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has litt. or no relevance to academic achievement.

There was no significant difference between the SH post-test scores
of the two groups. This measure indicated no changes in study behavior;
this is in contrast to the judges' reports and the self-recorded be-
havior record forms which did indicate change. This was interpreted as
suggesting the least inferential approaches to collection of data on
study behavior, judges' reports of behavior and self-recorded behavior,
are preferable to the more inferential approach of using self-report i

ventory scores.
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CHAPTER [

INTRODUCTION AND STATEMENT OF THE PROBLEM

As early as 1953, over 90 per cent of the colleges in the United
States reported offering some kind of a study skills program or assis-
tance (Blake, 1955). TFox (1962) suggested that '"poor study habits are a
recurrent concern of educators despite the fact that the problem has
been around a long time" (p. 76). Counselors in a university counseling
service frequently encounter students who report difficulty in estab-
lishing effective study habits. Many of these students report that they
"just cannot make o b ' beg to study. ey avoid the task of
study by involving themselves in other activities, or they begin study-
ing, but then allow dist :tioms to ° terrupt, so that further study
does not occur. In both cases, the student is having difficulty in-
creasing the frequency of study r¢ jonses, i.e., - ; a text, st y—
ing class notes, or solving coursework problems.

It is of little consequence if a student knows about efficient
methods of studying, bt does nc engage in study behavior. Fox sug-
gested, "It is one thing for the student to ~ lsten and )H1li the e
position of study habits; it is another thing ..r him to put these
habits to use outside the classroom" (p. 75). Weigel and Weigel (1967)
concluded that 'college students in general know how to study, but do
not necessarily employ this knowledge" (p. 80). Beneke and Harris (1972)
proposed that the major problem in improving students' study habits is
persuading the students to actually use the information they have on
effective study principles. These comments suggest that programs de-
signed to assist students with their study habits should include two

procedures: (1) teaching students an efficient and effective method
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bring her study behavior under stimulus control. The student reported
that she was able to study three hours a day during the last month of
the semester, something she had been unable to do previously. Although
this is a single case study, the report suggests that the evidence of
Fox (1962) : 1 Brig; , Tosi and Morley (1971) may have been a result of
students applying stimulus control procedures, rather than applying
SQ3R study principles.

Beneke and Harris (1972) designed one of the few procedures to im-
prove study habits which could be used easily and inexpensively with
large numbers of 2 :s. The authors recru: - 38 cc™” student
volunteers and taught them a self-control procedure to improve study
habits. Their 11 sessions of instruction covered the utilization of
stimulus control procedures, self-reinforcement and punishment, and the
SQ3R method of :udy. This study suffered a high mortality rate, with
only 17% of the students who had volunteered for the study completing
all of the lessons. Students who took the lessons showed a significant
gain in GPA in the semester of insi uiction over the preceding two
semesters when compared to students who volun: fc jons, but
did not attend to receive any lessons. Di: a1 u 3 ong groups in
gain in GPA during the two semesters following instruction were non-
significant., The authors concluded that the GPA gain was due to
students increasing the quality rather than the quantity of their study
behavior, although there is no data presented to support this conclu-
sion. Even though stu nts who completed the lessons showed a signifi-
cant gain in GPA, the effectiveness of the instruction in helping
students improve their study habits is uncertain due to the high

mortality rate of subjects and the lack of any evidence that the
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These reactive effects often produce desired behavior change, thus
self-monitoring may be considered an effective behavior modification
procedure.

Most :lf-monitoring programs have required the subjects to make
some type of written record after a specified behavior is emitted,
although in a study by Kolb, Winter and Berlew (1968) business students
used miniature counters to keep a record of the frequency of their be-
havior. Bellack, Rozensky and Schwartz (1974) suggested this method
of recording, post-behavior monitoring, is effective if the goal is to
increase e freq .cy bel rior, ratt : th to decre. : the fre-
quency of a behavior.

