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’ The etfects of two types ¢f self-determirned
reinforcement ccntingencies ¢n childrer's test ferfcrmances were
investigated and compared to each other and to exterrally determined
contingencies. In Experiment I, fcurth-grade children*s test
perrcrmances were measured -on a curriculum ¢f histcry facts,
Spanish-English word pairs, and readirg ccrprehensicr fpassages for.
three Laseline sessions utlllzlng feechack (self-acscesspment and
self-recording) and three contingency sessicrs. ClasSsrccms were
randoly assigned tc cne of five ccrnditicrs, which ircluéed a ccntrcl
conditron of ncncontingent reinforcemert. Three ccntingercy
conditicns resulted in significant and ccnparakle ircreases in total
test rerformances over the ccntrcl: exterrally determined
contingercies set in advance of performance, self-determined
contingencies set in advance cf perfcrumarce wher children were
trained in contingency selection, and self-determined ccrtingent
points, which children awarded themselves after perforpance. In a
conditicn in which children self-deterrined ccntingencie= ir advance
of -rerf ormance but had no tralnlng in bcw tc s€t ccntingercies, the
results were not sigrificantly greater thar the ccntrcl. In .
Experiment II, contingencies,were intrcduced fcr a lcrger period of
‘time tc two fifth-grade classes using & history facts curriculum. The
comparalle increases in test rerformarce thrcugh externally ’
.determined and self-determined contingercies set in acvarce of
performance when children were trained ir cc¢rtirgency selection
maintained over the three weeks.. It wes sugcested tthat
self-managemént tnat includes self-deternmired ccntingencies of
reinfcrcement procedures may provide useful teéhniques fcr the
classroom. (Author) ..
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Behavioral self-management may become an important classroom technique

if it is shown that by increasing children's control over their academic and
social behaviors their education is facilitated. Studies of beha&ioral self-

. management by children have typically Introduced multi-faceted programs.

M v

/ B
These programs often include some or all of the behavioral components out- -

lined by Glynn, Thomas, and Shee (1973): self-assessment, self-recording,
- »
: self-determination of reinforcement, and se%f-administration of reinforce-

-+

ment.

.4

- A major consideration in the analysis of what constitutes effective
self-management is the comparison of self-determined to externally deter-

mined contingencies of reinforcement. There are discrepancies in the re-

<

sults cf studies which may be related to the procedure by which the indivi-
dual determines a caﬁtingency of reinforcement. In one procedure, the child
performs a target behavior and immediately afterwards decides on the amount

of tokens to Self-award. Of those studies using this procedure which com-

‘pared self to external deteimination equivalent effects were Qytained

©

for performance on multiple-choice tests (élynn, 1970) and on a discrimina-
: i . .

tion task (Johnson & Martin, 1975). The results of other studies including

this procedure but ;I:;;;E\Ehé\comparison to external determination indicate

e . \

its effgctivéness in (a) maintaining on;nask classroom behaviors at the
2 . X

high levels previously establiibed with externally impdsed reinforcement
$(Bolstad & qohnson, 1972; Drabman, Spitalnik, & O'Leary, 1973; Glynn,'Thomas,
& Shee, 1973); (b) i;créasing on-task classroom behaJiors with a cuéing.
pnoceéure in‘which a chart indiﬁated on-takk behaviors (Glynn & ?homas,

1974; Thomas, 1976); (c) improving the quality of children's written stories

. as well as increasing specific target writing responses (Ballard & Giynn, 1975).

-
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Other studies have employed a second procedure for self-determination

.

of contingencies in which the child sets a contingency-of reinforcement in
advafice of performénce. Findings in this area conflict as to whether self-
management using self-determined contingencies is'mcre effectivet equallv

effective, or less effeccive compared to procenures using externally dctEY‘

N -

mined contingencies. Greater effecti'veness of self-determined procedures
. .

was reported by Lovitt and Curtiss (1969). The 12 yedr old student im-

proved his academic pesponse rate more when he managed the confingencies

.

rather ‘than his teacher. Equal effectiveness of self-determined and ex-
ternally determined contingency procedures was found in comparing groups

of children by Bandura and Perloff (1967) agﬁfﬁelixbrod and O'Learv (1973,

N

" 1974). Children who chose the performance levels at which they ‘would give

t hemselves tokens performed as well on a motor task as yoked children Who
had the same contingencies externally imposed (Bandura®& Perloff 1967)

