	
	Targed/target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn
What I have done in this assignment...


	[bookmark: cysill]Targed/Target 1
	Ensure you synthesise and reflect - you have done this in a few places but in other places it could be further extended.
	I have reflected on research and results during this assignment.

	Targed/Target 2
	Be as specific as possible when making recommendations - this will allow you to show knowledge and understanding.
	During this assignment I have tried to be more specific with my research.

	Targed/Target 3
	Revise your use of the apostrophe.
Please proof read your work as I am sure you would have corrected these prior to submission.

	I ensured to proof read my work to ensure the use of the apostrophe is correct.



Does the Learners’ Level of Engagement Vary Between a Focus Task and Enhanced Provision within a Foundation Phase Class?

The nature of a Foundation Phase class means that children move between focus tasks and enhanced provision tasks, often several times during the day. One of the key differences between the two is the level of adult intervention, with focus tasks being primarily teacher-led or supervised and enhanced provision intended for more independent learning. In both instances, learners will be trying to make sense of and incorporate new knowledge, building on what they already know as suggested by Vygotsky’s theory of constructivism which states that “when learners encounter new information they use it to ‘construct’ new knowledge” (Ryan, K. et al. 2012, p.74). The internal process is not easily observable, but it is usually measured by the understanding demonstrated by a learner and evident in work produced. In a focus task setting, this is obvious to the teacher as they are present. In the same way, levels of engagement can be determined by the consideration of behaviours against the “Leuven Involvement Scale for Young Children” proposed by Ferre Laevers (Laevers, 1994, p.164). However, as most enhanced provision activity is undertaken independently, this degree of observation does not usually occur. I began to question whether levels of engagement were the same when working independently and were just not usually observed, or whether teacher interaction prompted more engagement. Obviously if this proved to be the case this would demand reconsideration of the enhanced provision I offered in order to ensure learners were able to maximise and consolidate their learning while in the more independent setting. This informed my choice of research question and underpinned the study created with my research partner which would observe children in both environments and assess the relative engagement. 

Increased pupil engagement whilst working with a teacher may suggest that learners feel that they need a more knowledgeable other in order to get the most out of their learning. Vygotsky’s (2012) zone of proximal development “has shown the difference between what learners can do on their own and what they can do with the guidance or collaboration of another” (Ryan, K. et al. 2012, p.74). Whilst this theory recognises an unsurprising difference between that which can be achieved alone and that which is supported, when applying this to the contrasting settings in the classroom, it should be remembered that a more able peer can also provide this assistance and this may be something to consider within enhanced provision. 
Before conducting the research, it was important to consider the definition of engagement within the school setting. Davis, Summers and Miller (2012) argue that teachers need to think about engagement as three dimensions; behavioural, cognitive and relational. The three dimensions encompass the quality of interactions, participation and psychological factors. In light of this, it was important to remember that while the learners may not look actively engaged, they could be cognitively engaged. It was also possible to look for outward signs of engagement as indicated by Laevers (1994) such as whether or not a learner’s attention can be distracted and whether or not concentration is evident. For the purpose of this research, the observers will focus solely on the levels of learners’ engagement visible during the activities undertaken and compare and contrast between enhanced provision and a focus task. 

