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The curriculum in Wales is undergoing its most fundamental education reform since the 1988 Education Reform Act, which introduced the National Curriculum in England and Wales.  The National Curriculum provided teachers with a prescribed framework for teaching and assessment.  This was intended to provide equity of provision and opportunity to pupils, and also to improve standards.  The content of the curriculum is prescribed and has been criticised by many as being too broad, as well as focusing on knowledge at the expense of skills.  Waters (2013) suggests that the design of the National Curriculum placed emphasis on knowledge, content and summative assessment and failed to give skills, including the development of personal skills, the importance they require.
After Welsh devolution, developments in Wales such as the Literacy and Numeracy Framework (LNF) (Welsh Government, 2013) and Digital Competence Framework (DCF) (Welsh Government, 2016) have been additions to the curriculum, rather than being intrinsic parts of the curriculum itself.  This has resulted in a curriculum in Wales that can be perceived as being difficult for teachers to work with, and not effective in meeting learners’ needs.  Indeed, Hoyle et al (2005) propose that these ‘bolt on’ additions have failed to make a significant impact on outcomes and have made the overall curriculum difficult to work with for teachers.
There are also concerns regarding standards in Wales.  Welsh pupils’ performance in the Programme for International Student Assessment (PISA) tests is below average when compared with other countries.  This has led to questions regarding the effectiveness of the National Curriculum for Welsh students in the twenty first century, with Wyse et al (2014) asserting that international comparisons are often a motivator for educational reform.  The OECD (Organisation for Economic Cooperation and Development) (2014) is one of many educationalists and organisations who have advocated reform of the Welsh education system as a response to PISA results.  Some are more sceptical of the validity of PISA as a measure of educational effectiveness.  Winckler (2016), director of the Bevan Foundation, urges caution in the interpretation of PISA results, pointing out that PISA assesses some skills such as reading, mathematics and science, but not creative skills.  She also highlights the difficulty in developing tests and interpreting their results when the contexts for learners vary so hugely in terms of culture.  Despite voices such as this, Wales’ relatively poor performance in PISA tests is often the subject of media headlines, and is a driving force for educational reform, with Wales keen to be competitive and attractive to investors in an international marketplace.
[bookmark: _GoBack]Successful Futures (2015), the report by Professor Graham Donaldson, sets forward sixty-eight recommendations, all of which have been accepted by Welsh Government.  These recommendations reflect educational research findings, and practice in countries where pupils’ PISA performance is high.  This follows practice elsewhere, such as in Scotland and New Zealand.
Caution is needed, though, as other countries who have tried to implement similar reforms have encountered difficulties, including Scotland.  Scotland’s Curriculum for Excellence (2003), also referred to as CfE, shares many principles with Successful Futures.  Its implementation has, however, been criticised by Priestley and Minty (2013), as performance measures such as inspections and performance data appear to have hindered teacher creativity and willingness to innovate.  Writing on the Curriculum for Wales blog, Priestley (2018) presents the view that Wales will be different, as it is reflecting upon and learning from the experiences of other settings.  He does, however, acknowledge the importance of Wales developing accountability practices that “serve rather than drive” its curriculum.
The Welsh Assembly Government has pledged to hand over the construction of the new curriculum to the workforce.  The aim of this is for teachers at ground level to feel empowered, which will hopefully ensure that the outcomes of new curriculum will be positive.  In order for this handover of power to be realised, many schools have been selected as Pioneer Schools in either Curriculum or Professional Learning (formerly New Deal) in order to pilot and develop practice for a new Welsh curriculum. The Welsh Assembly has shown its commitment to supporting teachers to implement the new curriculum by providing funding through the pioneer school scheme, with the then Education Minister Huw Lewis (2015) emphasising that the teaching profession needs to be more engaged with the curriculum.  
Outlined in Successful Futures are twelve pedagogical principles, one being the importance of sustained effort by pupils.  This links to the concept of growth mindset, where an individual believes they can make improvements in their learning through effort and hard work.  Carol Dweck is renowned for her work on mindset, and she describes the difference between a growth and fixed mindset (Dweck, 2016).  A growth mindset is one where an individual believes it is possible for them to develop and extend their learning, even in areas they find difficult.  A fixed mindset, however, is one where an individual believes that their intelligence and ability is static and cannot be improved.  Dweck highlights the link between effort and growth mindset, with her research revealing that those with fixed mindsets agreed that it was best if you were able to do your work without much effort.  This implies that, by developing growth mindsets in pupils, they will have a more positive perception of the need for and benefits of effort in their learning.  The concepts of growth and fixed mindsets are referred to by Watkins et al (2007) as being learning focused or performance focused. They imply that an orientation towards learning as opposed to performance is likely to lead to learners who are more willing to take risks and deal better with failure.  This links to Successful Futures’ core purposes of developing ambitious and capable learners who are also confident.  
