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Introduction
My intervention project will be taking place at a truly comprehensive school in South Wales, with around 1500 pupils. There are approximately 13% of pupils receiving free school meals (Mylocalschool.wales.gov.uk, 2017). The research will be focussed towards the two Year 8 classes I am teaching, due to the nature of the syllabus, lending itself to a topic that is very suitable for my work. The classes are both large mixed ability classes (29 and 25 pupils), which allows a greater amount of data to be collected. However, both classes are very different in terms of special educational needs and general class atmosphere, so approaches will deviate slightly between 8X and 8Y (not actual class names).
My area of research is whether the use of empathy increases engagement within a topic, and therefore improves the quality of work produced. Previous research suggests a link between empathy within lessons and a level of understanding of the topic (Jenkinson, 2010). Jenkinson carried out a whole topic revolving around the use of empathy to encourage and engage students which he believes was a great success. Empathy was something that I saw some success with during my first professional teaching experience. The research activity hopes to add confirmation to this, and it should add to the extent of how much empathy improves engagement and understanding within the topic, to see if there should be more of an emphasis on an empathetic style of teaching rather than purely content based. 
The key questions for research are as follows:
Key questions include:
· Does empathy improve the attainment of pupils in extended writing pieces? 
· Do girls respond better to empathy in lessons than, or equal to, boys? 
· Does empathy improve the quality of literacy work produced by pupils? 

Literature review 
There is an abundance of research to suggest that improving literacy has a positive impact on schools and pupils alike. There are many institutions and governing bodies that highlight the importance of improving literacy, both nationally and globally. Due to the time and effort spent putting in to the research, it was important to choose the right topic (Arthur et al., 2012, 31). During previous research, it was found that empathy was a tool which was championed in improving extended writing for pupils (Jenkinson, 2010), particularly in key stage 3, which will also be explored during this article. X also notes how it may also be beneficial to research a topic that one has previous experience in, and empathy came to the forefront due to the previous success during my time at my last teaching post, as well as the previous research I had conducted.
Literature suggests that empathy is a major player in improving literacy in schools, thus meeting national and global requirements to improve this aspect of education (Jenkinson, 2010). Literacy is a major focus in contemporary education, and it is a major priority for the educational institutes of Wales, making up one half of the pioneering Literacy and Numeracy Framework (Welsh Government, 2014). The National Mission of Wales directly states that high literacy skills must be achieved by 2021, to aid the transition into Donaldson’s successful futures which puts literacy at the forefront (Welsh Government, 2017). The Welsh National Literacy Programme (NLP) highlights a suggestion of inconsistencies among domestic literacy levels. This, therefore, has provided the Welsh Government with a focus for schools to push forward their ideology, that literacy is a vital element in education which needs to be improved and collaboratively worked on. The collaboration between educational institutes and the government is hoping to create an excellent educational experience for the pupils of Wales (Welsh Government, n.d.). 
The above suggestion is supported by 2009 the Programme for International Student Assessment (PISA) results (ibid), which shares the view that not only Welsh literacy levels are far below expected levels, but also in regard to the rest of the U.K. and internationally, that there is a worldwide literacy dilemma. Recent Estyn reports reflect these findings, claiming that problems of low-level basic literacy are an issue in Wales (Estyn, 2009-2010, cited in Welsh Government n.d.). These above findings indicate that literacy is a major focus for education moving forward, leaning towards the need to find techniques to tackle the issue, with empathy being a considered tool for this process.
Furthermore, nationwide improvement schemes such as the UK’s National Literacy Strategy and the United States’ ‘No Child Left Behind’ strategy (Kennedy, 2010, 384) have been implemented. It is clear to see that the legislators of these countries have heeded the reports concerns carefully by enacting mechanisms to improve standards and drive success in this area. Literacy based improvement plans have been used to transform severely underperforming schools. Rosa Parks elementary school in the States, who had a worryingly low API score in 1999 (Fisher and Frey, 2007, 33), implemented a literacy improvement plan to power the school towards improvement, focussing on oral work which they believed was ‘critical for learning’ (ibid, 34). Despite research highlighting that the success was based around hard work and determination (Collins, 2012), it was entwined with the literacy-based element that led to its transformation. 
Literacy is a broad element that encompasses a wide range of skills, branching into reading, writing and oracy. Research seems to suggest that writing, particularly extended writing, should be carried out via more ‘personal forms of writing’, where pupils are given the chance to express feelings, beliefs and a variety of thoughts (Butt, n.d). Inferences can be drawn that by allowing the pupils to write through empathy, they are able to write more personally. Letting students look at various viewpoints other than just their own allows them to develop their own feelings and thoughts rather than having a narrow-minded approach. Giving pupils the tools to develop their ability to produce more personal forms of writing through empathy indicates that it could be a way to help engage pupils in an entertaining yet challenging way (Butt, n.d). This view is reinforced by Lambert and Balderstone, who believe pupils must be given a chance to write in this way, to engage in the variety of viewpoints that geography embodies (Lambert and Balderstone, 2000, cited in Jenkinson, 2010).
