CHAPTER 1: INTRODUCTION
Chapter Introduction
	This chapter presents background information of the study conducted in relation to differentiated instruction and its impact on engagement levels. The study is situated within the relevant literature and explores their application in academic programs. The chapter will state the rationale for the study and will lead to the formation of the primary research question. Additionally, this chapter will provide an outline of the study’s objective, an overview of the study’s structure, and provide a general overview of the study group involved. Lastly, this chapter will include a general overview of the study group and discuss the researcher’s motivation for completing this study.

Background and Historical Context
The concept of student engagement in school has been a central theme in discussions of researchers for years (Kuh, 2009; Romba, 2013). There is a considerable amount of literature surrounding the concept of engagement in school, and the contribution that it might have on academic success (Kuh, 2009; Veiga, Reeve, Wentzel, & Robu, 2014). Student engagement should be defined as a multifaceted construct which included three key dimensions: cognitive engagement which refers to the idea of investment, emotional engagement which involves students’ positive and negative responses to learning, and behavioral engagement which draws on the idea of participation (Fredricks et. al., 2004; Veiga et al., 2014). 
The concept of engagement has been used by researchers to explain student behaviours in traditional classroom subjects, however, there is far less research that has been completed on engagement in physical and health education (PHE) (Hastie, Stringfellow, Johnson, Dixon, Hollet, & Ward, 2020). Engagement in PHE takes on a much different meaning than in the traditional classroom setting (Hastie et al. 2020). In their examination of engagement in PHE, Hastie et al. (2020) discuss that being engaged in PHE class is more than just participating, but it also requires a purpose or connection to an activity. An example of this could be to enhance or maintain fitness levels, to increase muscle endurance or strength, or to create positive habits for life-long health (Ogilvie, n.d.). Herein lies the problem. Often students are missing the initial purpose or connection to want to be engaged in PHE, and teachers find it difficult helping students find this connection (Hastie et al., 2020).  
Through my experience teaching at Holy Cross Regional Secondary School, in Surrey, British Columbia, Canada, student engagement in PHE class is something that continues to be a concern. This is something that has become more common, as engagement levels in PHE class have been declining over the last number of years (Griggs & Fleet, 2021). Students in British Columbia are only required to participate in PHE until grade ten (Government of British Columbia, 2018) and for many students at Holy Cross they are thrilled to no longer take PHE class. As a teacher, it is disheartening to see students celebrate the idea that they never have to participate in PHE again.  For teachers it becomes difficult to achieve the curriculum outcomes when students are unwilling to participate fully. While there are some students that are fully engaged regardless of the activity, there are several students that only participate during certain activities that they enjoy (Griggs & Fleet, 2021). Often PHE programs fail to meet the diverse needs or interests of students, and lack fun and creativity (Griggs & Fleet, 2021). 
Griggs & Fleet (2021) suggest a shift towards more activity variety to help improve engagement in PHE. Using a differentiated instruction framework is one way to do this. The body of literature on differentiated instruction is robust, however, there is limited research that investigates differentiated instruction in PHE (Baumoel, 2021; Blegur & Hardiansyah, 2024; Colquitt, Pritchard, Johnson, & McCollum, 2017; Ellis, Lieberman, & LeRoux, 2009). The concept of differentiated instruction in PHE is used by teachers to tailor activities and expectations to meet student’s abilities and in doing so create an environment that is positive and inclusive (Bailey, 2006; Colquitt et al., 2017; Lockwood, Sunada, Horricks, & Gleddie, 2008). Teachers use differentiated instruction to alter the size of equipment that is used, modify the playing area, and adjust the rules of games to better match the skill level, readiness, and interest of the students playing (Baumoel, 2021; Ellis et al., 2009). One goal of this study is to try and improve engagement levels for students so that every student not only enjoys their experience but can also have success within PHE. By using differentiated instruction teachers can provide the appropriate challenge that enables students to thrive (Wormeli, 2015).  

Purpose of Study 
The purpose of this mixed methods study is to determine if differentiated instruction is an effective tool to help improve engagement for students within PHE at Holy Cross Regional Secondary School. The aim of the study is to determine whether an individualized approach to PHE has an impact on student’s overall engagement in the course.

Research Questions
This study sought to address the following research questions:
· What is the impact of differentiated instruction on student engagement levels in PHE? 
· How does the use of differentiated instruction encourage students to be more engaged?
· How do individualized units and goals impact students’ engagement?
· How might students’ idea of engagement and teachers’ assessment of their engagement align?

General Overview of the Study Group
	For this research study, data was collected from twenty-eight tenth grade students attending Holy Cross Regional Secondary School in Surrey, British Columbia, Canada.  Of the twenty-eight students who were included in this study, fifteen students were male, and thirteen students were female. This group included thirteen White or European Canadian students, thirteen Asian Canadian students, and two African Canadian students.

Researcher Motivation
	Over the past ten years I have taught as a PHE teacher and held the role of PHE Department Head for seven years. I have a passion for physical education, and I understand the important role that physical health plays in our lives. Through my personal experience over the last ten years, I have noticed that engagement in PHE has slowly started to decline. Specifically, after returning to school after the Covid-19 pandemic, I noticed a big change in my students. My motivation for doing this research study is to help bring a spark back to my classes. The research shows that differentiated instruction is successful in the traditional classroom environment, and I want to know if it could also be successful in a PHE environment. 

Summary
	This chapter provided the background information for the research study in relation to differentiated instruction and its impact on engagement levels. This chapter started to introduce some of the relevant literature as it connects to academic programs. This chapter also discussed the rationale for the study, provided an outline for the study’s objectives, an overview of the study’s structure, and introduced the primary research question that will be investigated. This chapter concluded with a general overview of the study group and discussed the researcher’s motivation for completing the study.
The following chapter will discuss the pertinent literature in relation to the issues regarding differentiated instruction and student engagement. Additionally, there will be connections made between the theoretical framework used for the study and differentiated instruction.  




























CHAPTER 2: Literature Review 
Chapter Introduction
The review of the literature will discuss the relevant information in relation to the issues regarding differentiated instruction and student engagement. The body of literature on student engagement is vigorous and insightful. This chapter will examine three key dimensions of student engagement: behavioral, emotional and cognitive (Fredricks, Blumenfeld, & Paris, 2004). Similarly, the body of literature on differentiated instruction is also robust, however, there is limited research that investigates differentiated instruction in PHE (Baumoel, 2021; Blegur & Hardiansyah, 2024; Colquitt et al., 2017; Ellis et al., 2009). This chapter will discuss an overview of differentiated instruction and how it can be used in PHE (Bailey, 2006; Subban 2006; Gregory and Chapman, 2012). Lastly, this chapter will investigate self-determination theory as part of the theoretical framework that helped shape the study. All three aspects covered in this chapter are essential frameworks in educational psychology and address the ways that students acquire information and interact with their learning environments. Through this exploration of the literature on student engagement, differentiated instruction, and self-determination theory, connections are made to better understand how active engagement and motivation are fundamental for success in PHE. 