The original research by Muller and Dweck (1998) produced findings that would support Successful Futures’ focus on the power of effort, as the pupils who were praised for their effort performed better in future tasks than those who were praised for their intelligence.  Therefore, it appears that a focus on learning through growth mindset has a payoff in terms of improved performance.
Despite the apparently powerful endorsement of growth mindset approaches by Dweck and her colleagues’ research, one of the main criticisms of growth mindset is the difficulty other researchers have had in replicating its results.  This raises questions about whether or not growth mindset practices are actually beneficial in terms of student outcomes.
The potential for growth mindset approaches (as well as sense of purpose approaches) to have a wide and significant impact was investigated by Paunesku et al (2015).  This study indicated that growth mindset techniques were beneficial in raising the attainment of students who were at risk of dropping out of high school.  This research supports Dweck’s philosophy that growth mindsets should be nurtured in our students in order to improve their learning.
Indeed, growth mindset approaches have been adopted by various educationalists.  The Changing Mindsets programme in England was a project led by Professor Sherria Hoskins (2012) that aimed to raise attainment by developing growth mindsets in learners.  Initially the programme seemed to indicate that growth mindset was effective for the pupils involved in raising their attainment in English and mathematics.   These research findings were then evaluated by Rienzo, Rolfe and Wilkinson (2015) for the Education Endowment Foundation.  Their evaluation found that the results of the study were not statistically significant, and the improvement in attainment could have come from factors other than growth mindset.  However, it was acknowledged that some pupils in the control and intervention groups had already had some exposure to growth mindset approaches, which could have had an impact on the results.  When considering all of these issues, it could be said that, overall, the evaluation casts some doubt over the effectiveness of growth mindset approaches in raising attainment.
Another criticism levelled at growth mindset is that it could give some pupils false expectations in relation to their own potential and frustrate those who are working with effort, yet still not making the progress they would like.  Yeager et al (2013) warn that effort alone does not lead to success; pupils also need the correct strategies to employ along with their effort in order to succeed.  It could be concluded from this that growth mindset is just one piece of the very complex puzzle of effective learning.
Dweck herself believes that several criticisms of growth mindset stem from misconceptions about what growth mindset is, rather than from flaws within the principle itself, and remains a firm advocate of its role in facilitating effective learning.
With such differing views and evidence existing in this area, I decided to investigate whether adopting growth mindset approaches could improve some of my pupils’ attitudes towards their ability to read literature, through the use of a Growth Mindset intervention.  The aims and objectives of my research were:
1. To establish pupils’ current mindsets towards their ability to read literature.  
2. To develop a growth mindset in pupils through use of growth mindset teaching and learning strategies.
3. To improve pupils’ enthusiasm for learning which involves the reading of literature. 
Murphy and Murphy (2018) assert that struggling readers in particular need to understand that they can improve their reading skills, which would support the use of growth mindset approaches in the teaching of reading and literature.  This supported my decision to research growth mindset in reading.  However, as Yeager et al (2013) assert, I will need to ensure that pupils employ effective strategies for reading in the lessons during the study, and do not become fixated on their effort levels alone.  This is because, they say, a growth mindset should be in tandem with effective learning strategies in order for progress to be made, as discussed previously.
My research project follows the Successful Futures recommendation that teachers should undertake continuing professional development throughout their careers.  One way of improving one’s own teacher practice is by undertaking practitioner research.  There are many who advocate the use of practitioner research in education.  Priestley and Drew (2016) discuss practitioner research in terms of Critical Collaborative Professional Enquiry (CCPE).  They advocate the use of research as a way of evaluating interventions or changes in practice, saying that it is important for teachers to be able to develop their practices as part of their role in shaping the curriculum.  This, along with academic reading, can facilitate teachers rather than government to drive practice, further supporting the recommendations of Successful Futures.  Hendrick and Macpherson (2017) also suggest that teachers participating in research is a way of them having agency in classroom practice and therefore ownership of the curriculum.  Taber (2007), though, puts forward the view that in education it can be difficult for teachers to keep their practice up to date with new developments, although he acknowledges that practitioner research is a way of finding out which innovations are effective for teachers’ own classrooms.  This is because practice that appears to be successful in one school context is not necessarily equally successful in another.  Therefore, it could be concluded my own practitioner research can be a valuable tool in discovering which approaches are beneficial for pupils in my own setting.
