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Abstract

This  research  was  carried  out  to  investigate  whether  the  way  that  students  perceived  the  concept  of  intelligence  was  affecting  their  potential  to  succeed  at  school.  It  was  hypothesized  that  many  students,  at  the  school  involved,  had,  for  successive  years,  underperformed  in  terms  of  GCSE  examination  results mainly  because  they  did  not  feel  that  it  was  possible  to  improve  their  levels  of  intelligence.  It  was  also  felt  that  this  was  causing  many  students  to  disengage  from  the  learning  process.  The  intention  was  to  discuss,  with  the  students,  the  concept  of  intelligence  and  whether  they  viewed  it,  consciously  or  not,  as  a  fixed  or  changeable  entity.

The  concept  of  mindset  was  investigated  and  viewed  in  terms  of  whether  it  had  an  impact  on  the  students’  view  of  intelligence  and  their  approach  to  learning.  A  literacy  intervention  was  planned  and  undertaken  to  assess  this  issue  and  included  the  provision  of  subject  specific  learning  strategies.  Scaffolding  was  provided  throughout  the  unit  of  study  with  the  intention  of  increasing  students’  levels  of  automaticity,  resilience  and  willingness  to  take  the  risk  of  engaging  in  more  challenging  tasks.

The  findings  provided  some,  but  not  strong,  evidence  to  suggest  that  if  students  are  provided  with  specific  learning  strategies,  their  level  of  engagement  would  improve,  as  would  their  willingness  to  accept  that  they  could  improve  their  levels  of  intelligence.
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Chapter  1 -  Introduction

This  investigation  was  carried  out  at  a  mixed  gender  secondary  school  in  South  Wales.  For  reasons  of  anonymity,  and  in  line  with  the  ethical  considerations  directed  by  the  British  Education  Research  Association  (BERA,  2011),  the  school  will  be  referred  to,  from  this  point,  as  ‘The  School’.  At  the  beginning  of   the project  there  were  one  thousand,  one  hundred  and  eighty  students  on  the  register,  aged  between  eleven  and  eighteen  years.  The  students  came  from  a  wide  variety  of  socio-economic  backgrounds  and,  at  the  time  that  the  project  began,  approximately  one  third  were  living  in  areas  recognised  as  community  regeneration  areas.  A  large  proportion  of  the  traditional  catchment  areas,  of  The  School,  were  classed  as  being  economically  and  socially  disadvantaged.  Free  school  meal  entitlement  was  higher  than  the  national  average  and  a  large  proportion  of  students  entering  year  seven  were  in  possession  of  reading  and  numeracy  skills  which  were  below  the  national  average.

At  the  point  of  this  intervention  I  had  taught  at  The  School  for  over  six  years  and  in  that  time,  the  same  speech  was  made,  by  the  Senior  Management  Team  (SMT),  each  September.  On  the  day  that  optimism  should  have  been  at  its  highest,  teachers  were  faced  with  the  directive  that  improvements  had  to  be  made  because  the  GCSE  examination  results,  published  two  weeks  before,  had  left  The  School  languishing  behind  most  of  the  other  schools  in  the  Local  Authority  (LA),  and  those  schools  with  a  similar  demographic  in  the  wider  area.  It  was  difficult  to  underestimate  the  negative  impact  that  this  repetitive  situation  had  on  the  morale  of  the  staff  at  The  School.  The  same  looks  of  despair,  disappointment,  shock  and,  in  some  cases,  guilt  and  blame  appeared  on  the  faces  of  many  of  the  staff.  This  delivered  a  sometimes  crushing  blow  on  the  very  first  day  of  the  school  year.  Changes  in  the  way  the  comparisons  were  made  between  schools,  in  terms  of  key  performance  indicators  and  league  tables,  made  no  difference.  

Many  teachers  worried  about  the  reaction  of  parents,  many  about  the  possibility  of  The  School  being  criticised  by  the  press  and  virtually  all  could  name  at  least  one  of  their  students  who  had  not  achieved  their  target,  when  it  seemed  to  be  assured.  At  this  point  SMT  would  begin  to  pull  any  positives,  of  which  in  reality  there  were  many,  from  the  apparent  wreckage  of  the  results.  

Her  Majesty’s  Inspectorate  for  Education  and  Training  in  Wales  (ESTYN)  had  complimented  the  school  on  the  relationship  between  the  staff  and  the  students,  on  the  constant  attempts  to  improve  the  school  environment  in  spite  of  budget  restraints,  on  the  level  and  quality  of  pastoral  care  provided  to  the  students  and  said  that  the  standard  of  teaching  was  consistently  measured  as  good  or  better.  Clearly however,  there  seemed  to  be  a  problem  converting  this  positivity  into  successful  examination  performance.  With  the  exception  of  some  excellent  individual  performances,  GCSE  results  had  remained  a  constant  cause  for  concern.  The  link  to  ESTYN  reports,  for  The  School  has  been  omitted  for  ethical  reasons  (BERA,  2011).

Staff  were  rightly  aware  of  their  responsibility  in  this  most  recent  set  of  results.  The  purpose  of  this  research  was  not  to  find  excuses  with  which   accountability  could  be  shifted  but  to  investigate  possible  reasons  why  students,    at  The  School,  were  failing  to  achieve  their  academic  potential.  Teachers  at  The  School  felt  that  some  students  were  too  lazy  to  work  hard  enough  to  improve  their  chances  of  success  and  that  much  of  this  attitude  was  the  result  of  a  lack  of  faith  in  education  and  also  a  lack  of  support  from  home.  Teachers  also  felt  that  many  students  simply  felt  they  were  unable  to  improve  their  level  of  intelligence  over  time  and  could  not  improve  their  chances  of  success  regardless  of  how  hard  they  were  prepared  to  work.  

Underperformance  at  The  School  was  mirrored  at  national  level  and  in  2011  Mr  Leighton  Andrews,  the  then  Secretary  for  Education  at  the  Welsh  Assembly  Government,  delivered  a  speech  at  the  Reardon  Smith  Theatre  which  highlighted  this  (www.gov.wales/topics/educationandskills/allsectorpolicies/ourevents/teachingmakesadifference/?lang=en).  
The  speech  delivered  by  Mr  Andrews  was  titled  ‘Teaching  makes  a  difference’  and  he  began  by  talking  about  the  apparent  successes  of  the  Welsh  Education  System  since  devolution  in  1999.  Mr  Andrews  talked  about  how  there  had  been  an  encouraging  rise  in  examination  results  and  how  fewer  people  were  leaving  school  with  no  qualifications.  However  it  was  impossible  for  Mr  Andrews  to  avoid  the  poor  performance  of  Welsh  students  when  compared  to  those  of  other  countries  in  the  PISA  (Programme  for  International  Student  Assessment)  tests.  Mr  Andrews  stated  that  “Comprehensive  Education  must  work  for  all  young  people  in  Wales  and  the  evidence  provided  PISA  shows  that  it  has  not.”  In  2006  the  PISA  tests,  implemented  for  fifteen  year  olds  in  mathematics,  reading  and  science  showed  Wales  to  be  the  poorest  performing  country  in  the  UK  with  mean  scores  of  484,  481  and  505  respectively.  By  2009  the  results  made  worse  reading  with  respective  falls  to  scores  of  472,  476  and  496.  Mr  Andrews  could  not  deny  that  the  Welsh  Assembly  Government  were  hoping  for  a  much  different  picture  in  2009.  In  the  test  results  that  were  published  at  the  end  of  2013  the  situation  had  changed  very  little.  With  respective  mean  scores  of  468,  480  and  491  Wales  found  itself  in  forty  third  place  in  mathematics,  forty  first  place  in  reading  and  thirty  sixth  place  in  science.  This  was  the  position  of  Welsh  students  in  a  league  table  of  sixty  five  countries.

The  response  given  by  Mr  Andrews  in  December  2013  was  that  “the  results  were  disappointing  and  Wales  had  a  long  way  to  go.”  Mr  Lewis  went  on  to  say  “Everybody  working  in  around  education  needs  to  take  a  hard  look  in  the  mirror  this  week”  (www.bbc.co.uk/news/uk-wales,  December  2013).  
Clearly  The  School,  and  the  Welsh  Education  system  as  a  whole,  found  itself  needing  to  make  improvements  quickly  and  this  formed  the  foundation  for  the  rationale  of  this  project  of  investigating  why  many  students  at  The  School  seemed  to  disengage  from  the  learning  process  at  such  a  critical  time.  Any  findings  would  hopefully  allow  teachers  to  implement  strategies  to  allow  students  the  confidence  to  succeed,  to  improve  the  results  of  The  School  and,  in  turn,  prepare  our  young  people  to  make  more  positive  contributions  to  society  and  the  economy  when  they  leave  education. 


The  main  aims  of  this  research  were  to  investigate:-
· whether  students,  at  The  School,  understood  what  was  meant  by  the  term  ‘intelligence’  and  whether  they  felt  that  it  could  be  improved.
· why  some  students,  at  The  School,  seemed  willing  to  accept  challenge  but  others  seemed  reluctant  to  do  so.
· if  there  were  accessible  pedagogies  which  could  be  embedded  into  teachers’  practice  to  overcome  the  problem  of  disengagement.
· if  students  were  given  conscious  control  of  specific  learning  strategies,  that  could  be  used  to  tackle  more  challenging  problems,  was  their  self-perception  of  intelligence  affected.

An  initial  literature  review  was  carried  out  to  investigate  the  current  views  on  the  concepts  that  could  have  an  impact  on  the  research  question.  It  was  acknowledged,  due  to  the  small  size  of  the  project  that  the  literature  review  carried  out  could  not  be  exhaustive.  The  responsible  approach  would  be  to  focus  only  on  the  aspects  that  directly  influenced  the  research  question.
 The  intention  was  to  consider  concepts,  theories  and  pedagogies  that  were  ‘accessible’  to  teachers  at  The  School.  It  was  decided  that  for  the  pedagogy  to  be  considered  ‘accessible’  it  had  to  be  able  to  be  embedded  into  teachers’  classroom  practice  without  excessive  demands  on  their  time  or,  for  ethical  reasons  (BERA,  2011)  cause  any  disruptions  to  learning.

An  intervention  was  planned  with  which  the  concepts  and  pedagogies  reviewed  could  be  implemented,  measured  and  analysed.  Maximum  care  was  taken  to  ensure  that  there  would  be  no  detrimental  impact  on  the  potential  progress  of  any  of  the  students  involved  in  the  intervention,  in  accordance  with  ethical  guidelines  (BERA  2011).  It  was  decided  to  carry  out  the  intervention  as  a  case  study.  Other  research  methods  were  considered  and  the  reasons  for  this  choice,  as  oppose  to  any  other  research  strategy  were  explained  in  the  Methodology  section  (see  Chapter  3).  An  analysis  and  discussion  of  the  findings  was  made  and  the  results  of  this  process  were  explained  in  the  Findings  section  (see  Chapter  4).  The  general  outcomes  discovered,  along  with  any  critical  observations  of  the  research  process,  literature  review  and  the  intervention  were  discussed  in  the  Conclusion  (see  Chapter  5),  along  with  any  recommendations  thought  fit  for  inclusion  as  a  result  of  the  research.






























Chapter  2  -  Literature  Review

The  literature  review  in  this  chapter,  and  the  Methodology  in  the  following  chapter,  was  structured  around  the  key  concepts  and  pedagogical  strategies  thought  most  relevant  to  the  research  question.  The  concepts  investigated  were  ‘intelligence’,  ‘mindset’,  ‘the  impact  of  self-esteem  and  the  home  environment  on  behaviour  and  attitudes  to  learning’,  and  ‘resilience  and  risk’.  The  pedagogies  reviewed  with  the  intention  of  investigating  the  impact  of  these  concepts  upon  the  learning  process  were  ‘automaticity’  and  ‘scaffolding’.

Intelligence
As  previously  mentioned  the  rationale  for  the  research  was  founded  in  the  fact  that  many  students,  at  The  School,  found  it  difficult  to  accept  that  it  was  possible  to  improve  their  academic  performance  and  this  was  felt  to  be  one  reason  for  disengagement  from  the  learning  process.  Many  students  seemed  to  feel  that  they  were  either  intelligent  or  not  and  that  there  was  little  that  could  be  done  about  it.  Guy  Claxton  (2008)  explained  that  this  was  how  intelligence  had  been  viewed  in  the  early  years  of  the  twentieth  century  and  he  suggested  that,  in  education,  it  was  still  the  case.  Claxton  pointed  out  that,  according  to  this  general  theory  of  intelligence,  “If  you  were  ‘bright’  your  brightness  went  with  you  into  your  history  lesson,  your  workplace,  your  family  mealtime,  even  into  your  athletics  training.  You  were  not  just  ‘good  at  sums’,  you  were  a  ‘bright  child’  or  a  person  of  average  ability”  (Claxton,  2008:  59).  

David  Perkins  explained  how  in  the  nineteenth  century  Francis  Galton,  a  pioneer  in  the  study  of  intelligence,  believed  that  genetic  characteristic,  rather  than  education,  an  inherently  social  process,  was  the  fundamental  factor  in  the  development  of  intelligence. (www.journettoexcellence.org.uk/resourcesandcpd/rslearnableintelligence.aspd.nd) Perkins  pointed  out  that  in  1904  Galton’s  theory  of  the  ‘general  ability  of  intelligence’  formed  the  basis  of  Alfred  Binet’s  Intelligence  Quotient  (I.Q.)  test.   In  this  test  a  person’s  intelligence  was  expressed  as  a  number,  which  remained  constant  at  any  one  point  in  time. 
Perkins  went  on  to  explain  how  Binet,  unlike  Galton,  believed  intelligence  to  be  neither  fixed  nor  general.  Binet  was  convinced  that  intelligence,  if  expressed  as  a  number  would  lead  educators  to  think  that  intelligence  was  indeed  fixed  and  in  turn  to  the  belief  that  students  who  seemed  to  be  performing  badly  did  not  have  the  ability  to  improve.  

