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ABSThAC? i

The purpose of this study was to gather information on the
, o .

effectivene;; of teachiAh strategiéa for studying to gtudents at
" the Grade 5, Grade 7 a‘F.Gréde 8 levels. Buring the months of
‘November ;nd December 1983.one class at each grade level received
-theAp;eécr?bed program of instructioh'in strategiSE forvstudying
while the other received no treatment. Commo; tests in various
subject areas were administered at each individual grade level.
Thg t test was carried out on-the data to test the null hyp;thgsis
at each gradé’level. On the basis of the statistibal Snalysis‘;he
Grade‘géyen Experimental Group showed a significant difference in
‘tes; scores at the five pef cent.level of confidence. A follow-up
investigagion conducted with thé Grade 5 Class thaf was oriéinally
part of'the ¢ontrol group revealed no significahtﬂvé;iation in the

LY

statistical and selereportgd data. The self-reported déta in

>

both investigations strongly endorsed the program for'others.

iv
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CHAPTER ONE

4

Introduction
4

Junior and senior high school counsellors are often requested

to work with students who are not doing as well ‘as their. teachers

.

perceive they might.v One way of helpiﬁg is.to focus on study

skills. .
As a school counsellor I now frequently.ask-students to
. & Cley '
: ST
discuss how they prepared for the exam.' ThéiansWer to the
T R N T :
2\ i

question, "How did you study?" is often the-mQSt revealing - .-

clue to the nature of the work that follows. "

If the answer’to the question is, "I looked over'mf.ngtes,"J
the verb "looked"‘aeservesAaﬁtent;on. It is at this‘point that I
ask the studept'to demonstrate.the postufeﬁhe assumes when he is
studying. ‘invariably.the student's physical representation of the
lword "study” assumes a passive as opposed to an active state. The
studént holdS‘hié book before him with eyes gazing a# the‘pages;
. It was this observation that lead me tq begin té construct a -
series of leséon plaﬁs that prbvided students‘with a set of
stfategies for studying. These strategies Qould,neéd to provide
a s;rﬁcture for physical and menfai involvement with the material

N ~

. 4 . . .
to be retained for the purposes of better results in exam-writing.

v

Teaching Strategies for Studying
It was thought that .-the quickest way to construct such a /

program would be to employ the commercial products available.

IS



when .these were surveyed,‘howevef, they were found to‘be either
inappropriate or inadequate in meeting the needs of the students

in question. Two major types were examined.

Self-Help Manuals o \

Y
\

In Self—help, how-to books the student must first fead the
* : o
book to learn how to study by his own interpretation of the material.

It is my cpntention that the student who needs to improve his
scholastic achievement‘would not be likely to read a book of this

natu:é‘unleés he were assigned to do so. Time spent at this -

[

activity is viewed as a deterrent and even more so if time is

required for a second phase of validation or perception-checking
4
" with another "expert." This eXercise, moreover, assumes. that the

student has the ability to read,KCthrehend and transfefjthéfmagerial

. > ™~ . .
to his particular needs. In addition,*mgch of the material in ', )

print is directed [toward an adult pdpulatioﬁ?x\

— .

Mimeographed Worksheets : : S

™~

Thé other type of commercial material available st£;§seg'
the mimeégraphed-worksheet»approach covering such topics ™~
aé outlining and the use of reference materials.” Some alsd
included report Qriting under tpe heading of study skills.

"The subject matter in thése lessons,”unﬁortﬁnateiy, was nét
relevant to the student's own particﬁlaf course of studiés. If the
téacher did not help thé student)ﬁake the necessary transferences
from these.éssignments to his own partiqular requirements,_the

- exercise would be all too isolated. Some would catch the point.



Some would not.
The Problem )

. The probiem then became 6ne’of writiﬁg lesson plans that were
relevant to the.student;s own situétion, coét-effecﬁive‘in terms
of time épent learning the strategies, and timé-effective aaatermsA
of presentation of the material by a teacher. In addition, these
lessons not only needed to build in the transference of the
strategies from oné leq;ning situation to “another bﬁt also needed
to be e@ployed across A wide ;span of age groups. In éhért, the

plans needed to reveal how studying is anything but a speetator

»

sport.

Approximately twenty students from Grade Seven and grade
Eight paftxcipaéed'in that first ten-lesson draft, six years ago.
Another two hundred students from upper- elementary and junior hi;h-
school and roughly a dozen teaﬁhefé’Hébe been introduced to the
cbﬂcepts iﬁ.this package since then. It is only fair to say that
the development of this particular sfragegies—for-studying unit -
wéuld.nqt have taken pla;euwithouf expressed feedback ‘and encpufage&ent
from both the students and the'teachers. .

One student reports: 2

what ‘I did was take two pieces of paper and fold ihem in half

lengthwise. On one side’ I put the words; on the other side.

I put the meaninés.. Then.I flipped it over and wrote the

. ) Ny
words to the meanings.

-

It helped me remember and skipped my mark from 65% to 100%.



|
|
|
\
\

If it is true that these strategies can m%ke a difference,

then it seems appropriate to determine whether relationship

exists between treatment, that is teaching these study strategies,
. [y
and test performance. Access to this inform&tioq would. be useful

to teachers and counsellors w

ho are presently teaching study skills
A\

in the classroom and claiming little or no change in the marks that

their students achieve on tests. { . !f
M v . . ' ]



' "/CT‘APTER TWO | ‘
Review of tHe Literé;ure \kb ' ’

Attempts to explain how it is that;people learn, have been
'reéorded since at least as far back as the time of.Ariétéfle’
(384-322 B.C.). Since that time behgvioral,,metacognitive and
social leérning theorists:to name only three have made contr;butibns
to our understanding of how it is we learn. FThese theorists have
never reached totgl';greement on what le;rning is and how i; is
measufed. It 1s agreéd that learners are differen£ in some way
'aft§r they baVe learned something.

The "how" of learning ﬁas two foci in this project. First,
learning is facilitated when the learner become; an active
participant in the process. Apps (1978) discusses learning by
doing when he writes! »

It is an active process in which you must be involved. You

QO not learﬁ effectively by sitting on the sidélines; you

must 5e ihvolV@d‘;nd participating in what it is you afe

vtryiﬁg to;learn; (pfz) | ‘
Second, the teachernas the instrument of instruction and the way in

which learning is typically evaluated in the school setting has at

least a degree of 'significance. Both the teacher and the student

=

contribute to the degree of learning.
The Model
This study, then, represents an effort to extfact strategies

for studying from a variety of resources that address themselves



easily to improving test results.  Theories of behaviorism,

[
[

metacognition and social learning as well as published authors 6n

the subject of study skills have influeﬁced the development of the ,
strategies-for-studying unit (see Appendix A-1) used in this

project.

Skinner and Behavior Theory

- .
If B. F. Skinner were to condense his work into twenty-five

words or less, he might say that human beings are a product of
their environmental ;einforcers. If he were to elaborate, he might
add that the probability that a particular behavior‘will occur is
depenéent updn phe kind'ana the frequency of the reinforcement

(Skinner, 1969). Intermittent reinforcement like variable-ratio

reinforcement increases the likelihood that the behavior will again
L )

occur while fixed-interval schedules of reinforcement do not.
Operant conditioning aﬁd chainifg can influence learning. In
operant conditioning the ;rganism receives the reinforcing ’
,stimulus_oniy after producing the desired response. In chain;ng.
the events prior to the reinforcer serve to become secondary
‘reinfércers. If the desired reinforcing stimulus of achieving a
“better test resuit was obtained, and certain new study behav;ors
that went into the preparation for this test were identified, then
it should follow that if the secopdary reinforcers were to be
repeatéd in the process of preparing for the next test, a better

test marR is more likely to result. Skinner (13969) writes:

The behavior of a person who has calculated his chances,



compared alternatives, or considered the consequences of a
move is different from, and usudlly more effective than, the
behavior of one who has merely been exposed to the

unanalyzed contingencies. The analysis functions as a

discriminative stimulus. When such a stimulus is p

correlated with reinforcement, the behavior under iﬁ

EY
control is maximally reinforced. (pp. 121, 122) ‘

every time they do not study are maximally re iyl
studying. Students.who study andlconsistently‘fail %Fe beiné‘
maximally reinforced, but the reinforcemént is negative, and the
most likely outcome is that these students will terminate étudying
completely. Students who do ngt score significantly better on tests
for which they studied than those for which they did’not, may make a
conscious decision not to study. Students who do not study and yet
‘pass the odd exam will maintain non-study behavior indefinitely.

If it is assumed*that study behavior is preferable tornon-stﬁdy,
then this successful achievement on the test becomes an unQarranted
consequencé.“'Infrequent reinforcement sustains large quantities of
behavior (Skinner, 1969). It is not only difficult éo avert but

it is also difficult to change the non-study behavior. "Behévior

)

is the achievement of a person" (Skinner, 1974,--p-" 239), and

analysis of the behaviors involvéd is advocated (Skinner, 1969).



The objective is to obtain maximum positive reinforcement.
Analysis of the behavior is only one step. The next step isAto
construct a plan by making resolutions, announcing intentions and
stating”expectations. Better control of behav1or’is generated
when the plan is available in viéible form or recalled from time
to time. Overt behavior is the most obvious measureable behavior.
Educational objectives that are written in overt behavioral terms
are the easiest to transiate. Thus, interpretations of success or

failure are readily made. The test mark provides evidence of the

learning that has taken place.

Meichepbaum\gnd Metacognitive Theory .

"Bappy ... door ... all AOne." (Meichenbaum, ;Q;é} p. 18).

‘>
These words spoken by Donald Meichenbaum's son, David, at the age
of two were the verbalizations he used in response to an
instfuction to piace the apple skins he disliked into the garbage.
“Bappy" was David's word for garbage; "door" was equivalent to |
"open." . Meichenbaum (1978) reports that David verbalized aloud the
first few times ;ﬁd then as the.appropriate behavior became
generalized to other sitgations, the verbalizations ceased.

He (Meichenbaum, 1978) sees this as a four—par£ sequence on
the part of the child: hearing the instruction, translating what
he heard, repeating it aloud as he perfogms the requested responsgr
and eventually dropping the vocalization as he understood it wgen}
he is sufficiently reinforced that he has the expected behavior

correct. 2

u(‘\\



Riding a two-wheelegibicycle for many is an automatic task.
When one first learns to ride a bicycle every movement.is consciSQ
and de%ibgrata. The specifics of "how to ride" are‘éifficult to
explain once the act has*secome automaéic. Repetition to the nt
of proficiency brought the task to the point of automaticity. The
connections that language originally‘hade to help obtain th9 desired
motor coordination have disappeared. The point here is that.. )
language. is likely ﬁo have prov{ded the ;nitial guiée; |

Some writers. (Flavell, 1976; Meichenbaum, 1978) refer to this

‘ : /
language-interveﬁ‘ion approach as metacognition. Scheflen (1973)

uses the.term "metacommunication." He explains; ﬁMetacommuﬂicatige
behavior, then, can be used to change, .;., or %%herw*sermanage
human behavior" (p. 127). As such it is a tool for learning-that
helps to pointjthe Studént not only toward an active abproach to

the task but also toward a vehicle by which automaticity may result.

Bandura and Social Learning Theory

Successful performance is key; Bandura (1977) w;ites:

In the social learning view, psychofégical changes, regardless

of the method used to achiéve them, derive from a common

mechanism. Thg apparent divergence of theory and practice

is reconciled by recognizing that éhanée is mediéted through

cognitive processes, but the cognitive events are induced and

altered most readily by experiencég of mastery arising from
iy

successful performance.(p. 79)

Outcome and efficacy eifectations influence personal efficacy.

v
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Bandura (1977) defined outcome expectancy "as a person's estimate

thatba g;Ven behavior will lead to certain out:comes'i and efficacy
exbectatio; as the person's "conviction that one can successfully

execute the behavior requirgd to produce the outcbmes"’(p. 793).

. The record of.paat acﬁievement is a major base from which outcome
and efficacy exp;ctations are derived. Bandura (1977) eﬁplaihs:
Sﬁccesaes raise masteryiexpectations; repeated failures lower
them, especially if the mishaps occur early in the course of
events. After strong efficgcy expectations‘are developed‘
through repeated success, the negative impg&t of 6ccasidhai
failures is likely to be redﬁced. Ind;ed occasional failures
that are later overcome by determined ‘effort canustrengthen .

ﬁself-motivated persistence tﬂroﬁéh experience thag even the
most difficult of obstacles'can be mastérea‘by sustained

.effort. The effects of faiiure on personal efficacy there-
fore partly dgpend upon the timin§4and the total pattern of
. J '
ekperiences in which ;héy occur. Onée established, efficacy
expeétancies tend to generalize to related situations.

(p. 81)

Récords of successes -and fai;gres are but one gourée of per-
sonal efficacy information. In the opinion of Bawﬁura (1977),
“Oof th;knumerous predictive cues that influence béhgvior:.., none

~ is more commoé or effective than the actions of others" (p. 87).
If students‘obséfve each other and discover that those that studied

obtained theAhighest marks, it is possible to conceive that study

' !
/

wy
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behavior might intensify in those ﬁhat failzg‘gﬂg_gid;not atudy,

but this f?ctor cannot be singled out. The‘modolling‘effoct of

this vicarious experience can have ﬁegative as well as po‘itive
waight. The peer group that vaiuaa marks of sixty per cent mére
than it values eighty per cent can set the pace for géala that are
lesa‘thgn mastery level. Perceived personal agficacy becomes
secondary. The teacher has the pow;r to become the model by helping
students to interpret their personal accomplishment;, and by helpihg
students to p;rauade themaalve; that if o£héfs can improve, ﬁhey
can, to;. The two factors of perceived per?epal ef:icacy and

modelling are obviously»intertwinéd. According to Bandura (1977),

"Human accomplishﬁente result from reciprocal interaction of o

— . yd
t —

external>circumstancesm;&\hwg/host of personal”determinants,
including endowed potentialities, acquired competencies, reflective
thought, and a high levgl of self-initiative" (p. 207). It is
self-discipline and self-feinforcement ;hat contribute tovsqparior
results as‘yell"as the reciproca; influence of the factors cited
above along with a feedback process th;t involves both self-
evaluation and evaluation from external sources. It is assumed that
the student wili select a mastery-level goal accérding to his
personal experieﬁce and work toward improvemen%f Feedﬁack data is
used to confirm, negate, or change a continuous course of action.

Conclusion and applications. It is simply not possible to

explain all learning via a single theory. Physical, cognitive,

-

AY -
verbalj and social ehnvironments affect learning. Putting these .

C

~.
~
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'impLies:chuisitionf In other words, skills are what a person ‘has

12

various components of learning‘theory into a practical study-

strategy therapy is the aim of this writer. “‘
! .
S "Study Skllls" or “Strategles for Studylng"‘- what is the

Al » N

\
dléﬂﬁgence° The word "stratdgles" was 1ntentlonally selected

"over‘the word "skllls."» To the: author, "skllls" 1mp11es excellence,

-'"strategles" 1mp11es methods or how—to technlques ‘ Hayakawa (1941)

a llngu1st, explalns that the 31mplest way to take a new Hbok at

‘something is to,find a new word to desoribe it. This is ea51er,

e

he claims,'than finding a new meaning for an old word. Ha&inglskills

L8

after he has practised éﬁfficiently: Hav1ng strategles 1mp11es
that a person has a repertoire of’behaviors from which to call upon

to perform the task at hand, and develop skllls
'

"Learnlng,ls the process in whlch the learner changes himself -

3\
1

by continually reshaping his experience"'(Vanier Institute of the

Pl

Family, 1976, p. 3). This approach lends itself readily to a
pattern for,;ntervention with students. ‘After taking inventory é;

of personal’scholastic achievement, performing a self-evaluation .

L » v ‘ g
‘and setting appropriate goals, a plan that incorporates study . SRAL

strategies is put into effect. Subsequent achievement is measnred
against the goal. - New ‘goals, maintenance of strategies{that work,
and omission ofistrategies thatvdo_not‘beoome partlof an ongoingv
systematic-proceSS’by yhich to improve marks achieved. This writer
postulatengigure 1 as a schematic representation of how the

model operates as a full-circle approach.
. ’ meirg APPr 5
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Figure 1. Schematic representation of the writer's postulated

full{circfe approach.tq/stUGYing. : i

Studying: Sevén Critical Points

o

The étrategiés-vs—skil&s approach to studying allows the

writer to address seven\criticalhpoints in the literature:
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(a) self-help manuals,' (b) defining study skills, (c) the value

-

of‘learning note-taking, outliﬁlné[‘étc.; (d) the teacher/student
. . . — . . ,

symbiosis, (e) the evaluation format, (f) the student, and (g)

language.

_Self-help manuals. Boqksvand more bookS»have béen published
aboﬁt @study skills." Orchard (1953), Morgan and Deese (1957),
: . A
Morris (1973),(Br5wn (1973), Locke (1975), Walter and Siebert
(1976), 'Hodges (1979) and Grassick (1983) are‘bup a few ;f the -

authors that have postulated a "how to" framework by teiling the
) ) .

.
# 1

st'aent‘what to do when'hg studies.

\ Orchard (1953) presénted some tips about studying. He drew
éétention to Quch itgms as adequate lighting, usé‘qf libraries,
confidence and asking questions. The book is not referenced. It
/is airected at the school and college dudience.

