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ABSTRACT

The primary objective of the research was to determine if the teaching materials 

in the Take Action: Making Goals Happen section of the ChoiceMaker Instructional 

series (Huber Marshall et al., 1999) would teach the Take Action goal attainment process 

to college students with disabilities. Additionally, it was asked if the instruction would be 

sufficient enough to cause generalization to a new untrained behavior and generalize over 

both time and setting time conditions.

A multiple baseline design across subjects and behaviors controlled threats to 

internal validity and evaluated acquisition and generalization to a new behavior. The 

students' scores on the Behavior Generalization Take Action Goal form was the primary 

dependent variable. Secondary dependent variables included scores on the Take Action 

Quizzes, ChoiceMaker Assessment Scale: Take Action Section, Air Self-Determination 

Scale, Self-Determination Knowledge Scale, Approach to Leaming Scale, and the Self- 

Regulation Behaviors Scale. The Take Action: Making Goals Happen instructional 

materials served as independent variable. The demonstrated change in the dependent 

variable across individuals, skills, over time, and setting time generalization served as the 

primary focus to determine the efficacy of the teaching materials.

One-on-one instruction was the method of presentation of the materials. Video 

taping of each sessions permitted verification of presentation consistency. Each session 

was video taped to verify and grade consistency of presentation. The successful 

acquisition, generalization to a new behavior, and generalization over time and setting- 

time was repeatedly measured over a nine to eleven month period.
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The Take Action materials successfully taught five college students with leaming 

disabilities a goal attainment process. Three of the five students had criterion or better 

total scores on all seven acquisition measures. The group as a whole scored criterion or 

better on six of the seven acquisition measures indicating that the materials taught the 

goal attainment process to this group of students (see Table 10).

A stringent test of generalization indicated that the students generalized the 

acquired goal attainment knowledge and skills to a totally new behavior. The students' 

generalization scores after intervention indicated a convincing level of generalization (see 

Table 16 and Figure 2). These impressive levels of generalization did deteriorate over the 

three to four months between the end of intervention and the next probe of the students 

(see Table 19). Deterioration of the generalized behavior o f all students continued 

through the end of the project. However, only one student dropped below his initial 

baseline score (see Table 34 and Table 16). The students not only learned the goal 

attainment knowledge and skills, they were also able to generalize that learned 

information to a totally new behavior. These results indicated the most impressive finding 

of the research in that the intervention taught knowledge and skills thoroughly enough to 

affect a behavior change that generalized over a relative long period of time (3 to 7 

months) with evidence at the end of the research that was above the baseline level of 4 of 

the 5 students (see Table 34).

The results of the research is a definite proof that a substantial amount of learning 

did occur during the intervention of instruction from the Take Action: Making Goals 

Happen instructional materials.
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CHAPTER 1 

Introduction

Albert Einstein was asked if he thought a college education was really necessary. 

He said, “I myself do not burden my memory with simple facts that can be looked up in 

textbooks. But the true purpose of education is to train the mind to think, and for that 

reason it is priceless” (Einstein, 2(X)1). Bertrand Russell answered, “Education is what 

remains when you have forgotten everything you learnt at school,” when asked his 

beliefs about education (Russell, 2001). A first-year student from La Crosse, Wisconsin, 

offered the following answer when asked to define the purpose of education:

The answer can be found within ourselves and within the workings and 

expectations of our nation as a whole. In our society, education exists to play the 

general role of enlightenment in people’s lives, helping them to become more 

capable of leading healthier, happier, more successful lives as human beings and, 

more specifically, as United States citizens (Mader. 2000, p. 1).

Ayn Rand, the philosopher, answered the same question with the following:

The purpose of an education is to teach a student how to live his life— by 

developing his mind and equipping him to deal with reality. The training he needs 

is theoretical, i.e., conceptual. He has to be taught to think, to understand, to 

integrate, and to prove. He has to be taught the essentials of the knowledge 

discovered in the past—and he has to be equipped to acquire further knowledge 

by his own effort (2001, p.l).

The above quotes seem to speak to a more personal purpose of education that 

goes beyond simply teaching the traditional academic facts. The purpose focuses more on
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teaching the individual mind to think as opposed to just remembering facts. The purpose 

should focus on activities directed at fostering the development of personal values within 

ourselves. The purpose should focus resolutely on the development of skills, beliefs, and 

morals that will remain an integral part of the student, long after the facts and figures 

have been forgotten. The purpose should focus on helping students lead healthier, 

happier, and more successful lives. In short, the quotes allude to an education that fosters 

qualities that could describe an individual who determines their life course or, in other 

words, is self-determined.

Unfortunately, as students with disabilities struggle to keep pace with the 

academic facts of education, they often do not develop self-determination skills 

(Mithaug, Mithaug, Agran, Martin, & Wehmeyer, 2002). In an attempt to ameliorate this 

situation, educators in the later 1950s and early 1960s began to focus on teaching self- 

determination skills to students with disabilities (Halloran, 1993).

Niije (1972) described self-determination as an essential element of the 

Normalization Principle that advocated the inclusion of people with disabilities into the 

mainstream of life. According to Deci and Ryan (1985), an action determined by freely 

chosen behaviors indicates the extent of a person’s self-determination. Wehmeyer (1994) 

refers to the attitudes and abilities necessary for a person to be his own principal causal 

agent and make action choices with limited external influences as characteristics of self- 

determination.

Ward ( 1988) described self-determined individuals as typically those individuals 

who define their goals and take the initiative to achieve them. Agreement with Ward’s 

definition is found in other definitions that also focus on goal setting and goal



achievement (Martin, Huber Marshall & De Pry, 2001; Powers et al., 1996). Knowing 

and valuing oneself are elements Field and Hoffman (1995) utilized to describe how self- 

determined people define and achieve their goals. Wehmeyer, Agran, Palmer, Martin, and 

Mithaug's (2002) definition of self-determination added an additional characteristic.

Their definition included skills needed to achieve goals that are satisfying to the self- 

determined person.

There are many definitions of self-determination that list an assortment of 

characteristics that include attitudes, abilities, and behaviors. For example, Wehmeyer 

( 1994) emphasized the attitudes and abilities to choose and achieve goals. Deci and Ryan 

(1985) focused on freely chosen behaviors as a measure of a person’s self-determination. 

There is not a single definition or an all-inclusive list of characteristics that can cover the 

various elements that could contribute to self-determination. Although an all- 

encompassing definition of self-determination has not been coined and accepted, Martin 

et al. (2001) categorically grouped many of the diverse definitions from a review of the 

existing literature. They explained that self-determination can be divided into two 

strands: (1) choice and (2) goal setting and attainment. These two conceptual groupings 

were corroborated by an earlier survey of special educators who identified choice making 

and goal setting as the first and second most important strategies that constitute student 

self-determination (Agran, Snow, & Swaner, 1999).

Therefore, it appears there are strong arguments that goal setting and goal 

attainment are the more significant characteristics of self-determination. Ward ( 1994) 

stated that a person’s ability to set and attain goals is the most important outcome of self- 

determination. Wehmeyer and Schwartz (1997) added support to goal setting and



attainment when they pointed out that having the opportunity to choose and decide is no 

assurance of self-determination. Wehmeyer, Agran, and Hughes ( 1998) explained that 

although the goal setting and attainment actually includes choice, it goes beyond choice 

by empowering individuals to achieve their choices.

In general, students with disabilities possess fewer goal attainment and other self- 

determination skills than do students without disabilities (Mithaug, Mithaug, Agran, 

Martin, & Wehmeyer, 2002). If goal attainment, considered by Wehmeyer (1994) as the 

most important self-determination component, is to be acquired by students in special 

education, there are those who believe if the skills are not learned by one's own intuition 

and volition, they must be specifically taught (Fuchs et al., 1997; Wall & Dattilo. 1995; 

West, Barcus, Brooke, & Rayfield, 1995). If students with disabilities must be taught 

these skills, it is imperative that educators are charged with providing a wide variety of 

training and opportunities for self-determination development to assist those with 

disabilities in claiming their right to a life, freely chosen, with minimal outside 

interference.

General Description o f the Area o f Concern 

According to Shiavone (1999), institutions of higher education are admitting a 

growing number of students considered to be at high risk of post-secondary failure. ,\n 

indication that this was happening appeared in 1982. A survey by White, Alley, Deshler, 

Schumaker, Warner, and Clark (1982) revealed that 61% of the students listed as learning 

disabled in elementary or secondary schools indicated plans for post secondary training. 

The authors indicated that by the fall of 1991, 2.2% of all entering college freshmen were 

learning disabled.



Brandt and Berry ( 1991) stated that although legislative tnandate has made 

postsecondary education available for students with disabilities, its availability does not 

mean that students will have access. While the trend of admitting more students with 

learning disabilities to post secondary education is welcomed, the growing number of 

entering college freshmen with learning disabilities posed a significant problem for post 

secondary education institutions. Brandt and Berry (1991) stated, “College preparatory 

high school programs have had little guidance from the field of special education in 

designing services and support systems for high achieving individuals with LD who are 

college bound” (p. 297). If students arrive at college unprepared, then the admitting 

institutions are faced with making adequate accommodations to facilitate success of this 

population at the post secondary level (Dalke & Schmitt, 1987). As students with 

disabilities enter college, they are faced with a myriad of new and often unforeseen 

obstacles for which they are not prepared. Smith ( 1983) stated the students’ learning 

deficiencies could be manifested in insufficient knowledge of subject content as well as 

such subtle disabilities as poor organizational skills, time management, and study skills.

Johnson, Sharpe, and Stodden (2001) believed that self-advocacy, self- 

determination, and personal decision-making skills should be taught to students with 

disabilities before beginning their post-secondary experience. According to Dalke and 

Schmitt ( 1987), “During this transition from high school to college, many changes occur 

which serve to compound this already difficult transition for the student with learning 

disabilities” (p. 176). Orientation programs for entering freshman offered by most 

institutions last one to two days may not be enough for students with learning disabilities 

(Lewis & Farris, 1999) (see Table 1). “Without direct services, even the most adept of



these students may experience significant problems in their transition from the high 

school resource room setting to the college environment” (Dalke & Schmitt, 1987, p. 

176). In light of this, it would seem the need of direct transition programming for 

students with disabilities is critical (Haplem, 1985; Will, 1984).

Table I

Percent o f  2-year and 4-year postsecondary institutions that offer special orientation for  

students with disabilities: 1996-97 or 1997-98 school \ears

Size of Institution Special Orientation

Less than 3,000 21

3,000 to 9,999 48

10,000 or more 66

(Lewis & Farris, 1999)

The figures in the table above point to just one of the services that stand to be 

improved by the move to extend support services to the college level (Dalke & Schmitt, 

1987). Educators and educational researchers believe a key ingredient for educational 

success is missing firom the educational experiences of many students with disabilities. 

One such factor is self-determination, believed by Halloran (as cited in Wehmeyer, 1994) 

as “education's ultimate goal” (p. 6). It seems clear that a need exists for support services 

that go beyond Just remedial reading, writing, and math to include support in the many 

areas usually associated with self-determination. Support in areas such as adaptability,
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self-control, self-awareness, self-advocacy, and goal setting seem to be of equal 

importance as support traditionally available for specific academic areas.

If students with disabilities have not acquired self-determination skills of choice 

making and goal attainment by the time they enter college, they must be provided an 

opportunity to learn those needed skills (Johnson, Sharpe. & Sodden, 2(X)1). To this end. 

Ward (1996) recommended developing and utilizing curricula and instructional material. 

Martin and Huber Marshall ( 1996) developed and field-tested a group of curricula titled 

the ChoiceMaker Self-Determination Instructional Series. One module of the series. Take 

Action: Making Goals Happen (Huber Marshall et al., 1999), of primary interest to this 

proposal, specifically teaches goal-attainment skills.

Problem to Be Studied 

Huber Marshall et al. ( 1999) field-tested the Take Action goal attainment lesson 

package. German, Martin, Marshall, and Sale (2000) used Take Action to teach six 

adolescents with mild to moderate mental retardation to attain their daily lEP goals using 

a modified Take Action version. The research results showed that all students achieved 

their goals and maintained the skills learned after teacher instruction was withdrawn. The 

skills learned in this research were maintained over a two to three week period after 

withdrawal. However, to date, there is no research data on the effectiveness of the 

complete Take Action lesson package, as written, in teaching a goal attainment process to 

college students with mild disabilities.

Purpose o f the Research Project 

The purpose of this research was to determine the effectiveness of the Take Action 

lesson package in teaching a goal attainment process to college students with mild



disabilities. This data expanded the extant empirical data on teaching goal attainment 

skills and examined the effectiveness of the Take Action lesson package. This research 

adds to the literature by scrutinizing six new variables not considered in the German et al. 

(1999). One variable was working with young adult college students with mild 

disabilities. Secondly, the Take Action lesson package was used as written without 

modifications to check acquisition. Third, a measure of generalization to a new behavior 

was obtained. Fourth, a complete withdrawal was utilized when testing for generalization 

over time. Fifth, the generalization over a time period of approximately six months was 

employed. Sixth, this extended time period also was used to measure setting-time 

generalization. The six areas of data were grouped and collected into two categories in 

phase one and two categories in phase two: acquisition and generalization, phase one and 

time and setting-time generalization, phase two.

Research Questions 

Research questions were grouped into two phases, each with a different focus. 

Phase I questions investigated the acquisition and generalization of the knowledge and 

skills taught by the Take Action: Making Goals Happen instructional materials. Phase II 

questions queried the level of knowledge and skills that generalized over time and 

setting-time.

Acquisition and Generalization -  Phase I

Acquisition questions. Do college students with learning disabilities, who receive 

goal attainment instruction, acquire goal attainment knowledge and skills?

1. Will they score at least 80% or above on the curriculum acquisitions tests?

2. Will a change occur between the pre and post assessment scores of their goal
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attainment knowledge?

3. Will a change occur between the pre and post scores of their self-determination 

knowledge?

4. Will a change occur between the pre and post scores of their approach to 

learning?

5. Will a change occur between the pre and post scores of their self­

regulation behaviors?

Generalization question. Do college students with learning disabilities, who have 

learned specific goal attainment knowledge and skills, generalize the knowledge and 

skills scores to new behaviors?

Time Generalization and Setting-time Generalization -  Phase Two

First Time generalization questions. Do college students with learning 

disabilities, who have learned specific goal attainment knowledge and skills, generalize 

the acquired knowledge and skills scores over time?

1. Will their level of achievement score on the curriculum acquisitions tests 

generalize over time?

2. Will their level of assessment scores of goal attainment knowledge generalize 

over time?

3. Will their acquired level of self-determination knowledge skills scores 

generalize over time?

4. Will their approach to learning scores generalize over time?

5. Will their self-regulation behavior scores generalize over time?



Second time generalization question. Will the students’ level of knowledge and 

skills generalized to new behaviors, in Phase I, generalize over time?

First setting-time generalization question. Do college students with learning 

disabilities, who have learned specific goal attainment knowledge and skills, generalize 

the acquired knowledge and skills over setting-time?

1. Will their level of achievement scores on the curriculum acquisitions tests 

generalize over setting-time?

2. Will their level of assessment scores of goal attainment knowledge 

generalize over setting-time?

3. Will their acquired level of self-determination knowledge skills score 

generalize over setting-time?

4. Will their approach to learning scores generalize over setting-time?

5. Will their self-regulation behavior scores generalize over setting-time?

Second setting-time generalization question. Do college students with learning

disabilities, whose knowledge and skills generalized to new behaviors, generalize the 

new behavior over setting-time?

Significance o f the Problem and the Justification fo r  Investigation

Fuchs et al. (1997) stated that goal setting alone may not produce beneficial gains 

for students with disabilities unless they receive precise instruction in goal attainment. To 

teach students with mild disabilities the needed goal attainment skills they lack, 

curriculum designed for that purpose must be used. However, the effectiveness of the 

materials should first be validated through empirical research before adoption (Ward,
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1996). This research was one of those needed investigations of curriculum expressly 

designed to teach goal attainment skills to students with disabilities.
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CHAPTER 2 

Review of Literature 

Historical Background 

Self-determination has a lengthy history in the fields of religion, philosophy, 

political science, and psychology. Since the late 1960s, professional education literature 

has discussed self-determination (Martin et al., 2001). However, not until the late 1980s 

and early 1990s did self-determination become a frequently used term in educational 

literature.

Religion

The concept of self-determination in religion dates back to 371-289 BCE with 

Mencius, a Confucianism scholar considered by most historians to be the second great 

Confucian. Mencius clearly embraced the concept of self-determination when he advised 

leaders of the time by expressing his democratic views. He believed that kings should not 

rule by force, that all people were equal, and the essence of the state was the will and the 

welfare of the people (Simpkins & Simpkins, 2000). Although the concept of self- 

determination was expressed by his advice, a record of Mencius’ use of the exact term, 

self-determination, was not found. The term, self-determination, first appeared in the 

religious writings of John Scott. In his book. The Christian Life (1699), Scott described a 

group of people as, “Agents, that have no Free-will or Principle of Self-determination’’

(p. 200).

Philosophy

In 1715 philosopher John Locke used both the term and the concept together. He 

used the term self-determination to express the concept of self-determination when he
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wrote in his essay Humane Understanding that " . . .  the ideas of men and self- 

determination appear to be connected . . . ” and " . . .  men can determine themselves . . . . ” 

(Locke, 1715, p. 293).

Politics

On February 11, 1918, in a Congressional address, U.S. President Woodrow 

Wilson expressed his belief in self-determination when he said.

Peoples are not to be handed about from one sovereignty to another by an 

international conference or an understanding between rivals and antagonists. 

National aspirations must be respected; peoples may now be dominated and 

governed only by their own consent. Self-determination' is not a mere phrase. It 

is an imperative principle of action, which statesmen will henceforth ignore at 

their peril. (1918, p. I)

Sir Winston Churchill wrote in his book. World Crisis, that the phrase was neither 

original nor new. He further stated that although the self-determination expression would 

always be justly linked to Woodrow Wilson, it was actually "Selbstbestimmun” (self- 

determination), a phrase coined by the German philosopher, Johann Gottlieb Fichte, 

(1949, p. 735).

Unterberger ( 1996) also credited Fichte for coining the term, self-determination, 

but added the word "recht” (right) to complete the German phrase used by Sir Winston 

Churchill. Unterbeger further posited that German philosophers in the middle of the 

nineteenth century frequently used the term. She went on to quote Vladimir, who stated 

that in 1896 the London International Socialist Congress supported "the full rights of the 

self-determination (selfbstestimmungsrecht) of all nations . . . ” (p. 927). In addition,
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Unterberger (1996) spoke of deep attachment of Americans to the principle of self- 

determination when she wrote;

The revolt of the English colonies in North America has been defined as the first 

assertions of the right of national and democratic self-determination in the history 

of the world. The American colonists invoked natural law and the natural rights of 

man, drawing inspiration from the writing of John Locke to support their 

view. (p. 927)

More recently United States President Ronald Regan (1985) said in his second 

inaugural address, “Freedom is one of the deepest and noblest aspirations of the human 

spirit. People, worldwide, hunger for the right of self-determination, for those inalienable 

rights that make for human dignity and progress” (p. 7).

Psychology

Psychologists know that human beings can be active or inactive, engaged or 

unengaged, and passive or alienated, depending on the social conditions under which they 

develop and function. This has led to research guided by self-determination theory to 

focus on the social conditions that facilitate or impede the natural process of self- 

motivation and healthy psychological development. This dichotomy of conditions that 

encourage versus discourage positive human potentials has been the focus of ongoing 

research guided by self-determination theory (Deci & Ryan, 1985). “Self-determination 

theory is an approach to human motivation and personality that utilizes empirical 

methods while employing an organismic metatheory that highlights the importance of 

humans evolved inner resources for personality development and behavioral self­

regulation” (Ryan, Kuhl, & Deci, 1997, p. 68, as cited in Ryan & Deci, 2000).
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The findings of this research have lead to the theorization of three innate 

psychological needs; competence, autonomy, and relatedness. Satisfying these needs 

improves self-motivation. Not satisfying these needs diminishes self-motivation (Ryan & 

Deci, 2000). Motivation has been a recurrent topic of interest and investigation in the 

field of psychology. It is believed by some psychologists that motivation is at the core of 

biological, cognitive, and social regulation. Possibly, of more importance, in the real 

world, is the consequence of motivation. Motivation causes one to act and produce, 

which makes it the concern of anyone working with or leading people in hopes of 

influencing them to act, such as managers, teachers, politicians, and ministers (Ryan & 

Deci, 2000).

Education

The self-determination concept dates back 2,369 years and the term dates back 

289 years. This is how long the concept and the term existed before being used together 

in American educational literature. Self-determination, as it is now understood and 

defined by educators, crossed over from the religious, philosophical, political, and 

psychological fields into the educational field in 1969. The crossing point emerged with 

the normalization movement that started in the Scandinavian countries of Denmark and 

Sweden. The normalization movement was a defiant move away from the attitudes of the 

Alarmist Protectionism era of (circa 1890-1920) by fostering an interest in the concept of 

advocacy that became a key component of self-determination (Wehmeyer, Agran, & 

Hughes, 1988).

Alarmist and Protectionism. During the alarmist period in history (circa 1890- 

1920), people with disabilities were viewed as a threat to society. They were regularly
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institutionalized, frequently dehumanized, and could become wards of the state, which in 

some cases meant that the superintendent became their legal guardian. This often 

happened even when the resident had an interested parent. Various meager efforts of 

concern and protection for institutionalized people with disabilities began to appear. 

However, these protective services had a number of deficiencies. Some arrangements 

were impractical and not readily available. When they were available, they were often 

administered in an unbending unimaginative way and usually failed to provide the 

prolonged individualized relationships needed by many clients. Too much or too little 

protection was what the person needing services typically received (Wolfensberger et al., 

1972).

Normalization. Prior to 1969, the term normalization was not known as the 

byword of an “ideology of human management” (Wolfensberger, Niije, Olshansky, 

Perske, & Roos, 1972, p. 27). The head of a Danish Mental Retardation Service, Bank- 

Mikkelsen, was credited as first disseminator of the normalization concept 

(Wolfensberger et al., 1972). In 1959, Bank-Mikkelsen encouraged the inclusion of the 

principle into a Danish law enacted to regulate services to individuals with mental 

retardation. He described normalization as permitting the acquisition of “ . . .  an existence 

for the mentally retarded as close to normal living conditions as possible” (p.57). Bank- 

Mikkelsen's statement, “In Denmark we have not theorized so much as in other countries 

about normalization,” ( 1980, p. 62) might explain his failure to formulate a systematic 

statement of the normalization principle. Such a systematic statement did not appear until 

ten years later when Niije, executive director of the Swedish Association for Retarded 

Children, wrote the following elaborated principle of normalization for a British journal
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in 1969. “T he normalization principle means making available to all mentally retarded 

people patterns of life and conditions of everyday living, which are as close as possible to 

the regular circumstances and ways of life of society ” (Niije, 1980, p. 33). Bank- 

Mikkelsen's and Niije’s normalization statements targeted people with mental retardation 

in institutional settings. No mention was made of the relevance of normalization in other 

settings for people other than those with mental retardation or human management in 

general.

In 1972, Wolfensberger et al (1972) offered a more universal and broadly 

adaptable definition of the normalization principle. They attempted to reformulate the 

definition for North American audiences and maximize its adaptability to human 

management in general. Wolfensberger et al. advocated a further refinement with the 

following definition: “Utilization of means which are as culturally normative as possible, 

in order to establish and or maintain personal behaviors and characteristics which are a 

culturally normative as possible" (p. 28). This definition was the first to describe the 

normalization principle as culturally specific and categorically unrestricted, which added 

a universal adaptability to the normalization definition. They explained that 

normalization does not mean all services should be the same, but, as much as possible, 

should be typical of one’s own environment. In other words, “normative is intended to 

have statistical rather than moral connotations, and could be equated with typical or 

conventional” (Wolfensberger et al., p. 28). Although it was pointed out that the 

definition does not imply a promise of remaining or becoming normal for those receiving 

normalizing measures and process, it did imply that human managers will “aspire to elicit 

and maintain behaviors and appearances that come as close to being normative as
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circumstances and the person’s behavioral potential perm it. . (Wolfensberger et al., 

1972, p. 28). This implies that normalization should establish and support normative 

behavior in persons with prior deviant behavior as well as assist people with no previous 

deviant behavior from becoming perceived as deviant. Wolfensberger (1980) defined 

deviant as:

. . .  being different from others, in one or more dimensions of identity, which 

are viewed as significant by others, and this differenmess must be negatively 

valued. It is not differentness itself that makes for deviancy in this definition, but 

negatively valued differentness . . .  .(p. 8)

Wolfensberger cautioned that his definition should not be confused with other definitions 

of deviant that have totally different implications (Flynn & Nitsch. 1980).