Similarly, children who chose their own performance levels ﬂ%rformed as

well on arithmetic computation problems as yoked childfgn‘wQQ‘héd the

same contingencies externally imposed (Felixbrod & O'Lear;,:l973, 1974). A
Lesser efiectiveness of self-deternined contingencies wasjkgznn it a class-
room study by Wall and White (1976). While self-nanagement uéingfself~“
determined contingencies of reinforcement, significantlycincreased the steps
c:ug&ete& in language arts, a furtherlsignificant increase was “found- when
st .

these students had externally determined contingencies. The results were ’

- . N " \c .
thought to be related to the much more lenient reinforcement_schedules which

students selected when they managed the unrestricted points.

. )

In squary when children determined points after performince, the two

studies making the comparison between self and external determination found

ST A L »
equivalent effects. When childrendetermined contingencies of reinforcement

° H >
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in advance of performance, studies had incohsistent findings7for this com-

- parison, .

~

The studies which.employed contingencies set in adva?ce of performance
and found equivalent effects had yoked the children under externallv imposed

contingencies to standards self-determined by other children (Bandura &

¢ 03

Perloff, 1967; Felixbrod & O'Leary 1973, 1974). This procedure may not
. provide the most appropriate contingencies for the.individuals in the e*-

N < °
ternally imposed condition. The comparison of contingencies e%térnally

v

determined according to each individ¢al's performance (raqher than yoking)
to self-determined contingencies is not addressed by these studies.-

This latter procedure for externally oeterﬁined contingencies was employed _
in the present research. '

The purpose of the present research was to ihvescigate'and compare
the effectiveness of se1f~managemeng procedures in Yhfch children set con-~
tingencies in advance of .their performance to the efficacy of proceoures
using contingencieq ex ternally determined in advance and to procedures in
which children self-determined points after performance. Since a Eendency

, for children to seleot lenient performance standards.had been noted in

_ some of the prior studies (Felixbrod & 0'Leary, 1974; Lovitt &_Curtiss,.

1969; Wall & White, 1976), the effectsof training children in contingency

~

.

selection were also investigated.
Another way in ohich the presenf stud§ differed from prior studies

was in the extent of‘the "se1f~deterﬁfnation" of contingencies. .In pre-

vious research,, children were oftén allowed to choose cLe amount of token

reward themselves, but experimenters often lfmited this choice to a narrow ;

range and frequently selected the nature of the back—up reward. The present.

research provided greater self-determination of reinforcq/ment tnrough a

-
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“Broader range of points and a variety of back-up reinforcers utili;ing stu=

" in a suburb of New York. Five classes were randomly assigned to conditioms.

, gency sessions.

./

» *

¢ - »
.

dent suggestions. : . 4
EXPERIMENT I ' . -

Subjects\and Setting . . : R
; : . . ;

The subjects were-105 fourth-grade students from two public‘scnodls— )
, > . r

N

The predominatelv white upper-middle socioeconomic status children were °

in heterogeneous classes of 19 tq 24 students. Data’ analyses excluded -
A’ s
eight students who either had a knowledge of Soanish words which was part .

)

of one task, or were absent more'. than one out of three baseline or contin—

3

-
5

The children ranged in 288 from 8 years'll months to 10 years 10

-

months, averaging 9 years 11 months during the middle and end parts of

¢ °

« the Spring_term when the study took place. Classes did not differ signi-

. without repetition. 'The same experimenter (white.female in mid-twenties)

ficantly on IQ scores (overall mean IQ in the bright normal range = 113.63,

3

§D = 13.69) nor_ did classes differ significantly on reading achievement
.

(overall mean = 69, 36 percentile, SD = 25,20).

L '

; Materials ) ' . 1

An experimenter constructed curriculum was used which consisted of

materials unfamiliar to- the students according to teacher report and class-
- PN

a2

N : .
room curriculum. "To control the difficdulty of materials across sessions, T

]
the matexials weré randomly assigned to study units. Students in all con-

ditions received the same currfular‘materials on- each baseline or contin-

»
s

éency-session. The content of the materials differed from session to session
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distributed materials and gave instructions for all conditions.

Studv units. At the beginning of each session, the students re-.

ceived a packet consig§ing.of five study units. Each study unit codf»

~

°tained a set of facts, a set of word pairs, and a passage for reading
7/ .
comprehension. Within each study unit the order of appearance of the

set of facts, set of word pairs; and. reading passage was randomized.

