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PURPOSE AND ORGANIZATION OF THIS REPORT

During the course of development of the system of Individually
Guided Motivation (IGM), many research and evaluation studies have
been carried glut aE 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 peisonnel. The
purpose of the present effort is to bring together, in a systematic
way, the empirical evidence pertaining to the effectiveness of IGM.
This report, then, is intended for those who wish to become acquainted
in some depth withlythe 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 evidence upon which IGM is based. A bibliography of Center
research related to...I9M 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 summarize research find-
ings reqrdingOthe effectiveness of the motivational proedures with
students of different characteristics. The final chapter provides a
summary.

14



I

OVERVIEW OF THE MOTIVATION SYSTEM1

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 transmitting certain values, endorsed by society, related,to self-
discipline and prosocial behavio. Motivation is central to the learn-
ing of both subject matter and-piosocial 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
motivation to learn. Hoever, 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;hearm, in the context of J

the classioom. 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 bes be measured? A second problem
arises from the realization that j st as children bring diverse cogni-
tive characteristics to learning sks, they also bring diverse values,
affective needs, and attitudes o these same tasks. Thus, efforts to
generate high motivation must ided by the individual needs and
characteristics of each, chi . And because cognitive and motivational
factors'are-inextri intertwined in the learning process,. facilitation
of children's 1 -, ning f -SaUfect-mat..tez and prosocial'values will only

be attainedi ivational procedures are integrally related to a
total inst uctional program geared to the individual child. The final
problem c ronting the teacher is the necessity to formulate motiva-
tional practices which can induce children to exhibit increasingly
those behaviors indicative of high motivation. To be effective, these
practice should be based on sound motivational principles and they
must be practical in terms of the time and money required to implement
them.

With these problems in mind, researchers under the direction of
Professor Herbert J. Klausmeier began development of a "'systeth of Indi-
vidually Guided Motivation (IGM) nearly eight,years ago at the Wisconsin
Research and Development Center for Cognitive Learning.' From the descrip-
tion6f 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 students,

1
Klausmeier's theoretical analysis of motive (see Klausmeier &

Goodwin, 1975) formed the basis forte development of the. ,,systet. the
tem was first described by Klausmeier, Schwenn, & Lamal (1970), and

thi description was later elaborated one in a book by Klausmeier,,Jeter,
Quill & Frayer (1973). The present deSoripDtion of IGM is based-,
on the 1 ter two sources.

1
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RELATIOTIP OFIGM TO THE SYSTEM OF INDIVJDUALLY GUIDED EDUCATION

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 fraTework. IGE is a comprehensive
system of education and instruction designed to produce higher educa-
40nal achievements by identifying and providing for differences among
students in rate of-learning, learnihg 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. This model, with related guidance procedures, is designed
to ptovide for the above differences among students and also to take
all educational objectives of the school into account. This model is -,
used by 'R &-JD Center personnel in developing curriculum materials, and
as a result, the curriculum components 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 identicalyto 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 learning and achieving.
Therefore, whatever a teacher does to motivate a child should be re-
lated directly to his instructional program--that is, to attaining
instructional objectives..

ft

*.

1r REQUIREMENTS FOR IMPLEMENTING THE IGM MODEL

There are four requirements for implementi the motivational pro-
graming model shown in Figure 2. The first a statementof motiva-
tional,objectives. Second is a descriptio of procedures for assessing
children's attainment of objectives. rd'is a set of motivational
principles derived from theory, and search on motivation. The final
requirement is a set of motivati al-instructional procedures whereby
the motivational principles implemented to attain certain 112ti'Vational
objectives. We consider -.ch of these requirements in d

Motivational 0 ectives

ideal way to ensure a reason le level of motivation in children
at ding a particular school =is t mplement the IGM model on a school-
ide basis. The first step in s an implementation is for the principal
and teachers--with feedback f f parents and students--to formulate a

16



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

.

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

Assess the level of achievement, learning stylend,potiva-
tion level of each student by use of criterion:-referented
tests, observation schedules, or work samples with

, appropriate-sized subgroups.

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

Plan and implement an instructional program suitable for each
student or place the student in a preplanned program. Vary,
(a) the am nt of attention and guiddhce by the teacher, (b)
the amoun of time spent in interaction among students, '(c)
the use o printed materials, audiovisual materials, and
direct exp iencing of phenomena, (d) the use of space and
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.

Assess students for attainment .of initial objettives

1
Objectives
not attained

Reassess the student's
characteristics or
take other actions.

4
1

Objectives attained
to_maatery Or

some-other aiterion

3

Implement next se-
quence in program or
take other actions,

.., _-
Feedback'lpop

Figure 1. Instructional Programing Model.
ti
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1

State the motivational objectives to be attained by
the student population of the building after a year
or longer time period in terms of motivation for
reading, for learning subject matter, for self-

*direction, and for content.

Identify objectives that may be attainable by subgroups
of the student population.

V

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

a/.

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

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

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

Objectives not
attained

Figure 2.

Reassess the student's
characteristics or take
other actions.

1,

Objectives attained

Implement next
sequence in program
or take other actions.

A

Feedback loop

Model for the system of Individually Guided Motivation
(from Klausmeier, Jeter, Quilling, & Frayer, 1973).

18
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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
at least a minimal degree, school policies related to conduct; and
conceptualizing a value system. After these general schoolwide
objectives have been formulated, there should follow an identification
of motivational objectives for smaller groups of child7h. These
objectives are more explicit and detailed than the general goals and
are couched in behavioral terms related either_to achievement 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, behaviorally stated objectives 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.

Procedures for Assessing Motivational Objectives

The four primary ways of assessing the student's attainment of
motivational objectives are by directly observing the student, by,
examining his written work, by giving teacher-made or ptbliShed achieve-
ment tests, and by securing the student's own self- reports in oral or
written form.

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

Principles of Motivation

The majoikprogram elements of the IGM system are stated in terms of
generalizat4gs or principles drawn mainly from laboratory studies and
related theories of motivation (see Klausmeier, Jeter, Quilling, Frayer,
& Alien, 1975, for a full discussion of each principle). In 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 pfimarily to the learning of school subject matter- -
focusing of attention, goal setting and goal attainment, and providing
informative feedback after activities are underway. The principles of
modeling and reasoning are more directly applicable to student conduct,
dealing with the initial acqUisition and subsequent conceptualization

19 :r



TABLE 1

MOTIVATIONAL PRINCIPLES AND COROLLARY TEACHER BEHAVIORS*

Motivational Principle Teacher Behavior

1. Attending to a learning task is
essential for initiating a
learning sequence.

2. Setting and attaining goals require
learnihg tasks at an appropriate
difficulty level. Feelings of
success with current learning tasks
heighten motivation for subsequent
tasks; feelings of fa1ilure lower
motiv n for subsequent tasks.

1. Focus student attention
on desired objectives.

2. Help each student set
and attain goals re-
lated to the school's
educational program.

3. Acquiring formation concerning 3. Provide feedback and
correct or appropriate behaviors t

correct errors.
and correcting errors are associated
with better performance on and more
favorable attitude's toward the
learning tasks.,

4. Observing and imitating a model
facilitate the initial acquisition
of many behaviors, including
prosocial behaviors such as self-
control, self-reliance, and
persistence.

5. Verbalizing prosocial values and
behaviors and reasoning about them,-
provide a conceptual basis for the
development of the behaviors,

4. Provide real-life and
symbolic models.

5. Provide for verbaliza-
tion and dismission of
prosocial,values.

6. Expecting to receive a reward for a 6. Reinforce desired
specified behavior or 'a.Lehievement behaviors.
directs and sustains attention and
effort toward manifesting the
behavior or achievement.

Nonreinforcement after a response
tends to extinguish the response.
Expecting to receive punishment
fbr manifesting an undesired behavior
may lead-to suppression or avoidance
of the behaviot, or to avoidance
and dislike of the punisher.

*Adapted from Klausmeier & Goodwin (1975, p. 232).

2.0



of self-control, self-re
The principle of reinfor

By incorporating
instruction, a teacher c

7

e, persistence, and other prosocial behaviors.
t is equally relevant to learning and conduct.
ivational objectives into subject-matter
induce high motivation to learn on the part

of students. However, it is a long step from the guides giver 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

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) guiding /children toward self-directed prosOcial
behavior, and (4) guiding older 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 mo,tivation4 principles out-
lined in the system, and (3) except for the'third pfocedure 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 Of.theelementary school curriculum. It is essential
for later success in school that children develop good reading skills
and an enthusiasm for independent 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 effeotive technique for motivating
the child to read independently. Based on the re ts.-4is research,
inservice education materials were developed to tea h adulEs 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: :li

,?

1. Individually Guided Motivation, a textbook for each person
who participates in an IGM inservice session. Chapter one
of this textbook gives a detailed description of the.IGM
system; chapter two is devoted to the reading conferences.
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2. A Guide for Adult-Child Reading Conferences, a manual each
noncertified adult who prepares to conduct reading confereh
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,
this separate manual was created.

3. Encouraging Independent Reading, a.film which shows teachers
conducting actual conferences with students in real school
settings. 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 educati 'aterials
consists of elementary school personnel, including teacher4, pavaprofes-
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 ultitate; target group for the motivational proce-
dure consists of elementary school children who 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 o books or longer books pr both) and express more
positive attitudes tow d reading than they did prior to initiation of
the conferences. Some but not all, children may also progress in .

various reading skills. --.

Essentially, the motivational procedure described in the inservice
materials involves.regulariy scheduled conferences between the adult and,
the child which focus on increasing the independent reading of the child.
Turing the conferences, the adult models desirable reading behaviors for
th child to observe and imitate. The adult reinforces both the child's
ind endent reading and his or her positive attitudinal statements about
readi g; the adult informs the child of any'progreie he or she has made
in rea ing by telling him.or_her how many books or pages in a4look he
or_shOlas successfully read on his, own; the adult verbally encourages
the ch ld to continue to read while helping him or her to select books
of an/appropriate difficulty level. Through consistent application
of these motivational principles, the conferences have their effect on
the child.

In addition to instructing adults'in the application of the motiva-
tional principles, the inservicd 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
materials in classrooms, and evaluating the effectiveness of the con-
ferences. To evaluate the conferences, adults are instructed in proce-
dures for gathering preconference baseline data on students against
which to measure gains ,independent reading and readin/ skills during
and after the conferentov*iods.

.t.
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Adults are taught to tailor conferences to meet the needs of indivkdual
students. Depending on their assessmentiof the child's level of readihg
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 ch d'
(that is, the number of books or pages in a book that the childlende vorg
to read between conferences), the type and difficulty level of read ng
materials offered to the child, and other factors related to the -cOnferences.

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 the goal-setting motivational procedure. s a result of
research and field test evaluation, the following mat- ials were developed
for this procedure: (1) chapter one of the text In viduall Guided
Motivation, which gives an overview of IGM; and c pter three of the
same text, which outlines the objectives, of the oal- setting conferences,
instructs teachers in the motivational princi es to be used in the con-
ferences, and provides guidelines for planni g and implementing the goal-
setting conference procedure, and (2) a 17 nute film, Setting Individual
Goals for Learning, which shows goal-set ng conferences being used to
motivate children to learn reading wor attack skills. ,

Elementary school teachers are t16 direct target group'for these
inservice materials. .Afte-i-vorkingiArough the materials, teachers should
be able to demonstrate an understanding of both,,the motivational techniques
and the organizational procedures necessary to implement the goal-setting
program, and be able to apply t at understanding in actually implementing
the program. The ultimate target c4, children of low motivation and
skill mastery in a selected Sub ect-matter area, should show an increase
in' motivation, self 74.rect-lbn, and skill mastery related to that subject

-matter if the goal- setting conferences are correctly implemented. ____

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 conAisting of particular
skills which the child will attempt ,to master between conferences,

provides informative feedback concerning the student's mastery of his
goal, and gives positive reinforcement for the child's progress tows ,:1'
his goal. The-materials enable. teachers to implement the above iva-
tion principles in the context of the short subject-matter conference.
This Particular procedure also requires instructing teachers in how to

.,

select subject-matter areas for the ;goal - setting conferences, develop
goal,Chedklists of behavioral objectives in a Child's own vocabulary,
schedule conferences, and evaluate the effectiveness of the conferences.

Development of the goal checklist is absolutely essential to the
successful impl ntation of this motivational procedure. Teachers are
encouraged to selec subject-matter areas in wh. h they are already using
objective-based, indi'1dualized

IT
aerials,instructional such as the

Center-developed Wisconsin Design for Reading Skill Development (WDRSD). 2

2
See, for example, Otto, &lAskov, 1972.
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L....If such instructional programs are not being used, then teachers them-
selves must identify the content objectives and determine the skills
and,subskills involved in attaining them. These instructional objectives
are then expressed in terms of specific behaviors to be demonstrated by
students.- The objectives can in turn be put Into checklists from which
students can select goals they would like to-attain.

In order to evaluate the success of the. conferences, teachers must
be taught to assess skill mastery through development of diagnostic
tests or by use of standardized tests, the former being preferable.

.Teachers are guided in collection of,baseline data related to 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,
and.to evaluate the effectiveness of tl4conferences through computation
of children's gain scores from baseline,to conference periods.

A great deal of emphasis in the inservice materials is placed upon
thisthe initial teacher-child conference. In is first conference, children

are introduced to the notion of setting goals and are taught how to set
goals for themselves. A teacher mutt provide careful guidance to the
child so that he or she learns to distinguish between goals which are
realistic and those which are not. In-gene,ral, the motivational effect
of ,setting and achieving goals is maximized when children select their
own goals, and the g ils are of appropriate difficulty level. --

6i

Guiding childre toward self-directed prosocial behavior. Research
conducted during 19 -70 indicgted that small-group conferences conducted*
by the teacher were effective in helping children learn prosocial valuesand 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, Guiding. Children Toward Self-Directed Behavior. )

In contrast to the two motivational-instructional procedures discussed
thus far, in which a. teacher or other adult works one-to7one with a given
student'to improve his motivation for'acquiring cognitive skills, the "--
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 approvee,by large segments of our-Society and that
contribute to the individual's self-realization and to good citizen4ip.
When conducting the conferences, the teacher applies six motivational
principles: focdsing attention on the problem, reasoning about behavior,
providing exemplary models, helping set goals, giv g feedback and cor-
rection, and reinforcing desired behaviors. Emp sis is placed on reason-
ing about behavior--that is, helping the child; n think about why they
behave in certain ways, and helping them con der the possible consequences
of their behavior for themselves and other
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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.m&tters crucial to the
success of the small-group conference procedure.

Guidance is given to teachers in selecting children who will
participate-in each group. Behavi objectives related to self-
direction and prosocial behavior artormulated 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 needs based on an assessment, but groups can also be formed
on other bases.

Particular emphagis is given to guiding teachers in conducting the
initial conference with the group, since the success of the conference
program hinges on the succeseof 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 discussi n of the behavior and, most importantly,
let the children themselves arrive t a statemen y. of the problem. The
teacher is taught to play a n ctive, gui4Ing role in the conferences.
Questions are asked to help children understand why the problem, exists and
toWp 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 the 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's4progress, 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 events of
each conference, how to gather baseline data on children's level of self-
directed and propcial behaviors, how to use baseline data and data
collected during'the conference period to evaluate the progress of each
child and to evaluate the overall tuccess Qf the conference procedure,
and how to schedule conferences.

After working through the inservice package, teachers should be
able to demonstrate an understanding of,the principles and procedures
involved in the conferences and initiate a successful conference program
on thtir own. The ultimate target group for conferences-- students -
should show gains in self-directed and 'prosocial behaviors.

AlGuiding older children in tutoring younger children. Center research
owing the beneficial effects of having older children tutor younger

children led to the inclusion of this procedure in the IGM system.
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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
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
implement, since it involves' teachers teaching students to teach other,
students. The activities of four groups must be coordinated: the teacheis

A,of the tutors, the children acting as tutors, the teachers of the tutees,
and the tutees (children receiving the tutoring). The inservice materials
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.

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, coilege students, and non-
certified adults can be enlisted astutors. The tutoring sessions are
usually 10 to 20 minutes long. In the tutoring sessions, the tutor
guides the younger child's practice of skills or his independent
study activities. Tutoring is carried out as part of the yoUnfer child's
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,
are to increase 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 procedures. The tutors learn to apply theiprinciples
of focusing attention, modeling desired behaviors, providing informative
feedback, and providing reinforcement. The inservice materials contain,
a complete plart.to be used by teachers in teaching children to be effectiiie
tutors. The materials used for teaching tutors include the book Tutoring
Can Be Fun, which explains the tutoring procedures and theN94tivational
principles in easy vocabulary and contains practical exercises and role-
playing activities-for prospective tutors. Tutors are also shown part
of the filarduiding 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
nderstand) which he is to implement in the tutoring sessions. This

checklists 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
tutors during initial instructions and later during the actual tutoring
prOgram. The instructional plan for tutors outlined in the materials
consists of three to five sessions of about 30 to 45 minutes each. it
is suggested that 6 to 10 tutors be taught simultaneously.

In addition to providing teachers with\ a plan and materials for
instructing tutors, the inservice materials, provide explicit instructions
and materials for performing the following tasks: determining the objectives

26
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of the tutoring sessions; selecting the materials and/activities to be

used; monitoring the sessions to assure that the tutor 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
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 program are measured. Monitoring Of the tutees' pr2gress
is the primary method for evaluating the successol the program and making
necessary revisions.

While it is obvious that themotivational principles in Table 1 gam
be implemented in numerous ways, the four motivational-instructional,
procedures just described have been found to provide effective means

A, for systematically applying the principles to accomplish explicit and
significant motivational objectives. Currently, implementation of IGM
in a school means the implementation 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 systerh, it can best be implemented iryschools which have
adopted the Instructiorial Programming Model (see Figure 1) and the organi-

zational structure of IGE,3 The research on the effectiveness of the IGM
system and related materials which is reporteh 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.

LIST OF IGM, MATERIALS

The materials which follow are available from the CCL Document
Service of the Wisconsin Research and Development Center for Cognitive
Learning.

Books

Individually Guided Motivation, by H. J. Klausmeier, J. T. Jeter,
M. R. Quilling, D. A. Fraker, 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 stuivnts, replace self-
contained classrooms. At the next level is the Instructnnal Improvement
Committee (IIC), consisting of the principal and unit leadaFs 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).
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College-Instructors Guide for Individually Guided Motivation,
by H. J. Klausmeier 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 Learning

Guiding Children as Tutors

Guiding Children Toward Self- Directed Behavior

tl
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II

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 affiliated 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 Chapter I.

In contrast to the early experiments on the proceduresr which were
conducted under controlled conditions with rigorous supervision by Center
staff, the field test studies were 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. Participating schools were multiunit schools in Wisconsin'
selected from among those volunteering to participate in
the 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.

15
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It is obvious that unless the materialsare usable by adults and
are acceptable to them the motivational-instructiohal

procedures will
n be properly implemented and, in turn, can have little beneficialeffec n children. Thus, the exposition of the empirical evidence
related to GM should logically begin with an inspecti n of adults:
responses to piocedures and materials during implem ntation. In
the following sect s, data pertaining to the effectiveness of the
IGM materials with adu s are reported for each of the four motivational
procedures.

ADULT-CHILD CONFERENCES TO ENCOURAGE
INDEPENDENT READING: FIELD TEST RESULTS

BY DEBORAH M. STEWART, MARY R. QUILLING, AND DOROTHY'A. FRAYER4

Participating Adults

'The sria11-scale field test of the independent reading conferences
was conducted in six multiunit schools sele4ted to represent a variety
of populations--rural, small town, small city, medium city, and largecity. Adult conference leaders were identified by each school independentlyto make the best use of personnel and time. Of the 60 conference leaders
selected, 40 percent were teachers, 40 percent staff and/or volunteer aides,
and.20 percent high-school student volunteers; in any one site,,,however,
only one or two groups were represented. Thus, a diverse population of
adults was sampled in the field test.

Objectives, and Procedures

.

The objective sought for adult participants were 'of two types--those
related'to'understanding of the principles and implementation proceduresof the motivational program, and those related to the, actual implementa-.
tion of the'ponferences.

