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ABSTRACT 

Research has shown that certain life skills can have a profound impact on a student in 

both academic and non-academic settings. When a deficiency exists in one of these life skills, 

student success both inside and outside of the classroom can suffer. This study explores the 

effect of applying modeling instruction to goal setting theory on group intervention strategies in 

order to address deficiencies students had in life skills, including punctuality, organization, study 

habits, communication, and self-determination.  

Ninth grade students in core science classes were first given a pre-survey to identify a life 

skill they were deficient in. Students were then placed into subgroups with others who had the 

same deficiency. Next, a treatment using aspects of modeling instruction as well as goal setting 

theory began. While in subgroups, students learned how to develop and achieve goals which 

were more specific, measurable, achievable, relevant, and timely in order to address their 

deficiency.  Once the treatment was completed students were then given a post-survey to 

measure progress in the identified deficient life skills.  

The results of this study showed students made improvements in confidence and less 

anxiety and stress related to their previously identified deficient life skills. Further, students 

placed in subgroups which focused on their deficient life skills of punctuality, communication, 

and self-determination saw results that ultimately more closely resembled their peer scores who 

did not have these deficiencies. 
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INTRODUCTION 

Much research has been done showing specific, measurable, achievable, relevant, and 

timely (SMART)  goal setting is an effective strategy within goal setting theory when applied to 

students who qualify for an individualized education plan (IEP) or qualify for accommodations 

to ensure academic success to address a disability, health, or mental concerns (504). Research 

has also been conducted establishing Modeling as an effective strategy within a classroom 

setting as it allows students to develop a model and apply it to a concept they do not understand 

initially (Wells, 1987). Through the modeling process, students continually work to mold the 

individual’s idea of the model, including reflection, refinement, and extension of the model 

developed, until each student has a tool in the model they developed which is useful in 

addressing many aspects of a concept they were originally deficient in understanding and found 

difficult to address.  

There has been a lot of discussion recently on learning loss students incurred while being 

forced to miss face-to-face instruction from educators during the COVID pandemic (Betebenner 

& Wenning, 2021; United States Government Accountability Office, 2022). Less discussion has 

centered on the social-emotional loss incurred by students who were forced to miss all of the 

aspects school has to offer. Due to the social-emotional loss, students’ risk of becoming deficient 

in at least one pertinent life skill has increased. High school classes are designed to build on prior 

knowledge students are expected to have developed academically from previous classes. They 

are also expected to be at least somewhat proficient in life skills in order to succeed within the 

class. Without a strategy to address these deficiencies in a way that is meaningful to students 

they risk carrying these deficiencies into adulthood. This study chose five life skills (Punctuality, 
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Organization, Study Habits, Communication, and Self-Determination) proven to be critical for a 

person’s success in both academic and non-academic settings.  

The purposes of this study included: 

1. Determine which of the life skills students identify as being deficient in. 

2. Determine if applying modeling instructional techniques and goal setting theory, 

namely SMART goal development, to address the life skill deficiency had a positive 

impact on a student's social-emotional experience in high school. 

3. Determine if addressing the life skill using this method had an impact in academic 

performance 

4. Determine if addressing the life skill using this method shifted a student’s mindset 

into more of a growth mindset. 

5. Determine if the method developed offered a strategy students would want to 

continue to use after treatment to address future deficiencies. 

LITERATURE REVIEW 

The five life skills evaluated within this investigation are punctuality, studying, 

organization, public communication, and self-determination. Each of these skills is shown to 

have a direct relationship, outlined below, to improved academic performance due to their 

integral nature with how classes and schools function. Though there are countless life skills 

students will acquire during their tenure they will need to be successful, these five have been 

chosen for their transferability between the classroom and the real world.   

The first life skill is punctuality. Punctuality includes both attendance (Brocato, 1989) 

and tardiness (Gottfried, 2014) class. For the purposes of this study, punctuality will include 

daily attendance, tardiness, and meeting class deadlines (turning in work on time). Studies done 
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by Brocato (1989) and Jones (2014) show a correlation between punctuality and grade 

performance for students. Punctuality has also been linked to risk for future problematic behavior 

such as school dropout, exclusion, and later health problems (Rumberger, 1995). When students 

miss deadlines for work, most classrooms at the high school level have a zero-tolerance policy, 

thus causing students to miss some or all of the points available to achieve for the assignment, 

thus lowering their grade. Punctuality is a crucial life skill to develop and maintain as it is needed 

for success both academically and in the workforce (Edralin, 2015). 

The next life skill being evaluated is study habits. Studying is a critical skill indicative of 

successful academic outcomes when applied effectively, yet there are students who go through 

school that were either unwilling or unable to acquire effective strategies for studying (Nicaise & 

Gettinger, 1995). Students with good study habits are more motivated to practice studying as a 

way to control academic performance whereas students who identify themselves as poor studiers 

tend to hold negative perceptions to their abilities and a lack desire to implement strategies to 

improve study habits (Schunk & Zimmerman, 1994). One aspect for this divide may be because 

students who struggle academically tend to be ignorant towards or oblivious of the “tricks of the 

trade” utilized by more academically competent studiers (Gersten, 1998). Additionally, once 

good study habits are learned, test anxiety will automatically decrease (Nixon, 2021), which will 

naturally increase academic performance. 

The next skill critical to success is organization. Organization Skills are fundamental to 

academic achievement, and enable students to manage their time and materials productively as 

well as take charge of their own academic learning (Gersten, 1998). Being organized includes 

making to-do lists, prioritizing, and setting goals—all prerequisites to developing essential study 

skills (Anderson, 2008).  Intervention strategies within life skills can overlap at times, such as 
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with study habits and organization (Zimmerman, 1998). This overlap indicates that an 

improvement in one life skill can have a positive impact in another. 

The fourth life skill being evaluated is public communication. Public communication 

skills are a goal that is highly sought after. Researchers have found students with a growth 

mindset towards public speaking were less anxious and more confident (Stewart et al., 2017). 

For the purposes of the evaluation, public communication skills will refer to interpersonal 

communication, small group communication, and public speaking. Public speaking anxiety, or 

PSA, is defined as “situation-specific social anxiety that arises from the real or anticipated 

enactment of an oral presentation” (Bodie, 2010, p. 72). Important to note, the scope of the 

project is not to diagnose but to have students self-evaluate based on confidence in utilization of 

a skill.  

The final life skill being evaluated is self-determination. Self-determination is a set of life 

skills which enables a person to pursue their own goals in order to cause meaningful change in 

their own life and includes making choices and decisions, setting and attaining goals, self-

regulation and self-advocacy (Raley, Shogren, & McDonald, 2018). The goal of self-

determination is to have students gain or improve the abilities necessary to act as the primary 

agent in their life, which will improve the quality of life of the individual (Wehmeyer, 2005,      

p. 117). Much of the research and application of self-determination practice centered around 

students with mild to severe disabilities (Cobb, Lehmann, Newman-Gonchar, & Alwell, 2009; 

Field & Hoffman, 2002; Wehmeyer et al., 2013) and showed high-school aged students benefit 

from self-determination interventions (Cobb, Lehmann, Newman-Gonchar, & Alwell, 2009). 

The deficiencies of these life skills have prompted many school-wide initiatives and 

studies to be undertaken with the goal of improving life skills (Sugai et al., 2000: Tyre et al., 
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2011; Warne et al., 2020).  For instance, the ‘START on Time programme’ (Tyre et al., 2011) 

was implemented in rural communities with the hopes of decreasing the negative behavior 

regarding punctuality. This included punitive responses to lack of punctuality such as taking 

lunchtime away, cleaning desks and carpets and conferences with parents depending on the 

frequency of the violation. The initiative yielded a decrease in tardiness over the period of 

implementation, but the methods were both reactive and punitive in nature (Tyre et al., 2011). 

Many policy makers and researchers alike have been exploring more proactive and preventative 

approaches to address problem behaviors in order to facilitate student success academically due 

to punitive and reactive practices showing a short-term gain but a long-term failure that can 

create strained student-teacher relationships not conducive to learning (Sugai, Sprague, Horner, 

& Walker, 2000; Walker et al., 1996).  

The United States federal government legislated a reauthorization of the Individuals with 

Disabilities Education Act (IDEA) in 1997 calling for implementation of ‘positive behavior 

interventions, supports and strategies’ which lead to a schoolwide approach to modeling 

expected behaviors by educators called PBIS or PBS for short in order to address negative and 

reactive intervention strategies. The scope of PBIS involves a shift in focus from the reactive and 

negative approach to school discipline to a proactive and positive approach (Ennis et al., 2017). 

The general components of PBS include:  

1. Establish a planning team,  

2. Define Behavior Expectations to the population,  

3. Teach the behavior expectations,  

4. Develop procedures for identifying appropriate behavior and discouraging negative 

behavior, and  
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5. Monitoring and ongoing evaluation of outcomes (Lassen, Steele, & Sailor, 2006; 

Sugai & Horner, 2002).  

The design of this research is an attempt to incorporate a similar proactive approach to essential 

academic life skills that should be readily transferable to life outside of the academic setting.  

A goal of shifting to proactive and positive intervention strategies is to yield a longer-

term successful retention than the more negative intervention strategies have shown (Ennis et al., 

2017). ‘Confidence in one's abilities generally enhances motivation’, according to Bénabou & 

Tirole (2002). If a student self-identifies as lacking confidence in a particular life skill that is 

critical for success in academics, their motivation should lag more so than other students who 

have a higher self-confidence identity within that particular skill. If a student lacks confidence in 

one of these life skills but is not afforded interventions to ensure the requisite skills are worked 

on and improved, the student will naturally see themselves as having a limit on their academic 

potential (Cobb, Lehmann, Newman-Gonchar, & Alwell, 2009). 

 Improving academic outcomes by focusing on life skill enhancement requires a student’s 

mindset to be brought into proper focus. For students with low self-confidence, a belief of an 

inability to improve can become established if interventions are not attempted (Dweck, 2006). 

This mindset, according to Dweck (2006) is called ‘Fixed’. Students with a fixed mindset believe 

that an individual has a finite amount of intelligence and limited life skills among other qualities. 

When this mindset is present within students, their all-or-nothing mindset causes those students 

to take very few risks for fear that they will fail or look foolish in front of their peers. The 

opposite of the fixed mindset is a growth mindset. A growth mindset is represented by people 

who believe that performance is not as pertinent as process. People who develop a growth 

mindset learn to seek out challenges; open to the idea that struggle, setbacks, and even criticism 
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are learning opportunities and not an indication of failure (Dweck, 2006). A big key in Dweck’s 

findings is that mindset itself can be changed with intervention.  

