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Abstract: 

This study consists of Likert scale results and convenience sampling interviews with 12-13-year-

old students in a search to determine if the explicit teaching of learning strategies, specifically in 

the context of the Strategic Action Cycle (Butler, 1998), helps students to build skills of self-

efficacy. The study uses mixed methods to focus on the strategy-based instructional method of 

the Strategic Action Cycle with students in a Grade 8 English classroom in a secondary school in 

Delta, British Columbia. This project settles on three major aspects that affect students’ self-

efficacy as identified by Albert Bandura (1977): their desire to learn and their beliefs about the 

importance of learning; their beliefs about their own abilities as a learner; and their positive work 

habits. The complexity of the process of learning often means that these three aspects of a 

student are intertwined, and each plays a role in determining a student’s sense of self as a self-

reliant learner.   

Keywords: strategies, Strategic Action Cycle, self-directed learning, strategy-based learning, 

inclusive learning, self-efficacy, independence  
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Definitions 

Strategic Action Cycle: a progression of stages of a task that are generally followed in the 

following order: Interpreting Tasks and Setting Goals; Planning; Using Strategies; Monitoring; 

and Adjusting. However, the cycle is not necessarily linear (Butler, 1998).  

Strategy: a specific action that can be taken by a student to support their learning (Bandura, 

1991) 

Self-Directed Learning – a style of education that allows for the student to be at the center by 

giving them choice in assessment and content.  

Strategy-Based Learning – a style of education that focuses on the direct teaching of techniques 

and approaches that the student may take to support their own learning. 

Self-efficacy - a student’s ability to work through tasks on their own, after they have received 

instructions and clarification. This includes their beliefs in their ability to complete the work, and 

their beliefs in themselves as a learner (Bandura, 1977). 

Inclusive Learning – an educational environment that respects student diversity and attempts to 

both remove barriers that prevent students from learning and value the variety of learning needs 

(Inclusive Education Canada, 2020). 
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Chapter 1: Introduction 

It was a typical day in the staffroom during lunch break. Teachers were spread throughout 

the room in clusters talking about upcoming lessons and plans for the weekend. However, 

it wasn’t long before the conversation turned in the direction it often did: “Is it just me, or 

are kids struggling more with following directions?” This regularly led to the same list of 

frustrations shared by other teachers: More and more students being identified as 

struggling learners, students that can’t seem to work without one-on-one help, class sizes 

that just keep getting bigger, and fewer educational assistants to support all of these needs. 

Although teachers liked the direction of the revised provincial curriculum which focused 

on fully inclusive classrooms, they were also concerned about the elimination of the 

“streaming” programs (specialized classes that were initially intended to support the skill 

development of these struggling learners). Over and over, the voices expressed how much 

they wanted to help learners, and how important differentiation in teaching and assessment 

were becoming given the variety of learning needs. However, the voices also spoke of the 

overwhelming burden of trying to break the patterns of education without the professional 

development to provide teachers what they need. And as was usually the case, the 

conversation ended in the same place: “I can teach a kid to learn, but I can’t teach them 

how to be independent.”   
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1.1: Introduction 

As a classroom teacher, I too have struggled with ways to increase student independence. As 

such, this research began as a search for ways to build capacity for self-efficacy and self-directed 

learning in my students. Might more explicit teaching of learning strategies help students to 

develop the skills of self-efficacy needed to support their learning, particularly at the secondary 

level and particularly in fully inclusive classrooms?  

It is becoming increasingly important for students to understand how to learn. Rapid 

changes in technology have made it so that people working in many careers have had to learn 

new skills to stay current and relevant. At the same time, students also need strategies so they 

can learn independently and function well in today’s inclusive classrooms. This has meant that 

self-efficacy has become a valuable quality for today’s students because it allows them to learn 

new skills, often independently, and to believe that they can learn.  As such, teaching these skills 

and beliefs of self-efficacy are one of the most important things a classroom teacher can do to 

help students to develop the independence and positive beliefs that they will need as they move 

forward in their academic studies and careers.  

The topic of building self-efficacy has been the focus of much research (such as Candy, 

1991; Zimmerman et al., 1992; Claxton, 2007; Hiemstra, 2013). Many educational researchers 

recognize the power of self-efficacy in learners of all ages and equate it to “survival in this 

changing world” as these skills allow learners to reach their potential in all subject areas and 

grade levels (Kranzow & Hyland, 2016, p. 4). The term ‘self-efficacy’ was originally coined by 

Albert Bandura, a psychologist and professor at Stanford University, in his 1977 article entitled 

“Self-efficacy: Toward a Unifying Theory of Behavioral Change”. Bandura outlines his 
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definition of self-efficacy as a person’s belief in their ability to accomplish tasks, and their 

willingness to attempt, based on this belief, the challenging tasks that they are faced with. Given 

this definition, Bandura acknowledges the complex relationship between self-efficacy has and 

motivation, self-confidence and learning strategies. Self-efficacy is not simply the ability to work 

on one’s own. There has also been a significant amount of research on strategy-based learning, 

which is the use of methods to explicitly teach students how to learn the material, rather than 

only focusing on the content (Chan, 1994; Simpson & Nist, 2000; Mason et al., 2011; Hiemstra, 

2013; Kranzow & Hyland, 2016).  

Challenges arise in teaching the skills of self-efficacy because even though self-efficacy 

has been identified as significant in helping students to see future success, there is no clear path 

set with how to integrate it into a classroom (Simpson & Nist, 2000). This challenge is 

particularly problematic because the lack of guidance on implementation conflicts with the 

increasing evidence that a student’s ability to access skills and strategies of self-efficacy helps to 

promote academic motivation and achievement (Pressley et al., 1987; Zimmerman & Martinez-

Pons, 1988, 1990). However, many researchers have found that explicitly teaching learning 

strategies to students needs to be at the heart of self-directed learning, as this is key to developing 

self-efficacy (Weinstein, 1994; Mayer, 1996; Simpson & Nist, 2000). Guy Claxton (2007), 

American researcher on the topic of strategy-based learning, supports the need for more explicit 

learning strategies by referencing how many teachers often provide curriculum support for their 

students, helping to guide students through learning the content of the course, but they do not 

teach metacognitive awareness. Claxton states, “Helping them learn better is not the same as 

helping them become better learners” (p. 123). The teacher must make explicit what appears to 

be hidden. 
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Despite ample research on building learning strategies in students, little research has 

clarified a continuum of learning that could allow for students to understand the process of 

learning itself. In addition, there are also a variety of definitions of self-directed learning which 

has likely contributed to the lack of a consistent theory of self-directed learning and self-efficacy 

across the K-12 system. This inconsistent nomenclature makes it challenging for classroom 

teachers to understand exactly how, or even why, to build and support self-directed learning in 

their classrooms. Similar challenges can be found in the area of strategy-based learning, where 

there is research that outlines strategies and how to teach them to students (such as Thomas et al.,  

1988; Simpson & Nist, 2000; Mason et al., 2011) yet such research has focused mainly on 

subject or content specific strategies to support students in writing academic papers, reading 

comprehension exercises, or studying for tests. A lack of clarity in self-directed and strategy-

based learning is significant since self-directed learning has been found to build the skills of self-

efficacy. This research project, then, attempts to examine how Butler’s Strategic Action Cycle 

(1998) can function as a unifying theory that helps to frame the explicit teaching of learning 

strategies as the path to student self-efficacy.  

The Strategic Action Cycle (SAC) was developed by Deborah Butler (1998) at the 

University of British Columbia as a tool to clarify the complexity of the internal learning 

process. Even recently, Butler has stated that the relationship between the student and the 

learning environment is a significant part of self-regulation because a student’s ability to take 

action is shaped by the experiences, knowledge, beliefs, emotions and motivations that they 

bring to the learning environment. Butler (2020) suggests that the Strategic Action Cycle helps to 

clarify the process of learning by breaking down the process of inquiry into five stages of 

“interpreting tasks, planning, enacting strategies, monitoring, and adjusting” (p. 47). Butler 
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initially designed the SAC as a tool to support the professional learning of teachers, not students; 

however, the purpose of this research project is to examine whether explicitly teaching the 

Strategic Action Cycle to students can help them to become more independent learners.  

1.2 Research Question  

Self-efficacy and learning strategies are important to a student’s success in school. As such, my 

research aims to address the following question: Can explicitly taught learning strategies in the 

framework of Butler’s Strategic Action Cycle help students to develop more self-efficacy in their 

learning? Relatedly, this study explores what strategies are most helpful to students. Does having 

a visual representation of the strategies help to increase chances that students will use them? Will 

helping students to develop an understanding of learning strategies increase their belief in the 

importance of learning? Will it increase their confidence in themselves as learners? Ultimately, 

the aim of this study is to explore the use of the SAC in developing self-efficacy in students in a 

Grade 8 classroom who are in their early years in high school when the transition to high school 

can be a struggle.  

In this chapter I have outlined my motivation as a classroom teacher for exploring self-

efficacy and self-directed learning. It seems clear that self-efficacy is crucial in determining 

whether a student is successful in their academic and personal lives. I would like to know how 

such self-efficacy can be developed.   

In chapter 2, I outline the scholarship that points to specific aspects that can determine 

whether a student is able to build the skills of self-efficacy and how their habits and beliefs in the 

importance of learning and in their own abilities can impact their learning. These attributes of 

self-efficacy are intertwined in allowing a student to see both academic and personal success. 
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The interrelationship between these themes will also become important in understanding the data 

presented in chapter 4 and the analysis in chapter 5. I hope to find if strategies for success in 

learning can be made explicit by the classroom teacher.    
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Chapter 2: Literature Review 

The concept of self-directed learning was popularized by Malcolm Knowles’ in his 1975 book 

entitled Self-Directed Learning: A Guide for Learners and Teachers. The publication brought 

awareness to the issue of self-directed learning, leading scholars such as Paul Guglielmino 

(2008) to develop instruments that would allow for empirical measurement of a learner’s ability 

to be self-directed. When Malcolm Knowles wrote his educational guide on self-directed 

learning he equated the importance of it to survival. He argued that being able to learn on one’s 

own is a “basic human competence” that “has become a prerequisite for living in this new world” 

(pp. 16-17). In the years that followed, many other researchers began to explore a variety of 

concepts within the discipline of self-directed learning leading to a wealth of research (such as 

Candy, 1991; Grow, 1991; Hiemstra, 2013; Kranzow & Hyland, 2016). Since the mid-1970’s, 

most of the studies have focused on finding a correlation between strategies of learning and a 

students’ ability to be self-directed, with the goal being to find the strategy or system of 

strategies that were most effective overall (Simpson & Nist, 2000). Current researchers agree 

with Knowles’ idea that as the world continues to evolve, self-directed learning is a critical piece 

in what allows learners to cope and succeed in life. Self-directed learning has been called a 

critical competency that allows people to function in the world (Altbach et al, 2009; 

Guglielmino, 2008; Kranzow & Hyland, 2016). 

Given the importance of self-directed learning, it has been the topic of a significant amount 

of research over the past few decades (Candy, 1991; Zimmerman et al., 1992; Claxton, 2007; 

Hiemstra, 2013). This research agrees with the assumption that self-directed learning is crucial to 

learners because of the complex global environment (Kranzow & Hyland, 2016). Philip C. 

Candy (1991), an Australian educator, points out that the concept of self-directed learning comes 
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from a constructivist view of learning, as constructivists view learning as an ongoing process in 

the growth and transformation of understanding, rather than a process of amassing information. 

However, there has been no agreement among educational researchers on what self-directed 

learning actually is (Kranzow & Hyland, 2016). This lack of consensus led educational 

researcher Gerald Grow (1991) to compare self-directed learning to the North Star to emphasize 

its importance conceptually, stating that although “few people have ever defined self-directed 

learning with precision … [it] is an immensely useful concept for orienting oneself to education 

at all levels” (p. 5). Instead of a consistent definition, educational researchers have agreed that 

self-directed learning is generally characterized by learner autonomy. As learners are engaged in 

the process of learning, they can reflect on their own learning and develop independent learning 

skills. Although the ability to work independently is developed with age, it is also a skill that is 

learned and can be taught in various situations and throughout the person’s life (Candy, 1991; 

Grow, 1991). The fact that independence can be learned is particularly significant to classroom 

teachers: once a person has developed the ability to be self-directed in one situation, they are 

able to transfer some of those skills to new situations (Grow, 1991).  

Education is complex given the number of variables that occur in a classroom. This 

complexity means that self-directed learning doesn’t just include the skills that the students have, 

but it also includes their motivation, the learning environment created in the classroom, and their 

peer relationships (Zimmerman et al., 1992). In other words, for a student to gain the learning 

strategies needed for academic success, there are many elements that need to work together to 

allow the development of these skills. It is the complexity of the relationship between all of these 

elements of the learning process that has made consistency in self-directed learning so 

challenging. This is where the initial research into self-directed learning that emerged in the late 
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1970’s took us: an acknowledgement that classrooms are complex and require many factors to be 

effectively intertwined for students to find success.  

In the mid-1980’s and 1990’s the research on self-directed learning changed focus and 

began examining the impact of strategic intervention. During this time, many educational 

researchers found that students benefitted from strategy-based learning, which includes having a 

variety of learning strategies to use, as well as being able to evaluate and modify the use of these 

strategies in order to increase learning (Candy, 1991; Chan, 1994; Pressley, 1995; Simpson & 

Nist, 2000). For teachers, this means teaching students how a strategy works in combination with 

why it works (Simpson & Nist, 2000). Candy (1991) agrees: learning strategies are important as 

they increase students’ “curiosity, critical thinking, and the quality of understanding” (p.187).  

Despite the importance of learning strategies, many educators assume that students have 

internalized them simply from completing course work through their school career (Zimmerman, 

1998). As Grow (1991) states, internalized learning strategies are particularly important as 

learning requires a complex set of skills that not all learners spontaneously acquire. Therefore, 

direct teaching of the strategies to build self-efficacy is possible, and, in fact, necessary for the 

learners who are unable to acquire the strategies without direct intervention. The correlation 

between learning strategies and achievement is particularly important in an educational setting, 

as it demonstrates that students will find higher academic success once they have internalized the 

strategies that help them to know how to learn. Significantly, the research of the 1980’s and 

1990’s allowed for clarity on what effective strategy instruction could look like (Simpson & 

Nist, 2000). This clarity has benefitted many educational researchers, including Deborah Butler 

(2002) of the University of British Columbia, and her development of the Strategic Action Cycle, 

a framework of strategy-based learning that underpins this current project.  
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Butler (2002) found that whether a student’s outcome in the classroom can be improved or 

not is dependent on the preparation of the teacher to do so. This continual learning by classroom 

teachers is important given the complexity of classroom learning. As well as having to meet the 

needs of all their students, teachers are often under pressure to do a variety of tasks including 

adapting classroom practices to: integrate new technologies; align practices to reflect shifting 

cultural values, structures and resources; include students with disabilities; as well as to “realign 

practices in light of evolving learning theories” (Butler et al., 2004). To support this, Butler 

suggests approaches to learning that move away from traditional models of lecture-based teacher 

professional development and instead encourage a model that is based in collaboration between 

teachers (Butler et al., 2004). These collaborative models encourage teachers to work together to 

create communities of practice, or communities of learning, that aim to use the inquiry model to 

examine the problems that teachers face in their unique context (Butler et al., 2004).  

The communities of practice are created to encourage teachers to build their knowledge 

together, and then use that collective knowledge to try new practices and reflect on their efficacy.  

Many researchers refer to the effectiveness of this model of teacher professional development by 

discussing the authenticity of having teachers guide their own development and growth (Ball, 

1995; Borko & Putnam, 1998). Giving teachers responsibility for their own professional 

development through the creation of such professional learning communities helps to increase 

teachers’ willingness to take risks with their assessment and planning, and to encourage 

community among school colleagues.  

In her 2002 research, Butler worked with a group of teachers in an elementary school, 

using the community of practice approach, to identify and build skills in their area of concern. 

Butler’s work with this group of classroom teachers used the model and the working structure of 
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the process of inquiry that is shown in Figure 1.  This process was later edited and re-named the 

Strategic Action Cycle.  

 

Figure 1: The Strategic Action Cycle (Butler, Schnellert, & Cartier, 2013, p.2). 

After working with this group of teachers, Butler recognized the parallel between the 

process used by teachers in shaping their professional development and the recommendations 

given to create self-regulating learners (Butler et al., 2004). The teachers in this community of 

practice also identified and set goals, planned in a way that allowed them to achieve those goals, 

monitored student progress in their classrooms, and then adjusted as needed (Butler et al., 2013).  