It  has  been  questioned  why  Binet  did  not  express  his  concerns  at  the  time  and  it  seemed  strange  to  discover  that  Binet,  whom  is  so  closely  associated  with  intelligence  testing,  actually  thought  that  intelligence  was  malleable,  could  progress  at  different  rates,  in  different  people,  and  was  influenced  by  the  environment  rather  than  only  by  genetics  (http://www.intelltheory.com/binet.shtml). 
This  type  of  testing,  however,  formed  the  foundation  of  the  eleven  plus  examination,  in  the  United  Kingdom,  underpinning  the  selection  process  for  students  entering  secondary  schools  before  the  advent  of  comprehensive  education.  Those  students  with  higher  scores  in  the  eleven  plus  examinations  would  enter  Grammar  Schools  whilst  those  who  did  not  achieve  the  ‘appropriate’  score  were  placed  in  Secondary  Modern  Schools.  

Measuring  intelligence  by  formal  examination  remains  the  ultimate  judgement  in  our  education  system  today  and  one  secondary  school  headteacher  in  England,  Peter  Tait,  writing  for  The  Daily  Telegraph  expressed  his  concerns  about  this.  Tait  admitted  that  whilst  sitting  examinations  might  still  be  the  best  available  way  of  measuring  what  is  currently  accepted  as  intelligence,  he  also  felt  that  the  system  was  not  necessarily  able  to  identify  those  students  that  teachers  intuitively  knew  to  be  intelligent.  Tait  suggested  that  the  link  that  existed  between  intelligence,  ability  and  the  examination  system  could  cause  students  to  disengage  with  the  learning  process,  or  certainly  with  that  part  of  the  process  that  required  them  to  sit  examinations. (http://www.telegraph.co.uk/education/educationopinion/11678216/Intelligence-cannot-be-defined-by-exams.html,  June  2015).  Tait’s  concerns  are  remarkably  similar  to  those  expressed  by  Alfred  Binet  over  a  century  before.  At  The  School  strategies  were  needed  which  would  provide  students  with  the  confidence  to  overcome  problems  posed  by  having  their  intelligence  judged  by  examination.

When  observing  anyone’s  abilities  it  is  obvious  that  some  people  are  stronger  in  some  fields  than  in  others.  Howard  Gardner  (2011)  suggested  that  rather  than  having  a  single  general  intelligence,  humans  are  better  described  as  having  multiple  intelligences.  In  his  theory  of  ‘multiple  intelligences’  Gardner  explained  that  these  include  linguistic,  logical,  spatial,  musical,  interpersonal  and  intrapersonal  intelligence.  Gardner  said  that  at  any  moment  individuals  differ,  for  genetic  and  experiential  reasons  in  their  respective  strengths  and  weaknesses  in  their  respective  intelligence  profiles  and  that  his  theory  was  based  on  neurological,  evolutionary  and  cross-cultural  evidence  (Gardner,  2011). 

The  role  of  teachers  is  not  simply  to  provide  subject  knowledge  but  to  facilitate  improvement  in  performance  for  their  students  and  the  American  psychologist  Carol  Dweck  stated  that   “we  need  to  find  more  useful  ways  of  talking  about  intelligence.”  Dweck  is  an  advocate  of  the  theory  that  intelligence  is  malleable,  as  oppose  to  fixed,  but  also  suggested  that  “The  idea  that  intelligence  is  learnable  and  can  be  developed  through  effort  and  skilful  practice  has  not  developed  our  society  widely  or  deeply”  ( Dweck, in  Perkins, www.journettoexcellence.org.uk/resourcesandcpd/rslearnableintelligence.aspd.nd). 
This  view  suggested  that  if  students  possessed  an  appropriate  understanding  of  the  concept  of  intelligence  that  progress  could  be  made  given  the  right  application.

Robert  Sternberg  (1985)  had  earlier  defined  intelligence  as  a  “mental  activity  directed  towards  purposive  adaption  to  selection  and  shaping  of  real  world  environments  relevant  to  one’s  own  life”  (Sternberg,  1985:  45).  The  thoughts  of  Dweck  and  Sternberg,  rather  than  looking  at  intelligence  as  fixed,  as  Galton  had  done,  seemed  to  offer  an  alternative  concept  where  intelligence  was  an  activity  and  something  that  could  be  improved  upon.  This  view  of  intelligence,  as  something  that  could  be  improved,  was  vital  to  the  research  question  when  investigating  strategies  to  assist  students  at  The  School  to  improve  their  performance.

Guy  Claxton  also  viewed  intelligence  as  an  activity  and  looked  to  Piaget’s  definition  of  intelligence  as  “knowing  what  to  do  when  you  don’t  know  what  to  do.”  (Claxton,  2008:  61)  Claxton  suggested  that  the  essence  of  intelligence  does  not  lie  in  what  people  could  do  with  ease  but  in  how  they  responded  to  difficulty  and  whether  they  possessed  the  strategies  to  cope  when  things  became  difficult  (Claxton,  2008).   

Intelligence  has  been  researched  in  great  detail  and  discussed  in  terms  of  how  it  applies  to  many  different  aspects  of  human  endeavour.  From  this  point  in  this  research  the  focus  became  how  intelligence,  and  students’  understanding  of  it,  could  have  contributed  to  the  disengagement  from  the  learning  process  that  was  taking  place  at  The  School.  

Mindset
The  work  of  Carol  Dweck  (2006)  has  been  at  the  forefront  of  the  concept  of  mindset  and  she  has  researched  how  it  can  affect  progression  in  learning.  Fundamental  to  Dweck’s  work  is  the  idea  that  mindset  is  a  belief  or  a  state  of  mind  and  that  “changing  peoples’  beliefs  and  values,  even  the  simplest  beliefs,  can  have  profound  effects”  (Dweck,  2006:  ix)  The  change  that  Dweck  was  referring  to was  from  a  fixed  mindset  to  a  growth  mindset.  It  is  important  to  understand  that  Dweck  made  it  clear  that  students  can  display  traits  of  either  mindset  at  different  times  and  under  different  circumstances  (Dweck,  2006). 

The  Fixed  Mindset
According  to  Carol  Dweck  students  in  possession  of  a  fixed  mindset  believe  their  intelligence  is  “carved  in  stone”  (Dweck,  2006:  6).  Dweck  explained  that  at  the  core  of  the  fixed  mindset  was  the  fact  that  students  would  evaluate  the  task  before  them  and  often  disengage  from  the  learning  process.  According  to  Dweck  the  decision  to  engage  or  disengage,  for  students  in  the  fixed  mindset,  would  take  into  account  whether  they  felt  they  would  succeed  or  fail,  look  smart  or  dumb,  be  accepted  or  rejected,  or  feel  like  a  winner  or  a  loser  (Dweck,  2006).  Hattie  and  Yates  claimed  that  disengagement  could  be  due  to  the  fact  that  the  desire  to  avoid  failure  was  extremely  powerful  and  that  “Whenever  called  upon  to  commit  to  decisions  we  are  risk  averse  and  that  bad  is  stronger  than  good”  (Hattie  and  Yates,  2014:  15).  
Disengagement  was  certainly  not  uncommon  to  my  practice  at  The  School.  Students,  many  of  them  having  previously  achieved  success,  seemed  to  decline  the  invitation  to  work  when  more  challenging  tasks  were  set  before  them.  It  could  not  be  certain  whether  this  was  as  the  result  of  a  risk  assessment  of  whether  they  would  succeed  or  fail  or,  how  they  would  feel  or  look,  or  whether  the  frustration  was  because  of  another  reason.  Many  students  seemed  to  simply  lose  interest  and  not  be  prepared  to  push  themselves.  Many  students,  at  The  School,  had  been  labelled  as  lazy,  and  this  would  need  to  be  considered  during  the  intervention.

In  his  work,  ‘Why  don’t  children  want  to  work  in  school?’,  Daniel  Willingham  (in  Hattie  and  Yates,  2014)  offered  an  alternative  to  simple  laziness.  Willingham  explained  how  the  brain  is  programmed  against  squandering  resources  and,  for  this  reason,  does  not  naturally  want  to  think.  Willingham  suggested  that  disengagement,  at  this  point,  was  more  likely  to  have  been  as  the  result  of  students  making  an  assessment  along  the  same  lines  suggested  by  Carol  Dweck  (2006)  rather  than  being  lazy.  Tess  Ridge  (2008)  offered  alternative  reasons  why  students  disengage  from  the  learning  process.  In  her  research  Ridge  found  that  whilst  most  students  questioned  liked  school  over  one  quarter  said  they  were  ambivalent  and  for  reasons  such  as  the  occurrence  of  bullying,  not  liking  their  teachers  or  finding  the  work  to  demanding  simply  endures  the  process  without  liking  it  (Ridge,  2008:  70).


However  it  would  be  difficult  to  picture  a  situation  where  all  teachers  could  be  convinced  that  they  had  no  lazy  students  and  that  all  they  needed  to  do  was  convince  their  students  that  every  challenging  task  was  worth  the  effort.  Peter  Gray,  Professor  of  Psychology  at  Boston  College,  was  certainly  prepared  to  consider  that  laziness  was  an  issue.  When  responding  to  Willingham’s  work,  Gray  claimed  that  Willingham  was  avoiding  “the  elephant  in  the  room”  and  that  disengagement  was  often  down  to  the  fact  that  they  [students]  felt  that  school  was  “like  prison”  (https://www.psychologytoday.com/blog/freedom-learn/200909/why-don-t-students-school-well-duhhhh).  Gray’s  views  offered  are  a    rare  contradiction  to  those  offered  by  Willingham  and  Dweck  in  his  acceptance  that  some  students  did  not  perform  well  simply  because  they  did   not  like  the  regime  they  were  presented  with  at  school.  

Carol  Dweck  (2006)  discussed  how  students  with  a  fixed  mindset  would  tend  to  display  traits  of  entitlement  and  denial  where  entitlement  was  when  students  felt  that  they  were  entitled  to  success  rather  than  having  to  work  for  it  and  denial  occurred  when  students  felt  their  lives  were  perfectly  fine  as  they  were,  and  there  was  no  need  to  expend  effort  to  try  and  improve.

The  views  concerning  fixed  mindset,  and  the  disengagement  of  those  students  in  possession  of  it,  could  easily  lead  to  the  notion  that  a  fixed  mindset  is  not  wrong,  or  unnatural,  but  more  likely  a  normal  human  trait  that  needs  to  be  worked  upon  for  students  to  achieve  success  at  a  higher  level.  

The  Growth  Mindset
Carol  Dweck  (2006)  explained  that  in  the  growth  mindset  the  concepts  of  risk  and  failure  do  not  disappear  but  are  dealt  with  in  different  ways.  In  the  growth  mindset  difficulty  was  not  viewed  as  an  obstacle  or  reason  to  disengage  from  learning  but  more  an  opportunity  to  challenge  themselves  and  an  opportunity  to  learn.  Dweck  stated  that  “The  passion  for  stretching  yourself  and  sticking  to  it,  even  (or  especially)  when  it  is  not  going  well,  is  a  hallmark  of  the  growth  mindset”  (Dweck,  2006:  7).  Students  in  the  growth  mindset  have  confidence  in  the  strategies  they  possess  to  overcome  challenging  tasks.  At  the  heart  of  Dweck’s  work  on  the  growth  mindset  was  the  belief  that  everyone  was  capable  of  improving  if  they  were  prepared  to  commit  to  a  task  in  terms  of  effort  and  determination  (Dweck,  2006).  

Adolescence  was  the  point  at  which  many  students,  at  The  School,  were  disengaging  and  it  was  at  this  life  stage  that  students  had  become  more  sensitive  to  how  they  viewed  themselves  and  how  they  felt  they  were  viewed  by  their  peers.  The  concept  of  self-esteem  and  the  impact  of  the  home  environment  were  felt  to  have  an  impact  on  the  willingness,  of  many  students  at  The  School,  to  engage  in  learning.  

Self-Esteem 
According  to  Rosemary  Roberts  (2002,  in  Pollard,  2014)  students  would  only  be  able  to  learn  efficiently  if  their  self-esteem  was  positive.  Pollard  and  Filer  (2014)  acknowledged  how  social  status  is  extremely  important  and  that  students’  learning  performance  can  influence  how  their  peers  view  them.  According  to  Pollard  and  Filer  (2014)  peer  groups  can  be  exclusive  and  individuals  can  be  ejected  if  they  fail  to  conform  to  the  ethos  of  the  group.  This  could  mean  either  working  hard  or  rebelling  against  school  depending  on  the  group.  This  was  confirmed,  by  Hattie  and  Yates  (2014:  14)  who  stated  that  “Schooling  is  an  inherently  social  process  and  the  attitudes  of  peers  can  exert  a  strong  impact  on  an  individual.”  My  experience,  at  The  School,  had  revealed  that  this  idea,  of  peer  pressure,  was  evident  in  both  positive  and  negative  ways.  The  important  factor,  for  the  purpose  of  this  intervention,  was  the  negative  influence  that  peer  groups  could  exert  on  an  individual’s  willingness  to  engage  in  learning.  

Teachers  are  sensitive  to  the  fact  that  their  practice  can  have  an  impact  on  the  self-esteem  of  students  and  are  taught,  during  their  teacher  training,  that  highlighting  students’  failure,  and  in  some  cases  successes,  can  damage  the  image  that  students  wish  to  cultivate  for  themselves.  Andrew  Pollard  (2014)  suggested  that  there  were  two  ways  in  which  teachers  exerted  influences  on  the  self-esteem  of  their  students  and  these  were  adapted  in  Fig.  1  below:






Fig 1. The  ways  in  which  teachers  exert  influence  on  students’  self-esteem.

	How  teachers  exert  a  positive  influence  on  student  self-esteem.
	How  teachers  exert  a  negative  influence  on  student  self-esteem.

	· Positive  reinforcement  of  appropriate  actions.
· Building  on  success.
· Maintaining  high  expectations  of  students.

	· Teachers  ‘losing  their  heads’  when  things  go  wrong.
· Disciplining  the  person  rather  than  the  behaviour  when  students  ‘break  the  rules’.  


Adapted  from  Andrew  Pollard  (2014).

It  was  important  to  adhere  to  the  positive  ways  of  influencing  the  self-esteem  of  students  whilst  trying  to  avoid  reacting  in  ways  that  fell  into  the  negative  column  of  Fig. 1,  above.  Gipps  and  McGilchrist  (in  Pollard,  2014)  suggested  that  the  core  value  in  all  effective  teachers  was  the  belief  that  all  children  can  achieve.  According  to  Gipps  and  McGilchrist  (in  Pollard,  2014)  the  most  common  way  that  this  belief  is  manifested  is  in  the  high  expectations  that  effective  teachers  have  of  their  students. 

