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DEDICATION
This study is dedicated to a belief in the value of lifelong learning and a respect
for those who overcome the challenges of full and challenging circumstances to return to
school to pursue their dreams. Adult education students are dedicated to improving their
lives and those of their families and children. They deserve the best educational
experience that our profession can offer them. My wish is that this study adds to the body
of knowledge that will support this goal.
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ABSTRACT
Adults bring a wealth of accumulated experience to a classroom, and studies have
shown that adult students benefit from relevant, student-centered practices that involve
them in their education. Assessment methods must be appropriate and offer time to act
upon the result. This study looked at the impact that clear learning objectives, timely
teacher feedback, and opportunity for student reflection would have on a student’s
understanding of their own progress towards class advancement in a class that did not
offer grades and could be repeated. A portfolio of student work was compiled to judge
student effort. Additional factors assessed included attendance, mindset, and attitude
toward the teacher and student role in the classroom. The study found that when students
are given a clear statement of course goals and feedback about their work through selfreflection and instructor communication, they have a solid understanding of their
academic progress. In addition, the instructor has sufficient evidence to make a
compatible decision. Students whose move-up decision matched the instructor’s tended
to have greater attendance and higher mindset motivation scores than those whose
decisions did not match the instructor’s.
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INTRODUCTION AND BACKGROUND
“Am I ready to move up?” When I hear this question from an adult student in
one of my classes at the end of a semester, I know that I have not offered that student
enough opportunity and support to be aware of their own academic progress in my class.
They have missed an opportunity to take charge of their progress and to work to ensure
their successful completion. Talking with colleagues, this is an issue common to other
teachers in my program, as well (L. Porfirio & M.J. Chmielewski, personal
communication, March 2018).
In the years that I have been working as an adult education, high school
equivalency instructor for Pima Community College (PCC) Adult Basic Education for
College and Career (ABECC) in Tucson, Arizona, the profession has evolved from an
open-entry/open-exit program that teaches reading, writing, and math with little
structured curriculum toward a rigorous career and college preparation program. The
accomplishment of a high school equivalency diploma is simply one step in the student’s
pathway toward economic self-sufficiency and career goal fulfillment. Science and social
studies topics are woven into reading, writing, and math classes contextualized to prepare
students for success in college credit courses, civic participation and the workforce.
PCC ABECC is part of the larger Pima Community College program which has
five campuses offering degrees and certificates for transfer or direct employment. Of its
roughly 40,000 students, about 5,800 attend the ABECC program where emphasis is on
basic academic skills to support student progress toward credit courses and degrees or
other career goals (PCC, 2017-2018).
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Tucson, Arizona is a community of 545,000 of which 15.2% of adults over age 25
do not have the equivalency of a high school diploma, and 24% live in poverty. The
larger metropolitan area has a population of approximately 1,000,000, accounting for the
bulk of Pima County, Arizona’s population. Pima County has a poverty level of 19%
(U.S. Census Bureau, 2018; Workforce Board, 2016).
Students in a typical ABECC class are diverse in cultural background, work
experience, education level and age. They have enrolled in ABECC because their
academic skill level or lack of a diploma have been a barrier to the attainment of their
goals, often returning after many years outside of an educational setting, though some
immigrant students may have academic degrees in their country of origin. Their ages
range from 17 to over 80 with 50% of students in the workforce age range of 25 to 44
years old, mean age of 36 and median age 34 (AAEDMS Table 2, 2019).
Our curriculum is flexible to build upon the experience, interests and goals of the
students who walk through our doors. We have a policy that allows students to progress
at their own pace and repeat classes as many times as they need. We do not have
summative assessments for advancement. Instead, we rely upon a national assessment
called the TABE (Test of Adult Basic Education) that is administered at intervals based
upon hours in the program, formative assessments, and a teacher’s informal evaluation of
each student.
Pima College ABECC works to empower our students in goal setting, study
habits and leadership skills, and yet I have realized that I have not given my students the
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tools they need to assess their own learning and progress in class. As we have improved
our program in so many ways, this aspect is still lacking.
This realization came when I returned to school to pursue a graduate degree in
science education. I came to appreciate clarity of assignments and the value of having a
defined rubric upon which to base my work and my projects. I noticed that with this
clarity and support, I was able to be an independent learner, checking my own progress
with the rubric and model and searching to fill the holes I felt I had based upon what was
being asked of me.
I want to build this structure into the PCC ABECC classes that I teach. Currently,
my teaching assignment includes a reading and writing class aimed at adults testing into
the program at an approximate 5th to 8th grade reading level, and a math class placement
of 5th to 9th grade for basic math and algebra. An empowered learner will be better
prepared for college and the workforce. With a clear and consistent method of conveying
classroom expectations to the student through course goals, rubrics, and teacher feedback,
a student can become empowered to take more charge of their assignments and learning.
They will not need to ask the teacher if they are ready to move to the next level but will
be more confident in their own knowledge of what they have learned, and what they still
need to work on.
This reflection led me to the decision to pursue a classroom research project that
asks: To what degree will student self-reflection using course learning goals, rubrics and
teacher feedback lead a student to a clear understanding of their own progress toward
course advancement? Secondary questions include:
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1. Will student and teacher reach the same conclusion?
2. Will students take action to improve their learning outcomes based upon what
they find?
CONCEPTUAL FRAMEWORK
Adult education as a field of study began in the United States in the 1920s. Adult
learning was compared to that of children, using similar testing and teaching practices.
Adults did not compare well. The testing methods did not take into consideration prior
experience nor the pressures of timed conditions. Comparisons led to generalizations that
young people had a greater capacity to learn. Further study has shown where adult
strengths prevail. Theories and models have arisen to help explain the difference and
guide adult education practices (Merriam, 2001).
Malcolm Knowles first applied the term andragogy, adult learning theory, from
Europe in 1968 to describe an approach to teaching that acknowledges the strengths of
adult learners in a learner-centered approach in contrast to the teacher-directed pedagogy
of children. In the theory, adults differ from children in several key factors. Adults tend to
be more internally motivated, they come to the classroom with a wealth of acquired
personal experience, they want their education to be relevant and applicable to their
current needs, and their level of maturity calls for the ability to be involved in directing
aspects of their education. The implications of these factors for instructors in today’s
adult education classrooms require that methods be used that engage the learner’s ability
for self-direction, show the direct application and relevance of the material and offer time
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for discovery and digestion of the material to change long held concepts (Knowles, 1972;
Merriam, 2001).
Adult education instructors are able to guide their students toward this goal
through promotion of critical reflection of ideas and assumptions. Reflection is a look
back at experience, and critical reflection is making an assumption about that experience
as one looks. A step further in this process is what has been described as critical
reflection of assumptions. This deeper look at the basis upon which assumptions are
made allows adults to judge the validity and logic of experience. When a person looks
closely and questions the assumptions that they have applied to their own learning, this
critical self-reflection of an assumption can lead to transformational learning in adults, a
change in self-perception. This growth allows a person to shift from acceptance of facts
and experience to independent thinking and action. It is a goal of adult education to assist
adults to become independent, self-actualized learners (Mezirow, 1998).
As people move from childhood to adulthood, they tend to progress along a
continuum of reflection and self-awareness. The philosophy of andragogy fosters
independence, while pedagogy has greater reliance upon teacher-led instruction. By
1980, Knowles had come to acknowledge a continuum of teaching and learning
approaches as his further research showed that there are aspects of pedagogy that serve
well for adults in some situations, just as there are aspects of the self-actualizing
andragogy that would serve children well in their move toward independence (as cited in
Merriam, 2001). With transformational learning a goal of adult education, teaching
methods that promote critical thinking and critical reflection of assumptions move adults
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along the natural progression from learners who accept concrete experience as it is
offered, to learners who look for relationships among abstract concepts, the underlying
opinions and assumptions (Mezirow, 1998).
In addition to studying how adults learn versus children, and the teaching
approaches of andragogy versus pedagogy, there is the ongoing search to define what to
teach and the effective way to contextualize it. Which teaching methods best serve the
adult learner? What must be taught and how? In an effort to surpass mere memorization
and process learning where the teacher is the input mechanism for information, education
has explored the outcomes-based approach where successful completion of content
learned is assessed by what a student can do with the information rather than what they
can recall or retell. There are different approaches to outcomes-based education. One way
is to focus on what must be taught to reach desired outcomes. In Australia there was a
move away from this approach toward a focus on what must be demonstrated by the