Butler’s research demonstrates the effectiveness of both Strategic Content Learning (SCL) 

and the Strategic Action Cycle (SAC) in building self-efficacy in classroom teachers; however, 

the question remains of whether it would effectively do the same for students, particularly for 

adolescents who are in greater need of independence in learning. It is this connection between 

strategic content learning and self-regulation that this project considers. It is my goal to examine 

this connection with adolescent students, helping to fill a current gap in the strategic learning 

research. 
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To support the development of learning strategies, Butler (2002) divides the process of 

learning into the Strategic Action Cycle shown in Figure 1. In this cycle, the first stage in 

becoming more self-regulated is to analyze the task that has been given. This is critical to the 

process of learning as students will use their perceptions of the demands of a task to guide all 

their decisions that come next. In this stage, to support student efficacy, Butler suggests that 

teachers may lead whole class discussions to define marking criteria, or they may ask students to 

work in small groups or independently to interpret instructions. Teachers may also ask students 

to submit lists of expected criteria. Through this facilitation, teachers are encouraging students to 

take control of the work, rather than only explaining to students what the task is.  

Butler (2002) offers several suggestions in the stage of enacting strategies, such as: 

teachers can lead class discussions, or ask students to work in small groups or independently, to 

brainstorm strategies that may be more effective in meeting the requirements of the task given. 

Butler (2002) also suggests that students could be encouraged to complete a planning chart 

where they outline an assignment they have been given in one column, followed by a row that 

lists the strategies that they plan to use to complete that assignment. This chart becomes the 

checklist that students can refer to help remind themselves of the strategies they used in the past, 

which can then be combined with self-monitoring whether the strategies they used were effective 

or not. Butler (2002) recommends students to be part of the process of constructing knowledge 

throughout all of the stages, including the self-monitoring stage, as students should be 

encouraged to reflect by assessing their work on the assignment criteria, rather than using teacher 

feedback. This process will allow students to develop a stronger sense of what quality work 

looks like, which will, in turn, give them the skills and confidence to create it, rather than 

depending on teachers to define quality work for them.  
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Tools such as Butler’s Strategic Action Cycle are a vital part of the process of learning. 

Teachers should explicitly teach students to reflect on effective strategies and to use those 

strategies within the continued cycle of task analysis, application of strategies, and monitoring 

(Harris & Graham, 1996; Butler, 2002). Given the complexity of learning, the stages of the 

Strategic Action Cycle must be combined with building students’ positive self-perceptions and 

perceptions of self-efficacy. This is a crucial component of learning since these perceptions 

influence every stage of the learning including the goals that students set (whether they commit 

to those goals or not) and their choice of strategy (Borkowski, 1992; Bandura, 1993; Schunk, 

1994; Butler, 2002). Most significantly, research shows that positive beliefs in self-efficacy can 

cause students to link their outcome to factors that are within their control, such as the strategies 

they choose. At the same time, research shows that negative beliefs are reflective of a student’s 

misconception of failure coming from their inability and that any success that they find is due to 

luck (Borkowski, 1992; Schunk, 1994; Butler, 2002). As these belief systems demonstrate, it is 

knowing how to learn that predicts future success and not a student’s innate intelligence.  

To be successful academically, students need a variety of learning strategies. This means 

not just for approaching academic content, but also strategies that can help them with the variety 

of tasks that are required in an educational environment, such as time management and task 

organization (Butler, 2002). Butler says that better learning happens when students are explicitly 

taught when, where, and why strategies are useful. This explicit teaching of strategies gives 

students the ability to choose strategies that work for their learning process within their particular 

educational context (Butler, 2002).  

Butler (1995, 1998b, 2002, 2004), also suggests that explicitly reflecting on the process of 

learning will help students to become more self-regulated. Therefore, explicit teaching of the 
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Strategic Action Cycle, as well as the learning strategies that lie within each stage, is vital as 

students generally use strategies and approaches that have worked in the past when they come 

across expectations that are similar to those they have encountered before (Butler, 2002). The use 

of past strategies can be problematic as many teachers assume that students internalize effective 

learning strategies simply by completing tasks. However, the explicit teaching of a variety of 

learning strategies becomes more integral to student success. Other research on strategy-based 

learning shows that its efficacy is dependent on students’ involvement in the construction of 

strategies that are used in the context of meaningful learning activities (Palinscar & Brown, 

1988; Pressley et al., 1992). Giving students a voice in the development and use of learning 

strategies helps students to feel a greater sense of ownership over their learning (Butler, 1995, 

1998, 2002). Butler (2002) says this sense of ownership is crucial, as it shifts the attitude that 

students have towards their work, helping to create the beliefs that build independent learners.  

The justification for self-directed learning particularly through the direct teaching of 

learning strategies is clear. Research shows the significance of involving students in the process 

of learning and in explicitly teaching strategies within this process. Given that students rely on 

the strategies they have used in the past, it is crucial that teachers teach effective learning 

strategies continuously throughout a student’s education to make the process of learning explicit 

for students. Butler’s research in professional learning communities and the preparation of 

teachers shows how effective this process has been in creating self-directed learning for teachers. 

I rely on Butler’s view that the explicit teaching of learning strategies can apply to adolescent 

learners who can develop self-efficacy and thereby become more self-directed learners. An 

increasingly globalized and technological world requires self-efficacy skills to see success, 

emphasizing how important it is that students can understand how to learn. It is an awareness of 
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this process of learning that empowers students to rise to the challenges of a modern world. In 

the next chapter I will detail the methods that I used to explicitly draw attention to learning 

strategies with my Grade 8 students in the context of Butler’s Strategic Action Cycle.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



23 
 

23 
 

Chapter 3: Methodology 

3.1 Overview of Research Methodology  

The research paradigm used in this study is action research since the research is focused on 

understanding the experiences of students in my own classroom. The end goal of my research is 

to discern how helpful the Strategic Action Cycle (SAC) is in giving students the power to 

develop strategies for their own learning across subject areas in Grade 8 during the critical 

transition from elementary school to the beginning of high school in British Columbia. This 

understanding can help teachers use the SAC explicitly to help students develop a stronger sense 

of internal motivation and to take ownership of their own learning.  

Action research combines both theory and practice by changing and reflecting on a situated 

problem in the context of a classroom where the teacher serves as researcher (Avison et al., 

1999). This positionality allows the teacher to follow the process of inquiry to identify a 

problem, intervene in the situation, and reflect on the results (Avison et al., 1999; Sagor, 2000). 

Action research is a method of research that is particularly relevant to educational contexts as the 

practitioner who is also the one who uses the results identifies a problem and seeks to find a 

workable solution in a particular context (Sagor, 2000). I follow the model of action research that 

was proposed by Richard Sagor in his 2000 book entitled Guiding School Improvement with 

Action Research. In this text Sagor describes the process of educational action research as 

undertaken by a classroom teacher who is looking to identify and act on a problem area within 

their classroom. I use the seven-step action research process that he outlines: select a focus, 

clarify theories, identify a research question, collect data, analyze data, report results, and take 

informed action. Initially, my focus was on creating more independent learners as a result of 

many discussions at staff and department meetings about teachers’ concern for students, 



24 
 

24 
 

particularly struggling learners, and their perceived learned helplessness. To understand how to 

create more independence, I researched self-efficacy and self-directed learning, particularly the 

theories of Deborah Butler, Albert Bandura, P.C. Candy, Malcolm Knowles, Dale Schunk, 

Gerald Grow, Guy Claxton, and Roger Hiemstra. Although many of the researchers had much to 

add to the theoretical conversation, it was Deborah Butler’s Strategic Action Cycle (SAC) that 

formed the framework on which my research is based, shaping the research question on whether 

explicitly teaching learning strategies, such as the SAC, would help to build self-efficacy in 

students.  

The collected data came in multiple forms, including an adapted form of the Motivated 

Strategies for Learning Questionnaire (MSLQ) that was used to form quantitative data of the 

skills of self-efficacy. In addition, students were given the opportunity to participate in 

discussion groups where they could explain their own use of the SAC and its connection to any 

growth that they had seen over the research period. Sagor encourages multiple forms of 

triangulated data to ensure reliability and validity. After I collected the data, I analyzed it through 

the lens of action research which encourages the researcher to continually view the research with 

two questions in mind: “What is the story told by this data? Why did the story play itself out this 

way?” (Sagor, 2000). By identifying the story in the data, I could address my priority of 

developing self-efficacy in adolescent learners.   

3.2 Context 

This study focused on my Grade 8 English class at a secondary school in British Columbia. I saw 

my students as ideal for this study because they are just beginning their high school careers and 

need more independent learning. As well, younger high school students have more time to 

develop, reinforce, and benefit from the strategies of the SAC. The class consisted of 25 
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students, 14 females and 11 males, all of whom consented to participate in the study. My school 

is a Grade 8 to Grade 12 school in an affluent area just outside Vancouver (Kennedy, 2017). The 

school has over 1000 students attending, with a relatively even ratio of male to female. In the 

2020-2021 academic year there were 1351 students who were registered to attend classes in the 

building, 716 of whom were male, 635 of whom were female (see Appendix 12). The school is 

in a neighbourhood in the wealthiest area, with families earning over $45,000 more than all other 

areas (Kennedy, 2017). It is also the area with the fewest amount of single parent families, and 

where those single parent families earn a high income (Kennedy, 2017). Such details are 

significant because sociological variables can have an impact on children’s educational 

development and access to opportunities. It also seems that these opportunities may affect a 

child’s beliefs about the importance of education. 

This group of students was particularly interesting because it was the first year where 

classes were grouped in cohorts as a response to the COVID-19 pandemic. This meant that 

students were placed in learning groups which determined all their classes for the academic year. 

Having the same group of students together created a unique bond among the students. As well, 

to enable the students to be placed into these groups, administration decided to eliminate the 

courses that grouped students by ability. This created classes that were much more diverse in 

their needs, rather than separating a portion of the struggling learners into specialized classes. 

Hence, the classroom was fully inclusive of all learners. 

3.3 Data Collection and Assessment Instruments  

Questionnaires 



26 
 

26 
 

Independence was measured using a modified version of the Motivated Strategies for Learning 

Questionnaire (MSLQ) that was developed by R.R. Pintrich and E.V. DeGroot (1990). Since its 

publication, the questionnaire has been widely studied and used by teachers, although generally 

at the post-secondary level. It has also been used in a variety of countries and has been found to 

be reliable in predicting academic success based on self-regulated learning strategies (Credé & 

Phillips, 2011). The MSLQ has also been cited and studied in numerous academic works and is 

highly regarded and trusted (Credé & Phillips, 2011). The MSLQ takes the form of a Likert 

Scale, with 81 items for students to self-report and measure their level of independence and their 

use of positive learning strategies.  

I typed out the modified MSLQ into a Google Form which I then shared with students via 

their district email address. The 81 items in the MSLQ were reduced to 25 items to better relate 

to the context. As the students were in Grade 8, they were new to the school and were in a class 

combined with students from all the feeder elementary schools in the area. Given their lack of 

familiarity with each other, they would not be able to compare their learning and achievement to 

their classmates. For this reason, items that asked students to rate their academic performance as 

compared to their peers (i.e. “Compared to others in this class, I think I’m a good student”, “My 

study skills are excellent compared with others in this class”) were removed. As well, since the 

questionnaire was given within the first week of class, the teaching of course content had not 

started yet. Therefore, items that asked about the content of the course (i.e. “I think that what we 

are learning in this class is interesting”, “I’m certain I can understand the ideas taught in this 

course”) were also removed. Finally, other items were removed due to their lack of relevance to 

my course. For example, I removed any items that referred to tests (“I feel my heart beating fast 

when I take an exam”) as I do not use tests as a summative assessment strategy.    
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The MSLQ was designed to be completed on a seven-point Likert scale that ranged from 

one “not at all true of me” to seven “very true of me”. For simplicity, the seven-point scale was 

also modified to a five-point scale. This was done because, in the original questionnaire, no 

labels were given to the points on the scale between one and seven. This has the potential to 

make the questionnaire a subjective measurement that could differ from student to student and 

context to context. To avoid this, descriptors were added to some items in the Likert scale to help 

students to apply the scale more consistently. The details of this can be found in Appendix 7: 

Adapted MSLQ; this is where the complete questionnaire that the students were given is located.  

In the MSLQ, some of the items are also worded negatively (i.e. “I have an uneasy, upset 

feeling when I complete assignments”, “When I am completing an assignment I think about how 

poorly I am doing”). When these are recorded in the Likert scale table in chapter 4, those items 

are reversed. In other words, the highest end of the scale, “Very true of me” is recorded on the 

lower end of the table as it is negative for students to hold these beliefs consistently. Similarly, 

“Not true of me, at all” is recorded on the highest end as it is positive for students to not have 

these views. All students were assigned a pseudonym and completed the questionnaires during 

class times on Wednesdays when another teacher was able to be present. This was done in case 

students forgot their assigned pseudonym then the other teacher would be able to give it to them 

and prevent me from knowing the student’s identity. This was done to avoid any potential bias in 

the treatment of students.  

Discussion Groups  

Recorded interviews with small groups of students were completed in the final days of the course 

to help clarify any aspects of their written questions that required it. The final question in the 

final MSLQ asked for their participation, and these answers were viewed immediately in order to 
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contact interested participants. Of the 25 students in the course, 12 consented to being 

interviewed, in three groups of four. The groups were determined based on friend relationships 

that I observed during class time with the hope that close relationships would encourage honesty 

and fulsomeness in their answers. I facilitated the discussions with students over two class 

blocks, for about 15 minutes per group, with two of the groups happening in one day, and one on 

the second day. During the discussion groups, the students were recorded, audio recordings only, 

not video. To facilitate the discussion, students were given a set of hand-written questions on the 

board in the conference room. Students were told that they could address all, some, or none of 

the discussion questions. The list of guiding questions students were given is available in 

Appendix 10.  

3.3 Research Design  

This study was designed to follow the post-positivistic belief that reality can be found, controlled 

and measured (Mertens, 2019). I controlled the reality of the students’ experience with the 

Strategic Action Cycle by facilitating class and individual discussions around learning strategies. 

I also measured the reality of their experiences with the Motivated Strategies for Learning 

Questionnaire. Finally, I aimed to observe the students in an objective way by facilitating the 

discussion groups rather than using a strict questionnaire that limited what students were able to 

discuss (see Mertens, 2019). Students were taught the Strategic Action Cycle with the belief that 

that this intervention has the possibility to work for all students, regardless of social variables. 

To begin the research, students were given the MSLQ questionnaire. All names were 

changed for confidentiality purposes, and each student was assigned a random pseudonym. All 

questions on the questionnaire were optional, and I reminded the students that they could answer 

as many questions as they liked. After completing the initial questionnaire, I introduced the 
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concept of the Strategic Action Cycle to students with a graphic organizer displayed on the 

classroom wall. I posed the following question: “How do you get unstuck, once you’re stuck?” 

Students discussed this with their table partner, sharing their answers with the class after a few 

minutes of brainstorming with their partner. As they shared the ways they get “unstuck” with a 

learning experience, I recorded their list of strategies on the board. Their answers were not 

limited to strategies that could be used only in my English class, and students were encouraged 

to think of ways that they get “unstuck” in other classes as well. Once the list on the board was 

complete, each of the stages of the Strategic Action Cycle were explained to the students and I 

provided details of what the stages of the SAC may look like in a particular assignment. The 

students then returned to their partner to discuss which stage of the action cycle they would find 

the strategies most helpful, and why. Again, this was shared and discussed as a class. Once the 

class agreed on which strategies would be beneficial in certain stages, I wrote them on stickie 

notes that I affixed on the poster. If a strategy is used in multiple stages, I noted that as well by 

writing the strategy in all the stages where it applies. To make it easier for students to use the 

cycle, I placed the strategies on color coded sticky notes to reflect the following categories that 

the students identified: class work or assignments, group work, and mindset. Diagram 3.1 shows 

the students’ organization of the poster after this initial discussion.  
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Diagram 3.1 

 

I referred to the graphic organizer continuously throughout the course, particularly when 

students said they needed help. Students were encouraged to refer to the SAC poster and try the 

strategies identified there to overcome their obstacle. When new coursework or assignments 

were given, I gave students time at the beginning of class to discuss which strategies would be 

most helpful in supporting their completion of the task. This would be, again, discussed with 

table partners, and then shared as a whole class. Throughout these discussions new strategies 

were introduced, recorded on stickie notes, and then affixed to the poster in the stage where 

students believed that it would be most helpful. This led to further strategies being added to the 

poster, and even a new category being created. These are reflected in the following diagrams: 

3.2, which was completed one month into the quarter, and 3.3, which was completed six weeks 

into the quarter.  
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Diagram 3.2      Diagram 3.3  

 

 

In the last few days of the quarter, I gave the students the Motivated Strategies for Learning 

Questionnaire again, with all questions again being optional. I added the final question to the 

second MSLQ which asked students, in a yes or no format, if they were interested in 

participating in the discussion groups.  

