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Abstract 

In this action research project, I sought to investigate whether a problem-based learning 

programme would promote greater levels of self-efficacy in middle school boys and if so what type 

of student this would have the greatest impact on. I wanted our boys to be interested and invested 

in real-life problems and feel that their individual choices and actions could impact on both their 

learning and their environment. I based the intervention on the United Nations Sustainable 

Development Goals and devised relevant problems linked to ten of these goals. The boys were given 

a choice as to which problem they wished to solve, how they wanted to solve it, and how they 

presented their information. The boys became mini-action researchers themselves: identifying a 

problem, finding out more about it, proposing a solution, implementing it and reflecting on its 

success. The boys had to engage with various stakeholders throughout the intervention, presenting 

and explaining their solutions and how they planned to implement their proposals. These 

stakeholders included both parents and professionals linked to relevant industries. The project 

culminated in a showcasing of the boys’ work to parents and teachers. Boys were required to 

present their ideas and engage in conversation with interested parties. This required them to be 

knowledgeable and confident in their content and able to justify their proposal. Findings indicated 

the boys were motivated and engaged in this learning experience and placed value on the learning 

process and the final product. The evidence gained from this project demonstrated that problem-

based learning allows for relevance, authenticity and choice in the content covered which in turn 

promotes agency and efficacy in the student.  

Introduction 

Background 

In 2018, Hilton College implemented a revised Grade 8 curriculum that aims to develop 

collaboration, creativity, critical thinking, and problem-solving in our boys. One of the primary 

objectives of the curriculum is to emphasise the interconnectedness amongst different disciplines 

and to demonstrate to boys that learning does not occur in isolation. Wherever possible, teachers 

teach collaboratively in order to model linkage and interdependence. Opportunities for problem-
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based and project-based learning have been introduced at various points throughout the year in 

order to promote self-regulation and collaboration.  

As the coordinator of our Grade 8 programme, I wanted to gather evidence as to the effectiveness of 

a non-traditional approach to teaching and learning. My action research aimed to demonstrate that 

giving boys choice about the topics they explore as well as creating authentic learning experiences 

would motivate them to actively and purposefully engage in learning, and ultimately help them to 

become more adaptable to academic challenges and develop self-efficacy. I wanted an evidence 

base to motivate for more problem-based learning experiences throughout the year. I do not 

believe that this type of learning should exist in isolation, nor only in certain classrooms, but should 

be recognised by the school as a worthwhile approach to developing self-regulated and engaged 

learners.  

According to Mertler (2016), action research is concerned primarily with the gathering of 

information of how particular teaching practices or programmes affect the learning of students in a 

particular setting. It is a reflective process that continuously develops, allowing an educator to pose 

questions, search for solutions, implement ideas, and reflect on the success of their actions. Action 

research promotes problem-solving, critical thinking, and collaboration, all of which are skills that 

we aim to develop in the students that we teach. In addition, through embedding a problem-based 

learning approach, I aimed to teach the boys to be action researchers themselves: identifying a 

problem, researching this problem, proposing a solution, and reflecting on the effectiveness of their 

solution.  

Research Question 

How might the implementation of a cross-grade problem-based learning programme foster self-

efficacy in Grade 8 and 9 boys? 

Literature Review 

Young people face an uncertain world. They are told that the jobs they may hold do not yet exist, 

that the current education system will not prepare them adequately for the future, and that the 

responsibility to solve significant global issues lies with them. To this end, Peter Drucker (cited in 

Trilling & Fadel, 2009) states that, “since we live in an age of innovation and change, a practical 

education must prepare a person for work that does not yet exist and cannot yet be clearly defined” 

(p. 10). We want our boys to be agents of change, to be able to self-regulate and have an internal 
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locus of control. But what does that mean to a group of 13 to 15 year-olds, and how do they achieve 

this? 

Twenty-first century skills (creativity, collaboration, communication and problem-solving) are 

thought by many to be the skills that young people need going forward to navigate an uncertain 

world. It makes sense that teaching skills that allow students to identify and articulate problems, to 

research solutions, and then implement such solutions would lead to greater control over and 

ownership of future learning. But where is the evidence to support this and how does one achieve 

this in a deliberate and effective way? Does an acquisition of 21st century skills lead to greater self-

efficacy in boys as well as the ability to adapt to changing environments and demands?  