The  Home  Environment 
As  well  as  students’  learning  performance  being  affected  by  the  issues  regarding  self-esteem  mentioned  above,  research  also  shows  that  the  home  environment  and  in  particular  socio-economic  circumstances,  can  also  have  a  contributing  factor.  Whilst,  in  his  speech  at  the  Reardon  Theatre  (2011),  Mr  Leighton  Andrews  said  that  the  failings  of  the  education  system  in  Wales  “could  not  be  excused  on  the  basis  of  socio-economic  status”  there  is  evidence  to  suggest  that  this  could  be  a  difficult  situation  to  improve.  Donald  Hirsch  (2007)  suggested  that  the  relationship  between  poverty  and  low  academic  achievement  forms  part  of  a  wider  cycle  where  family  disadvantage  is  passed  on  from  one  generation  to  the  next.  As  stated  above  (see  Introduction)  many  students  at  The  School  come  from  areas  classed  as  socially  and  economically  disadvantaged.  Education  has  a  major  role  in  the  future  of  society  and  the  economy  and  with  this  bigger  picture  in  mind  it  was  clear  that  strategies  were  needed  to  ensure  that  every  student  was  able  to  access  the  education  required  to  improve.

Hirsch  (2007)  referred  to  how  factors  such  as  parental  involvement  in  the  education  of  their  children,  attitudes  to  homework  in  particular  and  involvement  in  activities  outside  school  can  have  an  impact  on  academic  performance.  These  thoughts  were  supported  by  David  Egan  (2013)  who  stressed  particular  importance  to  the  importance  of  parental  involvement  and  the  involvement  in  activities,  outside  school,  in  helping  young  people  build  cooperative  relationships  with  adults  in  less  formal  settings.  These  skills  could  then  be  transferred  to  school  where  the  relationship  between  students  and  teachers  is  built  with  more  ease  and  success.  Although  there  are  advocates  of  the  fact  that  the  home  environment  does  have  an  impact,  Mr  Andrews  (2011)  referred  to  the  fact  that  the  British  educationalist  Michael  Barber  suggested  that  social  class  was  having  more  of  an  impact  than  it  should  on  academic  performance  in  Wales  and  that  Fenton  Whelan,  a  renowned  government  consultant  on  educational  reforms,  had  found  that  schools  were  doing  well  in  more  deprived  areas  but  only  where  there  was  strong  leadership  and  consistently  good  teaching  (www.gov.wales/topics/educationandskills/allsectorpolicies/ourevents/teachingmakesadifference/?lang=en).

There  was  little  doubt  that  the  concepts  discussed  above  would  have  an  important  influence  on  the  students’  ability  to  learn.  However,  at  some  point,  all  students  need  to  show  resilience  and  the  willingness  to  take  risks  if  they  are  continue  achieving  at  increasingly  challenging  levels.

Resilience  and  Risk
Guy  Claxton  (in  Pollard,  2014:  61)  stated  that  “learning  is  impossible  without  resilience.”  Claxton  (2008)  had  suggested  that  showing  resilience  and  resourcefulness,  when  faced  with  difficulty  seemed  to  be  more  useful,  as  a  form  of  intelligence,  than  the  ability  to  solve  logical  puzzles  or  achieving  a  high  score  in  an  I.Q.  test.  Claxton  (in  Pollard,  2014)  discussed  this  lack  of  resilience  from  the  point  of  view  that  people  tended  to  be  prematurely  defensive  of  their  position  when  that  had  achieved  success  in  a  relatively  easy  challenge.  This  defensive  approach,  including  the  lack  of  willingness  to  take  any  further  risks,  fitted  into  one  of  Carol  Dweck’s  characteristics,  of  a  fixed  mindset,  (Dweck,  2006)  and  was  certainly  a  possible  reason  for  the  disengagement   displayed  by  students  at  The  School.  In  the  case  of  some  of  the  students  however,  there  was  still  the  concern  that  laziness,  peer  pressure  or  a  lack  of  interest  in  education  could  be  just  as  likely  a  reason.  
Claxton  (in  Pollard,  2014)  concurred  with  Dweck’s  notion  that  students  would  make  a  cost-benefit  analysis  of  the  situation  and  depending  on  the  outcome  it  was  now  that  some  students  would  appear  lazy  and  disengage. In  the  views  of  Dweck  and  Claxton,  rather  than  being  lazy,  such  students  were  just  as  likely  to  be  in  possession  of  a  fixed  mindset  and  therefore  open  to  assistance.  At  this  point  teachers  needed  to  take  care  and  not  to  fall  into  the  Cognitive  Empathy  Gap  situation  where  they  felt  frustration  because  their  students  did  not  see  the  path  to  achievement  that  they  expected  them  to  take.

Carol  Dweck  (2006)  suggested  that,  at  this  point,  students  in  the  fixed  mindset  and  having  no  resilience  would  accept  defeat  before  employing  the  sometimes  simple  strategies  needed  to  overcome  the  challenges.  Dweck  stated  that  at  this  point  the  result  was  displayed  as  “bright  seemingly  resourceful  students  becoming  paralysed  by  setbacks”  (Dweck,  2006:  214).  

In  the  second  part  of  the  literature  review  pedagogical  strategies,  suitable  for  applying  the  concepts,  reviewed  above,  in  a  classroom  situation  were  investigated.




Automaticity
One  aspect  of  learning  that  had,  throughout  my  experience  at  The  School,  caused  much  frustration  was  the  lack  of  automaticity,  in  previously  taught  concepts  and  strategies.   Hattie  and  Yates  (2014)  suggested  that  when  automaticity  was  lacking,  students  experience  a  reduced  capacity  to  think  and  the  result  was  a  cognitive  load  that  was  too  heavy  to  perform  more  complex  tasks  with  success.  The  authors  believed  that  if  students  could  recall  words  and  numbers  with  automaticity  they  would  be  able  to  allocate  more  time  to  solving  the  problems  and  completing  the  tasks  that  had  been  set  for  them.  This  was  clearly  evident  for  many  students  at  The  School  as  many  students  were  unable  to  recall  previously  acquired  skills  with  at  least  some  sort  of  automaticity.  This  often  led  to  disengagement  or  failure  when  faced  with  problems  involving  knowledge,  and  a  level  of  capability,  in  more  than  one  skill.

However,  Hattie  and  Yates  (2014)  pointed  out  the  obvious  drawback  to  automaticity  in  that  it  was  not  easy  to  teach.  Automaticity  requires  a  large  investment  in  time  and  effort  on  the  part  of  both  students  and  teachers.  That  said  it  was  felt  important  that  the  idea  should  be  included  in  this  intervention  because  of  the  possible  positive  impact  that  it  could  exert  when  students  were  faced  with  the  choice  between  showing  resilience  or  disengaging.

Scaffolding
Tharp  and  Gallimore  (in  Pollard,  2014)  explained  how,  according  to  the  psychiatrist  Lev  Vygotsky,  functions  necessary  to  the  cultural  development  of  children  occurred  in  two  phases. The  first  phase  took  place  on  the  social  plane.  This  referred  to  the  interaction  that  takes  place  between  the  teacher  and  their  students  at  the  beginning  of  a  topic.  The  social  interaction  would  also  be  effective  if  it  took  place  between  a  learner  and  a  more  able  peer,  as  long  as  the  person  is  more  competent  than  the  learner.  The  second  phase  took  place  on  a  psychological  plane.  At  this  point  learners  completed  the  internal  or  cognitive  part  of  the  acquisition  and  it  was  only  after  this  process  that  learners  could  expect  to  achieve  a  level  of  expertise  or  automaticity  in  a  concept.  

Jean  Piaget  (in  Pollard,  2014)  when  explaining  his  theory  of  ‘constructivism’  stressed  the  importance  of  both  interaction  and  thinking  in  the  learning  process.  This  was  in  contrast  to  the  theory  of  ‘behaviourism’  where  the  learner  is  essentially  passive  and  acquisition  of  skills  and  knowledge  is  dependent  on  environmental  stimuli.  The  ‘behaviourist’  theory  supported  the  idea  that  repeated  behaviour  or  performance  will  result  in  the  behaviour  being  repeated  by  the  student  and  knowledge  and  skills  will  develop  in  this  way  (Davey K., "Behaviorism," in Learning Theories, January 31, 2007, https://www.learning-theories.com/behaviorism.html.) 

Lev  Vygotsky’s  theory  of  ‘Social  Constructivism’  supported  the  importance  of  the  role  of  the  more  capable  other  whose  role  was  to  mediate  and  scaffold  instruction  to  the  learner.  Vygotsky  developed  the  concept  of  the  Zone  of  Proximal  Development  (ZPD)  (Vygotsky,  1978:  86)  which  referred  to  the  area  between  where  the  students’  performance  currently  stood,  without  the  intervention  of  more  capable  others,  and  what  they  could  potentially  achieve  under  the  guidance  of  adults  or  in  collaboration  with  more  capable  peers.  In  other  words,  the  room  for  potential  development  and  improvement.  Shayer  and  Adey  (2002)  claimed  that  scaffolding  was  essential  in  order  to  achieve  progression  through  the  cognitive  challenges  provided  by  difficult  tasks.

Tharp  and  Gallimore  (in  Pollard,  2014)  suggested  that  there  were  four  stages  that  needed  to  be  completed  for  constant  progression  through  the  ZPD  and  scaffolding  played  a  key  role  in  these  stages.   These  stages  were  adapted  and  are  shown  in  Fig.  2  below:







Fig. 2. The  four  stages  of  progression  through  the  Zone  of  Proximal  Development.
 

Assistance  is  provided by  more  capable  others.  Scaffolding  is  key  at  this  stage.





De-automatization  takes  place  through  the  provision  of  new  challenges.
Assistance  is  provided by  the  self.  Scaffolding  is  removed  but  development  is  not  full  or  automatized.





Internalization.  Execution  of  the  task  is  automatized  and  intervention  by  teachers  at  this  stage  could  be  detrimental.




Adapted  from  Tharp  and  Gallimore  (in  Pollard,  2014).

Effective  scaffolding  should  be  formed,  according  to  Tharp  and  Gallimore  (in  Pollard,  2014),  around  a  set  of  constant  characteristics.  These  have  been  adapted  below:

· Scaffolding  should  be  specific  to  the  students’  specific  needs.
· Scaffolding  should  take  into  account  the  current  performance  levels  of  students.
· Scaffolding  should  be  gradually  withdrawn  as  students’  level  of  performance  and  competency,  in  the  task,  increases.
· Responsibility  for  learning  would  have  been  transferred  from  the  teacher  to  the  learner  if  this  process  was  successful.
Adapted  from  Tharp  and  Gallimore  (in  Pollard,  2014).
Andrew  Pollard  (2014)  explained  how  an  important  part  of  the  scaffolding  process  is  ‘modelling’.  Jerome  Bruner (1996)  explained  that  modelling  is  not  simply  a  teacher  showing  students  how  to  carry  out  a  task  by  simply  doing  it  in  front  of  them.  Bruner  urges  caution  about  approaching  modelling  in  this  way  and  it  is  clear  that  there  is  a  risk  of  falling  into  the  Cognitive  Empathy  Gap   where  teachers  do  not  take  into  account  the  fact  that  their  students  may  not  be  able  to  find  the  path  to  success  with  the  same  ease  that  they  do.  Bruner  stated  that  to  be  an  effective  competence  model  teachers  must  be  “…an  effective  day  to  day  working  model  with  whom  to  interact.  It  is  not  so  much  that  the  teacher  provides  a  model  to  imitate  rather  that  the  teacher  can  become  part  of  the  students’  internal  dialogue,  somebody  who  respects  what  he  wants,  someone  whose  standards  he  wants  to  make  his  own”   (Bruner,  1996:  214).  Bruner’s  words  were  interpreted  in  that  an  effective  competence  model  would  be  able  to  provide  step  by  step  strategies  for  dealing  with  difficulties,  within  the  task,  as  they  arose,  and  providing  the  assistance  in  the  use  of  these  strategies  when  it  was  required.

The  review  of  literature  had  revealed  the  vast  number  of  factors  that  could  be  influencing  students’  level  of  engagement  and  academic  performance  at  The  School,  as  well  as  strategies  that  could  improve  the  rate  improvement  achieved  by  students.  Whilst  it  was  deemed  necessary  to  carry  out  as  full  review  as  possible  it  was  acknowledged  that,  in  this  relatively  small  case  study,  it  would  be  unrealistic  to  expect  definitive  answers  as  to  the  impact  of  every  concept  reviewed.  The  following  chapter  explains  how  the  concepts  and  pedagogies,  discussed  in  this  literature  review  were  considered  and  adapted  in  the  intervention.








Chapter  3  -  Methodology

The  student  sample  consisted  of  two  year  ten  classes.  Carol  Dweck  (2006)  explained,  it  was  the  adolescent  students  that  seemed  to  be  prone  to  disengagement  from  the  learning  process  and  this  had  certainly  been  the  experience  at  The  School.  One  of  the  groups  was  a  mainstream  mixed  ability  class  and  the  other  was  comprised  of  students  who were  classed  as  having  additional  learning  needs  (ALN).  The  additional  needs  of  this  group  included  mild  and  general  learning  difficulties,  hearing  impairments,  Autistic  Spectrum  Disorder  and  other  sensory  and  physical  needs.  A  discussion  was  held  with  the  Additional  Needs  Coordinator  (ALNCo)  at  The  School  where  the  nature  and  purpose  of  the  intervention  was  explained  in  full.  The  ALNCo  agreed  providing  normal  support,  and  consideration  to  individual  learning  plans  was  maintained,  the  research  posed  no  threat  to  these  students. 


A  literacy  exercise,  which  formed  part  of  the  Welsh  Baccalaureate  Qualification,  was  chosen  for  the  intervention  because  it  was  not  externally  examined  and  would  therefore  pose  less  of  an  ethical  concern  regarding  the  final  results  of  the  students.  The  unit  was  the  next  to  be  completed  by  the  students,  as  part  of  their  study  of  Wales,  Europe  and  the  World  and  therefore  caused  there  no  diversion  from  the  scheme  of  work  for  the  sake  of  the  research.  The  ethical  concerns  of  carrying  out  research  in  the  classroom,  and  the  possible  impact  on  the  students’  progress  were  paid  full  consideration  (BERA,  2011). 