An area of emphasis for the research will be in working with students to develop proper 

goal setting strategy. Goal setting theory (or goal theory) is a discrepancy-creating endeavor 

(Locke et al., 2006). This process begins with the implication of an individual’s dissatisfaction 

with their current condition and a desire to achieve a different object or outcome as a logical 

result. This refocus towards future valued outcomes requires a belief that a goal is achievable 

with effort. Ensuring goal creation is specific, measurable, achievable, relevant, and time-bound 

(or SMART) allows students both specificity and a scope with which to evaluate progress toward 

goal attainment, thus improving their academic outcomes (Locke, 1996). Additionally, positive 

self-efficacy naturally results from successful achievement of goals, which aids the development 

of a growth mindset where students become more likely to work through future setbacks. 

While setting goals, a student’s self-evaluation of goal hierarchy will allow students to 

work through multiple goals over time and choose which goals they feel they can accomplish as 

time passes. Grouping students together via a common collective desire to improve a life skill 

can enhance the entire group outcome due to the increased sharing that occurs within like-

minded groups (Locke et al., 2006). As goals that are perceived as easy to an individual are 

completed, innate desires to perform more difficult tasks can emerge, eventually building toward 

the growth mindset; deliberate practice and evaluation of goal setting and the progress toward a 

larger goal of increased confidence, which should yield higher academic outcomes.  

For the purposes of this study, the investigator will be using a modified process (see 

Shogren, Wehmeyer, Burke, & Palmer, 2017) adjusted for application of non-content related  
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skill focus. The steps outlined (see Estrapala & Reed, 2020) are:  

1. Enable students to identify specific strengths and deficits regarding an issue, 

2. Enable students to identify key behavioral changes they want to see, 

3. Teach students to write a SMART goal.  

These steps as well as student objectives are being augmented for delivery within a general 

education class separated by self-evaluation into likeminded groups and designed specifically 

with group cooperation in mind. The original process was suited for teaching adolescent high 

schoolers who needed to improve their academic achievement or behavior in a specific class 

(Estrapala, 2020) whereas this augmentation removes specific content and replaces it with 

broader life skills needed by all students regardless of function in order to achieve higher 

academic outcomes. 

METHODS 

Study Subjects 

Investigator: The treatment group was instructed by investigator Garald DeGrow who 

teaches at Jacqueline High School, which is in the Chandler Unified School District. Jacqueline 

is a public high school. Chandler Unified School District is located in the southeast corner of the 

metropolitan area of Phoenix, Arizona. Chandler Unified serves 45,749 students in grades K-12 

and encompasses 80 square miles, though not all within the city of Chandler. Jacqueline High 

School has an enrollment of approximately 2,240 students in grades 6-12. The population of the 

school is approximately 67% Caucasian, 16% Hispanic, 7% Asian, 5% Black, 3% identified as 

two or more races, 2% American Indian/Alaska Native, and 1% Native Hawaiian/Pacific 

Islander. The Gender distribution for Jacqueline is 47% female and 53% male. Some 10% of the 
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student population is considered economically disadvantaged and 8% of the students receive free 

or reduced lunch. Garald DeGrow worked with approximately 181 students in the subject of 

Investigative Science. 

Investigative Science is an introductory course designed for core learners entering 9th 

grade and can contain some 10th and 11th graders. Investigative Science is a lab science course 

which can be counted towards a student’s three science credits required to graduate high school. 

Throughout the school year, Investigative Science covers key concepts of four branches within 

science: Physics, Astronomy, Earth Systems, and Biology. The standards within the course align 

with both Chandler district standards as well as the Arizona Science Standards.  

Contrast Group: The control group participants also attended Jacqueline High School 

and took the same course (Investigative Science) as treatment group participants. Although they 

didn’t participate in the treatment, students did take the pre- and post-survey. The instructors of 

the control group students were James Samuel and Ryleigh Elizabeth..  

Treatment  

The treatment and contrast groups include students who are taking the same course 

within the same school and each instructor keeps relative pace with one another to ensure the 

course content and standards being delivered was similar. The weekly instructional schedule for 

the course included three traditional days where classes lasted approximately one hour on 

Monday, Tuesday, and Friday and two block days on Wednesday and Thursday. Block 

scheduling separates the classes into odd or one, three, and five and even or two, four, six 

periods. On Wednesdays, the even number periods meet for approximately two hours per class 

and on Thursdays the odd number classes meet for approximately two hours. The treatment was 

conducted throughout the 4th quarter of the school year during block days where each class was 
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scheduled to have extra time after instruction was completed. The classes where treatment 

occurred averaged approximately 29 students, The students were assigned subgroups which 

contained anywhere from three to six students, each of whom shared the same deficiency in the 

life skill. 

Permission and Data Security. In advance of the treatment, the investigator obtained 

parental permission and student assent for all participants in both the treatment group and in the 

control group. Student and parent assent forms were obtained using the “Student Assent Form’, 

found in Appendix A, as well as the ‘Parent Permission Form’, located in Appendix B. The only 

subjects whose data were recorded and analyzed for the study included those with properly 

completed and signed student assent and parent permission forms. All parents and students were 

informed that they could, at any point, decide to no longer participate in the study without their 

decision affecting the student's grade.  All data collected and recorded electronically were kept 

on the investigator's password protected computer while all paper forms collected were secured 

in the locked classroom.  

To ensure the anonymity of the students, participants used only a combination of their 

initials and student number. A master list was generated and used to identify students approved 

to participate in the study and was in the possession of the investigator until the end of the study 

and then destroyed. 

Pre-Assessment. In order to gauge students' initial mindset as well as determine which 

skills they identify themselves as most deficient in, students were given an initial pre-survey 

based on the Mindset Survey developed by Dweck and her colleagues. The survey was modified 

by adding Likert-scaled questions in order to determine which of the five skills students 

identified as being most deficient in. The survey also included a section where students stated 
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what they thought their grade would be by the end of the quarter in each of their high school 

classes. With the modifications, the survey included: the 20 Likert-scaled questions in the first 

section, a second section where students were instructed to choose and respond to any two of 

four long answer written prompts, and a final section where students recorded their grades in all 

classes for the previous quarter along with what they anticipated their grade would be for every 

class by the end of this quarter. The modified survey is located in Appendix C.  

Based on the answers given on the first section of the pre-assessment treatment group 

students within each class period were then assigned to one of five life skills groups (Punctuality, 

Organization, Study Habits, Communication, or Self-Determination), where all students within 

the group shared a common life skill they identified themselves as most deficient in. Once each 

treatment group student within each class was separated into their respective groups, the 

implementation of the strategy began. Each group had a meeting once per week. Each meeting is 

described as a week breakdown, but the strategy only took around forty minutes to implement 

within the meeting. 

Week One. During the first week meeting, students were told which life skill group they 

were assigned based on their common self-identified deficiency. These groups did not change 

throughout the treatment. The group work aspect of the treatment is a recurring theme 

throughout modeling where students work together to address problems in class. The first 

meeting of the groups was designed with the following goals in mind: inform each group of the 

life skill they were assigned, identify strengths that improving the life skill could potentially give 

each person within the group, and identify deficits students may share within the group regarding 

their current level of confidence in the life skill assigned.  
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Each of the five life skill groups was given a ‘Spider Web Design’ page and told to 

record their deficient life skill in the center and surround it with both positive and negative things 

the group members associated with the skill itself. Once done, students sorted the associated 

words or terms into ‘Strengths’ or ‘Deficits’ in the chart on the bottom of the page. The process 

of identifying strengths and weaknesses of the deficient life skill is the first step the students 

make in developing a model for the SMART goal setting strategy. A ‘Spider Web Design’ 

example sheet is located in Appendix D. The investigator monitored each group as they 

progressed through the initial task and offered assistance or redirection where needed. Once the 

groups were finished, each group handed in the paper and each student completed an Exit Ticket 

to aid in students recording their individual progress. An Exit Ticket was completed after every 

group meeting and each Exit Ticket can be found in Appendix E, and contains every Exit Ticket 

given broken down week by week.  

Week Two.  Students met with their groups for the second time and were given back the 

Spider Web Design page from the first meeting done the week prior. Groups were instructed to 

collectively identify behavioral changes one could expect to see if a person were to begin to 

address the deficits the group developed from the last meeting related to their identified life skill. 

They also were tasked with identifying current behaviors people may connect to those who 

currently experience a deficiency of the life skill. Finally, the group was instructed to discuss 

which behavioral changes they thought was initially challenging and which they perceived to be 

easier. The process of identifying key behavioral changes for addressing deficiencies the life skill 

allows students to create relevance in their own lives and the need for addressing the deficiency, 

similar to a theme in modeling where students apply the initial model to more complex situations 

to test potential limitations. The investigator monitored each group as they progressed through 
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the tasks and discussion and offered assistance or redirection where needed. Once completed, 

students were instructed to record on a certain page of their notebook that they keep for class a 

ranking of each of the behavioral changes they wished to see themselves complete from the 

perceived easiest to the perceived hardest. This page was where they recorded their personal 

thoughts on the matter and referenced it whenever they needed. Once done, students completed 

an Exit Ticket related to what the group did and their thoughts of the meeting.  

Week Three. During their week 3 meeting, students were reassembled into their life skill 

groups. Collectively, the class was given a brief lecture describing the SMART goal setting 

strategy. Each individual in the class received two ‘SMART Goal Setting Worksheet’ pages and 

each group was given one additional worksheet. A copy of the ‘SMART Goal Setting 

Worksheet’ is located in Appendix F. The investigator provided an example of ‘I want to be a 

better teacher’ as a starting point so each student could see how to start the goal setting strategy. 

The investigator identified strengths and deficits to the life skill of improved teaching, developed 

key behavioral changes he wished to see himself complete while working towards the described 

skill. The investigator expanded on the initial behavioral change of ‘improve teaching’ using the 

SMART goal strategy. The final example given to each group described a specific, measurable, 

achievable, relevant, and timely goal. The brief lecture the groups received allow students to see 

a tangible model with which to reference while students build their own goals. The example 

given was meant to ensure students could not just replicate what they were shown and had to 

make it their own; another theme within modeling. 

Once the groups were given the example, they were instructed to begin discussing and 

developing a common group SMART goal. The goal they developed and agreed upon was the 

goal each individual within the group began to work toward and report on by their meeting the 
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following week, which was the given timeframe the group was instructed to use. Each group 

member was also instructed to develop at least two SMART goals on an individual level as they 

saw appropriate. All groups were told that individual goals could remain private if the individual 

wished, or if the person so chose, they could share their progress over the next few meetings as 

they worked to complete their goals. However, the group goal was a collective goal that each 

member was to work to complete and share the progress of during future meetings. By the end of 

this week’s meeting, students were to have a minimum of three, but no more than five, of these 

goals generated and progressing towards. While each group developed the collective SMART 

goal, the investigator walked around the room and verified each group’s collective SMART goal 

was being developed properly.  

Finally, the students were asked to rank each of the SMART goals they developed by 

perceived ease from easiest to hardest. Each student was to record rankings in their notebook on 

the same page that was used during the last meeting. Once each individual was done, they were 

instructed to complete an Exit Ticket related to what the group did as well as their thoughts on 

the meeting from this week. 

