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Chapter 1: Introduction
This research project aims to develop a detailed understanding of ‘growth mindset’ and self-efficacy and whether they have an impact on well-being and learning. All primary research conducted aims to capture current views of practitioners and students regarding the value of a positive mindset. Additionally, secondary research gathered should enhance knowledge and understanding of different mindsets, self-efficacy and self-esteem and their impact on learners, whilst providing insights on how to apply strategies within schools. The overall aim is to gather a range of research to improve knowledge and understanding of growth mindset and self-efficacy in order to improve professional practice. 
The rationale for the area of study is the writer’s interest in the topic of children’s low self-esteem and mental health and possible links to disengagement with education. During the programme of study, the writer learned that there are several factors to achievement motivation such as confidence, level of aspiration and control (Covington, 1998). Yet, the expectancy value theory suggests motivation is a factor of just two variables: expectancy – the child’s belief that they can succeed, and value – the benefits of performing the task (Fishbein and Ajzen, 1972; 1974). Research also shows that children’s self-esteem can be threatened by the fear of failure and poor behaviour in the classroom can be attributed to low academic self-esteem (Holt, 1984; Kyriacou, 2007). This led the writer to develop a passion for developing children’s intrinsic motivation to learn and building self-esteem to reach academic potential. 
One of the key questions in the writer’s mind is: “Is a growth mindset worth implementing in schools?” To answer this question and examine the impact of current strategies being used, evidence will be collected primarily from an elective experience in a primary school - which will include: documentary evidence of policies, inspections and good practice, photographic evidence of school displays, questionnaires with Key Stage 2 pupils, informal interviews with Foundation Phase pupils, interviews with key members of staff and observations of day-to-day practice. The writer’s hypothesis is that the teaching and fundamentals of growth mindset are becoming increasingly popular in schools, particularly pioneer schools and those that are keen to implement the new curriculum. Donaldson (2015, p. 64) states that teachers should encourage learners to “recognise the importance of sustained effort” and children’s attitudes and beliefs relating to potential “can have a profoundly negative effect on learning”. In schools that embrace the ideas of a growth mindset, the writer believes that learners will show greater resilience and will enjoy challenging tasks. However, the writer was interested to find out if it has a greater impact on any particular groups of pupils.
Defining growth mindset 
Dweck (2006, p. x) coined the terms ‘fixed mindset’ and ‘growth mindset’, defining a fixed mindset as the belief that intelligence and personal qualities are not subject to change; whereas a growth mindset sees people thriving on challenges through the belief that a person’s potential is unknown and can be unlocked through effort and motivation. This notion has strong links to research on self-efficacy. Dweck (2006) believes that, although difficult, a person’s mindset can be changed and, for some people, just knowing about the two mindsets can have an impact on the way they think. 
Defining self-efficacy 
Self-efficacy and self-esteem have been described as “the pillars of the self-concept” (Frank, 2011, online) and although often interconnected, they are slightly different constructs. Self-esteem refers to the general feeling of one’s value and their respect for themselves (Neill, 2005; Akhtar, 2008), but can also refer to specific areas of the self (Frank, 2011). Whereas self-efficacy has been defined as the belief one has in their own capabilities to complete tasks and is therefore related to one’s perceived competence in specific areas (Bandura, 1994; Akhtar, 2008). 
The concepts of growth mindset and self-efficacy share similarities:
“The notion of growth mindset is akin to notions of self-efficacy and attributions, in that they are strivings, dispositions, or can be invoked as reactions in certain situations; but you can be taught these skills to so invoke them” (Hattie, 2017, online). 

Chapter 2: Literature Review

Theories of Intelligence 
Dweck, Chiu and Hong (1995, p. 267) identified implicit theories for “analysing and interpreting human actions”; entity theory (malleable) and incremental theory (non-malleable) which Dweck would later refer to as fixed mindset and growth mindset (2012). Thus, the concept of ‘growth mindset’ is firmly rooted in psychology and neuroscience. 
