pretation of the mastery data is diffijcult.

)4‘» o 7

PHASE 2 N /‘ R
Participating adults. In Phase 2, three schools implemented the
program and contributed data showing how well, teachers apply the motiva-
tional principles and carry out the propeduree described in_the materials.
A total of ten teachers participated. Three teachers from ;h\iziermediate
unit of Grantsburg Elementary School in Grantsburg, Wisconsin, plemented
the conferences in math. Five teachers from a unit in Robinwood School in
Franklin, Wisconsin, added the goal-setting techniques to tonferences they
were already conducting with students low in vocabdlary. Two teachers ‘
from a unit of Morgan L. Martin School in Green Bay, Wisconsin, implemented
the conferences in reading. |
Procedures and instrumentation. One or two teachers from each of the / i
cooperating units in the three schools attended a workshop held at the , |
Center where they were briefed concerning the use of the materials and
the design of the flield test. The represedtatives returned to their
schools and conducted an inservice se551on, utilizing the practlcal paper
and film mentioned \parlier. At that time,] “Fplans were made for selecting
the content area the part1c1pat1ng st#dents, and for conducting the i
conferences. \ S |
The evaluationl|was conducted over 20-week period. This period . i
was subdivided intolja brief baseline period and two eight-week implementa- ]
tion periods. Datalwere collected from{adults and children at the times
indicated in Flgure§3 !
Monitoring of tonference gmplement ion was carried out by on-site
visitations, by a teacher questiq nnaire,! and by tape recordings of con-
ferences. The visitations and questionnaire related 'to procedural aspects I
of conference implementation, whille the tape recordings were used to J
|
|

0

evaluate the application of motivational \principles. Each teacher taped
three goal-setting conferences, one of which was randomly selected for
rating by personnel at the R & D Center. The evaluation form for rating
these taped, conferences was de51gned to determine how effectively the
motivational principles were implemented in the conferences and to rate
the general conference effectiveness.

. Results for Phase 2. Three Center staff members rated a total of

10 taped conferences, one, from each participating teacher, Tapes\!eze‘
{ -

Ly

\ . \

N,

. N
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TABLE 8

INCIDENCE OF APPLICATION OF MOTIVATIONAL PRINCIPLES
IN GOAL-SETTING CONFERENCES

v

Motivational
Principle

Behavior

Percentage of
Conferences
Exhibiting Behavior

Feedback

Reinforcement

Focusing
Attention

Goal Setting

o

7.

r——eiD) _gOB1 settingd

-~

The child is given an
opportunity to evaluate
his own progress.

The child is given an
opportunity to demonstrate
the behaviors learned.

Feedback is provided for
each of the goals chosen
for the previous week.

The child receives praise
at least once duri the
conference. o
Specific examples are given
for the behaviors to be
learned.

The child is given sufficie
help in selecting goals for
the coming week.

The child is given an N
opportunity to participate

\

70

80

90

90

nt

40

\ 100

\
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rated for occurrence or nonoccurrence of seven, specific behaviors. A !
behavior, such as the teacher's praising of -the child, was deemed to have }
occurred if at least two of “the three raters identified it. “
The percentage of the conferences in which each of the seven desired .
behaviors was observed can be found in Table 8. 1In all the conferences
rated, the child actually participated in goal setting (Behavior 7).
Generally, specific examples were given for the behaviors to be learned
(Behavior 5), and in only one case was praise not given to the child at
least once during the conference (Behavior 4). It is apparent, however, 1
from the data that certain practices (Behaviors 1 and 6) viewed as de51rable
were not consistently used in the sampled conferences. i
The assessment of the procedural aspects of the conference implementa- '
tiorf focused on the follow1ng questions: Do teachers satisfactorily imple-
ment the basic requisites of the procedure? Are any modifications necessary
to assure adequate implementation of the procedure? 1Is the procedure
|
|
|
4

‘feasible in terms of demands on time and instructional personnel?

Through close contact between Center and school personnel, it was
confirmed that teachers satisfactorily implemented the following procedure
requisites: _participating in inservice training sessions, ,selecting
subject-matter areas, developing goal checklists, collecting baseline N
data, selecting student participants, conducting regular goal-setting
conferences, and maintaining current records of goal attainment. Further
information on implementation and reconmended modifications was gathered
from the teacher questionnaire. The teachers suggested such changes in
the prototype materials as aanng more information on selection of con-
ference participants and on the procedures for evaluating both conference
implementation and effectiveness. It was suggested that the film should
more effectively demonstrate application of the motivation principles
and provide a more realistic example of th¥eonference procedure.

The following facts relate to the feas@sility of the con-
ference procedure. ach schdéol planned Fnd conducted local inservice
sessions without assistance from Center personnel. the time spent in -
preconference instruction varied from schoolazto school. In one school, .
instruction included an all-day meeting followed by several short .
informal sessions; another school held eight half-hour sessions. Though -
the scheduling varied, the minimum amount of time spent in preconference
planning was four hours.. All teachers indicated that they felt prepared
to implement the conference procedure. . -

‘The time spent by each teacher conducting conferences ranged from
one to Awo hours each week; the number of conferences handled by each
teacher per week ranged from 4 to 10. There seemed to be agreement
among the teachers-that the numberiof children participating in goal-
setting conferences at ‘any one time would have to be limited, since
special arrangements usually must be made to find a time free from other b
class responsibilities. e teachers ?ndicated‘that with a limited nums
ber of students participating (as was /true in the field test), such other v
time requirements as preconference plannlng and record keeping were not

.unreasonable.

aAll 10 part1c1pat1ng teachers 1ndlcated that they felt the goal- /
setting conferences were an effectlze motivational technique. Finally,
the fact that/all three schools gho e to continue the conference proéedure

.
-
.
S ' . . « -
/ I
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TABLE 8

~

- _INCIDENCE OF APPLICATION OF MOTIVATIONAL PRINCIPLES
IN GOAL-SETTING CONFERENCES -

o

Motivational
* Principle

4
*

-

Behavior

Percentage of
Conferences
Exhibiting Behavior

Feedback

Reinforcement

Focusing
Attention

-

1. The child is given an

opportunity to evaluate
his own progress.

2, The child is given an
opportunity to demonstratg
the behaviors learned.

3. Feedback is provided for
each of the goals, chosen
for the previous week.

4. The child receives praise
at least once duripg the
conference. .

5. Specific examples are given
for the behaviors to be
learned. ~

6. The child is given sufficie
help in selecting goals for
the coming week. ",

7. The child is given an \

\ opportunity togfarticipate

\

\

AN

in _goal settin

70

920

90 -~
nt

40

\ 100

P S T TUUTTPTIIN - o
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TABLE 9 Sl

PERFORMANCE ON. PRETESTS AND POSFTESTS OF‘THE THEORY, PRINCIPLES,
' AND METHODS OF GR'QUP_ CONFERENCES ) -

) N Pretest ’ Posttest* ‘ ;
. Group Tested N \Lyean** igi?gizgn + N Mean** . ij:ggizgn .
lst R & D Inservice | 17 12?4\\ 1.73 6 J12.2° ;.56' o g
2nd R & D Inservice { 10  11.6 . 1.65 9 5 - 11.2 1.7 o
Galesville * 112 102 7 2,38 ] 8 12.4 1.58 )
IChejgwin 11 1l.0 " 2.90 7 10.3 ¢ 1.28 L
guegel . 12 - 11.3 1.50 3 %.3 “3740
Stangel "9 10,2 2.33 6 o . .73°
Port: Edwards 20 ° 10.8 2.07 7| 6 1.89 L =TT
< . e
overall T, 223 |4 2.17 /
*Data on Pretest nofjfiéké;s. ) ‘
**Fifteen-item tests,

[ -

PRYg

Icates that low ratings onthree implemenhtation requisites--
current conference records, é%tab;ishing r lar conference
schedulés, and’selecting students for qoq;erénces--ac unt for the ldwer .
overall ratings for these schools. e _

o Application of motivational prinéE;lesq Three Center staff mempers °
observed and rated a total of 29 &onferences in six schools over a period
of six weeks. The teachers were”rated on tHeir use of the motivational
princip}es of reasoning, modeXing, and goal setting in the initial coén- !

1
o
|
i

ferences, and on the princigles ofﬁfeedback and reinforcement in follow- \
up conferences. Table 1] ‘contains the mean ratings on the five pring¢iples
for teachers in six scpdqls. The teachers' general ability to apply|the AN

" five motivational principles is|indicated by an overall mean rating of '
4,0 (80 percegt of the maximum)i Two of the six schools, however,

received rating! tween 3 and 4, indicating only average ability of ) »\\
teachers to implgent the principles. The modeling principle appeared ‘ .
to be the most-difficult for teachers to implement, as indicated by its -

low mean ratin A wever, inspection of the table indicdates that for
the four scheols on ‘which data are available, two implemented modeling
and twa did ng¢t. In Qummary, the evidence shows that, with the possible

_ exception of /the modeling principle, teéachers are able to carry out the

motivatipnay/principles in .the group conferences.

'Usability and feasi ility of the program. Information concerning the
usability‘qi the materials and the attitudes of teachers toward the group-
conference/prwcedure was gathered during informal on-site interviews and
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£ " . .
> : their own staffs. Two weeks prior to the inservice, the participants were ~ - )
sent thé practlcal paper Guiding Children Toward Prosocial Behavior: A BN
. Positive Approach to Student Conduct (Holland, Frayer, Sorenson,.& Ghatala,
1970), the program agenda, and objectives for the inservice. A total of -
27 people attended the one-day inservice conducted at two sites in nid- .
o -~ . September.
' The inservice session opened with the administration of a 15~
. item multiple-choicé test of the theory, principles, and methods of the
group conferences. Partlcipants discussed the guidelines for formylating _
behavior checklists and implementing the group conferences in theix schools. .
" In order to provide some experience with the task of formulating a behav1oral
checklist, all participants were assigned to a worklng,group where ‘they /
developed a checklist of behaviors ‘that adults would be expected t?;exhlbit ¥

at an inservice meetlng. The remainder of the session was devoted [to a
role-playing session simulating a small-group conference, the viewing - |

‘and discussion of a video tape, The Dm)e?opment of Pragoeial Béhavi. br ' / .
Through Small- -Group Conferences, and a ‘working session Qere partlcmpanﬁ

prepared a skeletal plan for 1mplemen%;ng the procedure 1n\fhe1r schools.
The session contluded with a 15-item posttest.

Local 1nserv/ce and program implementation. W1th1n a month following
the Genter inservice, ‘each school eonducted a local inservice to introduc
the procedure to its staff. In all cases, the video tape was shown as
part of this 1nse:vlc§ The same multiple-choice test used at the R & D
inservice was admlnlstéred to inservice partlclpants at five of the”
schools. b

¢ Next, each school identified the brosoclal behaviors it consxdered
most important and stated these in the form of a checklist.
lists, ﬁoich included from & to 39 behaviprs, were submitted
Center fox. the purposes of the field test study. {In additidn to the check-
/ list, each school identified its criteria for selecting-children to participate
’ _in the confé;ences, these group formatlon guidelines”were also submitted to

~

the Center. ‘At this point, all schools wer:/Z§§1 ed by Center staff’ .

N

|
|
|
j
§
|
3
|
i
|
1

‘explain data collection forms and ‘answer questions. .
The field test participants then collected baseline information by

rating each child on-each behavior on the”checklist. In four schools,

each child was raked by‘one teacher, while in the remaining four schools . |

. " severdl teacher§ rated each child. In addition, in all but one of the - 1
: . 19 units pafflclpatlng in the field test, the students rated themselves

ct
jog
(U]
-+
lw)
Y I T

A\ on eg/h behavior on the qheckllst3 N
\\\:\\\ “Using the group formation guidelines and ‘the baseline ratlngs, school *

; - fﬁersonnel selected children: to participate in the group conferences, .with !
‘*\each conference focusing on one behavior. All schools had  begun to hoild )
conferences by the, end of November 1971. On the average, the conference N
. groups contéined six or seven members.and met two or three times. The v
duration of the grou meetlngs averaged 19.5 minutes for initial con-
ferences an®>14.8 m1n tes for follow-up conferences. Of the 19 units )
- ”i;,,,awu51ng the program, 18 ept a Group -Conference Record for recording . Y
- vhich children participated, what behavior they discussed, and whether,
ey attained their goals. For the purposes of the field test, the con-
erences’were scheduled to end during February 1972. At this time a
)stassessment was completed by teachers and. students. Each student

. 3 . ~ ~

1 3 - 2 - \ -




ratings, as well as the group“conference records, were submitted ‘to the
Center for analysis. . /
uring the conference period of December to February, schools were

randpmly selected for on-site visits by Center staff. Three schools received
two jvisits and another three were visited once. During the visits, con- \\\\
ferences were monitored and usability information was collected from the
principal. An observation schedule was completed for each conference
monitored. This schedule was designed to discover whether the motiva-
:ignal principles were being applied by the adult conducting the conference,

d to assess the degree of privacy and general atmosphere in which the
conferences were conducted. An interview form was used to record usability
information received from tlre princi ipal. Most questions were related to

e amount of staff tlme devoted to carrying out the various aspects of

//\\
! \
)
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/
. was again rated on each behavior on the checklist. The:postconference
plementatlon. : X . . v 1

.
4

. 1
: . ' 1 .
/Results e - 1

< N
- ' ,

i

,

‘ pata are reported here for each of the five questions, listed eagller,
which relate to the adults' response to the group-conference procedure.
‘ Knowledge of theory, principles, and methods. The multiple-choice

\test that was developed to assess knowlédge gained from study of the group-

conferenqe materials was administered in five schools and at each of the

f/f two inservice sessions conducte by the R & D Center. Parallel forms ) 1

were prepared for use as prete ts and posttests. Table 9 contains descrip- )
tive data resulting from admifdistering the test in the several situations.
Results stration indicate that teachers utilized the

— printed materials to prepaye for the inservice sessions. An overall mean g
of 11.1 is relatively cloge to the 80 percent mastery level usually assigneé

) to such tests. Most of/the pretest non-masters were brought up to the

"~ .\ mastery level by the dAnservice sessi®ns. Fron another. perspective, 70

pexcent of all the/adults who were tested attained the mastery level on toe

either the pre St-or in subsequent posttesting. It can be redsonably *

concluded t teachers' study of the group-conference materials and
partici ion in an inservice session utilizing these materials lead to L

mas of the_ theory, principles, and methods of the group conferences. -

,/////;’//’ Accomplishment of implementation requisites. At ahe conclusion of a ’j
' ]

) éries of on-site visits by Center staff, each school was rated on §ev€h
, specific requisite techniques for implementing the group-conference procedure.
Table 10 contains the ratings of the schools. The%data indicate that teachers
were able'to implement most of the requisite techniques w1th a fair degree of /////
success. «: Four of the seven techniques had a mean rating greater than 4.0
(80 percent of the maximum). No technique had a mean rating lower than
3.6 (72 percent of the maximum).
Table 10 also shows that five of the eight schools obtalned mean
tings of 4. 0 or better. Three schools obtained mean ratlngs between
nd 4, which, on a 5-point scale, indicated average performancé. In
8 ry, teachers in five of the eight schools showed\good to exceéllent . "
ablllty o implement the requisite techniques of the group conferences;
the ré/,lnlng three schools showed only average ability to do so. Inspection

b ' T~ Vo, R L4
! .

-

~
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. | TABLE 9 fa
PERFORMANGE ON. PRETESTS AND POSFTESTS OF THE THEORY, PRINCIPLES,
. ; AND METHODS OF GROUP. CONFERENCES | .

- >

N Pretest Posttest* : . ,l
i

P .Group Tested N 'Mean## S;agda;d s+ N Mean** . StaqdaFd
. > Deviation Deviation

- - + .=

1st R & D Inservice | 17  12.8_  1.73 6 .12.2° ©.90 - '
2nd R & D Inservice | 10 11.6 . 1.65 ¢ 5 - 11.2 i.l? "' : X
8 12.4 1.58 .
(Chegwin 11 11.0 " 2.90 7 10.3 * 1.8\

3

6

6

Huegel , 12 11.3 1.50°
L73° _,_j
1.89 _ 1

Galesville® | 12 10.2 / 2.3 -

3,40
Stangel "'9 10,2 2.33
. Port: Edwards 20 - 10.§/ 2.07

overall 91 - };{1 .t 2.23

L *Data on Pretest noT:fiﬁhégs.

**Fifteen—-item tests,

lcates that low ratings on"three implemehtation requisités--

curyrent conference records, e%tab;ishing regular conference

s, and’selecting students for goqﬁérénces-—ac unt:for the lower .

/ oyeréil ratings for these schools. - , \

/ " - Application of motivational prinéiblesq Three Center staff mempers

observed and rated a total of 29 'dhferenceé in six schools over a period

// of six weeks. The teachers were rated on tHeir use of the motivatiohal
principles of reasoning, modeling, and goal setting in the initial cobn- !
ferences, and on the prihq;ples of feedback and reinforcement in follow- \
up conferences. Table 11 ‘contains the mean ratings on the five pringiples
for teachers in six scyobls. The teachers' general ability to apply | the \

1
h

* five motivati?nal principles isﬁindicated by an overall mean rating of '

4.0 (80 percent of the mayimum). Two of the six schools, however,
received rating tween 3 and 4, indicating only average ability of : N
teachers to implemient the priiciples. The modeling principle appeared '
to be the most-dgifficult for teachers to implement, as indicated by its -
low mean ratin [ wever, inspection of the table indidates that for
the four scheols on ‘which data are available, two implemented modeling
and twa did ngt. In Summary, the evidence shows that, with the possible
exception of /the modeling principle, téachers are able to carry out the
' motivatipnal/principles in .the group conferences: .
/ 'Usability and feasi ility of the program. Information concerning the
usability‘q% the materials\ and the attitudes of teachers toward the group-
conference/prwcedure was gathered during informal on-site interviews and

., - )
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TABLE 10
RATINGS OF TEACHERS' ABILITY TO CARRY OUT THE PLANNING AND ‘
R ORGANIZATIONAL TECHNIQUES IN IMPLEMENTING
THE GROUP CONFERENGE PROGRAM -
! School
’ o
: S/ o o
- < oy 4
. o ¥ 4 . & ~ 5
g A i ~ ¥ @ &
5# il & & & w & X
¢ & 4.
- & éﬁ? d@’ éﬁ? & e é§$ .
Technique . . { Mean | S.D.
. ) . 7 = -
Attendance of all parti- 4 3 4 3 4 5 5 4.0 .76
cipating’faculty'at an . . ,
,ﬁerv1ce program which :
“consists of three to ur N / o
hours of training includ- ‘
ing conference SLmulatldn \
Davelopment of behavior . 5 5 5 A 5 5 5 5 [5.0 | .00
checklist to meet local ' x/
crltefia for- prosocial ’
behav1on. _
Collectior by the teachers "5 3 4 4 4 5 4 5 14.2 .76
of baseline behavioral .
ratings for all students.
Selection of students for 5 3 5 3 2 4 3.0 5 3.8 | 1.16
conferences on the basis )
of a broad range of be-
havior patterns, .
Maintenance of a regular 3 2 5 3 2 5 4 5 3.6 | 1.30
conference schedule with i
regular assignments of — : i K
personnel. . . .
Establishment of con-~ 5 "3 4 5 3 5 - - |4.2 .98
ference sites with a fair .
degree of privacy. ’ o
Maintenance of current ° 5 2 5 3 2 4 3 5 [3.6 }"1.30
‘records concerning con- . -
ference attendance and »
conference results. . :
Mean | ° 4.5 4.6 | 3.7 | 3.1 | 4.6 | 4.0 | 5.0]4.0
\ + N . -
Standard Deviation .95 . .53 .95 1.22 .53 .89 | ,.00|1.09

Note:

X
Ratings are on a 5-point scale.

N

-

4% -
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~ observations. Data regarding Feasibili y of the pro%edure were abtained
by interviewing the principals of the £Aight field test schools.
./ The most prevalent attitude of the teachers toward the confer-
ences was one of enthusiasm.: Several schools reported .that both the .
children and teachers were eager to dntinue the ‘conferences once the
field test was over. A comment re ated by various principals was that
eir staffs were pleased with the fonference effects on the behavior of
‘children. One principal yremarked that the procedure gave his teachers : .
a new way of looking at the childré¢n's behavior and had positively affected
their attltudes and teaching techniques. Thus, the small-group conference
procedure was well received by the}adults. However, certain negative com-
ments, as well as suggestions for revision, were offered concerning the
B __brototype materials of the proceddr
- ‘ The suggestions for revision: of the materials centered primarily ‘on
the teachers' feelings that insufficient information was given on im-
Plementation requisites in the following areas: formulating behavior
checklists, scheduling conferences, involving primary-age chlldren,
preparing record—keeplng forms, and forming groups for conferences. In
. faddition, teachers suggested that .the materials should contain a step—by step
guide to the complete implementation of the program so that school staffs
- could more easily grasp the overall picture of what was required for implementa-
tion. All suggestions for revisions have been incorporated into current IGM
materlals. o
\\ In addition to the printed materials, the instructional package included
a black and white video tape. The technical quality of the video tape was
poor and was only being used untllna sound-color £film could be developed. ‘
The content of the video tape Wwas 3udged by teachers to be adequate in
demonstrating the motivational pr1q01ples However, it was suggested’
that the film show more than one adult conductlng an initial and follow-
" up conference. Using different adults would offer more examples of how
to apply the pr1nc1ples and, more important, would demonstrate various . ‘.
styles of conductlng conferences. )
With some reservations, the principals considered the procedure to
be feasible for elementary schools ih terms of time and effort required
for implementation. In addition to time spent in conferences, each field
. test teacher spent an average of 12 Hours completing the preparation )
and evaluation tasks required by this pro&edure. It was found that the
task of record keeping was especially|time-consuming. Of course, record
keeping would not be as extensive when the procedure is implemented by T
- schools as part of their normal instructional routine. Another task
which proved to be demanding for most §chools was the formulation of
the behavior checklist and the rating df each child on each behavior96
- A more informal method of forming conference groups, which would not -,
require the maintenance ‘of extensive re ords, and more specific and RPNy
helpful suggestions for developing the bBehavior checklists have been
included in the current materials. This should reduce the amount of
staff time and effort required by this procedure.
In conclusion, the fielg test data wfth respect to adults' responses
.to the small-group conferences to promote self-directed pfosoc1al behavior

results in understanding of the theory, motivational principles, and imple-
mentation requisites pertalnlng to the conferences, (b) adults are'able to
\ .

-

1
!
i
co ¢ |
indicate: (a) study of the instructional materials related to the procedure j
j
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-implement the motivational principles in the conferences, (c) the current

multimedia matérials which incorporate suggested revisions are sufficient
to support implementation of the procedure, and (d) adults' attitudes
toward the conference procedure are favorable. Following revision' of

.the implementation guidelines, the procedure is now completely feasible

for elementaiy school$ in terms of staff time and effort.

\ . -

OLDER CHILDREN AS TUTORS: FIELD TEST RESULTS
BY NANCY ZAJANO AND W. DONALD HUBBARD’

Participating Adults

e

. A ‘

The field test of the tutoring procedure was conducted in two middle-
class Milwaukee, Wisconsin, multiunit schools. At Thoreau School .the
teachers from three units partici;Zted in the field test--eight from
Unit B (roughly, second graders), six from Unit C (third

local coordinators of the tutoring ogram at Thoreau were not
of the unit staff; rather ohe was in charge of a Reading Center and the
other of a Learning Center, both of which were utilized by all three units.

At Victory School, the tutoring’procedure was implemented by the five
teachers in Unit IV (fourth to sixth graders) in the area of reading. One
of the unit teachers was provided some release time by the unit leader to
coordinate the implementation.

"

Objeftives and Assessment

= The purpose of the field test with respect to the adult participants
was threefold: .
- ' v : .
1. To"assess the ability of teachers to implement the motivational-
instructional procedure of guiding older children as/Eutors.

2. To determine the usability by adults of the tutoring materials.,

3. To ascertain the feasibility of the tutoring procedure in terms

of the amount of staff and student time required.

The teachers' ability to implement the tutoring procedure was assessed
by means of two checklists which contained the activities necessary for
planning and maintaining the implementation. These checklists were con-
tained in the inservice materials. A 50 percent random sample of teachers
completed these self-evaluation checklists three times during the school
year. ' The goordinators were interwviewed by Center personnel, at seven-
week intervals, three times during the course of implementation to determine
if implementation tasks were being carried out. .

To ass€ss the usability of the materials, a 50 percent random sample -
of teachers recorded their day-to-d iMdpressions- of the materials on

7Thié section.ls_ag_EEEEEEStAof sectio of the document by ZaSano
& Hubbard, 1975. N . ~



. -
omment cards provided by the Center.. _bu;;ng‘each of the three site
isits by Center personnel, the comment cards were collected and coor@inators
' .were interviewed to obtain information regarding the usability of the\
materials and the feasibility/gf the tutoring procedure. Feasibility was
determined by asking aEEérs and coordinators to estimate the amount Qf
. time spenthié/igitiﬁi;implementation and in day-to-day administration o
o the program. .
* §

Ve
/ | . \
. \ Materials and Procedures - \

! ) v . 1 \

2 ’ . The inservice materials relevant to the tutoringabrocedure included

chapters one, two, and five of the book Individually Guided Motivation:

\ Guidelines for Implementation (Klausmeier, Frayer, & Quilling, 1972),

\ an early prototype for the current IGM text. Chapter one of the book

provided information for conducting the local inservice to introduce the

o ' school staff to the entire system of IGM as well as to the individual
procedure of tutoring. The second chapter presented the theoretical
background for the system, with special emphasis on the motivational
principles which are at the heart of each procedure. Chapter five
described in detail the necessary tasks to be accomplished in implement- .
ing the tutoring procedure, and also contained the checklists used to°

- assess the progress of tutors, ‘tutees, and adult implementors. A major

purpose of the field test was to obtain information useful for evaluat-~

ing and revising these prototype materials. In addition to the printed

materials, two films were available to field test participants--Indi-

vidually Guided Motivation: An Overview. and Guiding Older Children

as Tutors. .

Five faculty members from Thoreau School and two from Victory

Sschool attended the Center-sponsored IGM workshop in Madison on July 24

and 25, 1972, and -read all or most of the IGM book at that time. The

principals and coordinators from the schools also conducted a local

inservice on IGM for their entire school staffs. Aside from the workshop,

however, there was no direct control exercised by the Center over the amount

) and type of exposure of the, field test adults to the IGM materials. Indeed,

P except for the requirement of collecting and reporting data, which allowed
. the Center. personnel to evaluate the tutoring procedure, no constraints
were placed on the participating adults.