» L] B

Each set of facts cgﬂsisted of five chronologically related his-

torical facts derived from The Timetablesof .History by Bernard Grun. °
F

A key word was underlined in each fact. An example of two of five

" historical facts in a set follows:

4 .

In the years 400 to 500 A.D.: p .

The last Roman troops. left Britain in 436.

St. Augustine wqpaé "The City of God."

Each set of wéfd pairs consisted of five pairs of Spanish nouns with

their English translations derived from a listing of the most frequéntly

used words in both languages (Spanish: 3100 Steps to Master Vocabulary by
1 . AN

‘William Ja%ﬁey). The first two pairs shared a common relationship and the

second three pairs shared a different common réi;tfbnship. An example of

two of the five Spanish:English pairs‘in a set follows:
carne -- meat . - ) %
hortaliza <~ vegetable N . L.
fheﬂabove tasks were designed along the linég of the educational

strateg§ of exvosing students to new facts of words which might later be
. ) . ?

aﬁplied d@ring reading assignments or classroom leSSOBS-‘ N

’

Passages for reading comnrehension were modified Egom_the Barnell

Loft Specifit Skills Series by Richard Boning,'Intermediate‘}evels C and

F ¢

. - . . 3

»
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D, Getting the FaZts‘and Locating the Answers, Each passage was approx-
imately 110 to 150-wozds in length. Students read the pagsages in the

study units. Five comprehension questions on each passage later appeared

4

in the recall test. ‘

™

The packets for each session thus contained five study units. Each

v

Rl

packet consisted of a totai\of“f{ve sets of five historical facts (25
historical féctsx five sets of five word pairs 225 Spanish~English word
pairs), and five reading passages (on which a total of 25 eomprehensionri
questions were asked in the tests). These numbers of items were in excess

of what the children could learn and recall duéing the brief time.for
1}
studying each session to avoid the occurrence of a ceiling effect in ~
- b [

the research.

Tests. Tests contained questions which corresponded to the studv
/

uniteithat session. With each set, the facts -and word pairs were raado-

mized so that the study units and test questions did not correspond in
the ordér of -items. Test questJons required recall of the underlined word
in historical facts:
dn the years 400 to 500 A.D.: "~
_SF. Aygustinqurote "The of God."
The last Roman troops left; . in 436.. . :
;nd the.English meaning of the paire§>§§anjsh word: - .

,

.carne --

hortaliza --

as well as details from the reading passages:

~ . !

The 'seaman took hold of the .

What was the name of the.ship struck by a whale?.




The test for each packet consisted of 75 items: 25 historical facts,

25 Spanish English word pairs, 25 reading comprehension questions\:\

Procedure
4

¢

Baseline orientation.. One weeh-prior to baseline, an orientation

session provided a brief explanation 'of the program and gave students
practice nﬁth the materisis and procedures. A short sample illustrated
a study nnit, test, and ahswer sheet: Students’studied, were tested,
and checked their answers on a practice packet.

Baseline. Baseline sessions were held on three consecutive mornings.
, N ) _ , '
Baséline and contingency sessions were the same in every respect except-

the presence of the point systems.. Students were instructed to learn as
.%l -

much as they could on the study units and were reminded that they would

have questions to answer.. Stydents could review or work on other: school

-~

work if they finished earlv: Twelve minutes were provided for studying

the units.~ Units were then collected and followed by a twenty minute

testing period which was-sufficient time for all students to write their-
. r

answers. ® b

v y -
-

In all conditions, childrean wrote their-answers to the test questions
on answer sheets which produced a copy: After the students' original

answer sheets were collected, the correct answers were distributed so

v -

that students could check their own answers against the correct ansvers.

The originhl answer sheets were separately scored By the exéerimenter.ann

these results were used for data analyses and assessment'of the accuracy

of student self-assessment. p )

On record sheets, each student self-recorded the total number of‘

correct answers. The same record sheet was given to each child eon successive
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sessions so that each student had a record of his or her own number of
. Yy

.

correct ansvers for all prior sessions. ’

| -
.