Motivation and Effort
The Welsh Government (2011, p. 18) maintains that one of the fundamental aims of education is to “produce learners that are motivated”. However, a child’s self-efficacy can impact their motivation as well as interest and academic achievement (Bandura, 1993; Schunk, 1989; Zimmerman, 1995). This is because motivation and learning are interlinked, as motivation influences learning and performance and what children learn influences their motivation (Schunk, 1995; Pintrich, 2003). Ley and Young (2001) found self-efficacy to be a key factor in academic achievement and motivation. Children with a fixed mindset are less likely to be motivated to learn, and put in the effort required to complete tasks, as they are more concerned with appearing smart, holding the belief that “everything should come naturally” Dweck (2010, p. 17). Therefore, children with a fixed mindset are easily discouraged when faced with a difficult task as motivation effects the amount of time they are willing to devote to learning, (Brown, 2000) with Dweck (2010, p. 17) suggesting these children are also more likely to “blame others, lie about their scores, or consider cheating”. 
Reiss’ basic desires model (2001) lists 16 human needs, providing insight into motivational factors for why people choose to do what they do. Many of these can be applied to learning, helping teachers to build intrinsic motivation in their pupils, for example ‘acceptance’ is strongly linked to what Maslow (1943) describes as ‘belonging’ and shows that children need to feel accepted by their peers which will help them meet the need for social contact. However, according to Reiss (2001) children also need time for independence, allowing them to create their own identity and a feeling of control. This shows there is an argument for both group work and independent learning. The new curriculum should see an increase in independent work as Donaldson (2015, p. 63) believes independence should be fostered throughout schools and teachers should “inspire children to want to learn and to be able to learn independently”. Nevertheless, one of the purposes of the new curriculum is to help children become ‘enterprising, creative contributors’ (ibid, p. 31) which is built around team work. Both Hattie (2009) and Donaldson (2015) argue that collaborative learning is effective for both motivation and achievement. 
Other ways in which teachers could build upon Reiss’ research (2001) is to build curiosity in their pupils, give children control over their learning, ensure there is order and routine, and allow for physical activity. Another interesting motivator listed by Reiss (2001) is ‘saving’, which suggests that it is human nature to enjoy collecting things. Seemingly, this could present an argument for extrinsic rewards in schools such as points systems, however, there is research to suggest that extrinsic rewards do not produce permanent changes (Kohn, 1993) with Deci (1971) and Lepper, Greene and Nisbett (1973) going as far as to say that extrinsic rewards can actually reduce a child’s intrinsic interest. 
Although Reiss’ model (2001) provides some insight into how teachers could motivate pupils to learn and put in the effort required for challenging tasks, Maslow’s (1943) hierarchy of needs shows that before children can be motivated to reach their full potential, their basic needs must be met. This suggests that it may be more difficult to motivate children from more disadvantaged backgrounds as they are more likely to not have their physiological, safety and belonging needs met in comparison to their more advantaged peers. 

Donaldson (2015, p. 91) recognises there is an issue with “sustaining the motivation of young people” which can lead to children becoming disaffected with education and ultimately raise the number of NEET youths (Not in Education, Employment or Training). This could prove to be a barrier to implementing growth mindset as children may not want to grow their intelligence if they do not see the relevance or benefit to their lives. Donaldson (2015, p. 91) hopes the new curriculum will “better meet the needs and aspirations of…children and young people” by giving teachers more freedom in their teaching approaches and believes that children should be active participants in the learning process. This change is likely to be supported by many researchers who focus on disaffected students and pupil participation, where the majority view is that children’s involvement is crucial and the curriculum should be more flexible and relevant, catering to children’s interests (Levin, 1999; MacBeath et al., 2001; Pollard et al., 2000; Rudduck and Flutter, 2000; Vizard, 2009). According to Duckworth (2017) parents and teachers can erode children’s intrinsic motivation if they do not let children explore their interests. According to Dweck (2006) challenge and interest go hand in hand for children with a growth mindset, that is children will seek out challenges for intrinsic reasons. Pink (2009) suggests that the underlying factors of intrinsic motivation are autonomy, mastery and purpose. This shows that children need control, a desire to succeed and relevant meaningful tasks in order for them to be motivated.