The evidence from several studies suggests that self-monitoring is
an effective technique for the modification of a variety of behaviors
in a therapeutic direction. McFall (1970) and McFall and Hammen (1971)
reported that college students maintained r ictions in smoking behavior
following self-monitoring the times they considered smoking, but did
not smoke. Gottman and McFall (1972) found that 17 "potential high
school dropouts'" were able to increase their of ori classroom
participation when they self-monitored their irticipation. Broden,
Hall and Mitts (1971) instructed two eighth grade students to self-
monitor their classroom behavior. The results indicated that the
students were able to increase studying behavior and to decrease talking
out in class. Herbert and Baer (1972) found that parents increased the
attention they gave to desired behavior of their children when they
self-monitored their responses to the behavior. Kazdin (1 ) report
three different studies in which self-monitoring resulted in an in-

crease in college students' performance on sentence-construction tasks
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when the students were instructed that high performance was desirable.
In one of these studies, Kazdin moted that providing a performance goal
augmented the reactive effects of self-monitoring. Mahoney, Moore,
Wade and Moura (1973) reported that college students who self-monitored
their review preparation for an exam remained for significantly longer
review sessions than did students who did not self-monitor their behav-
ior. Bellack, Rozensky and Schwartz (1974) reported that individuals
who self-monitored their eating behavior prior to consumption of food
lost significantly more weight than did individuals who (a) self-
monitored their e: r ior after consumption I : »d, (b) :
information on weight control and no self-monitoring instructions, (c)
comprised a waiting-list control group. Many other studies concerning
the effects of self-monitoring on a wide variety of other behaviors are
reviewed by Kazdin (1974[b1).

Tn contrast to the evidence discussed previously, there have been
a number of well~designed studies on various behaviors, e.g., eating
(Hall, 1972; Mahoney, 1974; Mahoney, Moura & Wade, 1973; Stollak,
1967), smok g (Berecz, 1972), and nailbiting (1 :a, 1977, which
have shown no behavior change as a 11t of ¢+ L mitoring. The evi-
dence suggests that self-monitoring is an effective technique for the
modification of some behaviors, although more well controlled research
is needed to determine for what behaviors and under what conditions
self-monitoring is an effective technique for producing behavior change.

There is some evidence to suggest that self-monitoring can be
effective in helping stuc .ts improve their sti 7 hal :s. Miller and
Gimpl (1971) recruited 23 college student volunteers who reported they

studied less than ten hours a week for at least one academic quarter.
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The authors designed a three-week treatment to help students increase
their amount of study time. During the first week, the students were
instructed to record the number of minutes studied during each one-half
hour period of waking. During the second week, they continued to record
study time and gave themselves instructions to increase their study time
by a specified amount. During the third week, the students were random-
ly assigned to one of three conditions: self-record amount of study
time; continue procedures from the second week; and continue procedures
from the second week and earn points toward final grade in a psychology
course for doing so. 1e se  ~-reports on minu tudy time that
occurred during each of the three weeks of treatment were analyzed.
The results indicated that all groups reported significant increases in
the amount of study time that occurred during the second and during the
third v :k of their participation in the treatment conditions. There
were no significant differences in reported study time among groups for
any week. The differential effects of self-monitoring, self-instruc-
tions, and external reinforcement, i.e., points for final grade, cannot
be determined from this study. Since e s: icant differ-
ences among groups, the results suggest that tl signific at inc jes
in study time may have been due to the treatment each group had in
common, self-monitoring. This evidence is not conclusive as there was
no control group for comparison. These results are in general agreement
with other research findings which indicate that self-monitoring can
have reactive effects on the monitored behavior and can contribute to
desired behavior change.

Johnson and White (1971) analyzed the effect of self-observation of

studying behavior on grades of college student volunteers in a self-paced
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The proposed study differs from previous studies in numerous was
The most significant difference is that it will test the effectiveness

of a procedure that can be used easily and inexpensively with 10 or

More students at once. Previous studies which have presented some evi-

dence that g procedure helped students improve their study habits have

relied on frequent individual consultation between student and experi-

Menter. There has been no conclusive evidence reported which shows that

an effective procedure has been developed which can be utilized easily

and inexpensively, in groups, without trained personnel.