Student Engagement Background 
According to Skinner, Kindermann, & Furrer (2009), engagement refers to the extent of a student’s active involvement in a learning activity or school more generally. The concept of engagement has been studied in literature since the 1940’s and its construct is complex and constantly changing (Kuh, 2009; Romba, 2013). The research shows that students who are more engaged in school are often more likely to persevere through challenges when compared to more disengaged students and when studied correctly, engagement can predict students’ learning, grades, patterns of attendance, and achievement test scores (Romba, 2013; Skinner, Furrer, Marchand, & Kindermann, 2008). 
In their assessment of engagement, Veiga et al. (2014) provide a review on the tools that are available to measure engagement. The study analyzed tools that have been used to assess engagement in the past and determined how appropriate and effective they are at understanding engagement in different educational settings (Veiga et. al, 2014). The authors determined that engagement should be defined as a multifaceted construct which included the following: behavioral, emotional and cognitive engagement (Veiga et. al, 2014). Fredricks et al., (2004) took a closer look at the three constructs:

· Behavioral engagement draws on the idea of participation including academic, social, and extracurricular activities (Fredricks et. al., 2004). Appleton, Christenson & Furlong (2008) note that these actions can be reflected in things like attendance, attention, and effort. 
· Emotional engagement involves students’ positive and negative responses to learning, including their feelings towards their teachers, classmates, and the school (Appleton et al., 2008; Fredricks et al., 2004). This also impacts the students’ connection to the school and impacts their willingness to complete schoolwork (Fredricks et. al., 2004).
· Cognitive engagement refers to the idea of investment including thoughtfulness and willingness to exert effort to comprehend and master complex ideas and challenging skills (Fredricks et al., 2004).

The Importance of Student Engagement in Education
Given its multidimensional character, careful attention needs to be paid to how one assesses engagement (Veiga et al., 2004). Skinner et. al (2008) suggest that high quality learning is the result of a variety of behaviours and emotions including things like exertion, persistence, interest, and enjoyment. This is important because it impacts the motivation to master specific tasks or academic material. Additionally, Skinner et al. (2008) argue that students’ engagement is impacted by how well they believe to understand something or how much they believe they are in control of their learning. This will directly impact their cognitive engagement and reinforce their willingness to exert themselves in school. When students believe that they can succeed and that their efforts matter, they are more likely to be engaged (Appleton et al., 2008; Skinner et al., 2008). This perspective reinforces the idea that engagement is not static, but rather something that is continuing to evolve, and shift based on interactions within our learning environment (Romba, 2013; Skinner et al., 2009).
	Students that are more engaged not only achieve better grades in school, but also develop a stronger connection with their peers, have better social skills, and have a more positive outlook towards their educational institutions (Kuh, 2009). This is important because when students feel a connection with their surroundings, their emotional engagement is triggered in a positive way. Positive engagement is also essential for institutional effectiveness, and it has been shown that engaged student populations demonstrate higher retention and overall success rates (Kuh, 2009). Institutions that are committed to the goal of increasing student engagement, often see long term success from their students (Romba, 2013). One area that this can be particularly important is physical and health education. Engaging students in physical activities promotes better physical health and an appreciation for lifelong participation in physical activity (Bailey, 2006; Appleton et al., 2008).
According to Skinner et al. (2009) engagement is important to prevent academic burnout. When students are engaged, they tend to have a more positive outlook on their learning, which leads to a more resilient attitude towards challenges (Skinner et al., 2009). When students are willing to participate in activities, both inside and outside of the classroom, they create positive behavioural engagement, which ultimately leads to more successes (Skinner et al., 2009; Fredricks et al., 2004).
 
Differentiated Instruction
Differentiated instruction is an educational philosophy or framework that involves modifying teaching strategies to address the diverse needs of students in a learning environment (Tomlinson, 2005; Whitley, Duquette, Gooderham, Elliot, Orders, & Klan, 2021). Teachers that use differentiated instruction in their classrooms understand that students benefit from having different ways to access information, have variety in the way they demonstrate learning, and have a range of supports (Whitley et. al., 2021).
 The theory itself has evolved from Vygotsky’s general theory of cognitive development (McLeod, 2024).  Vygotsky theorized that it was important to understand the exact level of the capabilities of a child so that the child could be challenged to an appropriate level (Rasheed & Wahid, 2018; McLeod, 2024). Vygotsky also stressed the importance of the student-teacher relationship as collaborative, not just the teacher teaching to the student (Subban, 2006; McLeod, 2024). This is important because students learn best when their teachers are willing to accommodate individual differences and readiness levels (Tomlinson, 2005). Differentiated instruction has brought about a positive shift in the way that teachers approach their practice. Rasheed & Wahid (2018) describe differentiated instruction as one of the sensational theories in education because it has forced teachers to adapt to the needs of the learners in their classrooms.
Education is constantly evolving and current trends in education have reflected the change in the student populations that have emerged over the last few decades (Romba, 2013). While discussing the shift in classroom make-up, Subban (2006) noted that teachers have had to rethink their approach to teaching and learning based on the varying needs in their classrooms, including things such as English second language speakers, students with disabilities, or students on accelerated programs. These challenges have forced teachers to shift from standardized instruction to a more personalized approach (Tomlinson & Strickland, 2005). This is not always an easy thing to accomplish as teachers struggle to balance the requirement to cover curriculum while also trying to respond to the variety of needs within a classroom (Whitley, Gooderham, Duqette, Orders, & Cousins, 2019). To increase student motivation and achievement teachers must take into consideration several factors in their classroom configuration including race, gender, interest, and learning preferences (Tomlinson & Strickland, 2005).
There are many ways that teachers differentiate instruction in a classroom, and often students may not even realize that it’s happening (Wormeli, 2017). Wormeli (2017) explains that when teachers rephrase a question, extend deadlines, give alternate examples to help with understanding, or give choice how to submit an assignment, they differentiated instruction. According to Tomlinson (2001), there are four main ways that differentiated instruction can be implemented into teachers’ practice: content, process, product, and learning environment. 
· Content: Making adjustments to what students learn and how they are assessed based on their ability (Tomlinson, 2001).  This could include things like how interested students are in a particular topic, how much prior knowledge they have or readiness levels (Tomlinson, 2001; Santangelo & Tomlinson, 2012).
· Process: Adapting the way that students are presented information to accommodate the learner (Tomlinson, 2001). This could include using a variety of different methods to teach similar content such as videos, graphic organizers, and PowerPoint presentations (Tomlinson, 2001; Gregory & Chapman, 2012). 
· Product: Allowing students to display their understanding in a variety of methods (Tomlinson, 2001). This could include giving students choice how they would like to complete an assignment such as a presentation, a written assignment, or a creative project (Tomlinson, 2001; Subban, 2006).
· Learning environment: Using different environments to support the different needs of students (Tomlinson, 2001). This could include altering the configuration of the classroom or changing the learning environment such as going to an outdoor space or moving into a quieter location.
A few of the principles that help guide differentiated instruction are quality curriculum, continual assessment, and flexible grouping (Rasheed & Wahid, 2018). If the curriculum changes frequently, then teachers cannot reuse resources and then differentiation becomes a challenge for the teacher (Rasheed & Wahid, 2018). Differentiated learning requires that the teacher is constantly assessing and reassessing the needs of the learner (Whitley et al., 2019).  While assessing teachers must not be scared to make changes quickly. Flexible grouping puts an emphasis on social learning, and it is important for the teacher to group learners that have similar interests together (Rasheed & Wahid, 2018). Differentiated instruction forces teachers and students to collaborate to ensure the most success for the student. While the use of the term differentiated instruction is a relatively modern term, teachers have been using different forms of the practice for a long time (Whitley et al., 2021; Wormeli, 2017).