Research conducted by the Welsh Government, (2018) has revealed that Foundation Phase practice varied considerably across classes, year groups and schools. With this in mind, it was interesting to see if Foundation Phase pedagogies were similar in both schools during the research and whether the prevailing pedagogy in each location had an impact on the efficacy of learning. In order to promote effective learning, it is important to ascertain where a learner is in their learning in order to help them progress.  My teaching experience has shown me that the role of the teacher is a key factor in establishing learning processes and educators have begun to recognise the importance of pedagogical methods that are used within the classroom; the choice of these methods may have an impact on the level of engagement the learners show in the different tasks. A well-known method used within classrooms is scaffolding. Bruner (1960) argued that scaffolding provided by the teacher should decrease in direct correspondence to the progress of the learner. Wood (1988) developed Bruner’s ideas describing levels of support which become increasingly specific and supportive in relation to the help needed by the learner; which includes general verbal encouragement, specific verbal instruction, assistance with learner’s choice and demonstration of task (Bartlett and Burton, 2007). Clearly both ideas have implications when considering the different levels of support available in a teacher led focus task and independent learning in enhanced provision and what this may mean for levels of engagement. During this study it became apparent that by giving verbal encouragement and a clear demonstration of the task, the learners had a clear learning goal with the task set. It was also evident that a focus task had more adult intervention as a guide towards that goal and completion of the task set. However, this is only one part of the learning within a Foundation Phase setting. Children need a broad, balanced, differentiated curriculum which involves planning and structured experiences in the Areas of Learning within the classroom. The Foundation Phase represents first-hand experiences, with play being at the core. Within enhanced provision tasks, teachers understand that they need to inspire and challenge children’s potential for learning. By focusing on planning the focus tasks and enhanced provision, it will give children the opportunity to be creatively involved in their own learning which must build on what they already know and can do, their interests and what they understand. It was interesting to observe whether learners’ levels of engagement changed during the different elements of the Foundation Phase and whether the teacher role differs within the two classes involved in the research. 

While gathering evidence the researchers could see that during enhanced provision, learners were given guidance in order to complete a task while interacting with the resources provided. In traditional terms, it may seem paramount for the learners to follow the instructions given in order to complete the task set, but within the experiential learning philosophy of the Foundation Phase it is also important to consider that it doesn’t mean that what the children do is not a valuable learning opportunity in itself. While gathering research during enhanced provision tasks, it was observed that the children would often think for themselves and generally solve problems independently, harnessing their natural curiosity and innate instinct to think creatively. This would suggest the importance of teachers making their planning broad and varied and open to possibilities to ensure learners can learn and problem solve in a variety of ways. There is literature to support both the benefit of adult involvement and also the need for independent exploration. Moyles, (1989) states that, evidence suggests that children’s play is enhanced and deepened by adult intervention; adult directed learning will help move pupils’ learning forward. It is important that learners’ have the opportunity to learn in a variety of ways; Morris (1990) suggests that the early years’ curriculum should be based in children’s need for space, experiential learning, time for conversation, choice, informal conversation and purposeful play. The reading supported the research question as it emphasises the value of play and learning within the Foundation Phase and as enhanced provision is more child led and focuses on play this was important. It became clear that a focus task activity involves ‘direct teaching’ and therefore can be seen as a more formal way of learning; the role of the teacher is to ensure that the learners are challenged and develop their skills in both enhanced provision and focus tasks. The classroom environment should be used appropriately, using practical resources to ensure learners can refine and develop their skills during both enhanced provision and focus tasks. The research will explore the methods the teachers use in order to keep the learners engaged during tasks. 

