











TABLE OF CONTENTS
CHAPTER 1 ..ottt e b et n b e e e e e s ne e e e e b e e e nn e e nne e 1
INTRODUCGTION . ...ttt n e s e e e neenneas 1
PUIPOSE OF TN STUAY ... bbb 2
RESEAICH QUESTIONS ...ttt sttt e steere e re e beeneeeneenes 3
AASSUMIPTIONS ...ttt bbbt b bt b e bt e bt bt e se e e e b e b e bt e bt nne s 4
LEMITALIONS ...t bbbttt bt nn e 4
DIIMITALIONS ...ttt bbbttt b b e b et b nas 5
Definition OF KEY TEIMS .. .eceiiie ettt e st e e e teeaesneenas 5
CRAPLET SUMIMAIY ...ttt bbb bbb b 6
CHAPTER 2 ..ttt e b e hb e bt e e bt ekt e ab e e e bt e enb e et e e e nbeenneeenes 7
REVIEW OF LITERATURE ... ..ottt 7
Overview of the History of Intelligence and Noncognitive Skills in Education......................... 7
Noncognitive Skills as Indicators for Academic Performance .............ccoceevveveiieieevcciicseenns 14
Metacognition, Self-Regulation, and Learning Goals............ccccooeiiiiiiniiniiieiee e 17
Mental Contrasting and Implementation Intention for Goal PUrsuUit...........cccccooeevveveninnnennne 27
SUIMMIBIY .ttt bbbt b e st b e e bttt e bt ettt e b e nne s 43
CHAPTER 3 .ottt h et e ket e bt e s be e e s bt e be e eaeeenbeeanbeesbneanneen 46
METHODOLOGY ...ttt ekttt ek e se e sbe et e e abe e e beennneabeeannas 46
Site and SAMPIE SEIECLIONS .......veiiiiii e 47

INSETUMENTATION. .. 51



PIOCEAUIES ...t bbbttt b bbbt bbb e e bbbt b ere s 51
Data COIBCTION. ... .t bbbttt b bbb b 53
D U QA A Y [ OSSPSR 54
SUIMMIAIY ...ttt ettt e sttt e e sttt e e Rttt e aab e e e s b e e eR b e e e eb b e e e e bt e e e bt e e e bt e e e bb e e e bneeennes 54
CHAPTER 4 ..ttt e b e s e e st e e e e e nne e anneenneennne e 55
RESULT Sttt bttt ekttt e b e e s b e e ket e at e e nbe e et e e nbe e e nbeenbeeenbeenneas 95
Research QUESTION ONE .......ooiiiiiieiiee ettt st e s te e s e sreeneeeneenneennes 55
ReSearch QUESTION TWO ......oiiiiiiieiieiie ettt sttt este e e sreesreeneeeneenneeneeas 57
Measures of Student EXPECLAtIONS ..........c.civeiuiiieiieie st 59
Measures of Students’ Goal Setting and ACtion PIans............cccccveiiiiniiiiiene e 66
CHAPTER 5 .ttt h etk ettt e ebe e e st e e st e e e abe e nbeesnbeesbeeentaens 71
DISCUSSION ..ttt e et e et e e sbe et e e nbe e e nte e sreeanbeenneas 71
Research QUESTION ONE .......cciiiiie ettt st e te e sseenreeneeeneenneeneeas 71
RESEArch QUESTION TWO ...cviiiiiiitiiiie ettt ettt ettt et e st eebe e s be e sbeesnbeesbeeenraesaeesnbeesrees 76
AdAItIONA] FINAINGS.....cviiieiicie ettt re et e et e sreesreenee e 77
Measures of Students’ Goal Setting and Action Plans............cccooviiiiiiiiiiiicicic 77
Implications for Practice and POLICY ........c.coiiiiiiiiiiiiieeee s 80
Recommendations for FUTUIe RESEAICH ..ot 83
REFERENGCES ...ttt ettt et e b et e e st e s st e e nb e e nbe e beeanteenneeanes 86

APPENDICES ... 94



Vi

APPEND X A e e e napaes 95
Parent CONSENT FOMM . .....iiiiii e 95
APPENDIX B ...ttt n e 98
CRIlA ASSENT FOIM ..ot 98
APPENDIX € ettt 100
Measure of Incentive Valence QUESTIONNAITE .........ccuoiieieiiriiee e 100
APPENDIX D oottt ettt e e e e e e e e e a e e e e nraeeeeann 102
Measure of Expectations 0f SUCCESS QUESLIONNAITE. ........c.ecveirerieiierieeie e e e 102
APPENDIX E ..ottt n e ne e ne e ne e 104
Goal-setting Template for EXperimental Group..........cccooveiiiiieiieie e 104
APPEND DX Fooeeei et e e e s e e e e e e e e e a e e e e nrree e e e 107
Goal-setting Template for CONtrol GroUP .........cooiiiiiiieeee e 107
N o =V 5 G S 108
ProtoCol fOr GrOUP SESSIONS. .......cciiiiiieiie ettt ettt sre e sre e beeae e sreesneenee e 108
APPEND X H ..ttt ettt ne e 113

1SN o] o] (017 | SRS PSUSPPSN 113



Figure 1:
Figure 2:
Figure 3:
Figure 4:
Figure 5:
Figure 6:
Figure 7:

Figure 8:

vii

LIST OF FIGURES

Mindset Theory of ACHION PRASES ........c.oiiiiiiieiieieee e 23
RESEAICN DBSIGN ...ttt et e e e reene e e nraere s 52
Expectations of Success Response Averages (Pre-Study) .......c.ccovvevevieeiveiesiiesnennnns 61
Expectations of Success Response Averages (POSt-Study)........ccccevvererenereneneninnn. 62
Measure of Incentive Valence Questionnaire Response Averages (Pre-Study) .......... 64
Measure of Incentive Valence Questionnaire Response Averages (Post-Study)......... 65
Expectations of Success (ESQ) Pre and Post Mean AVErages..........cccocevverveseeseennnns 66

Measure of Incentive Valence Questionnaire (MIVQ) Pre and Post Mean Averages. 66



Table 1:

Table 2:

Table 3:

Table 4:

Table 5:

Table 6:

Table 7:

Table 8:

Table 9:

Table 10:

Table 11:

Table 12:

Table 13:

Table 14:

Table 15:

Table 16:

Table 17:

Table 18:

Table 19:

viii

LIST OF TABLES
List of Learning Strategies Used in Goal PUrSUIt.............cccoovveviiieiiieve e 25
Demographics by Group and Grade LeVel ...........coooiiiiiiiiiiiiieeeee e 49
Demographics by Ethnicity, Grade Level and Group ........ccocceveeeeiinninie e 49
Demographics by Gender, Grade Level and Group ........cccceveveerieiienenne s 49

Family Income Based on Free/Reduced Lunch Status by Grade Level and Group....... 50

Students with Diverse Needs by Grade Level and Group .........cccccceveveiievnevecieseenns 50
Summary of Linear Regression Results for End-of-Quarter Grades.............c.ccceevvenens 55
Summary of Independent T-test for End-of-Quarter Grades...........ccoccvveerveresieesnennnns 57
Summary of Linear Regression Results for Homework Completion.............ccccceevene. 58
Expectations of Success Questionnaire Response Averages (Pre-study)........c.c.coeu.... 59
Expectations of Success Questionnaire Response Averages (Post-study) .................. 60
Measure of Incentive Valence Questionnaire Response Averages (Pre-study) .......... 62
Measure of Incentive Valence Questionnaire Response Averages (Post-study)......... 63
Correlations for All PartiCIPantS.........ccooeiiiiiiiiiiiieese e 67
Correlations for CONIrOl GIOUP ......cveoueiiiiiiiiieeeeie e 67
Correlations for Experimental GroUP .........coovveiieiiieiie e 68
Independent Samples T-tests for Action Steps Listed.........ccccccvevieiiieie v, 68
Independent Samples T-tests for Resources Listed..........cccoevvviiieiiiccie e, 69

Independent Samples T-tests for Evidence of Goal Attainment Listed ..................... 69



Table 20: Independent Samples T-tests for Timeline Listed ..........cccccoeviieie i,
Table 21: Examples of Student If/Then PIANS .........ccooviiiiiiieee e

Table 22: Most Frequently Stated Benefits for Reaching Desired Grade ..........ccccccceevvevieennne.



ACKNOWLEDGEMENTS

| would like to acknowledge several individuals who were instrumental in providing the
support, guidance, expertise, and patience which provided me the necessary resources for
completing this dissertation study. First, | am most grateful to my husband, John, and my
children, Patrick, Robert, and James for their unwavering support, encouragement and
unconditional love for me while achieving this goal. No matter what | set out to do, they are
always ready to go along for the ride!

