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How can we promote intrinsic motivation through the use of verbal praise from peers?
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Aim, focus and purpose of the research
Greater pressures on schools to increase pupil’s academic performance is inflicting amplified pressures on teachers. However, when teachers are consistently delivering lessons of an “excellent” calibre and the pupils are still not reaching their expected level, it could result in the teachers becoming disheartened and frustrated. By examining literature and studies that have been conducted surrounding pupil’s achievement, it has become apparent that the pupil’s intrinsic motivations influences pupil’s achievement (Pintrich, 2003).

From conducting numerous lessons, both researchers are aware of the importance of pupil’s intrinsic motivation during the delivery of a lesson. This became apparent in lessons which had a greater difficulty level. Pupils with a drive to learn completed the task in hand and achieved expected learning outcomes whilst other pupils stated they couldn’t do it and therefore failed to achieve the expected learning outcomes. In light of this, it has become evident that strategies to increase pupil’s intrinsic motivation are essential to daily routines in the classroom to ensure all pupils are working at the levels they are capable of in order to achieve the desired learning outcomes. 

From observations, a strategy where pupils gave verbal praise to peers increased pupil’s intrinsic motivation during the lesson. Reflecting on this small scale study, it will become evident what further questions need to be answered to ensure the strategy is consistently effective for daily use within a classroom. 


Research Context

School A
School A is a primary school in a village on the outskirts of a town with approximately 300 pupils. The class in which the study took place is a split Year 5/6 classroom with children aged between 9-11 years old. 
School B

School B is a rural primary school in a small village with approximately 85 pupils. The class in which the study took place is a split Year 3/4 classroom with children aged between 7-9 years old.
This research study will explore how we can promote intrinsic motivation through the use of verbal praise from pupil’s peers, as this was an area in which the researchers sought to further their professional development. This area of research is of great importance due to the reform of the Welsh primary curriculum. Donaldson (2015) states that pupils in Wales need to be “ambitious, capable learners who: set themselves high standards and seek and enjoy challenge”. Therefore, in order to achieve high standards, set by themselves, pupils need to be motivated and have a desire for challenge whilst enjoying their learning. Considering this, it is essential to identify strategies that could enhance pupils’ motivation; displaying the importance in finding how peer-to-peer praise at schools has an effect on a pupils’ intrinsic motivation. 



Literature Review
In recent years educational researchers and practitioners have recognised the importance of intrinsic motivation within schools and its pivotal role in academic achievement and persistence (Pintrich, 2003). Ryan and Deci (2000, sighted in Guay et al, 2010, pg 712) define intrinsic motivation as “engaging in an activity for its own sake, for the pleasure and satisfaction derived from participating in it”. This is an area that Donaldson (2015) believes is an essential skill that all pupils endeavour to gain as they need to set themselves high standards and enjoy challenges to ensure they work to the best of their ability. However, is it possible to enjoy challenge across a vast range of subjects? 
Research has found that intrinsic motivation can be subject specific (Wigfield & Wentzel, 2007). Guay et al (2010) conducted a study to identify if elementary pupils’ intrinsic motivation is differentiated according to subject. The results concluded that pupils self-report different levels of motivation across the school subjects. For example, a pupil may be intrinsically motivated in English by which they enjoy reading and learning new vocabulary and are exceeding expected outcomes; whereas in mathematics, the pupil may not be intrinsically motivated as they find it difficult leading to the expected outcome not being reached. Intrinsic motivation is however associated with school outcomes and thus demonstrates the importance of it across all subjects. 
A vast amount of research (Guay et al, 2008) has concluded that pupils who endorse intrinsic motivation are consistently more persistent and cognitively involved in their tasks. These pupils also experience greater positive emotions and have more desirable outcomes in comparison to pupils who are motivated in a controlled fashion and are found to be less persistent and more distracted. These pupils also experience negative emotions which consequently cause anxiety leading to reduced outcomes. 
This has been echoed in reports that identified children’s reading skills are directly influenced by their motivation to read (Baker and Wigfield, 1999, Wang and Guthrie, 2004). However, it could be argued that more recent studies need to be conducted as the introduction of technology could have a greater effect on the findings. On the contrary, studies have suggested that the level of children’s motivation can explain variances in reading attainment after accounting for previous reading skills and cognitive abilities (Medford & McGeown, 2012). These findings underscore the importance of developing intrinsic motivation in classrooms from a young age.
As the research suggests the importance of developing pupils’ intrinsic motivation is a matter of urgency to enhance pupils’ academic progress. However, how can teachers and academic professional develop pupil’s intrinsic motivation? Research surrounding this area has many conflicting points of view and evidence, demonstrating the importance of the current study being conducted. Recent reports have demonstrated that creating a positive classroom is one of the most powerful tools teachers can use to engage pupils in effective learning to improve outcomes (Conroy et al, 2009). A report by OECD (2013) also states that practitioners need to respond to children’s emotions and motivations in order to develop successful learning.