students at the end of the course. The student learning outcomes were expressed as endof-the-year performances. Assessment practices were shifted to reflect this change
(Donnelly, 2007).
Outcomes based education in the United States is expressed as standards-based
education for both kindergarten through twelfth grade and adult education. The focus of
standards is academic rather than process. Institutions and instructors consult agreed upon
standards to select what content to teach, but each judges how best to present the material
to their students (Donnelly, 2007). In adult education classrooms, this choice is based
upon the needs and motivating interests of their students. Course curriculum can find
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more than one way to reach proficiency in a standard. The implications for adult
education are to find methods that engage students in rigorous standards in ways that are
applicable to their lives in an immediate future and that empower them to become
partners in their learning assessment. Smithson recounts studies that have shown it is the
quality of the content offered students that is a greater predictor of student learning than
the method of instruction (Smithson, 2017). By selecting content from standards and
using methods of andragogy that promote student independence and self-motivation,
teachers will maximize their chance for success (Pew, 2007).
In order for students to become partners in their education, the selected standards
must be translated into clear student learning outcomes and communicated to students in
ways that they can act upon the information. Teachers need to provide students with a
clear pathway toward success. Feedback on student work must show both what is right
and what can be improved. Opportunity to act upon this feedback will offer students a
chance to grow and reflect. Student self-reflection as they undertake challenges will give
them opportunity to make decisions and judge their own work. These stages are part of
the developing independent learner. The teacher is a critical partner in this (Thomas &
Sondergeld, 2015).
One effective way to monitor learning in adult education situations is through the
collection of student work in portfolios. Student self-reflection and evaluation combined
with teacher written feedback and an opportunity to re-work assignments was proven
effective as a means to bring student understanding of progress and teacher evaluation in
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line. Students remarked that they liked being able to keep track of their progress. The
result was greater student satisfaction with their progress (Tubaishat & Lansari, 2013).
In addition, teachers and students need to find out if these efforts toward teaching
and learning have been successful. Is learning occurring? Have performance objectives
been met? The question is how to assess the progress. Traditional standardized timed
tests administered as summative or benchmark tests do not serve the adult education class
as a tool for learning. Merriam (2001) has shown that this genre of assessment does not
account for adult experience with testing, the technology medium, nor their ability to
perform without time pressure in real-world settings.
When assessments are administered with the intent of learning from them in an
ongoing process, they are termed formative assessments. Formative assessments are
tailored by the teacher to find answers about the effectiveness of the instruction and the
understanding of the students. They may be adapted for specific class dynamics or
circumstances. Responses may be gathered anonymously for collective feedback or
returned individually. In either case, the goal is to find out how students are progressing
toward the learning goals of instruction, and both teacher and students use the results to
adjust their process to improve the outcomes (Angelo & Cross, 1993).
In contrast to summative assessments, formative assessments are administered
throughout the course session and are designed to inform both the instructor and the
student of the effectiveness of their efforts. Results of assessments that are given at the
end of a term arrive too late to aid the learning of the student who took the exam. When
offered during the course of instruction with sufficient time allowed for useful feedback,
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additional instruction, and an opportunity to respond with corrective action, students and
teachers benefit from assessment as a learning tool. This feedback, reflection, and
response sequence can be extended to include not merely feedback after an assessment,
but during the preparation for the assessment or other assignment (Guskey, 2003).
In order for assessment to be effective as a learning tool, they need to be both
accessible and useful for students. If not, they will not be used. There needs to be followup, or the reflective use will not be reinforced with concrete feedback and chance for
additional learning and improvement. There needs to be opportunity for corrections to be
made and resubmitted. This requires that time be allocated during instruction. Building a
classroom routine of assessment, feedback, reflection and correction will foster student
habits and a classroom culture that strengthens the benefits and efficiency of this time
(Guskey, 2003).
One useful tool to provide a student an opportunity for self-reflection and
feedback is a rubric. A rubric is a clear statement of the objectives called for in an
assignment or assessment. A rubric models different levels of success, either for one or
more than one specific criteria required. This clearly outlined progression of expectation
allows the student to self-assess during the preparation period. Rubrics can clearly detail
what a target learning standard will look like. Instructors can aid a student to find their
current place on the continuum, and students can work to improve their standing, before
it is too late to improve. Adult students, with their level of maturity and internal
motivation to succeed, benefit from being involved in self-assessment and reflection that
rubrics supply (Barney, Khurum, Petersen, Unterkalmsteiner, & Jagangwe, 2012).
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In a study discussed by Alexander and Praeger (2009) conducted over several
years, the use of rubrics by students and teachers was correlated to success and
satisfaction in school academics. A higher use of rubrics correlated to greater academic
success and work satisfaction. However, a significant finding of the study was an unequal
comfort and familiarity working with rubrics among students going in to the study. Those
without experience with rubrics prior, did not use them and did not achieve the benefits.
Instruction in the use of rubrics is necessary to level the playing field. While the use of
the rubric was not found to be a requisite for success, their use was shown to enhance
student performance and student satisfaction when used.
It is important to take the time and diligence to develop a valid, consistent, and
fair rubric for assessing student work across courses and within classes. The first step
toward developing a valid rubric is to determine the standards that will be taught. Then
determine what good work will look like. Find a model or example of exemplary student
work. Discussion and collaboration among program participants will ensure consistency
and fairness (Allen & Knight, 2009). Rubrics are appropriate, effective organizers for
supporting student self-direction and empowerment. However, rubrics are not designed
for multiple choice types of assessments. They are appropriate for higher order thinking
and performance skills (Hawk, 2009).
Thomas and Sondergelt (2015) describe a study that looked at the impact of
feedback upon both teacher and student. Pre-service teachers were trained in effective
methods of offering feedback to middle school students engaged in a writing research
project. Feedback was used in a social context, building relationships to support student
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learning. Effective feedback was defined as being constructive in nature. It must clearly
define the learning goals, show steps the student needs to make in order to achieve
success, and offer an opportunity to take those steps. Data was collected and found that
the experience of offering feedback raised the confidence and performance of pre-service
teachers. Both student and teacher attitudes toward the feedback process was positive and
showed that both teachers and students found the feedback useful. A study by Barney et
al (2012) on a software engineering course showed similar results. Use of rubrics and
feedback in the course did not specifically correlate to greater student success. However,
it did correspond to greater student satisfaction with the outcome of the course.
Today’s adult education classes are diverse in age, culture, educational
background and work experience. Generational identities bring different relationships to
technology and the perceptions of teachers’ roles in the classroom (OCTAE, 2018). The
incorporation of rigorous content, clear student learning outcomes, student accessible
rubrics, and feedback mechanisms will work to strengthen student skills of critical selfreflection on their progress and assumptions. Use of student-centered andragogy
principals will take advantage of the intrinsically motivated adult and foster greater
independence in learning (Pew, 2007). The aim for transformational learning directs
teachers to foster opportunity for students to look at themselves and where they have
come from, and empower them to move forward (Mezirow, 1998).
METHODOLOGY
The focus of this study was to look at students’ understanding of their own class
progress at the end of a nine-week semester, and the degree to which clear learning
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objectives, teacher feedback, and student reflection would have an impact on that
understanding. A secondary focus addressed the question of whether the instructor would
reach the same move-up conclusion as the student based upon the evidence provided
during the session. The research methodology for this project received an exemption by
Montana State University’s Institutional Review Board and compliance for working with
human subjects was maintained (Appendix A).
In order to address this focus question, I conducted the study over two, full, 9week session terms and included both my Reading Writing 060 and Math 060 classes for
a total of four class groups. Mastery of course subject material at the 060 course level
would lead to student move-up progression to the Math 070 or Reading Writing 070
course level the following term along the academic pathway for Pima Community
College Adult Basic Education for College and Career (Pima College ABECC) (Figure
1). The classes were free, did not offer academic credit or grades, and could be repeated.
All classes received the focus treatment. Students who attended at least 20% of the
session, completed pre-survey information and submitted post survey information were
included as study participants in the final analysis. To distinguish between the classes and
sessions, the designations Fall Session, Winter Session, Fall RW, Fall Math, Winter RW
and Winter Math were used in analysis.
Progression
Goal
 Initial placement in
050, 060 or 070 level
course determined by
initial assessment