As children with a growth mindset are said to be more persistent and will take part in challenges for intrinsic reasons, they could be categorised as ‘autotelic personalities’; more likely to experience the state of ‘flow’ (Csikszentmihalyi, 1990; 1996). The state of flow is being so focused on a task that nothing else matters, which incurs when there is a balance between skill level and challenge. This concept shares similarities to Vygotsky’s zone of proximal development (ZPD) (1978). However, Vygotsky (1978) notes the importance of collaboration in for children to reach levels of potential development they would not reach alone. Nottingham (2017, p. 2) has developed the learning challenge which he refers to as “a child-friendly representation” of the ZPD and believes this can help develop a growth mindset. The learning pit is at heart of the learning challenge; children enter ‘the pit’ when they are in the stage of “cognitive conflict” (ibid, p. 5), eventually constructing their ideas to find clarity with the final stage involving reflection on the learning process. Despite this, Nottingham (2017) argues that not all tasks should be challenging as children should be allowed opportunities to feel the satisfaction of completing tasks with minimal effort.
Donaldson (2015, p. 64) concludes that “the consistent message [in schools] should be that sustained effort is integral to good learning and can lead to high achievement”. Whilst Dweck (2006) argues that if children are taught that intelligence can grow with effort, children will be willing to put in extra effort to learn. 
Donaldson (2015) argues that examinations are often used as a form of motivation, however this may lead children to display a “helpless response” and strive towards ‘performance goals’, concerned with how their ability is perceived (Dweck, 1988). Donaldson (2015) believes teachers should, instead, help children develop an intrinsic motivation to “succeed with challenging tasks” leading to lifelong leaning (Donaldson, 2015, p. 64). Dweck and Leggett (1988, p. 5) categorise this as “mastery oriented”. These children will endeavour to meet ‘learning goals’ and improve their intelligence.
Socioeconomic Factors 
Family income is a strong predictor of achievement (Coleman et al., 1966; Reardon, 2011) and, as previously mentioned, due to a person’s hierarchy of needs (Maslow, 1943) children from disadvantaged backgrounds may find it more difficult to adopt a growth mindset. Claro, Paunesku and Dweck’s (2016) research supports this hypothesis, finding that children from lower-income families are less likely to have a growth mindset. Bandura et al. (1996, p. 1215) also highlight the link between socioeconomic level and academic efficacy and aspiration, stating “the higher the families’ socioeconomic status the higher the academic and occupational aspirations they have for their children”. However, the research conducted by Bandura et al. (1996) concluded that the most important influence of parents on a child’s academic efficacy was their valuation and promotion of education regardless of socioeconomic background. Claro, Paunesku and Dweck (2016, p. 8667) also found that students from low-income families who did have a growth mindset “showed comparable tests score with fixed mindset students whose families earned 13 times more”, seemingly showing that mindsets could have an impact on the effects of economic disadvantage.
Praise
Donaldson (2015, p. 64) argues “praise and support are essential but the opportunity to make and learn from errors in the pursuit of challenging goals builds confidence and resilience”. Dweck (2006) and Nottingham (2017) mirror this view, arguing the case for meaningful praise whilst also noting the importance of challenge. However, according to Dweck (2006, p. 71) 80 per cent of parents said “it was necessary to praise children’s ability…to foster their confidence and achievement” but explains this is pushing children towards a fixed mindset. Dweck (ibid, 72) suggests this can be detrimental to their learning as they are then likely to reject challenges, not wanting to do anything “could expose their flaws and call in to question their talent”. Instead we need to praise children for the “growth-orientated process” – how much they have accomplished through their efforts (ibid, p. 180). Nottingham (2017) agrees with this, stating that praise should help build self-efficacy and not be used as an extrinsic motivator whilst research suggests that the majority of children actually prefer to be praised for their efforts (Burnett, 2002; Merrett and Tang, 1994). Although, Dweck (2006) reminds us that the process is about more than just effort, as working hard with the wrong strategies will not produce desirable outcomes. Thus, we must help children appreciate “hard work, trying new strategies and seeking input from others” (ibid, p. 215). Praise and feedback should be focused on improvement, effort, using sincere comments, and should recognise the child’s feelings regarding the task (Hitz and Driscoll, 1994). If used effectively, feedback and praise can be powerful motivators for learning (Schunk, 1991), helping to enhance self-esteem and engage pupils (Hitz and Driscoll, 1994; Schweinle, Meyer, and Turner, 2006). The words parents and teachers use can impact the lives of children (Bloch, 1993) That is, negative comments can lead to a self-fulfilling prophecy as children will have a low self-worth. On the other hand, positive comments help build children’s self-esteem and encourage children to use positive self-talk by encouraging affirmations (ibid). Thus, children can begin to praise themselves by having a positive outlook.