Research carried out by Jenkinson suggests that the use of empathy is a key player in facilitating improvement within literacy in schools, indicating that it is a way to grasp pupil engagement and attention, therefore leading to the ability to increase attainment due to the desire to work hard during enjoyable tasks. This was mirrored when teaching at a different school, where it was noticed that huge improvements in attentiveness and a desire to be engaged throughout the lesson equalled to the highest standard of writing from said class. The opportunity for the pupils to include empathy into their writing inspired creativity which was extremely interesting yet pleasing to witness. Jenkinson acknowledges that a variety of extended writing forms are an inclusive part of geography, and even some of the more accomplished students may struggle to incorporate their ideas to daunting, unfamiliar formats (Jenkinson, 2010). By incorporating empathy, it gives a different focus for the pupils to think and provides a new stimulus to be creative to be able to thrive during the extended writing tasks that geography demands. Empathy understandably provides a platform to incorporate a wide variety of writing contexts within the classroom, ranging from diary entries to role play writing such as debates, which is vital to provide students with (Lambert and Balderstone, 2000, cited in Jenkinson, 2010). In addition, it encourages critical thinking, by giving students the opportunity to look through the lens of different viewpoints other than their own to form reasoned judgements, another crucial skill for success in geography (Butt, n.d., cited in Jenkinson, 2010).
Looking at the education system in Denmark (Alexander, 2016), where empathy is entwined in the school curriculum from pre-school ages, it indicates that empathy not only improves social competency, but also helps students become more ‘high-functioning adults’ during later life, mirroring the view shared by Butt (Butt, n.d.). Interestingly, this could be one of the reasons why Denmark is often voted highly when it comes to ranking countries in terms of happiness, showing that empathy is much more than just improving work in the classroom (Alexander, 2016). Canada shares a similar philosophy to Denmark, where they recognised the decline in empathetic skills and implemented a system to improve it (Reynolds, 2015). This was called ‘Roots of Empathy’, which sought to improve levels of empathy in the next generation, with over half a million children taking part. Results have been profound. Evidence shows a reduction in bullying and helping to bridge the gap between cultural differences within societies, increasing diversity in the classroom which can be transmitted to adulthood (ibid). Therefore, research indicates that not only does empathy improve the ability to access a wide range of extended writing pieces and grasp engagement, but it also manufactures informed, responsible adults for the future generation.
From the above information, it can be seen that if children not only appropriately articulate a sense of empathy in their work but also their day to day behaviour in school, it can reap huge benefits both in terms of attainment and general attitude. However, as the research is based on the use of empathy within lesson, if a student cannot use empathy from the outset then it must be integrated into the teaching; can empathy be taught? Debate has raged in this area for a considerable time, with Myrick and Erney actually questioning whether the ability to ‘walk in someone else’s shoes’ can be taught to another person (Myrick & Erney, 1985, cited in Hatcher et al,. 1994, 961). Despite the research being undertaken with older ‘high school’ and ‘college’ students (Hatcher et al, 1994), their findings may be inferred to our key stage 3 subjects. They wanted to investigate whether those that received empathy training would have a higher rating in various empathetic rating tests as opposed to those that did not receive training, and whether females would show a higher change in score than men (ibid). Their findings show that trained participants did indeed dramatically improve their empathetic rating scores, which is crucial for carrying out my research. Additionally, it was interesting to note that despite boys starting with lower scores, they were equally as trainable to girls regarding empathy, suggesting that the boys in my study will improve their ability to empathise just as much as girls (ibid). 
There are however drawbacks within this study. The research was carried out in mature college students and older high-school students alike, vastly differing to the pupils partaking in the present research. This leads to question whether empathy is more teachable due to age, rather than a ‘one-shoe fits all approach’, that the advanced mental reasoning and educational skills leads to the teaching of empathy instead. To ascertain this, a study would have to be included to include pupils at different age groups, including those in the 12-13 range which are participating in the study. Despite the conclusions being drawn from research from students taking a behavioural psychology course, which is obviously different to the year 8 students studying the rainforest, we can draw inferences from the research and apply them to the context. From the findings that have been discussed in the above, it does seem to suggest that empathy can in fact be taught, and that all students of both genders have the potential to be taught empathy and improve at the same rates, indicating that there is potential for all students to access the empathy-based lessons. 
