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How do Learners in Year 2 Perceive Pupil Voice on Enhanced Provision on their Engagement?

An Exploratory Case Study Arising from Practice and Investigated Further Through Identified Research Tools. 

The Assignment Concludes with the Identification of an Intervention which can be Piloted Throughout PTE and Evidenced through Reflection in the PLP.
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Aim, Focus and Purpose of the Research
In contemporary education, the notion of pupil voice has gained significant traction, emphasising the importance of incorporating student’s perspective into the decision-making processes within schools (O’Brien, et al, 2021). This research embarks on an exploratory case study aimed at understanding how Year 2 learners perceive the utilisation of pupil voice on enhanced provision and the influences on their engagement with these activities. The study adopts a practice-based approach, further investigated through identified research tools, with the aim of identifying interventions that can be piloted throughout my teaching experience and reflected upon in my professional learning. 

The research aligns with professional learning as it focusses on addressing an issue within the classroom context, offering insights and strategies that can inform my professional development (Bassot, 2020). The interest in the research stems from an observed issue where Year 2 learners have exhibited disengagement with enhanced provision. My interest in this issue is deeply rooted in my passion for pupil voice within educational practices. Drawing from successful experiences in this area, I aim to explore how empowering leaners to voice their preferences can potentially influence engagement and learning experiences.

The research took place within an English-medium primary school based in South Wales, consisting of 435 pupils, with 29% eligible for free school meals, 12.4% additional learning needs (ALN) and 10.7% having English as an additional language (EAL) (Estyn, 2023). The study was conducted in a Year 2 class of 27 children, with four children being identified as ALN, one being a looked after child, three children with EAL and two with speech and language difficulties.  



Overview of Relevant Literature 
The integration of pupil voice in Primary School settings has gained considerable attention in recent years, as educators now recognise the value of student’s perspectives in shaping learning experiences (O’Brien, et al, 2021). Pupil voice embodies the idea of empowering students to actively participate in decision-making processes that affect their educational experiences (Wood, 2011). However, whilst Conner (2022) emphasises that pupil voice is central to student engagement, Broom (2015) outlines that traditional, teacher led forms of student participation, fail to empower children or influence school policies. This lack of consensus contributes to a superficial understanding of pupil voice, hindering the potential to enact meaningful change within educational settings. 

In practice, pupil voice initiatives often present as ‘student council’ (Estyn, 2023). However, Gablinske (2014) outlines the limitations of these initiatives, identifying how some fail to engage learners authentically. Moreover, initiatives implemented at whole-school level may fail to integrate student perspectives into small classroom practices (Goldberg, et al, 2019). As such, whilst pupil voice holds promise to enhance student engagement and autonomy, critical examination is necessary to ensure effective implementation aligns with National policies and frameworks. 

In Wales, several key policies and legislation underscore the importance of pupil voice and student engagement within schools. One significant document is the Welsh Government (WG)’s ‘National Model for Regional Working: A Learning Wales’ (WG (a), 2015). The document emphasises the collaborative involvement of learners, parents and communities in shaping educational practices and policies. This aligns with the Well-being of Future Generations (Wales) Act (2015) (WG (b), 2015), which places a strong emphasis on the involvement of children in decision-making processes that affect their futures (ibid.). The act requires schools to consider the views of children when making decisions that impact them. Another crucial framework is the WG (2022) Curriculum for Wales, which integrates pupil voice principles into curriculum development and delivery. The Curriculum for Wales advocates for learner-led approaches to teaching and learning, recognising the importance of child input in shaping their learning experiences (ibid.). 

However, despite these policy directives, practical challenges persist in implementing pupil voice initiatives. For instance, whilst the WG (2022) Curriculum for Wales encourages student participation, Knight and Crick (2022) considers that it lacks specific guidance on how to effectively incorporate diverse student voice, particularly those with ALN (Thomas, et al, 2023). Conner (2022) extends that there may be tensions between promoting pupil voice and maintaining traditional power structures within schools, which could hinder the effective implementation of pupil voice. Furthermore, whilst policies may promote the implementation of pupil voice, resource limitation can create barriers to the implementation of pupil voice (Fitzgerald and Maconochie, 2019). Schools may struggle to provide adequate support and accommodations for students to participate meaningfully in decision-making processes, especially when considering the needs of each individual child.