Advocacy. Wolfensberger et al.'s ( 1972) Citizen Advocacy, a part of 

normalization, was a move away from alarmist, protectionist, and institutionalization and 

toward a more human treatment of people with disabilities. In his discussion of 

normalization under the heading of Special Implementive Strategies and Mechanisms, 

Wolfensberger explained the need for citizen advocacy. Competent citizen volunteers 

represent the interest of individuals that are impaired in some way. The relationship was 

one-on-one and often sustained on a life-long basis coordinated by a Citizen Advocacy 

office. From Citizen Advocacy beliefs with its focus on the individual needs of people 

with disabilities, a shifting of beliefs began (Wolfensberger et al., 1972). By the 1980s, a 

movement away from the idea of systems making decisions for individuals emerged. 

Thinking moved towards the notion that individuals should be empowered to make their 

own decisions. More concentration was given to the individual, resulting in a concept

18



called person-centered planning (Pennell, 2001). Other efforts based with focus on the 

individual were a push for inclusive settings and criticism of home-like and job-like 

simulated programs believed to be enforcing segregation (Pennell, 2001).

During this same period (1970’s - 1980’s), a notion that gained strength and 

support was self-advocacy. Self-advocacy promoted the idea that the individuals have the 

ability to stand up for themselves as well as help others with disabilities stand up for 

themselves. It meant knowing your rights and the responsibility to speak and making 

choices for yourself. It meant taking risks, learning from your own mistakes, and going 

after your dreams. Self-advocacy meant a life-long process of learning for all involved. 

According to Pennell (2000) self-advocacy is:

A revolution for change, to enable people with and without disabilities to live in 

harmony. Self-advocacy is founded on the belief that together, we can create the 

spark to light the Ore cf a better life for all of us. (p. 223)

Although the self-advocacy movement began in the 1970s and 1980s, it was not 

until the 1990s that individuals with disabilities began to be included in the self-advocacy 

movement. Only recently have self-advocating individuals with disabilities been included 

at local, state, and national levels to help formulate decisions affecting them. Most states 

are just beginning to offer training to increase self-advocacy and leadership skills for 

people with disabilities who often lack these skills.

Although obstacles have confronted the movement, the self-advocacy movement 

is still alive. A national self-advocacy group. Self Advocates Becoming Empowered 

(SABE), was formed in 1991. In October 1999, the Administration of Developmental 

Disabilities awarded SABE a three-year grant. Project Leadership. Project Leadership
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provides leadership-training kits, curricula, and training for both self-advocates and 

parents as well as developing a national self-advocacy network. SABE works with the 

National Parents Network, the National Program Office on Self-Determination, and the 

Center on Innovations of Community Options.

Self-Regulation. Another foundational element of self-determination that focused 

on social learning methods had its beginnings in research in the 1960s and 1980s. 

Researchers such as Bandura, Thoresen, Mahoney and Meichenbaum, who investigated 

modeling, cognitive reinforcement, and imitation, began to recognize and write about the 

promising qualities of social learning methods. Their investigations and writings spawned 

interest in other areas such as self-instruction and self-management. These skills often 

referred to as self-regulations, are foundational actions, usually associated with a person 

who has control over his life and choices. However, none of these actions described as 

self-regulation are comprehensive enough to cover the full scope of or to be confused 

with the total concept of self-determination (Wehman,1998, in the forward to Wehmeyer, 

Agran, & Hughes, 1998). In answer to the question, “What is self-regulation?”. Whitman 

(1990) stated:

A complex response system that enables individuals to examine their 

environments and their repertoires of responses for coping with those 

environments to make decision s about how to act, to evaluate the desirability of 

the outcomes of the action and to revise their plans as necessary, (p. 373)

Agran ( 1997) explained that behaviors considered self-regulated include self­

management strategies such as self, monitoring, instmction, evaluation, and 

reinforcement. Also included in self-regulated behaviors are those of goal setting plus
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planning for attainment, problem-solving, and observational learning strategies. All of 

these behaviors must be learned for a student to develop into the causal agent in their 

lives (Agran, 1997).

Mithaug, Martin, Agran, and Rusch (1988) identified 40 skills and four major 

skill clusters of behaviors common among prominent people discovered in an extensive 

literature review on “success” behaviors. The four skill clusters included (a) setting goals 

and developing action plans to achieve the goal, (b) implementing and following the plan, 

(c) evaluating their action and success at reaching the goal, and (d) changing the plan. 

From these findings the researchers reasoned that these same skills could help people 

with disabilities achieve success Justas they had done for the people in the review. 

(Mithaug et al., 1988).

Self-regulation skills empower students (Graham, Harris, & Reid, 1992), which 

enable them to take the responsibility for their learning (Schuler & Perex, 1987). Karoly 

and Kanfer (1977) believed self-regulation to be the central notion in self-management. 

Moreover, its absence poses a major problem for students receiving special education 

services (Agran, Martin, & Mithaug, 1989; Mithaug et al.. 1988). These deficiencies 

lessen the possibility of self-regulated performance and minimize chances of success for 

the students with disabilities (Wehmeyer et al., 1998),

Self-determination. A key component of Wolfensberger’s (1972) discussion of 

normalization is “the right to self-determination” (Wolfensberger et al., p. 194). A key 

element of normalization was to create conditions so a person with disabilities can 

experience the normal respect that a person without disabilities receives.
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In 1988, the United States Office of Special Education and Rehabilitative Services 

(OSERS) started a self-determination program of system wide activities focused on 

giving people with disabilities more input into decisions, which affected their lives. From 

this effort, a definition of self-determination emerged as the attitudes and abilities that 

causes a person to define their own goals and then take the initiative to achieving those 

goals (Ward, 1988). Also in 1988, the United States Department of Education's, Office of 

Special Education Programs (OSEP) funded the first six of 25 new projects charged with 

producing curricula and instructional materials to teach self-determination. This marked 

the beginning of a noticeable self-determination movement in the field of special 

education (Ward, 1988). As with any problem inquiry, definitions and explanations must 

first be formulated and clarified before a search for decisive solutions can be sought. The 

first task faced by the directors of those initial OSEP projects, according to Wehmeyer 

( 1999) a director of one of the six projects funded in 1990, was to define self- 

determination (Wehmeyer. 1999). The discussions and research surrounding self- 

determination has produced various definitions of self-determination (see Table 2) that 

can be categorized as either choice or goal setting and attainment type definitions (Martin 

et al., 2(X)2) (see Table 2).

Table 2

Definitions o f  Self-Determination 

Choice Definitions 

Nirje (1969)
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Self-determination is a critical component of the normalization principle, which 

advocates that choices, wishes, and aspirations of people with disabilities be considered 

in actions affecting them.

Deci and Ryan ( 1985)

Self-determination is the capacity of individuals to choose and then have these 

choices be the driving force behind their actions.

Williams ( 1990}

Self-determination refers to the attitudes and abilities required to act as the 

primary causal agent in one's own life and to make choices regarding one's actions free 

from undue external influence.

Schloss, Alper, and Jayne {1993)

Self-determination is a person's capacity to choose and to have those choices be 

the determinants of one’s actions.

Goal Setting and Attainment Deflnitions

Ward (1988)

Self-determination is the attitude and ability that lead individuals to define goals 

for them and to take the initiative in achieving those goals.

Wolman, Campeau, DuBois, Mithaug, and Stolarski (1994)

A self-determined person knows and can express his needs, interests, and abilities. 

He sets appropriate goals, make choices and plans in pursuit of the goals, and makes 

adjustments as needed to achieve them.
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Martin, Huber Marshall, and Maxson ( 1993)

Self-determined individuals know what they want and how to get it. From an 

awareness of personal needs, self-determined individuals set goals, and then they 

doggedly pursue their goals. This involves asserting their presence, making their needs 

known, evaluating progress toward meeting their goal, adjusting their performance as 

needed, and creating unique approaches to solve problems.

Field and Hoffman (1994, 1995)

Self-determination is a person’s ability to define and achieve goals from a base of 

knowing and valuing oneself.

Serna and Lau-Smith {1995)

Self-determination refers to a person’s awareness of his strengths and weaknesses, 

his ability to set goals and make choices, to be assertive, and to interact with others in a 

socially competent manner. The outcome is a person who is able to obtain his or her own 

goals without infringing on the rights, responsibilities, and goals of others.

Mithaug et a i, (1998)

Self-determination is the repeated use of skills necessary to act on the 

environment in order to attain goals that satisfy self-defined needs and interests.

Some view choice as the most important self-determination component. Students 

enjoy choosing and dreaming about what they would like to do at some point in the 

future. However, goals are the engine that drives self-determined behavior. They are what 

make the dream happen. Self-determination is the “attitudes and abilities that facilitate an 

individuals identification and pursuit of goals” (Powers et al.. 1996). It is self-directed
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action to attain goals that marks determined behaviors (Field & Hoffman, 1995). Self 

determined individuals doggedly pursue their goals until the goals are attained (Martin, 

Huber Marshall, & Maxson, 1993). Goal attainment begins with goal setting. Goal setting 

by itself is a powerful and extremely effective tool for bringing about changes in behavior 

(Johnson & Rusch, 1990). Without goals, a person has nothing to strive toward in life. To 

this end, the goal attainment process makes the dream happen. Thus, goal attainment 

behavior is a critical self-determination instructional area (Wehmeyer, 1994).

Theoretical Relevance 

Crucial to the outcome of the U'ansitional training process for people with 

disabilities is the acquisition of self-determination (Ward, 1988; Field, Martin, Miller, 

Ward, & Wehmeyer, 1998; Halloran, 1993; Halpem, 1994). Self-determination is the 

acquiring of the skills, knowledge, and beliefs that enable a person to engage in self 

selected, directed, and regulated goal attainment behaviors (Field, Martin, Miller, Ward, 

& Wehmeyer, 1998b). Mithaug (2001) stated that youth in special education possess 

fewer self-determination skills than do their general education classmates.

Wehmeyer ( 1994) considered goal attainment skills to be the most important self- 

determination component. Garfield (1986) believed that such skills serve as the keys to 

success and can be taught systematically. Goal attainment is a two-step process of first 

selecting goals based on interests, skills, and limits and secondly taking action guided by 

plans formulated to achieve those goals (Martin et al., 2001). Goal setting alone, it is 

noted, will not produce maximum benefit for students with disabilities without explicit 

goal-attaifunent instruction (Fuchs et al., 1997). To help ameliorate these deficiencies by 

increasing the use of self-determination knowledge and skills. Wall and Dattilo (1995)
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and West, Barcus, Brooke, and Rayfield ( 1995) believed self-determination skills should 

be methodically taught to students with disabilities.

Ward (1996) recommended the development and use of curriculum and 

instructional materials designed purposely to teach those lacking self-determination 

skills. One such package designed specifically to teach self-determination skills is the 

ChoiceMaker series developed and field-tested during 1995-1998 by Martin and Huber 

Marshall (1999). Although the field tests established its usefulness, the Take Action 

lesson package of the ChoiceMaker instructional series was not been empirically 

examined.

An empirical study by German et al. (2000) was conducted to determine “if the 

Take Action instructional materials would teach adolescents with mild to moderate 

mental retardation daily goal attainment skills” (p. 29). In their study, they taught six 

adolescents with mild to moderate mental retardation to attain daily lEP goals. After 

intervention, the students’ goal attainment ability improved over their baseline ability and 

even maintained following withdrawal of teacher instruction. German et al. suggested the 

need for investigations with other groups o f students and environments.

Generalization

Russell ( 1974) stated that authors of research on behavioral programs have a 

practical as well as an ethical responsibility to demonstrate generalization. Drabman, 

Hammer, and Rosenbaum (1979) also questioned the ethics of soliciting the trust and 

cooperation of people in need of professional help with no attempt to discover methods to 

increase the retention of the positive treatment effects after assistance is removed. 

Although there are studies of generalized treatment effects, many researchers, in their
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eagerness to investigate the problem, have not adequately defined their conceptions of 

generalization or used the basic guidelines for classifying generalization offered by 

Kazdin ( 1975) or O’Leary and O’Leary ( 1976). According to Drabman et al. ( 1979), 

early definitions of generalization in the 1950s were either too strict or not strict enough. 

In Drabman et al’s ( 1979) view, “subjective reference to a variety of phenomena as 

generalization is unacceptable if a technology for programming these effects is to be 

developed” (p. 204). They also believed that Stokes and Baer, (1977) definition was more 

appropriate; “The occurrence of relevant behavior under different, non-training condition 

(i.e., across subjects, settings, people, behaviors, and/or time) without the scheduling of 

the same events in those conditions as had been scheduled in the training conditions” (p. 

350). Additionally, Drabman et al. (1979) pointed out that the complexity of the Stokes 

and Baer definition underscores the need for more descriptive labels and categories for 

better communication and more discrete analyses of generalization. Though 

acknowledging that generalization can be viewed based on processes associated with 

generalized effects, Stokes and Baer offered an alternate view that defines generalization 

based on the methods used and the data recorded.

Drabman et al. (1979) constructed a generalization map of descriptive categories 

to classify and determine the prevalence of generalization studies reported during a 10- 

year period from 1960-1970. Included in the survey were all studies of generalization, 

successful and unsuccessful, as well as those studies that included some form of 

generalization, even if the author failed to specifically discuss generalization. The results 

suggested four major generalization categories: (1) across time, (2) across settings, (3)
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across behaviors, and (4) across subjects when combined give 16 separate generalization 

classes (see Figure I).

Figure I

The Generalization Map of 16 Different Classes of Generalization Effects

GENERALIZATION MAP

TIME

SETTING

Treatment
on

Treatment
off

same

BEHAVIOR sam e

diff sam e

diff same diff same

diff

diff sam e diff

SUBJECTS s d  s d  s d  s d  s d  s d  s d s d

Note. From Drabman (1979) "Assessing Generalization in Behavior Modification with Children:
The Generalization Map. 1979, Behavioral Assessment," 1, p. 206. Copyright 1979 by
the Association for Advancement of Behavior Therapy. Reprinted with permission.____________

Generalization across time usually refers to a behavioral change originating 

during treatment and continuing after the treatment program is withdrawn. This is 

sometimes called response maintenance (Kazdin, 1975). The withdrawal or continuance 

of treatment is the pivotal condition that determines if generalization has or has not 

occurred. Generalization across setting refers to the changed behavior occurring in 

settings other than treatment environments. Another setting is one without the significant 

defining characteristics of the treatment setting. Drabman et al. (1979) cautioned that 

physical changes are obvious, but even subtle changes can constitute a change to a new
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setting. For example, the introduction of a new teacher or researcher in the setting of the 

original research alters the discriminative characteristics and results in a new setting. 

Generalization across behaviors is the change in behaviors not programmed for change 

in the treatment program. Response or side-effect generalizations are terms usually 

associated with this type of generalization. The non-programmed behavior must have an 

identification independent of the targeted behavior. Generalization across subjects 

involves non-targeted subjects that display a behavior following the start of treatment 

even though no contingencies were applied to them.

The demonstration of treatment effects that must occur before considering 

generalization is frequently accomplished with the use of a reversal ( ABAB) or multiple 

baseline designs (Drabman et al. 1979). However, unless generalization is the dependent 

variable, these designs do not provide the necessary controls to demonstrate 

generalization (see Figure I).

Drabman et al. ( 1979) provided the following discussion and clarification of 

generalization and the considerations used in constructing the Generalization Map.

For the Generalization Map, treatment was considered ongoing if any

programmatic contingencies controlled by the experimenter remained in effect, 

regardless of the label given to the study phase. Withdrawal of treatment indicated 

a return to conditions existing prior to the experimental phase(s). Thus, the 

dichotomous distinction between “treatment on” and “treatment o ff’ was made.

(p. 206)

29



Current Research

Presented in this section is a discussion of the first and only empirical study 

identified in the literature. Promoting Self-Determination: Using. Take Action to Teach 

Goal Attainment (German et al., 2000) that used Take Action: Making Goals Happen.

This study investigated the efficiency of the Take Action: Making Goals Happen 

instructional package in teaching a goal attainment process to adolescent high school 

students (Huber-Marshall et al., 1999).

Population and Setting. In the German study six adolescents with mild to 

moderate mental retardation learned how to attain their daily IE? goals. Students were 

selected because of their good attendance in a 90-minute class, which met three times a 

week. Written language and reading scores from the Woodcock Johnson Revised (WJ-R) 

ranged from K-7 to 4.2 and K-6 to 8.3 respectively. Other scores from the American 

Association of Mental Retardation’s Adaptive Behavior Scale (School Edition) or the 

Vineland were below average to poor for the most part.

Materials. The Take Action: Making Goals Happen included a choice of long 

term and short-term goal teaching formats. German used the short-term or daily format. 

The short-term format presented fewer goal attainment concepts and terms and required 

less writing by the student. The instruction took 6 to 10 hours, depending on the speed 

with which the student learned. Students learned a daily goal attainment process as 

opposed to a long-term goal attainment process.

Dependent Measure. Students chose three daily goals to accomplish. The number 

of goals accomplished served as the dependent measure.
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Design and Procedures. A multiple-baseline across two students at a time was 

used to evaluate the effectiveness of the Take Action Lessons. After intervention the 

researchers employed a partial withdrawal (Rusch & Kazdin, 1981) across two students 

at a time to determine if acquisition gains maintained.

Baseline goal selection and attainment without instruction. Each day the students 

chose three goals to complete in one day. They did not receive instruction, prompts, or 

feedback while attempting to achieve their goals.

Intervention. The Take Action lessons taught students the goal attainment process 

during four 90-minute classes. Following instruction, students were allowed to use the 

process for six days. Teachers gave prompts and feedback during the planning and the 

students’ attempts to accomplish the goal. At day’s end, teacher support, instruction, and 

feedback were given during the evaluation and adjustments procedure.

Maintenance. Partial withdrawal across two students at a time was employed to 

determine if acquisition gains maintained. The students received no prompts during the 

day and only verbal praise for the goals they attained.

Results. The researchers reported, “Instruction using the Take Action lesson 

package produced an increase in the number of daily goals attained for all six students. 

During the maintenance condition, the number of goals attained, maintained, and 

performed exceeded baseline levels” (German et al., 2000, p. 33). The authors gave three 

reasons that might limit implications of the study. First, all the students had near perfect 

attendance, a possible indication of pre-existing goal directed behavior. Second, the 

combined instruction from the Take Action lessons and the teacher, supplemented with 

several practice days, combined to obscure which components contributed the most to
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student gains. Finally, information was not maintained to determine if new goals were 

being chosen or the same ones were being chosen over and over.

Recommendations fo r  future research. Recommendations for additional research 

included determining the effectiveness of the regular Take Action format for teaching 

long-term goal attainment process. The researchers suggested using other groups in 

different environments, pursuing other types of goals and including groups with learning 

disabilities. Additionally, the materials were designed for students with and without 

disabilities so the researchers recommended future investigations using the materials with 

students with and without disabilities.

Consideration was given to the recommendations made by German et al. (2000) 

for future research as this research was designed. No attempt was made to duplicate the 

study of German et al. However, as many of their suggestions, as feasible, were included 

in the current research to broaden the empirical literature about the Take Action: Making 

Goals Happen instructional materials. This was accomplished by the methods explained 

in the following chapter.
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CHAPTERS

Method

This two-phase study sought to examine associated effects related to college 

students with learning disabilities learning a goal attainment process. I completed Phase I, 

Acquisition and Generalization, at the end of the 2001 spring semester. The data 

collected at the end of Phase I served as a control for Phase II, Time and Setting-Time 

Generalization. Phase II took place during the 2001 fall semester.

During the initial Acquisition and Generalization (Phase 1), 1 instructed five 

college students with disabilities in a goal attainment process. The purpose of this 

intervention was two-fold. First, 1 sought to measure the extent to which college students 

could learn a goal attainment process as the result of participating in a set of instructional 

materials originally designed for high school age students with mild/moderate disabilities 

(Huber Marshall et al., 1999). In addition, 1 probed to ascertain if goal attainment 

knowledge and skills generalized to a new behavior. The results in both cases were 

positive enough for Phase 1 outcomes to serve as a valid control for the proposed Phase II 

investigation.

In the Time and Setting-time Generalization (Phase II) it was necessary to 

determine if the goal attainment knowledge and skills acquired during Phase 1 would 

generalize over time and setting-time. Phase II began after three or more months from the 

five participants' last intervention and generalization probe in Phase I. A new set of 

procedures was implemented to examine time and setting-time generalization by adding 

different physical locations and instructors, a method traditionally applied to facilitate
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time and setting-time generalization studies. The two different variables o f the settings 

were physical locations and two separate administrators.

The following information explains how the study was conducted during Phase I, 

Acquisition and Generalization, and Phase II. Time and Setting-Time Generalization, to 

answer the research questions. Each heading is sub-divided to show first the information 

on the completed Acquisition and Generalization (Phase I) of the study and second to 

show information for the proposed Time and Setting-Time Generalization (Phase II).

Participants

Acquisition and Generalization

Five college students with disabilities agreed to participate in this study. Students' 

files documented average or above intelligence. Each student had scores in one or more 

academic functioning areas indicating superior ability in contrast to one or more areas of 

slightly below average scores. All were identified as having attention deficit disorder, 

with one also described as hyperactive. Four of the five students also had a learning 

disability diagnosed prior to college, yet only two of the students indicated they received 

special education services in high school (see Table 3). Three females and two males, one 

sixth-semester senior, one fourth-semester sophomore, and three second-semester 

freshmen participated. Three of the students were 19 years old, one had a 20th birthday 

during the initial Acquisition and Generalization (Phase I), one student was 22, and the 

other was 24. Rather than their real names, pseudonyms are used throughout this chapter 

and subsequent chapters.
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Table 3

Student Information

Name Age Gender Dis­
ability

University 
Intake date When Identified

Pat 19 Male LD 8-8-2000 High School

Sue 19 Female ADHD 10-10-2000 University

Ben 22 Male LD/
ADHD 10-15-1999 Mid High

Jen 19 Female LD 8-24-2000 High School

Mia 24 Female LD/
ADHD 8-19-1997 Mid High

Time and Setting-Time Generalization

All the students who participated in the completed Acquisition and Generalization 

(Phase I) of this study also participated in the Time and Setting-Time Generalization 

(Phase n) of the study (see Table 3).

Setting

Acquisition and Generalization

Phase I, Acquisition and Generalization, activities look place at the Zarrow Center 

for Learning Enrichment, Carpenter Hall, The University of Oklahoma, Norman Campus. 

Only one area within the Zarrow Center was used for all Acquisition and Generalization 

activities. The area was approximately 15 by 25 feet, with walls on two sides of the area, 

a third side defined by a movable partition, and the fourth side open to a larger office and
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reception area of the Zarrow Center. The environment at the Zarrow Center was a quiet 

comfortable setting with limited distractions.

Time and Setting-Time Generalization

The Zarrow Center, in Carpenter Hall, The University of Oklahoma, Norman 

campus was the same physical location used for the intervention sessions (see Table 4, 

Setting Variations) and was the setting for Phase II, Time and Setting-time 

Generalization. The lounge area on the 2nd floor of the Oklahoma Memorial Union 

Building, The University of Oklahoma, Norman campus also was used. Two 

administrators were utilized to affect setting changes.

Table 4

Setting Variations fo r  Time and Setting-Time Generalization Probes

Probe Zarrow Ctr. 1 o u  Union 2 Administrator 1 Administrator 2

1 V V

2 V V

3 V V

4 V V

Dependent Measures

Acquisition and Generalization

Acquisition dependent measures included the percent of the Take Action Quizzes 

correctly scored and the percent o f total point change across five pre-post tests

36



scores: (a) ChoiceMaker Assessment Scale: Take Action Section, (b) Air Self- 

Determination Scale, (c) Self-Determination Knowledge Scale, (d) Approach to Learning 

Scale, and (e) Se If-Regulation Behaviors Scale. Generalization was measured by the 

percent of the Take Action Goal Attainment Forms correctly completed (see Appendix 

A).

Time and Setting-Time Generalization

The dependent measures for the Time and Setting-Time Generalization (Phase Q) 

derived hrom the same instruments used in the Acquisition and Generalization 

(Phase I). One exception was the proficiency Take Action Quizzes measures. Only the 

dependent measure from four of the seven proficiency Take Action Quizzes were used 

during the Time and Setting-Time Generalization (Phase II) (see Appendix A).

Materials
Acquisition and Generalization

Interventions. The Take .Action: Making Goals Happen. The Take Action 

instructional materials were designed to teach students goal attainment knowledge and 

skills (Huber Marshall et al., 1999). The lessons, which can be presented individually or 

to a group, consist of seven lessons that define the goal attainment process. The materials 

include an instructional script for each lesson. In each lesson, selected portions of the 

Take Action Goal attainment form is introduced, explained, and exercises are provided 

for practice.