Moéggp and Deese (1957) are frequently réferenced in the’
literéture for their coliege—student manﬁal on the how-to of
studying. SQ3R'i; the fofmula prescribea forvstudy; "é“ stands
for survéy. This direCtivé tells\the reader to read the title,' i
recall.previous knowledge.about the topic, deciae its personal
impbrtande, and skim the héadings, topic sentences, diagrams and
bhoﬁbéraﬁh§. ."Q" teils:the reader fd”raise questiohé about the
selection based on the skimming. “§1"vtells the reader to now

" read to find the answers to these questions. "R2" tells the reader

@

to review the answers and "R3" tells the reader to recite  them.

SQ3R requires a language intefventioﬁ'approach. Other topics like
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schedulinq‘usegof time, taking notes and ﬁsing libraries are also
included.

Learning and studying is the emphésis éf a book by Mdfris
{1973). it_éﬁarts off with a pep talk on;self—concept and its
relationsﬁip to improvement and motivation to improve. Learning
is.definad as ."something that goes on inevitablyﬁ (p; 21) and |
dtudy vwvsomeﬁgi;g that7i§ done by conscious choice. Hints arge

. given about note-taking and the use of libraries. 'Different

o

methods of study are explained for different subjegts; The book

;s,ngf geferenced but does contain a bibiiography.. It appears to
7 ‘ ' ' o ,

1

_ be directed at high school students, though some junior high

students might benefit.
Ly
J

Fifty-eight pages.are held between the cqvers of the book

written by Brown (1973). His aim was to create a brief cémpilation

of studyltechniques for cbllege'students that work to improfe
grades. ~Eig£t chgpters include such topi;s as SQ3R, instruetions
for studying various sﬁbjects as well as goal-setting and;studf-
.schedulihg; Learning is something that occurs with pfactice. "In
the.school setting i£ is measured by.qp exam. Material to be -
le;rned must be repééted as often. as is necessary fof remembering

to occur. He further advocates that it is wise to know the precise -
. N .

meaning of technical terms such as those that appear in science,
.,~q-'. .

. § =D - .
and advises students to learn to antggﬁﬁate the nature and content

of teacher-made exams.

7

In 1975 Locke wrote a book about studying because he felt that
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the previous study skfils texts failedvto deal Qitﬁ the "mental
operatiohs'reqﬁired-for effective study" and failed ;o'help
students cope with "study motivation problems" (p. xi). Learning.
ig defined as "understanding plus memory" (b. 65) and studying
requires ﬁental effort. Locke intended his book to be used as‘a
basis from which to learn. If the student We;e to do the; |
prescribed exercises’, he shéuld ﬁhen be able to transfer the
exefcises to other courses. The boSK is not referencedvand does
not contain a bibliography. | |

wWalter and Siebert (1976) directéd their book at high school
students. They include tips on setting goals, Qriting tests,
studying, writing papers,’and.making_friendé. Some chap;eréiare

! ’ .

referenced, SQ3R has been exchanged for SQ4R,‘and readers are’
advised to scheduie their time so that there is time for stﬁdy,\
time for theﬁselves, aﬁd time for friends.

, Increasing vocabulary, taking hotes and making outlings are
just three of the ﬁhirty topics Hodges (1978) inclﬁded in a‘
gombipation teacher lesson-plan/student th-to manual. The book
‘is directed at ﬂigh ééhool students who plan to attend university.
It_emphasizes reading as the brimary skill necessary for success-
ful achievement. The textbook is not réfé{enced. It is based on
the personal experience of the author. Recitation is considered
té be valuable to remembering.

Grassick (1983) has put together a cqmpreheﬂsive how-to

-

.manual for university students based on the Exam Skills Workshop

il



he runs at the‘University of Calgary. At least fouf hundréd*

4
students hagg been 1nvolved in the workshop, and Grassick rgaorts
that at least nlnety -five per cent have fgtnd the program Belpful.
The three main sections of the book elaborate on preparation for
exams, writing exams and the anxiety associated with'exams. Such
topics as "The five review.qtrategies," "Memorizing stuff,F *Doing
well on essay tests" andv"Whyvyou are anxious" are included. The’
student is advised that preparation for a test should be'detefmined
vb; the ﬁature of the test. Grassick explains:

'If you are goiné to be required to reproduce tracts of your

. | .
,test verbatim, then memorizing the textbook is relevant. If

o

you‘%re going to be required to summarize a particular topic,
' then summarizing is a relevant study practice. Summarizing,
memorizihg, and other activities are useful only in preparing

for specific tasks. They are worse than useless preparation

au

for other activities. If\you're going to have té turn

. cartwheels, you don't practice handstands. (p. 3)

Most of tﬁe wrié;rs advocate goal—settiﬁg,_time—lining, sélfa
evaluation, past experience; planning apd test preparation asnkeys
' to improving édhievement. Some alSO-indicate that seif—image is
a factor. Others aduWpse recitation. There appears to be an
underlying basic assumpﬁion,that %f the person takes the time to

read about improving study skills; the new behavior will result.

Some students may not be able to synthesize new knowledge in this

manner.



«  Which gkills are study skills? Study skills are defined and

described in a wide variety of ways. The specific emphasis of the

authors app®ars to be détermined by their theoretical leanings.

Cognitive approaches deal with feelings and attitudes (Locke, 1975;
. |

i

Morris, 1973). Behavioral approaches deal with-practice and setting
goals (Brown, 1973). Readiﬁg_spgcialists like Hodges (1979)
advocaﬁe that skill deyelopﬁent ;n reading is the most important
sendy skill. Language development by recitation is recommended by
ESfégn and Deese (1957), Brown (1973), and Walter and Siebert (1976).
Walter and Siebert (1976) and‘Grassick (1983) combine several’
apprAaches. The specific tobics treated as study skills include
use of thé librafy, note-taking, scheduling, word study, listening,
outlininé, writing reports, help in spelling, memorizing, mnemonic
coding and reading skills. The list is neither definitive nor rank
- .
ordered. = ’ , ‘ . a
Strang (1955) states that many classroom teachers see thé
value of conducting supervised study but do not know how. Devine
(1981)\believes that teachers do teach study skills but adds,
"Unfortunately, much of® this instructioﬁ is unorganiégd, unsystem-
atic and unfocused“k%gﬂ 7)L 'What Devine is advocating is a
curriculum of'étudy skillé that sequentiaily extends from Grade
Four through to high school s; thét there is no misun&erstanding :
as to the local educational definition'pf'study skill; and sé‘that

items can be earmarked as introductory, review or mastery level

skills.
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o
Devine (1981) also suggests that teachers may view reading

.

© assignments, class discussions, assigned exercises, ,and tests as
instruction in study gkills. What may be necebé@gy is how-~to
instruction: "How*to read an assignment, how to deal with new

, : iy )

Wy

vbcabulary, how to listen to teacher pregentation, how to take
notes, outline, review, participate in discusgions, and how to take
. 43‘ )

a test" (p. 7).

Value of learning note-taking. Writers such as those listed

above include guch_things as ta&ing notes, réading effectivély,
being in a weli-lighted area free of distractioﬁ,voutliniﬁQ and
‘ haQing the necéssary equipmenﬁ as part of study skills. A review.
'(National Education Association of the United States [NEA] 1975)
of ‘the research done betweén 1920 and 1940 éoncludes that items ¢
‘such as independent guided study, freedom from distraction, note-
- taking and'outlining have inconclusive value. On the contrary it

' is the opinion of Grassick (1983) that instruction in taking notes

proves to be beneficial.

The teacher/student symbiosis. “Man; classréom teachers
recognize the value of supervised study bu£ do not know how to
conduct supervised study Peristd (Strang, 1955, p. 8). , Apps (1982)
‘alleges that students know how to be taught but do not know how to
learn.  The NEA (1975), Devine (1981) and Crawford (1978), advocate
that learning h0w>to 1earﬁ is the single most important factor in
learning and in the same breath, designate teachers as being the

key in the process. In support of the view the NEA (1975) warrants:
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After 1940 supervised study became more a part of student
responsibility than it hag peen before. In order for it to
‘be effectxve, however, lt stlll requires téacher guidance.
If they are not given suffjcient help, students tend to
persist too long in their jpitial trial-and-error habits.(p.9)
_,",I’Robiﬁson'{1978) states that vgeome studeﬁts need a great deal of
-++ Quidance before they incorporate the strategy into their own
plans of gtudy" (p- 163). Torgensog (1982) direct§ aﬂken;ion to

the ineffjcient learning habits of diagnosed learning %isabled

children, Theif passive and/or disorganized approach to learhing
suggests three types Oof intervention: incentives, orieAting tasks
and cognitive strategies.
Hunter (1979) gets even more specific. She not oniy,cites
the teacher as the one responsiple for increased retention on the
part of the student but alSO‘provides a formula. To make increased
retention happén it helps if the teacher provides the appropriate
schedule of practise with a pleasant presence of feeling and work
that ig meaningful to the learner. Positive'tfansfer ffom one set
of learning to another‘is Staged or created by the teacher.
The.task is‘admittedly more difficult when the’degree of
k; meaningfulness Or pleasantnesg attached to the original learn%ng
was anything but positive; One personal exherience illustrates this
point fu£ther, A reading clinjcian reported that one of his
feméie clients did not éCO?elwell on one section of a comprehension

test. fThe student's voice quavered as she read aloud. She then
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proceeded to Lnswer the questions in a louder-than-normal tone of
~

o
~———

voice and used her personal family experience for aﬁswers rather
than story content. The clinician concluded that the story was too
laden with emotion ;or thevchild to be able to do well. Had the
family experience been pleasant, a different repertoire of responses
is most likely to have resulted. Had the clinician anticipafed
the response the particular passage in question may not have been
used and some important inforﬁétion about the chilg may not have
‘been‘found. |

The point here is that it is unrealistic to expect the teachgr
to be able to account for the degree of meaningfulness or pleasant-
ness on an item of instructi;nﬂﬁith respect to each highly
"individual member of the class. Some students will see more need
for mathematics than others. It can be as simple as that.
Robinson (1978) sums it up another‘way. He étates "Thé printed
wofds m;an nothing unless the reader brings meaning to them" (p; 119).

Another factor in tﬁe p&s;tive or negative degree of the

: 7

symbiosis is the extent to which the student views the feacher as
a model. The modelling situatioﬁ should contain jincentives to

which the subject can attend and latér imitate. This happens more

readily when the model ls,reln}brced or. controls the relnforcement—

(Mikulas, 1972). Modelllng ?s ofSen the most efflclent way to get

=

a behavior to originally ogggy'(aandura, 1969).

-

s ¥

" Hamblin (1981) dlscusg¥s modelling from the perspectlve of the

teacher. He writes, "Limited opportunity for contact with pupils
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in OUr roles as subject teachers in the secondary school, restrict

our opportunities to help pupils understand their preferences in

study methogs and integrate them into a productive learning style." (p-2)
. EES_Egacher and the evaluation modus operapdl. Retrieval is

A

the most common method of measuring what a student has learned (NEA,
1975).  Guszak's study (cited in R;Dbinson, 1978) examined the
questioning strategies used by élementary teachers to test
comprehensjon. The list was reduced to six basic classifiéations:
(a) recognitjon, (b) recall, (c) translation or regurgitation,

(d) conjectyre or predicéion, (e) explaﬁation or influence, and

(f) evaluatjon or judgement. Rec:ll questions were found to be the

]

most popular .

The type of test,cén influence the performance (Robinson,‘
1978)-.  Robinson (1978) writes:
Soﬁegstudents may "comprehend" better wﬁen faced with one type
<ot test format thpn gnother. Some may do better with a given
format dependent upon the nature of the material, the testing
C°ndifion5, and/or the expectations of the instructor. (p: 120)
What, thén,-is learning? According to thé statements abové,
learning jp thé“gchool setting is mofe a factor of how teachers
measure it than all the other elements put together.
Tw§ COmmdn school-related learning gask; are comprehensién
and retention, Wwhat if the teaching objective requires comprehension

and a recall-type test item is the single measure of

learning? Ropinson (1978) answers, "Be certain that students do
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comprehend material when it is before them - open book - before

making judgements about comprehension based on retall" (p.“12i).

Isgﬁ‘

R

one who scored the highest mark on the Social Studies test,

theﬁ: the one who learned the most? .
what evolves as the most logical solution to higher marks is
‘h;}hdng studenta ts make educated guesses about the qature of the
questioné and their content. I% short, teach students how to
'bsyche out” their téachers. This strategy offers a learning support
vsyatem to the student across a wide variety of learning situations.
In the—postulated modél,‘the'bsychiqg-ouf'leééon ¢ |
qualifies as part of the planning phase. The nexé step is choosing
an appropriéte.strategy. P%egéring for a vocabuiary test in
Language‘A;ts calls for one strategy; preparing for an essay exam

in Social Studies calls for another. "Learning how to learn .is

surely as imﬁdrtaht an outcome of education‘ﬁs\the facts learned"

S

(strang, 1955, p. 8) and knowing how to pair strategies with how
Vlearning is to be measurédvis surely part of thét learning. |
The'stu&ent. Strang (1955) acknowledges the uniquenessmbﬁ\‘
each 'student. She writes, “The'learning process is highly indivi; 
dual. Each studeqt may be at a somewhat different stage in effec-
tive study methods; each may have worked out methods that make
sense to him" (p. 7). A baseline evaluation of what is helping and
what is not could prove beneficial. “Late hours\spent in study and
failure to complete assignments may>ﬁéke a conscientious pupil

depressed and anxious" (Strang, 1955, p. 18). Family support or
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the lack ég;;éoéiéﬁavbe aignificadt (Apps, 1982; MaéDougall and
Herman, 1977-78). Attitudes toward learning can stand in the way
jof success; the person who is anxious or feels unsure is likely
;to perform poorly (NEA, 1975; Walter and Siebert, 1976; Hamblin,
!1981;‘Grassick,'1983). Tﬁe student who is not committed'to his
own improvement will not improGe (Walter and Siebert, 1976).

‘The degree tkohich the student feels cont?ol over his
environment cén be s;rategic. »There are'those who would choose to
fail as a matter of exhibiting control. There are those who fail’
who fall into a category tﬂat one might call not-my-fault faiiure.”
These students ggil because someone fails them, not because they
fail themselves. Hamblin (1981) suggests that some students have
«Ia/legitimate reason for thinking this way. He submits:

Some of the apathetic pupils may have a world view~in which

luck is unduly prominent.  This may bé.the product of inter-

action in the elassroom which suggests that the antgcedents
of success lié_in the haﬁhs of others. The pupii then feels
absolved from respoﬁsibility for his difficulties, Snd can

blame others with a good conscience. (p. 3)

Another group of students study for tests, fail tests, and wonder
whdt went wrsng., They have no evaluative procedures for éhanging
the way they preéare for tests. !There are ﬁhose who have a history
of unavoidable aversive events like failing tests. A sufficient

number of these experiences can result in passive resignation or

.learned helplessness (Mikulas, 1972). These statements suggesy

«
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that helping the student take control over his own learning in a
systematic and positive wachan be as crucial a part of the study

process as strategies for remembering the answers to the recall-

-

type examination questions.

{;Learning the language. Aebli (1970) describes how conceptual

construction occurs. It happens ...

: \
... under the guidance of a teacher who communicates with the

learner by means of language. Even if the learner interacts
with the physical traits of the learning situatibh (objeéta;
pictures), the verbal element is esséntial, both as a means‘.
of commuﬁication, and as an instrument of individual

representation and data-processing. (p. 14)

t

Beck (1975) advocates mastery of the language as a basic fundamental

aspect of human development. Learning to speak the English
language is a complex intellectual task .that - irregular plurals,

irregular verbgy and all - many children master by -the age qf
five. Understanding‘and;sbeaking must.come before reading and
writing (gughes, 1968).

“Aéséssmént of language devglopment is typical}ymdivided into
.two parts: ekpfessive and reqeptive language. éxpréssive language

‘ - . & .
is the ‘measure of "verbal competence; receptive language 1s the

measure of understanding. This writer is bilingual. At the agé
’ of six, if memory serves to be correct, both languages were.
; 3 ‘
™ » ¢ ‘
equally developed. Now in adulthood English is by far the stronger

- -

" language. The secdnd lafiguage of the writer is seldom spoken o¥

¢ -
®

Ty -
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heard, and it is most apparent that the receptive language has been

bgtter retained thgﬁ'the expressive. If communication is the
p;}mary function -of language ag'stafed by Donéhoe:and Wessélls
(1980) apd’Hughes‘(1968)3'thgn the second langﬁage of this.writer‘f'
is hardiy fUnctionél; ADonahoe and Wessells write, "Simﬁlé e#posure

to adult speech, such as’person—to—person speech on television,

appears to be insufficient for thé development of transformation

N
&

‘rules-in children" (p. 395)- This'statehent suggests'that the
.seéond‘language‘of thé'writer could become .functional gnce again
‘Pﬁé}e it to be practised as a spogepvlaﬁggage.

»Morgan ahd_Deeée K19§7)‘fgéommend'recitation:, "As you redh,
‘stop at intervals to re;ite the substénce of each major séction‘of
a chapter._ Whén you‘review for examingtions, égain make'recitation
a sugstantial‘part of your study.procedure" (p; 31). The Spiﬁzer
-,(193§) studvaith a sample of several thousand high school students
tested thekvalue:of récitatién; It waévfodnd that the groupiﬁhat
,reézng.briéfly imﬁeéiately after readiné,cdﬁid‘fémember_more in
sixtthhreevdays than theAgroup‘thét:did nopkreéitevéould remember
in one day.: : |

Hughes k1968) discusses\a study. comparing two typeé of languége
labs. 1In the "activ:; lab the‘student ﬁaking second-léﬂguagé
t:ainihgl%isgened td-{écordipgs and‘theﬁ regorded his im;tations,/f
In the ﬁpassivg" lab tﬂé,student listened and imitated but did not

record. The passive-lab student did not have access to feedback.