Differentiated Instruction in Physical and Health Education
While differentiated instruction has grown in popularity over the last number of years, it has received limited attention in physical and health education (Colquitt et al., 2017). However, physical and health education is the perfect subject to use differentiated instruction because students may vary widely in skill level, ability, and interest (Colquitt et al., 2017; Lockwood et al., 2008). Often students are required to take physical and health education class and this variance in ability and interest is noticeable (Colquitt et al., 2017; Government of British Columbia, 2018). Using differentiated instruction allows teachers to tailor activities and expectations to meet student’s abilities and in doing so create an environment that is positive and inclusive for all students (Bailey, 2006; Colquitt et al., 2017; Lockwood et al., 2008).  
Differentiation is important for physical and health education teachers to manage the diversity that exists in their classes (Lockwood et al., 2008). Once a teacher has developed an understanding of students’ interests and readiness levels, they can then use differentiation to enhance inclusivity (Colquitt et al., 2017). For example, teachers can offer individuals choice if they would like to play in a more advanced or leisure game of basketball or create a complex or beginner set of training exercises (Bailey, 2006; Lockwood et al., 2008). This ensures that all students are challenged appropriately and remain engaged (Subban, 2006; Gregory & Chapman, 2012). 
Like the traditional classroom setting, differentiated instruction in physical and health education puts the student at the center of learning (Lockwood et. al., 2008). Allowing students greater student choice, not only supports autonomy and engagement, but also fosters a relationship of mutual respect (Lockwood et al., 2008; Tomlinson, 2001). By allowing students opportunities to participate in activities that they enjoy and have success at, teachers can create a positive and inclusive learning environment (Bailey, 2006; Lockwood et al, 2008; Santangelo & Tomlinson, 2012).
Self-Determination Theory Introduction
This study was guided by Edward Deci and Richard Ryan’s self-determination theory (1985).  Their theory was created to explain what drives human behaviour and focuses on the factors that impact intrinsic motivation (Deci & Ryan, 1985). Self-determination theory centers around the idea that individuals have three fundamental psychological needs: autonomy, competence, and relatedness (Deci & Ryan, 1985).
· Autonomy refers to having control over one’s actions or decisions (Deci & Ryan, 1985). In terms of autonomy, Deci & Ryan (2000) discuss that monetary or extrinsic rewards, and threats or surveillance undermine people’s intrinsic motivation. 
· Competence: refers to feeling of being capable of mastery and being effective in one’s outcomes (Deci & Ryan, 1985). In terms of competence Deci & Ryan (2000) discuss that positive or negative feedback could either enhance or undermine intrinsic motivation.
· Relatedness: refers to feeling connected to others and to have a sense of belonging with others and the community (Deci & Ryan, 1985). In terms of relatedness Deci & Ryan (2000) discuss that people with a secure sense of relatedness have a strong intrinsic motivation.

Self-Determination Theory in Education
Self-determination theory is of much importance in education, especially when considering student intrinsic motivation and academic engagement (Niemiec & Ryan, 2009). Teachers play a large role in creating an environment that fosters intrinsic motivation by supporting the three pillars of self-determination theory (Deci et al., 1991; Ryan & Deci, 2002). First, teachers can support student autonomy by giving student choice in the way that they complete a project (Niemiec & Ryan, 2009). Additionally, teachers can support student competence by providing timely feedback and tasks that are appropriately challenging (Niemiec & Ryan, 2009). Lastly, teachers can support relatedness by providing students opportunities to collaborate with their peers and creating a positive classroom environment (Niemiec & Ryan, 2009). When all these needs are met, students are more likely to be intrinsically motivated, which leads to stronger overall engagement (Deci & Ryan, 2000; Niemiec & Ryan, 2009). 

Differentiated Instruction and Self Determination Theory
According to Niemiec & Ryan (2009) teachers can support their student’s engagement by focusing on the three psychological needs of autonomy, competence, and relatedness. Self-determination theory and differentiated instruction align well in meeting these needs for students by personalizing instruction (Deci & Ryan, 2000; Tomlinson, 2001). An example of this could be in a physical and health education setting where teachers can differentiate activities based on skill level or interest (Colquitt et al., 2017; Lockwood et al., 2008). This approach not only supports students’ psychological needs but also enhances their overall engagement and participation (Ryan & Deci, 2002; Santangelo & Tomlinson, 2012). Physical and health education teachers can use self-determination theory to help guide their practice. For instance, allowing students to choose which activity they would like to participate in encourages autonomy, giving specific and timely feedback for the activities improves competence, and working together in teams promotes relatedness. 

Summary
	This review of the literature has discussed some relevant information in relation to issues regarding differentiated instruction and engagement. This chapter examined three key dimensions of student engagement and provided practical examples at how they can be identified. Next, this chapter discussed an overview of differentiated instruction, including the four main ways that teachers can implement differentiation into their practice. Additionally, a connection was made between differentiated instruction and how it can be presented to improve engagement in physical and health education classes. Lastly, this chapter investigated self-determination theory as part of the theoretical framework that helped shape this research study. 
The following chapter locates the methodology that was used for the study. The chapter will look at the research paradigm and discuss the research design of the study. It will then give an overview of the data collection methods and tools, followed by the framework for data analysis. Finally, it will then discuss the research participants and the ethical principles that helped guide the research and protect the participants from any harmful effects of the research. 




























CHAPTER 3: METHODOLOGY
Chapter Introduction
This chapter seeks to outline the methodology and research design of the study conducted. First, the chapter will discuss the research paradigm, and its importance in addressing the concerns of ontology and epistemology. Secondly, the chapter will discuss the research design, and provide the reason that this research study was best completed using this approach. Next, an overview of the data collection methods and tools will be provided, followed with the framework for data analysis during the study. Lastly, an introduction to the participants that took part in the study will be provided, as well as the ethical principles that helped guide the research and protect the participants from any harmful effects of the research.  