Lesson One provides an introduction to the Take Action Process, and introduces

act, evaluate, and adjust are components. The concepts of long- and short-term goals are

explained and demonstrated to show that long-term goals break down into short-term

goals. The lesson concludes with guided practice in breaking down long-term goals into
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short-term goals, followed by independent practice breaking down long-term goals into 

smaller short-term immediate goals.

Lesson Two provides a ten-minute video showing the six parts of a goal plan used 

by students to accomplish various personal goals. Next, students complete activities that 

demonstrate the first through the fourth part of a goal plan. DeOnitions of standard, 

motivation, strategy, and schedule with the related questions used on the Take Action 

goal attainment form are covered. Each question guides the students in identifying, in 

their own words, the six needed plan parts. For example, when determining their 

standard, students learn to ask, “What will I be satisfied with?” or when helping to 

determine their motivation to accomplish their goal, they ask themselves, “Why do I want 

to do this?”

Lesson Three reviews long-term and short-term goals. Students review four steps 

of standard, motivation, strategy, and schedule and the corresponding goal attainment 

questions, introduced in Lesson Two. The lesson ends with the demonstration of the two 

remaining Take Action Plan Parts, support and feedback and related questions.

In Lesson Four the students read examples of fictitious student situations. The 

instructor models Take Action Plan Critique form and the Breaking Down Goal 

Worksheet. Students then have the opportunity to work alone critiquing and explaining 

their critique of different student situations.

Lesson Five reviews words and definitions, plan parts and corresponding 

questions, and plan critiquing. At this point in the materials, students develop a long-term 

goal plan and short-term goals to support their long-term plan. After completing their 

plans, students practice critiquing each part of their plan with the Critique Worksheet.
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Lesson Six begins with a review of previous lessons followed by a lesson 

overview. The script discusses examples from the video. Students then make evaluations 

and adjustments to an example plan and action sections of a goal plan. The evaluation 

and adjustment rationale of Parts 1-4 are discussed. Students then complete Part 2— 

Action, Part 3—Evaluate, and Part 4—Adjust of their personal plans begun in Lesson Five.

In Lesson Seven students select a long-term goal they wish to accomplish and 

then break it down into short-term goals to work on at once. Short-term goal plans are 

constructed and critiqued. Completion of a Breaking Down Long-Term Goals worksheet 

concludes the seven lessons of instruction.

Assessment Tools. Two parts o f The ChoiceMaker Self-Determination Assessment 

were used in this study. Part One, ChoiceMaker Assessment Section 3: Take Action, and 

Part Two, ChoiceMaker Assessment Profile Section 3: Take Action (Martin & Huber 

Marshall, 1999). The two parts can be used together or separately (see Appendix B). The 

instrument reliability had a .8 or higher significant correlation between two 

administrations given two weeks apart in a multi-state test-retest reliability study (Martin 

& Huber Marshall, 1999).

Part One of the ChoiceMaker Assessment, yields a skill and self-determination 

proficiency profile of the students in three categorical sections: Section One, Choosing 

Goals; Section Two, Expressing Goals; and Section Three, Taking Action. Each question 

is answered and scaled under two columns, the first colunm for Student Skills and the 

second column for Opportunity at School. Sections can be used together or individually.

In Part One the profiling questions are grouped into four sub groups of Student 

Plan (Questions F1-F2), Student Action (Questions G1-G7), Student Evaluation
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(Questions HI-H8), and Student Adjustment (Questions 11-18). The 31 questions are 

rated on a scale that progress from 0 (not at all) through 1. 2, 3, to 4 ( 100%) (see 

Appendix B). Each question can be answered twice, once for Student Skills and again for 

Opportunity at School.

Part Two is a ChoiceMaker Assessment Profile form to record points from the 

three sections in Part One and convert those points to percent scores. Columns 

correspond to each of the three sections from Part One: Choosing Goals, Expressing 

Goals, and Taking Action. Each of the three sections has two sub-headings. Student 

Skills and Opportunity at School. Both Section sub-headings have two columns each to 

record scores from two different dates.

The student version of the AIR Self-Determination Scale (see Appendix C) 

instructs the user to “ . . .  answer the questions about how you go about getting what you 

want or need” (Wolman et al., 1994, p. 1). It consists of twenty-four profiling questions 

grouped into four sections, with six-questions in each section. The sections are titled (a) 

Things I Do, (b)How I Feel, (c)What Happens at School, and (d)What Happens at Home. 

Student’s answers are ranked using the following point scale: 1 never, 2 almost never, 3 

sometimes, 4 almost always, and 5 always. Points convert to percent of a 100% scale to 

determine the level of self-determination. Reliability of the test-retest consistency over a 

elapsed period of three months separating the first and second test administration yielded 

a correlation of .74” (Wolman et al., 1994, p. 2) (see Appendix C).

The Self-Determination Knowledge Scale was also used (Hoffman, Field, & 

Sawilowsky, 1996). It consists of a thirty questions designed to assess the student’s 

cognitive self-determination knowledge and skills. The reading level of the test is
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approximately fifth grade. Content validity of the test was based on the blueprint 

approach to test construction (Nunnaly, 1978). The Combach's alpha internal consistency 

produced a reliability estimate o f approximately .89 (Hoffman et al., 1996) (see 

Appendix D).

Proficiency Take Action Quizzes are included after each o f the seven intervention 

teaching lessons (Huber Marshall et al., 1999) (see Appendix E). Each test focuses on 

one lesson of the instructional materials. One test at the end of Lesson Four is a review of 

the material covered from Lesson One through Lesson Four. Instructions for completing 

each test are included on the test form. The tests are not timed.

The Approach to Learning test (Greene & Miller, 1996) contains 22 Likert-type 

items with a ranking scale of 1-6 points ranging from 1 strongly disagree to 6 strongly 

agree. They are grouped into the following categories: three items for learning goal, 

performance goal-approach. and performance goal-avoidance; five items for perceived 

instrumentality, and four for perceived ability-task referenced, and four for perceived 

ability-peer referenced (see Appendix F).

The Self-Regulation Behaviors tool consists of 18 Likert-type questions (Greene 

& Miller, 1996) with a 1 to 6 scale from strongly disagree to strongly agree are 

distributed over the following four categories: nine self-regulation, seven deep processing 

strategy, one shallow processing strategy, and one persistence (Greene & Miller, 1996) 

(see Appendix G).

Behavioral Generalization Take Action form. A four-part goal attainment 

worksheet, constructed for the research project (see Appendix H), was used to collect the 

repeated measure. Each of the four sections. Plan, Act, Evaluate, and Adjust, represent
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crucial goal-planning steps. Each of the four parts includes the following: standard, 

motivation, strategy, schedule, support, and feedback. This dependent measure represents 

a percent correct of 68 total possible points from all four sections. Total possible points of 

each section are divided between questions and answers (see Appendix I):

1. Percent of plan section: 16, ten for questions and 6 for answers.

2. Percent of act section: 13, six for questions and seven for answers.

3. Percent of evaluate section: 25, 13 for questions, and 12 for answers.

4. Percent of adjust section: 14, eight for questions, and six for answers.

Time and Setting-Time Generalization

The materials used in the Acquisition and Generalization (Phase I) of the research 

was used again in the Time and Setting-Time Generalization (Phase II). An exception 

was the proficiency Take Action Quizzes. Instead o f administrating all seven tests on each 

of the four probes during the Time and Setting Time Generalization phase, only four of 

the seven tests were randomly selected. A different one was given at each probe. All 

participants were given the same randomly selected tests (see Appendix B).

Design

Acquisition and Generalization

A multiple probe design across subjects assessed acquisition o f knowledge and 

skills plus demonstrate experimental control (Cronin & Cuvo, 1979).

Time and Setting-Time Generalization

Time and Setting-Time Generalization (Phase II) used a withdrawal design 

(Rusch & Kazdin, 1981) utilizing the Acquisition and Generalization (Phase I) data as 

control. Specifically, I undertook a total withdrawal o f the intervention package, as
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demonstrated by Aragona, Cassady and Drabman (1975). The variation of time and 

setting-time conditions were added for a more detailed measure of generalization.

Participant Selection

Acquisition and Generalization

Participants needed a score of 86% or below ( 106 points of a possible 124) on the 

ChoiceMaker Assessment scale (Martin & Huber-Marshall, 1996) (see Appendix A). If 

student scores met the criterion, they were paid a $250.00 stipend for their participation 

in the Acquisition and Generalization (Phase I).

Time and Setting-Time Generalization

The five students who participated in the Acquisition and Generalization (Phase 1) 

also participated in the Time and Setting-Time Generalization (Phase 11). Each 

participant was offered a stipend of $80.00 for participation in Phase 11.

Baseline

Acquisition and Generalization

In Acquisition and Generalization (Phase 1), baseline data were recorded for each 

student prior to intervention. Baseline data consisted of students' scores based on the 

number of correctly completed Plan, Act, Evaluate, and Adjust sections o f the Take 

Action goal attainment work sheet (see Appendix 1). As individual students arrived, they 

were greeted with a brief welcome conversation before each took a seat. After each 

student received a Take Action worksheet and a pencil, 1 read aloud the scripted 

instructions (see Appendix J). Students received no additional information or assistance 

while completing the Take Action worksheet. Once the student completed the worksheet.
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I scheduled the date for the next appointment, thanked the student for participating, and 

dismissed the student.

Time and Setting-Time Generalization

Data collected at the conclusion of the Acquisition and Generalization (Phase I) of 

the research served as the baseline control for the Time and Setting-Time Generalization 

(Phase Q) segment of the research. When this data was collected, all instructional 

components had been totally withdrawn.

Intervention

Acquisition and Generalization

Take Action Goal Attainment instructional materials taught students the goal 

attainment process (Huber Marshall et al., 1999). Each o f the seven lessons included an 

instructor presentation script (see .Appendix K) and lesson quiz. I read the script for each 

lesson to the students in a one-on-one lecture-type presentation. Variations from the 

script were minimal with my comments limited to encouragement or approval. 

Elaboration of instructions or content was not given. I incorporated transparencies with 

the lessons presentations, as suggested by the script. A video, included in the materials, 

was also used for instruction as called for by the script. Students completed a section test 

after each lesson covering what I had just taught them. As students completed each 

lesson, they were tested and moved to the next lesson until all seven lessons were 

completed. After completing the lesson test, the students set an appointment for the next 

lesson. I then thanked them for their participation and dismissed them. This process 

continued through completion of all seven lessons. Each session was video recorded.
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In addition to the seven lesson quizzes, the goal attainment work sheet provided 

repeated measures of the primary dependent measure. The students were given a blank 

form and instructions were read to them, from a script, each time a measure was taken. 

Students were scored on their ability to provide questions, answers, and explanations in 

the plan, act, evaluate, and adjust sections.

Time and Setting-Time Generalization

After three to four months following intervention, students were given four non- 

instructionai probes assessed time and setting-time generalization. At each probe 

meeting, directions for completing each assessment instrument was read to the students. 

Directions for completing the repeated measure were read to the student from the script 

used in the Acquisition and Generalization (Phase I) (see Appendix J). No additional 

information or direction was given. Each instrument was presented in the same order to 

each student, at each of the four probes. Students were not assisted in anyway after the 

instructions were read (see Appendix L). When the instruments were completed, they 

were collected and the student was dismissed after the date for the next probe meeting 

was selected. All instruments were double graded and recorded. Probe grades were not 

shared with the students until all students completed all four probes.

Probes One and Two occurred in the same physical location used during the 

intervention of the Acquisition and Generalization (Phase 1). 1 conducted the intervention 

in the Acquisition and Generalization (Phase 1) and the first probe over time. The second 

Administrator, a graduate assistant, gave the second probe (see Table 4, Setting 

Variations).
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The physical setting of probes three and four changed to the food court of the 

Oklahoma Memorial Union Building on The University of Oklahoma, Norman Campus. 

Each Administrator administered one probe each in the new physical setting.

Inter-Observer Agreement

Acquisition and Generalization

Dependent Measures. An independent observer and I graded the completed Take 

Action form and the 1-7 proficiency Take Action Quizzes to establish inter-rater 

reliability scores (see Table 5). The average percent of agreement on the repeated 

measure worksheet completion form of plan, act, evaluate, and adjust, across all five 

participants, is shown in Table 6.

Table 6 presents the inter-rater agreement scores for the 1-7 Take Action Lessons. 

A total percent of inter-rater reliability was figured for each lesson a student completed. 

The average of these five total percents produced a grand total inter-rater reliability score 

of 96% .

Table 5

Inter-rater Agreement on Percentage o f Plan Parts Completed Correctly

Plan Action Evaluate Adjust Median

% Average 90.12 96.15 98.24 96.71 96.65

Independent Measures. An independent observer checked for consistency of 

instruction, and to checked for instructor drift (see Appendix M). The five students 

completed all seven lessons for a total of 35 lessons. Videotaping ranged from 71% to

46



100% of students' total sessions. The grand total of 29 videoed lessons represented 83% 

of all 35 lessons.

Table 6

Inter-rater Agreement on 1-7 Take Action Test Scores

Student Pat Sue Ben Jen Mia Grand Total Average %

Total % 

agreement 92 1(X) 83 100 100 96

An independent observer used the videotapes to establish an accuracy of 

instruction score. The scores were averaged to reflect one score of consistency of 

instruction for each student. These scores were averaged for a grand total accuracy of 

presentation score, over all students, of 98% (see Table 7).

Table 7

Consistency o f instruction

Student
Overall

Pat Sue Ben Jen Mia % Average

% Total 97 99 96 97 99 98

Time and Setting-Time Generalization

Dependent Measures. An independent observer and I graded the completed Take 

Action form and the four quizzes. The agreement on the Take Action form of plan, act,
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evaluate, and adjust, across all five participants, and four probes ranged from 95 to 99%. 

Agreement on the four Take Action quizzes was 100%.

Independent Measures. The instructions for all four probes were read from a 

script (see Appendix N) for consistency between administrators. All the instruments were 

presented in the same sequence at each probe (see Appendix O). There was no other 

instruction provided. Inter-rater agreement on all independent measures ranged from 99 

to 100%.
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CHAPTER 4 

Results and Data Analysis 

This two-phase study determined the efficiency of the Take Action: Making Goals 

Happen (Marshall et al., 1999) instructional materials to teach a goal attainment process 

to college students with disabilities and check their generalization of what they learned. 

This chapter presents the results and analysis of the findings of Phase I and Phase II of 

the study. Included are the questions posed, instruments, sample, sample selection 

process, and results. Each research question is listed followed by the instrument used and 

the tabulation of the collected data used to answer the research questions.

Results of each dependent measure for each individual as well as the whole group 

are presented in table form. All scores are shown as fractions, with the score as the 

numerator and the total possible score as the denominator. Paired-samples t tests 

calculated on 28 pairs of pre and post scores determined if the mean difference between 

the scores on the two occasions (or under two conditions) were significantly different 

from zero (Green, Salkind, & Akey, 2000). Statistical signiEcance was indicated in three 

areas of the Take Action Form scores. One measure indicated statistical significance 

when the outlier with the greatest negative change was eliminated from the calculation. 

Scores from seven instruments were compared in various ways (see Table 8).
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Table 8

Method o f Score Comparisons

Raw Scores Raw Scores

Phase I 1" Baseline Compared To 1" After Intervention

Phase n  r '  After Intervention Compared To At A Later Time

1" After Intervention Compared To Average Setting-Time

Total Score for Each Instrument

1“ Baseline Compared To 1” After Intervention

r '  After Intervention Compared To 1“ At A Later Time

All 1” Baseline Compared To All Average Setting-Time

1“ After Intervention Compared To Average Setting-Time

1“ Baseline Compared To Average Setting-Time

Instruments

Seven instruments were utilized to answer the research questions (see Table 9). 

The instruments used in each phase and the associated research question numbers are 

included in the table 9 (see questions on p. 8). All instruments were used to gather pre 

and post data at baseline and intervention. After total withdrawal of intervention, data 

was collected over time and setting-time.
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Table 9

Instruments And Associated Research Question Number

Instruments

Phase 1 

Acquisition & 

Generalization

Phase II 

Time & Setting-Time 

Generalization

Take Action Quizzes I 1

Choice Maker Assessment: 
Take Action Section

2 2

Air Self-Determination 3 3

Self-Determination Knowledge 3 3

Approach to Learning 4 4

Self-Regulation Behaviors 5 5

Behavior Generalization Take Action form

Percent of Plan Section 1 6

Percent of Act and Evaluation 1 6

Percent of Adjustment I 6

Acquisition and Generalization -  Phase /

Acquisition questions. Do coUege students with learning disabilities, who receive

goal attainment instructions, acquire goal attainment knowledge and skills?

1. Will they score at least 80% or above on the curriculum acquisitions tests?

The majority of the students, three out of five, did score 80% or better on the Take

Action curriculum acquisitions tests. Students completed one Take .Action quiz (Marshall

et al., 1999) included in the instructional materials after each of the seven instruction
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interventions. Table 10 presents acquisition Scores of Goal Attainment Knowledge and 

Skills. Sue, Jen, and Mia each scored at the 80% criterion or better on all seven quizzes. 

Pat's success rate was 71% with five of the seven scores at criterion, but quizzes 6 and 7 

fell below the 80% criteria. Ben’s success rate was 57% (four of seven quizzes) with 

quizzes 2, 3,4, and 7 at or above criterion. Quizzes 1, 5, and 6 were below the 80%. Ben 

did score above criterion with 85% on test 7, which requires knowledge from the 

previous six tests. Ken’s score increased from test 6 to test 7 by ten points but did not 

make criterion. In answer to question 1, the 80% criteria were achieved by the students 

on 29 of the 35 tests for a success rate of 84% over all participants. The group score 

achieved criterion on quizzes 1, 2, 3 ,4 ,5 , and 7. Total scores on quiz 6 are only 6% 

points below the 80% criterion.

Table 10

Acquisition Scores o f  Goal Attainment Knowledge and Skills from Take Action Q uizes

Quizzes

Students 1 2 3 4 5 6 7 Total

Pat 4/4 6/6 6/6 6/6 13/13 13/30 40/75 88/140= 63%

Sue 4/4 6/6 6/6 6/6 13/13 26/30 74/75 135/140=96%

Ben 2/4 6/6 6/6 6/6 6/13 17/30 64/75 107/140= 76%

Jen 4/4 6/6 6/6 6/6 13/13 25/30 65/75 125/140= 89%

Mia 4/4 3/6 6/6 6/6 13/13 30/30 73/75 135/140=96%

Total 18/20= 27/30= 30/30= 30/30= 58/65= 111/150= 316/375= 590/700=

Percent 90% 95% 100% 100% 89% 74% 84% 84%
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2. Will a change occur between the pre and post assessment scores of goal 

attainment knowledge?

Results showed that a change did occur between pre and post scores. Prior to and 

at the conclusion of all instructional intervention, each student completed the Take 

Action, Section o f the ChoiceMaker Self-Determination Assessment (Martin & Huber 

Marshall, 1996). The resulting scores measured the goal attainment knowledge acquired 

(see Table 11). Individual scores ranged from a -  22% decrease in Pat’s pre score of 102, 

the group’s high pre score, to a 55% increase of Mia’s pre score of 65, which was next to 

the lowest pre score in the group (see Table 11). Total raw scores of all five participants 

marked a 16% increase from pre to post scores.

To explore other possibilities, additional t tests excluding outliers were 

performed, which also indicated statistical significance. By removing Pat’s largest 

negative percent of change scores from the calculation, p = .04 was indicated. By adding 

his scores back and removing Mia’s largest positive percent of change scores, a p = .054 

was indicated. Additionally, the calculation repeated with both largest negative (Pat) and 

largest positive (Mia) percent of change scores removed indicated no significance with a 

p = .096.

3. Will a change occur between the pre and post measures of their self- 

determination knowledge?

A change did occur between the pre and post measure of their self-determination 

knowledge. Prior to and at the conclusion of all instructional intervention, each student 

completed both the Air Self-Determination Scale (Wolman, Campeau, DuBois, Mithaug, 

and Stolarski, 1994) and the Self-Determination Knowledge Scale are shown in Tables
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Table 11

Acquisition Scores of Goal Attainment Knowledge and Skills: ChoiceMaker 

Assessment

Students

First Score of 

Baseline

First Score 

After Intervention

Percent of 

Change

Pat 102/124 = 82% 80/124 = 65% - 22/102 = -22%

Sue 49/124 = 40% 69/124 = 56% 2 0 /4 9  = 41%

Ben 92/124 = 74% 98/124 = 79% 6 /9 2 =  7%

Jen 90/124 = 73% 115/124 = 93% 25/ 90 = 28%

Mia 65/124 = 53% 101/124 = 82% 36/ 65 = 55%

Total 398/620 = 64% 463/620 = 75% 65/ 398 = 16%

12 and 13 respectively, with both tables (Hoffman, Field, and Sawilowsky 1996). Scores 

from the Air Self-Determination Scale and the Self-Determination Knowledge Scale are 

compared to the First Score of Baseline and the First Score After Intervention.

On the Air Self-Determination Scale, Ben’s score is of particular interest (see 

Table 12). He has the lowest pre score rank of 5* compared to a post score rank of 3"* 

representing a 31% improvement. Pat’s pre score was the highest of the group paired 

with his identical post score indicating no change The percent of change between pre 

and post scores of the Air Self-Determination Scale ranged from a high of 31% increase 

to a low of 0% change. All post scores were as good or better than the pre scores. The 

total group score improved by 10%.
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Table 12

Acquisition Scores o f Goal Attainment Knowledge and Skills: Air Self-Determination 

Knowledge Scale

Students

First Score 

of 

Baseline

First Score 

after 

Intervention

Percent

of

Change

Pat 115/120 = 96% 115/120 = 96% 0

Sue 84/120 = 70% 87/120 = 73% 3/84 = 4%

Ben 80/120 = 67% 105/120 = 88% 25/80 = 31%

Jen 91/120 = 76% 101/120 = 84% 10/91 = 11%

Mia 99/120 = 83% 108/120 = 90% 9/99= 9%

Total 469/600 = 78% 516/600 = 86% 47/469 = 10%

Note. Paired Sample total results (M = - 9.40. SD = 9.66, f = - 2.176, d f , 4 , d  = -.973, p = .095)

On the Self-Determination Knowledge Scale, Jen had a -3%  decrease from a high 

pre score of 97% (see Table 13). Sue had the lowest pre score of 70%, and the greatest 

increase of 27%. The Self-Determination Scale scores ranged from a -3%  decrease to a 

27% increase. The group Self-Determination Knowledge Scale pre and post scores 

increased 9%.
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Table 13

Acquisition Scores o f  Goal Attainment Knowledge and Skills: Self-Determination 

Knowledge Scores

Students

First Score 

of 

Baseline

First Score 

After 

Intervention

Percent

of

Change

Pat

Sue

Ben

Jen

M IA

30/37 = 81%

26/37 = 70%

34/37 = 92%

36 /37 = 97%

32/37 = 86%

35/37 = 95%

33/37 = 89%

36/37 = 97%

35/37 = -95%

33/37 = 89%

5/30 = 16% 

7/26 = 27% 

2/34=  6% 

-1/36 = -3% 

1/32= 3%

Total 158/185 = 85% 172/185=93% 14/158= 9%

Note. Paired Sample total results (M = - 2.80, SD = 3.44. t  = - 1.562, d f  = 4, d =  -.697, p  = . 193)

4. Will a change occur between the pre and post scores of their approach to 

learning?

A change did occur between the pre and post scores of their approach to learning. 

Prior to and at the conclusion of all instructional intervention, each student completed an 

Approach To Learning Scale (Greene, and Miller 1996). Although Jen’s pre score of 61% 

was the lowest of the group, she scored the highest percent increase of 14% (see Table 

14). Pat had a high pre score of 92%. However, her post score of 74% represented a 

decrease of -20%. The change percentage of the individual scores ranged from a low of 

-20%  to a high of only 14%. Three students had reductions in post scores, -4,-17, -20,
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and two students increased their post score, one up to +7% and the other +14%. The total 

score of the group decreased 5% from the pre test to the post-test.

Table 14

Acquisition o f  Goal Attainment Knowledge and Skills: Approach to Learning Scores

Students

First Score 

of 

Baseline

First Score 

After 

Intervention

Percent

of

Change

Pat 122/132 = 92% 98/132 = 74% -24/122 = -20%

Sue 89/132 = 67% 74/132 = 56% -15/89 = -17%

Ben 87/132 = 66% 93/132 = 70% 6/87 = 7%

Jen 80/132 = 61% 91/132 = 69% 11/80= 14%

Mia 114/132 = 86% 110/132 = 83% -4/114= -4%

Total 492/660 = 82% 466/660 = 78% -26/492=  -5%

Note. Paired Sample total results (M  = 5.20, SD = 14.48, ( = .803, d f=  4, d  = .359. p = .467)

5. Will a change occur between the pre and post measures of their self-regulation 

behaviors?