There are a range of research methods that are used in practitioner research.  Cohen et al (2007) explain that methods are the approaches or tools that are used to acquire data that can then be interpreted or evaluated by the researcher.  This data can be quantitative data, qualitative data or a mixture of the two.  Quantitative data is numerical in nature and therefore can be analysed statistically.  This can be seen as an advantage because it minimises the effect of subjective analysis by the researcher.  Qualitative data, on the other hand, allows for a wide range of responses, so could be more effective in identifying more subtle trends and gathering responses which were not expected by the researcher.  I chose to use approaches that would allow me to gather a mixture of quantitative and qualitative responses so that I could take advantage of the benefits of both in my analysis and the interpretation of my results.
One commonly used method is the questionnaire.  Questionnaires are made up of a set of questions, to which the participants respond, often in a written or electronic form.  Cohen et al (2007) discuss the issues involved in using questionnaires in research, including the use of closed and open questions.  The benefit of using closed questions is that the questionnaire can be quick to complete and provides quantitative data that can be more straightforward to analyse.  Open questions allow a wider range of possible responses from the participant, therefore allowing for answers that the researcher may not have anticipated.  These answers then need to be interpreted by the researcher so that themes can be identified, providing qualitative data.  The interpretation of this data could be seen as more subjective, as two researchers could potentially perceive responses differently and interpret them in different ways.  These issues need to be considered when designing a questionnaire.
A further benefit of the questionnaire as a research method is its ability to gather beliefs and attitudes, as outlined by Sharp (2012).  As my practitioner research is concerned with growth mindset, which is a personal attitude towards the ability to extend one’s learning, a questionnaire would appear to be a suitable research method to use.
Interviews are also used in educational research, usually with the researcher asking the participant questions face to face.  Taber (2007) describes how, in educational research, interviews can be seen as useful because they allow the researcher to find out how the participant (perhaps a teacher or pupil taking part in the research) feels about the research activity.  He goes on to explain that the benefits of using interviews to gather qualitative data include the ability to reword questions that are not understood by the interviewee, and the possibility of asking the interviewee to clarify or extend their answers to questions, an idea which is echoed by Sharp (2012).  However, the face-to-face nature of the interview can, Taber (2007) warns, mean that the interviewee may feel more pressured to give what they perceive to be the ‘correct’ response.  Also, the flexible nature of allowing rewording of questions, could lead to a lack of reliability in responses, as slight differences in the wording of questions asked to different interviewees could lead to bias, where the interviewees are ‘led’ towards answers that they feel that the interviewer desires.  Sharp (2012) suggests that interviews work best in practitioner research where there are a small number of participants, due to the time taken for each interview.  For this reason, I decided to interview only selected participants to make my practitioner research more manageable.
A further research method discussed by Cohen et al (2017) is observation, where the researcher watches the research taking place in order to see it first-hand.  When discussing issues involved in observation, they say that it has the advantage of allowing the observer to interpret events and reactions, rather than the participants.  As with surveys and interviews, observation can be used to gather both quantitative or qualitative data.  The observer may use a check list of behaviours or events and use this to record their frequency throughout the observation period.  Alternatively, they can record their perspective of what they observe in a qualitative fashion, allowing for subtleties to be noted but also being open to possible bias.  