This resulted 'in a lack of monitoring and consequentiy pobrvi'

o by
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who are also unable to provide answers to mathematical questions

3 . - : | o 27

sﬁﬁronunciatioﬁ”and poor comprehension. Bandura (1977) writes:

Although productive speech depends upoh knowledge of

Iinguiétic rules, such knowledge does not automatically trans-—
o o
fer to speech performance.... Learning and‘perfofﬁance are

governed by differeﬁ£ component processes. To‘pe:fect a
ﬁ:qduétivé ékill, one must develop fhe ability to convert
. _ ' .

. knowledge?into approbriaté performancé.‘ Hénce,‘laqguagef
proficiency is best developed by modeling combined wi#n
languag;;prodhétion and corrective feedback. (p. 179)

The Wechsler‘;ntelligence Scale for Children contains ‘a sub-
test calléd “Inforﬁ%tion" whereby children are asked to orally
provide information about théir world asifhey have grown to under-

. 3

stand it. Thus, language "in our society is seen as being a

-.component” of lbng term memory and subsequently a component of -

Al
intelligence. N

The writer is often awed by students who are unablq'tb use

B

the vocabulary of mathematics appropriately in a sentenée, and

when presented orally but can do so when presented in print.

Y

Perhaps it is the teacher who is obtaining the most practig¢e in ;

‘learning the language of the subject when it is the students who
. . 4 Lt

oy

need to practise it most. It i: students who need to brdvé

“they -have learned it and it is the cla&groom teaéher who can offer

»

feedback.

DeVelopment of expressive and receptive'language can v%ﬁy
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with the student. Reading vocabulary can differ from speaking
vocabulary which, in turn, can differ from writing vocabulary.
Perhaps a practice or rehearsal component in the spoken and written

format can lead to _improvement. ' N

Closing Remarks
- What, then,'does‘thé studeptvneed'in.order to have‘a better
oppqrtuniﬁy’to improve?
‘{7 A commitment to improve.
2. A positive fee;ing of‘éontrol byef learning.
3. Sﬁudy ;trategies'that reqpire active participation.
4. Feedback that makes connections bethen study ‘'strategies
and test results.
5. .Strategjes to predict and rehearse for tests.
6. An expressive and receptive knowledge of the language.
What the teaéher,;éedé is a repertoire of strategleswall the

. N
way from the lesson plan to the test to help make these six things

happen. These strategies can then be selectively taught according

‘

to the needs of:the subject as Yell as the individual needs of the

student.. Furthermore, writers cited tend td agreei£hat the teacher
plays a major role in the process of teaching students how to learn
and in the”evaiuatibn of learning.,

. . \
The advocated strateg;es-for—studying,model requires behavioral
. . :

analysis and languade intervenﬁ%&ﬁ.. It incorp&rates self-initiative,

self-evaluation and feedback as a teacher-student partnership.vv

o



CHAfTER THREE
The Experimental Design and the
. ‘Statistical Pfoce&ures
The purpose of this study‘was to compare experimentally the

‘effectiveness of prbviding instruction in strategies for studying

with no instruction at the Grade 5, Grade 7.and Grade 8

The program used to teach the strétegies is in Appehdik A..

The Nature of the Sample

¥

Six classes at Graminia School in the County of Parkland

i

} . .

participated'in the study. lpne claés.at each grade level received
tﬁe prescribed instruction in sfrateéies for studyin§ (experi-
mental groupi and one class at eaéh gfade level received no
treatment (control group). Two Grade Five classes (5A and 5B),
two Grade Seven classes (7A and 7B), and t&o Graae;Eight classes
(Sigapd 8B) parficipated.' The cléss with the A designatiog in ;ach
.case Qés ﬁhe coptrol group and the class desigﬁa 'S B was the
experimental group.: ?he stﬁdentgﬁygge ass@éned £ ach class
raﬁdomly and heterogeneously, though%ééme students were separated
for behavior reasons. |

-

The Nature of the Instructional Materials

The package of lesson p;aps for teéching strategies for
‘studying is,contained in Appendix A. It contains instruction in
determining a suitable place to study}.sétting oflshprt—term and
long-term goals, budgeting ﬁime, memoriéing; remeﬁbering, and

specific techniques fdr studying in each of the four coré subject

29



areas of Science, Social Studies, Languages Arts and Mathematics.

The investigator felt that this package was a fair representation

of the strategies that contribute to achievement aS‘measured'by
tests typically used by classroom teachers. o
1
|

The Testing Instruments

The scores used in this study came from teacher—madeftests.

Common exams were set for the students in Grade Five Science,

Grade Sevea Math and Languages Arts, and Grade Eight Math; Science,
Social Studies and Language Arts. Teachers scored thé fegts ﬁor
the classes that they were responsible for'teaching.. These marks
were submitted to the investigator for analysis.
Procedure

'fhe counsellor taught the study materials from the prescribed
instructional package to each of the 5B, 7B,.and 8B classes. It
was necessary for the counsellor to take time out of the.regular‘
inst;ucﬁional program in order to teach the lessons invthe
program since no reqular time is set aside for him to do this on
tha time table. The teacher reqularly assigned fo the class was
required to leave the classroom dufing this insﬁructional period
sinée it was felt’that teachers might alter ;he routine‘structure
of their exams and,vthereby; add a confounding variable to the
ihvestigation. If exams were already prepared, teachers wére
allowed to stay‘in the classroom. No teachera stayed.

Twelve sessions were held with each of the three classes over

)

a two-month period: November and December of'1983. The common

o
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exams were given in January of‘1984.

At the onset and at the conclusion of the éthdy students in
the experimental group were asked to complete a questionnaire .
Whichlwas prepared by the investigator. A further folloQ—up‘

questionnaire was administered four months after treatment.

i

Treatment of the Data
At the Grade Eight level test scores in Mathematics, Science,
Social Studies and Language Arts were combined for 8A and for 8B.

At the Grade Seven level test scores'in Mathematics and Language

Arts were cémbined. This was done in order to provide the largest
N possible o&%r which to conduct a t test for significance of - the
difference between the means of two independent sémples. At the
Grade Five level test score5s in Science were submitted for  °
statistical anal}sis. Only subjects in whiéh common exams were-

administered were analeed. .
. ° . .o
The. following null hypothesis was tested: there is no

significant difference between the mean test scores of the
control group and the experimental group.
Follow-Up Investigation

N

J

The teécher of one of the cbntrol group classés, Grade 5a,
requested the e*ﬁerimental group instructor, the school
counsellor, to teach her class the study strategies program. The
program was taught in like mannef to the original.investigétion.
Test scores werevcollected befofe and after treatment (January and

March) and .the follow-up questionnaire was administered after
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treatment along with the three experimental classes. Test scores
in Science were submi£ted fof i fest analysis and the followiﬁgv
null hypothesis was tested: there is nd signif}cant difference
betweenlphe mean test scores of the January test and the March

test.
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- ' CHAPTER FOUR
. The Results of the Investigation

Comparison of Groups Before Treatment

It was assumed that the distributions of the variables in

the pophlation from which the gamples were derived were normal.

~
Comparison of Experimental Group Befdre and
i

—

After Treatment

Procedure

The students in the experimental group (EG).yeré asked to
complete a questionnaire (see Appendix A) concerning their
study activities. The written responses of the students were
then_pompared student by student and rated by the writer.

. R v ; )
Results

A summary of thisfinventory appeéts in Table 1.
Conclusions

Examination of Table 1 led to the following decisions:

1. At each ?rade level students in the EG became more
spec%fic in describing éheir own study activities after treat-
ment.

2. After treatment at least one fifth of the students in .
the EG repofted fhat_they now began their study”earligr prior to
a test. The greagest number of students éo begin étudying less
time ahead was foﬁnd at the-Grade:Eight level.

‘3. At 1east one thlrd of the EG felt they spéht more time

studying after treatment. At Gﬁ?de Seven :oughly.two thirds of

I



Table 1. ' 5 !

Summary of Comparison of Student Inventory After Treatment

Grade
Variable 5B 78° 8B°
Writfen description of study activities
more specific 70 29 36
- no change 30 58 55
less specific 0 13 9
‘Time ahead prior to test
more 56 18 ; 36
no change 35 76 36
less 9 . 6 28
Amount of time spent studying
more \ 52 65 36
‘ , i
no change / 22 23 36
less . 26 12 . 28
Family help before treatment
a yes 78 76 73
no 22 24 27

(table continues)
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/ ; ; Grade
variable . | o 582 7Bb ‘ 8B°
Family help after treatment

© yes 91 82 82
s ) \ o

no : 9 18 18

ESEE' The numerical»values are stated in percentages {oundedfto

the peSﬁest whole number. All ;he s£udents,did not ﬁand in

inventorfés beforg and_afggr treatment. Only those thgt could be

matched wéféltabulated.
‘a .

n 23

n=17

1

3
[}
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the students in the:BG‘hpent mofe\time‘in study. An average Of,
21.8%.spen€'les; timewr:ﬁdying after treatment with the least
percentage found at Grade Seven; ‘the percentage at Grade Five and
Grade Eight were higher than this averaéé.

’4; Studéntg‘who‘received help from family members averaged
B84.6% after treatment. Beforebtreatment énly 75;6% on the average
received help; The smallest increase in family help occurred at

Grade Seven.

Comparison of Groups After Treatment

Two procedures were applied. The first procedure involved the
statistical calculation of data. &n the second procedure informa-
tion obtaihed from a follow-up questionnaire was tabulated.

First Procedure

~The F test of'homégeneity ;as applied to test the following
null hypothesis: the two samples at éhch grade level came from
populations with a common variance. Raw data and calculations
appear in Appendices C-1 thrqugh C-3. Table 2 reveals that the
null hypo;hesis was accepted at each grade level. As a result
the next step in the énalysis'could.proceed.

The t test was then applied at each grade level in order to

test the following nﬁll hypothesié: there is no significant
~difference between‘thé mean test scores of the control group (CG)

and the experimental group. Table 3 summarizes the t test

analysis.



Table 2

Summary of F Test Analysis

JLA,‘
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Grade Variance F df Critical- Nﬁil
' Value Hypothesis

A

5a 14.204 1.02 29 1.64 Accepted

5B : 14.496 26

72 16.678, 1.05 55 1.57 Accepted

7B 17.489 55

. \",7

8A 16.4 1.22 103 1.39 Accepted

8B 13.4 100




Table 3

&

‘éummary of t Test Analysis of

Teat Scores

38

1
1
Grade V 3 af  Critical t Null
: ' value Hypothesis
S5A 27 58.900 ' 55 0.05 = 2.005 0.97 Accepted
5B 30 62.670-
7 56 61.964 110 0.05 = 1.983 2.13 Re jected
7B 56 68.857
8A 104 65.8 203  0.05 = 1.98 0.18  Accepted
88 101 65.4 a
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Coﬁclusions. Examination of Table 3 led to the following
decisions:

1. Grade Five: The null hypothesis Qaa accepted.

2, ' Grade Seven: The hull hypothesis was rejected.

3. Grade Eight: The null hypothes%a was accepted.

Interpretation. There was a significant'differehce between

1

the EG and the CG in the mean test scores at Grade Seven when the

0.05 critical value was applied. There was no significant -

&

difference in the mean test gcores at Grade Fivé and at Grade

'

Eight.

Second Procedure

A follow-up questionnaire was administered to the students of -

the EG four months af e%eatmentt) A copy of this questionnaire

appears in Appendix

v

Results. . Table: pugh 14 reveal the data COliected ihlv

this quesfionnaire, Tables 4, 5, 6, 7 and 8 provide numerical
summaries of the responses. Tables 9,10, 11, 12, 13 and 14 con-
tain the statements written by the students injresponse to the

questions. .

Conclusions: 5B. The self-reports of the students indicate

‘the-following:

1. The majority of the students viewed the instruction
\positively (see Table 4).
2. About one thlrd of the students reported tﬁat they

increased the amount of time spent in studying (see Table 4).
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+ Table 4 ‘ o

‘Summary of Student Self-Perceptions Following Treatment
- ,

C

\

T~ ;
Grade
G;riable 58 7B 8B
& !
Effect_oﬁ.Student “-' P
' positive .. 1 sa 82
“None i A ” “10 38 18
Neéative g 13 8 0
' Time-spent‘stﬁdying =
| More. “i  ﬁ‘ S s 33  \ © 38 50
S ‘ 64 7 sg 45
.9953, _ 3 4 5
Y
Marks ) |
Better 43 42 59
Same 54 54 ,41‘
bPoorér ) 3 4.. RO

‘Note. The numeridal values are stated

Y
in percentages.

40



Table 5

Summary of Student Responses to Part I,

Question 1 of Study

Strategies Follow-Up:

. Response
Variabl? Yes' Nqu
a

Hgé the prqér;m changed \

the way you étudy?
Grade 58 57 43
Grad; 7B 65 35
Grade 8B 23

71

Ky



Table 6

Summary of Student Responses to Part II, Question 2 of Study

Strategies Follow-Up: .

Variable Yes  No .Don't No
o - Know Response
wOuldcyog recommend this
program to others?
Grade 5B 3.3 13.3 . — 3.3
Grade 7B 77.0 11.5 11.5 -
- - 5.0

Grade 8B

95.0
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SRS

/
i

I :
/" Noté. The numerical values are stated in percentages. Students

43

Table 7
i /'-'--\ ‘

summary of Respbnses to Part II, Question 3 of Study Strategies

Follow-gE: \

Grade

Lesson , 5B 7B 8B
My Study Chair ., ., 3 4 5
Remembering  * }Af A 3 37 8 22
Studying Sgience - . ,:’ ) -0 0 5
Studying Soci;l Studies ‘ 3 7 8 5
Goals and Rewards 33" 30 s
Time-lining . - , 0 11 13
Studying Math | ) S 3 0 5 f‘
Day Plan ’ | IR 8 o ﬁ |
Cheat Sheet : e : 0 27 31 4
Studyiné Language Arts | 0 | 0 0
The Kitchen techhique ' | 09 4 9
Spellinga"ﬂ ' S | 7, 0 0
Na Response ' :3 0 : 0

were allowed to select only one response.

. B P
3 Two students in Grade 5B added spelling to the available respon-

8es.



Table 8§ P
VIS

Summary of Responses to Part II, Question 4 of Study Strategies

N

Follow-Up:

Grade
Lesson ’ ‘ ‘5B 7? 8B
k™
My Study Chair ‘ | 17 19 18
Remember ing \ 7 | 8 9
Stuaying Séience ' 3 tp 0\ 0
Studying Social Studies : | , 16: 0\ 0
Goals and Rewards'’ | w i 7 ’01 5
Time~lining | ' . : 16;1 4 5
Studying Math , S _.’ 3 4 11
Day Plan K 23 42 27 .
Cheaé Sheet | ?::” 10 15 10
Studying Language Arts . 0 0 5.
The Kitchen Technique, | o 5‘ 4 5
. . g
No Résponseﬂ o | - 3 4 5
Students

. Note. he numerical values are stated in percentages.

o

were allowed to select onlyiode'response.'

o ‘ -

'l

‘\ A"'f; ”

44
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3. Almost one half of the students felt that they were doing
better after instruction in strategies for studying (see Table 4).
4. More than hagf of the students stated that they had

changed the way they study (see Table 5). | |

5. A vast, majority recommended the prégram to others .(see

#

Table 6). - D

1
. " R ‘ .
-é. "Remembering" and "Goals and Rewards' were the lessons

'

viewed as being the most helpful féee Téble 7).

7. "Day Plan" and "My Study Chair" were viewed as being the

-

» least helpful lessons (see %ableﬁe).

‘-

Cbnclusion;: 7B. The selfrrepofts of the students indicate

4 . o -
the following:*
“ L

n 1. Slightly more than half of the students viewed the

instruction positively (see Table 4)..
L ] : y

2. More than ore third of the students felt that they had

~

iincréésed the amount of time they spent studying (see Table 4).

a

3. Almost one haif-oﬁ ﬁhe students séid thatvtheir‘marks
were better afler feceiving instruction in strategies f; studying
(see Tabl? 4). |

» 4, 'qu thirds éf ﬁhe students reportedxﬁhat the program had
“changed the Qa; they4study (see Table 5). ' ¢

’S. More than threéeguarters of the students recomme;ded the
»program‘to others (see Table.6).

6. "Goals and Rewards" and "Cheat Sheet" were viewed as

being the most helpful lessoﬁ$ (see Table 7). .
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7. The "Day Plan" lesson was thought to be the least helpful
(see Table ‘

Conclusions: 8B. The self-reports of the students in the

Grade éight EG indicate the following: Q

1. More than four fifths of the students viewed the
instruction positively (see Table 4).’ _ |

2. One half_of'the studenés declared that they speﬁt more

time studying after treatment (see Table 4).

3. Three fifths of the students stated that their marks ha

impro?ed af ter treatmeht (see Table 4).

4. More than three quarters of the students reported that M‘
instruction in study strategies changed the way they study (see
Table 5). B A g'e

' ° ‘ .

5. A large majority of the students recommendedxthe program
to others (see Table 6).

6. l"Cheat Sheet"'and "Rémembgring" were‘vieWed as:béing‘the
”mdst helpful lessons (see Table 7). |

7. “Day Plan" and I"MylSt:udy Chair"dwere-repbrted to be the
least heipful lessons (see:Téble 8).

