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Introduction

This book will help adults empower students to become independent learners. The topic of study
skills often targets mechanics of academic learning and focuses on areas such as improving home-
work completion and time management. This book goes beyond these mechanics by addressing
underlying psychological factors that influence learning. We expand the goals of improving study
skills from simply helping students get better grades in school to helping them become indepen-
dent learners who know how to learn effectively in any life situation. Adopting this expanded
focus will enable adults to help students learn independently in academic and nonacademic areas
throughout their school years into adulthood.

Our emphasis is on transforming the focus of learning from adult-driven efforts to student
self-regulation, such that students become experts in charge of their own learning. This focus
entails a shift in the adult-learner relationships: Adults working effectively with students on these
skills become collaborating consultants with the students, rather than teachers, parents, or experts
giving direction to the students. The adult assumes a role similar to that of a mentor who advises,
guides, and supports from the sidelines. Power is transferred to learners so that they can accom-
plish tasks more effectively and with less frustration once they understand the methods that work
best for them. This approach enables students to control their own learning experiences and even
overcome detrimental environmental factors. The goal is to help each individual determine how
to learn best—which varies from student to student, from subject to subject, and from situation to
situation. Students are encouraged to appreciate that no strategy will be appropriate for every sit-
uation, and that they will need to adopt new strategies whenever new challenges present them-
selves. The adult’s role is to help the learner determine what he or she needs to do to become an
independent learner such that he or she can “figure out how to learn” everything from algebra to
how to download music onto an iPod.

STRUCTURE OF THE BOOK

This book is intended to be a useful guide to helping readers become more proficient, knowledge-
able, and successful solvers of problems related to learning in students from upper elementary
school through college. In order to design and implement effective interventions that improve
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viii Introduction

students” learning and study skills, readers need to understand the theoretical foundations and
current research in these areas. Therefore, we have synthesized current research and data-based
interventions across the disciplines of educational psychology, developmental psychology, special
education, gifted/talented education, and counseling psychology. We also provide vignettes (with
names and identifying details altered to preserve confidentiality) drawn from our combined seven
decades of experience in the fields of education and psychology, to illustrate challenges and
strengths of learners in various situations. Each chapter concludes with a discussion of moving to
student-regulated strategies; materials that might be included in a student’s Personal Learning
Guide, or How I Like to Learn (HILL) Binder; and reproducible handouts and worksheets,
including checklists that summarize the chapter content.

Learning is a complex process with many interconnecting facets. While the book is divided
into chapters, this is not intended to suggest that the chapter topics are discrete entities. Indeed,
there is continual overlap among topics, and often issues are presented and then revisited from
other perspectives in subsequent chapters.

INTENDED AUDIENCE

This book will be a valuable resource for any adults attempting to help students acquire the ability
to learn independently, including general education teachers, school psychologists, special educa-
tion teachers, reading teachers, tutors, school counselors, and coaches. Moreover, other adults
who are helping students learn will also find the recommended strategies useful. These might
include university professors and student service personnel, therapists, and parents, particularly
those who are home-schooling their children.

The strategies and methods described herein can be used in a variety of settings. Many of
them can be implemented with an entire class by a general education teacher alone or with the
support of a school psychologist or special education teacher. They also can be implemented with
targeted small groups of at-risk students, or with individual students, by special education teach-
ers, school psychologists, reading teachers, tutors, and school counselors. Many of the assessment
techniques described can be used by educators; a few, such as individual intelligence tests,
require the specialized training of a licensed/certified psychologist.

FOREWARNING

We forewarn our readers that they will be constantly thwarted in successfully implementing the
ideas in this book. Frustrations will originate from at least three sources.

First of all, this approach is based on a participant model in which the student assumes
increasing responsibility for self-managing behavior, controlling the environment, and planning
for the future: “The goal of treatment is termination” (Kanfer & Gaelick-Buys, 1991, p. 306). Con-
sequently, an essential first step before independent learning skills can be developed is for the
students to perceive a need to change. Unless they perceive this need and desire change, students
will have neither any reason to change their approach nor any motivation to overcome long-
standing habits. Therefore, readers should collaborate with students to develop the students’ abil-
ity to assess and address their learning skills. Although it may be useful for an adult to determine
that a student needs to improve self-regulation of motivation, feelings, behavior, time manage-
ment, organization, cognitive strategies, reading strategies, writing skills, math/science/technol-
ogy skills, or test taking and performance, it is much more helpful for the student to determine the
same. Specific strategies to address resistance and a lack of motivation are included in Chapters 1
and 4.
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Second, readers will experience frustration as they collaborate and consult with other adults.
Our ecological, systemic focus assumes that the most effective interventions result when families,
schools, other sources of social support, and students work closely together. Familial, social, and
instructional factors can be modified to support independent learning, but such modifications
require collaboration. Overwhelmed, apathetic, or undertrained individuals can resist efforts to
collaborate. Further, collaborators also must perceive a need before they will be able to change
their approaches or overcome long-standing habits. Readers will need to address these and other
negative influences within the school, home, and community. Strategies to this end are included
in Chapters 1, 2, and 3.

Finally, readers implementing the ideas in this book will encounter internally derived diffi-
culties. Just as students face obstacles in becoming independent learners, so too our readers will
face obstacles as they apply these new skills; they will need to apply the very principles, and fol-
low the very steps, that this book recommends in working with students, just as we authors have
had to do in writing this book. That is, the readers will need to consider, address, monitor, and
self-regulate their own motivation, emotions, behavior, time, organization, strategies, and physical
functioning, and to be sensitive and responsive to the obstacles that prevent consistent implemen-
tation of the methods described. Opportunities for procrastination lurk at every turn. Time pres-
sure to perform other tasks, unplanned events, temptations, periods of low motivation, and emer-
gencies can disrupt the best-laid plans. Readers will need to continually resist internal as well as
external pressures in order to avoid reverting back to previous, unsatisfactory practices.

To address this issue, we urge readers to self-monitor their own performance as well as that of
students, gather data about the results, and adjust their own strategies in order to maximize suc-
cess. Many readers will feel like novices as they learn these strategies, but allowing oneself to tol-
erate the discomfort of being a novice is a necessary part of learning. Like all novices, readers will
experience anxiety and sequential, incremental skill acquisition. Novices need structure, guided
learning opportunities, and concrete learning tools; they also need to allow themselves to feel the
anxiety inherent in most new learning situations. To foster our readers” learning at the novice
level, we include multiple illustrative vignettes and reproducible forms.

Just as students are taught to be aware of and utilize their best learning strategies, the readers
of this book need to be aware of and utilize their most effective intervention strategies. It is
important not only to use methods that have been proven through empirical research to be effec-
tive, but also to use methods that prove to be personally effective and to seek support when
appropriate. For example, a school psychologist assigned to multiple schools may need to solicit
help from another educator in order to provide daily check-ins for students, because the psycholo-
gist may not be available on a daily basis.

Finally, the reader is reminded that no one person can do it all. All of us struggle to accept our
own limitations—both authors of this book continually struggle to face the reality that there sim-
ply isn't enough time to implement all that needs to be done or all that we know will benefit stu-
dents. No one person can do everything that is included in this book! If an obligation to “do it all”
is perceived, failure is inevitable. We therefore give official permission for our readers to use only
those parts of this book that meet their immediate needs and will improve performance on a case-
by-case basis.

Let the learning begin!
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Working with Students
to Promote Independent Learning

Studying is deliberate and purposeful learning that is pursued autonomously.

OVERVIEW

Each component in the definition above is extremely important. Studying is deliberate, not inci-
dental, learning; it is purposeful, not random, learning; and it is autonomous and independent,
rather than controlled by an adult. While some students seem to know instinctively how to learn
independently, most need to be taught both strategies and methods to implement these strategies.

Ruth has attention-deficit disorder (ADD/ADHD) and a mild learning disability in written
language. Throughout her elementary and high school years, she struggled with academics
and often felt inferior to her high-achieving friends. She was placed on a Section 504 plan in
high school and received some assignment modifications, but the primary interventions were
direct instruction in study strategies. Ruth’s earlier struggles eventually paid off: The study
strategies she learned as an adolescent have enabled her to self-regulate her learning at col-
lege, unlike her friends who had “never had to learn how to study.” As a college student, Ruth
breaks large assignments down into components, begins working on assignments early, and
disciplines herself to study and complete assignments before other activities. She uses com-
puter spell and grammar checkers, and also has a friend double-check her papers before sub-
mission. She reads assignments before class, takes notes from the readings, and then com-
bines them with her lecture notes to facilitate reviewing for exams, because she knows she
can only remember material when it is presented in context. Recently she was so inspired by
reading Emma for her literature course that she began writing a novel in her free time. Her
parents cannot believe that the fourth grader who was frustrated to tears with homework and
called herself “stupid” is now a self-motivated, enthusiastic scholar.

How did Ruth learn to become a self-motivated and enthusiastic scholar? How did she learn
to self-regulate her motivation, emotions, and behaviors? How did she learn to manage her time
and organization? How did she learn which study strategies helped her read, write, and learn well
enough that she could generalize them to the self-chosen and highly demanding task of writing a
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2 FOSTERING INDEPENDENT LEARNING

novel? How can adults empower other students to acquire similar skills? This chapter provides an
overview of general student considerations relevant to the acquisition of study skills. Tt focuses on
the relevance of self-regulation to factors that must be addressed to help students learn deliber-
ately, purposefully, and autonomously. Concepts contained in this chapter are summarized in
Worksheet 1.1, Checklist of Strategies to Promote Independent Learning.

RESEARCH FOUNDATIONS

The topic of “studying” was specifically addressed by neither educators nor research psycholo-
gists for many years, because it was presumed that students developed and generalized these
skills independently (Rohwer, 1984). Unfortunately, the reality is that unless students are taught
specific study strategies, they rarely develop the necessary self-monitoring skills for optimal aca-
demic performance (Harvey, 2002). In recent years considerable research has been devoted to
examining skills relevant to studying. As a result, shifting from simply teaching specific study
strategies to teaching students self-regulation is now recommended (Zimmerman & Martinez
Pons, 1986; Zimmerman, 1998b). As indicated by Puustinen and Pulkkinen (2001), a major educa-
tional goal should be the “development of self-regulatory skills and the creation of opportunities
for life-long learning. Self-regulated learners actively and autonomously guide their own learning
and update their knowledge whenever necessary” (p. 283).

The Importance of Self-Regulation

When athletes use “mental training” to improve performance, they set realistic short- and long-
term goals, cultivate awareness, harness motivation, deliberately relax the body and mind, experi-
ence yet manage negative emotions such as anxiety, improve attention and concentration, and
visualize success (Murphy, 2005). Similar methods are used in other disciplines such as music and
professional writing, both when skills are initially being developed and when they are being main-
tained at a professional level. Guided instruction in, and the adoption of, self-regulatory strategies
when individuals are learning chess, computer programming, athletics, music, typing, and writing
have been found to be more important than innate talent. By the time musicians are top-level per-
formers, they have practiced 10,000 hours—3 hours per day, 6 days per week, for 10 years—a
level of sustained practice requiring motivational, behavioral, and emotional self-management
(Ericsson & Charness, 1994; Zimmerman, Bonner, & Kovach, 1996; Zimmerman, 1998a).

Similar strategies are employed when successful students learn academics independently:
They self-regulate motivation, emotions, behavior, time management, cognition, and context to
optimize their learning. They apply specific strategies as they learn, think about how well these
strategies are working, and then modify their strategies according to their success (Peklaj, 2002;
Schunk & Ertmner, 2000; Zeidner, Boekaerts, & Pintrich, 2000; Zimmerman, 2000b).

Factors and Microprocesses in Self-Regulation

Each factor involved in learning is a component of a dynamic system that continually and mutu-
ally influences other factors in the system (Bronfenbrenner, 1979; Shapiro & Schwartz, 2000), as
depicted in Figure 1.1. Within each factor, many microprocesses are involved. These include
holding positive beliefs about one’s capabilities; experiencing and fostering positive emotions
about learning; managing goal orientations; setting goals for learning; strategic planning; attend-
ing to and concentrating on instruction; using effective cognitive strategies to organize, code, and
rehearse information to be remembered; employing metacognitive strategies to assess learning
and the efficacy of learning strategies; monitoring performance; managing time effectively; estab-
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FIGURE 1.1. Student factors involved in independent learning.

lishing a congenial and productive work environment; using resources effectively; and seeking
assistance when needed (Schunk & Ertmer, 2000; Zeidner et al., 2000).

While it can be daunting to realize that so many elements are involved and can potentially
contribute to difficulty with independent learning, it is also encouraging, because so many ele-
ments can be addressed to improve functioning. Just as in family therapy, every component can be
seen as part of the problem or, alternatively, as part of the solution (Minuchin, 1974). The use of
self-regulatory strategies, particularly organization, record keeping and monitoring, record re-
view, and environment control, predicts academic achievement level 96% of the time (Zhou,
Zhang, & Fu, 2001).

Furthermore, instructional, familial, and social factors interact with student factors to form a
larger dynamic system (Bronfenbrenner, 1979; Shapiro & Schwartz, 2000). This dynamic is
depicted in Figure 1.2. As the figure suggests, the manner in which a student is treated influences
his or her performance, and in turn a student’s performance influences the manner in which he or
she is treated. Highly motivated students have teachers, parents, and friends who respond to
them quite differently than do disruptive students who are not highly academically motivated.
Likewise, highly motivated students treat parents and teachers differently than poorly motivated
students.

The Cycle of Self-Regulation

Models of self-regulation vary somewhat according to an author’s theoretical orientation but all
agree that self-regulation involves at least three phases (Pintrich, 2000b). Throughout this book
we have chosen to refer to these phases as: (1) preparation (forethought, task definition, planning,
goal setting, task analysis, strategy selection, selection of beliefs such as self-efficacy, outcome
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FIGURE 1.2. The interaction of student and environmental factors.

expectations, valuing, and intrinsic motivation); (2) performance (goal striving, strategy use, strat-
egy monitoring and revision, self-monitoring, self-instruction, attention focus, self-recording, self-
experimentation, and self-control); and (3) appraisal (self-reflection, self-judgment, performance
evaluation, performance feedback, and self-satisfaction). The appraisal phase leads to subsequent
modifications in preparation, performance, and appraisal, in a recurring cycle (see Figure 1.3) that
decreases discrepancies between current and ideal performance (Pintrich, 2000b; Puustinen &
Pulkkinen, 2001; Zeidner, Boekaerts, & Pintrich, 2000; Zimmerman, 1998a, 1998b, 2000a).

Unfamiliar, nonhabitual learning situations require conscious and deliberate attention to the
phases of preparation, performance, and appraisal. When in familiar learning situations, learners
proceed through the three phases of self-regulation automatically. However, not infrequently
these automated strategies are inefficient, resulting in frustration and learning problems. Thus
effective interventions—in truth, the focus of this book—encourage students to examine, evalu-
ate, and modify their automatic and habitual strategies.

The aforementioned microprocesses involved in self-regulation can be organized by consid-
ering the domains of self-regulation across all three phases. That is, motivation, affect, behavior,
time management, cognition, academic skills, and context can each be considered according to
the phases of preparation, performance, and appraisal (Pintrich, 2000b).

For example, a successful self-regulating learner manages motivation and emotions through-
out the three phases of self-regulation. In the first phase, preparation, the learner adopts effective
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Preparation

Performance

Appraisal

FIGURE 1.3. The self-regulation cycle.

goal orientations and attributions for success and failure, and appropriately accepts responsibility
for his or her own learning. In the performance phase, the learner monitors and implements strat-
egies to maintain motivation and regulate emotions. In the appraisal phase, the learner reflects on
emotions and motivation experienced during the learning experience and uses those reflections to
change future goals, attributions, and emotions.

Similarly, self-regulated learners apply methods of self-regulation to their behavior and time
management. In the preparation phase, they set goals, plan their time, and break larger assign-
ments into manageable components. In the performance phase, they monitor their behavior
through self-observation and control the natural tendency to procrastinate. In the appraisal phase,
they reflect on their performance and use those reflections to change their behavior and time self-
management strategies in the future.

A self-regulating learner also manages cognitive and metacognitive strategies as well as aca-
demic skills throughout the three phases of self-regulation. In preparation, the self-regulated
learner evaluates the current level of knowledge, sets appropriate goals, assesses the learning
task, and selects appropriate learning strategies to code and store information. In the performance
phase, a self-regulated learner strives to meet goals by implementing the strategies to complete
the tasks. In the appraisal phase, a self-regulated learner self-assesses learning and uses those self-
assessments to change learning strategies in the future.

Self-regulated learners also plan, monitor, reflect on, and control contextual factors that affect
their learning (Pintrich, 2000b). In the preparation phase, they consider and adjust contextual fac-
tors such as the setting in which they study, the use of resources, partnering with a peer, or seek-
ing help from an adult. In the performance phase, they monitor and adjust contextual factors to
take into consideration success or the lack thereof. For example, they seek help when they are
“stuck,” even though they originally thought they could complete the task independently. Finally,
in response to the appraisal phase, self-regulated learners modify contextual factors in subsequent
learning experiences.

Finally, self-regulated learners also apply methods of self-regulation to their physical and
neurological well-being, because these functions have a profound impact on the ability to study
and learn independently. Clearly, all effective learning strategies are “brain-based”; the recent
explosion of information resulting from new methods of analyzing brain functioning has led to the
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emergence of the interdisciplinary field of developmental cognitive neuroscience, addressing
complex interactions at the molecular, cellular, and behavioral levels. The simplest behavioral
tasks involve activity in multiple neural pathways. Because biological systems are embedded in
other systems, they are significantly affected by environmental variables, and learning has been
found to change brain function in fMRI images, as well as neurological structures (Johnson, 1999;
Young, 1994). For example, complex neural systems are involved in the regulation of emotion and
motivation. Positive emotions can be distinguished from negative emotions by neurobehavioral
features; rewards and positive affect are neurologically linked, as are negative experiences and
depression (Forbes & Dahl, 2005). Although the brain’s primary growth spurt occurs prenatally
and during the first two postnatal years, those brain regions most critical to higher cognition—
including reasoning and problem solving, self-regulation, personality, and strategic functioning—
have a maturational course extending into adolescence and adulthood. The fact that the portion of
the brain critical to self-regulation is still under development has obvious implications for high
school and college students’ ability to learn independently.

Hopefully, self-regulated students apply their self-regulation to employ regular exercise,
maintain general health, and optimally manage any chronic physical disease. In the preparation
phase, self-regulating students ensure that they have appropriate nutrition and adequately cor-
rected vision and hearing for the work required. They obtain adequate sleep, because inadequate
sleep has a detrimental affect on the ability to focus attention, monitor behavior, and learn (sleep
deprivation has been found to be equivalent to the ingestion of two to three alcoholic drinks with-
in an hour in terms of impairing the attention, vigilance, and task performance of medical resi-
dents; Arnedt, Owens, & Crouch, 2005). If necessary, self-regulated learners address insomnia by
using “good sleep hygiene” (avoiding caffeine, irregular sleep hours, or distressing activities
before bedtime), because insomnia not only leads to fatigue but is also associated with depression,
anxiety, and alcohol and drug abuse (Taylor, Lichstein, & Durrence, 2003). During the perfor-
mance phase, self-regulated learners ensure that they are physically comfortable and have ade-
quate lighting. They avoid physical states that are inherently detrimental to learning success, such
as drinking alcohol or abusing prescribed or illicit drugs. They also deliberately ration the amount
of time they spend on intense studying, because expert learners know that taking regular breaks
results in more efficient learning (expert musicians practice 4 hours per day, but take a rest after
each hour, since practicing while fatigued is not only ineffective but can be harmful; Ericsson &
Charness, 1994). In the appraisal phase, self-regulated students consider physical factors that may
have contributed to or detracted from their success, and modify them accordingly during future
learning sessions.

METHODS
Preparation
Assessment of Self-Regulation

Self-regulation, like other personality traits, can be considered relatively stable and enduring over
time and place, as in a trait theory such as the “Big Five” personality dimensions (openness to
experience, conscientiousness, introversion, agreeableness, and neuroticism; McCrae & Costa,
2003). In contrast, self-regulation, like personality, can also be viewed as highly responsive to situ-
ational variables, as in social learning theories that emphasize contextual variations in personality
(Bandura, 1986; Mischel & Shoda, 1995; Patrick & Middleton, 2002; Winne & Perry, 2000).
Finally, self-regulation, like personality, can be viewed from an integrated perspective that com-
bines trait theories with contextual factors (McAdams & Pals, 2006). Assessment of self-regulatory
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skills from a trait perspective includes interviews, questionnaires, and adult judgments. Assess-
ment from a contextual/event-related perspective includes think-aloud methods, error detection
tasks, trace methodologies, observations, and real-time measures. Because of its complexity, the
assessment of self-regulatory skills is best conducted using an integrated approach incorporating
both trait and contextual factors.

INTERVIEWS

In an unstructured interview, the student is asked to “tell me how you go about learning things for
school,” and the interviewer asks additional questions only as needed for clarification. As De
Groot (2002) indicates, unstructured interviews can be very time-consuming, can be difficult to
evaluate, and are highly dependent upon the skill of the interviewer.

In a semistructured interview, the consultant asks open-ended questions and follows up with
more detailed questions as the student reveals areas of concern. One semistructured interview
technique involves guiding the student in a self-assessment in six steps (Santa Rita, 1997). The
consultant helps the student (1) consider goals and objectives; (2) identify barriers to success (e.g.,
time management, procrastination, lack of positive relationships with teachers); (3) analyze previ-
ous grades and other measures of achievement to identify patterns and trends; (4) analyze time
expenditure; (5) assess study skills and habits, including note-taking, reading, and test-taking
skills; and (6) reconsider goals and objectives. The reader is referred to Worksheet 1.2, Menu of
Interview Questions About General Learning Skills for questions that might be used in such an
interview.

In the semistructured interview approach developed by Zimmerman and Martinez Pons
(1986), the student is asked, “Most teachers give tests at the end of marking periods, and these
tests greatly determine report card grades. Do you have any particular method for preparing for
this type of test in English or history? What if you are having difficulty? Is there any particular
method you use?” (p. 617). Similar questions are asked about planning and writing a short paper
outside of class, completing an assignment in class, and working when the student feels unmoti-
vated. For each strategy mentioned, the student indicates how frequently she or he uses each
strategy on a 4-point scale, ranging from “seldom” to “most of the time.” Strategies are scored on
Likert-type scales for the extent to which they reflect self-evaluation, organizing and transform-
ing, goal setting and planning, seeking information, keeping records and monitoring, environmen-
tal structuring, self-consequences, rehearsing and memorizing, seeking social assistance, or
reviewing records. The reader is referred to Worksheet 8.1 in Chapter 8, which can be used to
score student responses to such a semistructured interview.

QUESTIONNAIRES

Questionnaires have been developed to assess students’ self-regulation and study strategies.
Some of these are completed by students themselves; others are completed by parents and teach-
ers; and still others have parallel forms for students and adults. The latter are clearly the most use-
ful for a collaborative problem solving approach. Unfortunately, the usefulness of self-report and
parent/teacher report scales in assessing study skills and self-regulation is limited for several rea-
sons. First of all, although questionnaires can provide helpful data about the use of learning strate-
gies, motivational beliefs, and feelings about academics and school, they do not obtain the “critical
information” that is available only through interviews (De Groot, 2002). Information obtained
through questionnaires completed by students is also limited by the bias that affects self-reports.
Even honest self-reporting is colored by individuals” inner standards if their inner standards are
unique relative to the general population. For example, perfectionistic, highly organized persons



8 FOSTERING INDEPENDENT LEARNING

might describe themselves as “unorganized” because they are comparing themselves to unreason-
ably high standards. Other students might declare that they “have studied” when they have sim-
ply read over the material, because they do not know what studying entails.

Although the instruments that have been developed cannot stand alone as decision-making
tools, they can be useful as stimuli for information gathering. Currently there are several ques-
tionnaires that consultants may be interested in using. The Behavior Rating Inventory of Execu-
tive Function (BRIEF; Gioia, Isquith, Guy, & Kenworthy, 2000) and the Behavior Rating Inven-
tory of Executive Function—Self-Report Version (BRIEF-SR; Guy, Isquith, & Gioia, 2004) are
intended to assess the executive function and self-regulation of students ages 11-18. The first is
completed by an adult familiar with a student, while the second is individually administered to a
student. Both scales yield subscale scores in behavioral regulation, inhibition, behavioral and cog-
nitive shift, emotional control, initiative, working memory, planning and organization, monitoring,
metacognition, and global executive skills. Reviewers of the BRIEF-SR (Benton & Benton, in
press; Martinez Pons, in press) indicate that it is of limited usefulness, whereas reviewers of the
BRIEF indicate that the tool has merit (Fitzpatrick, in press; Schraw, in press).

The School Motivation and Learning Strategies Inventory (SMALSI; Stroudt & Reynolds,
2006) is a self-report inventory appropriate for use with students ages 8-18. It is intended to iden-
tify poor learning strategies that have a negative impact on academic performance; it generates
scores in study strategies, note-taking/listening skills, reading comprehension strategies, writing/
research skills, test-taking strategies, organizational techniques, time management, academic
motivation, test anxiety, and concentration and attention.

The Learning and Study Strategies Inventory—High School Version (LASSI-HS; Weinstein
& Palmer, 1990) is designed to assesses high school students” attitude, motivation, time manage-
ment, anxiety, concentration, information processing, ability to select main ideas, study aids, self-
testing, and test strategies. It can be administered individually or in a group. Williams (1998) indi-
cates that the norms of the LASSI-HS are not useful, but since it has good content and construct
validity, it can help obtain information useful in developing interventions.

