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How does the teacher’s position in the classroom impact pupil engagement?

	
	Targed/Target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn.

What I have done in this assignment.

	[bookmark: cysill]Targed/Target 1
	Proof read to avoid minor language or grammar errors (avoid American spellings and use of possessive apostrophe with pupils' knowledge)

	I have proof-read and spell checked my essay.

	Targed/Target 2
	Aim to continue developing a deeper understanding of why strategies are employed by teachers.

	I conducted an in-depth review of the existing research prior to undertaking the lesson study in order to develop further understanding of why positioning strategies are employed by teachers.

	Targed/Target 3
	Develop your ability to further investigate contradictory information or research to support your judgements.

	I attempted to seek out contradictory viewpoints to provide criticality to the judgements that I made. I am unsure if I have consistently achieved this target throughout my writing. 



Introduction

The aim of the research is to investigate whether the teacher’s position in the classroom impacts pupils’ engagement in the tasks and overall progress towards the learning objectives during the lesson. The question that is explored in the study is ‘How does the teacher’s position in the classroom impact pupil engagement?’. For the purposes of this study, the teacher’s position refers to the teacher’s physical position in the classroom, whether they are stood at the front, stood at the back, circulating the classroom or sat at a desk. Pupil engagement is defined as both pupil’s participation in the lesson and pupil’s progress towards the learning objectives.

The focus of the study was of particular interest, as I observed that pupils responded differently depending on where myself and other class teachers positioned themselves in the classroom. How to best position oneself in the classroom when giving instructions or commanding the class’ attention was an element of feedback that I received. Whether the feedback given aligns with existing research on the topic or relies on more anecdotal evidence from my mentor’s years of teaching experience, is something that I was interested to explore. 

The purpose of the research is first and foremost to improve and enhance my teaching practice. This will be achieved by working collaboratively to identify good practice concerning teacher positioning within the school context and testing whether existing research concerning teacher positioning applies to my specific school, and class context. After discussing the topic with my research partner, we agreed that teacher positioning appeared to have an effect on our Year 7 classes in particular and as such, chose to observe two different Year 7 classes in our study.

Literature Review
Discussion of teacher positioning in the existing research situates the topic within the area of managing the learning environment. Where the teacher decides to position oneself and the body-language they display, is said to have an impact on managing, controlling and sustaining the attention of pupils (Bertrand, 2009). Bertrand’s assertions are based on young learners specifically, but a similar assumption could likely extend to Year 7 pupils. Teachers of all age groups and subjects alike, need to command the attention of pupils in order to give instructions, speak to the class, organise activities and direct tasks. Where teachers position themselves when giving instructions may influence whether or not pupils hear instructions, are aware instructions have been given or choose to follow the instructions given (Restuningrum, 2018; Bertrand, 2009).

Once a task has been set for pupils to complete, where the teacher positions themselves becomes a means of monitoring and motivating pupils. Monitoring pupils is a component of assessment for learning as well as a class management strategy. When a teacher walks around the classroom to look at pupils work, which will henceforth be referred to as circulating, the teacher’s gestures and non-verbal behaviour conveys to pupils that they are being monitored (Sime, 2006; Restuningrum, 2018). Circulating also gives the teacher the opportunity to speak to individual pupils and motivate them to engage with the work set. It has been suggested that circulating the classroom is a hallmark of effective teaching (Cotton, 1988; Harmer, 2007). How often a teacher chooses to circulate the classroom may be influenced by many factors, including the type of task pupils are undertaking, the teacher’s classroom management strategy, and the level of teacher support pupils require (Harmer, 2007). 

Teachers attempt to influence how pupils will behave via their physical position and posture (Restuningrum, 2018). A teacher’s position can signal to pupils how they are expected to respond. If a teacher is stood at the front of the classroom, they likely expect quiet from the class. If a teacher is circulating the classroom, pupils may be more likely to ask them for help or support with their work. If a teacher is stood at the back of the classroom monitoring pupils work, pupils may have an awareness of being watched and work harder. Harmer suggests that a teacher’s position can convey several different meanings depending on how it is interpreted (Harmer, 2007). However, teacher positioning as part of an established classroom routine may  have more clarity and be interpreted as intended by pupils more often (Sime, 2006; Restuningrum, 2018).