These views are echoed by Sarafino et al (1982) who believes that praise increases children’s desire to engage in the task where the praise was given. In the study, Sarafino et al asked children to create endings to riddles. The results showed that the children who were praised completed a higher number of riddle endings compared to the baseline period, implying the praise increased the pupils’ motivation. Although, it is difficult to rule out alternative explanations for the increased levels of motivation as the study does not include a no-praise group. This is similar to many studies surrounding praise. The study also didn’t disclose the type of praise given to the pupils, making it difficult to compare with other research. It does however give a foundation for further studies.
On the other hand, a substantial amount of researchers believe that praise may also hinder pupils’ intrinsic motivation (Mueller et al,1998; Meyer et al, 1986; Meyer 1992). Some studies have previously documented that praising a child’s ability could lead the pupils to believe the praise is insincere (Meyer et al, 1992). It has also been documented that praising a pupil on their ability could lead to pupils feeling pressured to produce a good performance in the future (Baumeister et al, 1990). 
A study conducted by Mueller et al (1998) focused on the type of praise given to pupils; one group were given praise about their ability and the second group given praise on their effort. The findings supported the claim previously stated by Meyer et al, as the ability praise resulted in setbacks for the pupils.
The study found that the children were more focused on maintaining a high intellectual performance rather than developing their own skills further. The results also demonstrated that the pupils, in spite of the praise given, showed a greater tendency to misrepresent their scores. This resulted in the pupils reacting poorly to failure and setbacks, showing a decrease in their intrinsic motivation.
On the contrary, pupils praised for their efforts chose problem solving tasks that increased their learning and were focused on increasing their understanding of the problem, rather than the importance of ensuring the answer was correct. This resulted in an increase in the pupils’ intrinsic motivation. Therefore, this study demonstrated the advantages and disadvantages of praise to increase intrinsic motivation.
Henderlog et al (2002) agrees with this view and states that there are two contrasting points of view in regards to praise and intrinsic motivation. They believe that it is the type of praise that is given to the pupils and the time in which it is given that is important. As previously documented, praise for effort can support children’s motivation, however when delivered after low ability tasks can lead to harmful effects on motivation (Weiner, 1992). 
A historical statement by Ginott (1965, p.39) refers to the administration of praise, he states that “praise, like penicillin, must not be administered haphazardly… there are rules about timing and dosage… there are similar regulations about administration of emotional medicine”. Although the statement is approximately 50 years old, the underlining message is still appropriate today. As the research studies have stated, it is important to understand what praise needs to be given and when to ensure the greatest effect, without detrimental side effects.
The study that has been conducted is required because the amount of new concrete evidence over the past 10 years surrounding praise and intrinsic motivation is limited, with some older evidence becoming redundant as the mind-sets and lives of children have evolved. The study focused on the effects of positive praise (effort) on pupil’s intrinsic motivation. The praise was given by peers as previous studies have focused on parental or teacher praise, identifying a gap in research.























Lesson Study Methodology
Lesson Study
Lesson study (LS) is a form of study based on action research in a classroom focusing on developing teachers practice knowledge. LS originated in Japan in 1870 but is currently being established in the West due to its ability to lead to high standards of education attainment (Stigler & Hiebert, 1999). The high standards of attainment are due to what the is teacher learning (both pedagogical and subject) as opposed to how much the pupils are learning (Dudley, 2013). 

To use LS to increase attainment levels in the UK is negligent, as the difference in the structure of LS differs extensively between the United Kingdom, Japan and USA (Buchard, 2017). Therefore UK results cannot be represented alongside or compared with results from Japan and USA. 