Dweck (2006, p. 225) suggests that cognitive therapy, developed by Dr. Beck in the 1960s, is “one of the most effective therapies ever developed” by helping people achieve an optimistic outlook but argues that this alone is not enough to develop a growth mindset. Dweck (2006, p. 226) argues that to be “escorted into the framework of growth”, people need to be explicitly taught about the malleability of intelligence and how the brain can grow to motivate them, and allow them to “use their minds more freely and fully” (ibid, p. 231). 
Teachers
[bookmark: _Hlk7705885]It is argued that the mindsets of teachers will impact the psychosocial skills of their pupils and help develop a “school growth mindset culture” based around dialogue that encourages pupil participation that will lead to school improvement overall (Esses, Haddock and Zanna, 1993). Nevertheless, a trial conducted by the Education Endowment Foundation (EEF) (2018) found that teacher training on growth mindset had no impact on their pupils’ academic achievement.
Conclusion
This chapter has explored common themes in literature related to growth mindset and self-efficacy. From this research, the writer has determined some of the strategies that could be used to develop a growth mindset which may be evident in schools: Brainology or other ways of teaching the malleability of intelligence, developing intrinsic motivation, the learning challenge/pit, praise and positive feedback, encouraging positive self-talk and developing goals and aspirations for lifelong learning. When examining the primary research collected by the writer, more strategies may become evident.



Chapter 3: Methodology and Research Design

Before conducting primary research, ethical obligations must be considered and adhered to.  Rubin and Rubin (1995) and BERA (2018) argues that ethical considerations should be ongoing throughout the research. Ethical norms or standards ensure the integrity of research and promote moral and social values (Resnik, 2015). As a student teacher, the researcher had specific codes and guidelines to follow throughout the research: University of Wales Trinity Saint David, British Educational Research Association, Education Workforce Council. 
Denscombe (2014, p. 307) states that before primary research is conducted, “approval from an Ethics Committee should be obtained”. This was done by carefully completing an ethical approval form outlining the purposes of the research and a summary of the methods to be used, helping to minimise risk to both the researcher and participants (appendix 1). BERA (2018, p. 7) states researchers “should consider whether it is necessary to provide information or obtain informed consent”, however, generally it is accepted that voluntary consent is sought. The researcher felt that in this case, it was paramount to be “open and explicit” about the research for voluntary participation based on informed consent (Denscombe, 2014, p. 312). Voluntary consent has been described as “essential”, allowing people free choice and giving them an opportunity to make an informed decision (Reynolds, 1982, p. 143). However, it is argued that educational research often neglects participant consultation, particularly with children as it is often assumed that children will not understand what is being asked of them and teachers may give consent on their behalf (McNamee and Bridges, 2002). BERA (2018, p. 14-15) explains that although the principles of consent still apply to children, “researchers may make different decisions as they deem appropriate”. This is categorised as “assumed” consent rather than informed consent and is one of the complex issues surrounding educational research (McNamee and Bridges, 2002, p. 24). 
As mentioned in the introduction, a range of methodologies were used to collect data, although particular care needs to be taken when the research involves children (BSA, 2017) as they are more vulnerable and “susceptible to intrusions of private space” (McNamee and Bridges, 2002, p. 29). Despite obtaining assumed consent from the class teacher when conducting research with younger children, the researcher provided information that could easily be understood by the children. Children were told they did not have to answer any questions and if they chose to do so, could stop at any point. Informal interviews were conducted with younger children in the hope they would feel more at ease, whilst professional judgement was used throughout to monitor the children’s wellbeing. The children were also made aware of the purpose of the research and told the information would be shared, but no names would be mentioned. This was to ensure that children were as informed as they could be before giving consent in order to respect their rights outlined by the United Nations Convention on the Rights of the Child (UNCRC) (UNICEF, 1989). 