Where a teacher positions themselves in relation to the pupils can provoke an emotional reaction from the pupils. Some pupils may be uncomfortable if a teacher is too close to them in physical proximity. Analogously, some pupils may perceive a teacher who maintains their distance to be cold or inaccessible (Harmer, 2007; Restuningrum, 2018). For practical purposes teachers may need to position themselves near pupils so that they are able to see pupils’ work clearly or speak to them individually. Harmer contends that teachers should have an awareness of how pupils react to how they position themselves and modify their positioning accordingly. Teachers can contribute to the atmosphere of the classroom depending on their positioning. A teacher who will sit on the floor with pupils or kneel down to work with a pair of pupils could be perceived as creating a more informal classroom structure by placing themselves on the same physical level as their pupils (Harmer, 2007; Restuningrum, 2018). 

Teachers often employ non-verbal behaviours and gestures when teaching. Sime’s (2006) research characterises the use of non-verbal behaviour as having three distinct purposes in the classroom: as functions of learning, as functions of learner’s emotional engagement, as functions of classroom management and organisation. Where a teacher is positioned can impact whether pupils receive non-verbal cues and whether pupils interpret them as they were intended by the teacher. Teachers use gestures and non-verbal behaviours as part of direct teaching to develop explanation, to clarify concepts and to indicate the correctness of a pupil’s response. The non-verbal behaviours, along with posture and the physical position teachers take in the classroom can convey an emotional message to pupils. Teachers may convey a range of emotions that may influence pupil engagement by how and where they stand, their facial expressions, their body language and their levels of eye contact. The position of the teacher can serve an organisational function in the classroom. For example, a teacher may point to individual pupils to put them into groups or a seating plan, as such the teacher must position themselves so that pupils have an unobstructed view and can clearly see their gestures (Sime, 2006). 

The research question was refined after exploring the existing research on teachers positioning in the classroom to focus on the impact on pupil’s learning. The existing literature tends to discuss the impact of teacher positioning on pupil’s behaviour. A study of the influence of teacher positioning on pupils’ learning, while limited in scope, may contribute some new insight to the existing research on this area of classroom practice. 

Methodology

The method of research utilised is Lesson Study (LS) which is a form of action research. LS is a practice of teacher development that originated in Japan but has been adapted for use by western teachers (Rasmussen, 2015; Education Endowment Foundation, 2017). (Dudley, 2012) advocates a model that consists of collaborating with one or more other practitioners to plan, teach, observe and reflect upon a research lesson. The purpose of LS is to reflect in collaboration on a specific pedagogical focus in order to improve teaching and learning outcomes (Archer, 2016).

The methods of data collection that were employed for this LS are non-participant observation, semi-structured focus group interviews and critical reflection. Two research lessons were planned collaboratively, then one researcher partner taught a lesson while the non-teaching partner observed a group of pre-selected case study pupils during that lesson. The lessons can be considered as research lessons as data was collected by the observer based on the pupil’s participation in the lesson (Archer, 2016). During the research lesson the teacher varied their physical position in the classroom in four distinct ways during different phases of the lesson as appropriate. The teacher positioned themselves at the front of the classroom, sat at the desk, stood at the back of the classroom and circulating the classroom. The teaching-partner spent at least 10 minutes in each position to allow to observer adequate time to observe each case study pupil (Menter, et al., 2011). The physical positions included in the study were chosen based on their links to the existing literature. The pupil’s engagement in the lesson was observed and recorded on the observation schedule sheets seen in Appendices 1 and 2. The pupil’s progress towards the learning objectives was continually assessed throughout the lesson using assessment for learning strategies and reflected upon after the lesson by the teaching partner. 

Non-participant observation is defined as the observer taking a passive role, the observer does not engage in the activities of those being observed (Kumar, 2011; Cohen, et al., 2007). Non-participant observation was deemed the most appropriate method to study pupils’ behaviour over the course of a lesson and to enable the observations to be recorded in real time (Cohen, et al., 2007). The Hawthorne effect must be considered when conducting observation as the presence of an observer can affect the behaviour of those being observed (Cohen, et al., 2007; Hunt, 1985). In this instance the Hawthorne effect may be mitigated somewhat as pupils are accustomed to their lessons being observed by the researcher’s mentor teachers. 

An observation schedule, seen in Appendix 1, was designed to improve consistency and reliability by the observer across research lessons (Cohen, et al., 2007; Kumar, 2011). The observer used the pupil’s assigned case study number to note whether they had exhibited the behaviours in the grid. The non-teaching partner observed 3 case study pupils over the course of a one-hour lesson, as the teaching partner varied their position at pre-planned intervals. As (Dudley, 2012) advocates, the sets of three case study pupils in each class where chosen based on a spread of prior attainment within the individual classes, with case study pupils 1,2 and 3, being of higher, middle and lower prior attainment respectively. As the Year 7 classes are banded based on prior attainment, pupils in the second LS class contained pupils who displayed higher prior attainment than those in the first LS class, this may impact upon the results of the study.