LS was traditionally used in Japan as a continuous evaluation for teach learning, with it being embedded into the daily routine for pupils and staff; however it is more recently being used for collaborative small scale studies, hence the use of Lesson Study in this research. The process of lesson study will allow the researcher to learn which processes result in improved outcomes for the pupils.

LS focuses on groups or pairs of educational practitioners working collaboratively to enquire about the improvement of an approach (Cordingley et al, 2004) through observations, reflections and interviews. This allows practitioners the ability to identify gaps in learning, plan to match the pupils’ needs and to change their teaching through supported learning (Dudley, 2011). 
Many researchers are now using LS as a research method as it follows a detailed process that requires triangulation, resulting in increased validity of the data collected (Mukherji, 2010). Nonetheless, when using both qualitative and quantitative data, care must be taken when using qualitative data to make quantitative verdicts (Coles & McGrath, 2010). 




















Participants
Participants were pupils from two primary schools in South Wales. 31 pupils (16 females; 15 males) in a mixed year 5 and 6 class took part from School A, whilst 23 pupils (12 females; 11 males) from a mixed year 3 and 4 class took part from School B.

Due to the age of the participants, a legal requirement states that researchers need to obtain informed parental consent (BERA, 2018). In both schools all pupils attained informed parental consent and gave verbal assent once explained the study by the researcher (see appendix A) which was witnessed by both class teachers prior to the research being conducted. 

Due to time restraints, three participants were chosen from each class (Mukherji et al, 2010). The participants were chosen using the purposeful sampling method (Koerber & McMichael, 2008) which involves researchers selecting participants from the qualities they hold. Using this method, three participants were chosen from three ability groups (one participant from each group) once informed parental consent and assent had been given. This ensured that the study had maximum variation and a representative sample (Siraj-Blatchford,2001). 

All participants were also made aware of their right to withdraw having been explained that if they felt uncomfortable during the study, they could withdraw themselves without any consequences or judgement (see appendix A) to ensure their wellbeing was paramount.

Observation
Non participating observation was used to document the behaviours the participants displayed during the study (Rolfe et al, 2001). This was carried out by one researcher whilst the second researcher was teaching. However, unlike the complete observer (Christensen, 2005), the participants were made aware of the observer’s presence in the classroom. This could be argued that this may have caused an influence on the participant’s behaviour, but in accordance to BERA (2018), it is important to obtain the participant’s informed assent.

The observation took place in the classroom, where the participants are comfortable and familiar with their surroundings and may display different behaviours compared to a controlled environment (Hayes, 2001). To observe the behaviour of three participants, a checklist was completed (see appendix B). This was a quick method to ensure all three participants were observed in a small period of time before and after the strategy was implemented. The checklist also has a detailed explanation about what is expected for each behaviour (Coffey,1999), alongside a pilot observation (Mukherji et al, 2010). 

This ensured that both researchers were consistent in their approach to observing the desired behaviour, hence increasing the validity of the results. The data collected from the observation schedule identifies a combination of behaviours to engage if the participants are motivated in the activity before and after the implementation of the strategy; hence the data being collected being quantitative. 


Interview
A semi-structured interview method was chosen as it gives a degree of standardisation (Mukherji et al, 2010) with all participants being asked pre-prepared questions. Unlike structured interviews, it gave the researchers flexibility to adapt the questions according to abilities or needs of the participants (Fielding and Thomas, 2008). It also gave researchers the opportunity to ask additional questions in response to the answers participants give (Mukherji et al, 2010); hence giving the researcher opportunity to probe for extra details.

The semi- structured interview contained both open and closed questions (Cannold, 2001). Open questions gain rich information, giving a greater depth of qualitative data being collected. Nevertheless, there are limitations when using open questions as there can be vast amounts of data being collected and reviewed, whereas closed question provides quantitative data that is less complicated to analyse (Simmons, 2008). Prior to completing the interview, a pilot interview was conducted to ensure the questions were not biased and were clear to the participants, as Mukerji et al (2010) stated this increases the validity of the interview.

The interview was conducted in familiar surroundings for the participants to ensure they felt comfortable in order to obtain reliable data (Mukherji et al, 2010). The interview was conducted as a group, however, Johnson & Christensen (2008) express a disadvantage of interviewing groups in that participants may have similar opinions, which will need to be considered when analysing the results. 