Research  Strategy
The  main  concern  was  to  select  a  strategy  which  allowed  the  type  of  intervention,  data  collection  and  presentation  of  findings  that  were  best  suited  to  being  able  to  answer  the  research  question  in  the  most  comprehensive  way  possible.  

An  action  research  approach  was  considered  as  it  would  allow  the  type  of  hands-on  practical  approach  that  the  research  question  and  the  type  of  complex  aims  would  have  required  (Denscombe,  2012).  However,  when  the  time  scale  available  was  considered,  it  was  thought  that  to  include  the  cyclical  approach,  so  fundamental  to  successful  action  research,  it  was  deemed  unfeasible.  Consideration  was  also  given  to  the  use  of  a  survey.  This  would   have  meant  the  use  of  a  wider  sample  of  participants  but  could  lose  the  in-depth  analysis  that  would  have  been  offered  by written  responses  only.  Consideration  was  also  given  to  the  possibility  of  a  low  response  or  that  the  surveys  would  not  be  taken  seriously.  This  opened  up  the  possibility  of  unreliability  of  any  findings  and  conclusions   drawn  from  the  intervention  (Denscombe,  2012).  

The  decision  was  made  to  conduct  a  case  study.  Denscombe  (2012:  54)  stated  that  case  studies  allow  the  use  of  “multiple  sources  and  multiple  methods.”  This  meant,  importantly,  that  surveys  did  not  need  to  be  discounted  altogether  and  that  the  strategy  would  justify  the  use  of  both  qualitative  and  quantitative  data  collection  methods.   Case  studies  have  attracted  criticism  for  producing  “soft  data”  (Denscombe,  2012:  63),  but  it  was  felt  that  the  strategy  was  justified  because  it  allowed  the  scope  to  deal  with  the  finer  detail  of  the  complex  concepts,  such  as  intelligence,  mindset  and  self-esteem.  Denscombe  (2012:  62)  stated  that  case  studies  allow  researchers  “to  deal  with  the  subtleties  and  intricacies  of  complex  social  situations”.     

Research  Methods
An  assessment  of  harm  was  required  for  each  method  of  data  collection  and  intervention  and  this  was  carried  out  in  terms  of  any  possible  physical  and  psychological  impact,  upon  the  students,  and  also  of  any  potential  disruption  to  the  students’  learning  (BERA,  2011).  The  initial  task  was  to  consider  a  “Risk,  cost,  harm  and  benefit”  (BERA,  2011:  37).  Only  when  this  type  of  assessment  had  been  carried  out  for  each  stage  of  the  intervention,  and  all  considerations  deemed  satisfied,  was  consent  obtained,  to  carry  out  the  research,  from  the  headteacher  at  The  School.  Letters  of  consent  were  then  issued  to  the  students,  in  the  chosen  sample,  and  their  parents/guardians.  The  anonymity  of  The  School,  its  staff  and  students,  and  confidentiality  of  any  data  generated  was  assured  from  the  beginning  of  research.

Intelligence
The  first  aim  of  the  research  was  to  find  out  whether  students  at  The  School  were  disengaging  from  the  learning  process  because  they  felt  that  they  could  not  improve  their  intelligence.  In  order  to  investigate  this  a  short  discussion,  lasting  no  more  than  thirty  minutes,  about  what  the  students  felt  it  meant  to  be  intelligent,  was  held,  at  the  beginning  of  the  unit  of  work,  and  the  completion  of  a  short  questionnaire  was  requested  (see  Appendix  1).   The  questionnaire,  adapted  from  the  work  of  Carol  Dweck  (2000)  intended  to  investigate  whether  students  felt  intelligence  was  a  fixed  entity  or  as  something  that  could  be  improved.  The  questionnaire  was  used  at  the  beginning  of  the  first  lesson  of  the  unit  of  work.  In  accordance  with  BERA  (2011)  it  was  made  clear,  to  all  students  that  they  could  request  that  their  actions,  performance  and  work  should  not  be  included  in  the  research  at  any  time  they  wished.  Prior  to  the  commencement  of  the  research,  in  this  initial  aspect,  a  small  pilot  study  was  carried  out  (see  below).

Pilot  Study
A  small  group  of  data  was  collected  by  carrying  out  the  initial  discussion  of  how  intelligence  was  viewed  by  students  and  the  implementation  of  the  small    questionnaire  (see  Appendix  1).  This  small  pilot  study  was  carried  out,  with  the  permission  of,  and  having  paid  ethical  consideration  to  the  possible  disruption  to  learning  of,  a  separate  group  of  year  ten  students  who  were  not  intended  to  be  part  of  the  actual  intervention.  




Mindset
Mindset  was  as  important  a  concept  as  intelligence  but  it  was  felt  that  requesting  the  completion  of  a  further  questionnaire  raised  the  possibility  of  turning  the  students  away  from  the  process  and  would  be  counterproductive  (although  the  questionnaire  used  to  assess  the  students’  view  of  intelligence  (see  Appendix  1)  offered  some  insight  into  the  concept  of  mindset,  and  this  would  be  used  in  the  analysis  of  the  initial  investigation  for  both  concepts).  For  this  reason,  and  acknowledging  the  risk  of  the  data  attracting  criticism  for  being  ‘soft’  (Denscombe,  2012),  the  concept  of  mindset  was  observed  throughout  the  intervention  and  the  criteria  of  the  different  mindsets  was  analysed  and  discussed  in  terms  of  the  characteristics  of  each  mindset.  These  have  been  adapted  in  Fig. 3  below.

Fig. 3.  Characteristics  of  the  fixed  and  growth  mindsets.  

	Fixed  Mindset
	Growth  Mindset

	Will  tend  to  feel  that  they  are  unable  to  improve  their  level  of  performance  beyond  a  certain  level.
	Will  tend  to  believe  that  if  they  work  hard  they  can  achieve  higher  levels  of  performance.

	Will  tend  to  avoid  the  risk  of  failure  by  not  engaging  in  learning.
	Will  take  the  risk  of  engaging  in  learning  and  apply  themselves  with  commitment.

	Will  tend  to  view  the  possibility  of  failure  as  a  potentially  damaging  experience.
	Will  tend  to  view  the  possibility  of  failure  as  a  challenge  to  be  overcome  and  an  opportunity  to  move  learning  forward.

	Will  tend  to  avoid  challenges  if  there  seems  to  be  a  possibility  of  a  detrimental  impact  to  their  self-esteem.
	Will  actively  seek  challenges  with  a  proactive  attitude  and  will  tend  to  be  seemingly  unworried  about  the  possible  effects  of  failure.



Adapted  from  Carol  Dweck ,  (2006).

To  measure  any  shift  in  how  students  felt  about  their  own  intelligence  and  to  see  if  any  possible  shift  in  mindset  could  be  identified  the  short  questionnaire    was  completed  at  the  end  of  the  intervention  and  compared  to  the  one  completed  at  the  start  (see  Appendices  1  &  3).  It  is  important  to  point  out  at  this  stage  that  the  ‘brainology’  computer  program,  the  design  and  commercial  release  of  which  Carol  Dweck  was  key,  was  not  considered  due  to  the  financial  cost  and  any  potential  copywright  issues.



Self-Esteem  and  The  Home  Environment
When  deciding  how  to  measure  the  impact  of  the  students’  self-esteem  and  home  environment,  on  their  learning  performance,  consideration  was  given  to  the  ethical  implications  that  were  a  possibility.  It  was  acknowledged,  having  reviewed  the  literature  that  these  aspects  would  have  an  impact  on  students’  performance  but  that,  at  this  stage  a  separate  investigation  into  them  would  have  placed  completion  of  the  research,  within  the  time  available,  very  difficult.  Any  observed  behaviours  due  to  these  aspects  were  commented  on,  where  appropriate,  in  Chapters  4  and  5. 

Resilience  and  Risk
Experience  had  provided  clear  evidence  that  students  were  disengaging  when  asked  to  commit  themselves  to  more  challenging  tasks.  It  was  this  ‘switching  off’  that  formed  part  of  the  reason  for  this  research.  Guy  Claxton’s  statement  that  “learning  is  impossible  without  resilience”  (in  Pollard,  2014:  61)  seemed  an  obvious  thing  to  say,  but  the  question  remained  as  to  how  to  convince  them  to  keep  trying.

The  cost-benefit  analysis  suggested  by  Carol  Dweck  (2006)  was  discussed  at  the  beginning  of  the  intervention.  The  intention  of  the  discussion  was  to  put  into  the  students’  minds  that  the  task,  which  they  were  about  to  face,  was  not  easy  and  they  would  need  to  approach  it  with  resilience.  It  was  to  be  explained  to  the  students  that  successful  completion  of  the  task  was  unlikely  to  be  achieved  with  a  low  effort  approach.  The  students  were  to  be  told  that  success  had  to  be  fought  for  through  determination  and  effort  (Dweck,  2006).

The  pedagogical  strategies  devised  and  employed  in  the  intervention  were  compiled  in  a  way  that  students  would  need  to  show  resilience  and  take  the  risk  of  making  errors  with  the  purpose  of  improving  their  performance.  These  strategies  are  explained  below  with  any  adaptations  explained  in  each  section. 



The  Intervention
The  intervention  began  with  the  discussion  and  implementation  of  the  questionnaire  (see  Appendix  1),  investigating  intelligence  and  mindset,  being  carried  out  at  the  beginning  of  the  unit  of  the  Welsh  Baccalaureate  Qualification  titled   ‘Wales,  Europe  and  the  World’.  The  unit  was  planned  to  take  sixteen  lessons  to  complete  and  would  culminate  in  a  literacy-based  task , which  involved  the  analysis  of  two  poems  offering  different  views  of  Wales.  The  task  required  the  students  to  analyse  the  poems  and  to  produce  a  piece  of  extended  writing,  comparing  the  content  of  the  poems  and  discuss  possible  reasons  as  to  why  each  poet  might  have  had  contrasting  or  similar  views  about  Wales.  The  questionnaire,  mentioned  above  (see  Appendix  1),  was  to  be  repeated  at  the  end  of  the  sixteen  week  study  schedule.  Sixteen  weeks  was  deemed  enough  time  to  ask  the  same  questions  again  and  be  reasonably  confident  of  honest  answers  being  provided  the  second  time.

After  discussing  the  proposed  intervention  with  the  Assistant  Head  of  the  English  Department  it  was  agreed  that  the  task  was  suitable  in  terms  of  what  was  required  for  that  particular  aspect  of  the  Welsh  Baccalaureate  Qualification  and  a  suitable  task  with  which  to  compare  the  work  with  that  which  had  provided  the  levels  and  predictions  already  held,  on  the  school  data  management  system  (see  Data  Collection  below).

Automaticity
My  experience  had  illustrated  that  a  lack  of  automaticity  was  all  too  apparent  with  many  students  at  the  School.  Guy  Claxton’s  (2008)  use  of  Piaget’s  definition  of  intelligence  in  terms  ‘knowing  what  to  do  when  you  don’t  know  what  to  do’  and  being  able  to  rely  upon  at  least  a  level  of  automaticity  and  faith  in  a  bank  of  strategies  at  difficult  moments,  seemed  to  be  a  worthwhile  strategy  to  employ.  Although  during  my  time  at  The  School  I  had  never  heard  the  word  ‘automaticity’  mentioned  by  any  management  or  teaching  staff.

To  teach  automaticity,  in  any  topic,  would  take  time  and  lots  of  effort  on  behalf  of  both  students  and  teachers  (Hattie  and  Yates,  2014)  but  it  was  intended  to  introduce  the  concept  to  the  students  in  a  way  they  would  understand  and  then  be  able  bridge  the  idea  from  a relatively  simple  to  the  more  complex.  In  order  to  illustrate  the  concept  of  automaticity  to  students  it  was  decided  to  use  the  calculation  of  the  area  of  a  compound  shape.  

For  students  to  be  able  to  calculate  the  area  of  a  compound  shape  it  is  clearly  fundamental  that  they  understand  the  concept  of  area.  However  they  also  need  to  be  competent  in  addition  and  multiplication  in  order  to  reach  the  correct  answer.  If  students  can  carry  out  the  multiplication  and  addition  with  automaticity  then  more  effort  can  be  put  towards  acquiring  the  concept  of  the  area  of  compound  shapes.  The  example  below  was  used  to  illustrate  this  fact.

Example 1. Calculate  the  area  of  the  shape  below.
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Hattie  and  Yates  explain  that  automaticity  allows  students  to  relax  and  prioritise  their  energies  towards  what  has  become  important  at  that  point.  (Hattie  and  Yates,  2014). 

At  this  point  the  concept  of  automaticity  was  used  to  encourage  confidence  in  reverting  to  automatized  literacy  strategies  which  would  reduce  the  cognitive  load  and  allow  more  effort  to  be  put  towards  the  task.  In  this  case  if  automaticity  could  be  achieved  in  strategies,  for  producing  a  piece  of  extended  writing,  more  effort  could  be  put  towards  the  analysis  of  the  poems.  Several  literacy  strategies  were  provided  to  the  students  in  the  sample  with  which,  it  was  hoped  they  would  build  automaticity  to  level  where  disengaging  became  the  last,  rather  than  the  first  resort.  The  intention  was  to  provide  the  students  with  four  simple  ‘strategy  sheets’  to  which  they  could  refer  whenever  they  needed  to.  Each  student  was  provided  with  their  own  strategy  sheets  so  that  they  could  refer  to  them  discretely  if  they  wished.  The  strategy  sheets  were  adapted  from  the  work  of  Michael  Ross  (in  Jackson,  2005)  and  covered  reading,  spelling  and  the  use  of  connectives  in  creative  writing.  The  sheets  were  provided  to  the  students  at  the  beginning  of  the  unit,  so  that  they  could  keep  them  with  their  work  at  all  times  (see  Fig.  4,  below).  

Fig. 4.  Strategy  sheets  provided  to  the  students  to  assist  with  the  gaining  of  automaticity  in  the  necessary  literacy  strategies. 


Reading  Strategies

Name

	
	When I get stuck in my reading I ……………
	Strategy /Example

	1
	
	

	2
	
	

	3
	
	

	4
	
	

	5
	
	

	6
	
	










	
	When I need to look for detail in the text I…………….
	Reminder Example

	1
	
	

	2
	
	

	3
	
	

	4
	
	

	5
	
	








The  two  strategy  sheets  above  are  for  use  in  reading  and  the  two  below  for  spelling  and  the  improvement  of  writing  through  the  use  of  connectives.