The methodology used is lesson study research, which is a form of action research. Dudley (2014, p.1) defines a lesson study as, “a highly specified form of classroom action research focusing on the development of teacher practice and knowledge”.  A lesson study enables teachers to collaborate in order to support each other with their teaching. Lesson study began in Japan and started to become popular in this country due to the attributed success in other countries (Dudley, 2019, p.249). A lesson study involves the teachers working collaboratively in order to create a lesson plan addressing a shared learning goal for pupils. They then deliver the planned lesson, observed by peers, in order to feedback and review. For the purpose of this research, three learners were identified as case pupils. The three pupils were chosen from the higher, middle and lower attainment groups in order to gather evidence from pupils with a wide range of skills across the curriculum. During the lesson study the methods of data collection used were, observation and reflection. Estyn (2018) highlights the important role of observation within a school setting as a means of obtaining valuable live data relating to the learning being undertaken. This research sought to achieve the same through observation and for the purpose of the study it was important to try a variety of observation methods in order to collect sufficient data to illuminate the findings. An observation schedule was prepared in order to collect data. This involved a prepared checklist (Appendix 2) which had a variety of engagement indicators to be recorded throughout the lesson. During the lesson study, it was important to be as inobtrusive as possible during the observation as Sherman (1995, p.4) states, “…your interaction with the children can affect their behaviour”. The observation was to be on a non-participant basis rather than a participant; this provided the opportunity to carefully view both the focus task and enhanced provision task without missing anything significant or influencing the outcome. Scott and Marshall (2009, p.1) define non-participant observation as, “A research technique whereby the researcher watches the subjects of his or her study, with their knowledge, but without taking an active part in the situation under scrutiny,” and this was the intention. However, the observer was aware the need may arise to become a participant observer in order to collect the required data, something that has become more common in recent research, “the field of education has seen an increase in the number of qualitative studies that include participant observation as a way to collect information” (FQS, 2019).  Narrative, as described by Sherman (1995, p.3) was the method of observation used which, “involves watching a child or group of children and noting down what you see.” 
The three case pupils were interviewed with the predesigned interview questions (Appendix 10 and 11) at the earliest convenience to ensure that they were able to reflect on what they learnt during the lesson. The learners were interviewed in a group as it is found to be less intimidating for them rather than individual interviews (Cohen, Manion and Morrison, 2008). In order to evaluate the learning study process, it was important to reflect, understand what had been observed and draw conclusions. It was also important to capture and record this reflection for later review and consideration alongside the other parts of the whole study as suggested by Quinton and Smallbone (2010). In order to reflect in a more structured and systematic way a bespoke reflection model was used. Reflections were to be completed using Gibbs’ (1988) reflective cycle. This reflective strategy was used as it gives structure to the learning experience, enabling the researcher to reflect through the different stages of description, feelings, evaluation, analysis, conclusions, and action plan.
Prior to the research it was important to consider ethical considerations as data cannot be gathered until ethical consent has been sought. Consent (Appendix 1) was given by the parents of the case study children prior to any research being conducted. The school’s involved in the research also gave ethical consent to both researchers prior to the study. In order to follow BERA (2018) guidelines where researchers should recognise the entitlement of both institutions and individual participants to privacy and should accord them their rights to confidentiality and anonymity, the schools were not mentioned in this study and the case study children will be referred to as Child A, Child B and Child C as all the participants have the right to their privacy. It was also important to get assent from the children and to remind them that they have the right to withdraw from the study at any time. An ethics form was also completed and approved prior to the research. 

Lesson 1

Child A showed enthusiasm during the lesson and was keen to answer questions and follow instructions given by the teacher. He showed good sustained concentration during the focus task and could not be distracted from his work, showing a willingness to learn and compete the task, in particular; he exclaimed, “Can I do another task? I love it when the teacher gives me hard work” (Appendix 10). He showed confidence when answering questions and encouraged his peers to answer the questions asked. When asked to ‘think, pair, share’ Child A discussed the work set and showed an understanding of the task. During the enhanced provision task, Child A was keen to complete the activities the way the teacher had modelled and was observed copying the method demonstrated. He encouraged other learners to do the same however, when his peers wanted to explore the activities independently, Child A lost interest and his level of engagement decreased, shown by reduced interest in the activity.
Child B showed a keen interest in both tasks. She was very chatty throughout and showed enthusiasm, constantly wanting to engage in conversation with her peers (Appendix 10). She was happy to receive feedback from the teacher and was keen to check that she had her answers correct. During the enhanced provision task, Child B wanted to ‘take charge’ of the task and wanted to work particularly with Child A throughout. Both Child A and Child B showed to be strong characters and were keen to complete the tasks and show the teacher that they were working hard. Child B tried to take control of the shop area task, leading her peers throughout the tasks. 
Child C worked independently throughout the tasks; he took his time during the focus task and enjoyed the ‘sticking and cutting’ part of the task best. Child C seemed distracted, implying reduced engagement, when he was the last child left at the focus task area; he was keen to go over to complete the ‘challenges’ in the enhanced provision area. He had scaffolding from the teacher during the focus task, including modelling, and was regularly encouraged; however, he was very quiet and preferred to work independently. When Child C joined his peers in the enhanced provision area, he explored the challenges independently and carefully read the challenge cards in order to complete each task set. Child C showed a high level of engagement during the enhanced provision tasks and worked independently, ensuring he had completed all the tasks set the way the teacher had modelled.
The evidence of the lesson study children given in their interviews indicates that they all see the enhanced provision tasks as ‘play’ and not learning as they used the distinctions when describing their activities. Child A and B preferred the focus tasks; Child A explained, “I like learning better than playing” Child B agreed with this statement. Child C seemed to enjoy working independently, therefore preferring the enhanced provision tasks as he could choose the task he would like to complete and work alone. Both Child B and C had an interest in using the devices to complete a task. This could be something to consider in terms of potential to increase engagement, particularly in view of the importance in developing digital skills in today’s world.