The Pathway to move up
GED Testing
PCC Credit Coursework
Other
ASE* 070 Math
ASE 070 Reading/Writing
ASE 070 Math Bridge

Steps in the ABECC Pathway
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 Progression determined
by coursework mastery

First Step

ABE* 060 Math
ABE 060 Reading/Writing
ABE 050 Math
ABE 050 Reading/Writing
Orientation and
Placement Assessment

Figure 1. Pathway of course progression for student Move-up with gain in academic
skills and confidence. (*ABE – Adult Basic Education, ASE – Adult Secondary
Education.)
The treatment methodology for this project involved three major instructional
components: clear learning objectives, timely teacher feedback, and opportunity for
student reflection. I drew upon treatment methods and tools that are standard practice
methods promoted within our program at Pima College ABECC. However, I chose to
implement them in an intentional, transparent manner with the aim to empower students
to become aware of their own progress. Treatment placed emphasis upon increasing
student awareness of the information that these resources provide through targeted use of
formative assessment, directed feedback and focused student reflection.
Instruments used to gather data for analysis of this treatment included a Student
Resource Binder where resources and student work were collected for reflection and
tabulation purposes; pre and post assessment surveys for student mindset and placement
opinions; formative assessments for gathering feedback and reflection comments;
reflection templates for student self-reflection on work and use of strategic learning tools;