Such ideas align with the criticisms of using pupil voice in education. Schools may avoid embracing pupil voice initiatives due to fears of disrupting established power dynamics  (Department for Education, 2010). Furthermore, the effectiveness of student voice may vary depending on the students’ developmental stages and socio-economic backgrounds, raising questions about equity and inclusion (Skerritt, et al, 2023). Whilst pupil voice indicates pupil engagement and empowerment, critical consideration of the limitations and challenges is essential for its effective implementation in the classroom (Wood, 2011; Conner, 2022).

In the context of the WG (2022) Curriculum for Wales, the integration of pupil voice represents a fundamental shift towards learner-centred approaches as opposed to traditional approaches to education (Bremner, et al, 2022). Initiatives including student councils are often appraised for their potential to empower students and promote their active involvement in decision-making processes. However, whilst Holquist, et al, (2023) suggests that student councils provide a formal platform for students to voice their opinions and contribute to school governance, Broom (2015) argues the effectiveness may vary depending on factors such as the true level of student empowerment and the extents to which their input is considered. 

Whilst these initiatives may align with the principles of the WG (2022) Curriculum for Wales, there may be discrepancies between the promotion of pupil voice and its implementation in educational practices. The Curriculum for Wales emphasises the importance of learner participation in shaping educational experiences, including curriculum design, assessment and evaluation (ibid.). However, the extent to which students are involved in these processes may vary, raising questions about the fidelity of pupil voice implementation. The framework in Wales emphasises the importance of pupil voice in influencing children’s engagement in their learning experiences (WG, 2022). Therefore, the more children’s input is considered, the more likely children are to engage with the curriculum. Quaye (2019) recognises that actively involving students in decision-making processes can significantly impact children’s motivation and participation. Schools in Wales are embedding a child-led approach to shape curriculum design, assessment and evaluation; valuing children’s perspectives to cater to children’s needs and interests. 

These values align with the ideas of Deci and Richard’s Self-Determination Theory (SDT) and the Montessori approach (Bates, 2019). SDT emphasises the importance of intrinsic motivation, advocating for children’s active involvement (MacBlain, 2018). Similarly, Montessori prioritises child-directed learning, emphasising the role of autonomy and independence in promoting holistic development (Aubrey and Riley, 2019). However, SDT’s focus on intrinsic motivation is criticised by Broeck, et al, (2016) for overlooking external factors shaping student’s engagement, whereas Marshall (2017) criticises Montessori’s approach for the absence of formalised structures to student-led decision-making processes, which is seen in modern practice with student councils.

Research by Conner (2022) have shown associations between the implementation of pupil voice in the classroom with student engagement. Such associations include increased attendance, participation and academic attainment (ibid.). By involving children in decision-making processes, schools can create a more inclusive and responsive learning environment, fostering a sense of ownership among learners. However, the impact of pupil voice can be contingent upon the extent of student empowerment and the receptiveness of student input (Fitzgerald and Maconochie, 2019). Traditional, teacher directed approaches on pupil voice may inadvertently undermine the effectiveness, leading to misalignment among children and a lack of trust in the initiatives (Shah, 2019).

Explanation of Case Study 
To further explore the effectiveness of the implementation of such initiatives, a case study approach is suited to explore the research question of how learners in Year 2 perceive pupil voice on enhanced provision and the impact on engagement. Case study research entails a detailed examination of specific instance within real-life context, allowing for an in-depth understanding of complex dynamics. According to Yin (2014), case studies are appropriate when investigating how questions, aligning with exploratory nature of this research. Crowe, et al, (2011) outlines several strengths to the use of the case study approach, with one being the ability to provide rich, contextualised data that offers insights into the complexities of situations. Priya (2020) also highlights how case studies allow researchers to be immersed in interactions, behaviours and responses first hand, allowing for a holistic understanding of the exploration. 