When teaching an empathy-based lesson during my previous teaching experience, I was based at an all-girls school. Therefore, I have no experience teaching boys in this field so the literature here is vital in preparation for my study. For instance, if there was a notable difference between how boys reacted in comparison to girls, I would have to investigate my methods differently to be able to support the boys in the process, possibly leading to biased results.
Following the above research and the conclusions that boys are equally as teachable as girls in terms of empathy, it may also lead to the improvement of boys’ literacy. The National Assessment of Education Progress (2009) share the results that girls constantly score higher than boys in both writing and reading tests, which is a trend that is supported by PISA results in 2006, with reading holding the greatest gap between genders. School policy specifically targets improving boys’ literacy, suggesting the results may be accurate. As this is an area of weakness within the school, it suggests that the research would be welcomed to see if empathy is a way to tackle boys’ literacy. On the contrary, there are suggestions that gender is not the only factor affecting literacy skills. A paper by Collins, Kenway and McLeod (2000, cited by Watson et al., 2010, 357) claims that it is socio-economic status of the pupil rather than gender which affects literacy attainment. Although, the test was carried out on Year 12 performance rather than key stage 3, which could be a massive factor in influencing the study as pupils are likely to be more balanced at that age where gender would not be as much as an issue as lower down the school.
It has already been noted that the scheme of work by Jenkinson (2010) was a key driver in pupils engaging with the topic, improving their attainment in geography whilst improving standards of literacy through extended writing. However, it must be said that this is not the only driver for literacy improvement. Butt claims the variety of writing types, such as a diary extract, a letter or a newspaper article for example, to be a main driver for literacy (Butt, n.d.). It seems that the variety of task allows a wider range of skills to be used, as each writing type calls for a different type of writing format where the pupils can practice different skills. It also helps pupils by easing the way they view the work, as some pupils may find some writing types more daunting than others (ibid). Looking at the different types of writing in the above section suggests that empathy is an overarching feature in many writing types. Writing in a diary or producing a letter could all encompass elements of empathy, as pupils could be writing from the point of view of an earthquake survivor for example. Thus, despite commentators stating that variety types are a main driver of literacy improvement, elements of empathy can still be embedded.
The use of scaffolding, in the form of writing frames for example, is another very appropriate tool for improving literacy. Scaffolding is one of the primary forms of helping pupils advance through Vygotsky’s ZPD principle (1978). The idea that the teacher, the more knowledgeable other, allows a pupil to create learn new skills and develop ‘sophisticated conversations and question the world around them’ (Fisher and Frey, 2007, 34; Blatchford et al., 2013, 13), to be able to do something that they were once unable to do without this support. In terms of literacy, this could be in the format of sentence starters or writing frames, giving pupils a basis on how to carry out their extended writing pieces and also how to format their arguments (Butt, n.d.). In a way, this can facilitate their use of empathy as techniques and guidance on using it within their work could be carried out via scaffolding. Without the scaffolding however, pupils may be 'stuck' and confused with what to write about which leans to the view that it could be equally or more important than the use of empathy within writing because if they do not have the structure to start, the ability to empathise will be lost from the outset and throughout. Butt explains how scaffolding proves to make the task far less daunting for pupils (Jenkinson, 2010), therefore more likely to be engaged in the task and being confident to make a very good attempt at it.

School policy and practice 
As noted by Butt (n.d.) in the above section, reading forms an integral part in literacy. Furthermore, it is often an under looked area within teaching empathy. Research suggests that an increased awareness of empathy when students are interacting with fictional stories, enables them to have a stronger connection with the characters, being able to understand their point of view much more readily and form a greater understanding of the characteristics and behaviour of that person.  It was noted in 2009 via the National Assessment of Education Progress (NAEP) that the biggest gap between genders in literacy was in reading (Watson et al., 2010, 356). School X incorporates a ‘DEAR’ system, which stands for ‘Drop Everything and Read’. Pupils in year 7 and 8 read for 20 minutes every day in a certain lesson and the books are suited to the individual pupil based on testing. NLP research shows that 40% of students start secondary schools in Wales with a reading age below their own age (Welsh Government, n.d.). This policy aims at not only improving reading ages but also improving literacy. Reading was credited as being one of the main drivers in improving the standards at the Rosa Parks school (Fisher and Frey, 2007). The DEAR system used by school X will therefore look to benefit my research by also helping pupils develop their empathy as seen above. 