Next, I would like to thank my committee for their encouragement and wisdom
throughout this journey. | could not have asked for a more dedicated group of educators who
were always willing to share their suggestions, feedback, diverse perspectives and practical
advice. | am very appreciative to my dissertation chair, Dr. Barbara Rieckhoff, for her time,
expertise, encouragement, and continued guidance on keeping me focused on completing this
project. | am also very grateful to my other committee members, Dr. Sally Julian and Prof.
Andrea Kayne Kaufman, for helping me to narrow the focus of my study and providing
constructive feedback and suggestions for improvement. In addition, I would like to
acknowledge Nelson Gerew for his assistance with the data analyses.

| am also grateful for the support of the administration, teachers, parents, and students
where | conducted my study. This study could not have been completed without their support.
Unfortunately, their names have been omitted to protect the identity of the students.

I must also acknowledge my extended family members, especially Jim and Connor
Togher, Danny Derrig, Jr., and Robyn Blake for proof-reading my drafts, Lydia Moreno for
going above and beyond the call of duty to make sure things were taken care of in our home, and

my sisters Nannette Zander and Renee Togher for their technical assistance. Last but not least, |



would also like to thank my grandparents and parents for their love, encouragement and for

instilling in me the importance of pursuing my educational goals.

Xi



CHAPTER 1

INTRODUCTION

Only 69.4% of Chicago Public Schools’ (CPS) high school students graduated in 2014
(Chicago Public Schools, 2014), and a mere 14% are estimated to earn a college degree within
ten years of entering 9" grade (Healey, Nagaoka, & Michelman, 2014). While the national high
school graduation rate is 81%, only 59% of college enrolled students in 2006 obtained a
bachelor’s degree within six years and the rates were even lower for minority groups (U. S.
Department of Education, Institute of Education Sciences, 2014). In 2012, only 23% of African
American and 12% of Latino adults between the ages of 25 and 29 held a bachelor’s degree
(Healey et al., 2014).

The level of student engagement has a significant impact on achievement and social and
cognitive development and therefore, students are more likely to graduate high school and pursue
higher education when they are engaged in learning (Finn, 1993; Newmann, 1993).
Disengagement in schools has contributed to the dropout rates and absenteeism for secondary
school students. New ways of teaching and learning must be implemented to ensure that students
are more engaged in the learning process and that they have meaningful opportunities for
developing 2lst century skills necessary for becoming active participants in today's global society
(Tough, 2012; Unites States Department of Education, 2013).

In order to increase the graduation rate and the number of high school graduates who are
prepared to earn a four year degree, K-12 schools must not only focus on high academic
standards, but they must also teach non-academic skills, also known as noncognitive skills, as

part of the curriculum if they are to increase the level of student performance (Gutman &



Schoon, 2013). Noncognitive skills include academic behaviors, strategies, and attitudes that
impact motivation, perseverance and academic performance (Farrington et al., 2012). With the
increase of promising research on noncognitive skills and their impact on academic performance,
it becomes important to understand how teaching noncognitive skills will influence teaching
methods, student learning, and educational programs. The central questions surrounding this
study will seek to provide insight on the effects of teaching two self-regulatory learning

strategies for setting academic goals that may or may not impact academic performance.

Purpose of the Study

The United States college graduation rate has continued to decline during the past
decade; it is ranked only ahead of Italy among thirty-four other countries affiliated with the
Organization for Economic Co-Cooperation and Development (Bowen, Chingos, & McPherson,
2011). According to Bowen et al. (2011), in 2006, only 56% of students entering 4 year colleges
attained their degrees. Their research concluded that high school grades predicted academic
performance regardless of the type of high school the students attended and that students who
had good grades went on to graduate from college as a result of self-efficacy, motivation, and
meeting academic goals:

They [high school grades] reveal qualities of motivation and perseverance—as well as
the presence of good study habits and time management skills—that tell us a great deal
about the chances that a student will complete a college program. They are one measure
of coping skills and whether a student is likely to "stay the course.” They often reflect
qualities such as the ability to accept criticism and benefit from it and the capacity to take

a reasonably good piece of one’s work and reject it as not good enough. Getting good



grades in high school, however demanding (or not) the high school, is evidence that a

student consistently met a certain standard of performance (p. 124).

If earning high grades is associated with possessing perseverance, intrinsic motivation,
time management skills, and other noncognitive skills, then educators need to understand which
non-academic skills increase or enhance academic performance, as well as, how to include them
alongside the academic content within the curriculum. The United States Department of
Education (2013) recognizes that supportive school cultures which promote beliefs about
competence, relevant values and goals, and social connectedness and belonging have the most
success in serving the nations’ most at-risk students.

According to Dweck (2002), students are more engaged in their learning when they
understand that their achievement correlates with their effort rather than their intelligence; thus
leading students to take purposeful steps in order to improve their performance. Farrington, et al,
(2012) note that when students use learning strategies in the classroom, they improve their
performance by persevering through challenging situations, which in turn leads to increased self-
efficacy. This study will investigate if students experience successful goal attainment after
implementing two self-regulatory learning strategies while setting their academic goals.

Research Questions

The purpose of the study is to explore if learning two specific goal setting strategies,
mental contrasting and implementation intention, will have an impact on academic performance
over a ten-week period. The following research questions will be investigated:

I. Does teaching two self-regulatory learning strategies, mental contrasting and implementation

intentions, have an impact on academic performance as measured by end-of-quarter grades?



2. Does teaching two self-regulatory learning strategies, mental contrasting and implementation
intentions, have an impact on academic performance as measured by homework completion?

It is anticipated that the students who include mental contrasting and implementation intention
learning strategies during their goal setting process will perform better than those who did not

receive the treatment.

Assumptions

This study makes the following assumptions:

1. Students in both the control and experimental groups recognize that they want to be
successful in school and have a desire to earn a high grade in their English course.

2. Students in the experimental group will revisit their if/then plans (a component of the
MCII intervention) occasionally.

3. Students will try their best to reach their desired goal for the course and one’s behavior is

influenced by goal setting.

Limitations

This study was bound by the following limitations:

1. The participants for this study were limited to an urban charter high school located in the
Midwest region of the United States with a predominantly Latino student population.
Students with diverse needs assigned to self-contained classrooms for their English
course were not included. The school’s designation as a charter school may have
impacted the results.

2. The length of time devoted to teaching the intervention was limited to a single forty-

minute session, leaving no additional time for providing feedback to students on the



quality of their if/then plans or following up with students regarding their level of success
in overcoming their obstacles throughout the study.

3. The researcher developed the student surveys used in this study. Additional
administration of these instruments would be required to establish their reliability and
validity.

4. The design of this study does not include baseline data for academic performance.

Delimitations

A delimitation of this study is associated with the research design. Although the
participants in the experimental group were treated to the MCII intervention prior to creating
their action plans, the participants assigned to the control group also completed an action plan for
obtaining their desired grade for their English course. Therefore, participants in both groups
participated in the goal setting process which may have impacted the findings.

Definition of Key Terms
For the purpose of this study, the following definitions will apply:

Academic performance is the teachers’ evaluation of a student’s success in school as

indicated by course grades and homework completion.

Noncognitive skills and factors include academic behaviors, strategies, and attitudes

that impact motivation, perseverance, and academic performance. Noncognitive factors that are
important to academic success include, but are not limited to the following: “persistence,
resilience, grit, goal setting, help-seeking, cooperation, conscientiousness, self-efficacy, self-
regulation, self-control, self-discipline, motivation, mindsets, effort, work habits, organization,

homework completion, learning strategies, and study skills (Farrington, et al., 2012, p. 8).



Academic Goals are intentions or plans to help students obtain desired educational

achievements or outcomes.

Goal setting is a creative process that evolves from being discontent with one’s present
condition and having the desire to change it by attaining an object or outcome in the future
(Locke and Latham 1994, 2006).

Mental contrasting is the process of imagining the positive benefits of attaining one’s

goals, while also recognizing all of the obstacles that may negatively impact goal attainment.

Implementation intentions are plans created to deal with situations that may impede an

individual in reaching one’s goals.

Metacognition is an individual’s knowledge of how to monitor one’s own thinking and

learning; including an awareness of knowing which strategies will work best under certain
conditions.

Self-requlated learning is a multi-phase process that involves a number of distinct

cognitive tactics or strategies which may facilitate performance (Farrington, et al., 2012).
Chapter Summary

This chapter introduced the purpose of this study and the need to continue to research the
effect of noncognitive skills on learning and academic performance. Previous studies on the
inclusion of noncognitive skills in the curriculum suggest that they may increase the level of
student engagement which leads to an improvement in high school and college graduation rates
(Farrington, et al., 2012). The following chapters present a review of the literature on
noncognitive skills and goal setting, the methodology used for this study, results and key

findings, implications for practice, and suggestions for future research.



CHAPTER 2
REVIEW OF LITERATURE

Our goals can only be reached through a vehicle of a plan, in which we must fervently

believe, and upon which we must vigorously act. There is no other route for success.

