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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).



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.”



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.

10
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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 seltf-
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

11
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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.

12
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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.

13
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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

15
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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

17
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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.
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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

21



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.
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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,
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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
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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, | 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
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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 Question Question Very True (or Mostly True Sometimes Sort of True Not true at All
for Numbers Positive End) True (or Negative
Questions End)
First | Second | First | Second | First | Second | First | Second | First | Second
Desire to 1 I prefer class 3 2 12 9 7 10 2 4 i R
Learn - work that is
Beliefs challenging
About the so I can learn

Importance new things.
of Learning 2 It is important | 18 18 a 7 Y S B B R E—

(Motivation) for me to ] - -
learn what is
being taught
in this class.
3 I think T will 7 4 13 13 3 8 2 | e | | el
be able to use -
what I learn
in this class in
other classes.
4 1 often choose 3 1 12 6 10 16 | oeem | e | oo 2
assignment - —
topics I will
learn
something
from even if
they require
more work.
18 Even when 13 14 9 9 1 1 1 | 1 1
assignments
are dull and
uninteresting,
I keep
working until
1 finish.

21 I find that 6 3 7 13 9 7 3 1 | e | e
(reverse) | when the -
teacher is
talking I think
of other
things and
don’t really
listen to what
is being said.
24 I work hard to 16 14 6 6 3 b 2 2 | e |
get a good - -
grade even
when I don’t
like the class.

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 | Question Question Very True (or Mostly True Sometimes True Sort of True Not true at All
for Numbers Positive End) (or Negative
Questions End)

First Second First | Second First Second First | Second First Second

Beliefs 5 I am sure I 6 5 11 12 6 6 2 T P R
About can do an -
Abilities excellent
(Meta- job on the
Cognition) problems
and tasks
assigned
for this
class.

6 I have an 7 6 8 10 6 5 3 1 1 3
(reverse) | uneasy,
upset
feeling
when I
complete
assignment.

7 1 think I 9 8 9 8 4 5 1 2 2 2
will receive
a good
grade in
this class.

9 When [ am 1 1 8 7 5 5 6 7 5 4
(reverse) | completing
an
assignment
I think
about how
poorly I am
doing.

13 It is hard 4 2 7 8 8 6 4 6 2 2
(reverse) | for meto
decide what
the main
ideas are in
what I read.

20 I often find 4 3 12 11 7 9 1 2 1 | -
(reverse) | thatIhave
been
reading for
class but
don’t know
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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 | Question Question
for Numbers
Questions

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 8 Even when I
Work do poorly on
Habits an
(Behavior) assignment |
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.

12 7

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

10 11

12 8

12 I ask myself
questions to
make sure 1

12 11
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know the
material [
have been
working
with.

14
(reverse)

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

13

15

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

11

10

16

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

13

14

11

17

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

19

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

10

12

22

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

13

11

23

When I'm
reading [
stop once in
a while and
g0 over
what I have
read.

10

25

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

13
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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 [ am completing an assignment, |
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
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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.

39



40

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 Comments Comments
Regarding Beliefs Regarding Beliefs | Regarding Positive
About Importance | about Abilities as a Work Habits
of Learning Learner
1 Janice - SAC helped - Found
her to SAC most
become helpful
more when
independent, frustrated
have more - Likes
confidence double
- Liked checking
having with others
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freedom to Didn’t like
choose peer
editing
Wants to
keep
building
strategies
for other
classes
Liked
variety of
strategies
Olivia Liked Visual of
having poster
freedom to helped
choose Didn’t like
peer
editing
Sarah Likes being Didn’t like
told what to “try it”or
do peer
editing
Liked
variety of
strategies
Ashley Needs time Visual of
to process poster
Liked helped
having Liked
freedom to variety of
choose 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

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

SAC
helped him
break work
into steps

independent - 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 [
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 5.1¢

Group

Name of Student

Comments
Regarding Beliefs
About Importance

of Learning

Comments
Regarding Beliefs
about Abilities as a
Learner

Comments
Regarding Positive
Work Habits

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 1

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
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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:

1t’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

48



49

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

1t 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
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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 “I¢’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 1'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

1 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, “If 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 “/ 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: “/ 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.

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.

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.

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, [ 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
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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 1

Delta School District Research Application
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Appendix 2

Human Research Ethics Board Application - Request for Ethical Review of Human
Research

[—ﬁ W TRINITY
WESTERM
UNIVERSITY
Human Research Ethics Board - Trinity Western Unlversity

Raquest for Ethical Review of Human Ressarch
HREB File Mo

MOTE: This foris is fos all ssdies comducted by Beulty, stadl, of graduste students invalving data
collecton from humen beings. The Request for Anabywis of Existing Diata form should be used for
snadies that only invohre secondary analyees of sclotey dass sets,

Please read the *Guidelines for filling out the Request for Ethical Review Porm® before filling
ot this foem. It contuins Enportant infosmation thay sl gssist you in eompleting thas foom. Y ou will
firie] the guidelines in the same secton of the HREB webpage as this application fommn,

Principal Investigator: Trace; Dempstcr Phone: 604-825-5358
Department: Masters of Edacational Sowliv= -SPED  Email rcerlenndempsterfmmailcom
Address; L

{Street Addseni ox FUO B, Ciry, Provaee, Portal Code)
Yoware: [ Feculty [ Sl [ Masters Ssdent [ Doctoml Student ] Research Fellow

If pour are o stodent/reseanch fellow:

Mame of Sapervisce: D Al —m [ule Phone: §04-5] %2105 gxr
Deparment: Dean of Educain . Email: gllyson mlei@e
Address: ¥ ko Je Ciry

(it Eiice Location)

A. GENERAL INFORMATION

L Tide of project
Show me how: The effectiventss of the Samaegic Action Cycle in nalding self-efficacy in stoggling
lenrmers,

1. Have you applied for funding for this project?
Oves Ewo

List all sources of funding (&g, granting agencies, intemal funding, cormpotate fuivding). Give
exact tibes of all granis.

3. List all other investigators in this project.
Mame: fack Lumnd

Raizad Saplamber S070
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Email: zlundi@deltsd bocs

. Proposed research expected o be conducted between LL/19/3000  and 03/30/2021
(mmem/ddl /) {mm/de yyyy)

. Location wheee the research will be conducted:

Off-campus? [ Yes [Jho

School board or community agency? [ Yer [ ] Mo
Location(s) in Canadar [ Yes [JNo

International location(s)? [ Yes [ No

Online? [ Yo [MNo

Other? [Yes [HNo

Please provide details for all items to which you answered yes,

The research will be conduocted in my classroom in Delta School Dissder. Cnline sorveys will be
conducted with the shadents to guarsntes anoaymity, and to support any stodersts with leaming
designations that require adaptations of technology over pen and paper. The caline survey will be done
through Google Forms, as Delta Schoal District alseady has consent from parents for students o scoess
Google apps, and thst dooomentation is stored m the stodents” fles.

Diescribe the scholarly review of this project, Check all thar apply,

Kpproved by o thesls commattes of aguivalent,
Deparmental,/local peer review poos to submissson for ethics review.
External scholardy review prior to fanding, Specify review commmities:
Mo scholarly review.
Other — please specify:
. 'Who will acoually comduct the project, and what are their qualifications (e.g. a course in research
micthods; & completed PhI; training in interview skille)?
I, Tracey Dempater, will conduct the peojecs, [ have mken both BTN 504, end EDLUC 600A, two
Mizsters level courses that teach reseaich methods, | dlso have i Bachelot of Ediscation teschable in
ing, which gives me the skills to isterview from an objective standpome, and to phmse questions
i o way to lmit the potential hasen.

{(3) Describe any training that will be provided 1o research asaistanits.

Zack Lund is & colleague at Sesquam Secondary, and has been warkng with me for two years s past
of & team of Seaquas eachess, to develop our understanding of the Strategic Action Cycle, and how
to support stadents, Wi are bath versed i the theary of the cyce as outlined in the text "Dieveloping
Self-Regulated Learners”, and have been wosking together to develop strategies to buaild self-effcacy
ins seudents. Wich the cusrent quartes system, and grade B students placed mto coborts, Zack end |
will be teaching the same sradents - they will bave PE with ham in A block, and English with me in
block B. Chur aiim 10 qaarter o 38 o mekd the reo couses, wacking more of g blended PE and
English cowrse in order to suppart this study. So at pomts throughout the quarter, we will team
teach, As a fellow seacher, Zack slready has training in confidentality with the profiles of staderts,
mdnnmd:uhmguthvthmwmqwﬂhmuEhhnh-rhﬂf he will be
in conbdentality of the stady dat, and protecting the dats from both the smadenis, othe
Mmdmlﬂtwﬂmthﬂmmhmq&hhﬁmﬂtﬂbjﬂhmm
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Paga 3 af 14
herwevet, he“iﬂbcﬂl.i&ndtumtmmp mﬂmumullbaatwhatﬂtfwmh:hd;mﬂg
either in the Likest scale recordings, or the open-snded quesdons.

If the project involves community members in the eollecton and,/or analysis of data,
describe their status within the research team (e.g. employees, voheteerns, panicipant) and
/A

& Real of posential conflict(s) of interest:

()

()

(<)

Wil the rescarcher(s), members of the research team, and/or their family members receive
iy petsonal benefiisy

CYe [ENo
1f yes, apecify.

List any pre-existing relationships between the researcher(s) /asabstant(s) and research
plrﬂd.[ﬂ'ﬁ; {e.g classmates, colleagues, counselar-client, professor-student, pastos-
Sltgregant),

The rescarcher and the assistant bave been teaching together for years, and have developed &
professicaal relatonship working mogether on this basis of this resesrch, prior to the formal stady.

If the resewrcher(s) assistunt(s) wre in o position of responsibility ar power overthe
participants (e.g. their teacher, pastos, supervisor, emplover), describe the stepa that will be
taken io ensore that potential participanis feel ao pressure o pamicipate in the project.
When the stady is first meroduced fo the stadents, chey will b infoemed dhat it is opbonal, and thet
ehsey can ot owt an syt if it bedomes ancomfortable to talk about their lkeaming. They will also
b imfomad that all of the questons in the sacvey are optional, so they can snswer as many of the
guesticons & they kke, If they opt to pamicipate, 2l sudenss will be given tise dusing class to
|:|:-:|:|:r|:|lu:: I:htmveg:.‘n: m.ﬂnitmﬂ:ai:ﬁ:ﬂinganmr&lh:ﬂntgg hmdprnm.ﬁtdantnﬂ]b:
given a pen name, which they will use on all reporting e that thedr progress can be effectively
tracked, Hewever, the master bst of which pen name poes w=h which studens will be in ihe
possession of the IIudquﬂmingA:ﬁﬂnm,lhnwiﬂnmhwemm the teseach *u_.pn];g
the =t of names. This will prasaniee taet it i oot clesr who has seported sucoess and who hasa'e
This will prevent the resestcher and assistant fram treating particular studenss differentdy, Having the
stadents cotrplete the work in class i3 not to pressare them to partcipate, bus to acknowledgps that
some of the students may not have pcoess oamide of school 1o ghe h:rld'mhml meedlied fo complets

the survey.
Diescribe the type of decinion-making processes that are in place for collaborative research
wtudies. Aftach Terma of Reference if they cxist,

B. SUMMARY OF PROPOSED RESEARCH

L Describe the purpose and scholardy retonale for the project. Comment on the question(s) vou
infend 1o answer/ the knowledge you hope 1o generate,
The shady was developed to attempt o create students whio ase mose selfnodivated, ag o conoem is often
expressed by teachers ot Seaquam Secondasy of the "leamed belplessness” defmonatrated by stadents wha
also pecedve Leatning Assstanes suppott. This will help these stodents in all aspects of their scadesmie
eansers, not snply in Bersey clusses such as mine. Thas project is seeking lencodedgs to wndegstans
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whether o strategy focumsed educstional practics will creste stranger self-efficacy mn strugghng stadents - in
ather woeds, teaching students how o learn, instead of teaching them whst to learmn. IF the program is
successfial in building lesming based akills in the students, it should help to buaild their seli-confidence in
themsehres as leamners.