The Self-Regulation Strategy Inventory—Self-Report (Cleary, 2006) measures high school
students” use of self-regulation strategies. The two motivational beliefs of task interest and per-
ceived instrumentality converge as a higher-order factor. The three factor-analytically derived
subscales are: seeking and learning information, managing the environment and behavior, and
maladaptive regulatory behaviors. This scale can reliably discriminate between high- and low-
achieving ninth and tenth graders.

The Motivated Strategies for Learning Questionnaire (MSLQ; Pintrich, Smith, Garcia, &
McKeachie, 1991) was developed to assess self-efficacy, values, learning anxiety, cognitive strate-
gies, metacognitive strategies, and resource management. Although it was standardized with col-
lege students, it is appropriate for both college and high school students. It is readily available,
since the student services departments of many universities offer online versions for self-appraisal
(see, e.g., www.ulc.arizona.edu/quick_mslq.html), and a paper-and-pencil version of the test is
available for a modest price from its senior author at the University of Michigan. However, for
psychometric reasons reviewers suggest that the MSLQ be considered a screening (or research)
instrument (Benson, 1998; Gable, 1998).

The Survey of Teenage Readiness and Neurodevelopmental Status (STRANDS; Levine &
Hooper, 2001) provides an overview of an adolescent’s perceptions of his or her functioning
through a combination of a structured clinical interview and a student-completed questionnaire.
This self-report examines the relationship between metacognitive knowledge and psychosocial
skills; subtests cover attention, memory, sequencing, language, visual processing, motor functions,
organization strategies, higher-order cognition, school skills, school life, social life, school and
work preferences, and reasons.
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OBSERVATIONS AND BEHAVIOR SAMPLING

Often interviews and questionnaires are not sufficient for assessing self-regulation, because self-
reporting is so often poorly correlated with actual behavior (Shiffman & Hufford, 2001). There-
fore, supplementing interviews and questionnaires with observations and behavior sampling can
provide more accurate information. This is done by deliberately seeking opportunities for stu-
dents to demonstrate self-regulatory strategies or provide evidence that they have done so in the
past.

Observations can occur in classrooms or one-to-one sessions. In both settings an adult
observes a student at work and notes the percentage of time the student is on task, as well as any
strategies that the student engages in to monitor behavior, such as self-coaching. In trace method-
ology, observable indicators of cognitive strategies, such as highlighting, underlining, creating
mnemonics, and studying notes, are collected and examined (Winne, Hadwin, Stockley, & Nesbit,
as cited by Puustinen & Pulkkinen, 2001). In think-aloud analysis, students stop and say whatever
they are thinking when they are working or reading; adults record the students” responses and
then analyze the responses for patterns (Sainsbury, 2003).

Error detection task analysis requires that adults develop nonsensical items directly from
curriculum materials and use them to check student comprehension. Students can be asked to
detect errors such as inconsistencies in reading material, missing elements in math word prob-
lems, and inaccuracies in music performance (Koch & Eckstein, 1995; Kostka, 2000; Schmitt,
1988; Stahl & Erickson, 1986; Van Haneghan, 1990; Zabrucky & Ratner, 1992).

Because data based on retrospective recall tend to be both biased and unreliable, real-time
measures have been developed to ameliorate these effects (Shiffman & Hufford, 2001). One very
effective method is to have students monitor the focus of their attention and their studying by
recording their studying behaviors in a log. Often students are not aware of the amount of time
they waste while “studying” until they keep such a log (Zimmerman et al., 1996). Maintaining a
log can be as simple as keeping a weekly 3" x 5" card listing each subject and marking it with a
hatch mark for each half hour of sustained attention. More complex logs indicating and evaluating
particular activities are included among the worksheets in Chapter 7.

Finally, self-regulation strategies can be monitored in real time by using specially designed
software that requires students to log strategies and behaviors at specific times, either generated
by a random time sampler or at specific time intervals (e.g., every 5 minutes on the clock). For
example, electronic experience diaries (Shiffman & Hufford, 2001) are most often used in medi-
cine, but could be used to assess study habits. Hadwin and Winne (2001) describe a software pro-
gram designed to foster and monitor psychology students” self-regulation; while complex, it sug-
gests future promise in the development of technology as a tool for assessment, intervention, and
promotion of these skills.

Performance
Fostering Self-Regulation
DEVELOPMENTAL FACTORS

Self-regulation may be thought to require some degree of formal operations thinking, insofar as it
requires self-reflection and the ability to make and test hypotheses about barriers to self-
regulation and learning. Given that most children do not even enter the beginning stages of for-
mal operations thinking until about the age of 11 (Piaget & Inhelder, 1969), and that even many
adults exhibit formal operations thought only in areas in which they are expert (Neimark, 1979), it
might be concluded that most students are not capable of self-regulatory thinking. However,
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research has demonstrated that this is not the case. While older individuals are clearly more profi-
cient in formal operations thinking, such thinking is also promoted by direct instruction
(Laurendeau-Bendavid, 1977). Furthermore, even students as young as second grade have been
found to profit from direct instruction in self-regulatory processes in writing (Perry, 1998). As they
achieve success through their selection of learning strategies, students develop positive self-
efficacy and attribution, link positive emotions to learning, improve their motivational states, and
progress from lower-level to higher-level cognitive skills. These experiences result in the develop-
ment of self-regulation.

CONTEXTUAL FACTORS

The development of self-regulatory strategies is affected by the context experienced by the
learner—including the social context provided by peers, parents, and teachers, as well as the
learning environments created in the classroom, school, and home (Puustinen & Pulkkinen,
2001). Self-regulated learning is least likely in highly structured settings where goals are set by
others, such as classroom settings with teacher-dictated learning experiences. Conditions that
foster self-regulated learning are opportunities to learn, a student-perceived need to learn,
affectively charged goals, and contexts that either foster autonomy or are natural (Boekaerts &
Niemivirta, 2000; Pintrich, 2000b).

Jennifer is such a gifted soccer player that as an eighth grader she already is receiving tenta-
tive offers from college soccer coaches. She began playing soccer at the age of 2, when her 8-
year-old brother and father (a former soccer player) began teaching her how to dribble the
soccer ball. She was always included in the neighborhood pickup games with her brother’s
friends, and she and her parents attended every league and school-sponsored game in which
her brother played. Jennifer first played on an organized team at the age of 6, and her family
has provided ongoing support for her participation in the sport. She loves the game and plays
at every opportunity. Jennifer developed superior soccer skills because she had optimal
learning conditions: natural physical coordination, enthusiasm, social support, and guided
practice that led to her high motivation, hours of practice, and eventual self-regulation.

According to Zimmerman (2000a), the ability to self-regulate is developed primarily through
social cognition (Bandura, 1986). The child first observes the self-regulation displayed by parents,
siblings, peers, and teachers closely enough that he or she is able to discern important strategy
features. The child then imitates these strategies under another’s guidance, thereby developing
the ability to control emotions, motivational state, cognitive strategies, and performance and
behavior under structured conditions. When the child displays these self-regulatory strategies in-
dependently, he or she has reached the level of self-control. At the most advanced level, the child
generalizes self-regulation strategies to new and diverse situations.

Such learning usually occurs incidentally without direct or deliberate instruction. When a
child is exposed to positive models, this can work quite well. However, many students are regu-
larly exposed to models with poor self-control and self-regulation (e.g., parents with poor emo-
tional control, or siblings or peers with poor study skills). These experiences result in learning
maladaptive strategies, and interventions in which the students are directly taught successful self-
regulatory strategies are needed.

OTHER FACTORS

Dysfunction in self-regulation relative to study skills can also be a result of students’ being reac-
tive rather than proactive in their approach to studying, their lack of interest in a particular sub-
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ject, or a trait such as a learning disability (Zimmerman, 2000a). In addition, self-regulation dys-
function often “appears” when a student moves from highly structured contexts to contexts that
depend on self-regulation. For example, many graduate students who excel in structured learning
contexts, such as classes with reading lists and specified writing assignments, flounder when they
are required to learn and produce independently.

Wanda completed her undergraduate and graduate work with distinction: She finished her
undergraduate work with high honors in 3 years, and the coursework for her doctorate with a
4.0 grade point average, in another 3. Six years after she completed her doctoral coursework,
however, she has still not completed her dissertation. Although her proposal was accepted,
she has neither finished the comprehensive literature search nor collected preliminary data,
despite many meetings with Dr. Ray, her dissertation chair. Although Dr. Ray perceives
Wanda to have the potential to become an accomplished scholar, he is beginning to admit
that she is highly likely to join the 50% of doctoral students who do not obtain doctorates
because they never develop the high level of self-regulation needed to complete a disserta-
tion.

Collaborative Consultation

Self-regulatory skills are best taught in a problem-solving approach in which a student, parents,
teacher, and consultants collaborate. In this model, each individual has distinct areas of expertise
(Kampworth, 2006; Sheridan, Kratochwill, & Bergan, 1996) and students attend school meetings
as “experts on themselves.” For example, traditional parent—teacher conferences can be reformu-
lated into student-led conferences in which the student explains to adults the work that he or she
has self-evaluated and collected in a portfolio (Amatea, Daniels, Bringman, & Vandiver, 2004;
Austin, 1994). In the spirit of this model, this chapter on working with students addresses consul-
tation.

Problem-solving consultation identifies general and specific consultation goals, timeframes,
confidentiality limitations, and responsibilities of each participant. Meeting notes are taken; an
action plan is developed; and every participant leaves each meeting with at least one concrete task
to perform in order to help the student (Amatea et al., 2004). Often it is helpful to develop a con-
tract with each person’s responsibilities clearly specified (Zins & Erchul, 2002).

The steps involved in “student expert” collaborative consultation are incorporated into
Worksheet 1.3, Problem Identification and Intervention Selection Tool, and Worksheet 1.4, Con-
sultation Outcome Monitoring Tool and are summarized within Worksheet 1.1. In this type of
consultation, the first step is to establish collaborative partnerships and include the student as a
full member of the consultation team. Rapport is built with all members; particular care is taken
to be sensitive and responsive to differences due to culture/ethnicity, age/generation, and time/
work responsibility, and to keep all members engaged throughout all process phases. Using infor-
mation from all sources, particularly the “student expert,” the team then collaboratively identifies
and analyzes the problem, defining it in specific, measurable, and behavioral terms. The team
members also determine the actions that have already been taken to address the problem; gather
(or have the student gather) baseline data about the frequency, duration, and severity of the prob-
lem; identify the time of day, situations, or conditions most associated with the problem and those
most likely to alleviate the problem; identify consequences that are helping to maintain the
behavior; identify consequences that could be used to reinforce improved performance; assess
other environmental variables, such as expectations and attitudes of friends, peers, family mem-
bers, and others; collaboratively agree upon the acceptable level of performance; and identify
resources such as the student’s strengths, helpful materials, and supportive individuals. After con-
ducting this assessment, the team develops a list of possible interventions by asking the student,
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parent(s), and teacher(s) what they would like to do next to solve the problem; delineating positive
and negative aspects of each possibility; and assessing the need for guided intervention instruc-
tion or modeling. The team then selects interventions, timeframe, responsibilities, and implemen-
tation strategies. Once these selections are made, the interventions are implemented, using
guided instruction or modeling as necessary. Members of the team then assess (or have the stu-
dent assess) implementation success and modify interventions; implement modified interventions
and reevaluate success; develop strategies to promote generalization and student self-regulation;
implement these strategies; reassess (or, preferably, have the student assess) successes and failures
and appraise need for continued intervention use; and return to previous step(s) as appropriate.

Several potential barriers to successful consultation are associated with each step of the con-
sultation process (Ingraham, 2000; Meichenbaum & Turk, 1987; Zins & Erchul, 2002). Collabora-
tive relationships may be hindered by unsatisfactory interpersonal relationships; insufficient com-
munication skills; inadequate interpersonal skills; insufficient involvement or participation on a
member’s part; dissatisfaction with one another’s skills; or insensitivity about relevant cultural,
racial, ethnic, gender, or other issues. Participants may also sometimes undermine the consulta-
tion process by not engaging in active problem solving, implementing recommendations, chal-
lenging unacceptable outcomes, or clarifying problems or interventions. Such disengagement is
most likely when an individual’s input is ignored or devalued; when follow-up strategies are not
implemented; or when irrelevant, limited, or vague interventions are recommended (Slonski-
Fowler & Truscott, 2004). Time constraints are often problematic as well. Parents and educators
often feel overloaded and pressured for time, and teachers sometimes feel as though time spent in
collaborative consultation detracts from the time they need for meeting classroom responsibili-
ties. Finally, students sometimes perceive themselves as passive recipients rather than as active
team members.

Difficulties with interpersonal relationships can be manifested by any of the team members:
students, parents, and/or teachers. To ameliorate these difficulties, positive interpersonal relation-
ships can be fostered by establishing and nurturing rapport, respect, trust, and collaborative prob-
lem solving among participants throughout the process. It is also important to encourage full par-
ticipation of every member throughout all stages of the consultation process. Collaboration is
fostered by the development of common vocabulary and fluency in each other’s “language.” Con-
cerns about time need to be directly discussed and addressed by careful time management and
ensuring that consultation results in meaningful gains. Students can be encouraged to be active
members of their own team through being included in the collaborative process, being carefully
listened to as “experts” about themselves, and by encouraging them to think positive affirmations
such as those found in Table 1.1.

Consultation in multicultural settings requires unique sensitivity and skills. Ingraham (2000)
has identified five components of multicultural school consultation: (1) consultant learning and
development, (2) consultee learning and development, (3) cultural diversity in consultation con-

TABLE 1.1. Student Affirmations about Independent Learning

I work as a team member with my teachers and parents.

e [ am responsible for my own learning,

I am a self-starter, and I persevere.

I have good study skills, and T use them.

I put forth the necessary effort to learn well.

I monitor how well my strategies work, and then I change them
as needed to improve my performance.
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stellations, (4) contextual and power influences, and (5) methods to support consultee and client
success. She points out that “it is not the race of the consultant but the attentiveness and respon-
siveness of the consultant to racial issues brought up in the session that determines ratings of con-
sultant effectiveness and multicultural sensitivity” (p. 324). Cultural differences often result from
differences in race or ethnicity. However, they also often result from differences in socioeconomic
status, professional identity (the teaching profession might be considered a different culture from
that of psychology), or generation/age (there is often a considerable cultural difference between a
student and the adult members of the team!).

Addressing interpersonal difficulties stemming from cultural differences requires that adults:

e Develop an understanding of their own culture.

e Develop an understanding of the impact of their own culture on others.

e Respect and value others™ cultures; seek feedback and cultural guides; and take care to
value multiple perspectives when framing the problem.

e Respect individual differences within cultural groups.

e Understand the impact of multiple cultural identities on individuals.

e Acquire cross-cultural communication methods and multicultural approaches for develop-
ing and maintaining rapport, matching methods to the consultee’s style.

e Understand appropriate consultation and interventions, given the cultures of students,
parents, and teachers in the collaborative relationship.

e Create emotional safety, yet balance emotional support with new learning.

e Provide support in order to build confidence and feelings of self-efficacy.

e Seek systems interventions to support learning and development.

e Model bridging and other processes for cross-cultural learning.

e Continually increase knowledge, skill, objectivity, and reflective thinking.

Given that cultural differences result (as noted above) from differences in age/generation, socio-
economic status, and professional identity, as well as from race and ethnicity, the challenges are
many. As Ingraham (2000) indicates, “There is always more to learn” (p. 343).

Problem identification and analysis can be hindered when a student, parent, or teacher does
not believe that a problem exists. In particular, the student clearly must agree that a change needs
to occur. Successful problem identification and analysis is dependent upon the participants™ (1)
problem-solving skills; (2) ability to clearly define and analyze attributes of the problem behavior,
including its antecedents and maintenance factors; and (3) ability to take into consideration the in-
structional context, including the situation, tasks, and teaching methods (Rosenfield, 1995). Bar-
riers related to problem identification can be ameliorated by careful attention to each participant’s
description of the problem, what they have done to solve the problem to date, and additional
ideas they have to address the problem (Ortiz & Flanagan, 2002).

Students, teachers, parents, and other educators can be unmotivated or resistant to imple-
menting interventions for a number of reasons. Participants may:

e Doubt that an intervention will be helpful.

e Doubt that they have the skills and knowledge necessary to carry out the intervention.
e Consider the intervention too complex or costly in terms of time or resources.

e Consider the intervention intrusive.

e Feel overwhelmed by an intervention of long duration.

e Find that the intervention does not result in immediate and obvious benefits.

e Have strongly habituated responses.

e Perceive the intervention as a threat to self-image.
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e Perceive that there is insufficient support for appropriate implementation.

e Be experiencing personal stress from some other source.

e Experience cognitive dissonance with the concept behind the intervention (e.g., may
believe that a positive reinforcement is a “bribe”).

To deal with such resistance, the consultant should determine its source, reinforce collaborative
and positive interpersonal relationships, and address the resistance realistically by modifying the
plan or obtaining additional resources (Kampworth, 2006). Discomfort with sharing “turf” can be
minimized by an “exchange of expertise,” whereby general education teachers usually provide
expertise in curriculum content and consultants usually provide expertise in learning and behav-
ior management strategies. A consultant can provide direct instruction in study skills and meta-
cognition in a classroom, while the regular education teacher acts as a support, followed by a con-
sultants” serving a supportive role by providing extra support for at-risk students working in a
small group (Goldberg, 1995).

An instrument called Outcomes: Planning, Monitoring, Evaluating (PME; Stoiber &
Kratochwill, 2001) can be used to facilitate the collaborative process. As its name indicates, it pro-
vides a procedure to plan, monitor, and evaluate the outcomes of social and academic service
delivery programs. This tool helps education teams identify concerns, consider context, measure
baseline performance, monitor and graph student progress, evaluate intervention effectiveness,
and plan next steps.

Instruction in Strategies

Throughout this book, strategies are recommended to facilitate student functioning. These
include cognitive study strategies; methods to improve metacognition and executive skills; and
processes to facilitate self-regulation of affect, motivation, and behavior. Many of these strategies
will require direct instruction in order for students to become skilled and capable of generalizing
them to multiple settings. For students to become independent in their use of strategies, educa-
tors must first model the strategies, teach the strategies, empower the students to become inde-
pendent, and then foster generalization across contexts.

As Gleason, Archer, and Colvin (2002) recommend, first adults model a strategy while exag-
gerating critical steps, verbally describing the process, and “thinking aloud” questions and com-
ments. Then the adults guide students in their initial attempts at using the strategy, augmenting
students’ questions and comments with their own. The students are then provided with at least
three guided practice sessions with varied materials, decreasing guidance with each session.
Finally, the adults determine whether the students can use the strategy independently; the stu-
dents self-appraise their ability to use the strategy; and the students appraise the effect the strat-
egy has had on their learning. These steps are included in Worksheet 1.1.

When a student is having particular difficulty grasping and applying a new procedure, self-
instruction can be helpful (Alberto & Troutman, 1995). Boone (1999) investigated the effective-
ness of “self-directed instruction” on students’ attention, study skills, and grade averages for read-
ing, mathematics, science, and social studies, in comparison with those of a group receiving
“teacher-directed study skills instruction” and a control group receiving no instruction. Boone
found that self-instruction improved study skills and reduced attention problems. In teaching
self-instruction as defined by Meichenbaum and Goodman (1971), an adult follows these steps:

1. The adult ensures that the student understands the purpose of the task.
2. The adult completes the task while talking aloud, modeling problem definition, attention
focusing, self-encouragement, self-evaluation, and correction (cognitive modeling).
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3. The student completes the task, following the adult’s verbal directions (overt external
guidance).

4. The student completes the task while self-instructing aloud (overt self-guidance).

5. The student whispers self-instructions while completing the task (faded overt self-

guidance).

The student completes the task, self-guiding with private speech (covert self-instruction).

7. The student collects data on behavior and assesses the outcome.

&

With increasing success, external supports are removed so that the student independently
approaches learning tasks in an orderly manner (Borkowski & Burke, 1996). Steps to facilitate
generalization of study strategies to new learning situations are discussing the benefit experi-
enced by using a previously learned strategy; encouraging the student to enumerate at least three
additional settings in which the strategy might be beneficial; encouraging the student to apply the
strategy in at least three settings, while monitoring both strategy use and learning success; having
the student self-appraise the use of the strategy in multiple settings; and having the student self-
appraise learning success after using the strategy in multiple settings. These steps are also
included in Worksheet 1.1.

When the school psychologist, Mr. Jones, received his fourth referral from the sixth-grade
math and science teacher, Ms. Kinsel, he noticed that the referred students all were doing
very well in language arts and social studies but failing in math and science. Their sixth-grade
language arts and social studies teacher, Ms. Clavier, was extraordinarily organized. She
taught her students how to follow routines, how to use assignment notebooks, how to orga-
nize notebooks, and how to take lecture notes. Every student knew what to do upon entering
the class after the bell, where to place completed assignments, and what to do with free time
after completing assignments. In contrast, Ms. Kinsel had a chaotic classroom. Much of each
period in her class was spent in transition activities. Students did not know when or where to
submit completed assignments, and they were often lost. Unit tests were composed of prob-
lems that had been assigned as homework, whether or not they had been actually completed.
Little instruction occurred, and misbehavior increased as some students delighted in tor-
menting their absent-minded teacher. Mr. Jones observed in both classrooms and noticed
that Ms. Clavier’s class had many characteristics that fostered study skills, while Ms. Kinsel’s
had very few. He approached Ms. Kinsel with suggestions about improving organization, but
she declared that being organized wasn't her style: she thought of herself as a “creative scien-
tist” and wasn't interested in following or imposing “rules.” Mr. Jones was able to convince
Ms. Kinsel to write assignments on the board and have a bin for completed assignments.
With her permission, he met with the class members and brainstormed ways they could use
the same strategies in math and science that they used in language arts and social studies.
The students admitted that they could take notes and use assignment books, even if doing so
was not required.

Appraisal

Appraising self-regulatory strategies requires revisiting those strategies that have been employed
during a learning experience and determining whether or not they have been effective. Students
can be assisted in developing these skills via daily or weekly “coaching” sessions, during which
the students review completed activities and apply the questions “What did I do?”, “How well did
it work?”, and “What do I need to change?” (Dawson & Guare, 2004). In addition, many of the
assessment strategies discussed above, such as guided self-evaluation, interviews, questionnaires,
and trace methodology, can be useful tools in the appraisal process. Worksheets and handouts to
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assist in the use of these techniques are included at the end of each chapter. Although these sub-
jective techniques are helpful to assess strengths and weaknesses in self-regulation, they should
be augmented by quantitative outcome measure data (such as pre- and postintervention scores on
weekly or unit tests, curriculum-based measurement scores, and grades). Adults should also help
students develop Personal Learning Guides as described below.

Help Students Develop Their Personal Learning Guides (HILLs)

A Personal Learning Guide can be a very effective tool to encourage self-appraisal in regard
to developing self-regulation of study skills. Each student’s Personal Learning Guide is a
sturdy loose-leaf binder into which the student inserts materials tailor-made for his or her
personal learning. The intent is for this to be a resource that will be maintained and modified
annually, throughout the student’s life.

At the elementary and middle school levels, students might be encouraged to label their
Personal Learning Guides their How I Like to Learn (HILL) Binders. The acronym HILL is
an easily understood metaphor for the challenges (hills or obstacles) they will encounter in
learning. Some challenges will be small and readily overcome; others will be more stressful;
and some will require a great deal of persistence and application of study skills. Those that
are small and readily overcome might be considered small bumps in a road, while the most
challenging could be considered mountains—challenging but surmountable with great perse-
verance. Relative to self-regulation, students can include in their Personal Learning Guides
forms and notes regarding strategies that they have found to be particularly effective. Mate-
rials pertinent to this topic and appropriate for inclusion in the self-regulation portion of the
Personal Learning Guide includes the following:

Worksheet 1.1. Checklist of Strategies to Promote Independent Learning
Worksheet 1.2. Menu of Interview Questions about General Learning Skills
Worksheet 1.3. Problem Identification and Intervention Selection Tool
Worksheet 1.4. Consultation Outcome-Monitoring Tool

Table 1.1. Student Affirmations about Independent Learning




WORKSHEET 1.1.

Checklist of Strategies to Promote Independent Learning

Assess skills.

1. The student’s self-regulatory traits were assessed, using semistructured interviews and
guestionnaire (see Worksheet 1.2 and Chapters 4-5).

2. The student’s self-regulatory behaviors and strategies were assessed, using think-aloud
methods, error detection tasks, trace methodologies, observations, and/or real-time
measures (see Chapter 6-12).

Establish collaborative partnerships in a team composed of the student, parent(s), teachers,
and other educators.

3. The student is included as a full member of the consultation team.

4. Rapport is built with all members; differences due to culture/ethnicity, age/generation,
and time/work responsibility are respected.

5. All members remain engaged throughout the process.

Collaboratively identify and analyze the problem.

6. The problem is defined in specific, measurable, and behavioral terms.

7. The actions that have already been taken to address the problem are defined.

8. Baseline data are gathered (preferably by the student) about the frequency, duration,
and severity of the problem before any new intervention is implemented.

9. The conditions most closely associated with the problem are determined.

10. The conditions most likely to alleviate the problem are determined.

11. The consequences that are helping to maintain the behavior are determined.

12. The consequences that could be used to reinforce improved performance are identified.

13. Expectations and attitudes of friends, peers, family members, and others are considered.

14. Home variables are considered (see Chapter 2).

15. Classroom variables are considered (see Chapter 3).

16. The team collaboratively agrees upon the acceptable level of performance.

17. Resources such as the student’s strengths, helpful materials, and supportive individuals
are identified.

List and select possible interventions.