-Stephen A. Brennan

(Source: Quotationbooks.com, 2014)

The purpose of this study is to examine the impact of using two noncognitive learning
strategies, mental contrasting and implementation intentions, during the goal setting phase for
academic goal pursuit. This literature review highlights the key concepts, theoretical
frameworks, and empirical evidence related to intelligence and noncognitive skills,
metacognition and self-regulation in goal pursuit, and mental contrasting and implementation
intention intervention strategies. The information presented is from a variety of sources,
including previous literature reviews, journal articles, and books relevant to the topics of
noncognitive skills in academics and goal pursuit (e.g., Farrington, C.A.; Roderick, M.;
Allensworth, E.; Nagaoka, J.; Keyes, T.S.; Johnson, D.W., et al., 2012; Gutman & Schoon, 2013;

Tough, 2012; US Department of Education, 2013).

Overview of the History of Intelligence and Noncognitive Skills in Education

It has long been established throughout the past century that intelligence, as measured by
IQ tests, has been a predictor of academic achievement and success (Gardner, 1983; Duckworth,
A, Quinn P., Tsukayam, E., 2011; Duckworth & Seligman, 2005). Neisser, et al., (1996)
confirms, “They (IQ tests) do in fact predict school performance fairly well; the correlation
between 1Q scores and grades is about .50. They also predict scores on achievement tests,

designed to measure knowledge of the curriculum” (p. 81). Although there exists a myriad of



definitions that describe the term intelligence (Sternberg R. J., 1997; Legg & Hutter, 2007), most
of the descriptions include the following features:
e Intelligence is a property that an individual agent has as it interacts with its environment
or environments.
e Intelligence is related to the agent’s ability to succeed or profit with respect to some goal
or objective.
¢ Intelligence depends on how able the agent is to adapt to different objectives and

environments. (Legg & Hutter, 2007, p. 9).

Today’s elements of the definitions for intelligence differ from those identified in the
early 1920’s. According to a 1921 survey on intelligence (Sternberg R. J., 1997), three common
elements existed among the various definitions: ““(a) higher level abilities (such as abstract
reasoning, mental representation, problem solving, and decision making, (b) ability to learn, and
(c) adaptation to meet the demands of the environment effectively.” (p. 1030). During the
1980’s, Gardner (1983) proposed a theory of multiple intelligences that are unique from one
another. He believes that individuals and cultures can use these intelligences in combination to
adapt in multiple ways, thus challenging the classical view of intelligence as being a single
capacity one is born with. For the purpose of this dissertation, the definition of intelligence to be
used “comprises the mental abilities necessary for adaptation to, as well as shaping and selection
of, any environmental context” (Sternberg, R. J., 1997, p. 1030).

According to Sternberg and Grigorenko (2006), conceptual problem solving, verbal
ability, and social competence comprise the people of the United States views of intelligence;

however, an overall view of the concept of intelligence does not exist. For example, Sternberg



explains how different ethnic groups from San Jose, California, form their own views in regard
to intelligence:

Latino parents of schoolchildren tended to emphasize the importance of social-

competence skills in their conceptions of intelligence, whereas Asian parents tended

rather heavily to emphasize the importance of cognitive skills. White parents also
emphasized cognitive skills. Teachers, representing the dominant culture, emphasized
cognitive more than they did social-competence skills. The rank order of children of
various groups’ performance (including subgroups within the Latino and Asian groups)
could be perfectly predicted by the extent to which their parents shared the teachers’

conception of intelligence (pp. 29-30).

Although intelligence has long been associated with cognitive skills associated with
academics, early researchers in the field of intelligence testing agree that other factors contribute
to the performance in school (Duckworth & Carlson, 2013; Gardner, 1983). Psychologist Alfred
Binet (1916), inventor of the Binet-Simon Scale Intelligence Test, recognized that other factors
outside of intelligence impact academic performance and in order to be successful “one must
have qualities which depend on attention, will, and character; for example, a certain docility, a
regulatory of habits, and especially continuity and effort” (Binet & Simon, p. 254). In the early
1940’s, Wechsler (1943) advocated the use of non-intellective factors (e.g., drive, persistence,
and interest) in determining global intelligence since they influence behavior. He believed that
non-intellective traits accounted for the variances in one’s capacity to function; based on the
evidence cited in his studies comparing two individuals with the same 1Q scores and how they

adapted differently to their environments.
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In 1973, McClelland published a paper, ‘Testing for Competence Rather than
Intelligence’, in support of using non-traditional competencies (such as initiative, empathy, and
self-discipline) in predicting how successful one would be in their job and/or in life. McClelland
argued that grades, academic ability, and advanced qualifications did not predict job performance
or success in life (Goleman, 1998). McClelland’s work led to new methods for measuring job
performance by assessing one’s competencies or personal traits. During the 1980’s, Gardner’s
theory of multiple intelligences expanded upon the narrow concept of intelligence by including
eight different types of intelligences: musical, visual-spatial, verbal-linguistic, logical-
mathematical, bodily-kinesthetic, interpersonal, intrapersonal, and naturalistic (Gardner, 1983).
Gardner’s theory of multiple intelligences challenged the widespread practice of using 1Q tests
for measuring one’s intelligence because they were not “sufficiently well honed to allow
assessment of an individual’s potential or achievements in navigating by the stars, mastering a
foreign tongue, or composing with a computer” (Gardner, 1983, p. 4).

Social emotional learning (SEL) became widespread during the mid-1990s after Daniel
Goleman’s publication on the impact of SEL. SEL encompasses the process for teaching
students how to develop self-awareness, set and attain goals, maintain positive relationships, and
to be responsible decision-makers [it includes all necessary skills for being successful in school
and life] (Bar-On, Maree, & Elias, 2007). It is believed that teaching social emotional skills
increases emotional competence which affects how students go about learning and building
positive relationships in the classroom (Bar-On, Maree, & Elias, 2007; Farrington, et al., 2012;
Goleman, 1998; Tough, 2012). Today, some speculate that the growing interest in noncognitive
skills is in response to the nation’s No Child Left Behind Act of 2001 due to its main emphasis

on academic achievement while failing to address social emotional learning (Heller, 2013).
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According to Velasquez-Sheehy (2013), previous literature (Snowman, McKown & Bieler,
2009; Supovitz, 2009; Urrieta, 2004) documented the negative impact of the No Child Left
Behind Act (NCLB) of 2001 as it relates to the exclusion of noncognitive skills in the classroom.
At the end of the 20™ century, there was a national concern about the achievement gap among
students; especially between ethnic groups, socio-economic disadvantaged students, and special
education students as compared to their non-minority and socio-economic advantaged peers. In
response to this crisis, the No Child Left Behind Act (NCLB) of 2001, was signed into law
replacing the Elementary and Secondary Education Act (ESEA) of 1965. The purpose of the law
as stated by the U.S. Department of Education, 2013, Section 1001, was for “improving and
strengthening accountability, teaching, and learning by using state assessment systems designed
to ensure that students are meeting challenging State academic achievement and content
standards and increasing achievement overall, but especially for the disadvantaged” (p.6).

NCLB required states to administer tests annually for all students in grades 3-8 and for one year
in high school. States were also mandated to design an accountability system that defined
proficiency and adequate yearly progress (AYP) in order to ensure that all students were
proficient by 2014. Schools that did not meet their annual yearly progress targets for two
consecutive years were sanctioned by being labeled as underperforming and subjected to more
serious consequences when failing to meet their targets for three or more consecutive years. The
research suggested that the assessments were narrow in scope. Therefore, teachers spent more
time teaching reading and math and less time on teaching science, social studies, and fine arts.
Furthermore, Hokanson and Karlson (2013) believe that the NCLB requirements have
contributed “to the detriment or exclusion of the other noncognitive skills” (p. 108) in the

curriculum as the result of a narrow focus on increasing standardized test scores.
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In today’s educational arena, there is a growing realization that intelligence is not the sole
predictor of academic performance (Duckworth & Seligman, 2005; Dweck, 2002; Goleman,
1998; Seider, 2012; Tough, 2012; United States Department of Education, 2013). Scholarly
evidence supports a strong correlation between academic achievement and character traits such
as “perseverance, self-discipline, and grit” (Seider, 2012, p. 4), as well as “resilience, initiative,
optimism, and adaptability” (Goleman, 1998, p. 11). As a result, there is a movement among
educators and policy makers to support the inclusion of noncognitive skills in the curriculum in
order to help students reach their academic potential. Noncognitive skills include academic
behaviors, strategies, and attitudes that impact motivation, perseverance, and academic
performance (Farrington, et al., 2012). Unlike academic skills, such as literacy and numeracy,
noncognitive skills refers to “a set of attitudes, behaviors, and strategies that are thought to
underpin success in school and at work, such as motivation, perseverance, and self-control”
(Gutman & Schoon, 2013, p. 1). Farrington, et al., (2012), establishes the need to expand the
terminology from noncognitive skills to noncognitive factors since these skills involve how
students are engaged in the learning process as well as impact their academic performance,
motivation, and attitudes. Noncognitive factors that are important to academic success include,
but are not limited to the following: “persistence, resilience, grit, goal setting, help-seeking,
cooperation, conscientiousness, self-efficacy, self-regulation, self-control, self-discipline,
motivation, mindsets, effort, work habits, organization, homework completion, learning
strategies, and study skills” (Farrington, et al., 2012, p. 8).