Table 2 shows the three objectives related to adults' understanding
of the principlesand implementation procedures: knowledge of motivational
theory, application of motivational_ principles, and procedures for implement-
ing conferences., To find out whether'the adult's derstood the motivation
theory, principles, And procedures as pres ted in the materials, a multiple-
choice test was administered by local c rdinators foAlowing training. -Of-- _interest was whethd,the adults.tralne b 'local coordinators could performas well as adults trained by'specialis The scores of adults trained by,
the conference leaders,were compared/with the scores of an "ideally trained"grOup. The latter groupThad participated in a training session conducted
by members of the R & D staff as part of an earl'ex formative evaluation of
the materials for the reading conference program (see Frayer & Sorenson,1971).

.

As noted in Table 2, the adults' application of motivational principles
and procedures du ing implementation of actual conferences was also assessed.
Fifteen differen applications of the principles were identified as

4This se, tibn is an 'abstract of sections of the document by Stewart,Quilling, & Frayer, 1971.



TABLE 2

ASSESSMENT PROCEDURES FOR ADULT TARGET GROUP'IN INDEPENDENT
REAbLNG CONFERENCE FIELD TEST

17

Objective

Assessment Time
Following_ Training During Implementation

1. Demonstrate knowledge
of motivational theory

2. derstand application
motivational princi-

in conferences

3. Und rstand procedures
for implementing
conferences

"s"---,-
Multiple-choi est

Multiple-choice test

Multiple-choice test

Con 'Pence recorded,
transcribed, and
rated

Implementation moni-
tored on site

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 evaluationi, an assessment was made of the
degree to which the fqllowing implementation requisites, as described in
the inservicematerials;.were_fulfilIerWeach school.

-3%

te

1. An inservice training program for local leaders was carried out.

2. Baseline data on numbers of books read were collected from all
childrenlior eight weeks.

3. A criterion for identifying children who need conferences was
spedified in terms of amount of independent reading.

4. Children in need of conferences were identified on the basis
ofithe above criterion.

5. AdUlt conference leaders kept records of each conference.

6. Children continued to record, the titled of books completed
and dates of completion throughout the conference period.

7. Availability of books was increased; new books were provided
or additional opportunities to use the Instructional Media
-Center (IMC) with adult assistance were given.

8. The books available to the pupils coveted a broad range of
difficulty.

9. Pupils in the conferences had the oppoiit .ty to select books
independently-



Conferences were held where a fair degree of privacy was
possible.

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

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. Coordinators 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 copies 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,atnda from the on-site inservice program
showed that the adult leaders saw the lm, 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 appropriate data for each student to the Center
for analysis. Requisites 7 through 12, dealing with procedural aspects of
the conferenCe 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 'Coordinators 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 t6 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
satisfactory. In one school, no formal inservice training beyond viewing
the film was provided; instead, leaders received the user's manual and
a summary of the information provided to local coordinators

fi
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n the multiple-choice test administered immediately
are shown in Table 3. Score's on three subtests related
eory, applications of principles of motivation in con-
ementation of the conference procedures are also presented
ers at each of the six schools and for an "ideally
e scores 'on the same test served as the standard for
ce leaders. Inspection of the means on the total test
schools eXceeded the mean of the standard and four

ses were done for each subscore and the total score.
ailed t-tests compared the means for the six individual
and to determine whether performance was below standard
probability of a Type I error was held at .05 for all
ntly. 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
ificantly below the standard for all subtests and the
nference leaders in School F were below the standard

on the theof*y subteSt and the total test. School F's comparatively poor
performance may be attributed to the incomplete inservice program in that
school.

Application of' motivational principles. Understanding of the applica-
tion of motivations principles such as reinforcement, feedback, and modeling
was further assesse during implemehtation. The leaders in each school
tape-recorded their conferences for the same weeks, during each of the '4

first and second eight-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 total
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 = excellent implementation), and a mean con-
ference rating was determined for each school. The quality of the conferences,
as assessed by the rating technique, varied substantially between schools.
School E conducted the poorest conferences, with mean ratings of 2.77 and
2.45 for the first and second eight-week conference 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
practice.

When pre-implementation test performance, as reflected by the com-
bined means on knowledge of theory and application of motivational principles,
is related to application of the principles in Practice, a moderate degree
of correspondence is noted. Rank orderihgs in Table 4, based on the second
eight-meek period of conferences, in icae that the two groups of conference
leaders who demonstrated the least n wl dge on the test alsorhad the lowest
ratings for application of motivational principles in conferences.

.4
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TABLE 4

RELATIVE RANK ORDERINGS OF CONFERENCE LEADERS!. PERFORMANCE
ON KNOWLEDGE AND APPLICATION OF MOTIVATIONALTHEORV

AND PRINCIPLES

School

Rank Order of Mean,Score.
on Theory andVrinciples

of Motivation

Rank Order of
Mean Conference

Rating

A 2 1

B 1 4

C r 3 3

D. 4 2

E 6 6

F 5 5

Accomplishment of implementation requisites.
.

-On-site monitoring was

conqucted d ing the *conference)periods to determine whether' implementation
requisites ere carried out. Results of the monitoring.of the six requisites,
7 through1 , for conference implementation and the requisite involvipg the
inservice p ogram art summarized for each school in Table 5. The schools

mete all th impleientation requisites, except that School F, as mentioned
earlier, f iled to provdde a formal inservice session.

Along with determining that minimum implementation requisites were

_,...9!

met, the monitoring identified additional desirable practices in the
schools. or example, it was found that either the supply of b s was

changed r gularly or else books for conferences were seledted by individual -
children rom thhool 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
necessar . In most schools, a private seminar room was set aside for
these co ferences.

Eva uation of product usability. A final question relating to the
adult -'get group. was whether the conference leaders perceived the program
as usab.e. Thirty-four of the 75 conference leaders and local coordinators
respond d anonymously to a staff questionnaire.

indication of usability was intent to continue or discontinue the
' proced e upon completion of the field test. Seventy-nine percent of the
teache s answered that they would either recommend continuation or be
pleas if it did continue; all but one pf the negative responses came
from chool F. In other words, the data suggest staff support for con-
tinua ion in five of the six participating schools.'

related indication of usabilityis extension of the conference
procedure to subject areas other than reading. Fifty-seven percent-Of the

rest) ndents had used the conference technique in other subjectareas.
..-,
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A

A majority of the leaders indicated that they would follow the recom-
mended 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 installation /implementation procedures
were deemed feaSible. Recommended changes in the materials included
improving tile 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 educ-
tional materials were studied in a properly conducted local inservice,
-adults-acquired a suffIC-ient level of mastery of the theory, motivational
principles, and implementation procedures. Moreover, following proper
inservice sessions'with the materials, most adults were able to conduct
conferences of average to good quality' They were able to implement
conferences according to the recommended guidelines and in most cas
they did,so. Finally, a majority of adults rated the materials usable
and the nference procedure as,feasible.

TEACHER -CHILD CONFERENCES FOR GOAL SETTING: FIELi TEST RESULTS
BY MARY R. QUILLING, THOMAS J. FISCHBACH,
KAYE H. RENDFREY, AND DOROTHY A. FRAYER5

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
implement the goal-setting conferences. In the following sections, the.
two phases of the study will be described separately:

PHASE. 1

. 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.
Procedures and instrumentation. The adults took part in a two-hour

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 consisting of a film on goal-setting conferences and
a Center practical paper, Individually Guided Motivation: Setting Individual
Goals for learning (Rendfrey, Frayer, & Quilling, 1971); also there was a
brief discussion of the motivational principles underlying the conferences.
Table 6 contains a detailed outline of the activities and time allotments

..1""

5
This section is an abstract of sections of the document by Quilling,

sChbach, Rendfrey, & Frayer, 1971,

37
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TABLE 6

SCHEDULE OF ACTIVITIES AND TIME ALLOTMENTS FOR THE
INSERVICE PROGRAM ON GOAL-BETTING CONFERENCES

Activity. Time (in minutes)

Introduction 3

Pretest (30 items) 15

Read Practical Paper, pp. 7-12 15

Discuss preconference planning 5

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

during the inservice session. To determine whether the materials com-
municated the necessary information, a 30-item multiple-choice test
was used, including questions -concerning the planning and organizational
procedures necessary to implement the conferences:, and the principles op
which the,goal:=Setting procedure is based. This instrument was administered
before And-after the inservice simulation, so that change in scores served
-as an indicator of program success.

'Results for Phase_l. The 39-item multiple-choice'test included
19 items dealing with the planning and organizational procedur6
necessary to implement the/ conferences and 11 concerning the theory
and principles inherent in the goal-setti eonfii-ences. The'mpan gain
from pretest to posttest on t e-s ion dealing with procedures Was 3.05;
for the items deali g -with theory and principles, the mean gain was 1.09..
For both of tne Sections, the mean gain was significant at the .01 level
of confidence. Summary statistics are presented in-Table_7,..-

.7

TABLE

MEAN,SC1ORES AND GAINS ON TWO SUBSCA ES OF THE TEST ON PROCEDURES
AND PRINCIPLES OF THE GOAL- ETTING CONFERENCES

,Items

Number;
of Ite s

Mean Scorej Mean
Gain

Statistical
TestPretest Podttest

Procedures

Theory, and
Principles

19

1

11.71

6.55

14.76,

7.64

1.95
.-

1,09\

t = 8.50, < ./01

/

\ t = 4.14, p 1.01-. -.
All items 3 18.26 22.40 4:14

\3 8
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Another index of the effectiveness o the terials in communicating //
infordation is the percentage of of adul s who responded correctly to an
arbitrarily set number of items. A scor ,of 75 percent was established
as the mastery criterion. the data reveAedhat 7871Teruent-of the-adults -

demonstrated mastery of the,procedural\aspects of the materials while
60 percent of the adults mastered the theory and principles of the goa
setting procedure. 0,

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

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

...pretation of the mastery data is difficult.

6
PHASE 2

Participating adults. In Phase 2, three schools'implemented the
program and contributed data showing how welli'teachers apply the motiva-
tional principles and carry out the propedures described in the materials.
A total of ten teachers participated. Three teachers from a intermediate
unit of Grantsburg Elementary School in Grantsburg, Wisconsin, plemented
the conferences in math. Five teachers from a unit in 'obinwodd School in
Franklin,'Wisconsin, added the goal-setting techniques to Conferences they
were already conducting with students low in vocabtlary. Two teachers
from a unit of Morgan L. Martin School in Green Bay, Wisconsin, implemented
the conferences in reading.

Procedures acid instrumentation. One or two teachers from each of the
cooperating units
Cep.ter where they
the design of the
schools and conduc
and film mentioned
the content area
conferences.

.

n the three schools attended a workshop held at the
ere briefed concerning, the use of the materials and
ield test. The represedtatives returned to their
d an inservice session, utilizing the practical paper
arlier. At,that time, plans were made for selecting
the participating stUdents, and for conducting the

The evaluatio was conducted over 20-week period. This period
was subdivided into a brief baseline pe iod and two eight-week implementa-
tion periods. Data were collected from adults and children at the times
indicated in Figure 3.

Monitoring of ,onference fLmplement ion was carried out by on-site
visitations, by a teacher questi'nnaire, and by.tape recordings of con-
ferences. The visitations and q estionn ire related'to procedural aspects
of conference implementation, whi e the ape recordings were used to
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 &ID Center. The evaluation form for rating
these taped,conferences was designed to deterdine 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_were

39
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TABLE 8

INCIDENCE OF APPLICATION OF MOTIVATIONAL PRINCIPLES
IN GOAL-SETTING CONFERENCES

Motivational
Principle Behavior

Percentage of
Conferences

Exhibiting Behavior

1.

2.

Feedback

3.

4.

Reinforcement

Focusing 5.

Attention

6.

7.

The child is given an
opportunity to evaluate
his own progress. 50

The child is given an
opportunity to demonstrate
the behaviors learned. 70

Feedback is provided for
each of the goals chosen
for the previous week. 80

The child receives praise
at least once duriie the

4!conference. 90

Specific examples are given
for the behaviors to be
learned. 90

The child is given sufficient
help in selecting goals for
the coming week. 40

The child is given an
Goal Setting opportunity to participate

goal setting/e 100

4c
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rated for occurrence or nonoccurrence of seven, specific behaviors. A
behavior, such as the teacher's praising ofthe child, was deemed to have
occurred if at least two of 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. In 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,
from the data that certain practices (Behaviors 1 and 6) viewed as desirable
were not consistently used in the sampled conferences.

.The assessment of the procedural aspects of the conference implementa-
tiod focused on the following questions: Do teachers satisfactorily imple-
ment the basic requisites of the procedure? Are any modifications necessary
to assure adequate implementation of the procedure? Is the procedure
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
requisitesz_participating in inservice training sessionsselecting
subject-matter areas, developing goal checklists, collecting baseline
data, selecting student participants, conducting regular goal=setting
conferences, and maintaining current records of goal attainment. Further
information on implementation and recommended modifications was gathered
from the teacher questionnaire. The teachers suggested such changes in
the prototype materials as adding 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 nference procedure.

The following facts relate to the fees lity of the con-
ference procedure. ach school planned land conducted local inservice
sessions without assistance from Center personnel. the time spent in
preconference.instructiOn varied from school \to 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 two 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 usua ly must be made to find a time free from other
class responsibilities. e teachers indicated'that with a limited num;
ber of students participa ing (as was /true in the field test), such other
time requirements as prec nferenoe planning and record keeping were not
unreasonable.

All 10 participating teacher, indicated that they felt the goal-
setting conferences were an effectie motivational technique. Finally,
the fact thatiall three schools ctio6e to continue the conference proCedure

/
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TABLE 8

INCIDENCE OF APPLICATION OF MOTIVATIONAL PRINCIPLES
IN GOALSETTING CONFERENCES

Motivational
Perdentage of
Conferences

Principle Behavior Exhibiting Behavior

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

2, The child is given an
Feedback opportunity to demonstrate

the behaviors learned.

Reinforcement

Focusing
Attention

50

70

3. Feedback is provided for
each of the goals chosen
for the previoUs week, 80

4. The child receives praise
at least once durige the

3rconference. 90

5. Specific examples are given
for the behaviors to be
learned. 90

6. The child is given'sufficient
help in'selecting goals for
the coming week.

7. The child is given an
Goal Setting \

\
opportunity to articipate

-...,

------ ,--------,...i.aparsettin
\

\ 100

40

Ito
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TABLE 9

PERFORMANCE ONPRETESTS AND POSTTESTS OF THE THEORY, PRINCIPLES,
AND METHODS OF GROUP.CONFERENCES

Pretest

4 .Group Tested N 'Mean**
Standard
Deviation

1st R & D Inservice 17 1.73

2nd R & D Inservice 10 11.6 . 1.65

Galesville ` 12 10.2 i 2.38

Chegwin 11 11.0 2.90

Huegel 12 11.3 1.50

Stengel 9 10.,2 2.33

Port, Edwards 20 10.8 2.07

Overall 91 1. 1 2.230

Posttest*

N Mean**
Standard
Deviation

*Data on Pretest non-:mas rs.
**Fifteen-item tests,/

6 .12.2

5 11.2

8 12.4.

7 10.3

3 8.3

6 10.8

6,

.90

11.17

1.28

3740

.73

1.89

2.17

of the table icates that low ratings on,-three implem= tation requisites- -
maintain' cur ent conference records, e'stablish'ing lar conference
sched s, and selecting students for conferences--ac..unt4for the ldwer
over ratimis for these schools.

Application of motivational principles.,ples Three Center staff meters
observed and rated a total of 29,0i1-ferenceS in six schools over a period
of six weeks. The teachers were rated on their use pf the motivatio al
principles of reasoning, mod ing, and, goal setting in the _initial c n-
ferences, and on the princ les of,feedback and reinforcement in fol ow-
up conferences. Table 11 Contains the mean ratings on the five prin iples
for teachers in six schools. The teachers' general. ability to apply,the
five motivatidnal principles islindicated by an overall mean rating of
4.0 (80 percent of the maXimum) Two of the six schools, however,
received rating tween 3 and , indicating only average ability of
teachers to impa ent the principles. The modeling principle appeared
to be the most- ficult for teachers to implement, as indicated by its
low mean ratin . wever, inspection of the table indiOates that for
the four schoo s on hich data are available, two implemented modeling
and twa did n t. In ummary, the evidence shows that, with the possible
exception of tbe modeling principle, teachers are able to carry out the
motivational/principles in,the,group conferences;

'Usabilit and feasi lit of the ram. Information concerning the
usability,of the material and tht attitudes of teachers toward the group-
conference/1)r cedure was ga ered during informal on-site interviews and

/
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their own staffs. Two weeks prior to the inservice, the participants were
sent'the practical paper Guiding Children Toward Prasocial Behavior: A
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:,,Mid-
September.

The inservice session opened with the administration of a
,,,

15-1

item multiple-choice test of the, theory, principles, and methods of the
--group conferences. PartiCkpants discussed the guidelines for formulating
behavior checklists and implementing the group conferences in their schools.
In order to provide some experience with the task of formulating a behavioral',

checklist, all participants were assigned to a workingLgroup where they
developed a checklist of behaviors`that adults would be,expected exhibit
at an inservice meeting. The remainder of the session was devoted o a
role-playing session simulating a small-group confer ce, the viewi g
and discussion of a video tape, The Development of' Pr .ocial'Bghavii2r
Through ;;mull -Croup Conferences, and aworking session here participant
prepared a skeletal plan for implementing''the procedure in their schools.
The session concluded with.a 15-item posttest.

Local inservice and program implementation. Within a month following
the qenter inservice, each school conducted a local inservice to introduc
the procedure to its staff. In all cases, the video tape was shown as
part of this insepvib&,. The same multiple-choice test used at the R & D
inservice was administ4ed to inservice,participants at five of the"
schools. .

...

Next, each school identified the
\

1:rbsocial behaviors it considered
most,important and stated these in the form of a checklist. Th e chec -
lifts, c4hich included, from 6 to 39 behavic:ors; were submitted the4t' D
Center for-the purposes of the field test study. n addi on to the c eck-

\

list, eedh School identified its criteria for selectin children to p ticipate
in the conferences; these group formation guidelin were also submitt d to
the Center. At this point, alb schools were vi i ed by Center, staff'
txplain data collection forms and'answer ques ions.

The field test participants then coll ted baseline information by
/rating each child oveach behavior on th checklist. In four schools,

each child was rated brand' teacher, while in the remaining four schools
several teachers' rated, each child. In addition, in all but one of the
19 units paiiicipeting in the field, test, the students.rated themselves
on each behavior on the checklist:4 -' a

'Using the group formation guidelines and the baseline ratingsr school
- personnel selected children. to participate in the group conferences,,with
-eech conference ocusing on one behavior. All schools had-'begun to hold
conferences by th end of Nmember 1971. On the average, the conference
groups conteined_si or seven members. and met two or three times. The
duration of the grow meetings averaged 19.5 minutes for initial con-
ferences an1014.8 min tes for follow-up conferences. Of the 19 units

........f:____---u sing the program, 18 apt a Group. Conference Record for recording ,
.4-

- which children participated, what behavior they discussed,'and whethe

erencewere scheduled to end during February 1972. At this time a

ey attained their goals. ,For the purposes of the field-test, the con-
S

stassessment was completed by teachers and.students.Each student
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was again rated on each behavior on the checklist. The'postconference
ratin s; as well as the group conference recordt, were submitted'to the

eente for analysis.
uring the conference period of December to February/, schools were

rand* ly selected for on-site visits by Center staff. Three schools received
two visits 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
mo
ti

itored. This schedule was designed to discover whether the motive-

1nal 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
nformation received from titre principal. Most questions were related to
e amount of\staff time devoted to carrying out the various aspects of
plementation. ,.

sq.

Data are reported here for each of the five questions', listed earlier,
which relate to the adults' response to the group-conference prodedure.

Knowledge of theory, principles, and methods., The multiple-choice
\test that was developed to assess knowledge gained from study Of the group-
conference materials was administered in five schools and at each of the
two inservice sessions conducte by the R & D Center. Parallel forms
were prepared for use as prete is and posttests. Table 9 contains descrip-
tive data resulting from admi istering the test in the several situations.
Results of the pretest admi stration indicate that teachers utilized the
printed materials to prepa e for the inservice sessions. An overall mean
of 11.1 is relatively coo -e to the 80 percent mastery level usually assigned
to such tests. Most o the pretest non-masters were brought up to the

_\___mastery level by the nservice sessions, Front another. perspective, 70
percent of all th- adults who were tested attained the mastery level on
either the pre st-,;;k in subsequent posttesting. It can be reasonably
concluded -t teachers' study of the group-conference materials and
partici ion in an inservice session utilizing these materials lead to
maw of the theory, principles, and methods of the roup conferences.