The researcher with an established rapport with the pupils led the interview to ensure pupils were comfortable and illuminating the desire to answer correctly (Hatch, 1995). The interview was verbally recorded which ensured the researchers were fully engaged in the interview and no vital words or phrases were disregarded to ensure validity (Fielding et al, 2008). Mukherhi et al (2010) however states that some participants may find being recorded unnatural and may not feel at ease. This was taken into consideration with all participants giving consent to proceed. When writing up the transcript, the pupils’ names were concealed to ensure confidentiality was maintained in line with BERA (2018), with the recording permanently deleted to ensure participants were not identified.















Reflection
Researchers will reflect on the lesson and the observations by using a reflection method based on Gibbs’ (1988) cycle. Gibbs’ cycle was developed to be used after learning scenarios have taken place. The cycle involves six stages of reflection; description, feelings, evaluation, analysis, conclusion and finally the action plan, for further development. Each stage has questions that are require an answer to ensure the reflection has the greatest benefit. Gibb’s (1998) cycle is a simple reflection which gives a clear structure that allows researchers to reflect effortlessly. However it can be argued that the simple structure of Gibb’s cycle does not allow critical approaches in its simple format or the opportunity to move beyond practice explore values (Finlay, 2008). Yet the cycle does allow for a continual process of reflection through ongoing lessons; which is in line with traditional lesson study.













Ethical Considerations
When completing a research study there are a number of ethical considerations that need considered prior to the study taking place. One consideration that needs to be discussed is the risk to participants. When working with participants it is essential to ensure the participants wellbeing is paramount. When completing the interview some participants that have not been chosen may have a risk to their self-esteem as they do not feel as though they are creditable enough to be chosen. If the children wanted to participate in the interview process, even if not chosen, the researcher ensured they were able to participate if they wish, as long as they had parental consent, as in accordance with BERA (2018) as they are under the age of 18.

Another consideration that needs to be addressed is the possibility of emotional stress throughout the interview by the participants. In the event that this occurred, the participants had the right to withdraw at any time without any implications or consequences, as in accordance with BERA (2018). The participants’ right to withdraw was explained prior to assent being given (see appendix A).

In accordance with BERA (2018), both the school and participants remained anonymous. This is to ensure that nobody can identify the participants in the report or through the raw data. The voice recording obtained during the interview was conducted on a school iPad, and once the transcript had been written, the recording was deleted, to ensure pupils voice are not recognised and remain anonymous. The transcripts are also adapted to ensure any pupils names are removed, if spoken by another pupil, in accordance with the General Data Protection Regulation (2018).


Lesson Study 1 Analysis
Lesson study 1 was conducted in School A, during a morning English session with 31 pupils aged between 9-11. The 3 selected participants were from different ability groups within the higher ability English set. The learning objective was to create a motivational recipe for palm oil (see appendix C) in which the participants had been developing for a week. Throughout the session one researcher was teaching the class whilst the other researcher was observing the sample participants with guidance from the observation schedule (see appendix B), following the lesson study framework (Dudley, 2013).

Prior to the implementation of the strategy; most participants were identified as being focused on the task. The observation schedule identified completing work on time as criterion. Throughout the first part of the session, clear time expectations were made to the participants for the completion of each section, with the researcher stopping all participants after the designated time. 2 out of 3 participants completed the work within the designated time. 

After the implementation of the peer praise, the researcher relaxed the time constraints and gave the participants ownership over their own timings in order to identify if the participants could maintain the motivation needed to complete their task independently. The percentage of participants focused on the task increased, with all participants completing the extended piece of writing within the expected time (end of the session). This demonstrated that participants were engaged in the task as Pintrich (2003) defines student engagement as the quantity of effort pupils’ demonstrate in their task. This was displayed by participants as a high level of effort was required in order to complete the extended piece of writing in the timeframe given.

During the second part of the session, after the strategy was implemented, the participants were displaying characteristics of independent learning, as opposed to supported learning during the first section of the session. This is an element that is important as Donaldson (2015) believes pupils need to be independent learners who thrive for challenge. The participants demonstrated this by independently selecting resources to enhance the vocabulary being used in their work, without being asked to do so by the researcher. This displayed the participants increased enjoyment and interest in the activity in order to complete their work to a higher standard and to increase their own learning. That was documented in the observation schedule (see appendix B) which found the frequency of enthusiasm increased by over 50% after the implementation of the strategy. 