14
feedback templates for instructor comments on student work; and end-session reflection
questions for student reflection and comment. In addition, a Teacher Move-up Survey
conducted Summer 2019, Fall session 2018 and Winter 2019 in 26 non-treatment classes
at Pima College ABECC provided an opportunity to compare the treatment class moveup correlation to that of non-treatment classes.
Several tactics were used to facilitate the communication of clear learning
objectives. At the beginning of the session, students were given both a course syllabus
with course learning outcomes and a summary of move-up criteria considerations. These
were reviewed periodically during the session to discuss the relevance of class lessons to
listed outcomes. The concept of a class Learning and Reflection Cycle was designed to
illustrate for students the process in class of first having a learning goal, then working to
gain the skills, show-what-you-know, get feedback, reflect upon learning and continuing
to improve and set new goals (Appendix B). Each day, class goals were written on the
board and students were encouraged to copy these onto personal class calendars.
Assignments were written for handout or on the board for photo or notes. Verbal as well
as written feedback was given in class as students worked. Written feedback was given
on assignments turned in to let students know if objectives were being met. Formative
assessments took several formats, but those titled Show-Me were specifically targeted to
enable students to show what they were learning (Appendix C).
Throughout the session, students collected instructional materials, explanations,
work completed, feedback and reflections in a three-ring Student Resource Binder for
reference and evaluation. This included the syllabus, Move-Up Criteria, their calendar,
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diagrams of the Class Learning and Reflection Cycle; explanations of course practices,
skills, and assignments; rubrics for self-assessment and reflection; as well as completed
work with feedback, re-worked assignments and their reflections. Students were
encouraged to leave the binder at school, but copies of instructional materials were
available to take home. Material in this binder was referenced frequently for instruction,
reflection and review. At the end of the session, I assessed the binder to gather
information about student participation and autonomy. I gave each student three scores: 1
or 0 denoted the presence or absence of the class resource material; a number count
registered the presence of work submitted, and a second number count registered the
presence of reflections. The counts for work submitted and reflections were combined
and converted to a percent value titled Assignments and Reflections. The Assignments
and Reflections value was correlated with attendance and move-up decision information
to look for patterns (Appendix D ).
The Move-Up Criteria is a discussion of what the instructor is looking for and
what the student can do to show their progress and readiness to move-up. It aligns with
the course learning outcomes. Not every topic on the syllabus or in the Move Up Criteria
is able to be covered each session, and that is taken into consideration when determining
a student’s readiness to move to the next level at the end of the session (Appendix E).
Formative assessments took several formats and were offered each day. Some
were for immediate review by peers and teacher, others were to be turned in to offer or
receive feedback. These assessments were used to inform both students and teacher about
the progress of lessons and learning. Exit tickets at the end of the day collected comments
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and questions. Show-me papers gave an opportunity to perform. Some formative
assessments were designed before the lesson, while others were offered to students onthe-spot to check for understanding. When appropriate, I summarized the feedback given
to inform the class of their collective voice. One style of formative assessment
opportunity was titled the Show Me paper so that a student would have an opportunity to
demonstrate their mastery of a learning objective. These were given individual instructor
feedback using a Feedback Form for consistent criteria appropriate to the assignment.
The Show Me work was counted with the in class and homework assignments as part of
work turned in (Appendix F).
Written feedback was given using a form designed for general or specific lesson
use. This offered students consistency of comment types and clarity for the achievement
of learning goals. The feedback was stapled to student work that had been turned in.
Flexibility allowed that comments could also be written on student work for clarification
and demonstration (Appendix G).
Time for student reflection on work and progress was included each week. At
times this was included in the formative assessment process as an Exit Ticket or was an
informal discussion with peers or the instructor. At others it followed a prescribed
process of description, evaluation and goal setting. These reflections informed the student
about their own progress and framed their next steps. Reflection papers were counted and
used as a measure of participation and autonomy. They were also analyzed for comments
to illustrate student attitude toward their learning and the process (Appendix H).
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Rubrics for math, reading and writing learning objectives were available to
support student work and reflection. Rubric rankings ranged from zero to three with a
zero signifying an unacceptable performance or no answer. The rank of three was given
to work successful in all objectives. Intermediate rankings of one and two showed
increasing demonstration of applicable skills. If appropriate, an assignment-specific
rubric guided students with expectations for performance. Students used these to rank
their own performance in one-on-one discussions with the instructor, with a classmate or
on their own. The rubric reflections were counted as part of the Student Resource Binder
reflection count (Appendix I ).
An End-of-Session Fall and End-of-Session Winter reflection survey was made
available to all students to collect comments on study components. The components
chosen were pictured. The survey was voluntary, and students were told that they did not
need to answer all of the questions. Comments were used for informing analysis
(Appendix J).
Two factors that were considered to have a possible impact upon a student’s
understanding of their personal progress in class within the time frame of the study were
student incoming academic level and class enrollment history. To determine incoming
academic level, student scores for the State of Arizona required Test of Adult Basic
Education (TABE) and course enrollment history were recorded. Enrollment history
revealed if a student was new to the class or had attended this class level previously. For
all students, Fall 2018 was the first session where I was the instructor for the level. Due
to changes in the TABE assessment version being utilized for testing during this period,
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and initial class placements based upon the different versions, TABE assessment scores
and past enrollment history were not utilized for final evaluation in this report.
Mindset is an additional factor that had the possibility to affect a student’s
readiness to participate in the treatment and engage in the reflection. To assess this, two
surveys were offered the first attendance day of the course and again at the course end:
The Mindset Motivation Scales by Blackwell, Trzesniewski and Dweck (2007) and the
Survey of Attitude and Perspective.
The Mindset Motivation Scales collected information about a student’s views on the
nature of intelligence and the ability of a person to affect their learning, This Likert Style
survey has been demonstrated to have reliable predictive value (Blackwell et. al 2007)
(Table 1). It included statement sets on Theory of Intelligence, Learning Goals, Effort
Beliefs and two categories of Resiliency, Mastery-Oriented Attributes and Positive
Strategies. There were six response choices for each statement. For Theory of
Intelligence, Learning Goals, and Effort Beliefs the choices ranged from Strongly
Disagree with a value of 1 to Agree Strongly with a value of 6 and intermediate choices
of 2, 3, 4, and 5. For Resiliency, the response choices were framed as Very True with a
value of 1 to Not at all true with a value of 6 and intermediate choices of 2, 3, 4, and 5.
The survey was identical pre and post. Scoring instructions directed that statements be
analyzed for direct and reverse scoring so that a higher score indicated a more positive
mindset value. Mindset Motivation Scale pre and post tests were analyzed using a
Wilcoxon Signed-Rank test to see if any shift in thinking had occurred during the course
of the session. Post test results were paired with a student’s end-of-session progress
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Table 1
Student Mindset Surveys – Motivation Scales as reported by Blackwell, Trzesniewski,
& Dweck, 2007
Theory of Intelligence (Dweck, 1999 )
Scale: Sample 1 (N= 373): α = .78; mean = 4.45, std. deviation = .965
Sample 2 (N=99): α = .78; mean = 4.47, std. deviation = .97
Learning Goals (* Midgley et al, 1998 PALS)
Scale: Sample 1 (N= 373): α = .73; mean = 4.41, std. deviation = 1.09
Sample 2 (N=99): α = .77; mean = 4.38, std. deviation = 1.20
Effort Beliefs (Blackwell, 2002; Blackwell et al., 2007)
Scale: Sample 1 (N= 373): α = .79; mean = 4.66, std. deviation = .89
Sample 2 (N=99): α = .60; mean = 4.62, std. deviation = .79
Resiliency: Helpless vs. Mastery-Oriented Responses to Failure
(Blackwell, 2002; Blackwell et al. 2007)
Mastery-Oriented (vs. Helpless) Attributions
Scale: Sample 1 (N= 373): α = .76; mean = 4.82, std. deviation = 1.18
Sample 2 (N=99): α = .72; mean = 4.76, std. deviation = 1.12
Positive (vs. Negative) Strategies
Scale: Sample 1 (N= 373): α = .84; mean = 5.19, std. deviation = 1.15
Sample 2 (N=99): α = .63; mean = 5.26, std. deviation = .82
decision, Match or Mismatch, and analyzed for each category using Wilcoxon RankSum test for correlation significance to determine if there was a relationship between a
student’s mindset about intelligence and learning and their understanding of their course
progress. In addition, student treatment group mean scores were compared to mean scores
established by the Blackwell, et al (2007) Mindset Motivation Scale study. Both full Fall
Session and Winter session groups and the Match and Mismatch groups were compared
to the established means using ANOVA Two-Factor without replication parametric tests
(Appendix K).
The Survey of Attitude and Perspective pre and post surveys were used to
determine student opinions about their initial and final course placement and to gain
information about their views on the role of the student and teacher in classroom
learning. There were four answer choices for each statement. The choices were Strongly
Agree, Agree, Disagree and Strongly Disagree. The pre survey version asked about the
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student’s comfort with their initial class placement level (Appendix L). The post survey
asked about their move-up opinion (Appendix M). The statements which related to the
student’s pre- and post-placement opinions were paired with the move-up decision of the
teacher and assigned a Match or Mismatch designation, depending upon whether the
student decision matched the teacher decision or did not match. The Match and
Mismatch designation was used subsequently to assess factors that would potentially
define similarities or differences in the two student groups. Additional statements in the
Survey of Attitude and Perspective assessed a student’s opinions about the role of student
and teacher in the learning process. These were assessed for correlation with move-up
decisions using Wilcoxon Rank-Sum test and change from pre to post survey using
Wilcoxon Signed-Rank test.
A third survey, Tools for Learning Inventory, was administered as a mid-session
reflection on study habits and use of course tools. It was designed to increase students’
awareness of the resources at their disposal for independent learning and effective study
habits. Students were asked to reflect on their usage at home, at school and the usefulness
of each strategy with a ranking from one to three. Initially this tool was intended to be
administered more than one time as a data gathering tool, but the complexity of the
instrument required changes to the procedure. It was less useful as a data gathering tool
and more useful as an opportunity for student reflection and a formative assessment for
me related to student awareness and comfort with learning strategies and tools (Appendix
N).
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To be able to determine if students were making changes in their use of study
habits and course tools, The Tools for Learning Post-Survey was developed to gather a
student’s self-assessment of their change in strategy usage over the course of the session
and was administered the last week of each session. Choices were MORE Than Before,
the SAME as Before and LESS than Before. I assigned a score of 3, 2 or 1 respectively,
and these scores were correlated to Assignment and Reflection scores, and student’s
move-up understanding. Statements were grouped into three categories according to
study tools that were appropriate to any course topic, Action General, such as note-taking
and study habits, tools that were more appropriate for either Math or Reading and
Writing (Action Subject), and statements related to the use of feedback (Feedback).
These categories were analyzed for Fall Session and Winter Session using a Chi Square
Test against a theoretical even distribution of responses for MORE than before, The
SAME as before and LESS than before to assess if student responses reported increased
use of tools for learning. Action General, Action Subject and Feedback were also
assessed relative to the move up decision groups of Match and Mismatch using ANOVA
parametric tests and Wilcoxon Rank-Sum tests. (Appendix O).
To address the study’s secondary question of whether the teacher and student
decision would match, teacher move-up decisions were recorded on the Instructor MoveUp Roster. These decisions were given a score of 5 move-up, 4 move-up but…, 2 stay
but… and 1 definitely stay. The number 3 choice had initially been a neutral choice
which was eliminated in second session formats. These scores were matched with
Classroom Progress Post Survey opinions and students were assigned a Match or
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Mismatch label used in analysis. They were matched with Reflection and Feedback
comments for explanation (Appendix P).
Treatment class results for the secondary question relating student and teacher
move-up decisions were compared to a three session Teacher Move-Up Survey
conducted with comparable non-treatment classes at Pima College Adult Basic Education
for College and Career (ABECC). This Student Teacher Move-up Survey contains
teacher/student correlated move up decisions for fourteen classes held summer 2018,
seven classes held Fall 2018 and five classes held Winter 2019. This survey consisted of
an Instructor Move-up Roster and a Student Move-up Survey. Initially there were 5
answer choices, but it was adapted to remove the neutral option. This survey’s question
relating to student move-up opinion was the same as in the Survey of Attitude and
Perspective, with four answer choices for each question. The choices were Strongly
Agree, Agree, Disagree and Strongly Disagree. The Teacher Student Move-Up Study
results were compared to this treatment study’s results using percentages for Match and
Mismatch student/teacher pairings (Appendix Q).
A summary of the data collection instruments described in this Methodology
section and their relationship to the primary and secondary Focus Questions of this
classroom research project are outlined in Table 2. Instruments listed as Direct served as
a direct answer to the question posed. Instruments listed as Reflection offered comments
and reflection opportunities about the focus question. Instruments listed as Correlation
were evaluated for patterns and correlation with focus question outcomes.
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Table 2
Focus Question Data Triangulation
Focus Question
Direct
To what degree will
Survey of Attitude
student self-reflection
and Perspective
using course learning
goals, rubrics and
teacher feedback lead a
student to a clear
understanding of their
own progress toward
course advancement?
Will student and
teacher reach the same
conclusion?