-
-

N

¢ Results

' Implementation of th¥é tutoring procedure. The specific tasks required
to implement the t)toring/procedure were outlined for field test participants.
in tables containeg\ig, e instructional material. One of these tables
described the planning tasks neqessary/to initiate the procedure. . Such
tasks included preparing a schedule for staff inservice and selecting

£

the subject-~matter ardas for tutoring. The other table listed the tasks
which should be done repeatedly to maintain implementation. These latter
tasks included pref®ring spedific activities for each tutee and monitoring

. ‘ 41:1 ,
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* “the tutoring sessions. The tables were used as checKklists to determine

whether or not the adults entrusted with implementing the ﬁrocedures
completed the tasks.

Coordinators and principals were interviewed by Center personnel
prior to the beginning of the tutoring sessions to see if the 12
planning tasks were completed. Table 12 indicates which tasks were
completed, and by whom, at each school; 10 of the 12 tasks were
completed at Victory, while 11 of them were completed at Thoreau.
The staff at Victory did not discuss the ggheral objectives stated for ‘
the tutees (Task 2), while.both schools omitted preparing a list of the
instructional materials and tests to be used by the tutees and tutors
(Task 8). Although Task 8 was initially seen as unnecessary by the staff
at both schools, there were some subsequent complaints about the lack of
variety in the material being prepared for the tutee. The preparation
of such a list might have helped avoid this repetition of materials.

As can be seen from Table 12, the coordinators were involved in
all the planning tasks. At both schools they received assistance from
the principal in planning the inservice (Task 1), and from IIC (Instruc-
tional Improvement Committee) members in making decisions regarding
subject-matter areas and assigning responsibility ;or preparing tutors

« (Tasks 3 and 4). oOther tasks were accomplished at each school either

by the coordinator alone or with the assistance of one or more staff
members . ! g R\

Center personnel interviewed the coordinators, at seven-week intervals,
three times during impleméntation of the tutoring procedure. The' purpose
of tge interviews was to determine whether the maintenance tasks required
to keep the tutoring procedure running smoothly were being completed either
by the coordinators themselves or by other staff members. Yhe results/of
the Center interviews are reported in Table 13. Blank spaces indicate that
either no infofﬂétion was available or that the\coordinators were uncertain
whether the task was being done by other teachers.

According to the coordinator at Victory School, seven of the nine
tasks were accomplished during all three time periods, These tasks con-
tain a*"yes" response in each period.  The response "some pairs" indicates
successful accomplishments of Task 2, in that monitoring some sessions of
selected tutor-tutee pairs satisfied the general guideline for this task
as outlined in the tutoring materials. Task 5 (providing feedback and
guidance to tutees) and Task 7 (praising the tutee) were performed during
some of the three time periods. - )

At Thoreau School, the coordinator for tutoring in math was not avail-
able for the third interviéw. The results in Tablé 13 for the third ¢t ife
period at Thoreau, therefore, refer only to the tutoring in the reading
program, whereas the results for the first and second time periods report
both the math and reading Frogram.

. At first inspection, thq results in Table 13 indicate that the
maintenance tasKs were not completed at Thoreau to the same degree that
they were at Victory. fThere are blank spaces representing no information
or uncertainty‘on the coordinator's part, as well as several "somewhat"
énsweré'indicatigg partial completion of some tasks. These results may

be due to the difference in organization of the tutoring procedure’ -

at wo schools, rather than a rZhl difference in what actually occurred.
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“ at Victory sSchool, the coordinator was a unit legder‘with teaching

N -

",

responsibilities for most children®in the unit. . As a unit member, she

-was in cénstant touch with the Other teachers and, in fact, used some ) M
of the unit planning time to discuss the tutortng implementation. She
therefore knew what was happening regarding tutoring.at all times. At .

Thoreau School, on the other hand, the two coordinators” were "gpecial®™
teachers, organized outside of the units and in charge of.the school's
Reading Center and Learning Center. -They were members of the IIC and é?
\so met. reqularly with unit leaders, but they had little opportunity
communicate officially and regularly with unit teachers: regarding

tut rlng. Their uncertainty is therefore understandeble,\but does not
nece arily,mean that the maintenance tasks were not being completed.

The re dlng coordinator did provide ififormation for tHe thlrd time
‘period, however, which indicates that all- the tasks were belnd accomplished
for tutoring in the reading program. , .

In any\ case, the results in Table 13, for Thoreau School ;ndlcate that
four of the hmine tasks were completed, for all three.tlme periods, accord-
ing to recommendations. The coordinators elther lacked information'about °
the other five sks or indicated that they were carried out durlng some

" To supplemen the 1mplementat10n information obtained from coordinators,
haLfsbf the adylt fdentified as belng 1nvolved in the tutorlng procedure

whith tasks ' they had\accomplished. ,This pool of participating adults

inglude@ the coordinators at both schoGls but not the unit leaders at,

Thoreau. At approximately the same seven-week intervals, these adults *

were asked to check which of the nine maintenance tasks they had accom- -

plished. A total of 10 self-evaluation forms were completed by the

Unit IV staff at Victd¥y School and 22 forms were completed 1n Unlts

B, C, and D at Thoreau. B
An inspection of the self-evaluation results as a whole indicates '\

that all the tasks were completed by one adult or another, during all

three time periods, at each school. These results support the coordina-

tor's view at Victory that seven of the nine tasks were completed, and .

provide the additional information that the remaining two tasks. (5 and 7)

were also accomplished by one or more of the adults during each time .

period. At Thoreau School the self-evaluation forms, taken as a : 4

whole, indicate that the tasks the coordinators were unceértain, about

(Tasks 6, 7, 8, and 9) were being accomplished by one or more other .

teachers. These forms also support the coqrdlnators' views thatiTasks .

1 through 5 were being done. . ‘
The self-evaluation form asked each adult to identify hlmself as a

teacher of a tutee, teacher of a tutor, coordinator, aide, or "other." *

+This categorization afforded a detailed look at which group of “adults

was accomplishing each task. Each group of adults (teachers of tutees,

teachers of tutors, etc.) was rated 1, 2, or 3, according to how' often

it listed itself as accompli$hing each of the nine tasks over the three .

" time periods. A brief summary of the data on who did what follows. At .

Victory School, the pattern of participation in tasks was close to that

suggested in the tutoring materials. The only exception was the unusually

‘
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high involvement of the tutors' teachers in the plzhnigz'of specific
tutoring activities and relating these activities to t tutee's regular
instructional program {(Tasks 1 and 9). The pattern of participation at
Thoreau School was also consistent with the recommendations in the tutor-
.ing materials, with the exception of the total lack of participation by -
those teachers who had only tutors participating iq'the project. This
was a significant’deparpurg from the guidelines, which had called on
these teachers to monitor sessions and provide feedback and, praise to
the tutors. T -
In conclusion, the question of whether the adults demonstrated -
their ‘ability to implement the motivational-instructional procedure
Guiding Older Children as Tutors gan be answered positively with regard o
to the completion of 12 planning and 9 maintenance tasks, As a re- o
sult of four interviews and the completion of a self-evaluation form
* by three random samples of adults, it can bé concluded that these tasks
were done at each school by one group of adults or another. Moreover,
with the exceptions already noted, the pattern of participation of. the
adults in various roles (coordinator, teacher of tutees,,etc.) in. the -
, planning and maintenance tasks was as reqpmmeqdéd by the futoring materials. -
Usability of the inservice materials.« In order to determine the use- .
fulness of the tutoring materials (three chapters in the prototype .IGM text
and two sound-color films), a random half of the particrpating adults kept °
comment cards on the materials. 1In adaitign,-coqrdina ors were interviewed

concerning the materials' usability. N

While the materials were obviously successful in supporting implementa-
tion, as indicated by the results reported in the preceding section, much
information was gathered concerniné'revisions hecessary to make them more

. usable., For the printed‘materials, the most frequeht comments com-

prised the following points:,

1. The organization of the prototype IGM book used by the field
test schools was a focus of criticism. It was felt that there
was a confused mixture of information for the different categories
kg of users, including: (a) central office personnel responsible
for implementing IGM in several schools, (b) principals and
LI coordinators responsible for organizing the use of one or more .,
procedures in one school, (c) classroom teachers implementing
the tutoring procedure, and (d) tutors and persbns responsible
for preparing tutors. Combining a1l this information in one
volume resulted in an unwieldy book of ominousssize. '

2. Persuant to the first comment, it was recommeqﬁed that informa- -
tion be divided among several books or manualst: first, an IGM .,
N inservice implementation guide to be used by district and )
+ . school personnel responsible for local IGM inservice training;
second, a*book or chapter within a book devoted exclusively "
to providing teachers with an overview of the tutoring procedure
along with necessary information for implementation; and third,
a separate .manual to be used by student tutors. Thik réorganiza-
tion of information has largely been achieved in th& current IGM

. materials listed earlier in Chapter I.

’ i
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3. The field test personnel offered .the practlcal 'suggestion of
either not extending the checklists over more, than one page
‘ {which makes them difficult to duplicatef or providing in an
appendix a second set of all tables to be duplicated. 1In this
‘way the book would not have to be torn apart to be used. All
tables used in all four IGM procedures have been separagtely
. . ‘listed in an appendix of thé new inservice implementati
. ' manual for IGM.

- 4. Teachers felt that the tutoring procedure as described by the
materials involved too much "red tape." They felt that tutor-
ing could ‘be successful without the amount of assessment and

. : setting of long-range objectivgayprescribed by the materials. °
It should be noted that much of the "formality" of the implementa-

-« tion at the two schools was necessitated by the field test ‘design. .
However, current IGM materials related to tutoring stress that \\
much of the formal assessment and record keeping 1s optional
- (depending on how the school wlshes to evaluate its own tutor-
ing program) . , e

|
1
| 1
5. The teachers and coordinators had many suggestions conrcerning }
what should be included in the manual for tutors. These are 1

too numerous to mention hére. However, most feasible sug- 1
gestions were incorporated into the new manual Tutoring Can -

' ‘Be Fun. %
1

!

2 T4

"

Although chapters one, two, and five of the prototype IGM text provided

most of the information needed to implement the tutoring procedure, two
films were algo available to school personnel. The film Individually
Guided Motivation: An Overvievw is intended to introduce the four motiva-
tional-instructional procedures which make up the IGM system. It was used
by both field test schools during their first inservice session. Both schools
found the film satlsfactory, although the principal at Thoreau suggested that

. more information on the motivational principles could have been included.

¢ The second film, Guiding Older Children as Tutors,'is divided into

’ two parts, with the second portlon, "Learning To Be a Tutor," de51gned for -

use in tutor preparatlon. This feature proved very valuable to_ the teachers,
who repeatedly commented on the ‘excellence of the film'in general ce
. Some specific suggestlons‘for improveément ihcluded showing tutees
.giving their tutors explicit problems, to demonstrate how the tutors would
handle these situations. Another proposal related to changing a segment
where a teacher was shown’asking the tutee how he liked being tutored.
The téacher seemed stralned and not very personable ‘Another suggestion
was to ‘include ‘the ‘Fact that the tutors are expected to prepare specific
activities for each tutoring session. On-the whole, the tutoring film was
extremgly well received and was used repeatedly by both field test schools.
Feasibility of the tutoring procedure.‘ One important factor in the .
feasibility of any procedure is the amount of staff and student time . o
' ‘requlred to use the procedure. The. faculty members at each schébi spent -
varylng amounts of time, depending on how involved they were., During

v
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the initial six weeks to two months of planning the procedure and pre- .

paring the tutors, the coordinators spent

from 5 to 12 hours a week on

tutoring-related tasks. Once the sessions were underway, one-half to one
hour a week was needed to observe and provide feedback and reinforcement

* to the tutors.

3
An additional 12 to 24 hours were spent over the course of the yearS:’
1n’assessing the tutees on ach¥evement. Half this time was a result of

an extrg requirement of ;he'field test design, while the rémaining half ‘
was part of the assessment prescribed in the IGM book. Another 2 to 3

hours were spent by all participating unit teachers in assessing their
students on level of motivation. Repeated evaludtions of the tutees' moti-

vation during the tutoring period, of the

tutors' ability to conduct the

sessions, and of the adults' ability to implement the procedure took another

3-1/2 hours over the course of the year.
All staff members participated in an

initial one-and-one-h to

two hours of inservice. The teachers-of the tutees spent approxiMately

a half hour per week preparing activities
Finally, the tutors and tutees themselves

for the tutoring sessions.
spent between 20 and 30 minutes

Y

twice or three times a week in tutoring .sessions, At Victory School
an average of 29 tutoring sessions were held, while at Thoreau the read-
1ng tuto®$ and tutees held 48 sessions and the math pairs used 52 sessions

during the course of the year.

As the field test drew to a close, it was evident that the teachers:

felt the procedure required too much time., "

They looked forward to using

tutoring again, but on a less formal- and*therefore less time-consuming
basis. It should be noted that the ‘current -tutoring materials have cut
back on the prescribed amount of assessment and have generally made ¢he

procedure more informal,

As a final note on feasibility, the teachers perceived the tutoring
procedure as valuable and reported that the students responded enthusias-
tically to i1t. These student reactions to the tutoring procedure are

reported in Chapter VI.

SUMMARY

In this chapter, adults' responses to the four moklvational-instructional

'

'
!
'
. !
LS
—

procedures were described. In general, it was found that aduits, after

studying the prototype materials, could implement the IGM procedures pro- \\\\\\\ -

perly. The current IGM materials reflect
derived from the field test results,

On the whole, the field test results
The materials--with revision--are usable,

the suggestions for revisions

for adults were quite positive,'.
and the procedures are feasible

for use in elementary schools in vt of the time and effort required to
ine the effects of the procedures

implement them. The next four chapters
on the second target group, the students.

~
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EFFECTS OF ADULT-CHILD CONFERENCES ON
CHILDREN'S INDEPENDENT READING

hd \ R
AN
- \\ .
111 . )
Research on the reading conferences began ir. 1966. This effort has
included several informal studies, one controlled experiment, and finally
the fiéld test study described in the preceding chapter. All. this research
has demonstrated positive contributions of the conference procedures to
children's independent reading. More important, however, the research
has provided knowledge of the conditions which appear to contribute to
the effectiveness of conferences and those which do not. This knowledge,
in turn, has been incokporated into the IGM materials.
The first informal study of the reading conferences was done in an
inner-city school in a large Wisconsin city during 1966-67 (see Klausmeler, !
Quilling, & Wardrop, 1968). The project was undertaken by Mae Elsdon, the
school's learning specialist, because teachers in the intermediate I & R
unit (approkimately third grade level) were concerned about the lack of
e pupil interest in independent reading. ' It was decided to use individual .
]

> conferences combined with a system of concrete rewards to try to increase

independent reading. Briefly, the project involved the following condi-
tions: Books appropriate for various.reﬁding levels were made available
.in the classroom and library. A reward system was set up whereby each
v child received d reward for reading two books, another reward after five
books, and then an additional reward following each successive five books
read. The rewards were pencils, erasers, crayons, etc. Individual con-
ferences were conducted by volunteer aides from local women's groups.
Each child barticipated in a weekly individual conference, lasting 5
to 15 minutes, during which he could talk to an adult’ about the books
he had been reading. A list of books read by eac child was maintained
by the volunteers. .
The project lasted for nine months during which the 72 students in
the pro;ect read a total of 2,074 books, the median being 21. .These figures
are impressive because most of these children were doing no independent .
reading prior to the pro;ect. The students also shdwed progress in reading
achievement. On the Stanford Achievement Test glven\ln March, it was found
that these students Had galned'l 5 years on the, Word Meaning subtest and
1.2 years on the Paragraph Meanlng ‘subtest. over the scores obtained at b
the beginning of third grade (a time interval of five months). This is ?
an encouraging result because these children were conslderabgy below grade <
level to begin with, and such children usually fall faﬁfher and farther
behind each year.
The following year, 1967-68, a projéct on individual conferences
was initiated at a school in a medium-sized Wisconsin city (see Schwenn,
A\ Sorenson, & Bavry, 1970). The specific purpose of the study was to provide -
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information concerning the relative effectiveness of concrete rewards i

and conferences, since both were used in the first\project. While there

were problems with the study due to lack of appropriate control groups

and sometimes 1nadequate baseline measures, the findings with regard to

concrete rewards vs. conferences were clear-cut. It was found that first

and second grade children who received only the individual conference

increased their independent reading as much as children who received

rewards in addition to conferences. Third and fourth grade children

who received both conferences and rewards read more bodks than children

who received only rewards. Finally, with only a few exceptions, fifth -

and sixth grade children who only received concrete rewards did not

increase their independent reading. From this pattern of results it

was concluded that the conferences themselves are important in increasing

independent reading, and concréte rewards are superfluous.

{ During 1968-69, a controlled experiment was carried out on the ]

independent reading conferences. 1In this experiment, to be described i
i
|
]

in detail, an attempt was made to define precisely both the objectivas
and progedures of the conferences.

CONTROLLED EXPERIMENT ON INDIVIDUAL READING CONVERENCES
BY ELIZBBETH SCHWENN, JUANITA S. SORENSON, AND JAMES BAVRYL

The experiment was conducted to ascertain the effects of adult-child
conferences on the amount of independent reading by children who did little
independent reading prior to the initiation of conferences. Either teachers
Or an aide conducted the conferences, applying motivational principles and
~conference techniques as described earlier in Chapters I and I1I.

Participating Students

e elementary school where this experiment was carried out was in
a low socioeronomic area of a Wisconsin city of about 200,000 people. :
The students were of racially diverse bac grounds, with about 35 percent
classified as disadvantaged. 1In age levells they were equivalent to second,
fourth, and’ sixth graders. In accordance| with the experimental design,
'complete sets of reading and achievement flata were collected for 68 second-
- grade students, 58 fourth-grade studenys, and 49 sixth-grade students. «

Research Design

Gathering baseline information. The number of books that each
student read during an eight-week baseline period early in the school
year was recorded. *Each student, with assistance and weekly reminders
from the teacher, kept a record df»the titles of the books he read and
the thes when he completed them. The books read during this baseline

4 « period were classified as “above," "at," or "below" grade level, using

This section is an edited abstract of the research report by
Schwenn et al. (1970). . .
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standard reference catalogues. A value of 3 was assigned to above-level

books, 2 t““at—leve;wbooks, and 1 to below-level books. Each student's

reading value score was simply the sum of the values assigned to all the

books he read. For example, a child who read five books with a value of -7

3 was given a reading value score of 15. Another who read four books, .- i

two of 3 value and two of 1 value, received a reading value score,of'S.

Students were placed in rank order according to this readlng value score.

Those students with value scores in the top thldiof”fhe whole school

population were excluded from the experlmenﬁi this decision was based

on the practical supposition that because the top third of the children

were already doing a great deal of reading, motivational procedures to

increase the'ir reading would not benefit them as much as they would the

lower two-thirds. These top children were, however, considered to be \

an "ideal" grbup in independént reading, and the children who had con-

ferences were \compared with them at the end of the experiment. A read-

ing dchievement score on a standardized test was obtained for each of

the students whp were in the bottom two-thirds of the child population

in independent rxeading value scores. i
Assigning students to experimental groups. The I & R units.in the 1

schools were orgdnized according to homerooms. Within each homeroom

six groups were formed. Students who were low both in reading value

score and in readi\g achievement were randomly assigned. to one of three

groups: a control ‘group, which received no conferences, a teacher-conference

group, which had al their conferences with their homeroom teacher, or an ]

aide-conference gro . which had all their conferences with an instructional 1

aide. Students who wgre low in reading value but high in reading achieve- 1

ment were also randomly assigned to a control group, a teacher-conference
group, or an aide-conference group. As will be described later, the goals
of the adult-child conzgrence, ag well as the actual conference procedure,
differed for students low in reading value and reading achievement, as
caompared with those low'in reading value but high in reading achievement.

\ -

\

\

Conference Procedures .

1

The experiment and inservice education were conducted by R & D Center
personnel with the assistance of the building principal and unit leaders.
Three teachers in the second grade, three in the fourth grade, and two in
the sixth grade conducted conferences. One aide conducted the conferenoes
in all three grades. (The aide was a mature, college-educated woman who
had exceptional ability and great enthusiasm for working with children
of low reading achievement.) All children, -including those with high
reading value scores who were excluded from the sample, kept a record
of the books they read during the experimental period, the period when
the conferences were held The conferences were held regularly once per
week over an eight-week pgrlcd and lasted an average of 8 to 12 minutes,

Thus, there were only eight conferences for the experimental groups. The
locations of the conferences varied: a hallway, a small workroom, a
carrel, a corner of a classroom, or the teacher's desk.

Before 1n1t1at1ng the conferences, a list of behavioral objectlves
to be achieved by the reading conferences were studied by the teachers




48

e

I ‘

ERIC *

Aruitoxt provided by Eic:

and the aide, and the conference procedures were discussed and practiced.
Specific objectives were classified into three areas: (a) behaviors
related to the reading conferences, (b) behaviors related to the child's
reactions to reading,- and (c) behaviors related to independent reading
and reading skills. The objectives were discussed by R & D Center personnel
with the eight teachers and the aide to be sure that they were clearly
understood. During the conference period, data were gathered regarding
children's attainment of each objective. i
In the conferences, the adults attempted to implement the principles
appropriate to this motivational-instructional procedure, as described
earlier in Chapters I and II. These included'securing the child's attention,
modeling, goal setting, feedback, and reinforcement. The objectives and
conference procedures were deliberately varied, however, according to the i
children's needs. For those students who were low in reading value score ;
but high in reading achievement, the adult emphasized the use of modeling 1
and reinforcement to encourage independent reading. With students low i
in both motivation and reading achievement, much more emphasis was i
placed on improvement of reading skills by having the child read orally ;
in the conference and by informal drilling on word recogmition and com- %
prehens@on skills. Feedback and reinforcement, along with goal settipg, i
played a m&jor.role in conferences with. this type of child. i
Materials for the conferences included an excellent supply of books }
kept in each homeroom, forms on which students could record the title of }
books they read, and conference comment cards that were kept by the adult j
conference leader. About seventy paperback books, covering a wide variety 1
of ihterest areas and a broad range of reading difficdlty, were placed in 1
each homeroom of about 25 students, Aall students in the homeroom, includ- }
ing the high achievers not in the study and all of the control students, i
had access to the books during independent study time as well as before %
and after school. This, of course, had a tendency to increase the amdunt 3
.of reading of all students, not just those getting the conferences. 1
1
4
|
|
]
|
}

Results

Table 14 shows, for each grade level, the average number of books
read during the eight-week baseline period, the average number of books read -
during the eight-week conference period, and average gains in thé number
of books read. For eacH'condition, including the no-conference control,
more books were read during the conference period than during the baseline
period. The average gain was 7.00 books for the control condition, 9,95
for the teacher-conducted conferences, and 11.72 for the aide-conducted
conferences. The average gains were markedly and significantly greater -
for the teacher- and aide-conference conditions than for_the no-conference
condition, for each grade. fThus, "children in all grades wﬁs”feceived\_
conferences increased their independent reading more than children who
did not receive conferences, and it made little difference whether the
conference was conducted by a teacher or an aide.
Average grade-equivalent scores on standardized tests of reading
are shown in Table 1S5, Scores for tests administered in September and
in April are presented, as well as average gains in score during the
eight-month period between test administrations. Scores for each grade ‘

. »
oy - ' ' " -~
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TABLE 14

‘ AVERAGE NUMBER OF BOOKS READ DURING THE "BASELINE
AND EXPERIMENTAL.PERIODS AS A FUNCTION OF GRADE LEVEL
AND CONFERENCE CONDITION
\ |
) Conference Conditiqgl
No I Average i
. Grade Conference Teacher Aide Gain 1
1
?
i
1
|
|
1
|
|
|
1
i
i
i
3
i
|
|
%
i

., 2 Baseline 3.36 .3.88 3.06
Experimental 13.00 18.63 16.13
. Gain 9.64 14.75 13.07 12.49

4 Baseline 3.75 3.85 \ 3.77
Experimental ~11.17 11.77 \ 16.38
i Gain 7.42 7.92 12.61 9.32

6 Baseline ' " 4.00 3.75 3.40 ST
Experimental 6.80 9.50 11.80
Gain 2.80 5.75 8.40 5.65

Average gain 7.00 . 9.95- 11.72

are given separately for high- and low-achievement groups. The data for
the teacher- and aide-conference groups are combined,. since these groups |,
- did not differ. -
In none of the grades was there a significant difference in amount of
gain in achievement between the conference and no-conference conditions.
This lack of difference between conditions was true for both high; and -

. . low-achieving students. More important than the lack of difference
between groups, however,.were the remarkable gains made by the low-
achieving students during an-+eight-month period from September through
April. Students in the second grade gained a year in vocabulary. Students
in the fourth grade gained almost two years. The gain for the sixth grade
low achievers was practically a year. This much gain is not ordinarily

. expected in inner-city or other schools where children are below grade .
. . level and tend ﬁo keep falling furtler behind with each successive year
of schooling. Because the no-conference groups showed as much growth
as the experimental groups, the gain obviously cannot be attributed solely
to the reading conferences. It seems very likely, therefore, that the
increased emphasis in all the homerooms on reading contributed to the
- high gain in achievement in both the control and the conference groups.
Data were also gathered on the independent reading of the "ideal"
. students in each grade, who had been eliminated from the project because
, they already had done a large amount of independent reading during the
baseline period. It proved very interesting to_find out how students
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e TABLE 15

AVERAGE/gkADE EQUIVALENTS IN READING ACHIEVEMENT FOR THE
BASELINE AND EXPERIMENTAL PERIODS IN GRADES 2, 4, AND 6
AS A FUNCTION OF ACHIEVEMENT LEVEL AND CONFERENCE CONDITION

Achievement Conference Condition
Grade Level No Conference Conference
2 High Baseline 2.0 ) 2.2 :
Experimental 2.9 3.3 '
Gain .9 1.1 B
, Low Baseline - 1.3 1.5 ’
Experimental 2.3 2.5
Gain 1.0 1.0
4 ! High Baseline 4.3 4.5
! Experimental 6.1 5.6
i Gain 1.8 . © 1.1 .
. Low Baseline 2.2 2.2
’ Experimental 4.0 4.2
Gain 1.8 2.0
6 High Baseline’ 7.4 7.2
EXper imental 7.6 7.8
- . ) '\\w Gain 0.3 0.6
i . . . . «
Lo Baseline 4.0 5.2
) Exper ime€ntal 4.7 5.8 i
Gain 0.7 0.6 .
v .