Lesson 2

Child A was very keen to complete the focus task stating, “I’m very clever” (Appendix 11). Child A worked through the worksheets well and enjoyed the challenge of ‘harder’ worksheets. He was keen to have all the answers correct. Throughout this task Child A constantly asked if his answers were correct. He celebrated his success in completing the task and wanted to show his teacher his work. When Child A moved on to the enhanced provision area, he wanted to show the teacher that he was able to complete the task the way the teacher had modelled. He lost interest very quickly and his level of engagement decreased. He moved around the enhanced provision area, unsure which task he wanted to complete next. 
During the focus task, Child B needed a lot of reassurance when writing the answers to the questions. She used a rubber a lot (Appendix 11) as she wanted her work to look ‘neat’. She seemed a little distracted by Child C as she was trying to talk to her a lot and get her attention. Child B was happy to talk to her but wanted to continue with her work. She enjoyed getting praise from the teacher and wanted to help Child C to complete her work. Child B completed two enhanced provision activities and followed the teacher’s instructions in order to get the most out of her learning however, she got easily distracted and moved around the classroom a lot, losing interest in each task quickly.
Child C was very distracted and worked hard to get her peers attention. She did not want to complete the worksheet and attempted to copy Child B’s worksheet. Even with teacher intervention and modelling, Child C wanted to rush through the worksheet in order to go ‘play’ in the enhanced provision area. This echoed the children’s perception of enhanced provision as play from Lesson 1. During the enhanced provision task, Child C showed an interest in the shop area but did not want to complete the task until her friend came to ‘play’ with her. Her levels of engagement varied; she enjoyed the social interaction more in this area. The significance of peer involvement in engagement in enhanced provision appeared to be a common theme in both lessons. 
Interestingly, the case study children in this school felt the same as the children in the previous school. They all felt that the enhanced provision tasks were just ‘playing’ and not learning. The higher and middle attaining children felt that they preferred to ‘learn’ in school and not ‘play’. Therefore, preferring the focus task part of the lesson. The lower attaining children in both school’s both preferred the enhanced provision tasks as they preferred to ‘play’. 
During the research, all six case study children showed interest in learning in different ways. The Foundation Phase Curriculum (2015) aims to make learning more enjoyable for children, encouraging imagination and creativity. In my opinion, in order for play to become learning, it needs to have a clearly established goal. Within a school setting, this can depend on a variety of factors; the role of the teacher being a large factor. My experience so far has suggested that children need structure in their lives to give them a sense of order and security and this could play a part in the positive response to focus tasks seen in this study; this correlates with Dewey’s (1888) theory as he strongly believed that the education of children requires clear structure as outlined by Gray and MacBlain, (2015). Some of the children in the case study preferred the focus tasks which may suggest a preference for the clear structure and end goal. In both classes observed the learners are encouraged to complete the work set in the focus task in order to move onto the enhanced provision activities therefore giving the learners a goal to work towards. Experience within a Foundation Phase classroom has shown me that focus tasks are more teacher led than enhanced provision tasks; some of the children favoured the adult intervention. Bruner (1960) used the term scaffolding, enabling the child to move forward with their learning with adult intervention (Smidt, 2015). Child A (Lesson study 2) felt the need for adult intervention throughout the task, although this was more encouragement than scaffolding, and with teacher interaction and feedback during the task, Child A remained engaged. Barry Hymer and Mike Gershon stated, “when challenge, effort and feedback operate in harmony, learners begin to see their skills and understanding develop in real time.” (2014, p.61). Although this was true for some of the children during the focus task, Child C in both lesson study one and two, wanted to work more independently and did not want the adult intervention within the focus task. Child C in lesson study two worked better with peer collaboration during the tasks. Both Vygotsky and Piaget researched collaboration between peers and believed that this would only be effective if one party is more knowledgeable than the other; Vygotsky was more concerned with the social learning taking place rather than the learning (Gray, and MacBlain, 2015). Social interaction within the classroom can benefit a child’s learning. This can be incorporated within the classroom during all tasks; by encouraging peer collaboration and involving children in their work, effective learning will take place. There are a variety of views of learning theory, all with different merits; in order to become an effective teacher, it is important to realise that individuals learn at different stages to develop and process information to construct meaning of the world around them. Learning requires careful consideration and reflection; within the lesson study, the learners showed engagement at different stages of the tasks. 