However, Hyett, et al, (2014) draws attention to the limitations of case studies, which include potential bias and challenges in maintaining objectivity. In this exploratory case study, the object of the study is children’s engagement levels. Harvard Law (2024) addresses that the object of a case study requires a subject, which refers to the employment of a specific pedagogy. The subject under examination is pupil voice. Pupil voice serves as the lens through which the researcher explores children’s engagement within the context of enhanced provision. Therefore, despite limitations, the active participation of the learners in the case study will provide insights into the perspectives and experiences of participants within the context of enhance provision.

Participants in the case study will include Year 2 children from diverse backgrounds, ensuring representation across various demographics and learning profiles. A method used to ensure representative sample could involve purposive sampling, where participants are deliberately selected based on specific criteria to capture a diverse range of perspectives Campbell, et al, (2020). This method enables research to delve into the experiences of different learners to reveal patterns of how pupil voice influences engagement. However Campbell, et al, (2020) outlines concerns, including researcher bias in selecting participants due to the method relying heavily on the researcher’s judgement. Additionally, Andrade (2021) addresses that purposive sampling may limit the generalisability of findings, as the sample may not represent the broader population.

To counter the limitations of purposive sampling, researchers may opt for random sampling, which Elfil and Nedida (2017) defines as each member having an equal chance of being selected. The method reduces the potential for researcher bias and ensures that the sample is representative of the entire population, increasing the generalisability of the findings (ibid.). However, Andrade (2021) argues that random sampling may not be suitable for exploratory studies as it fails to target specific characteristics that are crucial for understanding the question. To address the limitations of random sampling, Andrade (2021) suggests that researchers should employ a larger sample size. Therefore, for the purpose of exploratory study, a random sampling method will be employed to a group of five children; who will be informed to uphold ethical principles.

Ethical Considerations 
The study is underpinned by a rigorous ethical framework. Ethics, as defined by Robson (2002) are a set of principles governing conduct, aligning with codes or policies. However, Hemrpich, et al, (2012) argues that ethics is governed by personal morals, where individuals should reflect whether certain actions are rational. However, Resnik (2020) considers how ethics is a combination of morals and behaviours that are dictated by specific national policies; ensuring researchers are aware that their morals align with the policies. Such policies considered in the context of this study include the Welsh Government (WG)’s (2018) General Data Protection Regulations and the Education Workforce Council (EWC) (2023) Code of Conduct. Considering guidelines within the educational context, UNICEF (2023) outlines children’s right to privacy under the United Nations Convention on the Rights of the Child (UNCRC) (1989), which is again emphasised in the British Educational Research Association (BERA) (2018) guidelines. BERA (2018) dictate that researchers should take careful measures to safeguard the privacy of child participants, where a specific process should be followed to obtain consent.

To secure pupil assent, a meticulous process has been utilised adhering to BERA and EWC guidelines, where age-appropriate information about the study was presented to pupils, ensuring transparency about the research’s purpose and the voluntary nature of the children’s willingness to participate. Following this, consent forms were distributed to the pupil’s guardians (See Appendix 2), which outlines the right to withdraw at any stage of the research. Pugh (2020) highlights how this process aligns with the principles of participant autonomy, respecting the decision-making capacity of the pupils and their guardians. However, Miller, et al, (2017) and Paquette, et al, (2020) suggests that the process assumes children understand without the time to make an informed decision. Therefore, a participatory approach was used, where there was a period in-between for children to understand before asked a second time, where consent was required, and the research begun.