Dieacribe the methods chosen to folfll the purpose of the stady. Be specific and provide detadls.
Assurme that HREB members are not familiar with the norms of your discipline.

(8} What procedures, formal or informal, will be used to collect data (e.g. on-line purveys,
experimental mandpulation, open-ended inferviews, focus groups, unscrpted convetsation)?
Astach copies of all questionnaites, interview scripts, experiment protocabs, and,/or other
aon-giandard test instruments. Mote: If you are using 4 publabed susvey or test Inatrement,
gree the Full citation wo identify it and its author and sowrce.

T!:-m:&;wﬂhmmpimdbf;mnfpﬂ: E English stodects ot Seaquam Secondary in Delta,
British Colambia. These students were chosen for this stady as they are just beginning their bagh
schionl career, and so are often more recepive 1o tew iechnigues. As well, younger high schaaol
ptudents have more fime left in their scademic carees o oodes to relnfosce the strategies, as oppossd
o students in the wpper grades,

This study follows the embedded design process throagh the lens of the pragmatic mized methods
parndigm (Mertens, 2019). Initially, the grade 8 stodents are simply introduced to the concept of the
Strategic Action Cycle, with a graphic ooganizer displayed on the classroom wall. Each of the siages
is explained i my studenes enrolled in thear grade 8 English class at & BC stcomadary schisol. Here T
provide detulls of what SAC may look like in any particular sssgnment. Students are aleo given
questionnare, called the Motivated Strategies for Lesrning Cuestionnaire developed by Paal R
Pinizich and Fhssbeth V. DelGroot, that bas thisty-tine isfms o meansre their kevel of i

This scale bas been modified to make the phrasng clearer to students in grade & At points
throughout the coumse, the guiding question is posec: “How do pou get unssuck, once you're stuck™
Srudents discuss this with their table partner, sharing their answers with the class after o few minuies
tos heaimstorm with their partner. As they shane the ways that they get unstack, 1 recond their Bt of
strategies on the board Once the lst on the board is complete, the shadents retarn to theit partners to
this is shared and discomsed as @ class. Oiice the class sgiees on which seeategies would be beneficial
in certain stages, those strategies are woitten on stickle notes that are affized oo the poster. [f s
strategy is used in multiple stages, that is noted as well, by wnting the strategy in all of the stages
where I apples.

The graphic organizer is peferred to contimously throughout the course, particalarly when stadents
say they need help. | encourage them to refer to the postes, and to try the strategies identified there to
cvercoame their obstacle. If soae of the Action Cyele sizabegies wodlk, | connect with the smudent, and
then 1o the fall class, ending with idensifying it oo a stickie that is pleced cn the poster in order 1o
contirnse to build the strategy bank. Throughoot thds process, 1 record the naimbes of questions siked
by students that are participating in the study, or the leagth of time where the students in the study

Once every two weeks, stadents ane asked to fill in & Google form that asks them to record whether
they kave found the stateges helpful and bow it impacted on how much help they need from the
tesches. This will be done using the General Self-Efficacy Scale (GSE) developed by Ralf Schwarzer
and Matthiss Jerasalem (1995). On the form there are open-ended questions to allow for students 1o
elaborate or expand on their answers, This form is flled in dusing class time. As well, all narnes are
changed Ewmnﬁdmﬁ-]i:ypmpmu.tbeﬂ-muwm:hwn b the peackes, in order to encourspe

i’ Slpbititans JOT R
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baaieiry in srudent seflections. A of the gaestions ase aptional, end snadents aee reminded that they
Can answer os many goestons as they ke

Ths véro questionaaites to be osed sbé: Pineich, B. B, & DeGroar, E. 'V, (1990). Motreatiosal and
self- regulated Jearming components of classroom academnic performance, Jowmal of Edocatianal
Psychology, 52, 33-40.

Fleakth Reseasch Baard of Irelind .;ma}. Gm-rm’.'l';j"ﬂﬁug-.."ﬁd' l'l’_'F.REj]l:hm] Rerseved from

Students will be mndamly selected at each stge of the shady (beginaing, medde, end) to be
Encerviewed in focus proups on ﬂ:.ei:ftn&lp-,t:utmﬂmd:ﬂqu]itn&rtdlﬂpmﬁdﬁiin:ht
optionl memiive secions. These inrerriews will ke condwered during clees feme, and spadents will be
grven the opporhsiey to see thelr comments, and spprove them, price 1o the isternes notes bang
recordec.

(b) What kinds of data will be genetated (e.g. standardized 1es1 scores, audio-recondings, journal
entrien), and where and bow will they be obtuined?

Two kinds of dat will be genembed, Likert seale questdonnades tesults that will determme shadents’

of the strategies aught, abidity to use the strategies tught, their feelings of whesher it
hag supposted a moe Ddependent work siyle dosing cless time, and whether they like the methosls
used, Stsderits will also be given an optional section 1o weite pasrative feedback i they want o
EXprEss i that are not reflected in the Likert scabe therns. As this is optasal it is not cerssin
whether this section will peperate duta or pot. These will be collected through & Google form, and
stated on the rescascher's privare liprop, orpanized in folders labelled by the srudend’s peeudomyn,
Stadents will be madomly selected at each stage of the ensdy (beginning, middle, end) o be
interviewed in focus groups to extend their pnswers foom the narmtve questions. This will penerace
thesnes and potential feedbacik oo modify the procedure as the EXpemment i« in process.

()} What ate your anticipated analysds procedures (e.g. statistcal analyals of aggregpated data,
qualitative analysis of interview tanscripts}# Explain how these procedures will achieve the
intended purpose of the snsdy,

The Liert scale data will be analyzed osing che stasocs] procedures of scamerplors. This will be done
per sbadent, s well as holistically, This will belp 10 dstermine if individwal srudents have sotced o
change in their abdity to work mdependently, The data will be viewed bolisbally to deteomane the
HEDf@lﬁ!mﬂﬂﬂfﬂmmﬂ@lﬂlﬁﬂﬂhmﬂﬂjﬂlhmﬁhﬂﬂdmm
upsistants calcudating of instances of dependent work to see if there is a comrelaton bermeen whar is
noticed by us, and what is reported by the studenes. This will achieve ihe ivtended purpose of the
study by looking st ovemall whether students found the strabegies helpfal, and whether the researcher
and reseasch gsitant are trecking noticable chenges in independent working behavior.,

C. SELECTION AND RECRUSTMENT

1. Tadicate the source of participants (e.g. first vear peychology stodent participant pool, ather

Trinity students, elementary of ligh scheol stedents, medical patients, abotiginal peoples of

mmhmﬂl“ﬂt}ﬂﬂhﬂwﬂtﬂﬂmﬂw

Pasticipants will be grade 8 studencs in noy English B clags st Seaquam Secondary. Given the nabare of
temching etrategies, all snsdents in the class will all be given the intervention of seategy based edisational
practices, however shadents will complete the qoestionmites and teflections of a vohintmry basis,

Favisad Sepdanibe 3010
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2, Will valnerable populaiions be recraited (e.g. children, people who are cognitively or mentally
challenged, economically marginalized, institutionalized)?
Eye [JHe
If yea, descebe the stepa that will be talen i engare that cthere will be no coercion to participate
in the project, and the measures in plece o proiect panicipants from belng harmed through their

cinat

When the study is ntroduced to stadents, and i the consent letter that Is sent home to parents and
panzdisns, it will be made clear thar participation of the studenes is cptional. Althoagh coe to the namee
of & classsocd, il students will peceive the Enervention, the decisicn to participate i the survey portian
will be explicitly made optional Stadents will also be manitared chosly dusing time given to recond
progress io ensure that cegative emotions ame not mised by thedr reflections on thedr educational
experiences. If srodents express emotions] distress, the srudy will be immedsately halted for them, and
they will be refermed to theit grade counsellor for emotional eounselling. This will not be handled by the
classroom teaches to ovoid coafict of Mterest, 48 the dasstoots teaches b the peismary rescarcher.

3. Desceibe bhow and by whom panicipanes will be secroited. Aftach a copy of all recritment
materials {e.g. letters, fyens, podtets, emaila) in the form in which they will be used. If
recrpitment will e oml, sttech a scopt.

The shadents will be mvited to partopabe dunng the fest block of their English & class in goatter 2.
_.'|.|:|:h|.t'|:im:ﬂtq'li|]htﬁrm:ppﬂmpfnfﬂtl:ttﬂﬂ:ﬂmﬂhﬂﬂtﬂrhﬂlnfﬂumdg.m@t
wof this introduction B sitached.

(8} Ta it reasonable to anticipate that some or all of those to be recruited do not speak English o
epeak English as a second language with vaded degrees of peoficiency?

BlYes [No

lfm,mmmﬂmcﬁquﬂwkm:WHpmﬂd

parscipants, and for if recraitment materials will be trapslated or interpreten will be used.

Agtach any translated materials.

Paredits and guardsans sill be offered & andlaton of the consent letters, if they request i, o if

students report that English i oot spoken at bome. The translaticns will be completed by the

Iaternsioe] Coordmator (Mandarin and Canboness), or the Career Counseller [Panjabi, Hinds),
(b} Will participant cbservation be used?

ElYms [JNe

1i yes, explain how the researcher will pardcipate in the commundry (e.g. living there fora

period of tme, visiting af regular intervale, atsending public functone),

Stadents will be observed dusng regular clesssoom instnection, durng independent work tme. They

will be ohserred by both the chssroom teacher (also the mesearcher), and the sescarch assissant, This

observation will take the form of noticing mstences of indepencent work, as well as the specificity
and quality of guestions asked when sssistence is sought. Both the tescher and the resesrch assastant

will be recarcing the amount of tme spent 1-1 with stedests. This peeording will happen onoe a

4. Mindmem mumber of participanis required:

5

Bwdmad Spplarmbar 2016
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5. Amouni of dme commitmeni requised per pariicipani (for all pans of the study):
For the tecording of duta, students will be givens 15-20 minues once svery e weeks.
D. Risks AND BENEFITS
1 Risks o participants a8 madividuals oo community members may take vafous dimensions. Will
this reseanch mvolve:
{a) Omestiona abost personal, seasidve, or tncamdnadng isswesr?
DYH EHn
(k) Peychological or emotional rislks (e.g. feeling uncomfoniable, anxious, embarrassed, upset)?

L]¥Ye [KNo

(¢} Physical naks (e physical discomfort, administration of any substance, invasive contact fior
tuking of samples)?
Ovye Mo

(d) Economic ot social risks (e.g. possible loss of status, privacy, reputation)?