Accomplishment of implementation requisites. At the conclusion of a
series of on-site visits by Center staff, each school was rated on seen
specific requisite techniques for implementing the groin- conference procedure.
Table 10 contains the ratings of the schools. The"data indicate that teachers
were able thto implement most of the requisite techniqUes with a fair degree of
success.c9Four 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 obtained mean
tings of 4.0 or better. Three schools obtained mean ratings' between
and 4, which, on a 5-point scale, indicated average performance. In

stinmary, teachers in five of the eight schools showed<good to excellent
ability o implement the requisite techniques of the group conferences;
the re ining three schools showed only average ability to do so. Inspection

< z
,
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TABLE 9

PERFORMANCE ONPRETESTS AND POSTTESTS OF THE THEORY, PRINCIPLES,
AND 'METHODS OF GRtUP. CONFERENCES

a.

Pretest

.Group Tested 'Mean**
Standard
Deviation

1st R & D Inservice 17 127i""--, 1.3
2nd R & D Inservice 10 11.6 . 1.65

Galesville 12 10.2 1 2.38

Cheqwin 11 11.0 2.90

Huegel 12 11.3 1.50'

Stengel ' 9 10,2 2.33

Port' Edwards 20 10.8 2.07

9 4/

Overall 91 111 2.23

*Data on Pretest non-,masers.
**Fifteen-item tests,/

Posttest*

N Mean**
Deviation

6 .12.2

5 11.2

8 12.4.

7 10.3

3 8.3

'.90

1.17

1.58:

1.28

.3./ 40

1

6 10.8

6 .89

of the table icates that low ratings on-three implem= tation requisites--
maintain' cur ent conference records, establishing r.-.. lax conference
sChed s, and selecting students for conprences--ac..untifor the lOwer_-----j---- overall ratin4S for these schools, ,'

Application of motivational princliples Three /Center staff meibers
observed and rated a total of 29pdnferenceS in six schools over a period
of six weeks. The teachers were rated on their use of the motivational
principles of reasoning;, mod ing, and. goal setting in the initial c n-
ferences, and on the principles of,feedback and reinforcement in fol ow-

. tip conferences. Table 11/Contains the mean ratings on the five prin iples
for teachers in six schbOls. The teachers' general. ability to applythe

'five motivational principles is'indicated by an overall mean rating of
- 4.0 (80 percent of phe maXimum) Two of the six schools, however,

received rating tween 3 and indicating only average ability of
teachers to impl ent the priciples. The modeling principle appeared
to be the most- ficult for teachers to implement, as indicated by its/

low mean ratin . wever, inspection of the table indiCates that for

7
the four schoo s on hich data are available, two implemented modeling
and two did n t. In summary, the evidence shows that, with the possible
exception of the modeling principle, teachers are able to carry out the
motivational/ principles in,the.group conferences:

*Usabilit and feasi lit of the ro ram. Information concerning the
usability,of the material and the attitudes of teachers toward the group-
conference;pr cedure was ga hered during informal on-site interviews and

1
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TABLE 10

RATINGS OF TEACHERS' ABILITY TO CARRY OUT THE PLANNING AND
ORGANIZATIONAL TECHNIQUES IN IMPLEMENTING

THE GROUP CONFERENCE PROGRAM

.

.

Technique

,

A;c4. 0'

School

,c,

4

. ,

Mean S.D.

o
Ns,

Ao "'

Attendance -of all parti -.

cipating"faculty at an .

in service program which

consists of three to ur
hours of training includ-
ing conference simulatidn.

Development of behavior ,

checklist to meet local
criteria for prosocial
behavior. l

Collection by/ the teachers
of baseline behavioral
ratings for all students.

,

Selection of'students for
conferences on the baiis
of a broad range of be-
havior patterns.

Maintenance of a regular
conference schedule with
regular assignments of
personnel.

Egtablishment of con-
ference sites with a fair
degree of privacy.

'records
of current

records concerning con-
ference attendance and
conference results. .

.

\.

,

\

.

4

-'

5

,

5

5

.

3

5

.

.

3

5

3

.

3

2

,...

3

2

,

4

5

4

5

5

4

5

3

/

/5/
/

4

3

3

5

3

/
4

5

4

.

2

2

3

2

_

4

5

5

4

5

.

.

5

5

5'"

4

3 .

4

-

3

5

5

5

5

5

-

5

.

4.0

5.0

4.2

3.8

3.6

.

4.2

.

3.6

.

.76

,,

-00

.76

1.16

1.30

.98

,

' 1.30

.

.

Mean

Standard Deviation

4.5

.95

3.0

1.0

4.6

:53

3.7

.95

3.1

1.22

4.6

.53

4.0

:89

5.0

00
4.0

1.06
.

Note: Ratings are on a 5-point scale.
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observations. Data regarding feasibili y of the prosedurewere obtained
by interviewing the principals of the -ight field test schools.

,' The most prevalent attitudeof e teachers toward the confer-
ences was one of enthusiasm.; Severe schools reported.that both the
children and teachers were eaaer to antinue the °conferences once the
field test was over. A comment re ated by various principals was that
eir staffs were pleased with the onference effects on the behavior of

'children. One principal remarked at the procedure gave his teachers
a new way of looking at the childr n's behavior and had positively affected
their attitudes and teaching techn ques. Thus, the small-group conference
procedure was well received by theladults. However, certain negative com-
ments, as well as suggestions for revision, were offered concerning the
prototype materials of the procedlire.

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 children,
preparing record-keeping forms, and forming groups for conferences. In

*addition, teachers suggested thatIthe 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
materials.

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 untila sound-color film could be developed.
The content of the video tape 'Was judged by teachers to be adequate in
demonstrating the motivational principles. However, it was suggested'
that the film show more than one adult conductihg an initial and follow-
up conference. Using different adUlts would offer more examples of how
to apply the principles and, more important, would demonstrate various
styles of conducting conferences.

With some reservations, the principals considered the procedure to
be feasible for elementary schools i terms of time and effort required
for implementation. In addition to ime spent in conferences, each field
test teacher spent an average of 12 ours completing the preparation
and evaluation tasks required by this procedure. It was found that the
task of record keeping was especially time - consuming. Of course, record
keeping would not be as extensive whe the procedure is implemented by
schools as part of their normal instru tional routine. Another task
which proved to be demanding for most chools was the formulation of
the behavior checklist and the rating f each child on each behavior
A more informal method of forming confe ence groups, which would not \
require the maintenance'of extensive re ords, and more specific and
helpful suggestions for developing the havior checklists have been
included in the current materials. This should reduce the amount of
staff time and effort required by this p ocedure.

In conclusion, the field test data w th respect to adults' responses
to the small-group conferences to promote self-directed pfosocial behavior
indicate: (a) study of the instructional materials related to the procedure
results in understanding of the theory, motivational principles, and imple-
mentation requisites pertaining to the conferences, (b) adults are'able to

+Pt
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-implement the motivational principles in the conferences, (c) the current '

multimedia materials which incorporate suggested revisions are sufficient
to support implementation of the procedure, and (d) adults' attitudes
toward the conference proceaTile are favorable. Following revision' of
the implementation guidelines, the procedure is now completely feasible
for elementary schools in terms of staff time and effort:

OLDER CHILDREN AS TUTORS: FIELD TEST'RESULTS
BY NANCY ZAJANO ANI) W. DONALD HUBBARD7

Participating Adults

The field test of the tutorinSp procedure was conducted in two middle-
class Milwaukee, Wiscdnsin, multiunit sohbols. At Thoreau School .the
teachers from three units participated in the field test--eight from
Unit B (roughly, second graders), x from Unit C (thArd fourth
graders),, and six teachers from Uni D (fifth and s25tth-gra rs). Tutor-
ing was carried out in two subject-matter areas--reading and ath. The
local coordinators of the tutoring ogram at Thoreau were not embers
of the unit staff; rather one was in charge of a Reading Center .nd the
other of a Learning Center, both of nich were utilized by all three units.

At Victory School, the tutoring` rocedure 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.

Obj tives and Assessment

the purpose of the field test with respect to the adult participants
was threefold:

4 % 4, .

1. To"assess the ability of teachers to implement the motivational-
instructional procedure of guiding older children as4utors.

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 oftwo 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 coordinators were interviewed by Center personnel, at seven-
week intervals, three times during the course of implementation to determine
if implementation tasks were being carried out.

To assess the usability of the materials, a 50 percent random sample.
of teachers recorded their day-to-d ressions of the materials on

7
This section '1laIostract of sectio of the document by Zawjano

& Hubbard, 1975.
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omment cards provided by the Center, During each of the three site
isits by Center personnel, the comment cards were collected and coordinators
ere interviewed to obtain information regarding the usability of the \

materials and the feasibility of the tutoring procedure. Feasibility as

determined by asking chers and coordinators to estimate the amount
time spent in in 'al implementation and in day-to-day administration o
the program.,

Materials and Procedures

The inservice materials relevant to the tutoring procedure 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
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 testparticipants-TIndi-
vidually Guided Motivation: An Overview, and Guiding Older Children
as Tutors.

Five faculty members from Thoreau School and two from Victory
Schooi 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,
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.

Results

Implementation of th tutorini procedure. The specific tasks required
to implement the t toring procedure were outlined for field test participants.
in tables containe n e instructional material. One of these tables
described the planning tasks necessary to initiate the procedure. ,,,Such

tasks included preparing a schedule for staff inservice and selecting
the subject- matter areas for tutoring. The other table listed the tasks
which should be done repeatedly to maintain implementation. These latter
tasks included preying spedific activities for each tutee and monitoring



the tutoring sessions. The tables were used as Chealists,to determine
pwhether or not the adults entrusted with implementing the procedures

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; 16Oithe 12 tasks were
completed at Victory, while 11 of them were completed at Thoreau.
The staff at Victory did not discuss the general 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 for preparing tutors
(Tasks 3 and 4). Other tasks were accomplished at each school either
by the coordinator alone or with the assistance of one or more staff
Members.

Center personnel interviewed,the coordinators, at seven-week intervals,
three times during implementation'of the tutoring procedure. The'purpose
of the 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. Vhe resultsJof
the Center interviews-are'reported in Table 13. Blank spaces indicate that
either no information was available or that the\coordinators were uncertain
whether the task was' being done by other teachers7

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 interview. The results in Table 13 for the third tithe
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 grogram.

At first inspection, the results in Table 13 indicate that the
maintenance tasks were not completed at Thoreau to the same degree that
they were at Victory. There are blank spaces representing no information
or uncertainty'on the coordinator's part, as well as several "somewhat"
answers' indicating 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 rehl difference in what actually occurred.
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At Victory School, the coordinator was a unit leader'with teaching
responsibilities for most childrenin the unit. As a unit member, she
-.was in constant touch with the'other teacherd and, in fact, used some
of the unit planning time to distuss the tutoring implementation. She

therefore knew what was happening regarding tutoring.at all times. At
Thoreau School, On the other hand, the two coordinatorwere "special"
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 g7
so met.regularly with unit leaders, but they had little opportunity

cOmmunicate officially and regularly with unit teachers-regarding
tut ring:, Their uncertainty is therefore understandablebUt does not
nece arlly,meanthat the maintenance tasks were notbeing completed:'
The re ding coordinator did provide information for the third time
'period, 'owever, which indicates that allthe tasks were being accomplished
for tutor, g in the reading program.

In an case, the results in Table 13,for Thoreau School indicate that .

four of the ine tasks were completed, for all thre'e.time periods, accord-
ing to recanm dations. The coordinators either lacked information' about
the other five .sks or indicated that they were carried out during some
of the time peri

To supplethen the implementation information "obtained from coordinators,
haLf%if the adult rdentified as being involved in the tutoring procedure
were randomly selected three times to indicate on a self-4valuation form
which tasks'-they had accomplished. This pool of participating adults
inqluded the coordinators at both schoCils but not the unit leaders at
Thoreau. At approximately the same seven-week intervals, these adults
were asked to check whit of the nine maintenance tasks they had accom-
plished. A total of 10 elf-evaluation forms were completed by the
Unit IV staff at Victory -chool and 22 forms were completed in Units
B, C, and D at Thoreau.

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
whole, indicate that the tasks the coordinators were uncertain.aiiout
(Tasks 6, 7, 8, and 9) were being accomplished by one or more other
teachers. These forms also support the coordinators: views thattTasks
1 through 5 were being done.

The self-evaluation form asked each adult to identify himself 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 accampliShing each of the nine tasks over the three
time periods. A brief summary of the data on Wh did what follows. At
Victory School, the pattern of participation in tasks was close to that
suggested in the tutoring materials. The only excetion was the unusually

5
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N

N\
high involvement of the tutors' teachers in the plan ingof specific
tutoring activities and relating these activities to t tutee's regular
instructional program '(Tasks 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 in the project. This
was a significant'departure from the guidelines, which had called on
these teachers, to monitor sessions and provide feedback and. praise to
the tutors.

In conclusion, the question of whether the adults demonstrated
their ability to implement the motivational-instructional procedure
Guiding Older Children as-Tutors can be answered positively with regard
to the completion of 12 planning and 9 maintenance tasks., As a re-
sult of four interviews and the completion of a self-evaluation form
by three random samples of adults, it can be 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 recommended by the tutoring 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 o.artickpating adults kept
comment cards on the materials. In addition, coordin2tbrs were interviewed
concerning the materials' usability.

While the materials were obViously successful in supporting implementa-
tion, as indicated by the results reported in the preceding section, much,
information was gathered concerning. revisions necessary to make them more
usable. For the printed materials, the most frequeht comments com-
prised the following points4

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
of users, including: (a) central office personnel responsible
for impleMenting IGM in several schools, (b) principals and
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 persons responsible
for preparing tutors. Combining'&11 this inforMation in one
volume resulted in an unwieldy book of ominouspize.

2, Persuant to the first comment, it was recommended that informa-
tion be divided among several books or manuals: first, an IGM
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 prbcedure
along with necessary information for implementation; and third;
a separate.manual to be used by student tutors. This reorganiza-
tion of information has largely been achieved in the current IGM
materials listed earlier in Chapter I.

56
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4m
I. The field test personnel offered ,the practical `suggestion of

either not extending the checklists over mor6.than one page
(which makes them difficult to duplicatePor providing in an
appendix a second set of all tables to be duplicated. In this
'way the book would not have to be torn apart to be used. All
tables used in all four IGM procedures have been separately
-listed in an appendix of the 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 objectivwprescribed 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 is optional
(depending on how the School wishes to evaluate its own tutor-

.

ing program).

5. The teachers and coordinators had many, suggestions concerning
what should be included in the panual fot tutors. These are
too numerous to mention here. However, most feasible sug-
gestions were incorporated into the new manual Tutoring Can

Fun.
40.

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 alto available to school personnel. The film Individually
Guided Motivation: An Overview is intended to introduce the four motiVa-
tional-instructional procedUreg which make up the IGM system. It was used
by both field test schools durin5 their first inservice session. Both schools
found the film satisfactory, altipugh the principal at Thoreau suggested that
more information on the motivational principles could have been included.

The second film, GuidingOlder Children as Tutors,'is divided into
two parts, with the second portion, "Learning To Be a Tutor," designed for
use in tutor preparation., feature proved very valuable to the teachers,
who repeatedly commented on the excellence of the film'in general.

Some specific suggestions/for improvement included 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 teacher seemed strained and not very personable. -Another suggestion
was to includelhe fact that the tutors are expected to prepare specific
activities for each tutoring session.. On-the whole, the tutoring film was
extremely 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
'required to use the procedure. The.faculty members at each .schdbi spent
varying. amounts of time, depending on hOw involved they were.... During
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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.

A

An additional 12 to 24 hours were spent over the course of the year
in'assessing the tutees tin acAevement. Half this time was a result of
an extr4 requirement of the field test design, while the remaining 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 evaluations 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.

aa
All staff members participated in an initial one-and-one-h to

two hours of inservice. The teachers-of the tutees spent approx ately
a half hour, per week preparing activities for the tutoring sessions.
Finally, the tutors and tutees themselves spent between 20 and 30 minutes ,

twice or three times a week in tutdring.sessions. At Victory School
an average of 29 tutoring sessions were held, while at Thoreau the read-
ing tut 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 andbtherefore 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 the
procedure mote infOrmal.

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

SUMMARY

In this chapter, adults' responses to the four motivational-instructional
procedures were described. In general, it was found that adults, after
studying the prototype materials, could implement the IGM procedures pro- -------perly. The current IGM materials reflect the suggestions for revisions
derived from the field test results.

On the whole, the field test results for adults were quite positive.
The materials- -with revision--are usable, and the procedure's are feasible
for use in elementarx,schools in vi of the time and effort required to
implement them. The riet four chapters ine the effects of the procedures
on the second target grodp, the students.
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EFFECTS OF ADULT-CHILD CONFERENCES ON
CHILDREN'S INDEPENDENT READING

Research on the reading conferences began in 1966. This effort has
included several informal studies, one controlled experiment, and finally
the field 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 incorporated into the IGM materials.

The first informal study of the reading conferences was don e in an
inner-city school in a large Wisconsin city during 1966-67 (see Klausmeier, /

Quilling, & Wardrop, 1968). The project was undertaken by Mae Elsdon, the
school's learning' specialist, because teachers in the intermediate I & R
unit (approximately third grade level) were concerned about the lack of
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 reading levels were made available
in the classroom and library. A reward system was set up whereby each
child received a reward for reading two books, another reward after five
books, and then an additional reward followlng 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 participated 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 whi h the 72 students in
the project read a total of 2 074 books, the median being 21. -These figurAs

\i
are impressive because most o these children were doing no independent.
reading prior to the project.,' The students also shOwed progress in reading
achievement. On the Stanford AchieVement Test given\ in March, it was found
that these students had gained 1.5 years on the, Word Meaning subtest and
1.2 years on the Paragraph Meaning subtest over the scores obtained at
the beginning of third grade (a time interval of five months). This is
an encouraging result because ti4se children were considerably below grade
level to begin with, and such children usually fall father and farther
behind each year. 3

The following year, 1967-68, a project on individual conferences
was initiated at a school in a medium-sized Wisconsin city (see Schwenn,
Sorenson, & Bavry, 1970). The specific purpose of the study was to provide
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information concerning the relative effectiveness lof concrete rewards
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 inadequate 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
vho received both conferences and rewards read more books 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 concrete rewards are superfluous.

During 1968-69, a controlled experiment was carried out on the
independent reading conferencep. In this' experiment, to be described
in. an attempt was made to define precisely both the objectives
and procedures of the conferences.

CONTROLLED EXPERIMENT ON INDIVIDUAL READING CONVERENCES
BY ELIZABETH SCHWENN, JUANITAS. SORENSON, AND JAMES BAVRY1

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 II.

Participating Students

le elementary school where this experiment was carried out was in
a low socioeconomic area of a Wisconsin city of about 200,000 people.
The students were of racially diverse bac
classified as disadvantaged. In age lev
fourth, and. sixth graders. In accordance
complete sets of reading and achievement
grade students, 58 fourth -grade students,

Research Design

Gat;hering_baseline information. The number of books that each
student read duiing an eight-week baseline period early in the school
yeaf was recorded. Each studentwithassistance and weekly reminders
from the teacher, kept a record of titles of the books he read and
the dates when he completed them. The books read during this baseline

..,period were classified as "above," "at," or "below" grade level, using

grounds, with about 35 percent
s they were equivalent to second,
with the experimental design,
ata were collected for 68 second-
and 49 sixth-grade students.

1
This section is an edited abstract of the research report by

Schwenn et al. (1970).
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r

standar reference catalogues. A value of 3 was assigned to above-level
books, 2 t6atlevel_books, 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
3 was given a reading value score of 15. Another who read four books,_-
two of 3 value and two of 1 value, received a reading value score of 8.
Students were placed in rank order according to this reading value score.
Those students with value scores in the top third-of-the whole school
population were excluded from the experimentA this decision was based
on the practical supposition that because the top third of the children
were already dieing a great deal of reading, motivational procedures to
increase their reading would not benefit them as much as they would the
lower two-thirds. These top children were, however, considered to be
an "ideal" gr0p in independent reading, and the children who had con-
ferences were compared with them at the end of the experiment. A read-
ing achievement score on a standardized test was obtained for each of
the students wh9 were in the bottom two-thirds of the child population
in independent reading value scores.