Additional measures to safeguard children along with the permission process included the considerations of ensuring confidentiality and anonymity. This involved a commitment to maintaining confidentiality, which Peters (2022) defines as ensuring the identifies of participants are hidden throughout the research. However, Hoft (2021) considers that whilst the identifies are hidden, individuals or locations may still be identifiable. Therefore, the study will maintain both confidentiality and anonymity, which Saunders, et al, (2015) defines as all aspects of data being unidentifiable. The Ethics Form (See Appendix 1), explicitly refers to the aforementioned ethical considerations. It serves as a comprehensive guide for researchers and ethical review boards, affirming the commitment to privacy, confidentiality and anonymity.

Research Methods 
In conducting research, the selection of appropriate methods is paramount to ensuring the validity and reliability of findings. Busetto, et al, (2020) suggests that using a single research method as opposed to multiple methods can allow research to have a clear focus, preventing the study from becoming complex. However, Johnson, et al, (2017) argues that using multiple research methods enables researchers to triangulate findings, strengthening the credibility and reliability of the research outcomes. Valencia (2022) extends, addressing how employing a variety of methods provides a comprehensive understanding of the research topic, capturing its complexity from various perspectives. Therefore, for the purpose of this study, a combination of different research methods will be utilised.

The first method used will be observations. Observations, as defined by Smit (2018), involves observing and documenting classroom activities, behaviours and interactions. Smit (2018) highlight several benefits to using observations to inform research, with one being providing an in-depth understanding of the context in which learning occurs; allowing an examination of the dynamics between children and the learning environment. Busetto, et al, (2020) considers how observations allow researchers to capture authentic behaviours and interactions, providing rich qualitative data that enhances the validity and depth of the study. By directly observing the learner’s engagement and participation in pupil voice activities, researchers can gain insights into the ways in which pupil voice is perceived and experienced. 

The observation schedule (See Appendix 3) allows for notes and specific observations to be recorded. However, Yates and Oliveria (2016) acknowledges that such a system may lead to oversights or misinterpretations of behaviours. Therefore, the schedule will require the identification of level of activity. The level of activity scoring will align with the Leuven Scale of Active Engagement, where a level 5 means high engagement and level 1 means low engagement (Estyn, 2019). Utilising a standardised scoring system ranging from low activity to intense activity enables consistent evaluation across observations (ibid.). The method facilitates the identification of how children interact with the learning environment. 

However, Hammer, et al, (2009) criticises the use of observation, drawing attention to the potential for observer bias, where the presence of the researcher may influence the behaviour of children, leading to inaccurate observations. Observer bias can also present where the researcher anticipates a specific outcome and therefore searches for those outcomes. Moreover, Watt (2010) considers how a classroom observation may not be suitable due to the research aiming to gather the children’s perceptions and not the researchers.

Therefore, to counter such criticisms, semi-structured interviews will also be used to collect data. A semi-structured interview involves a flexible yet guided approach to questioning, allowing researchers to explore participant’s perspectives in depth, allowing the views to guide the questioning whilst maintaining a degree of structure (Park, et al, 2016). Interviews enable researchers to gather detailed insights from participants, as the open-ended nature of the questions encourages respondents to express their thoughts, feelings and experiences freely (ibid.). There should be an established rapport and trust between the interviewer and participant, creating a environment for open communication (Watt, 2010). 

The warm-up questions will serve to establish rapport and ease participants into the interview process. The interview questions (See Appendix 4) will delve into the child’s experiences and perceptions regarding the enhanced provision allowing for free expression of opinions. The flexibility in questioning accommodates the child’s pace and direction of conversation (McIntosh and Morse, 2015). However, the reliance on predetermined questions may constrain exploration of unforeseen topics or issues, potentially limiting the depth of insights gained (Scanthosh, et al, 2021). Despite this limitation, the structured approach offers a valuable means of capturing the children’s perspectives on enhanced provision.

However, despite the advantages, semi-structured interviews also present limitations. Latkin, et al, (2018) identifies a challenge as the potential for desirability bias, where participants may provide responses they believe the researcher desires. Semi-structured interviews also rely on participants ability to recall the experience accurately, which may be influenced by participant characteristics. In the context of Year 2 children, the characteristics include age and attainment levels. Therefore, researchers should adopt strategies tailored to accommodate the specific needs of each participant, ensuring equitable representation and meaningful insights. Such ideas involve implementing inclusive analysis framework that acknowledge and address the unique characteristics of each child; enhancing the validity and relevance of the research findings and analysis (Valencia, 2022). 