It was previously mentioned in this paper that empathy has the potential to improve the social skills of pupils and turn them into these ‘high-functioning adults’, as observed in Denmark and Canada (Alexander, 2016; Reynolds, 2015). School X’s School Improvement Plan (SIP) focusses on improving the attitudes of learners, specifically to develop the pupils as independent learners. This strand of the improvement plan looks to build resilience and increase pupil responsibilities to encompass a growth mindset (Carol Dweck, 2008). Using empathy could be a key strategy to succeed in this strand of the SIP as it has been proven to provide students with life-long skills to succeed in adulthood, as championed by the Danish education system (Alexander, 2016). The school also run improvement groups called ‘BIGs’, where strategies to improve the school are suggested and implemented. The ‘teaching and learning’ and ‘wellbeing’ BIGs are relevant for this study. In conversation with the ‘BIGs’ leaders, I discussed my research plan in introducing empathy to a whole topic. Both leaders agreed that this was an exciting theory to trial and gave encouragement to pursue it. It fell into the realms of improving teaching and learning as they look at implementing whole school approaches to improve attainment, and wellbeing as it looks at pupil development. Overall, my research proposal fits well with whole school policies.  

Methodology and ethics 
I chose to conduct my research with the two year 8 groups I have been teaching throughout this placement due to a combination of reasons mainly based on school policy. The classes were not chosen by me and were randomly selected, so reduced the likelihood of unreliable data in terms of selection in the sense that the classes were not chosen because of the likelihood of experiencing successful results (Arthur et al., 2012, 28-29). Firstly, the commencing of the research coincided with the introduction to the topic of rainforests, which easily leant itself to becoming an empathy-based topic. Furthermore, due to the topic also coinciding with internal exams, I was able to use this as the ‘post-testing’, which will be spoken about in more detail, meaning I did not have to establish a control group between one of the two classes. This meant that I could increase the number of participants, thus increasing the amount of data, therefore reducing the chance of any anomalies being used as reliable data as there are more sets of results to analyse. Additionally, this helps in respect to investigating any improvement in boys’ literacy as by nature of the classes which have completely different dynamics, the results could have been very different. In terms of research, the study carried out in ‘The Teaching of Empathy’ was directed at older age groups (Hatcher et al., 1994). This would not fit within the school policy due to the need to cover quite a specific GCSE and A-level specification, therefore limiting the research to key stage 3 students. On the contrary, it would nevertheless be interesting to see if results with the younger contingent either compare or contrast with their older counterparts.
As briefly mentioned above, I chose to carry pre and post testing to assess the impact of the intervention. The pre-test results were assessment data from the previous topic assessment, and the post-test result was the rainforest question from the internal examination. By choosing to use the exam, I had a lot more useable data at my disposal. For instance, I could not only compare the results pre and post testing but also the examination results as a whole and look to see whether the rainforest question was above or below the average mark for each participant. The other two exam topics were not taught based on empathy, so I am able to effectively compare the data to see if empathy had made a difference. 
Exams themselves are beneficial to research for a number of reasons. There is a level playing field, as they are vastly harder to cheat in (Van Bergen and Lane, 2014), and it will be all the subjects own work. Invigilators are present during examinations and any in class assessments are harder to police, as well as having the opportunity to use their own work as an aid. This being said, the exam enables myself as the researcher to be a lot more confident in the accuracy of the results provided, as it shows what the pupil knows themselves and removes any chance of teacher help during an assessment (ibid).
Exams do come with an array of limitations. Pupils may not be prepared to put the effort in to revise or participate properly in the exam without being pushed by myself in the classroom, from the help of the more knowledge other (Vygotsky, 1978) and the modeller of empathy (Wilson and Conyers, 2017). Therefore, it could make the results more to do with effort rather than whether the intervention was effective. They may have been able to succeed in an in-class post-test with the scaffolding and preparation in place but struggled in the exam due to the nature of learning difficulties or failure to prepare in the right way. It is inevitable that some students will need more help in the form of scaffolding than others to pass through the ZPD (Vygotsky, 1978). Interestingly, research has suggested that female participants in general may struggle in exam situations, that there is gender gap in relative performance between boys and girls which could be attributed to test anxiety (Ballen et al., 2017). There are a large number of female participants and this could skew overall results. This can be mitigated by my decision to compare rainforest results with overall exam grade, as the same stress would be there for both results. 
Another limitation of exams is time. The exam in question is set to 45 minutes, where subjects are to complete two other questions before reaching the rainforest question. There is a potential for some students wasting time on other questions meaning they do not have the time to fully engage with the success criteria which they may well have done under class conditions. On the contrary, it may also mean pupils are less distracted as they are under exam conditions, so get more work done and enable other pupils to produce a quality piece of work themselves.