18. The student, parent(s), and teacher(s) are asked what they would like to do next to
solve the problem.

19. Positive and negative aspects of each possibility are delineated.

20. The need for guided intervention instruction or modeling is determined.

21. One or more interventions are selected.

22. Timeframe is determined.

23. Implementation strategies are determined.

24. Responsibilities for each team member are designated and written in a contract, which is
signed by all team members.

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Checklist of Strategies to Promote Independent Learning (page 2 of 2)

Implement interventions, initially through guided instruction and modeling.

25.

An adult ensures that the student understands the purpose of the task.

26.

The adult models the strategy while exaggerating critical steps such as problem
definition, attention focusing, self-encouragement, self-evaluation, and self-correction,
and while verbally describing the process and “thinking aloud” questions and comments.

27.

The adult guides the student in initial attempts at using the strategy, augmenting student
guestions and comments with his or her own.

28.

The student completes the task while self-instructing aloud.

29.

The adult provides the student with at least three guided practice sessions with varied
materials, decreasing guidance with each session. The student fades to whispering and
self-guiding with private (silent) self-direction while completing the task.

30.

The adult determines whether the student can use the strategy independently.

31.

The student self-appraises his or her ability to use the strategy.

32.

The student appraises the effect the strategy had on his or her learning.

Modify interventions if the success of the implemented interventions is less than desired, using
steps 1-24 above.

Implement modified interventions and reevaluate success, using steps 25-32 above.

Reassess (preferably have the student assess) success and appraise need for continued use.

Return to previous step(s) as appropriate.

Develop and implement strategies to promote generalization and student self-regulation.

33.

Discuss with the student the benefit experienced from using the strategy.

34.

Encourage the student to enumerate at least three additional settings in which the
strategy might be beneficial.

35.

Encourage the student to apply the strategy in at least three settings while monitoring
both strategy use and learning success.

36.

Have the student self-appraise the use of the strategy in multiple settings.

37.

Have the student self-appraise learning success after using the strategy in multiple
settings.

18




WORKSHEET 1.2.

Menu of Interview Questions about General Learning Skills

Student Date

1. What are five jobs you might like to have as an adult?

2. What are your learning goals for this year?

3. What do you do especially well? What are your strongest skills and abilities?

4. What do you do least well?

5. What are the barriers to your success in school? (Examples might include poor time
management, procrastination, or a lack of positive relationships with your teachers.)

6. Looking at your cumulative file, previous report card grades, achievement test grades, and
grades on papers and tests, what do you see in terms of patterns and trends?

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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7.

8.

9.

10.

11.

Menu of Interview Questions about General Learning Skills (page 2 of 2)

Describe how you spend your time outside of school/class.

Describe your study habits, including note taking, reading, and studying for tests.

Looking at your study aids (schedules that you make, readings that you have highlighted or
underlined, mnemonics you use to help you remember, notes you have taken, and outlines/
flashcards/study guides you have made), what patterns do you see? Which work best for you?

While completing some work, catch yourself every few minutes and identify what you are
thinking about.

For the next day (or week), keep track of exactly how and when you study and complete
homework by maintaining a Homework Log, or keeping a weekly 3" x 5" card listing each
subject and marking it with a tally mark for each half hour of sustained attention. What patterns
do you notice?

20



WORKSHEET 1.3.

Problem Identification and Intervention Selection Tool

Date
Collaboration team members: Student Parent(s)
Educators

1. Problem identified and analyzed:
a. Specific, measurable, and behavioral definition of the problem:

b. Actions that have already been taken to address the problem:

c. Baseline data about the frequency, duration, and severity of the problem behavior:

d. Time of day, situations, or conditions most associated with the problem behavior:

e. Time of day, situations, or conditions most likely to alleviate the problem behavior:

f. Consequences that are helping to maintain the behavior:

g. Positive consequences that could be used to reinforce improved performance:

h. Other environmental variables, such as expectations and attitudes of others:

i. The acceptable level of behavior:

j- Resources (such as the student’s strengths, helpful materials, and supportive peers and
adults) that can be used for intervention implementation:

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Problem Identification and Intervention Selection Tool (page 2 of 2)

2. All team members’ ideas about what they would like to do next to solve the problem:

3. Possible interventions and their positive and negative aspects:

4. Selected intervention(s):

Person(s)
responsible:

Implementation
date(s):

22




WORKSHEET 1.4.

Consultation Outcome-Monitoring Tool

Date
Collaboration team members: Student Parent(s)
Educators

1. Initial assessment of implementation’s success, using (baseline) data measures about the
frequency, duration, and severity of the problem behavior. Date:

2. Modification of interventions needed:

3. Assessment of modified implementation’s success, using (baseline) data measures about the
frequency, duration, and severity of the problem behavior. Date:

4. Strategies to promote generalization and student self-regulation:

5. Reevaluation of implementation’s success, using (baseline) data measures about the frequency,
duration, and severity of the problem behavior. Date:

6. Six-month follow-up results. Date:

7. One-year follow-up results. Date:

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Working with Families and Friends
to Promote Independent Learning

Family members’ and friends’” support of academic achievement is highly correlated
with students’ success.

OVERVIEW

Clair had an assignment to build a working model of a medieval trebuchet. As directed, she
researched trebuchets on the Web and located a picture to help with her design. Her father
helped her refine the design and find materials around the house to use in its construction.
Clair’s father supervised her as she used a drill and saw to construct the model, and then
helped her use the scientific method to “test and tune” the machine until it could propel a
wad of Silly Putty at least 3 feet. Clair met the assignment objectives of researching on the
Internet, building a machine that worked, and testing it by using the scientific method. She
also learned that she has the ability to successfully plan and execute a complicated project,
and that her father believes schoolwork is important. Best of all, she and her father had fun
working together.

Clair obtained home-based support that directly resulted in academic success. Her father did not
build the trebuchet for her, but provided support, encouragement, and knowledge. How did
Clair’s father know how to be appropriately involved—when to help and when to expect indepen-
dence? How did he turn what could have been a frustrating experience with unfamiliar informa-
tion and challenging new tools into an experience that he and his daughter enjoyed sharing? How
can family members and friends similarly support students as they learn?

This chapter reviews strategies to help families support students as they study and learn in-
dependently. The reader is referred to Worksheet 2.1, Checklist of Home Qualities that Foster In-
dependent Learning for a concise list.

RESEARCH FOUNDATIONS

Although we think of studying and independent learning as resulting from individual goals and
behaviors, they are actually socially mediated. “Self-regulation” implies that internal forces regu-
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late behavior, but the ability to self-regulate is predicated upon environmental variables (social,
physical, and economic) that are not universally available. In addition, when students self-
regulate they compare their current performance with an ideal and adjust future behavior to
better approximate that ideal. Yet such ideals are culturally embedded because they are devel-
oped in a “network of socially mediated factors, such as family, organizational, and group-based
needs, goals, and desires” (Jackson, MacKenzie, & Hobfoll, 2000, p. 276).

Furthermore, students have difficulty succeeding in school without familial support (Hale,
2001; Christenson & Anderson, 2002), and positive peer relationships are also critical (Wentzel &
Watkins, 2002). One factor that distinguishes high-achieving students from low-achieving stu-
dents is that they seek help: 50% of high-achieving students seek help from peers and 35% seek
help from adults, while only 23% of low-achieving student do so (Zimmerman & Martinez Pons,
1986). Thus, even though students often need help when they attempt to study and learn, many
need to be encouraged to seek help (Balli, Demo, & Wedman, 1998).

The involvement of parents and parent figures (such as custodial adults) in students’
education is closely tied to school attendance, higher achievement test scores, increased
homework completion, more appropriate behavior, and improved high school completion
rates (National Middle School Association, 1995; Northwest Regional Educational Laboratory,
1999; U.S. Department of Education, 1997). While most educators intuitively understand that
parental involvement is important, they sometimes mistakenly believe that involvement is
defined by attendance at school functions such as conferences and PTA meetings. In truth,
the most important type of familial involvement is home-based support (Fantuzzo, McWayne,
Perry, & Childs, 2004). Home-based positive relationships, supportive beliefs, and provision
of learning opportunities are manifestations of family involvement that improve students” learn-
ing.

Relationships and Parenting Styles

Child—parent relationships and parenting styles affect students’ ability to develop self-regulated
learning. Children and adolescents perform best academically when raised in homes where par-
ents or parent figures have an authoritative parenting style (high but reasonable demands, good
communication, and mutual respect). Children and adolescents do less well when raised in homes
with parents or parent figures who are overly permissive (too lenient, uninvolved, or with few or
no expectations) or authoritarian (strict, unyielding, leaving no room for negotiation, and emotion-
ally closed) (Baumrind, 1991; Steinberg, Lamborn, Dornbusch, & Darling, 1992). These differ-
ences continue through the college years (Strage, 1998).

Friends” support also affects students’ ability to self-regulate. For example, the most common
reason adolescents give for not exercising is a lack of support from friends (Field, Diego, &
Sanders, 2001). If students do not have friends and are socially isolated or rejected, their engage-
ment in school decreases, and their academic success diminishes correspondingly (Juvonen,
Nishina, & Graham, 2000; Wentzel & Asher, 1995). If they do have friends, the social group to
which students belong influences academic effort, habits, motivation, and time spent on academic
work. Friends can provide one another with academic support, make learning more pleasurable,
and increase one another’s desire to succeed academically (Barber, Eccles, & Stone, 2001;
Christenson & Anderson, 2002; Malecki & Elliott, 2002; Wentzel, 1993).

Even acquaintances, such as peers who are not friends, significantly affect students” ability to
study and learn independently (Schunk, 1987). As they move into secondary school, students
increasingly turn to peers for information, support, and coping strategies. Insofar as students per-
ceive peer relationships as positive and supportive, their motivation is increased, and their aca-
demic success is positively affected (Wentzel & Watkins, 2002).



26 FOSTERING INDEPENDENT LEARNING

Supportive Beliefs

The attitudes toward, and beliefs regarding, learning and academic achievement held by people
to whom a student is emotionally attached—family members and friends—profoundly influence
academic effort and the student’s own beliefs about what it takes to do well in school (Stipek &
Gralinski, 1991). Parents consciously and unconsciously convey beliefs and attitudes about learn-
ing, education, and their children’s potential to them, and in turn students frequently adopt an
academic self-image based on their parents” beliefs (Sigel, McGillicuddy-DeLisi, & Goodnow,
1992). In fact, Phillips (1987) found that students are more likely to believe parental assessments
of their academic skills than information contained in their own cumulative records!

Provision of Learning Opportunities

The provision of learning opportunities in the home is manifested by active promotion of a learn-
ing environment (such as ensuring that children have access to reading material they find interest-
ing), provision of learning activities (such as lessons in an area of interest), parent—child conversa-
tions about school and school activities, the promotion of educational experiences (such as going to
the library), and homework supervision (Bempechat, 2004; Bempechat, Drago-Severson, &
Boulay, 2002). Students whose families support intellectual development experience more famil-
iarity with school-like tasks (Grolnick & Slowiaczek, 1994) and are encouraged to do more home-
work and reading at home (Hoover-Dempsey et al., 2001).

Familial homework supervision, particularly in the elementary and middle school years,
makes it much more likely that homework will be completed. Successful homework completion
has several benefits. It can cause children to believe they can face challenges and achieve
throughout life (Bempechat, 2004); help them develop adaptive motivational skills, including
responsibility, confidence, persistence, goal setting, planning, the ability to delay gratification, and
the ability to self-regulate (Epstein & Van Voorhis, 2001; Warton, 2001); reinforce classroom
learning; and increase academic achievement, particularly at the secondary level (Cooper, Valen-
tine, Nye, & Lindsey, 1999), because the amount of time devoted to homework is positively corre-
lated with academic success (Trautwein & Koller, 2003).

However, successful homework completion at home requires considerable familial commit-
ment and can be perceived as an infringement upon family life (Xu & Corno, 1998). It can be
especially overwhelming to parents with limited time, resources, or education. Although some
parents know how to provide appropriate support and a positive atmosphere, probably because
their parents did so, many parents struggle with this.

Parents do understand that they can positively influence their children’s academic progress
and that teachers expect them to help their children with homework (Hoover-Dempsey et al.,
2001). Contrary to some stereotypes, parents across socioeconomic levels and ethnic groups are
willing to help their children with homework and believe that doing so is part of their job as par-
ents. Both middle-income and low-income parents usually provide a daily structure and place for
homework completion; clearly communicate expectations and standards for behavior and aca-
demic performance; monitor due dates for assignments; share personal stories to motivate their
children; visit the school when possible; and help with homework, even if they have difficulty
understanding it (Delgado-Gaitan, 1992). Drummond and Stipek (2004) found that low-income
parents of diverse ethnic backgrounds (African American, European American, and Latino/
Latina) all indicated that helping their primary-level children with their homework was a very
high priority. Across ethnic groups, low-income parents care deeply about their children’s intel-
lectual development, and they employ rich and varied means to encourage both a love of learning
and a deep value for education (Ogbu, 1995). Low-income parents want children to be challenged
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and prepared for the competitive world of work; they recognize that homework completion is an
integral part of this preparation.

However, parents also indicate that they sometimes have difficulty helping with homework
because they do not have sufficient knowledge—for example, of math concepts—to help appro-
priately (Balli et al., 1998). Parents with lower levels of education have been observed to have dif-
ficulty with the vocabulary and mathematical calculations required at the elementary level, much
less at the secondary level. Further, low-income parents have indicated that they have limited
time to be involved in children’s education, as well as a lack of self-confidence regarding educa-
tional matters (Lareau, 1996; Shumow, 1998; Shumow & Miller, 2001). Family members of
all socioeconomic levels struggle with homework supervision because of busy or conflicting
schedules—whether the conflicts arise from students” extracurricular activities or from parents’
work responsibilities.

Further, individual students need varied degrees of parental supervision. Children who have
significant difficulty with homework require intensive parental involvement—often a structured
homework completion program developed through conjoint parent-teacher—student—consultant
behavioral consultation (Sheridan et al., 1996). Such programs can be highly effective at increas-
ing the rate of homework completion even for students who were previously failing, and the effect
has repeatedly been found to extend past treatment (Rhoades & Kratochwill, 1998; Weiner,
Sheridan, & Jenson, 1998). After such a program, Cancio, West, and Young (2004) found that
homework completion rates rose from 2% to 92%, and scores on standardized individual achieve-
ment tests rose an entire year in 4 months!

However, family members can accidentally provide support that is counterproductive to their
children’s learning. For example, they might overemphasize word-calling accuracy at young ages
and discourage early, developmentally appropriate attempts at reading and writing (such as
invented spelling). Parents have been observed offering very limited strategies for problem solv-
ing (e.g., saying “sound it out” in response to every misread word, rather than encouraging chil-
dren to use contextual cues). Or adults and siblings trying to help students with homework might
simply correct errors, rather than ask students how they might solve a problem and then help with
solution implementation (Perry, Nordby, & VandeKamp, 2003). Furthermore, parents can increase
negative emotions associated with homework. Milgram and Toubiana (1999) studied the interplay
of academic anxiety, academic procrastination, and parental involvement. They found that aca-
demic anxiety and procrastination were both associated with high levels of parental criticism and
an authoritarian parenting style. On the other hand, when homework is successfully supervised at
home, there are several benefits. Homework:

e Provides students with opportunities to develop specific study strategies and methods,
because it is difficult to learn independently in distracting classrooms.

e Provides a venue for communication between parents or parent figures and their children
regarding academic matters, thereby giving daily opportunities for the adults to be
involved in their children’s education and day-to-day lives. Shumow and Miller (2001)
found that parental involvement in monitoring homework was closely associated with ado-
lescents’ orientation toward school—the more involvement, “the more important students
thought it was to learn and perform well in school” (p. 84).

e Provides parent figures an opportunity to convey positive attitudes toward academic
achievement. At all grade levels, parental attitudes about homework predict children’s atti-
tudes and beliefs about homework. At the secondary level, these attitudes and beliefs are
reflected in student achievement (Cooper, Lindsey, & Nye, 2000).

e Provides parents an opportunity to teach their children methods to solve problems, man-
age challenges, and deal with frustration.
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In short, “parental involvement in homework is important, not just because it provides
immediate assistance to students, but because this involvement models positive attitudes and
study skills needed to succeed in school. Parents make particularly strong models because chil-
dren see parents as both competent and similar to them” (Keith, Diamond-Hallam, & Fine, 2004,
D. 226).

Though it may be difficult for some parents to imagine while in the midst of “the homework
battles,” it is actually possible for parents to engineer homework completion so it is primarily an
enjoyable experience and provides a positive learning environment for their children. In fact, this
is just what parents of successful students do. Xu and Corno (1998) videotaped and analyzed the
homework environments of six ethnically diverse, middle-class families of high-achieving stu-
dents. They found that even successful students frequently experienced negative moods when
doing homework, but that their parents significantly helped minimize the effect of these emo-
tions.

METHODS

Improving student study skills involves facing the challenge of facilitating home-based positive
relationships, supportive beliefs, and provision of learning opportunities. Doing all this requires
the same phases students use in self-regulation: preparation, performance, and appraisal.

Preparation

When working with families and friends to help students study and learn independently, educa-
tors develop a “student expert” collaborative consultation process, address barriers to home—
school collaboration, and assess strengths and weaknesses in social supports. Developing a “stu-
dent expert” collaborative consultation process has been addressed in Chapter 1, and the reader is
referred to that chapter. As they develop collaborative relationships with families, educators will
need to be sensitive to and address barriers to home—school relationships. These may include
time constraints due to child care and work schedules, transportation constraints, cultural and
language differences, expectations that educators will be unresponsive to parental needs or
desires, previous negative experiences with schools, the perception that education is solely the
province of schools, feelings of inadequacy, lack of experience, limited knowledge regarding or
access to resources, and limited resources (Christenson, 2004; Ortiz & Flanagan, 2002).

Assessment

Assessment methods specifically germane to families and friends can include semistructured
interviews, observations, and rating scales.

INTERVIEWS AND OBSERVATIONS

Interview questions that might be used to assess a student’s perceptions regarding familial char-
acteristics, parent—child relationships, and friends’” attitudes toward academics are included in
Worksheet 2.2, Menu of Interview Questions about Family and Friends. Parallel questions that
might be used to assess a parent’s perceptions regarding home variables are included in
Worksheet 2.3, Menu of Interview Questions for Parents. Educators can directly assess parenting
style, involvement, aspirations, and support by observing parent—child interactions, particularly
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when parents supervise a student completing a homework assignment. Finally, educators can
assess the strengths and weaknesses of a student’s social support systems by observing in a class-
room or small-group setting while friends or peers work together to complete a collaborative
assignment or study for a test.

RATING SCALES

Several rating scales provide opportunities for parents to express concerns regarding their chil-
dren’s self-regulatory strategies and emotional regulation. These include the Behavior Rating
Inventory of Executive Function (BRIEF; Gioia et al., 2000) and the Behavior Assessment System
for Children, Second Edition (BASC-2; Reynolds & Kamphaus, 2004). These are discussed in
more detail in Chapters 1 and 5, respectively.

Two rating scales may assist in assessing the quality of parent—child relationships. The Parent
Success Indicator (Strom & Strom, 1998) has two forms, one to be completed by parents and one
to be completed by students. It was developed for students ages 10—14 and is available in English,
Spanish, Japanese, and Mandarin. Designed to be used before and after a parent education pro-
gram as well as for individual consultation, the scale generates six subscales: communication, use
of time, teaching, frustration, satisfaction, and information needs. Solomon Scherzer (in press) and
Young (in press) indicate that the instrument is technically sound and suggest using it to generate
conversations in parent groups or in parent—child relationship work.

The Parent—Child Relationship Inventory (PCRI; Gerard, 1994) was developed to assess par-
ents” attitudes toward their parenting and their child. Reviews of the PCRI (Boothroyd, 1998;
Marchant & Paulson, 1998) indicate that it is psychometrically sound, although it was developed
with a restricted sample. Again, the items can be helpful in generating information and discus-
sions.

After conducting interviews and observations and using selected rating scales, educators can
use the Worksheet 2.1 to integrate information and facilitate collaborative problem solving and
intervention design.

Performance

Educators can enable families to support students as they study and learn by focusing on the fol-
lowing areas:

Increasing motivation.

Fostering positive emotions about studying and learning.

Helping children identify and cope with negative emotions about learning,
Fostering positive behavior.

Fostering time management and organization at home.

Fostering children’s mastery of study skills in specific areas.

Helping parents support their children as they prepare to take tests.
Fostering home—school communication and collaboration.

P N Utk W

Increasing Motivation

Parents can increase their children’s achievement motivation by providing verbal encouragement,
attempting to make the homework more interesting, and ensuring that the children have a chance
to engage in preferred activities after completing homework. Motivation is improved by fostering
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positive parent—child relationships, fostering children’s talents and interests, expressing beliefs
that academic success is possible, maintaining clear academic and behavioral expectations, dis-
cussing and prioritizing goals, providing a positive learning environment, and supporting chil-
dren’s efforts.

FOSTERING POSITIVE PARENT-CHILD RELATIONSHIPS

Since motivation is increased by positive and respectful parent—child relationships, fostering such
relationships at home is critical. At times, parents will need to find more ways to “like” their chil-
dren. This is especially true when a child has a particularly difficult temperament, reminds a par-
ent of a disliked relative or ex-spouse, or develops an “adolescent attitude” of resistance.

Educators can work with parents to improve child—parent relationships by encouraging par-
ents to talk respectfully, listen nonjudgmentally, provide help, share mutually enjoyable activities,
and make a deliberate effort to keep everyday routines and chores pleasant. Spending 15 minutes
per day sharing an activity of the child’s choice (“special time”) can be an effective relationship-
building method, as can having open conversations while driving together in the car. Some
parent—child relationships will be so toxic that the educator will need to refer the family to family
therapy. Less negative relationships, however, are often responsive to following the “Fish philoso-
phy”: “Be there, play, make their day, and choose your attitude” (Lundin, 2006; Lundin, Paul, &
Christensen, 2000).

FOSTERING CHILDREN’S TALENTS AND INTERESTS

Because motivation is increased when children have opportunities to develop individual interests,
educators can help parents become aware of and attend to their children’s unique talents and
interests. Parents can help children become experts at an activity or topic in which they are natu-
rally interested (e.g., music or sports) and use this opportunity to encourage their children to read,
write, look up information in the library or on the Internet, and learn about that area of interest in
depth. Students can express areas of interest in responses to Worksheet 1.2 and Worksheet 4.2, as
well as in other tools and assessment instruments.

EXPRESSING THE BELIEF THAT ACADEMIC SUCCESS IS BOTH POSITIVE AND DESIRABLE

As mentioned previously, parents have considerable impact on their children’s understanding that
they have control over academic success and that success in school is not luck or due to “good”
teachers, but a result of effective studying. To help parents convey these beliefs, educators need to
consider familial and student characteristics, because there is considerable variation among fami-
lies (and even from child to child within one family) in this regard. The parent affirmations in
Table 2.1 can help support positive beliefs and attitudes.

MAINTAINING CLEAR ACADEMIC AND BEHAVIORAL EXPECTATIONS

Parents can increase their children’s motivation by maintaining high but reasonable expectations.
It's best when parents provide a balance of reasonable structure (chores and expectations) and
freedom, so that their children become both responsible and independent. When an adolescent
develops an intense need for freedom and becomes argumentative, educators can encourage par-
ents to “pick their battles.” For example, parents can be urged to see the benefits of permitting
increased autonomy in areas that are not likely to have negative lifelong consequences (such as
bedroom cleanliness), while standing firm in those areas that do (such as dropping out of school).
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TABLE 2.1. Parent Affirmations

I provide a good study environment for my child.

I make sure my child has the necessary materials to study properly.

I keep others from interrupting my child when he or she is studying.

I am aware of how my child is doing in school.

I encourage my child to be an independent learner.

I provide assistance when it is appropriate, but I do not do my child’s work.

Once I am sure my child knows how to do the work, I move away and allow independence.
I praise my child for good effort and perseverance.

I provide tutors when necessary.

I quiz my child before a test and give specific feedback on what needs further studying.

I am careful not to put undue pressure on my child.

I value learning, and everyone in my household is aware of that.

I model good study skills for my child.

I use common sense regarding my child’s schoolwork.

I reward a job well done.

I encourage my child to strive for his or her personal best.

I do not overschedule or overcommit my child’s time.

I make books, newspapers, and other learning materials readily available in my home.

We discuss interesting topics in our home each day.

I use vocabulary terms that “stretch” my child’s knowledge and relate to what is being learned.
I encourage my child’s use of new vocabulary words learned at school.

I limit and monitor my child’s use of the television and computer for non-school-related activities.
T limit my child’s use of the telephone and instant messaging.

I keep open lines of communication with my child and his or her teachers.

I attend school conferences and participate in school activities.

I am flexible and change my plans to accommodate homework requirements whenever possible.
I do not bail out my child when he or she makes an irresponsible choice.

I provide support and encouragement to my child.

I do not lie for my child.

I listen carefully to my child and am not judgmental regarding his or her emotions.

I model lifelong learning for my child.

Marc’s parents allowed him to paint his bedroom walls deep purple, and, though they were
honest in their distaste for multiple body piercings, refrained from making them a cause of
household battles. On the other hand, they never wavered from expressing the expectation
and requirement that Marc would maintain at least a B average and go on to complete col-
lege.

Effective parenting skills, including authoritative parenting styles and positive parent—child
relationships, can be fostered in parent training programs. For example, Bronstein et al. (1998)
developed a program entitled Aware Parenting, designed to prevent low-income students” decline
in academic functioning upon their entrance to middle school. In this program, consultants pro-
vided education support groups for parents of sixth-grade students, and these sessions resulted in
changed parenting strategies that persisted for a year.