Data Presentation and Analysis Methods (400 words)
Thematic analysis serves as a robust approach for data analysis. This method entails a process of identifying, analysing and reporting patterns or themes within the data (Naeem, et al, 2023). This will facilitate the extraction of patterns from the participants’ perspectives (ibid.). Thematic analysis is characterised by the flexibility and adaptivity of the approach, allowing researchers to interpret the narratives of participants (Kiger and Varpio, 2020). By reviewing and coding observational notes and interview transcripts, researchers can identify recurring ideas, topics and experiences expressed by the participants. Rutten (2021) highlights how thematic analysis allows the flexibility to either approach the research with the themes selected beforehand, or to select the themes after the data collection. For the purpose of the study, the themes will be selected after the data collection. 

However, one challenge to thematic analysis includes researchers must preserving the richness and depth of the participants’ narratives whilst also maintaining methodical consistency in the identification and interpretation of the themes (ibid.). bias and ensure that the analysis accurately reflects the participants experiences. Another challenge is the subjective nature of theme development and interpretation can introduce biases and inconsistencies into the analysis process (Braun and Clarke, 2023). Therefore, to enhance the credibility and trustworthiness of the results, the research will employ strategies such as member checking, where the participants will be involved in verifying that the themes taken form the data are accurate (Birt, et al, 2016).

Such transparency will allow for there to be rich exploration of the data, which Nowell, et al,  (2017) appraises about thematic analysis due to this allowing there to be transferability of findings to other contexts or populations. However, Burchett, et al, (2020) considers the generalisation of themes may be limited by the specificity of the research context and participant characteristics, undermining the broader applicability of findings. This can also not be guaranteed due to the use of random sampling, where participants will not be chosen based on characteristics. Additionally, when rigorous methodological procedures are followed, thematic analysis can yield insights that are dependable and confirmable. By adhering to established guidelines for data coding, theme development and interpretation, O’Connor and Joffe (2020) suggests that researchers can ensure the consistency and reliability of findings.

Results and Discussion 
Case Study Overview
The collect data, five participants were selected through random sampling, the aim was to achieve diversity and representation within the sample, enhancing the potential for generalisability of findings (Burchett, et al, 2020) Subsequent to participant selection, four observations were conducted (See Appendix 3), one per day at different days and times, providing a nuanced perspective on how children engaged with the provision across various times of days. These observations were guided by the Leuven Scale of Active Engagement, a structured tool facilitating consistent evaluation of participant’s engagement level (Estyn, 2019). Despite Watt’s (2010) criticisms of observations capturing the researcher’s perceptions instead of the participant’s perspectives, the use of personal observations were able to capture engagement behaviours. This dual approach, combining subjective perceptions with objective observations, aimed to triangulate data and ensure the reliability and validity of findings (Park, et al, 2016).

By aligning observed behaviours with interview responses, the data was corroborated and enriched. Therefore, on the final day of data collection, semi-structured interviews were conducted with each participant using a predesigned list of questions (See Appendix 4). The qualitative approach allowed for in-depth exploration of participants’ experiences and perceptions towards pupil voice and engagement (Harris and Brown, 2019).

Findings and Analysis 
On analysing the data collected, the following themes were extracted:
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The first theme, Level of Difficulty, refers to how challenging the participants found the activities. As seen in Table 1, in Appendix 6, Child B responded “they were easy! They weren’t that hard”, which evidently suggests that the Level of Difficulty was discussed here, where Child B found the activities easy. Nally, et al, (2022) suggests that children are more likely to engage in activities when the activity is perceived within capability of the child. This inclination is driven by the sense of competence and self-assurance, which fosters intrinsic motivation to explore and tackle new challenges (Broeck, et al, 2017). However, Broeck, et al, (2017) counters than when children are confronted with challenging tasks, children often display heightened level of determination (Fitzgerald and Maconochie, 2019). This was evident in Appendix 5, where Child A stated “It was tricky but I got it in the end”.