- Note: Scores for the second graders from Gates-MacGinitie Reading
Tests, Vocabulary, Grade 2, Primary; scores for the fourth

and sixth graders from Iowa Test of Basic Skills--Reading
Skills Section. . \

\

M \

1
]
receivaing conferences compared with these ideal A@uQents at the end of |
"“the‘experimental period. , The comparisons made fo the ‘three grades are
shown in Figure 4; the low- and high-achievement students within the con-
ference condition were compare@ separately with thg ideal group for each
?
1
1

grade. . . , b
In Grade 2, during the eight-week baseline period, the ideal group
had read an average of 13 books, whereas high achieygfﬁmmgg_laterurgcebvbd

conferences had read 4 Boocks and low achievers had-fead 3 books. As shown
in Figure 4, the ideal students read an average/gf~19\pooks'during the
conference period, while the high achievers ahd low achievers receiving
conferences read 17 and 18 books, xespec ively. To sum up, the students
of both high and low achievement whe Feceived cbnferenf&i read significantly
fewer books than the i Youp during the baseline period, but neither of
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- these groups diffdred significantly from the ideal group at the end of

the experiment. The conference groups gained much more than did the .

ideal group; actually, they almost caught up with the ideal group in . the - '
amount of independent- reading. !

Similar results were obtained in Grades 4 and 6, where the conferences
almost eliminated reading differences between the high achievers in the
conference condition and the ideal groyp. At these grade levels, however,
the conferences were not sufficient to bring the low achievers up to the -
level of reading done by, the ideal students. It is important to remember

, that the low-achieving students in the conference groups did, of coursé,

increase their amount of independent reading over the low-achieving K i
students in the no-conference group.

;

. . % -
Discugsion ' - -
: - /
Thi} study demonstrated that ég inexpensive procedure waé highly

effective in increasing the independent reading of children. It is £
impossible to reach a final conclusion about the extent to/which any

one motivational principle by itself contributed to the increases obtained.
Very probably the individual attention, positive reinforcement, feedback,
modeling of desired behaviors, goal setting, and availability of attrac-
tive books all ‘contributed to increasing the student's motivation to
engage in independent reading. Many of the children in the present ex-
periment made remarkable progress during the eight-week conference period.
However, it cénnot be determined from the study how many of them continued
-reading after the conferences stopped.

i
i
|
|
3
1
l
|
;
FIELD TEST RESULTS ON THE EFFECTS OF 1
: CONFERENCES ON CHILDREN'S-INDEPENDENT READING j
o BY DEBORAH M. STEWART, MARY R. QUILLING, |
AND DOROTHY A. FRAYERZ2 i

’

In Chapter II, the field test evaluation of the independent reading
conference‘brocedure was describegd in terms of the characteristics, treat-
. ment, and r#sponses of the adult target group. The procedures and results
: of the stud% with respect to the student Eérget\g;gggkare now summarized.

l 1
'Participatinb Students '
|

The field test was carried out in six muitiunit schools in Wisconsin. J
4
i
1
|
!

Students had a wide range of reading achievement and represented all grades
— —from 2 to 6. aswell-as-a varfety of populations ranging from rural to
large city. As shown in Table 16, approximately
' in conferences and remained at thé‘participating
ference period.

340 students participated
school throughout the con-

}
A . ‘

\

\
This section is an abstract of sections of the report by Stewart,,
Quilling, & Frayer, 1971.
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Design and ‘Procedure

There were two prected major outcomes from the student target
group: -

-5
. «

1. children read more (more books ox longer books or both),
o ‘
2. Children express more positive attitudes téward reading. ’

The secondary objectives, which might be observed for some but not all ‘ -
children, were as fo;lows:

.

- ‘

‘ 3. Children's word recognltlon skills ang readlng comprehen51on .-
improve. |

~

N \
4. Children read more rapidly.

g

Children recad more frequently when they have“‘bmg&e&ef\\\

[%;]

a°°1qned tasks,

LN

o, Chlldren continue to read more books after conferences \\‘\\ ,

arce discontinued. ’ \“\\\ 1

Pupil performance was evaluated 'with respect to both the primary
objectives-~-the ‘amount of reading and attitude toward reading--and the:
secondary object1ves~—read1ng skills or achievement and continuing effects
of the 1ndependent reading conferences. The design of the evaluation for
the pupil tdrget group is outlined in Table 17; students selected to re- -
ceive conferences, as described below, were divided randomly into three
treatment groups‘to participate in the conferenge proyram at various times
and for different lengths of time. This design permitted the evaluators

- to gain additional information about the effécts of vary®¥ng length of

‘ conference periods and, with the provision that two- thirds of the students i
had conferences during each ,of the eight-week periods, enabled schools to ///
schedule conference leaders' time eff1c1entlx Sélection, randomization,
and data collection procedures, outlined in Table l7, were-Tarried out
at all six saites.
. All students in the participating grades in each school maintained
lists of books completed during an eight-week baseline data collectlo -
period. At the end of the baseline period, R & D Center staff visitéd

each of the six schools to compose, on a randéa_EEEIET“EHe three eatment "

groups made up of students selectéd to receive conferences. One-third

of the students, or a minimum of 30, from each participating unit or grade ‘.”
were identified as, those who read fewer books than their peers. The total e —
number of students in each schbol and the number receiving conferences are

shown for each unit or grade in Table 16. Student record sheets were °
kept during the baseline period and the two conference periods in order

to assess attainment of the first primary objective for students~~incredsed ?
reading. Attitudes toward reading, as well as readlng ‘skill or achieve-
ment, were assessed prior to the first conference period and again 16

, .

.

/ , ,
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TABLE 17
WITHIN-SITE IMPLEMENTATION DESIGN
Dates ' Procedure
Sept. 21 - Nov. 11 Collect baseline data on amount of reading
Nov. 12 &-13 %dentify conferees and randomly assign to groups ¢
Group 1 Group 2 . Group 3
Nov.'16 Administer attitude and-achievement tests, introduce
w new books . *
Nov. 16 - Dec. 18 Hold conferences, Hold conferences,
Jan. 4 - Jan. 29 . collect reading collect reading
. ' data data® . . —- ‘ °
\
[ — e Y '
Feb. 1 - Mar. 26 3 . - Hold conferences, Hold confer-
o - T collect reading “encés, collect
data x * reading data )
Al ‘
Mar. 29 - Apr. 2 Administer attitude and achievement tests

.
[
.

weeks later, after both eight-week conference periods had been completed.
To assess attitudes, students in Grades 2 and 3 were given the Primary
Pupil Reading Attitude Ihventory (PPRAI) (Askov, 1970), while students
in Grades 4 to 6 ligted four ‘gift preferences and four favorite free-
time activities, sihce no formal irdstrument was available. Readlng
achievement was measured by various levels of the Gates-MacGinitie

_ Reading Tests, PrlmarynB for second’ grade students, Primary C for .third

.
14

graders, and Survey D/for fourth, fifth, and sixth graders.

) All of the selected students had conferences with an adult once a
week for at least eight weeks, the period shown effective in prior re-
gsearch. Students assigned to Group 2 received conferences for 16 weeks.
Throughout the period in which they cenferregd, children maintained the
Student Record Sheets, entering the title and completion date of each
book read. Conference leaders kept 1nformatlon about the conferences
and the chlldren S progress and interest on Conference Record Cards.

During ‘on-site monitoring or program implementation, adult conference

leaders,were asked wh ther*students read more frequently after assigned
tasks were completed, and whether ‘the increase in reading brought about
by the: confersnces continued after the conference period ended.

\ s ‘2 . -
. . '
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“\\\TT\-~\NW\
Descriptive and inferential statistics were calculated w1th~feapeut )
.to each objective listed earlier. Since instrumentation was alike within
the primary levels and within the intermediate levels, analyses were ]
performed for the combinéd age/grade groups within each level. Three |
main effects appeared in all analyses of variance: change, blocks, and ’
conference groups. Change from preconference to postconference was the i
main effect of interest in each analysis of variance. Block effects |
included all the groupings over which the experimenters had no control-- . -1
school, grade, and sex. Conference groups contrasted the various experi- 1
mental groups to which students were randomly assigned: Group 1, con- ]
ferences during the first eiéht-week period; Group 2, conferences during i
both eight-week periods; and G¥oup 3, conferences during the second eight- i
week period. . 1
Detexrmining whether the conference procedure 1eads to a significant ;
positive change was of primary importance. It was also of interest to
determine whether this change occurs systematically across conference |
groups and blocks. The following discussion presents results for the |
primary-level children first, and then gives results for the inter- *
mediate level. |
Effects of conferences on primary-age children. an analysis of 4
variance of the number of'books read at the primary Tevel indicated %
i
|
4

significant change from the preconference period to the conference
period; thus, the 1ndependent reading conferences p051t1vely influence |
the amount of independent reading. Inspection of means in Table 18
reveals that an average of 5.5 more books were read during the conference
period than during the baseline. A significant interaction of Change and
Schools suggests that the degree of change from preconference ito conference .
reading varied among schools. Although the. ffect of conference groups !
was not significant, it may be noted from Table 18 EHat Group 2 pupils, ~ J
who nhad conferences for 16 weeks, showed a\greater change in the' ;
average number of books read over an elght—week period than did puplls ;
having conferences for only 8 weeks. The means presented in Table 18 ~ g
also show that students in School A made the greatest absolute increase NE
1n number of books read, but students in School C read nearly 13 times \i
as many bocks during conferences as during the basellne‘pexlod In School i
A, duraing-conference .reading was over five times that of baseline; in - i
School B, about double baseline. ' .
Attitudes toward reading, as measured by the PPRAI a forced-choice
technique, did not change significantly overall from preconference to
postconference testing as a function of conferences alone, but were
related to differences in school, grade, Bex, and conference group. . N
Variations in change {n attitude within schdqQls may represent an effect N

"of conferenqe leader~pupil assignment, which was.pot investigatéd. Mean.

changes in attitudes ghown in' Table 19 were geneka ositive for stu- N
dents in Grade 2 and negative for Grade 3. All nedativa~attitude’ changes \*\
are associated either with the first conference period (Group the
16-week period (Group 2). Apparently the group starting~gonferences: later
indicated uniformly positiVe change in attitude. )

1

; ' ' . R : / '
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D)

~of the test were adml

.of about four score points were observed on e

NE

o

B Mean Pre-  |. Mean Chan inactitude | . .
. - “*“\\i;;ﬁRHQSSS\Ié\ by Conferen \broup “ Mgan Change ,
Grade \‘s\ggggol “Rtt%%gde Scd 1 2 U é\‘ h._ in Attitude g
- ‘ . 2,08 ' .58
-1.25 2,77
1066 -~ 1,67
.00 ‘ - .33
= 1.21 - - - ,48
1.50 - .20
.90 - .20
Nr B
" 1.04 .12
1:23 «]1.14
" C 1.50 .20
\ﬁm 11.26 .49

Childgen of)primary school age wer tgsted on voggbulary and compre-
hension subtegts ol thé Gates-MacGinitie Re ing Tests. Alternate forms
istered during November 0 and March 1971,\thug,
without taking regressiqn effects into account, grade score gains oﬁﬂ%s
approximate ly four” maenth could be expected to occur. While raw %core.s
were ufed inthe’ analysis, or descriptive purposes the raw score averages
were converted to grade scores, and are presegted in Table 20.

Analysis of variance show
and comprehension as a result of the confere s. On the average, gains..

nj;h test;” these convert to
grade score _gains of three and four months for' the tgo/subtests and age/
grade groups. ) P
There was a slgnrficant va;zgtlonxln the gafns as a functlon of grade

and school. ,From the mefn scor
averages for‘'pupils in Grade 2.were about at grade level, and the same-
was true for Grede 3. Overall, second graders made greater gains than
third graders. Children in School A--particularly in Grade 2--made
greater gains than children in other schools, especially in vocabulary,
thus acgpunting for the SLgnlflcant interaction found between Change,
School, and Grade. It is noteworthy that School A's 1mplementatlon was
amgng the most highly rated.: -
Schopl staff reported gréatgr incidente of ¢onferee's readlng during
free time, particularly at Schoois A and B. Due to changes and expansion
of the IMC at Schéol A it was not possible to determlne whether 1ncreased
library use was due to the conferences or to the facility changes. At

"School B the IMC director reported definite" increases in chlldren s ‘

free-time readlng and library use,

. =

significant improvement in both vocaﬁﬁlary

in Table 20, it may be seen that pretest

P
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Effects of conferences on intermediate-level childrén. Due to
irregularities in program implementation and data collection, analyses
o for Grades 4 to 6 are not based on data from all participants in the
g " four schools (C=F). For analyses of variance of the changes in amount
. of outside reading and reading achievement, data from students in the
following. schools and grades were available:* School C, Grades 5 and 6;

Schoél‘IETtQades«4~£CHﬁg_$ghpo1 F, Grades 4 and 5. The analysis of
.variance 'of chagges in attitude involved students from Schools D and F
. only.

The number of books read by students in Grades 4 ‘to 6 showed significant
. positive change as a result of the conferences. However, effectiveness of
the conferences on amount of reading differed among grades, schools, and
grades within schools. The average number of books read in the eight weeks
prior to conferences, average conference-period reading, and mean change - -
in number of .books read are given in Table 21. Inspection of the table
shows that sixth graders showed less increase than other age/grade groups.
Overall, pupils i’ School D imbroved the most, but the sixth graders in
School D improved less than any other grade group in any school.~—Dif-
ferences among the\three conference groups favored 'the second eight-week .
group but are not significant. Amount of preconference reading was high-
est in School D, whete all but three\Qf the students selected for conferences
e were reading from three to seven books\in the preconference period; at other
schools, three books were typicdlly the imum read by the children selected
» for conferences. During conferences, intermediate grade students read, on
the average, more than double the number of books they had read prior to
confeéences. .This effect was noted even in School D, where a large number
of books had been read in the preconference period. 1In School F, where.l4
of the 38 children read no books prior to conferences, and where no students-
selected to receive conferences had read more than three books during the
,breconfereqpe period, the increases in amount of reading were also large.
- The fourth graders in this school read, on the average, nearly four times
as many books during conferences as they had in the preconference period,
. while fifth graders read six times as many. .
o To ass€ss intermediate students' attitudes toward independent reading,
each student was asked to list four things he would most like to receive
as gifts and the four activities he preéferred to do in his spare ‘time.-
Thus two indicators, each with a range from' 0 to’ 4, were obtained. - ©Only
Schools D and F returned complete information on attitudes toward reading.
In those two schools change in attitude as ‘a result of conferences was
N significant, as was the interaction of the change in attitude with con~
. ‘ . ference grcups and schools. The number of times a book was listed as
one of four preferred gifts increased at all grade levels, as Shoﬁn in '
Table 22. Whereas almggt no children listed books before the conference
program, three out of four indicated this preference after participating
in conferences. Changes in listing reading as a preferred activity
were fewer. Higher-order intefactions make it difficult to interpret
the significant change in“attitude as a result of conferences.
In addition to the vocabulary and comprehension subtests of the Gates-
- MacGinitie Reading Tests, the intermediate-level childrén‘also received the
H subtests of speed and accuracy. As in the primary grades, alternate forms
were administereg in November 1970 and in March 1971. ‘
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The anglysis of variance of standardlzed test scores of students
in Grades 4 to 6 indicated that the change from preconference to post-
conference reading performance was significant overall and for all
four vdriables--vocabulhry, comprehension, speed, and accuracy. Raw
score means and their grade’ equivalent conversions are presented in
Table 23. It is apparent from inspection of the mean gain data that

+ Grade 4 pupils made relatively greater improvement in vocabulary and
comprehension, while for Grade 5 and 6 pupils it was in speed and
accuracy. Much larger than expected grade score gains of one year !
were observed for Grade 4 pupils in comprehension and for Grade 6

- pupils in speed. However, lower than expected mean gains were recorded

- for Grade 4 in speed and accuracy. The variation in performance among

the three grade levels was significant, as were differences among schools

. and between sexes within grades. Differences between conference groups 1
were not significant.
- The reported effedEg‘of'conferences on students' free-time reading "ﬂnmw~w4
were generally positive at the intermediate level. Most students main-
tained the reading habits developed during the conference period. The
librarian at School F noted that the number of books normally checked

out per day was nearly doubled as an apparent result of the independent
reading conferences.

— —

Discussion s

o

The results of the field test study for both brlmary- and intermediate-
level pupils are in accord with the results of the previously reported
controlled experiment. Overall, children part1c1pat1ng in the conferences
showed increases in amount of independent reading, more p051t1ve attitudes
toward reading, and increases in reading achievement test scores from the B
preconference to the postconference period. Moreover, evidence suggested

- that children continue to read-independently after the conferences -are
- discontinued.

?
i
1
-
|
i

o
Because the conference program was implemented by Staffs in six

E
different school settings, the results‘of the field test support i
the conclusion that the conferences are succe$Ssful in meeting pupil 1
. objectives of more ‘reading, improved attitudes toward reading, and improved g
reading sKills. However,\&t should be noted that varying degrees of suc- ]
cess in meeting the pupil target group objectives resulted from different
- _ - levels of attainment of objecti;EE\E; the adult targeE“groups,\as reported i
in Chapter II. In general, for all tade levels, the higher the adults . ’
scored on knowledgé and applicatiop of ram principles and procedures,
. the more effective were the confefences in eeting pupil objectives.
In summary, the research on this motivatlonal-lnstructlonal procedure,
as reported in the present and preceding chapters, leads to two conclu-
sions: (a) When conferences are properly implemented by adults, children
show dramatic increases—in—amount of reading, attitudes toward reading, k
and reading skills; and (b) the multimedia educational materials developed
for this motivational procedure are effective in imparting to adults the
i

knowledge and skills needed to 1mp1ement properly the, independent reading

conferences. . . -
’ - .

o ki




64

~ TABLE 23

MEAN PRECONFERENCE AND POSTCONFERENCE VOCABULARY COMPREHENSION
SPEED, AND ACCURABY SCORES AND MEAN PRECONFERENCE T0
POSTCONFERENCE GAIN, GRADES 4-6; SCHOOLS C, D, AND F

Preconference ' Postqgﬂ%erence /Mggn
- Test Grade Schools Mean rMean . Gain
Vocabulary 4 c, D, F 21.56 s 7 25.87 4.31 ’
‘ ' (4.2) j (4.7) . (.5)
5 c, D, F S 24.61 V// 26.27 1.66 ° -
: “(4.5) (4.7) (.2)
. ? - \
i - 6 . C and D 33.63 34,07 .44
(6.3) (6.5) (.2)
Comprehension| = 4 ¢, D, F 24,72 31.77 7.05
\ (3.7) / (4.7) (1.0)
. 5 C, D, F 28.79 \ 31.46 2.67
(4.2) . (4.6) (.4)
6 ‘| CandD 40.01 o 41.23 1.22
‘ B, (6.1) . {6.5) . (.4)
'speed 4 | ¢ b, F 14.54 15.16 /' .62
(4.5) ¥ (?m 1
5 C, D, F 14.72 16.30 " 1.s8
| (4.5) (4.9) (.4)
S 6 | CandD 17.70 20,52 2.82
B - (5.4) (6.5) (1.1)
Accuracy 4 c, D, F 12.81 . 12.41 . ~. 40
' (4.4) 7 (4.2) (-.2)
5 | ¢ b, F ’ 1™73 14.87 2.14
- : (4.5) 14.9) (.5)
: .
6 c Qi D 17.11 19.63 2,52 -
g . (5.5) (6.1) (.6) g
« A

Note: Grade scores are given in parentheses.

/
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EFFECTS OF GOAL-SETTING CONFERENCES ON _
CHILDREN'S LEARNING OF SUBJECT MATTER >

During 1967-68,. rand _again during 1969- -70, controlled experiments
were carried out by Center staff to- investigate conditions under which
individual goal-setting conferences are effective in motlvatlng*chlldren
to learn subject-matter content. The results of thesé&™two experiments,
described in the first two sections of this chapter, were 1ncorporated
into the multimedia education materials developed for this motivational-
instructional procedure. The effects of the group conference procedure
) on the- pupil target group, as determined by a field test, are summarized
in the final section of the chapter,

CONTROLLED EXPERIMENT ON GOAL-SETTING CONFERENCES IN ARITHMETIC
_ BY BARBARA J. KENNEDYl

- -

. - .
A\ ' Participating Students ) |
L . I
14

The experiment was carried out during the 1967-68 school year in an
inner-city multiunit school in a Wisconsin city with a population of
about 100,000. The 48 children participants were selected from among ’
the 142 students in an I & R unit which contained children of ages
' equivalent to third and fourth graders., The majority of the children -
v " were black,, :

‘Research Design

\ ) ' Early in the school year, an arithmetic achievement test was adminis-

\ tered to the entire population of 142 .childreri. On the basis of their

scores on this test, the students were - -grouped into six achievement levels

T x from low to high. Each achievement-level group was put into a separate
'1nstructlonal group, with the exception of a large block of students at
the middle level of achievement--scores of 40 to 60--which was divided

- into two groups as shown in Table 24. .Three instructional groups were

selected to partlclpate in the experiment--Group II, Group IIIB, and

Group V, which represented one group of low, one group of medium, and

one proup of high arithmetic achievers, /

iThe arithmetic instruction in these groups was based on the use of

individual progress folders developed by the mathematics consultant for
the school system. A sample of an individual progress folder is given
in Tﬁgle 25. The folders were designed in checklist form to include all

the jor concepts from the third grade arithmetic curriculum. The concepts

=

This section is an edited abstract of the research report by
Kennedy, 1968. 65

.
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TABLE 24
ARITHMETIC INSTRUCTIONAL GROUPINGS BY ACHIEVEMENT LEVEL
T
IN T &R UNIT ~ \
G — T
Achievement~-level Instructional S
Groups / i Groups 5\\\\‘
Group I N =29 i
(scores 0-20) -
Group II *N = 17 J
»  (scores 20-40) ' i
) g S
Group IIIA N = 25 ]
Group IIIB *N = 24
(scores 40-60) i ‘
Groap v . N = 27 ' i
(Scoreg 60-80)
Group V | *N‘=_23
(scores 80-100) ” r .
Group VI . 'N = 17
cores 100-130)
M ; —,M‘—-

) *Groups selected for participatien in the,experiment.” e

.

were further analyzed into subconcepts, and each was stated in logical
sequence dséa pupil behavior 19d1catﬁbe of skill mastery. Alongside the
statement off each subconcept was a ,Square to be colored in by the stu-
dent following the completinn of 1nstruct10n and testing of *that skill.
Within each classroom the folders were used in the following manner.
Each lesson was presented initially to the ¢lass as .a .whole, and later
to remedial subgroups if considered necessary by the teacher. It ‘shoul
be noted that this procedure did not permit some students to move ahea
as rapidly as they might have, and it also tended to force lower achi
to move ahead before they were ready. Thus the instruction was not #ruly -
arranged to encoufage large dlfferences in rate of progress.

tered. Acquisition of the concept or skill was defined as achieying a J
perfectlgcore on the test. Admittedly it would have been bettef to use

~a lower “score, such as 80 or 90, to allow for error of;measurement. When . 1
the student had a' perfect score, he colored in the squgre in” his folder i
adjacent to the statement of that concept or skill. If e student did }
not make a perfect score_he could attempt the test agairf, either during |
free class time or after school hours. There was ,no limit on the number 1
of times a test could be aftempte? by a student. i

.
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- | " TABLE 25 @ | | - T
SAMPLE SEpTION FROM AN INDIVIDUAL PROGRESS FOLDER FOR GRADE 3
‘ * .
) PLACE VALUE
[:]Read and write numerals to 100. : Explain tens and ones; for_
) example tiat 12:
= [:]Read and write numerals to 1,000, [:Jis 1 ten, 2 ones
2 .
. [:]Read and write numerals to [:Jis 10 + 2
-~ 3 10,000.
Write numerals showing tens
- Count by: &= and ones. :
t ' 1
[:] 2's to 100 [:JS s to 150 [:JRename tens and ones.
[J10's to 300 []3's to 99 ‘
) Explain ones, tens, and hun-
1
— [:] 4's to 100 dreds;’ for example that 245: ]
. . i
\[:]Write numerals - for sé&s of tens [:Jis 2 hundreds, 4 tens, 5 ones
, . 4
‘ and ones. : [ Jis 200 + 40 +°5.
' [:]Rﬁgzouptfor addltlon and e Explain place value; for ex- .
S » , Sudtraction. ample that 2,872: . L e 1
\ . Write numerals for sets of [:Jls 2 thousands, 8 hundreds, ‘ ;
. hundreds, tens, and ones. 7 tens, 2 ones ; L ]
[ZJWrite numerals for sets of . [:]15’2,000 + 800 +.70 + 2 -t
thousands, hundreds, tens, ) .
and ones. % %
~

E
. From each of the three instructional groupg, 16 students were randomly 1
4 selecteq and divided among fbur treatment groups. Children in three of the
, groups had individual conferencés with a teacher once a week for six weeks. |
- During these conferences, the child's progress was briefly discussed and
\ goals were set for the following week. Children in the fourth group had
no conferences. The four treatment groups are described as follows: o
i
|
:

Do Best: Each week the téacher had-an individual -conference with
the child in which he told the child to do his best during the
! coming week.

\ Self~Set: Each week the teacher hadd an individual conference with
\ the child in which he asked the child to state how many concepts ’
3 or skills he would try to master during the coming week.
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Teacher-Set: Each week the teacher had an individual conference
with the child in whirh he gave the child a specific goal for
the coming week ‘and told him to try to reach it. -

' . -~

v

Control: The child kept his folder, including records of tests,
| ) but had no conferencaes. Children in the control group werd, however,
.in the same classes as the children who had conferences.

. , For each child, a record was kept of the number of squares colored .
prior to the experiment and during the conference period. Initial acqui-
sition was measured by the number of squares filled in during the conference
'period. Followinhg completion of the six-week experlment an arithmetic
achievement test designed for use 'in conjunction w1th the folders' was
administered as-.a retention test. ! Y
+  In addition, a preference inventory was administered before the goal-
setting conferences started and again as a posttest to measure attltude
change toward arithmetic. The preference inventory consists of a series

of pairs of pictures of students engaged in various academic activities.