Throughout this week’s meeting, students were encouraged to develop timelines for goal 

achievement. They were told that timelines should start out shorter at first and as students began 

to refine the goal-setting skill shown from this meeting, they could extend the timeline or 

increase the specific measure with which they perceived the goal’s success in the future. For the 

purposes of this meeting, students were encouraged to choose goals they perceived as easy to 

moderate as opposed to very difficult, which limited their initial goals they created to a one-week 

timeframe. 
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Weeks Four - Seven. Over the next four weeks’ meetings, the structure of the 

implemented strategy appeared much the same. Students were instructed to meet in their groups 

and begin to reflect on the progress each student made toward the collective goal. The class was 

told that an individual could express a goal as complete (fully done and can report to the group 

on the process they took to get to the degree of completeness they achieved), in progress (begun 

but not yet sufficiently complete given the timeframe), or not yet begun (have not begun working 

towards the goal). In order to model the expected discussion within groups, the investigator 

described the SMART goal they developed in front of the class from the previous meeting and 

reflected to the class on the level of success they felt they had achieved with regards to it. This 

example reflection was done only on the 4th meeting. Each student within their respective group 

had the opportunity to speak towards the collective goal first and once every person had spoken 

to the collective goal, any student within their group wishing to speak to individual goals they 

were working on could do so. 

Groups were told, once their discussion was over regarding the reflection of their 

collective goals, if their group members all completed the collective SMART goal with a high 

degree of success, to develop another group SMART goal which the group collectively considers 

more challenging. Additionally, any individual who completed an individual goal with a high 

degree of success was told to grab an additional worksheet and develop progressively more 

difficult goals to achieve. Additionally, students were told they were allowed to reset a goal if 

they felt it necessary to refocus their efforts to ensure a higher degree of success in the event a 

goal was completed but not satisfactorily.  As goals were completed or new goals developed, 

students were told to update their notebooks with the reflections from completing their goals as 

well as ranking new goals within their current measures of difficulty from previous goals made 
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in the weeks prior. Modeling methods can be seen from this point in the treatment as students 

were constantly utilizing, adjusting, and extending their models to refine and improve the 

process in order to gain mastery of the technique. 

From the fourth until the last group meeting, individuals who found varying measures of 

what they found as success were encouraged to share strategies used to help address the 

behavioral changes they succeeded in implementing. As a side note, no individual was pressed to 

share their successes or struggles as it related to their own individual goals. Instead, students 

were encouraged to share the strategies used as opposed to the successes achieved related to the 

implementation of the strategy. This was to ensure students focused on the process rather than 

the success. Students were also encouraged to express unexpected challenges they faced while 

working to address the behavioral change associated with a SMART goal. Once the group 

discussions were complete, students were to complete the Exit Ticket associated with the 

meeting that had just taken place. 

Post-Assessment. Once the final meeting took place, students were given the post- 

survey which was a modified version of the pre-survey given at the beginning of the quarter 

(Appendix G). While the modified post-survey included the same 20 Likert-scaled questions as 

the pre-survey as well as the written prompt questions from section two, the last section had each 

individual state what their current quarter grade was prior to the final exam as opposed to the 

pre-survey which asked what they anticipated their grade would be. 

All qualitative and quantitative data were then analyzed to identify patterns of growth 

within the life skill and the mindset students had between growth or fixed and were used in the 

final conclusions. As a reminder, all data from students who were not a part of the study were 

deleted and, if appropriate, destroyed before analysis took place.  
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DATA ANALYSIS 

The pre-survey, known as the Personal Beliefs Survey, was modified and titled ‘1 PB and 

C Survey’ by the investigator and administered to the student participants. As seen in the survey 

(in Appendix C), the first section includes 20 Likert-scaled questions with choices ranging from 

1: Strongly Agree, 2: Agree, 3: Disagree, and 4: Strongly Disagree. The first eight related to the 

type of mindset students exhibit. The following 12 questions were designed to capture a 

student’s deficiency level on five life skills as identified by the investigator (Punctuality, 

Organization, Study Habits, Communication, and Self-Determination).    

This first section asked similar questions in different ways in order to provide intra-item 

validity. This method of presenting an equivalent question at various points in the survey can 

measure the strength of conviction in the responses. For example, a score of ‘4: Strongly 

Disagree’ in one question would indicate a lack of deficiency in a life skill or in another 

question, having no perceived deficiency in a life skill. The same was true for the questions 

indicating a growth mindset versus a fixed mindset where a marking of 4 on some questions 

would indicate a growth mindset and the same marking of a 4 on other questions would indicate 

a fixed mindset. This was done to randomize the questions and get a more accurate 

representation of the student’s mindset and confidence level in the life skills being explored. 

Because of this, responses related to those questions were reversed so that a 4 would always 

indicate a low confidence or a fixed mindset and a 1 would indicate a high degree of confidence 

or a growth mindset, depending on the question.  

The pre-survey and post-survey data were first separated by the control group and 

treatment group. The control group pre-survey data were then compared to the post-survey data 

to see if any significant difference occurred in the timeframe between when the pre- and post-
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survey was taken. As seen in Table 1, a two-tailed t-test assuming equal variance was conducted 

to evaluate the results from the section 1 control group pre-survey for all answers given 

(M=2.189, SD=1.054) and the section 1 control group post-survey for all answers given 

(M=2.217, SD=1.080). The findings indicate no significant difference occurred during the 

treatment (t(1718) = -.532, p = .595).  

Table 1 

Control Group: Two-Tailed t-Test Assuming Equal Variance for Pre-Survey Section 1 Compared 

to Post-Survey Section 1  

 
Control Group 
 

M SD Df t-test p-value 

Pre-Survey 2.189 1.054 - - - 

Post-Survey 2.217 1.080 - - - 

Result - - 1718 -.532 .595 

 
As shown in Figures 1 and 2, there was a slight shift towards deficiency and fixed 

mindset which was not large enough to be considered significant. 

Figure 1 

Control Group: Frequency of Section 1 Pre-Survey Answers 
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Figure 2 

Control Group: Frequency of Section 1 Post-Survey Answers 

 
Once it was established that there was no significant difference in changes from the 

control group’s pre- and post-survey results, a two-tailed t-test assuming equal variance was 

conducted between the control group’s pre-survey answers (M=2.189, SD=1.054) and the 

treatment group’s pre-survey answers (M=2.233, SD=.936) (see Table 2) which showed a shape 

more closely resembling a normal distribution. Though there is a difference in shape, no 

significant difference was found between the two groups (t(4098) = -1.238, p = .216).  

Table 2 

Control Group: Two-Tailed t-Test Assuming Equal Variance for the Control Group Pre-Survey 

Section 1 Compared to the Treatment Group Pre-Survey Section 1 

 
Group 
 

M SD Df t-test p-value 

Control Group Pre-Survey 2.189 1.054 - - - 

Treatment Group Pre-Survey 2.233 .936 - - - 

Result - - 4098 -1.238 .216 

Robert Culbertson� 7/16/22 2:56 PM

Degrow, Garald� 7/30/22 2:27 PM
Comment: Too large? 

Comment: This is an accurate figure from the t 
test 
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As shown in Figure 3, the treatment group’s pre-survey data displays a more normal 

curve but the difference between Figure 1 and Figure 3 was not significant according to Table 2. 

Figure 3 

Treatment Group: Frequency of Section 1 Pre-Survey Answers 

 
Once sameness was established between the control group and treatment group, the 

treatment group was divided into subgroups related to the following life skills: punctuality, 

organization, study habits, communication, and self-determination. Students were placed into 

groups based on their answers from the pre-survey related to the life skill they showed the most 

deficiency in.  

A one-tailed t-test assuming equal variance to determine the initial difference between 

each subgroup from the entirety of the treatment group itself was conducted with the subgroup 

data. The results of the t-tests for every subgroup are shown on Table 3. Every life skill subgroup 

showed a significant difference as every subgroup’s p value was well below the .05 level.  
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Table 3 

Treatment Group: One-Tailed t-Test Assuming Equal Variance for all Subgroups within the 

Treatment Group Compared to the Rest of the Treatment Group on the Pre-Survey  

 
Life Skill Subgroups 
 

M SD Df t-test p-value 

Punctuality 3.017 .927 308 9.183 <.00001 

Organization 2.925 .971 308 7.033 <.00001 

Study Habits 2.605 .995 463 3.403 <.00036 

Communication 2.602 .947 463 2.976 <.00154 

Self-determination 2.727 .924 308 6.153 <.00001 

 
Exit Ticket (Quantifiable) 

The last Exit Ticket contained a question asking how many SMART goals the student 

completed ranging from 1-6+. While two students stated their number of completed goals as 6+, 

the investigator chose to count their total as only 6 because it was the only number he could 

guarantee. This will reduce the accurate average a student completed slightly, but not enough to 

consider the average number inaccurate. Of the 147 respondents, as shown in Figure 4, the 

average number of SMART goals completed by each individual was 2.823.  

In the same Exit Ticket, students within the treatment group were asked, related to 

addressing their deficiency, ‘Do you think working alone rather than within a group would have 

helped you more?’ Of the 147 who responded, approximately 66% of respondents responded that 

they preferred the group dynamic to just 34% who stated that they would have preferred to work 

alone.  

Robert Culbertson� 7/16/22 2:57 PM

Degrow, Garald� 7/30/22 2:29 PM
Comment: These values seem far too low 

Comment: These are accurate for the specific 
questions 
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Figure 4 

Frequency of Completed SMART Goals from Every Student in the Treatment Group 

 
By ranking on a scale of 1 (Not Likely at all) to 4 (Very Likely), students within the 

treatment group were also asked how likely they were to use the SMART Goal setting strategy in 

the future to address other challenges. Approximately 71% of respondents said they were either 

‘Likely’ or ‘Very Likely’ to use SMART Goal setting strategy in future challenges. The results 

of this question are shown in Figure 5.  
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Figure 5 

Likelihood of Using the SMART Goal Technique to Address Other Challenges 

 
The final Exit Ticket asked for respondents to quantify how much they felt they improved 

on the life skill they worked on within groups. They were given a scale of 1 (No Improvement at 

All) to 4 (A Lot of Improvement). Approximately 80% of respondents gave a score of 3 or 4, 

indicating ‘Some Improvement’ to ‘A Lot of Improvement’ in addressing their perceived 

deficiency. The results of this question are shown in Figure 6.  
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Figure 6 

How much do you feel you have improved on your Life Skill Since you Began Working within 

your Group? 

 

The post-survey contained the same 20 Likert-scaled questions from the pre-survey as 

well as the same writing prompts. The final section of the post-survey was altered from the pre-

survey in order to acquire the students’ actual grade for the quarter prior to the final exam. The 

letter grades given were then converted to a number scale where A=1, B=2, C=3, D=4, and F=5 

in order to maintain the pattern where lower scores reflect stronger values for lack of deficiency 

and growth mindset.  