Instructor end-of course student
placement
decisions
Survey of Attitude
and Perspective

Will students take
action to improve their
learning outcomes
based upon what they
find through the
feedback and reflection
process?

Tools for Learning
Post Survey

Reflection
Formative
assessment
comments

Correlation
Mindset
Motivation Scales
pre and post

Reflection
comments

Survey of Attitude
and Perspective
Attendance record

Formative
assessment
comments

Assignments and
Reflections

Reflection
Comments

Reflections
analyzed for
comments

Instructor
reflection

Teacher Move-Up
Survey

Student comments Mindset Scales
and reflection
pre and post
Instructor
reflection

Assignments and
Reflections

Tools for
Learning
Inventory
reflection
DATA AND ANALYSIS

There were 66 students who passed my classroom doorway during the two study
sessions. Of these, 61% qualified as study participants by their attendance of greater than
20% and completion of both pre and post material for at least one course (N=40). Fortyfive percent of these study participants attended more than one course, 16% during the
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fall, 8% during the winter, and 28% continued from fall to winter in one subject area
(n=25 students Fall, n=24 students Winter, n=59 total class seats). The ages in the study
group ranged from 16 to 68 years old, with a mean age of 37 and a median age of 36.5.
Fifty-eight percent were in the workforce age range of 25 to 44 years old. Responses to
the Survey of Attitude and Perspective pre-survey indicated that 97% of Fall students and
100% of Winter students were content with their initial class level placement. Fall
responses showed 45% Strongly Agree, 52% Agree, 3% Disagree and 0% Strongly
Disagree (n=31). Winter responses indicated 28% Strongly Agree and 72% Agree (n=25)
(Figure 2). The Survey of Attitude and Perspective and other data collection instruments
are located in Appendices L through Q.

Figure 2. Student agreement with initial class placement, (Fall n=31, Winter n=25).
Teacher and student move-up results were collected for two Fall Session
treatment classes and two Winter Session treatment classes. The teacher and student
move-up Match and Mismatch results for Fall Session and Winter Session treatment
classes showed that Fall RW had 78% Match, Fall Math had 70% Match, for a combined
Fall Session Move-up result of 74% Teacher-student agreement (n=31). Winter RW
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resulted in a 77% Match and Winter Math a 73% Match for a combined Match of 75%,
(n=28).
The larger Teacher Student Move-Up Survey collected results from twelve
summer session non-treatment classes, seven Fall Session non-treatment classes and five
Winter Session non-treatment classes. Summer Session, 2018, showed an overall Match
of 55% (n=12 classes, n=94 students). Two non-treatment classes that I taught
participated during the summer and achieved a Match of 43% and 42% for a combined
42% Match (n=19). During Fall 2018, the seven non-treatment classes achieved a mean
Match of 54% (n=48). During Winter 2019, the five non-treatment classes achieved a
mean Match of 75% (n=44). Overall, 24 non-treatment classes participated with an
overall mean Match of 60% (N=185) (Figure 3).

Figure 3. Teacher Move-Up Survey match percentage: non-treatment vs instructor and
yreatment classes, (Non-treatment: Summer n=75, Fall n= 48, Winter n=44; Instructor
Summer n=19, Treatment Fall n=31, Winter n=28).
Survey questions in the Mindset Motivation Scales pre and post surveys measured
student beliefs around Theory of Intelligence, Learning Goals, Effort Beliefs, Resiliency
Mastery-Oriented Attributes and Resiliency Positive Strategies. Comparison of pre and