In order for the enhanced provision area to be a success, teachers and teaching staff must model, encourage, question and challenge the learners. During the research, some of the learners were keen to follow instructions in order to complete the challenges. It became clear that the levels of engagement within each task were very different. Both Child A and B in both schools showed a particular interest in completing the enhanced provision tasks ‘correctly’ and enjoyed having positive feedback from the teachers. However, Child C in the second lesson study wanted to be with her peers and worked better in the enhanced provision. She showed more engagement in the enhanced provision area. One of the elements of the four purposes of the new Donaldson (2015) curriculum is to ‘face and overcome challenge and have the skills and knowledge to manage everyday life as independently as they can’. This is evident more prominently during enhanced provision tasks. Child C in lesson study one showed more of an interest working independently, choosing the tasks he preferred and working alone. He followed the challenge cards in order to self-assess his progress and complete each task having a clear learning objective. Black and Wiliam (1998) have suggested that pupils will only assess themselves when they have a clear picture of the targets that their learning is meant to attain. 
The first limitation of the study was the sample size of the group. The biggest factor of the research showed that the lower attaining pupils in both schools preferred the enhanced provision tasks but for different reasons. Child C in lesson study one preferred to work independently within the area and Child C in lesson study two wanted to join her peers and work collaboratively. With a larger sample size, the results could have differed and been more conclusive giving the researchers an opportunity to develop a strategy. Dudley (2019) also suggests that pupils in low attaining groups could be operating at or above middle attaining pupils. Therefore, the pupils within the case study could not have been challenged enough – or challenged too much. In order to research this further, it may have been helpful to conduct the research in further lessons. The research was conducted in a Mathematics lesson; some of the pupils may struggle with the subject and therefore the learners may have had low expectations of the tasks before starting the lesson. Considering this, it is significant to reflect on the impact of challenge within the classroom. Hattie researched the potential effect of stretching learning goals, suggesting that “pupils can be induced to invest greater effort and invest more of their capacity than under low demand conditions,” as quoted in Hymer and Gershon, (2014, p.30). When in the enhanced provision area, Child C in both lesson studies seemed more relaxed. Enhanced provision encourages problem solving and challenges the learners in a more informal environment, as there is no adult to guide towards the ‘correct’ response and the learner can move at their own pace. 
Another limitation to the study was that during both lesson studies, there was only one observer. When observing it is important to analyse intensively; one observer could miss something significant which could impact the results of the research. The researchers lack of experience within the classroom should also be considered. A more experienced teacher with more knowledge of the pupils may observe something significant which the researcher may have overlooked.
It is also important to consider the amount of choice the learners have in the enhanced provision area. Some of the learners seemed to lose engagement quickly within the enhanced provision area as they were unsure which task they wanted to complete. This correlates with Kyriacou’s (2009) research into effective teaching, encouraging teacher’s to have a sound understanding of why activities lead to learning and the factors that influence their effectiveness. By giving the learners less choice and a clear learning goal to work towards, similar to the focus tasks set, their levels of engagement could improve. However, some of the learners’ enjoyed the variety of tasks on offer and showed a keen engagement in the tasks. Cohen’s (2008) assertion is that engagement in an activity is fuelled by a person’s desire to engage rather than being obligated to. By having less choice and more teacher interaction, some learners may lose interest quickly therefore it is important to remember that all learners learn in different ways and planning for activities should reflect this and provide appropriate stimulus for engagement.