Spelling  Strategies

Name


	
	When I don’t know how to spell a word I …
	Examples

	1
	
	

	2
	
	

	3
	
	

	4
	
	

	5
	
	




Writing Strategy

Name

	
	I should try and use connectives and to check for these I can…
	Examples

	1
	
	

	2
	
	

	3
	
	

	4
	
	

	5
	
	


Adapted  from  Michael  Ross  (2013).




Scaffolding
According  to  Tharp  and  Gallimore  (in  Pollard,  2014)  scaffolding,  so  key  to  progression  through  Vygotsky’s  ZPD,  should  be  specific  to  the  needs  of  students,  taking  into  account  their  current  levels,  and  it  should  be  gradually  withdrawn.  For  the  intervention  scaffolding  was  provided  in  the  form  of  speaking  frames  and  also  exemplar  answers  from  similar  questions  and  previous  markers’  comments  (see  Appendix  2).  These  were  placed  on  a  board  at  the  back  of  the  classroom.  For  the  group  composed  of  mainstream  students  the  speaking  frames  were  removed  after  three  lessons  but,  after  a  discussion  with  the  ALNCo  and  the  Head  of  the  English  department,  they  remained  there  for  the  duration  of  the  task  in  the  case  of  the  group  which  consisted  of  students  with  ALN  (see  Fig.  5  below).

Fig.  5.  Scaffolding  tools  in  the  classroom.
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Jerome  Bruner  had  made  it  clear  that  modelling  was  an  integral  part  of  successful  scaffolding  (Bruner  1996).  I  did  not  demonstrate  to  how  to  compare  poems  but  the  use  of  strategy  sheets,  and  where  to  use  them,  was  modelled  to  the  groups. A  discussion  about  the  need  to  show  resilience  and  to  be  brave  when  writing,  was  held  with  the  students  and  this  was  referred  to  the  throughout  the  unit.  


Data  Collection
When  dealing  with  multiple  methods  of  data  collection  care  must  be  given  to  be  able  to  justify  the  data  and  every  attempt  to  be  able  to  justify  choices  against  criticism  that  data  may  be  ‘soft’  (Denscombe,  2012).  Much  of  the  analysis,  for  the  intervention,  would  be  formed  through  observations  where  quantitative  data  would  be  difficult  to  generate  and  for  this  reason  a  way  was  needed  in  which  reliable  quantitative  data  could  be made  available  in  order  to  triangulate  any  findings  with  the  qualitative  data,  so  vital  to  the  research  question. 

The  qualitative  data  was  to  be  generated  by  the  analysis  of  the  responses  from  the  students  during  the  discussions  about  intelligence  and  mindset.  Observations  of  how  the  students  approached  the  task,  and  any  comments  thought  relevant,  having  been  provided  with  specific  strategies,  would  also  form  part  of  the  qualitative  data. 

The  quantitative  data  was  collected  from  the  use  of  the  questionnaire  (see  Appendices  1  &  3)  and  baseline  measurements,  in  the  form  of  existing  levels  and  targeted  grades,  were  acquired  from  the  school  data  collection  system.  Permission  was  granted  by  the  headteacher  and  all  necessary  considerations  of  confidentiality  and  anonymity  were  followed  in  accordance  with  the  ethical  standards  maintained  throughout  the  research  (BERA,  2011).  The  pieces  of  extended  writing  were  marked,  in  accordance  with  GCSE  standards  for  this  specific  question  type,  and  the  grades  compared  to  attainment  and  target  grades  held,  for  the  students,  before  the  intervention  began.




Chapter  4  -  Analysis  of  Findings

The  findings  drawn  from  the  intervention  were  complex  and  allowed  the  theories  reviewed  in  Chapter  2  to  be  tested  and  questioned.  Any  statements  made  or  statistics  referred  to  in  this  chapter  cannot  be  generalised  and  must  be  viewed  only  in  the  context  used.  It  would  be  foolish  and  unethical  to  assume  that  these  findings  and  conclusions  could  be  applied  to  different  students,  in  other  schools  without  much  more  research  taking  place. 

The  pilot  study  carried  out  proved  useful  in  its  design  and  implementation.  It  tested  how  students  would  respond  when  asked  about  their  intelligence  both  through  a  short  discussion  and  use  of  the  questionnaire  adapted  from  the  work  of  Carol  Dweck  (see Appendix  1).  Responses  were  varied  and  demonstrated  that  the  students  firstly,  were  not  entirely  sure  what  intelligence  meant,  other  than  its  link  to  sitting  examinations  and,  secondly  felt,  on  the  whole  that  intelligence  was  not  something  that  could  be  improved.  The  discussion  and  subsequent  questionnaire  proved  suitable  for  the  rationale  and  research  question  and  no  changes  were  made  for  their  use  with  the  research  population.

On  the  topic  of  automaticity,  a  short  amount  of  time  was  allowed,  during  the  very  first  lesson  of  the  unit,  to  present  the  students,  of  both  groups,  with  the  calculation  of  area  problem  described  in  the  Methodology  above.  The  reason  that  this  was  presented  at  this  point  was  for  no  other  reason  than  it  was  not  expected  and  would  test  the  level  of  automaticity,  in  recalling  multiplication  tables.  The  amount  of  time  spent  on  this  problem  was  also  deemed  to  pose  no  ethical  implications  as  only  ten  minutes  was  allowed.  In  the  mainstream  group  of  students  many  were  able  to  solve  the  problem  with  only  a  few  needing  reminding  that  they  needed  to  use  their  knowledge  of  multiplication  and  addition  in  order  to  reach  the  answer.

Many  students  in  the  ALN  group  were  unable  to  solve  the  problem  without  assistance  with  the  multiplication  aspect.  These  students  were  given  the  usual  amount  of  support  and  use  of  times  table  sheets  to  allow  them  to  solve  the  problem  As  the  problem  needed  to  be  broken  down  into  its  constituent  parts  it  was  felt  to  justify  the  need  to  include  an  aspect  of  the  concept  of  automaticity  in  the  research.  Automaticity  was  clearly  lacking  in  too  many  students.

Intelligence
After  the  successful  implementation  of  the  pilot  study  the  short  discussion  about  the  concept  of  ‘intelligence’  and  the  questionnaire  (see  Appendix  1),  to  investigate  whether  or  not  the  students  felt  that  intelligence  could  be  improved,  was  carried  out.  At  the  beginning  of  the  discussion  the  question  was  posed,  to  each  of  the  two  groups  of  students,  ‘What  does  it  mean  to  be  intelligent?’  

The  initial  outcome  of  the  discussion  did  not  provide  many  surprises.  I  had  hypothesized  that  many  of  the  students  would  fall  into  the  category  of  believing  that  intelligence  was  fixed  rather  than  changeable  and  this  proved  to  be  the  case.  Both  groups  provided  responses  to  the  initial  question  that  included  ‘it  means  how  brainy  you  are’,  ‘it  says  how  good  you  are  at  exams’  and  ‘the  intelligent  ones  are  the  people  in  set  one’  and  perhaps  most  worryingly  of  all  “everyone  in  my  family’s  thick  Sir.”  Only  one  student  offered  an  alternative  view  stating  that  ‘it  depends  on  what  you  are  doing,  you  can  be  good  at  some  things  and  not  good  at  others  Sir’.  It  was  acknowledged  that  these  initial  responses  of  the  students,  many  of  which  centred  around  the  need  to  pass  examinations  to  be  considered  intelligent,  were  scientifically  insufficient,  on  their  own,  to  form  any  firm  conclusion  as  to  how  the  students  felt  about  the  concept  of  intelligence.  Overall  however,  the  responses  of  the  students  seemed  to  indicate,  quite  overwhelmingly,  that  they  felt  intelligence  to  be  something  that  was  fixed  and  there  was  little  evidence  of  the  notion  of  being  able  to  improve  it  through  hard  work. 

The  small  questionnaire  (see  Appendix  1)  was  completed,  by  both  groups  and  at  different  times  on  the  same  day.  There  was  little  chance  of  any  collaboration  to  invalidate  the  data  as  the  lessons  were  in  succession  and  due  care  was  taken  to  avoid  discussion  between  the  two  groups.   In  the  case  of  the  students  with  ALN,  the  same  amount  of  teaching  support  was  provided,  in  terms  of  support  from  teaching  assistants,  to  allow  completion,  as  would  have  been  provided  for  any  other  piece  of  work.  Each  question  was  also  read  to  the  mainstream  groups  to  nullify  the  possibility  of  misunderstanding.  The  findings  from  the  initial  completion  of  the  questionnaire,  for  the  complete  sample,  are  presented  in  Fig.  6.  below:

Fig.  6.  Analysis  of  the  questionnaire  of  whether  students  thought  intelligence  to  be  changeable  or  unchangeable.









Clearly  the  results  indicated  that  most  of  the  students  were  unsure  whether  intelligence  was  something  that  could  be  improved.  However,  of  the  students,  who  chose  the  more  extreme,  and  therefore  more  clear,  responses  indicated  that  they  felt  intelligence  was  not  changeable.  This  was  not  unexpected  and  laid  the  foundation  with  which  the  concepts  and  pedagogies  reviewed  could  be  tested.

The  question  remained  whether  students’  restrictive  view  of  intelligence  the  cause  of  disengagement  and  ultimately  disappointing  examination  results?

Mindset
An  indicator  of  students’  mindset  was,  at  this  early  stage,  the  way  in  which  the  students  viewed  the  concept  of  intelligence.  As  stated  in  the  literature  review  a  characteristic  of  the  fixed  mindset  is  that  students  do  not  believe  they  are  able  to  improve  their  levels  of  performance  (intelligence).  Whilst  the  questionnaire  did  not  offer  firm  evidence  that  most  of  the  students  involved  displayed  this  trait,  there  were  enough  who  thought  that  intelligence  was  unchangeable,  or  were  unsure  of  it,  to  point  to  the  fact  that  the  fixed  mindset  could  be  evident  in  more  students  than  the  growth  mindset.  If  the  growth  mindset  had  been  firmly  in  place  it  would  have  been  expected  to  be  displayed  by  more  students  feeling  that  intelligence  was  changeable.  

At  The  School  data  was  made  available,  in  the  form  of  a  non-verbal  reasoning  test  and  standardised  reading  age  scores  from  the  beginning  of  year  seven  and  the  end  of  year  nine.  This  data  demonstrated  any  progress   that  the  students  had  made  during  their  first  three  years  at  secondary  school.  Fig.  7.  below  compared  the  data  available,  for  the  students  in  the  research  sample.

Fig.  7.  Standardised  Reading  Scores  and  Non-Verbal  Reasoning  Scores.


The  ideal  position  would  be  that  all  students  would  be  placed  in  the  top  right  hand  quadrant , which  would  show  good  scores  in  both  measurements.  This  was  clearly  not  the  case  with  the  students  in  the  sample.  Whilst  there  has  been  some  clear  progress,  quite  a  few  remain  in  the  bottom  left  hand  quadrant  showing  little  or  no  progress  in  their  three  years  at  the  school.  It  was  worth  pointing  out  that  the  ALNCo  was  extremely  pleased  with  these  data  because  most  of  the  students  that  had  shown  progression  towards  the  top  right  hand  quadrant  were  students  with  ALN.  However  it  would  have  been  difficult,  but  not  impossible,  to  interpret  the  reason  why  some  students  had  made  progress  was  because  they  were  in  possession  of  a  growth  mindset.  That  said  the  graphs  were  shown  to  the  students,  with  consideration  paid  to  anonymity  (BERA,  2011)  as  way  of  showing  that  intelligence  could  be  improved  upon  if  tasks  were  approached  with  a  more  positive  attitude  and  hard  work  was  applied.


The  Literacy  Task
In  both  groups  the  students  had  been  studying  Wales  in  terms  of  its  social,  cultural,  political  and  economic  issues  as  well  as  the  technological  changes  that  had  taken  place  in  the  country,  for  approximately  twelve  lessons  when  the  final  written  task  was  to  be  introduced.  The  same  subject  content,  appropriately  differentiated,  was  taught  to  both  groups  and  the  Welsh  Baccalaureate  Qualification  was  available  at  foundation  and  national  level. 

The  next  section  of  the  results  analysed  the  findings  from  the  literacy  intervention  described  in  Chapter  Three.  The  poetry  comparison  was  not  easy  and  it  was  designed  this  way  with  the  intention  of  providing  enough  of  a  challenge  with  which  to  test  the  students’  willingness  to  engage.  It  was  at  this  point  that  the  concepts  of  ‘mindset’  and  ‘resilience  and  risk’  would  be  tested  in  a  real  learning  situation.  Successful  completion  of  the  unit  would  be  achieved  through  the  completion  of  an  adapted  GCSE  English  Literature  style  poetry  comparison  question.  

The  intervention  began  with  an  explanation  of  the  task  and  this  was  met  with  the  usual  comments,  such  as  “what  we  have  to  do  an  English  exam?”,  and  “I’m  not  doing  that”.  These  comments  were  more  evident  in  the  mainstream  group  and  from  boys  in  particular.  The  reaction  to  the  explanation  of  the  task,  to  the  group  consisting  of  students  with  ALN,  was  much  less  negative  but  much  less  reactive.  These  students  showed  neither  excitement  nor  fear  at  the  task  ahead  of  them.  This  initial  reaction,  from  the  majority  of  the  sample,  hinted  at  the  fact  that  even  after  being  shown  evidence  that  improvements  could  be  made  disengagement  was  still  a  distinct  possibility.  

The  poems  were  read  to  the  classes  and  at  the  end  of  the  reading  a  short  discussion  was  held  in  order  to  assess  the  initial  level  of  understanding  gained  by  the  students.  

In  the  mainstream  group,  when  the  students  were  asked  what  they  felt  that  the  poets  had  been  trying  to  say  about  Wales,  responses  were  mainly  dismissive  and  included  answers  such  as  “I  don’t  know”  and  “It’s  boring  anyway.”  Again,  these  responses  were  mainly  provided  by  the  boys  in  the  class.  A  few  students,  mainly  girls,  were  taking  the  time  to  read  the  poems  for  themselves.  All  students  had  been  given  a  copy  of  both  poems  and  some  were  starting  to  employ  strategies  that  they  felt  worked.  Some  were  using  highlighter  pens  and,  when  asked  what  they  were  highlighting,  one  answer  was  “key  words”  and  another  was  “words  I  don’t  really  understand”.  The  students  were  now  asked  to  read  the  poems  in  silence  and  this  was  followed  by  the  question  “Do  you  feel  you  have  gained  any  more  understanding  by  reading  the  poems  properly?”  Most  of  the  boys  in  the  group  just  sat  there  but  the  girls  were  more  enthusiastic,  with  one  girl  making  the  comment  “I  think  I  do  sir,  can  I  read  it  again?”  