The . :ond di: ce is that the effects of the procedure on study

avious inves-

behavior wi~" be measured by observing study behavior.

tigations, with one exception (Nurnberger and Zimmerman, 1970), have

Used lesg direct measures of behavior change. Some investigators have

Used self~recorded behavior, although the reliability and validity of

the self-record w: wusually not considered; others have used scores on a

self-report inventory on study habits, although it is uncertain whether

improved gcores reflect actual changes in study behavior. Several

Studies have used prover 1t in ‘ades as & 1 for improvement of

Study behavior. Little or no col ration was given to the possibility

that grade improvement may be a result of variables other than study
behavior, e.g., easier courses were selected, fewer courses were select-—

ed; thus, it is difficult to determine whether grade improvement reflec

@ change 1in study behavior. The proposed study will incorporate these

lesgg direct measures, self-recorded behavior, scores on a self-report

iHVentory and examination scores to determine the relationship between

Study behavior and these measures which have been used previously.
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Finally, the proposed study will use a control group to compare
the effects of participation and non-participation in a procedure de-
signed to increase the frequency of : nts' applica’ "»n of effectis
ly princip. . 1 ¢ ¢ the 1 used a o y1 group

the design, and none presented comnclusive evidence concerning differen-

tial effects of participation or non-participation in the treatment.
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textbooks, (c) at least one of the required textbooks was presented in
an organized outline sequence, and the organization was further to be
pointed up by headings and summaries, (d) the instructors were willing
to volunteer class time for the experiment once they were informed of
its purpose. As a result of this procedure, English 101 was determined
to have met criteria 1, 2, and 3, and the instructors of these courses
volunteered class time for recruitment and testing of Ss and for demon-
stration of the SQ4R method of study. The instructors agreed to be
absent from the classvoom during these times in an attempt to insure
that ent | ripation and performance were not a function of in-
structor approval.

The experimenter designed questions on the content of the first
seven chapters of V~iting with - Pur-~-2 (McCrimmon, 1974), one of the
two required textbooks for the cour: . Instructions were prepared for
students on how to use and answer the questions (Appendix A). Three
graduate students, all of whom had previi s teaching experience, served
as judges or raters of the answers to these questions. The experimenter
developed t : ratiin ria and provid ~ approximately nine hours of
instruction to the juds 3 on the élements necessary for an answer to be
rated as correct. Three students who were not part of the experimental
group used the questions and provided answers that could be used for
training purposes.

The judges practiced applying the criteria to two sets of 17
answers. The judges rated the quality of each answer by assigning a

' and recorded

rating of "correct," '"partially correct" or "incorrect,'
the number of answers written and the number of correct answers. After

rating each set of answers, the ratings were discussed until concensus
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that their answers would be collected. This was done to insure the un-
obtrusiveness of the judges. The next day, the answers were returned to

the students and the purpose of the study was explained.

Experimental Conditions

e~ u This group received report forms on which

they were instructed to record daily the number of questions to which
they had written answers. The students turned in a report form to the
experimenter each week. Throughout the study, the experimenter made no
commen concert /thing that was on the report form, This was done
to minimize the possibility that tI 1 Horts wou  ~ 1 influenced 7y
social approval contingencies.

The group was not informed that their answer sheets would be col-
lected in four weeks to serve as a measure of the concurrent validity of

the self-reports of the number of questions answered.

Control Group. This group received the same goals, questions and

instructions as the self-monitoring group, except they were not instruc-
ted to record daily the number of questions to which they had written
answers. The control group was used in this study so that the effects
of learning material on SQ4R, receiving study :ion d udy g« s

could be isolated from the effects of self-monitoring.

Dependent Variables

Ratings of Written Answers. The effects of the procedure on in-

creasing writing answers to questions that have been formulat 1 on the
reading material, were measured by having a pair of previously trained

judges independently rate the students' written answers to questions.
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An answer was considered correct when the pair of judges rated it as
correct; if the judges' ratings differed, the answer was considered in-
correct. The judges did not know which other judge would also rate the
same answers; they were not informed of the purpose of the study and had
no knowledge of expected results.