Pre and post comparisons of their self-regulation behaviors scores evidenced a 

change. Prior to and at the conclusion of all instructional interventions, each student 

completed the Self-Regulation Behaviors Scale (Greene, and Miller 1996). Jen’s pre 

score of 63% decreased to 58% on the posttest, yielding a -7% change (see Table 15). 

Ben’s pre score was 64%, yet increased to 75% on the posttest for a 17% increase, the
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highest of the five students. The group post score of 74%, an increase from 72%, 

represents a 3% increase over the pre score.

Table 15

Acquisition Scores of Goal Attainment Knowledge and Skills: Self-Regulation Behaviors

Students

First Score 

of 

Baseline

First Score 

after 

Intervention

Percent

of

Change

Mia 92/108 = 85% 98/108 = 91% 6/92 = 7%

Ben 69/108 = 64% 81/108 = 75% 12/69= 17%

Jen 68/108 = 63% 63/108 = 58% -5/68 = -7%

Pat 90/108 = 83% 94/108 = 87% 4/90= 4%

Sue 71/108 = 66% 65/108 = 60% -6/71 = -8%

Total 390/540 = 72% 401/540 = 74% 11/390= 3%

Note. Paired Sample total results (M = -2.20, SD = 7.63, t -  - .645, d f  = 4 , d -  -.288, p  = .354)

Generalization question. Do college students with learning disabilities, who have 

learned specific goal attainment knowledge and skills, generalize the knowledge and 

skills to new behaviors?

Repeated measures showed that changes did occur in both level and trend 

between the students’ pre and post scores. To evaluate the generalization of the 

knowledge and skills to a novel behavior, students completed a goal planning worksheet 

with three blank sections for the plan, act and adjust goal attainment components. The 

Take Action Goal form scores were graphed from Baseline and Intervention (see Figure
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2). The graph reflects each datum point during baseline through intervention for each 

student.

Mia’s baseline scores averaged 22% of the possible generalization points. At 

intervention, Mia's increase was immediate and then dropped back to baseline, followed 

by a gradual return to her initial increase for an average intervention score of 35% of the 

possible generalization points. Although her scores regressed during intervention, her 

overall trend from baseline through intervention was upward or positive (see Figure 2). 

Ben’s baseline scores averaged 11% of the possible points, increasing slightly over 

baseline. At intervention his scores increased an average of 25%. Jen's baseline scores 

averaged 9% of the possible points and remained level. At intervention her scores 

continually increased for an average of 28% of the possible points for an upward trend 

(see Figure 2). Pat's baseline scores averaged 9% of the possible points with little change 

during baseline. During intervention, his scores increased slightly to 11% and remained 

near this level throughout the intervention. Sue’s baseline scores averaged 9% of the 

possible points and remained stable. At intervention her scores increased slightly as 

indicated in the level change, and then remained level throughout the intervention for an 

average of 20% (see Figure 2).

A comparison was made between the first baseline and the first after intervention 

score to indicate the progress made during the total intervention (see figure 3) (see Table 

16). From the first score at baseline to the first score after intervention. Pat’s scores 

increased from 7% to 10% of the total possible points or a 40% increase from his pre to 

post score. Sue’s scores increased from 7% on the first score at baseline to 24% on the 

first score after intervention. Expressed as a percent of his initial score at baseline, Pat
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Figure 2

Generalization o f  Goal Attainment Knowledge and Skills to a New Behavior
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demonstrated an increase of 220%. Ben’s scores increased from 4% during baseline to 

57% after baseline, for a 900% change. The first percent o f score for Ben at baseline of 

4% increased to a first score after intervention of 57% or a 900% increase over his initial 

score at baseline. Jen’s first score at baseline was 7% of the possible but rose to 43% of 

the possible for her first score after baseline for 480% after intervention. Mia’s percent of 

correct responses increased from 19% on the first score at baseline to 47% at the first 

score after intervention, for a 146% increase from pre to post test. At intervention her 

scores continually increased for an average of 28% of the possible points for an upward 

trend (see Figure 2). Pat’s baseline scores averaged 9% of the possible points with little 

change during baseline. During intervention, his scores increased slightly to 11% and 

remained near this level throughout the intervention. Sue’s baseline scores averaged 9% 

of the possible points and remained stable. At intervention her scores increased slightly, 

as indicated in the level change and then remained level throughout the intervention for 

an average of 20% (see Figure 2).

A paired-samples t test was conducted to evaluate the change in the first baseline 

scores of all the students after they received the instructional package. The results 

indicated that the mean After Intervention (M=24.60, SD= 12.90) was significantly 

greater than the mean of the First Baseline scores (M=6.20, SD=3.90, f=-3.190, p= .033) 

(see Table 17 and Table 18). The mean difference was 18.40 points between the total of 

all students’ scores at baseline and after intervention. The 18.40 represents 92 points or 

297% increase. The standardized effect size index, d, was 1.43, a large value. The value 

of d  can range from a positive infinity to a negative infinity. Irrespective of the sign, .2.5,
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and .8 usually represent small, medium and large effect sizes, respectively (Green et al., 

2000)

Table 16

Generalization of Goal Attainment Knowledge and Skills to a New Behavior: Take 

Action Form

First Score First Score Percent

of After of

Students Baseline Intervention Change

Mia 13/68= 19% 32/68=47% + 19/13= 146%

Ben 3/68=4% 39/68 = 57% +36/4 = 900%

Jen 5/68 = 7% 29/68 = 43% +24/5 = 480%

Pat 5/68 = 7% 7/68 = 10% +2/5= 40%

Sue 5/68 = 7% 16/68 = 24% 11/5 = 220%

Total 31/340 = 9% 123/340 = 36% +92/31 =297%

Table 17

Paired Samples Statistics o f  Behavior Generalization Correct Percent Score Take Action 
Form: Baseline and First after Intervention

Mean
Std.

N Deviation
Std. Error 
Mean

Baseline 6.20 5 3.90 1.74

After Intervention 24.60 5 12.90 5.77
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Table 18

Paired Samples Tests o f Behavior Generalization Correct Percent Score Take Action 
Form: Baseline and First after Intervention

Mean
Std.

Deviation

Std.
Error
Mean

95% Confidence 
Interval of the 

Difference 
Lower Upper t df

Sig.
(2-tailed)

Baseline & 

After

Intervention 18.40 12.90 5.77 34.41 2.39 3.190 4 .033

Time Generalization and Setting-Time Generalization—Phase II

From six to nine months after total withdrawal of the intervention (Rusch & 

Kazdin, 1981 ), the students completed all six of the instruments, used in Phase I (see 

Table 11) four more times to answ er the Phase H questions of Time Generalization and 

Setting-time Generalization. Take Action Quizzes I, 2,4, and 5 (Marshall et al., 1999) 

were randomly selected from the group of seven quizzes to be completed one at a time at 

each of the four time and setting-time sessions. Take Action Quiz I was used to measure 

time generalization. Take Action Quizzes 2,4, and 5 were administered to measure the 

amount of setting-time generalization of knowledge and skills acquired during the Phase I 

intervention. The tests were administered once in a familiar setting and then once in three 

different settings. The familiar setting produced a measure of the generalization over 

time. The scores obtained in the three different settings measured the generalization over 

both setting-time. Two to four months after Phase II began, all of the testing for time and 

setting-time was completed. The results are presented in the following sections.
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First time generalization question. Do college students with learning disabilities, 

who have learned specific goal attainment knowledge and skills, generalize the acquired 

knowledge and skills over time?

1. Will their level of achievement score on the curriculum acquisitions tests 

generalize over time?

Achievement scores on curriculum acquisitions tests did generalize over time but 

to varying degrees. The students completed the Take Action Quizzes in the same physical 

location and conditions used at the end of the intervention. The environment was 

unchanged to focus on generalization over time and avoid the confounding effect of 

setting change (see Table 19). Pat, Jen, and Mia’s pre and post scores generalized, 

indicated by a 0% change. The post-test total of the group of five decreased by one point 

from their pre test total on quiz 1. Sue's score decreased by three points while Ben gained 

two points, giving a group decrease of one point or -6%. Four of the five or 80% of the 

students matched or improved their pre test score, while the fifth student had a decrease.

2. Will their level of assessment scores of goal attainment knowledge and skill 

generalize over time?

Generalization over time of assessment scores was achieved by three of the five 

students. Pat, Sue, and Mia recorded increases of 14%, 22%, and 15% respectively (see 

Table 20) on their goal attainment knowledge and skills scores on the Take Action o f the 

ChoiceMaker Self-Determination Assessment (Martin, and Huber-Marshall 1996) (see 

Table 20). Ben maintained his pre test score of 79% and Jen’s score decreased for a 48% 

reduction. The individual increases and decreases combined for a group decrease of -3%.
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Table 19

Generalization o f Goal Attainment Knowledge and Skills Over Time: Take Action Quiz

Students

First Score 

after 

Intervention

First Score 

at a 

Later time

Percent

of

Change

Mia 4/4 = 100% 4/4 = 100% 0

Ben 2/4= 50% 4 /4 =  100% 2/4= 50%

Jen 4/4 = 100% 4/4 = 100% 0

Pat 4/4 = 100% 4/4 = 100% 0

Sue 4/4 = 100% 1/4= 25% -3/4 = -75%

Total 18/20= 90% 17/20 = 85% -1/18 = -6%

Four of the five students, or 80%, matched or improved their pre test scores and the fifth 

student's score decreased.

3. Will their acquired level of self-determination knowledge and skill scores 

generalize over time?

Two students generalized or improved their scores over time. To answer this 

question, both the Air Self-Determination Scale (Wolman et al., 1994) (see Table 21) and 

the Self-Determination Knowledge Scale (Hoffman et al., 1996) (see Table 22) were 

given First Score at a Later Time. The tests were administered in the same setting as the 

First Test After Intervention. Scores were compared to the First Score After Intervention 

obtained at the end of Phase I. The comparison indicated the level of self-determination 

knowledge and skills scores acquired in Phase I, which generalized over time.
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Table 20

Generalization o f Goal Attainment Knowledge and Skills Over Time: ChoiceMaker, Take

Action Section

Students

First Score 

After 

Intervention

First Score 

at a 

Later time

Percent

of

Change

Mia 101/124 = 81% 116/124 = 94% 15/101 = 15%

Ben 98/124 = 79% 98/124 = 79% 0

Jen 115/124 = 93% 60/124 = 48% -55/115 = -48%

Pat 80/124 = 65% 91/124 = 73% 11/80= 14%

Sue 69/124 = 56% 84/124 = 68% 15/69= 22%

Total 463/620 = 75% 449/620 = 72% -14/463= -3%

Note. Paired Sample total results (Af = 2.80, SD = 29.82, t = .210, d f  = 4. d  = .094, p  = .844)

However, the change in students’ scores on the Air Self-Determination scores for 

the group decreased by 8% (see Table 21). Of the -8% decrease, Jen’s -30% decrease 

accounted for 6% of the group decrease. The Air Self-Determination Scale changes 

ranged from -30% to +3% with three scores decreasing, one increasing and one 

duplicating the pre score. Two of the five students, or 40%, duplicated or increased their 

pre score and the other 3,60% had decreases.

The students’ Self-Determination Knowledge Scale scores dropped from the first 

score after intervention to the first score at a later time to -2% (see Table 22). The 

individual changes on the Self-Determination Knowledge Scale ranged from a -6%  to 

9%. Three scores decreased, one increased, and one remained unchanged for a group 

success rate of 40%.
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Table 21

Generalization o f  Goal Attainment Knowledge and Skills Over Time: Air Self-

Determination Scores

Students

First Score 

after 

Intervention

First Score 

at a 

Later Time

Percent

of

Changé

Mia 108/120 = 90% 103/120 = 86% -5/108= -7%

Ben 105/120 = 88% 105/120 = 88% 0

Jen 101/120 = 84% 71/120 = 59% -30/101 = '30%

Pat 115/120 = 96% 108/120 = 90% -7/115 = -6%

Sue 87/120 = 73% 90/120 = 75% 3/87 = 3%

Total 516/600 = 86% 477/600 = 80% -39/516 = -^%

Note. Paired Sample total results (M  = 7.80. SD = 13.03, t = 1.339, d f  = 4 , d  = .598, p  = .2J-^

4. Will their approach to learning scores generalize over time?

Three of the five students did generalize or improve their scores over time. 

determine if the acquired goal attainment knowledge and skills scores would genen*^'ze 

over time, a post-test (First Score At A Later Time), the Approach to Learning Scal^ 

(Greene & Miller, 1996), was administered. The acquired scores were compared to 

test scores (First Score After Intervention) (see Table 23). Of interest to this investig®**®** 

was the determination whether the score achieved on the scale after intervention w<?̂ ld 

generalize over time. In pursuit of this answer, the aggregate scores rather than six 

categorical scores of this instrument are discussed.
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Table 22

Generalization o f Goal Attainmnet Knowledge and Skills Over Time: Self-Determination 

Knowledge Scores

Students

First Score 

after 

Intervention

First Score 

at a 

Later Time

Percent

of

Change

Mia 33/37 = 89% 36/37 = 95% 3/33= 9%

Ben 36/37 = 97% 34/37 = 92% -2 /3 6 =  -6%

Jen 35/37 = 95% 35/37 = 95% 0

Pat 35/37=95% 33/37 = 89% -2/35= -6%

Sue 33/37 = 89% 31/37 = 84% -2/33= -6%

Total 172/185 = 29% 169/185 = 91% -3/172 = -2%

Note. Paired Sample total results (M = .60, SD = 2.19, t = .612, d f  = 4, d  = -.274, p  =.573)

Sue and Mia showed increases of 24% and 5% respectively. Pat and Jen’s scores 

decreased by -4% and -16%, while Ben’s remained constant at 70%. The group as a 

whole increased by 1% with a success rate of 60%.

5. Will their self-regulation behavior generalize over time?

Ben’s self-regulation results did generalize across time. However, the group as a whole 

did not generalize self-regulation behavior scores over time. A Self-Regulation Behavior 

Scale (Greene & Miller, 1996) was administered to determine if the acquired goal 

attainment knowledge and skills scores on the scale in Phase I would generalize over 

time. The First Score at a Later Time was compared to pre-test scores on the same 

instrument. First Score After Intervention (see Table 24). Ben was the only participant
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Table 23

Generalization o f Goal Attainment Knowledge and Skills Over time: Approaches to 
Learning Scores

Students

First Score 

after 

Intervention

First Score 

at a 

Later Time

Percent

of

Change

Mia 110/132 = 83% 116/132 = 88% 6/110= 5%

Ben 93/132 = 70% 93/132 = 70% 0

Jen 91/132 = 69% 76/132 = 58% -15/91 = 1 6 %

Pat 98/132 = 74% 94/132 = 71% -4/98= -4%

Sue 74/132 = 56% 92/132 = 70% 18/74 = 24%

Total 466/660 = 78% 471/660 = 71% 5/466= 1%

Note. Paired Sample total results (M =.00, SD = 2.45, t = .00, d f  = 4, d  = .0, p  = 1.00)

who generalized his scores over time. The four other participants’ individual changes 

ranged from -1%  to a -  11% decrease. Mia. with the greatest pre score, had the smallest 

decrease o f -1% . Pat, with the second highest pre score of 87%, experienced the greatest 

decrease of -11%. The group as a whole had a decrease over time of -  4 %, indicating 

that the level of self-regulation behavior scores obtained during Phase I did not 

successfully generalize over time as a group. One of five students generalized his pre 

score over time for a 20% success rate.

Second time generalization question. Will the level of acquired knowledge and 

skills, generalized to new behaviors in Phase I, generalize over time?

Measures indicated that the new behavior generalized in Phase I did not

generalize over time. In Phase I the Knowledge and Skills score levels generalized to a

69



new behavior, indicated by the scores on the Take Action Form. This instrument was 

administered again, six to nine months later, to determine if the score levels from Phase I 

would generalize over time (see Table 25). The generalization of skills and knowledge

Table 24

Generalization o f Goal Attainment Knowledge and Skills Over Time: Self-Regulation 

Behaviors

Students

First Score 

After 

Intervention

First Score 

at a 

Later Time

Percent

of

Change

Mia 98/108 = 91% 97/108 = 90% -1/98 = -1%

Ben 81/108 = 75% 81/108 = 75% 0

Jen 63/108 = 63% 59/108 = 55% -4/63= -6%

Pat 94/108 = 87% 84/108 = 78% -10/94 = 1 1 %

Sue 65/108 = 60% 64/108 = 59% -1/65=  -2%

Total 401/540 = 74% 385/540 = 71% -16/401 = -4%

Note. Paired Sample total results {M -  2.40, SD — 2.30, t — 2.33, d f = 4, d -  1.04, p = .080)

score levels achieved on the First Score After Intervention during Phase I were not 

duplicated by the First Score at a Later Time by any student. Their decreases ranged from 

-  86% to -  59%. The combined total of the group decreased -  69%.

Results of a paired-samples t test, conducted to evaluate the change in the First 

Score After intervention scores of all the students once they received the instructional 

package, are reported in Table 26 and 27. The results indicate that the mean o f the After
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Intervention scores (M=24.60, SD= 12.90) were significantly less than the mean of the 

First Score at a Later Time (M=7.60, SD=5.77, t= 4.419, p= .012). The standardized

Table 25

Behavior Generalization Over Time: Take Action Form

Students

First Score 

After 

Intervention

First Score 

at a 

Later Time

Percent

of

Change

Mia 32/68 = 47% 11/68 = 16% -21/32 = -65%

Ben 39/68 = 57% 16/68 = 24% -23/39 = -59%

Jen 29/68 = 43% 4/68 = 6% -25/29 = -86%

Pat 7/68 = 10% 2/68= 3% -5/7 = -71%

Sue 16/68 = 24% 5/68= 7% -11/16 = -69%

Total 123/340 = 36% 38/340= 11% -85/123 = -69%

effect size index, d, was 1.967, a large value. The value of d  can range from a positive 

infinity to a negative infinity. Irrespective of the sign, .2, .5, and .8 usually represent 

small, medium and large effect sizes, respectively (Green et al„ 2(X)0). The mean 

difference was 17.00 between the total of all students' First Score After Intervention and 

First Score at a Later Time. The -17.(X) (see Table 27) represents an -85 points or -69% 

decrease (see Table 25).
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Table 26

Paired Samples Statistics o f Behavior Generalization Correct Percent Score Take Action 

Form: First after Intervention and First at a later Time

Mean N
Std.

Deviation
Std. Error 

Mean

After Intervention 24.60 5 12.90 5.77

At A Later Time 7.60 5 5.77 2.58

Table 27

Paired Samples Tests o f Behavior Generalization Correct Percent Score Take Action 

Form: First after Intervention and First at a later Time 

Paired Differences

95% Confidence 
Std. Interval of the

Std. Error Difference
Mean Deviation Mean Lower Upper

Sig.
t df (2-tailed)

After Intervention &

At A Later

Time -17.00 8.60 3.85 6.32 27.68 4.419 4 .012

First setting-time generalization question. Do college students with learning 

disabilities, who have learned specific goal attainment knowledge and skills, generalize 

the acquired knowledge and skills over setting-time?

1. Will their level of achievement score on the curriculum acquisitions tests 

generalize over setting-time?
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On three measures over setting time, only Mia’s score generalized. All other 

students' scores decreased. However, they all remained above the 80% criterion for this 

measure. Take Action Quizzes 2,4, and 5 (Huber Marshall et al., 1999) were 

administered to measure the amount of generalization over setting-time of knowledge and 

skill scores acquired during the Phase I intervention to different settings (see Table 28). 

The conditions of the three sessions were varied to effect different settings over time. 

Take Action Quizzes 2,4, and 5 were randomly selected from the group of seven quizzes 

to be completed one at a time at each of the three setting-time sessions. The three average 

setting-time scores were compared to the scores recorded at the end of the corresponding 

intervention session. Ben and Mia generalized their scores over setting-time and Ben’s 

score increased by 39%. In contrast. Fat, Sue, and Jen’s scores decreased by -16%, -12% 

and -4%  respectively. The group as a w hole had a decrease of -  1% with a success rate 

of 40% from two of the five students, who generalized or improved their previous score.

2. Will their level of assessment scores of goal attainment knowledge generalize 

over setting-time?

Four of the five students improved their scores over setting-time. The Take 

Action, Section 3, Part I o f the ChoiceMaker Self-Determination Assessment (Martin & 

Huber-Marshall, 1996) was administered to each student three additional times and the 

three scores were averaged (see Table 29). Pat, Sue, Ben, and Mia’s Setting-Time 

average scores improved over their First Score After Intervention. Jen’s average score 

decreased by a -  39% from the First Score After Intervention. When compared to First 

Score After Intervention, the combined group score increased by 2% with a success rate 

of 80%.

73



Table 28

Generalization Over Setting-Time o f Curriculum Acquisition Scores from Take Action 

Quizzes

Questions 2,4, & 5

First Score Average From Percent

After Three of

Name Intervention Setting-Times Change

Mia 22/25= 88% 22/25 = 88% 0

Ben 18/25= 72% 25/25 = 100% 7/18 = 39%

Jen 25/25 = 100% 24/25 = 96% -1/25 = -4%

Pat 25/25 = 100% 21/25= 84% -4/25 =-16%

Sue 25/25 = 100% 22/25= 88% -3/25 =-12%

Totals 115/125=92% 114/125 = 91% - 1/125 = - 1%

3. Will their acquired score level of self-determination knowledge skills 

generalize over setting-time?

Only three of the ten scores from two measures generalized over setting-time 

while seven decreased. The Air Self-Determination Scale (Wolman et al., 1994) scores 

(see Table 30) and the Self-Determination Knowledge Scale (Hoffman et al., 1996) scores 

(see Table 31) answered this question. Both were administered three additional times to 

compare to the scores recorded at the end of intervention in Phase 1.
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Table 29

Generalization o f Goal Attainment Knowledge and Skills Over Setting-Time:

ChoiceMaker Assessment. Take Action Section

Name

First Score 

After 

Intervention

Average From 

Three 

Setting-Times

Percent

of

Change

Mia 101/128 = 78% 120/128 = 94% 19/101= 19%

Ben 98/128 = 77% 108/128 = 84% 10/98 = 10%

Jen 115/128 = 90% 70/128 = 55% -45/115 = -39%

Pat 80/128 = 63% 99/128 = 77% 19/80= 24%

Sue 69/128 = 54% 75/128 = 58% 6/69= 9%

Total 463/640 = 72% 472/640 = 74% 9/463= 2%

Note. Paired Sample total results (M = - t.OO, SD — 27.80, t = - .080, d f  = 4, d  -  -.036. p  = .940}

On the Air Self-Determination Scale, Ben's score of 105 generalized over setting- 

time for 0% of change. The other participants' scores regressed from -1% to a -23%. The 

total scores of the group decreased by a -7%  with a success rate of 20%, or one student 

out of five generalized or improved his previous score.

On the Self Determination Knowledge Scale (Hoffman et al., 1996), Jen’s 

Average From Three Setting-Times scores generalized over setting-time indicated by 

zero change in score (see Table 31). Mia’s scores increased 6% over all four tests. 

However, Pat, Sue, and Ben had decreases of -6% , -  9%, and -8%  respectively. The 

group total score decreased -  8% from the First Score After Intervention to the Average
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Table 30

Generalization o f Goal Attainment Knowledge and Skills Over Setting-Time: Air Self-

Determination Scores

Name

First Score 

After 

Intervention

Average From 

Three 

Setting-Times

Percent

of

Change

Mia 108/120 = 90% 100/120 = 83% -8/108 = -7%

Ben 105/120 = 88% 105/120 = 88% 0

Jen 101/120 = 84% 78/120 = 65% -23/101=-23%

Pat 115/120 = 96% 112/120 = 93% -3/115 = -3%

Sue 87/120 = 73% 86/120 = 72% -1/87 = -1%

Total 516/600 = 86% 481/600 = 80% -35/516 = -7%

Note. Paired Sample total results (M  = 7.20. SD = 10.38, t -1.551. d f = 4. d  = .693, p  = .196)

From Three Setting-Times scores, indicating that the group scores did not generalize over 

setting-time.

4. Will their approach to learning generalize over setting-time?

One score generalized, two improved and two decreased over setting-time. The Approach 

to Learning Scale (Greene & Miller, 1996) measured the students’ approach to learning. 