Another area that improved after the implementation of the strategy was the children’s learning which was demonstrated through the use of questions. In the first half of the session only one participant was identified as asking questions that were appropriate to enhance their learning, as specified on the observation schedule. The other participants asked questions such as “how long is left?” and “how do you spell deforestation?”; these questions did not support the children’s learning to enhance their progress. However, after the implementation of the praise, all participants were identified as asking appropriate questions that enhance their progress. This was due to the pupils concentrating and thinking deeply about the work being completed and identifying gaps in their knowledge and understanding.
Modifications required
The overall lesson went as expected and followed the lesson plan (see appendix C). However, when the participants were stopped and asked to implement the praise there were numerous questions. Although the participants had been briefed regarding how the praise would take place, they initially found it difficult to think about what praise they could give their peer. This resulted in questions about what type of praise needed to be given. As a result of this, the researcher intervened and gave all participants examples of what praise was expected (see appendix D). The explanation of the strategy that was given to the participants required amendment to ensure both groups of participants received the same input due to this.

Once the participants gained a strong grasp of the strategy the implementation of the praise went well. This was echoed by the comments the participants gave in the interview post the session. The participants explained they “liked talking together and liked the praise given”. When discussing the implementation of the praise the participants divulged their opinion regarding the increased motivation once the strategy was implemented. They stated it gave them “more confidence” with all three participants expressing they worked harder after the praise. 

Listening to the views expressed by the participants is very important as Estyn (2016) state schools with strong pupil voice increases the well-being of the pupils, alongside greater participation levels. Also, in accordance with The Right of Children and Young Persons Measure  (2011), article 12 states that children have the right to express their opinions and for them to be listened to. Taking this into consideration, the participants expressed an interest in implementing the strategy in different subjects as they believed it supported their motivation in English. Therefore, the content in the second lesson changed from an English lesson to Curriculum Cymraeg, to see if the implementation of positive peer praise had an effect on the participants in another subject or if it is isolated to English. 





















Lesson Study 2 Analysis
Lesson study 2 was conducted in School B, during an afternoon Curriculum Cymraeg session with 23 pupils aged between 7-9. The 3 selected participants were from different ability groups within the classroom. The learning objective was to create a wordle to express what Wales means to them (see appendix E), this was an activity to start their Welsh week. Throughout the session one researcher was teaching the class whilst the other researcher was observing the sample participants with guidance from the observation schedule (see appendix B), following the lesson study framework (Dudley, 2013). 

Prior to the implementation of the strategy all children were identified as being on task at least once in the 30 minute period. The participants displayed a selection of criteria identified in the observation schedule (see appendix F), including displaying focused attention, which was defined as “not day dreaming”. This took place at the start of the session where a traditional Welsh tale was read to the participants which captured their attention. Esytn (2017) identifies this as excellent practice. 

Nevertheless; in spite of this, once the participants began the focused task their attention levels decreased, resulting in an increase in noise level in the classroom along with only a small percentage of participants completing the activity within the time constraints. Yet after the implementation of the praise there was a stark contrast in the level of focused attention. All participants were engaged in the task, displaying focused attention, with an increase in frequency of desired behaviour being observed, with the participants also completing the activity as expected. 
On the other hand, some participants slowly became less focused on the activity as time progressed, yet during their interview all participants believed that the implementation of the strategy increased their ability to work and stated “I needed to speed up so they could see how well I had done”. This resulted in an increase in motivation; however are the participants motivating themselves for the wrong purpose? The aim of the study is to increase intrinsic motivation and for the participants to want to learn, yet as previously stated by Mueller et al (1998), these participants were motivated to display their intelligence to others, rather than to increase their learning.

In addition to an increase in focused attention, there was also an increase in the quantity of creditable questions being asked. Prior to the strategy being implemented the participants asked questions surrounding instructions given. This also demonstrated that the participants were not focused on the researcher whilst the instructions surrounding the activity were being given. Yet, after the implementation of the strategy the participants asked a higher quantity of thought provoking questions that enhanced their learning. As observed by the researcher, this demonstrates an increase in enthusiasm which is defined as interest and eagerness to take part in the observation schedule (see appendix F). Numerous questions asked also provided 2 participants with the opportunity to engage in independent research, with the participants displaying an increased levels of enjoyment, resulting in an increase in the information being learnt.