The relationship between study behavior, defined as writing an-
swers to questions on the reading material, and measures of study be-
havior that have been used in previous studies was determined by using
the measures described below.

Self-g~~r~A~1 Students in the self-monitoring group were

asked to k¢ > a daily record of the number of que¢ :ions to which they
had written answers. The students returned these self-report records
each week, The number of answers reported v ; recorded.

Written Examination. An examination based on the written material

was administered to each student following treatment conditions. The
scores on the examination were determined by the judges who had pre-

viously scored these questions.

Survey of Study 1 -1 Attitudes. FEach student completed the
items which comprise the Study Habits subscale of The Survey of udy
Habits and Attitudes-Form C (SSHA), a sel ort ~ ventory. This in-
ventory is designed to identify students whose study habits and atti-
tudes are different from those of students who earn high grades. Stu-
dents are asked to rate the extent that each of the statements represents
their actions or attitudes. Students are directed to respond to each
statement in one of five ways: rarely, 0-15% of the time; sometimes,
16-35% of the time; frequently, 3 535% of the time; generally, 66-85% of

the t  e; always, 86-100% of the time.
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Data Analysis

Hypotheses 1, 2, 3, and 6 were tested by using a one-way analysis
of variance (ANOVA) procedure. The data were tested for homogeneity of
variance using Hartley's ¥ test.

(max)

Hypotheses 4 and 5 were tested by calculating the correlation co-
efficients; a t test was used to test for significance (Ferguson, 1959).
Hypothesis 7 was tested by calculating a part correlation co-

efficient (McNemar, 1969); a t test was used to test for significance.

Hypothesis 8 was tested by using an analysis of covariance (ANCOVA)
procedu; 1e « te :ed for hom¢ 'neity of wvariance B
homogeneity of regression.

For all tests of significance, the .05 level was selected rathe
than the ,01 level as the experimenter determined a Type I ¢ _ . r would
be less costly than a Type II error. This judgement was based on the

minimal expense of the procedures used in this study compared with pro-

cedures used previously.





















CHAPTER V

SUMMARY, DISCUSSION AND CONCLUSIONS

Summary

The present study was designed to investigate the effects of the
systematic use of self-monitoring on writing ai 7e. to questions, a
part of the SQ4R method of study. The effects of self-monitoring were
measured by observing study behavior. Less direct measures of study
behavior, self-recorded behavior, self-report inventory scores, and ex-
i ati¢ scores, w e: | to determine the relationship between
observed study behavior and these measures which have be¢ used in p1
vious studies.

Forty-six undergraduate student volunteers were randomly assigi 1
to either the treatment or to the control group. All students completed
the items which comprise the SH score of the Survey of Study Habits and
Attitudes, received information on the SQ4R 1 ‘hod of study, watched a
demonstration of the application of SQ4R, then demonstrated that they
could apply the study method to a se. tion of reading materials. All
students received copies of questions formulated by the experimen = on
the content of a textbook that was required reading for an English
course.

Students were instructed to read the chapter to answer the ques-—
tions that were provided, recite the answers in their own words, then
write the answers, using only key words. Students were instructed to
answer a certain number of questions each v :k, and were told there
would be an examination in four weeks. Information was not provided to

the students that the answer sheets would be collected after four weeks,

44
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difference between the reports, and that the correlation between the
reports was significant and positive. This evidence suggests that
self-recorded behavior is an adequate criterion measure of actual study
behavior.

The results of the present study indicate that the influence of
self-monitoring « t! application of study principles does not depend
upon highly reliable recording on the part of the student. This find-
ing corroborates the evidence of previous studies, Broden, Hall and
Mitts (1971), Fixsen, Phillips and Wolf (1972), and Herbert and Baer
(1972). One p¢ le planation is that the act of self-monitoring and
the feedback received from the f-monitoring behavior record contrib-
ute independently to behavior change.

Self-recorded study behavior is an adequate criterion measure of
study behavior, although there are greater chances of experimental error
if one selects to use a measure which has a ibility of this magni-
tude rather than a measure which has evidence to suggest it is more
reliable, e.g., ratings of inde dent observe: . It is not possible
to specify how high the iab: ity of a measure of a dependent variable
should be in a particu! ' e erir 1tal study, although it is preferable
to reduce the chance of error as much as possible. “"1s (1969)
gested that if one finds significant differences between experimental
conditions, the measurement of the dependent variable can be considered
reliable enough.

