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Aim, focus and purpose of the research

Within this project, I intended to examine the impact that giving learners choice about the level of challenge they receive has on their perceptions of their own ability, and their motivation to achieve. Within my own experiences and after conducting research in the area, many classrooms still make use of ability grouping which has been proven to cause deleterious effects on learner confidence and motivation to achieve. Gaining an understanding of learner’s perceptions of choice and challenge could be insightful for future practice as current literature highlights negative outcomes of ability grouping in later academic achievement and self-concepts. This area of research has links to several strands within the Teaching Standards outlined by the Welsh government surrounding Pedagogy: including ‘differentiation’, ‘challenge and expectations’ ‘listening to learners’, and ‘sustained effort and resilience in learners. 

The school is a small-sized school, with 220 pupils, from Nursery to Year 6. The school has two Specialist Teaching Facilities. The class in which the data was collected was a Year 3 class predominantly working at Progression Step 2, with 22 pupils. The class is female dominant with 15 females and 7 males. The class has regular access to two teaching assistants, a student teacher, and the class teacher. 

The aim of this research project is to explore the effects of choice and challenge on learner academic motivation in Year 3.


Overview of relevant literature

The concept of ‘choice and challenge’ in pedagogy challenges traditional notions of fixed abilities among learners (Hart, Dixon, Drummons & McIntyre, 2004). It involves offering students a variety of activities with differing levels of difficulty, empowering them to select tasks independently (Bragg, 2016). This approach aims to move away from ability grouping, where students are placed in predetermined groups without choice, which has been a long-standing practice in many classrooms (Office for Standards in Education, 1994). Bloom’s (1956) taxonomy of learning explains the way in which a child might approach a challenge, using knowledge/application/extracting information and analysis/synthesis/evaluation, a more creative approach, drawing comparisons. Bragg (2016) argues that Bloom does not suggest that learners who find the learning more challenging should not be confined to the former operations but rather should get to experience the joy and creativity of the latter also. A practical example of this alternative to fixed ability grouping is explored in a case study at Wroxham School, led by headteacher Alison Peacock. This approach aims to personalise challenges as opposed to traditional ability setting. The research project funded by the Department for Education investigated how ‘Choice and Challenge’ was implemented in six primary schools, offering insights into its effectiveness. Whilst not offering conclusive evidence, the research contributes to ongoing discussions about improving education and promoting fairness. Despite the challenges associated with ability grouping, its prevalence in classrooms persists. Matthews, Ritchotte and McBee (2013) found that school-wide ability grouping positively influenced mathematics performance but had no bearing on that of reading. Steenburg-Hu, Makel and Olszewski-Kubilius (2016) synthesised a century of research, finding varying effects across different grouping methods. While within-class grouping, cross year-group grouping, and special grouping for more able students demonstrated benefits, between-class grouping showed no advantage. McGillicuddy and Devine (2018) suggest teacher experience and engagement in professional development can influence the effectiveness of ability grouping practices. However, it is essential to consider the long-term consequences and potential harm to students’ academic and socioemotional development when implementing such strategies. 

Choice and challenge promote autonomy in learners and rejects the notion of labelling students based on perceived abilities (Hart, Dixon, Drummond and McIntrye, 2004; Bragg, 2016). By allowing students to select activities aligned with their perceived abilities, it fosters a sense of agency in their learning process. Contrary to the principles of choice and challenge, ability grouping has been a prevalent strategy in education, often aimed at improving academic performance (Hornby et al., 2011). However, research suggests that ability grouping may widen the attainment gap between students of different abilities (Schofield, 2010). Gentrup, Lorenz, Kristen and Kogen (2020) discovered a link between teacher expectation and student learning, finding that inaccurately low teacher expectations were associated with lower achievement in reading. Such inaccuracies are thought to perpetuate negative perceptions of student abilities, ultimately impacting upon the learner’s self-concept. With implementation of choice and challenge, the element of teacher perception is removed, and the learner is given the autonomy to decide their own abilities. The notion of self-concept, particularly in the context of learners, is evidenced to be significantly impacted by the educational practice of fixed ability grouping. A meta-analysis exploring the relationship between academic achievement and self-concept found that fixed-ability grouping may exacerbate self-concept discrepancies among students of varying academic strengths (Moller, Zitzmann, Helm, and Wolff (2020). MacIntyre and Ireson (2013) highlight the negative impact of ability grouping on students’ self-concept, particularly when their perceived abilities do not align with their placement. Boliver and Capsada-Munsech’s (2023) study further demonstrates that students placed in lower ability groups are less likely to enjoy the subject, which can have long-term implications for their academic motivation and achievement. McGillicuddy and Devine (2018) argue that ability grouping can perpetuate inequalities, particularly for students from socioeconomically disadvantaged backgrounds. Additionally, Nomi (2009) found that schools employing ability grouping often serve marginalised populations, raising concerns about the perpetuation of inequities in education. These findings are consistent with learners with additional learning needs. Nguyen, Ownsworth, Nicol and Zimmerman (2020) delved into the self-perceptions of learners with Autistic Spectrum Condition, highlighting the detrimental impact fixed ability grouping had on their self-esteem. This study reported significantly lower power and global self-esteem compared to typically developing individuals. This underscores the potentially damaging effects of such grouping, on student self-concept particularly among marginalised groups. 