26
post surveys for each category in both Fall Session and Winter Session showed only one
statement set with resultant probability factor below 0.05, sufficient to consider rejection
of the null of no difference: Winter Session Theory of Intelligence, p=0.04. The other
nine Fall and Winter session pre-post statement sets had probability factors ranging from
p=0.35 to 0.95 and showed no significant change in attitude during the time frame of a
class session. In addition, Mean Fall and Winter Session Mindset Motivation Scale post
survey responses were judged against the Mindset Motivation Scales mean standards
established by Blackwell, Trzesniewski & Dweck (2007). The probability factor of 0.23
did not offer sufficient evidence to reject the null hypothesis of no difference between the
treatment student population and the Blackwell, et al (2007) Mindset Motivation Scales
study mean findings.
Student Mindset Motivation Scales scores were paired with corresponding
Student Move-up Match and Mismatch categories. When mean scores were compared
with Mindset Scale scores, in no case did the Match nor Mismatch group mean scores
show a significant deviation from the Motivation Scale score standardized mean
established for the Scale. In addition, comparison of the Match and Mismatch mean
scores and Mindset Scale established mean scores resulted in a probability value of
p=0.01, indicating that the statement sets did trend differently, while a probability of
p=0.13 showed that the three group means, Mindset Scale, Match and Mismatch, trended
in the same directions (Figure 4).
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Figure 4. Mismatch and Match Move-up groups compared with Mindset Motivation
Scales study mean, (Mismatch n=15, Match n=40).
Though no significant difference was evident between Mindset Scale study means
and the Match and Mismatch groups, when the two groups’ mean scores were compared
against each other for all five categories of the Mindset Motivation Scale for each of the
Fall Session, Winter Session and full study period, the results showed a significant
probability of difference between the Match and Mismatch groups. Probabilities of 0.03
for Fall, 0.11 for Winter, and 0.01 for full study term comparisons show that for the Fall
Session and the full study period, probability allows the conclusion that there is a
difference between the mindset of the Mismatch and Match groups. Winter session did
not show significant probability to reject the null of no difference between the two
groups. However, in all three cases, the Mindset score for each category was lower in
Mismatch than in the comparable Match category. Match and Mismatch scores for
Mindset Motivation scales were also compared to each other in each of the five
categories separately. With a range of probability factors from 0.44 to 0.87, in no case did
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Match significantly differ from Mismatch for a category when compared separately
(Figure 5).

Figure 5. Mismatch compared to Match Move-up groups for Mindset Motivation Survey
Topics, (Mismatch n=15, Match n=40).
Assignments and Reflections values were compared for Match and Mismatch. A
probability factor of 0.09, does not give sufficient evidence to deny the null hypothesis of
no difference for Match and Mismatch groups in the number of homework and reflection
assignments turned in. Likewise, when Match and Mismatch group mean Assignments
and Reflections were compared, the p value of .19 did not allow rejection of the null, no
significant difference between Assignments and Reflections for the two student move-up
decision groups. Comparing the Assignments and Reflections value to a student’s
attendance percentage showed a trend of increasing Assignments with increasing
attendance. However, there is wide variation between amount of work turned in and
attendance in class. Linear regression (R2) values calculated for each group show that
30% of the variation in assignments for the Match group and 20% of this variation for the
Mismatch group can be explained by attendance (Figure 6).
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R2=0.3
R2=0.2

Figure 6. Assignments and attendance compared for Mismatch and Match Move-up
groups, (n=58)
Attendance for each student as a percentage of total possible was compared for
Match and Mismatch groups both Fall Session and Winter Session and received a
probability factor of p=0.034 This allows us to reject the null of no difference. Visual
comparison of the histogram of the two groups shows a lower mean attendance
percentage for the Mismatch group in each treatment class (Figure 7).

Figure 7. Mismatch compared to Match Move-up groups for mean class Attendance,
(n=59).
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To check the question of whether a student changed their study or learning tool
habits during the session, the results of the Tools for Learning Post-Survey were
evaluated for the three categories of Action General, Action Subject and Feedback. The
resulting probability factors were below the p=0.05 threshold in all of the categories for
both Fall Session and Winter Session except one, which registered p=0.07, Fall RW for
Action Subject. The low probability allows rejection of the null hypothesis of no
difference for all categories but one. Observation of results shows the direction of
difference. Overall, 68% responded with, “ I use this strategy: MORE than before,” 16%
responded the SAME as Before, and 16% stated LESS than before. For the survey
statement, “I use the teacher written feedback to improve my work,” 73% of Winter
session participants responded MORE than before, 23% responded the SAME as before
and 4% responded LESS than before. For the survey statement, “I consult the course and
lesson rubrics when I do my work, “ 24% responded MORE than before, 57% responded
the SAME as before, and 19% responded LESS than before (n=22) (Figures 8 & 9).
Table 3 shows responses for selected statements.
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Figure 8. Use of Tool Survey responses Fall session, (n=24).

Figure 9. Use of Tool Survey responses Winter session, (n=22).
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Table 3
Tools for Learning Post-Survey: Select responses compared for Fall Session and Winter
Session
Fall
Winter
Statement and Response type:
Session Session
n=24
n=22
I consult the course and lesson rubrics when I do my work.
More than Before 54%

24%

The SAME as before 29%

57%

Less than Before 17%

19%

I use the teacher written feedback to improve my work.
More than Before 61%

73%

The SAME as before 30%

23%

Less than Before 9%

4%

More than Before 54%

55%

The SAME as before 29%

32%

Less than Before 17%

13%

I stay organized with notebook and folders

I reflect on my work and set performance goals to improve
More than Before 59%

59%

The SAME as before 33%

32%

Less than Before 8%

9%

The Tools for Learning Post-Survey was then used to compare the two Move-Up
student groups, Mismatch and Match for fall and winter in each Tools for Learning
category. There were no probability factors below 0.05 for Fall session which does not
allow for rejection of the null assumption of no difference between the two move-up
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groups for Fall Session. Winter session p values of 0.02 for the Action General category
and 0.01 for the Feedback category allow for possible rejection of the null hypothesis of
no difference between the two student groups. Observation shows that Mismatch
responded to the Action General category statements with a mean response of 2.5 in the
possible range of responses 1 to 3. For the same statements, Match mean responses were
2.1. For statements relating to use of Feedback, this trend was reversed. Mismatch
response mean was 2.1 and Match response mean was 2.8 (Figure 10 & 11).