Once done, a two-tailed t-test was conducted to determine if there was a significant 

difference in the treatment group between grades earned from the previous quarter and the 

current quarter grade as reported in the post-survey.  As indicated in Table 4, the results show a 

slight decrease in overall grade according to the mean, but the p-value of .431 shows no 

significant difference between the students’ grades from the previous quarter and the grades from 

the current quarter. 
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Table 4 

Treatment Group: Two-Tailed t-Test Assuming Equal Variance for All Previous Quarter Grades 

Compared to the Current Quarter Grades on the Post Survey 

Items 
 

Previous Quarter Grade 
 

 
Current Quarter Grade 

 
Mean 2.432 2.551 

Variance 1.818 1.605 

Observations 155 147 

Pooled Variance 1.715  

Hypothesized Mean Difference 0  

df 300  

t-test -0.788  

P(T<=t) two-tail 0.431  

t Critical two-tail 1.968  

 
Each subgroup had a one-tailed t-test assuming equal variances performed comparing 

their pre-survey data to post-survey data for the same subgroup to determine if a significant 

difference was found after the treatment was completed. Each subgroup had questions within the 

survey that applied specifically to that life skill and the answers given for only those questions 

related to the subgroup were used. The results are shown on Table 5. 

The effect size was calculated using Cohen’s d for student test size. As shown in Table 5, 

the p-value for the subgroups Punctuality, Communication, and Self-determination were all 

below .05, meaning there was a statistically significant difference between where the groups 

Robert Culbertson� 7/16/22 3:12 PM
Comment: Significant figures! 
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started and where they ended. The same three groups have a Cohen’s d result of between .2 and 

.5, meaning their effect size is considered small. The Organization and Study Habit subgroups 

had p-values well above .05, meaning those two groups did not show a significant difference 

from where they started and where they ended. 

Table 5 

One-Tailed t-Test Assuming Equal Variance for Pre-Survey Scores of Subgroups within the 

Treatment Group compared to the Same Group’s Post-Survey Scores 

 
Life Skill Subgroup 
 

M SD Df t-test p-value Effect Size 

Punctuality 2.589 .910 112 2.486 .007 .466 

Organization 2.974 .915 76 -.2276 .410 .052 

Study Habits 2.561 1.03 250 .3431 .366 .043 

Communication 2.393 1.01 238 1.651 .04998 .217 

Self-determination 2.375 .979 82 1.696 .0468 .370 

 
 When comparing the subgroup participants’ post-survey scores regarding their particular 

life skill to the treatment group as a whole, as shown in Table 6, the p value for Punctuality and 

Organization remained below the .05 level, meaning there was still a significant difference 

between the treatment group as a whole and those two subgroups. The Study Habits, 

Communication, and Self-determination subgroups, however, had p scores above the .05 level, 

meaning they were no longer considered significantly different. 
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Table 6 

One-Tailed t-Test Assuming Equal Variance for all Subgroups within the Treatment Group 

Compared to the Others in the Same Group on the Post-Survey 

 
Life Skill Subgroup 
 

M SD Df t-test p-value 

Punctuality 2.589 .910 292 3.093 .0011 

Organization 2.974 .915 292 4.704 <.00001 

Study Habits 2.561 1.03 439 1.389 .083 

Communication 2.393 1.01 439 -.906 .183 

Self-determination 2.375 .979 292 1.077 .141 

 
Lastly, each subgroup had the answers they gave to questions which related to mindset 

compared to their initial pre-survey answers of the same questions. A t-test was used to 

determine if there was a significant difference in mindset exhibited at the beginning when 

compared to post treatment. As shown in Table 7, all groups except Organization showed a 

negative t-test, meaning the groups’ mindset moved to more of a fixed mindset after the 

treatment. While there was movement on the mean of answers for each group, none of them 

displayed a significant difference.  
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Table 7 

Two-Tailed t-Test Assuming Equal Variance for all Questions Related to Mindset for Subgroups 

within the Treatment Group on the Pre-Survey Compared to the Post-Survey 

 
Life Skill Subgroup 
 

M SD Df t-test p-value 

Punctuality 2.455 .887 454 -1.796 .073 

Organization 2.454 1.054 310 .828 .408 

Study Habits 2.436 .959 670 -1.866 .062 

Communication 2.231 .895 638 -.532 .595 

Self-determination 2.406 .906 334 -1.737 .083 

 

RESULTS 

From the beginning of the treatment, watching students work to address a deficiency in a 

life skill was a very rewarding experience. After the pre-survey was given, students needed to 

learn how to develop a goal, so the first two meetings were designed to do just that. At the end of 

every group meeting, students were to fill out an Exit Ticket to record their thoughts at the 

moment and offer a better picture of the student’s feelings on the treatment as it was happening. 

Group Meeting One 

Students were divided into their subgroups according to their particular life skill. Once 

the life skill subgroups were determined, students within their respective groups began the 

treatment from the very first meeting by addressing strengths and deficits that exist with either 

having good command of the life skill or having a deficiency in the life skill. Once students were 

done within their group, they completed the Exit Ticket for the meeting; Exit Ticket one. Many 
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students, regardless of the group they were assigned to, reported on the Exit Ticket that having a 

good command of the life skill they were assigned would give them more confidence in 

themselves and tended towards mentioning the good command of the skill would also improve 

their academic success. The last question on Exit Ticket 1 students responded to had them 

describing deficits the student felt they had with regard to their life skill. Students responded in 

various ways and three main themes became prevalent. Students recorded, among other things, 

that the deficiency causes high degrees of stress, anxiety, and a general lack of confidence. 

Group Meeting Two 

During the second week’s meeting of subgroups, students were asked to work as a group 

to develop behavioral changes they wanted to see as a result of addressing the deficits of their 

group’s particular life skill. When students reported on the Exit Ticket their thoughts on the 

activity, the participants from each group began to individualize the group activity. Students 

described their own ranking of what they thought was the easiest behavioral change to 

accomplish and interesting trends were seen. The individuals within the Communications 

subgroups tended to rank ‘listening better’ as the easiest behavior change while ‘opening up and 

talking’ tended to be ranked the hardest. 

The individuals within the Organizational subgroups gave answers which showed they 

did not fully understand the question being asked. Of those who answered with understanding, 

‘keeping my workspace clean’ was perceived as the easiest behavioral change while ‘making 

lists to keep things organized’ ranked the hardest. Individuals within the Punctuality subgroups 

tended to rank ‘getting more sleep’ as the easiest and ‘consider others’ thoughts and feelings as 

the most challenging. Individuals within the Study Habits subgroups tended to rank ‘being more 
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organized’ as the easiest behavioral change and ‘getting homework done on time’ as the hardest. 

No trend surfaced within the Self-determination subgroups collective responses. 

When filling in the week two Exit Ticket, students were asked how important it was to 

improve on the life skill they were assigned. Over 95% of all respondents stated it was 

moderately important to very important. Many respondents related the importance of 

improvement to future job opportunities as well as an overall improvement of mental health. One 

respondent within the Communication subgroup stated, “Important because I don’t want it to 

make my life more miserable than it is.” 

Group Meeting Three 

During the third week of treatment, the third group meeting took place where students 

were given the opportunity to develop their own SMART goals in a subgroup setting as a whole 

team goal as well as on an individual goal basis. Many of the students were new to the concept of 

SMART goals and really struggled to grasp aspects of the SMART goal itself, such as 

‘Measurable’ and ‘Specific’. Many students in all subgroups stated the behavioral change and 

gave a timeline to ‘be better at’ their particular life skill. This seemed to indicate more time 

should have been spent explaining the process of developing goals in general before offering a 

strategy of recording a goal down on paper. 

Many students showed a sign of indifference to the process of actually addressing the 

deficiency after setting the SMART goals. One student within the Organization subgroup even 

stated, “Getting organized can be very hard to keep it because it is hard to break habits”, which 

showed an idea of a fixed mindset, causing pushback on the thought of achievement itself. For 

other students, a genuine lack of motivation to improve existed. A student within the Punctuality 

subgroup stated, “I think to be successful as a student you have to be motivated. However, to be 
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motivated you have to be genuinely happy, which for me is always the easiest thing ‘cause it’s 

all about mental health and requires time. But if you’re motivated you will have to want to do 

things and he will do them when they need to be done.” 

In general, students saw the challenge of working towards a goal as a challenge in and of 

itself; however, they were equally good at focusing on the final destination. When asked, on the 

same Exit Ticket, many students continued to emphasize a gain in confidence, academic success, 

and an overall increase in mental health, regardless of which subgroup they were assigned. A 

student within the Communication subgroups stated, regarding completing his SMART goals, 

“... in general, if you improve skills that will improve your communication, everything becomes 

more easy especially when it comes to being more excited to come to school because nothing 

makes you nervous anymore.” Another student within the Study Habits subgroups stated, “I may 

not be perfect, but I hope this will help me be more consistent.” In general, although students did 

not display a firm command of the new strategy to develop goals, they were still able to connect 

success of the goal to strengths developed from the previous meetings.  

Group Meeting Four 

During the fourth meeting, students were able to reflect on their progress in completing 

the goals that both the group made as well as if they chose to work on their own personal goals. 

While in their subgroup discussion, many students revealed to their groups that they were not as 

successful as they had hoped on the group goal they created together during the prior week’s 

meeting. An estimated 40% stated they were at least somewhat successful on at least one goal. 

Since many were not as successful as they had hoped, students were instructed to reset any goals 

they did not accomplish in the given weeklong time frame. In their Exit Ticket for this week’s 

meeting, Exit Ticket four, students were asked how successful they were at completing their own 
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goals with a high degree of success. Approximately 25% of respondents stated they forgot to 

work on the goals they generated from the previous week. 

Within the same Exit Ticket, students were asked to respond to the following question, 

‘How has your group helped with achieving the goal? If the group has not, then how are you 

going to work to change the group dynamic?’ Over 70% of students stated that their subgroup 

had helped them by doing one of three things: motivating the student to succeed, giving ideas of 

how to succeed in their goal, and that the group worked to hold each other accountable for the 

group goal. While the result of the subgroup meeting for this week revealed more students than I 

had hoped had forgotten to complete their goals, the majority of students attempted to work on at 

least one of their own goals. No subgroup reported 100% success in completing their group goal, 

therefore all groups reset their subgroup goal. 

Group Meeting Five 

This week’s group meeting was structured largely the same as the previous week’s 

meeting. Any student who showed an initial struggle in developing the SMART goals were 

helped either by their subgroup or were shown an example from a friend who may have been in 

another subgroup in class. As the group members discussed progress on their group goal, it was 

revealed that multiple subgroups completed their group goal in every class period, including 

almost every Communication subgroup. Over 85% of students reported at least some sort of 

progress on their goals including approximately 45% of the students reporting successful 

completion of at least one goal. 

Students who completed any of their goals were reminded that they needed at least two 

individual goals to be working towards as well as their collective subgroup goal for a total of 

three SMART goals to be working on. Groups who completed their group goal as well as 
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individuals who completed their individual goals began developing additional goals of perceived 

greater difficulty. Most groups chose to increase their measure of success and the plurality of 

individuals chose to increase the amount of time required to complete their individual goals. On 

the Exit Ticket following this week’s group meeting (Exit Ticket five), a small number of 

students who completed at least one goal recorded disappointment in their SMART goal success 

not leading to immediate success academically. One student within the Study Habits subgroup 

stated, “I did study for 15 minutes every day but I don’t think it helped because I got a 69% for 

the (science) test”, which displayed more of a fixed mindset because a growth mindset focuses 

more on process rather than results. 