The interviews were conducted by the writer and a fellow researcher with a total of six children being interviewed in a year two class, comprising of three girls and three boys. The interviews were split into two groups; girls and boys. This was done to minimise disruption to learning and adhere to the normal class routine yet, in hindsight, the interviews should have taken place separately to minimise peer influence. McAteer (2013, p. 76) explicates the potential issue of “power relationships” in an interview, particularly in the school environment and although the interviews took place within the classroom setting, they were semi-structured to feel like a conversation and the researchers sat at eye level with the pupils throughout. Semi-structured interviews were also used to gather information from two key members of staff which had the benefit of being flexible and allowing for in-depth answers (Matthews and Ross, 2010). 
Questionnaires were administered to year six pupils with a total of nine respondents, despite this all questions were optional and thus some questions only elicited seven responses. Questionnaires were chosen as they are less time-consuming than interviews and responses are easier to quantify as the questions were designed to provide both qualitative and quantitative data. In doing this, it was hoped that qualitative data would provide more insight into the numerical data produced (McAteer, 2013). Because questionnaires were self-administered through Microsoft Forms, it also eliminated interviewer bias and minimised any risks to confidentiality. 
On reflection, the researcher could have audio taped the semi-structured interviews to ensure it felt more like a conversation and minimising the possibility of human error when transcribing. However, according to Matthews and Ross (2010) this brings about ethical issues surrounding the storage of data. Nevertheless, the researcher complied with The Data Protection Act (2018) throughout the research, ensuring safe storage of information and keeping the information only for as long as necessary. 

Chapter 4: Results and Discussion
The aim of this chapter is to analyse and discuss the results of the primary research undertaken, interpreting the opinions of both practitioners and pupils on the concept of growth mindset and discussing strategies observed by the researcher, linking to literature where relevant. 
Displays and Observations
On first entering the school, it appeared the school had fully embraced the concept of growth mindset and were passionate about promoting it. This observation is based on the numerous displays around the school alongside motivational quotations and stories of famous people whose hard work helped them to succeed in their relative fields (appendix 2). One display was titled ‘change your words – change your mindset’ resembling the concepts of positive self-talk and cognitive behavioural therapy. Most classes seemed to have their own, age appropriate adaptation of Nottingham’s (2017) ‘learning pit’. One class teacher used ‘the pit’ as an assessment for learning strategy, whereby children could represent where they felt they were in their learning by placing a photograph of themselves on the diagram of the pit. Though this was not an exact interpretation of Nottingham’s (2017) concept, the teacher elucidated that this helped monitor the children’s progress throughout the lesson and to ascertain who needed more support. One display informed the ‘power of yet’ could help develop a growth mindset. Dweck (2010, p. 20) argues that this is extremely valuable as the using the word ‘yet’ frequently in the classroom teaches that “ability and motivation are fluid”, encouraging effort and self-belief. Another display included the acronym FAIL: First Attempt In Learning. One teacher was inspired by something they had witnessed online, displaying the acronym SWAG: Success, Willpower, Attitude, Goals; although this novel idea provided excitement for the children being able to call themselves ‘SWAG learners’, the few children asked were not able to explain what the acronym stood for and thus, could have lacked meaning for the children. 
In some observed lessons, teachers applied the principle of ‘Austin’s butterfly’ (Berger, 2012), this was done using ‘cold and hot tasks’ whereby the pupils would undertake a piece of art or writing with little to no input; the teacher would then identify areas for improvement and address these in their teaching. After editing and re-drafting, the children would complete a ‘hot task’ by repeating the task with their new knowledge to show progression. This concept was developed by Corbett and Strong (2017) as part of the ‘Talk for Writing’ strategy which comprises of five stages: baseline assessment (cold task), the imitation stage, the innovation stage, independent application and invention (hot task) and the final assessment. Dweck (2010) suggests this type of strategy can help lead to mastery and by making progress explicit, teachers can praise the child’s effort and process. 
In mathematics sessions observed across the school, teachers allowed children to self-differentiate, either using the terms ‘red, amber, green’ or ‘bronze, silver, gold’. Children would make the decision based on self-assessment of their learning so far. When speaking to teachers, they expressed how the majority of children are now very capable of self-assessment and usually make accurate judgements. Children are able to progress through the different challenges when they feel they have mastered the material. Dweck (2010, p. 19) argues that by designing challenging tasks in this way, children will soon “select or create challenging tasks for themselves”. However, children with a fixed mindset might always choose the easier tasks and be reluctant to move on. 