Contingency orientation. An<orientation took plate immediately

N 5

prior to,the first sessien under contingencies. The relationships between
4 ,
. g
contingencies, point accumulation, and the activities period and chances

>
.

for prizes were briefly explained except in thQ.cdntrol condit1065

Students were informed that’a maximum of 300 points could- be saved for
- f' . . ' . .
§ each of the three days under contingencies for a total maximum of 900

points. ©f the saVed points, 450 would be required for the full hour of

t

the activities period and extra points could be used for raffle chances -

for inexpensive prizes.
\

N ) J , .
Contingencies. Contingency sessions were held on three consecutive

. 1}
mornings of ' the week following baseline. An activities periodafor redemp-

tion of points was held on the final school day the same week. The

¢
’

.activities and prizes were selected from studenf.suggestioﬁs on a wriptén
survey in each condition. Raffle prizes consisted of three inexpensive

gifts within each condition. .

Contingency procedures differed according to conditions. A separate

v -

‘'t class was randomly assigned intact to each of the following conditions:

1. Externally determined contingencies set in advance of perfdrmance‘—-
T - v

v

On the basis of the individual's baseline scores, the experimenter assigned
s ‘ P g

N

.
A4 ’

. . ' . )
the number of points that each child would receive for edch correct answer

during contingency sessions. The points were set .by the experimenter so

that students would obtain 70 to 80 percent of the maximum points (300) for

maintaining Shéir average baseline performance on any given session under

o

'éohtingencies. Every student could thus earn the. activity period if they

maintiiged or improvéd,test performance. After self-assessment and self-

v

»t

‘t 4




#

recording their total number of correct answers each session, students

o

calculated how many points they earned b& multiplying the points set. for
each correct answer (written on their record sheets in advance by the: ex~

/

2. Self-determined contingencies set in advance of performance with

-—

’

perimenter) by the total numbér of correct answers.

-

training -- With knowledge of previous test scores through their individual
records, each student rather than the exoerimenter set the number of points

which he or she would recei’e for each correct test answer at the baginning

of each session under contingencies.

Prior to the first contingency session, an additional brief training

A

(12 minutes) focused on a way to set the points for-increasing tes't per-

-,

famance.  Students were given a subplementar;-chart-which indicated the
- - N . N

different pofnts set for each answer and corresponding number 6f correct

answers needed to earn the maximum points. Training consisted of a brief\

. \ . .
fecture and practice exercise on graphing test scores, setting individual

goals for total number of correct answvers, and selecting corresponding

| E3

point contingepcies for those goals using the chart. At the beginning of
i each session under contingencies, students were .given the suppleméntary
point chart and graph, reminded of the goal. and point correspondence, and

allowed to set their criterion for that session.

3. Self-determinedl ccntingencies Set in advance of performance without

prior training -+ The same procedure was used as in 2. without the train-

~
ing or chart for cohtingency selection.

.

4. Self-determined contingent points after performance -- With know-

ledge of previous and current test scores throngh individual records, each
. ¢ N

child self-awarded a total number of points at the end of each contingency

. >
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,-chovarlants (average baseline total tes

’
2 -

session\based on what ‘the individual th0ught,he or she earnedf “Studénts

-

were reminded at the beg1nn1ng of.each coﬂtlngency session tha$ each

P

\
1nd1V1dual would be giving himself or herself points afterwards.

\

S. Control‘~— Students had_feedback on ‘test performance through

« 4
self-assessmént and self-recording but did not have contingencies of

he 4

reinforcement. «Students were not .,given points on-a daily basis but were

£y ~ : - »
noncontingently given an "inhgritanze" of, a total number of 900 points
N 5

‘at the end of the final contingency session., « '
oy Results -.:

Total Test Performance ~

-~
-

45 N

Number cofrect: compar

. ' " '\ (4 ~

correct answers during thercontingency sessions were adjusted according
to the Te of' thé analyses ¢f covarlance for baseline test scores and
- 1

1Q and can ®e seen in Table 1. A s1gn1ficant treatment effect was 50und
Al Q ' [y

(F (4, 93) = 3, 61, p ( 05) us1ng\one—uay ana y&es of covariance with twd

~~
es and IQ scores)
14 / »

4] LN 5

”-Ls1ng Scheffé contrasts. externally detetmined contingencies,

£

self—determined‘contingencies set in advance\with training, and, -

-
N -

self-determined poinfs which children determined after performance vere

« .

~

Bignificant] ore effective in increasing test scores than controls
g ry T g

.