Group Meeting Six 

Group meeting six was structured the same as the previous two weeks and students’ 

subgroups worked through their discussions much more easily. Within discussions it became 

evident that a few students in each class were not working as hard as other students to complete 

their individual goals. On a positive note, all subgroups were able to stay positive while 

interacting with those individuals. Students were continuing to make progress on their own goals 

and even though not everyone was completing their goals successfully, very few reported they 

had not begun to attempt finishing their goals.  

Because students were displaying more comfort in their ability to develop and work 

towards completing their own goals, and the treatment was nearing an end along with the 

quarter, Exit Ticket six asked, ‘Is the SMART goal method a useful tool when developing goals 

for yourself? Why or Why not?’ Approximately 95% of the students reported they found the 

method at least somewhat useful. Many gave the rationale that it helped to break down what felt 

like bigger goals into smaller more manageable chunks. One student within the punctuality 
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subgroup stated, “It lets me really make a goal that puts out what I need to do to accomplish it.” 

For any new goals students were developing, they were reminded that the timeline for goal 

completion had to be by the last meeting which was to take place the following week. 

Group Meeting Seven 

This was the final meeting that the subgroups participated in as the quarter was ending. 

Each subgroup member was given one final chance to give a reflective summary on the progress 

they felt they made toward improving the deficiency in the life skill they were assigned 

throughout the entirety of the treatment, which was seven weeks. The majority of students shared 

how they had completed multiple SMART goals over the course of the treatment (average of 

over 2.8 goals completed). Exit Ticket seven revealed much, including how students felt about 

their progress and their feelings regarding both working in a group to address their deficiency in 

the assigned life skill as well as their thoughts on applying the SMART goal strategy on 

individual goals in the future. 

One question asked within the Exit Ticket was, ‘Look at the strength column of your 

group's life skill. Do you feel as though you have increased in those strengths since you have 

begun working on smart goals? Why or why not?’ Over 85% of respondents replied in the 

affirmative that their strengths improved. One student from the Organization subgroup stated, “I 

have increased a little bit. I am less lazy and cleaned my room.” Another student within the 

Punctuality group stated, “I feel like I’m beginning to gain some of the strengths that we listed 

for our goals through working towards my goals.” There was a trend among students who 

responded that they were just beginning to feel like they were making real progress toward 

decreasing their deficits they developed in week one of the treatment and that they were 

beginning to resemble the strengths they described in week one as well. 
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Although approximately 82% of students responded that their academic success was 

altered, their science grade from the previous quarter to this one did not reflect a significant 

difference. Some students explained why they felt the SMART goals did not improve their 

academic success. A student within the Communication group stated, “They really didn't change 

my academic success. It was mainly me being able to talk to peers more and talk to teachers in 

class like asking questions.” Another student within the Organization subgroup stated, “They did 

alter; I go to school more awake now and ready to do my school work.” Of the students who felt 

the SMART goal method did improve their academic success, one student stated, “Working on 

my SMART goals increased my grades. Now I have a B in most of my classes and an A in one.” 

When asked if the treatment helped in the non-academic setting, approximately 69% of 

respondents stated it did help. A student in the Study Habits subgroup stated, “I've had more free 

time to actually be with friends instead of doing homework because I already finished it in class. 

Then when I'm done hanging out with them, I go home and study.” Another student within the 

Communication subgroup stated, “I feel like my SMART goal did help me succeed in a non-

academic way. It helped me be able to communicate with people around me better, specifically 

with my friends. It helped me be more clear in rocky situations and just clear in general.” While 

these results could not be reflected within the data analysis, they had a clear impact on the 

students’ perceived anxiety level as well as their confidence. 

CONCLUSIONS 

After administering the treatment, while data did not show a significant difference in 

students’ academic performance regarding their earned grade, the majority of individuals who 

undertook the treatment stated there was an improvement for them academically. The treatment 

utilized in addressing life skill deficiencies proved effective to the students overall. 
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After taking the Pre-Survey, where it was determined what life skill deficiency each 

student had, students were assigned to a subgroup made up of those with the same deficiency. 

Once students were placed in their appropriate subgroup, the treatment began.  Students 

underwent the treatment as a group, rather than as an individual. The majority of students 

reported that working within the subgroup to address deficits in the life skill assigned was 

preferable to working alone. 

Before the treatment began, the initial p-value scores for each subgroup were below 

.00154 and three of the subgroups were orders of magnitude less. Once the treatment was 

complete, students within the Punctuality, Communication, and Self-determination showed a 

significant shift toward the norm when compared to the same subgroups during the pre-

treatment. All three groups also had what was considered a small effect size. The Study Habit 

subgroup showed an increase towards the norm but not enough of one to be considered 

significant. The Organization subgroup showed a slight regression from the norm compared to 

where the students within the subgroup started. Post-survey data within three of the subgroups 

(Study Habits, Communication, and Self-Determination) showed they were no longer considered 

to be significantly different than that of the norm generated by the rest of the treatment group as 

a whole.  

When exploring the aspect of mindset within the treatment, there was a desire to witness 

a shift toward a growth mindset which would have indicated students focusing on the process of 

improvement rather than results. The post-survey data revealed a slight regression toward a fixed 

mindset. Although there was a tendency toward a fixed mindset, there was no statistical 

difference found in either direction. Therefore, the treatment proved ineffective at shifting 

mindset from fixed to growth. 
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Throughout treatment, the majority of students consistently stated they appreciated the 

group aspect of the treatment, revealing an application of the modeling technique to non-

academic criteria. Students were not offered ways to address their deficiencies nor were they 

given a list of facts to understand in order to address the deficiency they found themselves with. 

Students were put into small groups and told to progress towards a goal by working with one 

another and developing a process, in this case developing goals that were specific to a criterion 

that was important to them, measurable in a way decided upon by the group as well as the 

individual: achievable, relatable, and timely. Students worked as a collaborative unit to address a 

problem that they perceived existed within them. Students were then able to reflect on their 

progress and modify individual goals they wanted to achieve that became more challenging to 

them; again, a common aspect of modeling.  

While the results did not affect student letter grades in a significant way, the majority of 

students reported the treatment helped them in both academic and non-academic facets of life. 

Pre-treatment, students reported that their respective deficiencies caused high degrees of stress, 

anxiety, and negatively affected their confidence. Towards the end of the treatment, a trend 

surfaced with students reporting more confidence in their respective life skills along with a lower 

degree of stress and anxiety. Students also reported having an easier time talking to peers and 

instructors.  

So many goals were generated by each individual and subgroup; all of them so different, 

showing that each student and collaborative team took on aspects of their respective lives in 

unique ways, making the treatment more relevant to each individual. Applying goal setting 

theory to groups of similar deficiencies of a particular life skill did not show a significant 

difference in a student’s individual mindset, and it did not have a significant impact on a 
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student’s individual letter grade. The treatment did have a positive impact on many students who 

underwent the treatment. It pushed individuals to apply many methods displayed within a 

modeling classroom including working in groups, developing a process which, with refinement 

and reflection, improved a deficiency by strengthening a skill that they will need for the future. 

IMPLICATIONS FOR FURTHER TEACHING 

By way of pre-survey findings, the study provided evidence that 9th grade students have 

deficiencies in life skills that educators require them to utilize without necessarily offering 

students a method to recognize, address, and improve upon them. By doing this and applying a 

treatment to students who show a deficiency in three of the five life skills: punctuality, 

communication, and self-determination, educators can help alleviate stress, anxiety, and increase 

confidence in students. Teachers getting students to open up about themselves and finding out 

what they are really thinking is a critical part of making a student feel welcome in their class. 

Some students may be hesitant to talk to the educator, but the study showed group work as an 

effective technique to have students express thoughts to peers and become more comfortable 

within the class.  

By assuming students attending classes have proficiency in life skills, educators could be 

doing a massive disservice to them. The findings revealed with treatment students with 

classroom support are capable of addressing and positively modifying their deficiencies, in much 

the same way they learn new concepts within any curriculum.  

The freshman year can be an incredibly stressful time for students as they are typically 

getting used to a brand-new environment which expects much from them, without offering 

concrete methods to address stressors in the student’s life; clouding the student’s ability to fully 

focus on experiences within the classroom. When teachers utilize some class time each week to 



   
 

40 

show students how to properly set a goal and reach that goal, they will be helping students 

discover a tool they may use, which can positively impact their future both inside and outside of 

the classroom. 

By receiving the life skill deficiency data on their assigned students, educators outside the 

classroom, such as school counselors, would be better able to proactively discuss with the 

student ways they are addressing said deficiency and make suggestions on how students could 

address the deficiency in the best way. In order to help any educators who wish to utilize some or 

all of the treatment, teachers notes for the entire process are located in Appendix H. 

RECOMMENDATIONS FOR FURTHER RESEARCH 

This research was conducted during the final quarter of the freshmen students’ school 

year. Some students expressed that they wished the treatment could have been done earlier in the 

school year so they had more time to practice applying their skills in all their classes as well as in 

other areas of their lives. Suggestions for further research include: 

1. Replicating the study, but having the investigator extend the treatment period to an 

entire semester in order to determine if students become more proficient in their goal 

setting as the school year progresses. This may show a stronger correlation between 

the treatment and a student’s changing mindset or academic success regarding letter 

grades.  

2. Replicating this study using the same treatment, but starting it in an earlier quarter to 

determine if students continue to use the strategy after the treatment period ends. 

3. Replicating the study, but have the investigator expand the number of life skills that 

students indicate they wish to address 
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4. While students stated they preferred working in groups, none were given the initial 

option to work alone or to branch off of the group at any point during the treatment. 

Comparative research should be done to determine if deficiencies can still be 

addressed and to what degree between students who receive the treatment alone 

versus those who receive the same treatment but with group intervention strategy.  

5. Students may have felt limited by being assigned to only one deficiency when they 

may have felt more motivated to address a different deficiency or multiple 

deficiencies. While the pre-survey was used to determine which subgroup, the 

students were placed in for treatment, perhaps allowing the student to choose their 

own life skill subgroup could have yielded even more positive growth in perceived 

deficiency, mindset, or academics.  

6. Future research could also explore allowing greater freedom to students to switch 

subgroups in order to address multiple life skills or even combine them. 

 

 



   
 

42 

 

REFERENCES 
Anderson, D. H., Munk, J.A.H., Young, K. R., Conley, L., Caldarella, P., (2008). Teaching 

organizational skills to promote academic achievement in behaviorally challenged 
students. TEACHING Exceptional Children. 40(4), 6-13. 
https://doi.org/10.1177/004005990804000401 

Betebenner, D. W., & Wenning, R. J. (2021, January). Understanding pandemic learning loss 
and learning recovery: The role of student growth & statewide testing. Distributed by 
ERIC Clearinghouse. 