The choice and challenge approach offers a promising alternative to ability grouping, promoting autonomy and addressing the limitations of fixed ability labels. While ability grouping may initially seem beneficial for academic outcomes, its long-term effects on student engagement, particularly for marginalised groups, warrant careful consideration. Moving forward, educators must prioritise practices that empower all students to reach their full potential, regardless of perceived ability. Research to date has demonstrated the links between academic motivation and its effect on academic achievement. Sivrikaya (2019) found that when learner academic motivation increases, learner academic outcomes also increase, even after controlling for sex and socioeconomic background. It can be assumed that an increase in learner motivation would be beneficial in terms of learner achievement, however the link between choice and challenge and learner motivation has yet to be determined. This study aims to bridge the gap in research and discover the impact of choice of challenge on learner motivation. 

Explanation of Case Study

A case study is a research method which involves in-depth and detailed examination of a specific case, event, individual, group or situation (Zainal, 2007). It is often used to gain a comprehensive understanding of a complex phenomenon within their real-life context. The present research is an exploratory case study, where the primary aim is to explore and understand a problem, often with little prior knowledge or theoretical framework. It’s more flexible and open-ended compared to other types of case studies, allowing researchers to uncover new insights and generate hypotheses for further investigation. 

The use of exploratory case studies benefits the researcher by providing rich and detailed data about the case under study, offering insights into its complexities and nuances (Choy, 2014). The method allows for the researcher to study information in its natural setting and allows for an in depth understanding of the case (Choy, 2014). The type of research design allows for generation of hypotheses or theories for further research, guiding subsequent studies and investigation and attaining high levels of construct validity (Bennett, 2004). The methodology is flexible and adaptable allowing researchers to adjust their approach and focus based on emerging findings. 

The limitations of an exploratory case study include limited generalisability to other contexts or populations due to the nature of the research types focus on a specific case. Menon (2019) highlights that case studies, due to their sample sizes are often not significant enough to generalise the study to the wider population. However, Wikfeldt (2016) argues to the contrary, suggesting that exploratory case studies can be as generalisable as quantitative research, if done carefully and correctly. Whilst providing a high level of accuracy compared to research methods such as anecdote, case study research is often less generalisable arguably due to its specific nature (Wikfeldt, 2016). In addition, case studies can be influenced by researcher bias and interpretations which can potentially affect the validity and reliability of findings. The case study approach has frequently faced criticism for its perceived lack of rigour and potential for researcher to interpret the data with an element of bias (Zainal, 2007). Conducting an exploratory case study can also be time-consuming and resource-intensive if on a wider scale, requiring extensive data collection and analysis (Gustafsson, 2017). Exploratory case studies may additionally face challenges in establishing causal relationships between variables due to the lack of control over external factors (Choy, 2014). Moreover, Choy (2014) notes the lack of controllability and repeatability due to the approach lacking the power to randomize and manipulate independent variables unlike quantitative methods.

In the present case study, the participants of the questionnaire consist of six learners from a Year 3 class in a small school located in Swansea. The selection of participants were collected through randomized sampling to ensure sample representation. Each learner with parental consent was assigned a unique number, and a number generator website was utilized to randomly select six participants. This method was chosen to avoid bias and ensure that every eligible learner had an equal chance of being included in the study. By employing randomized sampling, the resulting sample is likely to provide diverse perspectives and experiences, enhancing the validity and generalisability of the study findings (Elfil and Negida, 2017). 