. For.each pair of pictures,'the child selects that one represénting the
activity he would prefer, given a choice between the two. There are )
parallel forms of the test for poys and girls, differentiated only by ‘/
the sex of the children portrayed in the drawings.

’

-
Conference Procedures

‘

”

All the godl-setting conferences were conﬁucted by the unit leader.
She was familiar with the background and scholastic performance of ¢ach
ch11d in the study. Although this unit leader instructed some of the
chlldren in other subject fields, she did not teach any of the arléhmetic
groups from which the children were drawn. Further, the three teﬁchers
whose students were involved in the experiment did not know which treat-
ment"each child was rece1v1ng. These procedures were followed so that
the teacher could not inadvertently teach a child d1fferent1y qapendlng
on which treatment that child was receiving.

‘An attempt was made to keep the social content of the conferences
identical across treatment groups. :All children were given praise and
entouragement with statements such as "You're doing fine." fThe only dif-
,ferences in the conferences related to the goal instructions. Conferences

. " were held Monday thipugh Friday mornings ‘between the hours.of 10:30 and
. 11:30. The day and time for edch child was randomly assigned.

N

Results e . T

~ A <
. ~

Initidl acquisition. The mean numbers of‘squares colored in by each
treatment group, and broken down by achievement 1evel: are presented in - v,
_ Table 26. In every treatment condition the Medium achievement .group had

the highest acquisition scores. However, the three groups were working ' 1
+ on different. tasks that probably were not of the same level of difficulty.
" Within the High group, the chlldren who were allowed to.set their own

[ A
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) ... TABLE 26 + . : \
, e, -
- * " MEAN ACQUISITION SCORES AS A FUNCTION OF ACHIEVEMENT

LEVEL AND-TREATMENT GROUP

. ¥ >, - N

-« -

) k ‘chgEeVEméBt\ ‘ ot . . o
: v " Level Do Best *+  Self-Set Teacher-Set =~ Control
v . ] i .
A High 30.75 57.25 45.75 38.25
T Medium 68.25 66.75 67.75 < $9.00 ’
) "L .Low. 9.75 6.50 11.75 §.25 :
y _ - . S
© .$  Treatmént Means  “36.25 43.50 . 4l.%A 35.50 .
“ . s - . "\
. N ¢ . -3 \ L -
. weekly goals scored M@ighest on acqulsltlon. In the Low group, the best
performangé was from the children who had their weekly goals set for them
. by the tejcher. The overall treatmentﬁneans indicate superior performance
by the Sel /get and Teacher-Set goal grouPs, followed by the Do Best and 4
LI the Contro groups, respectively. .
. + Th .fqQr the three planned comparlsons--Conferences vs. No
Confer ncej, Do Best Goals vs. Speclflc (Self-Set and. Teacher-Set) Goals;
and Self- t Goals vs. Teafher-Set Goals—-are presented in Table 27
, \ . T . ”’. - i ‘ - - .
‘ - WABLE 27 , S
o taA i N I
. COMPARISON MEANS FOR ACQUISITLON SCORES IN ARITHMETIC ’
*» ) \ ~ .
F - - ~ T = ~ Ny
’ CompArison ‘ ‘Conferences No Gonferenced -
1 S ' 40.5 , 35,5, _ ¢+ T
’ " Comparison . £ .Do Best Goals ' Specific Goals
. 2 : . 36.25 T 42.62
- . ‘ ‘l‘& [ ‘w .7 .
- Comparison & Self-Set Goals o . Teacher-Set Goals “—
. 3 , 43.5 - *41.75
. ot"m -, R or . ' . . - ) . . . ': N »
'i .
£ : AltHbugh none of thése comparlsons reached statistical sxgnlflcance at
' . 'the, .05 level, the results are in.the hypothe31zed directidn; that is,
e the children receiving conferences attained hlgher than'did thdse not
N ) recelving‘conferences, specific goals léd to higher attainment than

‘e

general (do best) goals, and self set geals produced higher achievement

than~teacher~seﬁ( gtials. C . A e
- Al L]
s i . i ’ . ’ % & '
€A ~ i . -+ b \ .
¢ l Yoo ’ P . ~ . [
‘Je . :\; “ . \ R !\ -
»? Ve - 5. ? a3, ~ S ¢
R e T —
n :’ - ¥ ‘- .t
LY PRI - . v h .
" - . a e . . !
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‘Retention. Retention scores were also obta;ned for the pupils 5% the J

- end of the experlment As was the case with the acqulsltldn\§gpres, the i

students who had conferences achieved a higher average retention score than 1
those who dtd not, and those who set specific goals rétdained more than -

those who were told Lo ¥ (hSlr best. There was .no slaqnificant differonce 1
between students who set their own goals and students who had their goals -~

set by the teachers. However, high-achieving students scored higher when

they set their own goals, while low-achieving students Scored higher when 1

i

.

the teacher set their goals. \\Q§}r\ |
Attitude Change. Attitude scores were calculated by tallyln the . -

number of times each child selected arithmetic as a preferred act1v1ty.
H1qh~ach1evement children had highly favdrdble changes in a titudes toward
arithmetic when working toward.specific goals and negative attltude changes

when workfng toward genecral goals. Children at the medium achievement,

level had positive attitude change toward arithmetic in the general goal .
treatment and no attitude change in the specific goal treatments. Children *
of low achievement, unfortunately, had Regative change under both treat-

ments. This result will be discussed further in the next section.
v \ ! “ . P .

4 ) . »

T ity . o
Discussion s

1
1
|
]
|
1
4
.
N !
» Some comments are in order concerning thé limitations and difficulties ]
1mposed on this study by its having been conducted in a clasgroom situation. i
lest,‘the teachers of these classes were required to introduce, for six
weeks, 'an instmuctional technlque which allowed for maximum individual . #% |
mobility of students. 'This required con51derable daily planning, constant {
: regrouplng of students within a class, and continuous scorlng of tests |
and bookkeeplng. A5 one example of this, tHe highest acqu151t10n score
by a student for a single week was 50 items, and the average weekly item 1
scores for the children across all treatments were: High, 7.67; Medium, 1
10.91; and Low, 1.55. Thus, "the sheer-mechanics$ of testing and record }
keeplng were considerable. Further, there is no guarantee that, procedures
were followed in an identical manner by the three tefachers. 1
' Another problem of the study was-thaﬁ the arithmetic items were not
of equal diffitulty for the three achievemerft-level groups. Also, the
] numbers of items that could be completed and the squares which r¢ould con- i
ceitably h‘ filled per'week by the different classes varied, The fact- that 1
the Medlum group had the highest scores is explalned mainly in terms of
the dlfflculty of the'material and how the teacher handled the situation. -
.The Medium group began work at the base level ‘in_the folder that was approp-
tiate for. them, and thus were aple to proceed very rapidly. On the other
hand, thé ngh group worked at a hlgher dlfflculty‘level, but were given
ea51er tests which they could'pass only on their request during free time
or' aftfer school. The Low group also began work at the same base level in
the folders as the Medium level. However, instruction for these children
proceeded much nibre slowly and*opportunities for individual mobility were |
limited. , The concepts were probably too difficult for some of those chil-
‘dren. *They did not learn much axithmetic, as indicated by their low scores; °* 1

v

and still worse, their attitudes toward arithmetic deteriorated. All this
could have been 'avoided by starting them at an approprlately easier and
L lower leyeél., ) .




her featﬁres of the experimenf which imposed limitations on the
"were the relatively short time period (six weeks) and the small

of children in each cell (N 4). Both these restrictions were .
For example, the size of the classes was 1nadecuate to increase the number

of students in the experiment, and the constraints of, the curriculum and
teaching devices prevented extension of the experimental period.

Two other factors which should be taken into account when judging the
‘results have to do with the students themselves. Teacher reports indicated
that a}l students enjoyed working with. the individual progress folders and
. With the tests. Therefore, the motivation induced by the instructional
method "alone may have been great enough to offset some of the effects of
the conferences. This is suggested by the data in a few places where mean
—eontrol scores are superxior to a particular treatment mean. The other
factor which propably’piEyed a significamt role in offsetting treatment
_effects was student discussions with one another. This is impossible to
overcome 1in such a school research setting. Teachers reported that the
students from different treatments compared their goal statements and also

- . competed to color in as many squares as possible in their folders. Attempts

were made to minimize comparison and competition by allowing the students
to bring their folders up to date only once a week, but. the effectlvene&s
of this technique was limited. : \ @
Despite these many limitations, middle- and hlqh—achleV§Bg students

who set their own goals learned more arithmetic than did those\of the same
achievement levels in the control groups or those who had goals .set by

the teacher. Further, it is suggested that goal-setting procedures would

also be effective with lower achievers if teachers start them at approp- ‘.

riate levels of task difficulty and use proper instructional materials.
|

- -

“

CONTROLLED EXPERIMENT ON GOAL-.SE-.TTING CONFERENCES IN READING . *
'BY JOHN r;. GAAZ . . - Y SRS

' i. - e
- The subjeaﬁs in- the experlment (conducted during'the 1969—70 *§chool
year) were students frof Unit D (thi¥xd,and fourth graders) and students
from Unit B %first and.second.gradets) at a multlunlt elementary school
located in a lgw-socioeconomic area of a middle-sized Wisconsin city.
There were 25 males and 27 females from Unit D and 24 males and 27
females from Unit B. Only those students who had-not preV1ously ‘mastered
" the readlng skill whlch was to be the subject.of instruction during the
conference period were- included as subjects. - .

~
-

¢ . h 4

Research Design . : - - oL -

Three treatment groups were employed in each unit: goal setting,
conference, and control. The same R & D staff member conducted all confer- L«
ences. On the ba51s of previous achievement test scores, students within

- . : .t . / ) ’- .~:
Partigipating Students, S T ' cLol T

‘ ) .
- Lt

2This section is an edited abstract of the research report by Gea, 1970.

- noo. . . "
”
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a unit were blocked into three achievement levels (high, medium, and low).
Sex was the other blocking variable. , Experimentf) students were assigned
to reading skill classes using a stratlfled random a551gnment procedure
whereby each ‘teacher had one student from each of the cellsg of the experi-
mental design. Teachers were not,told which treatment group thelr students
were.assigned to.

. Reading 1nscruct10n,zn both units followed the Wisconsin Deslgn for
Reading Skill Development, a-product of the R &.D Center. The Design
1dent1f1es readlng skills which are essential in Grades K through g and
includes’ assessment exercisgs for each skill. Instruction is o gariized
around six gefieral.skill arexs which 1ncorporate the specifi< reading °
‘skills. The general skill are

* Skills, Self-Directed Reading,

N
N

instruction on Study
Skills while Unit B was working on Word Attack To ensure that students

toward ach1ev1ng the goals they selected.

With the exception of this stip-
’, ulation, teathers were allowed to follow t

eir normal teaching procedures.
-

<

Conference Procedures

«
-

. Students in the goal setting group received waekly individual con-
- ferences. Durlng the 1n1t1a1 conference, students were glven an explanatlon

in this context. The Checklist was read to the student and he was asked
‘to check the _goals he would try to attain during the comind, week. No guid~
ance or feedback -was given by the conference leader- at this
) : selecting his goals, the student rated his confidence 1n atta
' goal he had set. s :
At the end of each week, the classroom teachers were given &
the same behaviors dontained in the student Goal-Sétting Checklis
Teachers rated- students on degree to, wh1ch goals were attained,
;f‘~<\~_\*‘k\; ~ Om Monday of thé second week, the- goal—settlng group received a
secorid congerence. Students received feedback on and reinforcement fo
their performance of the previous week. The conference leader compared
the goals set by the student with the teacher's ratings of that student's
achievement. This allowed the student to receive feedback on the‘approp—
" riateness and accuracy of the goal& he set during the previous-week and
on his general achievement level.’ The remainder of the second cohference
was devoted to setting goals for the coming week and to confidence ratings.
. The third conference for the goal—settlng group fqmlowed'the _proce-* -
~—- -duxge established for the" second,confezence. «feedback on approprlateness
and agccuracy “of goals, drscu551on of. the previous Yeek's material, rein- .
t for materlaLmlearned dtscussion of the #aterial for the com1ng -
sett1ng, and confidence rating. Achievement ‘tests and~atq%tude . o
e administeréd to all students on Friday of the third weé&kn:

1°txeatment groups were admlnlstered the tests and attltude !
same time.

measures w
Students in

- measures at th
. n .
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? On Monday of the fourth week, all students in the study were given

LN an individual goal-%etting conference. This conference followed the

’ procedure of the first conference received by the goal-setting group.
The reason why all students, 1including those in the gontrol group, received
a goal—settlng conference durlng the fourth week will become apparent in

N R later sections. — .
The conference group was treated exactly like the goal-setting group
- except that students did not set specific goals, and therefore did not

receive feedback Eoncernrng their performance in relation to specific
goals. Instead, the cdonference leader pointed out general classroom goalsws
and discussed the material to be covered during the coming week. The pur-
pose of 'the conference group was to identify any treatment effect arising v
from the social inteéraction of the conferenhces rather than the goal-setting
- procedures. The confefence group was assessed on attitude ard achievement
-measures just as the.goal- settingwéroqgmwas. The conference students received
a goal-setting conference in thé fourth week wh lowed procedures
identical to the initial conference in the goalfiztifig‘grbup\\
The contwol group consisted of. students who did not receive any indi-
vidual conferences during the first three wee€ks of the study. These
- students received the same classroom instruction as the goal-setting and
conference students and were-admlantreed the sarf® achievement tests apd
attitude ficasures.’.On Monday of the fourth week,' the control studenfs
received a goal-setting conference w§th procedure identical to the initial

conference recelved by the goal-setting group. /////// et ‘1

'. Results

Analyses were carried out separa ely for Unit D and Unit B on the .
.following measures. (a) attitud fgward reading--as assessed by scorés J
. * on the Primary Pupll Readlng/A tltude Inventory (Askov, 1970)‘\and att;tude - ‘
toward reading-skills class--as ‘assessed by scores on the ﬁeadang Sklll |
Attitude Inventory; (b), ébhlevement—-as assessed by scores on approprlate
subtests .of the crlterlon—referenced Wisconsin Tests of Readlng Skill Dey~ ‘
elopment Battery anfl on experimenter-dev/goped achievement tests for eaCh
un1t, and (c) goal-sétting behavior—--as assessed by number of goals et,
! . the absolute’difference between number of goals set and number ac
and ratings of confldence in ab111ty to achieve the gdals set. e measures* -
of goal-setting behavior were collected during the-goal-setti conferénce
- _received'by each group during the fourth week of the experiment. : )
\ o . Results fér Unit D. A multivariate ana1ys1s of scores on both att1-
. . tude assessment dévices 1nd1cated no s1gn1f1cant differences between the ' LN
- three treatment groups. However, the'means were in the predicted direction.
’ The mean of the goal-setting group was higher (reflecting a more positive
} .attitude) than that of either theﬂgonzerence or control groups: on the
C Skill Attitude Inventory and’ hlgher than the average of the conference -
' ~ "and control..groups “on the/Primary PupiﬂrReading KEttitude Inventory. .
.. Mmtqggivarlate ana1¥§es carried out for each of the achievement measures
revealeanﬂﬂﬁ&n&pspases, ho significant difference between treatment groups.
In both analys s,“ e onk¥y variable significantly related to scores on the
'egﬁs was prior achievement leVel. Scores on both achievement,
i

pr?gr achievement level decreased. . f¢{/
»

-
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In analyzing the goal-setting behavior of students im the study,
three behaviors were used as dependent measures: the n er of goals
t, the absolute differerce between the number of goals set and the
r of“goals achieved, and the confidence students displayed in their
Q attain their stated goals. A multivariate analysis of variance
revealed th the only significant differences in goal-setting behavior
.appeared as a fufietion of the comparison’of the goal-setting versus non-
goal-setting treatments. - N
\\\ + The scores of the treatment groups .for each of the goal-setting ¥

" ~
“behaviors are shown in Figure 5. An_examingtion of the figure reveals?® 2

.
.,

I3 N . '

a‘["

. " Goal Setting . Conference ‘ Control - . . K

&Y Number of  Differende between Confidepce , . '
’f © goals set number of goals score . . .
. . O set and number’ )
) ) ‘ . of goals attained

.
B »

F;gxre 5. Mean number of goals set, mean difference between, the
Q number of goals set and goaLs attained, and mean con-

B ‘ fidence score by treatment Jroup for Unlt p. -~ .
e TS
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a very interesting relationship. Fhe goal-setting treatment group set
fewer goals on the average, had a smaller difference between the number

of goals set and the nuimber of goals attained, and also displayed less /1
|
1
1

confidence in their ability to attaln the goals they had set. Givén
that e goal~setting students set fewer goals amd that they achieved at .
approgzmately the same level as the other treatment groups, the finding
thatthey showed a smaller difference between goals set and attained is
not unexpected. With respect to the number of goals set, and confidence
in attaining these goals, an examination of the Goal- Setting Checklist
and the Goal-Setting Confidence Rating Scale suggests that the average
confidence score for the goal-setting students represents a more reason-
able estimate of their abilities\than simply indicating "lower scores."
In both cases, the "scores" are consistent with the goal-setting stu-
dents' realization. that not all possible goals can be achieved or-
ought to be chosen, and that some help will probably be required in order
for them to master a given skill. - ¢ ;
In summary, the effect of ‘the treatment in Unit D was apparent only
in relation to goal-setting behavior. -No significant differences were o
found in attitude or achievement between treatment groups. However, the \\\;
goal-setting conference procedures had an effect on the ability of students
to set meaningful goals and on their ability to establish reasonable”
confidence levels in relation to their goals. Oy
After examining the results for Unit D, it was decided that a sllght‘
change in empha51s during the goal-setting conferences might prove bene—‘
ficial in improving achievement levels. Therefore, in Unit B (where con—
ferences were held afier ogmpketlon o{/;he«eﬁ/Erlment in Unit D) more K
emphasis was placed on—providing feedback to the student regardirg hlS |
mastery of the reading skill. This slight change in emphasis did not
entail altering the conference format as described earlier. .
Results for Unit B. +A multivariate analysis of variance of scores
on the two attitude inventories revealed no significant effects of treat—
ments. Moreover, treatments did not interact with either of the blocking
variables of sex or prior achievement. An inspection of the treatment )
group means on the attitude inventories showed them to be v1rtually identical.
Analysis of scores on the experimenter-developed achievement test
for Unit B showed no significant differences between treatments. However,
the means were in the predicted directiqn, with the goal-setting group
storing higher than either the conference or control groups. Performance
varied significantly as a function of prior achlevement levele® .
Analysis of the scores on the approprlate subtests of tht/Wlscon51n
Tests of Reading Skill Development Battery ihdlcated 51gn1f1cant achieve-
ment differences between treatment groups. The comparison of the goal-
setting treatment group with the non-goal-setting groups showed the scores
of the goal-setting group to be significantly highar. The means for the
three treatment groups on each of the three subtests adminisfered in this
unit "are shown in Figure 6. The analysis ‘indicated that the 51gn1f1cant
overall difference between treatment groups was consistent across the
three subtests, and not the result of any one measure alone. As was true
for all other achievement tests used in the study, ther& was a significant
differente in scores ‘as a function of prior achievement level. This dif-
ference simply indicates that those children with high prior achievement
perform better than those with low prior achievement.
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<
Mean
Total
Score
5 -
’ ~N
. ~
0
Setting Conference Comrtrol ’
S ‘: > . 4 . ) -' 1
‘\\\ ] . ) |
. . . . ) !
% , 15
e
I \ - . T
Level B Compound Level B Base ° lLevel C Rage o’ )
v \ Words Test Words Test Words Test . . - .
Figure 6. Mean scores on tﬁé-ievel\s Compound Woidé, level B, . . “ i
. Base Words, and Level C Base Words Subtests of the - . .
. " g .
WTRSD Battery by treatment grout for Unit B. - . R
. T - . : . - ’
In analyzing the éoal—settiﬁg;bngvior of the students, the same -
measures were used as in Unit D: ' the number of goals set, absolute dif-
ference between ‘number of goals set and number achieved, and the confidence . ;
each student had in h}s ability to ‘attain his stated goal. A-multivariate .
N

analysis of variance’showed the goal-setting versus pon-goal—setting_coﬁ- - i
~ _parison to be the only significant source of variance. When the means " - . }

for each of the treatment groups. on the three goal-setting measures i
-~ (Figure 7). are examined, the same relationship which was observed in .

Unit D is apparent: the goal-setting group set fewer goals, had a smaller

difference between number of goals set and achieved, and had a lower con- .

fidence score. As was pointed?out for Unit Dythis effect seems to be L

related to the setting of accurate goals with reati '

éEE3;nmeat7—-"-_-~mq~**~“~"
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T Mean ~
Total
Score ‘
- 2 N 4
Goal Setting . Conference .
N 'i ' ‘ , c | J
i ‘ f - -
. B - N
. K9 “e .
. . . ¥ . .
o v Number ?f bifference between Confidenge
[ _______ . goals set number of godls Score L
- o P \ . - set, and number .
= 2{ of goals attained N
Figure 70 Mean number of gpals set, mean difference between the
number of goals set and attained, and mean confidence - . -
—. J e score by treatment group for Unit B, .
. ' 4 . < . - © A e
v ) . ‘
. - . .- _ In summary, the results for Unit B indicate that the treatments -

were related to acﬁievement scores and goal-setting behavior, but not
to attitude scores. ‘'The goal-setting group. scored higher than the nop-
goal—settlng groups on both the experimenter-developed and on the criterion~ ,
ST referenced achievement tests; however, the: difference was significant only
b ’ £or the latter measure. In comparison with the)other groups, the goal-
setting group demonstrated a pattern of settingj}fewer §oals, attaining
& more of the goals set, and rating themselves lower in probabillty of
. o atta:.ning their goals: = - i .

' L ’ . “
v e \ . . . e
L3 v & &
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Discussion . -

In neither Unit D nor Unit B-'was there a differenc
toward reading as a function of treatment. Because t
study was only three weeks, the failure to find dif
toward ‘reading in general is not surprising; ' the
long-standlng attitudes in so short a period is £ma}l. There was
no difference between treatment groups in their/ attitudes toward
readlng skills class. Intuitively, one would xpect the goal-sefting
group to have a mdre positive attitude toward t
higher achiévement and more individual attention.

in attitudes
duration of the .
rences in attitude
kelihood of changing

was extremely positive, suggesting the existence of ceill
, effectively eliminated any chance of discriminating afrong
' - In the case of both the experimenter- developed and the
referenced achievement tests, an increase in the effectiveness
goal-setting procedures was noted for the second unit tested, Uni . i
" After examining the results of Unit D, it had been decided to place more
. emphasls on providing feedback regarding the ability to handle the speciFi
) reading skills. With the change in emphasis, goal-setting students in
Unit B showed significantly higher achievement on the criterion-referenced
achievement tests and, <although the differences were not statistically '
. significant, attained a higher level of achievement on the experimenter-
) developed tests as well. "In neither unit were there any differences }
between the conference and -sontrol groups. This finding is of importance, » - ;
since it indicates that the ‘higher achievement of the goal- setting group
can be attributed to the goal-setting procedures themselves, rather
than to a general "conference effect." : i
. There can be little question of the effect of the goal-setting pro- |
cedures on the ability of students to set more realistic goals. No dif- i
ferences were found on any of the goal-setting behaviors between the con- J
_ . ference and control groups. Again, the differential effect found in the
. goal-setting versus non-goal-setting comparisons must be attributed to j
) the goal- settlng procedures employed, rather than to‘a general conference T
' e.f/fect. q . v
/ In both units, thh goal-setting group set fewer goals than the other
/Group This is 1nter§;eted as representing a more realistic statement
. of gpals, a conclusio supported by the fact that the goal-setting groups
e showed less dlscrepan between the number of goals set and pumber attained
~ ~__ In other words, the goals were more accurate and more rea11st1c.
N The consistency of goal-setting behavior between units is also
T~ apparent .in the confidence levels displayed by -the treatment groups. ///
¢ In both units, the goé&—setting droup had lower confidence scores than
did the non-goal-setting groups. Thé lower confidence scores are again
’ ‘interpreted as reflecting more realistic appraisals by the students of
their, chances fdr success. It would seem that a greater percentage of 2
goal-setting students realized ‘that they would probably require help i
' learning and mastering the readlng skills and that they might not
to achieve all of the goals which they had set,. d/v//}//b
The two experiments described in this chapter provided aluable
) ;nformat;on concerning the effectiveness of the conferences with children
- . Pnder controlled conditions. The information concernlng the value of
/ ' 2 P
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specific, self-set goals in increasing children's achieXement, and the value
of students' learning to set meani ul goals with re#listic expectations

of attaining them, has beéll incorporated into the tegacher inserwvice educa-
tion materials described in. Chapter I. In Chapt II, the fesults of a
field test of the materials as they affected th€ teachers, or adult target
group, were discussed. In the following sec¥ion the effects on—children >
of the goal-setting procedure, when impl nted by teachers in naturalistic
school settings, are examined. B -

C EFFECTS OF GOAL-SETTI
SUBJECT-MATTER |
BY MARY R. QUELLING,

CONFERENCES ON CHJLDREN' i
: FIELD TEST REBULTS /
OMAS J. FISCHBACH,

L . ‘ KAYE H» RENDFREY, AND DOROTHY A. FRAYERS
v 1 - . ‘ ’,/ . » )
o ' 7

Participating Students ‘

/’ . "Three schools implemented the goal-setting conference procedure. A
total- of 52 pupils and 10 teachers participated, as indicated in Table 28.
Ji
|

X . ) -
« oy TABLE 28 '
*QN\\ SUBJECTS IN THE GOAL-SETTING CONFERENCES FIELD TEST
. - . ] . \\\
= — % e
.| Chrono- | Number of Pupils Number of ~i
Content logical In Chosen for | Conference
School -’ _ Area Unit Age Unit Conference Teachers
e . Grantsburg Elémentary .
| Grantsburg, Wis. Mathematics A 9-10 40 ° 12 3
el . -
f . Robinwood ‘ . - g
' 'Franklin, Wis. - = Vocabulary D 9-11 98 20 5
e .
Morgan L. Martin Word / )y . i
- Green Bay, Wis. . Attack . ‘ .