The  question  was  asked,  to  the  whole  group  “Is  there  anything  in  the  poem  that  has  stopped  you  understanding  it?’  Many  hands  went  up  in  response  to  this  and  comments  such  as  “What  are  they  talking  about?”  and  “That  one  isn’t  even  a  poem,  it  doesn’t  rhyme.”  When  these  comments  were  followed  by  more  that  included  “How  long’s  left  sir?”  and  “I’m  going  training  tonight  sir”  it  had  become  clear  that,  in  the  case  of   many  of  the  students  in  this  group,  disengagement  from  the  task  had  commenced.  Obviously  it  was  difficult  to  decide  whether  these  students  had  made  a  cost-benefit  analysis  of  the  situation  or  were  being  lazy.  For  whatever  reason,  disengagement  was  clearly  a  threat  at  this  point.  The  comments  were  used  to  prompt  further  engagement  and  the  students  were  told  that  the  task  was  achievable,  but  would  remain  difficult  if  they  were  not  prepared  to  apply  themselves  in  terms  of  hard  work  and  concentration.  It  was  explained  that  making  errors  was  perfectly  acceptable  and  that  this  should  be  viewed  as  part  of  the  process  of  getting  it  right.  This  prompted  some  more  enthusiasm  however  disengagement,  especially  with  one  group  of  boys,  remained  likely  at  this  point.

In  the  ALN  group  the  response  was  much  more  reserved.  After  the  reading  of  the  poems  some  of  the  students  made  correct,  but  basic  statements  such  as  “they’re  saying  that  Wales  isn’t  very  nice”  “He’s  using  colours  to  describe  things.”  This  does  not  mean  that  disengagement  was  not  evident  in  this  group.  Many  students  did  not  respond  at  all.  When  the  students  were  instructed  to  read  the  poems  to  themselves,  with  the  appropriate  level  of  support  provided  by  teaching  support  staff,  those  who  seemed  to  be  showing  the  resilience  and  willingness  did  so  in  different  ways  to  those  in  the  mainstream  group.  Rather  than  using  highlighter  pens  they  were  more  inclined  to  ask  questions  but  this,  nonetheless,  illustrated  the  beginnings  of  the  desire  to  complete  the  task.  Having  taught  a  largely  ALN  timetable,  during  my  time  at  the  school,  I  was  now  interested  to  see  if  this  level  of  resilience  would  continue  when  these  students  were  requested  to  complete  the  written  task.   

I  am  well  aware  that  the  findings  here  could  be  open  to  criticism  for  being  ‘soft’  as  warned  by  Denscombe  (2012)  but  when  the  initial  analysis,  of  the  introduction  of  the  task  and  corresponding  responses,  was  viewed  and  compared  to  the  progress  made,  by  the  students,  since  entering  The  School  (see  Fig.  7.  above),  there  seems  to  be  correlation  between  the  two  sets  of  data.  The  more  willing  response  from  the  group  of  students  with  ALN,  however  small  and  albeit  in  a  different  way  compared  to  those  few  students  showing  resilience  in  the  mainstream  group,  seemed  to  support  the  fact  that  it  was  no  surprise  that  it  had  been  those  students  who  had  made  more  relative  progress  since  entering  the  school.

The  key  to  being  able  to  provide  positive  evidence  in  order  to  provide  a  ‘yes’  when  answering  the  research  question  would  be  the  possible  impact  made  by  the  provision  of  the  literacy  strategy  sheets  a  number  of  weeks  before.  Each  student  had  been  provided  with  their  own  set  of  strategy  sheets  and  told  that  they  were  templates  for  assistance  only.  It  had  been  explained  to  the  students,  when  the  strategy  sheets  were  distributed,  that  they  could  adapt  the  sheets  in  whatever  way  they  wished.  

In  the  mainstream  group  virtually  all  of  the  students  had  taken  the  time  to  look  at  the  sheets  and  one  or  two  of  the  students  asked  why  they  had  never  been  given  these  before.  One  student  stated  “these  look  useful”.  A  small  number  of  students  asked  if  they  really  had  to  use  them  because  they  knew  what  they  were  doing.  The  question  remained  to  be  seen,  upon  completion  of  the  task,  whether  this  was  genuine  confidence  in  their  ability  or  the  ‘denial’  suggested  by  Carol  Dweck  (2006)  and  the  start  of  the  path  to  disengagement.  When  the  purpose  of  the  sheets  had  been  explained,  that  they  were  for  use  when  analysing  the  poems,  one  clearly  forward  looking  individual  commented  that  “we  can’t  have  these  in  exams  though  can  we  sir.”  The  provision  of  the  sheets  had  encouraged  confidence  in  a  number  of  students  and  this  was  a  positive  finding.  If  the  students  were  prepared  to  attempt  using  the  specific  learning  strategies  then  the  hope  was  that  this  would  be  transferred  into  confidence  when  completing  the  task. 

It  was  explained  to  the  class  that  they  had  over  a  year  to  go  until  they  sat  their  final  set  of  examinations  and  the  purpose  of  these  tools  were  to  build  their  confidence,  improve  their  reading  for  understanding,  spelling  and  use  of    connectives,  so  that  they  could  go  into  their  examinations  with  a  stronger  belief  about  their  own  intelligence  in  terms  of  their  ability  to  answer  examination  questions.  On  analysis  the  use  of  the  strategy  sheets  had,  on  the  whole,  been  pleasantly  surprising.  Many  more  students  had  at  least  tried  to  use  them  than  was  originally  expected.  

The  students  were  then  given  the  task  sheet  and,  in  the  case  of  a  number  of  students,  this  brief  glimpse  of  optimism  seemed  to  evaporate  before  my  eyes.  A  similar  number  of  students,  that  had  shown  a  negative  attitude  to  the  introduction  of  the  task,  seemed  to  revert  to  a  position  where  disengagement  was  a  danger.  It  seemed  as  if  the  appearance  of  the  task,  in  written  form,  confirmed  to  these  students,  that  there  was  a  need  to  commit  to  completing  the  challenge  and   many  adopted  a  negative  approach.  This  could,  again,  have  been  viewed  as  them  having  made  the  internal  cost-benefit  analysis  as  explained  by  Dweck  (2006),  Claxton  (2008)  and  Willingham  (in  Hattie  and  Yates,  2014).  Or  were  they  simply  being  lazy  when  faced  with  work.

It  was  at  this  point  with  the  ALN  group,  that  their  more  positive  attitude  also  seemed  to  diminish  slightly.  The  reaction  was  not  vocal,  as  it  was  with  the  mainstream  students,  but  there  was  a  definite  feeling  of  discomfort  and  unease  at  the  sight  of  the  task.  In  my  experience,  having  taught  many  of  these  students  for  a  number  of  years,  producing  pieces  of  writing  had  always  posed  more  of  a  problem  than  working  with  number  or  completing  tasks  in  more  practical  subjects  such  as  Catering  or  Design  Technology.  However  the  intention  remained  to  challenge  these  students  and  investigate  whether  the  provision  of  specific  strategies,  earlier  in  the  unit,  would  encourage  them  to  take  the  risk  and  see  the  task  through  to  completion.  It  is  important  to  point  out  the  reaction  of  the  students  in  the  ALN  group,  when  provided  with  the  strategy  sheets  was  more  of  an  acceptance  of  something  they  had  to  complete,  as  part  of  the  task,  rather  than  something  to  assist  in  completing  the  final  piece  of  extended  writing.

It  had  been  explained  to  both  groups  that  the  strategy  sheets  were  their  own  responsibility  and  they  would  not  be  marked  for  levelling.  At  the  completion  of  the  task  the  sheets  were  reviewed,  in  terms  of  the  frequency  with  which  they  were  used,  and  the  findings  were  presented  in  Fig.  8.  Below.

Fig.  8.  The  number  of  times  the  specific  literacy  strategy  sheets  were  used.

 








When  the  strategy  sheets  were  analysed  it  was  clear  that  most  of  the  students  had  felt  the  need  to  use  them  at  some  point  during  the  unit,  as  a  whole,  and  when  they  carried  out  the  analysis  of  the  poems.  This  was  supported  by  the  fact  that,  in  both  groups,  when  the  students  were  instructed  to  carry  out  the  analysis,  myself  and  the  teaching  support  staff,  were  asked  for  dictionaries  and  whether  the  students  were  allowed  to  use  their  mobile  telephones  to  use  on-line  dictionaries.  Also,  when  the  students  were  given  a  lesson  to  produce  a  draft  of  their  work  many  had  asked  for  access  to  a  list  of  connectives  with  which  they  could  improve  their  writing.  Whilst  not  conclusive,  this  showed  that  some  students  were  hinting  at  being  prepared  to  put  faith  in  the  strategies  provided  to  achieve  a  higher  grade  in  the  final  task.

As  well  as  this  the  students  had  the  opportunity,  when  completing  their  drafts,  of  using  the  speaking  frames  that  had  been  stuck  on  the  wall,  at  the  back  of  the  classroom,  as  scaffolding  tools  (see  Appendix  2).  These  proved  extremely  useful,  especially  to  many  of  the  students  in  the  ALN  group.  The  students  in  the  mainstream  group,  on  the  whole,  paid  more  attention  to  the  exemplars  of  similar  answers  and  the  accompanying  marker’s  comments,  which  had  also  been  stuck  on  the  wall  (see  Appendix  3).  Nevertheless  the  students  were,  on  the  whole,  prepared  to  at  least  consider  the  use  of  these  strategies.

After  thirty  minutes,  of  the  lesson  where  students  were  completing  their  draft  pieces  of  work,  the  scaffolding  at  the  back  of  the  class,  in  the  case  of  the  mainstream  group,  was  taken  down.  Care  was  taken  to  choose  the  right  moment  and  this  happened  when  most  of  the  group  had  written  at  least  six  or  seven  lines.  There  were  those  students  who  had  clearly  disengaged  at  this  point  and  these  students  seemed  to  be  the  ones  with  a  history  of  doing  so.  However  the  strategies,  with  those  students  prepared  to  engage  with  the  scaffolding  process  seemed  to  have  been  a  success  and  some  students  were  disappointed  that  the  aids  were  removed.  In  the  case  of  the  ALN  group  the  scaffolding  remained  in  place  until  the  draft  was  completed.  This  decision  was  made  having  discussed  the  aids  with  the  ALNCo. 

The  chosen  question  was  marked  in  accordance  with  the  Welsh  Joint  Education  Committee  (WJEC)  GCSE  marking  scheme,  which  had  been  discussed  with,  and  was  provided  by,  the  Assistant  Head  of  the  English  Department  at  The  School.  The  marks,  presented  in  Fig.  9  below,  were  compared  to  the  grades  that  the  students  had  been  predicted  to  achieve.  The  results  should  not  be  generalised  in  any  way  and  were  merely  generated  as  a  way  of  assessing  the  provision  of  subject  specific  strategies  relating  to  this  particular  literacy  task.  In  addition  to  this  it  must  be  acknowledged  that  the  performance  of  the  students,  in  this  piece  of  written  work,  formed  only  a  part  of  any  findings  and  conclusions  drawn,  when  attempts  were  made  to  answer  the  aims  of  this  project  and  the  research  question  itself.  

Fig.  9.  Grades  achieved  in  the  literacy  intervention  compared  to  end  of  year  ten  targets.

	Grade
	Predicted 
	Achieved

	A
	3
	0

	B
	2
	1

	C
	11
	14

	D
	8
	17

	E
	9
	2

	F
	4
	3

	G
	1
	1



The  results,  displayed  in  Fig.  9,  demonstrated  that  whilst  there  was  not  a  great  number  of  students  achieving  A  or  B  grades  the  number  of  students  who  achieved  a  C  or  a  D  grade  increased,  when  compared  to  their  targets,  mainly  at  the  expense  of  the  number  targeted  to  achieve  below  a  D  grade  by  the  end  of  year  ten.  It  cannot  be  simply  claimed  that  this  improvement  was  the  result  of  the  provision  of  specific  learning  strategies  it  does  hint  at  the  fact  that  by  using  them,  students  might  have  gained  the  confidence  to  perform  more  effectively.  Whilst  this  cannot  be  simply  credited  to  the  fact  that  they  had  gained  automaticity  in  the  strategies  for  reading  and  writing  it  offered  some  optimism  because  these  students  had  achieved  a  successful  outcome.  Of  course  this  could  have  been  due  to  the  fact  that  they  had  gained  automaticity  in  their  literacy  strategies  elsewhere  in  their  studies.

At  the  completion  of  the  intervention  the  students  were  asked  to  complete  the  same  questionnaire  (see  Appendix  3)  about  intelligence,  as  they  had  done  at  the  very  beginning  of  the  intervention.  The  results  of  this  second  questionnaire  are  shown  in  Fig.  10.  Below.

Fig.  10.  Analysis  of  the  post  intervention  questionnaire  of  whether  students  thought  intelligence  to  be  changeable  or  unchangeable.










Completing  the  questionnaire  for  the  second  time  provided  some  evidence,  which  in  no  way  can  be  considered  strong,  that  some  students  seemed  at  least  a  little  less  certain  that  intelligence  was  unchangeable.  It  is  doubtful,  by  simply  looking  at  the  chart  above,  whether  this  can  be  interpreted  as  a  shift  in  mindset,  or  indeed  a  change  in  the  students’  self-perception  of  their  intelligence.  However  the  slight  change  could  be  seen  as  some  small  evidence  that  the  provision  of  specific  strategies  might  have  made  the  students  think  along  more  positive  lines.