3.4 Ethical Considerations 

As Grade 8 students are under the age of consent, the study required parent and guardian 

approval. One of the more significant challenges of research with this age group is in the nature 

of young adolescent learners. They are a vulnerable population, both emotionally and 

psychologically. Many have negative associations with school; some have experienced 

continuous struggle; lack of, or ineffective, support; lack of parent involvement; or overactive 

parents who are overly involved in the student’s academic and personal lives; among other 

complexities. It is a reality that not many of them see their learning in a positive way which often 

leads them to negative self-talk. Measures were taken to protect students, such as using false 
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names, and ensuring that recordings and MSLQ answers were password protected on my laptop. 

It is also important to note that students were given the opportunity to articulate their growth 

privately with a fellow student, and only publicly at their discretion. (Note: All data will be 

destroyed in one year, after completion of the research project).  

In this methodology chapter I detailed the methods that were used to complete the action 

research. I explained the steps that students followed during the research study, as well as the 

data collection methods that were used. In the next chapter (chapter 4) data will be presented 

from the modified MSLQ Likert Scale survey that was completed by students both at the 

beginning of the course, and near the end of the course. I will also present the trends and patterns 

that were found in these questionnaires that allowed me to reach the conclusions that I did. These 

results were triangulated with the discussion group transcripts to demonstrate how effective it 

was to teach and use Butler’s Strategic Action Cycle explicitly in relation to supporting student 

growth in self-efficacy. An analysis of the discussion groups follows in chapter 5.  
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Chapter 4: Survey Data And Discussion 

4.1 Data Collection  

During the first week of the course, I gave students the modified version of the Motivated 

Strategies for Learning Questionnaire. The MSLQ records students’ answers in a Likert Scale in 

the following order: Very true of me, Mostly true of me, Sometimes true of me, Sort of true of 

me, Not true of me at all. This initial survey is referred to in the tables that follow as the first 

survey. I typed this Likert scale out into a Google Form that students answered with my support 

during class time. In the last week of the course, I gave the students the survey again, with the 

same questions asked in the same order. This survey is referred to in the tables that follow as the 

second survey. Google Forms produces pie charts of student answers, which can be viewed, for 

both the first and second MSLQ, in Appendix 8 and 9 respectively. Table 4.1 is a breakdown of 

student answers on both surveys. When I organized the results of the survey, I looked for 

patterns in the questions and found three major themes in the questions that I chose from the 

MSLQ. In the table, questions from the MSLQ are re-organized into three separate charts to 

reflect these themes: motivation and desire to learn, behavior or work habits and beliefs about 

abilities. These themes are also reflective of Bandura’s definition of self-efficacy, which, as 

outlined in Chapter 1, sees the intertwined relationship between motivation, learning strategies 

and confidence in creating self-efficacy. When looking at the results, the chart only tracks the 

number of students who identified their opinion in each level of the Likert scale; it does not track 

individual student responses. That is, which student gave which response is unknown. 
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Table 4.1 

Categories 
for 

Questions 

Question 
Numbers 

Question Very True (or 
Positive End) 

Mostly True Sometimes 
True 

Sort of True Not true at All 
(or Negative 

End) 
   First Second First Second First Second First Second First Second 
Desire to 
Learn – 
Beliefs 
About the 
Importance 
of Learning 
(Motivation) 

1 I prefer class 
work that is 
challenging 
so I can learn 
new things. 

3 2 12 9 7 10 2 4 1 -------- 

2 It is important 
for me to 
learn what is 
being taught 
in this class. 

18 18 4 7 2 -------- ------
- 

-------- ------
-- 

--------- 

3 I think I will 
be able to use 
what I learn 
in this class in 
other classes. 

7 4 13 13 3 8 2 -------- ------
--- 

-------- 

4 I often choose 
assignment 
topics I will 
learn 
something 
from even if 
they require 
more work. 

3 1 12 6 10 16 ------
- 

-------- ------
---- 

2 

18 Even when 
assignments 
are dull and 
uninteresting, 
I keep 
working until 
I finish. 

13 14 9 9 1 1 1 -------- 1 1 

21 
(reverse) 

I find that 
when the 
teacher is 
talking I think 
of other 
things and 
don’t really 
listen to what 
is being said. 

6 3 7 13 9 7 3 1 ------
-- 

-------- 

24 I work hard to 
get a good 
grade even 
when I don’t 
like the class. 

16 14 6 6 3 2 ------
-- 

2 ------
-- 

-------- 

 

This section of the chart looks at both the first and the second MSLQ results for questions 

that I determined were reflective of the students’ beliefs about the importance of learning. The 

numbers in the chart indicate how many students chose each level on the Likert scale. With the 

second survey, for most of the statements, fewer students fell in the far positive side of the chart 

where they would state that the statements were “Very true” of them. The number of students at 
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the negative end of the Likert Scale stayed the same. Overall, when looking at both the first and 

the second questionnaire, students’ beliefs about the importance of learning showed a general 

decline in the students’ positive beliefs. More students moved from the positive end of the Likert 

scale to the middle, while the negative end stayed relatively the same. Therefore, over the course, 

fewer students identified positively with statements about their desire to learn. What this means 

is discussed in chapter 5.  

Table 4.2 

Categories 
for 

Questions 

Question 
Numbers 

Question Very True (or 
Positive End) 

Mostly True Sometimes True Sort of True Not true at All 
(or Negative 

End) 
   First Second First Second First Second First Second First Second 
Beliefs 
About 
Abilities  
(Meta-
Cognition) 

5 I am sure I 
can do an 
excellent 
job on the 
problems 
and tasks 
assigned 
for this 
class. 

6 5 11 12 6 6 2 2 -------
- 

-------- 

6 
(reverse) 

I have an 
uneasy, 
upset 
feeling 
when I 
complete 
assignment. 

7 6 8 10 6 5 3 1 1 
 

3 

7 I think I 
will receive 
a good 
grade in 
this class. 

9 8 9 8 4 5 1 2 2 2 

9 
(reverse) 

When I am 
completing 
an 
assignment 
I think 
about how 
poorly I am 
doing. 

1 1 8 7 5 5 6 7 5 4 

13 
(reverse) 

It is hard 
for me to 
decide what 
the main 
ideas are in 
what I read. 

4 2 7 8 8 6 4 6 2 2 

20 
(reverse) 

I often find 
that I have 
been 
reading for 
class but 
don’t know 

4 3 12 11 7 9 1 2 1 -------- 
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what it’s all 
about. 

 

The items on the MSLQ that I aligned with their beliefs about their abilities showed some 

shifting between the first survey and the second survey. Again, the results stayed basically the 

same as given that the changes were only visible in a student or two, these changes are not worth 

noting. Overall, this category of the students’ beliefs about their abilities showed a decrease in 

students identifying with the positive end of the scale as, like Table 4.1, more students moved 

from the positive end of the scale to the middle. Therefore, over the course, fewer students also 

identified positively with statements about their abilities as a learner. What this means is 

discussed in chapter 5.  

Table 4.3  

Categories 
for 

Questions 

Question 
Numbers 

Question Very True (or 
Positive End) 

Mostly True Sometimes True Sort of True Not true at All 
(or Negative 

End) 
   First Second First Second First Second First Second First Second 
Positive 
Work 
Habits 
(Behavior) 

8 Even when I 
do poorly on 
an 
assignment I 
try to learn 
from my 
mistakes. 

14 13 8 6 2 5 1 1 ------- -------- 

10 When I am 
completing 
an 
assignment, 
I try to put 
together the 
information 
from class 
and from 
my binder. 

6 12 12 7 6 4 ------ 1 1 -------- 

11 When I do 
assignments, 
I try to 
remember 
what the 
teacher said 
in class so I 
can answer 
the 
questions 
correctly. 

10 11 12 8 1 4 2 2 ------- -------- 

12 I ask myself 
questions to 
make sure I 

4 1 12 11 8 9 ------- 4 1 -------- 
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know the 
material I 
have been 
working 
with. 

14 
(reverse) 

When work 
is hard I 
either give 
up or 
complete 
only the 
easy parts. 

7 8 13 9 3 5 1 3 1 -------- 

15 When I 
think about 
assignments, 
I put 
important 
ideas into 
my own 
words. 

8 7 11 10 5 6 ------ 2 1 -------- 

16 I always try 
to 
understand 
what the 
teacher is 
saying even 
if it doesn’t 
make sense. 

13 14 11 7 1 2 -------
- 

1 -------
-- 

-------- 

17 I work on 
practice 
exercises 
even when I 
don’t have 
to. 

3 -------- 5 3 6 9 7 7 4 6 

19 I use what I 
have learned 
from old 
assignments 
and my 
binder to do 
new 
assignments. 

5 10 12 9 6 3 -------
- 

-------- 2 1 

22 When I am 
studying a 
topic, I try 
to make 
everything 
fit together. 

4 6 13 11 7 7 -------
- 

1 1 -------- 

23 When I’m 
reading I 
stop once in 
a while and 
go over 
what I have 
read. 

6 5 3 10 8 1 4 7 3 2 

25 When 
reading I try 
to connect 
the things I 
am reading 
about with 
what I 
already 
know. 

6 5 13 8 4 9 2 1 -------
- 

-------- 
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This chart on the students’ positive work habits, showed a more significant increase in the 

number of students that were identifying with the “Very true” or positive end of the Likert scale. 

For two of the statements there were large increases: “When I am completing an assignment, I 

try to put together the information from class and from my binder” showed an increase of six 

students who stated that this was “Very true”, while “I use what I have learned from old 

assignments and my binder to do new assignments” showed an increase of five students. 

Although many of the other statements showed an increase or decrease, it was often by a student 

or two. The statement “When I’m reading I stop once in a while and go over what I have read” 

showed the most drastic change, as seven more students identified that this statement was 

“Mostly true of them”, and seven fewer stated that it was “Sometimes true” of them in the 

second survey. This shift demonstrates that for the most part, students identified a positive 

change in their work habits. Overall, students demonstrated a significant shift in their 

understanding of positive work habits as in the second survey a larger number of students found 

statements about work habits to be true of them more often. This shift aligns with the fact that 

many of the class discussions were around strategies that students could use to complete 

assignments and which strategies they may find helpful for particular assignments. Therefore, it 

seems likely that students would be able to recognize whether these strategies were helping them 

to know how to complete class work. 

The survey data displayed here records the results from both the first and second modified 

Motivated Strategies for Learning Questionnaire that students completed during the course. This 

data is visually represented in the scatterplot diagram seen in Diagram 4.1 on the following page.  
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Diagram 4.1 

 

 

There are some significant trends in the data. The MSLQ data indicates that students saw a 

decline in the positive attitudes towards the importance of learning and their abilities, although 

marginally so. However, there was an increase in the students’ positive work habits. This 

increase in positive work habits is important as it demonstrates that throughout the course, my 

students developed the ability to recognize and use strategies that would help them to work with 

more self-efficacy. In the next chapter I engage with the data and include what I found during the 

discussion groups that were completed in the final days of the course.  
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Chapter 5: Group Discussions  

As evidenced in the scatterplot matrix of the Likert Scale data that is seen in Diagram 4.1, these 

questionnaire results were not particularly revealing. The variety of answers in the Likert scale 

make it very challenging to determine the overall growth of the students. Therefore, triangulating 

this data with the discussion group data ensures a better understanding of the students’ 

experiences with the Strategic Action Cycle.  

5.1 Data  

The scatterplot diagram demonstrates that the patterns are not consistent enough to warrant 

statistical significance of the data presented. Instead, the scatterplot demonstrates the variety of 

student responses, and the shift between the first survey and the second survey. Although this 

makes it challenging to determine the effectiveness of integrating the Strategic Action Cycle and 

direct teaching of learning strategies, the patterns of change outlined in Chapter 4 also 

demonstrate that the students moved away from the higher and lower ends of the Likert Scale, 

and moved more towards the middle of “Sometimes true” and “Sort of true”. The more 

significant changes were in the questions that asked specifically about positive work habits. This 

provides some evidence that explicitly teaching learning strategies made students more aware of 

the strategies that they use that either allow or impede their academic success. However, the 

variety of answers, and the shifting that happened between the first survey and the second survey 

make the Likert Scale data challenging to understand. This places a stronger weight on the 

discussion groups.  

The discussion groups held in the final days of the quarter indicate that students believe in 

explicitly teaching them learning strategies helped them to become more independent in their 
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learning. At the same time, their comments during the discussions with their peers reflect what 

the Likert scale data demonstrates. In the Likert scale data, the number of students identifying 

positively with statements around both their beliefs in the importance of learning and their 

abilities showed a decline. Similarly, in the discussion groups, very few of the students spoke 

about either of these beliefs. However, in the Likert scale data, there were a few statements that 

showed a significant growth in the numbers of students identifying positively with those 

statements around positive work habits. In the discussion groups students spoke often about the 

benefits of the positive work habits they learned, particularly the process of building the learning 

strategies on the Strategic Action Cycle poster (as seen in diagrams 3.1, 3.2 and 3.3 on pages 25 

and 26). However, students also spoke about the importance of having a variety of strategies to 

accommodate the unique learning needs of each student. Therefore, regarding one of my 

supplementary research questions, there was no specific strategy that the students found most 

helpful. The full transcripts of the students’ discussions are contained in Appendix 11. When 

analyzing their discussions, I found that overall, students found the explicit teaching of learning 

strategies, in the context of Butler’s Strategic Action Cycle, to be helpful to their learning. In 

particular, they identified that this process: helped organize their thoughts initially, helped them 

focus, provided a visual reminder that was easy to access, gave them ownership over the 

strategies, gave them options, built independence, and was applicable to activities outside of 

school. A snapshot of the students’ comments relating to three aspects of self-efficacy is 

contained in Table 5.1a, 5.1b, and 5.1c.  

Group one was all females and was made up of friends who had known each other over 

many years: Janice, Olivia, Sarah and Ashley. When I was arranging the order of the groups, 

they asked to go first on the last Monday of the course. Their discussion lasted approximately 15 
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minutes. They were chatty and enthusiastic to share their thoughts which often meant that they 

talked over each other and finished each other’s sentences. For the most part, when one student 

was speaking, the others were muttering in agreement or nodding along, eager to jump in with 

their opinions. Sarah was the only student who spoke of not wanting to build independence and 

preferring to be taught exactly what to do. Sarah also spoke of the strategies that didn’t work for 

her mainly because she feared making mistakes, especially in front of peers. However, she also 

said that she liked being reminded of strategies. Janice and Olivia are both high achieving 

students in all their academic subjects and spoke of enjoying the freedom to choose the strategies 

that worked for them. Ashley is designated with the BC Ministry of Education code Q, or 

Learning Disability. She has deficiencies in literacy and numeracy and receives support from the 

Learning Support programme to help her to work through her challenges. Her comments were 

therefore most noteworthy; she too liked having the poster to help her work. None of the students 

spoke explicitly about the importance of learning. However, their negative comments about peer 

editing made it clear that learning was important to them as they spoke of being frustrated when 

other students try to change their ideas or phrasing. A summary of their ideas in relation to the 

three aspects of self-efficacy follow in Table 5.1a. 