Assigning students to experimental groups. The I & R units-in the
schools were orgahized according to homerooms. Within each homeroom
six groups were f6rmed. Studenti who were low both in reading value
score and in readihg achievement were randomly assigned,. to one of three

\groups: 4 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
aide. Students who ere low in reading value but high in reading achieve-
ment were also random y assigned to a control group, a teacher-conference
group, or an aide-con rence group. As will be described later, the goals
of the adult-child conference, af well as the actual conference procedure,
differed for students 1 w in reading value and reading achievement, as
compared with those low\in reading value but high in reading achievement.

1Conference Procedures

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 childreh
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 p riod, 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 initiating the conferences, a list of behavioral objectives
to be achieved by the reading conferences were studied by the teachers
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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
eactions to reading,. -and (c) behaviors related to independent reading
and reading skills. The objectives were discussed by R & D Center personnel
with the eight teachert-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.

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
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
and reinforcement to encourage independent reading. With students low
in both motivation and reading achievement, much more emphasis was
placed on improvement of reading skills by having the child read orally
in the conference and by informal drilling on word recognition and cm-

! prehension skills. Feedback arid reinforcement, along with goal setting,
played a major role in conferences with this type of child.

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
conference leader. About seventy paperback books, covering a wide variety
of interest areas and a lowed range of reading difficulty, were placed in
each homeroom of about 25 students. All students in the homeroom, includ-
ing the high achievers not in the study and all of the control students,
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
of reading of all students, not jUst those getting the conferences.

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 the 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. Thus, 'childreri in all grades whO-received__
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 15. 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
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Grade

2

4

6

TABLE 14

AVERAGE NUMBER OF BOOKS READ DURING THE'BASELINE
AND EXPERIMENTAL,PERIODS AS A FUNCTION OF GRADE LEVEL

AND CONFERENCE CONDITION

Baseline
Experimental
Gain

Baseline
Experimental
Gain

Baseline
Experimental
Gain

Average gain

)Conference Condition
No

Conference Teacher

3.36
13.00
9.64

3.75
-11.17

7.42

4.00
6.80
2.80

7.00

3.88
18.63
14.75

3.85
11.77 \
7.92

3.75

9.50
5.75

9.95
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Aide
Average
Gain

1

3.06
16.13
13.07

3.77
16.38
12.61

3.40

11.80
8.40

11.72

12.49

9.32

5.65

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 aneight-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 to keep falling further 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 alsb 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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N
N

/ TABLE 15

AVERAGEGRADE 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

Grade

Achievement Conference Condition
Level No Conference Conference

2 High Baseline 2.0 2.2
Experimental 2.9 3.3
Gain .9 1.1

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
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
Ekperimeptal 7.6 7.8
Gain 0.3 0.6

Lo Baseline 4.0 5.2
Experimental 4 7 5.8
Gain 0.7 0.6

Note: Scores for the second graders fromGates-MacGinitie Reading
Tests, Vocabulary, Grade 2, PriMary; scores for the fourth
and sixth graders from Iowa Test of Basic Skills--Reading
Skills Section.

receiving conferences compared with these ideal ..tudents at the end of
"-the experimental period. The comparisons made fcas the three grades are

shown in Figure 4; the low- and high-achievement students within the con-
ference condition were compared separately with the ideal group for each
grade.

In Grade 2, during the eight-week baseline period, the ideal group
had read an average of 13 books, whereas high achiev2-1:-"later_receiiled
conferences had read 4 books and low achievers had--fead 3-books. As shown
in Figure 4, the ideal-students read an average4f.19 books.during the
conference period, while the high achievers .nd low achievers receiving
conferences read 17 and 18 books, Eespec vely. To su up, the students
of both high and low achievement received cbnferenc s read significantly
fewer books than the i roup during the baseline per od, but neither of
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Figure 4. Average number of books read during the experimental period
by "ideal" readers and by high.and low achievers who

. 4
received conferences.
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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 idealgrogp___-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 cour
increase their amount of independent reading over the low-achieving
students in the no-conference group.

I
Discu sion

Thi study demonstrated that an inexpensive procedure wa highly
effective in increasing the indepenaent reading of children. It is
impossible to reach a final conclusion about the extent td 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 cannot be determined from the study how many,of them continued
reading after the conferences stopped.

FIELD TEST
/ CONFERENCES ON

BY DEBORAH M.

AND

RESULTS ON THE EFFECTS OF

CHILDREN'S-INDEPENDENT READING
STEWART, MARY R. QUILLING,

DOROTHY A. FRAYER2

In Chapter II, the field test evaluation of the independent reading
conference 1:rocedure was described in terms of the characteristics, treat-
ment, and responses of the adult target group. The procedures and results
of the study with respect to the student tatget_group are now summarized.

\

Participatin Students

The field test was carried out in six multiunit schools in Wisconsin.Students had a wide range of reading achievement and represented all granes
ranging from rural to
340 students participated
school throughout the con-

6, as-Welaas d varietyof populations
large city. As shown in Table 16,, approximately
in conferences and remained at the participating
ference period.

1

2
This section is an abstract of sections of the report by Stewart;\Quilling, & Frayer, 1971.



6

T
A
B
L
E
 
1
6

D
E
S
C
R
I
P
T
I
O
N
 
O
F
 
P
A
R
T
I
C
I
P
A
N
T
S
 
I
N
 
T
H
E
 
I
N
D
E
P
E
N
D
E
N
T
 
R
E
A
D
I
N
G
 
C
O
N
F
E
R
E
N
C
E
 
F
I
E
L
D
 
T
E
S
T

,1

S
c
h
o
o
l

S
i
t
e
 
D
e
s
c
r
i
p
t
i
o
n4

,
\
 
S
T
U
D
E
N
T
S

C
O
N
F
E
R
E
N
C
E
 
L
E
A
D
E
R
S

L
O
C
A
L
 
C
O
O
R
D
I
N
A
Y
O
R
S

G
r
a
d
e

N
u
m
b
e
r

i
n
 
U
n
i
t

N
u
m
b
e
r

C
o
n
f
e
r
r
i
n
g

N
u
m
b
e
r

C
h
a
r
a
c
t
e
r
i
s
t
i
c
s

N
u
m
b
e
r

C
h
a
r
a
c
t
e
r
i
s
t
i
c
s

A
(
4
5

s
m
a
l
l
,
.
 
c
i
t
y
,

i
n

2
4
6

1
8
 
(
1
9
)

4
p
a
r
e
n
t
 
v
o
l
u
n
t
e
e
r
s

1
u
n
i
t
 
l
e
a
d
e
r

s
t
a
t
e
 
u
n
i
v
e
 
s
i
t
y

a
r
e
a
,
 
m
a
n
y

a
c
u
i
t
y

c
h
i
l
d
r
e
n

3
3
2

1
2

1
t
e
a
c
h
e
r

B
r
u
r
a
l
/
s
m
a
l
l
 
t
o
w
n

2
8
9

2
7
 
(
3
0
)

1
2

h
i
g
h
 
s
c
h
o
o
l
 
s
t
u

1
p
r
i
n
c
i
p
a
l

(
2
0
0
2
.
2
,
0
4
5
)
]

3
9
9

2
8
 
(
3
6
)

d
e
n
t
s
,
 
m
e
m
b
e
r
s

2
u
n
i
t
 
l
e
a
d
.
e
r
s

1

F
u
t
u
r
e
 
T
e
a
c
h
e
r
s

A
s
s
o
c
i
a
t
i
o
n

I

-
-

.
-

1
a
i
d
e

C
s
m
a
l
l
 
c
i
t
y
,

u
-

3
 
-
4
 
U
n
i
t
 
1
8
9

6
4

3
a
i
d
e
s

1
p
r
i
n
o
i
p
a
i

f
a
c
t
u
r
i
n
g
 
c
e

h
i
g
h
e
r
 
S
E
S

t
e
r
,

5
-
6
 
U
n
i
t

1
5
7

5
7
 
(
6
0
)

1
8

t
e
a
c
h
e
r
s

2
u
n
i
t
 
l
e
a
d
e
r
s

D
l
a
r
g
e
 
c
i
t
y
,

4
3
9

1
3
 
(
1
4
)

4
a
i
d
e
s

1
p
r
i
n
c
i
p
a
l

i
n
d
u
s
t
r
i
a
l
 
m

e
d
,

5
5
0

1
4

2
t
e
a
c
h
e
r
s

s
o
m
e
 
c
h
i
l
d
r
e

b
l
u
e
-
c
o
l
l
a
r

e
r
s
 
a
n
d
 
s
o
m
e

h
i
g
h
e
r
 
S
E
S

o
f

'
a
r
k
-

.
6

3
4

1
4

*
a

E
m
e
d
i
u
m
 
t
o
 
l
a
g
.
2

4
8
7

2
8
 
(
3
0
)

8
p
a
r
e
n
t
 
v
o
l
u
n
t
e
e
r
s

1
p
r
i
n
c
i
p
a
l

c
i
t
y
,
 
g
o
v
e
r
r
u
i
e
n
t
a
l

c
e
n
t
e
r

I
I

5
8
3

2
8
 
(
3
0
)

1
u
n
i
t
 
l
e
a
d
e
r

F
r
u
r
a
l
 
(
p
o
p
.

7
0
7
)

4
6
1

1
8
 
(
2
0
)

6
t
e
a
c
h
e
r
s

1
p
r
i
n
c
i
p
a
l

5
6
2

2
0

4
a
i
d
e
s

1
u
n
i
t
 
l
e
a
d
e
r

N
o
t
e
:

P
a
r
e
n
t
h
e
s
e
s
 
i
i
l
d
i
a
t
e
 
n
u
M
b
t
t
-
e
6
m
p
i
l
s
 
i
n
i
t
i
a
l
l
y
 
s
e
l
e
c
t
e
d
 
t
o
 
r
e
c
e
i
v
e
 
c
o
n
f
e
r
e
n
c
e
s
 
w
h
e
r
e
 
d
i
f
f
e
r
e
n
t
 
f
r
c
m

t
h
e
 
n
u
m
b
e
r
 
r
e
m
a
i
i
i
n
g
 
a
t
 
t
h
e
 
s
c
h
o
o
l
 
d
u
r
i
n
g
 
t
h
e
 
e
n
t
i
r
e
 
f
i
e
l
d
 
t
e
s
t
.



54

Design and'Procedure

There were two expected major outcomes from the student target
group:

1. Children read more (more books or longer books or both).

2. Children express more positive attitudes toward reading.

The secondary objectives, which might be observed for some but not all
children, were as follows:

3. Children's word recoodnition skills and reading comprehension
improve. A

4. Children read more rapidly.

5. Children read more frequently when they haveC-Om leted
assigned taskf;.

6. Children continue to read more books after conferences
are discontinued.

Pupil, performance was evaluated with respect to both the primary
objectives - -the 'amount of reading and attitude- toward reading--and the,
secondary objectives -- reading skills or achievement and continuing effects
of the independent reading conferences. The design of the evaluation for
the pupil target group is outlined in Table 17; students selected to re-
ceiVe confeTences, as described below, were divided randomly into three
treatment groups to participate in the conference program at various times
and for different lengths of time. This design permitted the evaluators
to gain additional information about the effects of varying length of
conference periods and, with the provision that tw9-thirds of the students
had conferences during each,of the eight-week periods, enabled schools to
schedule conference leaders' time efficientlx. Selection, randomization,
and data collection procedures, outlined in Table 17, were-carried out
at all six sites.

All students in the participating grades in each school maintained
lists of books completed during an eight-week baseline data collectio
period. At the end of the baseline period, R & D Center staff vis4 d
each of the six schools to compose, on a randonithe three treatment
groups made up of students selected to zeceive 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
number of students in each schOol 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 studentsincreased
reading. Attitudes toward reading, as well as reading'skill or achieve- .

ment, were assessed prior to the first conferenc6 period and again 16

68
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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 & Identify conferees and randomly assign to groups

Group 1 Group 2 Group 3

Nov.'16 Administer attitude andachievement tests, introduce
new books

Nov. 16 - Dec. 18
Jan. 4 - Jan. 29

Hold conferences,
collect reading
data

Hold conferences,
collect reading
data°

Feb. 1 - ,Mar. 26 Hold conferences,
colleet reading
data

Hold conker-
'ences, collect
'reading data

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 Inventory (PPRAI) (Askov, 1970), while students
in Grades 4 to 6 listed fourgift preferences and four favorite free-
time activities, since no formal instrument was available. Reading
achievement was measured by various levels of the Gates-MacGinitie
Reading Tests, Primary18 for secondegrade students, Primary C for.third
graders, and Survey Wfor fourth, fifth, and sixth graders.

All of the selected students had conferences with an adult once a
week ,pr at least eight weeks, the period shown effective in prior re-
search. Students assigned to Group 2 received conferences for 16 weeks.
Throughout the period in which they conferred, children maintained the
Student Record Sheets, entering the title and completion date of each
book read. Conference leaders kept information about the conferences
and the children's progres's and interest on Conference Record Cards.
During on -site monitoring or program implementation, adult conference
leaders. were asked wheither',students read more frequently after assigned

tasks were completed, and whether the increase in reading brought about
by the conferences continued after the conference period ended.
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Results

Descriptive and inferential statistics were calculated W--Ithr-es.pect
to each objective listed earlier. Since instrumentation was alike within
the primary levels and within the intermediate levels, analyses were
performed for the combindd 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
main effect of interest in each analysis of variance. Block effects
included all the groupings over which the experimenters had no control- -
school, grade, and sex. Conference groups contrasted the various experi-
mental groups to which students were randomly assigned: Group 1, con-
ferences during the first eight-week period; Group 2, conferences during
both eight-week periods; and Gtoup 3, conferences during the second eight-
week period.

Determining whether the conference' procedure leads to a significant
positive change was of primary importance. It was also of interest to
de£ermine 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
variance of the number ofbooks read at the primary level'indicated
significant change from the preconference period to the conference
period; thus, the independent reading conferences positively 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 to conference
reading varied among schools. Although-thee_ffect of conference groups
was not significant, it may be noted from Table'18 that Group 2 pupils,
who had conferences for 16 weeks, showed a\ greater change in the',
average number of books read over an eight -week period than did pupils
having conferences for only 8 weeks. The means presented in Table 18
also show that students in School A made the grea st absolute increase
in number of books read, but students in School C read_ nearly 13 tines
as many boots during conferences as during the baseline 'period. In School
A, during-cc nference,reading was over five times that of baseljne; in
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, x, and conference group.
Variations, in change 'n attitude within sch is may represent an effect
'of conference leader- upil assignment, which not investigated. Mean,
changes in attitudes hown in Table 19 were gene ositive for stu-

(Grotlt

tude changes
(Group the

dents in Grade 2 and negative for Grade 3. All ne
are associated either with the first conference perio
16-week period (Group 2). Apparently the group starting onferences later
indicated uniformly positiVe change in attitude.
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TABLE 19

MEAN PRECONFERENCE ATTITUDE SCOR AND MEAN CHANGE IN ATTITUDE'
BY GRADE, SCHOOL, AND CONFEREM GROUP, GRADES 2 AND 3-

-

Grade chool

Mean Pre-
con - -ice

"etude Sco

Mean Chan iitAttitude
by Conferen oup , Mgan Change ,

in Attitude '1 2 1
,--,

2 A 5.32 -- 1.50 .83 2.08 .58
5.67 ,.21 6.8 1.25

-'-'1,-,'6

2.77
-. .13k 2.51 1.67

B 6.213 .% .58 . 8 1.21 - .48
C 7.47 - '.60 .29 '., 1.50 .20

-,."lean
_-\

6.14 - .56 96 N.90 - .20

Pr Ty- 4, 03 .50 -1. 1.04 .12
Level 8 5., .18 2.39 1:23 *1.14
Mean C 7.42.- :.

_

- .60 .29 1.50 ' .20
can 6.14 - .43 .31 1.26 .49

. Children of rimary school age wer- t3sted on vocabulary and compre-
hension sa6Yests o the Gates-MacGinitie Re ing Tests. Alternate forms:

: --of the test were admi stered during November 0 and March 1971;,thus,
without taking regressin effects into account, ,grade score gains o&1
ap2roximately toter month could be expected to occur. While raw Itcores

.

were u4ed inw-the'analysis, pr descriptive purposes the raw score averages
were converted to grade scor .and, are presetited in Table 20.

Analysis of variance shoal - significant improvement in both Vocai5lary
and comprehension as a result of the cOnfere s. On the average, gains-
.of about four score points were observed on e h te.strthese convert to
grade scores gains of three and four months for the tw9 subtests and age/
grade groups.

There was a significant vari tior,On the gains as a function of grade
and school. ,From the mean scor in Table 20, it may be seen that pretest,
averages for pupils in Grade 2....were about at grade level, and the same.
was true for Grade 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 aciunting for the significant interaction found between Change,
School, and Grade. It is noteworthy that School A's implementation was
amcing the most highly rated.

School staff reported grater Ocidenbe Of Conferees reading during
free time, particularly at Schoass A and B. Du- to changes and expansion
of the IMC at School A it was not'possible to determine whether-increased
library use was due to the conferences or to the facility changes. At
'School B the IMC director reported definite-increases in children's
free-tame reading and library use.-

.;
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Effects of conferences on-intentjediate2-level children. Due to
irregularities in program implementation an-el-data collection, analyses
for Grades 4 to 6 are not based on data from all participants in the
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;
School tc7n'rades--4.-ta...64._Sahool F, Grades 4 and 5. The analysis of
:variance'of chay.ges in attitude involved students from Schools D and F
only

The number of books read by students in Grades 4to 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 in'School D improved the most, but the sixth graders in
School D. improved less than any other grade group in any school.--Dif-
ferences among the\threeiconference groups favored the second eight-week
group but are not g.Ngnificant. Amount of preconference reading was high-
est in School D, wh&e all but three Nof the students selected for conferences
were reading from three to seven books\e preconference period; at other
schools, three books were typically the maximum 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
conferences. This effect was noted even in School D, where a large number
of books had been read in the preconference period. In School F, where.14
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
jprecOnference 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.

To assess 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 preferred to do in his spare 'time.
"Thus two indicators, each with a range from'O 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
significant, as was the interaction of the change in attitude with con-
ference groups and schools. The number of times a book was listed as
one of four preferred gifts increased at all grade levels, as Shown} in
Table 22. Whereas almskt 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 fcwer. Higher-order inteiactions 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-
,Macinitie Reading Tests, the intermediate-level childreh"also received the
subtests of speed and accuracy. As in the primary grades, alternate forms
were adminigtered in November 1970 and in March 1971.
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The arllysis of variance of standardized test scores of studehts.
in Grades 4 to 6 indicated that the change from preconference to post-
conference reading performance was significant overall and for all
four variables--vocabuLary, comprehension, speed, and accuracy. Raw
score means and their gradweguivalent 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 ppeed 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
were not significant.

The repo-ft-6d effectS-of'conferences on students' free-time reading
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
a

The results of the field test study for both primary- and intermediate-
level pupils are in accord with the results of the previously reported
controlled experiment. Overall, children participating in the conferences
showed increases in amount of independent reading, more positive attitudes
toward reading, and increases in reading achievement test scores from the
preconference to the postconference period. Moreover, evidence suggested
-that children continue to read-independently after the conferences-are
discontinued. 2_

Because the conference program was imptementedby-staffs in six
different school settings, the results'iof the field test support
the conclusion that the conferences are successful-in-- meeting pupil

objectives of more reading, improved-attitudes toward reading, and improved
reading skills. However, it should be noted that varying degrees of suc-
cess in meeting the pupil target group objectives resulted from different
levels of attainment of objective by the adult target'groups, as reported
in Chapter II. In general, for all rade levels, the higher the adults
scored on knowledge and applicatiop of Agram principles and procedures,
the more effective were the confefences in\meeting pupil objectives.

In summary, the research on this motivational-instructional 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,
and reading skills; and (b) the multimedia educational materials developed
for this motivational procedure are effective in imparting to adults the
knowledge and skills needed to implement properly the,independent reading
conferences.
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TABLE 23

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

Test Grade Schools
Preconference

Mean

/
Postsodference

'',Mean .

Moan
Gain

1Vocabulary 4 C, D, F 21.56 25.87 4.31
(4.2) V (4.7)

c (.5)

5 C, D, F 24.61 26.27 1.66 '

.