Research Paradigm
	The research study that was conducted followed the post-positivist paradigm. The post-positivist paradigm is a research paradigm that tries to acknowledge the limitations of positivism which emphasizes empirical observation and measurement (Guba & Lincoln, 1994). Guba and Lincoln (1994) argue that post positivism recognizes the importance of context and subjectivity in social research, but also understands the important role that the researcher has in shaping the research process. Additionally, this paradigm was appropriate because this study was more concerned with objective reality, unlike positivist research which looks to form one single truth, post-positivist research understands that “the absolute truth is nowhere to be found” (Panhwar, Ansarim & Shah, 2017, p. 257). Panhwar et al. (2017) explain this phenomenon in more simplistic terms when they say that “post-positivist research is only an attempt to explore a phenomenon as much as possible” (p. 253). This is important because it allows the researcher to gather a more refined, rigorous, and insightful understanding of the topic, while not focusing on trying to find a single truth. This paradigm worked well for this study because it allowed for flexibility to use multiple methods to carry out research, and while it acknowledges that personal bias exists, it helped to reflect on my own assumptions and biases in the research process.      

Research Design
The post-positivist perspective puts an emphasis on using a hybrid design, where both quantitative and qualitative data is collected and recognized as important and useful (Johnson & Onwuegbuzie, 2004; Panhwar et al., 2017). Greene, Caracelli, & Graham (1989) discuss five major rationales for mixed methods research: a) triangulation (i.e., seeking convergence and corroboration of results from different methods); b) complementarity (i.e. seeking elaboration, enhancement, illustration, and clarification of the results from one method with results from the other);  c) development (using the findings of one method to help inform the other method); d) initiation (discovering paradoxes and contradictions that lead to a re-framing of the research question); and e) expansion (seeking to expand the breadth and range of research by using different methods for different inquiry components) (Johnson & Onwuegbuzie, 2004).  Using both qualitative and quantitative data collection offered an advantage over a single method evaluation, including increased validity and reliability of results and more comprehensive understanding of the intervention being evaluated (Greene et. al., 1989). Lastly, using this type of approach allowed me to investigate my research question from different perspectives, with a variety of tools and methods (Panhwar et. al., 2007). I offered participants different options to share their experiences in a way that best suited them. This allowed me to gather and analyze different types of information, and ultimately have a stronger understanding of my research.  
Both quantitative and qualitative research have weaknesses and limitations (Verhoef & Casebeer, 1997). Using mixed methods approach provided me an opportunity to blend the insights provided by qualitative and quantitative research to have a more cohesive understanding of my study (Johnson & Onwuegbuzie, 2004). By combining both methods, a researcher can use the strengths of one method to overcome the weakness of another (Johnson & Onwuegbuzie, 2004). For example, taking the results of the student engagement questionnaire and pairing it with themes that were identified from student journals would provide a deeper understanding of the experiences of the students. 
Once I understood that this research study was best completed with a mixed methods approach, it was then important to decide how to best collect the data for my study. Gray (2014) provides the following graph which outlines different mixed method models for data collection (p. 200): 
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Taking into consideration the four different models that the graph provided, this study followed model number three, where qualitative and quantitative data were collected simultaneously. By continuously collecting both types of data I was able to use participant’s experiences, emotions and perceptions to better understand the measurable data (Verhoef & Casebeer, 1997).
The primary purpose of this study was to obtain a thorough understanding of whether the use of differentiated instruction in Physical and Health Education class would have an impact on student’s engagement levels. The research schedule for the project took place over a ten-week period starting at the beginning of April and ending in the beginning of June (see Appendix A). Students were given an introductory lesson on differentiated instruction and provided an example of how differentiated instruction could be used in PHE class (see Appendix L). At the beginning of the ten-week period students were tasked with creating their own unit plan, which included personalized goals and an individualized final summative rubric. Throughout the process students completed journal entries, a student engagement questionnaire, and took part in a focus group. Concurrently, I completed a teacher engagement questionnaire and participant observations. These quantitative and qualitative components combined to produce “findings that are greater than the sum of the parts” (Bazeley, 2009, p. 204; Verhoef & Casebeer, 1997).   

Methods/Tools
Four different methods were used to collect data for the study: student and teacher engagement questionnaires for quantitative data, participant pre-intervention, mid-intervention, and post-intervention journals for qualitative data, participant observations for qualitative data, and a focus group at the end of the study for qualitative research.  Each method will be discussed in more detail below.  
 
Engagement: Student Reports
The first questionnaire that was used was an adapted version of the Engagement vs Disaffection with Learning (EDL) (Skinner et al., 2008) (see Appendix B). This questionnaire has been previously validated and used in several different studies as an effective tool to measure engagement (Hastie, Stringfellow, Johnson, Dixon, Hollett, & Ward, 2020). For this study, I decided to use this questionnaire to have the participants assess their own engagement levels because only the individual can truly determine how engaged they are during an activity. 
The EDL is a 20-item instrument that assesses not only the presence of engaged learning, but also disaffected behavior (Veiga et al., 2014). Engaged learning happens when learners relate to their subject matter, they are actively interested in what they are learning, and they are willing to put in effort into understanding or mastering the material (Skinner et. al., 2008).  Whereas the absence of engagement or disaffection with learning happens when learners have a lack of interest in the learning process. They may feel disconnected or withdrawn from the learning material, experience boredom, and struggle to see value in what they are learning (Ritosa, Danielsson, Sjoman, Almqvist, & Granlund, 2020; Skinner et. al., 2008). For this study, it was important to see when students were feeling engaged or disaffected because the hope was that through differentiated instruction intervention taking place, that it may impact these students' engagement levels.  
Differing from other engagement measurement tools, the EDL assesses behavioral and emotional engagement, as well as behavioral and emotional disaffection. Sample items from the questionnaire include questions such as: “in class, I work as hard as I can.” (behavioral engagement); “in class, I do just enough to get by.” (behavioral disaffection); “when in class I feel good.” (emotional engagement); “when I’m doing work in this class, I feel bored” (emotional disaffection) (Skinner et. al., 2008; Viega et. al., 2014, p.45). Responses were indicated on a 4-point Likert scale with the following responses: 1-not true at all, 2-not very true, 3-sort of true, and 4-very true. The EDL works well for this study because it can be used with a wide range of students starting in late elementary all the way through to university aged students, with higher scores indicating affective engagement (Skinner et.al., 2008; Veiga et al., 2014). Participants completed the questionnaire in week two to set a baseline before the intervention, and then again in week eight to see if any difference occurred after the intervention. This provided time for the students to complete their unit plans, work through the goals that they set for themselves, and have their summative assessment using their individualized rubrics.
 