Table 5.1a 

Group  Name of Student Comments 
Regarding Beliefs 
About Importance 

of Learning 

Comments 
Regarding Beliefs 

about Abilities as a 
Learner 

Comments 
Regarding Positive 

Work Habits 

1 Janice  - SAC helped 
her to 
become 
more 
independent, 
have more 
confidence 

- Liked 
having 

- Found 
SAC most 
helpful 
when 
frustrated 

- Likes 
double 
checking 
with others 
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freedom to 
choose   

- Didn’t like 
peer 
editing 

- Wants to 
keep 
building 
strategies 
for other 
classes 

- Liked 
variety of 
strategies  

Olivia  - Liked 
having 
freedom to 
choose 

- Visual of 
poster 
helped 

- Didn’t like 
peer 
editing 

Sarah  - Likes being 
told what to 
do 

- Didn’t like 
“try it”or 
peer 
editing 

- Liked 
variety of 
strategies 

Ashley  - Needs time 
to process 

- Liked 
having 
freedom to 
choose 

- Visual of 
poster 
helped 

- Liked 
variety of 
strategies 

  

Group two was a mix of males and females, and a mix of old friends and new: Rianna, 

David, Peter and Wade. Rianna and Wade had been friends for years, whereas Peter and David 

were new to the group. All the students got along well with each other and their Physical 

Education teacher, who was also the teacher that was present when the students completed their 

surveys, reported that they often chose to play on teams with each other as they all play sports 

outside of school. This group of students were more reluctant to speak and needed more 

prompting questions to keep the conversation going. Their discussion occurred just after group 

one and lasted approximately 11 minutes. The conversation was mainly dominated by Rianna, 

although they were all conscious of making sure that everybody had the chance to share. Most of 
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their discussion was around the design of the SAC poster and their thoughts that it should have 

been arranged differently. They spoke of wanting the stages of the Strategic Action Cycle to be a 

line rather than a circle to help organize the stickie notes more clearly. Peter and Wade have Q or 

Learning Disability designations and receive both support from the Learning Support 

programme. This is significant because Peter and Wade both spoke of enjoying the variety of 

strategies because it gave them a choice of how to complete work. Peter also noticed a growth in 

his ability to work independently and said that he had been using the SAC strategies outside of 

school. Rianna also receives support from the Learning Support programme because of her 

anxiety and perfectionist tendencies, although she is not formally designated. She noticed how 

the SAC helped her to take learning opportunities and break them into steps and create a “to-do 

list” which helped to ease her anxiety in completing assignments. A summary of their ideas in 

relation to the three aspects of self-efficacy follow in Table 5.1b. 

Table 5.1b 

Group 2 Name of Student Comments 
Regarding Beliefs 
About Importance 

of Learning 

Comments 
Regarding Beliefs 

about Abilities as a 
Learner 

Comments 
Regarding Positive 

Work Habits 

2 Rianna    -  SAC 
helped her 
break work 
into steps 

- Visual of 
poster 
helped  

- Used SAC 
outside of 
class 

- Liked 
variety of 
strategies 

David   - Visual of 
poster, and 
Google 
Classroom 
copy 
helped 
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- Used SAC 
outside of 
class 

- Liked 
variety of 
strategies 

Peter  - SAC helped 
him to 
become 
more 
independent 

- SAC 
helped him 
break work 
into steps 

- Visual of 
poster, and 
Google 
Classroom 
copy 
helped 

- Used SAC 
outside of 
class 

- Liked 
variety of 
strategies 

Wade  -  - Liked 
variety of 
strategies 

 

Group three was a close group of friends who had known each other since early elementary 

school: Elizabeth, Patty, Matt and Aaron. They asked to go on the final day of the discussion 

groups because they didn’t want to follow another group in case they ran out of time for 

everything that they wanted to say. They were enthusiastic, chatty, and eager to share, and I 

could see one person trying to speak when someone else was explaining their ideas. Their 

conversation was the longest at almost 20 minutes, and their answers were the most thorough, 

with each student speaking for a minute or so every time they shared. They spoke explicitly 

about the strategies that they gained from applying the Strategic Action Cycle, and every group 

member also spoke of using the strategies from the Strategic Action Cycle for their hobbies 

outside of school. Although they didn’t speak directly of the other two aspects of self-efficacy 

(beliefs about the importance of learning, beliefs about self as learner), they recognized that the 

strategies from class would help them with learning in general. This recognition demonstrates 
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that they are aware of their abilities as learners as they were able to tell me about how the 

Strategic Action Cycle helped them to learn. The fact that they saw the benefits of the strategies 

while working in my classroom and began to independently apply them to their hobbies also 

demonstrates that they are aware that learning and improving are important to them. A summary 

of their discussion follows in Table 5.1c. 

Table 5.1c 

Group  Name of Student Comments 
Regarding Beliefs 
About Importance 

of Learning 

Comments 
Regarding Beliefs 

about Abilities as a 
Learner 

Comments 
Regarding Positive 

Work Habits 

3 Elizabeth   - Liked 
variety of 
strategies 

- Used SAC 
outside of 
class  

Patty   - Liked 
variety of 
strategies  

- Visual of 
poster 
helped 

- Used SAC 
outside of 
class 

Matt   - Used SAC 
outside of 
class 

Aaron   - Liked 
variety of 
strategies  

- Visual of 
poster, and 
Google 
Classroom 
copy 
helped 

- Didn’t like 
“skip it” 

- Used SAC 
outside of 
class 
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In all of the discussion groups, only three of the students (Ashley, Peter and Wade) 

discussed how the learning strategies helped them to organize their thoughts in the beginning 

stages of class work that they were given. Interestingly, all three of the students are designated 

with British Columbia Ministry designations of Q, or Learning Disability, in the areas of written 

expression. This suggests that students who struggle with written expression may find the 

process particularly helpful in getting their ideas organized when they were beginning any 

assignment. As Ashley said, she found the strategies helpful “Cause it told me things I can do 

like make a to-do list, try it, see if it works, go back to previous works, review more stuff, and 

then I have a decent spot I can start at” (lines 6-7). Ashley continued,  

some parts I didn’t really get when you said in shorter form what to do, and                  
then I see other kids doing what they’re meant to be doing, opening their binders         
and stuff. So I know where to get started, then I just carry on with my work and            
I’m super focused in it, and I get it done. But I just need that boost and then I start          
(lines 118-122).  

Rianna agreed with Ashley’s feeling that the steps of the Strategic Action Cycle helped to 

organize her. Butler (1998) identifies the steps as: interpreting the task, setting goals, planning, 

using strategies, monitoring and adjusting. Rianna found these steps helpful as she stated,       

The steps did help because when they broke down the assignments it helped me             
feel more organized, it was kind of like a to-do list. So it broke it down for me. It          
was really easy then. It made everything easier and you didn’t have to go through     
those complicated strategies. It made everything specific and detailed. So it really 
helped” (lines 155-158).  

 

Peter also found these steps to be helpful, as he said that “If you look at the way it’s laid out I 

can follow the steps and it just makes the assignment easier” (lines 159-160). Rianna expanded 

again on the steps, particularly how they built her confidence in her abilities. She explained that 

“When you look at the steps, it really just flattens everything, and it’s just like, ‘ok, I’m going to 

do this, it’s going to be done, I’m good” (lines 237-239). Therefore, these three students, all of 



48 
 

48 
 

whom are identified with learning disabilities in the area of written expression, found the focus 

on strategies and the Strategic Action Cycle to be helpful in the initial stages of organization that 

happen just after work has been given.  

For students, after an assignment or class work is given, they need to be able to focus, 

despite distractions, to complete the work. Across the different discussion groups many of the 

students identified that this was a particularly stressful part of the process for them, as it requires 

self-regulation and self-discipline to be able to work quietly in a classroom environment. 

However, many of them also spoke of how the explicit learning strategy instruction gave them a 

clear goal and procedure to follow, which made it much easier for them to maintain their focus to 

complete work. In other words, when students know what to do, and how to do it, they are more 

productive. Janice said that “whenever I sometimes get bored, or annoyed about an assignment, 

or I just don’t want to start my work I might go and look and see if I can add any more steps to 

help me spread everything out” (lines 9 – 11). Olivia spoke of the stress that she feels when 

completing work, but then identified the benefits of the strategies:  

It’s helpful cause then it helps to remind you that you have notes and you could            
just look at them and then use them. Cause sometimes it’s stressful, I don’t even         
think about what I could use or what to do. But then when I look at that and it kind         
of reminds me that ‘Oh yeah, I have notes, I could just use that!’” (lines 123-126).  

 

Sarah agreed with Olivia, excitedly expressing that “Yeah! It reminds you of strategies” (line 

127). Peter also spoke of the stress that he often feels with class assignments, and how that often 

causes him to over-think what he is doing: “Overthinking things can put too many ideas into 

your head at once. Looking at the chart you can kind of re-fresh your mind and you can just base 

it on one idea” (lines 240-241). Therefore, despite the over-thinking that may happen, Peter 
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found that the emphasis on learning strategies helped give him a focus, which would help to ease 

any stress that he felt.  

In addition, many of the students communicated the benefits of having the SAC poster 

visible in the classroom, with the stickie notes of strategies that they had written. I also took a 

picture of the poster, every time it was updated with new strategies, and posted this in their 

Google Classroom so that they could access the poster from their desks, as well as from outside 

of the classroom. Many students talked about how having the poster at the front of the classroom 

provided a visual reminder of the strategies, and that it made the information of which strategies 

they could use easier to access. Rianna said, “I would just turn and all the strategies would be 

there, they’d be detailed” (line 164). Patty agreed with Rianna, saying that  

It did help to have a poster because I feel like otherwise I would have forgotten to        
use it. Because since it was there, and like, right at the front of the classroom kind         
of, you could see it from all directions. It really helped. If you were, like, stuck or 
something, you would just naturally look around the classroom, and that bright       
poster would be there, and you’re like ‘ok’” (lines 279-283).  

 

I used colored stickies to separate the strategies into categories to make it easier for students to 

identify the strategy, or strategies, that they may want to use. Peter talked to the benefits of this, 

saying that the poster was visually appealing because of the colors: “It’s really colorful so out of 

your peripheral vision you can see it, and then you’re like ‘Oh there, I can look at that’” (lines 

260-261). For Patty, my decision to color code and categorize the stickies also helped her. She 

said, “So I feel categorizing the stickie notes and, like, writing down the strategies, it really 

helped because it would tell like what the most suitable strategy for each category” (lines 273-

275). For Aaron, whose desk was further to the back of the room, it having the poster on Google 

Classroom was particularly helpful. He said, “Sometimes, like, I looked to my past assignments 
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to see feedback and everything, and it’s right there in Google Classroom, so if I’m stuck I can 

just go there” (lines 285-286). Therefore, having easy access to the SAC poster was also 

something that students found to be useful as it gave them the choice of how and when to engage 

with the strategies. Students enjoyed having control over how to learn and this reflects what 

Butler (2013) found in her research; she discusses how students must have deliberate control 

over their learning for the growth to be most effective. She states that although explicitly 

teaching strategies is beneficial, self-efficacy is more likely to be encouraged when students help 

to build the strategies from their own knowledge. This gives them a deeper sense of ownership 

over the strategies, rather than feeling like the teacher is requiring them to complete work in a 

particular way. Having students work in table partners to brainstorm strategies had two benefits 

that students identified in their discussion groups: they felt that the strategies were their own, and 

the variety of strategies to choose from gave them a feeling of both freedom and security. This 

was particularly evident with several of the students who spoke of the poster, on its own, not 

being helpful. Patty said, “With only the poster, it’s too generalized. But I feel like with the 

stickie notes on it, it was better” (lines 313-314). It was the specific strategies that the students 

needed because those strategies gave them guidance and structure, but still with the ability to 

choose the strategies that worked for them. Many of the students talked about the benefits of this, 

including Olivia who indicated that “It’s good that we get to choose” (line 105). Ashley 

explained why this power to choose was so important to the students when she stated that 

“everyone has their own opinion on what is helpful to them” (lines 117-118). The variety of 

learning styles is significant, as the students were aware that not all of them work in the same 

way. This is also echoed in Butler (2013) that students need to contribute to the discussion of 

strategies to feel more invested in using them.  
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It is significant that, at grade 8, students are aware of the variety of their learning needs and 

learning styles. This applied not only to using the strategies made available on the poster, but 

also the variety of strategies that were discussed and recorded. As Janice stated, “It’s not 

required, but it’s an option for when you’re not in the mood. And I feel like the steps in the poster 

was really helpful cause it didn’t say you had to go that way but it gave you the basics and if you 

wanted to follow it you could” (lines 129-131). Ashley indicated similar feelings by suggesting 

that “If it was required, just saying, if it was required then I’d feel more stressed to do my work 

and put all these things in my work, and then I would just forget about what I was mainly 

focusing on. I’d get off-track” (lines 132-134). Therefore, both Janice and Ashley spoke of how 

students need to have ownership of their learning right from the start. Although Janice and 

Ashley explained that students need guidance from teachers, they also appreciated when that 

guidance is given with options that allow students to choose what works best for their learning 

needs.  

Many of the students also recognized that the variety of strategies was important to meet 

the complex needs of a group of students. Wade commented on the number of strategies that 

were recorded on the poster: “There wasn’t too many, it was just because different ones worked 

for different people” (line 208). Peter agreed, stating that “I think it is good to have so many 

strategies cause different people have different ways of solving things so, I guess, maybe, 

different strategies work for different people” (lines 210-211). Patty discussed similar ideas 

when she talked about simply providing guidance to students. She said,  

Cause if you specify the task too much, then I feel like it kind of narrows down              
what you think helps you, and it doesn’t let you realize whether these strategies        
really help you or not. Cause when you specify the task it makes you feel like you        
have to do that” (lines 320-323).  
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Aaron agreed with Patty’s comments that forcing students to use strategies would limit their 

ideas, as he also praised the variety of strategies stating that they helped because “you know what 

you can use but you also have room for your own thought process” (lines 325-326). Elizabeth 

said it is important for students to be encouraged to think for themselves, as “we all have 

different ways of thinking and different personalities” (line 355). Rianna agreed with the 

significance of student choice, but also indicated that being given the choice to reference the list 

of strategies was helpful in easing any stress and anxiousness that comes from the class 

assignments. She said, “At least having a selection, and there was options, and just knowing 

they’re up there is really good” (lines 212-213). Previous studies on self-efficacy such as: 

Bandura (1977), Zimmerman (1998), Schunk (1994) and Butler (2013)  found a similar 

connection to what students indicated during discussion groups: independence is more likely to 

be created when students have a voice in their own education.  

As I started this research in order to determine if explicitly teaching learning strategies 

would create more self-efficacy, many of the students spoke to how the Strategic Action Cycle 

helped them to develop one aspect of self-efficacy, which is independence. As Olivia said in 

regards to the poster of strategies, “For me, I think having it there in class was actually kind of 

helpful cause then I could just look, for different stuff, I could just look and see what I’m 

supposed to do or what I can do to help me get unstuck” (lines 23 – 25). Janice agreed with this, 

saying that  

I feel like, for the Strategic Action Cycle, it was important for us to learn about it  
because I feel like you would want us to be more independent and have confidence         
so it’s not like we would have to ask the teacher for everything. So this is a way for        
us to figure it out on our way other than having to… like have something in the back      
of our minds we could use whenever we’re stuck to get unstuck. Figure stuff out. It       
was really helpful to have (lines 48 – 53). 
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Peter agreed with Janice’s discussion of not relying on me as the teacher: “Instead of asking you 

to come over, you could try to be independent and look up at the poster or look at it on Google 

Classroom and find out strategies, maybe, that could help you get past your block” (lines 170-

172). David and Peter agreed with the importance of working through challenges alone, 

particularly when they are not in school. As David said, “It was also helpful on Google 

Classroom when you’re not in class, like if you’re at home, and you’re struggling” (lines 173-

174). Peter immediately agreed, stating, “Yeah, cause you don’t have a teacher at home” (line 

175). Having skills and strategies became important to students, as they found it beneficial for 

times when they were working on assignments at home, or even during class time when I was 

helping another student.  

Most importantly, some of the students spoke of how they began to use the strategies that 

had been brainstormed on the Strategic Action Cycle in areas outside of their academics. 

Elizabeth said, “This is my first time seeing a poster like this, and it didn’t only help for school, it 

also helped for everything in general, I guess, it really helped me to break down all my steps to 

do daily tasks and stuff” (lines 287-289). Patty agreed with Elizabeth, stating that “I feel like the 

most important thing from the Strategic Action Cycle for me was that, realizing that I already did 

these things but I can use them to help myself in other circumstances” (lines 368-370). These 

other circumstances were also commented on by Matt and Aaron. Matt said: “I do coding and it 

actually helped me break down the steps for when I’m actually making a game or something” 

(lines 333-334). Aaron found the strategies more helpful with music, stating: “I have guitar 

lessons, so it also helped encourage me kind of because sometimes it’s confusing and I didn’t 

know if what I was doing was right or wrong” (lines 335-336). The fact that some of the students 

began to apply the learning strategies in areas outside of my English class, particularly to their 
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extra-curricular activities and chores, demonstrates the practical application of learning strategies 

in a wide variety of learning environments.  

Overall, the students found that explicitly learning strategies, in the context of Butler’s 

Strategic Action Cycle, helped them. Rianna commented on this, saying that “Overall, it’s an 

amazing device for us to use in class and I’m really happy that we got to use it” (lines 266-267). 

David agreed, stating that overall “It was very helpful” (line 268). Aaron also found the Strategic 

Action Cycle beneficial, saying: “It gave me strategies to use which really helped me” (line 363-

364). Overall, students spoke highly of the experience indicating that learning about the Strategic 

Action Cycle, and working through the process of discussing and learning strategies that support 

their learning, helped them to become more independent learners.  