Four re-tests were given after six to nine months to determine if the scores recorded at the 

end of Phase I would generalize over setting-time. The instrument consisted of six 

separate parts. The parts were administered four times, with each of the five students 

generating one hundred twenty ( 6 x 4 x 5 =  120) separate scores to compare to the thirty 

pre-scores. To summarize, the scores are discussed in aggregate rather than by each

76



individual score. All raw pre-scores of all five students on the six parts were combined 

and averaged for an average pre-score for each student's First Score After Intervention. 

Repeated scores from setting-times were averaged for comparison to the pre scores (see 

Table 32).

Table 31

Generalization o f Goal Attainment Knowledge and Skills Over Setting-Time: Self- 

Determination Knowledge Scores

First Score Average From Percent

After Three of

Students Intervention Setting-Times Change

Mia 33/120 = 28% 35/120 = 29% 2/33 = 6%

Ben 36/120 = 30% 33/120 = 28% -3/36 = -8%

Jen 35/120 = 29% 35/120 = 29% 0

Pat 35/120 = 29% 33/120 = 28% -2/35 = - 6%

Sue 33/120 = 28% 30/120 = 25% -3/33 = -9%

Total 172/600 = 29% 166/600 = 28% -6/72 = -8%

Note. Paired Sample total results (Af = .80, SD = 1.79, t = .1.00, d f  = 4 , d  = .447, p  = .374)

Pat's score generalized to three setting-times conditions with 74% on pre and post scores. 

Sue and Mia’s scores increased to 71% and 87% respectively on the post-test. In contrast, 

Ben and Jen experienced decreases to 78% from 84% and to 65% from 69% respectively 

from their pre test scores. Combining all scores resulted in an overall 2% group increase 

from pre to post test and a success rate of 60%.
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Table 32

Generalization o f Goal Attainment Knowledge and Skills Over Setting-Time: Approaches 

to Learning Scores

Students

First Score 

After 

Intervention

Average From 

Three 

Setting-Times

Percent

of

Change

Mia 110/132 = 83% 115/132 = 87% 5/110= 5%

Ben 111/132 = 84% 103/132 = 78% -8/111 =-7%

Jen 91/132 = 69% 85/132 = 65% -6/91 =-7%

Pat 98/132 = 74% 98/132 = 74% 0

Sue 74/132 = 56% 94/132 = 71% 20/74 = 27%

Total 484/660 = 73% 495/660 = 75% 11/484 = 2%

Note. Paired Sample total results (Af = - .60. SD = 2.51, t -  - .535, d f =^4, d  = -.239, p  = .621)

5. Will their self-regulation behavior generalize over setting-time?

Three self-regulation behavior scores improved and two decreased over setting- 

time. The Self-Regulation Behaviors scale (Greene & Miller, 1996) was used to answer 

this question. Three re-tests were given after six to nine months to determine if the scores 

recorded at the end of Phase I would generalize over setting-time. The instrument 

consisted of four separate parts. The parts, administered four times with each of the five 

students, generated 80 separate scores to compare to the 20 pre-scores. To summarize, 

aggregate scores are presented rather than individual scores (see Table 33). All raw pre­

scores of all five students on the six parts were combined and averaged. All repeated
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scores From Three Setting-Times were averaged for comparison. Sue, Ben. and Mia's 

scores increased by 11%, 4%, and 1% respectively while Pat’s -  4% and Jen’s -  3% 

show decreases. These decreases combined with the previous three students' increases 

give a group total increase of 1%.

Second setting-time generalization question. Will the level of knowledge and 

skills generalized to a new behavior generalize over setting-time?

Knowledge and skill levels generalized to a new behavior in Phase I did not 

generalize over setting-time. To evaluate the generalization over setting-time of 

knowledge and skills generalized to a new behavior in Phase I, students completed a goal 

planning worksheet three additional times. Each of the three scores for the five students 

were averaged and compared with the previous After Intervention test score.

Six to nine months after intervention, instruction was totally withdrawn. Mia’s 

After Intervention scores deteriorated to 11% points below her baseline score whereas 

Ben’s score returned to baseline and Jen's and Pat’s scores fell below baseline. Sue 

increased her baseline score by 1% point. At intervention all participants experienced an 

increase over baseline scores (see Figure 3). Mia, Ben, and Jen experienced a noticeable 

increase while Pat’s increase was very slight, and Sue's increase was modest.
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Table 33

Generalization o f Goal Attainment Knowledge and Skills Over Setting-Times: Self-

Regulation Behaviors Scores

First Score Average From Percent

After Three of

Students Intervention Setting-Times Change

Mia 98/108 = 91% 99/108 = 92% 1/98= 1%

Ben 80/108 = 74% 83/108 = 77% 3/80= 4%

Jen 63/108 = 58% 61/108 = -56% -2/63 = -3%

Pat 94/108 = 87% 90/108= -83% - 4/94 = -4%

Sue 65/108 = 60% 72/108 = 67% 7/65= 11%

Total 400/540 = 74% 405/540 = 75% 5/400= 1%

Note. Paired Sample total results (M -  -0, SD = 1.58, / = - .00, df =4, d = -.0, p -  1.00)

A paired'sampies t test was conducted to evaluate the change in the First Score 

After Intervention of all the students Over Setting-Time. The results (see Table 35 and 

Table 36) indicated that the mean of the After Intervention scores (M=24.60, SD= 12.90) 

were significantly greater than the mean of the average Setting-Time score (M=6.00, 

SD=1.41, t= 3.439, p= .026). The standardized effect size index, d, was -1.537, a large 

value. The value of d  can range from a positive infinity to a negative infinity. Irrespective 

of the sign, .2, .5, and .8 usually represent small, medium and large effect sizes, 

respectively (Green et al., 2000). The mean difference was -18.60 (see Table 36)
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Figure 3

Generalization o f Goal Attainment Knowledge and Skills to a New Behavior Over Time 
and Setting-Time
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between the total of all students’ scores at baseline and after intervention. The positive 

18.60 represents -93 points or -76%  decrease (see Table 34) when the second score 

entered (Average From Three Setting Times) is subtracted from the first score entered 

(First Score After Intervention) by the SPSS program used to analyze the data.

Table 34

Behavior Generalization Over Setting-Time: Take Action Form Scores

Students

First Score 
After 

Intervention

Average From 
Three 

Setting-Times

Percent
of

Change

Mia 32/68=47% 7/68 = 10% -25/32 = -78%

Ben 39/68 = 57% 7/68 = 10% -32/39 = -82%

Jen 29/68 = 43% 5/68= 7% -24/29 = -83%

Pat 7/68 = 10% 4/68 = 6% -3/7 = -42%

Sue 16/68 = 24% 7/68 = 10% -9/16 = -56%

Total 123/340 = 36% 30/340 = 9% -93/123 = -76%

Table 35

Paired Samples Statistics o f Behavior Generalization Correct Percent Score Take Action 
Form: First after Intervention and Over Setting-Time

Mean
Std.

N Deviation
Std. Error 

Mean

After Intervention 24.60 5 12.90 5.77

Over-Time 6.00 5 1.41 .63
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Table 36

Paired Samples Tests of Behavior Generalization Correct Percent Score Take Action 
Form: First after Intervention and Over Setting-Time

Paired Differences

Std.
Mean Deviation

95% Confidence 
Std. Interval of the 
Error Difference
Measure Lower Upper t

Sig. 
df (2-tailed)

After

Intervention &

Setting-Time 18.60 12.10 5.41 3.58 33.62 3.439 .026

Total Scores On All Instruments 

All student score totals were combined for each instrument. Tables 39 

through 43 show comparisons of the resulting total scores, which are paired as follows:

1. r ‘ Baseline Compared To I" After Intervention

2. I” After Intervention Compared To

Compared To3. All I” Baseline

4. 1“ After Intervention Compared To

5. 1” Baseline Compared To

r '  At A Later Time 

All Average Setting-Time 

Average Setting-Time 

Average Setting-Time

All the scores of each student on each instrument were totaled. The five student 

totals were then combined to give one overall total score for each instrument. Each 

instrument, presented with its overall total score, is shown in Table 37. The First Baseline 

score of all students for each instrument was combined. The First Score After 

Intervention was also combined for each instrument. Then the two combined scores per
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instrument were compared. The Percent of Change ranged from -  57c decrease to a 297% 

increase. The overall score for all instruments showed an increase of 10%.

The total score for each instrument on the First After Intervention was compared 

to the first At A Later Time (see Table 38). The students’ approach to learning scores 

increased by 1%. All other scores decreased, ranging from a -  2% to a -  76%.

Table 37

Combined Acquisition o f Goal Attainment Knowledge and Skills Scores fo r  Each 
Instrument

Instruments
First

Baseline
First After 
Intervention

Percent of 
Change

Choice Maker 
Assessment: 
Take Action 
Section 398/640 = 62% 463/640 = 72% 65/398 = 16%

Air Self-
Determined
Knowledge 469/600 = 78% 516/600 = 86% 7/469 = 10%

Self-Determined
Knowledge 158/185 = 85% 172/185 = 93% 14/158= 9%

Approach to
Learning 492/660 = 75% 466/660 = 71% -26/492 = -5%

Se If-Regulated
Behaviors 390/540 = 72% 401/540 = 74% 11/390= 3%

Behavior 
Generalization 
Take Action Form 31/340= 9% 123/340 = 36% 92/31 =297%

An additional comparison is made between First Baseline Scores and the Average

of Three Scores in Three Setting-Times (see Table 39). All scores of all students on all
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instruments are presented in Table 39 as one figure to facilitate the comparison of each of 

the student's scores at each stage of the research investigation. It is interesting to note that 

Sue scored 100%, or six of six scores at the end of the research higher than her baseline

Table 38

Combined Generalization Scores fo r  Each instrument: After Intervention and Later Time

Instruments

First After 

Intervention

First at a 

Later Time

Percent of 

Change

Choice Maker 
Assessment: 
Take Action 
Section 463/640 = 72% 449/640 = 70% -14/463 = -3%

Air Self-
Determined
Knowledge 516/600 = 86% 477/600 = 80% -39/516 = -8%

Self-Determined
Knowledge 172/185=93% 169/185 = 91% -3/172 = -2%

Approach to
Learning 466/660 = 71% 471/660 = 71% 5/466= 1%

Self-Regulated
Behaviors 401/540 = 74% 385/540 = 71% -16/401 =-4%

Behavior 
Generalization 
Take Action Form 123/340 = 36% 38/340= 11% -85/123 = -69%

scores. The improved scores ranged from 1% to 53% increase over her baseline score on 

the same instrument. Mia and Ben ended the research with 83% or five of six of their 

scores above their baseline scores. The majority of the scores of the two remaining
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students were lower at the end of the research than their initial baseline scores. However, 

33% of their ending test scores were the same or higher than their baseline score.

The positive and negative changes were counted in each çolumn from a 

comparison to the figures in the preceding column. Obviously, the individual scores 

cannot be compared to each other or combined for a total score. However, it is interesting 

to follow each student’s increases and decreases on each instrument at the various 

measuring points (see Table 39). The After Intervention scores indicated 23 scores were 

the same or higher than the baseline scores and seven scores were negative. When 

students’ Scores At a Later Time are compared to their baseline scores, only 17 scores 

were the same or better than the baseline scores and 13 were less than baseline. When the 

After Intervention scores are compared to scores from the At a Later time column 10 

scores either remained the same or improved and 20 scores decreased. Comparing the 

Setting-Time Average score column compared to the At a Later Time column showed 24 

scores to be the same or better than the At a Later Time scores. Setting-Time Average 

scores compared to the Baseline show 60% remained the same or higher than Baseline 

scores whereas 40% were below Baseline.
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Table 39

Acquisition and Generalization Scores o f Each Instrument

Name
Baseline After

Intervention
At a Later 

Time
Setting-Time

Average

é c h a n g e
Baseline/Setting

Time

ChoiceMaker 
Take Action 
A ir Self-Det 
Se if-De t 
Knowledge 
AppToLeam  
Self-RegBeha 
BehCenTAF

65

99

32

114
92
13

10!

108

33

110
98
32

91

103

35

116
97
11

120

100

35

115
99
7

85%

1%

9%

1%
8%

-46%
BEN
ChoiceMaker 
Take Action 
A ir Self-Det 
Self-Det 
Knowledge 
AppToLeam  
Self-RegBeha 
BehCenTAF

92

80

34

87
69
3

98

105

36

93
81
39

98

105

34

93
81
16

108

105

33

103
83
7

17%

31%

-3%

18%
20%
133%

JEN
ChoiceMaker

90 115 60 70 -22%
Take Action 
A ir Self-Det 91 101 71 78 -  14%
Self-Det 36 35 35 35 - 3%
Knowledge
AppToLeam 80 91 76 85 6%
Self-RegBeha 68 63 59 61 - 10%
BehCenTAF 5 29 4 5 0%
PAT
ChoiceMaker

102 80 91 99 - 3%
Take Action 
A ir Self-Det l is 115 108 112 -3%
Self-Det 30 35 33 33 10%
Knowledge
AppToLeam 122 98 94 98 -20%
Self-RegBeha 90 94 84 90 0%
BehCenTAF 5 7 2 4 -20%
SUE
ChoiceMaker

49 69 84 75 53%
Take Action 
A ir Self-Det 84 87 90 86 2%
Self-Det

26 33 31 30 15%
Knowledge
AppToLeam 89 74 92 94 6%
Self-RegBeha 71 65 64 72 1%
BehCenTAF 5 16 5 7 40%
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The three setting-time scores of all students on each instrument at First After 

Intervention were compared to the Average of Three Scores in Three Setting-Time 

Conditions (see Table 40). Take Action assessment and the Approach to Learning 

increased by 2% and 3% respectively. The scores for the other instruments decreased 

from -  26% for the Self-Regulated Behaviors to a -  2% on the Self-Determination 

Knowledge Scale.

Table 40

Combined Generalization Scores fo r  Each Instrument: After Intervention and 

Setting- Time

Instruments

First After 

Intervention

Average Of 3 Scores in 3 

Setting-Time Conditions

Percent

Change

Choice Maker 
Assessment: 
Take Action 
Section 463/640 = 72% 472/640 = 74% 9/463 = 2%

Air Self-
Determined
Knowledge 516/600 = 86% 482/600 = 80% -34/516= -7%

Self-Determined
Knowledge 172/185 = 93% 168/185 = 91% -4/172= -2%

Approach to
Learning 466/660 = 71% 480/660 = 73% 14/466 = 3%

Self-Regulated
Behaviors 401/540 = 74% 296/540 = 55% -105/401= -26%

Behavior 
Generalization 
Take Action 
Form 123/340 = 36% 30/340 = 9% - 93/123 = -76%
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Each student’s scores at First Baseline for all instruments were compared to their 

Average of the Three Scores at Three Setting-Time Conditions (see Table 41). The 

individual changes of the instruments scores ranged from -24%  to 19%. All scores 

combined decreased by -1%  over the entire time of the research project.

Table 41

Combined Generalization Scores fo r  Each Instrument: First Baseline and 

Setting-Time

Instruments

First

Baseline

Average Of 3 Scores in 3 

Setting-Time Conditions

Percent of 

Change

Choice Maker 
Assessment: 
Take Action 398/640 = 62% 472/640 = 74% 74/398 = 19%

Air Self-
Determined
Knowledge 469/600 = 78% 482/600 = 80% 13/469 = 3%

Self-Determined
Knowledge 158/185 = 85% 168/185=91% 10/158 = 6%

Approach to
Learning 492/660 = 75% 480/660 = 73% -12/492 = -2%

Self-Regulated
Behaviors 390/540 = 72% 296/540 = 55% -94/390 = -24%

Behavior 
Generalization 
Take Action 
Form 32/340 = 9% 30/340 = 9% -2/32 = -6%
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CHAPTERS

Discussion

The origin of this two-phase research stems from an introduction to Take Action: 

Making Goals Happen (Huber-Marshall et al., 1999) and the excitement about the 

possibilities such a program could provide for students. This led me to question if a 

research study could document the acquisition and generalization of goal attainment 

knowledge and skills taught by the Take Action instructional materials. As I thought 

about ways to conduct an acquisition and generalization study, several questions 

emerged. Does the Take Action goal attainment instructional material really teach a goal 

attainment process? Can the material be used to benefit students of various ages and 

types? If a student receives instruction in the Take Action process, how will their initial 

levels of self-determination knowledge, approaches to learning, and self-regulation 

behaviors change? Once students receive instruction from the material, will they acquire 

enough depth of knowledge and skills to generalize that learning to a new behavior—a 

behavior they had not previously done or been instructed to do? When learned, will the 

knowledge and skills generalize, with no additional instruction or contingencies, over a 

month or more? Will the generalization continue even if in various alternative settings? 

These questions lead to the formation of research questions that provided the focus of the 

design and implementation of this acquisition and generalization research.

The questions that resulted and the answers discovered from the results of the 

research project are presented in the following discussion. Also included are the 

implications and limitations o f the study and suggestions for future research to broaden
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the extant empirical literature of the Take Action: Making Goals Happen instructional 

materials.

Research Questions 

Acquisition and Generalization -  Phase I

Acquisition question. Do college students with learning disabilities, who receive 

goal attainment instruction, acquire goal attainment knowledge and skills?

After each of the seven intervention lessons, the five college students completed a 

quiz to determine their level of goal attainment and skill acquired from the instruction 

unit. Sixty percent of the students, or three out of five, achieved or exceeded criterion of 

80% over the seven curriculum acquisitions tests (see Table 10). The two other students, 

Ben and Pat, were only 4 to 17 percent points below criterion, yet each made criterion on 

more than 50% of the 7 individual tests. Although Ben did not make criterion on his 

overall score, he did display a grasp of the goal attainment process by scoring 85% of the 

possible points on the comprehensive test 7. This is a clear indication that even the two 

who did not make criterion did learn about a goal attainment process. These measures 

could also have been affected by threats to internal validity that will be discussed later.

On the ChoiceMaker: Take Action assessment measure o f goal attainment 

knowledge and skills, four of the five students, or 80%, had positive increases after all 

instruction was received (see Table 11). By removing Pat, who had negative outlier 

results, the group as a whole had noticeable percents of increase in their goal attainment 

knowledge and skills ranging form 7% to 55%. Removing only Pat's negative score 

resulted in an indication of significance. However, removing Pat’s negative and Mia’s 

positive scores, all the outliers, resulted in no significance. Pat’s negative score included
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and Mia's positive taken out also resulted in no significance. This brings up the point that 

Meltozff (2001) alluded to about the confusion that exists between statistical significance 

and importance. She states:

Significant does not mean important; more significant is not synonymous with 

more important; highly significant is not the same as highly important. Readers 

must recognize that a difference that reaches the highly significant level of p <

.001 can be absolutely trivial, (p. 136)

Significance was indicated when only the negative outUer was removed.

However, when only the positive outlier was removed, no significance was suggested. 

Also, when both the negative and the positive (low and high) outlier scores were removed 

there was still no significance. In other words, by first analyzing all scores and then all 

scores with both outliers removed, there was no significance indicated. With just the 

positive outlier (high) score removed, therewas still no significance. Only by removing 

the negative outlier (lowest) was a slight significance indicated. But was it imponant? 

Three of the four tests indicated no and one test indicated yes. Considering the extremely 

small sample size o f five and other possible reasons to explain the large variance of the 

outliers, discussed later in this chapter, it suggests the signifîcance, while valid, is 

unimportant. It also leads me to conclude that the students’ scores should be compared 

only to themselves to detertnine increases or decreases. It should also be clear that by 

manipulation of the data only to achieve an indication of statistical significance is not 

only unimportant, it is also a distraction from the real meaning of the results.

Self-Determination scores of the Air Self-Determination scale increased over 

baseline by all students. On the Self-Determination Knowledge scale all but one of the
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students had increases. The increases were only a few points for each student, and the one 

student that experienced the decrease from baseline represented only 1 point decrease in 

her raw score. The Approach to Learning scores of three students decreased and two 

increased. The change of the Self-Regulation Behaviors scores was positive by three 

students and negative for the other two.

The Take Action quizzes and the ChoiceMaker Assessment: Take Action section 

are integeral parts of the complete ChoiceMaker series. This fact could possibly explain 

the larger change in performance of the students on the Take Action quizzes and the 

ChoiceMaker measure than on the Air Self-Determination Scale, Self-Determination 

Knowledge Scale, Approach to Learning, and the Self-Regulation Behaviors Scale.

Each of the five measures yielded six separate scores for each student or a total of 

130 separate scores recorded during the research. Comparing the baseline to the average 

of the last three scores on each of the five instruments showed the change between the 

beginning and the end of the research. Seventy-two percent of the scores increased from 

baseline to average of the last three scores. This indicates that acquisition of goal 

attainment knowledge and skills was acquired over the course of the research project as 

evidenced by the increase of the majority of the measures recorded. The investigation 

also showed that changes did occur in the students’ previous goal attainment knowledge, 

after all the Take Action instruction was received. These combined findings suggest that 

the Take Action instructional materials did in fact teach a goal attainment process. With 

these results it seems clear that the Take Action: Making Goals Happen is a valuable tool 

for college students with disabilities to learn a goal attainment process. The Take Action
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materials should be in the library of every office responsible for supporting students with 

learning disabilities to succeed in their educational efforts.

Generalization question. Do college students with learning disabilities, who have 

learned specific goal attainment knowledge and skills, generalize the knowledge and 

skills scores to new behaviors?

Immediately following the completion of the final section of the Take Action 

materials, all five students increased their scores on the Behavior Generalization Take 

Action form. The increases were from 40% to as much as 900% by the student who had 

the lowest initial score (see Table 16). Pat’s scores indicated the lowest increase of 40%, 

which was probably a result of the money being his primary cause for his participation in 

the research project as well as having one of the median initial scores causing a slight 

ceiling effect. In contrast to the ceiling effect. Mia’s highest initial score increased 146%, 

which is not characteristic of the ceiling effect. Ben’s 900% increase was from the 

lowest initial score that gave him the greatest possible margin in which to improve. 

Looking at the group as a whole, the overall improvement was 297%. Improvements of 

this magnitude would suggest that generalization of the knowledge and skills to a new 

behavior did occur with these five students.

These levels of improvement are even more impressive if one looks at the 

difficulty of the new behavior. The instrument that measured if behavior generalization 

occured and the magnitude of the generalization was essentially a blank form (see 

Appendix H). Students received this blank form with no instruction on how to use the 

form in a goal planning process. Removing the instructions from the Take Action: 

Making Goals Happen goal planning form was how the new instrument was constructed.
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Column headings were neither defined nor explained. The form was presented and the 

instructions were read to them from a script each time they were asked to complete the 

measure (see Appendix J). Students were scored on their ability to generalize what they 

learned from the instruction to the behavior of completely filling in all the columns, 

headings, and questions without ever having seen a completed form. In light of this very 

stringent measure, the scores above are even more amazing. The severity of the measure 

casts a different meaning on all the results of the Behavior Generalization questions (see 

Table 16).

The essence of these findings is that the goal attainment knowledge and skills 

generalized to a totally new behavior. Generalization occurred to a new behavior that had 

not been programmed, taught, or discussed. As Figure 1 indicates, the increasing 

knowledge and skills learned during intervention generalized to higher levels, as 

indicated by the increasing scores of the generalization measure.

Time Generalization and Setting-time Generalization -  Phase Two

First time generalization question. Do college students with learning disabilities, 

who have learned specific goal attainment knowledge and skills, generalize the acquired 

knowledge and skills scores over time?

Over six to eight months, the acquisition scores of goal attainment knowledge and 

skills of three students generalized exactly with no change. One student had an increase 

and the other four students’ scores decreased. However, four of the five students 

generalized or improved their curriculum acquisition scores over time (see Table 19). 

Four students out of five represented an 80% success rate overall. On the ChoiceMaker: 

Take Action goal attainment knowledge and skills assessment, three of the five students’
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scores increased and the other two students’ scores decreased. The number of students 

with unchanged, increasing, or decreasing scores on their Air Self-Determination, Self- 

Determination Knowledge Scale, Approach to Learning, and Self-Regulation Behaviors 

scores fluctuated up or down between the three measures. The 20 scores were divided 

between negative and positive as 11 negative and nine positive or more than half of the 

20 scores decreased. Some individuals increased their scores on these four instruments 

while others decreased. Although generalization did occur with some of the students on 

some of the measures, the overall change showed that 55% of the scores were negative, 

indicating no generalization of their previously attained score level. Therefore, the 

answer to whether goal attainment and skills learned in Phase I generalized over time is 

mixed. Some generalization did occur, but it appears from the scores that the majority of 

the time generalization did not occur and actually regressed. This could be a result of 

limited exposure to the instructional materials that were only presented one time to each 

student. It would appear that a greater involvement with the material would produce 

better generalization. Programs that utilize the Take Action: Making Goals Happen 

should consider the amount of time necessary for the student to both learn and use the 

goal attainment knowledge and skills.