'(4.5) (4.7) 1.2)
0

6 C and D 33.63 34.07 .44

(6.3) (6.5) (.2

Comprehension 4 C, D, F 24.72 31.77 7.05

5 C, D, F

(3.7)

28.79
//

(4.7)

31.46

(1.0)

2.67
(4.2) (4.6) (.4)

6 C and D 40.01 41.23 1.22
(6.1) . 16.5) (.4)

Speed 4 C, D, F 14.54 15.16
, /

.62

(4.5) Gr (42_6) (.1)
_-

5 C, D, F 14.72 1.30 1.58
(4.5) (4.9) (.4)

6 C and D 17.70 20.52 2.82
,(5.4) (6.5) . .(1.1)

Accuracy 4 C, D, F 12.81 12:41 -.40
(4.4) (4.2)

.
.

(-.2)

5 C, D, F 1211:73 14.87 2.14
(4.5) 14.9) (.5)

6 C .lq D 17.11 19.63 2%526
dr " (5.5) (6.1) (.6)

, .

Note: Grade score are given in parentheses.



IV

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

During 1967=68,_and_again during 1969-70, controlled experiments
were carried out by Center staff-to-investigate conditions under which
individual goal-setting conferences are effective in motiVating-children
to learn subject-matter content. The results of thesel.two experiments,
described in the first two sections of this-chapter, were incorporated,
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

Participating Students

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 -

were black.

Research Design

Early in the school year, an arithmetic ac evement test was adminis-
tered to the entire population of 142.children. On the basis of ,their
scores on this test, the students were-grouped into six achievement levels
from low to high. Each achievement-level group was put into a separate -
.ihStructional 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 participate in the experiment- -Group II, Group IIIB, and
Group V, which represented one group of low, one group of medium, and
one group of high arithmetic achievers.

\The arithmetic instruction in these groups was based on the use of
indi idual progress folders developed by the mathematics consultant for
the chool system. A sample of an individual progress folder is given
in T le 25. The folders were designed in checklist form to include all
the jor concepts from the third grade arithmetic curriculum. The concepts

1
This section is an edited abstract of the research report by

Kennedy, 1968.
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ARITHMETIC INSTRUCTIONAL GROUPINGS BY ACHIEVEMENT LEVEL
IN I & R UNIT

Achievement-Level Instructional
Groups Groups

Group I N = 9
(scores 0-20)

Group II
(scores 20-40)

*N = 17

Group IIIA N = ,25
Group IIIB

(scores 40-60)
*N = 24

E

Group IV
(Scores 60-80)

Group V *N= 23
(scores 80-100)

N = 27

Group VI 'N = 17
cores 100-130)

*Groups selected for participation in th",experiment.

were further analyzed into subconcepts, and each was stated in logical
sequence aS ea pupil behavior iiricatlire of skill mastery. Alonggide the
statement off each,subconcept was asquare.to be colored in by the stu-
dent following the completion of instruction and testing of4that skill.

Within each classroom the folders were used in the following manner.
Each lesson was presented initially to the class es 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 ers
to move ahead before they were ready. Thus the instruction was not ruly
arranged to encoaqge large differences, in rate of progress.

Following the presentation of a lesson, the relevant test was adminis-
tered. Acquis,ition of the /bncept or skill was defined as achie ing a
perfect,score on the test. Admittedly it would have been bett to use
a lower score, such as 80 or 90, to allow for error of measur ent. When
the student had a perfect score, he colored in the squ re in his folder
adjacent to the statement of that concept or skill. If the student did
not make a perfect score he could attempt the test agaid, either during

.

free class time or after school hours. There was,no limit on the number
of times a test could be attempted by a student.

w, V

c GO
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TABLE 25

SAMPLE SECTION FROM AN INDIVIDUAL PROGRESS FOLDER FOR GRADE 3

PLACE VALUE

Read and write numerals to 100.

[1]Read and-write numerals to 1,000.

[1]Read and write numerals to
10,000.

- Count by:

[I] 2's to 100

010's to 300

[I] 4's to 100

05's to 150

[-13's to 99

Write numerals for sets of tens
and ones.

ORegroup for addition and
subtraction.

Write numerals for sets of
hundreds, tens, and ones.

(Write
numerals for sets of

thousands, hundreds, tens,
and ones.

Explain tens and ones; for
example that 12:

is 1 ten, 2 ones .

is 10 + 2

Owrite numerals showing tens
and ones.

ORename tens and ones.

Explain ones, tens, and hun-
dreds;'for example that 245:

pis 2 hundreds, 4 tens, 5 ones

is 200 + 40 4-'51.

Explain place value; for ex-
ample that 2,872:

is 2 thousands, 8 hUndreds,
7 tens, 2 ones

is 2,000 + 800 + 70 + 2

From each of the tkiree instructional groupl, 16 students were randomly
selected and divided among fbur treatment groups. Children in three of the
groups had individual conferences 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:

Do Best: Each week the teacher 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 had an individual conference with
the child in which he asked the child to state how many concepts'
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 which he gave the child a specific goal for

coming week and told him to try to reach it..

Control: The child kept his folder, including records of tests,
but had no conferences. Children in the control group were, 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. Followihg completion of the six-week experiment, an arithmetic
achievement test designed for use in conjunction with'the folders' was
administered as,a retention test.

In addition, a preference inventory was administered before the goal-
setting conferences started and again as a posttest to measure attitude
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 representing the
activity he would prefer, given a choice between the two. There are
parallel forms of the test for Joys and girls, differentiited only by
the sex of the children portrayed in the drawings.

Conference Procedures

All the goal-setting conferences were conduqted by the unit lea er.
She was familiar with the background and scholastic performance of ach
Child in the study. Although this unit leader instructed some of the
children ',in other subject fields, she did not teach any of the arithmetic
groups fxom which the children were drawn. Further, the three teachers
whose students were involved in the experiment did not know which treat-
ment'each child was receiving. These procedures were followed so that
the teacher could not inadvertently teach a child differently depending
on which treatment that child was receiving.

An attempt was made to keep the social content of the conferences
identical across treatment groups. 4.A11 children were given praise and
encouragement with statements such as "You're doing fine." The only dif-
ferences in the conferences related to the goal instructions. Conferences
were held Monday thqugh Friday mornings' between the hours, of 10:30 and
11:30. The day and time for each child was randomly assigned.

Results

Initial acquisition. The mean numbers of'squares Colored in by each
treatment group, and broken down by achievement level; are presented in
Table 26: In every treatment condition the Medium abhievement,group had
the highest acquisition scores. Bowever, the threp groups were working
on differ7iiit.tasks that probably were not.of the same level of difficulty.
Within the High group, the children who were allowed to, set their own
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TABLE 2,6

MEAN ACQUISITION SCORES AS A FUNCTION OF- ACHIEVEMENT
LEVEL AND,TREATMENT GROUP

#4. Treatmdnt Means

ciievemeSt
Level

High

Medium

L047.

`36.25

Do Best Self --Set Teacher-Set

30.75

68.25

9.75

57.25

66.75

6.50

43.50

,

45.75

67.75

11.75

69

Control

38.25

159.00

9.25

35.50

set - 4
.

.. .

. weekly goals scored,keighest on acquisition. In the Low group, the best
performan was from the children who had their weekly goals set for them
by the te crier. The overall treatmentbeans indicate superior peeformance
by the Sel -ftet'and Teacher-Set goal giOlps, followed by the Do Best afta

the Conti() groups, respectively.
. r. . Thpr,Me .for the three planned-comparisons=-Conferences vs.,No
Conference,,\ Do Best Goals vs.:Specific '(Self-Setand.Teacher-Set) Goals;

.

and 8elf- t,Goals vs. Tediher-S.et Goalsu-are pkesented in Table' 27.
-

ABLE 27..
y

COMPARISON MEANS FOR ACQUISITION SCORES IN ARITHMETIC

Comparison
1 ,

'Compairison

2

Comparison
3

conferences
40.5 .

d Do Best Goals
36.25

Self -Set Goals

, 43.5

No -Cohretencel

35.5, $'

specific Goals
42.62

Teacher-Set Gals
'41.75

O
. %

Althbugh none of,these comparisons reached statistical'significance at
the...05 level, the results are in,,the hypothesized directicin;, that.is,
the childken receiving conferences attained.high'er"th4n"did those not

receiving specific goals ledto higher attainment than
general plc

,

best) .goals, and self-set goals pidduced higher achievemeft,
than-teacheng§AIs . A

tz. * ^
# /
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'Retention. Retention scores were also obtained for the pupils a"h the

end of the experiment. As was the case with the acquisitidnscores, the
students who had conferences achieved a higher average retention score than
those who dtd hot, and those ylho Rot :ipeific yoal.b rckthined more thari
thohe who wore told Lo Ykf ITICir hest. There was.no hlghificrint difference
between students who set their own goals and students who had theii- goals -

set by the teachers. However, high-achieving students scored higher when
they set their own goals, while low-achieving students cored higher when
the,teacher set their goals.

Attitude Change. Attitude scores were calculated by tallyin the
number of times each child selected arithmetic as a preferred activity.
High- achievement children had highly favdrable changes in attitudes toward
arithmetic when working toward.specific goarrs and negative attitude changes
when 'working toward general, 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 negative change under both treat-
ments. This result will be discussed further in the next section.

4P

Discussion

.

. Some comments are in order concerning the limitations and difficulties
*imposed on this study by its haying been conducted in a clas@room situation.
First,-the teachers of these classes were required to introduCe, for six
weeks; 'an instIouctIonal technique which.allowed for maximum individual . 4
mobility of students. This required considerable daily planning, constant
regrouping of students within a class, and continuous scoring of tests
and bookkeeping. As one example of this, the highest acquisition score
by a student for a single week was 50 items; and the average weekly itet
scores for the children across all treatments were High, 7.67; Medium,
10.91; and Low, 1.55. Thus,*the sheetmechanicg of testing and record
keepingswere considerable. Further, there is no guarantee that, procedures
were followed in an identic'al manner by the three teachers.

Another problem of the,study'was that the arithmetic items were not
of eqUal diffitulty for the three adhievemedt-level groups. Also, the

r; numbes of items that could be completed and the squares which-could con-
1

ceitiably 4 filled per.Week by the different classes varied. The fact- that
the Medium group had the highest scores is explained mainly in terms of
the difficultybf the'material and hoW the teacher handled the situation.
The Medium groUp began work at the base level an.the folder that was approp-
riate for,them, and thus were able to proceed very rapidly: On the other
hand, th6 High group worked at a higher difficultyilevel, but were given
easier tests which they coUld.pass only on theirrequest during free time
or of eer 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 more 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 arithmetic, as, indicated by their low scores;
and still worse, their attitudes toward arithmeticdeteriorated. All this
could have been'avoided by starting them at an appropriately easier and
lower lev;61,
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her featu res of the experiment which imposed limitations on the
were the relatively s.hort time period (six weeks) and the small
of children in each cell (N = 4). Both these restrictions were

essitated by practical factors involved_in such an experimental setting.
or'example, the size of the classes was inadequate 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

71

rresults have to do with the students themselves. Teacher reports indicated
that 41 students enjoyed working with. the individ41 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 detain a few places where mean

--control scores are superior to a particular treatment mean. The other
t factor which probably played a significant role in offsetting treatment

_effects -tae student discussions with one another. This is impossible to
overcome in 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 data only once a week, butthe effeCtivenes
of this technique was limited.

/

,
\

ti

Despite these many limitations, middle- and high-achieVApg students
who

f
set their own goals learned 'more arithmetic than did those of the same

achievement levels in the controls 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.,

1

CONTROLLED EXPERIMENT ON GOAL-SETTING CONFERENCES IN READING
BY JOHN P. GAA2 .

it

.
.. ..i.

, ,- v

"------Participating Students, 'L
.,...

.
, . t ''.; .

I% .

-The subjebtS in-.the experiment (conducted during. the.1969770:tchool
. year) were ,students froM Unii'D (thirdarld foutits graders) and students

4
from Unit B *first ar4::secorid,gridets) at a multiunit elementary'school
located in a low,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 previously-Mastered
the reading skill which was to be the subject.of instruction, during the
conference period were-included as subjects. ,

4 *.

4

Research Design

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

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

8 5"



-72-

11.

a unit were blocked into three achievement levels (high, medium, and low).
Sex was the other blocking variable. ,Experiment students were assigned .

to reading skill classes using a straLfied_random assignment procedure
whereby each'teacher had one student from each of the cells of the experi-
mental degign. Teachers were not. told which treatment group their students

. were.assigned to.

Reading instruction ,in both units followed the Wisconsin Design for
Reading Skill Development, a.prbduct of the R &.D Center. The Design
identifies reading skills which are essential in Grades K through and
includes asses ent exerci -s for each skill. Instruction is ganized

readingaround
'skills.

Skills,
At the
Skills

six g eral-skill areas which incorporate the specif.
The general skill areas are: Word Attack, Com

Self-Directed Reading, terpretive Skills,
time of the experiment, Uni D was receivi
while Unit B was working on rd Attac

were allOwed to progress as far as po ib
were instructed to allow students to
toward achieving the goals they selected.
ulation, teachers were allowed to follow

'Conference Procedures

Students in the goal-setting group received w ekly individual con-
ferences. During the initial conference, students re given an,explanation
of the meaning of goal setting and how it related to he reading skills
lass. The material to be covered during the week wa briefly outlined

and the Goal-Setting Vlecklist, consisting of behaviora' statements of
skill attainment in vocabulary appropriate to the studen , was explained:.
in this context. The Checklist was read to the student a d he was asked
to check the goals he would try to attain during the comin week. No guid-
ance or feedback-was given by the conference leade'r,at this After
selecting his goals, the student rated his confidence in atta ing each
goal he had set. *

At the end of each week, the classroom teachers were given list of
the same behaviors contained in the student Goal-Setting Checklis
Teachers rated-students on degree to, which goals were attained.

on Monday of the second week, the goal- setting group received a
second conference. Students received feedback on and reinforcement fo
their per, ormance of the previous week. The conference leader conpared
the goals set by the student with the teacher's ratings of that student's
achievement. This allowed the student to receive feedback on theapprop-
riateness and accuracy of the goals, he set during the previous week and
on his general achievement level.' The remainder of the second conference
was devoted to setting goals for the coming week and to ,confidence ratings.

The third conference for the goal-setting'group f(14.t1owed the_proce-
-du e established, for the 'second conference:' feedback on apprOpriateness
and curacy',of,goals,.discussion of.the previous'iaeek's material, rein-
forceM t for ma.ter41.dearned, discussion of the Waterial for the coming
week, go setting, and confidence rating: Achievement'tests and-attitude
measures w e adMInistered to all students on Friday of .the third wetIC..
Students in 1.,t4,eatment groups were administered the tests and attitUde
measures at th= same time.

o5

1

hension, Study
Creative Skills.

instruction on Study
To ensure that students

, teachers involved in the study
nce as quickly as they could
With the exception of this stip-

t -ir normal teaching procedures.

5

R.
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On Monday of the fourth week, all students in the study were given
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., including those in the control group, received
a goal-setting conference during the fourth week will become apparent in
later sections.

The_conferencegroup was treated exactly like the goal-setting group
except that students did not set specific goals,'and therefore did not
receive feedback 8oncern±ng their performance in relation to specific

goals. Instead, the Conference leader pointed out general classroom goals,w
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
from the social interaction of the conferences rather than the goal-setting
procedures. The conference graup:was assessed on attitude aid achievement
-measures just as the.goal-settingwas. The conference students received
a goal-setting conference in the faurthWeek wh lowed procedures

identical to the initial conference in the goal-setting gr
The control group consisted of students who did not receive any indi-

vidual conferences during the first three weeks of the study. These
students received the same classroom instruction as the goal-setting and
conference students and were admintstrOd the sarre achievement tests and
attitude idasureS...On Moheay of the fourth week,' the control students
received a goal-setting conference w*th procedure identical to the initial
conference received by the goal-setting group.

Results

Analyses were carried out separa elY for Unit D and Unit B on the
.following measures:, (a) ward reading--as assessed by scores

,,,..,

' on the primary Pupil ReadingAftitude Inventory (Askov, 1470)-1-'-and attitude

toward reading-skills class--as assessed by scores on the *eaclkng _Siall__
Attitude Inventors (b),abhievement--as assessed by scores on appropriate
subtests ,of the criterion-referenced Wisconsin Tests of Readirig- Skill Devr.

elopment Battery a5d'on experimenter-deVeloped achievement tests for each
unit, and (c) goasetting behavior--as assessed by number of goals set,

i the absolute'difference between nUiribqr of goals set and number acl3ieved,
and ratings of confidence in ability to achieve the goals set. The measures-

of goal-setting behavior were collected during the.goal-setting"Conference
.recelved.by each group during the fourth week of the experiment.
. Results for Unit D. A multivariate analysis of scores on both atti-.
.tude assessment devices indicated no significant differences' between the
three treatment groups. However, themeans were in the predicted direction.
The mean of the goal-setting group kaa higher (reflecting a More positive

1 -attitude) than that, of either the son erence or control groups, on the
Skill Attitude Inventory and higher than the average of the conference
and controL.groups'on the P'r'imary Pupilf Reading Attitude Inventory:
40t41iiwivariate analyses'carried out for each of the achievement measures
revealecti,"YilitisA0 ,cases, ,zio significant difference between treatment groups.

In both analys s,,l,x,, e onlly variable"significantly related to scores on the

achiqvemen q.st'S was prior achievement leVel. Scores on both achieVement,

is d - "edbed prior achievement level decreased.

. 8 7
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In analyzing the goal-setting behavior of students i 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
1117 r of°goals achieved, and the confidence students displayed in their

abilit o attain their stated goals. A multivariate analysis of variance
revealed th the only significant differences in goal-setting behavior
appeared as a fu Lion of the comparison'of the goal-setting versus non-
goal-setting treatments.

The scoresscores of the treatment _groups .for each of the goal-setting
*behaviors are shown in Figure 5. An examination of the figure reveals

'Mean

Total
Score

Goal Setting

Number of
goals set

. Conference Control'

Differende between Confidegce
number of goals score
set and number'

of goals attained

FiOr 5. Mean number of'goals set, mean difference between, the
number of goals set and goals attained, and mean con-
fidence score by treatment group for Unit D.

,

Cr*
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a very jarteresting relationship. The goal-setting treatment group set

fewer goals on the average, had a

The
difference between the number

of goals set and the number of goals attained, and also displayed less

confidence in their ability to attain the goals they had set. Given

that e goal-setting students set fewer goals and that they achieved at

approx mately the same level as tt e other treatment groups, the finding

that ey 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

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 lev-qls in relation to their goals.
After examining the results for Unit D, it was decided that a slight'

change in emphasis during the goal-setting conferences might prove bene-.

ficial in improving achievement levels. Therefore, in Unit B (Where con-

ferences were held after completion ofthe-ex-feriment in Unit D)
emphasis was placed on-06viding feedback to the student regardirig his

mastery of the receding 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-7

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 virtually 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 direction, with the goal-setting group
storing higher than either the conference or control groups. Performance

varied significantly as a function of prior achievement level
Analysis of the scores on the appropriate subtests of the "Wisconsin

Tests Of Reading Skill Development Battery Nicated significant 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 higher. The means for the

three treatment groups, on each of the three subtests administered in this

unit'are shown in Figure 6. The analysis indicated that the significant
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, there was a significant

difference 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

76

15

10

0

Goal Setting Conference

Level B Compound
Words Test

Control

Level B Base "LevelC Rae
Words Test Mbrds Test

Figure 6. Mean scores on the Level\B Compound Woi-db, Level B
Base Words, and Level C Base Words- Slibtests of the
WTRSD Battery by treatment group for Unit B.

-

a

In analyzing the goal-setti6g.be vior cf 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 117is ability to attain his stated goal. A-multivariate
analysis of-variance'shcwed the goal-setting versus non-goal-setting.com-

,parison to'be the only significant source of variance. When the means
for each of the treatment groups. on the three goal-setting measures
(Figure 7). are etamined, the same relationship which was Observed in
Unit D is apparent: the goal-setting groupset fewer goals, had a smaller
difference between number of goals set an achieved, and had a lower con-
fidence score. As was pointed.out for Unit effect seems to pe
related to the setting of accurate goals with rea tic expectations of
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Mean
Total
Score

30

20

10

Goal Setting . Conference

Number of bifference between
goals set number of goals

Control

Confidence
Score

set* and number

of goals attained

Figure 7., Mean number of goals set, mean difference between the
number of goals set and attained, and mean confidence
score by treatment group for Unit B.
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pi summa , the results for Unit B indicate that the treatments
were related to achievement scores and goal-setting behavior, but not
to attitude scores. The goal-setting group. scored higher than the non.;
goal-setting groups on both the experimenter-developed and on the criterioh-
\referenced achievement tests; however, thedif erenee was significant only

ilfor the latter measure. /n comparison with the other groups, the goal-
setting'group demonstrated a pattern of setting fewer goals, attaining

,more of the goals set, and rating themselves lower in probability of
attaining their goals: ....