Engagement: Teacher Reports
The second questionnaire is an adapted version of the Teacher-Report Engagement questionnaire (Skinner et at., 2008) (see appendix C). This was also used to quantitatively assess participant engagement levels, but instead of having the students report on their own engagement levels, it was used to “measure teachers’ perception of student behavioral and emotional engagement” (Shen et al., 2012, p. 236). This questionnaire was also previously validated and used in several different studies as an effective tool to measure teachers' perception of student engagement (Hastie, Stringfellow, Johnson, Dixon, Hollett, & Ward, 2020).  
Sample items from the questionnaire include questions such as: “in my class, this student works as hard as he/she can (behavioral engagement); “in my class, this student is enthusiastic” (emotional engagement); “in my class, this student comes unprepared (behavioral disaffection); “when working on classwork, this student seems worried” (emotional disaffection) (Ritosa et al., 2020, p.9).  Similarly, to the EDL, responses were indicated on a 4-point Likert scale with the following responses: 1-not true at all, 2-not very true, 3-sort of true, and 4-very true.  I completed one questionnaire for each student in week two to set a baseline and then again in week eight to see if I noticed any difference after the intervention.  This took place at the completion of the unit and after student’s summative assessment for the units using their individualized rubrics.  

Student Journals
Student journals are an effective tool to help gain insight into participants’ experiences, thoughts, feelings, opinions, circumstances, and perspectives (Eidse & Turner, 2014). For this study, student journals were used as a method to collect qualitative data from participants.  Eidse and Turner (2014) have observed that journal writing allowed people the appropriate amount of time to reflect on their experiences for deeper understanding.
Three different journals were used for this study: one pre intervention written in week one (see Appendix D), one mid intervention in week four (see Appendix E), and one post intervention in week seven (see Appendix F).  Some examples of prompt questions for the journals were: “Reflecting on previous PHE classes, do you feel that you always work to the best of your ability” (pre-intervention journal); “Are you feeling like you are more engaged in this unit than in previous units this year? Explain.” (mid-intervention journal); “Reflecting on this unit, do you feel like the goals that you set for yourself were the right level of difficulty? Did you achieve your goals? Explain.” (post intervention journal).  The journals were important because they allowed the participants to record their own experiences in real time and they provided an opportunity for participants to share experiences that they may not share in a face to face or group setting (Eidse & Turner, 2014).  The decision to only collect three journals rather than more frequently was made because I felt that the time between each journal response was appropriate for the students to reflect on their experiences and feel improvements in their performance.

Participant Observations
Participant observations were also used to collect qualitative data for this study.  Participant observations offered me an opportunity to participate and make observations notes while allowing the students to work freely through their activities (Carnevale, Macdonald, Bluebond-Langner, & McKeever, 2008). Participant observations allow the researcher to monitor the impact of the intervention while permitting the students to be in a natural setting and continue with normal activities (Carnevale et al., 2008). They also allowed for flexibility. I could adapt my focus or strategies along the way to collect and interpret different types of data (Carnevale et al., 2008). 
While it was not possible to observe all the students at the exact same time due to the size and nature of the PHE class, I instead focused my attention on three or four students per class and jotted down notes in my research journal. This allowed me to observe all students at least two times throughout the study. Doing these observations also helped me gather information to make judgements while filling in the teacher engagement questionnaire.

Focus Groups
Lastly, the students took part in focus groups at the end of the study. Focus groups were the last collection of qualitative data for the study. Focus groups provided an opportunity for participants to discuss their experiences, opinions, and perspectives openly in a group dynamic (Smithson, 2000).  The focus group sessions took place during week nine and ten of the study and due to the size of the class, the focus groups were divided into groups of nine to ten students.  The groups were split up alphabetically and I divided the group so that there were five boys and at least four girls in each session.  Sessions lasted between thirty and forty-five minutes, and I typed up focus group notes as the students were responding.
  Open dialogue was encouraged, and prompt questions were used to ensure that conversation flowed (See Appendix G).  Some of the prompt questions that were asked included: “How might the practice of differentiated instruction be improved if we were to try using it in the future?”; Does personal motivation play a factor in student engagement?”; “Overall, did you feel that individualization benefited or hurt the engagement levels in our class? Explain why.”  One concern that was noted in the focus groups was that not everyone participated, and some students dominated the conversations.  

Data Analysis
As mentioned previously, this study was completed using mixed methods where quantitative and qualitative research concepts and techniques are combined in a single study (Johnson & Onwuegbuzie, 2004). Analyzing data in a mixed research method is what Onwuegbuzie and Combs (2011) call mixed analysis.  Mixed analysis is very challenging for researchers because they need to be capable of analyzing both the quantitative and qualitative data and integrate their findings in a coherent and meaningful way (Onwuegbuzie and Combs, 2011).  Data collection for this study happened concurrently, although a deeper investigation of the data that was collected took place after the initial collection phase (Gray, 2014; Onwuegbuzie and Combs, 2011).  
Two important aspects of mixed analyses are the time sequence (refers to whether the quantitative and qualitative analysis components occur in chronological order) and the priority of analytical components (if emphasis is given to quantitative or qualitative analysis, or equal priority) (Onwuegbuzie and Combs, 2011).  For this study the quantitative and qualitative analyses were conducted sequentially in more than two phases and the quantitative analysis component was given higher priority (Onwuegbuzie and Combs, 2011).  This analysis is a qualitative-dominant mixed analysis, where the inclusion of quantitative data and analysis helps to give a stronger understanding (Onwuegbuzie and Combs, 2011).  
Lastly, Greene et. al., (1989) identified five purposes for mixing quantitative and qualitative data: triangulation, complementarity, development, initiation, and expansion.  In the context of this study the rationale for mixing quantitative and qualitative analysis in this study was triangulation and complementarity. Triangulation allowed me to validate information across different measures, which enhanced the reliability of the results. Complementarity allowed for richer, more refined understanding as qualitative data gave insights into emotions and perceptions of students, and quantitative data gave measurable information.

Participants
	For this research study, data was collected from twenty-eight tenth grade students attending Holy Cross Regional Secondary School in Surrey, British Columbia, Canada.  Surrey is one of the fastest growing cities in the country with a population that has increased nearly 10% from 2016-2021 (Statistics Canada, 2021). Most families living in the area are of middle-class socioeconomic status, with a large increase of young families over the last number of years (Statistics Canada, 2021). The Province of British Columbia requires that all students in the province take Physical and Health Education classes from kindergarten to grade ten (Government of British Columbia, 2018 & 2023) and because of this I decided to conduct the study with my grade ten students. This allowed for the most accurate representation of student experience in Physical and Health Education class as not all students are consistently engaged in class activities.   
Holy Cross is a private, Roman Catholic high school, with an ethnically diverse school population. Of the twenty-eight students who were included in this study, fifteen students were male, and thirteen students were female. This group included thirteen White or European Canadian students, thirteen Asian Canadian students, and two African Canadian students. The school follows a linear school model which means that students participated in Physical and Health Education class every other day throughout the entirety of the school year.  Permission to conduct the study was obtained prior to the investigation from the university review board, the school district, the participants, and their parents.  To maintain student confidentiality, a coding system was used for this study.  All students were given either an M for male or F for female to identify their gender, and a number which was associated with their position on the class list (i.e. M4 or F7).  Only one student did not want to participate in the study, and no students withdrew themselves from the study once it started.  