[1Yes [KNo
() T-:g:l;e-h (2. potential apprehensbon, arest, sisociation with a legally compromised
group,
Oyes [FMNo
(f) Risks due o potentially controversial research procedures (e.g. shock, treatments with
potentially harmifol sdde-efeces)?
Ove [HNo
(g) Danger due to location (e.g. war torn country, political instability, area of discase outbreak)
Cves [BINo y
(h} Risks not mentioned abaver

[J¥es [ENo
(i) More than minimal del, L.e., raks bevond thar which the participant encountens in their
usual daiby Hie?
C¥es [HNo
If you answered ves in any of the above, describe the fshs irvobved and explain the measures
that will be taken 10 manage of minimise tem.
Aa there ase sbadents with designared beamming challenges, these students have docamented stoogples with
learning. Asking them to reflect upon their baming, and the serengehs and weaknesses of their skills, may
bring up emobicnal expenences for shadents, as 5t 5 requinng them to reflect and write sbout ther
wulnerahilicies. This will stenmpt o be migeted by reaching the srategies foe a peiod of dme of o
weeks prios 1o askang students so reflect, This will be dose so that they have seen a level of success price
ter reflecting on ehere they ased to be, This wnlll also wack o create & relatronship with the classeoos
teacher, so that trust = established.
L Will deceprion or intentional non-disclosare be involved in the research (e.g. an approach that
withholds, misrepresents, or misconstrues the purpose fior which the sredy is being undentaken)?

B3 Yes [ No

vty Samemosr 2010
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If yes, describe and justify.
Stodents will not he told that the goel of the pesearch etady s to see if the Erervention inpaoves theie
self-efficacy skills. This is to cnsure that stadents contnee to ask for help as they need it, 4 [ am
concernied that if the students ase aware that theiz independence is being cbsenved, they may feel shame
oz guilt for asking for help when they need it for fear of comprising the deta, or fear of it "counting
against them" in some way. As it is Enportant that stadets ask for help when they need it, they will
stmply be told that the aim of the sudy B to see i the intesvention of teachicg strategpes wods in
impeoving thesr skills,
{3) Potential direct benefits fo participants from lovolvement in the stady.
Students whe feel more involved in their lesming may motice & growth in their confidenice in their
scademacs, an well as other aceae of their lives. Being given the oppostenity to think sbout how they
lesen best could also benebit students by belping them 1o understand themnsebves better, whach could
therefore allw them o achieve better in their classes. This would ales ghee themn back mote of theie
free time, nstead of spending time after schoal, st nnch, or m the evening, woddng with tuton or
{(b) Poiential direct benefits o the community from imvobrement in, or hosting of, the srudy.

If students develop the akills 1o work more independently, this could beneft the community in that
ather teachers would notice a ahift in thedr clas dynamics, and potenially in their class averages.
{c) Potental benefits to the scientific/scholacly community of broader society that justifics the

imvabrement of participants in the snsdy,
If the Ewvention is swocesshol, deere is the poterrtial that this sesearch could be exfended info other
clasarnoms, by other reschers.
Will an incentive of compensation be offered to participants?
D‘:’ﬂ. END
Lf yes, provide details and justification for the type and valoe of incentive of compensation
offered.

If oo, explain why.

Staderts will be ssked to participate on @ volantary besis, in hopes that this will raie the qualitative
aspect of the research more honest and reflective of the students’ expericnces. As the topic of the
pesearch could potentally be emotional for scme of the particoants, whe are i vilsenble popubition
already, it is not sppropaate to offer incentives o participate. Rather, the student themsetves, after
discussions with their parents or guardians, seed to decide if they ase prepared and willing to prrticipate.
Where incentive of compensation is offered, describe how it will be affected should a participant
chose ta withdraw foom the stady.

Rnvissd Sapfember 3019
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E. InFORMED CONSENT PROCESS
1. lovestigawses are requised io obtaln informed consent from all participania before they become
invodved in the study, Use the gundelines found ot el rescarch/rescarch-services Mrepearch-

A vopy of dhe comsens fvm shold be feft with the pantojpant (does not require signamees),
{a) Informed consent from parents of puasdians is required when research participants are less

then ithie age of majodity (the exception (3 underage universiny sredents, who are assumed

be capable of consenting for themsehes), of incapable of ghving fally informed consent (e

persons with cognitive impairments). Where consent is provided by a parent or guardian,

asgenl ghould also be obtained from the research participant o the exrent possible,

The age of majority varies depending on the provinee whese you will be condocting your

reseadeh, It b

& 18 years of age in Albena, Manitoba, Ontario, Prince Edward Inland, Cheebec, and
Saskatchewn;

™ ﬂjﬂnuiqchﬂﬁﬂhﬂdmﬁnﬂtwﬂmﬂﬁﬂl. Mewfoundland and Labrador,
Morthorear Teritories, Mova Scotia, Nunavut, and Yuolom,

Flease indlicate who will consent to your stody:
[£] Research participant [] Parenr/ Guasdian

(B} Will consent be in written foom? (Mote: Consent s ondinarily to be obiained in witten form

(c)

)

unless there i justifiable reason for omal consent. )
EHyae [ONo

1f oo, explaim why ol consent @& peefested and how consent will be tecorded. Justfication
miust be given as o why ol consent needs 1o be used mstead of wiitten consent.

Drescribe the process that will be followed w chiain Informed consent (and sssear, if
applicable) and attach all related documents (e.g. betver of information, screening materials,
congent farm, script for oral consent and for assent).

All parenes and goandians will be sent an emall prioe w2 the study, in cardy Movember, explaining the
nature of the shady and the purpose and benefics for stadents who participate. Parents and guardians
will also ke infesmed that their child has heen piven o consent letter, that they will be bangng hame,
and asking for the lested 1o be reramed by the end of November. Parents and guardians will also be
reminded that they can tequest o trenalated wendon of the cotseit letter 3 they preder, or if students
r:pwrdut'ﬁnyis.h B oot the ll.n.gngtspn-.'l:mmﬂx home. Mandsrn, Camtoness, Flindi and Punjeha
rrantalations will be made svailable oo pasents who request them.

Will any infosmation collected in the screening process he kept from those who are excluded
ar do not choode b paricipaber

OYe ENe

Tf ven, describe how individuals will be informed that they will not have access o this
infoemation,

Favised Saslscbar JO0MR
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If oo, describe the process and conditions under which the information will be made
available.

The oppariamity o participate wall be offered o ol students in my English B class, so the screening
process will aaly inclides the consent leter, & well as the explanation given in class a8 b whas the
sty will look at. Thds el be shaned with all stodents,

Consent Form Checklist
The follvedng information musr be inchaded (check off each item used),

E Pages are sumbered

Th:ﬁ:.llmmﬁbnuﬂ::ﬂ.ldltuhtﬂmﬂhlhufﬂﬂﬁnlhﬁﬂmﬁuﬂhm

every pige. Subsequent versioms of the consent form moust bear subsequent dates of approval,

Potenrial pasmicipants should be refesred 1o in fhe second person (yon,” oot “T7).

Lay acd age appropdate heguage i used thioughout.

Title of peoject.

Wame, department, instinoticn and telephone omber of 4l investgsioey) and foolty advisos,

Diesesiption of the puamgoes of the project and proceduses in which partepant will participate,

Simterment ensuning the conbdecrtality of the partcipant unless mot meqatred.

Statement of the time commitment required of 2 participant (for esch stage, if the study is being

comehected in multiple siages].

Situteenit of any ceasomably fopeeeeable potenizal Haks, discomdorts, and neonveniences to the

pertcipant for perbcpetng m the project, and how these will be managed.

Staterrent of the possihle benefits to the participant.

Dhetadled smtements of confidentiality mchsding bow duta will be stored and dispossd of and, if

:pphhh.huwhnghwﬂbumdﬂdl&u-dnmd]r:mhu

Dretaals of any remunertion, compensetion, or incentves to be offered to the

mﬂdmghwuﬂﬂmuﬂhimhﬂﬂwmwﬂhwmmu:w“mw

Stmeement “ you bave aoy questons o desine fusther infoomation with respest to this study,

pumjuﬂ:tﬁmn.pﬂhm@ﬁuﬁﬂ]m“d{hllfhﬂjlmﬁit[&phﬂm

numbes and/or ¢-mad sddress].”

Srsemens “Ti pou bave any concerns abour your treatment of fghts as & rsearch participans,

you may coahct Elizabeth Kretber in the Office of Ressasch, Trnsty Western Unsdversity at

6l4-513-2167 or pearcketbiosboundifiewng .

Srateraent of consent, explisning rhe parcipanes’ sghe o refase o partcipace or withdesw ar

agy Hime withowt jecpandy.

Smiement of the steps to be mken i ander to withdre along with & cleas ndication of any

point after which withdrewal &8 o posaible

Sratement indicating whiat will be done with dacs paabered o perticipans who withdse,

Smtement: “Your siznatum below indicates that vou have had your questions about the stody

angwened bo pour seosfacion and have recerved a copy of this coosent form for your own

pecieds.”

Sevtement “Your sgnarun; indicxtes that you consent wo pasticipate in this study,”

Whese relevant, add the following to the above statement: “and that your responses may be puat

mmﬂ,mufnmuqu:tﬁrﬁrﬂ:ﬂ'mciﬂhﬂ'ﬂucﬂmplﬂhﬂnnfﬂmlmdf”

B (Fer parentsl consent forms only, statement T merenry T da nst soesens ek one) &5 sy child'r
partcgpadion i i ey ")

[ Spaces for the participant's {or parent/guardian's) signature(s), date, and prnsed name.

O EEEEEEE

EE@EIEEEE
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Mioee: If you are using an anling swrvey, instead of ihe statements above neguading

pignaiunes, use the following statement. (If you ate collecting data anooympushy or do ot

wish to tetain the data for further use, modify the statement accordinghy.)

[[] By clicking "continue® you are indicating that you consent to participate in this study and that
your responses may be par in snonpmaus form and kepe for further use after the complenon of
this gtudy. Please print a copy of this consent foom fos vour own records,

2, Tithe project involves using information, people, of fscilives from a tecognized community {e.g.
Aboriginal group), or agencies of inatitutions outside of TWU (e.g. schools, hospitals, other
universities, chorches, businesses), permission maest be obtained.

(a} If the agency/institution has its cwm REB, obtain and attach a copy of the Certificare of
Approval from that REB. If it does not have an REB of its oom, anach a copy of a letter from
somenne in authoricy at thar agency/ inatinion grandng permdesion to use their
information, poople, and, or facilities,

Pesmisaion letiess should be on agency/instiivtion letethead and rurse inclade the
folboading:

Dhaee (must be cument),

Mame of investigaton(s) who is being permatted to conduct the project.
Maene of description of the stady that is beng approved,

Bame, signature, and position of the person who is pooviding the permissicn.

Permissinn should be obtained from other agencies//instimotions peae 0 of simoblaseousky
with your applicaton io the TWLU HREEB, Please provide a list of the agencies / institutions

i
Dheltn Schonl Dhstrict

(k) If written consent is not appropriate for cultural or other reasons, provide justification and
describe any alternative forms of consultation,

F. PRIVACY: ANONYMITY AND CONFIDENTIALITY

L Will data be collected in a manner that enables researchers or others to match the identity of
participants with the informaton peovided?
[J¥es [H]No
If yes, explain,

2. Will data be treated as confidential during research and dissemination processes?

Blves [No

If ey, desctibe amy condition in which confidentiality cannot be guaranteed or must be breeched
(e.g- use of focus groups, duty o report) OR reasons why confidentiality is not necessary in this
sindy,

X Wil dara be collected over the Internet wing commercial online surey tools (e Survey
Monkey)r
E Yes D ! [

Rirdigind Sl S0TR
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If yes, please describe what measures are in place to ensure that ao identifying information,
including email addresscs, will be collected OR what stepa will be taken to inform participants
that full confidentiality candot be guarnieed,

Students will be completing & Likert scale reparting of their confidence and feelings of self-efficacy. This
will be completed through Google Forms, s this is the platform that our districr sapparts, Stdents will
be given a pseudoaym that will be used to keep & running recosd of their reports. The master list of these
peeudoayms will not be known by the teacher (researcher) of research assistant. It will state in the consent
form, and will be omlly repeated to students, that they should not reveal their psewdonym to anyone else,
with the exception of thelr pavedt of guardian, The peeadorpm, with the shadents correct gge, will be
wsed i the srudy.