My decision not to carry out a pre-test on rainforests was due to the insufficient knowledge that the pupils would have, or that they may be at varying differences of experience within this topic. It would be fruitless to test pupils on a subject that they have not been taught and expect my intervention to increase results, when it would be likely any form of teaching would still do that. (Newton, 1999). It seems to be much more beneficial to compare results during the end of two different topics following a full scheme of work, as there is more chance of pupils coming close to their full potential for that topic. It must be noted that the pre-test was carried out in the autumn term, six months before the post test on rainforest took place. There is a small chance of maturation (Arthur et al., 2012, 28-29). The pupils will have had more experience during the last 6 months in accessing more challenging material and practice in hitting higher success criteria coupled with growing wiser over time, which could be the difference in results rather than the intervention. Despite this usually being the case over longer periods of study, it may be present in some of the participants which needs to be noticed.


Evaluation  
Teaching rainforests to an enthusiastic group of year 8 students with empathy as a focal point allowed me to use a variety of lessons with a plethora of tasks to stimulate pupils and allow them to fully work with the notion of empathy, championed by Butt (n.d.). Lots of the ideology of my planning revolved around the research of Charlie Jenkinson (2010) and his empathetic scheme of work, however I have suited the variety of tasks to convey the appropriate information to not only meet the lesson objectives but also to suit the demands of the year group. This will be discussed in more detail later on in this article. 
The general overview of the techniques to teach empathy is important to be understood before delving into the style of lesson and lesson choices. Research has shown that there are four main techniques in teaching empathy (Wilson and Conyers, 2017). By facilitating the lessons through these techniques, the pupils will be able to use empathy to engage with whatever task they were faced with. The first is modelling. This technique revolves around the teacher, the more knowledgeable other (Vygotsky, 1978) being the inspirational figure to model how empathy works in understanding the point of view in another. This was a vital technique in getting the pupils to understand how empathy works, how to use it and why it is important. It is believed that by the more knowledge other carrying this out, the pupils ‘mirror optimistic’, inspirational behaviour (Wilson and Conyers, 2017). Modelling was used before the start of the first main empathy task in lesson two. Pupils chose a familiar celebrity as a fun, context free example and as the role model, I had to empathise with how this particular person might be feeling. They chose Ant McPartlin and were able to understand how and why I empathised with him. Pupils then mirrored this by empathising with another celebrity that I chose myself, having a recent positive achievement and had them empathise to ‘mirror’ my behaviour. This seemed to work well in allowing the pupils to understand that empathy was different to sympathy and set the scene for empathising with the rainforest stakeholders which will be discussed in due course. 
The next two methods, teaching point of view and being metacognitively aware about one’s state of empathy are closely linked, revolving around seeing the point of view of another, but the former is more teacher led. The teacher will teach pupils how and why to look at different points of view through examples, mainly to allow the pupils to see the value of different points of view. This was incorporated in my lessons, as well as the former, which encourages pupils to share the feelings of another, to be able to understand how to take another’s perspective and to study the benefits of this skill. 
The final method is to do with listening, and why it is important to listen to others to be able to develop as an empathetic thinker. My scheme of work contained various opportunities in all lessons for pupils to not only understand and share the viewpoints of their classmates and to see why they have their opinion, but also to listen to their classmates empathise with people they have been researching during lessons to hear even more different points of view. 
The first lesson within the scheme of work looked at introducing pupils to the concept of empathy and practicing the skills required to be empathetic, by looking at an issue through someone else’s perspective. This was undertaken through the format of a ‘rainforest walk’, where pupils watched a video of ‘go-pro’ footage from the perspective of someone walking through the rainforest, and then had to write an extended piece of writing where they put themselves in the shoes of that person, describing the sights, sounds, scents and feel of the rainforest. This initial task was a form of modelling (Wilson and Conyers, 2017). The participants firstly used the video to further understand the concept of empathy, by looking at the rainforest from a first-person perspective to understand how to write empathetically. 
The video acts as the model in this task as it encourages the students to mirror what they are seeing. It also looks to make the task more exciting, as Butt (n.d.) states, it allows the pupils to access new forms of writing rather than just regurgitating the characteristics of the rainforest; it allows the pupils to express themselves. The task worked well in the main, however it was noted following professional conservations with observers that it was important for pupils to focus on using information from the video and not talking about things that are not associated with the rainforest. This could have been improved by allowing pupils to create a success criteria before the task. 
The second lesson was on rainforest stakeholders. By nature of the content, this lent itself to be the most empathetically dominant lesson, where empathy was used for three quarters of the lesson. During this task, pupils were split into groups where they had to assume the responsibility of a different stakeholder that had an interest in the rainforest. They were given resources based on their stakeholder and had to produce a mini presentation to give to the rest of the class on what they do in the rainforest and why it is important to them. Stakeholders ranged from those who lived in the rainforest and those who looked to exploit it, to give a variety of uses and convey the view that different people have different beliefs. 