Self-efficacy refers to “a student’s beliefs about their capability to learn or perform effectively” 

(Sungur & Tekkaya, 2006, p. 297). Students with a greater sense of self-efficacy believe that they 

can effect change on their learning outcomes: different learning approaches will yield different 

responses; an increased effort will result in increased performance and persistence with difficult 

tasks are likely to lead to success. 

Problem-based learning (PBL) is recognised by many researchers as an instructional approach that 

fosters the acquisition of knowledge, attitudes and skills required to succeed in a modern world. 

PBL “places responsibility on students to access information, to achieve goals, and to monitor 

understanding” and as a result assists in the “development of self-regulated learning” (Sungur & 

Tekkaya, 2006, p. 297). Self-regulation is defined as “a process in which students actively and 

constructively monitor and control their own motivation, cognition and behaviour toward the 

successful completion of academic tasks” (Pintrich, 2004, p. 387). Students able to self-regulate 

successfully are more likely to become self-efficacious about their ability to master and succeed in a 

task (Sungur & Tekkaya, 2006). 

Savery (2006) defines problem-based learning as “a learner-centred approach that empowers 

learners to conduct research, integrate theory and practice, and apply knowledge and skills to 

develop a viable solution to a defined problem” (p. 12). Other definitions of PBL include that from 

the Buck Institute of Education (2003) that refer to a systematic and authentic approach that uses 

an inquiry-based method involving complex problems, and well-structured tasks to develop 

knowledge and skill. According to Hmelo-Silver (cited in English & Kitsantas, 2013, p. 130), PBL is 

“an instructional method in which students learn through facilitated problem-solving that centres 

on a complex problem that does not have a single correct answer.” On this basis, PBL could provide 

the framework needed to foster greater self-efficacy and adaptability in boys. The authenticity and 
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complexity of a problem, as well as the expectation that the boys in my project would research 

independently, formulate and ask questions, collect, analyse and interpret data and apply the 

knowledge that they have gained, would potentially provide a greater sense of control and 

ownership of the learning process.  

Research shows that PBL provides students with the opportunity to develop “higher-order thinking 

skills; self-regulated learning habits; and problem-solving skills” (Savery, 2006, p.12). The literature 

also advocates for the use of authentic real-world problems that are relevant to young people’s 

lives. Authenticity leads to engagement, which in turn leads to a sense of ownership. The United 

Nations Global Goals for Sustainability provide a framework to engage our boys in conversations 

about relevant and important issues (United Nations, n.d.). Engaging in authentic problems 

promotes a sense of moral responsibility and a greater connection with a project. Real world issues 

encourage engagement, curiosity and excitement both inside and outside of the classroom, and this 

contributes to the development of a wide range of skills (Edge Foundation, 2019).  

There is much research around the benefit of group or paired work. Students who collaborate and 

communicate with others are likely to have greater ownership of their ideas, deeper understanding 

of topics, and be more reflective in their thought processes. King (as cited in Sungur & Tekkaya, 

2006) explains the tasks PBL students are involved in and the benefits of such: 

Peer-learning tasks, such as (a) working together to solve ill structured-problems, (b) 

working on problems with several possible solutions, (c) analysing and integrating ideas 

that reach beyond presented material to build new knowledge, (d) making decisions within 

groups, and (e) assessing learning demand a highly complex level of cognitive processing. 

(p. 315) 

 As cited in a report produced by the Edge Foundation (2019) into deeper learning, Freeman and 

Greenacre posit that group work benefits students in multiple ways: their social development, 

appreciation of diversity, critical thinking and problem-solving skills may be enhanced. As a result, 

group work offers an increase in experiential learning and learning outcomes. Furthermore, in 

order to maximise agency, boys need to feel that their partnerships are authentic and not based 

merely on age group, class groupings or convenience.  

Pairings for this project were determined through giving boys a choice as to which topic area to 

explore and then pairing boys with similar areas of interests. This was intended to simulate a more 

authentic partnership and foster greater interest and engagement in a task. The report issued by 

the Edge Foundation (2019) warns of the need to get groupings right for students and calls for a 
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learning environment that enables genuine cooperation amongst students. There is minimal 

research regarding the benefits or disadvantages of cross-grade pairings. Therefore, I wanted to 

examine whether a cross-grade partnership would lead to greater engagement and ownership of 

the task. 