Staff Interviews
Interviews were conducted with the headteacher and a member of staff working within the school’s ‘progress team’ which works with children who are not best suited to a mainstream classroom environment (appendix 3-4). The questions were varied slightly in order to remain relevant to the job roles.
One of questions posed to teachers was “do you think extrinsic rewards help motivate children?” as the researcher had noticed many different forms of extrinsic rewards within classrooms such as star charts, Lego and a ‘fill the bucket’ challenge with pom poms. When the children had received the desired number of stars, Lego or pom poms they would win a prize. Considering the research undertaken in chapter 2 that suggested extrinsic rewards may hinder a child’s intrinsic motivation, the researcher was curious to know the staff’s views. One response claimed it made a difference with “some pupils”, usually the younger pupils whereas “older children care less”. This could support the research that argues against extrinsic rewards and could suggest that children’s motivation decreases with age. The other interviewee believed that it would depend on what the extrinsic rewards are. Looking back, the researcher could have questioned the interviewee further on what they believe to work and how teachers monitor what is effective. However, this participant also argued that “relationships are most important” to help build motivation in children. The other participant mentioned a similar intrinsic motivator that they believed to be important; “knowing children” as well as directing learning towards the pupils’ interests. 
From the interviews, the researcher learned that the school is always looking for ways to move forward and improve, showing an interest in Continuing Professional Development (CPD). The school decided to implement growth mindset after researching the work of John Hattie and his concept of visible learning. The pupils were initially asked what they believe makes a good learner and were hesitant to answer, which prompted the headteacher to consider growth mindset. What is seemingly interesting about this is, according to Hattie (2018), entity thinking (growth mindset) has an effect size of 0.25; this is likely to have a positive impact on achievement although, the average effect size for all educational influences is 0.40. Anything under 0.40 “is in need of more consideration” (Hattie, 2009, p. 16). McNamara et al. (2018) believed the effect size to be even smaller (0.8 overall, 0.19 for students at risk for low achievement) with an even higher threshold than Hattie (2009) for what they deem to be the average effect size: 0.57. Though, Dweck (2018, online) disputes this, arguing that interventions and influences that measured at 0.57 were not examined using standardised tests and generally over the course of a school year, 0.20 is the “best you can expect”. Despite Hattie’s (2018) findings that growth mindset yields lower than average results, he found that self-efficacy had an impact size of 0.71 and considering that he, himself said growth mindset is “akin” to self-efficacy (Hattie, 2017, online) there are clearly some discrepancies. Perhaps this could be due to educators applying growth mindset in what Hattie (2017, online) describes as “haphazard ways” by misinterpreting the research or indeed, not reading the original research at all. One interviewee believed growth mindset to “definitely” have had an impact on achievement, with both in agreement that it had impacted attitudes as children now express how they want to try their best and answer every question on summative tests. 
The researcher was curious to find out whether the school had experienced any challenges implementing and promoting growth mindset. Both participants identified parents as a barrier to the successfulness of the intervention. Despite the school hosting an open day to discuss growth mindset with parents, they had a very low response rate. One interviewee also discussed how low-income parents may not have a varied vocabulary and are more likely to make negative comments to or in front of their children. It was also mentioned that when children see their parents not in employment, this has a “knock on effect” and children are less likely to have aspirations for themselves. Both respondents also mirrored the research discussed in chapter two on ‘gifted’ children, explicating the difficulty ‘more able and talented’ children found in developing an academic growth mindset.