Ethical Issues
As the researcher in this study, it was important to ensure that my project followed the basics for ethical principles.  My ethical position served as the guide through this process.  The goal for this study was to create an environment that the participants felt respected, where they could share openly without judgment, and that they understood that their rights and well-being were always protected.  I first had to gain approval for my study through the university (See Appendix H). Next, I gained consent from the school board and from my school principal to conduct my study (See Appendix J).  From there I sent an information letter home to all the parents explaining the details involved with my project. Since my project worked with students under the age of 18, all students that took part in the study needed to have an informed consent and permission letter signed by a legal guardian (See Appendix I).  
Here are a few of the principles that helped guide my research.  The first ethical principle was respect for free and informed consent (Bhandari, 2024; Gardiner 2024).  Students were able to make decisions about participation in the project without external pressures or considerations.  For example, participation in this study did not impact their course grade or opportunities for learning in Physical and Health Education class.  They were given all the appropriate information prior to taking part in the study and were free to ask questions whenever they needed. Students or their guardians could choose to not participate in the project or could withdraw at any time if they did not feel comfortable.
   The second ethical principle was respect for vulnerable persons (Bhandari, 2024; Gardiner 2024). As mentioned previously because I was working with students under the age of 18, they had to complete an informed consent. Special care was taken to ensure that students’ physical, mental and emotional health was considered throughout the entire study.  
  The third ethical principle was respect for privacy and confidentiality (Bhandari, 2024; Gardiner 2024).  All information that was collected during this project was only seen by me. No other students, staff members, or parents/guardians had access to the raw information. Once the research was completed, students and guardians could request access to the final submission. Students’ names and information were removed from all documents to protect their privacy, and physical copies of information collected were stored in a locked filing cabinet. 
The last ethical principle was balancing harms and benefits (Bhandari, 2024; Gardiner 2024). This project had very little risk attached to it.  Students were only dealing with the same risks associated with regular Physical and Health Education classes. The benefit for the students was to see if there is a way to improve overall engagement in our classes through differentiated instruction. This will hopefully allow for a more enjoyable overall experience for our students. 

Summary
	This chapter described the methodology that was used for the study within the post positivist paradigm considering the issues of ontology and epistemology. Additionally, a rational was provided for the research design and details for the data collection methods and tools was provided, followed with the framework for data analysis during the study.  Lastly, an introduction to the participants that took part in the study was provided and ethical principles that helped guide the research and protect the participants from any harmful effects was discussed. 
	The following chapter focuses on the quantitative and qualitative data that was gathered and analysed for my research study. The quantitative data will provide statistical support to help answer my research questions. The qualitative data will help to identify themes that exist within my study. 
	










CHAPTER 4: RESULTS, FINDINGS, AND DISCUSSION
Chapter Introduction
In the previous chapters, I described the relevant information for the completion of this study including: the historical context, the literature review, and the methodology used to complete research. The purpose of this mixed methods study was to determine if differentiated instruction is an effective tool to help improve engagement for PHE students. Specifically, if an individualized approach to PHE could impact student’s overall engagement in the course. The following questions guided the study: 
· What is the impact of differentiated instruction on student engagement levels in PHE? 
· How does the use of differentiated instruction encourage students to be more engaged?
· How do individualized units and goals impact students’ engagement?
· How might students’ idea of engagement and teachers’ assessment of their engagement align?
This chapter presents the findings that were gathered and analysed for my research study on the impact of differentiated instruction on student engagement in PHE. Quantitative data will be presented to provide statistical evidence to support the research. Key results will be shared at the outset of the chapter. Additionally, qualitative data will be analyzed to identify key themes that exist within the study and connections will be made to the review of literature that was presented previously. 

Summary of Hypothesis
	My study hypothesizes that the implementation of differentiated instruction will have a positive increase on student’s engagement levels in PHE class. I used the Engagement vs Disaffection with Learning Questionnaire and the Teacher Report Engagement Questionnaire to collect data for this study (Skinner et al, 2008). Students completed their questionnaires independently under my supervision during class time and I completed the teacher reports the same day. Using information collected at the beginning and end of a fitness and conditioning unit I attempted to understand if a personalized unit design with an individualized summative rubric would have a positive impact on engagement levels. I believe that students who experienced differentiated instruction would show higher levels of emotional and behavioral engagement (Skinner et al., 2008). Additionally, using differentiated instruction aligns well with Deci & Ryan’s (1985) Self-Determination Theory principles which promote autonomy, competence, and relatedness which should lead to a positive shift in students’ attitudes and connection to PHE class. Part of the questionnaire also measured student disaffection, and although I was not measuring disaffection specifically, my hypothesis would predict that as student engagement levels increased, disaffection would likely decrease. The null hypothesis for this study is that the implementation of differentiated instruction will have no significant change in student’s engagement levels in PHE class. This would mean that there would be no significant difference in behavioral or emotional engagement based on the introduction of differentiated instruction measures.

Student Engagement vs Disaffection Results
	The quantitative data below presents findings from the research that was done during this study. The analysis examines the change that took place while measuring the students’ emotional and behavioral engagement using Skinner et al.’s (2008) Engagement vs Disaffection with Learning Questionnaire. Information was also included that measured student emotional and behavioral disaffection. Table 1 and 2 below provide the information collected from the pre- and post-intervention Student Engagement vs Disaffection with Learning Questionnaire.  
	

	Table 1
Pre-Intervention Student Engagement vs Disaffection with Learning Questionnaire
	N
	Mean
	Std. Deviation

	Emotional Engagement
	28
	3.0000
	.66667

	Behavioral Engagement
	28
	3.1214
	.68061

	Emotional Disaffection
	28
	1.8286
	.72565

	Behavioral Disaffection
	28
	2.1714
	.65707

	Valid N (listwise)
	28
	
	


All scales ranged from 1 (not true at all for me) to 4 (very true for me)

	
Table 2

	Post-Intervention Student Engagement vs Disaffection with Learning Questionnaire
	N
	Mean
	Std. Deviation

	Emotional Engagement
	28
	3.5000
	.43033

	Behavioral Engagement
	28
	3.4786
	.37054

	Emotional Disaffection
	28
	1.5000
	.44721

	Behavioral Disaffection
	28
	1.7571
	.45658

	Valid N (listwise)
	28
	
	


All scales ranged from 1 (not true at all for me) to 4 (very true for me)

Here is the analysis for the student reported questionnaire:
· Emotional Engagement: The mean score for emotional engagement increased from 3.00 (SD= 0.67) pre-intervention to 3.50 (SD = 0.43) post intervention. 
· Behavioral Engagement: The mean score for behavioral engagement increased from 3.12 (SD =0.68) pre-intervention to 3.48 (SD = 0.37) post intervention. 
· Emotional Disaffection: The mean score for emotional disaffection decreased from 1.83 (SD = 0.73) pre-intervention to 1.50 (SD = 0.45) post intervention. 
· Behavioral Disaffection: The mean score for behavioral disaffection decreased from 2.17 (SD = 0.66) pre-intervention to 1.76 (SD = 0.46) post intervention. 