Research Methods

In the realm of educational research, the choice of appropriate research methods is crucial for obtaining valid and reliable data. For the present case study, two primary research methods were employed: classroom observation and a questionnaire. These methods were selected based on their suitability for investigating the research questions and gathering data from multiple perspectives. 

Classroom observation serves as a cornerstone of educational research, offering researchers an opportunity to directly observe and analyse real-time interactions and behaviours within the classroom environment (Grimm, Kaufman and Doty, 2014). Immersion in the classroom setting allowed for capture of the dynamic interplay between students, teachers, and instructional materials, providing rich insights into the teaching and learning process (Zaare, 2013). This method allowed documentation of various aspects of classroom dynamics, including student engagement, teacher-student interactions, instructional strategies, and classroom management techniques (Nunn, 2011). One of the key benefits of classroom observation is its ability to provide researchers with a contextual understanding of the phenomena under investigation (Nunn, 2011). Unlike survey-based methods, which rely on self-reported data, observation allows researchers to directly witness and document behaviour in its natural context, minimizing the risk of response bias and providing a more authentic representation of reality (Zaare, 2013). This aspect is particularly important in educational research, where the context of teaching and learning plays a significant role in shaping outcomes (Lasagabaster and Sierra, 2011). Through detailed field notes and observational records, researchers can uncover patterns, themes and relationships that may not be apparent through quantitative measures alone (Wragg, 2011). This qualitative richness enhances the validity and interpretability of research findings, allowing for a nuanced understanding of the question under study. However, despite its many strengths, classroom observation also presents certain limitations and challenges. One such limitation is the potential for observer bias, where the researcher’s presence and subjective interpretations may influence the observed behaviour (Roberson, 1998). To mitigate the risk, researchers must adopt rigorous protocols and maintain flexibility throughout the observation process, acknowledging their own biases and striving for objectivity. Another challenge of classroom observation is the inability to capture every aspect of learner experience within the limited time frame of the observation period (Grimm, Kaufmann, and Doty, 2014). Classroom dynamics are multifaceted and constantly evolving, making it difficult for researchers to fully capture the complexity of teaching and learning processes in a single observation session. To address this challenge, researchers may opt for longitudinal or multi-method approaches, supplementing observations with other data collection methods to gain a more comprehensive understanding of the research topic (O’Leary, 2020). 

In addition to classroom observation, the present study utilised a questionnaire to gather data. The questionnaire included ten questions, seven using a five-point Likert scale, as well as three open-ended questions, allowing for participants to provide both quantitative and qualitative responses. This method offered several advantages, including the systematic collection of data, the ability to reach a diverse range of participants, and the flexibility to gather both structured and unstructured information. The structured format of the questionnaire, particularly the Likert scale items, facilitated the quantification of participants attitudes, perceptions, and behaviours (Nemoto and Beglar, 2013). By assigning numerical values to responses, researchers can analyse data statistically, identifying trends, correlations, and patterns across the sample population. This quantitative approach enhances the rigour and generalisability of research findings, providing empirical evidence to support theoretical claims (Almalki, 2016). Furthermore, the inclusion of open-ended questions in the questionnaire allowed participants to express their thoughts, opinions, and experiences in their own words (Esses and Maio, 2002). This qualitative component added depth and richness to the data, capturing nuances and insights that may not emerge through structured response formats alone. Open-ended questions encourage participants to reflect on their experiences, providing researchers with valuable context and understanding of the research topic (Reja, Manfreda and Hlebec, 2003). However, despite its many advantages, the questionnaire method also presents certain limitations and considerations. One such limitation is the potential for response bias, where participants may provide socially desirable or inaccurate responses, skewing the validity of the data (Van de Moretel, 2008). To minimise this risk responses, researchers must design clear and unbiased questions, provide assurances of anonymity and confidentiality, and use randomisation techniques to reduce response bias. Another challenge of the questionnaire method is the potential for misinterpretation or misunderstanding of questions, particularly among participants with limited literacy or language proficient (Wenz, Baghal and Gaia, 2021). In the present study this challenge was encountered where some participants required personalised assistance in reading and understating the questions and response options. This highlights the importance of accessibility and inclusivity in questionnaire design, ensuring that all participants can meaningfully engage with the research instrument. 