The  analysis  of  the  findings  from  the  research,  in  relation  to  the  two  main  aims,  do  not  provide  strong  enough  evidence  to  be  certain  that  the  provision  of  specific  strategies  can  improve  the  students’  self - perception  of  their  intelligence.  There  were  some  measurements  to  show  that  there  had  been  a  slight  overall  change,  in  the  group,  towards  the  idea  that  intelligence  could  be  improved,  but  this  could  be,  in  no  way,  labelled  as  conclusive.  Did  the  students  show  less  inclination  to  disengage  from  the  task?  This  was  evident  in  some  students.  The  strategies,  and  scaffolding  provided,  clearly  helped  in  many  cases  however,  some  of  the  students  still  appeared  reluctant  to  take  on  the  challenge  of  the  task.  That  said,  all  students  completed  the  task.  It  was  the  disappointing  number  who  still  seemed  unenthusiastic  to  apply  maximum  effort  that  remained  a  concern.

In  Chapter  Two  a  review  was  carried  out  of  literature  concerning  the  impact  of  students’  self-esteem  and  the  home  environment  on  learning  performance.  Whilst  no  direct  investigation  was  carried  out,  into  these  concepts,  (see  Chapter  Two),  it  became  clear  through  observation  that  the  engagement  levels,  of  some  students,  was  affected  by  these  factors.  Simply  observing  the  way  that  some  students  displayed  their  emotions  in  class  and  by  listening  to  the  conversations  between  students  it  was  obvious  that  they  were  showing  the  effects  of  influences  other  than  disliking  school,  not  wanting  to  learn  or  being  lazy.    In  the  case  of  self-esteem  some  students,  in  some  lessons,  were  withdrawn  and  used  strategies  to  leave  the  classroom  or  simply  refused  to  work  and  refused  to  say  why.  This  was  a  situation  faced  by  many  teachers  at  The  School  and  the  amount  of  older  students  that  frequented  the  nurture  provision  because  they  were  too  upset  to  go  to  lessons  supported  the  fact  that  many  students  at  The  School  were  suffering  from  low  self-esteem.  No  direct  investigation  was  made  due  to  the  time  available  and  the  ethical  considerations  that  had  been  adhered  to  (BERA,  2011).

The  influence  of  the  home  environment  could  also  be  identified.  Comments  such  as  ‘My  dad  said  I  won’t  need  Welsh  Bacc  to  be  a  mechanic’  and  ‘My  parents  said  that  I  won’t  need  lots  of  qualifications  anyway’  were  typical  of  students  from  the  more  socially  and  economically  deprived  areas  of  the  catchment  area.  Support  from  home  was  also  evident  in  students  from  other  areas  and  displayed  in  comments  such  as  ‘I  was  talking  about  these  poems  to  my  mother’  and  ‘The  more  GCSEs  I  get  then  the  better  it  will   be  for  me.’  It  must  be  acknowledged  that  this  research  has  not  proved  that  these  types  of  comment  are  exclusive  to  one  catchment  area  or  another,  simply  that  different  students  are  supported  in  different  ways  at  home.

The  research  has  provided  many  findings  and  the  main  points  were  summarised  below.

When  questioned  about  the  concept  of  intelligence  the  students  in  the  sample  had  shown  mainly  a  restrictive  view.  Most  of  the  students  that  took  part  in  the  intervention  felt  that  intelligence  was  something  that  you  possessed  in  a  certain  quantity  and  that  it  was  measured  mainly  by  the  level  of  success  achieved  in  examinations.  In  addition  to  this  the  majority  of  students  were  unsure  whether  they  were  able  to  change  this  level  of  intelligence  that  they  possessed.  Interestingly  this  number  increased  slightly  at  the  end  of  the  intervention  and  the  number  of  students  who  felt  that  you  could  not  change  the  level  of  intelligence  fell  slightly.  Disappointingly  the  number  who  felt  that  intelligence  could  be  improved  upon  changed  little.

The  provision  of  specific  learning  strategies  was  received  enthusiastically  by  some  students  but,  unfortunately,  less  so  by  many  others.  Having  said  this,  all students  used  the  strategies  provided  and  the  results  of  the  intervention  were  quite  positive.  This  was  especially  the  case  in  the  number  of  students  who  achieved  C  and  D  grades  when  targeted  to  achieve  lower  in  their  English  GCSE.  This  can  in  no  way  be  seen  as  conclusive  evidence  that  the  provision  of  such  strategies  has  altered  how  the  students  felt  about  the  concept  of  intelligence.

In  terms  of  resilience  and  risk  the  observations  made,  during  the  intervention,  leaned  strongly  to  the  fact  that,  in  these  groups,  boys  were  more  likely  to  disengage  than  girls.  An  encouraging  finding  was  that  students  in  the  ALN  group  seemed  no  more  likely  to  disengage  than  those  students  in  the  mainstream  group.  In  fact  they  seemed  more  willing,  as  a  group,  to  complete  the  task  and  there  was  not  the  variation  in  levels  of  enthusiasm  as  there  were  in  the  mainstream  group.

The  intervention,  which  included  the  concepts  and  pedagogies  reviewed  in  Chapter  Two,  has  provided  no  firm  evidence  that  the  strategies  improved  the  way  that  students  felt  about  their  ability  to  improve  their  performance.  However  it  was  felt  that  they  decreased  the  level  of  expected  level  of  disengagement  by  an  amount  which,  through  observation,  measurement  and  analysis  could  be  measured  in  the  findings.  























Chapter  5  -  Conclusion  and  Recommendations

The  rationale  for  this  research  was  formed  from  my  own  experience  in  education  teaching  at  The  School.  This  experience  had  given  me  the  strong  impression  that  many  of  the  students  were  falling  short  of  achieving  their  expected  GCSE  grades  because  they  felt  they  were  not  intelligent  enough  to  succeed.  The  feeling  was  that  this  lack  of  confidence  was  having  a  detrimental  influence  upon  their  ability  to  perform  when  it  mattered  most  and,  what  was  more,  it  was  feared  that  the  students  felt  that  there  was  no  point  in  working  hard  because  there  was  little  they  could  do  to  improve.

Key  to  the  research  was  to  carry  out  an  investigation  into  why  many  students  felt  this  way,  what  were  the  possible  reasons  causing  them  to  disengage  from  the  learning  process  (if  it  was  not  simply  due  to  a  lack  of  confidence  in   their  ability  to  improve  their  performance),  and  whether  the  provision  of  specific  learning  strategies  would  provide  the  students  with  the  confidence  to  change  their  self-perception  of  intelligence.  Having  reviewed  a  wide  selection  of  key  works  on  intelligence,  mindset  and  possible  reasons  why  students  could  possibly  disengage  from  the  learning  process,  including  the  impact  of  students’  self-esteem  and  the  home  environment,  it  was  felt  that  an  intervention  was  designed  to  allow  an  efficient  analysis  of  these  concepts.
On  reflection  the  literature  view  had  attempted  to  cover  too  many  aspects  for  the  size  and  time  scale  of  the  project.  This  does  not  mean  that  any  of  the  concepts  reviewed  were  of  less  importance,  and  should  automatically  excluded,  simply  that  it  was  felt,  on  reflection,  that  focus  should  have  been  restricted  to  a  smaller  number  of  theories  and  concepts.  This  applies  in  particular  to  the  concepts  of  self-esteem  and  the  impact  of  the  home  environment,  and  their  impact  on  the  academic  performance  of  the  students.  The  observations  that  I  was  able  to  make,  during  the  intervention,  led  me  to  believe  that  the  impact  of  peer  pressure  and  the  attitudes  of  parents,  towards  the  education  of  their  children,  has  a  greater  influence  than  this  research  was  able  to  demonstrate  with  enough  clarity.  I  certainly  feel  that  this  research  has  provided  me  with  enough  evidence  to  consider  researching  these  aspects  in  greater  detail.  

The  main  goal  of  the  research  was  to  see  if,  by  gaining  a  more  accessible  notion  of  the  concept  of  intelligence,  by  adopting  the  characteristics  of  the  growth  mindset  advocated  by  Carol  Dweck  (2000,  2006),  and  the  provision  of  specific  learning  strategies,  students  would  become  more  confident  to  engage  in  more  challenging  tasks  and  show  the  necessary  levels  of  resilience  and  risk  with  which  they  could  achieve  success. 
The  findings  presented  in  the  previous  chapter  demonstrate  that  the  methodology  adopted  for  the  research,  whilst  not  providing  a  definitive  answer  to  the  research  question ,  had  provided  some  evidence,  gained  through  qualitative  and  quantitative  data,  that  students  had  responded  in  a  way  that  could  be  measured,  in  terms  of  the  main  goal  of  the  research  explained  above.  The  findings  do  not  provide  an  overwhelmingly  positive  answer  to  the  research  question  but  the  fact  that  some  positive  reaction  was  identified  justified  the  research  methods  used.  The  fact  that  not  all  students  approached  the  intervention  with  enthusiasm,  indeed  many  did  not,  confirms  the  hypothesis  that  disengagement  from  the  learning  process  was  a  problem  at  The  School.  Whilst  the  results  of  this  project  can  in  no  way  be  generalised,  if  the  issues  which  affected  the  learning  performance  of  the  students  at  The  School  were  discovered  in  other  Welsh  schools  it  is  clear  that  much  work  is  needed  to  improve  the  performance  of  many  individual  students,  and  of  Wales,  in  terms of  the  poor  performance  in  the  PISA  tables,  mentioned  in  the  Introduction. 


A  major  cause  of  concern  for  the  students  at  The  School,  and  one  which  I  was  convinced  that  was  a  contributing  factor  to  disengagement  seemed  to  be  the  fact  that  they  were  convinced  that  they  were  unable  to  do  well  in  examinations.  This  became  clear  in  the  responses  from  the  students  when  they  were  informed  that  they  would  have  to  complete  a  piece  of  extended  writing  that  would  be  marked  along  the  lines  of  a  GCSE  examination  style  question.  As  Peter  Tait  explained,  in  his  comments, (http://www.telegraph.co.uk/education/educationopinion/11678216/Intelligence-cannot-be-defined-by-exams.html,  June  2015),  all  students  were  still  faced  with  having  their  intelligence  measured  by  the  examination  process  and  I  agreed  with  Tait  in  that  this  is  still  the  best,  or  at  least  only  way   of  measuring  intelligence,  that  holds  value  for  employers  and  colleges.  In  other  words,  for  the  students  to  compete  with  other  applicants  in  the  next  stage  of  their  careers  they  must  achieve  a  competitive  set  of  GCSE  examination  results.  In  my  experience  vocational  courses  that  were  offered,  at  The  School,  were,  rightly  or  wrongly,  intentionally  or  unintentionally,  still  viewed  as  being  of  less  value  than  the  more  traditionally  examined  subjects.  This  opened  up  an  argument  that  was  not  addressed  during  this  research,  that  of  whether  we  should  be  teaching  for  understanding  or  teaching  students  to  pass  examinations.  In  my  view  there  is  no  choice,  if  knowledge  and  understanding  was  taught  by  the  correct  means,  including  the  use  of  pedagogies  such  as  those  that  were  implemented  in  this  research,  then  success  in  examinations  would  be  more  likely.  These  pedagogies  and  many  others  have  been  tested  and  researched  and  are  viewed,  on  balance,  as  the  ones  that  work  so  therefore  they  surely  promote  understanding  of  subject  matter  as  well  as  the  ability  to  answer  examination  questions  with  success.  This  research,  and  my  experience,  however  has  taught  me  that  this  was  not  always  the  case.  If  the  examination  grade  is  the  all-important  result  then  teachers  feel  pressured  into  ensuring  students  are  able  to  answer  a  set  of  questions  and  this  could  be  at  the  expense  of  ensuring  deep  understanding  of  the  subject  being  taught.  

Whilst  the  concepts  of  self-esteem  and  the  impact  of  the  home  environment,  and  the  influence  that  these  factors  can  have  on  the  learning  performance,  were  not  investigated  by  stand-alone  surveys  or  questionnaires,  I  feel  that  it  is  of  vital  importance  that  teachers  have  an  understanding  of  them.  It  would  be  amiss  of  me  not  to  mention  the  fact  that  I  believe  that  self-esteem,  in  teenagers  can  have  an  enormous  impact  on  their  learning  performance.  Also  it  is  important  that  teachers  understand  that  they  too  can  influence  the  self-esteem  of  their  students.  For  this  reason  the  review  of  literature  on  this  concept  was  justified.  

Of  the  impact  of  the  home  environment,  on  the  attitudes  to  education  of  the students  it  was  also  clear  that  this  could  have  an  effect  in  either  a  positive  or  a  negative  way.   This  was  not  only  evident  in  some  of  the  comments  made  by  students  during  the  intervention  (see  Chapter  4)  but  on  many  occasions,  at  parents’  evenings,  or  when  parents  and  guardians  had  been  called  into  The  School,  I  had  witnessed  a  varied  degree  of  interest  in  the  education  of  the  young  people  in  their  families.  This  posed  the  question  of  how  the  child  is  able  to  remain  positive  towards  their  education  when  home  support  is  lacking.  Obviously,  young  carers  would  come  into  the  category  of  simply  not  having  the  time  to  give  the  levels  of  effort,  outside  school,  to  their  studies  if  they  were  young  carers. 

The  findings  from  the  intervention,  presented  in  Chapter  4,  illustrated  some,  although  not  strong,  evidence  that  the  provision  of  specific  strategies  could  improve  students’  self-perception  of  their  own  level  of  intelligence.  It  was  also  clear  that  some  students  displayed  the  thoughts  of  Peter  Gray  (https://www.psychologytoday.com/blog/freedom-learn/200909/why-don-t-students-school-well-duhhhh)  and  simply  disengaged  because  they  did  not  want  to  learn.  Whether  they  felt  school  was  ‘like  prison’,  as  Gray  had  suggested,  was  unclear,  but  I  was  confident  that  not  all  students  disengaged  because  of  the  cost-benefit  analysis  of  the  risks  involved  in  the  challenge  presented  to  them.  For  these  students,  if  lack  of  interest  in  pushing  themselves,  in  terms  of  their  academic  performance,  meant  being  lazy  then  perhaps  this  was  the  reason  for  disengagement  in  some.  Authors  such  as  Carol  Dweck  (2006),  Guy  Claxton  (2008)  and  Daniel  Willingham  (in  Hattie  and  Yates,  2014)  argued  against  this,  putting  the  disengagement  more  down  to  lack  of  willingness  to  take  risks  or  lack  of  resilience,  but  in  the  real  classroom  some  students,  some  students  with  high  targets  and  good  current  attainment  levels,  displayed  as  simply  not  wanting  to  do  it.  Again  whilst  the  research  did  not  prove  whether  one  aspect  had  more  of  an  impact  than  the  other,  it  was  clear  that  the  disengagement  of  students  from  the  learning  process  could  be  due  to  one  of ,  or  indeed  a  combination  of,  many  different  factors.