DISCUSSING CHILDREN’S SHORT- AND LONG-TERM GOALS,
AND HELPING THEM PRIORITIZE THESE

Children’s motivation is fostered when parents collaborate in developing academic and learning
goals. A long-term goal might be a certain career. A short-term goal might be learning how to
compute decimals well enough to calculate sports statistics—and obtaining a grade of B or better
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on a test. The best goals address learning and obtaining “good” grades rather than avoiding fail-
ure. It is critical that these goals are shared by the children and not held solely by parents.

Educators may need to encourage parents who have not attained high educational levels
themselves, or who are economically disadvantaged, to develop high yet realistic aspirations for
their children. This may involve helping parents become aware of resources and opportunities, as
well as of successful individuals from similar circumstances who can serve as mentors and role
models for their children. Worksheet 4.3 can be used to help parents and students develop goals.
At times, educators will need to help students and their families reconcile conflicting goals and
priorities.

Ann, a sixth grader, was seemingly compliant but did poorly in school because she did not
complete homework. The school psychologist met with Ann and found that her entire family
participated in church activities three evenings a week and all weekend, giving Ann no time
at home to complete her assignments. When the school psychologist met with Ann and her
parents, it became obvious that her parents wanted Ann to do well in school, but were
unaware of the amount of schoolwork she needed to complete during the evening hours.
They also wanted Ann to “be with the church family” and did not want to leave her alone at
home. Being very careful to express respect for the family’s faith and admiration for their val-
ues, the school psychologist helped the family realize that they were inadvertently conveying
to Ann that schoolwork and academic success were unimportant. As a group, they brain-
stormed solutions and determined that the most satisfactory strategy was to set up a study
corner for Ann in the corner of a church school room, away from other activities, where she
could complete her work.

PROVIDING A POSITIVE LEARNING ENVIRONMENT

Both at home and by exposing children to community activities, parents foster a positive learning
environment. Parents can model curiosity; encourage their children’s curiosity; and take them to
the library, museums, or other sites for learning experiences. It is obviously best when these activ-
ities are in a child’s areas of interest. Even attending a motorcycle show can be a powerful learn-
ing experience when a parent encourages the child’s interest, curiosity, enthusiasm, and applica-
tion of academic skills.

When it is not possible for families to provide positive homework supervision, homework-
away-from-home programs can be helpful. Although these homework completion programs some-
times do not have as much positive impact on grades as does homework completed at home (Keith
et al., 2004), after-school homework support programs can reduce at-risk children’s likelihood of
starting the “failure spiral” in school (Cosden, Morrison, Gutierrez, & Brown, 2004). Regular
attendance in a homework program improves study skills and provides structured opportunities
for homework completion. They seem to be particularly helpful for those students whose parents
do not speak English and therefore have great difficulty assisting with homework, or for those in
need of increased access to adult mentors. Clark (1990) reported that high-achieving students
who lived in large urban areas typically spent between 25 and 30 hours per week in constructive
learning experiences in addition to time in school. During these hours, the students received crit-
ical support and guidance from mentoring adults other than their parents, such as coaches, minis-
ters, tutors, and relatives.

Educators can help students and parents determine when such a program is necessary, and
help them locate appropriate venues. Educators can also play a pivotal role in designing and pro-
viding such programs. For example, school psychologist Chuck Ott developed and ran an after-
school care program located in the community room of a low-income housing project. Dr. Ott
taught resident teenagers and elderly adults how to serve as effective homework tutors and men-
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tors to younger children. The program provided supervised after-school care, homework supervi-
sion, recreational activities, and snacks; it significantly improved both the children’s and adoles-
cents” academic functioning and behavior (C. Ott, personal communication, 1991).

PRAISING AND SUPPORTING CHILDREN’S EFFORTS

To help students understand that effort is paramount, educators should encourage parents to focus
on students’ effort and on the quality of their work, rather than strictly on grades received. In
other words, educators can help parents understand that when their children obtain a B on a chal-
lenging assignment that required perseverance, it is more commendable than obtaining an A+
without effort.

Fostering Positive Emotions about Studying and Learning

Positive emotions are fostered when parents model enthusiasm for learning and share interests,
express interest in their children’s learning, encourage pride, avoid criticizing, tolerate mistakes,
and encourage fun.

MODELING ENTHUSIASM FOR LEARNING AND SHARING INTERESTS

Parents model enthusiasm toward learning when they talk with their children about their own
interests and topics they enjoy learning about. Parents also convey enthusiasm for learning when
they read, attend other learning events, and discuss what they read and learn with their children.

EXPRESSING INTEREST IN CHILDREN’S LEARNING

Parents convey an interest in their children’s learning when they ask positive and supportive (yet
not overly intrusive) questions about school events, activities, and assignments. Homework can be
an ideal positive venue for the expression of parental interest in their children’s learning.

ENCOURAGING PRIDE

Parents foster positive emotions about studying and learning when they encourage children to
think of homework as an opportunity to learn, work independently, be responsible, and demon-
strate (“show off”) knowledge and skills. Parents can also encourage children to feel proud by
praising and publicly acknowledging success.

Yolanda would never have let on, but she was thrilled when she overheard her mother “brag-
ging” to her grandmother about Yolanda’s success in learning the multiplication tables.

AVOIDING CRITICISM AND TOLERATING MISTAKES

Educators can help parents learn to “correct kids” behaviors instead of the kids” when they are
unhappy with something their children have done. That is, it is more effective for parents to
address specific problem behaviors than to criticize the children or give them pejorative labels
such as “lazy.” In addition, even when addressing specific behaviors, parents should take care not
to humiliate their children publicly. It is much more effective to correct a child’s behavior pri-
vately. Finally, when parents tolerate mistakes, they help children think of mistakes as temporary
setbacks rather than failures; this encourages the children to try again.
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ENCOURAGING FUN

When parents encourage their children to have fun and laugh as they are learning, they foster pos-
itive emotions. Parents can also help by making homework more relevant to their children’s inter-
ests, such as helping with a topic selection.

When Caterina had to select a topic for her physics class project, she thought that as a the-
ater buff she had no possible interest in any physics topic. However, as she and her mother
looked through her textbook for ideas, they found acoustics discussed in the chapter on
sound. Caterina selected “theater acoustics™ as her topic. Although the project was challeng-
ing and never her favorite, it interested her enough that she was able to be successful.

Helping Children Identify and Cope with Negative Emotions about Learning

As discussed earlier, even highly successful students experience boredom, frustration, and anxi-
ety when they study, particularly in those subjects they find most difficult. Parents can help
children minimize the effect of these inevitable negative emotions in several ways. First, they
can normalize negative emotions by explaining that negative feelings are common and expected,
yet do not preclude completing assignments. Parents can also help their children plan strategi-
cally. Many students find it helpful to complete their more challenging work first, when they
are less likely to be tired. Similarly, almost everyone finds it helpful to break down assignments
into smaller parts.

When successful students become frustrated, parents teach strategies to cope with frustration
by reassuring them, teaching them to work on a less frustrating task for a period, and encouraging
them to take a short break. Many students find it helpful to alternate 30 minutes of studying with
15 minutes of a favorite activity, to set small goals and then take a short break after achieving each
one, or to make sure that they have a favorite activity waiting for them after they have completed
assignments—essentially, building in rewards. Finally, parents can encourage their children to
obtain help when their work is too difficult.

When Ruth, whom we met at the beginning of this chapter, was a fourth grader, she had a
daily math assignment to copy and solve 30 arithmetic problems. Because she had difficulties
with focusing her attention, just copying the problems took her more than an hour and was
extremely frustrating. After copying the problems, she was too tired to accurately compute
them, much less complete other homework. Her mother decided to copy the problems while
her daughter completed other assignments, and then gave them to Ruth to compute and
check. After a week or two, her mother had Ruth accurately copy the problems herself, using
a timer to record time spent, and striving to improve her speed each day.

Since excessive anxiety interferes with performance, it can be important for educators to help
parents find ways to help their children reduce anxiety. Perfectionist parents will need to reduce
the academic pressure they place on their children. Other parents will find that their children will
become less anxious as they develop time management and organizational strategies, study skills,
or use strategies such as exercise or progressive relaxation for anxiety management.

Jason, a sixth grader, began to have difficulty falling asleep every night before he was to have
a test in school. His mother recognized that Jason was suffering from test anxiety, because
she had suffered from the same problem. After she and Jason consulted with the school psy-
chologist, she helped him implement several strategies. First, as soon as Jason knew a test
was scheduled, they developed a plan that included a short period of daily review to prevent
procrastination. Jason's mother also helped him use the teacher-prepared study guide, which
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lowered his anxiety, since he knew exactly what to expect on the exam. Finally, the evening
before each test, he stopped studying at least 1 hour before bedtime to relax and watch TV.

Fostering Positive Behavior

Most parents find that a natural, positive event after homework completion fosters positive study
habits, just as a favorite dessert following a meal fosters eating vegetables. For most children, nat-
ural, semistructured, and inexpensive reinforcers after completing homework are sufficient.
These might be any of the following:

e Time, attention, and affection—a half hour of “special time” with a chosen family member,
making something like a dessert with a parent, working on a puzzle together, or playing a
child-selected game with family members.

e Fun—the chance to participate in a preferred activity, watch TV, play a computer game,
learn something new such as a dance, or learn how to make something.

e Freedom—the chance to select tomorrow night’s dinner or choose an activity.

e Privilege—a sleepover, a small treat, or points toward a larger special object.

However, some students require highly structured behavior management plans, and devel-
oping and monitoring such plans are well-established methods to improve academic achievement.
For example, after five parent training sessions in which parents were taught interventions such as
providing a structured homework time, fourth- and sixth-grade students significantly increased
their homework completion (Rhoades & Kratochwill, 1998). Eighth- and ninth-grade students
similarly benefitted from a structured math homework program and maintained or improved their
gains for some time after the intervention (Weiner et al., 1998). Very often parents will need help
when they first develop and monitor structured behavior plans. The reader is referred to methods
of effective problem definition and collaboration described in Chapter 1, and methods for devel-
oping effective behavior management programs described in Chapter 6, for detailed information.
Effective home—school behavior management programs often include the following components:

1. Parent training focused on implementing a structured homework completion schedule,
rewards for homework completion and accuracy, and home—school communication.

2. Supporting written material, including homework checklists, instruction sheets, answer

keys, a homework performance log, points records, and a reinforcement menu.

Ongoing (daily) home—school communication via notebooks or checklists.

4. Clearly designated responsibilities for students, family members, and educators (i.e., stu-
dents” completing assignments at specified levels of accuracy, parents’ checking that
homework is completed and accurate, teachers” correcting and returning homework
within a specified time table, consultants’ meeting with the student daily for a coaching
session).

5. Both oral and written commitment on the part of parents, students, and educators to par-
ticipate in the program, verified by signed contracts.

6. Reinforcement for satisfactory performance.

@

Occasionally educators will need to help some parents understand that rewards are not

bribes.

When a consultant suggested that Zed Lee and his father participate in a homework program
that would reward assignment completion with something Zed would choose from a “menu”
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of tangible rewards, Mr. Lee immediately interrupted by saying, “Oh, no! I will not bribe my
son. I don’t believe in that sort of stuff.” The consultant then explained the difference
between a “bribe” (giving someone something they value for doing the wrong thing), and a
“reward” (giving someone something they value for doing the right thing).

Infrequently, rather than a positive reinforcement, it is necessary to impose a restriction
when academic assignments are not completed.

Carlos frustrated his parents and teachers by not completing homework. Whenever his
grades were based entirely on test scores, he received high honors. Whenever his grades
reflected homework completion, he failed. When his teachers and parents attempted to
implement homework monitoring and reinforcement programs, they failed because either
Carlos was not interested in the reinforcements offered or he partook of them on his own (for
example, waking up to play his “reward” computer game in the middle of the night). This
year Carlos’s parents finally hit upon a successful strategy that was tied to his allowance.
Carlos received an allowance of $10 per week. On Friday, each of Carlos’s five teachers
emailed his parents and indicated whether he had submitted that week’'s homework. He was
“docked” $2 for any subject in which he was missing any assignment. The consultant would
have preferred a “positive” reward—but she had to admit that this intervention finally
worked!

MOVING TO STUDENT-REGULATED STRATEGIES

While it is important for parents to foster appropriate study behaviors, eventually students must
be able to learn independently and self-regulate their behavior. Whenever parents use a program
with external reinforcers to promote homework completion, after a period of success they should
fade adult monitoring and begin making the transition to a student-regulated program. Often edu-
cators need to help parents and students engineer this transition successfully. The reader is
referred to Chapter 6 for more information.

Fostering Time Management and Organization at Home

Families initially help students develop skills in time management and organization by modeling
these skills. Children learn basic strategies when families provide an organized home with flexible
yet regular schedules. Most parents find it helpful to keep a family calendar; have a designated
place for school-bound materials; and have routines for meals, chore completion, bedtime, and
homework. Parents of successful students also structure the physical and psychological environ-
ment prior to the homework period by clearing table space, minimizing distractions, and remain-
ing accessible for supervision and attention.

Parents directly teach time management strategies when they help children budget time to
meet deadlines (including designating a specific time for homework completion), keep track of
assignments, and plan long-term projects. Parents also teach time management as they help their
children prioritize schoolwork and extracurricular activities; determine how long it takes to com-
plete tasks, and use that knowledge in scheduling; and track studying time and results by monitor-
ing time spent and grades subsequently received.

As their children get older, parents can help them determine which organization and time
management strategies are most effective for them as individuals. It is also important for parents
to encourage students to modify their environment to provide optimal learning experiences. For
example, if a student normally completes homework at the kitchen table, but finds that setting too
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noisy and distracting when studying for an exam, parents can help him or her to recognize that
fact and take corrective steps—probably by finding a quieter location or time to study.

Forstering Children’s Mastery of Study Skills in Specific Areas

Parents provide essential support in the development of study skills and independent learning by
fostering children’s mastery of study skills in specific areas (reading, spelling, writing, math, and
other content areas) as they supervise homework. When parents are not sure how to supervise
homework effectively, they can be taught specific strategies in educator-led workshops. These
workshops typically teach parents the difference between assisting with homework and giving
answers, provide directions on how to model strategies for children, and give parents the oppor-
tunity to complete sample assignments. They often are supplemented by resource materials such
as games to use at home; enrichment activities; lists of books; and information regarding commu-
nity resources such as tutors, libraries, clubs, after-school care or community centers that provide
homework support. Workshops also provide educators with the opportunity to ask parents what
supports they need as they help their children acquire study skills and develop independent
learning strategies (Balli et al., 1998; Drummond & Stipek, 2004; Keller, 2004). During such
workshops, parents can also be taught to use guided strategy statements, think-aloud strategies,
elaborating explanations, and reciprocal questioning. These strategies are summarized in Hand-
out 2.1, Tutoring Guide.

READING

Specific strategies that parents can use to foster reading skills are to:

e Demonstrate that reading is pleasurable and important by reading in front of their chil-
dren often.

e Regularly and collaboratively read aloud with their children to foster comprehension and
vocabulary development. Very young children can read the words they recognize, and
even high school students and their parents can enjoy reading assigned books (such as A
Tale of Two Cities) aloud to each other.

e Keep interesting reading material in the house for family members of all ages.

e Nonjudgmentally encourage children to select their own books and magazines for pleasure
reading, and encourage their children to read for pleasure every day.

e Associate reading with affection (encourage children to read aloud or silently, in the com-
pany of loving family members and/or friends).

e Associate reading with extra privileges (e.g., staying up a half hour later).

e Associate function with reading by having children read signs, labels, recipes, menus,
phone book entries, and notes.

e Associate pleasure with reading (e.g., read with a child while the child is enjoying a treat).

e Find materials that support children’s reading assignments, such as online textbooks
(which resolve the “T left my book at school” problem) and publisher-provided activities
(e.g., practice tests).

o Associate success with reading (encourage children to read familiar words, and ensure that
they have reading materials at appropriate difficulty levels).

Young children often have homework assignments to read aloud at home. Family members
should be careful not to be too quick to correct children’s attempts to read unknown words.
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Regardless of age, “sounding it out” is only one strategy to use with unknown words; other impor-
tant strategies include using contextual cues, prefixes, suffixes, and base words.

Pleasure reading material should be easily read by students and should contain few if any
unknown words. Instructional material should be of moderate difficulty, meaning that students
should know 9 out of 10 words. When reading material is too difficult and the student misses
more than 10% of the words, alternative materials should be obtained.

Emma, a seventh-grade student with a learning disability, was assigned to read the first chap-
ter of a novel about World War I. This book was written at a reading level far beyond her
capabilities. Emma thought she could “handle” this assignment if she worked really hard, so
she did not discuss this assignment with either her parents or the resource room teacher who
helped her modify assignments from the general education classes. Though Emma devoted
hours to “reading” this chapter, all of her energy was spent trying to decode the unknown
words. Using the dictionary added to her confusion, and using context cues was not helpful
because she had such limited prior knowledge about this war. Emma’s “reading” was so
dysfluent that her comprehension suffered significantly, and even after devoting a great deal
of time and effort, Emma was unable to pass the teacher’s pop quiz the next day.

In this situation, parents and educators could have collaborated to find materials that would
have considerably reduced Emma’s frustration, such as a novel about the same topic at a lower
reading level, or a movie about the same topic. Another alternative is to obtain textbooks, work-
books, recreational reading materials, magazines, and reading materials in Talking Books format,
used with the Talking Books machines available from public libraries. These materials allow stu-
dents to listen through headphones as the materials are read orally, while the students read along.
In this way, the students hear new vocabulary words that are pronounced properly; fluency is
achieved; and comprehension is enhanced. The machine can be slowed down or passages
repeated to allow the students to grasp the material or find the answers they seek. This Talking
Books opportunity has “saved” many students with reading disabilities at all grade levels, and
continues to be available through college and adulthood. Many successful adults with learning
disabilities or visual difficulties receive a daily version of The Wall Street Journal through Talking
Books and attribute much of their success to this helpful technology.

SPELLING

Parents can foster the development of early spelling skills by encouraging their young children to
write at home, including birthday cards, thank-you notes, telephone messages, grocery lists, let-
ters, and stories. Parents can support inventive spelling while respecting their own need for cor-
rect spelling and math. For example, they can say, “That’s a good try. You spelled it the same way it
sounds. I spell it ... ” instead of saying, “That's wrong” (Anderson & Gunderson, 1997).

Most students have weekly lists of spelling and vocabulary words to learn throughout their
elementary, middle school, and high school years, and parents are frequently called upon to help
with these tasks. Strategies that are particularly helpful include the following:

e Have the child use multiple modalities while studying the words (listen, speak, look, write,
remember in context).

e Space and repeat learning through short study sessions every day.

e Encourage the child to use memory tricks (mnemonic devices) such as “The principal is
my pal” and “i before e except after ¢.”

e Encourage the child to link the current words with previously learned words.

e Quiz the child on words and definitions.
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WRITING

Even parents with little formal schooling can provide significant support to their children during
all stages of the writing process. During the prewriting stage, parents can encourage their chil-
dren to discuss, talk through, and plan the assignment by using their parents as sounding boards.
Parents can also provide valuable experiences (e.g., trips or movies) that will help children
develop ideas about which to write. After the children select a topic, parents can provide guid-
ance as their children locate necessary information, using books, maps, graphics, newspapers, dic-
tionaries, libraries, the Internet, and other reference tools.

During the drafting stage, parents can encourage their children to use outlines, visual maps,
or other advance organizers (see Handout 3.1) to arrange their information before beginning to
write. Parents or friends can help students review drafts and give feedback during the revising
stage.

During the editing stage, parents can encourage their children to check for proper grammar,
spelling, punctuation, and appearance. If they are knowledgeable themselves, parents and other
family members can also help children become skilled in keyboarding and effective word-
processing skills such as cutting and pasting; using spelling and grammar checkers; and using
electronic dictionaries, thesauruses, and encyclopedias. With some of these skills, students need
to determine which of the suggestions generated by the computer (such as spelling alternatives)
are correct. Finally, parents can serve as an audience for the finished writing during the publishing
stage.

CONTENT AREA KNOWLEDGE

To foster skills in science, math, and social studies, one of the most helpful things that parents can
do is help their children understand how useful it is to know and understand concepts in these
areas. For example, parents and children might do the following together:

e Use science knowledge to predict changes in the weather.

e Use math skills to count change, work with fractions in recipes, estimate quantities, bud-
get and shop for school clothes, and calculate time.

e Use science and math concepts when helping with relevant household repairs.

e Use social studies knowledge to understand the news, write letters to obtain information,
or develop travel plans for an upcoming family vacation.

e Link content area learning to long-term goals, such as success in a desired occupation or
the ability to deal with personal finances.

e Play games and engage in activities that reinforce math, science, and social studies infor-
mation.

FINDING AND USING ADDITIONAL RESOURCES

It is useful and advantageous for multiple family members (including siblings) to be involved in
homework completion, because it reduces the stress on the primarily involved parent, conveys
the message to the child that multiple family members consider schooling important, and takes
advantage of the expertise of more than one person. One parent might be better at math, while
the other prefers to help with reading. Older siblings can also help, as long as their own home-
work is completed first. Balli et al. (1998) found that when families were encouraged to become
involved with homework, most students (87%) worked with someone other than a parent for at
least one assignment.
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Only when his mother was sick did Charlie discover how helpful his father could be with home-
work. Whereas his mother always “multitasked” other duties while helping him, his father gave
Charlie his complete attention. He explained things so clearly and calmly that Charlie’s work
was done in half the time. This positive experience led his dad to change his schedule so he
could provide homework assistance often, even after Charlie’s mother recovered.

When family members do not know how to help with a particular subject, students can turn
to outside supports. Many schools and libraries have tutoring programs and lists of tutors, includ-
ing volunteers such as National Honor Society members.

Helping Parents Support Their Children as They Prepare to Take Tests

When their children are studying for quizzes and tests, parental support in the development and
use of study guides can be invaluable. Parents can also encourage children to review corrected
math and science homework, and check whether they understand their errors.

ENCOURAGING CHILDREN TO WORK WITH STUDY BUDDIES

The value of studying with a partner is not always understood by parents. In advanced math and
science, “study buddies” and study groups are particularly helpful and can play a critical role in
academic success. Parents can help their children work with study buddies by encouraging their
children to phone study buddies, or invite them to their home to work together. Studying with a
partner works best, at least initially until routines are established, when parents provide supervi-
sion and the studying takes place in a somewhat public area; these precautions make it less likely
that study hours become social hours. It is also helpful for parents to encourage their children to
associate with peers who value academic success. Students who have friends who value academic
achievement, and whose parents value education, are much more likely to be academically suc-
cessful. Although some students obtain social approval for academic achievement from family or
high-achieving friends, too often the social environment does not support academic success, and
high achievement can be difficult for students who are motivated to maintain the approval of low-
achieving friends (Urdan & Maehr, 1995). Given that the impact of peers (particularly in adoles-
cence) is profound, parents are well advised to encourage association in terms of studying and
project collaboration with those students who are relatively academically inclined and motivated.
“Best friends” are not necessarily “best study buddies.”

Fostering Home—School Collaboration

As discussed previously, a number of barriers commonly interfere with home—school collabora-
tion. Since positive home—school relationships have very beneficial effects on student learning, it
is important for both parents and educators to make deliberate efforts to foster positive collabora-
tion. School personnel can do this by supplementing traditional methods of in-person communi-
cation. For example, educators can:

e Provide parent training sessions to foster authoritative approaches to parenting (high but
reasonable demands, good communication, and mutual respect).

e Provide workshops in which parents are taught appropriate methods to help their children
study or prepare for high-stakes testing.

e Convert an unused classroom into a parent/educator drop-in center (as is found at the
Burke School in Boston), stocking it with coffee, snacks, and books.



Working with Families and Friends 41

e Hold sessions in which family members and educators openly communicate about cultural
differences regarding discipline, education, homework, and morals.

e Encourage parents to support learning in culturally meaningful ways—for example,
encouraging memorization when this is culturally important (Anderson & Gunderson,
1997).

e Check that written assignments are clear enough for parents and students to understand
their purposes and requirements.

e Send group newsletters to communicate what children are learning and describe how par-
ents can help children master material, relate information to new contexts, or practice
skills (Drummond & Stipek, 2004).

e Communicate about individual students by writing comments on assignments or in “home-
work planners.” This works best when teachers specifically invite families to write com-
ments on and sign the homework planners (Balli et al., 1998).

e Use contingency contracts, collaboratively developed, to foster homework completion.

e Use communication notebooks to send daily messages between parents and educators.

e Have children complete homework completion graphs and share them with their parents
(green for when homework was handed in on time, yellow if a day late, and red if not sub-
mitted; Bryan & Sullivan-Burstein, 1997).

e Judiciously use electronic communication methods, such as email and Internet virtual
communities. Some parents, particularly those with limited English proficiency, prefer
asynchronous methods because they give extra time to reflect and gather thoughts; this
can reduce the intimidation they often feel when speaking directly with educators
(Beghetto, 2001).

Parents can foster positive home—school communication by:

e Fostering positive attitudes toward, and trusting relationships with, teachers.

e Taking advantage of opportunities to communicate, both in writing and electronically.

e Participating in school activities such as open houses and parent training sessions.

e Telling teachers about learning experiences provided at home that teachers can support.

e Giving feedback to educators regarding what they would like their children to learn.

o Telling teachers strategies that they find most successful when helping their children.

e Telling teachers when excessive time is being spent on homework, so that assignments can
be appropriately modified.

Missy was spending more than twice the amount of time on homework that her classmates
typically spent getting the same amount of work done. With her mother’s encouragement,
she summoned the courage to tell her teacher that she thought she had too much homework.
When the teacher called home, Missy’s mother told of the many hours that were spent doing
homework as Missy tried to do her work “perfectly.” Missy, her parents, the teacher, and a
consultant worked together to minimize Missy’s notion that her work had to be perfect. It
took several months of everyone working together to enable Missy to relax and say, “It's OK.
Nobody’s perfect.”