Both classroom observation and questionnaire methods offer unique strengths and limitations in educational research. By carefully considering the benefits and limitations of each method and employing a multi-method approach, researchers can enhance the validity and reliability of their findings ultimately contributing to a deeper understanding of the research question. 



Data Presentation and Analysis Method

The methodological approach employed to present and analyse the data gathered for the present study. These approaches were carefully chosen based on their alignment with research objectives, and their potential to provide valuable insights into the research question. 

The first method of analysis was a thematic analysis, a qualitative approach used to identify, analyse, and report patterns within textual data (Joffe, 2011). It involves systematically coding and categorising data to uncover underlying meanings, concepts, and insights (Joffe, 2011). The method typically follows several key steps, including data familiarisation, initial coding, theme development and interpretation (Braun and Clarke, 2012). Benefits of thematic analysis include its flexibility, allowing researchers to analyse various types of qualitative data such as interviews, focus groups, or open-ended survey responses (Joffe, 2011). However, thematic analysis also has limitations. It relies heavily on researchers’ interpretive skills and subjective judgements, which may introduce researcher bias into the analysis (Braun and Clarke, 2012). Additionally, the process of coding and theme-development can be time-consuming and labour-intensive, particularly with large data sets. Furthermore, thematic analysis may not fully capture the complexity or nuance of the data, as it tends to prioritise overarching themes over individual experiences or perspectives (Riger and Sigurvinsdottir, 2016). Despite these limitations, thematic analysis remains a widely used and valuable method for exploring qualitative data and generating rich, contextually grounded findings. In the present study this method was conducted for the lesson observation notes (Appendix 1), and Question 8 to 10 of the questionnaire. For each piece of data, general themes were drawn by initial coding, segmenting the data into meaningful units, searching for themes, reviewing themes, and writing up analysis. To ensure rigor and trustworthiness a peer debrief was conducted, discussing findings with a peer to ensure to confirm interpretations. 

The second method of analysis was a pie-chart representation and analysis of data. Pie-charts were used to denote the findings as they offer visual representation which are simplistic and quickly convey proportions. They allow for comparison of proportions, making it clear which categories are larger or smaller relative to one another, clearly indicating dominant categories. It is important to note however, this method of analysis is limited in detail, which displays data but offers no further analysis. Due to this factor an additional method of analysis was employed for the quantitative data. 

An additional method of analysis was conducted, Spearman’s rank correlation coefficient, often denoted as Spearman’s rho. The method is a nonparametric measure used to assess the strength and direction of the monotonic relationship between two variables (Caruso and Cliff, 1997). The measure is not restricted to linear associations, it is a measure of the strength of monotonic relationships which can be either increasing or decreasing, without assuming a specific form of relationship (Alsaqr, 2021). Spearman’s rho is suitable for continuous and ordinal variables, an advantage to the present study which looks at opinion, a form of ordinal data. There is also an ease to interpretation of results as Spearman’s rho ranges from -1 to +1, where -1 indicates a perfect negative monotonic relationship, +1 indicates a perfect positive monotonic relationship and 0 indicates no monotonic relationship (Caruso and Cliff, 1997). This method is also often preferred when dealing with small sample sizes where the assumption of parametric correlation measures like Pearson’s correlation may not be met. It is a versatile and robust method of association, particularly when dealing with ordinal variables or nonlinear relationships. In the present study, the data from Question 1 to Question 7 of the questionnaire (Appendix 2) was collated into a JASP data sheet, and a Spearman’s rho correlation was conducted, measuring for correlation between each of the variables. Whilst quantitative data analysis cannot address, trustworthiness, transferability or confirmability in the same way as qualitative methods, there are methods that can be employed to enhance rigour (Prion and Haerling, 2014). The sampling strategy used for collection of data was randomised to minimise bias and generalisability to the population. 