Semi-structured focus group interviews were conducted with the three case study pupils immediately following the research lessons to remain as faithful as possible to pupil’s authentic thoughts and feelings (Cohen, et al., 2007). The structured interview questions used are seen in Appendix 3, the questions were pre-planned to improve the consistency and reliability of data collection across focus groups. The data collected from the focus groups are qualitative in nature with the conversational style of interview allowing the interviewer to guide participants to ensure that all areas of interest are covered and any ideas of interest raised are followed up (Briggs, et al., 2012). 

The benefit of the focus group interviews is the element of pupil voice that they lend to the research, the importance of which is stressed by (Donaldson, 2015). (Cohen, et al., 2007) posit that group interviewing can be less intimidating for children and encourage discussion amongst the children themselves. Caution was paid to the possibility of confirmation bias of the researcher, and there was an awareness of the influence of the Hawthorne effect on pupils due to the imbalance of power prevalent in the teacher-pupil relationship (Didau, 2015; Cohen, et al., 2007). The non-teaching research partner conducted the focus group questioning. The researcher did not teach the class they observed, as such the pupils did not have a pre-established relationship with the researcher, and this may have reduced the impact of these phenomena. The focus group was conducted in the same classroom as the research lesson in an attempt to minimize the reactivity effect that being placed in a new situation, where they may be scrutinised, can have on pupils (Lave & Kvale, 1995; Cohen, et al., 2007). Interview notes, shown in Appendices 4 and 5, were made and anonymised by the researcher who taught the lesson while the focus group was conducted. 


After each cycle of the LS process was completed the researchers undertook a joint reflection using the pro-forma seen in Appendix 6. An adapted version of Brookfield’s lenses allowed the researcher’s to reflect from different perspectives in order to question and analyse underlying biases and power dynamics present in teaching settings (Brookfield, 1998). Brookfield’s lenses were chosen as one of the lenses of reflection is from the learner’s perspective. Reflection from the learners perspective can allow the practitioner to adapt their teaching in future based on such reflection and in response to the learner’s needs (Brookfield, 1998). Reflection through our learner’s eyes is possible in this case due to focus group interviews conducted, the insights gained during this process provided rich detail to reflect upon. An issue that surrounds reflective practice in general is the perceived lack of conceptual clarity (McLaughlin, 1999; Newman, 1999). (Collin, et al., 2013) suggest that this lack of conceptual clarity hinders student teacher’s development of reflective practice in particular. In this instance whilst the researcher’s reflections were captured using the same model, the impact of the reflection on each researcher’s future teaching practice may be very different. 

Ethical Considerations

An ethics form was submitted to, and approve by, the Universities Ethics Committee prior to the research being undertaken. The research conducted followed (British Educational Research Association [BERA], 2018) educational research guidelines. All data was anonymised at source, such that pupil’s data are only identifiable by the researchers. Confidentiality was maintained, but not promised to participants as any safeguarding concerns that may have arisen would have been passed onto the school’s safeguarding officer. All personal data was stored securely and will be destroyed upon completion of the research. Further information on the ethical considerations made can be seen in the ethics form previously submitted.


As the participants involved in the study were minors, a letter of consent, seen in Appendix 8, that explained the purpose and extent of their child’s involvement in the research was sent home to parents. The purpose and methods of research were verbally explained to pupils at the beginning of the research lesson. Pupils gave verbal assent to being observed and interviewed. Pupils were made explicitly aware that they could withdraw assent at any point during the process by verbally telling either research partner that they no longer wished to participate. Taking into consideration the age of the children and their level of autonomy, this process of withdrawal from the study was deemed to be the easiest for pupils to understand and execute. The pupil-teacher power dynamic that may have influenced pupils against withdrawing from the study when they are no longer comfortable was taken into account. However, this power dynamic would still likely influence other methods of withdrawal such as hand signals or putting a red card on the desk, verbal withdrawal does not rely on the researcher noticing something in the classroom and the observation of the pupil that wishes to withdraw can cease immediately (Finn & Cox, 1992). 