(p<: 05) ‘but not sign1f1cantly different from each other. The condition

¢ - \ ’ .
in whlch children self—determined contingencies in advance witheut,
. L - . ' . . , .

training was not significantéy different from the ‘cqntrol condition or

‘the other thtee conditions, , » ’ g

. . v - J
~ - . \

- e

sons between conditions. The mean.number of




Note. Adjysted for Baseline and IQ Scores. Overall Baseline Mean = 19,74,

4

g" [}
/
N Tahle 1 "
T Mean and Standard Deviation Test Scores, Megn Gain, and Adjusted fdean by Conditic;n '
Condition Baseline Average Contingencies Average - Gain over Significance of Gain
' Baseline .
v . j <
X SD X Adjuitedl sD & !
X ’ -
Externally  ~  23.53  “11.37  27.49 (23.97)  10.98 3.96 (£ f19] = 6.05, p<0.001)
detérmined . ;
contingency . '
Self-determined 16.71 8.14 21.21 (24.02) 9.31 4,50 (5[18] = 5.41, p<0.001)
contingency /
-with training b
Self-determined:  18.33 12.69 20.97 (22.28) ' 12.60 2.64" (£f23] = 3.08, 'p<0.005)
contingency . - .
u'lithout training ’ .
Self-determined 18.74 7.35 23.65 (24.58) - 8.46 4,92 (5[19] - 4.99,. p<0.001)
points after - : v " .
performance .
.. Contral 21.24 12.41 21,21 (19.\81)" 10.33 -0.03 ¢ [22] = 0.03, p=0.976)
\ - <
e,
1 & :




" to 1.11).

. » .
.conditions thk mean number of points earned each session under contingencies

/] 13

.‘ ‘ \\

Number correct: effects within conditions. The differences between
exp érimenta;/and control conditions can also be seen in how students' per-

formances in each condition differed from baseline to contingency sessions.

Paired observation t-tests were used to evaluate the effects of procedures

. \
within the conditions. A significant increase in number correct from base-

line to contingencv sessions was found w}thin every experimental condition.

No significant change in total test pefformance was found within the vontrol

condition. These findingscan be noted in the gains fr he baseline to

[N

contingencies (see Table 1) ‘as well as in the. fMean. scores by session.

N

The distribution of gains for individual students indicated that the mean
gains accuraggl& reflected‘the performance of students within conditions.
The experimental groups which had significant increases over baseline
and in comparison to“the control condition improved in both’the number of
{tems which children were attempting (i.e., writing in anﬁwers) and their

-
accuracy (number correct compared to number attempted), In all contingency

-

VBé'quLte high (over 200 to a maximum of 300 points)." : '

Test Performance in Task Areas

’

Gains in the total number df‘cor}gct answers were due to increases in
scores on the reading items fanging from mean gains = 2.68 to 4.04, paired

observation t-tests, p ¢.0l). Performances on the history faats and Spanish-

English word pairs were not significantly different .(history facts, méan

gains = ~0.65 to 1.}}{ and.SpanishrEnglish word pairs, mean géing = -0.27

L .

o

3
3
|

-
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:
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"the history facts,

’

There were no significant changes in the total number of correct answers

for the control”condition. 'This lack of change was the result of lower scores

on history facts (mean gain = -1.00) and Spanish-Enélish word pairé imean

gain = -1. 00) combined with a significant 1ncrease in reading items (mean

- <

gain = 1.97, p <.01). This significant increase in reading items was

‘questionnedas a possible effect from feedback. Therefore a supplementary

control condition was introduced in an additional class in whiéh procedures
P o
exduded feedback through self-assessment and self-recording but results"

were par allel to the control condition.‘ g

The finding @hat only réading'scores had improved wa; of concern in
terms of the generalizability of the procedures. Therefore, an additional
class in one of the schools self-determined their own points in advance of
performance specifically for corréct Spanish-English word pairs on the tests.
The results supported the generélizability of the procedﬁre to specific
tasks since the Spanigg-Ehglish test scores increased significantly under

7/

the contingencies (mean gain = 3.27, p < .01). Significant increases were

also obtained on the reading items (mean gain = 1.60, D { .01) but not on

.