Another question posed to staff was “do you think your pupils have a fixed or growth mindset?” One respondent believed the majority of pupils in the school now have a growth mindset, believing that only 1% have a fixed mindset. However, prior to implementing the intervention, the school expected 40% of children to have a growth mindset. Nonetheless, when trying to identify the mindsets of pupils through questionnaires, in one year six class only two pupils were classified as having a growth mindset. According to Dweck (2006) and Hattie (2018) though, this broad categorisation of mindset can be misleading as “we are all a mixture of growth and fixed and need to understand both in ourselves” (Hattie, 2018, online). One respondent believed that children within the progress team are “beginning” to move towards a growth mindset as they are working peers of a similar ability however, when back in the mainstream environment their mindset is fixed due to the pressure they feel. It was also mentioned that mainstream can affect these children’s self-esteem as they are in the “lower-set throughout”. This may raise concerns over the effectiveness of self-differentiation tasks as children may always choose the ‘red’ or ‘bronze’ task and find difficulty completing it whereas, they may see their peers moving on to more difficult tasks. Despite this, speaking to year six pupils, this made them want to work harder (appendix 5), but this might not be the case for all pupils if they do not have a growth mindset.
Year Six Questionnaires
Nine year six pupils from one class were asked a series of questions in relation to growth mindset via an online questionnaire (appendix 6). Due to the limited and odd number of participants, the writer will use figures and fractions to discuss the results. Children were able to opt out of any question, moving on to the next one and this was explained to them beforehand.
The first question on the questionnaire read ‘how do you feel about learning?’ This was of interest to the researcher as it was hypothesised that, after completing Brainology and learning how they can improve their intelligence, children would enjoy learning as they would be aware of the personal benefits. This was in fact the case as eight of the nine children asked either thoroughly enjoyed learning or ‘enjoyed a little bit’ with one answering ‘unsure’. Nevertheless, it is not possible to ascertain from the research whether this was due to the implementation of Brainology and growth mindset. 
Question two was a multiple-choice question with an unlimited response option, asking the children how they feel when challenged. Due to the nature of this question it was hard to fully quantify and analyse the responses, although the most common answer identified was ‘frustrated’ (4), with other common answers being ‘motivated’ (3), ‘excited’ (3) and ‘encouraged’ (2). This seems to show that children have mixed feelings towards a challenge, acknowledging that although difficult, there are benefits. Most children said that to overcome a challenge they would ask for help or keep trying. Interestingly, one child said they would think of all the ways to solve it and find the “most successful”. Dweck (2006) believes this process and exhibiting of perseverance is integral to a growth mindset. One child elucidated they would “get mad” and take a break which appears to be a fixed mindset in response to challenge. However, it is worth considering that this a useful coping mechanism for the child and leaves the researcher wondering whether the child would then refocus and gain motivation. Some children expressed not knowing how to overcome a challenge and whether they are “right” is difficult, with one child stating that “everything” is difficult when trying to overcome challenges. The results of the questionnaire have also shown that most children feel ‘challenged’ and ‘stuck’ when they are ‘in the pit’ but this is not surprising as Nottingham (2017, p. 16) argues children will feel “uncomfortable”. On reflection, a follow up question could have asked children whether they felt more or less motivated to succeed when they are in the pit as it is believed the pit will motivate children “to think more, try more and question more” (ibid). Two children believed iPads were a valuable resource to help them learn, with one child using wall displays. Thus, it could be argued that displays in this classroom are relevant to current learning. Whitebread and Coltman (2008) believe that classroom can be utilised to provide challenging stimuli for children. Displays can also make learning visible, showing the process and reinforcing growth (Schroeder-Yu, 2008). 
Six out of the nine children asked believed they had a growth mindset, with two saying ‘it depends’ and one being ‘unsure’. No children identified themselves as having a fixed mindset. Hattie (2017) believes that sometimes it is useful to have a fixed mindset and instead of a state of being, the concepts of changing mindsets is about understanding the circumstances when the different mindsets are necessary. This is an interesting view in relation to the research as it could show that the children who chose the option ‘it depends’ could possibly, even unknowingly, understand the concept of growth mindset best of all. When asked to elaborate on why children felt they had a fixed or growth mindset, almost all of them seemed to have self-belief and a motivation to learn and improve. However, one child explained that they give up when tasks are hard but when they are “fun and easy” they will try. This child appears not to associate challenges with fun, perhaps not wanting their ability to be questioned due to a fixed mindset. However, it could be conceived that the class teacher has not yet managed to lend the challenging learning to this child’s interests. This participant’s response left the researcher wondering whether this child was attending the school when they introduced growth mindset and the Brainology programme and whether new starters are provided with the same opportunities to learn about malleable intelligence that other children were.