The evidence from this study suggests that future investigations of
study behavior could rely on self-recorded study behavior as a criterion
measure. It is not always possible to use unobtrusive observers to

measure ¢ 1dy behavior as students often study at many different times
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and places which are not available to observers. The presence of an ob-
server would be expensiye and it is probable that their presence would

have an effect upon behavior.

Study Behavior and Other Criteria

Conclusions and Discussion. The hypotheses were that there would be

no difference between the examination scores and the post-test SH scores
for the two groups, and that there would be a correlation of 0 between
these two measures and judges' reports of behavior.

> results indi« 1 there was no significant difference between
the two groups on examination scores, although t! e was a signific
¢ “fe: (ce between the two groups 1 the frequency of applying one prin-
ciple of effective study, i.e., differences in the number of questions
they answered correctly. This evidence suggests that changes in one
aspect of study behavior have little or no relevan  to academic achieve-
ment. It may be that larger differences in the application of one study
principle are required to detect a difference on examination scores.
Another possible explanation is that the examination was too easy and
produced a ceilir~ effect; >re may have been little room to show any
difference between the conditions, therefore any inci ise resulting from
the independent variable.

The results show no differences between the examination scores of
the two groups; one implication of this finding is that participants in
study-skills improvement programs should be informed that changes in
certain ipec 3 of sti 7 behavior may not ;7 ult in a significant im-
provement in their academic achievement.

Although the examination used in the present study was a gross
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measure, the use of a sample taken from the study questions students
received during the first week would suggest the examination had some
degree of wvalidity as a measure of performance of writing answers to
questions.

One implication of this finding would be that examination scores or
grades in courses which have even less relevance to the behavioral goals
of a study-skills program would be inferior measures of whether the be-
haviors had been learned and were applied. Changes in only one or a few
aspects of study behavior may not result in a change in grades. It would
be preferable to use observed study behavior or self-recorded study be-
havior to measure whether students apply the beha' " rs.

The results indicated that there were no significant differences be-
tween the groups in self-reported study habits as measured by the SH
scale of the SSHA, although there was a significant difference between
the groups in frequency of writing answers to questions. This finding
plus the very low correlation of .1l between study behavior and the self-
report inventory scores shows that the SH scale has very low validity as
a measure of the effects of the ' »>cedures used in this investigation.
The goal of ti procedures was to increase the application of one prin-
ciple of effective study. Although self-recorded behavior 1d judges'
reports indicated the goal was accomplished, the scores on the SH scale
did not reflect any changes in behavior. The evidence substantiates the
warning of Maxwell (1971) who wrote that standardized tests have limited
usefulness in the assessment of educational skills programs as the tests
rarely measure the objectives of the prog ais.

Although the evidence of this study suggests the SH scale is a

highly reliable measure, the evidence shows that ratings of behavior and
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self-recorded behavior are more valid measures of study behavior than
the SH scale, thus it would be preferable to use the former two measures
in future studies on the effects of study-skills assistance on actual
behavior.

The results suggest several possibilities: the effects of the
par Lcular p: :edures employed in this study were not large enough to be
measured by this instrument; that an instrument with as h: 1 a test-—
retest reliability is not subject to change as a result of a four-week
program; the behavior of applying one principle of effective study has
very little relevance to the particular as' :ts of study behavior that
the scale measures; the low correlation between reported behavior and !
scale scores would suggest the latter possibility; the scale is not
adequate criterion measure of an educational skills course as was sug-
gested by Bodden, Osterhouse and Gelso (1972).

The very low corr¢ ition between applying effective study principles
and self-report inventory ores in the pr :mt :udy stil leaves the
question of what behaviors, if any, changed as a result of study skills
programs that have used changes of a self-report inventory of study
habits : e lence of 1 .avior ty €.g., - 1 n and Van Zoost
(1972; 1974) and Van Zoost and Jackson (1.. ).