This lesson encompassed a range of the proven strategies to teach empathy. By giving pupils information sheets from these points of view, they physically had to look at these differing viewpoints to complete the task, and by presenting their findings as these stakeholders, the participants are ‘being metacognitive’ (Wilson and Conyers, 2017) about how they go about using empathy, by sharing the thoughts and opinions of their stakeholder to the rest of the class. This in turn leads on to the ‘listening to others’ teaching method, where pupils presented their stakeholders opinion to the class. This was a set time during the lesson for the rest of the class to engage with the other opinions from those that they have already looked at and to start to analyse what their opinion is and why they have it and start to challenge the opinions that they had prior to this lesson (ibid). 
I believe this task was successful as pupils developed their skills of looking at both sides of an argument and developed how they analyse information, as many of the participants began by being blinkered with their own opinion and nothing else. Even though all of the pupils understood what others believed, some found it hard to relate themselves to the stakeholders without further explanation during class circulation. This lesson was inspired by the ‘research and presentation’ by Jenkinson (2010) in his empathy model. Despite not having the two-weeks to research and it was only in class with handouts provided, the pupils nonetheless extracted the information that they thought fit to complete the task, and in turn presented their findings to the class through the medium of another. By introducing the classes to the other opinions via the form of a presentation, it took away the ‘teacher-orientated’ (ibid) element of the lesson and gave the onus to the pupils to teach each other. I also framed questions at the end of each presentation to extract further information from the groups to allow them to talk about information they may have missed to make sure there was still the impact of the more knowledgeable other (Vygotsky, 1978). In hindsight, it would have been more desirable and effective to have given the pupils a made-up person. For instance, one of the stakeholders was an environmentalist, but it would have eased the participants into using empathy more efficiently by giving this person a name and a title, so they could empathise with this person rather than a collective group.
The following lesson on deforestation looked to build on the concept of empathy and how they viewed the people with interests in the rainforest. This was facilitated in the form of a carousel activity, where there were a different range of tasks for the pupils to complete, including thinking back to the stakeholder’s lesson and using empathy to understand whether deforestation has a positive or negative effect on the stakeholders and letting the participants work it out for themselves, instead of being diverted to the answers. Tasks also included looking at a speech from the Brazilian President and the pupils having to analyse his opinion and use empathy to assess whether or not he was justified in having this view, as well as ranking the impacts of deforestation and justifying their decisions. 
The variety of tasks and allowing the pupils to work in a variety of ways enabled the pupils to interact with geography in a multitude of angles (Lambert and Balderstone, 2000, cited in Jenkinson, 2010). Furthermore, the variety of short, sharp written tasks allowed the pupils to convey how they ‘feel, believe and think’, which is vital for forming their own opinions from empathy (Butt, n.d.). On the contrary, there were no real attempts to include a task solely based on reading or comprehension. Despite including the ‘Brazilian President’ which required some reading, this was not the full focus. Research has shown that empathy can be developed by fictional reading, as it enables a greater emotional connection with the characters in the story to develop ‘motivation and actions of characters’ (Vega, 2016). Following on from school policy of directed reading time, this could have been used to my advantage to further cement empathy, but it was not a feature of this lesson.
By evaluating the data I collected I have noticed sets of very clear patterns of results. The data is displayed in a way to differentiate between boys and girls (blue for boys and pink for girls). Any results with a green colour show an increase, yellow shows a maintenance and red shows a decrease in relation to pre-test levels. In the case of class X where some pupils do not have any pre-testing levels, the colours are in relation to the overall post test score. This allows me and any other viewers of the data to easily look at trends in the data.
The results regarding the pre-testing were varied between the two classes. Class X’s data was not fully complete, but out of the data present it is obvious to see the mix of ability. Results ranged from a level 6+ to a level 3, with the modal average being levels 5 and 6. When comparing this to Class Y, the results ranged from levels 4 to 6, indicating that the class are much closer in ability with no real individuals that are severely suffering or achieving in their age group. The modal average level in this instance being level 5. This data suggests that class X is a more intelligent group, potentially less susceptible to my intervention. However, this could also be due to the lower numbers in class Y which may have altered the range.