Bénabou, R., & Tirole, J. (2002). Self-confidence and personal motivation. The Quarterly 
Journal of Economics, 117(3), 871–915. https://doi.org/10.1162/003355302760193913 

Bodie, G.D. (2010). A racing heart, rattling knees, and ruminative thoughts: Defining, 
explaining, and treating public speaking anxiety. Communication Education, 59(1), 70–
105. https://doi.org/10.1080/ 03634520903443849 

Brocato, J. (1989). How much does coming to class matter? Some evidence of class attendance 
and grade performance. Educational Research Quarterly, 13(3), 2–6. 

Cobb, B., Lehmann, J., Newman-Gonchar, R., & Alwell, M. (2009). Self-determination for 
students with disabilities: A narrative metasynthesis. Career Development and Transition 
for Exceptional Individuals, 32, 108–114. https://doi.org/10.1177/ 0885728809336654 

Dweck, C.S., (2006). Mindset: The new psychology of success. Random House. 
Edralin, D. M. (2015, January) Why do workers misbehave in the workplace. DLSL Journal of 

Management, 2(1), 88–108.  
Ennis, R., Royer, D., Lane, K., & Griffith, C. (2017, November). A systematic review of 

precorrection in PK-12 settings. Education and Treatment of Children, 40(4), 465-495. 
West Virginia University Press. https://doi.org/10.1353/etc.2017.0021 

Estrapala, S., & Reed, D. K. (2020). Goal-setting instruction: A step-by-step guide for high 
school students. Intervention in School and Clinic, 55(5), 286–93. https:// 
doi.org/10.1177/1053451219881717 

Field, S., & Hoffman, A. (2002). Lessons learned from implementing the steps to self-
determination. Curriculum, Remedial and Special Education, 23, 90-98. 

Gersten, R. (1998). Recent advances in instructional research for students with learning 
disabilities: An overview. Learning Disabilities Research and Practice, 13(3), 162-170. 

Gottfried, M.A. (2014). The achievement effects of tardy classmates: Evidence in urban 
elementary schools. School Effectiveness and School Improvement: An International 
Journal of Research, Policy, and Practice, 25(1), 3–28. 
https://doi.org/10.1080/09243453.2012.728135 

Jones, K. (2014). Lecture. 3rd Annual PSU Phuket International Conference. 



   
 

43 

Lassen, S.R., Steele, M.M., & Sailor, W. (2006). The relationship of school-wide positive 
behavior support to academic achievement in an urban middle school. Psychology in the 
Schools, 43, 701–712. 

Locke, E. (1996). Motivation through conscious goal setting. Applied & Preventative 
Psychology, 5, 117–124. https://doi.org/10.1016/ s0962-1849(96)80005-9 

Locke, E. A., & Latham, G.P. (2006). New directions in goal-setting theory. Current Directions 
in Psychological Science: A Journal of the American Psychological Society, 15(5), 265–
68. https://doi.org/10.1111/j.1467-8721.2006.00449.x 

Nicaise, M. & Gettinger, M. (1995). Fostering reading comprehension in college students. 
Reading Psychology, 16, 283 - 337 

Nixon, E. C. (2021). The relationship between study habits (attitude, motivation, and study aids), 
and test anxiety of secondary students attending private school (Order No. 28317206). 
Available from ProQuest Dissertations & Theses Global. (2492250445). 
http://login.ezproxy1.lib.asu.edu/login?url=https://www-proquest-
com.ezproxy1.lib.asu.edu/dissertations-theses/relationship-between-study-habits-
attitude/docview/2492250445/se-2?accountid=4485 

Pandemic learning: As students struggled to learn, teachers reported few strategies as 
particularly helpful to mitigate learning loss. (2022). Report to Congressional 
Committees. United States Government Accountability Office. 

Raley, S.K., Shogren, K.A., & McDonald, A. (2018). How to implement the self-determined 
learning model of instruction in inclusive general education classrooms. Teaching 
Exceptional Children, 51, 62–71. https://doi.org/10.1177/0040059918790236 

Rumberger, R.W. (1995). Dropping out of middle school: A multilevel analysis of students and 
schools. American Educational Research Journal, 32(3), 583–625. 
https://doi.org/10.2307/1163325 

Schunk, D. & Zimmerman, B. (1994). Self-regulation of learning and performance: Issues and 
educational applications. Erlbaum 

Shogren, K.A., Wehmeyer, M.L., Burke, K.M., & Palmer, S.B. (2017). The self-determined 
learning model of instruction: Teacher’s guide. Kansas University Center on 
Developmental Disabilities. 

Stewart, C.O., McConnell, J.R., Stallings, L.A., & Roscoe, R.D. (2017). An initial exploration of 
students’ mindsets, attitudes, and beliefs about public speaking. Communication 
Research Reports, 34(2), 180–185. https://doi.org/10.1080/08824096.2016.1270821 

Sugai, G., & Horner, R. (2002). The evolution of discipline practices: School-wide positive 
behavior supports. Child and Family Behavior Therapy, 24, 23–50 

Sugai, G., Sprague, J. R., Horner, R. H., & Walker, H. M. (2000). Preventing school violence: 
The use of office discipline referrals to assess and monitor school-wide discipline 
interventions. Journal of Emotional and Behavioral Disorders, 8, 94–101. 
https://doi.org/10.1177/106342660000800205 

Tyre, A., Feurborn, L., & Pierce, J. (2011, Fall) Schoolwide intervention to reduce chronic 
tardiness at the middle and high school levels. Preventing School Failure: Alternative 



   
 

44 

Education for Children and Youth, 55(3), 132-139. 
https://doi.org/10.1080/10459880903472918 

Warne, Maria, et al. (2020, February 23). On time: A qualitative study of Swedish students’, 
parents’ and teachers’ views on school attendance, with a focus on tardiness. 
International Journal of Environmental Research and Public Health, 17(4), 1430. 
https://doi.org/10.3390/ijerph17041430 

Wehmeyer, M. L. (2005). Self-determination and individuals with severe disabilities: Re-
examining meanings and misinterpretations. Research and Practice for Persons with 
Severe Disabilities, 30, 113–120. https://doi.org/10.2511/rpsd.30.3.113 

Wehmeyer, M. L, Palmer, S. B., Shogren, K., Williams-Diehm, K.; Soukup, J. H. (2013). 
Establishing a causal relationship between intervention to promote self-determination and 
enhanced student self-determination. The Journal of Special Education, 46(4), 195-210. 
https://doi.org/10.1177/0022466910392377 

Wells, M. (1987). Modeling instruction in high school physics. (Doctoral dissertation, Arizona 
State University. 

Zimmerman, B. (1998). Academic studying and the development of personal skill a self-
regulatory perspective. Educational Psychologist, 33, 73 – 86. 

 

 



   
 

45 

 

APPENDIX A: STUDENT ASSENT 

Examining the Effect of Applying Goal Setting Theory to Group Intervention on 
Confidence, Mindset, and Academic Outcomes 

My name is Garald DeGrow. I am a graduate student at Arizona State University. 

I am asking you to take part in a research study because I am trying to learn more about how to 
improve student’s confidence and mindset inside and outside of academic settings. I want to 
learn if collective and small group goal setting leads to individual student success. 

Your parent(s)/guardian(s) have given you permission to participate in this study. If you agree, 
you will be asked to fill out a survey (a written set of questions) twice during the fourth quarter, 
once at the beginning and once at the end. You will be asked about your mindset, and you will be 
asked to include your letter grade for each class you took from third quarter as well as the grades 
you anticipate getting fourth quarter. You may also be asked to interact within small groups and 
individually complete Exit Tickets (a form helping to measure progress) periodically throughout 
the fourth quarter, totaling 1- 5 hours spread out throughout the quarter. You do not have to put 
your name on the survey. You are asked to answer as truthfully as you can for each part of the 
survey. The tasks within the study will be completed as normal by the students as part of their 
academic day for the course. 

If you do not wish for your data to be used within the study, no one will be mad at you. All 
students will still be required to complete the study, but your information will be removed before 
any data analysis or publication occurs. Your grade will be unaffected by participation in the 
study. You will not lose any points by refusing to allow your data to be used and you will not 
gain any points by allowing your data to be used. Even if you start the study, you can stop having 
your data included as part of the study if you want. You may ask questions about the study at any 
time. 

If you decide to have your data collected, I will not tell anyone how you responded or acted as 
part of the study. Even if your parent(s)/guardian(s) or other teachers ask, I will not tell them 
about what you say or do in the study. All students will still be required to complete the work 
within the course, regardless of their decision to allow their data to be used as part of the 
research or not. 

Signing here means that you have read this form or have had it read to you and that you are 
willing to have the data you provide used in the study.  

Signature of Student ___________________________________________  

Student’s Printed Name ___________________________________________ 

 

Date _________________________ 
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APPENDIX B: PARENT PERMISSION 

The Effect of Applying Goal Setting Theory to Group Intervention on Confidence, Mindset 
and Academic Outcomes 
Dear Parent/Guardian: 

I am a graduate student in the College of Physics at Arizona State University. I am conducting a 
research study to determine the effect of applying goal setting theory to group intervention on 
confidence, mindset, and academic outcomes. 

I am inviting your child's participation, which will involve collecting data from classroom 
activities your child will already be performing as part of the class. Your child's participation in 
this study is voluntary, meaning if you do not want their data analyzed as part of the study, their 
data will not be used. They will still be expected to complete the work as part of the classroom 
participation grade, which will take approximately 1-5 hours over the course of 9 weeks, but 
their information from tests, Exit Tickets and class discussions will not be analyzed. If you 
choose not to have your child participate or to withdraw your child from the study at any time, 
there will be no penalty to their grade. Likewise, if your child chooses to participate in the study, 
there will be no reward reflected in their grade. The results of the research study may be 
published, but your child's name and/or likeness will not be used. 

Although there may be no direct benefit to your child, the possible benefits of your child's 
participation is an increase in confidence and/or mindset in taking on tasks inside and outside of 
the academic day. There are no foreseeable risks or discomforts to your child’s participation. 

All participants will have a pseudonym assigned to them and all data collected will be secured 
within a password protected computer and/or locked file cabinet when not in use. Responses will 
be kept confidential to ensure anonymity. The results of this study may be used in reports, 
presentations, or publications but your child’s name will not be known within any published 
work. The results of the study will be presented to a committee within Arizona State University’s 
Masters in Natural Sciences program within the College of Physics. Once the research is 
complete, all data will be permanently deleted and all documents containing data will be 
shredded. 
If you have any questions concerning the research study or your child's participation in this 
study, please call me, Mr. Garald DeGrow at (480) 224-2168 or Professor Robert Culbertson at 
(480) 965-0945. 

Sincerely, 
Garald DeGrow 

By signing below, you are giving consent for your child ___________________ (Child’s name) 
to participate in the above study.   