" Discussion of tables 9 through 14. These tables‘provide the

written responses of the students to Part II of the follow-up
questionnaire.
D ’
1. Table 9 reveals the’ self-reported changes in study

activities. The changes reporte: indicate that the students

benefited directly and indirectl, from the program.

o o
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Table 9

Statements by Students 'Responding "Yes" to Part II, Question 1,

of Study '‘Strategies Follow-Up : R

v

| s

. Statements

Grade 5B

"You seem to be working more into it.

Thére is new ways of studx}ng.

I study more of all the éubjects: | }
, , . )

I used to just :ead;fhrough my notes and that was it but how I

| study no; just read. '

Before I used to stud; in> a hard chairt

Because now I know how to studflriéht ins;ead‘of the wrong way.

It helped me get better marks. .

It helped me studyamore.

. It has changed my way of4stydying because it has told me and

o T

'showed me thap‘éy marks will go up.
It has eﬁéouraged me to do more studying.
It has changed because I always take'abbreak after T do some
work‘better study longer.
I study much more.
It ma&e me stﬁdy lopger.
By telling me where to study and how to study.

It made me study more.

o

Gtable continues)
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Statements

Because I used to study in front of a T.V.

It taught me hov to study.

Grade 7B

It told me how to study my notes instéad of memorizing them.

It showed how I should study to get better marks.

Now I do the steps I was shown.

Yes I now havé‘my own place to study.

I study iogger.

Because my marks are sort of }ow I study more.

It has made me study more on thennighf before the test.

I study less time but more days.

I stua;?properly now,.ﬁut marks are the same.

When I study now I sit upwihéfeaqypf 1ying on my bed etc.

I study more now. | B

“It's easier to study.

I wouldn't say I study‘more but this has taught me ways to study
better.

I'now study a'little}bit more, but before I studied enough it's
just now a‘litﬁie more.

Because I want to get better marks.

Yes, but not anything major but it has made me more conscious.

"I study longer and I study a lot more (off and on) too.

(table continues)
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Statements

Grade 8B
It made it easier to study long tests.
I have studied more and remembered it.

‘Well I use the methods thaﬁ the teacher told us abbut.
Time:line I used and cheat sheet.
It has not changed the way I study but I now take better notes.

I use the procedure I was taught and found it worked better.
* N

I get better marks by using some of these helpful hints.

i

Before 1I couldn't understand what "study" meant, the program

shbwed me ways to "study".
. -

I find it easier to understand things.

Becaﬁée I use the cheat sheét on some tests.

I know what kind of answer§ to look out for on a test.

I use my time better.

It made me learn how to understand better. _ ) o

I pick a quiet place with all my supplies.

Yes, I spend more time and better.

I used some methods that were more useful and easier to memorize.

I study more carefully and more wise than before.

Note. Spelling was corrected; punctuation was not corrected

except that a period was placed at the end of each statement for

v

the purpose of clarity.
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Table 10

Statements by Students Responding "No" to Part II, Question 1,

i

of Study Strategies Follow-Up

Statements

Grade 582
I just study normal when a test comes up.
I always study my way and it{s hard to chqnge.
Because I studied before.

Well I start studying the same time every night so it doesn't

//-/

make a difference.
I do not study any way you told us.
I do not study anyway . ' )

I am happy tﬁe way I study before.

Grade 7Bb

Because I always have studied this way and I don't feel °like
changing.

BecausevI studied like that before we were taught the prograﬁ.

I just‘studydfhe same as I always did.

I study the same as usual and will probably pass with honors.

I think I study enough on my own.

I still study the same and get the same marks.

I still stpdy the same way.

(table continues)
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it v s

. Sgatements

Grade 8g°
In a way Ivlook for more things, I psyche out a teacher.

I studiéd the same before.

Note. Spelling was corrected;. punctuation was not corrected
except that a period was placed at the end of each‘statement fo&iy
the purpose of\clarity.. ¢

qsix students!from Grade 5B did not provide an explanatiqn.

bTwo»students from Grade 7B did not provide an explanation.

CThree students from Grade 8B ‘'did not provide an explanation.
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Table 11

Statements by Students Responding "Yes" to Part II.&uestion 2,

of the Study Strategies Follow-Up

Statements '%W . B

Grade 5B°
Yes because it encouraged me a g%t.
If they aren't doing too goo@ this wiil h;lp them.
Becauae‘it helped meAgét better marks.
Because it is a good prﬁgram.
Well if someone needs help }n‘studying,this would be vefy ‘ (\
helpful for ﬁhem. » f
Yes, becauée some people neéé to learn.how to»listen wheh
they're told to.
It might get‘ﬁhem to study for tests more andgget better margs.
It is very good.
It is good for us..
Because; it ﬁight give you better marks.
It would help them study.
Méybe they ‘work the same.

It may help them with their study habits.

" Because it is very ﬁelpful to my grades.
J . .

Because if I told them it would help them to st

They might learn to study and get better marks” ‘; . 7 -
;zkggl“§cohtinues)ﬁ

LR T,
RS oo
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Statementg

Because some people don 't know and maybe want to learn.
BecauQe it can change other %}da minds.

If you are A useful pergzn with time it helps.

It might'help them. "’

It would f%r people who study but I don'tvreallx study.

To help otrers in the same way.

I would for people that need it but nog fo},peop}e who don't.
BécéuseAit might help othérs.

Well if it is helpful 'to others. Y

B

Grade 78° b
Because my an report card was all good except one subjéct.

Iﬁ might help a lot of people who need it.

o ok

.

I would recommend this to others because it gives you a great

perspective of how to improve.yodr marks.

I would.because some people might not have any techniqlie of.
%

. e Y -
. studying. ' ¢ *ﬁ
Because it may help them.
They then learn how to study before it's too late.

kY

Because it would help their marks.

I do quite well on my tests so I feel it isn't fair that someone

does good and someone does rotten. So the other person

would have chance to be taught how to make studying beneficial.

(table continues)
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4

StatementS-

Because it ﬁight,help other peop;e‘in learning.
It hqips‘youvbe aware of<wa}s of stuqying.
ﬁecaube it helps. ‘ . ~ _ _ o
Becausggyou learn something.
It heipS‘soﬁe people.
It may hélp others.
Because‘somé people will change. '
Weii if it has helped me it would be worth a try on °the£$'
Maybe I wﬁuld.‘ Iﬁ‘dependsJEo who, I guess so it‘caﬁ only _
- improve. -
-
Bécause it is wery helpful;
Yes, Seéauéelft‘maymhelp some of them.

Yes -because I think it works.

Ll

LN : ' e .
s Grade‘SBc

7

Gives them choice of holy to do it and see if .it giyés him help
or not. N,_/,

It wouid have effects on the person, they would remember it
3’ ’ ) c ) Y ’ .»

better. - R "

P

v

It helps study.

' Iguwéslhelpful if you‘hadrbroblemS'étudying'and moSt students do.

That's pretty obvious. .In most cases it works.
It may help them to improve their marks.

kl

(table continues)
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‘Because some people spend hours

. It is a good. : o 4o ;‘~:p]'?¥

/studyan&

-It glves you a better outlook jon studylng.

/

waes because 1t helped me to make thlngs easler to remember.

Because 1t helps you understaﬁd how to- study better -and to make

you undefstand it fully/on what . you e studying.

.Maybe it mlght help to help jothers.

Yes because it is very help ul.

It helped me a lot more. |

e

Note. , Spelling was correzted punctuatlon was not
B “

]

corrected

except that a perlod was placed at the end of each statement for

the purpose of clarity.’

®one student in Grade 5B did not’respond to this question.

Three students in Grade 7B replled that they did not know if
(table contlnues)

‘ ey
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Statementapw

=
[

they would recoﬁmend the program'bu;ﬁweredyilling to give the

e

idea the benefit of the doubt.

Cone student in Grade 8B did not respond to this question.
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Table 12 ¥ “
. Statements by Stﬁdents Responding “No" to Part I1I, Question 2,
_of Study Stratqgie; Follow-Up ,
o .
Sfatements .
GfadéfSéq #,J”
i would probabiy nof.know héw to give a:pfogrém to otheré;v
Because I do not think it would make a difference. : e T
It ggaily depends on their age beéausevtkey might‘npﬁ undéfﬁt&nd;
N \Becahée when you hgve'bg;n studfiﬁg forffive‘yegrégfoﬁ-know.how
. o st;dy.'a i | o - ;..' . . ,é i,,;,
T aragerd® .o
‘Be'ca‘use: i.t.d*i.di not ‘help me much. /_/\ ‘ ' : /
‘I didn't like it. It wasted schodl tirhe.f.!' J ‘ | ‘L
‘ _ . ~
. . aagess |, "
No ,vsi&tydehté responded "né;" to ﬁhis‘ cg;ué‘sti’qn.% &
Egzg.‘ Spé1lihg was correctedj punctﬁatidniwas not corredtedﬂ‘w-xl
except -that a period was plécedsét the, end ofleach étatemeqt&fér‘ oo

the purpose 6f clarity. “

P I

. s A :
%one student did not respond to #his question.

A e

P i o

Pone student did not provide‘”_,%ipianation.
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Table 13 | -
_ i - ) :

Statements by Students Responding to Part II, Question 3, of
‘ /

Study Strategies Foliow-Ug

|

T .
g
Statements

Grade 5B

R.ememberinga

Well it taught me that I should study more\tq remember.

N

: \
Studying. _ : - %

I have been remembering a lot more now.
A
Kidgn't know. A’

“you won't have to forget all the time.

~

I can remember more things about what I am studying.

t

Because it showed me all the points in remembering.

I now remember to do my homework and I look away and 160k '

t.° ' back and then it works.
It was helpful so I couid'remember. .
o ' » ’ :

Tﬁen‘f ﬁidn't have to carry much homewbrk.
“Goals and’ Rewards®
. I thought I coulé do something, did it, aﬂd felt good.
"It made me studylharder.,
Tobgef it doné.

Because I learned a lot.

It taught me lots of things.

(table continues)
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Statements

o rezs

<

It was helpful because if I give myself a goal I know 111l
get ; reward. .,
Afté; a period of work you‘need_timefto rest.
Because it makes me want to get 100%.
It made me want to study. T
_Studying SOCiaiﬂStudies.
I get better ﬁarks.v
Because it was difficult to gtudy Social. ‘ °
'Day Plan | ‘ . |
| It helped me plan my studying.
It made it so I.could find time forzstuinng.
Spelling®
I used to get 64% on a;final test now I get 85 or 94
sometimes 100%. |
I used to look at the words once now I look and wrfte the
words 5 times each. ‘ ' -
My Study cChair |
. Now I won't gef bored. o ‘ i
"Sﬁudying Math ’ ' ' \
- For one thing math is'éasy for me. I don't.know how this is

helpful.

(table continues)ﬁgﬁg
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Statements

Goalé and Rewards

' Grade 7B - ’

It inspired me to study.

Because if you want.somefhing you study for it.

.When I was studying I1'd say to myself - "If you study this
‘for 10 minutes you can eat‘a banana split".

It made me want to do my work so I have sométhing to look‘
forwafd to. | ' | .

Because.I had something to work for.

It made mg look fo;Ward to something when I was done.

What do you mean? ‘This ish't*meant as a joke. I'm

confused. = » i ¢

It made me study harder.

@

Cheat Sheet

ﬁecause then your mind'doesn't go blank even if you did study.
Because if I did not remember I coﬁld'look on the ‘back.

I didn;t have 'to étudy that hara.

Because it's just a matter o£~pu§tin€ words in the blanks. /
Because if I forgot some;hing it would %be on the‘back.

This helped in French. I couldn't use. the Goals and Rewards

t

because my parents think I should get 90 in everything
and if I do they're proud of me. If I don"t they say I

tried my best. No one needs a reward, their reward
should be sf isfhction (heard that one before,-Eh!).
. ’ﬁ ’ ’ : AN :

"(table continuéé)

-
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Statements /
() ’

Because this way you put down everything you know and

that shouid kéep you on your test.
Time-Lining \ < ;
It heips me p1§+ my homework and studying. The organization
*ﬂi“; | part.
The to study. ““'f{
1 was able to fgé;re my time b;;tér.
Remembering |
I.memorized‘moét‘oivthe impoftant stuff on the test.
This is uéﬁgily the way I do a.tést;
Studying SOcial ﬁtﬁdiesd |
It helpedAme to remember‘some thin&s.
Day Plan |
\ So yoﬁ qanlgive yourself so much time to study ex an hour
- and a h;lf.
I; helped plan my time out.
My Study Chair )

It was helpful because before I was always sitting in hard
chairs so I wasn't comfortable but qéﬁ I can study better.

l

The Kitchen Technique

* Just the way YOu are remembering.

, . ) " (table continues)




Statements

Grade 8B
Cheat Sheet -
It helps remember things.
Because then I had some notes on the back of the paper to
refer to. |
It helped more.
1t was soﬁething I understood and I did it anyway.

Because you forget as soon as you get to that question.

e
~

It made me think of what I had learned and studied.
Because I studied that and then I usually forget about

whatever I am studying.

v
L]

Remembering ‘ i . ; !
I was able to remember things'better,
It was easiestvfor me.
I remembered it better, ’
My superioquotes.

It helped me remember stuff better.

Time-Liningg

It helped me to see what I was doing with my time and whai@é'

could be doing. , o ,
Stﬁdy for a test properly.
The Kitchen Technique‘

I fdungrl remembered mare.

It makes me comfortable (having a snack). Jﬁuvﬁ' ,

ks 5
(t ﬁﬁe continues)

TN
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Statements ‘ ' ¢

My Study Chair

It ;gave me ideas on where and what I' should have to study.

1

Studyind_Science

s I
Wef; I used the study sheets and it helped me find more

|
interest in it.

Studying Social Studies

1 used my own study.

Goals andtRewards ;
A

If»Ipdidn't get a good mark my mom might get mad.
studying Math ?
A easy way'of}studying.

G i
s /

T ‘
Note. Spelling was corrected; punctuation was not corrected

except that a pefioahﬂas placed at the end of egch statement for
tﬁe purpose of clarity. \

2one student:d%d not provide an explar;a;‘tion.

One’student did nét provide én explanétioni

TWO.studen£S‘added spelling to the list of available responseé.
One student did not provide an explanation.

One student did not provide an explanation.



Table 14

Statements by Students Responding to P

art II, Question 4 of

Study Strategies Follow-Up

Statements

rGréde 5%
Day Planb
I could not follow it right.
Cause would like tb play and stud
I never go by a day plan.
I had to do somethiﬁg else.
Myvstudy Chair
It'was not helpful because I.haé
place.
It got too comfortable.;
It doesn't matter to me- what chai
It'was t6o comfortablé.
' I can work on any kind of chair.
Studying Science®’
Because I don't like science.
Because I never know the some of
Studying Social Studies® '
‘ I ao not gét how to study Soéial
I don't know the answers most of

. find out.

y at the wrong time.

already had a studying

r I use.

the gquestions, but I try.

studies right.

the time and can‘t seem to

(table continues)
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Statements

Time-Lining
My schedule kept changing so'what was thg use. N
It is less time. |
I just don't like it.
Cheat Sheet
It was least helpful because it was a cheat sheet.
I do not cheat. 4 ’ |
Because it doesn't sgay in your mind.
Remembering
Because. I have a very short memory. J;q?"VJ
I kept forgetting. ‘ '
Goals and Rewards
I always buy things and read them.
It didn't have a meaning for me.
Studying Maﬁh

s

Becawse 1 didn't have to do much sfudying on math.

-

3

Grade 7B%
Day Plan O
I never did what if said.
’ fhis wasn't helpful because somefhing different might happen
in the time 'you had plénnea something.

I couldn't follow  a special plan or study a certain time limit.

(table‘continues)f




Statements

I can't always follow iéﬂfor varied reasonés\
Because it is a wasﬁe of time. o L 3éﬁ%
The Qay my day turned out, I‘couldn't do Enything én the e
3 LY
sheet. : _ T "o,
Begause I’just did the homework that I normally had then 15
minutes a night of studying.
quaése when you plan something it may tu;n out thqt way.
_The day plah is uéeless no one knows what's going to happen
| that day. ‘ = o
I didn't follow it. ¢
If I have a day plan I find myself restricted and in which I
find it harder. to succeed in higher marks.
My Study Cﬂair |
I don't study enough to make the chair helpful.
Because I never used it. | ) -
It didn't matter how I sat when I studigd. s
‘The chair did not make a difference fo me as long as I was
sitting noﬁ_lying down.
Because I have to be in a comfortable laying position to
study. . ‘ ’ j St
Che;t‘sheet
Because cheating doesn't get you anywheré, it just proYes

thgt you don't know the material. ‘ -

(tabié continues)
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$ta£ements

It takes todilong to do the test/exam,
O ‘
. L J ’
I didn't think'it was worth it. I mean if you don't know it,

'half'way through the exam you're not going to remember

g . te o
4% the beginning.

NS
= " Because I forget before I get a chance to write it down.

»

L]

r

My Study Chair

~ A chair doesn't matter to me.