It is clear from the discussion group data that students found the Strategic Action Cycle and 

the process of explicitly discussing and building up learning strategies to be helpful to their 

learning both in and outside of the classroom. This is particularly evident because the students 

articulated their feelings of confidence in their abilities and their recognition of being able to 

work more independently. The Likert Scale data and discussion groups also demonstrated that 

students found an improvement in their ability to recognize positive work habits, and to make 

use of those habits with their classroom assignments. However, the Likert Scale data for the two 

remaining categories (their beliefs in the importance of learning, and their beliefs in their own 

abilities) indicates that this area needs further investigation.  

This apparent disagreement between the data points leaves one question unanswered: if the 

students found the Strategic Action Cycle to be so helpful, why didn’t the modified MSLQ 

results reflect this? Because my students were not explicitly asked to address the modified 

MSLQ in their discussion groups, there can only be speculation about why the questionnaire 
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showed a decline in positivity towards two of the aspects of self-efficacy: the students’ beliefs in 

their abilities as a learner, and the students’ beliefs in the importance of learning.  It is possible 

that the students had an overly positive impression of themselves and their learning at the 

beginning of the quarter in November, but by the end of the course in February they had 

developed a more realistic impression. When reviewing the data points through this lens, it’s not 

that the students became more negative in the end but their answers in the first questionnaire 

were an optimistic, not realistic, representation of their skills.  

The limitations outlined in chapter 5 also indicate two major influences on the study: the 

COVID-19 pandemic, and the assessment practices in the province of British Columbia. The 

lingering COVID-19 pandemic has impacted all individuals and the effect of it will take a long 

time to determine. It is possible that the difficulties of the pandemic caused the students to view 

themselves and their learning potential more negatively. The structure of the academic year also 

meant that my students had no indication of their academic standing when they completed the 

first questionnaire; but by the second questionnaire they had received their mid-quarter reports 

cards and had a percentage grade attached to their work. It is possible that having a grade caused 

them to view their learning more negatively. The structure of my study could also indicate that 

those students who became more negative in their views were not the students who agreed to 

participating in the discussion groups. Finally, it is also possible that the students did not enjoy 

the format of the Google Form, whereas the discussion groups allowed them to delve into the 

complexity of their experiences. Each of these, and many more, are probable explanations for the 

disparity between the modified MSLQ data and the discussion groups. Without being able to 

address this disparity with the students, it can only be speculated. This lack of clarity 

demonstrates that the Strategic Action Cycle needs further research even though, overall, my 
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students were able to see the benefits of the process and learning strategies that were discussed 

with the Strategic Action Cycle.  

As self-efficacy is intertwined with a student’s ability to develop and use the learning 

strategies, it is crucial that future studies continue to examine the importance of all three of these 

factors: the desire to learn, confidence in self as learner and positive work habits. When viewed 

through the lens of Bandura’s definition of self-efficacy, the positive work habits that the 

students pointed out in the discussion groups are significant. In his research Bandura (1977) 

discusses how self-efficacy must be perceived through behaviors rather than personality traits, as 

behaviors and skills are more easily taught and evaluated for effectiveness. Bandura (1977) also 

acknowledges the myriad of factors that can impact self-efficacy such as: social environment, 

situation, complexity of task, personality of teacher, among others. The variety of factors that can 

impact student success can make it challenging to evaluate growth in self-efficacy as moments of 

success or failure cannot be assumed to lead to an overall development of self-efficacy (Bandura, 

1977). This helps to provide a valuable lens through which to view the variability of the student 

responses in the MSLQ data as students may not have been able to separate their personal 

experiences with the course, the course content, their classmates, or my teaching style, among 

other potential factors in their personal lives, from their overall development of the positive 

beliefs and behaviors of self-efficacy. 

However, my Grade 8 students showed development in their positive work habits and 

articulated the benefits of using the strategies from the SAC, such as working more 

independently. Therefore, Butler’s Strategic Action Cycle, as her research demonstrates, is a 

useful tool for both teachers and students as it clearly outlines the process of developing self-

directed learners. The SAC can work to create a continuum of learning that makes clear to 
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students how to proceed, step by step, through any assignment that they are given by their 

teacher. This helps to build their knowledge of strategies that may work to support their learning. 

The structure and guidance provided by the SAC is significant, as Bandura (1977) argues that 

when looking at the development of self-efficacy “it is important that subjects understand what 

kind of behavior will be required and the circumstances in which they will be asked to perform 

them” (p. 204). Therefore, Bandura’s theory of self-efficacy makes clear that for students to see 

success, they need to know how to approach learning. Butler’s (2002) research demonstrates a 

similar conclusion as Bandura’s: that a student’s success is dependent on the strategies they have 

for organizing their time and their work.  

In my research, although the students did not build all of the beliefs of efficacious 

learners, they developed positive work habits which helped them to begin the steps to feeling 

more confident and motivated in their learning. This is the foundation of self-efficacy. Candy 

(1991) discusses the significance of learning strategies as his research has shown that a strategic 

approach to learning increases student curiosity, critical thinking, and quality of understanding. 

He demonstrates that increases in these domains helps to support a growth in confidence as these 

qualities help students to attribute their success to their own efforts.  This is an important first 

step in the creation of self-efficacy as seeing the connection between efforts and achievement 

helps students to develop confidence in themselves as learners. As self-efficacy is crucial for 

success in today’s world, the Strategic Action Cycle can go a long way in helping students to 

develop the beliefs and habits that they need to find success in a modern world.  
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5.2 Possible Limitations  

Though this study provides evidence that the Strategic Action Cycle is a valuable tool in building 

the skills that are necessary for self-efficacy, there are some realities that warrant consideration:   

1. Struggling learners often have a negative relationship with their own learning. This could 

have impacted how they answered the questionnaire items, particularly those that ask them 

about their own attitudes towards learning and themselves as learners. For many of them, 

their struggles have been ongoing for a long time and reversing these habits of negativity will 

take many years of teaching them to recognize their own strengths and capabilities.  

2. To help slow the spread of COVID 19, high schools in British Columbia, Canada were put on 

the quarter system beginning in September 2020. This meant that students had only two 

classes a day for ten weeks. Therefore, classes were more intense and for a shorter period of 

time. This time frame limited the amount of growth that a student can demonstrate, as 

significant academic growth takes a longer period of time.  

3. The final survey was completed after students had been given one formal report card. 

Although assessment of learning in class was normally communicated using the 4-point 

proficiency scale (beginning, developing, accomplishing, extending), students were given a 

formal mid-quarter report that required a percentage grade. For students, this would have 

been the first time that they saw a percentage associated with their work in my course, which 

may have negatively affected their perception of their abilities, possibility for improvement 

and potential achievement of learning. This may have impacted their answers on the second 

survey.  

4. Not all of the students consented to participation in the discussion groups, which means that 

not all of the students’ experiences are represented.  
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Chapter 6: Conclusion 

To those teachers in that staff room, I am now able to suggest a process of teaching self-efficacy 

that my students found beneficial. As a classroom teacher, I understand my colleague’s 

frustrations with the overwhelming diversity of student needs and potential tools available to 

support these needs. However, Deborah Butler’s Strategic Action Cycle provides a clarifying 

framework that helps students to understand the process of learning specific learning strategies 

as well as their role as learners. In reference to the research questions, this research demonstrates 

that explicitly teaching learning strategies in the framework of Butler’s Strategic Action Cycle 

helped my students to develop knowledge and confidence in using learning strategies, which is 

the beginning stages of developing self-efficacy. Students did not find any one strategy to be 

most helpful. Instead, they found the variety of strategies to be most beneficial due to the variety 

of student learning needs. My students found the visual representation of the strategies, both on 

the classroom wall and in digital format, incredibly helpful as it gave them the ability to access 

and view the strategies as they needed them both in and out of the classroom.  

With regards to the final two research questions, further research is needed as my students 

did not observe a noticeable improvement in their beliefs towards the importance of learning, or 

in their confidence in themselves as learners. In the discussion groups, however, several students 

discussed how the Strategic Action Cycle benefitted them both in class and in their extra-

curricular activities. And although many of them did not explicitly mention a growth in 

confidence, their comments about finding learning easier demonstrate this connection. Therefore, 

future research may find that explicitly asking students about their growth in confidence may 

help to clarify its connection to the Strategic Action Cycle. As well, the socioeconomic factors of 

the neighbourhood may have impacted on the students’ attitudes towards learning as children 



60 
 

60 
 

from higher social classes are often afforded more opportunities that may impact their academic 

abilities, confidence, and perception of education. Therefore, future research could explore the 

usefulness of the Strategic Action Cycle with students from a variety of socioeconomic 

backgrounds. Finally, the structure of the education system in response to the Covid-19 

pandemic meant that students were not given the time needed to be able to see the significant 

growth that is more likely to occur in a semester or linear school year. Therefore, future research 

would also benefit from exploring the effectiveness of Butler’s Strategic Action Cycle over a 

longer period of time. This would allow the researcher to determine if the strategies supported 

the students’ growth in multiple subject areas over time. As well, a longer focus could potentially 

allow students to develop more long-lasting work habits and attitudes towards their learning. 

This research demonstrated that my Grade 8 students found improvement in developing 

their learning strategies after acquiring knowledge and understanding of Deborah Butler’s 

Strategic Action Cycle. Therefore, the SAC can provide classroom teachers with a useful 

approach to learning that can support students in developing the habits that they need to develop 

self-efficacy.  
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Appendix 2  

Human Research Ethics Board Application - Request for Ethical Review of Human 
Research  
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Appendix 3  

Approval Letter from Delta School District  
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Appendix 4 

Approval Certificate from Human Research Ethics Board Trinity Western University  

 



87 
 

87 
 

Appendix 5 

Script for Study Introduction 

 

Script for Introducing Research Study to English 8 Class 

TD: I am currently working towards my Masters degree, and as part of my degree requirements, 

I have to conduct a research study. A research study is like a science experiment, where you 

come up with an idea of what you think might happen, and then you create an experiment to 

figure out whether your idea is correct or not.  

 I’ve been thinking a lot, and wondering a lot, about how to help students be better 

learners. I wonder whether I’m helping students in a way that will actually give them the type of 

help that will give them the skills that they need to work really well even without me. This has 

been really important to me, as I think a lot about students with learning challenges. Before this 

year, I taught in a program to support these students, and many of them would have me as their 

English teacher for all 5 years of their high school life. Most of them I taught for at least 3 years, 

from grades 8 – 10. And then they would have a different teacher for grade 11, and they would 

have a lot of struggles. So I started to wonder whether I was doing a good job as a teacher if 

these students couldn’t work without me.  

 So I’m wondering that if I do a better job of teaching you HOW to learn, you’ll be ok 

learning no matter who your teacher is. So that’s what I’d like to see with you. I’ll spend some 

time every week giving you strategies and ways to approach your learning, and we’ll talk a lot 

about how those strategies may help you in Math class, or Science class, or wood working class. 

Whatever class! And maybe even outside class too, when you go to learn a new hockey play, or a 

new dance routine, or you take a first aid course. And once every two weeks, I’m going to give 

you some class time to answer a Google survey about whether spending time on learning these 

strategies is helping you to be a better student.  

 Just to make sure that you’re being honest, and not worried about saying things that you 

think may hurt my feelings, I’m going to give you all a pretend name that you’ll use every time 

you complete the survey. This means that if you’re not seeing it make a difference at all, that’s 

ok! You can tell me that, and I won’t know who said it until you’ve already finished English 

class with me. But if learning how to learn was really helpful for you, that’s great too!  
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 If you’d like to do this, I have a letter that needs to go home to your parents, to get their 

permission. You’ll need to bring this letter home, and have your parents sign it, and you’ll bring 

it back to me as soon as you can. I also sent an email to your parents explaining all of this, and I 

attached the letter for them to keep. After you talk to your parents, you or your parents can also 

email or call me if you have any questions. Most importantly, if, at any time in the quarter, you 

decide that you don’t want to fill in the survey any more, you or your parents can just let me 

know, and you won’t have to keep going. Sometimes you may not want to keep going with the 

study if talking about your learning makes you feel sad or scared. You can also go to see your 

counsellor at any time, and they can help you.  

 Before I give you the letter to take to your parents, do you have any questions?  
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Appendix 6 

Consent Letter Sent to Parents 

 

Oct. 30, 2020 

Dear Parents and Guardians, 

You are receiving this letter as your child is being invited to participate in a research study.  

The title of the project is: “Show me how: The effectiveness of the Strategic Action Cycle in building self-
efficacy in struggling learners”, and is being conducted by myself, Tracey Dempster, an English and IB 
Theory of Knowledge teacher at Seaquam Secondary. As part of my professional learning, I am also a 
Masters of Educational Studies Candidate at Trinity Western University in Langley, BC. To meet the 
requirements of my Master’s degree, I am asked to conduct academic research, and have chosen to complete 
my research study with my English 8 class in quarter 2. I will complete this project under the supervision of 
Dr. Allyson Jule, the Dean of Education at Trinity Western University.  

The purpose of this project is to study whether explicitly teaching students learning strategies will help them 
to become more independent in their learning. In order to study this, a poster of the different stages of 
learning will be hung in the classroom. Throughout the quarter students will be asked to reflect on the 
question “How do I get unstuck when I feel stuck?” Their answers to this question will be the strategies that 
can be used to help support their learning. These strategies will be placed on the poster so that students can 
refer to them when they feel like they don’t know what to do next with a task given during class time. The 
research will aim to see whether having students think about strategies, and be explicitly taught new strategies, 
will help them to take more ownership of their own learning. Once every two weeks, students will fill in a 
Google Form that asks them about their learning, and whether they feel like the strategies are helping them to 
work more on their own. It is possible that I will have to interview students to clarify any answers on the 
Google Form that are not clear. Filling in the Google Form will take approximately 10-15 minutes every two 
weeks, and if all students consent to the study, will be completed during class time.  

If you have any questions or desire further information with respect to this study, you may contact Tracey 
Dempster at 604-591-6166 or tdempster@deltasd.bc.ca as your child’s teacher, and the researcher in this 
study. You are also welcome to contact my supervisor, Dr. Allyson Jule, at allyson.jule@twu.ca, or 604-513-
2105. 

If you have any concerns about your child’s treatment or rights as a research participant, you may contact 
Elizabeth Kreiter in the Office of Research, Trinity Western University at 604-513-2167 or 
researchethicsboard@twu.ca. 

Your child may refuse to participate or withdraw at any time without jeopardy. In order to withdraw, it 
should be communicated to me, through email, that your child would like to be removed from the study. At 
this point I will remove them from the list, and the data will be destroyed immediately.  

 

mailto:tdempster@deltasd.bc.ca
mailto:allyson.jule@twu.ca
mailto:researchethicsboard@twu.ca
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Your signature below indicates that you have had your questions about the study answered to your 
satisfaction and have received a copy of this consent form for your own records. 

 

Your signature indicates that you consent to participate in this study. 

 

Please sign this form, and give it to your child to return to Ms. Dempster by Nov. 15, 2020.   

 

I consent/I do not consent (circle one) to my child's participation in this study. 

 
Parent/Guardian’s Printed Name: ____________________________________________ 

Parent/Guardian’s signature(s) _______________________________________________ 

Date ________________________________________ 
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Appendix 7 

Adapted MSLQ 

Copy of the Google Form that was filled in by students – once at the beginning of the quarter, 
and once near the end of the quarter.  

 



92 
 

92 
 

 



93 
 

93 
 

 



94 
 

94 
 

 



95 
 

95 
 

 



96 
 

96 
 

 



97 
 

97 
 

 



98 
 

98 
 

 



99 
 

99 
 

 

Appendix 8 

First Questionnaire Student Answers 
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Appendix 9 

Second Questionnaire Student Answers 
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Appendix 10 

Guiding Questions for Discussion Groups 

• How did it help to show you all of the steps in any job that a teacher asks of you? 

• How did it help to have the poster hanging on the classroom wall? 

• How did it help to have the strategies on the poster? 

• Which part of the Strategic Action Cycle helped you the most: knowing the steps, having 

the poster, or having the strategies to look at whenever you needed them?  

• What part of the Strategic Action Cycle was not helpful?  

• If a teacher were to use the Strategic Action Cycle again, what would you want them to 

know?  

 

Appendix 11 

Discussion Group Transcripts 

Group 1: Janice, Olivia, Sarah, Ashley  

1 A: If another teacher, like in a different class, I would want them to know that I go by     
2  understanding things visually more and it just helps me get started. And I need a             
3  few seconds to process things and put my ideas together. Split them up step by step         
4  cause that’s the way I like things. 