.,,,,

4.
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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-standing attitudes in so short a period is
no difference between treatment groups in thei
reading-skills class. Intuitively, one would
group to have amore positive attitude toward t
higher ashi-IV-eMent and more individual attention.
out that the average attitude toward reading-skillS c
was extremely positive, -suggesting the existence of ceil
effectively eliminated any chance of discriminating athong

= 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

in attitudes

duration of the
rences in attitude

kelihood of changing
mall. There was
attitudes toward

xpect the goal-se
class, due to

t should

lso

ting

generally
e pointed

ss for all students.
g
4
effects which

iterion-
f the

After examining the results of Unit D, it had been decided to place m e
emphasis on providing feedback regarding the ability to handle the speci
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 - control 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."

There can be little question of the effect of the goal7setting pro-
cedures on the ability of students to set more realistic goals. No dif-
ferences were found on any of the goal'- setting behaviors between the con-
ference and control groups, Again, the ,differential effect found in the
goal-setting versus non-goal-setting comparisons must be attributed to
the goal-setting procedil!ces employed, rather than tole general conference
ef/fect. :s:

,.

In both units, th,'..goal-setting group set fewer goals than the other
//groups. This is-inter feted as representing a more realistic statement

u

------- of goals, a cOnclusio supported by the fact that the goal-setting groups
showed less discrepant between the number of goals set and number attained.
In other wordi, the goals were mote accurate and more realistic.

The consistency:;f goal-setting behavior between units is also
apparent,in the confidence levels displayed by-the treatment groups.
In both units, the goal- setting croup had lower confidence scores than
did the non-goal-setting groups. The lower confidence scores are again
'interpreted as reflecting more realistic appraisals by the studentd of
their, ,,,chances fdr success. It would seem that a greater percentage of
goal-setting students realized that they would probably require helt.Z.,,
learning and mastering the reading skills and that they might not
to achieVe all of the goals which they had set.

The two experiments described in this chapter provided
,

information concerning the effectiveness of the conferences with childr6n
-finder controlled conditions. The information concerning the value of.

,-,-



specific, self -set goals in increasing children's achi
of students' learning to setillgAningful goals with re
of attaining them, has been incorporated into the t
tion materials described in, Chapter I. In Chapt
field test of the materials as they affected t
group, were discussed. In the following sec
of the goal-setting-procedure, when impl
school settings, are examined.
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ement, and the value
istic expectations

acher inservice educa-
%.

II, the results of a
teachers, or adult target

ion the effects on-children
nted by teachers in naturalistic

AFFECTS OF GOAL-SETTI CONFERENCES ON CH DREN
SUBJECT- MATTER L I : FIELD TEST RE ULTS
BY MARY R. QUA LING, OMAS J. FISCW H,
KAYE RE FREY, AND DI OTHY A. TRAYER3

Participating Students

Three schools implemented the goal-setting conference procedure. A

total'of 52 pilpils and 10 teachers participated, as indicated in Table 28.

TABLE 28

SUBJECTS IN THE GOAL-SETTING CONFERENCES FIELD TEST

School '
Content

Area

.

Unit

Chrond-
logical
Age

Number of Pupils Number of
Conference
Teachers

In
Unit

Chosen for
Conference

Grantsburg Elementary
Grantsburg, Wis. Matheffiatics A 9-10 40 12

. .
,

Robinwood
Franklin, Wis. Vocabulary

,

D 9-11 98 20 5

7/ .

Morgan L. Martin Word
/ 7' - _

Green Bay, Wis. Attack . .

Skills A 8 9 125 20 2

/

Teachers from an in ermediate of Grantsburg Elementary School in

Grantsburg, Wiscon in, sel ed 12 fourth graders who had not been per-

forming as well in met as s--"rexpected. From a unit of Robinwood School

3

ere were selected 20 fOurth and fifth grade stu-

en meeting in ir teachers to develop

This sp6tion is an abstract of sections of the document by Quilling

et al., 1971.
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1

larger sight vocabularies, but who had not been progressing satisfactorily.
At Robinwood School, .conferences were a part of the regular instructional
program; the goal-setting technic:pi s w re added to the conferences of the

c,
participating m ttudens. Using cur ent records along with the Wisconsin
Design for Reading Skill DevelopMent (WDRSD), 20 third grade students who
had not mastered two objectives since the beginning of the year were iden-
tified from a primary unit of Morgan L. Martin School in Green Bay,
Wisconsin. . ...-

Research Design

The inservice,.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

ata Collection
Target Group I Target Group II

Teachers , 'Pupils,

Monitored in- Baseline dat,
4 weeks Preconference period service sessions Achievement scores 4

Identification of participants

Tape-recorded . . Records of goal
, .

conferences r* attainment
First implementation ....

%

8 weeks period
On-site visita-
tions

assignmentof,former participants to continue or not

,

Tape-recorded Records of goal
conferences achievement

,Second implementation
eeks period

//

j On -site visits- Parent question -
--tions naire

1K-7
-_,_

- Teather --question-- --- --

5 naire

Figure 8. Schedule of implementation of the goal- "setting conference'program.
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of data collection during the field test. The data collected from partic-
ipating students and their,parents 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?

3. What are parents' perceptions of program effectiveness, evidenced
by changes they observe in their child's'attitUde-toward schclol?

During both the preconference and implementation periods, teachers
kept a running record of the skill attainment of the children. During the
preconference period, baseline data were collected for all the students `

in the unit so that children Could tip identified who wete not performing
at the level established by the unit as minimally acceptable. The base-
line score was simply the average number of objectiyes_mastered-dur

(Nalsinthectiosericorytentarea.A,allsrudents were

implementationweek, Similar data were coIlected,for the entation periods,

during at least one of which studensmw teacher- to set weekly

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 implemerAtipn period, the participating pupils 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 far students in eaqof the two groups. Durability of

program effect was assessed .by compMing the continuing and noncontinuing
students' performances during the last period, and by comparing each school's
rate of skill mastery during the (first) implementation and (second)

partial impleMentation periods.
Two of the schools coorated in distributing a questionnaire to the

parents of the conference participants ,The parent questionnaire was
designed to dedirmine if a child had disc ssedhOs feelings about th-e--
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

;12

4
ReSults

r .

Rate of, Skill Mastery. As indicated above,.the first question re-
,

garding the effect of the program on pupils was related to the average
number of *ills mastered per Week for each student during the preconfer-
ence period and die two implementation periods. In addition, intelligence,

test scores Were obtained for, ossible use ps covariates. To answer this
-first question, the 'null hypothesis was posed- =that there is no change in
rate of, skill mastery'from'the preconferenge period to the. petiod when

conferences and goal setting Occur.

* Al 7s: ;; - ^ v.,-

a
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Because of differences in program implementation, subject matter, afld
measurement procedures, the data were analyzed separately by school. First,
a change score for each pupil was computed by finding the difference between
the average number of skills achieved weekly in the,implementation and

\ preconference periods. Preliminary analysis for each school- indicated
' that the change score of a student mat 40 related to his intelligence.
Thus, analysis of covariance,was unnece; and a two-tailed t-test for
correlated data (baseline rate and implementation period rate) sufficed

sitaListieal test. In addition, the number of possible
achievements was recorded so that the-,:rati-i;-of actual to possible achieve-
ments could be computed and the cpatge in this ratio analyzed. Also, the
pr-- obability-of the observed numper of positive and negative changes in
rate of attaining objectives was computed by applying a binomial proba-
bility model assuming an equal probabili(y of each.

In all three cases, the nondirectional null hypothesis was rejected.
The analysis of the change in ratio yielded substantially the same results
as the t-test for change scores; therefore, results for this'analysis will
not g'sgreported. The probability 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 inspection of
the change scores, that definite gains occurred in all three schools.
These results are summarized th,Table 29.

.Endurance of Conference affects. After the first implementation
period, the sample in each scibol was randt14divided into two groups of
size. During the subsequent eight-WeekPeriod, one group continued to
attend weekly conferences and to set goals, wthile the control group did, not.
(At the Franklin School, the control group had conferences but were not
asked to set goals.) The purpose of this phase of the.stuay was, to deter-
mine-whether the program had long-term motivational effects on the Chilaren
or whether the subjects would regress to former Kates of skill attainment,
either as the novelty wore off or at the termination of the program.

To answer these questions, a change score Was computed for each
subject to indicate the "change it,nutber of achievements per,week from
thecopference and goal-setting period to the next-period. The program
could'be judged td have a positiVe long-term effect if the following state-
ments were supported by the data: (a)'the rate of skill attainment for'
the group continuing conference's was not higher than that fOr the control
group which had no conferences during the final period, and ,(b). the mean
change in rate of skill attainment for t,V Combined groups was nonnegative.

Both statements were tested statistically for each school. Because
. -

of the small numbers of participants in 'each school, the .tests had low
power. A liberal significance level (.10 instead of .05) was established
for rejection, so that the tests would haVe sufficient power to detect real
differences of practical importance. Descriptive,statistics andinferential
test results are summarized in Table 30. In regard-to the continuation/
control contrast, the changesin'number of achievements favOred the con-
tinuation group in Grantsburg, and the control group in Franklin. For
Green Bay, the differences betWeen the two groups were ne.gligible. Infer-
ential tests, however, used data adjusted for the number of, possible
achievements for each pupil .irt each period in the)wo1nsta fIces where
available, becaUsepreliminary analyis d them second implementation
period indicated that rate of skill att'inment was positively cokrelated.

y:.
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TABLE 29

SUMMARY OF ANALYSIS OF CHANGE IN AVERAGE NUMBER OF
ACHIEVEMENTS PER WEEK BY SCHOOL

K°

Statistic or Characteristic Grantsburg

Oubdect Area

Sample Size

Acierage Change in Average Number of

Achievements per Week*

Range of Change Scores
Lowest
Highest

Standard Deviation for Sample

t-Ratio for Test of Hypothesis of Zero
True Change

Significance Level
Degrees of Freedom

IQ (Lorge-Thorndike)
Mean for Sample
Lowest
Highest

Mathematics

12

2.46

0.68
4.07

1.16

7.34

0.0001
11

104.7
93

122

School
Franklin Green Bay

Vocabulary, Word Attack

- 20 20

5.16 0.383

-2.38 0.167

9. 75, 0.625

3.56 0.12

6.49
14.21

0.0001
- 0.0001

19 19

89.6 83.4

61 67

105 97

*Units used in different schools are not comparable.

to the number of,opportunities for attainment. In other words, the child

mastered a larger number of skills weekly when presented with more chances

to master a skill. The covariance adjustment affects-the outcome of the
statistical test comparing the performance of the two groups in GreeBay;
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 or 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-
cant and favors the continuation group. Data could not be adjusted for
the number of opportunities to attain a skill at Grantsburg and the effect
was not significant, although on the average the continuation group attained

97
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...., .65 more'skills weekly. From the experience at these three schools, then,
there is some evidence 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'skill.,
ifEainment_for both groups.was positive, and the mean gain.farthe entire
group was ler ough to be statistically significant. It may be inferred

that for-this school -Erlgain_in the second period -- apparently a continu-

ation of that in the first period.--dolonstrates the lasting effect-of the
program. .

------
In Franklin, the rate of skill attainment for--h'groups also-in:

creased in the final period, but the overall change was-not:aarge enough,,
to be statistically significant. In other words, the rate of4kill attain-
ment was steady from first tolecond period, and for both grOUPa. -*-

In Green Bay, the decreaseftas statistically significant. However,

it should be observed that while,some lop did occur for both continuing
and control groups during the eecond eight-week period, the students never
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 nonoontinuing students.
I The preceding results, while not definitive, suggest that the-effects
of the conference program do not dissipate greatly over time, and that
the strong effects noted in the initial implementation period are not an
artifact of the novelty of the procedure. "'

Parents' Assessment of Children's Atti des. A parent-questionnaire

11(was distributed in Green Bay and Grantsb to serve as an indirect measure
of the students' attitude toward the goal-setting conferences. The.

Franklin school did not', anticipate, since the teachers were-already
having indiiridual confer ces and felt that it would be difficult'for the
parents to differentiat between the conferences and the goal- setting tech-

nique. Twelve of the qu stionnaires--60 percentwere returned from Green
Bay, where 20'third grad s were participating in nferences to develop

reading word attack skills These children Deemed t have favorable atti-_

tudes toward the. conferences. Half the children'had a eady mentioned the
conferences to ileir parents, and after,asking their chi dren about them,
nine of the parents indicatecrithattheir children's attitudes. toward the
conferences were P4ifive. Only one child had a negative opinion and the
other two did not have -strong feelings either Way. Specific comments
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

but one of the Parents who returned questionnaires had notit some\
positive change in their childrenrs attitudes, either in readin or 'toward /

school in general. The parents mentioned such changes'as.mote intere t J.

in reading-skills clasi, moreiindependent reading at home, improvement n /
specific skills such as sounding out words, lreater confidence, and enth -,/
siasm toward school. Ten of the twelve parents felt'that.tbe,conferencell
should be continued; thexeMaining two were Indifferent: r- -/

In Grantsburg, where the students were participating in goal-setting
conferences in math, eleven, of the twelve.p#ent questionnaires were /

/ . ,

4
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returned. Six of the children had talked previously with their parents
about the conferences. Nine of the eleven parents indicated that their
Children's attitudes were positive, and that the children felt the indi-
vid9a1 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 program.

Discussion .

Several conclusions are evident from the analysis of the data con-
-

cerning changes in student achievement leve3,s. First, the field test
c&S provide evidence consistent with the research reported _earlier
this chapter that conferences and goal Setting 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
goal setting was added to a program which already-included conferences,
it would appear that both ingredients are necessary; certainly goal
setting contributes to the effectiveness of the alference program.
'econd, it would'appear that these positive results occur for a variety
6E age groups and a variety of different subject-matter areas.. Children
from age 7 to.l2 participated in the program and set goals in arithmetic,
work attack, and vocabulary.

In all schools, rate of attainment of pupils for whomonferences
were discontinued after eight weeks remained high in relation to the
preconference, or baseline, period., However, most pupils mho 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. ,In one schoc$l 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, while continuation of
conferences is beneficial, greater 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 programat midyear or Some
other breaking point, and new pupil participants selected. This reoom-
mendation takes'into account two facts: (a) that results are achieved
relatively quickly and maintained at a satisfactory level even when con-
ferences are discontinued, and (b) that limited resources are available
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 subjecta-whic0 were discussed
in the conferences.

In conclusion, the controlled experiments on goal-setting and the
results of the field test indicate that, wheri.properly implemented, short,

1000
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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 ptoper 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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PURPOSE AND ORGANIZATION OF THIS REPORT

During the course of development of the system of Individually
Guided Motivation (IGM), many research and evaluation studies have

been carried out at the Wisconbin 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 prI40-C:t staff of the principal investigator, Herbert J. Klausmeier;
these contrthutorsi include Patricia Allen, Carina Averhart,' James y,

Doris Cook, Dorothy Frayer, John Gaa, Elizabeth Ghatala, Jan Je
Barbara Kennedy, Peter Lanai, 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 pertaining to the effectiveness of IGM.
This report, then, is intended for those who wish to becane acquainted' '

in some depth with the 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 evidence upon which IGM is based. 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 an42vervievi of the IGM system. Chapter

II outlines the ,results of research on the effectiveness of 1GM materi-
als with teachers and other school,personnel responsible for implementing
the system. The next four chapters report and 'summarize research. find.-
sir)gs regarding the effectiveness. of ,the motivational procedures with

students of different characteristics. The final chapter provides a

summary.

N
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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. In this chapter, the effects of the group conference proceure
on children's behavior are examined.

CONTROLLED EXPERIMENT ON GROUP CONFERENCES
TO DEVELOP SELF-DIRECTED PROSOCIAL BEHAVIORS
BY JUANITA.S. SORENSON, ELIZABETH SCHWENN,

AND JAMES BAVRY1

The staff of an entire elementary chOol participated in this experi-
ment, which tested the effectiveness procedures similar to those out-
lined for the group conferences in Ch pters I and II. One purpose of the
experiment was to compare the effect of conferring with children individ-
ually, in small groups of three or our, and in medium-sized groups of
six or eiglit.

Participating Students

"11 The elementary school in which the-"experiment was conducted drew
filOm 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

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

1
This section is an abstract of'the research report by Sorenson et al.,

1970..
.
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Tablo 31. Ac; Lho chart shown, Lho nludonEn ,utnonnvd Lhomsolvon on

various belMriors 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-assets-
ment sheets during the experimental period.

Teachers in each I & R tinit--at least two teachers in the small-
e!:t units and three teachers in the larger units--independently
anno!:ned oach child on tho name 20 behaviors 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, md they too were not accessible
during the experimental period.

Within each I & R unit, all students were randomly assigned,
in approximately equal nuMbers,,rto 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 -group conferences having
six to eight students. All c'nferences 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 sixto eight students. At the en4 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 regular instruction in the Same groups with the children who
had conferences. At times they 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 everyday instances the behavior. Each
child was then encouraged to select a bell' ior,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 beside the behavior to indicate
the rating he would strive to attain by thenext conference. At each
succeeding conferencp, the child reported on the progress he/had made
toward hts"goal and filled out another assessment sheet. Thus,.the

116
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CHECKLIST FOR STUDENT RATING OF PROSOCIAL BEHAVIORS

Name

Directions
Put an X under column 1 if you
Put an X under column 2 if you
Put an X under column you

have to be told to do the
Put an X under Column 4 i you
Put, an X under 4olumn 5 if ou

91

ex Age Date

almost always have to be told to-do the job.
usually have to be told to do the job.
sometimes do the job yourself and sometimes
job.

usually do the job yourself.
almost always do the job yourself.

1 2 3 4 5

1. I listen to the teacher.

2. I begin schoolwork right away.,

3. I correct mistakes.

4. I work until the job is finished.

5. I work when the teacher has left the oom.

6. If I make mistakes, I still keep working

7. I work on learning activities 'in free time

8. I get to class on time.

9. I do extra schoolwork.

10. I do my share in class projects.

11. I read durinj free time

12. I ask questions about schoolwork.

13. I.have pencil, paper, and books ready when
they are needed.

14. I wive quietly to and from -my classes.

15. I listen to the ideas of others.

16. I help my classmates.

17. I pick up when the work is finished.

18. I take care of my clothing, books, and
other things.

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

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 conferences 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
teacher was to ensure that, through discussion, the children under-
stood the reasons for each behavior and,possibleConsequences of the
behavior. In conducting the conferences, the adults attempted to
accept the children's responses and rework them-toget 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 etch
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. Reasoning
was involved in two ways. The adult attempted to elicit from the
children their reasons for working toward manifesting the behaviors,-
and the children 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 vErbalizing and conceptual-
izing the reasons underlying their own behavior.

The goal-setting.procedures using the checklist aS,previously
described were followed regularly. At eacWsession, then, every child
checked one or more goals that he would tiiyto attain by the next
meeting.

Feedback was provided periodically by the adults to, each child.
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 reinforcement consisted of
praise during the conference and during regular instruction outside
the conference. n the group conferences, not only, were children
directly reinforced but they also observed others being reinforced
for attaining goals.

Allchildren participated 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 programming. Usually each unit staff sched-
uled their conferences at the beginning Of a week. The medium- and
small-group conferences lasted about 20 minutest the individual conferences
were about 15 minutes.
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Pre- and postassessments of the 20 behaviors by both students and
teachers' wereevailable for each student. In addition, the student
goal-setting sheets (four for each student) and the teacher cotment
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 teachers are given in Figure 9 for the four groups.

The ratings .ofHboth the students and the teachers increased mark-
edly. It As interesting,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 follpw are based on the information from all the units, as given
in Figure 9. An analysis of variance with orthogonal contrasts among
groups was carried out on the data. Probability of a Type I error was
set at .(15.