& .
' I can usually study for a test anywhere except where there is
lots of noise. ’
I just studied where I always study, on a wooden chair.
ib;d not use it.
. ‘éthdyi{;_xé?:m?th _, |
.SQ?{ﬁ £é§;ﬂ§; I did that anyway. i
RS SR ,
A 'ﬂéq"i tried tg'study this system and I flunked math. ‘
[ PR T e L
* AR just -have overall trouble. :
IS R
_— ;‘ingﬁémberingbx : \ K
M » . ‘ :
RS  ,g'QI %gn?t remeyper aﬁything, I; )
L ,fiﬁnéf?‘lt'; ha:d;fsjfememhéf things. o
# ”‘,v‘.‘{;q’ Cheat Sheet ' ., 0 | : >
. ,g -,  Because the teachers never give you the answers.

Because I didn't know what was on the test.

Ty
’

tod A L .
« i Goals ‘and Rewards

I didn't like the idea.. I thought the better marks were my

T T

rewards or goal. ‘

(table continues)



‘. Statements

_Time-Lining o . o g

/,‘ We}d’idn,'t’ use it. .  ° Co
/ : S . .
. "S‘tudy,ing Langﬁege Arts t
 Grammar sicks. P |
)Thewv.!.(itc‘:h'e-n T:echniquel
More dlstractlon. ) SR ’
Rememb_gring T o

 '_ B . Beceuse I forget it. LA : T
R ) ‘ . Coa, . / . 4
Time-Lining -~ o
s S | o , N
S * . Because I never; used it. _
Studylng Math e ;,' R . _ Moo
S o ; . , :

My marks are the same and are stJ.ll hJ.gh

R AN
M - L e -

- The Kltchen Techxuque Lo ‘ . »
. Because .l'mow can you study when it's not ‘quiet. ‘ .}_.
N . - ’ % . " 4}%}\

s

e - °VI:vdidril't use any actu'ally._‘ I"doné"_t study. = Sorry. -

: . ot . . ? U o N
. RO S . . N s
\) b E . - 6, L . Y
N o t . R
@ &
B / N »
J— ;

‘8rade 8B~ o

. . : .'*f 7 . ) .1 ’ a% s N N B N
I S s R S
B Day Plan F L v yi e, ,' K .k,' . [ N v . . o ‘ - ‘ \: ‘
s
R, Because I can' t schedtﬁe what I do- because I do dlfferent
. - o :4.-‘ '};,é‘ a.‘n RO o
R R A 'thlqgs at dlfferent tlmes, at all tlmes. T
g - B . o b v g )
T . ; ’ o Lo . . ‘ N
o m Because 1t is really hare tq. stlck o. .' LT
S & Our family as a whole, dg.;d dlfferent th:l.ngs each d3y~ maklng

“ . L Sy Dol (table cont:.nues)




Statements : :
. 3

-

A

it dlffigult‘to keep a constant day plan eg. Having
supper at dlfferent times. ‘ S

«

My days are, dlfferent all the tlme.

It messes up your life too much.
Because you never follow it because you get unexpected

s

f :
visitors or something : S o
5 - | . -

’ ‘ 3 iy o :
R [

RN

Note. Spelllng was corrected, punctuatlon was not correctd&

excep; that a perlod was placed at the end of each statement for

A

.

clarify. ” Fe .
One student did not respond. .
ree students did not provide an explanation.

“Thres students
One student did not provide an explanation.
: &\’3‘ N *, : ‘,’ ' ;IV. . o \, - "ﬂ" .
e 3 ¢ Q_,.,‘ ‘C‘, - ; . ’
g ’?m P .ﬂiﬂﬁt}’ : % . :
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! .
Zf In Table 10 it can be-observed that at least one student

K

responﬁed to this question ambiguously.
3. In Table 11 the Wajority of the students recommended the

program to others becapse they found it helpful themselves.

)

4. Table 12 shows.the six responses of the students who would

not advocate the program to others. Four of the six students did

&NJ "
not pérsonally flnd the program helpful.

bé. Table 13 more spec1f1cally reveals how students found
particularllessons helpful. Table 7 indicates that the lesson on
stuggzng language arts was not cited as a most helpful legson.

6. When Table+14 and Table 8 are comparéd it can be seen that

|
i

no‘leseon was cited across all_grade levels as being least helpful.

¥

'Closlng Remarks

Though the statlstlcal data sho&yd that the strategles—for-'
studylng model was of 1nconclusxve value, the student self-reports
. Q\“

indicated‘that the majority.benefited from the program. In

eddltlon the program was almost unanlmously endorsed as a course

" - of studies for fellow students.‘ o , s

.(”}%\\‘ﬁu——‘::sults ‘of the Follow—Up Investlgatlon ;
: ' mparison .of Results Before Treatment o

Procedure and Results

The F test applied to the Jandary Grade'SA and Grade\is mean

'7 testa?cores revealed that the samples came populatlons with ’

Acqmmop varlanceu, No students transferred in or out\throughout E
. v ! . - : . . N " ﬁ» B «,
the investigation. ' L _ ‘ s

; : .o - N [
o R 5 . . - ) . a )
. .
L AR - s ! . , <
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‘k.
.

Comparieon of Results Before and After Treatment
, -~ ‘ +
. Procedure and Results

)

&y
The t test was applled to the January and March mean test

gscores to test the following null hypothesxs. there is nd
» .
significant difference between the mean test scores before and

after treatment. The results are tabufated in Table 15. Raw

data and calculations appear in Appendix F.
Conclusion -~ g
] ) ' .

© Examination of Table 15 led to the following decision:

1. "The null hypothesis was accepted.

InteAgretatlon

v o

There was no, slgnlflcant dlfference 1n the mean eest scores

Bade 5A before ‘and after treatment. The 0.05°

" &/ : .
/m:ﬁ\;fé / ' o -,
,ﬂt A follow-up- questlonnalre was admlnlstered to Grade EA

apprdximately one month after treatment.’ Tables 16 and 17

document the results.

Conclusions ¢

v

The self—reports of the studeaﬁs 1ndlcate the followlng
.1. An over—whelmlng majorlty said the program had a p031t1ve :

- I e

effect (see Table 16).

2. Mone thqn three flfths of the students reported that they

¢ ¢
‘e

spent more tlme studylng after treatﬁent (see Table 16).
;ﬁﬂ . E < , . T
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Table 15

" h

Summary of t Test Analysis for Follow-Up Investigation

\
f
|

Test'  V X ag Critical t Null

Value . Hypothesis
‘January 30 58.90 29 . 0.05=2.002  1.629 - Accepted
90
March 30 65.53 29 _ L ?
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Table 16 ] ) oo
Summary of Student Self-PerceEtions FoHowing Treatment in Grade 5A
- = —
L 3 . . . . 4;5. ‘ S . A#)‘:..". !
variable - ’ . ’ Percentage
LA . i S . oo .
; (n=28) - S !
: ! N o - » T '
Effect on student & ;
O i » # o
Positive ¢
None v
Negavtive. S o y '
L V“? ' - . S | p k‘ o
N —* ' o — r— N ) — -
" s ’ : £3 we
Time spent studying ¥ ) .
. : o @ ot L K '
More T AR, - o © 61 SR
v - Same . - 39 .
_ ) . i, PR - .
E‘ ’ Less R 0
) JOR ‘ S . -
[

Poorer °’ : L - 0
‘ ¥ i . N . ll
5 B : ‘ ' »
T P R G
- Y e “ ' L N ¢ "



-

e

e W : _
a o . 74 ¢

‘Pable 17

HSummary of Student Responses to Part II, Questions 1 & 2 of ‘

Study Strategies Follow-Up ' .,

et _ ’ < 'Response

-Variable , - Yes No .

a

/Ha; the program chahg'ed . -]

the way you study? * : 93 ' 7
. . . .

- s

" Would you rqéomend this i l~._
, R } . ‘ . ,‘\' . ‘,“. ;
program to others? . \ﬁ’, 96 o 4
o - “ . Y

[y .9
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Table 18
Grade SA Responses to Part II, Questioh 3 of Study Strategies
FoXlow-Up> ) o ?
t
- N ) o
Lesson ~~ PO Percentage
,m‘:\ ‘ ‘“
My Study Chair ‘ | 7
C e , g 3
'Remembering ’ B 21 3
. p .
Studylng Scaence ) 0--
?* !ﬂf §tm&ya.‘ng Social Studies 18
h ’Goals and Rewards ' 39
t B B . »
Time-Lining . x . (s - ' “;‘"«mvst.«w o
: |. f..;%w_ *
Studying Math > @ 4
. Day Plan 1 L 7
Cheat Sheet 0
v R !
| ‘g Languem Arts 0
The thchen Techm.ques 0
Note.__ -Students were allowed to select only one response.
) e



Table 19

of Study Strategies

Grade 5A Responses to Part II, Question 4}

76

e

Follow-Up
Lesson Percentage
»
My ‘Study Chair ' ' _ : 28
rillbnbering i 1
Y , R -
- Study¥ngs.Science 4
e S .
.
7
7.
0
4
_ 4 31
Cﬁ"e%é Sheet ‘ 4
' cﬁ'dylng Language Arts A N\ 4

-



3. Almost nine tenths of the students felt vhat their marks
had 1mproved after treatment (see Table 16).

4. More than nine tenths stated that the program changed the

way they studied (see Table 17). ‘ ' -

&

5. More than nine tenths recommended this program to others

(see Table 17).

“i' . ‘ 6. "Goélé'and,Rewards" and "Remembering" were feported to
be the most helpful (see Table 18) i

s
7. "Day Plah" and "My Study Chair" were perceived to be the

' +helpful lessons (see Table 19).

»

Observations

-

The results of the follow-up questionnaire for Grade 5A

closely parallel the results found in the original experiment.
® o iR
Furthermore, thé& percentages favouring the-.program were larger-.

Written resﬁonsps;‘ Tables 20 through ZSvpfovid% the written
[

responses of the students to the second part of the follow-up

o,
R

questionnaire. When compared to the original 1nvest1gat10n,
o %

' these tables show a high degfee of‘similarity.

77
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I

Table 20

Statements by Students in Grade 5A Responding "Yes" to Part II,
: T

Question of Study Strategies Follow-Up. )

e

Statements
]

o

‘Because I now ;pend a lot more time studying.

I studied 10 minutes before and now I study 20 minutes and now
my marks are in the 90's. I‘

Because I never used to study but I do now inot regularly).

f%;% Now I knnw more‘dﬁys-of sthdying. |

It changed by having more tlme studylng ‘ N .

I changed my’ way on studylng by usxng the different methods.

I get better marks on tests and I study mo day.

I studied téﬂminutes more. ' .
v S o
, & .

ﬂIt changed my way of study because it gave me better marks.

¢

It made'hq study more. = e e

=¥

< it it * B

It changed'my way of studying because I study a little more:

Well it"s changed it because now when I study I usually get good
marks. |

‘1t changad the I did my studying. : ’

I don't study in bed any more.

I.study more and know what it does and I did better.

I stUdy better. o v 7 : g o ;

It made me try a little harder." : :
' N (table continues)
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\ e
. AI 41‘
' Statements , L e
Yes it did change the way I studied, how it improved my marks.
It helps me get _better in tests. ,
It changed my way of studying more. T
V oy - T
Becausé‘Iig%t better marks on what I study. ‘,iwg-
. _9

By teaching me more ways to study.

I now study after my7brothor goes to bed. It is allot quieter.  ~ 
Because it encouraged me to'étudy more now. “ - .'¢®w
Yes,'because I have been studying a lot harder and getting

better marks. .

- It changed my way of studying becguse it made me study more.

*

Note. Spelllng was corrected, Punctuatlon was not corrected
i
except that a perlod uas placed at the ‘end of each statement for\

ot

the purpose of clarity. P .
. : i
\\



TAble 214 . ; ‘
: - . b

Statements by Students in Grade 5A Responding "No® to Part II,

| Question 1 of Study Strategies Follow-Up ' i[

Statements

It dxdn't chagge my way of studying I still study the aame.i

It didn't change my way of gtudying because that it is how’Y .

7 have always studied.

NPV //

o

- )

Note. Spellfng was corrected; punctuation was not corrected

;

except that a period was placed at the end of each éta;ement for

*ﬁﬁ? purpose of clarity.
. . .
- . ,
’
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T . Table 22 T -
s ' Y T
Stateme’nts by- Studen —H in Gr:arlé SA Reas _Jlonding “YQp" to Part 1I,
N

ggestion 2 of Study Stra giea Follow-Up NS

‘ l *v N , ‘.; X .

¥

Statements o

) ©

Because I would like to others'inc'rease the‘ir marks . | M
Because it could help others like it helped me. |
Because it helped me a l].ttle.

’Becauee i.t helps people with difficulties.
Because it will teach you why you study and how.

Yes because so they can get better marks too. . -
\ * :
: \

Yes because there would be happier and smarter kids.

Because I think it would encourage them to study. C __

I would reconmend this to othe\rs because it helped my work and

it mxght help others. . , ’
!
Because it mlght be helpful to other people.
~ Yes if they dldn't etudy enough. No, 1f ‘they do study enough

' e N
( Because it could help people who are behind

Beca_tfse"lit might help them with their. marks in school/L ;7 e
.Because it, helps' you study better. . ,/' g | (B "
. : / '
. ' / : . it M »
Because it. helps yomtp get better marks. - . Lo S :
- . : * .',’ h".‘ T . ’
,- ~ Because it ‘might help them too. “s, o - L
o '. T i /. 3. }, ‘\J ,
Because I jumped hlqh in my merks and it' could make everycme /
Lt better. T . P v ; , _."_. ! gf S ‘
J;f.» ;,{ :w' ‘,; N 'a.u' b ;-". Gl e % - - - J ‘.(’tabie ‘ogntin —E‘) . SR
qﬂ \’:'\1» ,‘ % R : . W - B . ' “,‘ ‘ " . . - -}!A .

&, S K oo B " '. |



- Statements

Becaﬁse’it,may'helpeother peoﬁle could use.
‘I think it would'help\a‘}q;\gf.pegble.
: Because i-;: helped me .

So others w111 study

~ P : (%

,Because I feel that it 'might help them out. -

'It affects some‘people very well and it is good.
-You leern somethiﬁg. '
" Because they will learn some too.

& They will get better on tests toe
’ I

Yes because 1t helped me and 1t may help others.

-

Note. Spelling was cofrectedﬁ‘punctuetion was not correeted
eXcept,that a‘peiiod wae,placedvat the end of each statement for

.

the purpose of'clarify.
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. Table 23

.
i

Statements by Students in Grade S5A Responding to Part II,
) .

Question 3 of Study Strategies Follow-Up

. 7 tor

Statements

anls end Rewards v }
I set a goal and it makes me get the goal.

I was striving for'soﬁething;and it makes me ﬁant;it;

: You felt good when you accompllshed..

I usually always made my goa}/when the teacher told me to
LA
&

wputﬁmy aim on the test/exam.
1 haQeibeen“setting and breaking goais since.

Because‘whéh I studied I would get a good merkvandfa

., reward. When I reached my goal I felt goea:J

) .
L

' My /goals w%s go higher and I did.

- My §tudyiq§:“*
It made my . work easier.
| :
‘Well if I wanted to watch my favorite show I did my homework.

It was helpful because I knew if I studied 1 would get a

reward.
\\Remembefing ‘ - ‘ : . %
\\‘The folded-paper technique. , '

\

On rememberlng to study.

Well it maae\lt easy on the test. ' . '
- . (table continues)
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- -
: ‘ S . Statements
. > : :

Goals and rewards because then I wanted’to_study.
’ ot b -

' Remembering made this helpful.
My atudylng. . ‘ : ) o o

7 Studylng Social Studies b

I achleved 72& on my social studles test.

©

I had a test and I got 100% and from then on I was studying

hard.

1 don'flget §£; g o .\iﬁ

I studied»;ore\éhan before. | C

ff”%as made'hel;ful by thé fechniqués.
My Study,Chéir : ® |

The thiﬁguthat made'iﬁ»helpfui‘was I used to sit inia

gomféftable chair.'
: i»useﬁotq fali asigep when I was studying. ' :

‘Day Plan |

It was helpful because I could just look atlwhét I am .going

)

R to do.
. - ' -
“It set a time for me to  study every day.
Tlme—Llnlng

It made it helpful so I study harder.

Studylng Math

“studying:math. SR E AR ' -

(table continues)



o o .,‘H,* Statements

Néte} Spelllng was corrected, punctuatlon was not corrected

3 except thht a perlod was placed at ‘the end of each’ atatement for

: ﬁﬂk"Purp¢se,of,qlar1ty.
R
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Table 25
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Statements by Students in Gfade 5A Reapoﬁdxng to part.II, Questlon

&
4 of Study Strategles FollothE

Statements

Day Plan

Because it did not do anythlng to heLp me.

P

This was the least bit’ helpful because my favourlte shows

[

\were on &t that time.

}

whenever we go somewhere I do not know'wheh to. study.

. A !
It didn't help., e

" It made_ it the same for ms.
BRI
My days are alwaYs changlng }

Because I picked the best time for 1t

I had to plan when I was- g01ng to study and I really wasn' t

>

quite sure.
My Study Chair
" 1 study better with soft music.

Because I always sat in a good chair.

' k)

: . . N
~Because a study qhaif doesn't do a thing for my -

. concentration.
]

I couldn't study sitting on a chair.

Because I find that I study better on other things.

- I'm always told to do it on the floor.

s}

(table continues)
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—7
‘Statemerts

¥,

My study chair. was least helpful.
"It takes véry long for me to get to sleep in a chair.
"Remembering

It was least helpful because I still don't remember.

! . . 3
I think remembering did not learn too much that way.

.1 can't remember. ’
| . “
Goals and Rewards

I can't get into the routine.
PR aidn'd Med it.
4 sl
Time-Lin_inga v

Because I thought I could study whenever I wanted to.