A policy report published by the United States Department of Education (2013)

recognizes the positive correlation between noncognitive skills and academic performance:
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If students are to achieve their full potential, they must have opportunities to engage and
develop a much richer set of skills. There is a growing movement to explore the potential
of the “noncognitive” factors—attributes, dispositions, social skills, attitudes, and
intrapersonal resources, independent of intellectual ability—that high-achieving
individuals draw upon to accomplish success...In national policy, there is increasing
attention to 21% century competencies (which encompass a range of noncognitive factors,
including grit), and persistence is now part of the Common Core State Standards for
Mathematics (p. v).

Private foundations (e.g., Bill & Melinda Gates Foundation, the Raikes Foundation, the
MacArthur Foundation), are currently supporting various pilot programs that research how
noncognitive skills impact learning and how to measure their impact on academic performance
(United States Department of Education, 2013). The idea that noncognitive skills can be learned
and are malleable is also creating some excitement in the field (Dweck, 2002; Farrington, et al.,
2012; Gutman & Schoon, 2013; Hopkins, 2010; Tough, 2012). Tough (2012) offers his
sentiments on the value of noncognitive skills in teaching and learning:

The reason that researchers who care about the gap between rich and poor are so excited

about executive functions is that these skills are not only highly predictive of success;

they are also quite malleable, much more so than other cognitive skills. The prefrontal
cortex is more responsive to intervention that other parts of the brain, and it stays flexible
well into adolescence and early adulthood. So if we can improve a child’s environment
in the specific ways that lead to better executive functioning, we can increase his

prospects for success in a particularly efficient way (p. 21).



14

Although individuals possess varying abilities in the areas of cognitive skills, Hopkins (2010)
believes that noncognitive skills should never be accepted as being fixed or unmodifiable, and
therefore all learners have the capacity for gaining new knowledge. If this assumption is true,
one may speculate that noncognitive skills can help to narrow the achievement gap for minority
and low-income students. However, there is no empirical evidence proving which noncognitive
skills may contribute to the academic performance of various ethnic, gender, and socio-economic
groups (Farrington, et al., 2012).
Noncognitive SKills as Indicators for Academic Performance

Although most studies during the 20" century conclude that IQ is the most reliable
predictor of academic performance (Duckworth, et. al., 2011; Gardner, 1983; Neisser, et al.,
1996), recent studies have found that other indicators are stronger for predicting academic
success than 1Q scores including non-intellectual strengths such as motivation and self-discipline
(Duckworth & Seligman, 2005). Despite the fact that there exists far fewer empirical findings to
support these conclusions, earlier studies (e.g., Mischel & Mischel, 1983; Shoda & Peake, 1988;
Shoda, Mischel, & Peake, 1990; and Wolfe & Johnson, 1995) indicate that delayed gratification
and self-discipline are both indicators of academic performance (Duckworth & Seligman, 2005).
Two separate studies involving pre-school and college age students both found self-discipline to
be a predictor of academic success. Children at four years of age who were able to demonstrate
skills in delayed gratification were predicted to be more successful both academically and
socially a decade later (Mischel & Mischel, 1983). Tangney and his colleagues reported self-
discipline as having a positive effect on self-reported grades and a range of personal and
interpersonal strengths for two large groups of undergraduates (Tangney, Baumeister, & Boone,

2004 as cited in Duckworth and Seligman, 2005).
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During their two-stage study, Duckworth and Seligman (2005) measured the self-
discipline, 1Q, and academic performance of a cohort of 81" grade students over the course of the
school year. Participants who were measured as being self-disciplined as compared to their
peers “earned higher GPA’s and achievement test-scores, were more likely to gain admission to
a selective enrollment high school, had fewer school absences, spent more time on their
homework, watched less television, and started their homework earlier in the day” (p. 941).
Furthermore, the results indicated that 1Q was only half as likely in predicting final GPA;
suggesting that intelligence does not have as big of impact on academic performance as does
self-discipline. More recent studies suggested that high school GPA is a more reliable indicator
than SAT or ACT for predicting college completion and cumulative GPA (Bowen, Chingos, &
McPherson, 2009; Duckworth, A, Quinn P., Tsukayam, E., 2011).

A student’s academic mindset is another area that positively correlates with academic
performance. Dweck (2006) has spent the last twenty plus years researching the fixed and
growth mindset theory. This theory is grounded in the belief that intelligence is either fixed or
malleable. Those who have a fixed mindset believe that intelligence is a fixed trait and that
one’s cognitive ability will remain the same throughout one’s lifetime and there is nothing one
can do to change it. Those believing in a growth mindset understand that intelligence can be
developed as a result of one’s effort and experiences starting as a child and continuing through
adulthood. Dweck’s studies revealed how students’ beliefs about their own intelligence affect
how much effort they are willing to put forth, the tasks they choose to attempt, how they deal
with obstacles, and their overall academic performance (Dweck, 2002).

Ricci (2013) stated that learners with a growth mindset “believe that they can learn just

about anything. It might take some struggle and some failure but they understand that with effort



16

and perseverance, they can succeed. The focus of a growth mindset individual is on learning, not
on being smart” (as cited in Dweck, 2002, p. 70-71). Students with a growth mindset are more
willing to put forth the effort to complete an academic challenge whether or not they have the
fixed capacity to be successful. They have a greater sense of self-confidence and are motivated
to work hard even though they may make mistakes along the way. Unlike students with a
growth mindset, those with a fixed mindset would rather withdraw from completing a difficult
task rather than risk learning that they don’t have the ability to be successful. Furthermore, they
believe that if one has to work hard to overcome an academic setback then he/she is not
considered as being smart (Dweck, 2002). Various studies (e.g., Aronson, 1998; Jourden,
Bandura & Banfield, 1991; Tabernero & Wood, 1999; Wood & Bandura, 1989) have found that
students can be taught a different mindset. Students who were oriented towards a growth
mindset established more challenging goals, maintained their confidence, and persisted through
academic challenges; they also outperformed their peers who temporarily adopted the fixed
mindset view (Dweck, 2002).

Gutman and Schoon (2013) conducted a meta-analysis on experimental and quasi-
experimental studies for 8 noncognitive skills: self-perceptions (including self-efficacy),
motivation (including achievement goal theory), perseverance, self-control, metacognition, social
competencies, resilience and coping, and creativity. Their findings provide a summary on each
of the noncognitive skill’s quality of measurement, malleability, effect on other outcomes, and
strength of evidence. The ratings for the noncognitive skills related to this study include the
following: metacognition was rated as medium for quality of measurement, medium to high for
malleability, medium to high for effect on other outcomes, and high for strength of evidence;

self-efficacy was rated high across the first three categories and rated medium for strength of
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stronger goal commitment and goal striving; both required for pursing goals (Achtziger, et al.,
2012; Gollwitzer, et al., 1990; Lock & Latham, 1990; Oettingen & Gollwitzer, 2001, 2011).
Both goal setting theory (Lock & Latham, 1994) and Gollwiter’s (2012) mindset theory of action
phases claim that determining a goal’s desirability and feasibility is critical to establishing strong
goal commitment and that knowing the situational constraints for attaining a goal leads to more
effective goal striving. Oettingen, et al., (2005), suggests that mental contrasting leads to
expectancy based goal commitment as a result of fantasizing about the positives of a desired
future while also identifying the negative reality that may impede goal attainment. Mental
contrasting helps to determine if the goal is both desirable and feasible, thus activating strong
goal commitment especially if one’s expectations for success are high (Oettingen, Mayer,
Thorpe, Janetzka, & Lorenz, 2005). As a result of mental contrasting, the students activated their
expectations for success by realizing they could achieve their desired grades by overcoming their
obstacles, thus establishing a stronger goal commitment. Other than completing the brief
questionnaires, the students in the control group did not engage in a cognitive process prior to
setting their academic goals and therefore, never established or activated their expectations for
success which may lead to stronger goal commitment.

Finding 2: The students treated with the MCII intervention created if/then plans that may have
contributed to an increase in goal-directed behavior during the goal-striving phase, resulting in
higher end-of-quarter grades than the students in the control group who did not engage in a
strategy designed to overcome their potential obstacles. As previously mentioned, successful
goal pursuit is contingent on implementing effective goal-directed behaviors during the goal-
striving stage (Achtiziger, et al., 2012; Locke & Latham, 1994, 2006; Gollwitzer, 2012).