Lesson Study Results and Analysis

Pupil 1A was the most vocal participant in the focus group and expressed clear opinions about the impact of the teachers positioning on the learning. Pupil 1A displayed the most positive body language when the teacher was stood at the front of the class and they expressed the most confidence when the teacher was stood at the front (Appendix 1). These observations are supported by the pupil’s focus group response that when the teacher is stood at the front, they find the instructions are clearer, which would likely result in increased pupil confidence with the task and positive body language as they understand what they need to do (Appendix 4, Section 1). Pupil 1A focused most consistently, and displayed the highest level of participation when the teacher was sat at the desk. One of the reasons for this heightened level of focus and participation may have been that pupil 1A struggled to understand the examples that the teacher was going through while sat the desk, this is supported by the pupil’s statement that the examples were “a little unclear at first” (Appendix 4, Section 2). Although pupil 1A was observed asking questions to clarify the examples when the teacher was sat at the desk, they expressed discomfort about interrupting the teacher while she is sat at the desk (Appendix 4, Section 3). 

Pupil 2A expressed clear views about the teaching and learning that occurred, suggesting that they had engaged and participated well with the lesson. Pupil 2A also displayed the most positive body language when the teacher was stood at the front of the class, this is supported by their focus group response that they were listening to, and understood, all of the instructions given (Appendix 4). Pupil 2A stated that they “understood what I had to do for my letter” which was the example the teacher explained while stood at the front, demonstrating that the teacher’s positioning may have contributed somewhat to the pupil making progress towards the learning objective. Pupil 2A focused and participated most consistently when the teacher was sat at the desk (Appendix 1). Pupil 2A expressed that they understood all the examples and they “don’t mind” asking the teacher questions when she’s sat at the desk (Appendix 4) which corresponds with the pupils observed behaviour. Pupil 2A expressed the most confidence when the teacher was stood at the front and circulating the classroom, the observed behaviour is supplemented by the pupil’s response that they “like it because it’s easier to ask the teacher for help” when the teacher circulates the classroom.

Pupil 3A was less vocal than the other pupils during the focus group, taking more of a neutral position on the areas discussed; this pupil demonstrated less understanding surrounding the events and purpose of the lesson. Pupil 3A, like the other case study pupils, displayed the most positive body language when the teacher was stood at the front of the class (Appendix 1). The positive body language the pupils displayed may be because part of the established classroom routine is the expectation that pupils should be quiet and paying attention when the teacher is stood at the front of the classroom. Pupil 3A displayed similar levels of focus regardless of the teacher’s position in the classroom which aligns with the pupils focus group responses they don’t work harder based on where the teacher is positioned in the classroom (Appendix 4). Pupil 3A displayed similar, low levels of confidence during each position the teacher took, the pupil indicated that they struggled with some of the examples because they were “small and a bit hard to read from the back” this may have impacted the pupils confidence with the subsequent tasks although the pupil expressed that they were comfortable asking the teacher for help for each position taken in the classroom (Appendix 4). Pupil 3A did not display participating behaviours during the lesson except for when the teacher was sat at her desk, this contradicts the pupils statement that they prefer when the teacher is stood at the front because it’s “better for me to hear because I sit at the back.”. 

Case study pupils 1A and 2A made progress towards the learning objective by answering questions appropriately, making logical, persuasive arguments and displaying the ability to defend their viewpoint in both written and verbal form. Case study pupil 3A made moderate progress towards the lesson objectives, they did not participate as readily as the other pupils during the class discussion but made some attempts to develop their argument in the written task. Based on the first lesson study cycle there is some evidence to suggest that the learning and engagement of pupils of higher and middle prior attainment was influenced by the teachers positioning in the classroom. All pupils expressed an awareness of the teachers position in the classroom and held preferences about the teachers positioning choices, implying that positioning had an impact on the pupils learning experience. 

As the second research lesson was on a different topic in a different subject area taught to a different class, no revisions were made to the lesson content. However, the order in which the teacher varied their position was changed to mitigate the impact of the established classroom routine on pupil’s behaviour and the researcher’s decided that the focus group needed to be conducted for a slightly longer period of time in order to probe pupil’s responses further. 