Ethical considerations

In conducting classroom observations and administering pupil questionnaires as part of this research study, several ethical considerations had to be addressed. Firstly, the BERA Guidance on Educational Research (2018) and UWTSD Research Ethics and Integrity Code of Practice was consulted to ensure the appropriate considerations were made. An ethics form was completed and sent to the ethics committee at the University of Wales Trinity Saint David, ensuring the research outline met ethical standards (Appendix 3). A consent form with attached information sheet was distributed to parents via Class Dojo, with the form accessed on Microsoft Forms (Appendix 4). Informed consent was ensured from all participants’ parents or carers with a transparent information sheet regarding the purpose of the study, and the confidentiality measures in place. Parents, guardians, and the learners were informed that they had the right to withdraw from the research study at any time, including the removal of their data after the event of conducting the questionnaire. In line with the United Nations Convention on the Rights of the Child Article 12: children should have a say in matters that affect them, assent was obtained from the learner before, during the completion of the questionnaire by providing each learner with a reversible smiley face/sad face card, to indicate that they are happy to continue if they wish to leave (Appendix 5). The research was explained to learners before completing the questionnaire by the researcher, consisting of the information sheet being read as a script, removing any limitations of learner literacy skills (Appendix 4). Anonymity of both the learners and their responses in the questionnaire was essential to safeguard privacy rights. The handling and storage of data was conducted using the University of Wales Trinity Saint David cloud where appropriate. Given the sensitive nature of classroom observations, efforts were made to minimize any potential disruptions to the learning environment and to respect the autonomy of the educators involved. Furthermore, considerations were made regarding the potential impact of the research on the participants’ well-being. Measures were put in place to mitigate any potential harm or discomfort that may have arisen from their involvement, by providing a debriefing session with the learners. Throughout the research process, integrity and honest were maintained in the collection, analysis and reporting of data, fundamental to upholding the ethical principles of research. Furthermore, researcher positionality was considered and documented, openly acknowledging privileges as a researcher, a student and to come from a white background. To mitigate any biases in the research due to beliefs, values or affiliations held, multiple methods of data collection and analysis, as well as peer debrief of analysis was used to uphold validity and reliability of research findings. Ongoing reflection and learning about researcher positionality were conducted throughout the research process, remaining open to feedback and being willing to adapt approach in light of new insights and understanding (Holmes, 2020). 

Results/ Analysis

Lesson Observation

After conducting a thematic analysis on the classroom observation notes there were four key themes which emerged. 

Theme 1: Factors Impacting Engagement

Individual student preferences and needs influence engagement levels, as evidenced by students’ task choices and requests for support. The level of scaffolding and support provided for each task option impacts students’ engagement, with some students requiring more guidance and assistance than others. External factors, such as classroom disruptions or interactions with peers, also affect student engagement.

Theme 2: Opportunities for Extension and Challenge

Opportunities for extension activities, such as providing challenges for students who complete tasks early, contribute to maintaining high levels of engagement among motivated learners. These extension activities offer additional challenges and learning opportunities, keeping students actively involved and motivated to achieve.

Questionnaire


Two thirds of participants demonstrated either a positive or indifferent view towards the use of choice of challenge. 



Most participants were once again either demonstrating agreement or indifference towards the use of choice of challenge. There were two participants who demonstrated a dislike of being able to choose their challenge based on confidence.



Half of the participants strongly agreed that they feel more motivated to learn when given a choice of challenge.



Four out of six participants stated that they feel very proud when choosing a more challenging task and completing it successfully. 



Two thirds of participants strongly agreed that choice and challenge help them to understand their learning more clearly.



Five out of six participants stated that they felt very determined or determined to complete the task when choosing a task that is too difficult for them.



Half of participants strongly agreed that choice and challenge helped learners to develop a more positive self-concept. 

A Spearman’s rho analysis was conducted on each of the questions to determine a correlation between variables. A significant relationship was found between learner sense of achievement (Question 4) and learner perception of choice and challenge (Question 1), r(6) = [.91],p=[<.05]. Additionally, a significant relationship was found between learner motivation (Question 6) and learner perception of choice and challenge (Question 1), r(6) = [.89],p=[<.05]

An additional thematic analysis was conducted on Question 8 to Question 10 of the questionnaire. 

Theme 1: Desire for alteration or improvement 
This theme is represented by the responses that indicate a learner desire for change. Some learners suggest the need for easier tasks or activities, whilst others propose specific alteration to the choices.

Theme 2: Satisfaction and achievement 

Responses indicated that some classmates felt a sense of pride or accomplishment when they successfully complete tasks. This theme suggests that choices in activities can influence students’ emotional responses and perceptions of achievement. 

Theme 3: Preference for ease or difficulty 

Some responses suggested an awareness of learners that their classmates often opt for tasks they perceive to be easier, possibly to avoid challenges or complete the work more quickly. 