Planning how to navigate the path to attaining one’s goals is necessary for overcoming any
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obstacles along the way. Implementation intentions have been a proven strategy to help people
get started on a goal, stay on track during the goal-striving phase, and increase willpower when
faced with difficult situations by enabling an individual to automatically respond in an
appropriate manner when encountered by a critical situation (Gawrilow, et al., 2010; Kirk, et. al.,
2013). After students in the experimental group identified potential obstacles during the first
part of the MCII intervention, they created implementation intentions in the form of if/then
statements and then visualized themselves executing their plans and successfully overcoming
their obstacles. During the ten-week period, students may have actually implemented their
if/then plans when faced with obstacles in their reality; possibly resulting in overcoming their
challenges as they pursued their academic goals. Table 21 provides examples of students’
obstacles and implementation intentions in the form of if/then statements.

Table 21

Student Obstacles and If/then Statements

Obstacle If/then Statements

"If I get lazy, then I will eat and maybe take a
nap for 30 minutes then do what | need to do."

"If | get a party invitation, then I will finish my
homework first and maybe go later."

"If becoming distracted at home, then | will turn
Being distracted off any of my electronic devices and lock myself
in my room to do homework."

"If procrastination becomes a problem, then |
Procrastinating will create a daily agenda of what work | need to
do every day."

"If I receive a challenging test during a class,
then I will work my hardest trying to answer to
receive partial credit for each question."

Stress

Social life, friends

Challenging tests

"If not having enough sleep becomes an obstacle,
then I will make sure | get at least 8 hours."

"If I don't understand the work, then I will ask
my teachers for help."

Not enough sleep, tiredness

Not understanding the work
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"If I have a lot of homework, then I will start it
earlier.”

"If my cell phone keeps distracting me, then |
will give it to my parents."

"If there is an event or trip, then | will set time to
do my work before the trip or event.”

"If | feel tired, groggy, etc., then I will sleep for
2 hours and wake up to do my work."

"If life issues get tough, then I will get help from
Life issues my counselor and teachers to keep up with my
work."

A lot of homework

Phone distractions

Distracted by an event

Falling asleep doing homework

Finding 3: As aresult of learning and utilizing two self-regulatory strategies, students in the
experimental group obtained higher end-of-quarter grades compared to their peers who did not
engage in any metacognitive strategies prior to setting their academic goals. Self-regulated
learning, such as setting goals, is a proactive process that enable students to monitor their
learning and adjust their behaviors and efforts to positively influence their academic performance
(Zimmerman, 2008). These results support the current research suggesting that self-regulation is
associated with impacting and predicting grades (Duckworth & Carlson, 2013) and that
metacognition and self-regulatory learning strategies have been proven to help strengthen self-
efficacy and increase motivation and perseverance during challenging tasks (Farrington, et al.,
2012; Hirsh, et al., 2010). Research supports that the MCII intervention is responsible for
influencing self-regulatory behavior as a result of increasing self-discipline, self-esteem and
executive functioning skills (Gawrilow, et al., 2010). Specifically, implementation intentions
help people to regulate their goal-directed behavior by giving them control when faced with
critical situations. In previous studies, Oettingen & Gollwitzer (2010) determined that
participants in an MCII intervention group consistently exercised nearly twice as much as the
control group over a 16 week period, thus finding the MCII intervention to be effective for

everyday goal pursuits. In another study, the same researchers found that college students
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treated with the MCII intervention reported higher self-esteem and self-discipline ratings post
intervention when using the MCII strategy to study for an upcoming exam (Oettingen &
Gollwitzer, 2010). Like the participants in past studies, the students treated to the MCII
intervention in this study may have confronted their distractions, delayed non-goal oriented
behaviors, or initiated goal-directed behaviors in a more decisive manner as a result of being able
to automatically respond appropriately when confronted with potential obstacles during the
marking period.
Research Question Two

Research Question Two. Does teaching two self-regulatory learning strategies, mental
contrasting and implementation intentions, have an impact on academic performance as
measured by homework completion?

Although there was not a significant positive correlation between homework completion
for students treated with the MCII intervention, the results were in a positive direction (p = .17).
It is important to note that the data collection for homework was not limited to the participants’
English course so a comparison between the two groups for homework completion specific to
their English course could not be analyzed. These results do not reflect the findings of previous
studies indicating a significant difference for using the MCII intervention to complete various
tasks across a various domains (Duckworth & Carlson, 2013; Gawrilow, et al., 2012; Gawrilow,
Morgenroth, Schultz, Oettingen, & Gollwitzer, 2012; Gollwitzer & Oettingen, 2010).
Finding 4: Inregard to this study, only eight students identified homework completion as an
obstacle to attaining his/her desired grade. Therefore, few if/then plans specific to homework
were created which may explain the results. Even though homework has been historically

accepted as an effective practice for enhancing academic performance, there exists conflicting
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views about whether or not homework has a positive impact on student achievement. A meta-
analyses of 32 homework studies revealed that students who were assigned homework scored
better on class tests than those who did not have homework; the standard deviation on unit tests
varied from d = .39 to d = .97 (Cooper, Civey Robinson, & Patall, 2006). Results from another
meta-analyses study using data collected from 1990-2001 for 10" grade students in Math and
Science concluded that time on homework was positively associated with standardized test
scores; however, time on homework was not positively associated with higher course grades in
math or science (Maltese, Tai, & Xitao, 2012). Although the debate continues regarding the
impact of homework on academic achievement, several studies support that homework
completion may be influenced by several factors including goal orientation, student and family
characteristics, adult monitoring, amount of time spent on homework, and task value and interest
(XU & Wu, 2013).

Additional Findings
Measures of Students’ Goal Setting and Action Plans
Finding 5: Based on the response averages for the Expectations for Success and the Measure of
Incentive Valence Questionnaires (means for both surveys ranged between 4.430 and 4.480), the
students across both groups indicated they had positive attitudes and beliefs about their academic
performance. In addition, most students set a goal to obtain an A or B for their end-of-quarter
English grade. Out of 118 students, 69.5% desired an A, 28% a B and only 1.6% hoped to obtain
C. Since the academic histories and the previous grades for the participants in this study were
unknown, it was not possible to determine if the students’ goals were feasible based on their past
academic performance. However, it is still worth mentioning that thirty-nine percent of the

students met their end-of-quarter goals. Forty-four percent of the students treated to the MCII
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intervention attained their desired grade (or higher) as compared to 33% for the students who
only completed an action plan. These results support the empirical evidence suggesting that the
MCII intervention enhances the chances for successful goal attainment.

Finding 6: The student action plans did not have a statistically significant impact on the
observed outcomes across groups. Independent samples t-tests indicated that there were no
significant differences between the means of the 4 variables listed on the goal setting template
(Action steps, Resources, Evidence of Goal Attainment, and Timeline) and the observed
outcomes (end-of-quarter grades and homework completion). These results may indicate that the
MCII intervention does not lead to the creation of higher quality action plans. However, this
may be due to the design of the goal setting template since it did not require students to identify
potential obstacles and create action steps as part of the overall action plan.

Finding 7: In addition to the findings based on the quantitative data for the two outcomes, an
analyses of the participants’ responses from the MCII intervention activities revealed the
following information.

e Students listed a total of 22 benefits for earning their desired grade as a result of
fantasizing about how they will feel or what they will obtain for reaching their goals.
Benefits included making their parents proud, increased self-esteem, improve the chances
of earning a scholarship, understanding the concepts, getting a good job, and avoiding

summer school. Table 22 provides examples of the most frequently listed responses.
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Most Frequently Stated Benefits for Reaching Desired Grade

Benefits for Frequency Sample Responses
Earning Desired
Grade

Proud of self 15 "If I get an A in English I will feel good and it will motivate
me to keep getting A's for the rest of the year."

Make parents proud 12 "If I reach my goal then my parents will be proud of me. 1
will feel normal. If | do reach my goals my parents will
reward me."

Feel more confident 6 "I would feel confident in myself and would be very
satisfied because of that."

Receive a reward 5 "The benefits | would experience as a result of earning my
desired grade would be getting straight A's and B's for the
quarter and have a great score. My parents would reward
me and get me an 1Pod."

Get into college 5 "I'll feel good, have a good GPA, I'll feel smart and get into
good colleges.”

Raise GPA 5 "I would like to get an A in English so that I can pass the

class and have a higher GPA. | am going to feel better about
myself at accomplishing the grade | want and | am going to
feel happy."”

e The students identified a total of 76 obstacles that may impede their academic success.

The most frequently mentioned obstacles included hanging out with friends/going to

parties (21x), getting distracted (16x), not getting enough sleep (14x), laziness (11x),

work too challenging (9x), and homework (8x). Other obstacles included social media,

video games, family problems, and stress.