.t . Skills A 879 125 20 2 i
' : i |
K RE

; A ’ /
: RN | ,, :
Teachers from an infermediate of Grantsburg Elementary School in
P ' Grantsburg, Wiscongin, sel ed l; fourth graders who had not been per-
forming as well i math—as yas“éxpected. From a unit of Robinwood School
I rrankbiny—Wisconsinz=there were selected 20 fburth and fifth grade stu-
fAd"”—pffl’*ﬂ/g;i__,ﬁew«JE-‘3-en meeting Indlviduatiy=with-their teachers to develop
iz 3. 6]‘ . : .
This seétion is an abstract of sections\\of the document by Quilling
et al., 1971. , . ‘
‘\\ . -
o e
93 -
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¥
larger sight vocabularles, but who had not been progressing satisfactorily.
At Robinwood School .conferences were a part of the regular instructiomnal .
, program; the goal-setting techniques wpre added to the conferences of the
participating students. Using cufﬁsﬁ}frecords along with the Wisconsin
Deslgn for Reading Skill Devclopﬁcnt (WDRSD) , 20 third grade studenty who
had not mastered two objectives since the beginning of the year werec iden-
tified from a primary unit of Morgan L. Martin School in Green Bay,
Wisconsin. o . o

Resecarch Desggn e

- k3

The inservicé.program for adults and subsequent assessment of their
implementation- of the goal-setting program was described in Chapter II.
In general, it was found that adults followed the guidelines in the
. materials when implementing the program. Figure 8 shows the schedule

~ < v ct .
W . - . pata Collection
w;# Target Gréép i - Target Group II
) ! Teachers - . " Pupils -
K"
4 weeks  Preconference period service sessions Achievement scores *
y . .
. : Identification of participants "
-~ ¢ N -
SR ) A Tape-recorded * . -Records of goal
. T TR C conférences " »+ attainment *
i First implementation )
i 8 weeks  period L. -
: On-site visita- cos
tions s '

|

|

1

|

|

|

i

1

‘ 1
Monitored in- Baseline data, 1
|

|

1

1

l

1

|

%

RaniGOpl assignment of  former participants to continue or not 1
) |

. " Tape-recorded Recoxds of goal \ s
. conferences achievement ‘ i
- * . Second implementa;ion ’ , . ¢ .

eeks  period ' . A ’ o w\"ﬁ| :1
- \ ‘On-site visita- Parent question- ‘%Vwﬂ .
o ' "“’”tlons naire R y a

7 K . ‘\ : (;/ ‘

- Teacher quést:on—~“-w—~—\““\ Y ’
, naire 2 s~ n

‘. +

3
Figure 8. Schedule of implenmentatipn of the dgoal-setting cenference’ program. 1
|
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of data collection during the field test. The data collected from partic-
ipating students and theirAparents were used to answer the following questions:

1. How much does the rate of skill mastery change for students ' }
participating in the goal-setting conferences?

2. Do the effects of the goal-setting conferences, if any, endure -
after the conferences are discontinued? s

3. What are parents' perceptions of program effectiveness, evidenced
by changes they observe in their child's’ attitude- toward schqol?
During both the preconference and implementation periods, teachers
kept a running record of the skill attainment of the children. During the
praeconference period, baseline data were collected for all the students *
in the unit so that children could %Re identified who were not performing
at the level established by the unit as minimally acceptable. The base- ?
line score was simply the average number of objectives mastered-during—a——., ?
week, Similar data were collected for the two. implementation periods, L
during at léast éne of which students met:with a teacher to set weekly - |
5 i
|
i
|
4

goals in the chosen content area. .each conference, the students were
given an opportunity to demonstrate mastery of the goals set the previous
week. After providing feedback and reinforcement concerning goal mastery,
the teachers helped the students set realistic goals for the coming week.
A comparison of average weekly rate of skill mastery before and during
the conferences provided a test of program effectiveness.

After this first lmplemenfhtlon perlod, the participating puplls were
randomly divided into two groups, one of which continued the conferences
while the other did not. However, teachers continued to record the skills
mastered weekly for students in éac ‘of the two groups., Durability of
program effect was assessed by compdring the continuing and noncontinuing
students' performances during the last period, and by comparing each school's
rate of skill mastery during the (first) 1mp1ementatlon and (second) -
partial impliementation periods.

Two of ithe schools cooP®rated ih dlstrlbutlng a questionnaire to the
parents of the conference participants: , The parent questionnaire was

.+  -designed to det®@rmine if a child had discySsed: his feelings about the

) «goal-setting conferences with his parents) and if there had been any :

. noticeable change in the child's attitude toward school or toward the
- ‘particular subject area in which the ‘goal-setting conferences had been

3 he1d§
Y B
N S ‘A?‘

‘ i .

: Re%ﬁlts . o )
I ¢ . " o
Toe . Rate’ of Skill Mastery. .As indicated above, the first question re-
w& N garding the effect of the program on puplls was related to the average
AR number of skills mastered per week for each student during the preconfer-
‘W ’ enCe period and the twd implementation perlods. In addition, intelligence
AN /teSt scores. were obtained for possible use as covariates. To answer this
} , “first questlon, the 'null hypothe51s was posed--that there is no change in Y.
RO u‘;//' rate of skill mastery' from-the precohference period to the period when
A qonferences and goal settlng occur .

¢
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Because of differences in program implementation, subject matter, ahd
measurement procedures, the data werc analyzed separately by school. First,
a change score for each pupil was computed by finding the difference between S
~ the average number of skills achieved weekly in the, implementdtion and -
\\preconference perlods Preliminary analysis for each school indicated
that the change score of a student was 33 related to his intelligence.
Thus, analysi of covariance was unneces$ary, and a two-tailed t-test for t-
correlated data (baseline rate and implementation period rate) sufficed
T @ Tthe primary statlstlcdl test. In additlonq tHe number of possible
¢ achievéments was recorded so that the*tat:o*of actual to possible achieve- .
ments could be computed and the chaﬁ§e in this ratio analyzed. Also, the .
probability-of the observed n r of positive and negative changes in
" Yate of attaining objectives was computed by applying a binomial proba— .
bility model a5sum1ng an equal probab111€§ of each. .
In all three cases, the nondirectional null hypothesis was re]ected .
The analysis of thé change in ratio yielded substantlally the same results -, .,
as t@e t-test for change scores; therefore, results for this’analysis will
not, b& reported The probablllty of chance accpunting for so great a : .
number of positive changes in rate of attaining objectives was extremely
low for each school. It is clear, from the analysis and 1nspect10n of
the change scores, that definite gains occurred in all three schqols. .
, These results are summarized th,Table 29. . S ¢ - ..
Endurance of Conference Effects. After the first 1mplementat10n )
perlod the sample in each school was randomlz_g;yxd%d into two groups of equal-/”‘
. size. During the subsequent eight-week peériod, one group continued to
attend weekly conferences and to set goals, whlle the control group did, nbt
(At the Franklin School, thé control group had conferences but were not .
asked to set goals.) The purpose of this phase of the, study was, to deter-
mine whether the program had 1ong—term motivatiohal effects on the children
or whether the subjects would regress to fonmer xates “of skill attainment, .
either as the novelty wore off or at the termination of the program.
To answer thiese questions, a change score was computed for each
* subject to inditate the ‘change is nutber of achievements per.week from »
the copference and goal-setting period to the next'period. * The program ;
could’be judged to have a positive 1cng—term effect if the following state-
ments were supported by the data: (a)' the rate of skill attainment for * e
the group continuing conferénces was not higher than that fér the contrcl '
gréup which had no conferences during the final period, and (b). the mean “
change in rate of skill,attainment feor th e~comb1ned groups was nonnegative. '
Both statements were tested statlstlcally for each ‘school. Because
of the small numbers of participants in‘each school, the.tests had 1ow
»+  -power. A liberal significance level (. 10 instead of .05) was: establlshed
for rejection, so that_the tests would have sufficient pbower to detect real
dlfrerences of pract1ca1 1mportance.‘ Descrlptlve statistics and- inferential g
" test results are summarized in Table 30. In regard-to the continuation/ -
control contrast, the changes in: number of achievements favored the con- .
. tinuation group in Grantsburg and the control group in Franklin. .For - °
Green Bay, the dlfferences between the two groups were negligible. Infer- R
Ve . ential tests, however, used data adjusted for the ,Jnumber of possible ' R
. -5 achlevements for each pypil .rt each pexiod in the t [} 1nstances where CL. ‘
. - avallable, because prellmlnary analy51saggggng«the second implemengatlon )
period indicated that rate of skill attdinment was positively correlated

-

®

=

3y
-

- . .
. . ‘ ’
N - . .
. : A, \ o i . .
© LN s L N ' PR » . x
. : . . [}
. . . .
\

. . . . t » ’ £ -
v ° - . 13 .
Q : . , . . .
. - SN . .
‘ p M X . [N .
ERIC - o . ol
- * 1, v -
. * / P . . ¥ T
| .- A .
P s e ’ R R \ " 2. .
‘ eon e . - ~ »
N %, 1 K et ‘ v P s o4 . .




\\\\\\‘ o " 83
/ .

, . TABLE 29 | .,
. SUMMARY OF ANALYSIS OF CHANGE IN AVERAGE NUMBER OF oo
ACHIEVEMENTS PER WEEK BY SCHOOL - L
e . € '
Iz, :
R Lo . . School
- — Statistic or Characteristic Grantsburg Franklin ,Green Bay
" $ubject Area Mathematics Vocabulary, Word Attack
Sample Size o 12 - 20 ; 20
Average change in Average Number of . . '
Achievements per Week* 2.46 . 5.16 0.383
—_— . .
Range of Change Scores Co ..
Lowest : 0.68 -2.38 0.167
Highest 4.07 S. . \ 0.625
Standard Deviation for Sample 1.16 - 3.56 0.12
t-Ratio for Test of Hypothesis of Zero ' - 14.21
True Change ) 7.34 6.49 :
Significance Level ' ' 0.0001 _  o©.0001 - ©-000%
Degrees of Freedom . 11 19 : 19
, IQ (lorge~Thorndike) \ C
- Mean for Sample B 104.7 89.6 83.4
Lowest ) 93 61 67
Highest 122 1Q5 97
#*Units used in different schools are not comparable.
) s to the number of.opportunities for atteinment. In other words, the child

mastered a larger number of skills weekly when presented with more chances
to master a skill. - The covariahce adjustment affects- the outcome of the
statistical test comparing the performance of the two groups in Green Bay; .
taking into account the possible number of attainments, the proportion of
skills attained by the control group is lower than for the group with
conferences, and this difference is statistically significant.., There is
no significant effect at Franklin, whether ox not covariance adjustment
is made. However, this lack of difference between the two groups can be
attributed in large part to two subjects in the control ‘group who had
unusually high achievement rates in the second period The t-ratio for
the two groups, computed without these subjects, is statistically signifi-
S cant and favors the continuation group. Data could not be adjusted for
L X the number of opportunities to attain a skill at Grantsburg and the effect
’ was not significnnt, although on the average the continuation group attained

. . , % -
L | * o
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~ .65 more 'skills weekly. From the experience at these three schools, then,
there is some evidencg to suggest that continuation of conferences facili-~
tates attainment of objectives.
* . The comparison of performance in the first and second implementation
- periods yielded positive overall changes in two schools and a negative
: :change in the other. . In Grantsburg the observed change in rates~of sk:.ll
. attainment for both groups was positive, and the mean gain for. the entire :
' group was lar Qugh to be statistically significant. It may be inferred
that for -this school the--gain in the second period--apparently a continu-
. . ation of that in the first periGd-—demonstrates the 1asting effect of the —
program. \\\ RN
In Pranklin, the rate of skill attainment for\po@l groups also\in\
. creased in the final period, but the overall change was not’ large enough-
s to be statistically significant. 1In other words, the rate of skill attain-
, . ment was steady from first to second period, and for both grouﬁs. ~
i . - In Green Bay., the decreaseewas statistically significant. However, - ]
it should be observed that while some logs did occur for both continuing R
and control groups during the \s/econd eight-week period, the students never =i
regressed to baseline rates of achievement. The-difference in .rates of - -
achievement between the‘baseline period and the second eight-week period
- is quite large for both continuing and noncontinuing students.
r The preceding results, whilé not definitive, suggest that the-effects
- of the conference program 8o not dissipate greatly over time, and that
the strong effects noted in the initial implementation period are not an
s artifact of the novelty of the procedure. e~
Parents' Assessment of Children's Attitudes. A parent—questionnaire
was distributed in Green Bay and Grantsbu¥g:to serve as an indirect measure
of the students' attitude toward the goal-setting conferences. The,
Franklin schodl did noth articipate, since the teachers were.already
having individual confergnces and felt that it would be difficult for the
parents to differentiate between the conferences and the goal-setting tech-
nique. Twelve of the questionnaires--60 percent--were returned from Green
- Bay, where 20 third gradexs were participating in “fonferences to develop
reading word attack skillsh These children geemed to have favorable atti~
tudes toward the conferences. Half the children' had alxeady mentioned the i
conferences to their parents, and after .asking their children about them,
nine of the parents indicatedthat.their children's attitudes toward the -
conferences were positive. Only one child had ‘a negative opinion and the /-
. other two did not have strong feelings either way. Specific c\omments )
reported by the parents indicated that the children especially enjoyed
’receiving extra attention from a teacher, and that they felt the confer- .
ences helped them accomplish more in reading than they had before. All . L
/ __but one of the parents who returned questionnaires had notie some:, - \ ! C
. positive change in their children's attitudes, either in reading or ‘toward
‘ / school in general. The parents mentioned such changes -as.-more intere t ‘e .
y in reading-skills class, more;independent reading at home, improvement n ,/- ) T
- / / specific skills such as sounding out words, greater confidence, and enthu~
siasm toward school. Ten of the twelve parents felt ‘that. the conference /
should be continued; the.refaining two were indifferent. - -
In Grantsburg, where the students were participating 'in goal-sett:.pg
conferences in math, eleven of the twelve parent questionnaires were

.
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returned. Six of the children had talked previously with their parents
about the .gonferences. Nine of the eleven parents indicated that their

.Children's attitudes were positive, and that the children felt the indi-
~vidgal'help gave them a better understanding of their work in math.

. Among the noticed changes in attitude were more confidence and interest .
in math, more initiative taken in doing math homework, and more enthusiasm
for school in general. Eight of the parents favored continuing the con-
ferences, two were indifferent, and one opposed continuing the prégram.

F—— Digcussion -
. Several conclusions are evident from the analysis of the data con-
cerning changes in student achievement levels. First, the field test
does provide evidence consistent with the research reported_eaxlier in . ._
N " this chapter that conferences and goal settlng together increase the
) rate of skill attainment. Despite a lack of uniformity in the conditions
of the study in the three schools, there were positive and rather dramatic
gains, in all cases, in the periods when conferences and goal setting
occurred. Moreover, since large gains occurred at. Franklin when only
N goal setting was added to a program which already included conferences,
it would appear that both ingredients are necessagy; certainly goal
setting contributes to the effectiveness of the c@nference program.
‘Second, it would” appear that these positive results occur for a variety
of. age groups and a variety of different subject-matter areas.. Children
from age 7 to 12 participated in the program and set goals in arithmetic,
work attack, and vocabulary.

In all schools, rate of attainment of pupils for whom tonferences
were di'scontinued after eight weeks remained high in relation to the .
preconference, or baseline, period.. However, most pupils gho discontinued .
conferences tended to attain not quite as many objectives as did those
who continued. For two of the three schools, the strong effect of the
program was at least maintained for pupils continuing conferences during
the last period. 1In one school there was some dissipation of the initial
effect, but performance did not regress to the baseline level. One might
conclude from the study of long-term effects that, whilé continuation of
conferences is beneficial, greatet impact would be achieved by rotating
the pupils exposed to the program. In other words, instead of continuing
conferences for a few pupils over a long period of time, all or most of
the original group might be dropped from the program.at midyear or some
other breaking point, and new pupil participants selected, This recom-
mendation takes into account two facts: (a) that results are achieved
relatively quickly and maintained at a satlsfactory level eVen when con-
ferences are discontinued, and (b) that limited resources are availa.ble
to carry out the program in most schools.

Parents' perceptions of the effectiveness of the program were gen-
erally favorable. Many noticed positive changes in'the attitude of their
child toward school in general or toward the subjects- -which were discussed

- . in the conferences.

°

v L]

In conclusion, the controlled experlments on goal~setting and the’
results of the field test indicate that, when properly implemented, short,

+
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individual goal-setting conferences involving the teacher and student

can yield dramatic increases in the student's subject-matter achievement.
Guidelines for proper implementation, contained in the multimedia package
for this motivational-instructional procedure, were all derived from the
research reported in this chapter and include the following: (1) Children
must receive instruction in setting realistic goals which they can expect
to attain. (2) Children must then set their own goals, which should be
specific rather than general in nature. (3) Children must receive feedback
on their attainment of the goals they set.
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of the evidence upon which IGM is based.

s PURPOSE AND ORGANIZATION OF THIS REPORT -

During the course of development of the system of Ind1v1dually
Guided Motivation (IGM), many research and evaluation stuadies have
been cagried out at the Wisconsin Research and Developmeht Center
for Cognitive Learning. Controlled experiments and other studies
in school settings in the area of motivation have been contributed
by the projget staff of the principal investigator, Herbert J. Klausmeier;
these contributors, include Patricia Allen, Carma Averhart, James Y,
Doris Cook, Dorothy Frayer, John Gaa, Elizabeth Ghatala, Jan Je
Barbara Kennedy, Peter Lamal, Richard Marliave, Nancy Nelsoh, Juanita -
Sorenson, and James Wardrop. Evaluation specialists, including Thomas
Fischbach, W. D. Hubbard, Conrad Katzenmeyer, Mary Quilling, Deborah -
Stewart, and Nancy Zajano, have carried out the evaluation studies on
IGM with cooperation from the project staff and school personnel. The
purpose of the present effort is to bring together, in a systematic '
way, the empirical evidence pertaining to the effectlveness of IGM.

This report, then, is intended for those who wish to become acqualnted !
in some depth with the research on IGM, but who do not wish to read\’
wthe numerous related Technical Reports in _their, entirety. Embodled
in this report are edited excerpts from the most relevant of these
research documents which have been issued by the Center since 1968,
organized and placed in a context which provides a coherent picture
A bibliography of Center
research related to IGM is included at the end of this report.

The present effort is not intended as a guide for implementing
any of the motivational procedures of IGM, nor is it intended to provide
a comprehensive description of the IGM system. These types of informa-~
tion can best be obtained from the materials’ which have been shaped by *
the research reported herein. Current IGM materials are described in-
Chapter I, which also provides an.overview of the IGM system. Chapter
II outlines the .results of research on the effectiveness of IGM materi~
als with teachers and other school-personnel responsible for implementing
.the system.  The next four chapters report and summarige research. find-~
xqqq regarding the effectiveness of .the motivational procedures with
students of dlffg;ent'Eharacterlstics. . The final chapter provides a
summary. K '
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EFFECTS OF GROUP CONFERENCES ON .
CHILDREN'S SELF-DIRECTED PROSOCIAL BEHAVIOR

~ During 1968-69, a controlled experiment was undertaken to assess

- factors related to the effectiveness of group conferences in improving

* children's self~directed prosocial behavior. The information resulting .

from this experiment was incorporated into the multimedia materials for

- this motivational-instructional procedure, and a field test of these
materials was carried out during 1971-72. ,The results of that field test
which pertain to adults' reactions to the materials were reported in
Chapter II. 1In this chapter, the effects of the group conference proce@ure
on children's behavior are examined. '

2

CONTROLLED EXPERIMENT ON GROUP CONFERENCES . .

TO DEVELOP SELF DIRECTED PROSOCIAL BEHAVIORS '
BY JUANITA'S. SORENSON, ELIZABETH SCHWENN,
. A AND JAMES BAVRYl

‘ The staff of an entire elementary jschool participated in this experi-
7 ment, which tested the effectiveness procedures similar to those out-
lined for the group conferences in ChaApters I and II. One purpose of the -
experiment was to compare the effectg of conferring with children individ-
ually, in small groups of three or four, and in medium-sized groups of
six or eigfig.\

"

Participating Students

/

"% The elementary school in whlch the experiment was conducted drew
. . frobm the lowest socioeconomic area of a Wisconsin city with a population
of about 60,000. Approximately 35 percent of the 628 children partici-
“ . pating qualified as disadvantaged under provisions of the Elementary and
-+ Secondary Education Act of 1965. The school was organized into five I &
R units, and children from all units (spanning Grades K through 6) partic~
- ipated. .

Research Design

¢ N 1

Before being assigned to the various conference groups or the control
o L group, al; students rated- themselves on the set of 20 behaviors listed in

N o This section is an abstract of 'the research’ report by Sorenson et al.,
’ 1970.

; ' 89 T
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Pable 31, As Lho chart shows, Lhe atudenty ansessed themsolves on
various behaviors on a scale ranging from "You almost always have

to be told to do the job" to "You almost always do the job yourself."
Neither the students nor the teachers saw these initial.self-asseks~
ment sheets during the experimental period.

Teachers in each I & R Unit--at least two teachers in the small-
est units and three teachers in the larger units--independently
assensed cach child on the same 20 bechaviors on which the students
had evaluated themselves. The ratings of the teachers were then
averaged for each behavior to obtain the final value designated for
each child on the teacher assessment form. Teacher assessment forms -
were filed in the central office, .and they too were not accessible
during the experimental period.

Within each I & R unit, all students were randomly assigned, ‘ -
in approximately equal numbers,,to one of four conditions: (a) a
control group which received no conferences, (b) a treatment group
which received individual, or one-to-one, conferences, (c) a treat-
ment group in which the children participated in small-group con- .
ferences having three to four students, and (d) a treatment group
in which children participated in medium-§roup conferences having
six to eight students. All cdnferences within an I & R unit were
conducted by teachers from that unit. Each teacher carried out
individual conferences with six to eight students, two small-group »
conferences with three or four students, and one medium-group con- -
ference with six-to eight students, At the end of the experimental
period, each student again rated himself on the 20 behaviors and the
teachers independently rated each student.

-

Conference Procedures

The control group did not receive conferences; however, they =
received fegular instruction in the same groups with the childggn who ~
had conferences. At tines ;hey were in the same rooms where the con- ,
ferences were held. No effort was made to keep the conference students
from showing their self-assessment sheets to control group children or
to keep the conference students from discussing the conferences with

those in the control group. -
At the first conference, regardless of the size of the group,
each student received a second unmarked copy of the student assess- . -

ment sheet (Table 31), to be used as his goal-setting sheet. During
the conferences, the students were’encouraged by the teacher to dis-
-cuss the behaviors listed on the sheet. The teacher endeavored to
get the children to define the meaning of each of the behaviors through
recalling or identifying ewveryday instances, of the behavior. Each
child was then encouraged to select a behavior, or group of similar ’ -
behaviors, that he wanted to develop between conferences. The child
checked where he presently ranked on that behavior and then set a
goal for himself, placing another check heside the behavior to indicate
- the rating he would strive to attain by the next conference. At each
succeeding conference, the child reported on the progress he had made
. toward his'goal and filled out anoth&r assessment sheet. Thus, .the

—
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BLE 31
CHECKLIST FOR STUDENT JELF-RATING OF PROSOCIAL BEHAVIORS

Name ] ' ex ‘ Age Date

———

Directions - .
. Put an X under column 1 if you almost always have to be told to  do the job.
Put an X under column 2 if you usually have to be told to do the job.
Put an X under column 3~ if you sometimes do the job yourself and sometimes
have to be told to the job.
Put an X under c¢olumn 4 il you usually do the job yourself.
Put, an X under §olumn 5 if You almost always do the job yourself.

1 2_3 4 5

listen to the teacher. \ .

1., I )
2. I begin schoolwork right awa;§\ - - ‘
3. I correct mistakes. ) \
4. I work ﬂ;til the job is finished.\\\ . ¢
5. I work when the teacher has left th;\gpom. l
6. If I make mistakes, I still keep worki;a\
7. 1 w;rk on learning activities in free time.:.
8. I get to class on time. ‘ ka i}
9; I do extra schoolwork. . 3%
10. I do my share in class projects. . » V“
11. I read duxing free time. ) l
12. I ask questions about sghoolwork.
13. I.ha@e pencil, paper, 5;d books ready when *
they are needed.
14, '

move quietly to and from my classes.

15, listen to the ideas of others.

T

17.
18. take care of my clothing, books, and
- othér things.

19. I take care of the school's books, desks,
‘ and other things.

pick up when the work is finished.

.
I

16. I help my classmates.
I
I

20. I follow directions.

|
|
|
!
!
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goal setting was largely self-directed, with assistance from the

teacher only on procedural matters. Not only did the children set

their own goals, but they assessed their own progress in achieving

their goals. ,

Throughout the confe;ences the teachers attempted to be non-
directive. They let'each child set his own goal and accepted the
child's report of progress toward that goal: The main job of the ”

A teacher was to ensure that, through discussion, the children under-
) stood the reasons for each behavior and: possible ‘consequences of the
behavior. In conducting the conferences, the adults attempted to

accept the children's responses and rework them to get at real problems.

The sincerity of the child's responses was never doubted overtly. -

Within the small- and medium-sized groups, the adults attempted
to maintain a mood of cooperativeness rather than competitiveness.
The children were encouraged to listen to each other's ideas, partic-
ularly the reasons for and consequences of behaviors, and to build é&ch
other up rather than to criticize.

The motivational principles used with individuals and groups )
included focusing attention, reasoning, goal setting, feedback, and )
reinforcement. Attention was focused on specific behaviors by the <
behavior checklists and by the teacher-guided discussion. Reasonlng
was involved in two ways The adult attempted to elicit from the
children their reasons for working toward manifesting the behaviors,-. ~.*
and the childcen discussed with one another and with the adult the
possible consequences of their own behavior in various situations. -

In the group conferences, the adult tried to guide the children to | = -

a consensus about the relative importance of the behaviors to the

individual and to the school as a whole. That is, the adult, in a . "
nondirective fashion, aided the children in verba11z1ng and conceptual-
izing the reasons underlying their own behav1or.

The goal-setting procedures u31nd'the checklist asvprev1ously \\
described were followed regularly. At each§§e551on, then, every child
checked one or more goals that he would tny to attain by the next
meeting.

Feedback was provided periodically by the adults to, each child. A {r
The adult kept a conference comment card for each child, so that ' ;
progress and problems could be noted. The feedback,consisted of tell- : /

“ ing the child how many goals he had attained. and how, in general, he
was succeeding in developing the behaviors listed on his sheet.