Modifications required
The overall session went well and followed the lesson plan (see appendix E). The change made to the previous lesson, involving examples of praise being given to participants was successful. The participants did not ask questions regarding what type of praise to give their peers, in contrast to lesson study 1. In agreement with the participants from lesson study 1, the participants in lesson study 2 expressed their enjoyment surrounding the implementation of the strategy by stating “I felt really happy and good”, demonstrating that all participants were comfortable using the strategy which was a previous ethical concern. The interview process was successful with the participants divulging their interest in receiving this strategy in other subjects, in particular mathematics, with the participants from lesson study 1 in agreement. 

Notwithstanding, as previously stated, some of the behaviour observed was a cause for concern. The participant demonstrated behaviour linked to intellectual motivation, which can be detrimental to participants, rather than effort motivation that promotes positive intrinsic motivation (Mueller et al 998). Previous studies have identified praise that focuses on the child’s intelligence rather than their motivation is the cause of this (Mueller et al 1998). The participants were asked to give their peers praise surrounding the effort in which their peers were putting into their work as opposed to their intelligence, however, without the praise examples from each participant written as a transcript it is difficult to identify what praise was given. In future lessons, it is essential that the praise given to each participant is written as a transcript as this will increase the reliability of the study and ensure the research question is being answered effectively. This also ensures the strategy has the desired effect in future without having detrimental side effects.






















Research Findings
From the findings it is evident that the participants found the praise a positive strategy for their classroom, as 100% of the participants displayed positive emotions surrounding the implementation of the strategy. This concurs with research concluded by Guay et al (2008) who states that pupils who endorse intrinsic motivation experience a greater percentage of positive emotions. This was evident with 50% of participants expressing an increase in their confidence levels after the implementation of the strategy, which they believe has an effect on their intrinsic motivation and the amount of work being produced. These findings are supported by OECD (2013) who identify the importance of responding to the children’s emotions in order to develop successful learning.

The observation schedule echoed these findings, demonstrating an increase in the average amount of desired behaviours being observed by over 50% for participants focussing on their task. The participants’ interviews also support the findings from the observations as 100% stated that they worked harder after the strategy was implemented. The ability for the participants to work harder, demonstrated that there was in increase in the effort the participants gave to the task. This coincides with the evidence demonstrated by Mueller et al (1998), which states that pupils’ efforts increased with the implementation of positive praise. However, unlike the study conducted by Mueller et al (1998), the praise was given by a peer as opposed to an authoritative figure, which may have an effect on the amount of effort given.

The observation also demonstrated an increase in the enthusiasm being portrayed by the participants after the implementation of the strategy. Prior to the strategy being implemented, 83% of participants displayed a sense of enthusiasm, identified by enjoyment, interest and eagerness in the observation schedule (see appendix B). Once implementing the strategy, 100% of participants displayed a sense of enthusiasm with the quantity of observed behaviour increasing by 75%. 

Alongside the observations, it was identified that the participants were partaking in independent learning after the implementation of the strategy due to an increased interest in the activity. Ryan and Deci (2000, sighted in Guay et al, 2010) state that an aspect of intrinsic motivation is to partake in activities for the pleasure. The participants were partaking in further activities that were not compulsory, thus demonstrating a positive correlation between peer praise and an increase in intrinsic motivation. These findings are encouraging as Donaldson (2015) expressed the importance of independent learning to increase challenge, which was an influencing factor for the importance of the study. 

Nonetheless, during the literature review concerns surroundings the selective intrinsic motivation displayed by pupils in different subjects were raised. Wigfield & Wentzel (2007) stated that intrinsic motivation can be subject specific, which could have consequences on the pupils academic achievements. However, our study does not coincide with these findings as the results demonstrate a small difference in the amount of participants displaying intrinsic motivation characteristics in two different subjects after the implementation of the praise strategy. 

In regards to participants focussing on their task, an increase of 58% of observed behaviours occurred after the strategy was implemented in English; with an increase of 64% of observed behaviours occurring after the strategy was implemented in Welsh, with similar differences across the observation schedule (see appendix E).

The decision to focus on the change in subject derived from the interviews conducted with the participants. These interviews resulted in both groups expressing an interest in using the strategy in other subjects as they believed it would support their learning, particularly in mathematics. Thus, in future, the positive praise strategy can be trialled during other subjects to identify which subjects, if any, have a greater effect on pupils’ intrinsic motivation.
