¢ An analyses of the if/then statements revealed that some of the students had difficulty

writing specific if/then statements. For example, some of the participants wrote if/then

statements that were too vague and therefore did not include a specific action. Other

students neglected to write an if/then statement for their identified obstacle(s).
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Finding 8: The results of this study indicate that African-American students are not performing
as well as their peers. Students in this sub-group scored 7.5 percentage points below the average
on end-of quarter grades and missed an average of 5 more homework assignments than students
across all other sub-groups. These results confirm that the achievement gap continues to exist
for African-American students and new ways for developing and strengthening their self-
efficacy and self-regulation skills are needed in order to increase their level of engagement in
their academic responsibilities and activities. Due to a lack of empirical evidence for how
noncognitive skills and different strategies impact the academic performance for racial or gender
groups, Farrington, et al. (2012), suggests that more research is necessary for determining which

ones are more effective for closing the acheivement gap.

Implications for Practice and Policy

Previous research suggests that the MCII intervention is designed to be a cost effective
and low time-consuming strategy for goal setting that can be used in the academic setting (e.g.,
Gollwitzer et al., 2011; Oettingen et al., 2010 & 2013). The literature also cites the following
implications for educational purposes: the MCII intervention can be integrated into existing
curricula to help students attain their academic goals (Duckworth et al., 2011); they can be used
to help improve executive functioning skills for students with self-regulation disorders. This
study supports the implications from previous studies as well as the following developments in
an academic setting that emerged: (1) suggestion for using the MCII intervention more
effectively in the classroom, (2) the need to provide professional development for teachers in
using noncognitive skills to increase academic achievement, (3) the potential for being a
successful intervention for all students, including those with diverse needs, and (4) the need to

advocate for the inclusion of noncognitive skills in the core curriculum and to support additional
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research in identifying which metacognitive strategies are best for enhancing academic
performance at the local, state, and federal levels.

The present study demonstrates that the MCII intervention did have a positive association
with academic performance as measured by end-of-quarter grades for students who attended a
single 45 minute session to learn the mental contrasting and implementation intention strategies.
Researchers in previous studies have taught the strategies in one or two brief sessions (lasting
less han one hour) and made statements referencing the intervention to be a time-effective
strategy: for example, “It is no longer necessary, therefore, for the interventionist to keep
reminding students of their set school-related goals and their plans for how to implement these
goals” (Gawrilow et al., 2012, p. 145) and “Research demonstrates that goal pursuit can be
improved almost instantly through the introduction of self-regulation strategies in terms of
mental contrasting, implementation intentions, and a combination of both strategies” (Oettingen
etal., 2013, p. 525). Although the empirical evidence recognizes that the MCII intervention is
specific to enhancing goal commitment and goal striving (the early stages of goal attainment)
and can be taught fairly quickly, it would be most effective in the classroom setting if the
intervention was part of an overall goal attainment unit that involved all of the cognitive
processes as outlined earlier in goal setting theory and the mindset theory of action phases (e.g.,
feedback and self-monitoring progress). Since the content and structure of one’s plans must be
tailored to the individual in order to plan effectively for academic success (Parks-Stamm,
Gollwitzer, & Oettingen, 2010), students would benefit from feedback about the quality of their
if/then statements as well as learn how to evaluate their progress during the goal striving stage.
In this present study, none of the students participated in any follow up activities providing

feedback on the quality of their if/then statements or checking their progress for implementing
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APPENDIX A

Parent Consent Form
Understanding how Mental-contrasting and Implementation Intentions Impact Academic Performance

Principal Investigator: Suzanne Velasquez-Sheehy, Doctoral Candidate in Ed. Leadership
Institution: DePaul University, Chicago, Illinois, USA

DePaul University, College of Education

Faculty Advisor: Dr. Barbara Rieckhoff, Faculty, College of Education

What is the purpose of this research?

We are asking your child to be in a research study because we are trying to learn more about the effects of teaching special learning
strategies. This study is being conducted by Suzanne Velasquez-Sheehy, a graduate student at DePaul University. This research is
being supervised by her faculty advisor, Prof. Barbara Rieckhoff, Ph.D.

Why is your child being asked to be in the research?
Your child is invited to participate in this study because she/he is because you are enrolled at Intrinsic Charter School.

What is involved in being in the research study?
If you allow your child to be in this study, he/she will randomly (like a flip of a coin) be assigned to an ‘experimental group’ or a

‘control group’.

*  If your child is assigned to the control group, he/she will complete a goal setting template for your English course and fill
out two questionnaires about your child’s expectations and how important it is to meet his/her goals.

* If your child is assigned to the experimental group, he/she will learn specific strategies to use during the goal setting
process during your advisory course. He/she will complete a goal setting template for your English course. He/she will also
fill-out two questionnaires about your child’s expectations and how important it is to meet his/her goals.

*  Both groups: Under Family Educational Right to Privacy Act (FERPA), we must obtain your written permission for the release
of identifiable information from your child’s school record. As part of the research, we will request: your child’s race,
gender, socioeconomic status, English course grades, English test scores, attendance for the 1t quarter, and how long it
takes to complete assignments.

How much time will this take?
This study will take about one-half to 1.5 hours of your child’s time depending on which group your child is assigned to:

* If your child is assigned to the control group, it will take approximately a half-hour to complete a goal setting template and
2 questionnaires (to be completed at the beginning and end of the 1st Quarter).

* If your child is assigned to the experimental group, he/she will learn two learning strategies to use during the goal setting
process, complete the goal setting template and fill-out two questionnaires (at the beginning and end of the 1t Quarter)
during the course of 3 half-hour advisory sessions. The total time for the students assigned to the experimental group is
approximately 1.5 hours.

Are there any risks involved in participating in this study?
Being in this study does not involve any risks other than what your child would encounter in daily life. Your child may feel
uncomfortable or embarrassed about answering certain questions. Your child does not have to answer any question he/she does

not want to.

Are there any benefits to participating in this study?

Your child will not personally benefit from being in this study. We hope to learn how teaching specific learning strategies during the
goal setting process affects student academic performance. We also hope that what we learn from this study will be helpful in the
field of education.

Can you decide not to let your child participate?
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Your child’s participation is voluntary, which means you can choose not to allow your child to participate. Even if you agree to allow
your child to be in the research, your child may decide that he/she does not want to be in this study now or once he/she starts the
study, he/she can withdraw at any time. There will be no negative consequences, penalties, or loss of benefits if you decide not to
allow your child to participate or if you change your mind later and withdraw your child from the research after he/she has begun
participating.

Your decision whether or not to allow your child to be in the research will not affect your child’s grades or status at the Intrinsic
School.

Parents, please be aware that under the Protection of Pupil rights Act. 20 U.S. C. Section 1232 (c)(1)(A), you have the right to review
a copy of the questions asked or of materials that will be used with your child. If you would like to do so, you should contact Suzanne
Velasquez-Sheehy at (708) 417-0370 to obtain a copy of the questions or materials.

Who will see my child’s study information and how will the confidentiality of the information collected for the research be
protected?

The research records will be kept and stored securely. Your child’s information will be combined with information from other people
taking part in the study. When we write about the study or publish a paper to share the research with other researchers, we will
write about the combined information we have gathered. We will not include your child’s name or any information that will directly
identify your child. We will make every effort to prevent anyone who is not on the research team from knowing that your child gave
us information, or what that information is.

All of your child’s data will be assigned a Student ID number to ensure his/her confidentiality and be kept in in computer files that
are protected with passwords.

However, some people might review or copy our records that may identify your child in order to make sure we are following the
required rules, laws, and regulations. For example, the DePaul University Institutional Review Board may review your child’s
information. If they look at our records, they will keep your child’s information confidential.

Who should be contacted for more information about the research?

Before you decide whether or not to allow your child to take part in the study, please ask any questions that might come to mind
now. Later, if you or your child have questions, suggestions, concerns, or complaints about the study or you or your child want to
get additional information or provide input about this research, you or your child can contact the researcher, Suzanne Velasquez-
Sheehy at (708) 417-0370.

This research has been reviewed and approved by the DePaul Institutional Review Board (IRB). If you (or your child) have questions
about your child’s rights as a research subject you or your child may contact Susan Loess-Perez, DePaul University’s Director of
Research Compliance, in the Office of Research Services at 312-362-7593. The person at this number and email address may not be
able to read or understand Spanish so it might be necessary for you to have someone you know who speaks English to help with the
call or help translate your email.

You or your child may also contact DePaul’s Office of Research Services if:

*  Your (or your child’s) questions, concerns, or complaints are not being answered by the research team.
*  You (or your child) cannot reach the research team.
*  You (or your child) want to talk to someone besides the research team.

You will be given a copy of this information to keep for your records.
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Statement of Parent/Legal guardian Permission for a Child’s Participation in Research:

| have read the above information. | have had all my questions and concerns answered. By signing below, | indicate my permission
for my child to be in the research.