___________________________     ___________________________    _________________ 
Signature                                 Printed Name                              Date 
If you have any questions about you or your child's rights as a subject/participant in this research, 
or if you feel you or your child have been placed at risk, you can contact the Chair of the Human 
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Subjects Institutional Review Board, through the Office of Research Integrity and Assurance, at 
(480) 965-6788. 
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APPENDIX C: 1 PB and C PRE-SURVEY 

Part I: 

Please answer these survey questions about intelligence and personal qualities. You are asked to 
identify how much you agree or disagree with a statement. Pick the number that best corresponds 
to your beliefs about the truth of the statement. If you believe completely in a statement, you 
would mark a “1” and if you thought the statement was totally wrong, you would mark a “4”. 

“1” indicates you strongly agree and “4” indicates you strongly disagree. “2” and “3” are in 
between and are “agree” and “disagree” 

1) You can learn new things, but you can’t really change how intelligent you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

2) You can always change basic things about the kind of person that you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

3) No matter how much intelligence you have, you can always change it quite a bit. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

4) You can do things differently, but the important parts of who you are can’t really be 
changed. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

5) No matter what kind of person you are, you can always change substantially. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

6) You are a certain kind of person, and there is not much that can really be done to change 
that. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

7) You can always substantially change how intelligent you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

8) Your intelligence is something very basic about you that can’t change very much 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

9) I usually turn assignments in within the given timeframe 
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(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

10) I find I am routinely late to classes 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

11) I know exactly where all of my assignments and notes are for every class 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

12) I keep a clear list of to-do’s and update it as tasks come up 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

13) I find studying regularly for classes easy to manage 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

14) I consistently take notes for all of the classes that require it 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

15) I wait until an exam is less than 48 hours away before I begin to study 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

16) I find talking to my peers easy, regardless of how well I know them 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

17) I avoid asking or answering questions in class 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

18) I have the right to make my life move in the direction that I want it to 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

19) I get really nervous when I have to give a presentation in front of my peers 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

20) When something happens in school that I find wrong, I will work to make it right 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 



   
 

50 

 

Part II: 

Read the situations. There are four situations given. Choose 2 of the situations that you can most 
relate to and respond to both. Try to answer the prompt questions for each choice. Be as clear as 
you can, and use complete sentences. 

Prompt Questions 

a. Identify 3-4 feelings you would have in this situation. 

b. Identify at least two options for how you would respond. 

c. Identify one goal you would make for the future, given this situation. 

Situation A: 

You have started a class to learn a language about which you know little to nothing. You miss 
the first week due to a family trip, but you had access to the materials for the class the entire 
time. Two days after you return to classes, the instructor calls you to the front of the room and 
starts throwing questions at you one after another. 

Situation B: 

You are given math problems to solve for homework. At home you try the first problem and it 
looks really difficult. You skip to the second and it looks harder than the first! You are not sure 
where to begin. A quick glance at the others in the assignment reveals they are about the same. 

Situation C: 

You go to your favorite but most difficult class and wait in anticipation to get your test back. 
You thought you did really well on it. But when you receive it back, you find out you got a C-. 
After school in baseball practice you struck out twice, popped out and dropped a relay throw, 
causing the whole team to get 15 extra minutes of conditioning and practice to run long. Your 
ride home tells you how mad they are that your practice ran long causing them to be late getting 
home. When you get home, you call your best friend but the friend says “I’m at work and can’t 
talk to you right now.” and hangs up. 

Situation D: 

You are trying to complete registration for school next year and you are trying to decide between 
two classes (class G and Class H). Both classes offer the same credit requirements and each class 
has an equal number of your friends taking it. They are also both offered during the same period 
of the day. You have heard that class G is taught by a teacher who will not give hard homework, 
lets you be on your phone in class and the tests are very easy, meaning you will have an easy 
time getting an A or B. You heard that class H is taught by a teacher who gives more challenging 
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work, requires engagement in the class and their tests are tricky, too, meaning you’ll have to 
work really hard to get an A or B but you can learn a lot from the class if you apply yourself. 

Part III: 

Please list the letter grade you received for each of your classes last quarter. If you did not take 
that course, please put an N. 

English:___ 

Foreign Language:___ 

History:___ 

Math:___ 

Science:___ 

Part IV: 

Please list the letter grade you think you will actually achieve for each of your classes this 
quarter. If you are not taking that course, please put an N. 

English:___ 

Foreign Language:___ 

History:___ 

Math:___ 

Science:___ 
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APPENDIX D: SPIDER WEB DESIGN 

 

STRENGTHS DEFICITS 

  

  

  

  

Group Names:____________________________________________________ 
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APPENDIX E: EXIT TICKETS 

Week 1:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. What strengths did you identify you have with your skill? (Please list at least 3) 
5. What deficits did you identify you have with your skill? (Please list at least 3) 

Week 2:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. List the key behavioral changes you want to see related to your skill ranked from easiest 

to most challenging. 
5. How will the behavioral changes listed for your skill alter the strengths or deficits you 

listed from the previous meeting? (Be specific) 
6. How important is it to you to improve on the skill you are working on and why? 

Week 3:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. List the SMART goals you developed related to your skill ranked from easiest to most 

challenging. Be sure to list how much time you think each goal will take to achieve. 
5. What challenges do you feel cause the most difficult goal to be the most challenging to 

accomplish? 
6. Describe what you think will happen as a result of accomplishing every SMART goal as 

it relates to your skill you are working on. (Be specific) 

Week 4:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
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4. How successful were you in working towards each SMART goal related to your skill? 
Keep the ranking you wrote from last week and list whether the goal was completed, 
needing peer review, in progress, or to-do.  

5. Which SMART goal related to your skill are you the most focused on and why? 
6. What new SMART goals related to your skill are you adding to your list as a result of 

completing previous ones? 
7. How has your group helped with achieving the goal? If the group has not, then how are 

you going to work to change the group dynamic. 

Week 5:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. How successful were you in working towards each SMART goal related to your skill? 

Keep the ranking you wrote from last week and list whether the goal was completed, 
needing peer review, in progress, or to-do.  

5. Which SMART goal related to your skill did you find the most challenging to work 
towards and why? 

6. What new SMART goals related to your skill are you adding to your list as a result of 
completing previous ones?  

7. How did your group do in working towards the group goal? 
8. How has the group helped support you in working towards your goals? 
9. How have you helped the group in working toward their goals? 

Week 6:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. How successful were you in working towards each SMART goal related to your skill? 

Keep the ranking you wrote from last week and list whether the goal was completed, 
needing peer review, in progress, or to-do.  

5. Which SMART goal related to your skill did you find the most challenging to work 
towards and why? 

6. What new SMART goals related to your skill are you adding to your list as a result of 
completing previous ones? 

7. Was your group successful in achieving their group goal? 
8. Is the SMART goal method a useful tool when developing goals for yourself? Why or 

Why not? 
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9. How is setting goals within a small group useful to you as an individual? 

Week 7:  

1. Please write your first and last initial followed by your student ID. (Example: if Tom 
Hanks had a student ID of 123456, then he would answer this question with TH123456) 

2. Which period do you have Investigative Science? 
3. Which life skill are you working on? 
4. How many SMART goals related to your skill were you able to complete? 
5. Look at the strength column of your group's life skill. Do you feel as though you have 

increased in those strengths since you have begun working on smart goals? Why or why 
not? Be specific. 

6. Look at the deficit column of your group's life skill. Do you feel as though you have 
addressed some or all of those deficits since you have begun working on smart goals? 
Why or why not? Be specific. 

7. Has working on your life skill using SMART goals altered your academic success? 
8. Why do you feel the SMART goals did/did not alter your academic success? 
9. Has working on your life skill using SMART goals altered your success in non-academic 

settings? 
10. Why do you feel the SMART goals did/did not alter your success in non-academic 

settings? 
11. Do you think working within a group helped you in working toward your SMART goals? 
12. Why do you think working within a group helped/did not help you in working toward 

your SMART goals? 
13. How likely are you to use the SMART goal technique in the future to address other 

challenges? (Scale from 1=Not Likely at all, 2=A little bit Likely, 3=Moderately Likely, 
and 4=Very Likely) 

14. How much do you feel you have improved on your life skill since you began working 
within your groups? (Scale from 1=No Improvement at all, 2=A little bit of 
Improvement, 3=Moderate Improvement, and 4=A Lot of Improvement) 

15. If you could do this process again within your group, how would you change what you or 
your group did to improve the result? 

16. Do you think working alone rather than within a group would have helped you improve 
your life skill deficiency more? 
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APPENDIX F: SMART GOAL TEMPLATE 

Initial Goal What is the result you are wanting 
to achieve? 

 

 

S 
Specific 

Clarify Your Goal 
-Who is involved? 

-What do I need to do exactly? 
-What is my timeframe? 

-Where will I reach this goal? 
-Why am I pursuing this goal? 

 

M 
Measurable 

How are you going to be able to 
measure your success for the goal? 

 

A 
Achievable 

Can you reach the goal you set for 
yourself when reviewing your free 

time, skills and effort required? 

 

R 
Relevant 

Is the goal you set for yourself 
realistic and relevant to the bigger 

picture and timeframe you are 
using? 

 

T 
Timely 

What is the length of time 
expected to complete this goal? 
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SMART Goal Revise the initial goal 
based on how you 
answered the boxes 
above. 
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APPENDIX G: 2 PB and C POST-SURVEY 

Part I: 

Please answer these survey questions about intelligence and personal qualities. You are asked to 
identify how much you agree or disagree with a statement. Pick the number that best corresponds 
to your beliefs about the truth of the statement. If you believe completely in a statement, you 
would mark a “1” and if you thought the statement was totally wrong, you would mark a “4”. 

“1” indicates you strongly agree and “4” indicates you strongly disagree. “2” and “3” are in 
between and are “agree” and “disagree” 

1) You can learn new things, but you can’t really change how intelligent you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

2) You can always change basic things about the kind of person that you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

3) No matter how much intelligence you have, you can always change it quite a bit. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

4) You can do things differently, but the important parts of who you are can’t really be 
changed. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

5) No matter what kind of person you are, you can always change substantially. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

6) You are a certain kind of person, and there is not much that can really be done to change 
that. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

7) You can always substantially change how intelligent you are. 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

8) Your intelligence is something very basic about you that can’t change very much 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

9) I usually turn assignments in within the given timeframe 



   
 

59 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

10) I find I am routinely late to classes 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

11) I know exactly where all of my assignments and notes are for every class 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

12) I keep a clear list of to-do’s and update it as tasks come up 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

13) I find studying regularly for classes easy to manage 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

14) I consistently take notes for all of the classes that require it 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

15) I wait until an exam is less than 48 hours away before I begin to study 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

16) I find talking to my peers easy, regardless of how well I know them 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

17) I avoid asking or answering questions in class 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

18) I have the right to make my life move in the direction that I want it to 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

19) I get really nervous when I have to give a presentation in front of my peers 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 

20) When something happens in school that I find wrong, I will work to make it right 

(1) Strongly Agree (2) Agree (3) Disagree (4) Strongly Disagree 
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Part II: 

Read the situations. There are four situations given. Choose 2 of the situations that you can most 
relate to and respond to both. Try to answer the prompt questions for each choice. Be as clear as 
you can, and use complete sentences. 