5  Me: So then, did the visual of the poster really help you? 

6 A: Yeah. Cause it told me things I can do like make a to-do list, try it, see if it works,      
7  go back to previous works, review more stuff, and then I have a decent spot I can start at. 

8  J: Sometimes I don’t use the Strategic Cycle for everything I do, like assignments,           
9  but whenever I sometimes get bored, or annoyed about an assignment, or I just don’t     
10  want to start my work I might go and look and see if I can add any more steps to help me 
11  spread everything out. 

12  S: I didn’t really like the fact that we were putting our own ideas onto the Cycle. I just, I 
13  like getting straight on instructions, I guess. I don’t really like, I don’t know. 

14 J: Like working under pressure. Like this is what you’re….. 

15 S: Sort of. I guess I just don’t really want to go off my own ideas. I don’t know. 
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16  Me: Why not? 

17  S: Just cause it’s easier for me, I guess, to just get someone to tell me what to do            
18  rather than myself instructing me cause what if I’m not right about it, or …. 

19  J: But I think what’s nice is we got to discuss it or if we disagreed with something we    
20  could change it. Like sometimes there would be, we would just have this, it was             
21  nice because if we think we were wrong about something, we could talk and ask about   
22  it before we actually use the strategy and mistaked it to be a good change. 

23  O: For me, I think, having it there in class was actually kind of helpful cause then I could 
24  just look, for different stuff, I could just look and see what I’m supposed to do or what I 
25  can do to help me get unstuck. But not all the strategies were helpful, but, most of them. 

26  Me: Are there any of the strategies that stand out to you as being not helpful? 

27  S: I feel like “try it” is sort of in between, just try it, like sometimes it could                    
28  work, sometimes it could not cause what if you misunderstand? 

29  J: And for proofreading we were talking about how sometimes when we proofread each 
30  other we get pressurized by how good the other person writes, and then we feel like we 
31  haven’t wrote it good enough. 

32  S: Yeah! 

33  J: And then we want to change it. 

34  O: And we want to change it. 

35  J: And our idea before was already very impactful and then we change it again and then 
36  we mess it up. 

37  S: That’s a really good point. 

38  O: That’s what we did for one of the assignments. And then we stopped because…. 

39  J: We stopped…. 

40  O: Actually I think it was better that we stopped because we just finished the assignment 
41  and then showed it to them like “is it ok?” and then they just said “yeah, it’s good.” 

42  J: Sometimes unintentionally you help the other person write in your own                       
43  perspective, but you’re not letting them write, so it’s kind of like we’re writing it for      
44  them. So I think it’s better if we just write on our own, see what we lack and then fix it. 
45  And also you feel bad afterwards since you think you might have messed up something in 
46  their writing. 

47  Me: Anything else you want to add? 
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48  J: I feel like, for the Strategic Action Cycle, it was important for us to learn about          
49  it because I feel like you would want us to be more independent and have confidence so 
50  it’s not like we would have to ask the teacher for everything. So this is a way for us to     
51  figure it out on our own other than having to … like have something in the back of our  
52  minds we could use whenever we’re stuck to get unstuck. Figure stuff out. It was really 
53  helpful to have. 

54  S: For question 5, it’s important for other teachers to know that we were the people who 
55  put the ideas on the poster because then they know not to think too highly of it. 

56  Me: What do you mean? Explain that. 

57  S: I don’t really know. It’s not like an official thing, maybe, or … 

58  Me: Got it. So you don’t want a teacher…. if you were going into your French class with 
59  Monsieur Brown next quarter, and he had the Strategic Action Cycle, with all of            
60  the strategies up there, you would want him to know that those were your strategies, not 
61  put up there by teachers. 

62  S: Yeah. 

63  Me: Or experts, or what have you. So it’s not the only, be all, end all, answer. 

64  S: It could be a good thing though because then they know that it works for you,            
65  the people who put it up there. 

66  O: Yeah, but I think they should, if they want, they should add things that can help        
67  us which will be kind of helpful cause things that we don’t actually use, do, or think       
68  about. Kind of like new ideas on how to do it. That’ll be helpful. 

69  J: Cause if we’re in a new class then we have different problems that we need to face so 
70  it’s like we need other strategies to fit the problem.    

71  O: Yeah, like for, let’s say Math, like you said for English we can use a dictionary but for 
72  Math if we use a calculator and they tell us that we can’t, then I think that’s….. 

73  Me: So then that strategy goes off. 

74  S: Yeah. Like no dictionaries. No French dictionaries to help you. 

75  J: You can’t, like, proofread in Math. [holds hand out to Olivia] “Help proofread           
76  my test!” 

77  S: It would be important for them to know that this was created in an English class. And 
78  they know that not all of the strategies work for this sort of class.   

79  A: I also feel like with Sarah, what she said, they should know that we made it. It’s        
80  because they can add things in their specific class that can help them. But then it could be 
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81  stressful saying this was from a professional teacher because teachers know more           
82  stuff than us because, of course, because they teach it but if someone thinks the teacher 
83 made it, they want us to do all these things so it just pressurizes them in a way. But if     
84  they know other students made it they’ll be like, “oh, I can just take this idea, try it out”, 
85  and then maybe it will help them. 

86  J: Yeah, and I feel like you might be really, if you’re thinking this is what                       
87  school, education, wants you to do then you might think that you’re restricted to have to 
88 do it. But if they know it’s us, we’re the same age as them and we made it then they may 
89  be like, “Oh! This might have worked for them but it might not for me”. 

90  O: It’s good that we can use it whenever we want, we don’t have to use it cause then      
91 it just goes from, “Oh no, I didn’t try it, I didn’t ask someone and I didn’t proofread it.  
92  Oh no! I didn’t use a dictionary, that’s not helping” 

93  Me: So you liked that the strategies were optional, versus required? 

94  All mutter agreement 

95  S: What Janice was saying, the peer editing thing, they might think, “Ohmigosh, I have to 
96  peer edit now”. But then if it was negative help, I guess? 

97  A: And it helps with assignments cause if you’re stuck on one part of an assignment you 
98 can skip it and think of something else you can do and then let others proofread it while 
99  you’re doing something else. Cause that’s what I had Heidi help me with. When I        
100  was writing half of my essay I told her to proofread it and then I started thinking of what 
101  I’ll put in that. Cause, I mean, I have her opinion but I don’t have my own opinion in    
102  there. 

103  O: But sometimes it’s good that we don’t use their opinion. Yeah your opinion’s nice, but 
104  it’s my essay and I kind of want it to be what I’m thinking about and they might not be 
105  thinking about the same thing. So it’s good that we get to choose. 

106  S: With the last essay we just did, what if someone thinks that Tim was more …          
107  is handling the situation better than Donald had been. But then what if you think           
108  the opposite? 

109  O: Yeah, and they’re giving you …. 

110  S: The wrong feedback. And maybe you might not notice that they’re giving you the 
wrong feedback. 

111  O: And if you change it then your essay’s going to lower, it’s not effective. 

112  J: And if like others change it for you. We should know why they changed it. If they just 
113  change it for you, you’re not going to know, “Oh. This part, I wasn’t clear enough. I need 
114  to improve on it”. Cause then you’re just like, “Oh. They just changed it for me and it’s 
115  good now”. 
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116  O: Yeah, you can’t really trust them, they’re not perfect. You are, but they’re not. 

117  A: I also feel like the most helpful part for me, cause everyone has their own opinion on 
118  what is helpful to them, I think the strategies were more helpful cause some parts I didn’t 
119  really get when you said in shorter form what to do, and then I see other kids doing what 
120  they’re meant to be doing, opening their binders and stuff. So I know where to              
121 get started, then I just carry on with my work and I’m super focused in it, and I get it     
122  done. But I just need that boost and then I start. 

123  O: It’s helpful cause then it helps to remind you that you have notes and you could just 
124  look at them and then use them. Cause sometimes when it’s stressful I don’t even think 
125  about what I could use or what to do. But then when I look at that and it kind of reminds 
126  me that “Oh yeah, I have notes, I could just use that”. 

127  S: Yeah! It reminds you of strategies. 

128  O: Yeah, it’s like a reminder, I guess. 

129  J: It’s not required, but it’s an option for when you’re not in the mood. And I feel like the 
130  steps in the poster was really helpful cause it didn’t say you had to go that way but it gave 
131  you the basics and if you wanted to follow it you could. 

132  A: If it was required, just saying, if it was required then I’d feel more stressed to do my 
133  work and put all these things in my work, and then I would just forget about what I was 
134  mainly focusing on. I’d get off track and be like, “Oh, can you read my work and see if 
135  it’s good or not?” And sometimes they’d just say it’s good, right? But then you have this 
136  feeling inside that something’s missing. But they don’t know that you have this feeling or 
137  what you’re trying to do, they just know that the grammar is good, yeah that’s fine. But 
138 what about my ideas? Should I add anything to my ideas? Is there something I should do? 
139  For me, it didn’t always work. Even if it does work, I still get side tracked to do            
140  what they told to do, and I forget what I was going to do or wanted to do. 

141  S: Adding onto that, I feel like sometimes it can be a waste of time. 

142  Me: What could be a waste of time? 

143  S: Having peers edit. And then they don’t actually really help you in a way, they’re just 
144  like “Yeah, good, good job”. But then it’s like, “What did you do for me?” It just makes 
145  me mad. 

146  O: Yeah. If they actually tell us it’s wrong, or what’s wrong, then that’s actually helpful, 
147  But if they’re just like, “Your essay’s great, it’s so good.” Not saying any names 

148  J: Yeah, the person might be like, I don’t want to say something bad. Cause I don’t want 
149  to change it. But then….. 

150  A: You need those ….. 
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151  Me: I understand what you’re saying. I understand. 

152  A: I also feel like if somebody gives me their idea, or their opinion, I can add onto that 
153  with my opinion, and it grows a good idea. Changing their opinion into my style           
154  of opinion and then doing what they told me to do but in my way.  

 
 
 
Group 2: Rianna, David, Peter, Wade  

155  R: The steps did help because when they broke down the assignments it helped me feel 
156  more organized, it was kind of like a to-do list. So it broke it down for me. It was really 
157  easy then. It made everything easier and you didn’t have to go through those complicated 
158  strategies. It made everything specific and detailed. So it really helped. 

159  P: I can agree, cause if you look at the way it’s laid out I can follow the steps and it      
160  just makes the assignment easier. 

161  R: On Google Classroom, we didn’t use it, I felt I didn’t use [the poster], it was just there. 
162  But it was still helpful to have in the classroom I feel. It was definitely helpful to have. 

163  Me: So not so helpful on Google Classroom? 

164  R: I would just turn and all the strategies would be there, they’d be detailed. 

165  W: If you were across the classroom it was easier, if you were on the                            
166  Chromebook working, you could just go on Google Classroom and it was easier to see it. 

167  D: I think it was helpful having the poster with the strategies on Google Classroom and in 
168  the class because when you’re struggling you can just look up and look at the poster or on 
169  Google Classroom if you want. At least it’s there for you. 

170  P: Instead of asking you to come over, you could try to be independent and look up at the 
171  poster or look at it on Google Classroom and find out strategies, maybe, that could help 
172  you get past your block. 

173  D: It was also helpful on Google Classroom when you’re not in class, like if you’re at 
174  home, and you’re struggling. 

175  P: Yeah, cause you don’t have a teacher at home. 

176  Me: Did any of you use it at home? 

177  R: Yeah. 

178  P: For the essays. 
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179  D: Once to twice. When I was doing my essay and I was struggling or something then I 
180  could actually use it at home. 

181  R: I kept two main strategies in mind, just not to overwhelm me, cause then I’ll             
182  start getting, like I’ll go everywhere in my mind, right? So I used, I kept two big          
183  strategies, like use feedback and like another one. And using those, like just keep on     
184  telling myself that, it was reassuring. And it was helpful. 

185  Me: So jumping down to the fourth question, what was not helpful. Are you saying that 
186  there were too many strategies on the cycle? 

187  R: I feel like certain strategies were kind of the same in some ways and they were kind of 
188  two of one, I guess. 

189  P: The way it was sorted, I guess, for me, sometimes you have to search around. 

190  R: Yeah, yeah. There were a lot of stickie notes for you, just having to look. There were 
191  like a lot of ideas but the ideas were really helpful. 

192  Me: Can you think, in particular, of two that were too similar? 

193  R: Ask teacher for help and ask classmate for help. 

194  Me: You’re thinking that we should have generalized it. 

195  D: Just ask for help. 

196  R: Yeah. Just ask for help. 

197  D: For me what wasn’t helpful was just some strategies just like, weren’t really needed. 
198  Some of them I don’t think that I ever, like, looked at. 

199  R: Yeah, same. 

200  D: But I used, I still used the whole cycle in general, like, I used it, but like                   
201  some strategies I don’t think I used. 

202  Me: Can you think of one that didn’t need to be up there? 

203  D: Not really. I just know that I didn’t use all of them. 

204  P: Yeah, cause the ones that I couldn’t, that didn’t help don’t usually cross my mind. 

205  R: Exactly, like I kept two in mind from each kind of section and then that’s all I could 
206  use. 

207  P: It’s the helpful ones that are more memorable. 
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208  W: There wasn’t too many, it was just because different ones worked for different people. 
209  Just sometimes you had to look for a second to find the one you were looking for. 

210  P: I think it is good to have so many strategies cause different people have different ways 
211  of solving things so, I guess, maybe, different strategies work for different people. 

212  R: At least having a selection, and there was options, and just knowing they’re up there is 
213  really good. 

214  Me: So maybe I should have divided them differently, organized them differently on the 
215  poster,  to make it a little bit more visually organized? 

216  D: Maybe if it wasn’t in a circle, if it was in a chart, and then you could just put            
217  the strategies more like that. Like columns or something like that. 

218  R: They were all kind of, like, in each section they were just kind of an explosion        
219  of ideas. 

220  P: I mean, that’s also good, cause you could search for one that works for you and then 
221  you can keep that in mind. 

222  Me: So something more linear. 

223  P: Or maybe you could just organize the stickie notes in the circle better cause they’re all 
224  kind of scattered around in different places, I mean. 

225  D: If another teacher was to use it, I guess, I just want them to know that I’ve seen        
226 it before and that I know about it. 

227  R: And, I don’t know who the other teacher is, but for them to know that each student 
228  works differently. And they don’t need to force it upon you to work a certain way. Cause 
229  it’ll limit you, so not making them, they’re not going to force you to use feedback         
230  or force you to ask someone else. They need to let you adjust to it yourself and see what 
231  fits you. 

232  P: Specific strategies is good, but not, like, forcing it on someone. 

233  P: I don’t think that we did number 3. 

234  Me: You kind of did. 

235  P: I don’t know how to explain it, cause all of them are helpful. The strategies are really 
236  helpful on the thing because that’s kind of the main part I would say.    

237  R: Yeah. Even you get mad at me when I overthink things to the max. But when you look 
238  at the steps, it really just flattens everything, and it’s just, like, ‘ok. I’m going to do this, 
239  it’s going to be done, I’m good. 
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240  P: Overthinking things can put too many ideas into your head at once. Looking at        
241 the chart you can kind of re-fresh your mind and you can just base it on one idea. 

242  R: Especially looking at the poster when I would look at it, it’s just like a                     
243 whole explosion. 

244  D: Like even though I am saying that the whole circle could be more organized, it’s still 
245  helpful that the poster was there, then I’m not trying to memorize all the everything. 

246  P: It’s been more helpful to have it then to not have it. 

247  R: Especially since you covered so many ideas. That was really good. Even though      
248  it may not have been, it could have been in a better way, but it was still really good to  
249  have all those ideas there. 

250  P: I’m sure everybody in the class has used it at least once. So that’s, it’s helpful          
251 for everybody. 

252  D: I think also the fact that we’ve talked about so much in class, so you know in the back 
253  of your mind that it’s up there. Since we talked about it so much, you’re thinking about it. 
254  So you know it’s up there to use. If we only talked about it once you wouldn’t even think 
255  about it, right? 

256  R: Yeah. You talked about it a lot which helped. It woke us up. 

257  W: It reminds you. 

258  R: It’s here you for you, you have to, well you don’t have it, it’s going to be helpful, and 
259  showed us that. 

260  P: It’s really colorful so out of your peripheral vision you can see it, and then you’re like, 
261  ‘Oh there, I can look at that’. 

262  R: That’s a good point. 

263  Me: So it’s a good thing that I used the neon stickies instead of just the plain yellow? 

264  D: Yeah, the colors kind of attract your eyes to it so even if you’re not actually focusing 
265  on it, it’s still, like, you see it, cause it’s so bright colored. 