1. The gains from pre- to postassessment for the combined stu-
dent and teacher ratings (i.e., teacher gain score and student gain
score) were statistically, significant. Moreover, 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"; children 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 conferencee, 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 conferences was significantly
higher than for the other types of conferences,. which did not differ
much from one another. Students participating in the small-group con-
ferences had e 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. Again, of the three
types of conferences, the individual conference was highest and the
small-group conference lowest.

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'
ratin0 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 beginningto the end of
the eijogr' t was about 12; the average, change in-the students'
ratings of thems was about 6.
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Teachers
Pre

MEDIUM-GROUP Post
CONFERENCE

Students
Pre

Post

Teachers
Pre

SMALL-GROUP Post
CONFERENCE

Students,

Pre

Post

Teachers
Pre

INDIVIDUAL Post
CONFERENCE

CONTROL

Students.

Pre

11.st

Teachers
Pre.

Post

Students
Pre

Post

rl 1 1 1 1

50 60 70 80 90

Total rating score for 20 behaviors
combined (maximum score = 100)

Figure 9. Average pre- and postassessment ratings 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 interview. Among

,the comments made by the unit leadersiwere;

The children became much more aware of their behaviors, which before
the project had never been discussed0xcept when a child had done
something wrong. The project focused on everyOne's behavior--good
or bad--but from a positive viewpoint.i1
Children with specific behavior problems improVed noticeably during
the project period and the informal conferences encouraged children

x to mention home conditions that teachers were et familiar with.
This information was helpful to teachers in pl ing the child's
edu tional program. ----

"Children with a poor self-image gained the m t from the conferences.
Although the project period was too short to Jebserve any carryover into
academic work, Learning Center activities had less disturbance, less
"goofing off," and more self- directidn. ,

Teachers preferred the medium- 'Ized group of six to eight students,
from the standpoint of economy of t e and lively group interaction.
LeaderaAdip emerged in groups as the conferences proceeded. The students
also expressed a preference for grou3 conferences. However, teachers
felt that individual conferences more effective with certain
types of children. Teachers felt fha,4control-group children benefited
indirectly from the conference progra i they felt that children in- the
control group became caught up it thelpeneral spirit of the experiment,
since they were part of the same insteUctional group.

All the=-teachers were enthusiastic about the conferences for the
intermediate-age children, feeling they encouraged the idea of working
together toward "more of A family situation . . . talking freely about
.behaviors." A few of the teachers 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 technique._, -

The principal indicated that the conferences and the behavioral
assessment sheets proVided the4eachers with a framework for viewing
student behaviors positively. That is, instead of concentrating primar-
ily on instances okmisconduct by students, the teac ers were encouraged
to focus on positive behavior. Thus, the pri al considered the great-
est effect of-the-experiment-te-be_ing e direction of the
teachers' thinking about student renduct. The fact that teacher ratings
showed greater changes than student ratings during the imental

.,.

period supports this observation.

Discussion

It appears that the techniques utilized in the conferences were
effective in helping children to improve their self-directed prpsccial
behavior. TheAe techniques include: focusing attention on behaviorf_
reasoning with children to help them understand-what- is- t by certain`----/,_____
behaviors and to help -them reaze the consequencesli o ehavior Z

..--
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for themselves and others; guiding children in setting goa s for
improving their behavior; providing positive models for imi ation;
and providing feedback and reinforcement. It should beNnote that
one-to-one conferences were most effective, followed by medium-sized
conferences of six to eight students. For the sake of economy of
staff time and effofC, it ,was decided to develop multimedia educatial
materials for group conferences of six to eight students. Also iwas

bfelt, on the asis of teacher coms*nts, that the group interaction
aspect of the procedure was more beneficial, since teachers could play
a ondOctive role with a group more easily than with an individual
chi d. Since a major objective of this motivational procedure is to
incr ase children's self-directiveness, the group conference was cos
sider mor ppr iate for this end than the individual conference.
Building upon information gathered in the experiment, prototype inZA
structional materials--indluding a practical paper and a video tapel-
were developed so,that teachers in other schools could implement the
group conferences. The results of the field test of the materials
for the pupil target:group are reported in the following section.4

EFFECTS OF GROUP CONFERENCES ON CHikDREN: FIELD TEST RESULTS
BY W. DONALD HUBBARD AND NANCY ZAJANO2

Participating Students

Eight Wisconsin multiunit schools were included in the field test.
The majority of students 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 city of 173,000.

A total of 2,067,pupils and 99 teachers were involved in the field
test. Six of the eight field-test schools included primary-age chil-
dren in the program. More specific information regarding the number ,

_and age-levels of the pupils within each participating unit, 'and the '

number of pupils involved in group conferences, is given in Table 32.
Although the Franklin School is organized into-GA° separate units- -
9 to 10 year olds and 10 to 11 year oldS--the dates from these two unite
were collapsed in order to form a un/i/t that was more similar, in terms
of age, to unites in the other schools.

Objectives for Pupil Target Group

In Chapter II, the objectives of e group conference pro edeire,_ ./,

for the adult target group were outlin , and data perta' tO-achieye-, ,

ment of those objectives were presented. In general,.i wae-Concluded'
that adults in the eight schools implemented tWeTprogramlnore or less
according to guideline, in the inservice materials. Given that cthe',,
objectives for the ad t""target group were reached to tome minimal degree,

//2 '

This section s an,abstract of sections of the document/by
Hubbard & Zajano,

1.
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TABLE 32

GROUP CONFERENCES FIELD TEST POPULATION
4,

School

Age/Grade
Level of
Units

No.; of Students

Total Conferees

No. of Teachers
(Including Unit

Leaders)
Total -

Franklin (Appleton) Total* 1951 118 6

Black Earth K,1,2 101 0 6

3,4 106 83 5

5,6 112 0** 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

5,6 127 29 6

Huegel (Madison) 5,6,7 yrs. us\ 8 5

7,8,9 yrs. 64 14
, -

3

---9,10,11 yrs. 93 22 4

McKinley (Manitowoc) Gr. 3,4 74 39 3

5,6 172 75 6

Stengel (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 1.044 99

*Two units; data collapsed.

**Conferences conducted, data unavailable.
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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 sum-
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-Checklist. These
ratings took the form of a 3, 4, or 5 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,, in all bit 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 focusing 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 conference'groups were formed
in the 18 units for which data were vailable. The range in the number
of conference groups per unit was extensive,, going frca:Ione groupto
44 groups. On, the average, the conference groups contained-between six
and seven members and met two or three times. The smallest groUp-Aize
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TABLE 33

DESCRIPTIVE CHARACTERISTICS OF THE GROUP CONFERENCES
HELD IN FIELD TEST SCHOOLS

School

Age/Grade
Level to
Unit

No. of
Conference
Groups

Mean No. of
Students Per
Conference Group

Mean No. of
Conference
Meetings

Franklin Total 44 6.6 2.0

Black Earth K,1,2 0 =M.

3,4 18 6.1 2.4

5,6 0*

Gales ille Gr. 1,2,3 13 5.5 2.5

Gr. 4,5,6 32 7.2 2.9

Both units 5 6.2 2.6

Chegwin Gr. 2 4 .3.2 3.2

3;4 4 7.2 2.5

5,6 7 5.6 3.1

Huegel 5,6,7 Yrs. 1 8 2
1

7,8,9 Yrs. 3 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

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

_5,6 16 6.7 2.4

243 6.5 2.6

*Groupy/formed; 'data unavailable.

1:25



TABLE 34

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

Requisite

School

I ! 4 l i
Mastery of the knowledge of

.- - 5 3 3 - 2 4 3.2
the theory, principles, and

t; .

methods of group conferences.
.

Attendance by all partici
pating faculty at an inser-
vice program which consists

4 3 4

,

3 4

4

4. 5 5 4.0

of three to four hours of
training, including confer-
ence simulation.

,. .

Development of behavior check-
list to meet local criteria
for prosocial'behavior.

5 5 5 5 5 5 5 5 5.0

Collection by the teachers
of baseline behavioral
ratings on all students, -

5 3 4 4 4 5

*

4 5 4.2

Selection of students for .

,

c,

conferences on the basis .of ,

a broad range of behavior
patterns.

3 5 3 2 4.

,

3 5 3.8

Maintenance of a regular 3 2 5 3 2 5 5' 5 3.6
conference schedule, with
regular assignments of
personnel.

,

.

Establishment of conference 5 3 4 5 3 5 - - 4.2sites with a fair degree of .' '
.

privacy. ,

.

,

Maintenance of current records
concerning conference attend-
ance and conference results.

5 . 2 5 3 2

.

4 3 5 3.6

Utilization of motivational
principles as described in
the practical paper.

2 5, 4' 4 3 5 - - 3.8

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.
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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
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 Grout) 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
was completed by teachers and pupils. Each pupil was rated on each
behavior on the checklist.

Between 6 and 11-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.

Results

Before data relating-to each of the questionsIlisted earlier are.-
presented, it should be pointed out that the effectiveness of a
procedure is dependent or the degree to'which ilis implemented ac-
cording to the guidelines oI the developers. As revealed in Chapter II,
there was variability among 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 functidh of the level
of implementation by adults in each school. An index of the degree of
successful implementation was obtained by rating the participating
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 get population. A secondary purpose was also present.
Although a sin leOprocedure was implemented in all the schools, each
school establi hed its min objectives for its pupils. In fact, in all
but three schoolf-thebehavior checklists were devised on a unit -by-
unit basis. Thud',--there is no single factor by which to evaluate the
effedtiveness of the procedure on the pupil target population as a
whole. The field test may be more accurately described as a set of
relatively independent studies of the procedure. In order to gauge
the effectiveness of the procedure in general and at the same time to
avoid 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 provided 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 a 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 conVersesituation-

.4r
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that effectiveness of a school/unit would be related to a procedure
that was implemented at a relatively low level.

Table 35 contains a roster of, the schools and units by their level
of implementations 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 lei3Ehan-..,95. Should any school/unitsylejda significant effect
and should the other yield positive results, theri-it-caz,, be said with
95 percent confidence that the program yields an effect (a-I-eater- than
zero. In the following discussions, we will examine data pertdining
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. Twoolevels of analysis
were utilized to provide information on incidenceof prosocial behaviors.
First, a comparison was made of pre- and postconference teacher ratings
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 corsiderably,%higher on preconference ratings of the behaviors

4 contained in the bAavior 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
deviations, school/unit sizes, and probabilities that the mean gain
scores equal zero are also included.

There is very strong evidence 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 ine of them
attain the significance level set for their level of impleme ation.

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
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.

To put the results shown in Table 37 in better perspective, an
analysis was performed that used the incidence of the conferred be-
havioig-for the'nonconferees. the analysis was performed by studying
the relationship between the nonconfereed' preconference levelS of
incidence of the conferred behaviors and their postconference levels
of inCi4Ince 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 a VALUES

Level of
Implementation

3

,.3 . r

2

2

2

-,......

School /Unit
Implementation

Rating a Value

Port EdWards G 1,2 .4.9 .007

.G 3;4 4.9 .007

G 5,6 4.9 .007

*Galesville Total 4.6 .006

McKinley G 3,4 4.6 .006

G 5,6 4.6 .006

*Frariklin Total 4.2 .001

Stangel 7,8 Y 3.9 .001

11,12 Y 3.9 .001

*CheTwin Total 3.9 .001

Black Earth -(3 3,4 3.3 .00ps

Huegel 5,6,7 Y 3.1
. .

.0005

7,8,9 Y 3.1 .0005

9,10,11 Y 3.1 .0005

*One schoolwide c list used.

ea

1.29
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TABLE 36

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

Level School/Unit N* Me4n Gain
Standard
Deviation Probability**

4 Port Edwards G 1,2 113 -.04 .59 .25

G 3',4 115 .16 .64 .008

,G 5,6 32 -.05 .66 .67

3 ,eGalesville Total 207 .14 .77 .009
...,

McKinley G 3,4 . 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 Y 50 .31 .70 .003

Chegwin Total 58 -.07 1.03 .61

1 Black Earth' G 3,4 83 -.16 .61 .02

Hudgel 5,6,7 Y 8 .30 .56 .17

74,8,9 Y 14 .21 .73 .30

9,10',11111 22 .51 ' .74 .004

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

130



105

TABLE 37

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
+Level School/Unit N* Mean Gain Deviation Probability**
1

4 Port Edwards G 1,2 169 .20

G 3,4 ' 200 .57

G 5,6 103 .26

3 Galesville Total 195 .45

- McKinley G 3,4 34 .09

G 5,6 60 .42

2 Franklin 9,10,11 Y 260 .27

Stangel 7,8 Y 43 .49

11,12 Y 39 .77

Chegwin Total 54 .04

.041 Black Earth G 3,4 84

1.25Huegel 5,6,7 Y 8 1

7,8,9 Y 14,...-.----.35

9,10,11 Y,,>"' 27 1.15

.61 3.3 x 10-5

.70 7,0 x 10-24

.67, 1.5 x 10-
*4-r,

.89 2.9 x 10-11

.62 .40

.74 ,5,5 x 105

..73 1.1 x 10-8

.77 1.8 x 10-4
------

.58 + 3.9 x l0 l0

.94

.....7-5

.65 -, .58

.71 1.1 x 103

' .84 .14

.53 -111.0 x 10

*Number of conferred behavior ratings.
* *Mean. gain equals zero.
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prediction formOlas were computed and used to dettrmdne an expected
level of incidence for the conferees. The differences between the
expected levels and the observed levels provided a basie.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 behaviori. Standard flevi4ations, number of
behaviors, and probabilities that the mean differences equal zero
are included.

No comparison contained in Table 38 approaches the level of
significance for its level of implementation; that is, the groups
cannot be distinguished. Considering the Tact that the nonconferees
were considerably higher on preconference ratings of conferred be-
haviors, the fact that there was nosignifictilt.--difference between
the groups following the conferences indicaterthat e.-=conferences
reduced the differences between them. In summary, it. can be=toupluded
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-
ferences. The first comparison showed moderate increases in co
ferees' ratings.of themselves with respect to prosocial behav' rs
in. general. However, in only one school/unit was the precon rence
to postconference gain significant.

Table 39 contains the mean gains on the conferred behaviorA for
the conferees as seen by the Studifilis themselves. The data strongly
support the conclusion that the conferees perceived an increase.in
those prosocial behaviors that were discussed in their group confer -
enc4s. Eleven of the 13 mean gains were positive. Five of the positive
gains attained the level of significance set for their levels,of imple-
mentation. Although these results are not as conclusive as'those
obtained using the teacher ratings, they do indicate a,p6Sitive 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 bghaviors, an analysis
was carried out to compare ratings by conferees,vith those of non-
conferees. The nonconferee ratings on the conferred behaviors were
used to compute prediction equations. The conferees'' preconference-
ratings were then converted to expected postconference'ratings. The
differences between the/expected ratings and the Observi.Crlatings
provided a basis for tomparing,the conferees t1I the nonconferees.
Table 40 contains e mean differences by el -01-implementation for
each school/uni Standard deviations, }1thnbers of conferred behavior
atings, and e probabilities that the mean differences are zero are
also inclu

There was little difference 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 EXPETJEILIEVELS--
OF TEACHER RATINGS OF INCIDENCE OF CONFERREO-PROSOCar. BEHATI 11).1L

BY LEVEL OF IMPLEMENTATION FOR EACH SCHOOL/UNIT
(STANDARD DEVIATION AND TROBABILITIE51,INCLUDED)

107

_ Mean__ Standard
-

Level Schoonii_--2-1----N* Difference Deviation . Probability** !
1

4 ---Vart Edwards G 1,2

G -_ -.16 -- .62

G 5,6 103' -.11 i \-.50

-

Galesville Total 19 , / -.24, .88*

McKinley G 3,4 35 -.57 .63

..i 4 G 5,6 60 -.53 .70

2 Franklin 9,10,11 Y 261 .01 .61

Stangel 7,8 Y

11,12 Y --

Chegwin Total 54 -.33 .82

Black Earth G 3,4 68 - -.34 .70
_

Huegel 5,6,7 Y
4

8---- 1.06 .79

7,8,9 Y 15 .14' .57

9,10,11 Y 27 .02 .49

*Number of con red behavipr ratings.

**Mean difference egals zero.

-15-

.05 ,//
,-,-

.0a/
_------

/
,4 2

f

.459 __,----7--

`.

.0.9

'.05

.10

.35

2,64
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TA61439'-'-

MEAN GAINS FOR THE CONFEREES ON STUDENT RATINGS OF TH ONFERRED
BEHAVIORS BY LEVEL OF IMPLEMENTATION FOR EACH S 00L/UNIT r
/ (STANDARD DEVIATION AND PROBABILITIES'IN DED) , ,--

>---

Standard.
/

Level School/Unit N* Mean in /' Deviation Probability**

4 Port Edwards G 1,2 . 169 .01 .70 .85

G 3,4 200 .25 .87 / -I 7.0 x 10-5

."-:--------
' G 5,6, 103 .36 1.09 1.1 x 10-3/;,

t / - /

Galesville Total 195 .45 1.33 4.3 xN1026

McKinley . G S,4 34 -.09. .79 .51
., .

G 5,6 60 .00 :74 1.00

Fkanklin 9,10,11 Y .260 .33
1

.92 2.2 x 10
-8

Stangel F 7,8 Y ' 43 .02 .96 .89

11,12 Y 39 .31 .89 .03

Chegwin Total 54 .63 .99 1.1 x 10-5

,/
1 Ede& Earth G 3,4 84 .25 .85 8.4 x 10-3

Huegel ' 5,6,7 Y***
e

, .

7,8,9 Y 14 .36 'P- .15--

9,10,11 Y 27 .33 1.00 .10

*Number of conferred behavior rating.
**Mean gain equals zero.

***No student ratings' available.
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MEAN DIFFERENCES BETWEEN OBSERVED AND EXPECTED LEVELS
OF STUDENT RATINGS OF INCIDENCE OF CONFERRED PROSOCIAL BEHAVIORS'

BYYLEVEL OF IMPLEMENTATION FOR EACH SCHOOL/UNIT
(STANDARD DEVIATION AND PROBABILITIES INCLUDED)

Level School/Unit N*
Mean

Difference
Standard
Deviation Probability**

4 Port Edwards G 1,2

G 3,4 203 -.24 .63 . .02

G 5,6 103 .20 .86 .13

Galesville Total 195 -.09 1.09 .29

McKinley
i

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 Y

.,
Chegwin ----, Total 54 -.D9 .70 .35

1 Black Earth G 3,4 68 .07 .67 .36

Huegel 5,6,7 Y

7,8,9 Y 15 .20 .61\ .29

9,10,11 Y 27 .03 .73 1 :66

*Number of conferred behavior ratings.
**Mean difference equals zero.
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I I ----"----particular level of impl entat on. This is an indication that the
:------conferees did not perceiv an ncrease in their ;prosocial behavior ,,,------

--.beyond what would be ant'cipa ed from the nonconferees' perceptip.
As previously'indicated;/the nonconferees,had a/conclusive adv ritage
over the conferees on th preconference 1 vels f prosocia ehavior.
Thus, the data suggest at this advantage was reduced ter the

.

imp ementation of the g oup conference procedure,
In siimmary, there s some evidence that students did perceive ---'

in themselves an increased incidence of those behaviors discussed
inithe conferences. T is perception of increased incigOnbe did not
e tend to any large de ee to those prosocial behavior which were

.
- n t discussed in the conferences.

Duration of conference effects. The primary question of inter-
e t was whether students continued to exhibit the identified pro-
pcial behaviors at a level higher than the baseline level after

the prorsocial behaviors were collected be Ven 6 and 11 weeks after then .A
the conferences were discontinued. Teacher d student ratings of
th

conferences ended. The ratings were those for a random sample of students,
using the checklists developed by the local faculties.