Although there is no reason to suspect that the sample used in the
present study d "Zers from the college student population of volunteers,
greater confidence in the results would be possible if the results were
cross-validated, i.e., select another group and compare the results with

those found in the present study.






method, adm: Istered all measures, and collected report forms. (2)

student's self-reports about study habits were the criteria for inclu-
sion as a participant in the study.

There is no available evidence of

the validity of the screening survey.
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APPENDIX A

QUESTIONS ON TEXTBOOK MATERIAL

INSTRUCTIONS

Determine the organization of each chapter. Survey the

material by reading the introduction and the main headings.

NOTE: A summary is included in chapter four; part of chapter
five is also summarized.

Formulate questions by changing mainheads and subheads into
questions. Compare the questions you formulated with those on
the following pages.

Read to answer the questions on the _,llov pages. If
content does not relate to the question, give it only a
pass glance.

Recite the answer to the question in your own words.

Write the answer; use only key words.

54



10.

11.

12.

13.

14,

15.

16.

17.

CHAPTER ONE
Purpose: An Overview

What are the three stages of the writing process?

What are the two relationships that dominate the act of writing?

How does one start to determine a view of the subject?

How does one's view of the reader influence writing?

What is meant by the "purpose' for writing?

Why are decisions about purpose important?

What three variables influence the reader's view of the writer?

What does the term persona mean?

What is a good way to choose a subject for writing?

What is the difference between the general su-“--* and the 1~ -7
subject?

In what manner is t! 1 11 subject a restriction?

What is meant by a thesis?

Where does a thesis usually appear? What is its importance?

What are the characteristics of a good thesis?

What is a restricted thesis?

What is a unified thesis?

Why should a thesis be precise?

55
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CHAPTER TWO
Sources of Material

What are the four main sources of a writer's material?

What transforms personal experience into effective writing?

How do observations become important?

What is an inference?

How can stating :ne1 L impression interfere with accurate
observation?

What 0 ¢ >s should be taken before conducting ‘erview?

What are two impor- wa of 1 certain that you get information

during an interview?

y is it more ficult to interpret poetry than it is to interpret
non—-fiction prc '
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11.

What

What

What

57

CHAPTER THREE
Patterns of Organization

are the most commonly used patterns of organization?

is the illustration pattern of organization?

are the two main v 7s of organizing materials for comparison

and contrast? Which is usually the more difficult way?

What special form of comparison is used in the analogy pattern of
organization?
When is the use of analogy very useful?

What

What

What

What

Descs

is classification?

. are the three main rules of classification?

is a process?

is necessary for a writer to describe a pro

v

are the most common types of process essay?

e two ways of doing causal analysis.
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CHAPTER FOUR
Shaping and Testing an Outline

What a1 tl L . 3 between a topic outline and a content
outline?
What are the successive stages for the devel« it of an outline?

List five questions that are useful in testing an outline.

What is the first and most important step in testing the usefulness
of a tentative outline?

w w .1ld one : : msh” »ng the parts of an
outline is cli <
What two quets .ons are helpful in « :idi: whether an outline i

comple



10.
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CHAPTER FIVE
Paragraphs: Compositions in Miniatwu

In what ways is a paragraph similar to an essay?

What are the four requirements for developing a paragraph?

What is meant by unity in a paragraph?

How does one determine whether a paragraph is complete?

What are four typical orders or patterns in which paragraphs can be
developed?

What is meant by coherence of a paragraph?

What are some transitional devices that are useful in providing
coherence ~ a paragraph?

What is the difference between an introductory paragraph and a body
paragraph?

When would you write a transition paragraph?

What can be included in a cc :lw »h?






10.

11.

12.

13.

14,

15.

16.

When

When

What
of a

When

What

What

What
What

What

What

What

What

What

What

What

What

What

CHAPTER SEVEN
Right Words

is a word '

'right" in a sentence?

is a word "accurate'" in a sentence?

is the difference between the connotation and the denotation
word?