Appraisal

Appraising implemented strategies requires determining whether or not they have been effective.
As described in Chapter 1, appraisal often results in modifying interventions. After interventions
are designed and implemented, members of the team follow these steps: (1) assess (or have the
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student assess) implementation success, (2) modify the interventions, (3) implement the modified
interventions, (4) reevaluate success, (5) develop strategies to promote generalization and student
self-regulation, (6) implement strategies to promote generalization and student self-regulation, (7)
reassess (or, preferably, have the student assess) successes and failures, (8) appraise the need for
continued intervention use, and (9) return to previous step(s) as appropriate.

Assessment strategies, discussed in the beginning of the chapter and used to define and
explore the problem, can be appropriately readministered to generate outcomes data and appraise
the success of the intervention. For example, Sayger, Horne, Walker, and Passmore (1988) used
behavior rating scales, parent daily reports, and family environment scales as pre- and post-
measures to determine that their 10-week parent training course significantly changed the family
environment, parental problem-solving strategies, and student behavior. They also used the same
measures 9 to 12 months after the end of the intervention to determine whether or not lasting
effects had been accomplished.

On the other hand, often the simplest appraisal methods are the most appropriate because
they are most likely to be used. For example, if a student is referred because homework is not
completed accurately, a fitting appraisal question after the implementation of interventions is
obvious: whether or not the homework is now completed accurately. The basic questions are:
“What did we do?” “How well did it work?” and “What do we need to change?”

Help Students Develop Their Personal Learning Guides (HILLs)

In their Personal Learning Guides or HILLs, students can insert notes on strategies they
have found to be effective regarding family and friends. The students might also include cop-
ies of recently filled out and blank versions of the following materials related to this topic:

Worksheet 2.1. Checklist of Home Qualities That Foster Independent Learning
Worksheet 2.2. Menu of Interview Questions about Family and Friends
Worksheet 2.3. Menu of Interview Questions for Parents

Handout 2.1. Tutoring Guide

Table 2.1. Parent Affirmations




WORKSHEET 2.1.

Checklist of Home Qualities That Foster Independent Learning

Family members foster student motivation.

Parents foster positive relationships with children by listening, providing help, and sharing
activities.

Children are treated as individuals and encouraged to meet varied needs and develop
unique talents.

Parents express the belief that their children’s academic success is both positive and
desirable.

Parental academic and behavioral expectations and standards are clear.

Family members talk with children about short- and long-term goals and help prioritize them.

A positive learning environment is provided in the home and by encouraging learning
experiences.

Family members frequently praise and support children’s efforts.

Positive emotions are fostered and negative emotions are actively managed.

Enthusiasm for learning is modeled by family members; homework is positively regarded.

Fun, laughter, and opportunities to experience pride and joy when learning are provided.

Children are not publicly humiliated or criticized, and mistakes are tolerated.

Negative emotions such as boredom, frustration, anxiety, and anger are identified and
addressed.

Family members encourage children to brainstorm alternatives when setbacks are
experienced.

Appropriate behavior is fostered.

Children collaborate with family members in developing clear behavioral expectations.

Appropriate behavior is publicly acknowledged, and it has positive (internally) rewarding
consequences.

Inappropriate behavior has appropriate consequences that are consistently applied.

Children are encouraged to monitor and evaluate their own behavior.

Time

is managed well, organization is encouraged, and routines are established.

The home is organized (calendar, place for school-bound materials) and well structured.

Parents encourage children to consciously develop their own organization methods for
school work.

Parents help their children plan and prioritize school work and extracurricular activities.

Parents encourage their children not to overschedule activities.

Children determine how long it takes to complete tasks and use that knowledge to make
schedules.

Children regularly complete homework in a quiet place with minimal distractions.

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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ecklist of Home Qualities That Foster Independent Learning (page 2 of 2)

Physical functioning is monitored.

Children’s hearing and vision have been checked and are monitored.

Parents help their children monitor their own nutrition and physical fitness.

Parents help their children manage fatigue, including taking study breaks and getting enough
sleep.

Skill development is encouraged.

Families encourage children’s development in individual areas of interest and talent.

Families encourage reading by providing reading materials that are interesting to the child.

Parents help children connect reading, writing, math, and science knowledge to “real-life”
skills.

Parents help their children use the writing process (prewriting, drafting, revising, editing,
publishing).

Homework is effectively supervised, and supporting resources are tapped.

Parents encourage children to evaluate and appraise their own learning success and study
strategies.

Test taking is facilitated.

Parents help their children develop and use study guides.

Parents encourage their children to work with “study buddies.”

Famil

y members foster positive home—school partnerships.

Family members respect educators and do not speak negatively about school to children.

Regular two-way communication between home and school is maintained.

Parents participate in solution-oriented, conjoint consultation with educators to address
problems.

Famil

ies foster positive social relationships.

The family climate promotes helping, sharing, cooperating, and collaborative problem solving.

Family members help children identify methods to obtain help from classmates and friends.

Parents encourage socialization with friends who value academic success.
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WORKSHEET 2.2.

Menu of Interview Questions about Family and Friends

Student Date

1. What are your parents’ long-term goals for you? What do they expect from you in terms of
studying and learning? What happens when you do not meet their expectations? Do you have
adults besides your parents who encourage you and support your doing well in school?

2. Do you have a regular schedule for studying? If so, what is it? Where do you usually study or
do homework? Is this an atmosphere that promotes your best work? How could you improve it?

3. What do you do when you need help with studying? Who do you ask for help? Do you have
different people for different subjects? Do you have access to good tools for learning—the
library, books, and the Internet?

4. How do your parents help you study or do homework? Is there anything your parents do that
cause you problems in terms of studying? How could you improve that?

5. How do your brothers or sisters help you study or do homework? Is there anything they do that
cause you problems in terms of studying? How could you improve that?

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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10.

Menu of Interview Questions about Family and Friends (page 2 of 2)

. At home, what rules do you have? Who makes these rules? What happens when they are not

followed? If you wanted a rule to change, how would you go about getting it changed?

. At home, what chores do you have? How are your chores decided? What happens when you

don’t do them? If you wanted a chore to change, how would you go about getting it changed?

. Do you think that your classmates want you to do well in school? Do you ask classmates for

help? Do your classmates help you study?

. Which of your friends believe that doing well in school is important? Which of them believe that

participating in school activities is important? Do your friends help you study? Are there things
that your friends do that cause you problems in terms of studying? How could you improve that?

Do you ever study with a friend or classmate? What works well when you study together? What
doesn’t work well? How could you improve that?
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WORKSHEET 2.3.

Menu of Interview Questions for Parents

Student Parent Date

1. What are your long-term goals for your child? What do you expect in terms of studying and
learning? What grades do you expect your child to achieve? What happens when your child
does not meet your expectations?

2. When your child does well in school, to what does he or she attribute this success? When your
child does not do well in school, what does he or she blame?

3. Does your child have a regular schedule for studying? If so, what is it? Where does your child
usually do homework? Does this atmosphere promote good work? How could it be improved?

4. What does your child do when he or she needs help with studying? How do you or other family
members help your child study or do homework? How could that be improved?

5. Does your child keep track of assignments? Does your child keep his or her work organized?

6. Do you help your child manage and budget time to meet deadlines, keep track of assignments,
and plan long-term projects? How could that be improved?

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).

47



10.

11.

12.

Menu of Interview Questions for Parents (page 2 of 3)

. Do you see your child’s studying and doing homework at home as an opportunity for you to be

part of your child’s educational experience? Do you see it as an opportunity for your child to
learn, work independently, and be responsible?

. Do you try to improve your child’s motivation (encouraging, attempting to make the homework

more interesting, and ensuring that your child has a chance to engage in a preferred activity
after completing homework)?

. What does your child enjoy learning about? Have you ever found that when your child was

learning, he or she became excited to the point of forgetting to do something (such as watch a
favorite TV show)? If so, describe this.

What does your child get nervous or anxious about when learning? What does your child do
when nervous or anxious? What do you do or say when your child is nervous or anxious?

What does your child find most boring to learn? What does your child do when bored? What do
you do or say?

Is there anything that makes your child angry or mad when doing schoolwork? What does your
child do when angry or mad? What do you do or say?

(continued)
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13.

14.

15.

16.

17.

18.

19.

Menu of Interview Questions for Parents (page 3 of 3)

What does your child do when he or she doesn't feel like doing an assignment? What do you
say or do?

When your child is frustrated, do you help him or her monitor emotions by reassuring, calming,
redirecting, turning to another person for help, and giving space?

If your child has a problem with learning, do you contact anyone at the school? If so, who and
how? Some parents have trouble communicating with educators, because they have little time or
they don’t feel comfortable. Do you find that to be true? If so, why?

Do you think that there are things your child’s teacher could do differently that could help your
child have more success with homework and studying? What are they?

What are some fun things your child likes to do with you? What learning experiences do you
share?

At home, what rules are there? What happens when they are not followed? What chores does
your child have? How are rules and chores decided? What happens when they aren’t done?

Do you think your child’s friends believe that doing well in school is important? Do they help
your child study?
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HANDOUT 2.1.

Tutoring Guide

Rephrase!
Restate ideas and feelings in your own words.

Be positive!
Make positive comments about ideas and work.

No put-downs!
Encourage thinking even if an idea seems silly or wrong.

Guide!
Teach to guide, not dominate. Describe a plan for solving a problem.

Think aloud!
Convey the reasons behind your thinking.

Elaborate!
Give clear, step-by-step explanations and answers.

Question!
Ask a series of step-by-step questions.

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
handout is granted to purchasers of this book for personal use only (see copyright page for details).
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3
General Classroom Considerations

Good teaching includes teaching students how to learn, how to remember,
how to think, and how to motivate themselves.
—WEINSTEIN AND MAYER (1985, p. 315)

OVERVIEW

Mary, Theresa, Donella, and Joanne, all age 23, meet periodically to refresh the friendship
they began in elementary school. At their most recent reunion they reminisced about their
sixth-grade teacher, Ms. Clavier, and her creative strategies to help them learn. They laughed
as they remembered her “rainbow chalk.” Ms. Clavier used various colors when she wrote
lecture notes on the blackboard. Yellow was reserved for important information that would be
on the test. Other colors conveyed “just for fun” information—red for information that made
her angry, pink for material that made her laugh, purple for extra questions that made her
think. She had the students use ink to write the essential (yellow chalk) information in their
notebooks, and pencil to write the additional information—teacher- and student-generated
questions, comments, and jokes. With this approach, Ms. Clavier taught her students how to
take notes and capture essential information; increased their ability to differentiate essential
information from less important details; fostered idea elaboration; and encouraged positive
emotions—having fun—while learning. A simple strategy, yet one that still impressed all four
women years later.

This entire book addresses methods that teachers can use to empower students to learn indepen-
dently and regulate motivation, emotions, behavior, time, organization, cognitive strategies, meta-
cognition, and executive functions. This separate chapter, focusing on strategies that are applica-
ble only to classrooms, is included for several reasons.

First, this chapter addresses general classroom characteristics that either foster students’ abil-
ity to learn independently or are serious barriers to the same. Many classroom characteristics—
such as providing standards and expectations, structure, opportunities to learn, and positive
climate—profoundly affect students™ ability to learn independently (Christenson & Anderson,
2002). For example, one very important strategy is accurately tracking assignments, and students
should be taught to keep assignment books and calendars. However, if a classroom teacher does
not clearly articulate assignments, it is very difficult for students to track them. Similarly, an
important method for students to use as they study for tests is to review previously corrected
tests, quizzes, and papers. However, to do so, they obviously must have those corrected materials.
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In addition, general classroom climate has a significant effect on students’ ability to study and
learn independently. Classrooms in which students are individually and collectively perceived as
collaborators in the learning process induce self-regulated learning. As Dawson and Guare (2004)
describe, implementing whole-class strategies such as clear classroom rules, classroom routines,
organization systems, integrating executive skill development into daily instruction, and integrat-
ing coaching into the classroom foster all students” executive skills.

Finally, while specific methods to help students regulate motivation, emotions, behavior,
time, organization, cognition, and metacognition described throughout this book can be used by
consultants as they work individually and in small groups with students, they also can and should
be taught within the classroom context. Consultants need to consider and address global class-
room characteristics regarding how material is taught whenever they design interventions for stu-
dents. If taught in isolation, study skills are unlikely to be maintained or transferred from one set-
ting to another. Best practice involves collaborating with general education teachers to teach
study skills in conjunction with established curricula (Langer & Neal, 1987; Slate, Jones, &
Dawson, 1993). Such collaboration can result in dramatic improvement in student learning. For
example, when consultants taught students study skills in conjunction with the social studies cur-
riculum and simultaneously provided teachers workshops on study skill improvement, students’
exam scores rose from the failing range to the honor roll range (Leland-Jones, 1997). Similarly,
consultants who taught study skills in general education classrooms at the same time that they
provided teachers in-service workshops on study skills, and met with students to review cumula-
tive files and develop individual learning goals, found that in one academic year students
improved their standardized test scores by a three-grade equivalent (Carns & Carns, 1991).

The reader should note that this chapter provides a menu of strategies. It is neither possible
nor desirable for any teacher or consultant to incorporate every strategy simultaneously. For a
concise list of methods discussed in this chapter, the reader is referred to Worksheet 3.1, Check-
list of Classroom Qualities That Foster Independent Learning.

RESEARCH FOUNDATIONS

Effective schools have a school climate conducive to learning, are free of disciplinary problems
and vandalism, have schedules that emphasize basic skills instruction and high levels of student
time on task, incorporate a system of clear instructional objectives for monitoring and assessing
student performance, and have effective school principals who are strong leaders, set school goals,
maintain student discipline, frequently observe classrooms, and expect every teacher to believe
all students can achieve. Effective classrooms and teachers mirror these qualities: They maintain
high expectations for students; provide routines and opportunities to learn; foster a safe and posi-
tive climate; develop emotionally supportive relationships; provide positive models; and provide
academic and social help, advice, and instruction (Christenson & Anderson, 2002; Wentzel &
Watkins, 2002).

Doll, Zucker, and Brehm (2004) describe such positive classrooms as resilient, “where all
children can be successful emotionally, academically, and socially” (p. 7). Resilient classrooms fos-
ter students” academic self-determination, behavioral self-control, and feelings of academic com-
petence. They also promote positive in-school and home—school relationships.

Classrooms that foster study skills and independent learning extend these characteristics and
foster student self-regulation of motivation, emotions, and behavior, as well as knowledge of learn-
ing strategies, metacognition, self-appraisal, and information synthesis. Zimmerman et al. (1996)
recommend that teachers conceptualize classrooms as “academies” where, in addition to aca-
demic content, self-regulatory learning processes are explicitly taught—similar to the manner that
music academies teach musicianship as well as music content.
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This conceptualization articulates the fact that classroom teachers have two types of goals:
those related to the products of learning, and those related to the process of learning. The product
goals focus on content, such as the skills and factual information assessed via high-stakes testing,
The process goals focus on strategies students use as they learn. Both types of goals are better met
when teachers apply constructivist approaches (Piaget, 1970). These approaches assume that
learning is an internal experience influenced by the learner who actively processes information
rather than passively receives it. For example, students who complete a project and presentation
on a self-selected topic are likely to remember more than students who hear a lecture on the same
material, because they actively process the information. In traditional classrooms, learning tends
to be fragmented, based on indirect experiences, and steered by teacher-set goals (Boekaerts &
Niemivirta, 2000). In constructivist classrooms, learning tends to be integrated, based on direct
experiences, and steered by teacher—student goals.

A constructivist approach also facilitates student knowledge about the process of learning—
that is, knowledge of study skills and independent learning strategies. In the constructivist
approach, teachers allow students to choose their own learning strategies and as much as possible
decide when, where, and how they learn, while simultaneously fostering social relationships and
personal responsibility (Boekaerts, de Koning, & Vedder, 2006). Infusing the curriculum with
these methods helps students become strategic, motivated, and independent learners who delib-
erately use self-regulatory strategies in reading, writing, task engagement, time planning and
management, text summarization, test preparation, and self-appraisal (Paris & Paris, 2001; Randi
& Corno, 2000).

METHODS

As is true of effective interventions with individual students, effective classroom interventions
incorporate the phases of preparation, performance, and appraisal (Doll et al., 2004). During the
preparation phase, the consultant and teacher assess classroom elements that foster study skills
and independent learning; develop specific, observable, and measurable descriptions of missing
elements; gather baseline data; set specific and measurable goals for improvement; consider fac-
tors that reinforce the absence of the missing elements; and develop plans for intervention strate-
gies, including a timeline and the persons responsible. During the performance phase, the
teacher, consultant, and students implement the plan and collect data regarding the integrity of
the implementation. During the appraisal phase, the teacher, consultant, and students collect and
analyze postintervention data, then modify future plans and strategies.

Preparation
Assessment of Classroom Characteristics

Methods to assess self-regulation, family—school partnerships, motivation, affect, behavior, learn-
ing strategies, metacognition, reading, writing, and content knowledge are described in the
respective chapters on these topics. Methods specifically germane to the classroom assess class-
room climate, teacher—student relationships, and relationships among peers. These methods can
include semistructured interviews, observations, checklists, and questionnaires.

SEMISTRUCTURED INTERVIEWS, OBSERVATIONS, AND CHECKLISTS

Interview questions that might be used to assess a student’s perceptions regarding class-
room characteristics, teacher—student relationships, and relationships among peers are found in
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Worksheet 3.2, Menu of Interview Questions about School. Teachers and consultants can use
those results in conjunction with observations and Worksheet 3.1 to hypothesize areas of need.

QUESTIONNAIRES

Doll et al. (2004) describe the classroom assessment and intervention methodology Class Maps,
which involves surveying students with a questionnaire that taps feelings of academic efficacy,
academic self-determination, behavior self-control, teacher—student relationships, peer relation-
ships, and home—school relationships. The results are graphed and used to generate whole-class
discussions and develop problem-solving strategies.

Ysseldyke and Christenson (1993) created The Instructional Environment System—II: A Sys-
tem to Identify a Student’s Instructional Needs (Second Edition) (TTES-II) to help analyze a stu-
dent’s instructional environment. The instrument was designed to increase communication, so it
uses multiple informants (teacher, support personnel, administrators, and parents). The TIES-IT
avoids blaming teachers for instructional deficits by focusing on factors associated with positive
learning outcomes and high levels of student academic performance: instruction matched to stu-
dent needs and goals; realistic yet high teacher expectations; effective classroom management
techniques; effective instructional presentation; emphasis on thinking skills and learning strate-
gies; deliberate use of motivational strategies; opportunities for student practice; informed, imme-
diate, specific, and corrective feedback on student performance; a high level of academic engaged
time; using adaptive instruction to accommodate a specific student’s needs; direct and frequent
assessment; and clear student understanding of what to do and how to do it (Tindal, 2002;
Ysseldyke & Christenson, 1993).

The Classroom Environment Scale, Second Edition (CES; Moos & Trickett, 1987) is a
psychometrically strong instrument (Smith, 1989) that assesses the social climate of secondary
classrooms. It addresses three dimensions: relationships (involvement, affiliation, teacher sup-
port); personal growth and goal orientation (task orientation, competition); and system mainte-
nance and change (order, organization, rule clarity, control, and innovation).

After conducting interviews and observations, and using selected questionnaires, consultants
can use the Worksheet 3.1 to integrate the information, generate collaborative conversations, and
facilitate brainstorming problem-solving interventions. The consultant, teacher, and students can
then collaborate to develop observable and measurable descriptions of missing elements, gather
baseline data, set goals, and develop intervention strategies (Doll et al., 2004).

Performance

To help students acquire and generalize study skills, teachers need to foster students’” overall self-
regulation and positive home—school-student—peer collaboration. They also need to develop stu-
dents” motivation; emotional self-regulation; behavioral self-control; time management and orga-
nization; cognitive and metacognitive strategies; and independent skills in reading, writing, con-
tent area knowledge, and test taking. Finally, they need to develop their own personal executive
skills to manage the conflicting (and probably impossible) expectations placed on teachers.

Fostering Students’ Self-Regulation

Self-regulatory skills are best taught in an atmosphere in which teachers consider students collab-
orators in the learning process, and, as much as possible, jointly select goals, determine
timeframes, delegate responsibilities, and select assessment measures. Students are encouraged
to meet their varied needs and develop their unique talents, and (again, whenever possible) are
encouraged to select their own learning topics.
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Furthermore, teachers who encourage student self-regulation teach them to self-evaluate
their learning success. For example, teachers can have students keep a folder of their “personal
best” work and use those samples as standards against which they can compare completed assign-
ments before submission. Students can also maintain performance records, such as graphs of
curriculum-based measurement tasks, graphs of homework completion rates, and corrected tests
and assignments with process notes.

Teachers that encourage student self-regulation also encourage students to self-appraise their
learning strategies. Material contained throughout this book suggests specific methods to this end.
For example, teachers might encourage students to include teacher-developed materials, as well
as many of the worksheets and handouts included in this book, in their Personal Learning Guides
(HILLs).

Fostering Positive Home—School-Student—Peer Collaboration

To foster independent learning, it is important for educators to maintain the attitude that parents
know their own children well, are experts regarding their children, are coteachers (along with
educators), and are equal partners in their children’s education. It is also important to foster
solution-oriented family—educator collaboration and family-centered practices that respect cul-
ture (Esler, Godber, & Christenson, 2002). For example, teachers might explicitly include family
members in homework assignments, or ask family members about their educational priorities.

FACILITATE COMMUNICATION

Teachers also need to develop, maintain, and publicize proactive, and persistent regular formal
and informal two-way communication methods in a variety of modalities: in person, in writing,
and electronically. Home—school communication methods should be as user-friendly as possible,
so that both teachers and parents can easily convey both concerns and commendations. Teachers
should share positive information routinely with parents, both to maintain parental connections
with children’s learning and to provide foundations for positive, collaborative home—school part-
nerships. Table 3.1 lists the components of successful school-to-home communications.

Mrs. Baker, a fifth-grade teacher, usually enjoyed a warm and positive relationship with her stu-
dents and their parents. Because she had minimal time for routine communications with the
parents, she relied on their attendance at school functions to develop parent—teacher relation-
ships. However, Fred’s parents never attended any school functions, and she had not met them.
When a serious behavior problem arose in April, she telephoned them. Unfortunately, Fred’s
parents had long before concluded that this teacher was the cause of their son’s difficulties.
Their negative suspicions had grown and festered over time, and when Mrs. Baker called, the
conversation exploded with tension on both sides. Mrs. Baker found herself defensively trying

TABLE 3.1. School-to-Home Communication Components

School-to-home communications should include:

Sufficient information so that parents can support learning.

Information regarding the individual student’s performance.

More positive than critical comments.

An emphasis on the shared responsibilities of family members and school personnel.

Specific suggestions regarding techniques to support learning at home.

S O N e

Specific invitations for family participation.
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to establish that she was indeed a caring teacher and not the cause of their son’s problems. Find-
ing herself in this unpleasant “lose-lose” situation immediately changed Mrs. Baker’s mind
about the importance of routine communications with parents of her students. She now con-
tacts each child’s parent(s) at least monthly, and uses a checklist to track which parents are due
to receive a 2-minute “positive comment call” or a “congratulatory email.”

DESIGNING HOMEWORK ASSIGNMENTS AS POSITIVE EXPERIENCES
THAT FOSTER FAMILY-STUDENT-SCHOOL COLLABORATION

A number of variables have been identified as important for homework success (Olympia,
Sheridan, & Jenson, 1994; Rosenberg, 1989). Teachers make it more likely that all students will
complete and actually enjoy their homework when they:

e Make the homework purpose and objectives clear to the students.

e Match the homework to the ability level of the students so they can complete it with at
least 80% accuracy in a reasonable period of time.

e Ensure that instructions are clear.

e Give assignments in a variety of formats.

e Use homework assignments to review and reprocess material already taught, rather than
to introduce new material.

e Ensure that assignments result in a specific product.

e Provide prompt and specific feedback.

Students with learning difficulties need additional support and are most likely to be successful
with homework when teachers:

e Have students complete homework assignment sheets, self-graph homework completion,
and set short-term goals (Trammel, Schloss, & Alper, 1994).

e Involve parents (Salend & Schliff, 1989; Salend & Gajria, 1995).

e Use peer supports and tutors (Salend & Gajria, 1995).

e Use an assignment completion routine (Rademacher, Schumaker, & Deshler, 1996).

HELPING STUDENTS IDENTIFY SOURCES OF SUPPORT FOR HOMEWORK COMPLETION

Many parents are well equipped, both educationally and temperamentally, to help students with
homework. Many are not. When parents are not able to support homework completion, teachers
can help parents and students identify other sources of support, such as supervised after-school
day care programs, after-school teacher support, email communication with teachers, telephone
hotlines, Internet websites, and community- and library-based tutorial services.

USING CONJOINT CONSULTATION TO ADDRESS PROBLEM SITUATIONS

As described by Sheridan et al. (1996), conjoint behavioral consultation effectively addresses
problematic situations. In this approach, students, educators, and family members collaborate to
develop specific goals and find effective methods to monitor and change student behavior.

FOSTERING POSITIVE PEER RELATIONSHIPS

In school, learning is often a social endeavor. The quality of peer relationships in a classroom has
considerable impact on student learning. Negative social relationships detract from student learn-
ing, while positive social relationships promote learning and positive feelings toward school and
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academics. Teachers can foster these learning-friendly peer relationships by promoting prosocial
behaviors, such as helping, sharing, cooperating, and collaborative problem solving (Doll et al.,
2004; Pianta, 1999). Positive peer relationships are also fostered through emphasizing learning
rather than competition, and by assigning well-designed and interesting cooperative learning pro-
jects to which all students must contribute.