Discussion

The data collected from both the classroom observation and participant questionnaire highlight key areas of interest when using choice and challenge. Pie chart analysis demonstrated an overall positive reception of learners for choice and challenge, suggesting that learners are supportive of this use of differentiation. In line with the findings of Bolivar and Capsada-Munsech’s (2021) learner motivation was significantly correlated with learner perception of choice and challenge, implying that when learners have a positive view of choosing their level of differentiation, their motivation to learn increases. The nature of a correlational analysis however does not determine the meaning behind the relationship; therefore, causality cannot be assumed (MacFarland and Yates, 2016). Moreover, a Spearman’s correlation assesses monotonic relationships, and so the relationship between motivation and participant views of choice and challenge cannot be assumed to be linear, moving at the same rate as one another (Alsaqr, 2021). An additional finding of interest was that learner sense of achievement was significantly correlated with learner perception of choice and challenge. These findings illuminate the benefit of choice and challenge over ability grouping on learner self-concept (MacIntre and Ireson, 2013). The results of thematic analysis however, shed more light on the individual experiences of learners. Some learners voiced their concerns that some of their peers choose the ‘easier’ option as it is less work, which highlights a limitation of the differentiation strategy. This attitude appears to demonstrate a lack of motivation from particular learners, who find the strategy a way of choosing the quickest route, rather than the most challenging. 

Conclusions / Recommendations

The methods of data collection in the present study were conducted within a Year 3 class, with six participants as the sample for the questionnaire. For the findings of the present study to be generalisable the sample size would need to be significantly larger, with samples from a selection of schools ranging in age groups (Menon, 2019). This would allow for increased generalisability as the sample population would be more representative. However, the methods which were used for this case study were valid, with a random sampling method used, a peer debrief of data analysis and both quantitative and qualitative methods of analysis. A limitation of the sample was that only eight learners gave consent to take part, therefore there was a small sample pool for the random sample to be generated from. In terms of future research, I would like to be able to conduct further investigation into the reasoning behind learners opting for the easier challenge where they are capable of more challenging work. I would like to analyse this relationship further, looking into whether this might be mediated by learner confidence or motivation. This additional research would link to the Professional Standards by meeting the Continuing Professional Learning strand.

In light of this research, it is important for teachers to consider the benefits of this method on learner motivation and self-concept. Learners expressed a sense of achievement in getting to choose their own level of challenge and noted a sense of increased motivation in doing so. Carrying forward into my own teaching practice, I would like to ensure that my learners feel comfortable to perceive their own academic abilities as opposed to myself confining them into a bracket of ability. However, to the contrary it is important to note that teachers will have to be vigilant to learners who opt for the less challenging option as a route of avoiding being challenged.
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Q4: How does it make you feel when you choose a challenging task and complete it successfully?

Q4: How does it make you feel when you choose a challenging task and complete it successfully?	Very Proud	Proud	Neutral	Not Very Proud	Not Very Proud at All	4	1	1	0	0	

Q5: Do you think being able to choose tasks helps you to understand the topic better?

Q5: Do you think being able to choose tasks helps you to understand the topic better?	Strongly Agree	Agree	Neutral	Disagree	Strongly Disagree	4	1	0	1	0	

Q6: How do you feel when you choose a task that is too difficult for you?

Q6: How do you feel when you choose a task that is too difficult for you?	Very Frustrated	Frustrated	Neutral	Determined	Very Determined	1	0	0	2	3	

Q7: Do you think being able to choose tasks based on your confidence level helps you feel better about yourself?

Q7: Do you think being able to choose tasks based on your confidence level helps you feel better about yourself?	Strongly Agree	Agree	Neutral	Disagree	Strongly Disagree	3	1	1	1	0	

Q1: How do you feel when you get to choose which activity to work on during lessons?

Q1: How do you feel when you get to choose which activity to work on during lessons?	Very Excited 	Excited	Neutral	Nervous	Very Nervous	2	2	2	0	0	

Q2: Do you like having different taks to choose from based on how confident you feel?

Q2: Do you like having different taks to choose from based on how confident you feel?	Strongly Agree	Agree	Neutral	Disagree	Strongly Disagree	1	1	2	2	0	

Q3: When you get to pick your activity, do you feel more motivated to learn?

Q3: When you get to pick your activity, do you feel more motivated to learn?	Strongly Agree	Agree	Neutral	Disagree	Strongly Disagree	3	0	1	1	1	
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