Teacher Report Engagement Results
	The quantitative data below presents findings from the research that was done during this study. The analysis examines the change that took place while measuring my perceptions of student emotional and behavioral engagement using Skinner et al.’s (2008) Teacher Report Engagement Questionnaire. Information was also included that measured my perceptions of student emotional and behavioral disaffection. Table 3 and 4 below provide the information collected from the pre- and post-intervention Teacher Report Engagement Questionnaire.

	

	Table 3
Pre-Intervention Teacher Report Engagement Questionnaire
	N
	Mean
	Std. Deviation

	Emotional Engagement
	28
	2.8857
	.57973

	Behavioral Engagement
	28
	2.6214
	.78569

	Emotional Disaffection
	28
	2.0679
	.56046

	Behavioral Disaffection
	28
	2.2143
	.59611

	Valid N (listwise)
	28
	
	


All scales ranged from 1 (not true at all for this student) to 4 (very true for this student)

	

	Table 4
Post-Intervention Teacher Report Engagement Questionnaire
	N
	Mean
	Std. Deviation

	Emotional Engagement
	28
	3.4071
	.37508

	Behavioral Engagement
	28
	3.1714
	.42414

	Emotional Disaffection
	28
	1.4679
	.36622

	Behavioral Disaffection
	28
	1.5000
	.48838

	Valid N (listwise)
	28
	
	


All scales ranged from 1 (not true at all for this student) to 4 (very true for this student)

Here is the analysis for the student reported questionnaire:
· Emotional Engagement: The mean score for emotional engagement increased from 2.89 (SD= 0.58) pre-intervention to 3.41 (SD = 0.37) post intervention. 
· Behavioral Engagement: The mean score for behavioral engagement increased from 2.62 (SD =0.79) pre-intervention to 3.17 (SD = 0.42) post intervention. 
· Emotional Disaffection: The mean score for emotional disaffection decreased from 2.06 (SD = 0.56) pre-intervention to 1.46 (SD = 0.37) post intervention. 
· Behavioral Disaffection: The mean score for behavioral disaffection decreased from 2.21 (SD = 0.60) pre-intervention to 1.50 (SD = 0.49) post intervention. 
Summary of Results
Overall, the information collected from the Student Engagement vs Disaffection and Teacher Report Engagement Questionnaires suggests that the intervention helped improve student engagement and lowered student disaffection. Tomlinson (2001) discusses that a differentiated approach that is centered around the learner helps to foster a strong emotional response which explains a positive shift in students’ emotional engagement. When students are given autonomy in a supportive environment, there is a positive shift in their behavioral engagement (Appleton et al., 2008; Skinner, Pitzer, & Steele, 2016). When students feel more included in their learning, they experience fewer negative emotions (Katz, 2013). This decrease demonstrates that fewer students felt emotionally disengaged after the intervention. Subban (2006) states that through differentiated instruction students become more engaged and less behaviorally disengaged and this explains why fewer students felt behaviorally disengaged after the intervention. 
Differentiated instruction encourages both students and teachers to be more positively engaged in the learning process. Addressing students’ individual learning needs ties directly back to the Self-Determination Theory principles of students’ autonomy, competence, and relatedness (Deci & Ryan, 1985). Increasing these principles helps meet students’ intrinsic needs and enhance overall engagement (Deci & Ryan, 2000). 

Emergent Themes
Throughout the data collection process, participants shared their experiences about the research study and five positive themes were identified: (1) positive teacher influence, throughout the process students felt motivated by their interactions with the teacher; (2) goal setting and achievement, students felt a sense of accomplishment when they were able to achieve the goals they set for themselves; (3) enjoyment of personalization, students appreciated the opportunity to personalize unit plans that catered to their interests;  (4) self-reflection and awareness, students expressed greater awareness of their abilities and limits, which led to improved self-esteem and confidence; and (5) social dynamics and enjoyment, students supported each other more than prior to the study. While most of the feedback was very positive, there were two themes that were identified that were areas of concern: (1) self-perception and peer pressure, social dynamics impacted student performance or confidence levels and (2) desire for structure and support, some students expressed a desire for more structure and guidance. 

Positive Teacher Influence
	One of the prevailing themes that existed throughout the study was that students felt their motivation and engagement was influenced by the teacher’s approach to the study. Throughout the process students felt motivated by their interactions with the teacher. This aligns well to Deci & Ryan’s (1985) Self-Determination Theory principle for relatedness. When students felt that they were supported and valued by their teacher they were more likely to participate fully. For example, in his post-intervention journal student M5 indicated, “Mr. Sorace gave me positive comments when we did well, but when I didn’t hit my goal or was having an off day, he was still positive and gave words of encouragement. This made me motivated to work harder.” Similarly, student L9 also noted a positive interaction with their teacher as she wrote in her post intervention journal that “my teacher was very energetic and fun, which made the class enjoyable and made me want to participate more.” Tomlinson (2001) highlights the role of the teacher-student relationship in fostering engagement, especially when working in differentiated environments. 
During focus group # 3 student L11 said, “One of the things I liked the most about having individualized unit plans was building the rubric together with Mr. Sorace. Together we came up with goals that were challenging but attainable.” This was the trickiest part of the study as students had different perceptions of where they thought they should be evaluated. Some students chose goals that were too easy, and some were too hard. This is where I was able to step in and help guide the students to set appropriate goals for themselves. As the teacher during this study, I found this to be a very rewarding experience. I did my best to bring out the best in my students and overall, I believe that they rose to the challenge.  

Goal Setting and Achievement
	Another theme that emerged from the study was goal setting and achievement. The process of setting specific, challenging goals contributed to increased engagement. Students felt a sense of accomplishment when they were able to achieve the goals they set for themselves. This sense of accomplishment when achieving goals enhanced their sense of competence (Deci & Ryan, 1985). Student M2 noted, “I enjoyed having a specific goal and pushing myself to meet it. I was happy with myself at the end of the unit.” On May 18th I wrote in my teacher research journal, “I see how happy some of the students are when they hit their goals, in particular the students who traditionally did not have success in PHE class.” To me this was the biggest accomplishment of the study. Traditional assessment in PHE does not allow every student to have success, but with differentiation, students were evaluated based on their own goals. 
During focus group # 2 I asked the group “Does having individualized goals improve overall engagement?” Student M6 responded:

At the beginning of this project, I kind of thought this was stupid. Like why are we wasting our time doing this and not just playing in the gym. When I built my goals at first, I just rushed through them to get it done. Mr. Sorace made me redo them, so I put more care into it. I’m happy that I did because normally I don’t always push myself in PE, but with these goals I got competitive, especially with my friends. I worked harder during this unit then I normally do in PE, and I really think it was because of these goals.