266  R: Overall, it’s an amazing device for us to use in class and I’m really happy that we got 
267  to use it. 

268  D: It was very helpful.    
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 Group 3: Elizabeth, Patty, Matt, Aaron  

269  P: It did help to know the steps in the assignments, but I feel like the strategies were more 
270  helpful because the steps, like, I feel like the steps were too general and it’s hard           
271 to actually like understand maybe like sometimes the difference between interpreting the 
272  task and like analyzing the work because sometimes analyzing the question                  
273 can sometimes get confusing. So I feel like categorizing the stickie notes and, like,       
274  writing down the strategies, it really helped because it would tell like what the most     
275  suitable strategy for each category. 

276 A: The strategies were more helpful because with the steps, they were a bit vague, but, 
277  because, like, I was kind of confused between monitoring and adjusting, but, like,        
278  the  specific strategies did help me understand what each step meant. 

279  P: It did help to have a poster because I feel like otherwise I would have forgotten to use 
280  it. [all others agreeing verbally while she’s speaking “yeah”] Because since it was there, 
281  and, like, right at the front of the classroom kind of, you could see it from all directions. It 
282  really helped. If you were, like, stuck or something, you would just naturally look around 
283  the classroom, and that bright poster would be there, and you’re like “ok”. [lots            
284  of “yeah”s from other students, E: I agree with Patty”] 

285  A: Sometimes, like, I looked to my past assignments to see feedback and everything, and 
286  it’s right there in Google Classroom, so if I’m stuck I can just go there. 

287  E: This is my first time seeing a poster like this, and it didn’t only help for school, it also 
288  helped for everything in general, I guess, it really helped me to break down all my steps 
289  to do daily tasks and stuff. 

290  Me: Like what? 

291  E: Like dance. Cause, I think it was the monitoring or adjusting. But I think asking my 
292  teacher about feedback because since there were lots of students in my class they don’t 
293  really, like, the teachers they don’t really focus on each student, so it was after class I  
294  asked them which I never really did before cause I was kind of scared. 

295  Me: What were you scared of? 

296  E: I was scared cause I was kind of shy speaking in front of the class. 

297  P: I think the part that wasn’t helpful was, ok, so observing others did help me in PE        
298  more, but then I feel like for things that are more, cause that’s where you would just do it, 
299  right, so then I feel like for things like Science, or maybe English, or maybe even Math, I 
300  feel like if you just watch the other person I feel like you don’t actually understand what 
301  they’re doing. And it kind of, like, messes up your thought process and how                   
302  you understand things. So sometimes if I were to look at someone else’s, like                
303  proofread someone else’s essay, and I looked at their conclusion, I feel like it would be 
304  hard to get on my own train of thought and just get stuck on what they wrote and try to 
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305  find a way around that. So I guess sometimes it can get a little confusing if you would 
306  observe others to, like, do things that require a bit more thinking. 

307  A: Especially with like English because in all the essays everyone would have their own 
308  interpretations of all the tasks and so you could get confused. And one of the strategies 
309  was to skip through the hard parts and go back later. That wasn’t really helpful for me 
310  because if I don’t do something in the right way, it will be on my mind for the rest of the 
311  time and it will cause more stress. 

312  P: If another teacher was to use the Strategic Action Cycle, I would recommend,          
313  so before, with only the poster, it’s too generalized. But I feel like with the stickie notes 
314  on it it was better. But if you specify the task too much, like you narrow down the         
315  strategies way too much, and do way too specific tasks, that makes it more confusing  
316  because it leaves less space for thinking what you can do. Because it kind of narrows   
317  down the little bubble between what I can do and what I can’t. 

318  Me: So when you say that, you mean, narrowing into “these are the only strategies that 
319  you can use here”? 

320  P: Yes. Rather than people trying to find out what they really want to do. Cause if you 
321  specify the task too much, then I feel like it kind of narrows down what you think helps 
322  you, and it doesn’t let you realize whether these strategies really help you or not. Cause 
323  when you specify the task it makes you feel like you have to do that. 

324  A: I feel like there should be a medium between no specifications and saying, “This is the 
325  chart, use it” and, like, specific boundaries. So you know what you can use but you also 
326  have room for your own thought process. 

327  M: There shouldn’t be like, the strategies shouldn’t be specified for only one part because 
328  many of them can be used in other areas too. Cause then it can actually make you feel 
329  like you’re doing it wrong. It might just mess with your mind. 

330  Me: Did you notice yourself using it in places outside of PE and English? I know that Mr. 
331  Lund and I were both talking about this, but did you notice it outside of school? It’s ok if 
332  the answer’s no. 

333  M: I actually did, cause I do coding and it actually helped me break down the steps for 
334  when I’m actually making a game or something. 

335  A: Same with me. I have guitar lessons, so it also helped encourage me kind of because 
336  sometimes it’s confusing and I didn’t know if what I was doing was right or wrong. 

337  P: I don’t know if it really helped me. I don’t think it did. Because I haven’t really done 
338  anything that’s new the past year since Covid started, and this was the first time I          
339  was actually introduced to the Strategic Action Cycle so I feel like everything I was      
340  already doing, I already had a set way of doing it so I don’t feel like I would really refer 
341  to it. Because most of the things, like swimming and skating, I already had lessons, and 
342  I already know how to do it, and how to get past those challenges when I’m stuck, so   



130 
 

130 
 

343  I  don’t feel like I referred to it because I already had a solution. But when I was reading, 
344  cause now I have more free time for reading, this isn’t related to the Action Cycle, but 
345  when you told me that you actually read aloud in your head I realized that I actually do 
346  that even though I didn’t know that before. Because it plays in my head like a movie and 
347  I feel like, analyzing, understanding how I read books helps me understand what types of 
348  genres I enjoy more. So maybe that’s related. 

349  A: Similar to what [P] said, when you said that, I do do that. I knew that I do that, I just 
350  didn’t know it was a thing. Cause when I’m reading aloud in my head, I kind of have, it’s 
351  like I’m there witnessing it happening instead of just reading words off a page. 

352  E: What they were talking about before about observing others, I agree with                 
353  them because it did throw me off a bit because when we were writing essays, I read      
354  some other people’s essays and it kind of limited the way that I thought a bit more, and 
355  since we all have different ways of thinking and different personalities, so I think next 
356  time I would try to work more independently and then peer edit others’ essays once I’ve 
357  begun. 

358  M: I agree to that, but also, observing others can also probably be motivation because you 
359  might want to do better than them. But everyone still has their different opinions          
360  and interpretations so it can throw you off.        

361  A: Overall, I think that the Strategic Action Cycle helped me, to, an example would be 
362  that sometimes I had trouble with punctuation and telling where commas go and stuff, but 
363  proofreading out loud really helped me to know. It gave me strategies to use which really 
364  helped me. 

365  E: For what wasn’t helpful, I think explaining adjusting and monitoring was a              
366  bit confusing for me cause it kind of seemed like the same thing to me. And the steps for 
367  the strategies for both of them could work for both. 

368  P: I feel like the most important thing from the Strategic Action Cycle for me was that, 
369  realizing that I already did these things but I can use them to help myself in                  
370  other circumstances. I think that was the most important thing for me. Because when I go 
371  back to teacher feedback or peer edit, I didn’t actually realize I did these things to         
372  improve my work or to complete the task, right? But then after discussing those           
373 strategies, and understanding how they could be helpful, I think that actually helped me 
374  realize that I can actually use these not for only certain tasks but for other things too.   
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Appendix 12 

Enrollment Information 2020/2021 

Email from Sandy Kennedy, Student Records Clerk 

 

    

 

Appendix 13 

Study De-Briefing Script 

Firstly, I want to thank you for your help with my study. I hope that you found participating in 

this study to be helpful. It all started because I wondered about the reasons for students 

sometimes needing more support from their teachers. I wondered why some students needed 

more help than others, why some types of assignments were more difficult, and whether I was 

helping my students in the best way possible. With this study, my goal was to see whether the 

Strategic Action Cycle would help with this, by giving you some clear ways to work through 

challenges on your own. I didn’t want to tell you that I was looking at your ability to work on 
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your own after learning about these strategies, as I didn’t want you to be embarrassed about 

asking for help whenever you needed it. In the end, I hope that it did help. I hope that you 

learned some valuable ways to take ownership of your own learning. Or more importantly, that 

you were reminded of some ways that you already knew, but you had either forgotten about 

them, or didn’t even realize that it was a strategy that could help you. Either way, I hope that this 

will help you beyond English class – that the next time you need to learn anything, that you will 

remember that you have all kinds of ways to support your own learning. And you will realize 

that you’re a more capable learner than you tend to realize.  

 

Appendix 14 

Discussion Group Transcripts – Highlighted for Major Themes  

Theme 

Beginning an Assignment 

Focus During Class  

Visual of Poster 

Personal Ownership/Choice  

Variety of Strategies  

Independence  

Application Outside of Class  

Summative Comments  

 

Group 1: Janice, Olivia, Sarah, Ashley  

1 A: If another teacher, like in a different class, I would want them to know that I go by     
2  understanding things visually more and it just helps me get started. And I need a             
3  few seconds to process things and put my ideas together. Split them up step by step         
4  cause that’s the way I like things. 

5  Me: So then, did the visual of the poster really help you? 

6 A: Yeah. Cause it told me things I can do like make a to-do list, try it, see if it works,      
7  go back to previous works, review more stuff, and then I have a decent spot I can start at. 
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8  J: Sometimes I don’t use the Strategic Cycle for everything I do, like assignments,           
9  but whenever I sometimes get bored, or annoyed about an assignment, or I just don’t     
10  want to start my work I might go and look and see if I can add any more steps to help me 
11  spread everything out. 

12  S: I didn’t really like the fact that we were putting our own ideas onto the Cycle. I just, I 
13  like getting straight on instructions, I guess. I don’t really like, I don’t know. 

14 J: Like working under pressure. Like this is what you’re….. 

15 S: Sort of. I guess I just don’t really want to go off my own ideas. I don’t know. 

16  Me: Why not? 

17  S: Just cause it’s easier for me, I guess, to just get someone to tell me what to do            
18  rather than myself instructing me cause what if I’m not right about it, or …. 

19  J: But I think what’s nice is we got to discuss it or if we disagreed with something we    
20  could change it. Like sometimes there would be, we would just have this, it was             
21  nice because if we think we were wrong about something, we could talk and ask about   
22  it before we actually use the strategy and mistaked it to be a good change. 

23  O: For me, I think, having it there in class was actually kind of helpful cause then I could 
24  just look, for different stuff, I could just look and see what I’m supposed to do or what I 
25  can do to help me get unstuck. But not all the strategies were helpful, but, most of them. 

26  Me: Are there any of the strategies that stand out to you as being not helpful? 

27  S: I feel like “try it” is sort of in between, just try it, like sometimes it could                    
28  work, sometimes it could not cause what if you misunderstand? 

29  J: And for proofreading we were talking about how sometimes when we proofread each 
30  other we get pressurized by how good the other person writes, and then we feel like we 
31  haven’t wrote it good enough. 

32  S: Yeah! 

33  J: And then we want to change it. 

34  O: And we want to change it. 

35  J: And our idea before was already very impactful and then we change it again and then 
36  we mess it up. 

37  S: That’s a really good point. 

38  O: That’s what we did for one of the assignments. And then we stopped because…. 

39  J: We stopped…. 
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40  O: Actually I think it was better that we stopped because we just finished the assignment 
41  and then showed it to them like “is it ok?” and then they just said “yeah, it’s good.” 

42  J: Sometimes unintentionally you help the other person write in your own                       
43  perspective, but you’re not letting them write, so it’s kind of like we’re writing it for      
44  them. So I think it’s better if we just write on our own, see what we lack and then fix it. 
45  And also you feel bad afterwards since you think you might have messed up something in 
46  their writing. 

47  Me: Anything else you want to add? 

48  J: I feel like, for the Strategic Action Cycle, it was important for us to learn about          
49  it because I feel like you would want us to be more independent and have confidence so 
50  it’s not like we would have to ask the teacher for everything. So this is a way for us to     
51  figure it out on our own other than having to … like have something in the back of our  
52  minds we could use whenever we’re stuck to get unstuck. Figure stuff out. It was really 
53  helpful to have. 

54  S: For question 5, it’s important for other teachers to know that we were the people who 
55  put the ideas on the poster because then they know not to think too highly of it. 

56  Me: What do you mean? Explain that. 

57  S: I don’t really know. It’s not like an official thing, maybe, or … 

58  Me: Got it. So you don’t want a teacher…. if you were going into your French class with 
59  Monsieur Brown next quarter, and he had the Strategic Action Cycle, with all of            
60  the strategies up there, you would want him to know that those were your strategies, not 
61  put up there by teachers. 

62  S: Yeah. 

63  Me: Or experts, or what have you. So it’s not the only, be all, end all, answer. 

64  S: It could be a good thing though because then they know that it works for you,            
65  the people who put it up there. 

66  O: Yeah, but I think they should, if they want, they should add things that can help        
67  us which will be kind of helpful cause things that we don’t actually use, do, or think       
68  about. Kind of like new ideas on how to do it. That’ll be helpful. 

69  J: Cause if we’re in a new class then we have different problems that we need to face so 
70  it’s like we need other strategies to fit the problem.    

71  O: Yeah, like for, let’s say Math, like you said for English we can use a dictionary but for 
72  Math if we use a calculator and they tell us that we can’t, then I think that’s….. 

73  Me: So then that strategy goes off. 
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74  S: Yeah. Like no dictionaries. No French dictionaries to help you. 

75  J: You can’t, like, proofread in Math. [holds hand out to Olivia] “Help proofread           
76  my test!” 

77  S: It would be important for them to know that this was created in an English class. And 
78  they know that not all of the strategies work for this sort of class.   

79  A: I also feel like with Sarah, what she said, they should know that we made it. It’s        
80  because they can add things in their specific class that can help them. But then it could be 
81  stressful saying this was from a professional teacher because teachers know more           
82  stuff than us because, of course, because they teach it but if someone thinks the teacher 
83 made it, they want us to do all these things so it just pressurizes them in a way. But if     
84  they know other students made it they’ll be like, “oh, I can just take this idea, try it out”, 
85  and then maybe it will help them. 

86  J: Yeah, and I feel like you might be really, if you’re thinking this is what                       
87  school, education, wants you to do then you might think that you’re restricted to have to 
88 do it. But if they know it’s us, we’re the same age as them and we made it then they may 
89  be like, “Oh! This might have worked for them but it might not for me”. 

90  O: It’s good that we can use it whenever we want, we don’t have to use it cause then      
91 it just goes from, “Oh no, I didn’t try it, I didn’t ask someone and I didn’t proofread it.  
92  Oh no! I didn’t use a dictionary, that’s not helping” 

93  Me: So you liked that the strategies were optional, versus required? 

94  All mutter agreement 

95  S: What Janice was saying, the peer editing thing, they might think, “Ohmigosh, I have to 
96  peer edit now”. But then if it was negative help, I guess? 

97  A: And it helps with assignments cause if you’re stuck on one part of an assignment you 
98 can skip it and think of something else you can do and then let others proofread it while 
99  you’re doing something else. Cause that’s what I had Heidi help me with. When I        
100  was writing half of my essay I told her to proofread it and then I started thinking of what 
101  I’ll put in that. Cause, I mean, I have her opinion but I don’t have my own opinion in    
102  there. 

103  O: But sometimes it’s good that we don’t use their opinion. Yeah your opinion’s nice, but 
104  it’s my essay and I kind of want it to be what I’m thinking about and they might not be 
105  thinking about the same thing. So it’s good that we get to choose. 

106  S: With the last essay we just did, what if someone thinks that Tim was more …          
107  is handling the situation better than Donald had been. But then what if you think           
108  the opposite? 

109  O: Yeah, and they’re giving you …. 
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110  S: The wrong feedback. And maybe you might not notice that they’re giving you the 
wrong feedback. 

111  O: And if you change it then your essay’s going to lower, it’s not effective. 

112  J: And if like others change it for you. We should know why they changed it. If they just 
113  change it for you, you’re not going to know, “Oh. This part, I wasn’t clear enough. I need 
114  to improve on it”. Cause then you’re just like, “Oh. They just changed it for me and it’s 
115  good now”. 