~Studying Scienceé " -
Studying Social Studies

v

I don't like social studies very much.

&
¢

Cheat Sheet ' ’ T .
" We didn't study it.
Studying Language Arts

My test was on Science and Social.

u

5

.Note. Spelling was corrected; punctuation was not corrected

except that a period was placed at the end of each statement for

the purpose of cl§rity.

30ne student did not provide explanation.

] .
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' Summary Remarks
This chapter deait with statistical and student self-reported
data of both the initial and the follow-up investigation. .
Although the statistical\daté was inconclusive, the self-reports
of the st?dénts indicated not only that éhg proéram effected a
beneficial change in their study activities but that they al?o’

ad&ocated it for their fellow students. On the whole while many

students Agreed,that the lessons on daily planning and study

helpful. : x



\ .
CHAPTER FIVE
Conclusions, Limitations, Implicatidns, Suyggestions

and Future Applications

Conclusions
on the basis of the statistical data and within the limitations -

of this investigation it can be concluded¢tfha

-

1. Instruction in strategies for studying eémploying this

model was of value at the Grade Seven Level.

K

2. sStudents at each grade level supported the instruction

&

given in studying via this model.

/

On. the basis ofgxhe self-reported data and within the limits /

of this investigation it can be concluded that:.

*

1. Incrgasing the amount of time contributed to study may have
- . .

. -

had a positiveféfEeéé on mean test scores. There is a suigésted 'Q
" relationship between the self:repérted‘incréase of study time put
in by Grade Seven and the significant difference in favor of |
treatment found when coméariﬁg‘the experimental group to the
contrdl.group; ' . . ’
2. Some-students indiéatéd that»spending more time studying
\after treatment resulted from being familiar with a larger
repeftoire of strategies fér‘studying. Also;~some sgudents reported
that they were now more iﬁterested in studying. Both s;atements
suggesﬁ a.feeling of positive control over learning.

3. There ig.inconclusive evidence that beginning study earlier

in advance of a test made a difference but there is a suggested

ExY
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A *

relationship between stgdying less tim; ahead of a test an no
‘ Aifferlgce\in.mean teatvscorea at the Grade Eight Level.
4. Spgcific déscriptiop of study activities improves with
,m—\\tif;tment. P < !
, 5. Studyvgalp' from family members did not seem to affect

mean test scores.

/

-

6. There does not appear to be a relationship between the
ability to describe study activity and a significant dffference

\

in test scores. . ' 5.

i
. >

7.. students would not prefer to receive the lessgns entitled
"Day Plan" and "My Study Chalr " The statement§ ;ctbmﬁanying
these decisions indicate these lessons to be” 1mpract1cal

8. Students preferred:the lessons entitled "Remembering, "
nGoals and Rewards" and "Cheat Sheet." The written statements
indicate that the students were able to put the information in
' these lessons to practicaf use.

9. The“majoﬂity of the students stated that the? benefited
from the instruction.

. 10. Almost all of the students advocated the Strategies for
Studyiné Program to othersx |
Limitations

The c;unsellor preSeﬁting the Strateg;es for Etudying quel

felt that the intermittent nature of the'Lesson presentations

pléced limitations on the regular continuity of the program.
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|

Taking time from the rogjlfr aubject- to teach the utratcgioa took
away from the amount of instructional time the -tudonta would have

reco§vod in ;he core subject regularly taught during that class

+
”

per'iodT
The transference from the study atrht&giea instruction to the
teaching of the coro‘ﬂubjoct,ArQQ was not possible due to the
requirements set out in this research. * Had the classroom teacher
been able to reinforce the instruction in the‘strategies, the
rginforcément of repetition and subject-teacher advocacy may have
had a significant_effect. In addition, the teacher felt
negatively disposed to leaving the classroom during the
instruction.
The instrubtor‘of the program also felt that he would not
only feel more relaxed but that he would also persoﬁalize the"
lessons on future deliveries of this program.

The counsellor that presented the program wrote the

following comments:

.\‘

involved in the study. In the flrst place you were ableviq\, ﬂ
proviQe me witﬁ a'tid& 1itt1evpackage on study skllls that

I would have had to spend a great deal of time in developing.
For the purposes of the study I tired to use the material just
as you had prepared it and I believe in retrospeéf that this
Qas'a mistéke. My lessons were on occasion stilted rather

| ' o

than f%ee flowing.
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In general I got a psitive response from the classes to the
presentations. There is g qualification; I'm not certain as
to how much of the respohne was due to ge;ting a broak from
the regular routine. Furtgermore. I would say there afa'a
number of students who are not prepared to put egxiafforﬁ into
study. Their major concern is just to get by.

-

nmplicationé

In terms of eéducational goals and practices this investigation:

a

#

implies that:
1. Grade Seven may be an optimal time for teaching

strategies for studying.

4

2. :Students in Grade Five may be too young to benefit . .
significantly from instruction in some of these strategies.

3. Students in Grade Biéht‘may have already established
patterns of study for.junior high, and may Be reluctant éo

try another,approagh.

¢ ; .
4. The classroom teacher may have a necessary role in the

instruc;ion'of ré&evant study strategies whether the teacher
actually provides the stratégies ;r whethe} the teacher 1is obserying
and participating ih the léisons érovidedﬁby the counsellor.

5. The similar pattern but higher percentages revealéa in
the follow-up investigation may. have resulted from the inétréétor

» being more experienced at teaching the strategies. ThisVsuggests

that familiarity with, the program may have a positive effect on
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2y
instruction.

6. Students in this age group may lack control over much of

their non-school time and their choice of study habitat in the
home. It may alsc be that day-planning has an uné,rlyinq freedom-
versus-self-discipline factor that‘ltudinta of thil age have not
yet found necessary to control in their lives. .

7. The nature of the teacher-made tests given should be

> .

investigated with respect to?typo of test and individual student

performances.

*

The counsellor who presented pbe‘program wrote:

+

If I were to do this again, whiéh;I intend to do, I will
concentrate on one grade level fqr‘;;‘iqtengtive unit at the
beginning of the year. I Wiil then‘féllow through Wiﬁhv
periodic reminders during the éourse ;f thé;yeaf. I will
attempt, to enforce as much as possible“a change iﬁ }q;tinéT'
so that new habits are formed. "I believe more coétactiQitﬂ
the .parents would be heipful in establishing éyg;éaté;w“
commitment to ﬁhe concept of study.

I say this becaus# I noticed several students whé'appegred

M ]
¥ -

eager to improve but unable to commit themgelves to ;Hange.'

In addition, the writer makes the following suggesti;ns:

1. The'cléssroom teacher ghould be present during instruction
or should be the teacher of the program.

2. The program should be personalized to the style of the



“instructor.

i ‘ B . l . .
'3, Supplementary‘aigs such as available films,and'video tapes .

N [

might be'incorporated into the teaching plan to reinforce the
: ‘ ‘ e

'model.

4. The stnategies model might be taught to parents who'are

.1nterested in helplng thelr chlldren 1mprove work study habits.
- .

5. In-service should be provided to teachers to assist them

-

in teachinq a study strategies program in the.classroom.

6. Ihformation seminars should be ‘provided for interested

1

parents. i

Future Applications
: : ‘ ‘ ’ ‘ Ay
Future applications of this investigation could include the.

follow1ng

‘&‘

2

1. Conduct similar research at Grade Ten, Grade Eleven, ands
érade Twelvei h

2;‘ Conduet similar»research with first-year eoilegetand‘.
university studente. |

3. Dev1se a computer—a551sted version through whlch students
_I

would Te able teo work independently.

4.  Expand on the lessons avallable so that teachers have a

'eeleetioh-of lessons‘from which to choose.

5. Conduct a similar investigatidn'that requires subject
W . . . b I \x“ L
6. - Conduct further research thatve%amines tﬁe nature of the

teachers to remain present in- the clasEroom. -

test\ahd the influence it has on;perfdrmance.
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Concludinngemarks

The 1nstruct10nal model of strategles for. studylng or self~

learnlng proposed hereln is strongly advocated by the counsellor

P

R
who 1nstructed the program in this 1nvestlgatlon and the students

"who partic1pated. It is ant1c1pated that teachers who beg;n with

tnls model will start out rlgldly and then gradually 1ntegrate

I3

their own’ style and expertlse into the study—strategles teachlng

i

, \
_plan.* It 1is further ant1c1pated that teachers who adopt a study

strategles plan to assist students w1ll no longer teach these

strategles on a formal basis as a separate lnstructlonal unlt but

will incorporate certain basic relevant strategies 1nto their

overall teaohing plan.
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STRATEGIES FOR STUDYING

OR

HOW TO BE YOUR OWN BEST STUDY MANAGER.

by

Donna P. Larson
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Notes to Instructor , N

1.

/ \
Students should have the foiléwing.supplies :;bblass-daily. ¢
1.1 duotangs or section in binder oo
1.2 looee leaf paper
1.3 pen, pencil, eraser, red pen
The lessohs do not build in day-to-day review. It is assumed
any new vocabulary introduced will be automatically raised in
subsequent lessons of this program. As well, it is assumed
that the usual checks for adequate'completifﬁféf»agsigned

taaks will bezinstructor-initiated.

N\ |
Attendlng Behavior is something on which I zgvays insist.

This/ consists of the following: ' , -

, | » o
3.1 Feet flat on the floor (may need alterna%; size desk)
3.2 Books closed (legssen distracﬁions) N , \\

. v “
3.3 Pens and pencils down (no toys for doodling)\\\

N
Sy

A
N,

3.4 Hands on top of the desk (no fidgeting) . | \

3.5 Sitting up straight and tall (allows more oxygen to the
brain) .

. 3.6 Eyes on the teacher (I may think you are listening, too)

It would 'be helpful to insist that this behavior occur during

.the content portion of ‘each and every lesson. It is part of

the strategy.

I find that it helps me to make students accountable for the
content of the lesson of the day if I can allow time (5 to 10
minutes) at the end of each lesson for students to keep a

"record in their notebocks called, "What I learned today".

This has not been built into the program buf- may be employed
as teachlng style and time permit.



Lesson Title:

Expected
Ou%come:

Activitz:

Method:

103

Introduction

Establish self-reported base-line of study
methods presently employed by students.

Have the students describe their present
methods of study according to the handout
for this lesson.

Also for the purposes of later gelf ~evaluation, .
students are asked to record their present
achievement level’ in the four core subjects of
Language Arts, Science, Mathematics and '
Social Studies . o v

It is preferred that present study methqul
not be discussed. This information is merely
for the record and is to be handed into the

_teacher at the end of the class time allotted

for the completion of the inventory.

(o)

Note: .

Some studerits may not remember the mark they
scored on the last test in the various subjects.

-It would be helpful, therefore, -to have this

information available for them. Knowing their
marks will help th®m in a tater goal-setting
lesson. !

Note: '

The student inventory will be pﬁotocopied and
returned. . ) '



Describe what yoﬁ do whéh you study.

STUDENT INVENTORY

Dapﬁ:

A\l

-
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Tuesday on the last chapter in Science.
night before)

7

State the average amount of time you spend studying for a
test. (If time varies for each subject, be specific.)

Do members of your family help you with studying?

answer is yes, please explain how they help you.

i

If your

My last

My last

'My last-

My last

mark

mark

on
on
on

on

test

test

test

test

in
in
in

in

Science was
Social Studies was
Mathematics was

Language Arts was



Lesson Title:!

Expected
OQutcome :

Content:

4

StrengthenirJg the Cue

|

To get students to select a study area at home
where they can practise deslrable study behavior.

For many of YOu‘the chain of events you are
about to hear described is all too familiar.

Ask the students .-. .

1. "What does dad do almost every evening after
he leaves the dinner table?"
(The response is likely to be that he moves
into the living room to sit in his favorite
chair. He then either watches television
or picks up the evening newspaper. Within
a short time heis asleep).

2. What has dad come to aésocia;e with this

chair? S gﬁﬁ)
sleeping '

3. #Since the time yod were born your parents
have been trying to get you to associate
your bed with sleeping. Do not study on
your bed. Your bed is associated with
sleeping.

A friend of mine who is a teacher slépt so
much in class that she feels sleepy and
finds it hard to resist the urge to sleep
whenever she sits in a student's desk.

One day when we were talking about this
lesson she told me that she does her home- '
work in the same chair in which she sits to
eat her meals. She cannot sit in that

chair for more than a minute without getting
up to find something to eat.

4. We are creatures of habit by nature and so
.what I am asking you to do is to start
forming some new habits -—---- ‘habits that
will last your student life-time —==-==-.
Remember ~ it takes three weeks to form a
habit.

Ask the students:‘
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v

- Do you hggg a particular chair in which you sit
to eat yolr meals? to watch television? to
read comics? o

Discusas briefly.

Now think of a chair in your home that you could /v
use only for studying. This might be the same
chair in which you do your homework but prefer-
ably this chair will be "Your Study Chair," and
only your study chair.

Take out your "Strateglex for Studylnq".note—
book. Tell me about the ¢hair you -have chosen

| and why this chair is good for stud{i:?;zf///)
Homework: Tell your mother and father tonight about the
chair you have chosen - For Study Only!

!Ete:

It probably goes without saying that this chair’

is not too soft and not too hard "(hard is better )i
)

It probably goes without saying that,km;s chair

is in an .adequately illuminated area and that

the llght source does not create shadows.

It probably goeS‘without saying that ‘this area
is at least reasonably free of distraction

> (noise, television, other famil§ members, etc.).
And it probably goes without saying that this
area is stocked with the necessary supply of
pens, pencils, colored pencilé or markers, .
erasers, rulers, paper, %tc. - the general run-
of -the-mill study advice usually dictated

early in many programs that teach studying.
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Lesson Title: Goals and Rewards .
. * )
Expected ‘
Outcomes: . 1. Students will be able to cite specific
\ goals with respect to achievement and
“work study and will be able to state
rewards for each.
2. Students will be able.to classify their
goals into categories of short.term or
long term.
3. Students will be able to clasaify the
type of reward ehey have chosen for their
goals. ' .
- i '
|
Content.: If you are playing hockey, the goal is to score

the most goals and' win| the game. If you are
playing in a volleyball tournament, the goal is
to win -the most games in order to win the
tournament.

If you win, there is always a reward. - The
reward might be in the way of a r&hnd of milk-
shakes purchased by the coach "Just='cause he
is so proud of you" or the reward 1ght be ‘the
satisfaction you feel because you Played your
best and helped the team win by scoring three
points.

Rewards? Rewards are very important. Some-
. times rewards come from others; sometimes they
have to come from ourselves.

A reward is somethlng you get for achieving a
goal.

‘Let's take a lo$k at the following examples of
goals and rewards, self—rewards with respect to
studying. /

Note: ,’!
|

| Provide students with hardout or use overhead..

Being recognized is very important to each and
everyone of us. Sometimes our parents do not
recognize all the things we aré doing to get on
the road to guccess. It is up to us to teach

&
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\

them how. But be careful. A balance of self-
rewards and negotiated external rewards is
best. A good balance would be to have two or
three or even four self-rewards for every
negotiated external reward. Now it is your
turn to build some self-rewards and some
negotiated external rewards into:your life.

Note:

Ideally class time will be available to allow -
for discussion after the atudents have written
down one or two goals-together with the

respective reward and its classification.

~T

\

It is important that goals be realistic. This
means that we have to choose a goal that we
know we can reach. We wouldn't want to gip
ourselves out of a reward.

On the other hand if we set our goals too low,
we may be fooling ourselves into nking we

are doing something special when really are
nOt. iy ey

People that set goals know wiat they want out
of life. They are very-often the ones who are
the most successful.

wayne Gretzky is a very successful hockey play-
er. Do you think he has a goal? What do you
suppose it is? Would this be a long term goal
(something he would achieve a year from now) or
a short term goal (something he would achieve
in the next game)?.

Note:

Undoubtedly the class will raise some goals of
each type in the ensuing discussion.

Go back to handout #1 for this lesson and in
the space provided beside each word "Goal"
state whether your goal is short t&rm or long
term.

Note: ’ I

Efﬁaenps should have practise recording one or



o R o : - o 109
‘ . ' . . ) ‘f . N
: . )

. -’ two of each type. ‘ﬂ
- Homewgrk: . o Encourage. the stﬁdents‘to'take‘hOme their
B T, . "Godls & Rewards™ sheet to share with their

. - parents. L SR ’

N o ‘ ' : LY

This can be done by‘aSKiﬁg %he pa;énts to
_sign the sheet as they did in an earlier
lesson. _— : ‘




‘tests

Handgut #1 Goals and‘Rewards' . //
, . _ Y
Goal IReward Type of Reward
1. When I can write oﬁt;three I wiliﬁ%ﬁke‘a Self;reward
definitions from memory ‘teh minuééibreak
: “‘h
.Gogl : ‘ i 2
3. ‘When I finish my math ¢ ' I will read my " Self-reward "
hbm;wprk | V AnéWKEOmic béok;{L :
o Goai
 3. When .I score a hundred : I will buy the .Self-rgward‘
'pércep?von a 5peliingu new record.for
test } which I've beeﬁ
= . saﬁing
. /_/ ~
Goal .
4. When ; improve my science I will ask dad Négotigﬁed
mafk‘by 10% to’take.meb“’ Self-reward
- hunting ‘
.
Goai -
5. wﬁen I have ﬁasséd four ° I will ask mom Negdtiated
to let me have a Self—?eward~

!

]

sleep over

- party’

-~



Handout #2 .