Please check each box if you agree to allow your records to be reviewed:

[ | give permission to review my 1% Quarter grades, assignments, attendance rate, demographic data including race, socio-
economic status, and gender and test scores for my English Course for the purpose of this study.

O I do not give permission to review my 15t Quarter grades, assignments, attendance rate, demographic data including race, socio-
economic status, and gender and test scores for my English Course for the purpose of this study.

Child’s Name:

Parent/Legal Guardian’s Signature:

Parent/Legal Guardian’s Printed Name:

Date:
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Child Assent Form

Suzanne Velasquez-Sheehy, a Doctoral Candidate in Ed. Leadership at DePaul University,
Chicago, IL will conduct a research study under the supervision of Dr. Rieckhoff, PhD. The
purpose of this research is to learn about how learning strategies impact academic
performance.

You are invited to participate in this study because you attend Intrinsic Charter School. If you
agree to participate in this study, you will complete a goal setting template for your English
course and fill-out two questionnaires (at the beginning and end of the 1 Quarter). The study
will take about one-half to 1.5 hours of your time during Personalized Learning Time periods.

Your race, gender, socio-economic status and English Course grades, English test scores,
completion rate of assignments for your English Course, and your attendance for the 1°
Quarter will be collected for the purpose of this study.

Your personal information will not be shared with anyone and your name will not be used in
the study. All of your data will be assigned a Student ID number to ensure your confidentiality
and be kept in in computer files that are protected with passwords. However, the law may
require us to report information to school authorities or a court if you report being abused or
neglected or if you pose a danger to yourself or someone else.

There are no benefits from being in this study and your participation is voluntary. You can
withdraw from participating at any time during the study. There is a risk that students may
become uncomfortable filling out surveys but this is a part of typical student work so the risk is
minimal. There will be no negative consequences, penalties, or loss of benefits if you choose
not to participate.

Before you decide whether to accept this invitation to take part in the study, please ask any
questions that might come to mind now. Later, if you have questions, suggestions, concerns,
or complaints about the study or you want to get more information or provide input about this
research, you can contact the researcher Suzanne Velasquez-Sheehy at 708 417-0370 or
ssheehy01l@wowway.com.
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Statement of Assent from the Participant:

| have read the above information. | have had all my questions and concerns answered. By signing below, |
indicate my assent to be in the research.

Signature:

Printed name:

Age:

Grade Level:

Date:

Please check each box if you agree to allow your records to be reviewed.

[] 1 give permission to review my 1%t Quarter grades, assignments, and test scores for my English Course for
the purpose of this study.

L] | give permission to review my attendance rate for the 1t Quarter for the purpose of this study.

L] | give permission to review my demographic data including race, socio-economic status, and gender for the
purpose of this study.

You will be given a copy of this information to keep for your records.
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Measure of Incentive Valence Questionnaire

Read each sentence and choose the statement that best describes you.

* Required

Last Name: *

First Name: *

pirsame. -

Grade Level: *

-

1. How important is it to you to complete all of your assignments? *

@)

o

@)

@)

@)

.

YYD

Unimportant

Of little importance
Important
Moderately important

Very important

2. How important is it to you to revise your assignments for a better grade? *

Unimportant

Of little importance
Important
Moderately important

Very important

3. How important is it to you to attend your classes daily? *

o

@)

@)

o

o

"

YYD

Unimportant

Of little importance
Important
Moderately important

Very important

4. How important is it to you to study for your tests? *

"

Unimportant

Of little importance
Important
Moderately important

Very important

100
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5. How important is it to you to show proficiency or master the skills as measured by your assessments? *

o

@)

o

@)

o

6. How important is it to you to get a higher grade in English than your last reporting period? *

O
O
O
O

o

Submit |

Never submit passwords through Google Forms.

C
.
P

C
.

"

YYD

Unimportant

Of little importance
Important
Moderately important

Very important

Unimportant

Of little importance
Important
Moderately important
Very important
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Measure of Expectations of Success Questionnaire

Read each sentence and choose the statement that best describes you.

* Required
Last Name: *

peshane:

First Name: *

pirsame. -

Grade Level: *
| -~

1. How likely do you think it is that you will complete all of your assignments? *

o Not at all likely
o T Rarely likely
o O Sometimes likely
o O Often likely
o P Very likely
2. How likely do you think it is that you will attend classes daily? *
o Notatall likely
o © Rarely likely
o O Sometimes likely
o & Often likely
o Verylikely
3. How likely do you think it is that you will revise an assignment for a better grade? *
o © Notatall likely
o © Rarely likely
o sometimes likely
o O Often likely
o © Very likely
4. How likely do you think it is that you will study for your tests? *
o Notatall likely
o © Rarely likely
o © Sometimes likely
o Often likely
o T Verylikely

5. How likely do you think it is that you will show proficiency or master the skills as measured by your
assessments? *
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o T Notatall likely
o © Rarely likely
o O Sometimes likely
o T often likely
o T Verylikely
6. How likely do you think it is that you will earn a higher grade in English than your last reporting
period? *
o © Notatall likely
o © Rarely likely
o sometimes likely
o O Often likely
o T Verylikely

Submit |

Never submit passwords through Google Forms.
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Goal-setting Template for Experimental Group

First & Last Name:

104

TAKE A FEW MOMENTS TO THINK ABOUT WHAT GRADE YOU WOULD LIKE TO EARN IN ENGLISH BY THE END OF THE QUARTER. THINK ABOUT HOW YOU
WILL FEEL AND THE BENEFITS YOU WILL EXPERIENCE IF YOU ATTAIN YOUR DESIRED GRADE.

Write down what you just imagined including the details about how you would feel and what benefits you would experience as a result of earning your
desired grade.

THINK ABOUT AND IMAGINE ALL OF THE OBSTACLES THAT MIGHT PREVENT YOU FROM EARNING YOUR DESIRED GRADE.

Write down all of the obstacles that may prevent you from earning your desired grade:

FOR EACH OF THE OBSTACLES LISTED ABOVE, FORM ONE ‘IF...THEN STATEMENT’ WHICH WILL HELP YOU TO OVERCOME YOUR OBSTACLES SO YOU CAN
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REACH YOUR GOAL. (USE THE IMPLEMENTATION INTENTION LEARNING STRATEGY WE LEARNED IN CLASS)

Write down at least 3 ‘IF...THEN STATEMENT’s below:

COMPLETE THE FOLLOWING STATEMENT:
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My goal is to earn at least a for my English grade. (Insert the grade you desire to earn)

USE THE SPACE BELOW TO PLAN HOW YOU WILL REACH YOUR GOAL BY THE END OF THE QUARTER. LIST THE ACTION ITEMS YOU WILL NEED TODO TO

ACCOMPLISH YOUR GOAL.

Activities and Steps to be Taken

Resources Needed

Evidence of Goal Attainment

Timeline




First & Last Name:

APPENDIX F

Goal-setting Template for Control Group

My goal is to earn at least a for my English grade (insert letter grade).

107

Activities and Steps to be Taken

Resources Needed

Evidence of Goal Attainment

Timeline
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APPENDIX G

Protocol for Group Sessions

Lesson Plan for Experimental Group (MCII Intervention Strategy):

Pass out worksheet and have students complete warm-up activity (What is a goal?, List 2
examples, Why are goals important?)-2 minutes

How many of you have ever set a goal and reached it? How many of you have ever set a goal
and failed to reach it or decided to not to pursue that goal?

Our lesson today will focus on learning two strategies that will hopefully help you to increase
your chances of reaching your goals.

What is a goal?
Something you want to accomplish in the future (can be short or long term)
Why are goals important?

Help to guide and direct behavior

Provide clarity about what we want to accomplish

Provide challenges and standards for what we want to achieve
Help to improve performance

Increase motivation to achieve

Increase pride and satisfaction when goals are accomplished
Increase our self-confidence

Help to decrease a negative attitude

People set goals in all areas of their life. What are some of these areas?
Academic

Social

Physical

Career

Family

Financial

What are some examples of academic goals?
Academic (doing well on a test, get better grades, getting into college of my choice, graduating
high school/college)

The process for attaining a goal consists of setting your goal, planning what you are going to
need to do to reach your goal, and to evaluate how you are doing along the way.

The strategies we are going to learn today will help you set clear goals and come up with a plan
to overcome any obstacles that may arise along the way of reaching your goals.
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The first strategy will help you form a strong goal.
The strategy is called mental contrasting and it is a very simple strategy to use:
3 steps are needed in order to form a strong goal:

1. Identify a wish or desire that you are able to attain (e.g., decrease amount of time playing
videos, increase amount of daily reading)

2. ldentify and imagine all of the positive outcomes of changing your behavior and attaining
your goal. Visualize what it feels like to reach your goal.

3. Identify and imagine all of the obstacles* that stand in the way attaining your goal. These
can be things that might make it difficult to start working towards your goal or things that
prevent you from working towards your goal.