Mote: If the commescial online survey tool has servers bocated in the Undeed States (2. Survey
Monkey), participants must be informed that their data will be stoted in the United States and
participant to the 1S Pardor Act,

. 'Will anyone other than the researcher(s) and assistant(s) sted in this application have access to
the data#

[O¥es [ENo

if yes, explain:

If the services of others are required [e.g. transcriptionist, imperpretet) will they sign a
confideniiality agreemenid

O¥es ENo

If yes, attach relevant documenss. If no, explain.

'-Thru:ﬂrﬁtﬁawﬂlﬂtnj{lﬂtﬂu will have sccess to i the paperwack {consent form, letter to
parents, scope). Mone of this documentatien has any confidential information aboat the
ghadents that are parficipating.

« Please describe the procedures for bandling data.

() Explain bow hard copies, written recards, compartet files, videotapes, audio recordings, €1,
will be kept secure duting the research process and how data will be disposed of after the

stady is completed. Indicate who s responaible for data monitoring, anabysis, and disposal.
All of the Google formss dats will be siored in my Deles Leamns sccoust folder, which = Google
based sceount. This sccount is pessword peatected, as is my work lapeop that I complete all of my
wozi on. These passwords are not the same. Aoy interview notes snd recondings would be uplosded
ter this parne aceoant, and staeed in the research folder that has been created there,

{(b) Will dats be kepe for furure use after the study in completed?
B yes (] No
If yia, imdbeate for how bong,
It couald range from 5 to 10 peats as the reesarcher may consides pursning forther studies.

Ilrwiﬂmdmhq:ﬂ::ahmindzﬁiﬂy,mﬂ:jutﬁuﬁmﬂ describe bow anodymity
ar ongoing confidentality will be ensured,

Fevised Sepinmbar 2010
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G. DEBRIEFING AND DISSEMINATION

1. Panbcipants ghonld be debricfed ar che end of their pasticipation in the eatlee project, If the smdy
has involved deception of intentional non-declosune, partcipanms must be made aware of this in

the debricfing process.

(a)} Describe plans for adequoate and timely debnefing. Attach any wintien decumenis or a scapt
of ithe basic debeicfing ihat will be given o participants /communites at the completion of
In the finsl Bock of Enpglish 8, shadents will be given the oppostunice to participane in focas grouaps,
where they talk about their expedences with the Strategic Action Cycle. Sample discussion questans
i providad in e atached docament, Following this discussican, stadents will be debsicfed on the
overall purpose of the stady, usag the scopt also attached.

(b) Will participants/communitics be given the option of withdrawing their data following
dehriefing?
Blves [OINo
If o, explain why.

2. Describe plans for informing participants of the results of the research project after completion,

H. SuBMISSION CHECKLIST - REGUIRED
These items ase 1o be submicied with your applicaiion. Incomplete applications will mot be reviewed,
Ttems with an asterisk [*) must be included with all applications. Please write M /A for items that are
nod applicable,
B = Lemer of inital conmact, adverisement, ar ather recnxtment documents, ar sceipe of verkal
peCrtmEnt,
* Pamicipant and/or parental consent form of oral scopt,
Script for cbtaining assent (reqaired when there is a parent; uasdian giving consent].
Jgeney peemissicn letmer{s).
Copy of guestonmioes), test(s).
Eaplenatory letter with questionmaire(s), testis).
Sample questnons for mierview(s).
Sample questian {or focus group(s)
* Debnefing docament and, or cmal scopt,
[ Other documents requised by study procedures (2 5. confidentialicy agreements).
Flease apecify:
1. SuBmISSION
Mease submat one oignal sgied applicadcn with &1l required amachments, end cne copy of ths applicabon
with all required attwchments to Elizabeth Krerer, HREER Covrdinator, Reimer Sasdent Cemtre, 2 flooc.

. BIGNATURES
Your signature indicates that you agree to abide by all pelicies, procsduses, regulations, and s goveming
the ethical condoct of research on hemans. Guadelines may be found o the TWU website, Aoy changes in

Bevsed Saptember 2009
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protcenl, procedures, of conseny forms made afier HREB approvs] will be submétted to the Fumen Rescarch
_j’i“&#_l.::l;!-‘rml-*z' Cct. 38 J020
Principal Invesrigins Date

The signatore of the supervisor below indicates that the superyisory committee has neviewed and appooved
the shsdent’s proposal and aneses to the scentific and scholasly medt of the peaject. It also indicates that the
sapervisor has asslsted the shadent in the prepanation of this applicaticn.

“F“'.jlu‘” Oct. 29, 2020

Etﬂmtﬂuﬂﬂf'ﬂnw’:ﬂzpuﬁim Diate

The signature of the administrator indicates thet adequate infrastructure is avadable to conduct this research,

(Flease nate, if the Chair or Director is el the Principal Investigator, a Co-Investigator, or the supervisar of
the stadent apphing, e/ she canot s as Chait/Tirectot & well An alernabe sdemisnistrutive sghatuse misst
be poovided. )

Oetober 28, 2020
Chuair,/ D W Date
'For HREB USE ONLY
O e with o0 mpfiortonr rppuirey D) Aiyhvosed puning meinge sediiongine. (0] Pl pprownd, o gl prneing e mockifionivn
Gignamze of HRER Chair o alternane Date of revnew:

Drate of Bnal appeoval with all sequived modificutions;
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Appendix 3

Approval Letter from Delta School District

Delta
School
District
Inspired Learming

Movember 27, 2020

Dear Ms. Dempster,

Flease accept this letter as Delta School District approval for vour Masters of
Educational Studies research study through Trinity Western University: "Show me
how: The effectiveness of the Strategic Action Cyele in building self-efficacy in
struggling learners.”

I wish you all the best with your data collection and analysis. | am keen to read your
findings upon completion.

Sincerely,

4

ViV
S
:I'I . }:’_‘_,_,.:-'-'_

Neil Stephenson

Director of Learning Services
Delta School District
nstephenson@deltasd.bo.ca
(604)952-5069
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Appendix 4

Approval Certificate from Human Research Ethics Board Trinity Western University

WESTERM Langler, BE | VIV IY1
UNIVERSITY LEER G may | 6H-513-2167

HREB Certificate of Approval

Hezzain Bissemmch Ethics Beoind
fr TRIMITY 2500 University l:ler

To: Tracey Demipster
From: Bill Badke, HREE Co={hair

Re:  Show me how: The effectiveness of the Straregic Action Cycle in building selfsefficacy in
sruggling learners

HREB File Mo.: 20G14

Effective: yvyy [ anm Hoo Expiry: Yv¥y [ smm [{ oo [{

Approval Period; Coe Tear Approval Type ey

|:| Thres vears |:| Condmaation

Ameandment
Willism Dipuat, agruc oy imam [

Certification: Sadke ;15

The Tronizy Western Unirersity Human Research Eshies Board (TWL FIRER) has reviewed and

aPPm"uirh::::ﬂ.m't Fmpuﬁﬂ.:.ninnuﬂuﬂe: r]'_:.'l::h:]:-:m]:-m:d :::-eud:maenipPInpnm soamwdards
of ethirs as cudined by the coment To-Cewwal Pl Searemns Erbven’ Cowsns for Bereared Dnvolong
Hrman:.

This approval is subject to the following conditions:

1. Approralis granted for the research and parposes deseribed in the applicaiion ool

I Aoy modification o the research or ressarch materials omasz be submized o the HREB foc
approral before implemenition

d. Ay deviaticns to the ressarch or adrerse events must be submitted to the FIRER as soon as
posaible.

4. This appeoral is valid for the indicated approral period and a Request for Contioming Approral
nmasz be submitted and appreered by the aborre expiny date.

5~ 4 Final Project Report form mmst be sobmitted to the FIRER when the research is complete oz
terminabed.

6. Trmtr Westem Univernity may pequest o eview research documenmtion fom this project bo
demonsirate complianes with this approred protocol and with the T U Policy conceming
Research Ethies with Humomn Pardeipanss.

Funded Research

Send 2 copy of this Certificate wvith the HRERB Fil= "'«.1.|.|:|:|'b-=|: in the subject e,
to the Research Grants Officer at Sue Funkiomacs.
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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, | 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

~ -y SEAQUAM SECONDARY SCHOOL
<_ 4 11584 Lyon Road, Delta BC V4E 2K4
. P: (604) 591-6166

Oct. 30, 2020
Dear Parents and Guardians,
You are receiving this letter as your child is being invited to patticipate 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.be.ca as your child’s teacher, and the researcher in this
study. You are also welcome to contact my supetvisor, 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.
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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.

212021 Think About Your Own Leaming

Think About Your Own Learning

*Required

1. Mame (don't forget to use the fake name that you were given on the cue card!) *

2. 1.1 prefer class work that is challenging so | can learn new things.

Mark only one oval.

Very true of me, in all of my classes.
) Mostly true of me, in most (5-7) of my classes.
() Sometimes true of me, in some (3-4) of my classes.
( ) Sort of true of me, ina 1 or 2 of my classes.

( ! Not true of me, at all.

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

Mark only one oval.

() Very true of me (I absolutely believe this.).

[ | Mostly true of me (Most of what we learn is important, but some things won't be.).
[ } Sometimes true of me (It depends on what we're learning.).

() Sort of true of me (I might need a bit of what we leam, but it's mostly pointless.).

[ Not true of me, at all (None of what we learn is important.).
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3. | think | will be able to use what | learn in this class in other classes.

Mark only one oval.

() Very true of me (| absolutely believe this_).
() Mostly true of me (I think that I'l use most of what we learn, but not all of it.).
() Sometimes true of me (It depends on what we're leaming.).

() Sort of true of me (I think that 'l be able to use a bit of what we learn, but most of it will
only be useful in English.).

() Mot true of me, at all (| won't use anything that | learn in English class.).

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

Mark only one oval.

() Very true of me (I do this all of the time.).
() Mostly true of me (I do this most of the time, but not all of the time.).
Sometimes true of me (It depends on the project, and the subject area.).

Sort of true of me (I do this every once in a while, on an assignment that I'm particularly
interested in, or in a class that I'm particularly interested in.).

() Not true of me, at all (I never do this.).

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

Mark only one oval.

! Very true of me (I will do an excellent job on everything given.).

() Mostly true of me (I will do an excellent job most of the time, but not all of the time.).
() Sometimes true of me (It depends on the what problem or task is given.).

() Sort of true of me (I will do an excellent job on a few problems and tasks.).

() Nottrue of me, at all (I will never do an excellent job.).
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7.

8.

9.

Think About Your Own Leaming

6. | have an uneasy, upset feeling when | complete assignments.

Mark only one oval.

(") Very true of me (I get this feeling on everything given.).
() Mostly true of me (I get this feeling most of the time, but not all of the time.).
Sometimes true of me (It depends on the what problem or task is given.).

() Sort of true of me (| get this feeling on a few assignments a year.).

(") Not true of me, at all (I never get this feeling.).

7.1think I will receive a good grade in this class.

Mark only one oval.

) Very true of me (I will do very well ).
() Mostly true of me (I will do ok, but not good.).

() Sometimes true of me (1 will get good grades on a few assignments, but will mostly be
average.).

. ) Sort of true of me (1 will get good grades on some assignments, but will not do well.).