' Reinforcement was administered by-the adult whenever a “child .
showed progress toward his goal, This relnfortement consisted of "
praise during the conference and during regplar instruction out51de '
the conference. In the group conferences, not only were children -
directly relnforced but they also observed others being reinforced ) .
for attaxnlng goals. ) -

All children part1c1pated in four conferences. These were held
during regular school hours, usually as part of the regular social
studies instruction, Actual hours of the day during which conferences -

. were held depended on unit programmlng. Usually each unit staff sched-
uled their conferences at ‘the beginning of a week. The medium- and : o
small-group conferences lasted about 20 minutes; the 1nd1v1apal conferences ,
were about 15 minutes. . _ ] ) i K

&
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Results

Pre- and postassessments of the 20 behaviors by both students and
teachers were -available for each student. 1In addition, the student
goal-setting sheets (four for each student) and the teacher corment
cards (one for each student) were also collected. One month after the
completion of the experiment, a structured interview was held with the
principal and unit leaders to obtain their evaluation of the -project.

. The average pre- and postassessment ratings of the 20 behaviors by both

students and teach/;s are given in Figure 9 for the four groups.

The ratlngs of both the students and the teachers increased mark-
edly. It ps 1nterest1ng to note, however, that the students rated
themselves higher than did the teachers; this discrepancy between
teacher and student ratings was true for all units. The conclusions
that fol&ow are based on the 1nformat10n from all the units, as given
in Figure 9. BAn analysis of variance with orthogonal contrasts among
groups wﬁs carried out on the data. Probability of a Type I error was
set at qs. .

l. The gains from pre- to postassessment for the combined stu-
dent and teacher ratings (i.e., teacher gain score -and student galn
score) were statistically significant. WMoreover, they were large
enough to be of great practical significance. Children in the no-
conference control group gained significantly less than children in
the three conference groups combined; chlldren in the small- and medium-

" conference groups gained significantly less than children in individual

conferences. The average gains for the four conditions were: control,
16. 4; .individual conference, 21.2; small-group conferences, 16.2; and
medium-group conferences, 18.8.

2. The average gains computed from only the student self-assess-
ments were: control, 4.7; individual, 7.7; small group, 4.4; medium
group,'5.8. The gain. for the individual conferendes was significantly
higher than for the cther types of conferences, which did not differ
much from one another. Students participating in the small-group con-
ferences had a mean gain lower than that of any other condition, in-
cluding the control.

3. The average gains computed from only the teacher ratings of
the students' prosocial behaviors were: control, 11.7; individual,
13.5; small group, 11.7; medium group, 12.9. Agdain, of the three
types of conferences, the individual conference was highest and the
small-group conference lowest. " N

4. The students consistently rated their prosocial behaviors
higher than the teachers rated them, the difference being highly
significant. At the end of the experimental period the teachers'
ratings had increased markedly, although the students' ratings were
still higher than the teachers' ratings. The average change for the
teachers' ratings of the students’ from -the beginiiing to the end of
the exps t was about 12; the average. change in-the students’
ratings of thems was about 6. :
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Figure 9. Average pre- and postassessment ratiﬁgs of prosocial

behaviors by teachers and students (summed across units).
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At the end of the project, the unit leaders and principal
responded to five questions during a structured ;nterv1ew. Among
.the comments made by the unit leaders! were:

A
K

The children became much more aware Qf their bepaviors, which before
the project had never been discussedrexcept when a child had done
something wrong. The project focused on everyone s behavior--good
or bad--but from a positive v1ewp01nﬁ
Children with specific behavior problems 1mproVed noticeably during
the project period and the informal conferences encouraged children
y to mention home conditions that teachers were not familiar with.
This information was helpful to teachers in plahning the child's
- edeg&fzbnal program. ¢ /
Children with a poor self-image galned the mgbt from the conferences.
" Although the project period was too short to/jobserve any carryover into
academic work, Learning Center activities had less disturbance, less
"goofing off," and more self-dlrectldn. .

Teachers preferred the medium-sized group of six to eight students,
from the standpoint of economy of tifje and lively group interaction.
Leadership emerged in groups as the conferences proceeded. The students
also expressed a preference for grouﬂ conferences. However, teachers
felt that individual conferences mlgHt be more effective with certain
types of children. Teachers felt thaj ‘control-group children benefited
indirectly from the conference progra ; they felt that children in the
control group became caught up ih the general spirit of the experiment,
since they were part of the same 1nst£uctlonal group.

All the~teachers were enthusias;}c about the conferences for the
intermediate~age children, feeling they encouraged the idea of working
together toward "more of a family gsituation . . . talking freely about
.behaviors." A few of the teacheéxs who worked with the intermediate-age
children had had previous instruction and experience in -this.type of
approach; others felt they would gain from more instruction in the technlque. -
P The principal indicated that the conferences and the behavioral
assessment sheets provided the-teachers with a framework for viewing
student behaviors positively. That is, instead of concentrating primar-
ily on instances ofi misconduct by stuydents, the teachers were encouraged
- to focus on positiveé behavior. Thus, the pri tpal considered the great-
est effect of -the—experiment—to-be_in ¢ the direction of the
teachers' thinking about student wohnduct. The fact that teacher ratlngs S\
- showed greater changes than student ratings durlng the

period supports this observation.

-

-~ ) i B - e
Discussion ’ . et

It appears that the techniques utilized in the conferences were .-~
effective in helping children to improve their self-directed _prosecial —--——
behavior. TheSe techniques include: focusing attention on pehaVLOrg -
reasoning with children to help them understand,what is- t by certainm \\AZ/
behaviors and to help*thém realxzé the consequences of >ehavior




/////I for themselves and others; guiding children in setting goa’s for
improving their behavior; providing positive models for imﬂggtion; ‘
y and providing feedback and reinforcement. It should be noted that |
. one-to-one conferences were mbost effective, followed by medium-sized |
conferences of six to_eight students. For the sake of economy of . ‘
staff time and effoft, it was decided to develop multimedia educatiqﬁal 3
materials for group conferences of six to eight students. Also i was |
felt, on the basis of teacher comme ts, that the group interaction |
aspect of the procedure was more ﬁzgeficial, since teachérs could play |
a ond&;ective role with a group more easily than with an individual -
child. = Since a major objective of this motivational procedure is to
incrgase children's self-directiveness, the group conference was co
sider iate for this end than the individual conferende.
Building upon information gathered in the experiment, prototype in-)
structional haterials——inéluding a practical paper and a video tapei-
were developed so that teachers in other schools could implement the
group conferences. The results of the field test of the”materiq;s\ \
for the pupil target.group are reported in the followind section.® - . \

-

EFFECTS OF GROUP CONFERENCES ON CH: DREN: FIELD TEST RESULTS
BY W. DONALD HUBBARD AND NANCY ZAJANOZ2

»
—

Participating Students

Eight Wisconsin multiunit schools were included in the field test.

The majority of studenfs in these.schools were white and middle-class.

Three schools were located in towns .with fewer than. 3,000 people, four
were in towns with populations between 30,000 and 60,000, and one was '

.. located in a c¢ity of 173, 000. / ;

A total of 2,0679pupils and 99 teachers were involved in the field

- test. Six of the eight field-test schools included primary-aget chil-
dren in the program. More specific informa€ion regarding the number .
-—_" - -and age-levels of the pupils within each participating unit, and thg f —
"7 number of pupils involved in group conferences, is given in Table 32. -
Although the Franklin School is organized into two separate units-- ////
9 to 10 year olds and 10 to 11 year olds--the datg;from these two units . :
were collapsed in order to form a uni't that was more similar, in terms .
of age, to units in the other schools. . ) ) ~ ) /

. 7

Objectives for fupil Target Group

LY >
—

. . R .
In Chapter 1I, the objectives of :ge group conference prg e&&ﬂaﬁ LY

for the adult target group were outlined, and data pertainin _to achieye- .

ment of those objectives were presented. In general,,iﬁéﬂgS/boncluded'

a

that adults in the eight schools implemented the programmore or less . -
according to guidelinzf in the inservice materials. Given that the’ b -
objectives for the ad target group were reached tq Some minimal-degree,

, - ‘ .ok : B
;2This section ls an.abstract of sections of the documentxﬁ& - -
— %ubbard & Zajano, 19 ’

73. ™~ o

4 .// ’ 8
// . N L ’ \
. .




. TABLE 32

2

GROUP CONFERENCES FIELD TEST POPULATION

— “ No. of Teachers
T . Age/Grade {Including Unit
Level of No., of Students leaders)
School Units Total Conferees Total -
Franklin (Ap%}eton) Total* 195, 118 6
Black Earth K,1,2 101 0 6
. 3,4 106 83 )
5,6 112 O**. -5
Galesville Gr. 1,2,3 121 57 8
-~ 4,5,6 203 150 6
Chegwin (Fond du Lac) Gr. 2 60 9 3
3,4, 102 20 )
5,6 127 29 6
Huegel (Madison) 5,6,7 yrs. llé 8 5
‘ 7,8,9 yrs. 64 14 _ .3
~9,10,11 yrs. 93 22 4 i
McKinley (Manitowoc) Gr. 3,4 74 39 3
5,6 172 75 6
Stangel (Manitowoc) 7,8 yrs. 175 43 7
» 11,12 yrs. 160 50 5
Port Edwards Gr. 1,2 116 113 6
3,4 145 115 6
‘ 5,6 131 " 99 5
TOTAL > 19 units < 2067 1044 99
*Pwo units; data collapsed.
\ **Conferences conducted, data unavailable.
e
. |
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-

the objectives for the pupil target group could be assessed. The
objectives for the latter target group, stated as questions to be
answered by the field test, were:

1. Does the incidence of identified prosocial behaviors increase
for students involved in the group conference procedure?

2. Do students- involved in group conferences perceive an in-
creased incidence of their prosocial behavior?

3. Do students continue to exhibit the identified prosocial

behaviors, after the conferences are discontinued, at a
level higher than the baseline level?

Procedures and Pupil Assessment

The implementation of the conferences at each of the schools was
described, in some detail, in Chapter II and will be onlytbriefly squ
marized here. Each school identified the prosocial behaviors -it con-
sidered most important and stated these in the form of a checklist,

These checklists varied in length and substance from school to school

- and between units in schools. Five schools chose to have different
checklists for each of their units, while the remaining schools had

one schoolwide checklist. In addition to the checklist, each school
identified its criteria for selecting children to participate in the
conferences. The teachers attended inservice sessions where they studied
" Center-developed materials covering the motivational principles of focus-
ing attention, reasoning, modeling, goal setting, feedback, and reinforce-
ment to be used in the conferences and the planning and organizational
requisites for implementation.

The teachers at each school then collected baseline information
by giving each child‘a rating on each behavior on the thecklist. These
ratings took the form of a 3, 4, or § point scale, corresponding to a
range of "never” to "always." A typical checklist included three ratings:
"seldom,"” "sometimes," and "usually." In four schools, each child was
rated by one teacher, while in the remaining four schools, several
teachers rated each child or reviewed the ratings given by another
teacher, In addition,,k in all Bﬁp one of the 19 units the pupils
rated themselves on each behavior on the checklist.

Using the group formation guidelines and the baseline ratings,
school personnel selected children to participate in the group con-
ferences, with each conference focuqipg on one behavior. All schools
had begun holding conferences by November 30, 1971.

The descriptive characteristics of the group conferences are
contained in Table 33. A total of 243 conferengs\ggpups were formed
in the 18 units for which data were gvailable. The range in the number
of conference groups per unit was ex ensive, going from one group- to
44 groups. On, the average, the conference groups contained\begween six
and seven members and met two or three times. The smallest group-gize

]
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TABLE 33
DESCRIPTIVE CHARACTERISTICS OF THE GROUP C)ONFERENCES :
) HELD IN FIELD TEST SCHOOLS ) "
~
Age/Grade No. of Mean No. of Mean No. of
Level to Conference Students Per Conference
- School Unit Groups Conference Group Meetings
- . Franklin Total 44 6.6 2.0
Black Earth K, 1,2 0 — —
i 3,4 18 6.1 2.4
5,6 0* — ———
Gales%glle Gr. 1,2,3 ﬁ 13 5.5 2.5
/ ' Gr. 4,5,6 32 7.2 2.9
Both units 5 6.2 2.6
cfzegwin Gr. 2 4 3.2 3.2
3,4 4 : 7.2 2.5
5,6 7 5.6 3.1
v
, Huegel 5,6,7 Yrs, 1l ) 8 2
7,8,9 Yrs, 3 X 5 ' 2
9,10,11: Yrs. 5 ) 5.6 2.8
McKinley Gr. 3,4 6 \~\ 7.3 3.8 }
5,6 14 ) 5.8 . 2.7
i Stangel 7,8 Yrs. 9 5.8 2.4 °
- 11,12 ¥Yrs. 10 5.8 ‘_ 2.9
Port Edwards = Gr. 1,2 25 7.3 . 2.9
3,4 " 27 - 7.4 | 2.7
. "s,6 16 6.7 | 2.4
3 243 6.5 - 2.6
*Groupy/ formed; data unavailable. -




1ge

TABLE 34

t
- ¢

'RATINGS OF FIELD TEST FACULTIES ON NINE ITEMS RELATED TO IMPLEMENTATION

“

School

: £
Requisite : % =

»

Mastery of the knowledge of - - 5 3 3 - 2 4 3.2
the theory, principles, and ﬁ
methods of group conferences. )

| Attendance by all particin, 4 | 3 4 3 4 4. 5 5 4.0
'patlng faculty at an inser- .
vice program which consists . , ‘
of three to four hours of _ . ]
training, including confer- |
ence simulation.

Development of behavior check-| 5 5 5 5 5 5 5 5 5.0
list to meet local criteria ’
for prosocial hehavior.

Collection by the teachers 5 3 4 4 4 5 4 S 4.2 f
of baseline behavioral .
ratings on all sStudents. - £

.
Ea )

Selection of szudents for .. 5 3 5 3 2 4. 3 5 3.8
conferences on the basis of .
a broad range of behavior -
patterns. -

Maintenance of a regular . 3 2 S -3 2 5 5" 5 3.6
conference schedule, with :

regular assignments of e
personnel, . T " y -

Establishment of conference | 5 3 4 5 3 5 - - 4.2
sites with a fair degree of )t ) iy
privacy. ol

Maintenance of current records| 5 ) s 3 2 4 3 5 3.6
concerning conference attend- . Y
_ance and conference results,

° Utilization of motivational 2 5, 4 4 3 5 - - 3.8
principles as described in
the practical paper.

H

Mean - 4.2 3.3. ] 4.6 3.7 3.1 4.6 3.9 4,9 4.0
Standard Deviation 1.11 | 1:09 .53 .82 .99 .48 | 1.12 .35 1.05

-

Note: Ratings are on a scale from 1 to 5, o . .

a

Jo . 126
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-was two, while the largest group size was ten. A few conference groups
met only once, while a few other groups met four times. The duration of
i the group meetings averaged 19.5 minutes for initial conferences and 14.8
minutes for follow-up conferences. The shortest meeting was 6 minutes
long, while the longest meeting was 40 minutes.
In order to keep track of which children were in conferences,
what behavior they discussed, and whether they attained their goals,
a Group Conference Record was kept by 18 of the 19 participating
. units. For the purpose of the field test, conferences were sched-
uled to.end during February 1972. At this time a postassessment
e was campleted by teachers and pupils. EBach pupil was rated on each -
’ behavior on the checklist. ; )
' Between 6 and ll-weeks after the last conference was held at each
- school, a 30 percent sample of the pupils in the field test again rated
’ themselves and were rated by teachers on the behavior checklist. These
ratings served as a retention check of the prosocial behaviors acquired
during the conference period, . .

a

Results

_. Before data relating to each of the questions'listed earlier are
presented, it should be pointed out that the effectiveness of a
procedure is dependent ori the degree to which i is implemented ac-
cording to the guidelines of the developers. As revealed in Chapter II,
there was variability amdng schools in the effectiveness with which
adults implemented the group conference program. Thus, the effect of

) the procedure on children should be viewed as a functich of the level

of implementation by adults in each school. An index of the degree of

successful implementdtion was obtained by rating the participating

0’- adults in each school on nine items related to an effective implementa-

\ tion. Table 34 contains the ratings of the eight faculties.

. The primary purpose of obtaining data on the degree of implementa-
tion was to study its relationship to the effectiveness of the procedure
on the pupil 'gétipopulation. A secondary purpose was also present.
Although a si;§§§*procedure was implemented in all the schools, each
school establi hed its own objectives for its pupils. 1In fact, in all

_~ but three schools ‘the .behavior checklists were devised on a  unit-by-
unit basis. Thus;~there is no single factor by which to evaluate the

- effectiveness of the procedure on the pupil target population as a

whole. The field test may be more accurately described as a set of
rélatively independent studies of the procedure. In order to gauge

. the effectiveness of the procedure in general and at the same time to

dvoid an inflated significance level, it was necessary to divide the

accepted a level, .05, among the several studies. The data on the
degree of implementation pravided a mechanism for dividing the a level

in a manner that reflected an expectation for positive results. .
The .05 a level was divided in such a way that the school/unit with

the higher levels of implementation received the higher o values, Thus,

if a school/unit obtained a higher level of implementation, the probability

was greater that its effectiveness with its pupils would be attributed to-
the procedure. This condition guarded against the converse situation---

»
A N
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that effectiveness of a school/unit would be related to a procedure T
that was implemented at a relatively low level.
“ . Table 35 contains a roster of the schools and units by their level
of implementation: Also listed are their composite implementation rat-
- ’ : ing and assigned a value. Galesville and Chegwin each used schoolwide .
< behavior checklists. This permitted a schoolwide evaluation of the
pupil target population in these schools. Note that- the total a value
is less than-.05. Should any school/unit~yield a significant effect ¢
and should the other yield positive results, then it-can be said with '
\ ' 95 percent confidence that the program yields an effect gréater. than
: zero. In the following discussions, we will examine data pertafining - . f
to increased incidence of prosocial behavior as a result of conferences, ) -~
pupils' perception of their behavior, and duration of the effects of
the conferences.
Incidence of identified prosocial behaviors. Two® levels of analysis
were utilized to provide information on incidence:of prosocial behaviors. ;
First, a comparison was made of pre- and bostconference teacher ratings v
of all the behaviors on the school/unit checklist for each child partic-
ipating in the conferences. This analysis was aimed at ascertaining
the effect of conferences in increasing prosocial behavior in general.
Table 36 shows the mean gain scores by level of implementation for the
school/units. None of the school/units attained the level of signif-
icance set for their level of implementation. Moreover, when mean gains
of conferees on all behaviors were compared with gains.made by noncon-
ferees, the results were equivocal--some comparisons favored the con-
ferees, others”the nonconferees. It should be noted that nonconferees
were considerablyrhigher on preconference ratings of the behaviors
ﬂgcontaian in the béhavior checklists of all schools/units. Thus for the
purpose of comparing the two groups, regression analyses were used
to control for this discrepancy.
The second level of analysis of the incidence of prosocial behavior
was specifically related to increases in those prosocial behaviors which
were actually discussed in the conferences. Table 37 contains the mean
gain scores of the conferees on the conferred behaviors. The standard
R deviations, school/unit sizes, and probabilities that the mean gain
scores equal zero are also included. ’
) There is very strong évidence that the conferees attained increased
incidence of the prosocial behaviors that were discussed in their group
conferences. All of the mean gain scores are positive, and nine of them
attain the significance level set fqor their level of fmplementation. =
There is also some evidence that the school/units in the \lowest
level of implementation were not as effective in this regard as the
school/units in the other levels of implementation. This is not a B
conclusive result, however, because there were some exceptions and
the lower numbers of conferees in the lowest implementation level

affected the probabilities of relatively high mean gains. AN
To put the results shown in Table 37 in better perspective, an .
analysis was performed that used the incidence of the cohferredhbe- \

|
|
\
|
|
|
|
\
\
|
|
l
havior$ for the nonconferees. ~fhe analysis was performed by studying
the relationship between the nonconferees' preconference levels of
|

. incidence of theé conferred behaviors and their postconference levels
of inciQane of the same behaviors. On the basis of this relationship,

) * - .
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TABLE 35
ROSTER OF FIELD TEST SCHOOLS BY LEVEL OF IMPLEMENTATION
WITH IMPLEMENTATION RATINGS AND o VALUES
Level of . . ’ Implementation
Implementation School/Unit Ra’ting o Value
4 Port Edwards G 1,2 4.9 “ .007
)
B .G 3,4 4.9 .007
\ G 5,6 4.9 .007
3 *Galesville Total 4.6 .006
3 » McKinley G 3,4 .006
G 5,6 .006
2 *Franklin Total - 4.2 .001
2 Stangel 7,8Y ° 3.9 .001
~ 11,12y 3.9 .001
2 *Chegwin Total 3.9 .001
1 Black Earth -G 3,4 3.3 .0005
1 Huegel 5,6,7 ¥ \ 3.1 .0005
~__ 7,8,9 Y 3.1 ‘ .0005
\ 9,10,11 Y 3.1 .0005
\\ ~

*One schoolwiwt used.

~
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TABLE 36 ‘ )
MEAN GAINS FOR THE CONFEREES ON TEACHER RATINGS OF ALL BEHAVIORS -
i BY IMPLEMENTATION LEVEL FOR EACH SCHOOL/UNIT -
(STANDARD DEVIATION AND PROBABILITIES INCL/UDED)
Standard .
Level School/Unit N* Mean Gain Deviation Probability** -,
‘4_ Port Edwards G1,2 113 -.04 .59 .25
G 3,4 115 .16 .64 .008 ‘
G 5,6 . 32 -.05 .66 .67
3 «Galesville Total 207 .14 77 .009
\\\ ~ McKinley G3,4 . 39 .09 .69 .42
G 5,6 75 .00 .69 1.00
. 2 Franklin Total 118 .15 .;71 *02 ,
Stangel 7,8 Y 43 .21 .74 .07 ’
11,12 ¥ 50 .31 .70 .003
Chegwin Total 58 °  -.07 1.03 .61
1 Black Earth’ G 3,4 83 -.16 .61 .02
Huégel 5,6,7Y 8 .30 ' .56 .17
7.8,9.Y 14 .21 .73 .30 . -
\ Cos A
. 9, 10 1ny¥ 22 .51 .74 .004
*Number of conferred behavior ratingsm. °
**Mean gain equals zero. >/
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x TABLE 37 b

MEAN GAINS FOR THE CONFEREES ON TEACHER RATINGS OF THE CONFERRED
BEHAVIORS BY LEVEL OF IMPLEMENTATION FOR EACH SCHOOL/UNIT
(STANDARD DEVIATION AND PROBABILITIES INCLUDED)

.. , Standard
RLevel . §chol/Unit N* Mean Gain Deviation Probability**
T4 Port Bdwards G 1,2 . 169 .20 .61 3,3 x 10 =5
( 0 G 3,4 * 200 .57 .70 . 7.0 x 102
: G 5,6 103 .26 .67 1.5 x 10,
3 Galesville Total 195 .45 .89 2.9 x 10711
—McKinley G 3,4 34 .09 .62 .40
G 5,6 60 .42 .74 5.5 x 107°
] - ' y SO
2 Franklin _  9,10,11Y 260 ' .27 a3 11x10°8
Stangel 7,8Y 43 .49 .77 1.8 x 1074
1,12¢ -+ ' 39 77 .58 . 3.9 x 10°10
Chegwin  Total - 54 .04 .94 .74
S
1 Black Earth G 3,4 84 .04 © .e5 . .58
Huegel 5,6,7 Y 8  1.25 71 1.1 x 1073
7,8,9 Y 14— 35 Y a4
9,10,11Y 27 1.15 . .53 " Lox1ol

*Number of conferred behavior ratings.
**Mean gain equals zero,

131




106

prediction formulas were computed and used to de®ermine an expected

level of incidénce for the conferees. The differences between the |
expected levels and the observed levels provided a basis for compar-
ing the conferees with the nonconferees. Table 38 contains the mean
differences between the observed and expected levels of incidence

of conferred prosocial behaviors. Standard Aeviations, number of.

behaviors, and probabilities that the méan differences equal zero .

are included. ) s

No comparison contained in Table 38 approaches the level of
significance for its level of lmplementatlon, that is, the groups
cannot be distinguished. Considering the ‘fact that the nonconferees
were considerably higher on preconference ratings of conferred be-
haviors, the fact that there was no- 51gn1f1c ﬁt\dlfference between
the groups following the conferences indicateS*that Eﬁé*eogggrences
reduced the differences between them. In summary, it. can be'cengiyded
that the conference procedure increased the incidence of the prosocial
behaviors which were discussed in the conferences, but did little to
increase those prosocial behaviors not discussed.

Student's perception of their prosocial behavior. Students'
pre~ and postconference ratings of their prosocial behavior were
compared for (a) all behaviors on a ‘school/unit's checklist, and
(b) those behaviors which were actually discussed in the con- Y
ferences. The first comparison showed moderate increases inszgpﬁ

ferees' ratings of themselves with respect to prosocial behavi
in general. However, in only one school/unlt was the préconfierence
to postconference gain significant. d

Table 39 contains’ the mean gains on the conferred behaviors for
the conferees as seen by the studeériés themselves. The data strongly
support the conclusion that the conferees perceived an incr ase in
those prosocial behaviors that were discussed in their group ‘confer-
encgs. Eleven of the 13 mean gains weré positive. FPive of the positive
gains attained the level of significance set for their levels of imple-
mentation. Although these results are not as conclusive those
obtained using the teacher ratlngs, they do indicate a p6dgitive effect
of the procedure on student perception of their prosocial behavior.
The data also support a moderate relation between the effectiveness
of the procedure and the level of implementation of the school/unit.