ENLISTING THE SUPPORT OF PEERS

Teachers should be aware that students are likely to turn to peers for academic assistance—often
more than they will turn to teachers (Watkins, 2002). Teachers can take advantage of this tendency
and encourage students to identify appropriate “study buddies” for each subject—peers or friends
who share telephone numbers, get together at home, and work together during class. Teachers
will need to remind students that (as noted in Chapter 2) “best study buddies™ are unlikely to be
“best friends.” Study buddies need to be able to work together to:

“Talk through” assignments.

e Quiz one another in preparation for tests.

Remind each other to self-monitor strategy use.
Provide specific yet positive performance feedback.

Teachers can promote effective “study buddying” by allowing study buddies to begin their collab-
oration in school, where teachers can monitor strategies and provide feedback.

We suggest that teachers directly teach students how to give one another positive perfor-
mance feedback by (1) providing a list of possible conversation starters (e.g., a time when you
were injured, a family vacation, how your family celebrates your favorite holiday, your most
embarrassing moment, or a future job you would love to have and why); (2) writing each role
(speaker, listener, and observer) on the board and giving students a copy of Table 3.2; (3) demon-

TABLE 3.2. Positive Performance Feedback Roles

Speaker: Talk about a topic for approximately 3 minutes.
Thank the listener and observer for their feedback.

Listener: Look at the speaker, and lean forward slightly to show interest.
Keep hands quiet, and do not interrupt.
Think about what the speaker is saying (content).
Ask questions to clarify the message.
Make comments that indicate you are thinking about what has been said.
Thank the observer for his or her feedback.

Observer:  Keep a record of the listener’s performance.
Give specific comments to the speaker, such as “You did a good job because . ..~
Give specific comments to the listener, such as “You did a good job because ...~
Give helpful suggestions that are truthful.
Begin with something positive.
Avoid the word “should.”

Avoid following “That was good” with “But ... ” because “But . ..” negates the
compliment, but do say, “Next time you might try ... ” or “T suggest you ... "~

End with a positive comment.
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strating the roles of speaker, listener, and observer to the entire class; and (4) grouping the class
into triads to give each student a chance to practice each role.

TRAINING STUDENTS TO TUTOR ONE ANOTHER

After students have mastered methods to provide positive feedback, they can be taught methods
to tutor each other. Peer tutoring has been found to effectively increase the learning of children
with learning disabilities and attention-deficit disorders (Fuchs et al., 1997; Wentzel & Watkins,
2002). Effective strategies, summarized in Handout 2.1, include:

e Attending to and engaging the peer.

¢ Elaborating and contextualizing explanations.

e Permitting the peer to apply new information in a constructivist manner.
e Using think-aloud strategies.

e Using reciprocal questioning.

e Using guided strategy statements.

e Focusing on process more than product.

Fostering Motivation
CLARIFYING EXPECTATIONS

To foster motivation, it is very important that teachers clearly state expectations, establish learning
goals, and set clear standards for performance. Motivation is also increased when teachers ensure
that students know the goals and objectives for lessons and assignments, and know in advance
what to expect in learning activities. Teachers cannot assume that most students will understand
assignment and worksheet directions. Miller (1990) found that only 78% of high-achieving ele-
mentary students and only 33% of low-achieving students understood “difficult” worksheet direc-
tions. Even “easy” directions were only understood by 80% of the low-achieving students. Thus it
is essential for teachers to ensure that assignment directions are understood by all students. One
way is to have students circle action words in directions and cross them off upon completion
(Kuepper, 1990). Also, a teacher can check whether students comprehend directions by having
them retell what needs to be done in their own words.

FOSTERING POSITIVE AND RESPECTFUL TEACHER-STUDENT RELATIONSHIPS

Students” motivation is closely connected to positive, caring relationships with their teachers.
Teachers convey that they care about students by mentoring and nurturing them, getting to know
them as individuals, talking with them in a supportive manner, listening to them nonjudgmentally,
providing help with work, and demonstrating fairness (Doll et al., 2004; Pianta, 1999). Some
teachers schedule one-to-one conversations after students fill out a “request for a 5-minute
appointment” card. Others devise a way to regularly spend 5-15 minutes with a difficult-to-reach
student, such as working together to collate papers every morning before class. Many secondary
teachers use after-school hours as a time to connect with students, while others use student jour-
nals or reaction papers as methods to foster communication. Some high schools are reducing tran-
sitions so that “functional” teacher—student ratios are minimized (Pianta, 1999), by adopting block
schedules (90 minutes daily per subject for one semester rather than 45 minutes daily the entire
year). This results in three major classes each day per semester rather than six, which is more
manageable for students and teachers. It provides opportunities for in-depth projects, reduces
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transition times between classes, and increases opportunities for teacher—student communication
and relationship building.

Frequently students with poor academic motivation have a long history of negative interac-
tions with teachers and tend to anticipate similarly negative interactions in the future. Although
clearly student behavior and attitudes contribute to student-teacher relationships, teachers have
considerable power to change negative relationships into positive ones. To reverse negative pat-
terns, teachers must deliberately, repeatedly, and genuinely communicate appreciation for the stu-
dents. Because it takes time to develop negative patterns, it also takes time to reverse them
(Brown, 2004), but such effort is worthwhile. It is our experience that positive teacher—student
rapport is essential before learning can take place, just as positive rapport is essential before effec-
tive counseling can occur (Rogers, 1951). Therefore, it is critical for teachers to find something to
like about each student.

FOSTERING A POSITIVE CLASSROOM ATMOSPHERE

Students” motivation is increased by feeling academically competent. Academic competency is
encouraged by regular, publicly acknowledged academic success. An absence of the threat of
teacher belittlement or harshness enables students to feel safe, relaxed, and free to take the risks
required to answer a difficult question or complete an assignment in a creative fashion.

CONNECTING ACADEMIC SUCCESS TO REAL-WORLD SUCCESS

Students often need help seeing how math, science, and social studies are important in their
lives, and teachers can encourage students to perceive these skills as relevant (Shernoff,
Csikszentmihalyi, Schneider, & Shernoff, 2003).

Mr. Norton’s eighth-grade students struggled to see the relevance of the math they were
asked to study. One day he asked which students had seen their parents use a math book as
they paid bills, did taxes, or purchased an automobile. The students laughed, and no hand
was raised. “Well, then,” Mr. Norton said, “it seems that this textbook isn’'t useful in the ‘real
world.” ”

Ben raised his hand and said, “But my dad uses what's in my math book when he does
those things. Like he looks for the best interest rates when he takes out a car loan.”

Mr. Norton replied, “Well, you have a point. If you don't master basic math skills while
you're in school, you'll be at a distinct disadvantage when it comes to handling money matters
and making decisions as adults. Most of you will be out in that ‘real world” in 5 years. Will you
be ripped off by credit card companies because you don't understand interest rates? Will you
be able to manage a household budget, or negotiate for the best salary when you land a great
job?” With this discussion, Mr. Norton's students began to understand that learning their
math—even fractions and decimals—would enable them to better manage their money and
their lives.

Fostering Positive Emotions and Managing Negative Emotions

Classroom teachers can use several strategies to help students foster positive, and manage nega-
tive, emotions as they learn. One fundamental strategy is to be sensitive and responsive to stu-
dents’” emotional states. Because public experiences intensify emotions, teachers should take care
as they give students feedback. In general, praise for success can be given in public, as it can
increase positive emotions such as pride. In contrast, criticism should generally be given in pri-
vate, because criticism can increase negative feelings such as anxiety. A pivotal experience



60 FOSTERING INDEPENDENT LEARNING

enabling students to manage negative emotions and foster positive emotions is for them to
observe adults doing the same. Teachers can model enthusiastic learning by sharing their own
learning experiences—including their frustrations and triumphs—with their students.

At the beginning of the year, Ms. Garcia shared with her high school math students that she
too was in school—working toward her master’s degree at a local university. On occasion, she
shared some of her homework problems with her students and showed them how she had
worked through the challenge of solving them, even enlisting their thinking and suggestions.
She also shared her studying experiences with her students. They were surprised to find out
that she attended class and did homework in the evenings and during weekends, after finish-
ing her class preparations and correcting their papers. Since many of her students in that
urban high school had difficulty imagining how they would ever go to college, much less on
to graduate school, she took them on a field trip to see the university and meet some of her
professors. Her openness regarding the frustrations, challenges, and successes of her educa-
tional experience made a profound impression on her students. They were thrilled to see her
diploma.

Teachers are in an ideal position to help students develop pride in learning by focusing on the
improvement of individual skills and using competency-based measures rather than group norms.
Teachers can foster joy in learning by using a number of methods. They can help students identify
a topic they like to learn about, such as lives of celebrities, a hobby, or an academic subject, and
then help them link learning about their favorite topic with standard academic work. Or teachers
can allow students to indulge their natural curiosity regarding a subject about which they are
already passionate. Since positive emotions such as joy in learning are much more likely to occur
in active learning, it is helpful for teachers to emphasize assignments that enable students to be
active participants rather than passive learners listening to lectures, watching videos, or taking
exams. Finally, whenever students become deeply involved with an activity, as much as possible
adults should ensure they have time to finish the activity without interruption to foster persis-
tence and “flow” (Carlton, 2004; Shernoff et al., 2003).

Positive emotions can also be increased with well-designed assignments. Teachers can
encourage students to have fun as they learn with creative assignments that don't involve paper-
and-pencil tasks—such as building a model, painting a mural, writing a song, choreographing a
dance, interviewing a well-known person, conducting an experiment, conducting debates, discov-
ering alternative problem-solving strategies, completing projects, analyzing case studies, taking
part in role plays, or taking a trip. Complex assignments are also helpful. In a series of studies, stu-
dent motivation was increased when teachers modified reading and language arts assignments to
increase the number of opportunities students had to write multiple paragraphs, collaborate with
peers, and monitor progress over extended time periods. In classrooms where the teachers imple-
mented these modifications, the students were less focused on teacher approval and normative
standards of evaluation. Low-achieving students reported considerably less work avoidance and
considerably higher achievement. Over a 3-year period, retentions were decreased by 81% and
special education referrals by 47% (Miller, 2003; Meece & Miller, 1999).

Teachers can help students manage negative emotions by teaching them to name emotions
such as boredom, frustration, anxiety, and anger, and helping them understand that these emo-
tions are normal but do not preclude completing assignments. Teachers can also remind students
to utilize anxiety-reducing strategies such as physical exercise, progressive relaxation exercises,
controlled and slow breathing exercises, positive thinking, and meditation before tests. In addi-
tion, teachers can help students reduce negative emotions such as academic anxiety in open class
discussions, in which students are helped to understand that they are not alone in their fear of
tests or a particular subject such as math, and during which students are provided emotional sup-
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port from peers and adults. Classroom discussions can employ bibliotherapy to stimulate mean-
ingful classroom conversations, with books such as Defeating Math Anxiety by Kitchens (Hebert
& Furner, 1997). Teachers can reduce frustration by reframing failure as setbacks, and helping stu-
dents brainstorm alternatives when setbacks are experienced.

Most importantly, teachers can minimize negative emotions experienced by students when
assignments are at an appropriate level of difficulty—stimulating, challenging, and manageable—
within each student’s Zone of Proximal Development (Vygotsky, 1978). Assignments that are too
easy result in boredom, and assignments that are too difficult result in frustration and anxiety.
Therefore, teachers should carefully choose and monitor the difficulty level of assignments.
Teachers should also ensure that the challenge of assigned tasks and the self-efficacy of students
are both high and in balance by directly asking the students for feedback about the assignment
difficulty, the time expended, and their personal experiences and expectations for success
(Shernoff et al., 2003).

If assignments are too difficult for a particular student, they will need to be appropriately
modified. Common strategies include:

e Shortening the assignment (assigning every other problem or those “down the left side” of
a page, or reducing the number of spelling words required).

e Lessening the difficulty level of the task.

e Providing choice as to the method of evaluating the student’s knowledge (oral tests, dem-
onstrations, or projects instead of paper-and-pencil tests; having the student draw what
happened in a science experiment instead of writing about it).

¢ Providing additional opportunities for rehearsal and review.

e Providing a sample of the expected work product.

e Encouraging social support, such as collaborating with a study buddy.

o Allowing the use of assistive tools such as a multiplication grid, calculator, tape recorder, or
the computer spelling and grammar checkers.

It must be said, however, that the ideal of every task falling within each student’s Zone of
Proximal Development is very difficult to implement in any group learning situation, and is
becoming even more difficult as classrooms are becoming increasingly diverse. Most teachers
compromise by assigning some assignments to all students, providing enrichment opportunities
for advanced students, and seeking supplemental support for students whose skills need re-
mediation.

Ms. Roberts was a 10th-grade American history teacher whose students exhibited a wide
range of talents and abilities. Anna read historical novels, enthusiastically visited historical
sites with her family, and vividly remembered the American history learned in earlier grades.
Liza found history excruciatingly boring and had so little memory of the earlier curriculum
that she thought Abe Lincoln wrote the Declaration of Independence. Because she under-
stood the importance of mastering state curriculum frameworks and passing relevant tests,
Ms. Roberts used the standard curriculum and gave unit tests to every student. However, she
supplemented the standard curriculum with student- and teacher-designed projects to meet
individual needs. Anna’s project was a complex paper on the influence of Freud on the Amer-
ican culture. Liza’s project involved teaching younger children history facts, using a com-
puter game that provided instant information correction.

Interestingly, using a comprehensive, multiweek series of lessons to develop effective study
skills is a powerful method for teachers to help students manage negative emotions, because
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improved study skills have been found to reduce anxiety, anger, and frustration (Beidel, Turner, &
Taylor-Ferreira, 1999; Hattie, Biggs, & Purdie, 1996).

Fostering Appropriate Behavior

Appropriate student behavior is an essential component of a positive learning environment.
Teachers can foster appropriate student behavior by proactive classroom management, consistent
monitoring and supervision, clear directives for behavior, appropriate consequences for both
compliance and non-compliance, and tying natural consequences to compliance. Classrooms are
most likely to foster appropriate self-regulated behavior when students collaborate in developing
the behavioral expectations, help analyze inappropriate behavior for its function, determine more
appropriate behaviors that serve the same function, and monitor and evaluate their own behavior.
For example, students can help develop class rules, sign contracts agreeing to the rules, and moni-
tor compliance. Detailed information regarding appropriate strategies is included in Chapter 6.

Fostering Time Management and Organization

Time management and organization involve planning and prioritizing activities; scheduling
events, including components of long-term projects; writing down assignments and their compo-
nents in an assignment book; keeping notebooks, desks, and lockers organized; and having regular
routines for transitions, submitting assignments, and organizing materials.

When teachers empower their students to be good time managers, they model good time
management and share their own time management strategies. They maintain a highly visible cal-
endar with significant dates and assignments, and employ other visual reminders such as posters,
schedules, calendars, bulletin boards, and charts. To help students transition to student-regulated
time management, teachers can lead discussions in which they help students plan, schedule, and
prioritize their tasks and activities. Students should be responsible for scheduling study time each
day, making daily lists of tasks to complete, carrying an appointment book, writing reminder
notes, keeping a daily log, carrying a notebook, scheduling weekly events, keeping records, using
lists, preparing for the next day the night before, organizing paperwork, and leaving a clean
workspace.

Writing assignments on the board, preferably in the same location each day when the assign-
ment is given orally, helps teach students to track assignments. Assignment books should be
required of all students who are expected to complete work independently. Until students are
able to maintain assignment books on their own, they will need teachers to monitor their use
daily. A calendar is also essential for older students who have many long-term assignments from
different teachers. These materials can be checked (and signed) by the teacher (and parent) until
their use is automatic. Teachers should encourage students to break assignments down into man-
ageable chunks and write each part down separately in their scheduler. Students often need spe-
cific guidance in learning how to break long-term assignments into small components, even in
postsecondary education. They also need to be taught to carry over any components that were not
completed into the next day’s or week’s schedule. Classroom teachers can facilitate students’
breaking down larger assignments and completing the components in a timely fashion by:

e Having students turn in each smaller task as completed for an initial project.

e Having students turn in a weekly “progress report” on which they note what tasks they
have completed toward the larger assignment for a midlevel project.

e Having students develop a plan and keep a weekly “progress report” for their own records
for an advanced project.
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HELPING STUDENTS GAIN CONTROL OVER TIME

In order to feel a sense of control over time, students must avoid becoming overly involved in
small details or unimportant tasks, taking on too many tasks, underestimating the time needed to
complete a task, socializing too often, or procrastinating. Teachers can help students acquire a
sense of control over time by holding open classroom discussions on these issues and having stu-
dents brainstorm problem-solving strategies.

Often students can learn to manage their time more efficiently by using various devices to
clock their activities—kitchen timers, hourglasses/sand timers, stopwatches, or battery-operated
silent timers that show the amount of time remaining on the clock face. Such devices enable stu-
dents to track how long it takes them to do a task, such as read a page of social studies or complete
a math problem. They can then use that information to budget their time more accurately.

FOSTERING ORGANIZATION

Classrooms should also be organized and free of clutter, so that students can easily find materials
they need and have areas in which to work. Teachers should establish procedures within the class-
room concerning such things as how, when, and where to turn in homework assignments, late
work, corrected papers, and completed projects; how to check out classroom library books; and
where to keep materials.

Teachers can encourage students to organize their own materials by various strategies. For
example, students might keep a pocket folder for assignments with “work to do” in the left pocket
and “work to turn in” in the right pocket. Or, students might keep class notes, handouts, and
returned assignments arranged chronologically in a loose-leaf notebook, separated by subject.
Teachers can also help students keep desks, cubbies, and lockers neat enough to locate required
materials by designating times for the entire class (possibly in “study buddy” partnerships) to
organize desks, lockers, and/or notebooks.

Trey was a fourth grader with Asperger’s Disorder. One problem that challenged his teacher
was his disorganization; he was always losing his homework, misplacing his books, and shoving
things into his desk. An easy solution was to provide a large plastic crate on the floor beside his
desk for storage of books and additional materials. This method kept the inside of Trey’s desk
relatively empty to be used for daily work folders and notebooks, and reduced stress for his
teacher and himself. Trey’s fifth grade teacher chose to assign him two desks placed side by side,
and taped, to the corner of the desks, charts showing the items that belonged in each.

When teachers take time management and organization to the next step and empower stu-
dents to become self-regulating, they help students become aware of these strategies and of meth-
ods to generalize organization to other settings. Teachers can accomplish this by leading class-
room discussions about the reasons for organization and how students can maintain these
strategies even in less organized situations. They can also encourage students to consciously
develop their own organization methods for notebooks, lockers, and desks. Methods to accom-
plish these goals are discussed in more detail in Chapter 7.

Fostering Cognitive and Metacognitive Strategies

As discussed throughout this book, to become efficient independent learners, students need to
develop cognitive and metacognitive strategies. Teachers can foster (or detract from), the acquisi-
tion of these skills by several methods. Some of these methods have been discussed earlier in this
chapter, including explicitly discussing learning goals and methodology, having students set their
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own learning goals and develop strategic plans to meet these goals, and returning corrected
assignments in a timely fashion. Teachers also foster students’ cognitive and metacognitive growth
when they use strategies to help students focus attention and benefit from lectures. These strate-
gies include using attention cuing words, providing advance organizers such as definitions of
unfamiliar vocabulary words or lecture outlines, using visual aids, distinguishing important infor-
mation from less important information, frequently checking for students’ understanding and
rephrasing when appropriate, and attaching personal meaning to lecture material by relating the
material to students” lives and prior learning.

Effective teachers foster the ability of students to focus and sustain their attention by control-
ling environmental factors such as classroom noise and activity level during periods when stu-
dents are attempting to complete independent work. Students can be empowered to politely
request reductions in distractions, such as the ability to change their seat or work in the library,
when necessary. Effective teachers also gain students” attention before speaking. They can do this
by speaking succinctly and prefacing important statements with cue words such as “Listen up,”
“This is important,” “You don’t want to miss this,” “Here comes a million-dollar fact,” “Yes, this
will be on the test,” or “I will begin when everyone is ready.”

Before beginning a lecture, it is helpful to present advance organizers to prepare students for
the material to be covered. These can include a list of the topics to be covered, definitions of new
vocabulary words, or a graphic organizer that depicts the relationship of the new information to pre-
viously learned material. Many students benefit from having an outline, study guide, vocabulary
word list, or a teacher’s notes to follow in advance of a lecture, experiment, or activity. Teachers can
hand out outlines from their notes to help students follow the flow of the material before presenting a
lecture. Or teachers can encourage students to preread related materials before the lecture on the
same material. As teachers lecture, it is important for them to use organizers to facilitate understand-
ing, and for students to take notes to facilitate memory. (See “Note-Taking Skills,” below.)

Graphic organizers help students see relationships between topics, main ideas, supporting
details, and abstract concepts. These are useful to help students understand orally presented
material. They are also useful to help students understand reading material (see Chapter 9) and to
organize their own writing (see Chapter 10). Therefore, it is important for teachers to use graphic
organizers themselves, and also to teach students how to develop them on their own.

As shown in Handout 3.1, graphic organizers can take many forms. The appropriate type to
use varies according to the content of material and the underlying questions necessary to under-
stand a topic (Baxendell, 2003; Jones, Pierce, & Hunter, 1988; Sebranek, Meyer, & Kemper, 1998).
The steps in constructing a graphic organizer are as follows:

1. Scan the text (including the initial summary, headings, subheadings, and illustrations) to
determine whether the information is structured hierarchically, in a timeline, in a
compare-and-contrast format, or as an explanation.

Hypothesize which type of graphic organizer will best fit the structure of the information.
Sketch the graphic organizer.

Read the material to fill in gaps and additional important information.

Compare information in the passage with the graphic organizer.

Reflect on understanding and revise and correct the graphic organizer.

Summarize the material contained in the graphic organizer.

S e

When teaching students to develop graphic organizers themselves, teachers should:

1. Present a good example of the graphic organizer.
2. Model how to construct each type of organizer, including thinking aloud and making and
correcting errors.
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3. Discuss why students should use the graphic organizers and how they might use them in
other subjects.

4. Noncritically coach the students in their first attempts to make graphic organizers.

5. Provide multiple opportunities for practice (Jones et al., 1988).

Note-taking skills. When simply listening to lectures, students tend to miss 50% or more of
the main ideas, and they forget even more material shortly after the lecture. Consequently, stu-
dents who take and review notes score higher on tests than students who do not (Baker &
Lombardi, 1985). As Zimmerman et al. (1996) relate, learning to take notes well is an essential
study skill that involves listening, analyzing, selecting, and writing. Note taking has three vital
operations: recording, revision, and reviewing.

Recording facilitates information retrieval for later review. Teachers should assess students’
abilities to record orderly notes by evaluating students’” notes at the beginning of the school year.
For students with inadequate note-taking skills, supervised practice should be provided and even-
tually faded. Initially, note-taking skills can taught by providing “flexible skeletons”—that is, out-
lines of lectures with some material missing, which students can complete as the lecture pro-
gresses. As students become more independent in note taking, teachers should periodically check
that their notes contain all key words and supporting details.

Revision facilitates memorization by having students rewrite the information, reorganize it into
amore meaningful order, and assimilate the material into their cognitive schemata. Reviewing notes
is clearly necessary for students to retain information well enough to be able to recall it. The more
often notes are reviewed, the better the retention. Having students mark a tally each time they
review their notes encourages spaced reviews and therefore aids learning (Lazarus, 1996).

In summary, the following are components of high-quality note taking:

1. Recorded notes should be labeled, legible, and contain key words and supporting details.
Revised notes are rewritten and reorganized. They include not only key words and sup-
porting details, but additional questions and thoughts from the student’s perspectives.

3. Review tallies are recorded to indicate the number of times the student reviewed the
notes.

A variation on these steps, the Cornell Method (Pauk, 2000), recommends five note-taking steps: (1)
Record notes during the lectures; (2) reduce those notes within 24 hours to as few key words as possi-
ble; (3) recite information by looking at the key words and attempting to recall the lecture; (4) reflect
about the main ideas and any poorly understood concepts; and (5) review notes periodically.

Students with learning disabilities are often encouraged to use laptop computers for in-class
note taking. The use of an outlining function in a word-processing program can be an effective
tool for this purpose, and some computer programs have the additional capacity to move from an
outline function to a graphic organizer function (Anderson-Inman, Knox-Quinn, & Horney, 1996;
Tenny, 1992). Computers can act as an intermediary between print and understanding by enabling
a student to insert, delete, and reorganize information. Computers also facilitate moving from one
source to another and enable the student to view information from multiple perspectives. One
system, the CoNoteS2 (Hadwin & Winne, 2001), is an electronic notebook that guides students in
note taking and studying. It encourages students to integrate, organize, and synthesize informa-
tion from multiple sources.

Finally, students’ ability to understand lectures is greatly facilitated by tying lecture material
to previously learned information. Students can understand new material better when they can
associate it with concepts they already know. Teachers are encouraged to remind students how
new material relates to their past learning, and to encourage information processing in the class-
room. For example, the Connected Learning Assures Student Success (CLASS) program (B.
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Pederson, personal communication, 2006) recommends using the strategy “Say it, play it, relay it,
weigh it” to help students process information. After listening to a lecture, students:

1. Say it by pairing up and telling each other the main ideas just presented.
Play it by doing something with the new knowledge, such as playing a game, writing a
poem, creating a poster, or building a model;

3. Relay it by teaching the new concept to one another.

4. Weigh it by assessing their knowledge of the topic.

Similarly, comprehensive approaches such as a feedback lecture—in which the teacher distributes
study guides before the lecture, and follows the lecture with discussion components relevant to
students” lives—effectively engage students with differing learning styles (Ogden, 2003).