Conclusion
To conclude, the observation schedule supported the validity of the findings in numerous ways. Prior to the study being conducted the observation schedule was piloted to ensure both researchers were consistent in their approach. This raised concerns regarding individual definitions of the observed behaviour and how each individual observer perceived them. Both researchers identified various behaviour characteristics as meeting the desired behaviour. 

If both researchers had a disagreement on what constitutes observed behaviour, it would have resulted in unreliable results with an inconsistent approach to obtaining data. As a result clear definitions of what was expected for each behaviour was produced. Once the second pilot study was conducted, both researchers had a consistent approach, increasing the validity of the findings (Mukherji et al, 2010). 

The implementation of the strategy caused a dilemma with participants unclear on the type of praise needed to be given in lesson study 1. This was an event that was not predicted or planned for, hence, the researcher needing to intervene and give examples of positive effort praise to the participants. The examples of praise were not pre written or approved, neither were they piloted although without them the results would have been inadmissible. Clear examples by the researcher on positive effect praise were also given to the participants in lesson study 2. 

Nevertheless, a pilot of the implementation of the praise could have identified this dilemma which the researchers could have planned for to ensure the information given to the participants was clear from the start, resulting in a greater reliability of the data collected.

The participants’ interviews were successful with a great deal of information regarding the strategy and how it can be changed to influence future practice being gained. The use of a semi-structured interview was effective as the researchers were able to adapt the phrasing of the questions to suit the age range of the participants. It also allowed the researchers to ask further questions resulting in a greater amount of vital information such as the participants divulging interest in the implementation of the strategy in mathematics. 

The interview questions were piloted prior to the interview being conducted. This ensured that the questions being used were clear to the participants and that they were not biased to sway the participants answers, as Mukerji et al (2010) stated this increases the validity of the interview. This was important as a number of the initial questions prior to the pilot study were found to lead the participants’ answers which would have made the information collect inadmissible and invalid.

The reflection model used was developed by Giggs (1988) and allowed the researchers the ability to reflect on the lesson studies completed in a critical manor, whilst having a simple structure that was easily followed. The opinions expressed in the reflection allowed both researchers to identify professional learning targets to influence their teaching alongside reflecting on the implementation of the strategy. 

The model also allowed the ability to focus on areas for improvement, giving the researchers a clear way forward to influence future practice. The methods used captured different dimensions of the study by collecting a variety of data. By using more than one method of data collection it ensured validity of the research findings, which is otherwise known as triangulation. 

The research sample was relatively small given that the research took place in two different schools which have considerable differences in the participant’s circumstances such as class sizes and the local communities. It would be difficult to generalise the results, however, if further research were to be conducted with a greater sample the results could be generalised.

In future experiences the strategy will be used in various lessons, specifically lessons that may have a challenging context. The strategy will be adapted according to the preference of the pupils. For example, it may be completed at different intervals during the lesson rather than just once.









Recommendations
The use of lesson study enhanced the research surrounding the implementation of the positive praise strategy. It gave the researchers the opportunity to observe and reflect in depth whilst analysing the effectiveness of a strategy and how it affected the participants’ wider learning through a variety of methods. This led the researcher to reflect on the effectiveness of the strategy, but also the effectiveness of the lesson and how the strategy can support the lesson. This resulted in positive findings and recommendations for further practice.
From the research conducted along with previous literature, it is clear that intrinsic motivation can be increased through the use of positive peer praise (Sarafino et al, 1982). This has a positive effect on pupils’ academic performance in a number of ways including thinking skills, ability to focus on the task, the enjoyment of the activity and increased levels of independent work. Therefore, using the praise strategy within the classroom can be useful to support pupils learning. This has been identified across a variety of subjects, in spite of previous research (Guay et al, 2010). Nevertheless; in spite of this, more in-depth research is required to be able to generalise the results across all subjects. 

As previously stated in the literature, it is important to monitor the type of praise that is being given to the pupils as intelligence praise could hinder a pupils academic performance rather than enhance it (Medford & McGeown,2012), yet this was not identified in our study. In order to ensure the reliability of results in the future, transcripts of praise need to be conducted for the praise to be analysed effectively. This will help demonstrate a more comprehensible understanding of the importance of types of praise.
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