 Goal

1. When I

Goal

3.‘.When I

Goals and Rewards

&

‘/' S —
« emm"'Reward -

I will

Type 50‘1‘5 Reward

I will

I will
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Lesson Title: Day Plan

Expected ‘
Outcomes : : 1. Students will better be able to gage the

amount of time they have available for study .
.,.as opposed to the amount of time available

for homework as opposed to the amount of |

time required for other activities of the : ;

day .. T

In short, they w1ll be more aware of how |

thelr time is spent and to what extent.

Activity: R 1. Hand out the attached dally plannlng sheet
Activity
for the comlng week . i - o

2. Have students fill in "bqnstants" such as'
the following: . A

T 2:1 supper éime
_ 2.2 .bus ride home S o
2.3 chores . A

\ ' ?A/’J : \\

2.4 favourite TV show I Jjust never miss
ﬂ 2.5 hockey practise

2.6 music lessons \

2.1 "play time'

‘ 3. Have students choose as regular a homework
i _ time each day Monday to Friday, or.Sunday
, N to Thursday, as is thsically possible.

J ‘ , 3.1 Students should be given the follow1ng
’ points to consider in- selectlng their
homework time: »

*3.1.1 The time when I remember best
' the instructions the teacher
provided for the given assign-
; ment'.;k;é« ' o '
3.1.2 The time that is the most likely
E to develop as a daily habit.

4. In addition haye the students record at



Content:-

Homework :

113

-

least one 15-minute time slot daily for
the purposes of studying.

5. Distribute two more copies of the Daily
Planning Sheet. to. each student. = Ask the
students to make two more copies of their
plans. Now they will have ~-

5.1 one for their locker doors

5.2 one for theig parents to sign and
returh to class next day -

5.3 one for their study area. at home...

..+ and they will have copied it enoﬁgh times
that the chances of remembering it are
greater. '

One of my rules is that I.(almost) never study
or do homework past nine o'clock at night.
That's part of my reward system... my reward
to myself for having done a day's worth of
work. : v ‘ ‘ .

D )

One of my rules is that I do not take any

phone calls during my working time. Talking on
the phone is a "play time" activity. Wwho is in
control? If I am the one in control, I can call
back. To help make this suggestion work for you,
inform your friends of the time that ypu do your
homework and that you will not allow yourself to
be interrupted. It is not unfriendly; it is

just being assertive. T e

Prbbablyvthe mBst important thing to remember 1s
that I need the support and encouragement of my
family to do my job and right now my job is to -
be the best student I can be. If my parents
agree to help me follow the scheduleil've just
written, then they won't be interrupting me dur-
ing my working time. Right? Right!

pon't forget. Bting your Day Plan back to me
tomorrow with your parent's signature indicating

. that you have not only discussed this plan with

them but that they understand you need this
time in order to do the best job you can.

)
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DAILY PLANNING SHEET week of i
‘ Name . LA
¢ .

SUN |, MON | TUES  WED THURS FRI SAT

134

:00

:15 - ’

.

:30

:45

wm

:00

:15

U] 01

:,30

:45

:00°

15

:30

:45

:00

:15

: 30

:45

:00

:15

: 30

8

245

9

:00

THE END



Lesson Title:;, - Seven plus or minus Two, Part 1

Berctéd _
Outcome: Students will be made aware of the pitfalls of
short term memory, and will be shown some
strategies that can be employed to overcome tgém.
. o
i , 3s ;o
Activity: 1. Call‘for attending behav;oru i
2. Distribute one sheet of lined paﬁer to each
“student.
\ _ 3. Have each person in the class select a new
' - name  for himself or herself, and to keep 1t
o, , ' to themselves until asked to reveal it.
Sy : . (e.g. E.T., Count Dracula, Einstein, Peal,
nm)é - Sam, Junior, Aggie.) '

"4, Without calling anYone by name have the
students one-by-one row-by-row reveal their
new identity. ;

5. Ask the students to record as many of the
S new names as they can remember.

6. Now ask the studeﬁts.to,record the name of
the person who chose that identity beside it.
. o ‘
Class Discussion ; .
Questions: 1. How many did you remember?
' (5-9 correct is average)

2. What helped you remember that Albert was
Dwight, for instance? Perhaps he wore white.

This type of remembering is done by association -
associating something we warit to remember with
something we already know.

. I used to travel to Saskatchewan a lot but I
could never remember which. came' first when I left
Edmonton: Vermillion or Vegreville. I found
that if I used the alphabet, Veg came before Ver
and now I can remember that Vegreville is first,

It'works'thg same for me in remembering that

' Entwistle is closer to Edmonton that Evansburg.
But 1 only use the alphabet to help me remember
thlngs when I have the pattern fixed so I can
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Fi
never get it mixed up in my head.
It doesn't help me when'f have to remember that
the red light on a police car is on the left in-
stead of the right. ;
This way of remembering is called mnemonic
coding. Can you think of some other mnemonic
codes or tricks you use to help you remember?

Bt
PR \fu(

Briefly, some others are:

My Mercury

Very . Venus !
Extravagant Earth

Mother : " Mars

Just ., : Jupiter

Sent 1 Saturn )
Us ' Uranus -
Nine . . Neptune

Eerachutes E}uto

The imaginary lines that run east and west
around the earth. -

Notice the crossing of the T's.

Ask the students to suggest ways in which they
could use mnemonic codlng to help them remember
things.



Leéson Title:

Pregaration:

Activity:

Class Discussion

Seven plus or minus Two, Part 2

Questions:

The teacher will have collected 20 objects ahead
of time and have them covered. Objects should
be placed in an area such that every member of
the class will be able to observe them.

1.

" Distribute one sheet-of lined paper to each

student.

After students have gathered around your
wcollection, " uncover the 20-objects and
allow the students to observe them for one
minute. Then re~cover them.

Students will have beed instructed ahead of
time that once the objects are covered they
are to quietly return to their seats to

record the names of as many objects as they

.can remember. (Spelling doesn't count.)

Allow a maximum of three minutes for

- recording.

Ask the students to check their own work as
you state the name of each object pulling lt
from the collection.

How did you do?:
Quickly survey by a show of hands how many
scored 20/207 B -

18 or more?

15 or more?

12 or more? .
(No need to embarrass the rest.).

what helped you remember the names of the
objects? (The responses here will-vary.)

If any students grouped items into categories,
they are practising 'classification" and
these students are already employing a good
strategy for helping them to remember things.

How many remembered more names than they did
objects? (Show of hands.) These students
may poss;bly be better auditory learners.

How many Lemembered,more_objects than they
‘ : .

|

I
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‘ did names? - (Show of hands.) These students
) may well be better visual learners.

Content: Eighty per cent of the population is considered
to be better visually than auditorally. That is,
people are generally better at learnimng with
their eyés. That is why the majority of the
strategieg you will learn will involve learning
with your eyes more than they will involve
learning with your ears.

— ~ Show "Henry" Cartoon to the class. Ask them

7 what "Henry" could have done to help himself
remember.
Hint:
Cramming!!! What does the Rule of 72 tell

you about cramming? .

The answer here lies in the difference between
short term memory and long term memory.
SN TR . .

Class Discussion
Questions: 1. What is your birthdate?

2. What is your phone number?
3. What Qas your ph;ne number five years ago?
4. What makes you remembef these?
5. What was your Grade One Teacher's name?

6. What were you:studying about in science one
year ago today?;

7. Name two news items that were on-the radio
last Sunday morning? Why do you not
remember these?

Content: , The theory is that if we go over and over and
over something enough times just like your tele-
phone number and the spelling of your name it
stays in your active long term-memory file. What
does this tell you about remembering what you
learned in school yesterday? Or what you learned
in school last week in health class?

,
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1f learning happened by osmosis we could all
sleep with books under our pillows so that the |
words would seep upward into our heads by ‘
morning without any effort on our part

whatsoever.
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MENRY- - WALL YOU
RUN TO THE STORE
FOR ME, PLEASE

Reprinted with special permission of King
. Features Syndicate, Inc. See Appendix B.

N




Lesson Titlé;‘

ExBected
Outcome:

Activity:
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o study Science

Students will have a system of strategies that
they can use to study science.

‘Note:

texts a

Students will have brought their science
nd notebooks to class. o

1. Hand out a sheet of lined paper to each

student.

2. Have the students fold this paper in half
lengthwise. :

3. Ask the students to contribute three new

words from the chapter they are presently
“gtudying in science. Write these words on

the

blackboard.

4. Now ask the students to copy these three

ds onto the left hand half of the folded

wor
paper leaving about six (6) lines between
each word.

5. Tel

1 the students tHat they must be able to

read and spell each word.

5.1

5.2

Note:

Note:

The students will nowipractise reading #
through the words once with you as in
choral reading. .

The students can now practise spelling
the words by remembering the words.
Have them turn their paper over and
practise writing them on the reverse
side of the paper (not the right hand
half). After they have written all
three words, have them check back to
" see if they are right. If they are
not_right, they should practise until
eacq word is learned.
B §
It may be necessary to supply another
piece of paper for this exercise.
>
In practising spelling a sheet of loose-
jeaf folded in half and folded in half
again provides eight (8) sides on which
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z *+

to practise spelling. .

6. Have them open the paper to reveal the whole
page and now on: tha right hand half opposite
each word ask them to record a definition
for each of the words. This definition may
.be. copied straight from the text or may be

“ in the student's own words.

7. Now have the students re-read each definition.

8. As they are doing thighpass out another

.

sheet of lined paper to each student.

9. Have them place this piece of paper over the‘.
half of the page with the definitions

written on it.

’

10. Ask the students to practise writing each
definition from memory and to check back with
the original definition each time to see if
they are right.

Say "If you are right, give yourself a check
mark and move ontb the next definition."

11. At the end of tenimihutes ask the students.

to work with a partner. One person from the
partnership is A and the other person is B.

. 11.1

11.2

1.3

11.4

Have A ask B to spell the words. B
checks his own work. &

Have A ask B to recite out loud (but
not too loudly) the definitions from
memory.

Have B ask A to spell the words. A
checks his own work.

£3

Have B ask A to rec1te the definitzions

- aloud.

.

Note: Five (5) minutes is probably ample for
this exercise.

12. Ask the students "How will you use this

technique to help you with your studying?"

L4

a
®



. L - | 123

- Students should now have a process whereby
they can actively study independently or
engage another member of the famlly 1n j
their study process. » v

—vThe key her is aCtive versus passive
_investment in the content of the subject
matter as well as written rehearsal for

_the. examination.

Activity: Ask the for two student volunteers. Give them '
o each a copy of a script and ask them o
to perform the play in front of the class NOW

twithout rehearsal).

Note: Take a minute to entertaln their laments
. and then go onto the followxng ‘set of
! . ) : questions.

You'wculdn't think of putting on a play
without: rehearsing it first, would you?
Then you should not think of taklng an
exam without rehear51ng for it.

. . ’WOuld you rehearse for a play by watching
N - the other actors?  Would you rehearse for
’ a play by simply readlng the scr1pt°

What would you do?

_ Help the students draw the analogies be—
. . tween rehearSLng for a play and rehearsing
for exam questions like matchlng, deflnlng
and fllllng in the blank.

There are still two types of exam questions
with which we have-not yet dealt diagranms
‘and the longer explanation- type questions.

A

Let's deal with diagrams first.

How should we study diagrams? By rehearsing.
Either ask -the teacher for extra copies of the

diagram(s) or trace- the diagram and practlse
labelllng it from memory.

How should you study for the explanatlon—typ;
questions? By rehearsing? Well, to be more v
pec1f1c ~- by "psyching out the teacher“ and -

L



Activi ty:
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.then by rehearsing those questions.

_ Is the teacher going to ask yOU‘evefx question
that you had to answer at the end of every sub

_section of this chapter° '
which questlons will® the teacher ask° Figufing
out the answer to this question is called
psYching out the teacher.

Answers will reveal some clues but the key here js
to have put a blg red star beside.any question

¥ wherk the teacher has said "This is important"
or where the teacher has indicated emphasis ln

) any ot way:

R . .
- repetit#6n or going over and over and over a

topic Until you .ask for an oxygen mask because
you can't stand the’ alr anymore.

~ "There will be’short guiz on this tomorrow,"

- The teacher pourided the blackboard puttlng a
hole through the wall (almost) saylng, "This
is important!"

R E |

Sometimes common sense tells you. what question

in this section is most likely to be asked.

Remember. It is "hoyle" to ask the teacher what
he or she is most. likely. to ask -- though the
teacher may not always tell you. '

-'Note: The instructor should record the responses

- of the students on the blackboard. After .
four or five responses have been collec-
ted ask the students to record these in
"their science notebooks under the headlng
"Psychlng out the Teacher"

1. Hand out a plpve of llned paper to each
student.

2. Have the students take one of the "psyched"
‘questions and copy it onto the paper. .

3. ‘Have them "reéhearse™" the answer they would
" write on the exam. They may use their texts
“and/or notes to help them through this ﬂﬁrst'

) O
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/

time.  This is not a memory exercise. This
is a "modelling-excellence" exercise at

this point.

Note: Students may wish to check their answers

- with their science teacher to see if they

would have been awarded full marks for:

the answer.

4. When students feel that they have a model of
excellence, they may begin practising the )
answer from memory just as they did for the
"new words and meanlngs“ exerc1se.

. . .
If we take a look at the overall construction of
a test we see that if you know the new language
of the subject, that is, the new vocabulary, we

+should be able to pass the test.

blackboard.

\

Note: Instructor should put this dlagram on the

New Words Meanings °  Diagrams Explana-

Matching

"Fill in the

Blank
Define
Multiple

Choice
\ s ) \,

tions

TN
50-~75%

N

25-50%

what does this imply in terms of

going to spend you time studying’

where you are
for science?

A
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Lesson Title:’

Expected
Outcome :

.Content:

v ,\

Activity:

' Saturday - practise 5 more meanihgs or the rest,

126

Time Lining ' .

'Students will be able to budget their timé that
is available for studying. '

Let us say that the teacher has assigned a test

' in Science for next Wednesday, .and that today is

Thursday. When are you going to start studying?
Here. is one plan.
wédnesday - write out new wbrds and meaningé
Tﬁursday ; learn how tb s#ell ﬁhe words
Friday - review th; spelling | _ |
: - pract%sg at lﬁast five gf the meanings
by writing them out unpll you know them
Aperfectly
whichever applies
Sunday - pradtiée the diagfémsT
Ménday - practise the explénations
Tueéday,- review (but no later.tﬁan.Q p.m.)
Note: I usually use a plan that ows me to

not study the night befo
use that evening to relax?

VA

Time Line for a Tesi: -’
N K \

Note: 1If a test has been assigned to the class,
use it as an example. If not, do an
imaginary one. The students should
record the time line using a calendar
style.

e.g.
Monday Tuesday | Wednesday = Thursday.




Lesson Title:
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How to Study Social Studies

The lesson, approach here is identical to the
Science lesson except that the word dlagram is
substituted for the word "map "

'Note:

Students will need you to actually work
the material through with them right
from "new words-and meanings" to maps
and explanations. They will not
necessarily make the transference on-
their own. If need be, use this lesson
to help students learn what certain
test directions are asking; e.g.’
Explain, Describe, Compare, etc. Give
them .a model in note-taking form if
necessary.’



Lesson Title:

"How to Study Language Arts

Note: Language Arts is broken down into a
variety of separate subjects 2

1. Spelling: use "eight-sided folded- .
s paper" strategy

2.> Vocabulary: use "new-words-and-meanings" -
folded-paper approach

3. Litérature: _QSe "psyching out the teacher"
approach

4. Grammar: ‘rehearsal of doing questions
correctly. Have the students .
copy questions from their note-
book on a piece of lined paper
and redo previous questions
that have been checked as being
correct.

Then have them check back to
see if they are right. ' (These
models can be utilized in a
later lesson on the "cheat
sheet."”

5. Creatlive . 2
Writigg! suggest that students ask for
: a copy of an "A" paper. Discuss
reasons why the teacher marked
this paper with an "A",

"Note: Students will have to work through each

part with you. They will only transfer .
what you help them transfer from previous
lessons. ' '
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Lesson Title: ' How to Study Mathematics
vContent: Note: Mathematics is broken into four barts

1. computation
2. problem solving
3. new vocabulary

4. understandlng what the queatlon is asking
you to do

1. ComEutation ~ learn by re-doing
" Rehearse by copying a question or two or
three or ten onto your paper from your
notebook. Mark your place and close the
book. Do the questions. Open the book .
Check to see if you are right. what will
you do if you get some wrong?

2. Problem Solving - same as computation

3. New Vocabulary - teachers very seldom
include 'the vocabulary type questions on
math .tests that they put on science tests.
It is wise to check this point with the
math teacher ahead of time to know exactly
how you will study. But they do use this

. 3 vocabulary in the questlons. L

4. Understandlnq what the question is asklng
you to do. Rehearsal is the key once again.
This time work from the text, not your
notebook to do some guestions.’ " Then check
with your notebook to see if you are right.

- Note: Rehearse each of sections 1, 2, and 4

present chapter of study in math.



Lesson Titlé:
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The Cheat Sheet

Exgected

Outcome:

Content:

Students will be able to: employ a strategy to
overcome one short-term memory problem in test:
writing. % : \
! .
Have you ever started writing a test but yéur
mind went blank and then you couldn't remember
a thing? Have you ever known everything the
night before and then forgotten it when you
awoke? . ’
Think back to the lesson on 7 * 2. Does this"
help you understand why these valuable pieces
of information leave you? '

a

One strategy to follow is to ignore the people

"around you before a test so that you have a

better chance of remembering the 7 * 2 things

"you want to remember.