However examination results show that that the vast majority of participants in both classes had improved their level following the intervention. In fact, 23 pupils out of 28 in class X had improved following the intervention and 20 out of 25 in class Y. This is a clear indication that the rainforest question was answered extremely well in comparison to the pre-test, suggesting that the intervention may have played an important factor in increased attainment. Certain pupils made tremendous improvements in comparison to pre-testing. As seen in appendix A, pupils 15 and 20 from class X drastically improved their results, boasting the biggest improvements from the class, where they both improved by 3 levels. This may be down to the intervention engaging particularly disinterested pupils and enabling them to think in a different way which will have improved their attainment. However, this needs to be looked at with some tentativeness, as their grades across the three questions improved, suggesting it could be due to increasing maturity (Arthur et al., 2012, 28-29) or issues regarding the pre-test.  Nevertheless, the improvement following my intervention was tremendous. Class Y did not see the same difference within pupils, with the biggest increase being from a level 4+ to a level 6 and a level 4 to a level 5+. 
As mentioned above, some of the increases from pre and post testing occurred across the three topics, indicating a possibility of maturity. However, many of the increases were just relating to the rainforest question, suggesting that the intervention played a real factor in pupil performance here. By visually looking at the coloured table to show improvements (Annex A and B), a large proportion of the pupils that saw increases in their overall and intervention question results saw a decrease in at least 1 of the other exam questions. This pattern was apparent in both classes. In fact, four pupils saw an increase in the rainforest question and a decrease in everything else. Interestingly, only one of these pupils were boys. In relation to boys and girls, the other data suggests there is quite an even spread of pupils increasing and decreasing. 
Regarding some of the previous high attaining pupils seeing decreases in their test results for the rainforest questions, my concerns about examinations were confirmed. Upon marking the papers, two very able pupils (pupil 19 and 29 from class X) did not finish the rainforest question. Pupil 19 had only written an opening paragraph and could not access anything higher than a level 3, and pupil 29 was on course to achieving a high level 6 and potentially a level 7. Any other viewer of this data would have seen the results and think that they had failed to grasp the intervention, but this was due to the time constrictions of examinations, highlighting unreliability in occasional pieces of data. It should also be noted that both of these pupils are girls, suggesting there is some credibility in the research and females and exam pressure (Ballen et al., 2017).

Conclusions
The results that I have found have been somewhat sufficient to be able to answer at least in part my main research question and my hypotheses, however there are some limitations that need to be discussed. Overall, I would deem the research and intervention largely as a success, primarily due to the number of pupils that improved their levels from their pre-test in comparison to the rainforest post-test section of the examination. My results echo a lot of the conclusions drawn by some of the researchers that I have based my report on. For instance, in his study Jenkinson (2010) recognised that due to the introduction of empathy in a scheme of work, entwined with a variety of tasks to allow the pupils to access a range of different literacy elements and extended writing types saw an increase of attainment within geography. I attempted to emulate his research, incorporating a number of different tasks to enable pupils to use empathy, to think in ways they have not previously done and provide new ways in accessing material to improve attainment. My results seem to suggest that Jenkinson’s observations are somewhat accurate, as it can be seen following my evaluation and analysis of appendix A and B that the vast majority of pupils improved following the introduction of empathy to the teaching.
One concern that I had before the research started was whether empathy only has a positive effect on girls, this was mainly due to the fact that I had only used empathy in an all-girls school where I had witnessed the positive response. I had no experience using empathy with boys. Research seems to indicate that boys in general are under achieving in terms of literacy which made myself question how well they would grasp the concept of empathy, as it is a form of communication and understanding which is a literacy-based skill (Watson et al., 2017). On an empathy-based level, the issue of whether boys and girls are equally as ‘teachable’ has been studied (Hatcher et al., 1994). Results seemed to show that this was the case, and results echoed this view. My results show that boys and girls equally improved and there was no imbalance in improvement between the genders. In fact, my data goes further to support this by highlighting that out of the small number of pupils that did not improve following the intervention, there was slightly more girls that did not improve than boys, which is notable considering there are more boys in the study than girls.
It was mentioned earlier in this paper that there has been some indication of exam anxiety with females. My results do show that there are an even number of boys and girls that actually dropped a level between previous assessment and overall examination results, however it was mainly the females that had examination issues. It is impossible to be able to tell what is going on in the heads of the pupils during the exams without any high-tech research equipment, but as noted earlier, two girl participants from class X did not finish their paper, and one girl from class Y did not attempt the crime question. These issues could potentially be down to exam-based anxiety.
In the main, I am able to answer my research question and hypotheses. Firstly, it is clear to see that the majority of results improved on the rainforests examination question in comparison to pre-testing results and overall exam results. It is very difficult to attribute this solely to my intervention as there are many intervening factors that could come in to play, such as the detail and emphasis that was put into the other topics and the difficulty and understanding of exam questions. In future practices, I would conduct the research following a class throughout the year, so I am capable of knowing and controlling these different variables. What can be said however, is that the rainforest question was the only true extended writing piece in the exam, which definitely saw a massive improvement compared to the pre-test extended writing piece, indicating that empathy may have improved this. 