\

EXPERIMENT II

Comparable increases were found in Experiment'! when children had cop-

"

tingencies set in advance which were externally determined or self-determined
with a brief training. A second ‘experiment was then carried out to 'determine -
the stabilitv of these findings over a longer time (th‘fe weeks)

Since the effectiveness of contingency proq&dures on children' perfor-

. mance in history had not been‘demonstrated in Experiment I, a curriculum

« 4

based only on the historical facts was introduced in Experiment II.
P v .

z
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v. B . ’
. .

Experidient II algo used " a different population, urban fifth-grade
children of average rather tham high average mean IQ scores.
. ¢ )

. ~

, Method . . . ¢

< kN A ’ .

'

Subjects and Sétging . !
B / s ¥

The subjects'wére students from two fifth-grade .classes.in a New
’ ;
York City parochial school, - The school population was heterogeneous in

composition with 67% white, 13% black, 12%Z Spanish background, and 8%

’ \
Al -

Oriental ggudents.
7

The étudy was conducted during the middleNpart of the fall term.

The study included 62 students: 31 in each conditidn (16 female; 15 male).
N i
The data analyses excluded 7 other students who were absent more than one

out of three sessions during any week in baseline or contingencies and

month to 11 years 8 months with an averaée

one student for whom there was a ceiling effect on the tests. The children
ranged in age from 9 years\F

age of 10 years &4 months at the time of the study. The heterogeneously

grouped classes did not differ significantly on IQ scores (overall mean =
106.39, SD = 10.08), or reading achievement (6vera11 mean = 57.90 per-
centile, SD = 25.15).

’

Materials

N

Historical facts of the same form described in Exﬁeriment I were used

as well as similar recording and reinforcement materials. ‘ .

. Each session students received a packet consisting of 7 sets of his-
torical facts. There were 5 facts in each set for a total of 35 facts.

Tests conta;pag questions which corresponded to the 7 sets in each packet

¢ .

for a total &f 35 test items per session.

Procedurds

Procedures were gimilar to Experiment I with the following modifications:

-~
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Baseline. / Students had 4.5 minutes for studying and 10 minutes
for testing. Three baseline sessions were held on alternate mornings

in one week (a practicé session had been held a week prior).

Contingencies.  The coatingencies were instituted for three con-

secutive weeks beginning the week immediately following baseline. Each
2

week three sessions were held on alternate mornjings. Students were informad
o

that a maximum of 100 points could -be obtained each session, and their
' <
points could be saved over. the three sessions that week under contingen-~

cies. Of the sayed points each week 150 were required for the full half-

»
hour activities period and extra points were used for chances for two

-

prizes in the drawing at that activities period.
The points set. by thelexperimenter for the externally imposed con-

tingencies were again based on individual student's baseline averages

< ‘.
‘

so that stidents would obtgin 70 to 80 petrcent of the maximum points (100)

for maintaining their average baseline performance on a given session
‘ % ]
of contingencies.
t »
b The training in contingency selection was similar to that in Experi-

e !

ment I, ekcepc~for the exclusion of graphing and addition of a third

¥

practice example.
: Results
There were no significant differences in the effects of external and
self-determined contingency conditions using Repeated Measures ANOVA on
the mean test{fﬁc}es fqr successivéAweeks (F (1,60 = 0.52,N.S5.). How-
ever, highly significant increases were found$}rom baseline to contin-'

gency wéeks for both conditions. The higher mean test scores under con-
) .

tingency weeks qnd the gains over baseline can be noted from FiguTe 1.
. —
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* Under both the, externally determined and self-determined contingencies,

the mean number o%wpoints earned on each gontingency session was . high. Mean
oo \ :

points ranged in sessions from 84 to 98 points out of a possible 100 points.
¥ .! ) *
Discussion

R o . . . N
The present research indicates that all three contingency procedures

2

investigated improved academic test performances of children. With a brief

trdining in contingency seleétion, students.set contingencies in advance

of performance which were as effective as those set by the experimenter.

A
A simpler procedure, self-determination of points after performance was

also effective.