_ Mot true of me, at all (There is no hope that | will get a good grade ).

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

Mark only one oval.
_ Very true of me (I read the teacher's feedback carefully, and talk to them if I'm not sure
what they mean_).

I, _:' Mostly true of me (| often read the teacher's feedback, but not always.).

() Sometimes true of me (| sometimes read the teacher's feedback, but it depends on the
subject.).

([ Sort of true of me (| read teacher’s feedback every once and a while)

(") Not true of me, at all (1 only look at the grade, and never read the feedback.).
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2102021 Think About Your Own Leaming

10.  9.When | am completing an assignment | think about how poorly | am doing.
Mark only one oval.

_‘,': Very true of me (I always question what I'm doing, and think that I'm going to fail.).

() Mostly true of me (I often question what I'm doing, and generally think that 'm not

going to do well.).

:\':_:,: Sometimes true of me (| sometimes guestion what I'm doing, and sometimes think
that I'm not going to do well.).

] :',: Sort of true of me (I rarely question what I'm deing, and only think that I'm not doing
well every once in a while.)

) Not true of me, at all (I never think about not doing well.).

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

Mark only one oval.

) Very true of me (I always do this.).
() Mostly true of me (I often do this.).
() Sometimes true of me (I sometimes do this.).

() Sort of true of me (I rarely do this.)

(") Mot true of me, at all (I never do this.).

12. 1. When | do assignments, | try to remember what the teacher said in class so | can
answer the questions correctly.

Mark only one oval.

() Very true of me (I always do this.).
() Mostly true of me (| often do this.).
) Sometimes true of me (I sometimes do this.).
() Sort of true of me (I rarely do this.)

) Not true of me, at all (I never do this.).
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212021 Think About Your Own Leaming

13, 12.1ask myself questions to make sure | know the material | have been working
with.

Mark only one oval.

!:_;': Very true of me (| always do this.).

() Mostly true of me (1 often do this.).
() Sometimes true of me (I sometimes do this.).
) Sort of true of me (I rarely do this)

() Not true of me, at all (I never do this.).

14, 13.ltis hard for me to decide what the main ideas are in what | read.

Mark only one oval.

() Very true of me (It is always hard to find the main ideas.).

") Mostly true of me (It is often hard to find the main ideas.).
_‘,’: Sometimes true of me (It is sometimes hard to find the main ideas.).
() Sort of true of me (It is rarely hard to find the main ideas.)

() Not true of me, at all (It is never hard to find the main idea.).

15.  14. When work is hard | either give up or complete only the easy parts.

Mark only one oval.

() Very true of me (I always do this.).
() Mostly true of me (1 often do this.).

) Sometimes true of me (I sometimes do this.).
() sort of true of me (I rarely do this.)

) Not true of me, at all (I never do this.).
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16.

7.

18.

Think About Your Own Leaming

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

Mark only one oval.

() Very true of me (1 always do this ).
(_ ) Mostly true of me (1 often do this.).
() Sometimes true of me (I sometimes do this.).

) Sort of true of me (I rarely do this.)

) Mot true of me, at all (I never do this.).

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

Mark only one oval.

) Very true of me (I always do this.).
(___) Mostly true of me (1 often do this.).
) Sometimes true of me (I sometimes do this ).

() Sort of true of me (I rarely do this.)

) Not true of me, at all (I never do this.).

17. | work on practice exercises even when | don't have to.
Mark only one oval.

() Very true of me (| always do this.).
() Mostly true of me (I often do this.).
() Sometimes true of me (I sometimes do this.).
) Sort of true of me (| rarely do this.)

() Not true of me, at all (I never do this.).
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19.  18. Even when assignments are dull and uninteresting, | keep working until | finish.
Mark only one oval.

() Very true of me (| always do this.).
() Mostly true of me (I often do this.).
() Sometimes true of me (I sometimes do this.).

) Sort of true of me (| rarely do this.)

) Not true of me, at all (| never do this.).

20.  19. luse what | have learned from old assignments and my binder to do new
assignments.

Mark only one oval.

(") Very true of me (I always do this.).

) Mostly true of me (I often do this.).
() Sometimes true of me (I sometimes do this.).
() sort of true of me (| rarely do this.)

(") Not true of me, at all (I never do this.).

21.  20.loften find that | have been reading for class but don't know what it's all about.

Mark only one oval.

() Very true of me (This always happens.).
:\'_',: Maostly true of me (This often happens.).
) Sometimes true of me (This sometimes happens.).

(") Sort of true of me (This rarely happens.)

) Nat true of me, at all (This never happens.).
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212021 Think About Your Own Leaming

22, 21.1find that when the teacher is talking | think of other things and don't really
listen to what is being said.

Mark only one oval.

) Very true of me (This always happens.).
() Mostly true of me (This often happens.).
() Sometimes true of me (This sometimes happens.).
() Sort of true of me (This rarely happens.)

") Not true of me, at all (This never happens.).

23. 22.When | am studying a topic, | try to make everything fit together.
Mark only one oval.

() Very true of me (| always do this.).
) Mostly true of me (I often do this.).

() Sometimes true of me (| sometimes do this.).
) Sort of true of me (| rarely do this.)

[___) Not true of me, at all (| never do this ).

24,  23. When I'm reading | stop once in a while and go over what | have read.
Mark only one oval.

() Very true of me (| always do this.).
() Mostly true of me (I often do this.).
() Sometimes true of me (| sometimes do this.).
() Sort of true of me (I rarely do this.)

) Not true of me, at all (I never do this.).
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2102021 Think About Your Own Leaming

25.  24.|work hard to get a good grade even when | don't like the class.

Mark only one oval.

() Very true of me (1 always do this.).
() Mostly true of me (1 often do this.).
() Sometimes true of me (I sometimes do this ).
() sort of true of me (I rarely do this.)

f ) Not true of me, at all (I never do this.)

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

Mark only one oval.

) Very true of me (1 always do this.).

(") Mostly true of me (I often do this.).

\ ) Sometimes true of me (I sometimes do this.).
() Sort of true of me (I rarely do this.)

() Not true of me, at all (I never do this.).

This content is neither crested nor endorsed by Google.

Appendix 8

First Questionnaire Student Answers

1. | prefer class work that is challenging so | can learn new things.
25 responses

@ Very true of me, in all of my classes.

@ Mostly true of me, in most (5-7) of my
classes.

) Sometimes true of me, in some (3-4) of
my classes.

@ Sort of true of me, ina 1 or 2 of my
classes.

@ Not true of me, at all.
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2. It is important for me to learn what is being taught in this class.

24 responses

)

@ Very true of me (I absolutely believe
this.).

@ Mostly true of me (Most of what we learn
is important, but some things won't be.).

) Sometimes true of me (It depends on
what we're learning.).

@ Sort of true of me (I might need a bit of
what we learn, but it's mostly paintless.).

@ Not true of me, at all (None of what we
learn is important.).

3.1 think | will be able to use what | learn in this class in other classes.

25 responses

100

@ Very true of me (I absolutely believe
this.).

@ Mostly true of me (I think that I'll use
most of what we learn, but not all of it.).

) Sometimes true of me (It depends on
what we're learning.).

@ Sort of true of me (I think that I'll be able
to use a bit of what we learn, but most...

@ Not true of me, at all (I won't use
anything that | learn in English class.).
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4. | often choose assignment topics | will learn something from even if they require more work.

25 responses

@ Very true of me (I do this all of the time.).

@ Mostly true of me (I do this most of the
time, but not all of the time.).

@ Sometimes true of me (It depends on
the project, and the subject area.).

@ Sort of true of me (I do this every once
in a while, on an assignment that I'm
particularly interested in, or in a class
that I'm particularly interested in.).

@ Not true of me, at all (I never do this.).

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

25 responses

@ Very true of me (I will do an excellent job
on everything given.).

@ Mostly true of me (I will do an excellent
job most of the time, but not all of the t...

@ Sometimes true of me (It depends on
the what problem or task is given.).

@ Sort of true of me (I will do an excellent
job on a few problems and tasks.).

@ Not true of me, at all (I will never do an
excellent job.).

6.1 have an uneasy, upset feeling when | complete assignments.

25 responses

101

@ Very true of me (I get this feeling on
everything given.).

@ Mostly true of me (I get this feeling most
of the time, but not all of the time.).

@ Sometimes true of me (It depends on
the what problem or task is given.).

@ Sort of true of me (I get this feeling on a
few assignments a year.).

@ Not true of me, at all (I never get this
feeling.).
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7.1think | will receive a good grade in this class.
25 responses

@ Very true of me (1 will do very well.).
@ Mostly true of me (I will do ok, but not
good.).
@ Sometimes true of me (I will get good
8 grades on a few assignments, but will
mostly be average.).
@ Sort of true of me (I will get good grades
on some assignments, but will not do...

@ Not true of me, at all (There is no hope
that | will get a good grade.).

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

25 responses

@ Very true of me (I read the teacher's

@ Mostly true of me (| often read the
teacher's feedback, but not always.).

) Sometimes true of me (I sometimes

@ Sort of true of me (I read teacher's
feedback every once and a while.)

@ Not true of me, at all (I only look at the
grade, and never read the feedback.).

9. When | am completing an assignment | think about how poorly | am doing.

25 responses

@ Very true of me (I always question what
I'm doing, and think that I'm going to f...

@ Mostly true of me (| often question what
I'm doing, and generally think that I'm...

A @ Sometimes true of me (I sometimes
question what I'm doing, and sometim...
@ Sort of true of me (I rarely question what
I'm doing, and only think that I'm not d...
@ Not true of me, at all (I never think about
not doing well.).
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feedback carefully, and talk to them ifl...

read the teacher's feedback, but it dep...
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10. When | am completing an assignment, | try to put together the information from class and from

my binder.
25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this. ).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses

@ Very true of me (I always do this.).
@ Mostly true of me (| often do this.).

48% ) Sometimes true of me (I sometimes do
. this.).
B @ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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12. | ask myself questions to make sure | know the material | have been working with.

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses

@ Very true of me (It is always hard to find
the main ideas.).

@ Mostly true of me (It is often hard to find
the main ideas.).

) Sometimes true of me (It is sometimes
hard to find the main ideas.).

@ Sort of true of me (It is rarely hard to find
the main ideas.)

@ Not true of me, at all (It is never hard to
find the main idea.).

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

25 responses

"
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@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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15. When | think about assignments, | put important ideas into my own words.

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses

17. | work on practice exercises even when | don't have to.

25 responses

105

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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18. Even when assignments are dull and uninteresting, | keep working until | finish.

25 responses

A

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

19. 1 use what | have learned from old assignments and my binder to do new assignments.

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

20. | often find that | have been reading for class but don't know what it's all about.

25 responses

N
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@ Very true of me (This always happens.).
@ Mostly true of me (This often happens.).

@ Sometimes true of me (This sometimes
happens.).

@ Sort of true of me (This rarely happens.)

@ Not true of me, at all (This never
happens.).

106



21. 1 find that when the teacher is talking | think of other things and don't really listen to what is

being said.
25 responses

@ Very true of me (This always happens.).
@ Mostly true of me (This often happens.).

@ Sometimes true of me (This sometimes
happens.).

@ Sort of true of me (This rarely happens.)

@ Not true of me, at all (This never
happens.).

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

25 responses
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@ Very true of me (I always do this.).

@ WMostly true of me (| often do this.).

) Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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23. When I'm reading | stop once in a while and go over what | have read.

p

24 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

24. 1 work hard to get a good grade even when | don't like the class.

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses
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@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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Appendix 9

Second Questionnaire Student Answers

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

25 responses

@ Very true of me, in all of my classes.