As with the teacher‘ratings of conferred bghav1ors, an analysis
was carrled out to compare ratings by conferees«wlth those of nen-
conferees. The nonconferee ratings on the conferted behaviors were
used to compute prediction equations. The conferees® pr:econfer:encoa-~ -
ratings were then converted to expected postconference ratlngs. The
differences between the’expected ratings and the obsezued_~§t1ngs
provided a basis for .¢omparing, the conferees the nonconferees
Table 40 contains ghe mean differences by of~implementation for
each sghool/uni standard deviations, ﬁhbers of conferred behavior
ratings, and tHe probabilities that the mean differences are zero are
also included, “

There was little dlfgérence between the observed levels of the
conferred prosocial behaviors and the expected levels. None of the
mean differences attained the level of significance set for the

.
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TABLE 38 )

MEAN DIFFERENCES BETWEEN OBSERVED AND EXPECTED LEVELS - /

OF TEACHER RATINGS OF INCIDENCE OF CONFERREE'PRosQCfKE“BEHAVIQB§4;_

BY LEVEL OF IMPLEMENTATION FOR EACH SCHOOL/UNIT A
(STANDARD DEVIATION AND PROBABILITIES. INGLUDED) —~— — ~ ~——

} - ¢« . Mean_ Standard - L
Level SchooifUiz}ji/’N* Difference Deviation . Probability** !
4 - POTt Edwards G 1,2 P h\“\\“
G3,4 7203  _ -.16 -+ .62 _._ .06
¢s56 103, -.a1 ° \ .50 < .15-
- T - - ] s . !
3 Galesville Total 19 o-.24, .88~ - .05
McKinley G 3,4 35 .57 .63 .03
. i i - L3 B "‘;’g’/
i G 5,6 60 -.53 .70, —— 702
. , ’,_,,-//”- 1 //
2 Frarklin 9,10,11 Y 261 .01 .6l Cose
Stangel 7,8 Y ) -
11,12 ¥ ‘ A
Chegwin Total 54  -.33 ©.82 .09
. - “~ ’:';‘
7 ' -
Black Earth G 3,4 68 - -.34 .0 .05
Huegel 5,6,7Y 8  1.06 .79 - .10
7,8,9 Y 15 ° .14 .57 .35 . -
\ 9,10,11 Y 27 .02 .49 , 64
o /‘/’-
~ 4 ;‘:
U
A“ ) -
D j“y
v“’/(‘ 7 i
; § .»V;. /"‘g‘ 3 R S
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MEAN GAINS FOR THE CONFERE'!;S ON STUDENT RATINGS OF THE~
. BEHAVIORS BY LEVEL OF IMPLEMENTATION FOR EACH SEHOOL/UNIT /
-~ _/ (STANDARD DEVIATION AND PROBABILITIES’IN DED) //
et
' Standard . ) )
Level School/Unit N* . Deviation . Probability**
"4  port Edwards G 1,2 . 169 .70 .85 /
' G 3,4 200 .87 7.0 x 107>
T 65,6 103 .36 1.09° 1.1 x 1073 /,
» R . ; ’ .
\n.\., * .9 i - . /é
13 - -Galesville Total 195 .45 1.33 4,3 xJ07° -
McKinley G 3,4 34 .09 .79 .51
G 5,6 60 .00 74 1.00
\ 2 _ Franklin 9,10,11 Y 260 .33 .92 2.2 x 1078
" " ‘Stangel " 7,8Y + 43 .02 .96 .89
3 11,12 ¥ 39.- .3t .89 .03
Chegwin Total 54 .63 .99 . 1.1 x 1073
e -3
1 Black Earth G 3,4 84 .25 .85 8.4 x 10
. > {
~ 'Huegel - 5,6,7 Yr** ' .
‘ 7,8,9 Y 14 .36 .93 . S ‘
. 9,10,11 ¥ 27 .33 1.00 .10
*Number of conferred behavior raéihgﬁ.
*4Mean gain equals zero.
**#No stldent ratings ‘available. .
"
» 5. .
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T- - © TABLE 40 - |
e * MEAN DIFFERENCES BETWEEN OBSERVED AND EXPECTED LEVELS
‘ OF STUDENT RATINGS OF INCIDENCE OF CONFERRED PROSOCIAL BEHAVIORS®
. . BY 'LEVEL OF IMPLEMENTATION FOR EACH SCHOOL/UNIT
K (STANDARD DEVIATION AND PROBABILITIES INCLUDED)
. - | . ;
Mean Stanqiig
Level School/Unit N* Difference Deviatien Probability**
4 ,. Port Edwards G 1,2
G 3,4 203 -.24 .63 . .02
G 5,6 103 .20 .86 .13
'3 Galesville  Total 195 -.09 1.09 .29
McKinley @ G 3,4 . 35 -.35 .61 , .08
"G 5,6 60 -.16 .62 .16
2 Franklin 9,10,11 Y 261 .06 .69 .25
Stangel 7,8 Y ‘
- 11,12 ¥ ,
Chegwin ™~._ Total 54 =09 LS | .70 .35 .
1 Black Earth G 3,4 68 .07 .67 .36
Huegel - ’51617 Y ' '3 ’ .
7,8,9 Y 15 .20 .61 .29
9,10,11 Y 27 .03 ) .73\\ .66

*Number of conferred behavior ratings. ) /
S **Mean difference equals zero.
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particular level of implementatfion. This is an Fndication that the L

conferees did not perceive an increase in their prosocial behavior i/,//’

beyond what would be anticipat/ed from the nonco#ferees' perceptigps}/?"

As previously‘indicated;fthe nonconferees had a/conclusive advantage

over the‘c?ufcrées on the preconference 1 vels'#f prosocia

Thus, the data suggest that this advantage' was /reduced

implementation of the group conference procedure, . .
In symmary, there is some evidence that students did perceive o

in| themselves an increabed incidence of those behaviors discussed

. in/ the conferences. This perception of increased inciggnée did not ¢

I which were
not discussed‘in the cobnferences. »

Duration of conference effects. The primary question of inter-
:#

eXtend té any large degree to those prosocial behavio

t was whether students continued to exhibit the identified pro-
ocial pehaviors at a level higher than the baseline level after
the conferences were discontinued. Teachi;/aﬁd student ratings of
the prﬂéocial behaviors were collected betWeen 6 and 11 weeks after the;

" \

conferences ended. The ratings were those for a random sample of §;gdénts,,

using ‘the checklists developed by the local faculties.

The incidence of those prosocial behaviors that were .discussed
in group conferences was significantly greater tha baseline level,
both in terms of the teachers' ratirgs of th viors-and the stu- -
dents' ratings. Tables 41 and 42 contain the mean gains for the con-
ferees on the ratings for the conferred behaviors. The data reported
for the teachers' ratings provige strong evidence that the increased—
incidence of conferred prosocifl behaviors were maintained after the
conferences were discontinued. Twelve of the 14 mean gains were posi-
tive, 8 mean gains attained the appropriate-level of significance,
and the negative mean gains were from the lower levels of implementation.
The data reported-fdr the students’ ratings are not so conclusive. Nine
of the 13 mean gains were positive, 2 of the mean gains attained the
appropriate significan¢e level, and 3 of the 4 nenpositive méan ]
gains were from the lower levels of implementation. Considered together,
the data in Tables 41 and 42, indicate that significant increases in the
incidence of prosocial behavior were maintained after the group confer-
ences were discontinued. -

As in previous analyses of the incidence of tonferred behaviors,

a regression analysis was performed to effect a comparison between
the conferees and the nonconferees. Expected ratings for the con-
ferees after the conferences were discon;inugd were computed on the P
basis of the relationship between the nonconferees' preconference. ratings
and their ratings after the cpnferences were di scontinued. ~ The dif-
ference between the gxpected_ratiﬂﬁs and the dbserved ratings, provided.
an indication of the extent of the influence of the group conference
ocedure on the conferess beyond a level attained by those who did
nqt. attend group conferences. Essentially the same results were ob-
tained from these analyses as from previouk ones. There was no statis~
ticjlly«significant evidence to distinguish the nonconferee from the .
conferee. Thus, after the conferences were discontinued the conferees
maintained their parity with the nonconferees, who, it must be xremembered,
were far superior to the conferees before initiation of the group
conferences. ) ’ . :

., . Y o d
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S C TRBLE 41— T
MEAN GAINS FOR THE CONFEREES ON TEACHER RATINGS OF CONFERRED

, BEHAVIORS BY LEVEL OF IMPLEMENTATION FOLLOWING THE DISCONTINUATION

- OF THE CONFERENCES -
(STANDARD DEVIATION, GROUP SIZES, AND PROBABILITIES INCLUDED)

Y

’ et * Standard -
Level School/Unit N Mean Gain Deviation Probability T

, 4  port Edwards G 1,2 39 .36 . .74 2,3 x 1073 .
- ~ . G 3,4 38, .63 .63 6.1 x 176 ,
. ’ G5,6 22 .55 - .74 © . 14 x1073

—~

- ¢ 3 Galesville Total | 36 .55 .85 3.8 x 1074 v

McKinley G 3,4 . 9~ 22 67 . .34
G 5,6 11 .54 1.03 T

2 Franklin 9,10,11 Y 75 .60 .74 1.1 x 1010 -
Stangel 7,8 ¥ ‘21 .90 .76 1.4 x 1075 o
"11,12Y 0 20 .80 77 1.4 x 1074
€hegwin ‘ Total 11 -.09 1.28 ] .82

1 Black Earth G 3,4 22 -.09 .68 .53
Huegel 5,6,7 Y 4 1.50 .58 . 6.7 x 10~3
\ 7,8,9 ¥ 9 .44 .88 a7
.- . 9,10,11 ¥ 10 1.10 .57 o 1.1x 1074 a

£y 8
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. TABLE 42

MEAN GAINS FOR THE CONFEREES ON STUDENT RATINGS OF CONFERRED ;
BEHAVIORS BY LEVEL OF IMPLEMENTATION FOLLOWING THE DISCONTINUATION .
- OF THE CONFERENCES :
(STANDARD DEVIATION, GROUP SIZES, AND PROBABILITIES INCLUDED)

, Standard
Level School /Unit N Mean Gain . Deviation Probability
4
4 port Edwards G 1,2 39 .23 .74 .04
G 3,4 38 .32 .99 ) .05
G 5,6 22 .45 .ol. R
3 Galesville Total 36 .69 1.02 2.6 x 107
McKinley G 3,4 9 -.22 .67 .34 .
G 5.6 11 .18 .60 .34
T : . 1
2 Franklin \1*“\gj}p,11 Y 75 .39 .94 2.1 x 1074 |
Stangel | 7,8 T -.33 1.15 ' .20
11,12 ¥ ‘ .60 1.05 ‘ .05
Chegwin Total 1IN - .36 .98 .24
1 Black Earth G 3,4 2 - .00 .76 1.00
Huegel 5,6,7 Y - - ) - - .
7,8,9 Y 9 -.11 1.05 .76 ’ )
9,10,11 Y 10 .50 .85 ¢« .08

138, - S
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In summary, using teacher ratings on conferred prosocial be-
haviors for the conferees, there is strong evidence that students
continue to exhibit the identified prosocial behaviors. Data from
the students’ own ratings of the same behaviors also support this
conclu51on, although to a lesser degree.

Discussion
The results of the field test related to the effectiveness of

the group confeérences in increasing the incidence of children's pro-
social behaviors were, in gemeral, quite favorable. Both teacher and
student ratlngs showed an increased incidence of those prosocial be~ °
haviors discussed in the conferences. This increase ‘was maintained
after the conferences were dlscontinued, The increases were largely
specific to those .behaviors actually dlSCEEEE&“J d showed only

" moderate géneralization to other prosocial behaviors.? nfexr-
ences were effective in eliminating differences between the initi
superior nonconferees and the children selected for'\the conferences.
Finally, there was modera;e evidence that the effectiyveness of the
conferences with the pupil target group depended upon \the level of
implementation of the prdgram achieved by the adult
This.latter result, which‘is not unexpected, p01nts to

v

to the group conference procedure, as suggested by the adult field
test participants and noted in Chapter II.

©
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VI
EFFECTS OF OLDER CHILDREN fUTORING YOUNGER CHILDREN

B

A controlled experiment tq.ascertaih the effects of specified
tutoring arrangements was carried out during 1966-67. The results
of this initial experiment, which are reported in the first part of
this chapter, were so encouraging.that the tutoring procedure was sub-
sequently incOrporated as a motivational-instructional procedure in
IGM. The teacher materials for tutoring were described earlier in }
Chapter II, along with the largely positive field test results dealing
with adult implementation of the procedure and its feasibility in
school settings. 1In the latter part-of this chapter we describe the
reactions of children to the tutoring procedure, when implemented by
adults using the tutoring materials. "

. .
CONTROLLED EXPERIMENT WITH OLDER CHILDREN TUTORING YOUNGER CHILDREN

BY MARY R. QUILLING, DORIS M. COOK, JAMES L. WARDROP,
AND HERBERT J. KLAUSMEIER}

Participating'siudents .

The éxpé}iment was carried out in a multiunit school in the inner
area of a large Wisconsin city. The large majority of tutors and.tutees
were black; the neighborhood was econemically poor. Twenty-two primary .
school children of age six and seven were tutored individually in mathema-
tics, each by a different sixth-grade boy or girl. The tutors came from
the same neighborhood as the tutees. In the experiment there was one
experimental group of 22 ‘tutees. There were also two control groups
of 17 and 18 children, respectively. A total of 57 children were
enrolled in the primary unit from which the experimental and control
groups were drawn. \ N ¢

Procedure

All 57 primary-age children received the same type of instruction
in mathematics for four days of ach week. A televised mathematics .-
program, Patterns in Arithmetic,eﬁxade 1, was used with all 57 c¢hildren. .
Teachers gave lessons complementing the TV presentations. Many concrete
objects were used in the teacher ‘presentations. Teéacher-made mimeo-
graphed worksheets supplemented the workbook which accompanied the T -
series.. Individual instruc¢tion was given by the teachers to pupils who

lThis section is an edited abstract of the research report by
Quilling et al., 1968, R : ~
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had difficulty grasping the TV presentation. In addition to this
instruction, the 22 children in the experimental group were tutored

by a sixth grade tutor of the same sex. FEach sixth grader spent a

half hour per week with "his" tutee playing arithmetic games, manipulat-
ing concrete objects, and helping with problem solving. These sixth
grade tutors also met for a half hour each week for instruction on
tutoring. During these meetings they were briefed on the mathematics
skills which the primary students were practicing and they learned
tutoring procedures.

Desigg

The primary student population was stratif?ed according to, sex
and randomly assigned either to the experimental group or to one of the
two control groups. The sixth graders were stratified by sex and homes
rooms before being randomly assigned to the children to be tutored.
Eleven girls and 11 boy¥s were selected as tutors. The tutors reported
to the classes of the tutees in two groups, at times which were con-
venient to the particular homeroom teacher. The three teachers of
the primary children rotated their 1nstructlonal groups at three-week
intervals, so that each teacher worked with the experimental group and
the two control groups twice during the second semester of the 1966-67
school year. )

Before the experiment began, the primary ‘children were administered
a teacher-constructed test having a sample of items dealing with math
concepts which had been presented during the first semester. At the
conclusion of the experiment another teacher-made test was administered,
this one measuring understanding of concepts presented during the second
semester. A teacher-made questionnaire was used to measure the tutees' --..
attitudes toward school and toward arithfietic. ¢

The sixth grade tutors and the sixth gradefchlldren who were not
tutors (control group) were given a pensonallty inventory that yielded
subscores on 1nd1v1dua11zatlon, power, esteem, centrality, grouping,
1dent1f1cat10n, dependency, and complexity.

.

Results

Three analyses were performed. The first examined the effect of
the tutoring on the arithmetic understanding of prinmry children, In
the second, attitudinal differences as a result 'of tutoring were con-
sidered. Finally, personality inventory scores on the sixth grade
tutors and sixth grade children who did not tutor were compared. .o

An analysis of covariance was performed on the younger children's
arig@getxc test scores. The teacher-constructed posttest .was,used as
the dependent variable, with the pretest as the covariate. Bata for
both the pretest and posttest were available for 45 children. .

The analysis indicated that the tutored group performed signifi-
cantly better than did the control group. This effect was significant
beyond the 6 percent level of confidence. “There was also a highly
significant (p < .005) sex effect reflectlng the superior achievement
of the girls. ) > o
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Figure 10, a graph of subgroup means on the posttest, portrays
both the difference between boys' and girls' performance and the large
difference favoring the experimental group.

A multivariate analysis of variance was performed on the person-
ality scores of the sixth graders. The difference in self-concept as
measured by the inventory was not significant. Analysis of the primary
children's attitudes toward school, where total score indicated n r
of items for which a positive response was given, revealed no 51g:§§i-

cant difference between the experimental and control groups, \
A\
\
. )}
\ . .o \
Discussion “

‘ . “\

Since children who were tutored had a higher level of achlevement\
than children who were not tutored, the use of sixth grade tutors was \
judged to be effective. Teachers noted, however, that scme tutor-tutee‘\
pairs were not compatible and worked well only when the teacher was \
near. It should be noted that in the experiment, the older students .
were randomly assigned to the younger children. To avoid the possibility
of negative experiences on the part of either the tutor dr the tutee,
the incompatible pairs might have been switched when difficulties arose.
Tutoring might then have had a more positive effect on both arithmetic
achievement and attitude. -

In addition to providing evidence that tutoring by older children
can have positive effects on the achievement of younger children, this
study also indicated that more positive attitudinal effects of tutoring
might be obtained if compatible tutor-tutee pairs are identified and
if tutoring sessions are monitored to assure that the members of pairs
continue to relate well to one another: These suggestions were incor-
porated into the tutoring inservice materials which were utilized in
thewl §72- 73 field test study reported below. :

EFFECTS OF TUTORING ON CHILDREN'S MOTIVATION
AND ACHIEVEMENT: FIELD TEST RESULTS
BY NANCY ZAJANO AND W. DONALD HUBBARDZ

+

Participating Students N

Students at Victory and Thoreau, tto multiunit schools located in
a middle~class area of Milwaukee, partl ipated in the field test. The

adults implementing the procedure at each school determined the subject
matter and the students to be involved 'in tutorlng. Table 43 reflects

these decisions. At Victory School, tutorlng was done in one unit

of fourth to sixth graders. All of the 31 fourth graders in Unit IV

‘were selected as tutees because they were judged by their teachers as

below their expected-level on the Word Attack component of the Wisconsin
Design for Reading Skill Development. At the end of the tutoring pro-
cedure, 22 of these had actually received tutoring. Twelve sixth graders
were orlglsklly chosen as tutors. 1Two "very quiet" boys dropped out

2ThlS section is an abstract of sections of the report by Zajano
& Hubbard, 1975.
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Figure 10.
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during the preparation period, which left a total of 10 *tutors and
22 tutees for the procedure at Victory. PEach tutor instructed only
one tutee at a time. Because all the fourth graders in Unit 1V
were designated to be tutees, the fourth graders in pnit III were
called upon to serve as a tutee comparison group.

At Henry David Thoreau School, teachers and pupils in three
units participated. In Unit B, 30 pupils wére selected as potential
tutees, 6 of these were chosen randomly to become tutees, while the
reméining 24 served as a comparison group. These 6 pupils were tutored
in reading by 6 tutors from Unit C. 1In addition, the Unit C staff

. identified 32 pupils as potential tutees for math. Six of these were.

chosen randomly, with the remaining children serving as a comparison
group. Unit D provided 6 math tutors for the Unit C tutees.

Design

Local procedures. The planning and implementation tasks carried
out by local coordinators and staff at each 'school were described in
detail in Chapter II (see especially Tables 12 and 13). Prototype

< IGM materials (Chapters one, two, and five of the book Individually
Guided Motivation: Guidelines for Implementation [Klausmeier, Frayer,
& Quilling, 1972] and two films) were used by adults to guide such
activities as conducting a local inservice, selecting the subject-
matter areas for tutoring, choosing tutees and tutors, and setting
up tutoring times and places. The specific procedures which evolved
from these activities at each school are. described briefly.

At Victory, all the fourth graders in Unit IV.were selected to
be tutored on the word Attack component of the Wisconsin Design for
Reading $kill Development. Twenty-two students from this unit were
eventually tutored on a total of 12 Level C skills. Each of four
homeroom teachers submitted the names of sixth graders who they
thought would be effective and responsible tutors. The .coordinator
then selected the pupils who had canpleted all the Word Attack skills.

All the Unit IV pupils were grouped for reading according to skill
needs. Consequently, each of the four homerogm teachers had tutees
in their reading-skill groups at one time or another. It was the
responsibility of the skill group teacher to prepare spécific tutor-
ing activities’ for each tutee in his group.

Tutor preparation consisted of eight sessions, each lasting 40
minutes. A supervisor from the Milwaukee Central Office assisted by
preparing five of the tutors while the coordinator prepared the other
f}ve. The format for the sessions was basically the same for all
tutors. The tutoring sessions began in mid-December and were held
twice a week. Each tutee participated in an average of 12 tutoring
sessions, with the range extending from one session to 32 sessions.
Tutoring ended in late May.

At Thoreau the areas for tutoring were reading (Unit B) and math
(Unit C). Six tutees from each unit were randomly selected from a
larger pool of students who showed a lack of achievement, motivation,
and social skills. fTwelve tutors were chosen who exhibited patience,
interest, understanding, and a Enowledge of the subject matter. They

L]
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were matched with their tutees on the basis of personality, sex, P
and race.

The tutee's homeroom teacher was responsible for _preparing
specific tutoring materials for the reading tutees, while the math
skill group teachers had this duty for the math tutees. The two
coordinators were responsible for preparing the tutors and organizing
the times and places for each pair to meet. 2

Tutor preparation at Thoreau consisted of six sessions lasting
30 to 40 minutes. Tutoring itself started in mid-November for the
math tutees and consisted of 52 sessions. The.reading tutees held “
their first of 48 sessions in early December. The tutoring sessions
were 20 to 30 minutes long, were held three tlmes a week, and ended
in early May.

Objectives and measuring instruments. A summary of the field
test objectives with respect to part1c1pat1ng students is shown

~ in Table 44, along witH the instruments and timetable for measuring )
each objective. .

Two instruments were used to ascertain whether the tutee's moti-

vation and self-direction increased during the tutoring procedure.
Each instrument included items to assess both motivation and self-
direction. The first instrument consisted of the first ten items
of Table 2.2 of the prototype IGM book. It measured the pupil's
"general level of motivation” by asking such questions as whether
he attends to tasks, begins tasks promptly, returns to tasks volun-
tarily after an interruption, etc. All children in the participating
"units were assessed with this instrument by their homeroom teacher
both before and after the tutoring procedure. In addition, the chil-
dren identified as tutees and comparisons for the tutees were also
assessed midway through the tutoring procedure. At Thoreau the
tutees and their comparison group were also assessed immediately
‘prior to tutoring. Consequently, four scores were available for
the Thoreau tutees and their comparisons, three scores for the
Victory tutees and their comparisons, and two scores were available
for thd remaining children in the participating units. The teachers
were not always consistent about including every child on these assess-
ments. Consequently, the number of available scores varied from as-
sessment to assessment, especially at Victory.. ’

The second instrument dealt with the tutee's motivation and self-
direction during the tutoring session, and his attitude toward the tutored

- subject matter outside of the sessions. The tutor answered the first
eight items dealing with the tutee's behavior during the sessions, while
the tutee's teacher completed the last three items concerning the

- ) tutee's behayior outside the session.  Table 5.4 from the prototype
IGM book was used to provide this assessment, although its format
and vocabulary were revised to make it easier for the tutor to use.

This asseéssment was completed three times, approxlmatlng the begin-
ning, mldpoint, and end of tutoring sessions.

The instruments used to assess the tutees' skill achxevement
were selected by each school as a result of their choice of the
tutored subject matter. At Victory, it was first thought that the *
Level B gskills for the Word Attack component of the Wisconsin Design ‘ ‘
would be the appropriate level for tutoring. . Upon completion of the
criterion-referenced tests for this level, it was discovered that

! v .
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* all the potential tutees had mastered this level. Because of the

need to reassess at a higher level and because of the time consumed

in this process, the original plan of having a prebaseline assess-
ment was discarded for victory. A baseline score was then obtained

on the Level C Wisconsin Tests of Reading Skill Development: Word
Attack, for both the potential tutees and their comparison group. .
Mid-tutoring and.end-tutoring scores were also gathered. o

At Thoreau, a prebaseline and a baseline assessment were ac-
complished for both reading and math tutees-and their comparison
groups. The reading coordinator developed her own test of 10
reading skills, borrowing items from various standardized tests i
as well as devising some of her own. The math tutees were assessed
on the diagnostic tests accompahying Books 2 and 3 of the Addison~
Wesley Elementary School Mathematics Program, currently in use at
Thoreau. Mid-tutoring and end~-tutoring assessments were also made.

To evaluate the tutors' performance, a different 50 percent
random sample of tutors completed a self-evaluation form at seven-—
week intervals during the procedure. Table 5.2 in the IGM book .
listed 17 speciflc tasks to be accomplished by the tutors. This
table was used both for self-evaluation and for evaluation by a
_Center staff member who observed tutors during three v151ts to each
field test school. - —

-
e

Results

Tutees' general level of motivation and self-direction. Each
item on the instrument for measuring students" general level of
motivation and self-direction provided a three-p01nt scale on which ~
teachers rated the degree to which students demonstrated such be-
havior as "attends to learning tasks." Thus, the students' average
scores on this instrument ranged from 1 to 3. The data provided by
this scale of general motivation and self-direction were analyzed
separately by school in a number of ways. The mean scores for the
tutees were first considered over time. They were then contrasted
with those of the comparison group, and with those of the remaining
students in the participating units. Finally, as a sidelight, the
tutors' scores were compared to those of the tutees and the others
in the units.

The results for this measure at Thoreau were clear: (1) there
was, basically, no consistent change in the tutees' (including both
math and reading tutees) level of motivation during the course of
the tutoring procedure, (2) there was little difference on this -
measure between the tutees and their comparison group, or between
tutees and other students in the participating units, and (3) the
tutors at Thoreau scored higher on general level’ of motivation and
self-direction than did the tutees and other students, both at the
beginning and end of the tutoring procedure. This latter result,

hich was also obtained at Victory, merely confirms the, good judgment
of the teachers who selected:.the tutors in the first place.