Pupil 1B was very confident when expressing their opinions during the focus group and displayed enthusiasm for the learning in both the lesson and interview. Pupil 1B displayed positive body language the most when the teacher was stood at the front of the class and participated the most when the teacher was stood at the front of the class and sat at the desk (Appendix 2). The observed behaviour is supported by the pupil’s statement that when asked what position is best for the teacher to give instructions and go through examples “it’s better if you’re stood up, it makes you listen more because you are more in charge.”. This indicates that the pupil responds to the innate authority the teacher possesses by standing at the front. Pupil 1B displayed consistent focus regardless of where the teacher was positioned in the classroom which correlates with the pupil’s response that they “really like learning” and that they “want to learn”, the pupil’s positive attitude towards learning likely contributes to their consistent focus, they appear to have an intrinsic motivation to learn that is not impacted by the teacher’s position. Pupil 1B appeared most confident when the teacher was stood at the front and circulating the classroom, this is supported by the pupil’s statement that they work hardest when the teacher is circulating the classroom as they “know the teacher is there to help me and that she cares about what I’m doing.” The pupil also expressed preferences about asking the teacher for support that align with the observed behaviour (Appendix 5).

Pupil 2B articulated thoughtful opinions to the focus group which demonstrated a good understanding of, and engagement with, the lesson. Pupil 2B displayed the most positive body language and participated the most when the teacher was stood at the front and sat at the desk (Appendix 2). The pupils observed behaviour is supported by the statement “when you’re stood up it gives you more authority.” Indicating that the pupil likely listened and engaged well because the teacher was stood at the front. Pupil 2B displayed the most consistent focus and appeared most confident when the teacher was circulating the classroom, this is supported by the pupil’s statement that “it’s easier to ask questions or for help.” when the teacher is circulating the classroom so the pupil is able to focus on the task knowing that the teacher is accessible when needed. 

Pupil 3B contributed less than the other pupils to the focus group but the insights they did share expressed engagement with the learning and an awareness of the teachers position in the classroom throughout the lesson. Pupil 3B exhibited the most positive body language, participated the most and seemed most confident when the teacher was stood at the front of the classroom (Appendix 2). The observations are supported by the pupil’s assertions that they understood all the instructions given and that the examples the teacher went through while stood at the front were important because they “help you understand.” (Appendix 5).
Pupil 3B displayed consistent focus as the teacher varied their position. Despite pupil 3B saying that “when the teacher is walking around you work harder because you don’t want to get in trouble if she sees you not doing anything.” They displayed high engagement with the lesson even when the teacher was not circulating the classroom. 

Each case study pupil demonstrated that they had met the learning objectives by the end of the lesson. All pupils answered both open and closed questions in written and verbal form, all pupils understood what a reciprocal was and were able to find the reciprocal of a given whole or simple fractional number, all pupils were able to round to the nearest whole, ten, hundred etc and round a decimal to at least 3 decimal places by the end of the lesson. The results of the second lesson study indicate that each case study pupil’s learning was influenced by the teacher’s positioning in the classroom to some extent. The case study pupils in this class appeared to be most engaged in the lesson when the teacher was stood at the front or circulating the classroom. Pupils expressed clear opinions and preferences regarding the teacher’s positioning which suggests that the teacher’s positioning had an impact on the pupil’s learning experience and level of engagement in the lesson. 

Discussion of Research Findings
The learning of all six case study pupils appears to have been influenced to some extent by the teacher’s positioning in the classroom. This finding, if accurate, suggests that the teacher’s positioning in the classroom should be considered as a pedagogical choice rather than a classroom management strategy as (Bertrand, 2009) suggests. Pupil’s expressed positioning preferences in relation to teaching and learning, the references they made to how the teacher’s positioning affects their behaviour was also highly linked to learning outcomes. 
There was some evidence to suggest that the teacher’s positioning in relation to an established classroom routine can impact pupil’s behaviour. All case study pupils exhibited the most positive body language when the teacher was stood at the front which suggests that pupils have been conditioned (Skinner, 1948) to behave in certain ways when the teacher is stood at the front. Most of the teacher’s positioning choices appeared to be met with the intended reaction by the case study pupils as posited by (Sime, 2006; Restuningrum, 2018). Harmer’s assumption that the teacher’s position can convey several meanings was also evidenced by pupil’s differing opinions regarding the teacher being sat at the desk. These contradictory findings indicate that while pupils will naturally interpret the teacher’s positioning differently, they can be conditioned to ascribe a particular meaning to a certain position. 
The teacher’s positioning was found to provoke an emotional reaction in the pupils (Harmer, 2007; Restuningrum, 2018). Case study pupils in both classes expressed nervousness or worry about possible mistakes when the teacher is stood behind them watching them work. Pupil’s in the second class also remarked that a teacher has more authority when stood at the front of the classroom. Pupils in both classes expressed an awareness of being monitored when the teacher circulates the class. The majority of pupils felt supported and found the teacher more accessible when they were circulating which benefitted the learning process, only pupil 3B attached negative connotations to the teacher circulating. 
The research findings informed the decisions I made surrounding positioning during subsequent lessons with my Year 7 class. I attempted to only sit at the desk for as short of a period of time as practically possible. When circulating the classroom, I looked at pupils work while stood to their side instead of directly behind them in the hope that this would mitigate some of their nervousness at making a mistake and allowed them to watch my facial expressions which were usually neutral or positive. I continued to give most instructions when stood at the front as being stood at the front appeared to imbue me with more authority. 
The findings of this study is limited by the size of the LS cycle. (Dudley, 2012, p. 5) recommends a LS cycle “consists of at least three ‘research lessons’” whereas this study only consisted of two research lessons, as such any results or conclusion drawn from this study could be considered trivial. For results to be reliable and valid, multiple research lessons and a greater sample size of case study pupils would be required (Altrichter, et al., 2002). As (Stubbs & Delamont, 1976) assert, it is difficult to extract meaningful information from one observed event. If the number of research lessons taught had been greater the observer would have had the opportunity to build up a better profile of the learners and record more evidence from which to draw conclusions.