Carol  Dweck  (2006)  claimed  that  ‘mindset’  is  a  belief  and  that  changing  peoples’  beliefs  could  have  profound  effects  and  suggested  that,  in  the  growth  mindset,  students  would  accept  challenges  as  opportunities  to  learn  and,  whilst  I  am  in  no  position  to  argue  against  this,  it  was  difficult  to  measure  any  great  shift  in  mindset,  as  a  result  of  this  intervention,  other  than  through  observation  and  the  fact  that  when  the  second  questionnaire  was  completed,  there  was  a  slight  decrease  in  the  number  of  students  that  felt  that  intelligence  was  something  that  could  or  could  not  be  improved  upon.

Carrying  out  this  research  has  provided  me  with  more  of  a  theoretical  grasp  on  the  concepts  investigated  such  as  intelligence  and  mindset.  I  am  also  prepared  to  admit  that  in  many  cases  the  theories  formed,  by  the  authors  that  were  reviewed,  offer  sound  reasons  as  to  why  students  might  engage  from  the  learning  process.  However  it  was  found  that  being  able  to  state  categorically  why  certain  students  disengaged,  whether  because  of  the  way  they  perceived  their  own  intelligence,  if  they  were  in  the  fixed  rather  than  the  growth  mindset,  or  indeed  were  simply  lazy,  was  extremely  difficult.

Implementing  the  reviewed  pedagogies  was  extremely  interesting  and  whilst  the  data  generated  was  not  strong  enough  to  give  a  definitively  positive  answer  to  the  research  question,  I  felt  that  there  were  signs  that  if  students  were  given  specific  strategies,  some  could  gain  more  confidence  in  the  idea  that  they  could  improve  their  self-perception  of  their  own  intelligence.  However  in  many  other  cases  the  interventions  had  little  or  no  effect.  The  research,  and  subsequent  findings,  did  illustrate  that  there  was  enough  evidence  of  a  shift  in  how  the  students  viewed  their  ability  to  improve  to  warrant  further  research  on  this  subject,  at  classroom  level  by  teachers  in  the  profession.  
This  point  was  extremely  important  when  I  reviewed  my  research.  Educational  research  is  not  pointless,  or  nice,  it  is  essential,  but  ways  must  be  found,  in  my  opinion,  to  give  practising  teachers  the  freedom  and  time  to  conduct  it.  Although  this  research  was  carried  out  on  a  relatively  small  scale  the  findings  where  enough  to  illustrate  that  further  research  was  required  and  I  felt  that,  to give  weight  to  any  future  investigations  on  this  or  any  other  subject,  practising  teachers  must  become  more  involved,  alongside  experts  in  the  relevant  fields.  This  is  not  just  stating  the  obvious  but  on  reflection,  and  taking  into  account  that  most  schools  are  under  severe  pressure  in  terms  of  staffing,  budgets  and  of  course  accountability  in  terms  of  examination  results,  there  should  still  be  thought  given  to  the  possibility  of  schools  carrying  out  more  of  their  own  research.  This  would  clearly  be  a  question  that  would  be  argued  at  national  level  but  bearing  in  mind  the  comments  referred  to,  made  by  the  Minister  for  Education,  at  the  beginning  of  this  paper,  it  would  surely  be  a  worthwhile  consideration.  

From  the  point  of  view  of  my  own  self-assessment  it  was  important  to  consider  the  question  of  whether  I  would  have  changed  anything  about  the  research,  on  review,  with  the  intention  of  being  able  to  provide  a  more  definitive  answer  to  the  research  question.  My  main  concern  was  that  I  had  produced  data  that  would  be  criticised  for  being  ‘soft’.  However  I  felt  justified  in  the  data  collected  in  the  knowledge  that  all  research  must  remain  honest,  and  have  integrity,  and  I  was  confident  that  the  findings  which  my  research  generated  met  these  conditions.  The  facts  that  much  of  the  findings  were  qualitative,  in  nature,  were  because  this  was  how  the  research  was  designed.  Investigating  complex  issues  such  as  intelligence,  mindset,  resilience  and  risk,  and  reasons  for  disengagement  from  the  learning  process  were  always  likely  to  generate  this  type  of  data  and  this,  I  felt,  justified  the  decision  to  use  a  case  study  as  the  research  strategy.  The  discussion  and  questionnaire  concerning  intelligence,  certainly  generated  interesting  data  and  I  would  consider,  if  I  were  to  carry  out  this  investigation  again,  using  a  wider  sample  and  taking  the  risks  associated  with  carrying  out  questionnaires  with  large  numbers  of  young  people.

I  also  felt  that  the  use  of  the  ‘brainology’  computer  software  would  have  enhanced  the  ability  to  teach  the  students  about  the  scientific  research  that  has  proved  the  fact  that  the  brain  works  like  muscles  in  their  arms  and  legs.  If  they  are  prepared  to  exercise  the  brain  then  it  has  been  shown  that  it  can  increase,  in  strength,  like  any  other  muscle.  Unfortunately,  as  mentioned  earlier  in  the  research,  financial  constraints  and  copyright  issues  made  entering  into  these  discussions  a  risk. 

Secondary  school  teachers  have  a  job , which  is  not  straightforward,  indeed  it  is  difficult  to  use  the  word  ‘job’  when  referring  to  what  we  do.  It  is  much  more  complex  than  going  into  a  classroom,  imparting  the  expertise  that  one  possesses  in  certain  subject,  and  sitting  confidently  in  the  knowledge  that  by  doing  so  we  will  have  equipped  our  students  with  the  ‘ability’  to  succeed  in  an  examination.  Effective  teachers  view  their  students  as  people,  not  mathematics,  history  or  French  students,  but  as  people  to  whom  we  have  a  responsibility  to  help  acquire  the  skills  for  life  after  their  education  is  completed.  

Asking  a  simple  question  such  as  ‘why  has  that  student  stopped  working’  has  been  shown  to  have  extremely  deep,  complex  and  sensitive  connotations.  Many  teachers  say  that  we  are  not  social  workers  or  psychologists,  but  we  are  certainly  expected  to  be  vigilant  enough  to  spot  signs  that  may  need  the  intervention  of  these  professionals.  Carrying  out  this  project  has  taught  me  that  the  only  way  to  teach  effectively,  and  be  vigilant  in  terms  of  the  more  complex  issues  being  faced  by  our  students,  is  to  learn  about  them.  It  is  our  role,  as  the  educators  of  young  people  in  our  communities,  to  look  for  ways  to  keep  our  students  engaged  in  learning,  to  help  build  the  desire  to  succeed  within  our  students  and  to  try  and  make  them  understand  that  only  by  working  hard,  will  they  achieve  success  and  play  a  positive  role  in  society. 

In  his  much  publicised  review  of  the  education  system  in  Wales,  Professor  Graham  Donaldson  pointed  to  the  fact  that  the  Organisation  for  Economic  Cooperation  and  Development  (OECD)  whose  PISA  tests  had  been  reviewed  with  such  worry,  at  the  start  of  this  research,  had  commented  that  Wales  was  lacking  in  overall  aims  and  purposes,  in  terms  of  how  they  approached  the  requirements  of  Welsh  learners  (Donaldson,  2015).  This  was  slightly  vague  but  clearly  meant  that  the  outside  world  still  felt  they  were  justified  in  criticising  the  education  system  in  Wales.  The  statements  of  Huw  Lewis,  quoted  in  the  Introduction  to  this  research  were  blunt  and  perhaps  intended  a  quick  response  from  those  involved  in  education.  However  overcoming  the  issues  that  cause  the  disappointing  results,  not  just  in  PISA  tests  but  in  the  GCSE  results  of  individual  school  such  as  The  School  Since,  is  going  to  take  time  and  whilst  small  interventions  can  prove  to  be  successful,  good  practice  must  be  shared  between  schools  and  become  embedded  in  the  teaching  strategies  of  the  country.  

Since  this  research  was  implemented  another  set  of  disappointing  PISA  results  have  been  received  which  saw  Wales  fall  again  in  reading  and  in  science  although  a  slight  increase  was  witnessed  in  mathematics.  Wales  now  has  a  new  Minister  of  Education  but  Kirsty  Williams  seemed  to  be  left  confused  by  the  OECD’s  analysis  of  the  Welsh  results,  stating,  in  December  2016,  that  “Last  month  I  invited  the  OECD  to  look  at  how  we  are doing  in  Wales;  their  advice  to  me  was  unambiguous:  Stay  the  course, be  brave,  you  are  doing  the  right  things"  (http://www.bbc.co.uk/news/uk-wales-38208738).  This  seemed  a  strange  thing  to  read  bearing  in  mind  another  disappointing  set  of  results  for  Wales.  It  did  however  serve  to  strengthen  my  view  as  to  the  need  for  research  to  be  undertaken,  and  fully  participated  in,  by  teaching  professionals.


It  is  my  intention  to  share  the  findings  of  my  research  with  my  colleagues  at  The  School.  This  could  be  done  as  part  of  an  inset  session  or  as  part  of  a  relevant  Career  Development  session. 










Reference  List

BBC  News  (2013)  PISA  ranks Wales’ education  worst  in  the  UK.  Available  from  http://www.bbc.co.uk/news/uk-wales-25196974  (Accessed  30th  May  2016).


BERA  (2011)  Ethical  Guidelines  for  Educational  Research.  Available  from:  https://www.ac.uk/wp-content/uploads/2014/02/BERA-Ethical-Guidelines-2011.pdf?nodirect=1  (Accessed  25th  March  2016).


Bruner,  J.  (1996) The  Culture  of  Education.  London:  Harvard  University  Press.


Claxton,  G.  (2008)  What’s  the  point  of  school?.  Oxford:  Oneworld  Publications.


Davey,  K.  (2007)  ‘Behaviourism,’  in  Learning  Theories,  Jan  3,  2007
https://www.learning-theories.com/behaviourism.html  (Accessed  20th  August  2016). 


Denscombe,  M.  (2012)  The  Good  Research  Guide.  For  small-scale  social  research  projects.  Maidenhead:  Open  University  Press.


Donaldson,  G.  (2015)  Successful  Futures.  Independent  review  of  Curriculum  and  Assessment  arrangements  in  Wales.  Wales:  Crown  Copyright.


Dweck,  C.  (2006)  Mindset.  How  can  you  fulfil  your  potential?  London:  Constable  and  Robinson  Ltd.


Dweck,  C.  (2000)  Self  Theories.  Essays  in  Social  Psychology.  Hove:  Taylor  and  Francis  Group.


Egan,  D.  (2013)  Poverty  and  Low  educational  Achievement  in  Wales:  Student,  Family  and  Community  Interventions. Available  from  https://www.jrf.org.uk/sites/default/files/jrf/migrated/files/wales-education-poverty-summary.pdf  (Accessed  1st  December  2017).


Gardner,  H.  (2011)  Frames  of  Mind.  The  Theory  of  Multiple  Intelligences.  New  York:  Basic  Books.


Gray,  P.  (2009)  “Why  don’t  students  like  school?”  Available  from  https://www.psychologytoday.com/blog/freedom-learn/200909/why-don-t-students-school-well-duhhhh  (Accessed  21st  May  2016).



Hattie,  J  &  Yates,  G.  (2014)  Visible  Learning  and  the  Science  of  How  We  Learn.  Abingdon,  Oxon:  Routledge.


Hirsch,  D.  (2007)  Experiences  of  Poverty  and  Educational  Disadvantage.  Available  from  https://www.jrf.org.uk/report/experiences-poverty-and-educational-disadvantage  (Accessed  5th  December  2017).


Human  Intelligence.  Available  from  http://www.intelltheory.com/binet.shtml.nd. (Accessed  12th  January  2017).


Hume,  C.  (2016)  Pisa:  Wales  still  worst  in  UK  in  World  Education  Tests.  Avaliable  from  http://www.bbc.co.uk/news/uk-wales-38208738  (Accessed  3rd  January  2017).


Jackson,  L.  (2005)  Learning,  Teaching,  Assessing,  Teachers  can  only  teach  us,  not  learn  for  us.  


Perkins,  D  Learnable  Intelligence.  Available  from  http://www.journeytoexcellence.org.uk/resourcesandcpd/research/summaries/rslearnableintelligence.asp.nd. (Accessed  10th  June  2016).


PISA  2012  Results  in  Focus.  What  15  year  olds  know  and  what  they  can  do  with  what  they  know.  Available  from  https://www.oecd.org/pisa/keyfindings/pisa-2012-results-overview.pdf  (Accessed  20th  December  2015). 


Pollard,  A.  (2014)  Readings  For  Reflective  Teaching  in  Schools.  London:  Bloomsbury  Academic.


Pollard,  A.  (2014)  Reflective  Teaching  in  Schools.  London:  Bloomsbury  Academic.


Ridge,  T.  (2008)  Childhood  Poverty  and  Social  Inclusion.  Bristol:  The  Policy  Press.
 

Shayer,  M.  &  Adey,  P.  (2002)  Learning  Intelligence.  Cognitive  Acceleration  Across  the  Curriculum  from  5  to  15  years.  Buckingham:  Open  University  Press.


Sternberg,  R.  (1985)  Beyond  I,Q.  A  Triarchic  Theory  of  Human  Intelligence.  New  York:  Cambridge  University  Press.


Tait,  P.  (2015)  ‘Intelligence  cannot  be  defined  by  exams.’  Available  from  http://www.telegraph.co.uk/education/educationopinion/11678216/Intelligence-cannot-be-defined-by-exams.html  (Accessed  21st  May  2016).






















Appendix  1 :  The  short  questionnaire  requested  to  investigate  whether  the  students  felt  that  intelligence  was  fixed  or  changeable.
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Appendix  2:  Scaffolding  tools  were  provided  to  the  students,  to  which  they  could  refer  throughout  the  literacy  intervention,  and  were  placed  at  the  back  of  the  classroom  and  removed  at  the  appropriate  time.
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Appendix  3:  The  short  intelligence  questionnaire  was  completed  again  at  the  end  of  the  intervention  to  measure  any  shift  in  the  student’  perception  of  intelligence  or  of  the  mindset  which  they  possessed.
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