@ Mostly true of me, in most (5-7) of my
classes.

@ Sometimes true of me, in some (3-4) of
my classes.

@ Sort of true of me, ina 1 or 2 of my
classes.

@ Not true of me, at all.

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

25 responses
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@ Very true of me (I absolutely believe
this.).

@ Mostly true of me (Most of what we learn
is important, but some things won't be.).

@ Sometimes true of me (It depends on
what we're learning.).

@ Sort of true of me (I might need a bit of
what we learn, but it's mostly pointless.).

@ Not true of me, at all (None of what we
learn is important.).
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3. | think | will be able to use what | learn in this class in other classes.

25 responses

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

25 responses

@ Very true of me (| absolutely believe
this.).

] Mostly true of me (I think that I'll use
most of what we learn, but not all of it.).

@ Sometimes true of me (It depends on
what we're learning.).

@ Sort of true of me (I think that I'll be able
to use a bit of what we learn, but most...

@ Not true of me, at all (| won't use
anything that | learn in English class.).

@ Very true of me (I do this all of the time.).

@ Mostly true of me (I do this most of the
time, but not all of the time.).

@ Sometimes true of me (It depends on
the project, and the subject area.).

@ Sort of true of me (I do this every once
in a while, on an assignment that I'm
particularly interested in, or in a class
that I'm particularly interested in.).

@ Not true of me, at all (I never do this.).

5.1am sure | can do an excellent job on the problems and tasks assigned for this class.

25 responses

110

@ Very true of me (1 will do an excellent job
on everything given.).

@ Mostly true of me (I will do an excellent
job most of the time, but not all of the t...

) Sometimes true of me (It depends on
the what problem or task is given.).

@ Sort of true of me (I will do an excellent
job on a few problems and tasks.).

@ Not true of me, at all (I will never do an
excellent job.).
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6.1 have an uneasy, upset feeling when | complete assignments.

25 responses
@ Very true of me (I get this feeling on
everything given.).
h @ Mostly true of me (| get this feeling most
40% of the time, but not all of the time.).
) Sometimes true of me (It depends on

the what problem or task is given.).

@ Sort of true of me (I get this feeling on a
few assignments a year.).

@ Not true of me, at all (I never get this
feeling.).

7.1 think | will receive a good grade in this class.

25 responses
@ Very true of me (1 will do very well.).
v @ Mostly true of me (I will do ok, but not
8% good.).
@ Sometimes true of me (I will get good
3% grades on a few assignments, but will

mostly be average.).
@ Sort of true of me (I will get good grades
on some assignments, but will not do...
@ Not true of me, at all (There is no hope
that | will get a good grade.).

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

25 responses

@ Very true of me (I read the teacher's

@ Mostly true of me (I often read the
teacher's feedback, but not always.).

@ Sometimes true of me (I sometimes

@ Sort of true of me (I read teacher's
feedback every once and a while.)

@ Not true of me, at all (I only look at the
grade, and never read the feedback.).
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feedback carefully, and talk to them if ...

read the teacher's feedback, but it dep...
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9. When | am completing an assignment | think about how poorly | am doing.
24 responses

@ Very true of me (I always question what
I'm doing, and think that I'm going to f...

@ Mostly true of me (| often question what
I'm doing, and generally think that I'm...

) Sometimes true of me (I sometimes
question what I'm doing, and sometim...

@ Sort of true of me (I rarely question what
I'm doing, and only think that I'm not d...

@ Not true of me, at all (I never think about
not doing well.).

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

my binder.
@ Very true of me (I always do this.).
@ Mostly true of me (I often do this.).
@ Sometimes true of me (I sometimes do
this.).
A @ Sort of true of me (I rarely do this.)

24 responses
@ Not true of me, at all (I never do this.).

112



113

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

questions correctly.
@ Very true of me (I always do this.).
@ Mostly true of me (| often do this.).
@ Sometimes true of me (I sometimes do
this. ).
@ Sort of true of me (I rarely do this.)

25 responses
@ Not true of me, at all (I never do this.).

12. 1 ask myself questions to make sure | know the material | have been working with.

25 responses

@ Very true of me (I always do this.).

@ WMostly true of me (| often do this.).

) Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

113



114

13. It is hard for me to decide what the main ideas are in what | read.
24 responses

@ Very true of me (It is always hard to find
the main ideas.).

@ Mostly true of me (It is often hard to find

the main ideas.).
8.3% ) Sometimes true of me (It is sometimes

hard to find the main ideas.).
@ Sort of true of me (It is rarely hard to find
the main ideas.)

@ Not true of me, at all (It is never hard to
find the main idea.).

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

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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16. | always try to understand what the teacher is saying even if it doesn't make sense.

24 responses

17. 1 work on practice exercises even when | don't have to.

25 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

25 responses
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@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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19. 1 use what | have learned from old assignments and my binder to do new assignments.
23 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

© Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

” @ Not true of me, at all (I never do this.).

20. | often find that | have been reading for class but don't know what it's all about.

25 responses

@ Very true of me (This always happens.).
44% @ Mostly true of me (This often happens.).
@ Sometimes true of me (This sometimes

happens.).
@ Sort of true of me (This rarely happens.)

@ Not true of me, at all (This never
happens.).

116



21. 1 find that when the teacher is talking | think of other things and don't really listen to what is

being said.
24 responses

@ Very true of me (This always happens.).
@ Mostly true of me (This often happens.).

@ Sometimes true of me (This sometimes
happens.).

@ Sort of true of me (This rarely happens.)

@ Not true of me, at all (This never
happens.).

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

25 responses

28%
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@ Very true of me (I always do this.).

@ WMostly true of me (| often do this.).

) Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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23. When I'm reading | stop once in a while and go over what | have read.

25 responses

@ Very true of me (I always do this.).

@ WMostly true of me (I often do this.).

) Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

24. 1 work hard to get a good grade even when | don't like the class.

24 responses

@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

@ Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).

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

23 responses
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@ Very true of me (I always do this.).

@ Mostly true of me (| often do this.).

) Sometimes true of me (I sometimes do
this.).

@ Sort of true of me (I rarely do this.)

@ Not true of me, at all (I never do this.).
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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

A W —

10
11

12
13

14

15

A: If another teacher, like in a different class, I would want them to know that I go by
understanding things visually more and it just helps me get started. And [ need a

few seconds to process things and put my ideas together. Split them up step by step
cause that’s the way I like things.

Me: So then, did the visual of the poster really help you?

A: Yeah. 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.

J: Sometimes I don’t use the Strategic Cycle for everything I do, like assignments,

but 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.

S: I didn’t really like the fact that we were putting our own ideas onto the Cycle. I just, |
like getting straight on instructions, I guess. I don’t really like, I don’t know.

J: Like working under pressure. Like this is what you're.....
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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42
43
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45
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Me: Why not?

S: Just cause it’s easier for me, I guess, to just get someone to tell me what to do
rather than myself instructing me cause what if I’'m not right about it, or ....

J: But I think what’s nice is we got to discuss it or if we disagreed with something we
could change it. Like sometimes there would be, we would just have this, it was

nice because if we think we were wrong about something, we could talk and ask about
it before we actually use the strategy and mistaked it to be a good change.

O: 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. But not all the strategies were helpful, but, most of them.

Me: Are there any of the strategies that stand out to you as being not helpful?

S: I feel like “try it” is sort of in between, just try it, like sometimes it could
work, sometimes it could not cause what if you misunderstand?

J: And for proofreading we were talking about how sometimes when we proofread each
other we get pressurized by how good the other person writes, and then we feel like we
haven’t wrote it good enough.

S: Yeah!
J: And then we want to change it.
O: And we want to change it.

J: And our idea before was already very impactful and then we change it again and then
we mess it up.

S: That’s a really good point.
O: That’s what we did for one of the assignments. And then we stopped because....
J: We stopped....

O: Actually I think it was better that we stopped because we just finished the assignment
and then showed it to them like “is it ok?” and then they just said “yeah, it’s good.”

J: Sometimes unintentionally you help the other person write in your own

perspective, but you’re not letting them write, so it’s kind of like we’re writing it for
them. So I think it’s better if we just write on our own, see what we lack and then fix it.
And also you feel bad afterwards since you think you might have messed up something in
their writing.

Me: Anything else you want to add?
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J: 1 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 own 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.

S: For question 5, it’s important for other teachers to know that we were the people who
put the ideas on the poster because then they know not to think too highly of it.

Me: What do you mean? Explain that.
S: I don’t really know. It’s not like an official thing, maybe, or ...

Me: Got it. So you don’t want a teacher.... if you were going into your French class with
Monsieur Brown next quarter, and he had the Strategic Action Cycle, with all of

the strategies up there, you would want him to know that those were your strategies, not
put up there by teachers.

S: Yeah.
Me: Or experts, or what have you. So it’s not the only, be all, end all, answer.

S: It could be a good thing though because then they know that it works for you,
the people who put it up there.

O: Yeah, but I think they should, if they want, they should add things that can help
us which will be kind of helpful cause things that we don’t actually use, do, or think
about. Kind of like new ideas on how to do it. That’ll be helpful.

J: Cause if we’re in a new class then we have different problems that we need to face so
it’s like we need other strategies to fit the problem.

O: Yeah, like for, let’s say Math, like you said for English we can use a dictionary but for
Math if we use a calculator and they tell us that we can’t, then I think that’s.....

Me: So then that strategy goes off.
S: Yeah. Like no dictionaries. No French dictionaries to help you.

J: You can’t, like, proofread in Math. [holds hand out to Olivia] “Help proofread
my test!”

S: It would be important for them to know that this was created in an English class. And
they know that not all of the strategies work for this sort of class.

A: T also feel like with Sarah, what she said, they should know that we made it. It’s
because they can add things in their specific class that can help them. But then it could be
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stressful saying this was from a professional teacher because teachers know more

stuff than us because, of course, because they teach it but if someone thinks the teacher
made it, they want us to do all these things so it just pressurizes them in a way. But if
they know other students made it they’ll be like, “oh, I can just take this idea, try it out”,
and then maybe it will help them.

J: Yeah, and I feel like you might be really, if you’re thinking this is what

school, education, wants you to do then you might think that you’re restricted to have to
do it. But if they know it’s us, we’re the same age as them and we made it then they may
be like, “Oh! This might have worked for them but it might not for me”.

O: It’s good that we can use it whenever we want, we don’t have to use it cause then
it just goes from, “Oh no, I didn’t try it, I didn’t ask someone and I didn’t proofread it.
Oh no! I didn’t use a dictionary, that’s not helping”

Me: So you liked that the strategies were optional, versus required?
All mutter agreement

S: What Janice was saying, the peer editing thing, they might think, “Ohmigosh, I have to
peer edit now”. But then if it was negative help, I guess?

A: And it helps with assignments cause if you’re stuck on one part of an assignment you
can skip it and think of something else you can do and then let others proofread it while
you’re doing something else. Cause that’s what I had Heidi help me with. When |

was writing half of my essay I told her to proofread it and then I started thinking of what
I’ll put in that. Cause, I mean, I have her opinion but I don’t have my own opinion in
there.

O: But sometimes it’s good that we don’t use their opinion. Yeah your opinion’s nice, but
it’s my essay and I kind of want it to be what I’m thinking about and they might not be
thinking about the same thing. So it’s good that we get to choose.

S: With the last essay we just did, what if someone thinks that Tim was more ...
is handling the situation better than Donald had been. But then what if you think
the opposite?

O: Yeah, and they’re giving you ....

S: The wrong feedback. And maybe you might not notice that they’re giving you the
wrong feedback.

O: And if you change it then your essay’s going to lower, it’s not effective.