Year Two Interviews
As mentioned in chapter three, the responses from the interviews with year two pupils could have been the result of peer influence. Not all participants responded to the questions and the researchers also felt they were providing too much guidance to the children on questioning. This brings in to question the reliability of the data gathered from interviews. Nonetheless, it may be worth noting that children overall showed a positive response to learning and failure and generally believed growth mindset could have some positive impact on helping them learn. One child told the researcher that mistakes are what help them to learn as they are able to do it better next time. 


Chapter 5: Conclusion

This research project was designed to examine strategies that are currently used in schools to promote a positive mindset and the impact they are having on pupils. The writer wanted to determine whether these strategies are deemed as ‘worthwhile’ by research and authors, practitioners and pupils themselves. As mentioned in the introduction, the overall aim of the research project was to improve professional practice. 
As part of the Professional Teaching Standards (Welsh Government, 2018), teachers need to demonstrate awareness of theories and research and make pedagogic decisions based on the findings. Teachers need to reflect on their own learning and experiences as well as those of their pupils to achieve personal growth and professional learning. However, it is argued that some reflective practice may put too much focus on the teacher and therefore, it should be ensured that the focus is on the wider context to lead towards reflective action to positively impact children’s education (Dewey, 1933; Finlay, 2008, Pollard et al. 2008). It is hoped that this research project will allow the writer and possibly, reader, to make informed judgements about the implementation of strategies to promote a positive mindset in learners. 
Main findings
Self-efficacy can have a big impact on children’s motivation and academic achievement (Bandura, 1993; Schunk, 1989; Zimmerman, 1995; Ley and Young, 2001; Hattie 2018). Despite self-efficacy and growth-mindset showing many similarities, the impact of growth mindset on learners varies (EEF, 2018; Hattie, 2018, McNamara, 2018). This is likely due to how it is implemented in schools, with some practitioners’ mis-interpreting the original research (Hattie, 2018). Although simply training teachers on the concept of growth mindset may not be sufficient to improve pupils’ progress (EEF, 2018),  if teachers are able to adopt the notion of growth mindset themselves, they are more likely to help children develop skills that will contribute to school improvement (Esses, Haddock and Zanna, 1993). This could be due to how teachers with a growth mindset praise their pupils’ efforts and promote positive self-talk (Schunk, 1991; Bloch, 1993; Donaldson, 2015; Dweck, 2006; Nottingham, 2017; appendix 3-4). Making progress explicit can help teachers to praise the process and effort which can lead to mastery (Dweck, 2010; Corbett and Strong, 2017). 
Motivation is fundamental to learning (Welsh Government, 2011) to which, self-efficacy is a large factor (Bandura, 1993; Schunk, 1989; Zimmerman, 1995, Ley and Young, 2001). Pink (2009) believes children need autonomy, mastery and purpose to feel motivated whilst respondents noted the importance of praise, relationships, interests and build on the children’s strengths. Children in the school showed relatively high motivation (appendix 7). 
Although it may be more difficult to help children from disadvantaged backgrounds to develop a growth mindset (Maslow, 1943; Claro, Panesku and Dweck, 2016), they may have the most to gain as it could help to close the attainment gap (Claro, Panesku and Dweck, 2016). More able and talented children may also struggle with the concept of growth mindset as it could call their intelligence in to question (Dweck, 2010; appendix 3-4). Parents may be a barrier to introducing growth mindset and thus, strong parental engagement could be key to ensure parents are aware of the benefits and also promote positive self-talk in the home (appendix 3-4). 
Further research
The researcher could have used ‘the general self-efficacy scale’ (Schwarzer and Jerusalem, 1995) or the growth mindset questionnaire designed by Mindset Works (Mindset Works, 2015) to assess the pupils’ self-efficacy as they are tried and tested and believed to be good indicator of children’s self-efficacy. Going forward, it would be useful to have a larger sample pool to improve the validity of the research and conduct research in a school that has not explicitly taught about intelligence malleability and implemented growth mindset strategies to compare the results. Due to one teacher believing that the majority of pupils had a growth mindset, but resilience was still an issue, further research could be conducted in this area using Hilton’s (2018) ten traits of resilience as a baseline assessment for pupils. There is still some question as to the effect extrinsic rewards have on pupils and thus, this could be explored further. 
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