Providing choice, strengthening peer connections, promoting real world issues, and developing 21st 

century learning skills through a problem-based approach would, according to the literature, foster 

greater self-regulation in boys. Hence, would an increased ability to manage one’s own learning 

process lead to a greater belief in the ability one has to impact one’s own learning experience and 

would it lead to greater self-efficacy in my boys? 

Research Context 

Hilton College is an all-boys, full-boarding high school located in KwaZulu Natal in South Africa. The 

school has approximately 600 boys: 120 boys per grade starting from Grade 8 and completing their 

high school qualification in Grade 12. The school is located in a beautiful and rural setting and 

attracts boys from all over South Africa, the continent at large, as well as boys from other parts of 

the world. Given its context (isolated setting; full-boarding; single-sex and predominately privileged 

students) it is important that the boys are exposed to local and global issues and are made aware of 

the role that they play in addressing the challenges within South Africa and the world at large.  

All Grade 8 and 9 boys took part in the action that formed the basis for my research project. This 

week-long learning activity took place in the last week of the academic year (November 2019). My 

research cohort was a selection of 16 boys from this group. I identified four categories of learners: 

high academic achievers; average academics; boys who underperform, and boys with identified 

barriers to learning. Within these categories there was an equal number of Grade 8 and 9 boys. I 

wanted to consider the impact of problem-based learning on boys with varying academic profiles as 

well as to explore whether an alternative approach to learning would foster a greater sense of self-

efficacy in boys who have found traditional approaches to learning challenging in the past.  

Permission to partake in the research was gained from both the boys and their parents, and their 

anonymity was assured using randomised letters that were assigned to each boy.  

The Action 

The Global Goals for Sustainable Development formed the basis of the content in our Problem-

Based Learning Programme, which I termed #Be the Change. In conjunction with a group of 
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colleagues, I identified 10 of the 17 goals and posed a problem that was linked to each of these goals 

(Appendix A). 

The entire Grade 8 and 9 cohort indicated, via a Google Form, which problem area they wished to 

explore further. Based on their selection, I paired a Grade 8 and Grade 9 to work on this problem 

together. The reasons for the cross-grade pairing were as follows: Firstly, I wanted to tackle 

perceived notions of hierarchy that exist in a boys’ school environment and create opportunities for 

boys from different grades to work together (Hawley, 2015). Secondly, I aimed to create an 

authentic working environment—it is more likely that you will work with someone who has a 

similar interest to you as opposed to someone who is merely the same age as you (Edge 

Foundation, 2019). Finally, I wanted to create a level of discomfort in order to encourage the boys 

to take learning risks, think outside of their comfort zones, and communicate and collaborate with 

people they would not normally work with.  

Once boys had selected their areas of interest, they met with their partners for the first time. This 

was an opportunity to get to know one another and discuss the problem they had chosen. Boys 

were grouped according to problem areas and teachers assigned to each group. The role of the 

teacher was to provide further materials and stimuli to stimulate deeper discussion and thought.  

Over the course of the week the boys were guided through the various stages of this experience. 

Initially they had to explore their problem area further by researching their issue and considering 

what had previously been done to address it. They then needed to suggest a possible solution and 

present a plan for how they would implement this. During this stage of the project, the boys 

presented their ideas to a group of “experts” in their chosen field. These experts comprised parents, 

professionals, and other stakeholders. This added to the authenticity of the project as they were 

interrogated by people connected to the fields they were researching. The boys were required to 

demonstrate that they had thought through their problem carefully and had a realistic and 

workable solution for addressing this problem. The week culminated in a presentation to selected 

staff as well as an event where they showcased their work and discussed their ideas with the wider 

staff group and parents.  

Data Collection 

There are many factors that impact the self-efficacy of the boys in our classrooms and, as a result, 

collecting meaningful and relevant data is complex. The purpose of my research was to explore to 

what extent the implementation of a cross-grade problem-based learning programme would foster 

self-efficacy. I wanted to develop my students’ voices in order to foster both agency and efficacy; 
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this meant that the data collected needed to reflect their voices, patterns of thoughts and changes in 

beliefs. I employed a combination of both qualitative and quantitative methods of data collection, 

thus ensuring reliability and validity as a result of the wide range of data analysed. (Mertler, 2016). 