*Qbstacles come in many forms. They can be a

e afeeling (e.g., if someone is tired, angry, frustrated)

e anplace (e.g., a party, a friend’s house, a room in the house)

e anobject (e.g., television, video games, iPhone, Facebook)

e apointin time (e.g., afterschool, early in the morning, on the weekend)

Directions for completing goal template with MCII

This is the template you are going to use to record your goals for your 1% Quarter English class.
Think about your desired grade for your English class and write down at least 3 benefits for
reaching your goal. Include how you will feel for each item you listed.

Now think about your present reality and list anything that might prevent you from earning your
desired grade. It can be a situation, a current behavior, or even a person that may prevent you
from reaching your goal. Write down at least 3 obstacles.

Direct students to rewrite their first obstacle on the template. Write down your first obstacle and
think about and write down what you need to do in order to overcome your obstacle. Complete
the same step for your other two obstacles.

By going through this process, you will become more aware of what your goal entails; and if you
decide to move forward with your goal you will be more committed to working towards it. In
some cases, you may decide that the goal is too difficult to accomplish so you may choose to
adjust your goal or may even decide not to pursue it. Mental contrasting is definitely worth
doing at the beginning of the goal setting process for both of these reasons.

PART II

So we just learned the first strategy and we’re ready to learn the second strategy. Even people
committed to their goals get distracted or forget to act when an opportunity arises.
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Anticipating critical obstacles and developing a plan for when, where, and how the person wants
to act in situations will help to ensure the person stays on track.

Creating an Implementation Intention can help you overcome your obstacles. An
implementation intention is something that you plan to do when you face an obstacle that you
already anticipated might happen as a result of using mental contrasting.

Implementation intentions consist of two parts-the obstacle and the response to the obstacle.
They are created using the formula: “If I encounter situation X, then I will perform behavior Y!”
Implementation intentions are also known as If/then statements.

The first step is to identify your personal obstacles to starting and sticking with your
goals. Remember that obstacles come in many forms.

Using the formula, create the “If” part of the statement.

This is an obstacle or situation that will require you to perform an action step that you will need
to do or it may even be something you shouldn’t do in order to stay on track for reaching your
goal.

Examples of obstacles and if statements that may arise when someone is trying to pass a major
exam:

Feeling tired: If feel tired when I begin to study...

My friend is having a party: If my friend is having a party....

My phone is distracting me: If | keep reading my text messages...
Everyone is on XBOX: If my friends are all on Xbox...

I don’t understand my notes: If I don’t understand my notes...

Next, create the “Then” part of the statement. This is the response you will initiate once the “If”
cue happens.

The response is designed to keep you on track towards your goal, and it might involve thinking
something, doing something, or ignoring something.

Make your “if/then” statements as specific as possible. Vague “if/then” statements create room
for deliberation and reduce your chances for attaining your goal.

Vague Example:

“If I need to get to school early to study, then I will wake up early”

Clear Example:

“If I need to get to school by 8 am, then I will wake up at 6 am Monday through Friday.”

Let’s try to complete the then part of the statement for the examples I just mentioned. Raise your
hand when you have a response to the following obstacle:
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If I feel tired when I begin to study, then I will....(rest quietly for 15 minutes)

If my friend is having a party, then I will....(only go if I have finished studying for the test)

If I keep reading my text messages, then I will....(turn my phone off or leave it in another room)
If my friends are all on Xbox then I will...(join them later after | complete my work)

If there is more than one obstacle keeping you from a goal, you can make multiple if/then
statements as long as they don’t conflict with each other.

Direct students to complete an if/then plan for each obstacle. Turn to side 2 of your worksheet
and create an implementation intention for each of your obstacles using the formula: If (obstacle)
arises, then 1 will (behavior to overcome the obstacle).

The final step is to imagine yourself successfully overcoming your obstacles by rehearsing your
if/then plan in your mind. Repeat your if/then plan slowly 3 times and review them regularly as
you continue to work towards your goal.

Students will visualize facing the obstacle in their minds 3 times. At this time, each of you are
going to visualize what you are going to do to overcome your obstacles by rehearsing your
if/then plans in your mind. Practice visualizing your if/then plans on a weekly basis between
now and the end of the 1% Quarter. You should also review your implementation intentions on a
daily basis to help remind you what you should do in a critical situation.

Direct students to submit completed form.

Thank you for your participation and I wish all of you a very successful and fun-filled school
year!

At this time we will join the others and complete the Goal setting template for your Q1 English
grade.

Lesson Plan for Control Group:

Please complete 2 brief questionnaires that were in your daily agenda by Monday morning.
Your responses will help me to get some background information regarding how you feel about
your English class. Please ask your teacher if you need help accessing the surveys.

Think about the grade you hope to realistically earn by the end of the 1% Quarter for your English
class. You may want to reflect your previous English grade in order to set a goal that you are
able to attain. Write down your grade on the form.

Next, list the action steps you need to do in order to reach your goal. What are some action steps
you may want to include? (setting aside time for studying, increasing the amount of time reading
outside of class, getting fewer demerits, increasing your participation, completing all of your
assignments, becoming better organized, taking better notes, asking for help, studying with a
friend)

List the resources you will need (supplies, help from family or teachers, quiet space for studying)
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List the evidence of your efforts or the signs that will let you know you are on the right track for
earning your desired grade (e.g. high test scores, positive feedback from your teachers, increased
participation, fewer demerits).

Some of your actions may require a timeline and some may be ongoing. List any deadlines if
they apply to your action items.

Please write neatly so that | can read your handwriting.

I hope that you all reach your goals and that you have a very successful school year!
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APPENDIX H

IRB Approval

Office of Research Services

Institutional Review Board
1 East Jackson Boulevard
Chicago, Illinois 60604-2201
312-362-7593

Fax: 312-362-7574

Research Involving Human Subjects

NOTICE OF INSTITUTIONAL REVIEW BOARD ACTION

To: Suzanne Velasquez-Sheehy, Graduate Student, College of Education

Date: June 10, 2014

Re: Research Protocol # SV041514EDU

“Understanding How Mental-Contrasting and Implementation Intentions Impact
Academic Performance”

Please review the following important information about the review of your proposed
research activity.

Review Details

This submission is an initial submission. Your research project meets the criteria for
Expedited review under 45 CFR 45 CFR 46.110 under the following category(ies):

“(5) Research involving materials (data, documents, records, or specimens) that

have been collected, or will be collected solely for nonresearch purposes (such as
medical treatment or diagnosis).”

“(7) Research on individual or group characteristics or behavior (including, but not
limited to, research on perception, cognition, motivation, identity, language,
communication, cultural beliefs or practices, and social behavior) or research
employing survey, interview, oral history, focus group, program evaluation, human
factors evaluation, or quality assurance methodologies.”

Approval Details
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Your research was originally reviewed on April 29, 2014 and revisions were requested. The
revisions you submitted on June 5, 2014 were reviewed and approved on June 10, 2014.

Approval Period: June 10, 2014 — June 9, 2015

Approved Consent, Parent/Guardian Permission, or Assent Materials:

1) Parent/guardian permission, version June 5, 2014 (attached)
Alteration of parental permission for no face-to-face discussion under 45 CFR
46.116(d)

2) Assent, 14-17 years, version June 5, 2014 (attached)
Alteration of assent for no face-to-face discussion under 45 CFR 46.116(d)

Other approved study documents:
1) Recruitment Script, version 5/27/2014(attached)

Number of approved participants: 200 Total

You should not exceed this total number of subjects without prospectively
submitting an amendment to the IRB requesting an increase in subject number.

Funding Source: 1) None
Approved Performance sites: 1) DePaul University

The Board determined that the research satisfies 45 CFR 46.404; it is not involving greater than
minimal risk, therefore children may participate in this research project. The Board determined
that according to 45 CFR 46.408 one parent must sign the permission document, as one parent’s
signature is sufficient, and age appropriate assent will be obtained from each child.

Reminders

. Only the most recent IRB-approved versions of consent, parent/guardian
permission, or assent forms may be used in association with this project.

= Any changes to the funding source or funding status must be sent to the IRB as an
amendment.
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. Prior to implementing revisions to project materials or procedures, you must submit
an amendment application detailing the changes to the IRB for review and receive
notification of approval.

. You must promptly report any problems that have occurred involving research
participants to the IRB in writing.

. If your project will continue beyond the approval period indicated above, you are
responsible for submitting a continuing review report at least 3 weeks prior to the
expiration date. The continuing review form can be downloaded from the IRB web

page.

. Once the research is completed, you must send a final closure report for the
research to the IRB.

The Board would like to thank you for your efforts and cooperation and wishes you the best

of luck on your research. If you have any questions, please contact me by telephone at
(312) 362-7497.

For the Board,
Jennifer Ordman, B.S.

Assistant Director of Research Compliance

Office of Research Services

Cc: Barbara Rieckhoff, Ph.D., Faculty Sponsor, College of Education
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