Baumfield et al (2008) highlight some advantages of using video to aid observation, such as the ability to review footage as many times as needed, as well as the possibility for the teacher researcher to observe themselves.  They also mention possible disadvantages, such as the potential to gather large, unmanageable quantities of data that is then time-consuming for a teacher researcher to anayse.  Furthermore, they recount an example where the use of a video camera is a distraction to pupils, with them focusing on being filmed rather than behaving as they naturally would during a lesson.  Taber (2007) echoes these ideas, acknowledging that video can be a way of collecting rich data, but that it can logistically be difficult and that the equipment can be conspicuous in the classroom.  This implies that videoing could skew participant behaviour as they care aware that they are being filmed.   My school uses the IRIS lesson observation system, with recordings made using iPads, as part of its staff development programme.  As pupils are already familiar with being filmed using the IRIS system, I believe that there will be less of an influence on their behaviour by having the equipment in the room.  Furthermore, technology has moved forward greatly in the ten years and more since Baumfield et al (2008) and Taber (2007) were reflecting on the use of video.  Young people are much more used to the use of cameras in everyday life, so this may also mean the effect of video equipment on their behaviour will be minimal.
There are ethical considerations when any research activity takes place, arguably more so when the participants involved include children.  Gorman (2007) emphasises the need for consent and its link to respect for the persons involved in research.  She explains how the issue of consent can become more complex when a researcher already has a relationship with the potential participant.  This has relevance to my own practitioner research, as it will be conducted with one of my classes and consequently I have an established relationship with the pupils, with me in a position of power.  Therefore, I will need to ensure that I explain the concept of consent explicitly when I invite the pupils to participate in my research in an effort to avoid any feelings of obligation the pupils may have in relation to taking part.
The school where the practitioner research is taking place, School A, is a mixed 11-16 comprehensive school, situated in a small town in south Wales.  There are approximately 1,200 pupils on roll.  The catchment is varied.  The number of pupils eligible for free school meals (eFSM) is approximately 18% and the school achieves good results at key stages three and four, with the number of pupils achieving Level 2 GCSE results (5 or more A*-C grades) including English and maths being approximately 62%.
School A is a pioneer school for professional learning, originally called a New Deal pioneer.  Many staff at the school have a proactive approach towards the curriculum reforms outlined in Successful Futures, with several being members of the Teaching and Learning Networking Group (TLNG) and all staff belonging to a Professional Learning Community (PLC) based upon some of Successful Futures’ twelve pedagogical principles.   One of these PLCs is based upon growth mindset and the power of effort.  I am a member of this PLC and my practitioner research and findings will be shared with the PLC members.
In my university trust group and amongst members of my PLC, the phrase growth mindset was interpreted differently.  Many felt that an individual either had a growth mindset or a fixed mindset, and did not realise that mindsets could vary depending on the context.  For example, one could have a growth mindset towards reading but a fixed mindset about spelling.  This led me to consider whether pupils themselves would understand the concept of growth mindset.
After considering the different methods of conducting practitioner research, I decided to conduct a mixed method research study, with all methods shared with the SLT of the school prior to the study for approval.   An ethics form was also completed in line with BERA guidelines (2011) (see appendix 1) and approval gained before the commencement of the research.  I gained written consent for the pupils’ participation in the test from both pupils and parents/carers, with it being made clear to both them and the pupils that participation is voluntary and does not impact on their opportunities to do well in the subject. 
Before the intervention activity took place, pupils were informed that they could withdraw at any time.  Anonymised attainment data was also gathered before the study to allow comparison with the quality of later work.  All questionnaire and interview questions were standardised to allow comparisons to be made.  During the analysis, all responses were anonymised, including questionnaire, interview and observation data. 
The research study produced both quantitative and qualitative data, which allowed for a mixture of results that are more readily categorised and generalised alongside more detailed and, perhaps, unforeseen responses.  In the analysis of all data, I was wary of over-generalisation, as the results of my research may only be applicable to my class, and possibly my school.  
Prior to the research activity, pupils were asked to complete a questionnaire that was anonymous, by means of an electronic questionnaire that eliminated the possibility of recognising handwriting. The questionnaire was designed to consist of a mix of open questions, to gather qualitative data that could give me, as a researcher, insights into pupils' exact opinions, and closed questions, to gather quantitative data that could be numerically analysed.  The questionnaire was written in language accessible to the pupils involved in the study, to enable them to fully comprehend the questions so that their responses were mostly likely to be reliable.  The aim of using this questionnaire was to establish pupils’ attitudes towards reading, effort and mindset prior to the growth mindset and effort intervention.
At the start of the study, most pupils had a positive attitude about their ability to read books, with 64% in total rating themselves positively:

Figure 1:  Pre-intervention questionnaire question 1 results

Key: 1= not at all, 4 = agree completely
Pupils were asked to give their reasons for their responses.  The few pupils who rated themselves positively gave reasons that included “I read a lot at home” and “I read books every day”.  Some who gave themselves negative ratings talked about difficulties, such as “I have to ask what words mean sometimes”.  As 82% of the class had given negative ratings to their reading ability, I was interested to see if these pupils would feel more positive after the intervention.

Figure 2:  Pre-intervention questionnaire question 2 results


Key: 1= not at all, 4 = agree completely Key: 1= not at all, 4 = agree completely
This question was written to establish whether pupils had a growth or fixed mindset when it came to reading ability.  Once again, the majority of the class gave a negative response, suggesting that they had a fixed mindset about their potential to improve their reading ability.  These pupils’ reasons included “Even though I read a lot I need to read thicker books” and “I think I am good”, suggesting they did not see a need to improve their skills further.  Pupils who agreed completely or partially that they could improve their reading skills said, “If I read more I will” and “Because if I read more it will get better”, suggesting they saw frequency as important in reading proficiency.
Figure 3:  Pre-intervention questionnaire question 3 results

Key: 1= not at all, 4 = agree completely
This question was concerned with the amount of effort the participants put into their reading before the intervention.  Most pupils rated themselves negatively for this question, too, giving reasons that included “sometimes I’m tired and don’t try my best” and “I don’t like reading.”  Pupils who gave positive ratings in response to this question explained their answers in ways such as “because I read as much as I can” and “because sometimes I get stuck on words so I ask my mum”.