116  O: Yeah, you can’t really trust them, they’re not perfect. You are, but they’re not. 

117  A: I also feel like the most helpful part for me, cause everyone has their own opinion on 
118  what is helpful to them, I think the strategies were more helpful cause some parts I didn’t 
119  really get when you said in shorter form what to do, and then I see other kids doing what 
120  they’re meant to be doing, opening their binders and stuff. So I know where to              
121 get started, then I just carry on with my work and I’m super focused in it, and I get it     
122  done. But I just need that boost and then I start. 

123  O: It’s helpful cause then it helps to remind you that you have notes and you could just 
124  look at them and then use them. Cause sometimes when it’s stressful I don’t even think 
125  about what I could use or what to do. But then when I look at that and it kind of reminds 
126  me that “Oh yeah, I have notes, I could just use that”. 

127  S: Yeah! It reminds you of strategies. 

128  O: Yeah, it’s like a reminder, I guess. 

129  J: It’s not required, but it’s an option for when you’re not in the mood. And I feel like the 
130  steps in the poster was really helpful cause it didn’t say you had to go that way but it gave 
131  you the basics and if you wanted to follow it you could. 

132  A: If it was required, just saying, if it was required then I’d feel more stressed to do my 
133  work and put all these things in my work, and then I would just forget about what I was 
134  mainly focusing on. I’d get off track and be like, “Oh, can you read my work and see if 
135  it’s good or not?” And sometimes they’d just say it’s good, right? But then you have this 
136  feeling inside that something’s missing. But they don’t know that you have this feeling or 
137  what you’re trying to do, they just know that the grammar is good, yeah that’s fine. But 
138 what about my ideas? Should I add anything to my ideas? Is there something I should do? 
139  For me, it didn’t always work. Even if it does work, I still get side tracked to do            
140  what they told to do, and I forget what I was going to do or wanted to do. 

141  S: Adding onto that, I feel like sometimes it can be a waste of time. 

142  Me: What could be a waste of time? 
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143  S: Having peers edit. And then they don’t actually really help you in a way, they’re just 
144  like “Yeah, good, good job”. But then it’s like, “What did you do for me?” It just makes 
145  me mad. 

146  O: Yeah. If they actually tell us it’s wrong, or what’s wrong, then that’s actually helpful, 
147  But if they’re just like, “Your essay’s great, it’s so good.” Not saying any names 

148  J: Yeah, the person might be like, I don’t want to say something bad. Cause I don’t want 
149  to change it. But then….. 

150  A: You need those ….. 

151  Me: I understand what you’re saying. I understand. 

152  A: I also feel like if somebody gives me their idea, or their opinion, I can add onto that 
153  with my opinion, and it grows a good idea. Changing their opinion into my style           
154  of opinion and then doing what they told me to do but in my way.  

 
 
 
Group 2: Rianna, David, Peter, Wade  

155  R: The steps did help because when they broke down the assignments it helped me feel 
156  more organized, it was kind of like a to-do list. So it broke it down for me. It was really 
157  easy then. It made everything easier and you didn’t have to go through those complicated 
158  strategies. It made everything specific and detailed. So it really helped. 

159  P: I can agree, cause if you look at the way it’s laid out I can follow the steps and it      
160  just makes the assignment easier. 

161  R: On Google Classroom, we didn’t use it, I felt I didn’t use [the poster], it was just there. 
162  But it was still helpful to have in the classroom I feel. It was definitely helpful to have. 

163  Me: So not so helpful on Google Classroom? 

164  R: I would just turn and all the strategies would be there, they’d be detailed. 

165  W: If you were across the classroom it was easier, if you were on the                            
166  Chromebook working, you could just go on Google Classroom and it was easier to see it. 

167  D: I think it was helpful having the poster with the strategies on Google Classroom and in 
168  the class because when you’re struggling you can just look up and look at the poster or on 
169  Google Classroom if you want. At least it’s there for you. 

170  P: Instead of asking you to come over, you could try to be independent and look up at the 
171  poster or look at it on Google Classroom and find out strategies, maybe, that could help 
172  you get past your block. 
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173  D: It was also helpful on Google Classroom when you’re not in class, like if you’re at 
174  home, and you’re struggling. 

175  P: Yeah, cause you don’t have a teacher at home. 

176  Me: Did any of you use it at home? 

177  R: Yeah. 

178  P: For the essays. 

179  D: Once to twice. When I was doing my essay and I was struggling or something then I 
180  could actually use it at home. 

181  R: I kept two main strategies in mind, just not to overwhelm me, cause then I’ll             
182  start getting, like I’ll go everywhere in my mind, right? So I used, I kept two big          
183  strategies, like use feedback and like another one. And using those, like just keep on     
184  telling myself that, it was reassuring. And it was helpful. 

185  Me: So jumping down to the fourth question, what was not helpful. Are you saying that 
186  there were too many strategies on the cycle? 

187  R: I feel like certain strategies were kind of the same in some ways and they were kind of 
188  two of one, I guess. 

189  P: The way it was sorted, I guess, for me, sometimes you have to search around. 

190  R: Yeah, yeah. There were a lot of stickie notes for you, just having to look. There were 
191  like a lot of ideas but the ideas were really helpful. 

192  Me: Can you think, in particular, of two that were too similar? 

193  R: Ask teacher for help and ask classmate for help. 

194  Me: You’re thinking that we should have generalized it. 

195  D: Just ask for help. 

196  R: Yeah. Just ask for help. 

197  D: For me what wasn’t helpful was just some strategies just like, weren’t really needed. 
198  Some of them I don’t think that I ever, like, looked at. 

199  R: Yeah, same. 

200  D: But I used, I still used the whole cycle in general, like, I used it, but like                   
201  some strategies I don’t think I used. 

202  Me: Can you think of one that didn’t need to be up there? 
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203  D: Not really. I just know that I didn’t use all of them. 

204  P: Yeah, cause the ones that I couldn’t, that didn’t help don’t usually cross my mind. 

205  R: Exactly, like I kept two in mind from each kind of section and then that’s all I could 
206  use. 

207  P: It’s the helpful ones that are more memorable. 

208  W: There wasn’t too many, it was just because different ones worked for different people. 
209  Just sometimes you had to look for a second to find the one you were looking for. 

210  P: I think it is good to have so many strategies cause different people have different ways 
211  of solving things so, I guess, maybe, different strategies work for different people. 

212  R: At least having a selection, and there was options, and just knowing they’re up there is 
213  really good. 

214  Me: So maybe I should have divided them differently, organized them differently on the 
215  poster,  to make it a little bit more visually organized? 

216  D: Maybe if it wasn’t in a circle, if it was in a chart, and then you could just put            
217  the strategies more like that. Like columns or something like that. 

218  R: They were all kind of, like, in each section they were just kind of an explosion        
219  of ideas. 

220  P: I mean, that’s also good, cause you could search for one that works for you and then 
221  you can keep that in mind. 

222  Me: So something more linear. 

223  P: Or maybe you could just organize the stickie notes in the circle better cause they’re all 
224  kind of scattered around in different places, I mean. 

225  D: If another teacher was to use it, I guess, I just want them to know that I’ve seen        
226 it before and that I know about it. 

227  R: And, I don’t know who the other teacher is, but for them to know that each student 
228  works differently. And they don’t need to force it upon you to work a certain way. Cause 
229  it’ll limit you, so not making them, they’re not going to force you to use feedback         
230  or force you to ask someone else. They need to let you adjust to it yourself and see what 
231  fits you. 

232  P: Specific strategies is good, but not, like, forcing it on someone. 

233  P: I don’t think that we did number 3. 

234  Me: You kind of did. 
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235  P: I don’t know how to explain it, cause all of them are helpful. The strategies are really 
236  helpful on the thing because that’s kind of the main part I would say.    

237  R: Yeah. Even you get mad at me when I overthink things to the max. But when you look 
238  at the steps, it really just flattens everything, and it’s just, like, ‘ok. I’m going to do this, 
239  it’s going to be done, I’m good. 

240  P: Overthinking things can put too many ideas into your head at once. Looking at        
241 the chart you can kind of re-fresh your mind and you can just base it on one idea. 

242  R: Especially looking at the poster when I would look at it, it’s just like a                     
243 whole explosion. 

244  D: Like even though I am saying that the whole circle could be more organized, it’s still 
245  helpful that the poster was there, then I’m not trying to memorize all the everything. 

246  P: It’s been more helpful to have it then to not have it. 

247  R: Especially since you covered so many ideas. That was really good. Even though      
248  it may not have been, it could have been in a better way, but it was still really good to  
249  have all those ideas there. 

250  P: I’m sure everybody in the class has used it at least once. So that’s, it’s helpful          
251 for everybody. 

252  D: I think also the fact that we’ve talked about so much in class, so you know in the back 
253  of your mind that it’s up there. Since we talked about it so much, you’re thinking about it. 
254  So you know it’s up there to use. If we only talked about it once you wouldn’t even think 
255  about it, right? 

256  R: Yeah. You talked about it a lot which helped. It woke us up. 

257  W: It reminds you. 

258  R: It’s here you for you, you have to, well you don’t have it, it’s going to be helpful, and 
259  showed us that. 

260  P: It’s really colorful so out of your peripheral vision you can see it, and then you’re like, 
261  ‘Oh there, I can look at that’. 

262  R: That’s a good point. 

263  Me: So it’s a good thing that I used the neon stickies instead of just the plain yellow? 

264  D: Yeah, the colors kind of attract your eyes to it so even if you’re not actually focusing 
265  on it, it’s still, like, you see it, cause it’s so bright colored. 

266  R: Overall, it’s an amazing device for us to use in class and I’m really happy that we got 
267  to use it. 
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268  D: It was very helpful.    

 
 

 Group 3: Elizabeth, Patty, Matt, Aaron  

269  P: It did help to know the steps in the assignments, but I feel like the strategies were more 
270  helpful because the steps, like, I feel like the steps were too general and it’s hard           
271 to actually like understand maybe like sometimes the difference between interpreting the 
272  task and like analyzing the work because sometimes analyzing the question                  
273 can sometimes get confusing. So I feel like categorizing the stickie notes and, like,       
274  writing down the strategies, it really helped because it would tell like what the most     
275  suitable strategy for each category. 

276 A: The strategies were more helpful because with the steps, they were a bit vague, but, 
277  because, like, I was kind of confused between monitoring and adjusting, but, like,        
278  the  specific strategies did help me understand what each step meant. 

279  P: It did help to have a poster because I feel like otherwise I would have forgotten to use 
280  it. [all others agreeing verbally while she’s speaking “yeah”] Because since it was there, 
281  and, like, right at the front of the classroom kind of, you could see it from all directions. It 
282  really helped. If you were, like, stuck or something, you would just naturally look around 
283  the classroom, and that bright poster would be there, and you’re like “ok”. [lots            
284  of “yeah”s from other students, E: I agree with Patty”] 

285  A: Sometimes, like, I looked to my past assignments to see feedback and everything, and 
286  it’s right there in Google Classroom, so if I’m stuck I can just go there. 

287  E: This is my first time seeing a poster like this, and it didn’t only help for school, it also 
288  helped for everything in general, I guess, it really helped me to break down all my steps 
289  to do daily tasks and stuff. 

290  Me: Like what? 

291  E: Like dance. Cause, I think it was the monitoring or adjusting. But I think asking my 
292  teacher about feedback because since there were lots of students in my class they don’t 
293  really, like, the teachers they don’t really focus on each student, so it was after class I  
294  asked them which I never really did before cause I was kind of scared. 

295  Me: What were you scared of? 

296  E: I was scared cause I was kind of shy speaking in front of the class. 

297  P: I think the part that wasn’t helpful was, ok, so observing others did help me in PE        
298  more, but then I feel like for things that are more, cause that’s where you would just do it, 
299  right, so then I feel like for things like Science, or maybe English, or maybe even Math, I 
300  feel like if you just watch the other person I feel like you don’t actually understand what 
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301  they’re doing. And it kind of, like, messes up your thought process and how                   
302  you understand things. So sometimes if I were to look at someone else’s, like                
303  proofread someone else’s essay, and I looked at their conclusion, I feel like it would be 
304  hard to get on my own train of thought and just get stuck on what they wrote and try to 
305  find a way around that. So I guess sometimes it can get a little confusing if you would 
306  observe others to, like, do things that require a bit more thinking. 

307  A: Especially with like English because in all the essays everyone would have their own 
308  interpretations of all the tasks and so you could get confused. And one of the strategies 
309  was to skip through the hard parts and go back later. That wasn’t really helpful for me 
310  because if I don’t do something in the right way, it will be on my mind for the rest of the 
311  time and it will cause more stress. 

312  P: If another teacher was to use the Strategic Action Cycle, I would recommend,          
313  so before, with only the poster, it’s too generalized. But I feel like with the stickie notes 
314  on it it was better. But if you specify the task too much, like you narrow down the         
315  strategies way too much, and do way too specific tasks, that makes it more confusing  
316  because it leaves less space for thinking what you can do. Because it kind of narrows   
317  down the little bubble between what I can do and what I can’t. 

318  Me: So when you say that, you mean, narrowing into “these are the only strategies that 
319  you can use here”? 

320  P: Yes. Rather than people trying to find out what they really want to do. Cause if you 
321  specify the task too much, then I feel like it kind of narrows down what you think helps 
322  you, and it doesn’t let you realize whether these strategies really help you or not. Cause 
323  when you specify the task it makes you feel like you have to do that. 

324  A: I feel like there should be a medium between no specifications and saying, “This is the 
325  chart, use it” and, like, specific boundaries. So you know what you can use but you also 
326  have room for your own thought process. 

327  M: There shouldn’t be like, the strategies shouldn’t be specified for only one part because 
328  many of them can be used in other areas too. Cause then it can actually make you feel 
329  like you’re doing it wrong. It might just mess with your mind. 

330  Me: Did you notice yourself using it in places outside of PE and English? I know that Mr. 
331  Lund and I were both talking about this, but did you notice it outside of school? It’s ok if 
332  the answer’s no. 

333  M: I actually did, cause I do coding and it actually helped me break down the steps for 
334  when I’m actually making a game or something. 

335  A: Same with me. I have guitar lessons, so it also helped encourage me kind of because 
336  sometimes it’s confusing and I didn’t know if what I was doing was right or wrong. 

337  P: I don’t know if it really helped me. I don’t think it did. Because I haven’t really done 
338  anything that’s new the past year since Covid started, and this was the first time I          
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339  was actually introduced to the Strategic Action Cycle so I feel like everything I was      
340  already doing, I already had a set way of doing it so I don’t feel like I would really refer 
341  to it. Because most of the things, like swimming and skating, I already had lessons, and 
342  I already know how to do it, and how to get past those challenges when I’m stuck, so   
343  I  don’t feel like I referred to it because I already had a solution. But when I was reading, 
344  cause now I have more free time for reading, this isn’t related to the Action Cycle, but 
345  when you told me that you actually read aloud in your head I realized that I actually do 
346  that even though I didn’t know that before. Because it plays in my head like a movie and 
347  I feel like, analyzing, understanding how I read books helps me understand what types of 
348  genres I enjoy more. So maybe that’s related. 

349  A: Similar to what [P] said, when you said that, I do do that. I knew that I do that, I just 
350  didn’t know it was a thing. Cause when I’m reading aloud in my head, I kind of have, it’s 
351  like I’m there witnessing it happening instead of just reading words off a page. 

352  E: What they were talking about before about observing others, I agree with                 
353  them because it did throw me off a bit because when we were writing essays, I read      
354  some other people’s essays and it kind of limited the way that I thought a bit more, and 
355  since we all have different ways of thinking and different personalities, so I think next 
356  time I would try to work more independently and then peer edit others’ essays once I’ve 
357  begun. 

358  M: I agree to that, but also, observing others can also probably be motivation because you 
359  might want to do better than them. But everyone still has their different opinions          
360  and interpretations so it can throw you off.        

361  A: Overall, I think that the Strategic Action Cycle helped me, to, an example would be 
362  that sometimes I had trouble with punctuation and telling where commas go and stuff, but 
363  proofreading out loud really helped me to know. It gave me strategies to use which really 
364  helped me. 

365  E: For what wasn’t helpful, I think explaining adjusting and monitoring was a              
366  bit confusing for me cause it kind of seemed like the same thing to me. And the steps for 
367  the strategies for both of them could work for both. 

368  P: I feel like the most important thing from the Strategic Action Cycle for me was that, 
369  realizing that I already did these things but I can use them to help myself in                  
370  other circumstances. I think that was the most important thing for me. Because when I go 
371  back to teacher feedback or peer edit, I didn’t actually realize I did these things to         
372  improve my work or to complete the task, right? But then after discussing those           
373 strategies, and understanding how they could be helpful, I think that actually helped me 
374  realize that I can actually use these not for only certain tasks but for other things too.   

 

 

 