At victory, the results with rggpect to general level of motiwva-
tion were more encouraging. The mean scores of the tutees during the
baseline, mid-tutorlng, and end tutorlng periods of the procedure

T




were 1.39, 2.10, and 1.82, respectively. The means for the comparison
- group for the same three time periods were 1.84, 1.97, and 2.02,
respectively. The tutees improved'.71 from baseline to mid- tutorlng
and then dropped .28 from mid-tutoring to énd-tutoring, thereby in-
creasing .43 in general motivation overall. The comparison group l
started out .45 higher than the tutees and increased .18 overall. |
L The mean scoiés for all other students in the unit (students
who were neither tutees, potential tutees, tutors, nor in the compari- ////4
son group) were 2.17 and 2.27 for the basedline and end-tutoring periods, ///
respectively. Therefore, the average baseline score for the tutees g - |
> was .78 lower than that for the other students. At the end of tutor- * ‘
ing the tutees' mean was .45 lower. Thérefore, at the end of the . o
=~ proceduge the tutees (who were selected for tutoring because of 7 :
generally low motlvatlon) were closer to the rest of the students /// <
in their unit. /// ‘
- Tutees' motivation toward tutoring. The instrument:for sSess- |
ing this objective consisted of 3-point rating scales for/s ected |
tutee behaviors within the “tutoring session (ratings glVEH by tutors) i
o and scales for behaviors related to the tutees' pe/sistence, indepen- |
dencg, and interest while working on the tutored subject matter outside |
of the sessions. These latter ratings were completed by the teachers |
responsible for preparing a tutee's specific tutoring activities. The |
tutees were assessed three times on this instrumegt. The first admin-
istration was twd to three weeks after tutoring started, with the
second and third administrations following at seven-week intervals.
At neither school did tutees show much increase on this measure
of motivation across time periods. However, at both schools the
initial mean scores were so high’'(2.55 out of 3.00 at Victory and 2.20
at Thoreau) that there was little room for improveément. At least motiva- |
tion remained at a high level throughout the tutoring period. Inter- o }
estingly, the tutors at both schools consistently gave higher ratings |
to tutees than did teachers. Whether this result reflects a dif;eréﬁEE‘\>
\

in the internal standard$ of the tutors and teachers or an actual dif-
ference in the tutees behavior durlng ana outside of the session is
unclear. :

B Tutees' achievement. Achievement was assessed through repeated
testing of the tutees and the comparison groups with the instruments

selected by the schools. The achievement data were analyzed separately °
for each school. - -
At Victory School.the instrument used to assess~this objective ¢ .

was the 16 subtests of the Wisconsin Test of Reading Skill Development
(WTRSD) : Word Attack, Level C, Form P, Of the 16 skills tested, 12
were the subject tutoring. The reported scores take account of
‘when the tutoring qn these skills occurred, using data from only those
testing occasions ediately prior to and iﬁﬁediately foilowing the -
tutoring session. ee tutoring interims are differentiated. The
first tutoring inter (between the baseline and mid-tutoring testing)
consisted of 14 tutee§ being assisted on an average of 2.1 skills.
The second interim (between the mid- and end-testing occasions)
+ included 13 tutees coadhed on an average of 1.6 skills. Six tutees
. were tutored on an averdge of 2.0 skills over a period of time that
overlapped both interims\, The mean percent correct items for these
three sets of tqsees are \shown in Table 45. An overall pre~ and

Q ‘ . 1.%!5)
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- TABLE 45 ,
MEAN PERCENT CORRECT ITEMS FOR THREE SETS OF TUTEES

ON WTRSD LEVEL C SUBTESTS FOR TUTORED SKILLS N
Set of Tutees N* Baseline Mid~tutoring End-~-tutoring
Tutored in first interim, 29 70.4 84.9 oy
Tutored in second interim 25 " 71.9 < 81.0
Tutored in both interims 12 64.0 72.4 75.4,
. i t

Overall pre-post 66 69.8 ) '81.7

-\

¥

*Combination of students and skills. ' .

J’7
posttutoring mean score is also included. This latter pair of scores

is a weighted mean of the pre- and post-mean scores given for the three

sets of tutees. To compute the overall pre and post mean scores, the
end-tutoring mean score was used for the post score of the set of tutees
participating during both interims, while the mid- -tutoring mean score
was used as the pre-score for the tutees who took part only during the
second interim. - ’

The data reported in Table 45 reveal a substantial increase in
the reading achievement of ‘the tutees. Two of the sets of students
attained mean scores that surpassed the 80 percent mastery level, and
the overall posttutoring score was above the mastery level. The ather
set of tutees was tutored during both interims. They had substantially-
lower mean baseline scores than the other two groups, but during the
first interim their mean scores were raised to the pretutoring level
of the other fwo groups. The tutoring that was continued during the
second interim, however, did not yield the posttutoring mean score
1eve1 of the other two. The effect of the tutorlng was not extended *
much through additional tutoring. ———

In-order to create a true comparison group for these sets of
tutees, an attempt was made to select a combination of students and
skills identical to that of each set of tutees. In other words, if
six tutees were tutored on Skill 1 during the first interim, then
six Skill 1 scores frqm the comparisoh students were randonly selected
to aontrast with those of the tutees.. N

The first step in this process was to reduce the number of stu- -’
depts in the comparison group from 30 to 22, the size of the tutee
group. This was done through random sampling. The next step was
to record all the baseline scores from the 22 comparison students
that fell w1th1n the range of baseline scores. exhibited by the tutees.
This set of baseline scoxes ylelded a pool of students who would have
been eligible for tutoring. The subsequent mid- and ‘end-tutoring
scores for this simulated coniparison group were contrasted with those
of the tutees. The scores wete randomly drawn under the following
conditions: eaqh‘skill was represented in the same magnitude that

150 o .
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it was for the'tutees, ,and the mean number of skills within each interim
N was the same as for the tutees. For example, if Skill -2 was included

eight times in the ‘total tutee'score, then eight fhndomly selected h
- scores on Skill 2 were included for the total comparison;ggpup score,

The match was not perfect. The range in the number: of skills per

student was somewhat lower for the simulated comparison group than

for the tutees (1-5 vs. 1-7). The mean écdrgs for the three simulated-. é?
sets of students are shown in Table 46. The overall pre-post scores

were calculated in the same manner as for the tutees. * S

L Al L » -

TABLE46 e \
MEAN PERCENT CORRECT ITEMS F R, THREE 'SEff'S bF 'STUDEN]_'S" . ?
IN THE COMPARISON GROUP ON WTRSD LEVEL C SUBTESTS N :
FOR TUTORED SKILLS .o e T )
Set of students . . . ‘
(simulated) - . N* , -Baseline Mid~tutoring o End-tutoring -
 First interim 29 "% 64.3 75.2 coo :
* Second interim 25 L -~  8l.4 85.3 * =
Both interims 12 60.7 L7249 78.3 v )
Overall pre-post 66 65.2 o 74.4 . :

- e 2]

' *Combination of students and skills. . |
) ) . . . .

'

In creating this simulation it cannot be assumed, that the studenqé
in the comparison group received instruction in the selected skills. *
It can be assumed, however, thgt the students had skill deficiencies ’
similar to-the tutees. Some of them (perhaps many) must have received
instruction in the selected skills. Victory is a multiunit school using
. the Wisconsin Design for Reading Skill Development, It is standard C
- 7"~ operating procedure for multiunit schoo}s to provide instruction that .
accommodates the skill deficiencies of the students. . ' . .
The data reported In Table 46 show an increase in the reading - -
achievement level that is slightly less than the one found for the tutees.
There is a 9 percent increase for the simulated comparison group when con-
trasting the overall pretutoring score with the overall posttutoring score. & "
The tutees hadra 12 percent difference between these two measures. It
can be conclud “hat the tutees at Victory did increase their readiﬁg -
achievement somewhat more than the simul ted comparison group. .
At Thoreau School, the two sets of :Eteggiﬁere tutored in different
. subject-matter areas'(reading‘énd!math); thus™it was not possible to
obtain a single set of data to assess the increase in all of the tutees'
- achievement. Therefore, the data for each set of tutees was treated.
' separately. " ’

b
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The tutees” meeh scores for the skills on which they were tutored
are reported in Table 47. These scores reflect the testind occasions
immediately preceding and following the tutoring sessions for each

4

.skill, .
S TABLE 47 ' _—
; MEAN SKILL SCOﬁES FOR TH SETS OF THOREAU' TUTEES . v .
’ ON THE_READING ACHIEV T BATTERY _ cONT e
- FOR THE TUTORED SKILLS (SCALE OF 0-10) - ““\a;;\\ a
. . T, BN .
Set of Tutees N* ‘Prebaseline Bese;iggﬁz:mﬂid;tuinring.#LEnd-tutoring N
Tutored in ﬁirst interim 8 6.63 6.50 , . 9. 50 ~"j
Tutored in second interim 6 5.16 7.50 X 9.33 .
Tutored in both‘interims 11 5,27 6.36 8.18 '8.36 )
overall pre-post . 25 5.68 6.68 . . s.és\\\. )

*Combination of students and skills.

-

Some tutees started and flnlshed a set of distinct skills prior to
) the mid-tutoring testing and then started on a new set for the second
interim. They also worked oh other skills during a period that over-
lapped both interims. To be precise, of the six reading tutees, five
were tutored on an average of 1.6 skills durlng~the first interim. - Four
of the six were tutored on an average of 1.7 skills during the-second )
. interim, while all six were tutored on an average of 1.8 skills during
a period that overlapped both interims. Two pretutoring scores and a
posttutorlng scote were calculated from a weighted mean of the two scores
prlor to the tutoring session and the score that follows the session.

For the combination of students and skills that overlapped both ‘interins, -

the tutoring session was the total time of those interims.

There is evidence in Table 47 that the tutees‘increased the1r read-
ing achievement level. The overall posttutorlng score is less than one -
percent from the mastery level of 9.0 established by the coordinator,
and two of the sets of tutees attained posttutoxiing levels of achieve-
ment far in excess of that level. The other set”"of tutees were:tutored

. "~ in‘both interims. As in the Victory data, there does not seem to be a |,
cumuldtive effect to the tutoring proceﬁure. An interesting artlfact ,
. . in the Table. 47 data is that, for those tutees receiving tutoring in
the second interim only, there was a substantial increase recorded in .
their achievement level between the baseline and mid-tutoring occasions,
" a period during which these students were not tutored. This increase
. is larger.than the one obtalned for the tutoring period and ‘indicates

that some of the increase reported. for that period may not be the result
- of the tutorlﬁg procedure P .

R . . .
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A true comparison group was formed for the Thoreaiy €utees in a

manner gimilkar to that for the Victory tutees. Six students were

randomly selected from the comparison group, and those prebaseline

scores that fell within the range of the tutees scores were recorded.

With only six students and nine skills to include in the calculations,
. there was not as much latitude in setting up the combinations of stu-
dents and skills similar to that of the tutees. Combinations were |
selected to meet the following criteria: the number of tutored skills "
per student should be the same as for the tutees, the number of stu- ‘
dents and skills for each tutoring interim should be the same as for ‘
the tutees, the students in the category "Both intérims" should have
score characteristics similar to those of the tutees, all tutored 1
skills should be represented. One other characteristic was not ob-
tained: the skills themselves were not represented&in the same pro- ]
portion as they were for the tutees. Considerably more manipulation : ‘
was required in creating this slmulated set of data than that required N j
for the Victory ‘data.

Table 48 contains the mean skill scores for the simulated compari- |
son group. The same qualification applies in this analysis as in the |
Victory analysis. No assumption can be made that instruction was |
. provided for each of the selected student-skill combinations. However,

g

- TABLE 48
MEAN SKILL SCORES FOR THREE SETS OF STUDENTS . s
. FROM THE THOREAU COMPARISON GROUP ON THE READING s
) . . ACHIEVEMENT BATTERY FOR THE TUTORED SKILLS N
. (SCALE OF 0-10) . N \
Set of Students ) .
(simulated) N* Prebaseline Baseline Mid-tutoring End-tutoring
First interim 8 5.7  © 8.25 . ..9.50
Second interim. 6 ‘ -7 5.17 7.17 . 7.17
Both interims o 11 5.45 6.55 © 8.09° _ 8.27 a
Overall pre-post 25 5.44 7.24 . 8.40 -
*Combination of sgtudents and-skills. . ° .
: . the selected students do have skill deficiendies similar -tb those. of ’ . . i
,the tutees and they are in a multiunit school Ehat consciously provides |
instruction that accommodates students'’ skilk deficiencies. The data v

indicate less of an increase in the readlng ‘achievement lével of this
simulated comparison group than that of the tutees. - Thus, the Thoreau' .-
reading tutees did increase their achievement level. .

) The math achievement levels for- the Thoreau .tutees were assessed

by the diagnostic tests accompanying the Addlson-Wesley Elementary

\ \ School Mathematics Program«({Books 2 ands3). Comparing.ﬁte mean scores

' - @
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of the tutees and comparison students on this diagnostic battery
across the testing periods showed a slightly greater increase in
math achievement for the tutees.

Refinement in the analysis of these data was complicated by

‘the nature of the tests and the decision rules used by the tutoring

coordinator in assigning the tutored material to the tutee. The

tests were not single-skill ¢ests, as were the ones used for the
reading ‘tutees. For the mathematics tutees each itém on a partic-
ular test was referenced to a distinct skill. Considering the battery
of tests as a whole, the items were interrelated to form several

‘sgrands of content, but the strands were not distinct, nor were . they

spedified by authors. For example, Item 5 on test one might be related
to Item 7 on test two on the basis of the mathematical operation in-
volved in both items (both addition). Item 5 on test one might also be
related to Item 8 on test two on the basis of the content of the @kens
(both problem solving). To compound this confusion, the tutoring
coordinator selected items for the content of a tutoring session by
using his best judgment as to the specific instructional need of the
tutee. Thus, it is speculative to designate "tutored skills," and
impossible’ to create a simulated comparison group.

The alternative that is available is to analyze the proportion
of the tutored items that were answered correctly before and after
the tutoring session. Table 49 contains data relative to these pro-
portions for the tutoring interim occurring between the baseline and
mid-tutoring testing occasions for six]tutéqs, on an average of 14.2
items. :

-

TABLE 49 .

NUMBER OF TUTORED ITEMS CORRECT AND INCORRECT
FOR THE FIRST TUTORING INTERIM FOR THE THOREAU MATH TUTEES

B i . . - .

ase}lne * Mid-tutoring Testing Occasion

Testing + - -

Occasion Correct . Incorrect : Total

Correct 45 ‘ 6 51

Incorrect 27 7 34 . -
Total 72 13 85 BV

The data reported in Table 49 indicate that there was an increase
in the math achievement level of the tutees. The baseline mastery
rate was .60 and the mid—tugoring mastery rate was .85. In addition,
79 percent of the 34 incoxrect items in the baseline testing were
correct at the mid-tutoring testing. A similar analysis was per formed
on-the same items for the comparison group. The mastery level increased
from 74 to 87 percent over the same period, and 70 pexcent of the incor-~
rect items ‘at the baseline testing were correct at the mid-tutoring
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The same analysis was performed for the tutoring interim between
the mid-tutoring and end-tutoring testing occasions. Seven tutees
were tutored on an average of 11.7 items during this time.

Although not as conclusive as in the previous analysis, there is
evidence of an increase in the tutees' math achievement. The mastery
levels increased from 56 to 70 percent, but only 48 percent of items
incorrect prior to tutoring were correct following tutoring, In an
analysis of the same items taken from the comparison group, the mastery
rates increased from 82 to 83 percent, and 63 percent of the incorrect
items were correct at the end of the period,

There' were four tutees who were tutored on an average of 6.8 items
for a period that overlapped the testing interims. The data from these
students yield dramatic evidence of the increase in the tutees' math
achievement. They also indicate marginal gains for extended tutoring
periods. The mastery rates increased from 4 to 89 to 93 percent, and
88 percent of the incorrect items in baseline testing were correct at
mid-tutoring testing, with another 4 percent of them correct at
the end-tutoring testing. From a similar analysis performed on the
items in the comparison group, the mastery rate increased from 75
to 84 to 86 percent, and 69 percent of the incorrect baseline items
were correct in’ the mid-tutoring testing, while 3 percent more of
them were correct at the end-tutoring testing.

Combining the data from all sets of tutees, the mastery levels
of the tutees increased from 50 to 80 percent, and 73 percent of the
incorrect items were correct following tutoring:/ The data from the
comparison group show that their mastery rate increased from' 78 to
84 percent, with 68 percent of the incorrect items correct at the end
of the period. These data are not conclusively supportive of the
effect of tutoring on the Thoreau math tutees. The incfease in the
mastery level was much greater for the tutees than for the comparison
group, but the percent of incorrect items that were correct after
tutoring was not as different for the two groups as one might expect.
Considering all the evidence, however, there is some support for the )
conclusion that the Thoreau tutees increased in math achievement as
a result of the tutoring procedure. ~

1

To summarize the data peitaining to the tutees' increased achieve-~
ment level, there was evidence in all three tutoring situations that
the desired effect was obtained, The evidence was found in two cases
(Victory reading and Thoreau regding) by considering only the skills
that were tutored and contrasting those gains with comparable results
from a simulated comparison group. In the case of Thoreau math, the
favorable contrast was obtained by compiling data from only those test
items that covered the content of the tutoring sessions.

Tutor ability 'to conduct sessions. A different 50 percent random
sample of tutors evaluated themselves three times on whether or not
they had completed the 17 tasks listed in Table 5.2 of the prototype
IGM book. This' self-evaluation was first completed three weeks after
the tutoring sessions began, and was repeated twice at seven-week
intervals. Each tutor was told to think, while assessing himself,
only-of the tutoring sessions he had just finished. A total of 33
self-evaluation forms were completed. 1In addition, the same evaluation

e
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*.or items, This positive effect was apparent at both schools and in

form was completed for 17 of the tutors by a Center observer during
three. monitoring visits to the field test schools. These visits took
pPlace at approximately the same times as the tutor self-evaluations.
No attempt was made to randomly select tutors to be observed; rather,
the Center visitor monitored whlchever tutor-tutee pairs were available,
An attempt was made tb see as many different tutors as possible. Often,
however, all tutors were holding sessions at the same time, so it was
not possible to monitor each session completely.
A mean percent score was tabulated to reflect the number of tasks
the tutor accomplished. If no response was recorded for an item the
total number of items was adjugted accordingly, so that the mean per-
cent score reflects the number of Yes responses relative to the number
of items answered. This procedure was_adopted because on some occasions
the Center observer was not able to observe an entire session; and con- ‘
sequently could not record whether or not each task was completed. It
also was used because occasionally tutors lnadvertently omitted an item § -
while completing the self-evaluation forms.
The mean percent scores for the tutor self-evaluations were
generally quite high, with the range extending from 89 to 98 percent.:
The overall total of 93 percent of the tutoring tasks completed speaks

well for the tutors' perception of how they were accomplishing their
jobs,

The Center observations of the tutors' performance yielded a slightly
lower evaluation. The scores ranged from 85 percent for Thoreau reading
tutors to 91 percent for Thoreau math and Victory reading tutors, with
an overall total of 89 percent of the tutoring tasks accomplished. When
tutor and Center evaluations were combined to form a single assessment
of the tutors' ability to conduct tutoring sessions, the grand mean
percent for both schools was 92 percent. It can be concluded that the’
tutors did successfully carry out the tutoring procedure as prescribed
by the IGM inservice material,

Discusg%on

The results of the field test indica
has modestly positive effects on children
Speci fically, w1th regard to general leve
direction, the results indicated a positive effect of tutoring at
Victory School, but no effect of tutoring %n this variable at Thoreau.
With regard to motivation and self-directiom toward the tutoring ses-
sions (as assessed by the tutor), and toward tutored subject matter
(as assessed by the teacher), there was no increase at either school,
but tutees at both schools demonstrated a fairly high level at the begin-
ning of the tutorlng procedure and maintained it throughout.

With respect to tutee achievement, the results indicated a positiwe
effect of tutoring when the analysis considered only the tutored skills

e that the tutoring procedure
s motivation and achievement.
of motivation and self-

both of the suject-matter areas of reading and mathematics.
Fihally, self-evaluation and Center, observation affirmed that a
high percentage of the tasks recommended in the IGM materials were

actually accompllshed by tutors during their sessions with younger
children.
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In summary, the tutoring field test results with respect to chil-
dren’'s reactions to the procedure, when viewed in the context of the
adults! positive reactions to tutoring as reported in Chapter II, sup-
port the conclusion that the tutoring procedure is an effective device
for increasing student achievement. Moreover, with the many changes
in the format of the materials (again as described in Chapter II) which
were suggested by the field test adults, the tutoring procedure is now
easier to implement and should be regarded as a feasible procedure for
the elementary school. )

*
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. VII
SUMMARY

-

It should be apparent from the preceding chapters of this report
that much effort has been expended by Professor Herbert Klausmeier and
his staff in research on motivation, conceptualization of the IGM system,
and the development and refinement of the IGM materials. The evaluation
staff of the Center has carefully evaluated the materials in terms of
their effectiveness with adult and child target groups.

As with any product developed by the Center, the development of
IGM was undertaken to meet specific educational needs. These are:
(1) to assure a high level of motivation to learn on the part of each
individual child, and (2) to promote the acquisition by each child of
such prosoeial behaviors as self-control and self-rel%gnce. A fr -
work for the-actual-.development of the IGM procedures”and materiaize%as
provided by the Instructional Programming Model of the Center's System
of Individually Guided Education (IGE). The programming model {see
Figure 1, in Chapter I) specifies the sequence of activities necessary
for attalnlng the educational objectives of the school, while at the
same time meeting the needs of each individual child by accommodatlng
lnstructlon to individual differences in skill level, rate and style

< of learning. Thus, IGM is designed to attain certain motivational

objectives set by the school while taking into account the motivational
level and needs of each child. ) )

As described in Chapter I, operationally IGM consists of four
motivational-instructional procedures, which are organized ways of .
working with a child or group of children to attain motivational objec-
tives. The motivational-instructional procedures are: (1) adult-child
conferences to encourage independent reading, (2) teacher-child con-
ferences for goal setting, (3) guiding children toward self-directed
prosocial behavior, and (4) guiding older children in tutoring younger
children. Each of these procedures can be incorporated into the in-
structional program in one or more Subject-matter areas, so that the
teacher's motivational efforts and instructional activities--like the
child's motivation and learning--are integrally related in IGM. Each
of the motivational-instructional procedures has been developed ‘to
attain specified motivational objectives through the systematic applica-
tion of fundamental principles of motivation, which were -derived from
the best available psychological tﬁeory and empirical research. These
principles--related to such processes as attention, observational learn-
ing, and reinforcement-~have been translated into prescribed teacher
behaviors which, when carried out, result in 1ncreased motivatlon and
learning on the part of the children. .

Each of these motivational-instructional procedures has been the
focus of a controlled experiment in which the effectiveness of the
procedure was tested under various conditions. The results of these

L ' »
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experiments, reported in Chapter III through VI, indicated thatreacﬁ'
of the-procedures had positive effects upon one or more indicators:
measures of motivation, measures .of achievement, and measures of atti-
tudes toward the subject matter or school in general, In addition,
each experiment provided valuable information coﬁcerning theg conditions
for optimal success of a given procedure.
Based upon the results of the controlled experiments, fnaterials
were developed to guide teachers and other appropriate schdol staff who
might be interested in implementing one or more of the procedures. These
materials, described in Chapter I, attempt to provide teachers with the . -
knowlnge and skills necessary for proper implementation. The materials
includg printed information in the form of a book and assorted manuals’ S
and films; they all aim to demonstrate the application‘of motivational - e
principles within the context of each procedure. The current IGM multi-
media materials were constructed fdllowing fielgktest eval®ations of

earlier~developed, prototypic materials. A
One objoctive of cach field tost was to determiné the effectiveness
of the multimedia materials with adults. That is, following study of -

the materials, could teachers carry out the planning and implementation
tasks necessary for proper (as defined by the materials) installation

of the procedure? Further, could teachers acquire from the materials
sufficient skill in applying the motivational principles with children? - .
The results of the field tests with respect to the adult *target group -

are related in detail in Chapter II. ° .

Since the above obj&ttives were achieved at an acceptable level
by most adults in each field test, the materials were judged’ to be
instructionally effective. More important, the formative ~evaluation .
of the materials provided information which was utilized to produce o
second-generation materials which are more acceptable to adults.. The
revised materials are considerably better organized and carry mu¢h less
of an informational load than the early materials, Moreover,'through
feedback from teachers, ways were found to simplify the planning and
installation tasks, so that the procedures were rendered more feasible
in terms of the time and effort required to implement them.

The second objective of the field tests was to determine the effect
of each procedure upon participating children. Each procedure was known
to be effective when conditions were rather rigoxously controlled by -
Center researchers., However, would positive effects on children's
motivation and learning still be attained when the procedure was
.impleménted by typical school personnel in naturalistic school environ~-
ments with children of, various characteristics?

The results of the field tests with respect to the pupil target
group are extensively reported in Chapters IXI through VI. The results
for each procedure are briefly summarized here. Children who partici-
pated in adult-child conferences to encourage independent reading showed
increases in amount of independent reading, more Positive attitudes
toward reading, and increases in reading acﬁlevepent teést scores from
the preconference to the postconference period, Moreover, evidence
suggested that children continue to read independently after the con-
ferences are discontinued. Because the procedure was implémented by
staffs in six different school settings, the results of the field test
lend generality to the conclusion that the reading conferences are
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effective in meeting pupil objectives of more reading, improved atti-
tudes toward reading, and improved reading skills.

Children who participated in goal-setting co
teachers showed, in most cases, positive and ra
skill attainment during the periods when conferénces were held. Rate
of attainment by pupils for whom conferences yere discontinued after
eight weeks remained high in relation to the preconference or baseline
period. Since the field test sampled from a relatively wide age range
{7 to 12 years) and from a variety of skill areas (arithmetic, word
attack, vocabulary), it would appear that the positive effects of the
procedure are quite generalizable to many ages and skill areas.

The field test of the third procedure, guiding children toward
self-directed prosocial behavior, indicated that children who partici-
pated in the group conferences generally exhibited an increase in pro-
social behaviors. Teacher and student ratings showed an increased
incidence of those prosocial behaviors discussed in the conferences.
This increase was maintained after the conferences were discontinued.
The increases were largely specific to those behaviors actually dis-
cussed in the conferences and showed only moderate generallzatlon to
other..prosocial behaviors. !

) Younger children who were tutored by older chlldren showed posi-
t1ve attitudes toward the tutoring se551ons and increased achievement
which was specific to the skills actually covered in the tutoring ses-
sions. The tutoring proceduré did not appear to increasé the tutees'
general levg?gaf motivation. The procedure was Judged to be effective
in meeting specfflc motlvatlonal and skill-achievement objectlves.

er dramatic gains in

Considered on the whole, the results of the field tests with re-
spect to effectivenegss of the IGM procedures with children are remarkably
favorable; The evidence-highly recommends the IGM procedures as ef-
fective techniques for improving student motivation and conduct. More-
over, these benefits in improved student motivation and conduct can

-be easily obtained by schools whose teachers and administrators are

willing to invest a nominal amount of tlme and other resources in
implementing IGM.
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