The findings of this lesson study have shown that children learn in a variety of ways and the Foundation Phase curriculum supports this notion. By creating a stimulating environment, learners have the opportunity to develop their diverse needs. The role of the teacher is important when keeping the learners actively engaged in the Areas of Learning. Within the Foundation Phase there are three elements: focus tasks, continuous provision and enhanced provision.  The teacher’s role is to support the learners by working along-side them, responding and suggesting ideas, using open questions, observing and identifying skills and the interests of each child and planning for the next steps in learning. The teacher also needs to ensure that they observe and assess the learners progress which will help them reach their full potential. 
Analysis of the data demonstrated to the researchers that the learners find enhanced provision to be play and not learning. It is important for teachers to value what learners achieve during play. Teachers could spend more time working alongside learners during enhanced provision, modelling and encouraging in order to ensure that the learners get the most out of the experiences, however there are practical time and staffing constraints here. It may be helpful to undertake a plenary from enhanced provision to gauge the experiences and address any misconceptions. Clear learning goals for enhanced provision could also play an important role. Considering this, I referred to Dweck (2010) who developed growth mindset theory and believed that intelligence can grow and be developed by effort (Fraser, 2018). Child A and B in both lesson studies understood the learning goal in the focus task and considered the fact that effort will make them stronger therefore achieving higher. 
In future practice, I plan to work closely with the learners more in enhanced provision tasks. During the research it has become clear that the direct teaching and scaffolding during a focus task is effective to ensure the learners get the most out of their learning. In order to develop this in enhanced provision tasks and to increase engagement learners should be more involved in their own learning; Bruner (1960) suggested that by “undertaking more demanding and challenging tasks learners can improve their learning, provided they were properly supported” (Gray and MacBlain, 2015). This can be achieved by contributing to curriculum planning, ensuring that pupil voice has a strong influence on their learning. This could also influence their engagement by keeping the children interested in their learning. Experience within a Foundation Phase classroom has shown that the Foundation Phase Curriculum (2015) has a clear structure which allows children to learn holistically; this has a positive impact on the levels of engagement of the learners as it encourages them to learn in a variety of ways. The case study children all showed different levels of engagement between tasks therefore encompassing the development needs of each learner which is the aim of the Foundation Phase curriculum. 
Research has suggested that learners have limited opportunities to practise their literacy and numeracy skills independently and are over reliant on adult intervention (Estyn, 2017). By being overly reliant on teacher led activities and worksheets, teachers are not giving learners the opportunity to become imaginative and creative with their learning which is not the aim of the Foundation Phase pedagogy. Enhanced provision tasks are a successful way for children to learn in a more imaginative and creative way and encourages them to become more independent with their learning. As stated previously, the case study learners found the enhanced provision areas as ‘play’ and not learning, this fixed mindset could have an impact on their learning. By challenging, questioning and scaffolding, learners can problem solve in a more creative way, therefore giving them a growth mindset; this is a significant factor as argued by Dweck (2009) with mindsets playing a keen role in motivation and achievement (Fraser, 2018). By increasing learners’ level of engagement throughout the tasks in the classroom, they will have a better opportunity to progress and achieve with their learning. This correlates with Bruner’s (1960) theory as he did not view learning as something that happens to individuals but more as a process in which the individual is actively engaged (Gray and MacBlain, 2015). The research has shown that engagement is crucial to school success and the role of the teacher is key when facilitating children’s learning. 
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