Child A in Appendix 5 also highlighted the joy of working with others when expressing “I got to solve it with my friends” this allowed for another theme to emerge, which is Level of Interaction. This theme relates to how children interacted with others during these activities; with friends or an adult. It can also refer to if children worked independently or expressed to not wanting to work with other children. Over (2016) highlights how social interactions among children not only enhance motivation, but also fosters belonging and cooperation; enriching the overall engagement and learning experience. However, UNICEF (2018) counters that children benefit from solitary activities, fostering autonomy and self-directed learning. 

However, each child is different and whilst some may prefer to work with others, some may not; which is why it is important to gather children’s opinions. Therefore, another theme was selected, which was ‘Perceptions of Activities’. This theme aims to explore all opinions children have on the experience. Such ideas can include “the rainbow challenges were fun” as seen from Child A in Appendix 5, or “all of them were very creative” which was said by Child D in Appendix 8. Mascardri, et al, (2021) outlines that it is crucial to solicit children’s perceptions on activities as it empowers them to express their preferences, interests and concerns, promoting autonomy, ownership and agency in their learning experiences. However, whilst children may articulate a positive perception of activities, they may withhold their true feelings and not address exactly how they feel (Fitzgerald and Maconochie, 2019).

Therefore, the final theme identified was Feelings. This theme examines the emotions  children identified from these activities. For example, Child C in Appendix 7 was ‘Happy!”, whereas, Child E in Appendix 9 was “embarrassed about sharing my ideas”. Dowling (2014) outlines how emotions play a vital role in enhancing engagement by fostering a conducive learning atmosphere characterised by enthusiasm, curiosity and intrinsic motivation. Therefore, Mascardri, et al, (2021) addresses that children experiences anxiety may disengage or experience diminished motivation.

Discussion of Research Findings
The analysis of learner perceptions regarding pupil voice and engagement reveals several key themes, each of which offers insight into the dynamics of student participation in educational practices. Firstly, the data revealed varying perceptions of the level of difficulty among children. Whilst some children found the tasks “tricky but okay in the end” (See Appendix 5), others perceived them as “easy” (See Appendix 6). This suggests that children’s experiences of challenge and difficulty are subjective and may vary based on individual needs. Children’s perceptions of task difficulty directly impact their engagement and motivation, as suggested by Bates (2019). Tasks perceived as manageable and within one’s capabilities are more likely to elicit intrinsic motivation and perseverance (Nally, et al, 2022), whereas, tasks perceived as too challenging or too easy may lead to disengagement, Therefore, the data highlights the need of a balance of challenge on enhance provision to ensure children are being both challenged and accommodated for in their learning. One such strategy to support this could include the utilisation of a supporting adult working with children on the challenges.

Such ideas link to Vygotsky’s idea of scaffolding (Aubrey and Riley, 2019). The data also highlighted the importance of social interactions in shaping children’s engagement with enhanced provision. This was analysed within the ‘levels of interaction’ theme, where children expressed enjoyment in working as a team and being creative with one another. Observations also revealed children encouraging one another to join in or work together as well as seeking the approval or praise of adults on the work that has been completed. This suggests that collaborative working experiences foster a sense of belonging, cooperation and mutual support among children (Allen, et al, 2021). Social interactions not only enhance motivation but also promote cognitive development and critical thinking skills through peer discussion and collaboration in mixed abilities (Xu, et al, 2023). 

However, some children (See Appendix 9) expressed disinterest in working with others. children’s perceptions are crucial in shaping their learning experiences. Other perceptions gathered from the data included children finding the activities ‘fun’ and enjoying creating the activities themselves, which was evident by the level of excitement and engagement observed. This indicates that pupil agency and autonomy are key factors in fostering engagement and intrinsic motivation (Ryan and Deci, 2020). When children feel empowered to make choices and express their preferences, they are more likely to be actively involved in learning activities and take ownership of their learning process (Mascardi, et al, 2021). 