Fostering Independent Skills in Science, Math, Reading, Writing, Test-Taking,
and Performance

Ways to promote independent reading skills are addressed in Chapter 9; strategies to foster inde-
pendent writing skills are covered in Chapter 10; strategies to foster independent science, math,
and technology skills are presented in Chapter 11; and methods to foster successful test taking
and performance are addressed in Chapter 12.

Fostering Personal Metacognition

Finally, teachers are encouraged to nourish their own executive skills, because they are currently
expected to manage extraordinarily challenging and often seemingly impossible jobs. They typi-
cally are expected to plan lessons, gather materials, develop student materials and activities, teach
concepts required by state standards, provide individualized instruction, guide practice opportu-
nities, assess student performance, reteach lessons to students who need extra help, manage class-
room behavior, grade papers, maintain clerical records, fill out report cards, communicate regu-
larly with parents, meet with student development teams, and serve on school committees. The
degree of stress requires a high level of executive functioning to avoid overload and burnout. Sev-
eral strategies can help.

e Teachers can foster their own executive strategies in terms of organization, time manage-
ment, and other strategies (Dawson & Guare, 2004).

e Teachers can learn to recognize situations that call for “adaptive metacognition” (Lin,
Schwartz, & Hatano, 2005). These are common situations (such as students’ not completing
homework) that result from very diverse sources. Although they appear routine, they are variable
and require individualized responses.

e To develop adaptive metacognition, teachers can use “critical event instruction” (Lin et al.,
2005): They can consider a “routine” problem situation, individually generate questions regarding
additional information they would like in order to solve the problem, listen to each other’s per-
spectives, generate possible solutions from various perspectives, reflect on the possible effective-
ness of these solutions, and share their thinking with each other.

e Teachers are encouraged to adopt an approach that stresses a positive outlook and having
fun. For example, many teachers and some entire schools have adopted the “Fish philosophy.”
Originally developed as a motivational tool for business, this approach focuses on building rela-
tionships, mindfulness, and positive thinking through the four cornerstones: “Be there, play, make
their day, and choose your attitude” (Lundin, 2006; Lundin et al., 2000).
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TABLE 3.3. Teacher Affirmations

e | make a difference in my students’ lives.
o [ create a safe and friendly atmosphere in my classroom.
e I smile a lot and am very positive in my work.

e I say exactly what I mean and mean exactly what T say.

I realize that teaching is a profession of utmost importance.

e I am organized and plan ahead.

I am not the same teacher I was yesterday, because each day I learn and experience more.

I help my students find academic and personal success.

o I seck and find peace in my workplace as I help build a better world.

Note. From Chickie-Wolfe (2005a). Copyright 2005 by Corwin Press. Reprinted by permission.

e Teachers can use affirmations to foster feelings of empowerment (see Table 3.3). Additional
positive affirmations for teachers are presented in Cognitive Nourishment: Life-Changing Affirma-
tions for the Savvy Teacher (Chickie-Wolfe, 2005a).

Appraisal

Appraising the classroom strategies implemented to foster study skills and independent learning
again requires determining whether or not they have been effective by asking “What did we do?”
“How well did it work?” and “What do we need to change?” After interventions are designed and
implemented, teachers and consultants assess how well the interventions were implemented and
how well they succeeded at changing the target behaviors and outcomes. Often, appraisal results
in modification of interventions, as when a teacher finds that insufficient time makes the origi-
nally selected implementation impossible. After modified interventions have been implemented
successfully, strategies to promote generalization and student self-regulation are designed and
implemented.

Assessment strategies used to explore and define the problem, discussed in the beginning of
this chapter, can be appropriately readministered to generate outcomes data and appraise the suc-
cess of the intervention. Doll, Zucker, and Brehm (2004), for example, recommend reassessing a
classroom’s climate by completing another Class Map. Less formal appraisal methods are also
appropriate. For example, a teacher who initiated monthly Parent-Teacher Coffees to encourage
parental involvement and improved homework completion can appraise her success by tracking
parent attendance and student homework completion.

Help Students Develop Their Personal Learning Guides (HILLs)

In their Personal Learning Guides or HILLs, students can insert notes on classroom strate-
gies they have found to be effective. The students might also include copies of recently com-
pleted and blank versions of the following materials related to this topic:

Worksheet 3.1. Checklist of Classroom Qualities That Foster Independent Learning
Worksheet 3.2. Menu of Interview Questions about School
Handout 3.1. Graphic Organizers




WORKSHEET 3.1.

Checklist of Classroom Qualities
That Foster Independent Learning

The classroom atmosphere encourages student self-regulation.

Students are treated as individuals and encouraged to meet varied needs and develop
unigue talents; as often as possible, students select learning topics.

Students are treated as collaborators in the learning process.

Students are taught to evaluate and appraise their own learning success.

Students are encouraged to evaluate their own learning and study strategies, and to
maintain Personal Learning Guides (HILLS).

School personnel foster positive home—school-student—peer collaboration.

Family members are treated as coteachers and equal partners in students’ education, are
encouraged to hold high expectations for students, and are explicitly included in homework
assignments.

Family input is gathered regarding academic priorities; culture-respecting and family-centered
practices are employed.

Proactive, persistent, and regular formal and informal two-way communication between home
and school is maintained in person, in writing, and electronically.

Homework assignments reinforce successful classroom experiences and are well designed.

Student self-regulation of homework completion is encouraged by goal setting, graphing, and
tracking.

Teachers help students identify methods to obtain help from family members, hotlines, and
websites.

Solution-oriented, conjoint consultation is fostered to address problem situations.

The classroom climate promotes prosocial behaviors such as helping, sharing, cooperating,
and collaborative problem solving with peers.

Teachers model respect and courtesy toward students; they communicate that respect and
kindness toward both peers and adults are expected and required.

More popular students are encouraged to accept and “sponsor” new and rejected children.

Teachers help students identify methods to obtain help from peers, including the
identification of “study buddies” and study groups for each subject.

Students are taught how to give specific and positive feedback on academic work and how
to tutor.

Classroom procedures foster student motivation.

Teachers convey that they care about students by nurturing and getting to know them as
individuals.

Assignments evoke curiosity and positive emotional responses.

Students are given challenging yet manageable tasks, and enough help so they can make
progress.

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Classroom Qualities That Foster Independent Learning (page 2 of 3)

Students are given some control over assignments and projects; content is personalized.

Academic and behavioral directions, expectations, and standards are clear to students.

Teachers frequently provide verbal praise and support, and write positive comments on papers.

Feelings of academic competency are encouraged by regular, publicly acknowledged success.

Each student’s short- and long-term learning goals are collaboratively developed.

Work is collected, corrected with specific and qualitative feedback, and returned promptly.

Effort and accuracy are emphasized when students complete tasks.

Students are encouraged to attribute success to increasing competence and sustained effort.

Academic success is tied to real-world success.

Positive emotions are fostered, and negative emotions are actively managed.

Enthusiasm for learning is modeled by educators.

Positive emotions are encouraged by incorporating fun and laughter, as well as opportunities
to experience pride, joy, and “flow” (concentrated work on enjoyable learning activities).

Students are not subjected to public humiliation or criticism; mistakes are used as teaching
tools.

Negative emotions such as boredom, frustration, anxiety, and anger are identified and
addressed.

Teachers encourage students to brainstorm alternatives when setbacks are experienced.

Assignments are stimulating and challenging but manageable (at an appropriate level of
difficulty).

Appropriate behavior is fostered.

Students collaborate with teachers in developing clear behavioral expectations.

Appropriate behavior has positive and preferably internally rewarding consequences.

Inappropriate behavior has appropriate consequences that are consistently applied.

The function of inappropriate behaviors is assessed, and more appropriate behaviors are
substituted.

Students are encouraged to monitor and evaluate their own behavior.

Time

is managed well, and organization is encouraged.

The teacher uses time management strategies and shares those strategies with students.

The teacher leads discussions encouraging students in planning and prioritizing their
activities.

The teacher gives assignments both orally and in writing that are clear and provide work
models.

The teacher encourages students to write assignments in an assignment book.

For large projects, students submit weekly progress reports or smaller parts as completed.

Students use their knowledge of the time it takes to complete tasks to schedule
appropriately.

The teacher models organization and encourages students to consciously develop methods
for organizing their work.

(continued)

69



Classroom Qualities That Foster Independent Learning (page 3 of 3)

Cognitive and metacognitive strategies are taught and encouraged.

The classroom has minimal distractions and is quiet for independent work.

The teacher directly and specifically teaches memory strategies.

Lectures are effectively structured.

Students are taught effective note-taking skills and required to add details and review.

Students are encouraged to develop metacognitive skills in assessing their own learning.

Math and science skills are developed.
Math and science instruction is guided and is tied to real-life skills.
Math and science skills are assessed through trace methodology and think-aloud
procedures.
Teachers strike an appropriate balance between comprehension and memorization.
When calculators are used, students are skilled in application, but also estimate answers.
Cross-disciplinary collaboration is fostered.

Reading skills are developed.

Teachers provide varied reading materials, and varied approaches to reading are taught.

Students are taught methods to increase concentration and comprehension as they read.

Teachers check for students’ ability to understand textbooks and provide appropriate
alternatives.

Writing skills are developed.

Students have opportunities to observe effective writing, and writing is connected to real-life
skills.

Effective methods in spelling are used.

The writing process (prewriting, drafting, revising, editing, publishing) is fostered.

Student self-regulation of writing is assessed through trace methodology and interviewing.

Test-taking skills are developed.

Material to be covered on tests is clear; study guides are provided or developed by students.

Students are reminded to use corrected work as study guides.

Students know test question formats and are given sample test questions.

Grading criteria and rubrics are shared with students.

Students collaborate in developing assessment measures or help develop test questions.

Students monitor their own learning and plan their studying, using previously successful
strategies.

Tests are administered in a low-anxiety atmosphere.

Students are encouraged to use tests as opportunities to demonstrate knowledge.

Teachers develop their own metacognitive skills.

Teachers respond to seemingly identical circumstances, such as lack of homework
completion, with strategies responsive to individual circumstances.
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WORKSHEET 3.2.

Menu of Interview Questions about School

Student Date

1.

How do your teachers help you learn? Is there anything your teachers do that cause you
problems in terms of learning? What would you like to be different?

. Which of your assignments are “just right”? Which are too hard? Which are too easy?

. What are some examples of projects or assignments you were able to choose or design

yourself? Would you like to have more chances to choose or design assignments?

. What are some times that your teachers or classmates made being in class fun? Do you think

your teachers should make being in class more fun?

. What are some times that your teachers or your classmates made you upset, mad, or nervous?

How would you like that to be different?

. What do you think are your teachers’ goals for you? What do they expect from you in terms of

learning? What happens when you do not meet those expectations?

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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7.

10.

11.

Menu of Interview Questions about School (page 2 of 2)

What rules do you have in school? How are these rules determined? What happens when they
are not followed? If you wanted to change a rule, how would you go about getting it changed?

. Who do you ask for help when you need help with an assignment? Do you have different people

for different subjects? What adults encourage you to do well in school?

. Do you think that your classmates want you to do well in school? Do you feel able to ask

classmates for help? Do your classmates help you study? Is there anything they do that cause
you problems in terms of studying? Do you ever study with a classmate? What works well when
you study together? What doesn’t work well?

Is your class well organized and predictable? Do you know where to turn in work, how to find
out assignments, and when different events will take place?

How do your teachers help you prepare for weekly or unit tests? How do your teachers help you
prepare for the state tests? What could they do differently to help you more?
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HANDOUT 3.1.

Graphic Organizers

Name of organizer

Sample

Concept map
Shows a central idea with its characteristics.

r

Contrast-and-compare matrix

Shows similarities and differences between two or more ideas,
things, or people.

Name 1

Attribute
1

Attribute
2

Attribute
3

Cycle

Shows a process with a continual cycle or a series of events
that produce a set of results repeatedly.

“
Y

Flow diagram or sequence chart

Shows the steps in a linear sequence of events, the stages of
something, or the goals and actions of a person.

Initiating event

v

Event 2

v

Final outcome

Family tree

Shows how multiple factors, people, ideas, or events coalesce
to one outcome.

L

Network tree or organization chart

Shows hierarchy of relationships, causal information, or
branching procedures.

O
[J

L

[

L L
| D [ |

I

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
handout is granted to purchasers of this book for personal use only (see copyright page for details).
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Graphic Organizers (page 2 of 2)

Name of organizer Sample

Pie chart
Shows relative proportion of components.

Problem-and-solution outline Problem definition
Represents a problem, the solutions attempted, the results of m;’t
each attempt, and the final outcome. Why
A 4
Solutions Results
attempted
A 4
Final result

Map of main idea and supporting details

Describes a central idea, concept, or process and its
supporting details.

Timeline or continuum

Shows relationships between events, ages, degrees or ratings Lowibeginning High/end point
on a scale, or shades of meaning.

Venn diagram

Like a contrast-and-compare matrix, shows similarities and
differences between two or more ideas, things, or people.
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4

Empowering Students
to Self-Regulate Motivation
to Study and Learn

Motivation is best considered a set of beliefs and behaviors rather than a
personality trait. Every student is “motivated " —just not necessarily to do
what adults would like!

OVERVIEW

Ms. Coe teaches in a very impoverished inner-city school, with students who believe they
are destined to the same hopeless, unemployed, periodically incarcerated lives they observe
in neighborhood adults. To counteract this belief, in September Ms. Coe has each student
select a positive affirmation and make a poster about it. She tacks these posters up and refers
to them throughout the year. She also supplements the standard sixth-grade curriculum with
biographies about individuals who have “made it” out of grinding poverty—not through
glamorous professional sports or show business, but through science, politics, medicine, and
education. She invites local business owners and employees in as guest speakers, and also
shares her own story as a first-generation college graduate. “This could be you,” she tells
them—and even has them sing, “This could be me! I can make it too!” The kids know it’s
corny—but they still love it.

As discussed in previous chapters, environmental variables are critical when considering study
skills and independent learning. However, it is also important to address individual student fac-
tors such as motivation, because the ability to self-motivate is essential for independent learning.
Regardless of family, friends, and classroom variables, at some point students need to know how to
manage their own motivation across contexts. This chapter focuses on methods to address motiva-
tion directly; additional chapters, such as Chapters 7 and 8, describe interventions that affect
motivation indirectly. Strategies discussed in this chapter are appropriate for students who are
referred because they do not have academic goals, seem not to care, believe that success is more
closely tied to ability than to effort, or are pessimistic. The tools discussed in this chapter are con-
cisely summarized in Worksheet 4.1, Checklist of Strategies to Promote Motivation.
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RESEARCH FOUNDATIONS

Student motivation and self-discipline have an obvious and profound impact on academic
achievement. As Duckworth and Seligman (2005) note, self-discipline predicts grades, atten-
dance, course selection, and homework completion better than either intelligence or achievement
test scores do. Motivation clearly matters.

Theories and research addressing why individuals are “motivated” (i.e., direct their energy
toward achieving certain goals) permeate psychology and are extremely diverse. A comprehensive
review of these theories, and the research that supports or refutes them, is beyond the scope of this
book; the reader is referred to Pintrich and Schunk (2002) and Stipek (2002) for detailed reviews.
However, we will briefly review relevant theories because we have found that integrating these
diverse theories is helpful. Reasons for academic motivation, or lack thereof, vary enormously.

For all students, academic motivation varies according to the subject matter, assignments,
classroom climate, teacher—student relationships, peer relationships, and other situational factors
ranging from health to environmental stressors. Successful students can be extrinsically (exter-
nally) motivated to achieve an end result, intrinsically (internally) motivated to participate in an
activity for its own sake, or both extrinsically motivated to do well and intrinsically motivated by
an interest in the material (Pintrich & Schunk, 2002). To help students increase their academic
motivation, it can be appropriate to tap one or more of the following perspectives:

e Students are motivated by a drive for personal growth, which is fostered by positive rela-
tionships with parents, teachers, and mentors. (Person-centered: Rogers, 1951.)

e Students are motivated when they are reinforced (rewarded) or when they observe others
receiving reinforcements. (Behaviorism: Skinner, 1953; Bandura, 1986.)

e Students are motivated to meet deficiency needs, such as survival, safety, belonging, and
self-esteem, first. Then they can turn to meeting growth needs, such as intellectual
achievement, aesthetics, and self-actualization. (Humanism: Maslow, 1970.)

e Everyone chooses methods to meet basic needs for fun, safety, love/belonging, freedom,
and power/control. Any given activity can meet multiple needs, or can meet one need
while conflicting with another. (Choice theory: Glasser, 1998.)

e Students are internally motivated to be competent, control their environment, and relate to
others. (Psychosocial development: Erikson, 1963; self-determination: Deci & Ryan, 1985.)

e Students are motivated by their cognitions, including their belief in self-efficacy, attribu-
tions for success and failure, locus of control, and goals. (Cognitive theory: See below.)

Of the theories described above, cognitive theory has generated the most research relevant
to study skills. This research has found that positive self-efficacy regarding academic tasks results
in academic success, because it is associated with greater persistence, decreased procrastination,
increased use of self-regulatory strategies, and higher grade attainment—to the point that self-
efficacy has been described as “the key to improving the motivation of struggling learners”
(Margolis & McCabe, 2003, p. 162). However, feelings of self-efficacy are task specific and vary
for each subject and even for each task and assignment (Bandura, 1997; Wolters, 2003).

A considerable body of research has differentiated goal orientations into four types: those
related to mastery, performance approach, performance avoidance, and work avoidance. Each ori-
entation type has been associated with particular settings and academic outcomes (Ames, 1992;
Elliot, 1999; Harackiewicz, Barron, Pintrich, Elliot, & Thrash, 2002; Meece & Miller, 1999;
Pintrich, 2000a; Urdan, 1997; Wolters, 2002, 2003).

Students with mastery goal orientations are intrinsically oriented and focus on improving
their knowledge, skills, and understanding of the material. These orientations are most prevalent
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in settings with competency-based or criterion-referenced standards. Students with these orienta-
tions tend to value learning as an end in itself, use more effective cognitive learning strategies,
prefer more challenging tasks, and display greater persistence in learning,

Students with performance goal orientations focus on external assessments by others. These
orientations are most prevalent in competitive settings with norm-referenced standards. Students
with performance approach goal orientations express interest in pleasing others, impressing oth-
ers by “looking good,” receiving high grades, bringing honor to their families, maintaining friend-
ships with high-achieving friends, or obtaining rewards. These students obtain higher grades than
those with only mastery goal orientations, but they may tend to learn superficially, and to prefer
less challenging assignments and surface-level processing. Students with performance avoidance
goal orientations focus on not “looking bad” or appearing incompetent. They frequently suffer
from test and performance anxiety, fear of success, or fear of failure. Performance avoidance goal
orientations are associated with poor academic outcomes, superficial learning, and a preference
for less challenging assignments and surface-level processing.

Students who have work avoidance goal orientations focus on minimizing the amount of time
and effort they expend. These students have the poorest academic outcomes and are likely to pro-
crastinate, use poor cognitive study strategies, have insufficient metacognitive awareness, have
poor test performance, withdraw from courses, and drop out of school. Students who have diffi-
culty in school can have motivational impairments. For example, Carlson, Booth, Shin, and Canu
(2002) found that relative to nondisabled children, those with ADHD preferred easier work,
enjoyed learning less, had less persistence, and relied more on external than on internal standards
to appraise their own performance.

Students usually develop their belief systems by adopting the belief systems of their parents
and teachers. Thus educators’ and parental expectations, conveyed overtly and covertly, have a
profound influence on the development of students’ beliefs about their ability to do well in school
and have a direct impact on academic performance. When educators or parents convey low
expectations, students respond with lower achievement and have lower self-assessments of
their ability. High expectations for student achievement are a hallmark of educational excel-
lence, because students respond with higher achievement and improved academic self-efficacy
(Bempechat, 2004; Stipek & Gralinski, 1991). One way that teachers convey expectations is by the
difficulty level of assigned work. Miller and Meece (1999) found students who had opportunities
to complete high-challenge tasks preferred them because they felt creative, experienced positive
emotions, and worked hard. Those not exposed to high-challenge tasks questioned whether they
had the ability to complete them and were bored with the low-challenge tasks.

Further, adults’ reactions affect students™ self-assessments of their ability. When an adult
responds with concern in response to low achievement, students understand that the adult
believes that they did not expend enough effort and can respond with increased effort in the
future. On the other hand, sympathy regarding a low grade causes students to understand that
adults believe they have low ability, and consequently lowers future achievement (Weiner, 1994).

Self-Regulation and Motivation

Self-regulated students actually deliberately regulate their motivation level. Wolters (1998) found
that successful students used a variety of cognitive, social, volitional, and extrinsic and intrinsic
motivational strategies, and that they varied these strategies according to context. Cognitive strat-
egies described included summarizing readings, making flashcards, and taking and reviewing
notes (22% of the strategies). Social strategies included seeking help from a professor, teaching
assistant, or friend (11%). Volition strategies involved using methods to regulate learning environ-
ments (14%), maintaining or increasing concentration (3%), intensifying willpower (7%), and regu-
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lating emotions (1%). Strategies tied to extrinsic regulation included reminding themselves that
they wanted to do well (15%) and giving themselves a reward after completing work (5%). Strat-
egies tied to intrinsic regulation included focusing on mastery goals such as learning for the sake
of learning (1%), increasing task value by focusing on relevance and utility to their own lives (9%),
increasing interest by making the task more enjoyable or interesting (8%), and making the task
seem easier (1%). Students who used intrinsic strategies were more likely to have learning goal
orientations and to use cognitive strategies. In contrast, students using extrinsic regulation strate-
gies were likely to use neither intrinsic regulation strategies nor cognitive study strategies. Suc-
cessful students invoked different strategies according to the task at hand—cognitive strategies
with difficult tasks, and volitional strategies with boring tasks.

METHODS
Preparation
Assessing Motivation

Assessing a student’s motivation is complex and requires an ecological approach. First, it is useful
to review the cumulative academic file to determine any pattern of academic difficulties, noting
fluctuations by subject area, age, school, and so forth. Often collaboratively reviewing the file with
the student can be quite illuminating. It can also be helpful to assess social factors, as discussed in
Chapter 2, and classroom factors, as discussed in Chapter 3.

Adults can informally assess variables that affect motivation and are internal to the student by
using the menu of questions contained in Worksheet 4.2, Menu of Interview Questions about
Motivation. They can use Worksheet 4.3, Goal Setting and Prioritization Work Sheet and
Worksheet 4.4, Visualization Exercise to help students develop goals and priorities. Finally,
Worksheet 4.1, Checklist of Strategies to Promote Motivation can be used to assess which motiva-
tion strategies a student already employs.

For example, in the visualization exercise (Chickie-Wolfe & Harvey, 2006b; see Worksheet
4.4) students are asked to envision “the best student in the world” and imagine what that student
does after school, while studying, and when completing homework. Students are asked to com-
pare the “best student’s” behavior with their own and adopt some of the strategies used by the
“best student.”

When Corey’s fifth-grade teacher asked him to visualize “the best student in the world,” he
imagined that this student would complete homework before watching television, turn in
assignments on time, and study for at least three evenings before a test. Corey also visualized
that the “best student” would be “curious about everything” and would “do crazy things like
read the encyclopedia for fun instead of playing hockey.” Corey wasn't interested in being the
best student in the world, so he decided to forgo reading the encyclopedia. However, he did
adopt three of the strategies he described: completing homework before watching television,
turning in assignments on time, and studying three evenings before every test. He was very
pleased to find that these simple strategies made a significant difference in his report card
grades.

Another method to help students determine their goals is to conduct a relaxed brainstorming
session in which the student discusses desired accomplishments. As in all brainstorming sessions,
no value judgments should occur until the end of the session, when questions regarding feasibility
are addressed. Possible questions are included in the interview form in Worksheet 4.3 and are
expanded upon below.
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1. “Take 3 minutes to quickly write down your long-term academic, career, and personal
goals. Would you like to graduate from high school? Attend college? If so, which college(s)?
What are three jobs you might like to have as an adult? As an adult, would you like to have a fam-
ily? Do you know where you might like to live? Now put stars by your most important long-term
goals.”

2. “Take 3 minutes to quickly write down your short-term academic, career, and personal
goals. What would you like to accomplish in the next year? What would you like to learn? What
grades would you like to get? How would you like to spend your free time? In what activities
would you like to participate? When you look at your long-term goals, what are additional short-
term goals to add to this list? What short-term goals are necessary to make your long-term goals
possible? Now put stars by your most important short-term goals.” (Note that students usually
need help developing the list of short-term goals that are necessary for them to achieve their long-
term goals.)

3. “What things that you spend time on now will help you achieve your important long- and
short-term goals? What things that you spend time on now will not help you achieve these goals?”
(Examples: Helpful activities might include doing homework, going to school, playing basketball
every day. Unhelpful activities might include watching TV or listening to music, unless these are
tied to a goal such as spending some time relaxing.)

4. “What people or things in your life will help you achieve each important long- and short-
term goal? Which of your friends and family members support each goal? What are your habits
and talents that make each goal more possible?” (Examples: Parents who are saving money toward
college, or an athletic talent that, with practice, could result in making a team or obtaining a schol-
arship.)

5. “What people or things in your life will make it difficult to achieve each important long-
and short-term goal? Which family members or friends do not support each goal? What are your
habits and nontalents that make the goal less possible?” (Examples: Friends who want to text-
message instead of doing homework, or the habit of forgetting books.)

6. “Let’s brainstorm several specific actions you could take to overcome each difficulty.”
(Examples: To avoid text-messaging with friends instead of doing homework, a person could tell
friends to text-message him or her only after 8 PM., or could turn off the cell phone.)