~

In assessing the effectiveness of self-management procedures in
1 \

academic situations the generalizdtion of the Se1f~managemént skills and
their effects across different subject areas and over time are importgng.
In Experiment I the effects of different typesuof self-determined cohi
tingencies and externally determined contingencies’'were not found equally
across all tasks. While the c;ntingencies were based on total‘test scores,
sigﬁificant improvements were obtained only in the reading items and these
weﬂe found for all conditions inclﬁding contréls. Differences begween
conditions were obtained partially due to the fact that there ;ere decreases
in the @istory facts and Spanish~English word pairs for the controlxstudents.
One'possible explanation for these discrepancies in tasg.areas is that the
students may hé;e increaSeq their performance~on the easier task (since

more reading items were also answered correctly in baseline sessions)

»
while only the students under reinforcement contingency . conditions

» »




maintained their performande om the two more difficultltasks. Hoyever,'in—

[ N\
.

creases in Spanish-English word pairs were found'when a seif-determined

contingency specifically for the number of. correct Spanish qeglish word

pairs was introduced for children who studiéd the curriEulum containing
. P .
all three.tasks. Significant increases in historical falks wese found in, 7

Experiment II when children self-determined a contingency in advance of' e

performance using a curriculum of only the historical facts. Thus per-
formance on all tasks'improved with the appropriate contingencies.
In addition to the generalizatign of the effe}ts bf self-determined

contingency procedures afross academic tasks another concern is whether

°

effects will be maintained across time. In Experiment II, children who

set contingencies in advance of test performances after a brief training

.
s
~ . M -

maintained their increase in the number of correct answers over a three

weekperiod. Maintemance over longer terms shotld be studied.

v

An important consideration in implementing self-management procedures

1y

is the reliability of children's self-assessment and self-recording. In

~

the present research there was aehigh degree of agreement he:reen chi1dren's
scoring of their cerrect answers and the experimenter's scoring. Agreenent
ranged from .90 to .96 across conditions in both experinents kagreed number
correct test answers/agreed + disagreed). In evaluating child?en's use of
self-management, the extent'of individual ratheér than experimenter selection
: j L

in the determination of contingencies should be taken into account. Greater
self-deternination of continoencies was.introduced in the present research
through broader point systems. Future researdh should assess the effects
of training in contingency'seiection as a function'of thevparameters of -

self-reward since children might require training more when the‘e is greater,

self determination than when points are 1imited. The present research also

’
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ptilized back-up reinforcers which students suggeétéd. ,Th% back up activi-

ties and prizes were highly rated by the students in both experiments.

> S

- . The reinforcement édtiv{ges and prizes were high rated as 'pretty good"

’

>

. or ''really great" by 87% - 100Z of the students in all’ experimental and
T . : /et

control conéitions. Results from rating sfales also indicated Fhat most

students (71Z - 81%) reported that working for points and the activfties

4 & 4
period "often" or "usually" helped them work harder in-all contingencyv sessions.

~
Effective self-management procedures could have several possible -
C ,

1mpiications for classroom instruction, Self-management procedures may
B - T~

*r

be useful” for providing students with feedback and ;eianEcemEnt to a » -
\ ‘ gréater extent than a single teacher w;uld be able to‘projide in certaih-
. situations. Fq; exampie self-éan?;enent procedures mav be useful when ~ “
\ " there is a large degree'of 1qaividualization of 1nstru;tion ;3 forvincrea- ﬁ-

’ -

sing specific on-task behaviors (i.e..class g@fticipation in diégussiﬁns,'

cogpletion qf agsignments) for a‘class or particular children in a «lass.
§pécific contingency procedures mav be found to be most effe;tive and
- possible to implement acgégding to 1nstruétiona1 situations. :%b} example,
. , N .y,;;;é jpiért icularly °

éffecti&e within personalized or prog}ammedtinstruction or for aséignments in

° N~

| contingencies which are égff-detegmined in advance ma

N . which behaviors are discrete and advance planning and,goal seqfing is help-

~ % ,

ful, while self-determined points after perfarmance may be pﬁeferable for

0
[3
@

larger 1es§;reéu1ar1y quantified behamioié. ) . : e

7 . ’ .
Since the procedures encourage management by the students rathe; than

< t

reqGiring mdre adults in—the classroom or substantially»lnéreasing the

’

. teacher's tasks, self—managemeﬂt may offer a cost-efféctive technique "

for edication. Finally, there is a possibility yet to'be«éubsfantgafed

s

by future research that through the introduction of sélf-manaéementkproce

N ? S
) R \ .
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'

Mdures to the classroom, students will 1mpr9ve their self—manageinent skills
1n/4ay‘ which will encourag\e_’ the transfer of these skills tc increase their

learning ‘ac'ross: different environments.,

Q o - . ) “23 : ’ : -// B
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