J: And if like others change it for you. We should know why they changed it. If they just
change it for you, you’re not going to know, “Oh. This part, I wasn’t clear enough. I need
to improve on it”. Cause then you’re just like, “Oh. They just changed it for me and it’s
good now”.
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O: Yeah, you can’t really trust them, they’re not perfect. You are, but they’re not.

A: T also feel like the most helpful part for me, cause everyone has their own opinion on
what is helpful to them, I think the strategies were more helpful cause 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.

O: 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 when 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”.

S: Yeah! It reminds you of strategies.
O: Yeah, it’s like a reminder, I guess.

J: 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.

A: 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 and be like, “Oh, can you read my work and see if
it’s good or not?” And sometimes they’d just say it’s good, right? But then you have this
feeling inside that something’s missing. But they don’t know that you have this feeling or
what you’re trying to do, they just know that the grammar is good, yeah that’s fine. But
what about my ideas? Should I add anything to my ideas? Is there something I should do?
For me, it didn’t always work. Even if it does work, I still get side tracked to do

what they told to do, and I forget what I was going to do or wanted to do.

S: Adding onto that, I feel like sometimes it can be a waste of time.
Me: What could be a waste of time?

S: Having peers edit. And then they don’t actually really help you in a way, they’re just
like “Yeah, good, good job”. But then it’s like, “What did you do for me?” It just makes
me mad.

O: Yeah. If they actually tell us it’s wrong, or what’s wrong, then that’s actually helpful,
But if they’re just like, “Your essay’s great, it’s so good.” Not saying any names

J: Yeah, the person might be like, I don’t want to say something bad. Cause I don’t want
to change it. But then.....

A: You need those .....
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Me: I understand what you’re saying. I understand.

A: T also feel like if somebody gives me their idea, or their opinion, I can add onto that
with my opinion, and it grows a good idea. Changing their opinion into my style
of opinion and then doing what they told me to do but in my way.

Group 2: Rianna, David, Peter, Wade
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R: 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.

P: I can agree, cause if you look at the way it’s laid out I can follow the steps and it
just makes the assignment easier.

R: On Google Classroom, we didn’t use it, I felt I didn’t use [the poster], it was just there.
But it was still helpful to have in the classroom I feel. It was definitely helpful to have.

Me: So not so helpful on Google Classroom?
R: I would just turn and all the strategies would be there, they’d be detailed.

W: If you were across the classroom it was easier, if you were on the
Chromebook working, you could just go on Google Classroom and it was easier to see it.

D: I think it was helpful having the poster with the strategies on Google Classroom and in
the class because when you’re struggling you can just look up and look at the poster or on
Google Classroom if you want. At least it’s there for you.

P: 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.

D: It was also helpful on Google Classroom when you’re not in class, like if you’re at
home, and you’re struggling.

P: Yeah, cause you don’t have a teacher at home.
Me: Did any of you use it at home?
R: Yeah.

P: For the essays.
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D: Once to twice. When I was doing my essay and I was struggling or something then |
could actually use it at home.

R: T kept two main strategies in mind, just not to overwhelm me, cause then I’ll
start getting, like I’ll go everywhere in my mind, right? So I used, I kept two big
strategies, like use feedback and like another one. And using those, like just keep on
telling myself that, it was reassuring. And it was helpful.

Me: So jumping down to the fourth question, what was not helpful. Are you saying that
there were too many strategies on the cycle?

R: I feel like certain strategies were kind of the same in some ways and they were kind of
two of one, I guess.

P: The way it was sorted, I guess, for me, sometimes you have to search around.

R: Yeah, yeah. There were a lot of stickie notes for you, just having to look. There were
like a lot of ideas but the ideas were really helpful.

Me: Can you think, in particular, of two that were too similar?
R: Ask teacher for help and ask classmate for help.

Me: You’re thinking that we should have generalized it.

D: Just ask for help.

R: Yeah. Just ask for help.

D: For me what wasn’t helpful was just some strategies just like, weren’t really needed.
Some of them I don’t think that I ever, like, looked at.

R: Yeah, same.

D: But I used, I still used the whole cycle in general, like, I used it, but like
some strategies [ don’t think I used.

Me: Can you think of one that didn’t need to be up there?
D: Not really. I just know that I didn’t use all of them.
P: Yeah, cause the ones that I couldn’t, that didn’t help don’t usually cross my mind.

R: Exactly, like I kept two in mind from each kind of section and then that’s all I could
use.

P: 1t’s the helpful ones that are more memorable.
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W: There wasn’t too many, it was just because different ones worked for different people.
Just sometimes you had to look for a second to find the one you were looking for.

P: 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.

R: At least having a selection, and there was options, and just knowing they’re up there is
really good.

Me: So maybe I should have divided them differently, organized them differently on the
poster, to make it a little bit more visually organized?

D: Maybe if it wasn’t in a circle, if it was in a chart, and then you could just put
the strategies more like that. Like columns or something like that.

R: They were all kind of, like, in each section they were just kind of an explosion
of ideas.

P: I mean, that’s also good, cause you could search for one that works for you and then
you can keep that in mind.

Me: So something more linear.

P: Or maybe you could just organize the stickie notes in the circle better cause they’re all
kind of scattered around in different places, I mean.

D: If another teacher was to use it, I guess, I just want them to know that I’ve seen
it before and that I know about it.

R: And, I don’t know who the other teacher is, but for them to know that each student
works differently. And they don’t need to force it upon you to work a certain way. Cause
it’ll limit you, so not making them, they’re not going to force you to use feedback

or force you to ask someone else. They need to let you adjust to it yourself and see what
fits you.

P: Specific strategies is good, but not, like, forcing it on someone.
P: I don’t think that we did number 3.
Me: You kind of did.

P: I don’t know how to explain it, cause all of them are helpful. The strategies are really
helpful on the thing because that’s kind of the main part I would say.

R: Yeah. Even you get mad at me when I overthink things to the max. But 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, 'm good.

126



240
241

242
243

244
245

246

247
248
249

250
251

252
253
254
255

256

257

258
259

260
261

262

263

264
265

266
267

268

127
P: 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.

R: Especially looking at the poster when I would look at it, it’s just like a
whole explosion.

D: Like even though I am saying that the whole circle could be more organized, it’s still
helpful that the poster was there, then I’'m not trying to memorize all the everything.

P: It’s been more helpful to have it then to not have it.

R: Especially since you covered so many ideas. That was really good. Even though
it may not have been, it could have been in a better way, but it was still really good to
have all those ideas there.

P: I’'m sure everybody in the class has used it at least once. So that’s, it’s helpful
for everybody.

D: I think also the fact that we’ve talked about so much in class, so you know in the back
of your mind that it’s up there. Since we talked about it so much, you’re thinking about it.
So you know it’s up there to use. If we only talked about it once you wouldn’t even think
about it, right?

R: Yeah. You talked about it a lot which helped. It woke us up.
W: It reminds you.

R: It’s here you for you, you have to, well you don’t have it, it’s going to be helpful, and
showed us that.

P: 1t’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’.

R: That’s a good point.
Me: So it’s a good thing that I used the neon stickies instead of just the plain yellow?

D: Yeah, the colors kind of attract your eyes to it so even if you’re not actually focusing
on it, it’s still, like, you see it, cause it’s so bright colored.

R: Overall, it’s an amazing device for us to use in class and I’m really happy that we got
to use it.

D: It was very helpful.
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Group 3: Elizabeth, Patty, Matt, Aaron
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P: It did help to know the steps in the assignments, but I feel like the strategies were more
helpful because the steps, like, I feel like the steps were too general and it’s hard

to actually like understand maybe like sometimes the difference between interpreting the
task and like analyzing the work because sometimes analyzing the question

can sometimes get confusing. So I feel like 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.

A: The strategies were more helpful because with the steps, they were a bit vague, but,
because, like, I was kind of confused between monitoring and adjusting, but, like,
the specific strategies did help me understand what each step meant.

P: It did help to have a poster because I feel like otherwise I would have forgotten to use
it. [all others agreeing verbally while she’s speaking “yeah”] 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”. [lots

of “yeah”s from other students, E: I agree with Patty”]

A: Sometimes, like, I looked to my past assignments to see feedback and everything, and
it’s right there in Google Classroom, so if I’'m stuck I can just go there.

E: 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.

Me: Like what?

E: Like dance. Cause, I think it was the monitoring or adjusting. But I think asking my
teacher about feedback because since there were lots of students in my class they don’t
really, like, the teachers they don’t really focus on each student, so it was after class I
asked them which I never really did before cause I was kind of scared.

Me: What were you scared of?
E: I was scared cause I was kind of shy speaking in front of the class.

P: I think the part that wasn’t helpful was, ok, so observing others did help me in PE
more, but then I feel like for things that are more, cause that’s where you would just do it,
right, so then I feel like for things like Science, or maybe English, or maybe even Math, I
feel like if you just watch the other person I feel like you don’t actually understand what
they’re doing. And it kind of, like, messes up your thought process and how

you understand things. So sometimes if [ were to look at someone else’s, like

proofread someone else’s essay, and I looked at their conclusion, I feel like it would be
hard to get on my own train of thought and just get stuck on what they wrote and try to
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find a way around that. So I guess sometimes it can get a little confusing if you would
observe others to, like, do things that require a bit more thinking.

A: Especially with like English because in all the essays everyone would have their own
interpretations of all the tasks and so you could get confused. And one of the strategies
was to skip through the hard parts and go back later. That wasn’t really helpful for me
because if I don’t do something in the right way, it will be on my mind for the rest of the
time and it will cause more stress.

P: If another teacher was to use the Strategic Action Cycle, I would recommend,

so before, with only the poster, it’s too generalized. But I feel like with the stickie notes
on it it was better. But if you specify the task too much, like you narrow down the
strategies way too much, and do way too specific tasks, that makes it more confusing
because it leaves less space for thinking what you can do. Because it kind of narrows
down the little bubble between what I can do and what I can’t.

Me: So when you say that, you mean, narrowing into “these are the only strategies that
you can use here”?

P: Yes. Rather than people trying to find out what they really want to do. 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.

A: I feel like there should be a medium between no specifications and saying, “This is the
chart, use it” and, like, specific boundaries. So you know what you can use but you also
have room for your own thought process.

M: There shouldn’t be like, the strategies shouldn’t be specified for only one part because
many of them can be used in other areas too. Cause then it can actually make you feel
like you’re doing it wrong. It might just mess with your mind.

Me: Did you notice yourself using it in places outside of PE and English? I know that Mr.
Lund and I were both talking about this, but did you notice it outside of school? It’s ok if
the answer’s no.

M: I actually did, cause I do coding and it actually helped me break down the steps for
when I’m actually making a game or something.

A: Same with me. [ 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.

P: I don’t know if it really helped me. I don’t think it did. Because I haven’t really done
anything that’s new the past year since Covid started, and this was the first time I

was actually introduced to the Strategic Action Cycle so I feel like everything I was
already doing, I already had a set way of doing it so I don’t feel like I would really refer
to it. Because most of the things, like swimming and skating, I already had lessons, and
I already know how to do it, and how to get past those challenges when I’m stuck, so
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I don’t feel like I referred to it because I already had a solution. But when I was reading,
cause now I have more free time for reading, this isn’t related to the Action Cycle, but
when you told me that you actually read aloud in your head I realized that I actually do
that even though I didn’t know that before. Because it plays in my head like a movie and
I feel like, analyzing, understanding how I read books helps me understand what types of
genres I enjoy more. So maybe that’s related.