The incidence of those prosacial behaviors that were,discussed
in group conferences was significantly greater tha baseline_leVel,
both in terms of the teachers' ratings of th- viors-and the stu-
dents' ratings. Tables 41 and 42 contain -the an sins for the con-,
ferees on the ratings for the conferred behavi-Ors. The data reported
for the teachers' ratings prove strong evidence that the increased---
incidence of conferred prosocAl behaviors were maintained after the
conferences were discontinued. Twelve of the 14 mean gains were_posir___
tive, 8 mean gains attained the appropriate-ad-Vel of significance,

___

and the negative mean gains we 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 significanCe level, and 3 of the 4 nonpositive mean
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 ofitonferred 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 discontinued were computed on the
basis of the relationship between the noncon'ferees' preconference-iatirigs
and their ratings after the conferences were discontinued".-"The dif-
ference between the eKpected,ratiits and the Observed ratings, provided.
an indication-of-theextent of the influence of the group conference
ocedure on thecoliferees beyond a level attained by. those who did

n t_attend group conferences. Essentially the same results were ob-
ta'ned from these analyses as from previout ones'. There was no statis-
tic llyvsignificant evidence to distinguish the nonconferee from the,
con eree. Thus, after the conferences were discontinued the conferees
maintained their parity with the nonconferees, who, it must be remembered,
were far superior to the conferees before initiation of the group
conferences.
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,TABLE 41

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)

Level School/Unit N Mean Gain
Standard
Deviation Probability

4 Port Edwards G 1,2 39 .36 ,74 2,3 x 10-3

G 3,4 38 .63 ,63 6.1 x 14 6

G 5,6 22 .55 .74 1.4 x 10-3

4 3 Galesville Total 36 :55 ,85 3.8 x 10-4

McKinley G 3,4 9 -^ .22 ,67 .34
,

G 5,6 11 .54 1.03 .11

2 Franklin 9,10,11 Y 75 .60 .74 1.1 x 10-10

Stangel 7,8 Y '21 .90 ,76 1.4 x 10-5

11,12 Y 20 .80 .77 1.4 x 10-4

Chegwin Total 11 -.09 1.28 .82

1 Black Earth G 3,4 22 -.09 .53
,

.68

Huegel 5,6,7 Y 4 1,50 .58 6,7 x 10-3

,

7,8,9 Y 9 .44 .88 .17

9,10,11 Y 10 1.10 .57 1.1 x 10-4
,
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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 Port Edwards G 1,2

G 3,4

G 5,6

3 Galesville Total

McKinley G 3,4

G 5,6

2 Franklin

Stangel

Chegw in

10,11 Y

7,8

4,12 Y

Total

1 Black Earth G 3,4

Huegel 5,6,7 Y

7,8,9 Y

9,10,11 Y

39 .23 .74 .04

38 .32 .99 .05

22 .45 .91. .03

36 .69 1.02 2.6 x 10
4

9 -.22 .67 .34

11 .18 .60 .34

75 .39 .94 2.1 x 10-4

21 -.33 1.15 .20

0 .60 1.05 .05

11\ .36 .98 .24

22 .00 .76 1.00

- -

9 -.11 1.05 .76

10 .50 .85 * .08
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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
conclusion, although to a lesser degree.

Discussion

The results of the field test related to the effectiveness of
the group conferences in increasing the incidence of children's pro-
social behaviors were, in general, quite favorable. Both teacher and
student ratings showed an increased incidence of those prosocial be-
haviors discussed in the conferences. This increase was maintained
after the conferences were discontinued, The increases were largely
specific to those behaviors actually discd-,---1 and showed only
moderate generalization to other prosocial behaviors.

rs onfer-
ences were effective in eliminating differences between the Ira
superior nonconferees and the children selected for'the conferences.
Finally, there was moderate evidence that the effect veness of the
conferences with the pupil target group depended upon the level of
implementation of the program achieved by the adult (gt. group.
This. latter result,which'is not unexpected, points to e importance
of making necessary revisions of the instructional-mate ials related
to the group conference procedure, as suggested by the adult field
test participants and noted in Chapter II.

fl
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VI

EFFECTS OF OLDER CHILDREN TUTORING YOUNGER CHILDREN

A controlled'experiMent to ascertain 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. In the latter partof this chapter we describe the
reactions of children to the tutoring procedure, when implemented by
adults using the tutoring materials.

k

CONTROLLED EXPERIMENT WITH OLDER CHILDREN TUTORING YOUNGER CHILDREN
BY MARY R. QUILLING, DORIS M. COOK, JAMES L. WARDROP,

AND HERBERT J. lulamualgR1

Participating Students

The experiment 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 economically 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.

Procedure

All 57 primary-age children received the same type of instruction
in mathematics for four days of each week. A televised mathematics \_
program, Patterns in Arithmetic, ade 1, was used with all 57 children..
Teachers gave lessons complementing the TV presentations. Many concrete
objects were used in the teacher'presentations. Teacher-made mimeo-
graphed worksheets supplemented the workbook which accompanied the TV'
series.. Individual instruction was given by the teachers to pupils who

1
This section is an edited abstract of the research report by

Quilling et al., 1968.

'
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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. Each 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.

Design

The primary student population was stratified 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 home-7
rooms before being randomly assigned to the children to be tutored.
Eleven girls and 11 boll's were selected as tutorg. 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 instructional groups at three-week
intervals, so that each teacher- worked withthe 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 tuteese
attitudes toward school and toward arithitetic. 4

The sixth grade tutors and the sixth grade-children who were not
tutors (control group) were given a personality inventory that yielded
subscores on individualization, power, esteem, centrality, grouping,
identification, dependency, and complexity.

Results

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

An analysis of covariance was performed on the younger childrpn's
ariltsetic test scores. The teacher-constructed posttest.wasesed as
the dependent variable, with the pretest as the covariate. Data for
boththe 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 (2 < .005) sex effect reflectinq'the superior achievement
of the girls.
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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 nur
of items for which a positive response was given, revealed no signs s-
cant difference between the experimental and control groups.

ti

Discussion

Since children who were tutored had a higher level of achievement's,
than children who were not tutored, the use of sixth grade tutors was
judged to be effective. Teachers noted, however, that same 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 or 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
thdta202-73 field test study reported below.

EFFECTS OF TUTORING ON CHILDREN'S MOTIVATION
AND ACHIEVZ4ENT: FIELD TEST RESULTS

BY NANCY ZAJAIP AND W. DONALD HUBBARD2

Participating Students

t
Students at Victory and Thoreau, t o multiunit schools located in

a middle-class area of Milwaukee, partiipated in the field test. The
adults implementing the procedure at eaah school determined the subject
matter and the students to be involved in tutoring. Table 43 reflects
these decisions. At Victory School, tutoring 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 origirially chosen as tutors. Two "very quiet" boys dropped out

2
This section is an abstract of sections of the report by Zajano

& Hubbard, 1975.
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during the preparation period, which left a total of 104itutori and
22 tutees for the procedure at Victory. each tutor instructed only
one tutee at a time. Because all the fourth graders in Unit IV
were designated to be tutees, the fourth graders in Unit 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 11,'30 pupils were selected as potential
tutees, 6 of these were chosen randomly to become tutees, ighile the
remaining 24'served as a comparison group. These 6 pupils were tutored
in reading by 6 tutors from Unit C. In 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 eachschool 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, Prayer,
& Quilling, 19721 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 Skill 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 completed all the Word Attack skills.

All the Unit IV pupils were grouped for reading according to skill
needs. Consequently, each of the four homero9m teachers had tutees
in their reading-skill groups at one time or another. It was the
responsibility of the skill group teacher to prepare specific 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
five. 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. Twelve tutors were chosen who exhibited patience,
interest, understanding, and a knowledge of the subject matter. They
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were matched with their tutees on the basis of personality, sex,
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. Tte two
coordinators were responsible for preparing the tutors and organizing
the times and places for each pair to meet.

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 times a week, and ended
in early May.

Objectives and measuring instruments. A summary of the field
test objectives with respect to participating students is shown

.

in Table 44, along witH the instruments andtimetable 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 thl 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 behavior 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 assessment was completed three timed, approximating the begin-
ning, midpoint, and end of tutoring sessions.

The instruments used to assess the tutees' skill achievement
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 skills 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 th.gt
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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.

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 stand.irdized tests
as well as devising some of her own. The math tutees were assessed
on the diagnostic tests accompanying 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 specific 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 visits to each
field test school.

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- pointy 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 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 respect to general level of motiva-
tion were more encouraging. The mean scores of the tutees during the
baseline, mid-tutoring, and end-tutoring periods of the procedure
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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-tutoring
and then dropped .28 fran mid-tutoring to end-tutoring, thereby in-
creasing .43 in general motivation overall. The comparison group
started out .45 higher than 'he tutees and increased .18 overall.

The mean scores for all other students in the unit (students
who were neither tutees, potential tutees, tutors, nor in the compari-
son group) were 2.17 and 2.27 for the baseline and end-tutoring periods,
respectively. Therefore, the average baseline score for the tutees
was .78 lower than that for the other students. At the end of tutor- '
ing the tutees' mean was .45 lower. Therefore, at the end of the
procedu ;e the tutees (who were selected for tutoring because of
generally low motivation) were closer to the rest of the students
in their unit.

Tutees' motivation toward tutoring. The instrument$for,aSsess-
ing this objective consisted of 3-point rating scales for_selectftd
tutee behaviors within the Itutoring session (ratings given by tutors)
and-scales for behaviors related,to the tutees' persiStence, indepen-
dence, 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 instrument. The first admin-
istration was two 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 Thoread) that there was little room for improvement. At least motiva-
tion remained at a high level throughout the tutoring period. Inter-
estingly, the tutors at both schools consistently gave higher ratings
to tutees than did teachers. Whether this result reflects a diff nce
in the internal standardS.of the tutors and teachers or an actua dif-
ference in the tutees' behavior during &laid outside of the session is
unclear.

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 chool.the instrument used to asses,:this objective
was the 16 subte ts of the Wisconsin Test of Reading Skill Development
(WTRSD): Word At ack, Level C, Form P. Of the 16 skills tested, 12
were the subject tutoring. The reported scores take account of
when the tutoring n these skills occurred, using data from only those
testing occasions ediately prior to and immediately following 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 (- ween the mid- and end-testing occasions)
included 13 tutees coaled on an average of 1.6 skills. Six tutees
were tutored on an aver ge of 2.0 skills over a period of time that
overlapped both interims The mean percent correct items for these
three sets of tutees hre shown in Table 45. ,An overall pre- and
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TABLE 45

MEAN PERCENT CORRECT ITEMS FOR THREE SETS OF TUTEES
ON,WIRSO LEVEL C SUBTESTS FOR TUTORED SKILLS

_'125-

Set of Tutees N* Baseline Mid-tutoring End-tutoring

Tutored in first interim, 29 70.4 84.

Tutored in second interim 25 71.9 ' 81.0

Tutored in both interims 12 64.0 72.4 75.4.

Overall pre-post 66 69.8 `81.7

*Combination of students and skills.

-17

posttutoring mean score is alto included. This latter pair of scores
is a weighted mean of the pre- and post7mean 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 retorted 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 ether
set of tutees was tutored during both interims. They had sUbstmntially,
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 pwo groups. The tutoring that was continued during the
second interim, however, did not yield the posttutoring mean score
level of the other two. The effect of the tutoring was not extended 's
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 from the comparison students were randomly selected
to contrast with those of the tutees..

The first step in this process was to reduce the number of stu-
dents 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 within the range of baseline scores, exhibited by the tutees.
This set of baseline scores' yielded a pool of students wilp would have
been eligible for tutoring. The subsequent mid- and end-tutoring
scores for this simulated comparison group were contrasted with those
of the tutees. The scores were randomly drawn under the follbwing
conditions: each skill was represented in the same magnitude that
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it was for the'tutees, rand the mean number of skills within each interim
was the same as for the tutees, For example, if Skill-2 was included
eight times in the total tutee'score, then eight randomly selected

scores on Skill 2 were included for the total comparison.gcoup score.
The match was notperfect. 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 Scores for the three simulate.:
sets of students are shown in Table 46. The overall pre-post scores
were calbulated in the same manner as for the tutees.

k
.

TABLE 46

MEAN PERCENT CORRECT ITEMS FORJHREE SETS OFSTUDENTS.
IN THE COMPARISON GROUP ON WTRSD LEVEL C SUBTESTS

FOR TUTORED SKILLS ,
t

Set of students
(simulated) Baseline Mid-tutoring End-tutoring

First interim 29 64.3 75.2

Second interim 25 .

81.4 85.3

Both interims 12 60.7 72.9 78.3

Overall pre -post 66 65.2, 74.4

*Combination of students and skills:

In creating this simulation it cannot be assumed, that the studenti
in the comparison group received instruction in the selected 4ills.
It can be assumed, however, that 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

. '.

operating procedure for Multiunit schOOs to provide instruction that
accommodates the skill deficiencies of the students. t

The data reported In Table 46 shin./ 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 h a 12 percent difference between these two measures. It

oilcan be conclud 'hat the tutees at Victory did increase their reading
achievement somewhat more than the simul ted comparison group.

,At Thoreau School, the two sets of to ds were tutored in different
subject-matter areas.(reading'and math); thus 't was not possible to
obtain a single set of data toassess the increase in all of the tutees'
achievement. Therefore, the data for each set of tutees was treated_
separately.
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The tuteesr mean scores for the skills on which they were tutored
are reported in Table, 47. These,scores reflect the testing occasions
immediately preceding and following the tutoring sessions for each
.skill.

11.

TABLE 47

MEAN' SKILL SCORES FOR THRVISignOF THOREAU. TUTEES
ON THE READING AC EV T-BATTERY

FOR THE TUTORED SKILLS (SCALE OF 0-10)

Set of Tutees N* rebaseline BaSelineAiDEtutoring__:.lepi-tutoring

Tutored in first interim 8 6.63 6.50 9.50

Tutored in second interim 6 5.16 7.50 9.33

Tutored in both interims 11 '5427 6.36 8.18 1.36

Overall pre-post - 25 5.68 6.68 8.9L

*Combination of students and skills.

Some tutees started, and finished a set of distinct skills' prior to'--
themid-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 during-the first interim. -Four
of the six were tutored on an average of 1.7 skills during thersecond
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
posttutoring scone were calculated from a weighted mean of the two scores
Prior to the tutoring session and the score that follows the session.
For the 'combination of students and skills that overlapped both'interims,-
the tutoring session was the total time of those interims.

There is evidence in Table 47 that the tutees, increased their read-
ing achievement level. The overall posttutoring score is less than one
percent from the aastery level of 9.0 established by the coordinator,
and two of'the sets of tutees attained posttuto*ng 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
cumUlative effedt to the tutoring procedure. in interesting artifact
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 latger,than the one obtained for the tutoring period and indicates
that some of the increase reported for that period may not be the result

- of the tutoring prodedure.
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A true comparison group was formed for the Thoread-tUtSes-in a
manner Similar to that for the Victory tutees. Six students were
randomly selected from the comparison group, and those prebaseline
scores that Sell within the range of the tutees scores were recorded.
With only six students and nine skills to include in the ca1culations,
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 interims" should have
score characteristics similar to those of the tutees, all tutored
skills should be represented. One other characteristic was not ob-
tained: the skills themselves were not represented the. same pro-

4sportion as they were for the tutees. Considerably more manipulation
was required in creating this simulated set of data than that required
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 cambinations. However,

TABLE 48

MEAN SKILL SCORES FOR THREE SETS OF STUDENTS
FROM THE THOREAU COMPARISON GROUP ON THE READING

ACHIEVEMENT BATTERY FOR THE TUTORED SKILLS -\

(SCALE OF 0-10).

Set of. Students
(simulated) N* Prebaseline Baseline Mid-tutoring End-tutoring

First interim 8 5.75 8.25 . .9.50,

Second interim, 6 '' 5.17 7.17 . 7.17

Both interims 11 5.45 6.55 8.09 8.27

Overall pre-post 25 5.44 7.24 ,8.40

*Combination of students and skills.'.

.**

the selected students do hate 41.11 deficiendies similar .tb those, of
the tutees and they are in a multiunit school .hat consciously provides
instruction that accommodates students' skill deficiencies. The data
indicate less of an increase in the reading achievement level of this
siMulated comparison group than that of the tutees:- Thus, the Thoreau'
reading tutees did increase their achievement level.

The math achievement levels forthe Thoreau,tutees were assessed
by the diagnostic tests accompanying the Addison- Wesley Elementary
School Mathematics Program:(Books 2 and3): Comparing the 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 tests, as were the ones used for the
reading 'tutees. For the mathematics tutees each item 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
strands of content, but the strands were not distinct, nor werethey
speiified 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 gip be
related to Item 8 on test two on the basis of the content of the ems
(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
impossib1- 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 tutees, 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

Baseline
Testing
Occasion

Mid-tutoring Testing 0Oca sion

Correct Incorrect Total

Correct

Incorrect

Total

45

27

72

6

7

13

51-

34

85

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-tutoring mastery rate was .85. In addition,
79 percent of the 34 incorrect items in the baseline testing were
correct at the mid-tutoring testing. A similar analysis was performed
on -the same items for the comparisOn group. The mastery level increased
from 74 to 87 percent over the same period and 70 percent of the incor-
rect items'at the baseline testing were correct at the mid-tutoring
testing.

-1
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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 suPporfive of the
effect of tutoring on the Thoreau math tutees. The increase 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.

To summarize the data pertaining to the tutees' increased achieve-
ment level, there was evidence in all three tutoring situations that
the desired effect was obtained. The eidence was found in two cases
(Victory reading and Thoreau reading) 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. In addition, the same evaluation
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form was completed for 17 of the tutors by a Center observer during
three-monitoring visits to the field test schools. These visits took
place at approximately the same times as the tutor self-evaluations.
No attempt was made to randomly select tutors to be observed; rather,
the Centex visitor monitored whichever 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 foe an item the
total. number of items was adjusted accordingly, so that the mean per-
cent score reflects the number of yea 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 inadvertently 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.

Discus o

The results of the field test indica e that the tutoring procedure
has modestly positive effects on children s motivation and achievement.
Specifically, with regard to general leve of motivation and self-
direction, the results indicated a positi e effect of tutoring at
Victory School, but no effect of tutoring n this variable a1 Thoreau.
With regird to motivation and self-directio 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 begi
ning of the tutoring procedure and maintained it throughout.

With. respect to tutee achievement, the results indicated a positi
effect of tutoring when the analysis considered only the tutored skil
or items. This positive effect was apparent at both schools and in
both of the suject-matter areas of reading and mathematics.

Flhally, self-evaluation and Center, observation affirmed that a
high percentage of the tasks recommended in the IGM materials were
actually accomplished 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 IL 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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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 tp 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 prosocial behaviors as self-control and self - reliance. A fr
work for the actual development of the IGM procedures*and materials as
provided by the Instructional Programming Model of the Center's System
of Individually Guided Education (IGE). The programming model-lsee
Figure 1, in Chapter I) specifies the sequence of activities necessary
for attaining the educational objectives of the school; while at the
same time meeting the needs of each individual child by accommodating
instruction to individual differences in skill level, rate and style
of learning. Thus, IGM is designed to attain certain motiyational
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 Aeory 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 increased motivation 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
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experiments, reported in Chapter III through VI, indicated that each
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 concerning th conditions
for optimal success of a given procedure.

Based upon the results of the controlled experiments, aterials
were developed to guide teachers and other appropriate sch of 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
knowledge and skills necessary for proper im lementation. The
includ4printed information inihe form of a book and assorted manuals'
and films; they all aim to demonstrate the application of motivational
principles within the context of each procedure. The current IGM multi-
media materials were constructed following field test evalahtions of
earlier-developed, prototypic materials.

One objective of oach field tma. wan to determine 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 objotives were achieved at an acceptable level
by most adults in each field test, the materials were judgedto be
instructionally effective. More important, the formative'evaluation
of the materials provided information which was utilized to produce
second-generation materials which are more acceptable to adults., The
revised materials are considerably better organized and carry much 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 rigorously controlled by
Center researchers. However, would positive effects on children's
motivation and learning still be attained when the procedure was
.implemented 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
groip are extensively reported in Chapters III 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 achievement test scores from
the preconference to the postconference period. Moreover, evidence
suggested-that children continue to read independently 'after the con-
ferences are discontinued. Becauge the procedure was implemented 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 erences with their
teachers showed, in most cases, positive and ra er dramatic gains in
skill attainment during the periods when confe nces were held. Rate
of attainment by pupils for whom conferences ere 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 paitici-
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 generalization to
other-prosocial behaviors.

Younget children who were tutoted by older children showed posi-
tive attitudes toward the tutoring sessions and increased achievement
which was specific to the skills actually covered in the tutoring ses-
sions. The tutoring procedure did not appear to increase the tutees'
general levqpf motivation. The procedure was judged to be effective
in meeting specific motivational and skill-achievement objectives.

Considered on the whole, the results of the field tests with re-
spect to effectiveness 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 time and other resources in
implementing IGM.

V
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