Match Fall

Mismatch Fall

Feedback
Action subject
Action General
1.0
1.0 = Use Less

1.5

2.0

2.0 =Use the Same

2.5

3.0

3.0=Use More

Figure 10. Use of Tools for Learning, Fall session Match and Mismatch compared using
mean score values for MORE than before, The SAME as before and LESS than before,
(n=30).
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Figure 11. Use of Tools for Learning, Winter Session Match and Mismatch compared
using mean score values for MORE than before, The SAME as before and LESS than
before, (n=30).
The students’ attitude toward the role of teacher and student in learning was
gathered using the Survey of Attitude and Perspective. Attitude was analyzed to look at
the students’ responses at the time of the move-up decision and for possible change in
attitude during the course of the session. Survey categories of Teacher Role in Learning
and Student Role in Learning were compared. The probability factor of p=1.6e-07 allows
the assumption that there is a significant difference in student perception of the role of the
teacher and the role of the student in learning. Student Role in Learning mean score
values were higher than those for Teacher Role in Learning. When Match and Mismatch
groups were analyzed for their responses to the same categories, the probability factor of
p=0.49 for Teacher Role in Learning and p=0.34 for Student Role in Learning did not
allow rejection of the null hypothesis of no difference between the two student move-up
groups.
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Paired responses of pre and post survey responses to both the Teacher Role in
Learning and the Student Role in Learning categories were analyzed. The results showed
a significant shift in responses for the Teacher Role in Learning with p=0.01. Observation
shows the shift toward a lower value. No significant shift in Student Role in Learning
was realized with p=0.32, though observation and analysis of the mean score values
shows a decline in response values for the Student Role in Learning with p=0.02.
INTERPRETATION AND CONCLUSION
The goal of this Capstone classroom research project was to empower adult
students with knowledge of their academic progress and their readiness for course
advancement. Findings point to the achievement of this goal. Students were offered a
way to be involved in their education with a clear view of what was expected and how
they could demonstrate what they were accomplishing. The treatment methods employed
also gave the instructor enough information to appropriately assess a student’s readiness
to move to the next class level.
Adult education theory as explained by Knowles (1972) and expounded upon by
Merriam (2001) and Mezirow (1998) points to the need for adults to be involved in
directing aspects of their education. By providing students an opportunity to be partners
in their educational process, they gain experience in independent thinking and action.
Though a student’s decision for course move-up or retention is not listed in academic
standards or course curriculums, by empowering students with the tools to make the
decision with confidence themselves, it increases their capacity to partner in other aspects
of their education and career goals.
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Evidence for the achievement of this goal was shown in three direct ways. First,
the teacher-student agreement about move-up decisions rose from a 42% Match prior to
the study to a 75% Match during the two study treatment sessions. Second, experience
showed me the difference in attitude in the classroom around move-up time. I did not
have the questions during the Fall and Winter Semester asking, “Do I move up?” Instead,
students would say to me, “I think I’m ready. I’ve got what we are doing.” Or, as a
student was leaving early one day, “Don’t worry. I am planning on repeating this level
next session. I was gone too much, and there is more I need to learn from you.”
Third, I felt confident to make a move-up decision for each student and to hold an
informative discussion with each about their progress in class. There were students whose
own move-up decision did not match my own. In some cases, their decision was with the
full knowledge that I would have reason to think differently. “I know that I did not get
everything we are doing, and I maybe should stay to repeat, but I am moving soon, and I
really want to try the other level, even if it is hard. I think I can do it.” Informed decisions
could be made.
Feedback and reflection were central to the process. As has been expressed by
Sondergeld (2015), in order to support the development of an independent learner,
students must be offered feedback on their work in ways that show them what is right and
how it can be improved. They need opportunity to make decisions and judge their own
work. Information during this study went both ways, from teacher to student and from
student to teacher. Students got the habit of both receiving and offering feedback. They
grew to expect the opportunity and the time to accomplish it. It is not something that
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would take place without intentional time set aside. It cannot be rushed. Commenting on
feedback, one student reported, “I saw teacher reviewed my work, and I like it because I
know she cares. Sometimes teachers don’t have time to review, but in this case, teacher
does it.” Another said, “What’s really encouraging is when the teacher gives us feedback
on our work. It’s really helpful.” Students saw changes in their own work that they were
proud of. They gained insights into their progress and needs. During one reflection
reviewing work collected in the binder, a student proudly held up a paper and explained
to the class, “It looks more organized and clear. When I make equations and I see graphs,
I understand better. I didn’t used to do this. Now I do. I am proud of what I see.”
Study data found that the students who ended up in the Match category and those
in the Mismatch categories did not differ greatly, but there were some items to consider.
One difference showed up in attendance. The trend was for Mismatch students to have
had lower attendance than Match, though not in all cases. Was their move-up decision
made with less information and so did not match the teacher decision? Or was their
absence caused by pressures that encouraged them to move themselves forward before a
teacher would say they were ready? Did their absence and lack of time mean that they
had not had the opportunity to show me what they could do? I think it is not necessary for
me to know this answer. In any case, this study demonstrated the fact that providing
move-up information during the session meant that the discussion between student and
teacher was not one of frustration, but of sharing of information and priorities so that a
final move-up decision could be made.
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A second trend for Match and Mismatch difference was in mindset and attitudes
toward learning. I found it confirming to learn from the Mindset Motivation Scale data
that my students do not differ from population norms in their attitudes toward learning
and positive strategies. There have been pathways in their lives that have brought them to
our program, and their perseverance and determination will get them to where they need
to go. However, Mismatch students consistently had lower scores than Match students in
each of the five Motivation Scale categories. This would be an interesting area for further
study. The Mismatch group was smaller, and would be more greatly affected by outliers,
so further study would be necessary to come to a stronger conclusion about this perceived
difference. The difficulty that some students had with the pre and post survey process
could have been a factor. Mindset is a topic that we do discuss in our courses, and this
difference highlights the value of helping students become aware of their thinking and
growth.
The binder was a wonderful tool to help with the informed student outcome. It
collected resource material and student work in one place for reflection and study. It
helped some students with organization skills. This binder had many of the benefits of a
student portfolio which, as Tubaishat and Lansari (2013) pointed out, is an effective way
to monitor learning in adult education. It also results in greater student satisfaction as
they see and reflect upon their progress. One drawback of the study was the need to keep
the binders in the classroom in order to keep artifacts for the study available to me, the
researcher. I feared that if I let the binder go home, it would not always come back. In the
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future, the binder will be a greater resource for students when they can take it back and
forth from home.
Students did not gain the habit of using a rubric. Either I did not take enough time
for direct instruction in their use, they were more complex than students wanted to spend
time with, or they felt they did not need them. This is a task for the future. Clear lesson
expectations and feedback served the purpose for students in this study.
One complex task that made the study difficult was distributing and collecting
several pre and post survey instruments. Students tackled them earnestly the first time.
But repeating the process for different classes, pre and post, for two sessions grew
frustrating for some, tedious for others. Inconsistent attendance meant that I was not able
to do the entire class on one day pre and one day post. It takes experience, time and
reading skills to be able to truthfully fill out a Likert style survey or reflection. Simpler
instruments would have aided this process.
A secondary focus of the study was directed at the question of whether students
would take action toward their learning. For this we looked at assignments, learning
strategies and tools use as well as the student attitude toward the role of the teacher and
student in the learning process. The binders encouraged many students to turn work in
because they saw others comparing and reflecting on what they had done. Responses to
the Tools for Learning post survey indicated that 68% felt they had increased their use of
strategies and tools while only 16% had used them less. Because learning is ongoing,
further study would indicate if “the Same as before” was still a positive indication of
learning as they continue to use what they have gained previously. One explanation for a
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comment of “LESS than before” was, “I marked ‘LESS than before’ because I missed a
lot of this session,” which indicated a level of reflection and understanding of their
progress. Several simple student comments illustrate: “Everything is okay for me. I
learned a lot with your strategies.” “I try to use the strategies we learn in class.” Results
related to the student views on the role of the teacher and student in learning showed a
reduction in the score related to teacher responsibility. This could signify that students
were taking more of the responsibility for learning upon themselves.
One student comment was, “These are tried and true strategies. It is up to us (the
individual) to motivate ourselves, but you guys do a good job of holding us accountable.”
To best serve our students, adult educators must take advantage of every opportunity to
engage and empower our adult learners. Self-discovery, personal change and growth take
time and intentional effort.
VALUE
I feel that there were many valuable outcomes from this study, for students, for
the instructor and for others. Students benefited through increased confidence and selfknowledge of their progress and placement. They gained experience with self-reflection
and the use of feedback to direct their own learning and to communicate their feelings
and questions with their instructor. As an instructor, I benefited from this study, and I
believe that some of my colleagues gained from being involved in the Teacher Student
Move-up Survey and from hearing and watching my struggles and successes.
Students are the reason I teach. I feel pressure to make sure that what I am
offering them will support them toward their academic and career goals. I gained an
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increased respect for the power of reflection and feedback to both inform me about
student attitude and learning to shape my next steps in instruction, and to inform students
of their progress and next steps for learning. I know that both feedback and self-reflection
have been important in my own academic career, but I feel like I found a way to bring it
to my classroom in an appropriate manner that I will be able to grow and improve upon.
I will continue to use the student binder to disseminate resources and collect student
work. I will continue to improve my clear instruction and work to offer a chance for
reflection every day, and deeper reflection every week or two. This will help when there
is poor student attendance because I will know what has been learned while they are in
class. I also gained an appreciation for data and the evidence that shows the effectiveness
of what I am trying to accomplish. Whether I am working to help students understand
fractions or the organization of a good paragraph, I want to see their work. Show me.
Every day.
Just as I need evidence, students benefit from evidence of their progress and
clarity of instruction and direction. This enables them to prioritize and persevere. My
goal is to empower students to realize the valuable role they play in their own education.
In their busy lives, that is a valuable appreciation for them to gain. It is the edge they
require to succeed in their career and college goals.
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APPENDIX A
IRB APPROVAL
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APPENDIX B
CLASS LEARNING AND REFLECTION CYCLE GRAPHIC ILLUSTRATION
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APPENDIX C
EXAMPLES OF SHOW ME OPPORTUNITY
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Example 1 Math 060 Fall Show Me opportunity