The study is also limited by the relative inexperience of the student-researchers who have minimal experience of both teaching and conducting research. An inexperience observer is likely to struggle to identify important or relevant events (Krull, et al., 2010). The subjective nature of the study is heightened as student teachers are more likely to misinterpret or fail to notice pupil’s behaviours (Dudley, 2012). The lack of consistency of observer from one lesson to the next, while part of the LS design, is also noted as the interpretation of events can differ widely from one observer to the next (Kumar, 2011). It could be argued that while experienced teachers have refined their observational skills, they can exhibit a reluctance to be observed by their peers (Chin Mon, et al., 2016) and a reticence to engage with research (Hancock, 2001). By contrast, student teachers who have acclimated to being constantly observed may feel under less pressure to exhibit excellent teaching and as such, benefit more from LS as a form of professional development. 

Conclusion

The evidence garnered during the LS leads to the conclusion that the teacher’s positioning in the classroom affected each case study pupil’s engagement in the lesson to varying extents. The findings support much of the existing research and literature on the impact of the teacher’s positioning in the classroom. However, the results of this study cannot be generalised, they are specific to the class context and indeed, perhaps only relevant to the case study pupils in those classes. Pupil’s observed behaviour suggests that the teacher’s positioning affects their engagement and the pupil’s focus group responses supported the observed behaviour whilst also illuminating the impact that positioning appears to have on pupil’s learning. The study has shown that whilst teacher positioning has primarily been used as a classroom management strategy it may have broader implications for pupil’s learning. The pupil’s clear opinions and preferences regarding the teacher’s positioning in the classroom highlighted the need to maintain a keen awareness of pupil’s emotional reactions and to modify positioning to safe-guard pupils well-being, this aligns with (Harmer, 2007). 

Through critical reflection and analysis of the results the researchers developed greater awareness of how their positioning choices affected pupils in the classroom in ways that they had not previously considered. The process of collaboration also gave the researchers a greater appreciation of the amount of classroom activity that goes unnoticed when they are teaching as opposed to observing a lesson which is supported by (Dudley, 2012). The amount of data and analysis that be extricated from a LS of such small magnitude, strengthens the argument that (Grigg, 2015) makes to become researchers in order to improve both teaching and learning outcomes.

Recommendations

In light of this research, in future when planning positioning choices in the classroom the possible impact on learning, as well as classroom management will be considered. When I expect the pupils to react to my positioning in a certain way, I will make this explicit by verbally telling pupils the intention behind my positioning. This will hopefully allow me to establish classroom routines that benefit the learning, more easily (Sime, 2006; Restuningrum, 2018). I will try to discuss with pupils how they would prefer I position myself in the classroom in future, as the element of pupil voice in this study gave some of the deepest insight as to how positioning can affect pupil’s learning. It may also be prudent to discuss positioning choices with pupils as teachers then may not have to solely rely on their non-verbal behaviours to assess their emotional reactions to positioning. It would be interesting to conduct further research on teacher positioning in the classroom with KS4 pupils to determine if the engagement of older pupils is affected by the teacher’s position. It may also be advisable to investigate how the prevalence of technology in the classroom may affect the teacher’s positioning choices and the subsequent impact this may have on pupil’s engagement. 
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