Having analysed the results, it seems apparent that girls do not respond better to empathy than boys. Reading suggests that girls start off with a higher level of empathy than boys in general (Hatcher et al., 1994), but there is no difference in terms of how they respond to empathy in lessons. My results reflect this, and provides a result to my second hypothesis, that girls did not respond better to empathy in lessons than boys.
The third hypothesis proved difficult to measure, which will be looked at in more detail in the limitations. Pre and post test results were levelled on content and literacy skills, so for the purposes of this research the results can mirror that of the first hypothesis. However, future practices may want to create a separate specific criterion for literacy and segregate this from the content, to give two sets of data where an improvement in literacy can be clearly defined and not based on overall levels.
Whether the use of empathy has increased engagement within a topic would have to be measured using third party observation over a long period and questionnaires to get an unbiased judgement from a non-researcher and to get views from the participants themselves, so it is difficult to conclusively say whether or not empathy in fact increased engagement. On the other hand, what can be said is that following the introduction of empathy into the classroom, the results have improved, therefore improving the quality of work produced for the pupils to be able to get higher levels. It is hard to say whether there is a very strong correlation between empathy and attainment without further testing over a more sustained period, but my results carry some weight in answering this research question. It would be wise to build on this result in the future, as there is definitely potential in developing the research question and delving deeper into whether empathy really can improve results, which my research has suggested, and I recommend that this is something that can be implemented into the classroom with ease to help facilitate better results.


Limitations and future development 
The main limitation that was faced during this study was time. It would have been far more optimal to have been able to have considerable time to carry out my research, as time was stretched for many reasons. Firstly, there were internal class assessments from a previous topic which were carried out until the middle of March. This issue married with the need to complete the topic in order for the pupils to access the material for the exam gave myself a substantial issue with time. The research had to be carried out within this short timeframe. Despite recognising the advantages of having the convenience of using the exam as a post test, the shortcomings were also paramount. The amount of teaching that I had planned had to be halved to fit in the content for the pupils to be able to answer the exam question on deforestation. Further, it was seen in my results that a few of very capable pupils, particularly in class X (pupils 19 and 29) did not hit their pre-test mark. This was due to timing, pupil 29 made an excellent attempt and was on course to reach a level 7, and pupil 19 had only written an introduction and was capable of at least getting a level 6. If the post test were to be carried out in class, I would expect to have seen a different set of results for these pupils, and an in-class assessment may have been more optimal for pupils to maximise their potential. 
It did not initially occur to me how the concept of empathy would be understood by younger pupils. It became apparent from the start of the topic that many of the pupils took a while adjusting to what empathy was. Where pupils would be using empathy proficiently in one lesson, they would have forgot it by the next lesson. It would have been welcomed by the pupils to have spent a full lesson on the concept of empathy, why it is important and how to use it. I should have spent more time teaching point of view, as the example used in ‘4 Proven Strategies for Teaching Empathy’ (Wilson and Conyers, 2017) regarding the two princes and the numbers 6 and 9 seemed very relevant, and it encouraged pupils to discuss the importance of understanding other peoples’ point of view, even if you do not agree. This would have tied nicely into the rainforest stakeholders lesson and will definitely be utilised in future practices. However this links back to the issue of time once again, as if there were more time to justify being able to have a lesson on empathy then this would have happened, but by the time I realised that this was an issue the exam was fast approaching and there were numerous lessons I needed to get through to be able to get a sufficient proportion of the content delivered for the exam.
Another issue relating to time is that there was not enough time for reading. As per school policy, it would have been beneficial to provide pupils with a reading-based lesson based on the rainforest, where the pupils spent a considerable time reading and interacting with the literature to answer questions on the text in a more comprehension-style way, as recommended as a way to boost empathy (Vega, 2016). This creates a positive multiplier effect, as developing empathy then improves engagement with a text and allows pupils to engage more with deeply with the literature, which would be beneficial regarding to the school policy. This would be something to take forward into future developments.
Moving forward, I have identified numerous areas of where I would like to have had more time to trial different ideas, cement concepts and optimise pupil potential as listed above. In terms of my conclusion, it is safe to say that empathy has at least in part increased attainment for the year 8 classes involved in my study. I would be very interested to see how this works for other key stage 3 classes. For instance, I have encountered some difficulty trying to enthuse a small number of year 9 pupils who are not taking geography as a GCSE subject. By incorporating tasks and activities similarly to the conducted research, it could be a way of reaching out to these pupils by opening their minds to new ways of thinking. On the contrary, I am also curious to see if year 7 students would grasp the same understanding of empathy, and research suggests that introducing empathy as early as possible can result in massive social benefits as pupils’ progress through the school (Alexander, 2016)
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