Quantitative data was collected through pre- and post-intervention surveys (Appendix B). I adapted 

and combined both the Generalised Self-Efficacy scale (GSE) by Schwarzer and Jerusalem (1995) as 

well as the New General Self-Efficacy Scale by Gilad Chen, et al. (2001). Using a 5-point Likert scale 

ranging from “strongly agree” to “strongly disagree,” the survey was conducted before the project 

began and at the culmination of the project, and allowed for an analysis of the impact of a problem-

based learning experience over a short period of time.  

The boys understood the purpose of the interviews and the need for honest and reflective input. 

The pre-interviews gathered data based on their perceptions of their ability to influence their own 

learning. The post-interview had a similar focus, but allowed for the boys to reflect on their learning 

experience and any perceived changes (Appendix C). I used both student reflective journals and my 

teacher journal to record observations that demonstrated student growth (or lack thereof) in 

thinking. All boys were required to reflect throughout the learning process. These journals 

provided insight into their thinking at various stages of the process, highlighted both frustrations 

and successes, and demonstrated changes in the boys’ agency in learning. In addition, I assessed the 

quality of their final pieces of work and compared this to their overall academic performance over 

the course of the year. 

Data Analysis 

In order to analyse the data, I identified the categories of information that were relevant to my 

research question. I based these categories on any features that showed a development self-efficacy 

and reviewed the data with those in mind. The amount of data and the varying types of data 

available made this identification and categorisation complex. I looked at the four separate groups 

of students and identified patterns in thought processes and beliefs.  

At first, I colour-coded the pre-intervention survey interviews as well as data collected from the 

survey. It was evident that there was a clear pattern in the self-efficacy levels of the boys depending 

on which category of student I identified them as. Other key points that emerged from this was 

their beliefs about the factors within and outside of their control and the impact that this had on 

their academic performance and efficacy. Analysis of the post-intervention survey allowed me to 

identify changes in beliefs following the intervention and whether there were patterns in specific 

groups of boys. Three themes emerged from this data and I categorised information according to 
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those themes. I have included data gathered from the pre-intervention interviews as this gives 

context to the pre-existing beliefs of these boys.  

Discussion of Findings 

Pre-intervention data collected revealed existing beliefs about learning, influence and agency. The 

high academic achievers included in the research cohort were confident in their abilities to set and 

achieve goals, overcome challenging situations and perform well compared to their peers. Quite 

notably this group actively sought to improve results. Boy KB said that “I try and talk to other 

people and see what they are doing better,” thus demonstrating that he had the insight and tools 

necessary to build on his understanding and success. These boys recognised the challenge of the 

project but felt confident in their ability to be successful. 

The group recognised as average academic achievers reported feeling in control of some aspects of 

their performance; however, they were frustrated by their inability to achieve higher results and 

attributed this to factors outside their control. One boy stated, “Time – you only have prep sessions 

to work.” Three out of the four boys in this group expressed excitement about the project and 

believed that it was a meaningful experience and had thought about their topics.  

The group of boys who were identified as underperforming showed little awareness of their ability 

to impact their learning. A common thread was their limited insight into the factors that they 

control. One boy reported that he was “not in control of much,” while another boy felt that whilst he 

was in control of how much time he spent learning, this had little impact: “I force myself to learn 

and don’t really take anything in.” This group had limited coping strategies and relied on others for 

support. They were not able to articulate their approach to a problem or the steps they could take 

to improve their outcomes.  

The survey results for boys with identified barriers to learning revealed an insecurity in setting and 

achieving goals. The goals that they did set were vague and often unrealistic resulting in feelings of 

failure. One boy claimed that in order to achieve academic success, he would need to achieve an 

80% aggregate. He commented that “I am unlikely to get this—I will never view myself as 

academically successful.” These learners viewed their own performance as below that of their peers 

and considered themselves likely to give up on tasks when they became too challenging. One boy 

stated, “Maths is really hard for me—sometimes it’s a particular thing and sometimes it’s just 

continuously feeling like a failure. I just want to give up.” Whilst most of these boys recognised that 

they were in control of certain elements at school, they struggled to identify what these were. As 

with the group identified as underachieving, this group was largely worried about logistical issues 
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and were less focussed on the topics and how they would solve these. Some felt strongly that they 

did not wish to partake and viewed the upcoming experience negatively. “I think it’s a waste of 

time—I am not keen. There’s no point” and, “It seems a bit hard, like it’s going to take a long time,” 

were some of the comments they shared in the lead up to the intervention.  