Example 2: Reading Writing 060 Winter Show Me assessment assignment
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APPENDIX D
STUDENT RESOURCE BINDER
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APPENDIX E
MOVE-UP CRITERIA EXAMPLE
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APPENDIX F
EXAMPLES OF FORMATIVE ASSESSMENTS
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Example 1 Exit Ticket - Formative assessment: formatted for half page handout
Quick reflection
What are three things you learned in this exercise?
What is something that was difficult?
What question do you still have?

Example 2:Skills Check - Formative assessment formatted for half page handout
Skills Check - Conversions
work.

Pick one. Set it up, and show your

1. Hector is ordering supplies for his company. Adding up everyone’s orders, he finds
he needs to order 1,243 new staplers. But, they sell by the case. There are 50 staplers
per case. How many cases does he need to order?
(If you find this in more than one way, you can show both.)
2. April is measuring medicine powders at the pharmacy. The bottle is labeled as
containing 160 ounces. She needs to know what this is equivalent to in grams. Please
show her how to convert from ounces to grams.
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APPENDIX G
EXAMPLES OF FEEDBACK FORM
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Example 1: Math: Formatted for one-fourth sheet of paper to be stapled to student work.
Feedback
Set-up
Show work
Accuracy

Example 2: Reading: Formatted for one-fourth sheet of paper to be stapled to student
work.

Feedback
Source:
Main points:

Summary:
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APPENDIX H
EXAMPLE OF REFLECTION TEMPLATE
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APPENDIX I
EXAMPLE OF RUBRIC
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What do Math ANSWERS look like?

3

2

1

Three aspects (as
appropriate for the
question.)
The work shown
leads to the solution.

Two aspects
The work shown
leads to the
solution.

There is only one
aspect of an answer
presented.

Answer provides
correct solution.
Work organized to
tell the story and can
be followed and
discussed.

Answer may or
may not be correct,
but the work can be
followed and
discussed to arrive
at a correct answer.

Example:
● Correct answer
(no work
shown)
● Sketch or
equation with
no other work

Aspects which could be included:
●
●
●
●
●

Equation
Drawing
Chart
Story/situation
Equivalent forms (show the answer in different ways)

0
Blank paper or
the answer is
unrelated

● No attempt
or
misdirection
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APPENDIX J
EXAMPLE OF END OF SESSION REFLECTION
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Example: End-of-Session Winter - Math 060 - Reflection
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APPENDIX K
MINDSET MOTIVATION SCALES
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APPENDIX L
SURVEY OF ATTITUDE AND PERSPECTIVE PRE-SURVEY
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Example: Fall Pre-Survey
Name:
Class:
Date:

Survey of Attitude and Perspective Pre-Survey

Participation in this research is voluntary and participation or non-participation
will not affect a student’s grades or class standing in any way.
Please answer the following questions according to your current opinion and understanding.
Statement

1. The teacher has the responsibility for the
student to learn the material we are
studying.
2. The student has the responsibility for their
own learning.
3. The student and teacher share the
responsibility for student learning.
4. How much I learn this session depends
upon my attendance.
5. How much I learn this session depends
upon the time I spend outside of class
studying.
6. How much I learn this session depends
upon my focus, attitude and effort in class.
7. How much I learn this session depends
upon how the teacher presents the material
in the lessons.
8. I need the teacher to teach me what I need
to know.
Statement

9. I like math.
10. I can learn math.
11. I do math activities at home for fun.
12. I avoid math activities or using math.
13. I hate math.

Strongly
Agree
4

Agree
3

Disagree
2

Strongly
Disagree
1

Strongly
Agree
4

Agree
3

Disagree
2

Strongly
Disagree
1
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Statement

Strongly
Agree
4

Agree
3

Disagree
2

Strongly
Disagree
1

Strongly
Agree
4

Agree
3

Disagree
2

Strongly
Disagree
1

14. I like to read. I like to write.
15. I can learn reading. I can learn writing.
16. I read at home for fun. I write at home for
fun,
17. I avoid reading. I avoid writing.
18. I hate reading. I hate writing.

Statement

19. I am starting in the right class for my level
of understanding.
20. I should be starting in a higher level class
than I have been placed in this session.
21. I should be starting in a lower level class
than I have been placed in this session.
22. Most students stay in the same class level
for more than one session.
23. I will be able to advance to the next class
level after this session.
24. It will take me more than one session at
this level before I will move up to the next
level.

25. How soon do you plan to take the GED test in this subject?
Within the
In four to six
In seven
More than
I am already
next three
months from months to
one year
scheduled
months

now

one year

from now.

I don’t plan
to take the
GED test.
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APPENDIX M
SURVEY OF ATTITUDE AND PERSPECTIVE POST-SURVEY
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Example: Math 060 Winter Post Survey
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APPENDIX N
TOOLS FOR LEARNING INVENTORY REFLECTION
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Tools for Learning Inventory – mid-session reflection version
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APPENDIX O
TOOLS FOR LEARNING POST-SURVEY
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Tools for Learning Inventory – post survey version
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APPENDIX P
INSTRUCTOR MOVE-UP ROSTER
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Instructor Move-Up Roster:
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APPENDIX Q
TEACHER STUDENT MOVE-UP SURVEY
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Teacher Student Move-up Survey