Figure 4:  Pre-intervention questionnaire question 4 results

Key: 1= not at all, 4 = agree completely
The responses to this question suggested that most pupils did not see a link between effort and success in reading.  Pupils who disagreed gave reasons including “because you are trying too hard to read the words” and “sometimes I just ask my friend or the teacher instead”.  Those who gave positive ratings gave reasons such as “you concentrate better if you try your best”.
With all four of the quantitative questions giving results indicating negative attitudes towards reading, effort, mindset and ability, I was interested to see if pupils could actually explain the term growth mindset or give details about what constituted making an effort in reading.  These were asked to gain qualitative data.  Pupils seemed to find it difficult to answer these, with 73% of pupils leaving the questions blank or putting “I don’t know”.  When explaining the term growth mindset, the pupils who did respond said “the more you read the more words you know” and “growing your knowledge”.  These responses did not show secure understanding of the concept of growth mindset.  When explaining what a high level of effort in English and reading would look like, the pupils said, “they could write their own story”, “use bigger words in their exam” and “go to revision”.  Again, this did not show secure understanding of effort as the comments focused on the consequences of effort or a context in which someone might make an effort, rather than the effort itself.
The research activity took place over a period of approximately four weeks.  After completing the initial questionnaire, a lesson was spent exploring the idea of growth mindset and effort in English, as pupils showed a lack of understanding of both of these concepts in the initial questionnaire.  The concept of growth mindset was introduced using video clips and activities based on those outlined by Brock and Hundley (2016).  
In the next lesson, a think-pair-share activity, culminating in a class discussion, explored the concept of effort in English, and in reading in particular.  The class agreed on five behaviours and attitudes that they believed constituted good effort when reading in English lessons:
1. Following the text during reading, even when you are not reading aloud.
2. Thinking about the meaning of what you are reading.
3. Thinking about the effect of what you are reading, such as how it makes you feel.
4. In written answers, use the key words in the question to help you think about the text.
5. Give as full an answer as you can that focuses on the question.
I designed an emoji exit pass that allowed pupils to reflect on their effort levels during the lessons.  These had the class’s five effort behaviours on them and a series of four emoji pictures that allowed them to rate their effort.  I was interested to see whether making the pupils consider their levels of effort at the end of every lesson would make them feel more accountable for the effort they put into their learning.
During the four week research period, I adapted my teaching delivery, methods and resources to use Growth Mindset techniques.  This firstly included modifying my own use of language so that it aimed to encourage Growth Mindset development in pupils, both in lessons and in my written feedback to pupils; secondly, using resources that encourage pupils to take a Growth Mindset approach to learning; and finally, using Growth Mindset techniques that encourage pupils to consider their own learning and reflect upon it. 
When designing my research, I investigated the kinds of language that are advocated as positive in developing a growth mindset.  Dweck (2006) advocates that language that praises success in terms of effort rather than achievement is more effective in developing a growth mindset in pupils.  Instead of giving praise such as: "Well done; clever answer", it is, Dweck would assert, more useful to give praise such as: "You thought carefully to come up with that good answer".  I generated some growth mindset phrases upon which I could base my feedback to pupils.  These included:
· You used the clue in text well there.
· I like how you worked hard to give a clear explanation.
· I like the strategy you used to come up with that answer.
· You improved your answer by adding that idea.  Well done!
I made similar use of language in the PowerPoints and worksheets used in the lessons.
During the research activity, I planned to use the IRIS lesson observation system when possible, in line with school policy, to allow me to observe pupil engagement in the lessons.  This engagement would be categorised using a coding system when I watched back the recordings, generating quantitative data for analysis.  However, due to logistical issues I was unable to do this.  A potential further research project could make use of IRIS in order to observe the pupils’ engagement and effort and/or evaluate my own use of growth mindset language, to verify that my use of spoken language encouraged growth rather than fixed mindsets.
After the intervention activity, pupils repeated the questionnaire taken at the start of the study, and the results were used to evaluate the possible impact of the intervention.  



Figure 5:  Post-intervention questionnaire question 1 results
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Key: 1= not at all, 4 = agree completely
After the intervention, the percentage of pupils who either agreed completely or partially that they were good at reading books increased from 18% to 64%.  This could indicate that the growth mindset strategies employed with the pupils, and/or the pupils’ consideration of their effort levels in lessons had influenced them to think more positively about their reading ability.


Figure 6:  Post-intervention questionnaire question 2 results
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Key: 1= not at all, 4 = agree completely Key: 1= not at all, 4 = agree completely
The percentage of pupils who agreed completely or partially that they could improve their reading skills increased from 36% to 73%.  This was a bigger increase in positive responses than to question one, perhaps suggesting that some pupils felt that improvement was possible but they hadn’t achieved it yet.  The post-intervention responses imply that more of the pupils have adopted a growth mindset approach to reading, where they believe it is possible for them to improve their skills.

Figure 7:  Post-intervention questionnaire question 3 results

Key: 1= not at all, 4 = agree completely
The number of participants who agreed completely or partially that they always tried their best increased from 36% to 73%, with over half of the class rating themselves as ‘3’.  This could indicate that the growth mindset approaches encouraged the pupils to try harder in lessons.  Alternatively, having to rate their effort levels at the end of each lesson may have made the pupils feel more accountable for how hard they worked, making them try harder in class in order to give themselves a more favourable assessment.  Furthermore, the discussion of what constituted good effort in reading may have made the pupils more aware of how to work hard in class, therefore making them more aware of their existing good effort or aware of how to improve their effort levels.  