The key themes that emerged post-action were as follows:  

● The importance of creating opportunities for authentic learning experiences; 

● The opportunity of introducing more solution-focussed thinking in the curriculum; and 

● The need for the curriculum to provide all students with opportunities to experience 

success 

Creating Opportunities for Authentic Learning Experiences 

One of the objectives of this project was to provide the boys with authentic learning experiences. 

This included both collaborative working relationships and the proposed problems. This 

authenticity came from partnering with someone who had selected the same focus question and 

from focusing on local issues. The involvement of parents in the “shark tank,” added to the 

authenticity of the project. Exposure to experts in industry added depth to their experience and 

encouraged the boys to perform at a higher standard. The real-world problems encouraged the 

boys to provide realistic and workable solutions and most boys believed in the validity of their 

ideas: “I didn’t know there was so much poverty in South Africa… It makes me want to make a 

difference—I could do this—I could make a difference.”  

Most learners were invested in the task demonstrating a commitment to planning, research and the 

execution of their ideas. 

Some boys struggled with the complexity of the project and despite focussing on micro and relevant 

problems, their ideas were superficial or lacked commitment. This was most evident in the group of 

underperforming students. When asked what the most important thing they learnt in the project 

was, their responses included: “To work with someone I don’t know” and “Teamwork.” Whilst these 

are valuable lessons, their understanding of the issues, and most importantly, their solutions lacked 

depth. 

Feedback from the four categories of pupils revealed a greater level of commitment to the authentic 

nature of the task and the process. Boys felt that their ideas mattered, were heard, and they could 

make a difference. This project demonstrated that choice and authentic tasks and processes create 

greater feelings of agency amongst boys.  
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Solution-Focussed Thinking in the Curriculum 

Boys are used to being taught new content, many are skilled at independent research, and some can 

apply information in different contexts. However, very few were familiar with the idea of solution-

focused thinking. The boys were able to identify and understand problems but found generating 

and articulating novel solutions challenging. They were quick to become frustrated when their 

ideas were challenged. In the pre-intervention survey, a majority of high achieving and average 

academic performers felt they were able to find solutions for problems they encountered. However, 

the other two groups of boys showed a lack of confidence in their ability to identify and implement 

solutions to challenging problems.  

The post-intervention survey showed an overall increase in the boys’ confidence in their problem-

solving skills. The most notable increase was evident in the group who had identified barriers to 

learning. The intervention supported them in developing the language needed to articulate their 

ideas and the confidence to voice these and view them as valuable. One boy commented that the 

idea of a solution-focussed project was “a challenging way of thinking but a good way as it gives 

people different perspectives and helps them to understand what we need to focus on.”  

The Need for the Curriculum to Provide all Students with Opportunities to Experience 

Success 

Another theme that emerged from the data highlighted the importance of the curriculum in 

reinforcing a student’s existing beliefs about their academic ability. Prior to, and during, the 

intervention, able students believed they would perform well, and this was reinforced through their 

feedback and results. Weaker students were uncertain about their ability to succeed. This belief had 

been strengthened over time through setting themselves unrealistic targets and regularly receiving 

poor grades.   

The boys with barriers to learning exceeded their own expectations in the project. Many of these 

boys elected to make a model of their idea and appreciated demonstrating their understanding in 

alternative ways. This gave them the confidence to take risks and defend their ideas.  

Before this project, most of this cohort believed that they could not perform as well as their peers in 

an academic setting. After the intervention, all of the boys in this group believed that their 

performance matched or exceeded that of their peers. In the pre-intervention survey, three 

quarters of these boys believed that they did not perform well in challenging tasks whereas after 
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the intervention, all of them recognised that they had persevered with the challenges presented to 

them. 