_ Another strategy is to use the "Cheat Sheet"

method. To do this do the following:
1. Keep the test paper turned upside down.

2. On the back of the test write down the
7 + 2 things you have been saving to write
down.

3. These now become your test notes to which
‘to refer if there is a question about them
on the exam. B

4. This activity should never take more than.
5 minutes. .

Now close your eyes. Imagine the téacher'
marking your test. See the red check marks. Oh

.my. The first page is all right. Wow!

Open your eyes. If you believe that this could
happen, you can make it happen. Good Luck on
your next exam! -
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Lesson Title:

The Kitchen Techniqde

After studying for 10 or 15 minutes in your
favorite study chair you may need a drink of
water or a cookie to nourish your brain. Try
talking out loud to yourself telling yourself
all the things you "studied" in the last few
minutes on your way to and from the kitchen.
When you get back to your chair, practise
writing down everything you rememper.

131
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The Final Word

' Have students submit their goal mark jor,the'next test in

each of the four core.subjects of Mathematics, Science,

Social Studies and Language Arts.

)

After the testing, have them complete and hand in Page 1 of

\

the Student Inventory from the Introductory Lesson again.

132
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I J ~Ap'£endix B
g 5

- "
Raw Data for Summary of Comparison

of Student Inventory Before
A}

and After Treatment

student Inventory

1. Describe what you do when you study.

i

n=23 n=17 ° n=1j,
Written description ’ Grade SB Grade 7B ‘ Gfade 8B
more specific 16’ 5 ‘ 4
no ;hange . 7 | 10 6
less specific ! 0 2 [1

2. State when you study if the teacher assigns a "test for next

Tuésday on the last chapter in Science (e.g. 2 days ahead,

night before).

Time ahead Grade 5B = Grade 7B Grad%-BB
mere / ' 13 ( 3 4
/;o change ' 8 13 4
less ‘ ’ | 2 1 3

3. State the average amount of time you spend studying for a

test. (If time varies for each subject, be specific.)

Amount of time \ Grade 5B " Grade 7B Grade 8B
more ' 12 . 11 4
no -ehange ' 5 4 ‘ 4,

less ; 6 2 ' 3
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8

4. Do members of your family help you with atgdyinq?ﬁ;}

Grade 5B  Grade 7B Grade 8B
Before treatment
yes 1? ' "8 13 8
no . é; i  &$ _ 45 3
After treatment |
yes - ’ 21 14 9

no ' ‘ 2 3 2




Calculations for F Test of Homogeneity for Grade 5

£
Ha

AppendixpC-1

L
;
| N, = 30
i 2x1 = 1767
(fx1)2 = 3122289

sx12 = 110129

all

1

= 58.9

y Grade 5A Jan'uar’

, 2
5 X
65 4225
45 2025
79 6241
76 5776
71 5041
63 3969
52 2704
51 2601
41 1681
59 3481
72 5184
49 2401
39 1521
45 2025
72 5184
81 6561
78 6084
70 4900
54 2916
58 3364
40 1600
69 4761
42 1764
71 5041
45 2025
64 4096
68 4624
53 2809
70 . 4900
25 625
L\
w0

RorR

135,
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standard Deviation

2 2
s, = &, - (£X1)
, N1
\ al
2 [ o

- 110129 - 3122289 ' ) -

. 30 |
. § .

o 30 ‘ :

- ]’ 201475666 |

=  14.204
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Grade 5B January
\ 4 4
. 'Q"‘ . , 2
X4 R
68 .. 4624
38 1444
76 . : 5776
45 o 2025
o » 75 . 5625
R 69 - ‘ 4761
; 81 - . ) . 6561 _
67 R ' 4489 1~ .
: : 14 . . 5476 N
’ A ' " 5625 /
C 63 . o 4225 S
v~ T68 4624
, S an S 1681 '
T, 490 2401
: 44 I 1936 ol
: , - 70 Do 4500 -
; » 72 5184
' y 46 2116
b ’ R - A 4489
‘ 68" . 4624
44 1936
69 ' . 4761
75 ... 5625
65 S ., 4225
34 : - 1156
56 : 3136 o g
91 . T 8281 o ‘ <
| N, = 27 )
szz = 1692
2 _
(2x,)° = 2862864
ol .
£X,%'= 111706
- : ' i
X, = 62.667 ' R
. : 4? g
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S

Standard Deviation

!

3‘m‘ ©138

e, = 111706 - 2862864 . |
27 S , , ‘
e
/27

v/

[]

14.496

With 27-1 df for

an F value of 1.64 is’

1,210.14814 ? :

v

F Test.Grade.5 JanﬁarL

2

14.496
= = 1.02
14.204 .

the nUmératpr'and 30-1 af for the denominator

needed to show a significant difference.

Therefore, the samples game fromvpopulations with common variances

and t test calculations can proceed. -

I

C
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Appendix C-2

calculation of F Test of Homogeneity for Grade 7

Grade 7A §§puary

: ; 2
X : X
82 6724
67 7056
L 72 5184
69 4761
68 . 4624
45 2025 5
73 5329.
21 441
55 % 3025
86 7396
50 2500
68 4624
55 3025 ,
65 4225
60 3600
90 8100
41 ~ 1681 -
67 4489
40 . 1600
52 . 2704
© 83 6889
49 . 2401
‘ 38 1444
| 92 8464
? 75 \ 5625
65 | . #4225 :
85 ! 7226 &
40 1600
73 5329
47T 2209
78 , 6084
s 45 2025
58 3364
68 " 4624
68 4624 -+
.53 s f 2809
©38 ¢ 1444
52 2704
68 4624



s,

N = 56

f£X1 = 3470
(sx1)2 = 12040900

&X.” = 230593

Grade 7A‘January

X. = 61.964

,Standard Deviation

@
[}

"w’ 278.15946

N

230593 - 120

40900 -

56

' 56

16.678

3136
2500
2704
7569
6084

. 3969

2025
3600
5625
5329
3969
4900

3844

5625
2500
1764

140
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¥

Grade 7B. Jagﬁary

2
il %
87 - 4 o 7569
74 - 5476
40 : 1600
57 3249
55 3025
45 2025 «
45 ° ‘ 2025
40 1600 .
55 3025 ‘ S
90 8100 :
67 4489
35 4 1225
85 - . 7225
4 ‘1936
90 8100 »*
87 ' ¢ 7569
74 5476
50 . 2500
81 . ¢ 6561 %
49 : 2401°
81, . 6561
85 | 7225
75, ¢ 5625 )
50 4 . . 2500 o e
84 - _ 7056 ~ ‘
58 : 3364
63, 3969
67" : 4489,
45 20285
100 . . 10000
76 . 5776 -,
58 : 3364
62 . 3844
90 8100
84 7056
86 7396
40, . 1600
62 3844
78 . 6084
58 3364
44 : 1936
60 3600
70 4900

98 - 9604
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" Grade 7B January

2.

X X2
& 72 5184 o
716 5776 :

90 8100

70 4900

80 , 6400

, 86 7396

/ ‘ 92 8464

” " 48 ’ 2304

92 o 8464

70 4900

70 ' 4900

86 ' 7396

Ny =36
£X, = 3856

(£x2)2 = 14868736

2

X2 = 68.857

£x.2 = 282642

Standard Déviaéion

1]

]

2 1 282642 - 14868736

56

56

[

W
1} 305.8725 .

17.489

"

F Test for Grade 7 January
g

(S) ‘ S
Po= Q2 - 17.489 - 1.05
1 - 16.678

i

Wwith 56-1 df for the numerator and 56-1 df for the denominator

an F value of 1.57 is required to show a signifiéant differenca.
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Therefae, the samples came from populétions with common variances

and t tést calculations can proceed.
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! Appendix C-3

Calculations for F Test of Homogeneity for Grade 8

~

Grade 8A January

: 2
x1 X1
78 ' 6084
71 . 5041
79 6241
88 , 7744
80 6400
95 .. 9025
81 6561
39 . 1521
95 . : 9025
85 , 7225
83 ; 6869
, 28 784
77 5929
'30 900
70 4900
69 ; - 4761 R
61 . .3721
50 ‘ " 2500
56 3136
82 ‘ 6724
. 53 ‘ 2809
' 82 ' - 6724
50 : ) 2500
35 A, e 1225
5.0 5625 ' -,
59 3481 - (_
90’ ' 8100 '
92 8464 '
69 T 4761
90 8100 °
78 6084
77 5929
77 - 5929
50 2500
81 6561
85 7225
72 : 5184
35 1225
78 6084

40 _ 1600 °



68
69
n
54
77
64
58
93
61
45
85
40
76
78
73
71
60
78
78
‘60
A
60
53
16
53
27
78
7

62

78
64
91

47
B4
44
76
68
85
72
76
71
63
70
50
74
57

4624
4761
5041
2916
5929
4096
3364
8649
3721
2025
7225
1600
5776

- 6084

5329
5041
3600
6084
6084
3600
5041

3600

2809

256
2809

729
6084
5041
3844
6084
4096
8281
4489
2209
7056

1936

5776

4624

7225
5184
5776
5041
3969
4900
2500
5476
3249

145



‘ ' Grade 8A January

66
50
51
70
36
64
53
54
50
66
60

67
58
80
51

£x, = 6848 ° b

) |

ix1 = 478870

(€X1)2 = 46895104

&
/

N1 = 104 ' \\»

§1 = 65.8

Standard Deviation for 8A

104

8 = 478870 - 46895104

478870 - 450914.46
104

27955 54
104

1’268.80327

Qe = 16.4

4356
2500

12601

4900
1296
4096
2809
2916
2500

. 4356

3600
3136
4096
4489
3364
6400
2601

146



A

95
82
64
40
40
73
40
60
7
56
74
64
84
70
45
68
42
44
67
73
61
30
97

. 63

63
61
95
63
45

73

92
63
75
61
38
73
53

4.

70

S0

40
88
70
88

Grade 8B January

9025
6724
4096

1600

1600
5329
1600
3600
5929
3136
5476
4096
7056
4900

2025

4624
1764
1936
4489

5329
3721

900

19409

3969
3969
3721

9025

3969
2025
5329
8464
3969
5625
3721
1444
5329
2809
5476
4900
8100
1600
7744
4900
7744

147

&



70
63
81
48
63
73
53
98
80
80
67
73
80

44

56

64 -

62
n
89
87
51
47
89
73
62

71
87,

d1
60
89
62
69
80
66
75
53
38
61
46
52
55
68
68

64

Grade B B‘ January

4900
3969

6561

2304

3969

5329

2809

9604

6400

6400

4489

15329

6400

1936

‘ 3136
4096

‘ 3844
5041

7921

. 7569
2601

2209

7921

5329

3844

, 5041

’ 7569

. 8281
3600

7921

3844

4761

6400

4356

5625

2809

1444

3721

2116

2704

3025

. 4624
4624

4096

148
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Grade 8B January

2
Xy )
57 3249
46 , 2116 -

- 60 3600 : “
24 . ‘ 576 i
60 00 ® ¥
65 _ 4225 ‘
73 5329 _ ¢
36 1296
68 4624
55 o 30§ﬁ
66 » 8 4356

© 80 6400

55 ‘ 3P25

£X = 6608 : ' 1 '

2 .

EX° = 457088 ‘

(€)% = 43665664

N = 101 , o &

X = 65.4

étandard Deviation

I8 ‘ . ' B ™
o = 457088 - 43665664 e e
2 T : :

101

101

18146.69°
sy 101
1’ 179.6702

= \l 457088 - 438941.31




is0

F Test of Homogeneity

- F = 16.4

m = 1.224

The F test was apg‘}ed to defermine if both samples came
from populations with a common variance. With N, - 17or 103 df = ‘&,
" for the nume,rator‘and;N2 - [ or 100 df for the denoﬁinator an

F value of 1.39 is needed to be gignificagt at tﬂé .05 level of

confidence. Therefore, the hybotheaisothat the two samples .
came from populations with common variance -is accepted. The

ordinary t test could then be applied, and the t test‘for

- significance of the diffore;ce between means.



151

| N
s /"‘ B
Appendix D~1 / )
Caldulation of t Test for Grade 5
- ‘1‘., The’ Standard Error of the Difference (S_. _._) was. =
o , ) - v X diff
_calculated using the formula for pooling variances. .
V3
| | 2 2 202
Saiff. = R A A T L
- . . N1q | Nz 1 1
(ﬁ‘ + a"»
N, o+ N, -2 T2
C A . v
) 110129 "= 3122289 + 111706 - 2862864 a
] _ A '(1.. ; 1_) S
S 30 w21 - 2 N\ =
}\ . ‘_‘J:\- . ) ) ’ . s i
) N . * ¥ i e / b
c 110129 - 104076.3 + 111706 - 106032 .
‘ | - 3 ‘ T 55 . o (307X27) .
- - : . i/ - » , .
o (11746.7)(57) ST
\ T (55)(30)(27)-
= \] ©14,029448
. Syige = 3.877 S e
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Tdiff

. 62.667 - 58.9 |
3.877 . .

= 3.767 o oL ST

1
o
o -
a -
—_
)]

'\

W1th 27 + 30 - 2 df,‘SLgnlflcant at the 5% level:; a crltlcal

i
i

; vaiue of 2. 005 1s requlred._ The null hypotheSLS is, therefore,

. . . /
eccepted.. . - : / "
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Appendix D-Zgm
- e N .’ :
Calculation of t Test for Grade 7
- L] 'Y f
2 2 2
1. o R L
N . N, ‘
. —_—
N + N, -2 o N, Ny /o

o 1 2 . v - Y

\

[¢)

230593 ~ (3470)° + 282642 - (3856) >

S N i (1_,.1_)
, 56 + 56 - 2 6 36

5 o
230593 - 2150‘16.07 + 282642 -"265513.14 \

- ( '1-)
-N' | 110 - 28
. ! ) A“ »
| 513235 - 480529.21
AR | BN AR [ PR¢::D |
o = '\l 10.618763 B
o = $3.259 . =
2. t = w0 X, - X i ,
Saifs
. . ™
= 68.857 - 651.964 )
3.259
= 6.893 | -
'3.259 o
. - :
- . 2.13
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‘ \ v
With 56 + 56 - 2 df, significant at the 5% level, a critical,
value of 1.983/15 required. The null hypbthesis is, thérefore,

rejected. , o 4 o

|
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] . Appendix D=3
) 1 ) :
/ L .
/ i Calculation of t Test for Grade 8

/ 1. The Standard Error of the Difference (Sdiff) was

/ .
calculated using the formula for pooling variances.

SAiff = (:fx12 - @sx1)2"+"zx

v : fa)

2

2
s '(EXZ)

N o - N

Al = - (1)
WV N, N, -2 - NN,

1 2

—

=, 478870 ) 46895104 + 457088 - 43665664

T 7 W 01y, . )
S - — ~— - +
\J. - 104 + 101 - 2 (104 101

e ‘ . .
o 478870 - 450914.46 + 457088 - 432333.31 205
= : —_— 10504
203 '
B 10805597 , S
_ 2132312 * : C A
= ]’ 5.0675497 - a - e
L : T b b
= ©PL2s . , , M
2.  t-= X1 - xz
Ts....
aiff

- 0.178 ®
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With 101 + 104 - 2 d4f, significant at the 5% level, a
critical value of 1.98 is required. The null hypothesis isj”

therefore, accepted.



Study Strategies Follow-up

appendix E

Questionnaire Used in Study Strategies Follow-Up

Earlier this year you were involved in a projecﬁ that gaLhered'data

about studying. It has' been several months since you received ’ !

_instruction in strategies for studying. Your answers to the

questions that folldw will help to complete this invpstigation.

.
~

Part I

Directions: Circle one response for each question.

1.

‘What effect did the instruction

| have an you? ' ~~— POSITIVE NEGATIVE NONE
2. The amount of time I spend studying ‘ .
" ow i’ “ |  MORE THE SAME  LESS
3. What effecf did it have on your |
@érk_s? o BETTER THE SAME  WORSE
Part II | | .
. ¥
Directions: Circle one response and give reasons. a
1. Has'tﬁe program.chgnggd the way you study? . : YES",NO
How? | | |
3
‘2.  Would you rgcomm;pd ﬁhis prograﬁ to chers? : . YES NO
\Wh;r? L : : o S
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3. What part was most helpful? Circle/éne.

by study Chair Go’-ar}d Réwards , Day Plan
Remembering " Time-Lining Cheat Sheet
Studying Science Studying Math , Studying'L.A.
Studying Social Studies - | The Kiﬁchen Technique ‘

wWhat made this heipful? ‘ . E

Lo v
LT
o

4. What part w§! least{he%Pful? Circle one.

My Study-chaif d Goals and Rewards Day Plan
Remembering  Time-Lining ' Cheat Sheet
studying Science StuinngvMath Studying L.A.
Studying Sociél Spudies' r ThT Kitchen Technique

what made this least helpful for you? .




Calculation of

Appendix F

1767
= 3122289

= 119129

t. Test for Follow-Up Investigation

Grade 5A January Test Scores
2

X %
65 4225
45 2025
79 6241
76 5776
71 5041
63 3969

52 2704
51 2601
41 1681
59 3481
72 5184
49 2401
39 1521
45 2025
72 5184
81 6561
78 6084
70 4900
54 2916
58 3364
40 ' 1600
69 - 4761
42 #1764
71 5041
45 2025
64 ¢ 4096
68 4624
53 2809
70 4900
25 625
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