Hearing this was very rewarding, especially because over the last few years I have felt that student engagement has declined.  Student L8 also contributed this to the conversation:

PE isn’t my favorite subject and sometimes I don’t try my hardest. In my regular classes I always try my best because I want to get good grades, but I don’t really care as much about my PE mark. This activity gave me similar motivation then in the regular classes. I tried hard, especially for the running part. I even went for some runs on my own time because I wanted to get that extending mark. I think if we did PE like this all the time, I would try harder.


Enjoyment of Personalization
	The next theme that emerged from the study was enjoyment of personalization. During the intervention phase this became noticeable as students expressed their appreciation to be able to personalize their unit plans according to their interests. Differentiated instruction should allow for flexibility to meet the needs of diverse learners (Tomlinson, 2001). During their mid intervention journal student M7 wrote, “I enjoyed having my own plan based on things I enjoy and was already doing this year,” and student L1 wrote, “I found it to be more realistic for me to accomplish, which made me motivated to work harder.” This personalization fostered a sense of autonomy, which increased motivation (Deci & Ryan, 1985).
	During focus group # 1, I posed the question “what did you like about having individualization in our units?” Student M3, said “That the personalized goals forced me to be responsible for my outcome, not relying on anyone else.” This is important because when students take ownership of their goals there is a sense of pride and autonomy. On May 9th, I made this note in my research journal, “I haven’t had anyone complain to me about the activities that we are doing in PE class since we started working through this unit.” I believe that working independently and at their own pace, shifted the perception of some of the students who used to complain.  


Self-Reflection and Awareness
The next theme that emerged from the study was self-reflection and awareness. Students expressed a greater awareness of their abilities and limits through this unit, which led to improved self-esteem and confidence. In her mid-intervention journal student L4 said, “I liked that I was able to measure the difficulty of my goals based on my own skills.” This reflective process is important because it helps students assess their progress and set accurate goals in the future. Student M1 said, “I realized that I had a limit. Once I knew what it was it was easier to set more realistic goals for myself.” 
For some students this process of self-reflection and awareness was a new concept that they struggled with. In his post-intervention journal student M4 said, “I want to try this more. This process taught me that self-awareness and improvement is an ongoing journey.” As the teacher/researcher this is one area that I felt I struggled with in the study. I believe that I needed to help and challenge students a bit more in their reflections. Often students have a skewed perception of themselves, both positively and negatively, and helping the students identify areas for improvement was an opportunity that I missed during the study. This points to the need for better guidance in differentiated settings as discussed by Tomlinson & Strickland (2005).
Self-reflection on performance takes on a different perspective in the post-intervention phase as students shifted their mentality away from the study and now focused on future growth. In their post intervention journal student M9 said, “This project left me wanting more. I play sports, but I haven’t really considered what I am going to do after I stop playing. This idea of lifelong health is important to me.” This speaks to Deci and Ryan’s (1985) principles of autonomy and competence where students look for control and the ability to master certain tasks. 

Social Dynamics and Enjoyment
	The last of the positive themes that emerged was social dynamics and activity preferences. Students supported each other much more than prior to the study. Social dynamics and enjoyment focused on the importance of a supportive classroom environment. Kuh (2009) notes that positive social interactions within learning environments foster a sense of belonging, which is important for continual engagement. This also ties into the self-determination principle relatedness (Deci and Ryan, 1985). During focus group # 3 I asked the group “were you more likely to work harder on your unit goals if your friends were working on similar activities?” Student M14 responded with the following:

Not necessarily. Yeah, it’s fun to do things with your friends, but I just felt like everyone was working together on this. I don’t know, maybe because we were all working towards a similar goal, but it just felt like everyone was supportive. I was happy for people when they would hit a max lift or timed run. It was pretty cool.

Student L12 added to his response:

 I agree with what he said. When we’re playing sports in class like basketball or volleyball were competing. This was more individual, and it felt like even though we had our own goals we could show support for our classmates. There was no competition. I still trained in a group with my friends, but even if I didn’t, I think I would have been fine without them. 

This was something that I observed as well. On April 27th I wrote in my research journal that “the energy of the class feels great. I see that people are working through their activities in small groups and everyone is participating.”

Self-Perception and Peer Pressure
	While most of the feedback from the study was positive, there were some concerns that were identified. One example of this was student self-perception and peer pressure. How students felt they were perceived by their peers, could negatively impact their performance and confidence levels. Peer influence can either motivate or discourage students. While the intention of differentiation is that all students can perform to the best of their abilities, some students still felt concern about their performance. In her post intervention journal student L13 said, “Sometimes I felt embarrassed if I couldn’t do something well, and it made me not want to try as hard.” Similarly, M12 stated, “When there were better athletes in the group, I felt like I was the worst person, and it lowered my motivation.” When I saw this comment, I was reminded that social pressure for teenagers will always exist, and while the intention of differentiation is positive, some students will continue to feel self-conscious about their abilities.



Desire for Structure and Support
	Another concern that was identified was a desire for structure and support. While many students appreciated the autonomy, some wanted or needed more guidance during this process. Santangelo & Tomlinson (2012) explain that while differentiation promotes autonomy, students still need support to not feel overwhelmed. In their mid-intervention journal student L3 said, “I didn’t like that when I was making my personalized plan that I had to create my own proficiencies. This was difficult, and I needed more help to do this.” A similar message was shared during focus group # 3 when I asked the question, “What did you not like about having individualization in our unit?” Student L10 shared the following response:

The one thing I didn’t really like was making my own rubric. I had to tweak mine a few times because you (Mr. Sorace) didn’t think it was challenging enough. Eventually I thought my goals were good, but it took some time to get it right. When I started working through my unit plan, I found it hard at first because I didn’t think I’d hit my goals, but it kind of forced me to work harder.


Summary
This chapter presented the results, findings, and discussion for the research to determine if differentiated instruction is an effective tool to help improve engagement for PHE students. First, I presented the hypothesis that the implementation of differentiated instruction would have a positive increase on student’s engagement levels in PHE class and the null hypothesis that the implementation of differentiated instruction would have no significant change in student’s engagement levels in PHE class. Next, I presented the quantitative data and analysis for the study which included the Student Engagement vs Disaffection Questionnaire and the Teacher Engagement Report Questionnaire. The analysis showed that the implementation of differentiated instruction did help improve student engagement and lowered student disaffection. This was supported by the qualitative data collection that identified five positive emergent themes: (1) positive teacher influence, (2) goal setting and achievement, (3) enjoyment of personalization, (4) self-reflection and awareness, and (5) social dynamics and enjoyment. While much of the feedback was positive, two themes were identified that were areas of concern (1) self-perception and peer pressure, and (2) desire for structure and support.
The following chapter will provide a clear and unambiguous statement of my conclusion for the study. Included in the chapter will be a summary of the findings, a discussion about the strengths and limitations of the study, and what future research may be needed for this topic. 


























CHAPTER 5: CONCLUSION
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