A: Similar to what [P] said, when you said that, I do do that. I knew that I do that, I just
didn’t know it was a thing. Cause when I’m reading aloud in my head, I kind of have, it’s
like I’m there witnessing it happening instead of just reading words off a page.

E: What they were talking about before about observing others, I agree with

them because it did throw me off a bit because when we were writing essays, I read
some other people’s essays and it kind of limited the way that I thought a bit more, and
since we all have different ways of thinking and different personalities, so I think next
time [ would try to work more independently and then peer edit others’ essays once I've
begun.

M: I agree to that, but also, observing others can also probably be motivation because you
might want to do better than them. But everyone still has their different opinions
and interpretations so it can throw you off.

A: Overall, I think that the Strategic Action Cycle helped me, to, an example would be
that sometimes I had trouble with punctuation and telling where commas go and stuff, but
proofreading out loud really helped me to know. It gave me strategies to use which really
helped me.

E: For what wasn’t helpful, I think explaining adjusting and monitoring was a
bit confusing for me cause it kind of seemed like the same thing to me. And the steps for
the strategies for both of them could work for both.

P: 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. I think that was the most important thing for me. Because when I go
back to teacher feedback or peer edit, I didn’t actually realize I did these things to
improve my work or to complete the task, right? But then after discussing those
strategies, and understanding how they could be helpful, I think that actually helped me
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

1 E Re: Weird Request : DeltaNet
File Edit Format Message Collaborate View Help

.33 ODX v

Reply Reply All Forward History Print Delete Copy Find Next Unread Previous in Thread

January 25, 2021 11:34:02 AN Z==(5)

From: ¥ Sandy Kennedy
Subject: Re: Weird Request
To: § Tracey Dempster

Hi Tracey - Not really such a strange request :)

- We a total of 1351 Students attending (we actually have 1360 but they are registered in
HomeQuest so not reflecting in my numbers)

- 716 Male

l- 635 Female

| don't have a way to track Race or Social Class on our current computer programs, but you
can call the district office and perhaps they can assist but unlikely. This kind of information
would be something Stats Canada would collect?

Cheers!

Tracey Dempster writes:

Hi Sandy,

100% |5

£

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 [ 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

Visual of Poster

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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J: Sometimes I don’t use the Strategic Cycle for everything I do, like assignments,

S: I didn’t really like the fact that we were putting our own ideas onto the Cycle. I just, |
like getting straight on instructions, I guess. I don’t really like, I don’t know.

J: Like working under pressure. Like this is what you're.....
S: Sort of. I guess I just don’t really want to go off my own ideas. I don’t know.
Me: Why not?

S: Just cause it’s easier for me, I guess, to just get someone to tell me what to do
rather than myself instructing me cause what if I’'m not right about it, or ....

J:

. But not all the strategies were helpful, but, most of them.
Me: Are there any of the strategies that stand out to you as being not helpful?

S: I feel like “try it” is sort of in between, just try it, like sometimes it could
work, sometimes it could not cause what if you misunderstand?

J: And for proofreading we were talking about how sometimes when we proofread each
other we get pressurized by how good the other person writes, and then we feel like we
haven’t wrote it good enough.

S: Yeah!
J: And then we want to change it.
O: And we want to change it.

J: And our idea before was already very impactful and then we change it again and then
we mess it up.

S: That’s a really good point.
O: That’s what we did for one of the assignments. And then we stopped because....
J: We stopped....
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O: Actually I think it was better that we stopped because we just finished the assignment
and then showed it to them like “is it ok?” and then they just said “yeah, it’s good.”

J: Sometimes unintentionally you help the other person write in your own

perspective, but you’re not letting them write, so it’s kind of like we’re writing it for
them. So I think it’s better if we just write on our own, see what we lack and then fix it.
And also you feel bad afterwards since you think you might have messed up something in
their writing.

Me: Anything else you want to add?

S: For question 5, it’s important for other teachers to know that we were the people who
put the ideas on the poster because then they know not to think too highly of it.

Me: What do you mean? Explain that.
S: I don’t really know. It’s not like an official thing, maybe, or ...

Me: Got it. So you don’t want a teacher.... if you were going into your French class with
Monsieur Brown next quarter, and he had the Strategic Action Cycle, with all of

the strategies up there, you would want him to know that those were your strategies, not
put up there by teachers.

S: Yeah.

Me: Or experts, or what have you. So it’s not the only, be all, end all, answer.

Me: So then that strategy goes off.
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S: Yeah. Like no dictionaries. No French dictionaries to help you.

J: You can’t, like, proofread in Math. [holds hand out to Olivia] “Help proofread
my test!”

|V3

But then it could be
stressful saying this was from a professional teacher because teachers know more
stuff than us because, of course, because they teach it but if someone thinks the teacher
made it, they want us to do all these things so it just pressurizes them in a way.

|>

‘l

Me: So you liked that the strategies were optional, versus required?
All mutter agreement

S: What Janice was saying, the peer editing thing, they might think, “Ohmigosh, I have to
peer edit now”. But then if it was negative help, I guess?

A: And it helps with assignments cause if you’re stuck on one part of an assignment you
can skip it and think of something else you can do and then let others proofread it while
you’re doing something else. Cause that’s what I had Heidi help me with. When I

was writing half of my essay I told her to proofread it and then I started thinking of what
I’ll put in that. Cause, I mean, I have her opinion but I don’t have my own opinion in
there.

'

S: With the last essay we just did, what if someone thinks that Tim was more ...
is handling the situation better than Donald had been. But then what if you think
the opposite?

O: Yeah, and they’re giving you ....
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S: The wrong feedback. And maybe you might not notice that they’re giving you the
wrong feedback.

O: And if you change it then your essay’s going to lower, it’s not effective.

J:

O: Yeah, you can’t really trust them, they’re not perfect. You are, but they’re not.

A: I also feel like the most helpful part for me, cause _

WhathiSieIpFuloMAemY | think the strategies were more helpful cause 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.

O:

S: Yeah! It reminds you of strategies.

O: Yeah, it’s like a reminder, I guess.

—

S: Adding onto that, I feel like sometimes it can be a waste of time.

Me: What could be a waste of time?
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S: Having peers edit. And then they don’t actually really help you in a way, they’re just
like “Yeah, good, good job”. But then it’s like, “What did you do for me?” It just makes
me mad.

O: Yeah. If they actually tell us it’s wrong, or what’s wrong, then that’s actually helpful,
But if they’re just like, “Your essay’s great, it’s so good.” Not saying any names

J: Yeah, the person might be like, I don’t want to say something bad. Cause I don’t want
to change it. But then.....

A: You need those .....
Me: I understand what you’re saying. [ understand.
A: T also feel like if somebody gives me their idea, or their opinion, I can add onto that

with my opinion, and it grows a good idea. Changing their opinion into my style
of opinion and then doing what they told me to do but in my way.

Group 2: Rianna, David, Peter, Wade
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R: 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.

P: I can agree, cause if you look at the way it’s laid out I can follow the steps and it
just makes the assignment easier.

R: On Google Classroom, we didn’t use it, I felt I didn’t use [the poster], it was just there.
But it was still helpful to have in the classroom I feel. It was definitely helpful to have.

Me: So not so helpful on Google Classroom?
R: I would just turn and all the strategies would be there, they’d be detailed.

W: If you were across the classroom it was easier, if you were on the
Chromebook working, you could just go on Google Classroom and it was easier to see it.

D: I think it was helpful having the poster with the strategies on Google Classroom and in
the class because when you’re struggling you can just look up and look at the poster or on
Google Classroom if you want. At least it’s there for you.

P:
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v

Me: So jumping down to the fourth question, what was not helpful. Are you saying that
there were too many strategies on the cycle?

P: The way it was sorted, I guess, for me, sometimes you have to search around.

Me: Can you think, in particular, of two that were too similar?

R: Ask teacher for help and ask classmate for help.
Me: You’re thinking that we should have generalized it.
D: Just ask for help.

R: Yeah. Just ask for help.

g W‘

Me: Can you think of one that didn’t need to be up there?
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D: Not really. I just know that I didn’t use all of them.
P: Yeah, cause the ones that I couldn’t, that didn’t help don’t usually cross my mind.

_

P2 It’s the helpful ones that are more memorable.
W' There wasn’t too many, it was just because different ones worked for different people.

Just sometimes you had to look for a second to find the one you were looking for.
st s .1 A e, e i work B el
_

Me: So maybe I should have divided them differently, organized them differently on the
poster, to make it a little bit more visually organized?

D: Maybe if it wasn’t in a circle, if it was in a chart, and then you could just put
the strategies more like that. Like columns or something like that.

R: They were all kind of, like, in each section they were just kind of an explosion
of ideas.

P: I mean, that’s also good, cause you could search for one that works for you and then
you can keep that in mind.

Me: So something more linear.

P: Or maybe you could just organize the stickie notes in the circle better cause they’re all
kind of scattered around in different places, I mean.

D: If another teacher was to use it, I guess, I just want them to know that I’ve seen
it before and that I know about it.

R:

P: Specific strategies is good, but not, like, forcing it on someone.

P: I don’t think that we did number 3.

Me: You kind of did.
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l

R: Yeah. Even you get mad at me when I overthink things to the max. But 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.

D: I think also the fact that we’ve talked about so much in class, so you know in the back
of your mind that it’s up there. Since we talked about it so much, you’re thinking about it.
So you know it’s up there to use. If we only talked about it once you wouldn’t even think
about it, right?

R: Yeah. You talked about it a lot which helped. It woke us up.
W: It reminds you.

R: It’s here you for you, you have to, well you don’t have it, it’s going to be helpful, and
showed us that.
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Me: So it’s a good thing that I used the neon stickies instead of just the plain yellow?
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D: It was very helpful.

Group 3: Elizabeth, Patty, Matt, Aaron
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P: It did help to know the steps in the assignments, but I feel like the strategies were more
helpful because the steps, like, I feel like the steps were too general and it’s hard

to actually like understand maybe like sometimes the difference between interpreting the
task and like analyzing the work because sometimes analyzing the question

can sometimes get confusing. So I feel like 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.

A: The strategies were more helpful because with the steps, they were a bit vague, but,
because, like, I was kind of confused between monitoring and adjusting, but, like,
the specific strategies did help me understand what each step meant.

P: It did help to have a poster because I feel like otherwise I would have forgotten to use
it. [all others agreeing verbally while she’s speaking “yeah’] 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™. [lots

of “yeah”s from other students, E: I agree with Patty”]

A: Sometimes, like, I looked to my past assignments to see feedback and everything, and
it’s right there in Google Classroom, so if I'm stuck I can just go there.

Me: Like what?

E:

Me: What were you scared of?

E: I was scared cause I was kind of shy speaking in front of the class.
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P: If another teacher was to use the Strategic Action Cycle, I would recommend,
so before, with only the poster, it’s too generalized. But I feel like with the stickie notes
on it it was better.

Me: So when you say that, you mean, narrowing into “these are the only strategies that
you can use here”?

P: Yes. Rather than people trying to find out what they really want to do.

Me: Did you notice yourself using it in places outside of PE and English? I know that Mr.
Lund and I were both talking about this, but did you notice it outside of school? It’s ok if
the answer’s no.

i L A e e o
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M: I actually did,
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A: Similar to what [P] said, when you said that, I do do that. [ knew that I do that, I just
didn’t know it was a thing. Cause when I’'m reading aloud in my head, I kind of have, it’s
like I’m there witnessing it happening instead of just reading words off a page.

E: For what wasn’t helpful, I think explaining adjusting and monitoring was a
bit confusing for me cause it kind of seemed like the same thing to me. And the steps for
the strategies for both of them could work for both.
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