Second time generalization question. Will their level of knowledge and skills 

generalized to new behaviors, in Phase I, generalize over time?

This asks if the newly acquired behavior in Phase I will generalize over an 

extended time period. The question concerns generalization and should not be confused 

with maintenance generalization. When a targeted behavior continues beyond the 

treatment period, after all treatment is discontinued, generalization has occurred. When a
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targeted behavior continues beyond the treatment period and any experimenter-controlled 

contingencies continue maintenance, generalization has occurred (Drabman et al., 1979).

The substantial behavior generalization scores achieved by all the students in 

Phase I on the Take Action form regressed sharply over the six to eight months between 

Phase I and Phase II. The regressed scores at a later time ranged from 14% to 41% of the 

score level achieved after intervention. Clearly, the acquired level of knowledge and 

skills that generalized to a new behavior in Phase I did not generalize well over time.

First setting-time generalization question. Do college students with learning 

disabilities, who have learned specific goal attainment knowledge and skills, generalize 

the acquired knowledge and skill scores over setting-time?

This question expands the previous question of time generalization. The setting­

time question also asks if generalization will continue to occur in different settings as 

well as over time. The settings are different from the settings used during intervention. 

And as previously discussed, this generalization is not to be confused with maintenance 

generalization because all experimenter-controlled contingencies were totally withdrawn.

Curriculum acquisition scores achieved after intervention by Mia generalized over 

three settings and times. Ben's score increased, and the three remaining students had 

decreases. Since two students’ scores either generalized or improved and three had 

decreases, generalization did not occur for the group as a whole. However, it should be 

mentioned that the time elapse between total withdrawal and the time of the 

generalization over setting-time measure was from six to eight months.

Although the group did not satisfy the strict definition o f generalization by 

duplicating or exceeding their pre scores, all scores were from 4 to 20 percent points
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above the initial 80% acquisition criterion, and the 92% group score after intervention 

only regressed by 1% from the total score on the first score after intervention. Also 

impressive was the generalization level of the group’s goal attainment knowledge and 

skills as measured by the ChoiceMakerAssessment: Take Action. Four of the five 

students’ scores increased and one decreased for a total group change increase of 2%. In 

other words, 80% of the students increased their scores. The small group change increase 

of 2% is mainly due to Jen’s -39%  decrease. Jen’s score is peculiar when contrasted to 

her preceding score at the end of intervention, which was the highest score, 90% of the 

possible and 13% points above the second highest score. The goal attainment knowledge 

and skills acquired by these students did generalize over setting-time.

The change in the scores of the Air Self-Determination Scale, Self-Determination 

Knowledge Scale, Approach to Learning, and Self-Regulation Behaviors Scale had an 

equal number of scores increase and decrease. In other words, there were as many plus 

scores as negative scores. With this group of students, some scores generalized and some 

did not. Considering the group as a whole, the scores that generalized were offset by 

those that did not. These results would indicate that a majority of the scores did not 

generalize over setting-time.

Second setting-time generalization question. Will their level of knowledge and 

skills, generalized to new behaviors, generalize over setting-time?

Scores of the new behaviors, generalized in Phase I, which began to regress when 

compared to scores at a later time, continued to deteriorate over setting-time. The scores 

reduced to levels that ranged from 17% to 57% of the scores recorded after intervention.
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In this comparison, the knowledge and skills that generalized to a new behavior in Phase 

1 did not generalize over setting-time.

Explorations. Not in answer to a specific research question but rather to fully 

utilize the extensive information collected during this research, it seemed appropriate to 

include a set o f  additional analysis to measure the levels of change in the scores over the 

entire length o f the research project. The time span from the first student baseline to the 

last setting-time measure was just under 12 months. For each student, the percent of those 

six score comparisons that reflected an increase or no change from baseline ranged from 

33% to 100%. Pat and Sue had increases on 33% or two of the six tests. Mia and Ben 

recorded increases on 83% or five of the six tests. Sue recorded increases on 100% or six 

of the six tests. This means that Sue, Mia and Ben. or 60% of the students, had the same 

or better post score at the end of the research compared to their first scores at baseline. 

This fact would cause one to imply that Sue, Mia, and Ben did acquire and generalize 

goal attainment knowledge from the Take Action Instructional material. Even Pat and Jen 

indicated that they had acquired some knowledge and skills and did generalize it to a 

limited level. Pat and Jen had the two lowest combined percent o f change on all 

instruments yet still had an increase on two of the six tests. Pat’s Self-Determination 

Knowledge score increased 10% over baseline and his Self-Regulation Behaviors score 

generalized perfectly with no change. Jen’s approach to learning increased by 6% and her 

Behavior Generalization: Take Action form generalized with no change.

Five students with six scores each equaling 30 separate scores were compared 

back to their first baseline scores. Of those 30 scores, 60%, or 18, increased over the 

entire research period from the baseline to setting-time measures. The movement of the
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group increases and decreases was an increase After Intervention, regression At a Later 

Time, and improvement with the three Setting-Time Average scores.

The improvement after intervention came while ail the information was still fresh 

on their minds. The At a Later Time test scores were the group’s first involvement with 

the materials after their summer vacation. The improvement of the three score average 

could have resulted from getting back into the material after the summer break or from 

the testing or practice effect since there were three tests over a period from one to four 

months. This result would indicate the need for some form of maintenance activity to 

insure a more thorough learning of the information that would generalize over longer 

periods of time.

Pat was very open about his interest in the stipend offered for participation in the 

research. His initial scores were some of the highest, but his last scores were some of the 

lowest. Contributing to this peculiar result could be his interest in only the money and 

partly because of his difficulty of staying engaged with the lessons that ran a little over an 

hour. Jen, who indicated a stronger interest in the stipend than the research, was heavily 

involved in a school activity that required much of her time. She also had difficulty 

breathing at a couple of sessions due to asthma and seemed to be exhausted when she 

arrived for a few of the sessions. Her heavy school schedule prolonged her completion of 

the research for the full 12 months.

Research compared. Following is a discussion of the only known empirical 

research using the Take Action: Making Goals Happen instructional materials conducted 

prior to this research. The discussion of German et al. (2000) is offered to point the 

similarities and differences between that study and this one.
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The findings of this investigation and the German et al. (2000) research of the 

Take Action: Making Goals Happen goal attainment instructional materials have both 

convergent and divergent points. Both projects determined that the Take Action 

instructional material taught goal attainment skills. The two studies used students with 

disabilities. Each had small sample sizes. German et al. had six students and this study 

utilized five students. In each research project, consideration was given to withdrawal and 

generalization.

Within these general areas of commonality, there is considerable divergence of 

their specific features. The German et al. study used adolescent high school students with 

moderate to mild mental retardation whereas five college students with learning 

disabilities were used in this study. German et al. selected their students based on good 

attendance and the five college students volunteered to participate in the research for a 

stipend. In the German et al. study, the instruction was in a classroom group setting 

whereas the college students received one-on-one instruction. German et al. used the 

Take Action instruction for daily goal attainment compared to the long-term goal 

attainment instruction used in the current research. German et al. purposely supplemented 

the materials with 30 daily goal cards for each student and used the modified Take Action 

format. Only the Take Action materials, with no supplements, were used with the college 

students. The full version of the instructional materials was presented to the college 

students. The withdrawal method used by German et al. was across two students at a time 

where intervention conditions were partially removed. Once the college students 

completed all o f the instruction, total withdrawal of all intervention conditions occurred. 

German et al. checked for generalization from two days to three weeks during the
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“maintenance phase.” Generalization of the current study ranged from six to eight 

months on some measures and nine to twelve months on others. German et ai. focused on 

teaching the students to set and accomplish their daily goals.

General limitations o f the study 

Limitations

The results of this research project add to the current information about the Take 

Action instructional materials, but there are factors that may limit the implications of the 

study. The sample was a small convenient sample and the students were offered a rather 

large stipend amounting to $20.00 per hour of commitment for their participation in the 

research. With small samples one of the first objections is the inability to generalize the 

results. This can be overcome with exact replications of the study. Small sample research 

approaches the appearance of multiple examples of single case research in that each 

participant has his own individualized baseline, making exact replication near impossible. 

Another possible problem with multiple baselines is the need for stability or at least a 

clear directional trend from which to judge shift. When results are presented in graph, 

they are sometimes open to various interpretations. How best to analyze the repeated 

measures can be another limiting issue. Differences in scheduling, necessitated by the 

different schedules of the students, made baseline, intervention, withdrawal, and 

generalization time comparisons between students incompatible. The amount of time 

spent in each phase was different for each student. Another possible limitation of the 

study was the lack of a student opinion inquiry that would have provided a qualitative 

element from the people that benefited from the program.
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Internal validity

Following are some of the confounding variables that could raise doubts about the 

Take Action: Making Goals Happen instructional materials not being responsible for the 

results in this research. The length of time to complete the research may have opened 

questions of historical threats that might have influenced the students. Historical 

confounding could have occurred due to a rather lengthy period of time of nine to twelve 

months required to complete the seven tests. Events that took place over the intervention 

period could have interacted with the participants to cause biased effects. It is doubtful 

that there was much of a threat from maturation, but testing influences and multiple 

treatments could have definitely impacted the findings. The use of repeated measures 

may have caused some improvement, deterioration, and/or frustration to the students who 

completed the measures six or more times. This could mean that their responses were 

influenced less by the intervention and more by their prevailing mood at the time of the 

repeated measures.

External validity and generalizability

There are dichotomous views to consider when discussing external validity and 

generalizability of a research project. Some researchers feel that external validity and 

generalizability are synonymous terms (Campbell & Stanley, 1963), while others 

differentiate between them (Mock, 1983). Mook stated, “T o  what populations, settings, 

and so on, do we want the effects to be generalized? Do we want to generalize at 

a l l . . .  The question of external validity is not the same as the question of 

generalizability” (p. 379). The research purpose, questions, and intent of the investigator 

determine if generalizations are to be made. The results of the study show if
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generalization claims are justified. Meitzoff (2001) believed, “If there is no intent to 

generalize, the author does the right thing by not generalizing. Criticism is justified only 

when unfounded claims of generality are made" (p. 45). Meitzoff further stated that intent 

and claims are the bounds for external validity.

Some research is designed to test and others to make generalizations (Mook, 

1983). The generalization element of this study was clearly to test and not to make 

generalizations. The questions posed and the intent do not pertain to generalization of the 

findings outside this study. References to generalization in this study are for internal 

generalization of knowledge and skills by these five students to behaviors, time, and 

setting-time conditions.

Summary

Over a one-year period, five college students with learning disabilities were 

taught a goal attainment process using the Take Action: Making Goals Happen (Huber- 

Marshall et al., 1999) instructional materials. All students displayed evidence of learning 

a goal attainment process during and after intervention. Generalization of knowledge and 

skills to a new behavior occurred during the intervention (Phase I). The knowledge and 

skills acquired in Phase I and the level of generalization to a new behavior exhibited in 

Phase I generalized over time and setting-time to varying degrees by the flve students.

Four of the suggestions for future research made by German et al. (2000) were 

included as areas of focus in this project. First, the regular Take Action format was used. 

Secondly, older students were the participants. Third, all the students had been described 

as having learning disabilities. And finally, the research was conducted in various 

environments.
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Areas for future research include investigation of the use of the Take Action 

materials in both a regular and inclusive classrooms. Additional studies should include 

students from different age groups and with other disability classifications. It should be 

established whether or not the materials are effective as self-study instruction and if there 

is a difference in the results from the instruction presented with electronic or 

conventional formats.

If students with disabilities possess limited goal attainment and other self- 

determination skills (Mithaug 200I),\ and if goal attainment is the most important self- 

determination component (Wehmeyer, 1994), then students must be taught these goal 

attainment skills (Fuchs et al., 1997; Wall & Dattilo, 1995; West et al., 1995). If they are 

to be taught in schools charged with this responsibility, curricula and instructional 

material developed specifically for this purpose is needed (Ward, 1996). Take Action: 

Making Goals Happen (Huber-Marshall et al., 1999) is such an instructional package 

developed specifically for this purpose. In this empirical research. Take Action: Making 

Goals Happen has displayed its worthiness as a needed tool for university use in support 

of their students with disabilities.
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APPENDIX A

InstnimcDts

Instruments

86% or less 

selection

Pre- & Post- 7 Take 

Action

Repeated

Probe

ChoiceMaker Assessment 

Scale

Percent of points

AIR Self-Determination Scale 

Percent of points

Self-Determination 

Knowledge Scale percent 

correct

Take Action Quizzes 

Percent correct X
Approach to Learning 

Total points

Self-Regulation Behaviors 

Total points

Percent of Plan Section 

Correctly Completed X X
Percent of Act and Evaluation 

Sections Correctly Completed X X
Percent of Adjustment Section 

Correctly Completed X X

I

1
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APPENDIX B

ChoiceMaker Self-Determination Assessment
Student's Name . Date I .

Teacher's Name. Dale 2 .

The ChoiceMaker Self-Detennination Asiessment is a 
curriculum-based assessment and planning tooL The 
Assessment questions diiectly match the ChoiceMaker Self 
Determination Curriculum objectives. The Curriculum is 
designed to leach students the self-dctemunaban skills they 
need ID be successful in adult life. SeU-dcterminatian occurs 
when individuals define goals for themselves and take the 
initiative needed to achieve their goals. In the ChoiceMaker 
Self Determinabon Cuniculum. studenb learn self 
determinalionsWlls by managing their own Individual 
Education Plans ilEPs).

The ChoiceMaker Self-Determination Asacsamcnt has three 
parts:

Parti: The ChoiceMaker Assessment consists of diiee
sections that rate the student s skins and profi­
ciency in performing each of S3 sefi-defermnution 
skills, and the opportunity the school provides foe 
the student to engage in these behaviors.

PartO: The ChoiceMaker Asaeoment Profile is a monitor- 
ng tool far graphically displaying student piogress 
and showmg the opportunities students have at 
school to exhibit these self-determination behaviots

PartUI: The ChoiceMaker Curriculum Matiix enables the 
teacher and other team metnbers to observe at a 
glance those skills in which the student needs 
instruction. Each Teachmg Objective* relates to a 
ksaon or set of lessons in the ChoiceMaker Self- 
Determination CurriculutiL

Adniinistiation The ChoiceMaker Self Determinatian 
Assessment is designed to be used with middle to high school 
students with emofional or behavior disabilities and mild to 
moderate learning problems. The Assessment may be adapted 
far use with older elementary students and with secondary 
students with severe learning problems. You rruiy use it in a 
variety of ways. In order to establish a baseline, we suggest an 
mitial admitUitration prior to leaching the ChoiceMaker 
lessons Subsequent admsustiaticns may take place at the 
completion of a set of lessons, at the end of a semester, at the 
end of the school year, or whenever deemed necessary. You 
may use the Cunkuhim objectives as HP goals aiui use the 
Assessment to measure progress toward tfe goals. You nuy 
also use the information from the Assessment to make 
program changes where the 'Opportunity al School* was low.

WafishBty A multi-state test-retest reliability study faund a A 
or higher significant correlation between the first administta- 
tion and a second administration given two weeks later.

Imstmrcdons to Part I 
CtioieoMalter Asaeaamant

Student Sk#s Rate the student from'O'to *4* indicating the 
skil] level and fluency with which the student performs each of 
the 54 skills. In the 'Student Skills' column a rating of 'O' 
means that the student does not perform any part of the skill: a 
rating of '4 '  means that the student pet forms the skill in its 
entirety and whenever needed. If you have not observed the

student perform certain skills, you may 'iiuerview' the 
student in order to obtain the necessary information. However, 
it is important that you do not prompt the student with 
possible answers. You may consult other teachers or support 
staff for their observabons as weO. The purpose is to get as 
accurate an assessment of the student s skills as possible.

Opportanitv at SdMal Rate the degree to which the school 
provides a structured, plaiuted time far the stuifeni to perform 
each of the skills. In the'Opportunity at School'cohirrui a 
rating id 'O ' indicates that there is no structured time for the 
student to perform tlie skill: a ' 4 ' shows that there is a 
regularly scheduled time or activity available wtien the student 
has the opportunity to demonstrate the skill

Subtotal Subtotal the points at the end of each part for both 
the'Studeru Skills'and'Opportunity at School'categories 
and enter the totals in the blank spaces provided at the bottom 
of each page. Transfer each total to the space provided on Part 
H ChoiceMaker Assessment Profile.

instnietioiis to Part U 
ChoreaMakar Assassinant Profila

Initial Administration Transfer the point totals from the 
“Student Skills' and 'OpportutUty at School' categories of 
Part I to the'Date I'spaces for each sectiom Shade in the liar 
graphs to the number of total points as indicaied in the nUddle 
colunm. By looking at the 'Student Skills' bars you can see the 
sections in whkh me student needs instruction. Likewise, 
scores on the 'Opportunity at School' bats show the sections 
m which school programs need to be improved to allow 
opporturUty to learn and practice the skills.

FoBow-Up Administration Transfer the pomt totals from 
subsequem administrations of the assessment to the 'Date 2 ' 
spaces on the profile. Shade in the bar graphs. Compare the 
follow-up scores to the initial levels.

Use of ttia Percent Scats The percent of self-determmation 
poirus by section is automatically corrqiuted by looking at the 
0-100 scale on the left side of the profile. The munber on the 
scale that corresponds to the top of the shaded area will tell 
you the percentage of points for that section. This teUs you 
what percentage of the time the student demonstrated the 
skills, and what percentage of structured time ytnir school 
provides to perform than.

bistmctlom to Part HI 
ChoicaMakar Curriculum Matrix

After completing Part I. circle each objective you marked '0 . ' 
'1 . 'or *2'on tfie'Student Skills'poôion of Part I  These 
objectives and corresponding goals are the ones you or your 
team may want to consider as teaching priorities. There are 
ChoioeMaker lessons for teaching each of the goals and 
objectives.

Copyrights 1946 by Universiry of Colorado. All righu reserved. This document may not be reproduced. 
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Part I: ChoiceMaker Assessment

SECTION 1 ; Choosing Goals
A. Student Interests

At. Express education interests (eg., classes, sports, 
clubs, commuruty colleges, trade schools, 
universities)

AZ. Express employment interests (e.g., jobs, careers) 
A3. Express persoriai interests (e g., relationships, 

recreation, healtlt)

B. Student Skills and Limits
Bl. Express education skills and limits 
82. Express employment skills aitd limits
83 Express personal skills and limits

C. Student (àoals
Cl. Indicate options and dtoose education goals
C2. Indicate optiorrs and choose employment goals
C3. Indicate options and choose persorial goals

student Skills Opportimity at School
(Docs the student do thtsT) (Does school provide structuicd tane?)

(fiolalaU) (lOK) (not St ell) (100%)
0 1 2 3 4 0 1 2 3 4

0 I 2 3 4 0 1 2 3 4
0 1 2 3 4 0 I 2 3 4

Subtotal , Subtotal -

0 I 2 3 4 0 I 2 3 4
0 I 2 3 4 0 1 2 3 4
0 1 2 3 4 0 I 2 3 4

Subtotal Subtotal

0 1 2 3 4 0 I 2 3 4
0 1 2 3 4 0 I 2 3 4
0 1 2 3 4 0 I 2 3 4

Subtotal . Subtotal -

TOTAL ( A * 8 * 0  ---------- T O TA L (A * B + 0  ---------

End of SECTION 1 : Choosing Goals

Transfer each total to the appropriate blank on 
Part II: ChoiceMaker Assessment Profile

Copyright «  1996 by D nivm ity ot Coiorado. Ail n gh u  rrtmrwti. This docuawnc n uy  not b» iTproducrd

Note: ChoiceMaker Self-Determinaiion Assessment: Repiinted with permission
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Part I: ChoiceMaker Assessment (cont'd)

SECTION 2: Expressing Goals
D. Student Leading Meeting

Dl. Begin meeting by stating purpose 0 1 2 3
02. Introduce participants 0 1 2 3
03. Review past goals and performatrce 0 1 2 3
04. Ask for feedback 0 I 2 3
05. Ask questions if you dcm't understand 0 I 2 3
06. Deal with differences in opinion 0 1 2 3
07. State needed support 0 1 2 3
06. Close meeting summarizing decisions 0 1 2 3

E. Student Reporting
El. Express interests (from Al-3)
E2. Express skills and limits (Aom Bl-3) 
E3. Express optioru and goals (from Cl'3)

Student Skills
(Docs the scudcfit do this?)

(net I t  ail) <100%)

4
4
4
4
4
4
4
4

Subtotal

2 3 4
2 3 4
2 3 4

Subtotal

TOTAL (Dc-E) ,

Opportunity at School
(Docs school provide structuicd tune?)

(nor SI sU) 
0 
0 
0 
0 
0 
0 
0 
0

iioor.)

Subtotal

0 1 2  3 4
0 1 2  3 4
0 1 2  3 4

Subtotal

TOTAL (D-rE)

End of SECTION 2: Expressing Goals

Tranifir tach total to the appropriate blank on 
Part II: ChoiceMaker Assessment Profile

Copyright OIW6 by Uiticen ity of Cblem)ftj41lnghtmfrved.Tlti» document mty net be tiptoduceil.

Note: ChoiceMaker Self-Detemiiiiaiiaa Assessmenc Reprinted with permission
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Part I: ChoiceMaker Assessment (cont'd)
SECTION 3: Taking Action
F. Student Plan

R. Break general goals into specific goals thjt can be 
completed now 

F2. Establish standards (or specific goals 
F3. Determine how to receive feedback from 

environment
F4. Determine motivatioii to complete specific goals 
F5. Determine strategics for completing specific goals 
F6. Determine support needed to cmnpletie specific 

goals
F7. Prioritize and schedule to complete specific goals 
F8. Express belief that goals can be obtained

G. Student Action
Cl. Record or report performance
G2. Perform specific goals to standard
G3. Obtain feedback on perfbrmatKe
G4. Motivate self to complete specific goals
G5. Use strategics for completing specific goals
G6. Obtain support when needed
07. Follow schedule

H. Student Evaluation
HI. Determirre if goals are achieved 
HZ Compare performance to standards 
H3. Evaluate feedback
H4 Evaluate motivation
H5. Evaluate effectiveness of strategies 
H6. Evaluate support used 
H7. Evaluate schedule
H8. Evaluate belief

I. Student Adjustment
II. Adjust goals if necessary
IZ Adjust or repeat goal standards
D. Adjust or repeat method for feedback
14. Adjust or repeat motivation
15. Adjust or repeat strategies
16. Adjust or repeat support
17. Adjust or repeat schedule
18. Adjust or repeat belief that goals can be obtained

Student Skills 
(Docs dw student do dûs?)

Opportunity at School 
(Does sdioai provide smicluRd tune?)

(not a t all)

1 2

2 3 4
2 3 4

0 1 
0 1 
0 1

3 4 
3 4 
3 4

1 2  3 4
1 2  3 4

Subtotal

Subtotal

Subtotal

Subtotal

TOTAL (FeOHvO _  

End of SECTION 3: Taking Action

(HOC al all) (100%)
2 3

1 2  3 4
1 2  3 4

0 I 
0 1 
0 I

2 3 
2 3 
2 3

Subtotal

Subtotal

Subtotal

Subtotal

TO TA L (F * C e H > 0 .

Tranter each total to the appropriate blank on 
Part U: ChoiceMaker Assessment Profile

Copiftigtit OWtS by Univenity of Cbltmdc. All itghBie«er»ed.Tlii» document way not be lepioduced.

Note: ChoiceMaker Self-Deienninaiion Assessment: Reprinted with permission
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Part II: ChoiceMaker Assessment Profile

SECTIONS

100

90

§
I
(A

I
c

80

70

60

£ 50

2i
Û

I

I
40

30

20

10

29

25

18

14

11

1. Choosing Goals
36

32

35

31

26

IS

13

2. Expressing Goals
44

40

3. Taking Action
~  124 ■“

112

99

87

74

62

SO

37

12

Datel Dale 2 Dale 1 Dale 2 Date 1 Dale 2 Date 1 Dale 2 Dale 1 Dale 2 Dale 1 Dale 2

TOTALS
Student
Skills

Opportunity 
at School

Student
Skills

Opportunity 
at School

Student
Skills

Opportunity 
at School

Copyright S19M by Unmnity of Coiofido. AU nglUi to trad . This dociantnt may not be npnduGCd. 
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Part III: ChoiceMaker Curriculum Matrix

Instructions Circle each objective that you marked "0." ”1," or "2" on the “Student Skills" portion of Part L Consult the 
lesson for each objective circled.