The high-academic achievers performed well during the project and whilst this was not 

unexpected, a key finding from this was that some of these boys felt under-stimulated by the 

regular curriculum and required further opportunities for challenge: “I don’t really find anything 

hard except one or two questions in an entire year—this means it’s incredibly hard to stay focused 

in certain subjects.” 

This project proved least effective with the group of boys who were identified as under-performing. 

They remained ambivalent towards the topics and the work produced was superficial, as was their 

feedback. Further investigation is needed into this specific group of boys. 

Conclusions 

Developing a sound sense of self-efficacy is essential in empowering boys to take control over both 

their academic success and provide them with a sense of influence over their environment. This 

project considered different groups of boys and the different factors that motivate them as well as 

ways to foster greater feelings of agency. The findings of this research supported the changes that 

we have made to our Grade 8 curriculum and highlighted the need for authentic learning 

experiences, opportunities to engage in real life problem solving and in providing choice in both 

learning and assessment opportunities. Choice, authenticity and relevance motivate boys to take 

ownership for how they gather information and the success of their learning experience.  

Problem-based learning has a place in our curriculum. The findings of this research support this: it 

provides more academically able boys with the scope to delve deeply into meaningful issues and 

think critically and creatively. It fosters motivation and engagement in less academically able boys 

by giving them choice as well as providing them with the freedom to demonstrate their learning 

and understanding in a variety of ways. Most importantly, it gives students a voice; a voice to 

control what and how they learn and a voice to impact change on the world around them.  

Action research is a cyclical process, and this was merely one cycle of this process, however, the 

information gained has provided the evidence needed to embed problem-based learning in the 

curriculum—not as a standalone activity but embedded as a viable and meaningful approach.  
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Reflection 

Whilst I have always held strong feelings about what works in my classroom, the action research 

process allowed me to be deliberate in the questions I posed, the activities I set and the data I 

gathered. Having evidence to support my beliefs, has allowed me to advocate more strongly for the 

changes that I believe are necessary to our traditional academic curriculum. I thoroughly enjoyed 

reading around my topic, developing and implementing my action; however, the analysis stage was 

one that I found challenging. It was difficult to exclude certain data given that it was largely 

qualitative and reflected the boys’ voices. What this process did do though, was highlight the need 

to create more opportunities for boys to voice their ideas about their own learning. This led to boys 

talking directly to staff at a staff development session about what works for them in the classroom 

and included issues such as types of assessments that are most helpful in cementing learning and 

factors that influence their learning. Whilst this did not relate directly to my project, it was very 

much the result of the action research process that led to this taking place. Teachers and students 

need to view themselves as action researchers—we need to be posing questions, looking for 

solutions, implementing ideas and reflecting on our outcomes. The world is constantly changing, 

and as a result, our practice needs to be meaningful, deliberate and reflective and I believe that the 

action research process allows for this.  
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APPENDIX A 

 Sustainable Development Goals and Proposed Problems  

Goal  Proposed Problem  

Goal 2: No Hunger: End Hunger, achieve food 

security, improve nutrition and promote 

sustainable agriculture 

How can agricultural production be 

increased in order to end hunger in South 

Africa? 

Goal 3: Good Health: Ensure healthy lives and 

promote well-being for all ages 

How can deaths and injuries from road traffic 

accidents be halved in South Africa? 

 What needs to be done at Hilton College to 

educate people on the prevention and abuse 

of drugs or alcohol or mental health issues?  

Goal 3: Good Health: Ensure healthy lives and 

promote well-being for all ages 

How can deaths and injuries from road traffic 

accidents be halved in South Africa? 

What needs to be done at Hilton College to 

educate people on the prevention and abuse 

of drugs or alcohol or mental health issues?  

Goal 4: Quality Education: Ensure inclusive 

and equitable quality education and promote 

lifelong learning opportunities for all 

What can be done to improve South African 

schools in order to provide a positive and 

safe environment for everyone? 
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Goal 5: Gender Equality: Achieve gender 

equality and empower all women and girls 

As a pupil at Hilton College, what can you do 

to combat inequality against women and 

girls? 

Goal 6: Clean Water and Sanitation: Ensure 

availability and sustainable management of 

water and sanitation for all 

How can Hilton College improve its water use 

by developing resources for saving water and 

its reutilisation? 