7. “Select specific activities from that list that you plan to do, and set a deadline for each.”
(Examples: Decide, starting today, to turn off the cell phone during study time and tell friends at
lunch to text-message only after 8 pM.)

8. “What additional help do you need to achieve each important long- and short-term
goal?” (Examples: Parental help in math homework, or teachers” writing homework assignments
on the board.)

9. “What are some ways that you can increase the time you spend on the goals and activities
you feel are most important? How can you reduce the time you spend on those you feel are less
important? What are some ways that you can focus your attention on your important activities and
avoid interruptions as you work on them?”

10. What do you consider “doing well enough” in school? What do your parents consider
“doing well enough?” (Example: Parents want the student to maintain a B average, but the stu-
dent feels quite comfortable with grades of C.)

11. What goals do you set for yourself when completing homework or studying for a test?
Tell me about them. (Example: One student wants to “get it done” without consideration for accu-
racy, whereas another student strives for 100% accuracy.)

12. Let's look at your goals compared to how you spend your time. What do you think?
(Example: Some individuals” goals and time expenditures are diametrically opposed to one
another, resulting in considerable frustration.)
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Published assessment tools can be used to assess motivation as well. DiPerna and Elliott
(2000) developed the Academic Competence Evaluation Scales (ACES) to measure academic
skills (reading/language arts, mathematics, and critical thinking) and academic “enablers” (motiva-
tion, study skills, engagement, and interpersonal skills) for students from kindergarten through
college. The ACES has a teacher form (grades K-12) and a student form (grade 6—college) that can
be administered to groups or individuals. Reviews of the ACES indicate that it has psychometric
validity and the accompanying computer scoring software can be helpful in designing and track-
ing interventions over time (Hambleton, in press; Sabers & Bonner, in press).

The Children’s Academic Intrinsic Motivation Inventory (CAIMI; Gottfried, 1986) assesses
the intrinsic motivation of students to learn, as shown by curiosity, persistence, and the desire to
master challenging tasks. The CAMI is designed for use with children in grades 4-8 and assesses
academic motivation by subject area (reading, math, social studies, science, and general learning).
Results are positively correlated with achievement, negatively correlated with anxiety, and not
correlated with intelligence.

The Achievement Motivation Profile (AMP; Friedland, Mandel, & Marcus, 1996) was devel-
oped to measure adolescents’” motivation for academic achievement. Subscales cover motivation
for achievement, response style, inner resources, interpersonal strengths, and work habits. The
AMP can be administered to groups or individuals. The limited normative sample suggests that
this instrument is useful only in the context of a broader assessment, however (Owen, 2001).

The Assessment of Core Goals (ACG; Nichols, 1991) is a nonstandardized instrument that
can be used to help adolescents determine their primary goals and delineate activities to meet
these goals. A student lists up to 25 satisfying activities and experiences, examines 15 of these
experiences in depth, groups the experiences according to associated feelings, identifies core
goals, and considers positive and negative aspects of goals.

After interviewing a student, reviewing the student’s records, and employing selected assess-
ment tools, the student’s team members can develop an intervention plan. Worksheets 4.1 and 4.3
can be used to facilitate this process, then used as monitoring tools, and finally used to appraise
intervention outcomes.

Performance

To increase students’ academic motivation, adults can focus on developing positive relationships,
ensure that they are reinforced for expending effort and producing accurate work, help them
develop positive belief systems regarding their potential, help them develop and prioritize short-
and long-term learning goals, encourage them to foster constructive attributions and an internal
locus of control, foster optimism, help them connect academic success to real-world success, fos-
ter strategy differentiation, and help them learn to self-regulate motivation.

Helping Students Develop Positive Belief Systems
Regarding Their Academic Potential

It is critical for adults to convey to students that they believe the students can succeed and that
this success is desirable. As discussed previously, the belief systems and academic expectations
conveyed by parents and teachers are often adopted by students, but even one adult who believes
in a student can make a pivotal difference. Neighbors, relatives, athletic coaches, school person-
nel, and many other adults can all take the role of mentor and facilitate a student’s developing a
positive belief system. Remarkably, many autobiographies of highly successful or resilient adults
attest to one adult’s having told them, at a critical moment, “T know you can do it.”

Adults can develop positive mentoring relationships with students and thereby increase aca-
demic motivation by getting to know the students as individuals, listening to their concerns atten-
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tively, and helping them strategize methods to cope with personal and academic challenges.
Adults can also foster motivation by encouraging students to develop unique talents, by taking an
interest in their assignments, and by encouraging curiosity and positive emotions about academic
assignments.

In particular, adults can strategize with students to help them meet personal needs, or post-
pone attending to them, in order to attend to academic requirements sufficiently that personal
goals are met. For example, when a teenager falls in love and experiences pleasurable sexuality in
conjunction with intense feelings of love and affiliation, gratifying these needs often takes priority
over schoolwork. An adult can help a student find ways to apply problem-solving strategies so that
both affiliative needs and academic goals can be met.

Alice, a high school senior, was living alone with her father; her mother had died 6 months
earlier. Although she had previously been an honor student, this spring semester Alice was
failing every class because she was not submitting major assignments. She was referred to the
school psychologist a month before she was to graduate from high school, when she was in
danger of not graduating and of having her college grant revoked. Alice indicated that she
was aware of the implications of this lack of work completion, yet seemed unable to change
her behavior. Alice had many friends who were high achievers and on their way to college,
but her boyfriend of the past year was planning to take time off before going to college. The
school psychologist helped Alice become aware that she was hesitant to “lose” her boyfriend
and father in addition to having lost her mother, and was experiencing a conflict between her
needs for affiliation and achievement. They brainstormed alternatives, and Alice decided to
attend a nearby college for the time being.

Ensuring That Students Are Reinforced for Expending Effort
and Producing Accurate Work

Teachers, parents, and consultants can collaborate to ensure that students are assigned challeng-
ing yet manageable tasks, are evaluated with competency-based rather than criterion-referenced
measures, and are reinforced for both effort and accuracy at home and in school. Adults can per-
sonally attend to and praise students” effort and high-quality work production, and express con-
cern (rather than sympathy) when students have low achievement. Teachers can also increase aca-
demic motivation by providing frequent feedback (e.g., giving frequent quizzes).

Helping Students Develop and Prioritize Short- and Long-Term Learning Goals

An important component of motivation is defining short- and long-term goals that are both gen-
eral (e.g., “go to college and become an engineer”) and specific (e.g., “obtain a score of at least
85% on tomorrow’s math test”). Long-term goals should be personally meaningful and achievable.
Short-term goals should be tied to long-term goals; they should also be specific, moderately diffi-
cult, achievable, and capable of being easily and frequently measured (Bandura, 1997; Margolis &
McCabe, 2003; Schunk, 1999).

Any adult expectation for a student contains implied goals (e.g., “This student could go to col-
lege and become an engineer,” “This student is capable of being on the honor roll and therefore
should achieve grades of 85% or better on any test”). Further, any referral question has at least one
implied goal. For example, a referral of a student because she does not complete homework has
the implied goal that homework will be completed. A referral of a student because of poor test
scores has the implied goal that test scores will improve. These implied goals are the foundations
for preintervention and outcomes-based assessment. In the first of the two examples above, pre-
and postintervention assessments would include an assessment of the frequency and accuracy of
homework completion. In the second, pre- and postintervention assessments would include test
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results. Although these goals are most often set by adults, researchers have found that student
achievement is higher when students develop their own goals rather than strive to meet adult
expectations (Mithaug & Mithaug, 2003). Given that the best academic outcomes are achieved by
students with mastery and performance approach goal orientations, adults should encourage stu-
dents to move away from performance and work avoidance orientations. This can be accom-
plished by:

e Interviewing students regarding their personally meaningful, achievable long-term per-
sonal goals (Mithaug & Mithaug, 2003).

e Helping students write specific, moderately difficult, and achievable short-term goals that
can be easily and frequently monitored (Bandura, 1997, Margolis & McCabe, 2003,
Schunk, 1999).

e Openly discussing the benefits of mastery and performance approach goal orientations,
and helping students rewrite and reframe their performance and work avoidance goals as
mastery and performance approach goals (Wolters, 2003).

e Advocating for criterion-based, performance-based assessments rather than normative
based standards that compare one student with another (Meece & Miller, 1999).

e Emphasizing collaborative rather than competitive assignments (Glasser, 1990).

e Helping students convert short- and long-term goals into weekly plans that include study
strategies (Seon & King, 1997).

e Increasing student control of goals and assignments (Deci & Ryan, 1985).

At times the goals that adults have in mind for student performance can be very different
from the goals that students themselves have in mind. In such cases, students, parents, consul-
tants, and teachers can work collaboratively to reconcile goals and objectives. Sometimes this
requires both adults and students to modify their expectations. For example, adults may need to
accept that, at least for the time being, particular students will do just enough to “get by”; they
will even have to strive to help these students not to “close doors.”

Every year, 11th-grade English teacher Mr. Schmuckler asked the principal for the lowest-
level English class because he loved the challenge. Every September, he gave his “not clos-
ing doors” speech. Pointing to a poster of a partially opened door, he told the students, “This
poster is for this class. Even though your parents think you're taking English, you aren’t. You
are really taking a class called “Not Closing Doors.” This picture of an open door is to remind
you that this class is about not closing doors. I know that you don't want to be here. I know
that many of you are much more interested in other things—having a good time with your
girlfriend or boyfriend and your music—than this class. I know that many of you hate Eng-
lish. But this class is about not closing doors, not English. It's about doing well enough, and
learning enough, so that when you are older you won't have closed the door on going to col-
lege. You might not want to go through that door now, and that is your choice. But if you don’t
close the door now, you can always change your mind later. I will help you keep all of your
doors, all your options, at least a little open.”

Fostering Constructive Attributions and an Internal Locus of Control

Success in school is not simply luck, nor does it depend entirely on having “good” teachers—it is
closely tied to effective studying. Adults can help students understand that success in school is a
direct result of sustained effort, appropriate strategies, and increasing competence, and that aca-
demic difficulties result from inadequate strategies or insufficient effort.

Not uncommonly, students will spend much time doing what they think is studying, only to
fail a test afterward. This happens when they study the wrong things or in the wrong way. It
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doesn’t take too many of these experiences for students to conclude that they are not smart, and
that studying does not produce school success and is a waste of time. For this reason, it is impor-
tant to help students revisit the notion that effort does relate to the outcome, but only when the
studying is done properly. Adults should investigate students’ study strategies by asking them to
describe exactly what they do when they study and examining their studying materials. With this
approach, they can identify what is and is not working, and can determine whether the students
studied the right things wisely and efficiently. Otherwise, students will not even try to “study”
again, believing that they are unable to learn.

Students with an external locus of control can be helped to foster an internal locus of control
by being led through successful experiences. Such experiences help them understand that the
effort they expend relates to the outcome they experience, that their success in school is not sim-
ply an effect of innate ability or luck, and that their difficulties are due either to a lack of appropri-
ate effort or support. This understanding often results in their adopting more positive ways of
dealing with academics, such as asking for help and taking time to check their work (Diener &
Dweck, 1978). Students can also be helped to develop an internal locus of control through “attri-
bution retraining” (Brophy, 1986). That is, an adult employs cognitive-behavioral therapy to:

e Increase a student’s ability to concentrate and pay attention.

e Reduce thoughts of failure.

e Retrace steps to find errors or an alternative approach.

e Help the student attribute failure to insufficient information, insufficient effort, or ineffec-
tive strategies, while avoiding attributing failure to insufficient ability.

e Encourage the student to think of effort as an investment, not as a risk.

e Develop a view of skill development as incremental and subject-specific.

e Help the student focus on attaining mastery.

Fostering Optimism

Optimism is critical to student success and can be more important than skill level. For example,
optimism can be more highly correlated with college success than SAT scores are (Goleman,
1995; Seligman, 1991; Snyder, 1991). Adults can foster students’ positive thinking by teaching
them to tell themselves, “T can do it if I try,” “One step at a time,” and by helping them perceive
disappointments as temporary setbacks. Additional positive affirmations are contained in Table
4.1. The vignette about Ms. Coe that opens this chapter describes one teacher’s methods to foster
students’ optimism.

Positive belief systems can be developed by fostering such optimism and the belief that “a
setback is a comeback waiting to happen.” Students sometimes have the impression that if they do
not find immediate success, they have failed. When such experiences are reframed as setbacks,
the student begins to understand that three steps forward and one back (a setback), repeated over
time, still result in moving forward and in ultimate goal attainment.

TABLE 4.1. Student Affirmations about Motivation

e | am responsible for my own learning.

e I strive to achieve my personal best.

o I work well with others when we study together.
o [ am a self-starter.

e I can do this!
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Babe Ruth is remembered for having a record number of home runs—Dbut he also had a
record number of strikeouts. Babe Ruth considered each strikeout as merely a setback, not a
failure, and kept putting forth effort that culminated in his incredible accomplishments.

At times it will be necessary to address a profound lack of optimism that results from highly
stressful environmental factors. For example, it is not possible for students to employ self-regulation
of study skills if they believe “T'll be shot by the time I'm 20,” rather than “If T complete homework, I
will receive good grades and get a job” (Hayes, Gifford, & Ruckstuhl, 1996). Adults can counteract
this belief system by sympathetically expressing the hope that getting shot by age 20 won't be the
case—and that preparing to live past 20 is a good idea no matter what happens.

Helping Students Connect Academic Success to Real-World Success

For many students to be motivated, they must understand the purpose of their learning the mate-
rial and see how the material relates to their world. Specific strategies to accomplish this are
included in Chapters 2 and 3. This is particularly critical for students who feel disenfranchised or
marginalized, such as inner-city or minority students (Kramer-Schlosser, 1992).

Some students need to obtain real-world experience before they can understand the need to
exert effort in schoolwork.

Marvin couldn’t understand why his parents kept “on his back” about “buckling down” so
that he could make good enough grades to go to college. He insisted that he could work in
construction just like his father and earn a good living. One summer his father said, “All right,
come with me,” and Marvin was hired as a laborer on his father’s construction team. He
loved the money he made toward buying a car, but by the end of the summer Marvin was
bored out of his mind with the tedium of carrying construction materials for the team. When
he complained, his father nodded in agreement. “It bores me, too. I've been bored constantly
for 25 years, but it's all I can do. That's why I want you to go to college, so you have the
choice of getting a job where you use your brain. You can always do construction, but it's
better to have a choice.”

Many students need to be encouraged to perceive school success and learning as their “jobs.”

We have already met Carlos, whose parents docked his allowance for missed assignments.
They told him that doing his schoolwork and getting grades of at least a C was his job, and
that his allowance was his pay. His parents reminded Carlos of Captain John Smith’s threat-
ening Virginia colonists with “If you don't work, you won't eat.” They said, “Before you go out
on your own, we want you to understand that this is the way life is. If docking your allowance
doesn’t work, we will stop buying your soda and snacks.”

Appraisal

Interventions are appraised by reviewing whether collaboratively set goals have been met suc-
cessfully. If not, the goals should be revised and strategies revisited. After successful adult-guided
interventions to improve students” motivation, strategies to foster student-regulated motivation
should be employed.

Moving to Student-Regulated Motivation Strategies

When helping students learn to self-regulate motivation, adults must first help students under-
stand that they can actually accomplish this. Not all students understand that they can monitor
and actually change their motivation, often because they believe that being “motivated” is a per-
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sonality trait rather than a function of beliefs and behaviors. To self-regulate motivation, therefore,
it is important for students themselves to address their belief systems and behavior. Once students
understand that they can self-regulate motivation, the adults can help them move through the
phases of preparation, performance, and appraisal relative to motivation. For example, the adults
might take the following steps:

1. Help students self-assess motivation, using Worksheet 4.2 and 4.3.

2. Collaborate with students in developing plans for using appropriate motivation strategies
for each task.

3. Coach students as they implement motivational strategies.

4. Help students appraise the effectiveness of motivational strategies.

5. Help students modify plans for future motivational strategy use.

Motivation self-regulation is fostered when students maintain an idea of their desired level of
work. One method to accomplish this is for students to keep a folder of their “personal best” work
for comparison purposes to assess their present level of performance. In this way, students rather
than adults decide that assignments need to be redone.

Since self-regulating students invoke different strategies according to the task at hand, adults
can teach students to differentiate motivational strategies appropriately. Worksheet 4.1 lists a
number of such strategies, separated by type. The adult can use this menu to collaborate with the
student to select appropriate strategies for the task at hand.

Fundamental methods to self-regulate motivation include students” reminding themselves
that they want to do well, giving themselves a reward after completing work, focusing on mastery
goals such as learning for the sake of learning, increasing the value of a task by focusing on its rel-
evance and utility to their own lives, increasing interest by making the task more enjoyable or
interesting, and finding ways to make the task seem easier. Information-processing strategies
(such as summarizing readings, making flashcards, taking and reviewing notes, rehearsal, organi-
zation, elaboration, critical thinking, and metacognition) and social strategies (seeking help) are
most useful with difficult tasks. Volitional strategies, such as regulating environment, focusing
attention, intensifying willpower, and regulating emotions, are most effective with boring tasks.

Help Students Develop Their Personal Learning Guides (HILLs)

The strategies that students select to self-regulate motivation will need modification as their
academic requirements change. Therefore, students should be encouraged to keep both com-
pleted and unused copies of assessment and intervention sheets, so that they can continually
reflect upon and readjust their strategies. Relevant materials include the following:

Worksheet 1.1. Checklist of Strategies to Promote Independent Learning
Worksheet 1.2. Menu of Interview Questions about General Learning Skills
Worksheet 1.3. Problem Identification and Intervention Selection Tool
Worksheet 1.4. Consultation Outcome-Monitoring Tool

Worksheet 4.1. Checklist of Strategies to Promote Motivation

Worksheet 4.2. Menu of Interview Questions about Motivation

Worksheet 4.3. Goal-Setting and Prioritizing Worksheet

Worksheet 4.4. Visualization Exercise

Table 4.1. Student Affirmations about Motivation




WORKSHEET 4.1.

Checklist of Strategies to Promote Motivation

Students foster academic motivation by:

Collaborating in the assessment of their strengths and challenges through interviews,
cumulative file review, visualization exercises, goal-setting exercises, or assessment tools.

Setting and prioritizing positive short- and long-term goals that focus on mastery.

Selecting and practicing positive affirmations about learning and motivation.

Using learning strategies such as summarizing information, taking and reviewing notes,
rehearsing information, organizing and elaborating information, and critical thinking skills.

Recognizing that learning success results from expending effort.

Fostering optimism.

Using effective time management and organizational strategies.

Comparing current work with their “personal best.”

Seeking help when needed from teachers, other adults (such as parents), friends, or other
peers.

Working with a “study buddy.”

Regulating the learning environment (such as moving to a quieter location).

Deliberately focusing attention and intensifying willpower.

Accepting and working through negative emotions such as boredom and frustration.

Fostering positive emotions such as having fun while learning.

Focusing on wanting to do well.

Having a treat after completing work.

Thinking of tasks as useful and relevant, and connecting learning to real-world success.

Not “closing doors” to future accomplishments.

Making tasks more enjoyable, interesting, or easier.

Parents foster academic motivation by:

Fostering positive relationships through listening, providing help, and sharing activities.

Treating their children as individuals with varied needs and unique talents.

Expressing the belief that their children’s academic success is desirable and possible with
effort.

Making academic and behavioral expectations and standards clear.

Talking about short- and long-term goals, and helping to prioritize them.

Providing a positive learning environment by encouraging learning experiences.

Frequently praising and supporting their children’s efforts.

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Checklist of Strategies to Promote Motivation (page 2 of 2)

Teachers foster academic motivation by:

Conveying that they care about students through getting to know them as individuals.

Conveying to students that they believe in them and their ability to succeed.

Assigning work that evokes curiosity and positive emotional responses.

Assigning work that is challenging yet manageable.

Providing just enough help so that students make progress.

Giving students some control over assignments and projects and personalizing content.

Making academic and behavioral directions, expectations, and standards clear.

Frequently providing verbal praise, support, and positive comments on papers.

Encouraging feelings of academic competency through regular, public success experiences.

Collaboratively developing each student’s short- and long-term learning goals.

Collecting and returning assigned work promptly, corrected with specific feedback.

Emphasizing effort and accuracy when students complete tasks.

Encouraging students to attribute success to increasing competence and sustained effort.

Tying academic success to real-world success.
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WORKSHEET 4.2.
Menu of Interview Questions about Motivation

Student Date

1. What are some reasons you study? What do you say to yourself or do when you do well in
school? And when you don’t do well in school? What grades do you think you should get?

2. What do your parents say or do when you do well in school? What do your parents say or do
when you don’t do well in school? What grades do your parents think you should get? How do
your brothers/sisters do in school? What do your parents say or do about that?

3. What do your teachers say or do when you do well in school? What do your teachers say or do
when you don’t do well in school? What grades do your teachers think you should get?

4. What do your friends say when you do well in school? When you don’t do well? What grades do
your friends think you should get?

5. Everybody has a need to have fun. What are some things you like to do for fun when you aren’t
in school? When you are in school? With your parents? Brothers and sisters? Friends? By
yourself?

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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6.

10.

Menu of Interview Questions about Motivation (page 2 of 3)

Everybody has a need to feel loved, cared about, and as though they belong. What things or
people make you feel as though you are loved or cared about? At home? At school? Is there
anyone that makes you feel not loved, or as though you don’t belong? If so, describe that.

. Everybody has a need to feel as though they have power and control over what happens. What

are some activities, things, or people that make you feel as though you are powerful or have
control? Is there anything or anyone that makes you feel that you don’t have much power or
control? If so, describe that.

. Everybody has a need to feel free to make choices. What are some activities, things, or people

that make you feel as though you have freedom to make choices? Is there anything or anyone
that makes you feel that you don’t have much freedom to choose? If so, describe that.

. Everybody has a need to feel safe and secure. What are some activities, things, or people that

make you feel safe and secure? What are some activities, things, or people that make you feel
not safe?

Do you have enough ways to have fun? If not, what are some ways to have fun that you would
like to add to your life?

(continued)
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11.

12.

13.

14.

15.

Menu of Interview Questions about Motivation (page 3 of 3)

Do you have enough ways to feel cared about? If not, what would you like to be different?

Do you have enough (appropriate) ways to feel powerful and in control? If not, what are some
ways to feel powerful and in control that you would like to add to your life?

Do you have enough (appropriate) ways to feel free to choose? If not, what are some ways to
feel free to choose that you would like to add to your life?

Do you have enough (appropriate) ways to feel safe and secure? If not, what are some ways to
feel safe and secure that you would like to add to your life?

What do you like to learn about? How are studying, learning, and doing well in school fun? How
are they not fun? What are some good things that happen when you study and learn? How
could you increase them?
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WORKSHEET 4.3.

Goal-Setting and Prioritizing Worksheet

Student Grade Date

1. Take 3 minutes to quickly write down your long-term academic, career, and personal goals.

2. Take 3 minutes to quickly write down your short-term academic, career, and personal goals.

3. What things that you spend time on now will help you achieve your important long- and short-
term goals? What things that you spend time on now will not help you achieve these goals?

4. What people or things in your life will help you achieve each important long- and short-term
goal?

5. What people or things in your life will make it difficult to achieve each important long- and short-
term goal?

6. Let’s brainstorm several specific actions you could take to overcome each difficulty.

(continued)

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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10.

11.

12.

Goal-Setting and Prioritizing Worksheet (page 2 of 2)

. Select specific activities from that list that you plan to do, and set a deadline for each.

. What additional help do you need to achieve each important long- and short-term goal?

. What are some ways that you can increase the time you spend on the goals and activities you

feel are most important? How can you reduce the time spent on those you feel are less
important?

What do you consider “doing well enough” in school? What do your parents consider “doing well
enough”?

What goals do you set for yourself when completing homework or studying for a test? Tell me
about them.

Let’s look at your goals compared to how you spend your time. What do you think?
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WORKSHEET 4.4.

Visualization Exercise

Student Date

Describe the very best student in the world.
What does that student do after school?

What does that student do when completing homework?

What does that student do while studying?

How does that compare to what you do after school?

When completing homework?

While studying?

What is holding you back from being the best student in the world?

Which of the “best student’s” habits and behaviors could you adopt as your own?

From Virginia Smith Harvey and Louise A. Chickie-Wolfe (2007). Copyright by The Guilford Press. Permission to photocopy this
worksheet is granted to purchasers of this book for personal use only (see copyright page for details).
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Empowering Students
to Self-Regulate
Emotional Reactions to Learning

Effective independent learners regulate their own emotional states. They minimize and
cope with negative emotions such as frustration and anxiety, and foster positive emotions
such as pride and joy in learning. Adults can help guide students as they learn strategies
to manage their emotions and then mature into emotion self-regulators.

OVERVIEW

As a ninth grader, Clair (whom we have already met in Chapter 2) completes all of her assign-
ments with enthusiasm and high quality, even those in subjects she finds relatively uninter-
esting. Her weakest area is spelling, and that is indeed a weak area. Although she is in honors
classes and achieves above grade level in her academic subjects, her spelling skills are so far
below those of her peers that her friends tease her about misspellings in notes she passes.
Her spelling errors do not faze her, however: She just laughs when she makes comical errors,
automatically uses spell checkers for her academic work, and asks parents and friends to help
her proofread assignments for spelling errors. She finds joy in learning almost anything and
often completes “challenge” math assignments for fun. Clair compensates beautifully for her
significant weakness, and is proud of her accomplishments.

Clair knows how to self-regulate her emotional states as she learns. She manages the negative
feelings of boredom in the subjects she finds uninteresting. In the subject she finds most chal-
lenging, spelling, she manages anxiety and frustration constructively. Her coping strategies work
so well that she experiences positive emotions such as pride and joy in learning.

How does Clair know how to do this? What strategies does she use to regulate her emotional
st