A.
Student
Interests

Al.
Express

education
imtRsts

A l
Express

employment
interests

A3.
Express
peoonal
interess

B.
Student Skills 

& Limits

Bl.
Express

education
skiUst
limits

B l
Express

employment
skiUst
limiB

B3.
Express
personal
skiUst
limits

C
Student
Coals

Cl.
indicate

opOonst
choose

education
goals

C l
Indicate
options

tdroose
employment

goals

d  
Indicale 

options Be 
choose 

personal 
goals

D.
Student
Leading
Meeting

Dl. 
Begin 

meeting by 
slating 
purpose

D l
Introduce

partidpanes

D3. 
Review 

past goab 
tpertor- 

mance

04. 
Ask for 

feedback

05. 
Askques- 

tionsif you 
don't 

urderstand

D6. 
Deal with 

ddfercnces 
in opinion

D7. 
State needed 

support

08.
Oooe

oreeting
bysum-
Biotizing
decisions

E.
Student

Reportirtg

El. 
Express 
stlerests 

(tern Al-3)

E l 
ürpieis 
skaist 
limits 

(bom Bl-3)

E3. 
Express 

optWns& 
goab (ham 

Cl-3)
F.

Student
Plan

FL
Break gâter­
ai goals mm 

spedAc 
goals that 

can be com­
pleted now

FI 
at^dBh 

standards fcr 
rpedfic 
goab

F3. 
Determine 

how to 
leceive 

fceAadc 
from 

envirorurrene

F4. 
Detennine 
motivation 
to complete 

spcdiBc 
goab

F5.
Determine
strategies

for
compielbig

spcdfic
goab

F6.
Detennine
support

iwededm
complete
spcdfic
goab

F7. 
Prroribzeft 
schedule to 
complete 
specific 
goab

F8.
Express 

belief that 
goab can 

be obtained

G.
Student
Action

Cl. 
Record or 

lepoet 
performance

C l  
Perform 
spodfic 
goals to 

leandards

C3. 
Obtain 

feedback on

C4.
Motivate

selfm
complete
spcdfic
goab

GE
Use

stotcgiesfiar
completing

specific
goab

C6.
Obtam
support
when

needed

C7.
Follow

schedule

H.
Studait

Evaluaiian

HI. 
Determine if 

goals arc 
achieved

m
Compo*

pntfoemaeroe
mseandaeds

H3.
Evaluate
feedback

H4.
Evaluate

motivation

H5.
Evaluate

of strategies

H6.
Evahsate
support

mod

H7.
Evaluate
schedule

H8.
Evaluate

belief

L
Student

Adjustment

n.
A *ist goals 
if necessary

H  
Adjustor 

repeat goal 
rtandards

D.
Arouse or re­
peat irwthod 
for feedback

14.
Adjustor

lepeat
modvalion

15.
Adjustor

icpeat
strategies

16.
Adjustor

repeat
support

17.
A^ustor

repeat
schedule

IB.
Adjuster 

repeat belief 
that goab can 
he obtained

Co|>yTight •  19W by Univcnity of Colondo. All righia lO fm d. This documtM may not be ivpioduCTd.
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AIR S e lf-D ete rm in a tio n  Scale ®
STUDENT FORM

Your Name_______________________________   Date_____

School Name_______________________________________________ \bur Grade.

Your Date of Birth  _____ _______________________________________________

HOW TO RLL OUT THIS FORM
Please answer these questions about how you go about getting what you want or need. This 
may occur at school, or in sports, or it could relate to your friends, your &mily, or a job or 
hobby you have.
THIS ISu  There are no tight or wrong answers. The questions will help you learn
I M O l  ^  about what you do well and where you may need help.
A TEST

goal ^  You may not be sure what some of the words in the questions mean. For 
example, the word goal is used a lo t A goal is som ething you want to  

g et or achieve, either now or next week or in the distant future, like when you are an 
adult You can have nuny difiêrent kinds of goals. You could have a goal that has to do with 
school (like getting a good grade on a test or graduating from high school). You could have a 
goal that has to do with getting along better with your friends or your frmily (like making 
your mom proud o f you). You could have a goal of saving money to buy something (a new 
Wdkman or new sneakers), or doing better in sports (getting on the basketball team). Each 
person's goals are difrcrent because each person has different things that they want or need or 
that they are good at.

plan Another word that is used in some of the questions is plan. A plan Is tha 
^  w ay you dodtia to  m eet your goal, or tha steps you nacd to  taka In 

ortlar to  gat w hat you want or naad. Like goals, you can have many different kinds of 
plans. An example o f a plan to meet the goal of getting on the basketball team would be: to 
get better by shooting more baskets at home after school, to play basketball with friends on 
the weekend, to listen to the coach when the team practices, and to watch the pros play 
basketball on TV.

OThejUB&yOrttnnnMiwiiiiMfcwMdCTdopcJbyiheAiiicticMilhinnan&t Roofch CAIR).inm lh hof»tinii wiihlotlicn 
GaU«ee. C nhim liâ (Jahcniqr, wiifc fiiDdiii(âam ifcc CU. OcpaimcK o f  Edaoiioa, Office ofSjpcciil BJucarinn Ptogmns (OSEP), 
ondct Coopcntive Agreemcnc HQ23)20000S.

Note: Air Self-Dueniimaiion Scale: Rqmnied with Pennissioo.
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HOW TO MARK YOUR ANSWERS 

EXAMPLE QUESTION
I check for errors after completing a project.

EXAMPLE ANSWER
Circle the number of the answer that tells what you are most like.
Qrcl* ONLY ONE number.

1 Never ................ you never check for errors after completing a project

2 Almost N e v e r you alm ost never check for errors after completing a project
3 Som etim es-.... -  you som etim es check for errors after completing a project
4 Almost Always... you alm ost always check for errors after completing a project
5 A l w a y s you always check for errors after completing a project

remember
There are NO right 
or wrong answers.

Ybu will not be graded. So please think about each question 
carefully before you circle your answer.

2 AIR Stlf-D*UrminationScah^St»ÊdH\t form Please go on to the nest page

Note: Air Self-Detenninaiion Scak: Reprinted with Pennission.
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THINGS I DO
1 2 3 4 5

N«v«r Akneit Sonwtim*! Almost Aiiways
Always

1. Iknow whaci need, what lUke, and what 
I’m good at.

nwngslOo 
total: Items 1*2

I figure out how to meet my goals. I make 
plans and decide what I should do.

tilings I Do I I 
totafctamsM

3. I check how I’m doing when I’m working on 
my plan. If I need to, I ask others what they 
think of how I’m doing.

Things I Do 
total: Itsms 54 □

3 AM Stlf-O tttm ination Stalt, Student Ponrn Mease 90 on to dM next page

tfou: Air Self Deiennioaiioo Scale: Reptimed with Pennission.
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HOW I FEEL

1. I fcei good about what I like, what I want, 1
and what I do welL

2 3 4 5
Aknest SomMimai Ahnost ANnyi 

Always

4 5

3. I like to make plans to meet mjr goals. 1 2 3 4 5

HowlfM I I 
tu t  Noms $4

5. I like to check on how well I'm doing in 
meeting my goals.

4 5

HowlFaal 
S4 □

4 AOfStlf-OttennihaUonStalt^Studuitfom PiMsegoontottwiMxtpag* :

Note: Air Seif-Detenninaiioii Scale: Reprinied with Pennission.
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W hat Happens a t  SCHOOL

1. People at school listen to me when I talk 
about what I want, what I need, or what 
I’m good at.

2 3
Afenett SomaUmw Ahnost Always 

Always

What Happm at SdMol 
SMaklW nssW n

3. At school, I have learned how to make 
plans to meet my goals and to feel good 
about them.

S. I have someone at school who can tell me 
if I am meeting my goals.

WhatHappana
ThtakKamtM

atSdMol I I 
KaauM _____

S AJK Stlf-0*ttmUnation Scah. Student Foim Please go on to the next page

Note: Air Self-Defenninaiion Scale: Reprinied with Pennissioo.
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W hat H appens a t  HOME
2 3 4  5

Alwioit  Somalimat Almost Ahmyt 
Always

1. People at home listen to me when I talk 
about what I want, what I need, or what 
I’m good at.

3. At home, I have learned how to make 
plans to meet my goals and to feel good 
about them.

5. I have someone at home w ho can tell me if 
I am meeting my goals.

6 AIK StK-DetemUnatlon Stal*. Student FOnn Meas* go on to A# next page

flou: Air Self Determination Scale: Reprinied with Permission.
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PLEASE WRITE YOUR ANSWERS TO THE FOLLOWING QUESTIONS. 

Give an exam ple of a goal you are working on.

What are you doing to  reach th is goal?

How w ell are you doing in reachiitg this goal?

THANK YOU VERY MUCH FOR COMPLETING THIS FORM!

7 AUtS€lf-OtttminmtlonSeah,itud§ntfoam

Note: Air Self-Deienniiiaiion Scale: Reprinted with Permission.
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Tha AIR Stlf-Dtttrmlnation Profile
Student Form

f

ICOM

Totti

I

Thinli Do Adjuii Think Do Adhm Think Da AdjuM Think Do AdjuM
1*2 34 i-6 1*2 34 1-2 3-4

10
12 3-4 5-6

10 10 10

9 q 9 9

g g 8 8

7 7 77

g 6 6

g c 5 5

4

J

4 4 4

3 33 3

2 2 2 2

1 1 1 1

0 A 0 0

TkbBlDo How 1 Feel What Happens What Happens

1
atSciiMl a tf^m e

I

120 100%

110 90%

100
80%

90
70%

80

70 60%

50%60

50 40%

40
30%

30
20%

20

10 10%

0

I

Capacity Opportunity

N«mc_ Dale.
Level of Self-Determination
(Write mum in boa and mark column.)



The AIR Self-Determination Profile
Parent Form

to
00

Ikim
Think Do Adiuii 
1-2 3-4 5-6

10

9

8

7

6

5

4

3

2

1

0

Total _ _  _ _  ----
Thinp My Child 

Docs

i

Think DoAdjuM 
1-2 3-4 5 6

10

9

8

7

6

5

4

3

2

I

0

What Happens 
at Home

i

Think Do Adjuii 
1-2 3-4 5-6

10

9

8

7

6

5

4

3

2

1

0

What Happens 
at School

i

90

80

70

60

50

40

30

20

10

0 I

100%

90%

80%

70%

60%

50%

40%

30%

20%

10%

Level of Self-Determination

Child's name. Date. (Write sum in box and mark in column.)



APPENDIX D

Self-Determination 
Knowledge Scale

FORM A

Alan Hoffman 
Sharon Field 

Shlomo Sawilowsky

AMOoaal cofMex of itUs fotm ouy be purchased from PROCD.
8700 Shoal Crack BML. Austin. TX 78T5T-«897 

S12/4SI-3246. Fax 5I2/45I-8S42.
e  1996 by PROCD, hie. Use Order 17802 to raedve 20 pretests (Form A).

7 8 9 10 II  12 13 14 IS 04 03 02 01 OO 20 posttests (Form B), and answer key.

Note. Self-Determination KnomUdge Scalei Reprinted with pefinission.
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Name:. 

Date: _

Self-Determination Knowledge Scale, Form A

Directions; Read each question and fill in the circle on the answer sheet There is only one correct answer for 
each question.

For questions 1 through 10, determine if the statements are true or false.

1. A goal is a statement of what you want to achieve.
a. true
b. false

2. When brainstorming, you list only the first option that comes to your mind.
a. true
b. false

3. Usually, an individual can generate more creative solutions to a problem than can a group.
a. true
b. false

4. You have the right to decide your career interest and the responsibility to seek appropnate training.
a. true
b. false

5. Responsibilities are things you are obligated to do.
a. true
b. false

6. Increasing self-awareness will help you decide wftat is important to you.
a. true
b. false

7. You should stick to your plan, even if there might be negative consequences.
a. true
b. false

8. A good way of dealing with criticism may be to consider wtro is giving it before taking action.
a. true
b. false

Note. Self-Determination Kiuneledge Scale: Reprinted with peimission.
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9. You should change your goal if you do not reach It on the first try.

a. true
b. false

10. A good reason for taking care of yourself is to give you the strength to reach your goals.
a. true
b. false

11. Pat’s dreams suggest these interests and skills:
• enjoys animab
• is good at helping others
• likes science

Which of the following is the least likely goal for Pat?
a. volunteer in the hospital laboratory
b. y t  a job at the pet store 
c  join the track team

12. People wfto are self-determined value themselves, make informed decisions about what they want, and
a. always do what their best friend does.
b. plan to achieve their goals.
c  give up if things are too hard.

13. Sal joined the chess team at the urging of the teacher even though Sal can't think of a good reason for 
doing so. Is Sal being self-determined?

a. yes
b. no

14. Bill likes to dance and enters a contest. Bob has collected stamps for years but is not sure why. Who is 
more self-determined?

a. Bill
b. Bob

1 S. Which of tfie following is the most important area of the self in being self-determined?
a. political affiliation
b. fashion preference
c  emotional well-being

16. Because of poor spelling skills. Mia has become very good at using the dictionary. This is an example of
a. giving up.
b. developing a strength to cope with a weakness, 
c  failing to accept her responsibility as a student

17. Which of the following is a key skill in active listening?
a. plan what you are going to say next while listening
b. prove you are listening by interrupting when you hear something you disagree with
c. tell the speaker what you heard

Note. Self-Deiermiiuuion Knowledge Scale: Reprinted with pennissioii.
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18. Which of the following are elements of active listening?
a. suspend judgment and give feedback on what you heard
b. interrupt if you disagree
c  smile and continuously nod your head

19. You listen carefully to the speaker and tell what you think was said. Is this an example of active listening?

a. yes
b. no

20. Before giving a speech to the dass. Cassandra imagines speaking dearly and effectively. Is this an appropri­
ate activity if she wants to become a better speaker?

a. yes
b. rx)

For questions 21 and 22. refer to the following information about Rosie.

Rosie dreams of being a science fiction writer and having lots of friends. She thinks of herself in the fol­
lowing way:
• good health • slow running time
• persistent • poor math skills
• fair writing skills • sometimes pushy
• well-liked

Her goal is to go to college and obtain a degree in journalism.

21. Which one of the following demonstrates Rosie finding a strength in a perceived weakness?
a. Rosie doesn’t  like to think of herself as pushy, but it helps her get wftat she wants.
b. Rosie has poor math skills, but she has good health, 
c  Rosie s  well-liked, but she is a slow runner.

22. Which of tfie following is tfie most appropriate sfiort-term goal for Rosie?
a. improve her grade in English this semester
b. complete her stamp collection
c. win a prize at the art fair

23. Which of the following are key steps in negotiating a 'win-win* solution to a problem?
a. Ask what the ottier person thinks about the problem and how to solve it
b. Ask what tfie other person thinks about the problem and be convindng that you have the better 

solution.
c. Ask what the otfier person thinks about the problem and pleasantly, but forcefully, insist on your 

solution.

24. Which of tfie following is the tiest reason for negotiating "win-win" solutions?

a. You always get what you want.
b. You reach many of your goals wfiile building relationships with otfiers.
c. You won't get what you want but at least you make friends.

Note. Setf-Daermiiuuion Knowledge Scale-. Reprinted with permission.
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25. Consider the eight items listed below.
1. know yourself
2. follow the leader
3. value yourself
4. make a plan
5. hide your weaknesses
6. learn from your actions
7. act on your plan
8. avoid conflict

Which five items describe self-determination?
a. 1,2,5.6.8
b. t.3.4.67 
c  2.4.6.7.8
d. 3.4.S.6.7

For questions 26.27.28. and 29. refer to the following information about Mfte and Eric.

Mike and Eric both got B's in English. Mike said. 'ThatS great! I can't wait to tell my friend about it." Eric 
said. "I did not reach my goal. My study schedule was helpful, but I need to find a tutor."

26. Who compared the outcome to what he expected?
a. Mike
b. Eric

27. Who judged how he performed?
a. Mike
b. Eric

28. Who enjoyed his success?
a. Mike
b. Eric

29. Who made an adjustment based on wfiat he learned?
a. Mike
b. Eric

30. Jan sees her ideal self as being trim and athletic She is about 30 pounds overweight and is in poor physi­
cal shape. Which of the following ways of using her ideal self could help her to be more self-determined?
a. change her views about her ideal self
b. use her ideal self to help her understand what is important to her 
c  ask someone else if her ideal self is acceptable

31. Sam has a short-term goal to lose 5 pounds by tfie end of the month. Which of tfie following would be 
most likely to help him meet his sfiort-term goal?
a. jog every morning for half an hour
b. plan to join the health dub next summer
c  consider taking a nutrition dass next semester

iVou. Self-Dtternwvttion Knowledge Scaler. Reprinted with peimissioiu
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32. Steve wants to buy a good used car, but he knows little about cars. Which of the following Is most likely 
to help meet this goal?
a. think about the car
b. have a mechanic look at the car 
c  buy the car if he can afford It

33. It is important to predict possible results of actions because
a. It helps you decide whether or not to go ahead.
b. it helps you know your strengths and weaknesses, 
c  it helps you communicate assertively.

34. When you encounter a barrier to achieving your goal, the best thing to do is
a. discard your goal.
b. find a aeative way to get around it
c. just keep trying.

For questions 35,36, and 37, refer to the following information about Terry.

Terry was unhappy with the grade received in math dass. In a conversation with the counselor and teacher
about the grade. Terry said to the teacfter In a loud voice. "You do not like me. You have never liked me."
The counselor was silent The teacher calmly responded. "You earned a 54% on the test"

35. Who is using passive communication?
a. Terry
b. the counselor 
c  the teacher

36. Who IS using assertive communication?
a. Terry
b. the counselor 
c  the teacher

37. Who is using aggressive communication?
a. Terry
b. the counselor 
c  the teacher

6

A/ore. Self-Determinalion Knowledge Scale: Reprinted with permission.
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Lessons 2 and 3 (Worksheet f i t  Transparencvl

Take Action Plan Parts

Name Date

Directions
On the lines below, write the question you will ask youiself when you are completing 
each part of your plan. Remember, your plan is the Brst step in the Take Action process to 
accomplish your goal.

Plan Parts Question I ask myself

Standard

M otivation

Strategy

Schedule .

Support

Feedback

FRIDAY
Fix 
Broken 
Mirror
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Approaches to Learning

Difcctions: The following statements represent beliefs students may have about their ability for ara<t«»niir 
work and reasons they might have for doing it Read each statement and indicate how much you agree that 
it is true of you in your classes. Use the 6-point scale below to indicate your response. RU in circle on 
the answer sheet corresponding to your answer.

Strongly Strongly
Disagree Disagree Agree Agree

1 2 3 4 5 6

1. I do the work assigned in my classes because I dont want to look foolish
or stupid to my fidoods, family or teachers...........................................................1 2 3 4 5 6

2. I am confident I have the ability to understand the ideas ta u r in  my classes.............1 2 3 4 5 6

3. I do the work assigned in my classes because I want to learn new things.................i 2 3 4 5 6

4 . I do the wodt assigned in my classes because I want to lot* smart to rrqr fiiends. .1  2 3 4 5 6

5. I am confident I can perform as weU or better than others in my classes.  1 2 3 4  5 6

6. lamconfidentlhavetbeability to successfully complete the assignments
in my classes.......................................................................................................1 2  3 4 5 6

7. I think my curabilities are strong relative to others in my classes.  1 2 3 4 5 6

8. I do the work assigned in my classes because my achievement plays a role
in reaching my Armre goals............................................................................... 1 2 3 4 5 6

9. I do the work assigned in my classes because I dont want to be embarrassed
about not being able to do the work. ................................................................. 1 2 3 4 5 6

10. I do the work assigned m my classes because I like to understand the
materiailstudy..................................................................................................1 2 3 4 5 6

11. I do the work assigned in my classes becausel want to be someone who can
do the weak well conqused to others. ............................................................... 1 2 3 4 5 6

12. I do the work assigned in my classes because I dont want others to
think Fm not sm art...........................................................................................1 2 3 4 5 6

13. I do the work assigned in my classes because learning the content plays
a role in reaching my future goals 1 2 3 4 5 6

14. I do the woric assigned in my classes because I can show pet^le that I am smart. .1 2 3 4 5 6

15. I am certain I can master the concepts being taught in my classes. 1 2 3 4 5 6

16. I do the work assigned in my classes because my achievement is important
for attaining my dreams.................................................................................... 1 2 3 4 5 6

17. I am certain I understand the material presented in my classes. 1 2 3 4  5 6

18. I do the work assigned in my classes because understanding the content is
important for becoming the person I want to be....................................................1 2 3 4 5 6
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19. I do the work assigned in my classes because I want to improve my
understanding of the material 1 2 3 4 5 6

20. Compared with other students in my classes my skills are weak. .......................... 1 2 3 4 S 6

21. I do the work assigi^ in my classes because learning the material is
important for attaining my dreams. 1 2 3 4 S 6

22. I think I am performing better than other students in tny classes. .......................... 1 2 3 4 S 6
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Self-Regulation Behaviors

Directions: The following questions ask about some of your spet^c behaviors as you study for school. 
Respond to the statements along the following 6-point scale. A l in the circle on the answer sheet 
corresponding to your answer.

Strongly Strongly
Disagree Disagree Agree Agree

1 2 3 4 5 6

1. Before a quiz or exam. I plan out how I wiD study the inaleiiaL............................. 1 2 3 4 5 6

2. When I finish woddng practice problems or boinewoik.1 check my
work for errors.....................................................................................................1 2 3 4 5 6

3. I organize my study time w e ll  1 2 3 4 5 6

4. I have a clear idea of what I am trying to accoiqdish in tny classes.....................  1 2 3 4 5 6

5. I fl have trooUe understanding something I go over it again until I
undentand it.  1 2 3 4 5 6

6. When I study I conq>aie and cootrast dificrent coocqXs  1 2 3 4 5 6

7. I tty to organize an ̂ iptoach in my mind before I acuially start
homewodc or studying......................................................................................... 1 2 3 4 5 6

8. Wli«i l^jming nmw material T «nmmarim it in my awn w onts................................ 1 2 3 4 5 6

9. When doing an assignment I nuke sure I Imow what I am asked to do
before I begin.......................................................................................................1 2 3 4 5 6

10. While learning new concepts I try to think of practical ̂ ifdicatioris......................... 1 2 3 4 5 6

11. When studying. I try to combine different pieces of information from
course material in new w ays................................................................................ 1 2 3 4 5 6

12. When I stwty I take note of the material I have or have not mastered......................1 2 3 4 5 6

13. I mentally combine different pieces rfinfotmation from course matrriak
into some order that makes sense to m e.................................................................1 2 3 4 5 6

14. It is easy for me to establish goals for learning in my classes............................... 1 2 3 4 5 6

15. I answer practice pcoUems to check my understanding of the course
objectives............................................................................................................. 1 2 3 4 5 6

16. I find reviewing exarrqdes provided in the bode or in dass to be a good
way to study for a tesL    1 2 3 4 5 6

17. I leam new material by mentally rdating new ideas with similar ideas
that I already know   1 2 3 4 5 6

18. I make sure I understand the material that I study.   1 2 3 4 5 6
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TAKE ACTION (page 1)

Name. Date.

wVO

Directions
Long* Term Goal Write your long-term goal on the line below. 
Short-Term Goal Write your short-term goal on the line below.

Long-Term Goal _ 
Short-Term Goal.

1. Student Plan
STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK

I
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TAKE ACTION (page 2) 

2AcÜon

Did I meet my short'Term goal? Yes ? No ?

STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK

m



Take Action (page 3) 

3. Evaluate
STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK

WhM wen the mein naioni you got then tuultt?

i
X



Take Action (page 4)

4. Adjust

Short-term  goal okay or changed ? If  changed^ new short-term  goal

STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK



TAKE ACTION REPEATED MEASURE SCORING GUIDE
Name_
D a te _
Long-Term Goal. 
Short-Term Goal.

1 point: 
_1 point: 
. 1 point: 
.1 point:

Sub Score.

(If complete; First and last name)
(If complete; Month, day and year)
(Any goal requiring more than a week to achieve)
(Any goal requiring a week or less to achieve, and can be started this 
week and supports/leads to the above long-term goal )

I. Student Plan
STANDARD

Whit will I be uHstled 
with?

•) for the complete 
question atwve
b) for lentence with the 
lime meintnf 
c.) for any word 
indiciting in 
undentindingof 
itandard

If the intwer indicitei in 
undentinding of the 
term Itandard

SCORE

MOTIVATION
Why do I want to do 

thU7

laalnUD
a) for the complete 
question above
b) for lentence with 
the Slew meaning 
e) for any word 
indice ting in 
understanding of 
modvadon

If the answer Indicates 
an understanding of 
the term modvadon
SCORE

STRATEGY
What methods should 1 use?

a) for the coinpleie question 
Âove
b) for sentence with the 
same meaning
c) for any word indicating 
an understanding of 
strategy

If the answer indicates an 
understioding of the term 
itrategy
SCORE

SCHEDULE
When will I do this?