  

What new water and sanitation systems 

could be implemented to protect and restore 

our water related ecosystems? 

Goal 7: Renewable Energy: Ensure access to 

affordable, reliable, sustainable and modern 

electricity for all 

How can new infrastructure and better 

technology at Hilton College improve our 

current access to energy whilst providing an 

environmentally sound solution? 

Goal 8: Good Jobs and Economic Growth: 

Promote sustained inclusive and sustainable 

economic growth, full and productive 

employment and decent work for all 

What can be done in South Africa to reduce 

the number of unemployed youths?  

Goal 11: Sustainable Cities and Communities: 

Make cities and human settlements inclusive, 

safe, resilient and sustainable 

What can be done in South Africa to ensure 

that all people have access to quality, safe 

housing and basic services? 

How can South Africa’s public transportation 

be improved in order to cater for all South 

Africans whilst protecting the environment?  
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Goal 12: Responsible Consumption: Ensure 

Sustainable consumption and production 

patterns 

How can we halve the amount of food waste 

per person at Hilton College? 

  

Goal 13: Climate Action: Take urgent action to 

combat climate change and its impact 

What can be done to ensure that young 

people in South Africa feel empowered to 

combat climate change?  
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APPENDIX B  

Pre and Post Intervention Survey Questions  

Pre-Intervention Survey: 

1. I can achieve most of the goals that I set for myself. 

2. When facing difficult tasks, I am certain that I will accomplish them. 

3. I can successfully overcome many challenges. 

4. Compared to other people, I can do most tasks very well. 

5. I am confident that I can perform effectively on many different tasks. 

6. Even when things are tough, I can perform quite well. 

7. If someone opposes me, I can communicate and defend my ideas confidently. 

8. When I am confronted with a problem, I can find several solutions. 

9. I can remain calm when facing difficulties because I can rely on my coping abilities. 

10. When stuck for an idea, I eventually come up with a good solution 

11. I believe that I am able to contribute meaningfully to solutions / ideas that will have a 

positive impact on the world. 

Post-Intervention Survey: 

1. I performed better in the project week than I thought I would. 

2. During the project week, I achieved all of the goals that I set for myself. 

3. I overcame all of the challenges I encountered during the project. 

4. Compared to other people, I believe that I performed well in this project. 

5. I persevered when things were difficult. 

6. When my partner challenged me, I communicated my ideas clearly and confidently. 

7. I was able to identify and articulate a number of solutions to my chosen problem. 

8. I remained calm and engaged when the work was difficult. 

9. I believe that I am able to contribute meaningfully to solutions / ideas that will have a 

positive impact on the world.  
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APPENDIX C  

Pre and Post Intervention Interview Questions  

Pre-Intervention Interview Questions: 

● What does academic success mean to you? 

● Describe an academic event, since joining Hilton College, where you have experienced 

academic success. 

● Describe an academic event, since joining Hilton College, where you have not experienced 

academic success. 

● What is the biggest challenge you face in school? 

● Do you believe that your marks are a true reflection of your effort? Why do you think that 

this is the case? 

● What events in your past schooling history have influenced how you perceive your 

performance and success at school? 

● Do you regularly set and review academic goals for yourself? Are you on track to achieving 

these goals? Why / why not? 

● Describe how you learn best? 

● What factors at school do you believe that you have control over? 

● What factors at school do you believe that you do not have control over? 

● What is the greatest factor that determines how well you do in school? 

● Describe your plans for after school. How likely are you to achieve this goal? 

● How much of a determiner do you think that your academic success at school will have on 

your future success in life? 

● How do you feel about working with other people? 

● How do you feel about the upcoming project week? What are you looking forward to / what 

are you most concerned about? 

 Post-Intervention Interview Questions: 

● Tell me about the problem you choose and the solution you have proposed. 
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● Talk me through how this idea was generated.  

● Discuss your understanding of the idea of a ‘solution-focused’ project?  

● Scale of 1 - 5 (5 being really interested and engaged and 1 being disengaged and 

disinterested) where would you place your experience of this project?  

● What have you learnt?  

● Describe your relationship with your partner? 

● What were some of the challenges you faced? How did you overcome these challenges?  

● How likely do you think your solution would be to succeed if it were to be implemented?   

  

 