Figure 8:  Post-intervention questionnaire question 4 results

Key: 1= not at all, 4 = agree completely
In response to question 4, the number of positive responses increased from 36% to 73%.  This implied that some pupils now had a more positive attitude towards the link between effort and their reading proficiency.  The reasons given by some of the pupils suggested that the discussion of what constituted good effort had made a difference: “I know what to do to try my best” and “Doing the reading effort things helps me”.  The pupil who gave a ‘not at all’ rating gave the reason “I understand anyway”.  
In contrast to the pre-intervention questionnaire, all pupils attempted the questions about defining growth mindset and effort in English and reading.  When defining growth mindset, all answers showed some understanding of the concept of growth mindset, with answers including “even if you’re bad at something you can get better” and “if you try you can learn more”.
When explaining effort in English, all answers made some reference to at least one of the five principles agreed by the class as representing good effort in English: “following in class when Miss reads and thinking about the ideas”; “Thinking about the book and how you feel” and “writing about as many things as you can think of to answer the question”.
In addition to the questionnaire, two or three pupils were selected for a confidential, semi-structured standardised interview.  With consent, the interview was audio recorded and a transcript written.  The transcript was shown to the pupils and signed as proof of agreement.   Two pupils, a female and male, were selected to interview so that I could explore their attitudes and ideas further.  In the interview, the pupils were asked what they thought of the growth mindset and effort interventions and if they had helped them.  They were reminded of each part of the intervention.  Pupil A said that knowing about growth mindset helped her believe that she could do better, but she still felt that she would not be able to achieve top grades.  Pupil B explained that he now thought that he had a growth mindset about reading, because his marks had improved which showed it was possible to get better.  Pupil A said that talking about what effort was in English helped them know exactly what they needed to do to try hard.  Pupil B echoed these ideas, comparing it to having success criteria they could use to do well.  Both pupils expressed positive attitudes towards reading, both saying they felt more confident about reading compared with before the research.  It must be noted, though, that they may have felt influenced to answer positively due to their existing relationship with me as their class teacher.
Pupil attainment data after the study was compared with attainment data from before the study to see if there had been an impact on pupil outcomes.  As there would be other variables that could impact upon this data, this was taken into consideration when the data was analysed.  I used the responses to 10 mark questions that were the same style as the extract questions in the GCSE English Literature examinations.
The mean score out of 10 increased from 4 to 6.  This could be seen as evidence that the growth mindset techniques that had been employed during the research project had had an effect on pupils’ levels of effort, improving their performance.  However, the increase could be due to other variables, such as the repeated practice of this type of question or any other uncontrollable variables such as independent pupil revision and practice.


Conclusion
The practitioner research carried out on growth mindset and the power of effort suggests that the interventions had an impact in improving both pupil attitudes towards mindset and effort and their levels of attainment.  However, these findings should be treated with caution.  In the post-intervention questionnaire and interviews, pupils may have been influenced by their relationship with me as their English teacher, perhaps wanting to please by tending towards the positive in their answers.  Furthermore, as previously discussed, the improvement in the standard of their reading answers could have been due to factors other than the interventions in this practitioner research.  The pupils’ own revision, plus the repeated practice of that type of question, may both have contributed to the improvement in their attainment. In addition to this, the research undertaken here was on a very small scale with one small group of learners.  It may, therefore, only be applicable within its own context.  
Despite these notes of caution, making pupils aware of the concept of growth mindset, using growth mindset language in lessons and written feedback, and discussion and pupil self-assessment of their levels of effort, all seem to have had a positive impact on both pupil attitudes and attainment, making them more likely to meet Successful Futures’ core purpose of creating ambitious, capable learners.  Taking this into account, along with the existing research and literature concerned with growth mindset and the power of effort, the following recommendations have been made:
· To ensure that all staff as well as pupils have an understanding of what growth mindset is, and how our mindsets can vary depending on the situation;
· To equip staff with a bank of growth mindset phrases that can be used in feedback to pupils, which praise pupil effort and processes when these have been used appropriately.  Praise of effort that is used ineffectively by, for example, using inappropriate strategies, could result in a false growth mindset, where pupils believe they should be improving yet are not. Growth mindset approaches need to be accompanied by the teaching of appropriate strategies for learning;
· To develop pupil understanding of what effort is in different contexts by generating success criteria of the kind of behaviours that demonstrate good effort;
· To further explore the use of effort exit passes amongst other classes and subjects, to see if their use has similar positive effects on pupil effort levels and performance;
· To use the IRIS observation system to allow evaluation of teacher language and pupil effort and engagement in lessons.
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