Not only it is important to gather children’s perceptions of the activities, but is was also vital to gather how the children felt about their involvement. Therefore, the last theme, feelings, provided insights into children’s emotional responses to experiences. Children expressed feeling good, excited and happy about their ideas being chosen as an activity and liked to receive approval and praise from adults. (Halty, et al, 2021) suggests that positive emotions are closely linked to student engagement and academic achievement. When learners experience positive emotions such as joy and pride in their accomplishments, they are more likely to be motivated and focussed and in learning experiences (Ryan and Deci, 2020). 


Conclusions 
The findings of this study support the ideas of Wood (2011) and Conner (2022), that pupil voice is central to improving children’s engagement. The study also revealed that pupil voice empowers children and improves children emotional and social development regarding confidence in their own learning. The research methods employed effectively addressed the research question by providing rich data on learner’s perceptions. These methods demonstrated both reliability and validity, as they allowed for in-depth exploration of children’s experiences and perspectives, ensuring consistency in data collection and interpretation. 

Thematic analysis proved to be an appropriate analytical approach, allowing for the identification of recurring themes in the data, enhancing the understanding of the learner’s perceptions. Whilst other qualitative methods such as focus groups or surveys could have been utilised, thematic analysis was suitable for this study due to the flexibility and ability to capture insights from each individual interview. Overall, the finding are confirmable, dependable and transferable, as they offer valuable insights into the role of pupil voice in shaping children’s engagement and learning experiences, which can inform educational practice beyond the context of this study.

Recommendations 
The analysis of the data provided valuable insights into the importance of pupil voice in shaping children’s engagement and learning experiences within enhanced provision. There are several key recommendations that can inform future practice and enhance my professional learning. Firstly, by recognising that children may have varying perceptions of task difficulty, social interactions and emotional responses to learning experiences, it is vital to tailor instructional strategies to meet the diverse needs of learners. One strategy identified includes the use of an adult as a supporting body on provision. However, this would take away from the idea of these tasks being independent and led by the learners. Therefore, another strategy would be to differentiate the provision activities, providing scaffolding or challenge to the different abilities. 

Moreover, the data highlighted the importance of learner agency and autonomy in promoting engagement and intrinsic motivation. By empowering children to make choices and express their preferences and interests, I will be able to foster a sense of ownership and investment in the children’s learning process. This may involve involving children in decision-making processes more frequently, such as allowing them to select the class topic. This frequent implementation of children making decisions and having a say in their learning journey, will not only be empower children to make decisions, but will allow children grow up to capable, informed and confident contributors of society. 
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Theme:

Example:

Level of Difficulty
Red

“It was tricky but in the end I got it” (Appendix 5)

“They were easy! They weren't that hard” (Appendix 6)
“They were a little bit hard at first but then they were
okay when | started” (Appendix 8)

Level of Interactions
Green

“T got to solve it with my friends™ (Appendix 5)

“Got to work together as a team” (Appendix 5)
“especially with my friends!” (Appendix 5)

“I didn’t like talking about it in my group” (Appendix 9)

Perception of Activities
Blue

“Helps my learning” (Appendix 5)

“I love doing my rainbow challenges” (Appendix 5)
“The rainbow challenges were so fun” (Appendix 6)
“All of them were very creative” (Appendix 8)

“Some people don't like rainbow challenges but getting
to choose their own made us enjoy them more”
(Appendix 8)

“Some | don't like and some that | do like” (Appendix 9)

Feelings
Yellow

“Pretty good” (Appendix 5)
“| felt good and happy that we could choose our own
challenges” (Appendix 6)

“Happy!” (Appendix 7)
“l was bothered because | was a little bit nervous if the

other children didn’t like my ideas” (Appendix 8)

“I was a bit embarrassed about sharing my ideas with
the group” (Appendix 9)

“I was happy to see my challenge” (Appendix 8)
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