' in a sentence?

is a word "appropriate’
are the main considerations in choosing appropriate diction?

is meant by the te dial :t?

are the three types of dialect within the standard dialect?
are the characteristics of each?

is the main difference between abstract and concrete diction?

are sensory words?

is imagery?

is the main reason for using figu: ; of speech?

figures of speech are most frequently used?

is an analogy?

is a simi. !

is a metaphor?

is personification?
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17.

18.

19.

20.

21.

What

When

What

What

What

is an allusion?

are words vague?

are the chief characteristics of jargon?

are trite expressions?

are two ways that figures of speech can be

inappropriate?
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APPENDIX B

SCREENING SURVEY

Answer the following questions by indicating whether you rarely,
sometimes, frequently, generally, or almost always use the following
study principles.

RARELY: from O to 15 per cent of the time.
SOMETIMES: from 16 to 35 per cent of the time.
FREQUENTLY: from 36 to 65 per cent of the time.
GENERALLY: from 66 to 85 per cent of the time.
ALMOST ALWAYS: from 86 to 100 per cent of the time.

Do you 1 ud t { ts at tl id of a chapter before you start
reading the ¢ »

Do you sk’ or survey an assigmment before reading it?

Do you write down key words, listings, etc., that are helpful to
you in recalling and reviewing what you read?

Do you read selectively, i.e., skim unimportant material and read
important material carefully?

After reading an assignment, do you try to summarize the important
points in your own words?

Do you try to formulate questions on an ass: ent 1 o1 you begin
to read it?
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APPENDIX C

» 7 JORDED BEHAVIOR

REPO. = FORM
am asking a sample of | >ple who ve tl 7 m: rial to report
the number of questions that they have attempted to answer. ‘e are

four report forms attached. Please record the number of questions that

you answer each day. These forms will be collected each Monday morning

before class.

L appreciate your ct¢ »per :ion. If you have any questions, please call

me (X-2931).
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APPENDIX D

WRITTEN EXAMTNATION

The following questions are a sample taken from the study questions you
received during the first week of classes. Understanding material as
you read it does not necessarily mean you learned it. Your score on
these questions can give you some indications on whether you have
actually learned the material.

1.

2.

11.

12.

What are the three stages of the writing process?

What does the term persona mean?

Where dc¢ 3 a thesis usually appear? W s its import 27

What are the four main sources of a writer's material?

What two steps should be taken before conducting an interview?

What are the two main ways of orga 1 1 s for comparison
ai contras

e o — -

What are the four most common types of process essay?

List five questions that a useful in testing an outline.

What are the four requirements for developing a par: 2 17

Nar four transitional devices that are useful in providing
coherence in a paragraph.

What is a balanced sentence?

When is a sentence economical?
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Choose any of the following to answer questions 13 through 16.

13.

14.

15.

16.

Simile Metaphor Personification
Analogy Allusion Co-ordination
A(n) compares two things by asserting

that one is like the other.

endows abstractions and events with human

qualities ana apiiicies.

A(n) is an extended comparison of two
things which explains one by means of the other.

An) ___compares two things by identifying
one with the other.







APPENDIX F

CORRELATTON MATRIX

1 2 3 4 5

1 1.0000 .9272 -.0158 .0762 .2164
2 .9272 1.0000 .0025 L1149 .2190
3 -.0158 .0025 1.0000 .9712 . 7487
4 .0762 .1149 .9713 1.0000 .7650
5 .2164 .2190 . 7487 .7650 1.0000
Variable 1 is SH pre-test scores

2 is SH post-test scores

3 is number of answers, judges' report

4 is number of answers correct, judges' report

5 is examination scores.
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APPENDIX G

ANALYSIS OF VARTANCE SUMMARY TABLE

FOR EXAMINATION SCORES

Source df SS MS F
Treatment 1 .1963 .1963 . 0008
Error 44 11007.7393 250.1759

Total 45 11007.9355
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APPENDIX H

ANALYSIS OF COVARIANCE SUMMARY TABLE

FOR ST1 Y HABITS POST-TEST SCORES

Source daf SS MS F
Treatment 1 4.3506 4.3506 . 0801
Error 43 2335. 776 54.3053

Total 44 2339.4802
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