1 BBlntl 0
a)forthecotnpIete 
question above 
b.) for sentence with the 
same meaning
c)forany woid 
indicating an 
understanding of 
schedule

1 noint! A 
If the answer indicates 
an understanding of the 
term schedule

SCORE

SUPPORT
What help do I need?

1 wnlati 0
a) for the complete 
question above
b) for lentence with the 
same meaning
c) for any word 
indicating an 
understanding of 
support

If the answer indicates 
an undersumding of the 
term support_______

SCORE

FEEDBACK
How will I get 

information on my 
performance?

1 point! O 
a) for the complete 
question above, 
b.) for sentence with the 
same meaning
c) for any word 
indicating an 
understanding of 
feedback

1 point: A 
If the answer indicates 
an understanding of the 
term feedback
SCORE

i . Student Plan Point Score^ Total Percent Score_ .(point score /16 x 100 = % score)
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TAKE ACTION REPEATED MEASURE SCORING GUIDE fCont'd)

:

2Action
Did I meet my short<Term goal? Yes 7 No 7 1 point: A (if answered)

STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK
Did I meet the ilindard?

1 Dolntt Q
t) for writing the complete 
question above
b) for a sentence with the 
same meaning
c) for any word or words 
Indicating an 
umdersianding of

itandard

Was 1 motivated?

a) for the complete 
question above
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
understanding of

modvailon

Did I tise the strategy?

Ï nnlnti 0
a) for the complete 
question above
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
understanding of

strategy

Did I follow the 
schedule?

a) for the complete 
question above
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
understanding of

schedule

Did I use support? 

InalntiD
a) for the complete 
question above
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
understanding of

iuoport

Did I get feed back? 

I paiati Q
a) for the complete 
question above.
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
understanding of

feedback

Yes?____No______7

XgulatiA
a) for a "yes" answer to 
Question I above.
b) for a "no" answer IE the

section is also answered.

Yes?___ No______7

IjutloUA
a) for a "yes" answer to 
Question 1 above.
b) for a "no" answer IE 
the 1" question in
S rvaluau tarjlnn |s
also answered.

Yei?__No______?

1 point; A
a) for a Yes" answer to 
Question 1 above.
b) for a "no” answer IE 
the 1" question in

Yes? No 7

a) for a "Yes" answer to 
Question I above.
b) for a "no" answer IE 
the 1" question In

Yet?___ No______7

1 po lnti A
a) for a “yes" answer to 
Question 1 above.
b) for a "no" answer ]£ 
the 1" question in

Yes? No 7

1 aniali A
a) for a 'Yes" answer to 
Question 1 above.
b) for a "no" answer IE 
the 1" question in
3. Evplugie section is

also answered. also answered. also answered. also answered.

SCORE. SCQBE_____ SCQBE SCQBE - . . SCQBE . _ . SCORE

2. Student Action Point Score Total Percent Score (point s c o re /13 x 100 s  % score)
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TAKE ACTION REPEATED MEASURE SCORING GUIDE (ContM)
3. Evaluate

STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK
Wu it ih« light 
ituuUrd7

■)roribecompl*t« 
quesÜOD «bove
b) foi HDieiiM with the 
itine meaning
c) for any word or 
word: indicating an 
undentinding of

itandard

Diditwoifc?

a) for ihe complete 
queadon above
b) for sentence with the 
same meaning
c) for any word or 
words indicating an 
undentanding of

modvaUon

Did it work?

a) for the complete 
question above
b) for sentence with the 
same meaning
c) for any word or 
words IndicaUng an 
understanding of

strategy

Did it work?

1 notnli O
a) for the complete 
question above
b) for sentence with Ihe 
same meaning
c) for any word or 
words indicating an 
understanding of

schedule

Did it work?

XjudntâD
a) for the complete 
quesdon above
b) for sentence with the 
same meaning
c) for any word or 
words indieadng an 
understanding of

support

Was Ihe feedback 
helpful?

a) for Ihe complete 
quesdon above.
b) for sentence with tlie 
same meaning
c) for any word or 
words indicating an 
understanding of

feedback
Yei7 No?

1 point! A
a) for a "yea" aniwer
b)fora”no”Œ a '‘wby
nr uihu nnt" mniwerlm
liven below.

Yes? No?
Ï noint: A

a) for a “yes" answer
b) for a “no" Œ a “why 
or why not" aniwer is 
liven below.

Yes? No?
1 noint! A

a) for a “yes" answer
b) for a “no" IE a “why 
or why not" aniwer is 
liven below.

Yes? No?
1 noint! A

a) for a “yes" answer
b) for a "no" JE a “why 
or why not" aniwer is 
liven below.

Yes? No?
1 point! A

a) for a “yes" answer
b) for a “no" JE a "why 
or why not" answer is 
liven below.

Yes? No?
1 A

a) for a "yes" answer
b) for a "no" JE a "why 
or why not" answer is 
liven below.

Why or why not?
1 anlnti O

Why or why not? 
XabIdU ^

Why or why not? 
1 Dointt Q

Why or why not? Why or why no? 
XgmlBtLQ

Why or why not? 
LfifliDtkQ

J_2BiliUA
for why or why not 
aniwer preceded by a 
“no" aniwer above.

XxfillitLA 
forwhy orwhy not 
laiUSt preceded by a 
“no" aniwer above.

t  notnti A 
for why or why not 
aniwer pteeeded by a 
“no" aniwer above.

I MlDb A
for why or why not
aniwer preceded hv a 
"no" aniwer above.

XjisintiA
for why or why not 
answer preceded by a 
"no" answer above.

1 noint: A 
for why or why not 
answer preceded by a 
“no" answer above.

SCQBE. . SCQBE............ .. SCQBE ...  . SCQBE _ .SCQBE .. .. SCORE

What were the main reaiona you got iheie taiulli? 1 noint Ai ,,

3. Student Evaluate Point Score Total Percent Score _ _____ (point score /  25 x 100 = % score)



TAKE ACTION REPEATED MEASURE SCORING GUIDE (Cont'd)
4. Adjust

Shortpterm goal okay or changed ? 1 point: A CU dunfcd. new mhorn dme loel muit be included for Ihe point 
1  ̂changed, new short-term  goal 1 point: A fif cemnleled ee needed, due 10 cheneel

STANDARD MOTIVATION STRATEGY SCHEDULE SUPPORT FEEDBACK
If sumdeid wein’l right 
whet will ehenge?

e) for the complete 
quMtion ebove.
b) for lentence with the 
timemeening
c)foreny wofdor 
wordi indiceting e 
ehenge of eteadeid

If I wein'tmotiviied 
whet will I ehenge?

t  noint: O 
e) for the complete 
queitlon ebove.
b) for lentence with the 
lenie oeenlpg
c)foreny woidor 
woirii Indinerlngn 
ehenge of mollvntioo

If my itniegy didn’t 
work, whet will I 
ehenge?

1 Bflinti 0  
e) for the complete 
queition ebove.
b) for lentence with the 
lememeening
c)foreny wordor 
wordi Indlcetlnge 
ehenge of elmtegy

Ifl didn't follow my 
ichedule, whetwilll 
ehenge?

1 noint! O
a) for the complete 
queition ebove.
b) for lentence with the 
lememeanirtg
e) for eny wordor 
wordi Indiceting e 
ehenge of ichedule

If my support didn't 
work, uÂet will I 
change?

1 noint: O 
e) for the complete 
queition ebove. 
b) for lentence with the 
lememeening 
e) for eny word or 
words indiceting e 
change of eupporl

If feedback wasn't 
helpful, what will I 
change?

1 noint: O 
e) for the complete 
question above.
b) for sentence with the 
lememeening
c) for eny wordor 
words indicating a 
change of feedback

A itetcment of ehenge 
eniweriineceiiervto 
receive thil point

JLaolatLA 
Aitetemeotofcfainge 
eniweriineceiieivto 
receive thil point

1 nnlntt A 
Aiietement of ehenge 
eniwerlinecMnivto 
receive thil point

XjUiintiA 
Aiietement of ehenge 
aniwer iineceiiery to 
receive thil point

iBOlBti A 
Astitementofcbinge 
aniwer iinecimirv to 
receive this point

1 noint: A 
A Statement of change 
aniwer is nccciiiry to 
receive this point

SCOBS_______ SCOBS_______ SCORE SCORE SCORE SCOBS______
4. Student A4lfust Score Total Percent Score foo in ttco ie / 14x  100« % score)

SCORE RECAP
J. Student Plan Point Score Total Percent Score fooint score / 16 x 100 = % scorel
2. Student Action Point Score Total Percent Score f’Doint score / 13 x 100 = % score!
3. Student Evaluate Point Score Total Percent Score fpoint score / 25 x 100 ■ % score!
4. Student Adiust Point Score Total Percent Score fooint score / 14 x 100 = % score!

POINT GRAND TOTAL___ PERCENT GRAND TOTAL _ (Point Qrand Total / 68 x 100 = %)
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APPENDIX J

INSTRUCTIONS FOR THE TAKE ACTION FORM

1. Put your name on the form.

2. HU out the form in anyway you like.

3. Any way you choose to fUl it out is acceptable.

4. There is no right or wrong way to fUl in this form.

5. Us e the forms to makea goal plan. Any type goal is OK. Personal, academic, etc.

6 .1 cannot help you with the headings, instructions, or answer questions about the 
forms.

7. Any questions you now have wiU be answered as we progress through the research.

8. Take as much time or as little time as you like to complete the forms.
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APPENDIX K

L E S S O N

4
C ritiquing E xam ple  P la n s

P u rp o se
To provide students with examples of student plans and to teach students a 
method for critiquing plans and predicting whether a plan will work.

G eneral Inform ation
In this lesson, students leam criteria for each plan part. They critique two 
examples using the criteria.
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APPENDIX K

Critiquing Example Plans (continued)

S tran d • Take Action Plan Critique

'Taking Action" Transparency 
• Roland Coaster's Breaking Down

G oals
Long-Term Goals transparency
from Lesson 1

Student Plan • Roland Coaster's Take Action 
(page 1) worksheet for each

O bjectives
• Break long-tenn goals into

student 
• Take Action Plan Critique 

worksheet for each studentshort-term goals that can be
completed in a week 

• Establish standard for Lesson Overview
short-term goals • Students read a sample student

• Determine how to get feedback situation. The teacher models
from environment using the Take Action Plan

• Determine motivation to Critique worksheet to critique
complete short-term goals each plan and predict how well

• Determine strategies for each part will work.
completing short-term goals • In pairs, students complete the

• Determine support rteeded to same process for another sample
complete short-term goals student situation.

• Prioritize and schedule to
complete short-term goals Lesson Sum m ary

Location
A. Review
B. Overview lesson

School C. Review "Physically Fit" goal 
breakdown worksheet

Estim ated Time D. Critique Bud's plan

60 minutes
E. Review Roland Coaster's goal

breakdown worksheet

M aterials
F. Critique Roland Coaster's plan in 

pairs
• Ovedtead projector G. Preview next lesson
• Take Action Plan Puzzle

transparency
• Take Action Plan Puzzle

worksheet for each student
• 'Thyskally Rt" Breaking Down

Long-Term Goals transparency
from Lesson 1

• Buff's Take Action (page 1)
worksheet for each student
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Critiquing Example Plans (continued)

A.

Review • Ask students to list the four Take Action steps for ac­
complishing goals.

• Ask students the difference between a long-term 
goal and a short-term goal.

• Hand out the Take Action Plan Puzzle worksheet

• Ask students to write the part of the plan that 
matches each question and picture (horn the ani­
mation in the video).

• When students have completed the worksheets, ask 
students to share their responses for each piece of 
the puzzle.

• Write the correct response on the overhead trans­
parency of the worksheet

• Ask students to correct their worksheets.
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Critiquing Example Plans (continued)

B.
O verview  Lesson

C.

Review  "Physically 
Fit" Goal B reakdow n 

W orksheet

D.

Critique Buff’s  Plan

Present the following information.

-  Before you write your own plan, we're going to 
read and discuss plans developed by other 
students.

- First we w ill read a story about the person.

-  Then we w ill read their plan and decide on 
which parts of the plan we think will work and 
which parts won't work.

Put transparency of "Physically Fit" Breaking 
Down Long-Term Goals (from Lesson 1) worksheet 
on overhead.

Ask students what the long-term and short-term 
goals were.

• Use the example of the weight lifter.

• Hand out copies of Buff's Take Action (page 1) 
worksheet

• Ask someone to read Buff's story.

• Ask someone to read when Buff made his plan.

• Ask different students to read each part of the plan.

• Put the Take Action Plan Critique Transparency on 
the overhead.

• Model, using the critique sheet, how to evaluate the 
six parts of the plan.
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Critiquing Example Plans (contmued)

(Note: Students may have different opinions about 
how well the different parts of the plan will work. It is 
important for students to provide a rationale for their 
responses.)

• Write on transparency as students offer responses.

• Critique standards.

• Ask the three questions about Buff's standard.

• Ask students to justify their responses.

Critique motivation.

-  Will this help him work on his goal this week?

Critique strategy.

-  Does he have the skills to do this strategy?

Has this strategy worked before?

Do you think this strategy will work?
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Critiquing Example Plans (continued)

• Critique schedule.

-  Is there a set time to take action?

-  Can he handle this schedule?

-  Do you think this schedule will work?

• Critique support 

-  Can he rely on this support?

Will he need more support?

If Buff was getting support from a person we'd 
ask, "Does the person have the skiUs to help you 
in this way?"

Again, if Buff had chosen to get support we'd 
ask, "Do you think this support will be helpful?"
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Ciitiquing Example Plans (continued)

• Critique feedback.

-  Does the person he is asking for feedback know 
about his standard and performance?

-  Does the feedback keep track of his performance 
and show how close he is to reaching his 
standard and goal?

-  Will he get feedback in time?

Why won't this feedback be helpful?

Discuss the last three questions.
-  What parts of the plan do you think will be most 

eâiective?

What plan parts do you think will be least 
effective?
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Cridqutng Example Ptans (continued)

E.
Review  Roland 
C o aste r 's  Goal 

B reakdow n 
W orksheet

-  What would be more effective in each of those 
parts?

odtiidÿï

• Put the transparency of Roland Coaster's Breaking 
Down Long-Term Goals worksheet (from Lesson 2) 
on the overhead.

• Ask a student to read Roland's story.

• Ask students what his long-term and short-term
goals were.

Ask students to discuss which of the short-term 
goals Roland needs to do hrst.
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Critiquing Example Plaits (continued)

F.
Critique Roland 

C o as te r 's  Plan in 
Pairs

G.
Preview  N ext Lesson

Hand out Roland's Take Action (page 1) and a Take 
Action Plan Critique worksheet to each student.

Ask different students to read each part of his plan.

Ask students to work in groups of two.

Give students an appropriate amount of time to an­
swer the questions on the critique worksheet.

Circulate and check for understanding.

Ask students to come back to the large group and 
review their responses.

Students might critique the plan differently; ask 
students to justify their responses.

Present the following information.

-  In the next lesson, you will have a quiz over the 
definition of long-term and short-term goals, the 
Take Action steps, the parts of the plan, and the 
matching questions.

-  You will also learn to write a plan for a goal.

156



APPENDIX L

SEQUENCE OF INSTRUMENTS ADMINISTRATION

Baseline:

1. Choice Maker Assessment

2. Repeated Measure Take Action p i & 2

3. AIR Self-Determination Scale -  Student form

4. Self-Determination Knowledge Scale

5. Greene/Miller. Approach to Learning & Self-Regulation Behavior 

Intervention:

1. Repeated Measure Take Action p 1 & 2

2. Give instruction

3. Give the section test after instruction

4. Give Repeated Measure Take Action p I & 2 after each 

section is completed.
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Take Action Checklist: Lesson 1

Participant: Date:

ftMcallliefoltowiniiiiifonwtion
Tod«yiie«ieiB>ingtotilkii»iitâtwgrloaecoiiii>IM»gwJs.
W bafegodt?
Ad: itDdeols the folkmng qnestiaas to dcanonanlB (be need for the Td» 
Acdom*oce«*o#ccomNidiKO«b.

3 HofWBMiiyofyoohweefcr»etiBMli7
4 Hagmnyoiieew let KO«ii bat TOO oog]dhi*tiD«fce them htpDca?
S Ad:«tiide«tttodiiieiiodttlttteydMta*fcoaiiigiidi.
6 How «Bd yoa feel when yoa (Bdat mrmmplidi yoor goml?
7 Whr didn't VDQeet the recto YDDWMaed?
8 Woulda’titbeBiceifyoBcoBidacctiinriidimaiecfypariioals?

Re<e«tthetollowiatiiifiifiMrtoii
In the» knons yoa wiD k m  bow to canpklB 4 stc|ic to bdÿ yoa 
accouglMiyouriioak.

10 ThmdAeoomcnlkd the Take ActkaMoom.
Wnte each rtep oo the board or oreAcmd as yon introduce i t

I I  Hie fiat aepiaplaB
12 A piaD describes irtiatrm  going to do.
13 WbafsMpbn?
14 Tire second step a  act
15 Tbafswfieoldo what's on my pha
16 ~WbatdoIdofoclheseconds>ep?AeL
17 HethiidstepBcwahMtfc
18 •WheaIeyJaate.ItlMiitdboathowmyplsaaadactioosworiad.
19 Vhatdoldowheolevaluale?
20 IhefimthstepâmW t
21 *Wbea I a^asl. Ikok a  iriat changes I need to aaakB so nqr pisn sad sctioo 

wiHworicbetter._________________________________________
22 WhstdoIdoirimalaÆatt?

i  CoodoctaÆtcnsriooaihMtthefiiDowiagqoestions.
23 Now that we have looked a  the stcis of dm Tdco Aetko pncess, tUnk about

the eoak yoa saM yoa had ttodbk  accomplishing___________________
24 Did yoa make a plan?
25
26

What was yoar plan?

27
Mdyoo acton year idan?
Didvoa"«»t*-»"ydjqaiBenlt?
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28 Completing these steps will help yoa accompiisfa diffiaUl goals.
29 Hand oat the Take Action Steps wodcsheet.

YES NO «
30 Discibs the ocder of the Take Actkm steps for accaandislmij; coals.
31 Ask students to wnte them in the conect order oo the worksheet.
32 What is the first step in the Take Actioa prwess?
33 Right Yoa make a ^ u .
34 Once yoa bare a plan, what is the second step?
35 Good. Yoa pot the plan into actkai.
36 After you act CO ]Toar plan, yoa need to look at hoar 3Toar plan and actkn 

ararkedL
37 ^Phasûlhefimdsteg? BKlaau
38 Yes. TOO evdoalB adiat aradced and ariiat didn’t  arodt
39 After yoa erahiate aAst arodxd and arbat didn't arork. arhafs the last step?

40 Rilhk Yon adjust or make dianges for atqtlhing that didnT arork so you have 
a better dMooe of aoooBBpiidnnc year coaL
Present the fdlkminciafinrnafion.

41 Beffare are can start using Ab steps of the Tike Actioa process, are need to 
look at coals.

42 Some conk take alone time to accomplish.
43 Let’s say my goal is to become physically fiL
44 It may take along fime to accomplish dûs coal so fins is ahmg-term goal
45 Why is this a Ianc4etm gcnl?
46 Yoa haae a betler diaaoe of aocomplidûng a goal if yon break it into dnrt- 

tenn goals.
47 Shop-term goals can grreyonaplaoe to begin.
48 Hie définition of dttt-lerm gods has two mnportml parts.
49 1. Short-teon coals are smaUergods that lead to yorrlotuHena coal
50 2. Yon can start irorfciag on short-term goals this ned:.
51 What ate diart-term goals?
52 When can you start yrorkiag on drort4erm goals?
53 On the tran^arencyofBreakiBg Down Long-Term goals..mite the hng-term 

goal: Be phyncaOy fit
54 My kog4erm god is to be physically fit What wonld be some diort-ietm 

goals that wmdd lead to das cod?
55 Write die fdknriag example on the transparency. Extnuengalaiti.
56 How do yon know dûs tt a shorMerm god for my long-tenn god?
57 What ate some other examples of dmrt-term gods for dûs cod?
58 Write examples oo transparency keep Immpareney for Lesson4.

Present the following informarioTL
59 Some long-term goals need lots of short-term goals.
60 Some only need a few short-ierm goals.
61 Sftinrtim^ short-term goals need to be done in a specific seqoence.
62 For instance, if my hoc-term god was to get a iobaral my short-term goals
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weiB to (1) interne*; (2) fill out job applications;(3) find job openings; and 
(4) createa lesume. Is tiKte sequence needed for my sbmt-teim goals?

YES NO f
63 For tbe goal, *To become pfayskally fit,” is Ibne a dnxt-lenn goallhat needs

to be comdeted fiist?

H H H I Accept students answer. Lead to "leanstartbÿexemmg.’'
Review tbe foilowine:

64 What is my kniHenn coal?
65 Whyisthatmkog-tenngoal?
66 What is the defimtkm of dwrt-tam Koals?
67 Whit is one of niy shixt-teiin cods?
68 Why is das a dnfl4eim Kod?
69 Hand out Roland Coaster": Breaking Down Long-Term Goals woskshecL
70 Put Roland Coaster's Breaking down Long-Term goals tranqwuency cq the 

ovedtead.
I ta e d  the foUowmc infiginudaa.

71 We're eoinc. to piaclioB biealâi! looe-tean eoak into dnt-teim  coals.
72 To do this were going to lead Roiand OMSiec*s stflsy and lool; d  some 

posdbk short'tenn cods for hin.
73 Ad: the stodeals to read Roland’a story.
74 Ask dse students to read Roland's koc4cnn coal
75 What is Roland’s kQc4enncod?
76 Why is that a hMuHenn cod?
77 What is de définition of a dnt-tioie cod?
78 What wodd be some short-teon coab for cdag to the anaiMmentpaik?
79 Write above answer on the treospareocy.
80 Oood. Bach of these dxxt-tenn coals lead to the kniE-tenn coaL
81 Yod can start on diem this wedc.
82 Do these shoit-tenn coals need to be done in anv setpeace?

Keep ttaospareney for Lesson 4.
- 83 Hand ont a blank copy of the Breakmc Down LoniE-Teim Goals wofcdieet

84 Pat blank Bwafcinc Down Lnnc-Tcnn Goals tiaasnarencyoo the cvcihesd.
85 Now yoo will tiy breaking a long-tenn god into ihoit-temgoab on yoor 

own.
86 The lonc-lenn cod is "Get cood nodes In dass."
87 Ad: undents to choose a dass in ndiich they want to innnore their Bade.
88
89 Write "Oct good grades in class" oo the transparency.
90 Ask students to write some diort-tenn goals for that long-term god on their 

wofkdieets.
-

91 Ad: stndeats to look at their short-tenagoals and answer the qnestiont at the
bottom of the page.

92 Are yoor shcit-tenn coals Bnaiter goab <>at will lead to your loog-tenn cod?
93 Are yonr short-term coals ones you can hefin woddnc on this week?
94 Ask students to tell you their diort-tena gods.
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YES NO #
96 Critique short-term goals by asking the questions at the bottom of the 

Breaking Down Long-Term Goals page.
97 Guide students if changes need to be made.
98 Ask students to decide if the short-term goals need to be completed in 

a certain sequence. If they do, number them.
99 Ask student to share their response.

KEEP TRANSPARENCY FOR LESSON 5.
100 What is a long-term goal?
101 What is a short-term goal?
102 What are the 4 steps to the Take Action process?
103 Next lesson we will talk about the parts of the plan to accomplish a 

short-term goal.

TOTALS
PERCENT “YES & NO” (Totals / 103 X 100 = % score)
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PHASE n  GENERAL INSTOUCnONS

1.As yoa are giveaeadiiiisiniiDeat 10 fiO oat follow the insiiiictiofisaQ the instnuiBiiL

2. Any fecial insmcdoos for the mstmaiBiit win be read to you.

3. The printed instnctioos on the instnmient or the qwdal instniclioiis read to yon before yoa 
b e ^  working are the only instnctioiis yoo win recdvB.

4.1 cannot answer any qneatioBsaboat the iniUniinriit or how yoa are to coimilete it

5. After yoa have oornpleled eadi instnunent, hand it in and receive the next instinnieat aotO aU 
instxnments have been coopleled.
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PHASE n  SEQUENCE OF INSTRUMENTS

1. Repeated Measure Take Action

2. ChoiceMaker Assessment

3. AIR Self-Determination Scale -  Student Form

4. Self-Determination Knowledge Scale

5. Greene/Miller, Approach to Learning & Self-Regulation Behavior

6. Take Action Quiz
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