Prompt Questions 

a. Identify 3-4 feelings you would have in this situation. 

b. Identify at least two options for how you would respond. 

c. Identify one goal you would make for the future, given this situation. 

Situation A: 

You have started a class to learn a language about which you know little to nothing. You miss 
the first week due to a family trip, but you had access to the materials for the class the entire 
time. Two days after you return to classes, the instructor calls you to the front of the room and 
starts throwing questions at you one after another. 

Situation B: 

You are given math problems to solve for homework. At home you try the first problem and it 
looks really difficult. You skip to the second and it looks harder than the first! You are not sure 
where to begin. A quick glance at the others in the assignment reveals they are about the same. 

Situation C: 

You go to your favorite but most difficult class and wait in anticipation to get your test back. 
You thought you did really well on it. But when you receive it back, you find out you got a C-. 
After school in baseball practice you struck out twice, popped out and dropped a relay throw, 
causing the whole team to get 15 extra minutes of conditioning and practice to run long. Your 
ride home tells you how mad they are that your practice ran long causing them to be late getting 
home. When you get home, you call your best friend but the friend says “I’m at work and can’t 
talk to you right now.” and hangs up. 

Situation D: 

You are trying to complete registration for school next year and you are trying to decide between 
two classes (class G and Class H). Both classes offer the same credit requirements and each class 
has an equal number of your friends taking it. They are also both offered during the same period 
of the day. You have heard that class G is taught by a teacher who will not give hard homework, 
lets you be on your phone in class and the tests are very easy, meaning you will have an easy 
time getting an A or B. You heard that class H is taught by a teacher who gives more challenging 
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work, requires engagement in the class and their tests are tricky, too, meaning you’ll have to 
work really hard to get an A or B but you can learn a lot from the class if you apply yourself. 

Part III: 

Please list the letter grade you currently have for each of your classes going into the final. If you 
did not take that course, please put an N. 

English:___ 

Foreign Language:___ 

History:___ 

Math:___ 

Science:___ 
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APPENDIX H: TEACHER NOTES 
Pre- and Post-Assessment-(30 total minutes to complete each) 

To analyze the pre- and post-assessment, in Part I, the following answers must be reversed to 
ensure all low answers represent growth mindset or a high degree of confidence in the 
life skill: 1, 4, 6, 8, 10, 15, and 19.  

The survey questions can be broken down into parts to aid in the analyzing process: 

Q1-8 represent a student’s mindset 
Q9,10 represent the life skill for punctuality 

Q11,12 represent the life skill for organization 
Q13,14,15 represent the life skill for study habits 

Q16,17,19 represent the life skill for communication 

Q18,20 represent the life skill for self determination 

These pairings will be used to determine which life skill students are most deficient in. Take the 
averages from each life skill listed above to check for the confidence level. Remember, a 
high grade means low confidence and a high representative deficiency in the skill. Each 
student’s scores will be ranked from highest score received for life skill (most deficient) 
to lowest average score (most confident) Once the rankings are recorded, students will be 
placed into one of their highest scoring life skill sub groups with others who had similar 
rankings. The rankings allow you to balance groups in the event there are too many in 
one subgroup.  

Part II of the survey shows how students will initially approach a problem and establish which 
problems the student can identify with the easiest. This information is valuable in 
determining which life skill(s) students may feel most drawn to.  

Part III and IV can be used to determine the baseline for past grades students have gotten in 
every class as well as their confidence in future grades in the same classes. Be sure to 
convert the letter grades to numbers reflecting the grades (1=A, 2=B, 3=C, 4=D, 5=F) to 
keep with the idea of lower scores reflecting better values. 

 

Before the first treatment, make sure all students who will be undergoing the treatment have been 
placed into a sub group. 

 
Week One (First treatment)- (30 Minutes)  

Students are placed into the sub groups and shown which life skill they self-identified as being 
deficient in. The spider web sheet from Appendix D will be used as a tool throughout the 
treatment, so be sure every group fills it out completely with their names. Each group will 
work together to identify strengths and deficits, but some may initially struggle, so be 
sure to offer encouragement with statements such as ‘picture a person who is amazing at 
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the life skill you are assigned. Which attributes could you place on that person?’ Be sure  
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groups hand in the paper at the end and then complete the exit ticket associated with the 
first treatment (Exit ticket 1). 

 
Week Two (Second Treatment)- (30 Minutes) 

The groups get back together and are given back the spider web sheet. They will record on the 
back of the paper for this treatment to ensure every student can recall what is said during 
this treatment session. When the class works to identify key behavioral changes they 
wished to see in order to address the deficits or build upon the strengths of the life skill, 
be sure students in every group participate in order to get more comfortable with their 
group. The more the groups share early in the treatment, the more they will feel 
comfortable enough to share when goal setting begins.  

While the groups are working to identify behavioral changes, some students may begin to feel as 
though the group is talking about them as an individual, so it is important to patrol the 
groups and offer support as people share with details regarding how adults work to 
address behaviors they wish to improve upon all the time and stress the importance of 
first identifying what a person may wish to see and how it could help. Once done, each 
group will return the spider web paper to you with the back page filled in. Finally, make 
sure students fill out the exit ticket. The exit tickets are where students get the 
opportunity to share with you directly what they are really feeling, separate of the group 
they are in. This is where so many educators can hone in on what a student is really 
thinking regarding the process and offer extra assistance if the educator feels they should.  

 

Week Three – Third Treatment (45 Minutes) 
SMART goal setting begins on this treatment, and it is important to remember that some students 

may have never been offered a goal setting strategy before, so go slow. Students get back 
into their groups and get the spider web page back. Then, hand out one SMART goal 
template (Appendix F) paper per group and two additional papers for each individual. 
When supplying the example to the groups to show how to generate a SMART goal, if 
one does not want to use the example above, be sure to use an example that cannot just be 
copied by students in any group. The script for the SMART goal rollout example should 
go something like this: 

‘Okay class, I will be showing you how to make a SMART goal. In the first and second meeting, 
I had each group generate strengths and deficits of a life skill and then identify key 
behavioral changes you wished to see in order to address those deficits or improve those 
strengths. Today, we are going to be generating goals we can make to ensure we focus on 
those key behavioral changes in order to make meaningful change towards improving the 
life skills. 

Since the teacher is not part of your groups, I am going to use myself as a real-life example to 
help in your initial understanding of what a SMART goal is and how to apply one to a 
given situation. I decided to use the following skill I wanted to improve upon, ‘teaching 
habits.’ I have generated a list of strengths (student respect, trust, good communication) 
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and deficits (laziness, poor time management, low confidence) of a hypothetical teacher 
that either displays the skill well or lacks the skill.  

Then, I identified some key behavioral changes I wanted to see in myself as a result of either 
addressing the deficits or improving the strengths I feel I have regarding the skill. Those 
are: 1. Getting more sleep 2. Improve communication 3. Look on the bright side of 
situations. Notice there are many more that could be written, but I will go with these for 
now and add more if I need to. 

Now that I have identified the strengths, deficits, and key behavioral changes I want to see in a 
life skill, I will now work to generate goals that are specific, measurable, achievable, 
relevant, and timely, or SMART. Many goals people make are too vague to achieve. 
Goals such as ‘I want to be better at...’ or ‘Work harder to...’ lack the guidance required 
for a person to develop a process to complete the goal at all. Too often, we go from ‘I 
can’t’ to ‘I will be the best at’ without realizing it takes a lot of work and effort to get to 
where you feel proficient in any skill or task. You didn’t get to where you are in a single 
day and you won’t get to where you are going in a day either. This is where the SMART 
goal strategy can come in. 

In my example, I said I wanted to be a better teacher by developing better teacher habits. I can’t 
just be a better teacher by saying I will be better. I have to give it a framework and a 
timeline to check my work and see if I made meaningful progress towards the long-term 
goal of becoming a better teacher. In applying the SMART goal framework, I will make 
my goal more specific by showing what aspect of teacher habits I will be approving on (I 
will grade and return student work with comments within 48 hours. This goal is more 
specific than the initial ‘I wnat to be better...’. I will then make sure it is measurable by 
adding something like ‘with 75% accuracy’. I can do a simple check to ensure it is 
achievable given my time constraints and life and effort I am willing to put into the goal, 
which it is. I can then look to see if the goal is relevant by asking if other teachers who 
display the teaching habit skill strongly do this, which they do, therefore it is relevant. 
Finally, I will offer a timetable to review my progress ‘over the next week’. 

My final example will have started at ‘I want to be a better teacher’ and have finished with ‘I 
will grade and return student work with comments within 48 hours with 75% accuracy 
over the next week’. Class, do you see how the goal has shifted from vague to very 
clear?’ 

Students will then begin to work towards developing their own, but this will take time to become 
proficient in. Be sure to have each group show you their group goal they make to ensure 
they have an exemplar within their subgroups so they have a good one to build off of that 
is student made. It is imperative to walk every group through the goal they made by 
rereading the SMART goal template they have in front of them and have them explain 
how each part of the SMART goal is shown in their group goal they made. This ensures 
errors that may be present are addressed before students attempt to make progress toward 
their goal. 

As groups finish the group goal, remind them to make two more individual goals. Have every 
group hand back the spider web paper, and remind them to complete the exit ticket. 
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Week Four- Seven-Fourth-Seventh Treatment (30 Minutes each) 
Each treatment from here on out is designed to encourage students to share progress towards the 

goal as well as the process they are utilizing to improve upon the life skill. As students 
begin to complete the goals, they will be asked to report their progress to the group. It is 
critical to encourage reporting of progress that focuses on the process of the work as 
opposed to the degree of success upon completion. Students will initially want to say 
things like ‘I completed my goal and that’s the third one I have completed’ in an attempt 
to make it a competition. While offering encouragement to those who complete tasks, be 
sure to probe as to the process they took and the difficulties they may have had while 
working towards completion. These probing questions will be hugely valuable as it 
models peer conversations all groups should be having. 

For any individuals or groups that complete their goal with a high degree of success, encourage 
the new goals they make to be more rigorous or challenging by adjusting the measure or 
time by which they will be generating the goal. As they complete the treatments each 
week and complete the exit tickets, students will begin to develop the routine of 
reflecting weekly on the goals and working each week on new goals they made of 
increased perceived difficulty. Once the final treatment is done, the exit tickets will show 
what students are thinking about the process itself and if they felt meaningful change had 
occurred. After the last treatment, the post-survey will be done to determine if change in 
life skill confidence, mindset, or academic achievement has occurred. When determining 
what to do with the post-survey information, you may want to consider resetting and 
recompleting the treatment. This can be accomplished by using Part I and Part II of the 
post-survey as if it were the pre-survey, considering none of the questions have changed.  

 

 


