A CRITICAL EVALUATION AND THE IDENTIFICATION OF NEXT TEACHING AND LEARNING STEPS FOCUSING ON A CASE STUDY OF AN INDIVIDUAL LEARNER OR A GROUP OF LEARNERS, BASED ON AN OBSERVED CRITICAL INCIDENT.
INTRODUCTION
This paper will detail a classroom critical incident, which will be the focal point to engage in critical reflection and identify the next steps for professional development. The role of critical reflection will be addressed while highlighting the importance of its utility for development within the teaching profession. Once discussed, this will set the foundation and understanding for later reflection on the insight gained from the outlined observation and subsequent research. 
The discussion will then be drawn to the school and class where the critical incident occurred; this will be essential to providing some contextual understanding and possible exploration of why the incident occurred. Next, the critical incident will be introduced while detailing Donaldson's four purposes for further critical engagement. From this, key avenues of research will be identified from the critical incident, which will be used as a guide for reviewing the current literature. The purpose of this section is to provide further context and a possible explanation for why the incident occurred, and importantly, link practice to theory. 
Following the new insight gained from engagement with literature, a reflection and evaluation of personal teaching practices will be examined. This examination will identify personal development areas and inform the appropriate next steps in professional advancement. 

THE ROLE OF CRITICAL REFLECTION
Educationalist John Dewey introduced the idea of reflective thinking. Dewey argues that reflection is not merely the passive recall of an experience but a purposeful and active process. In his book, how we think (1933), he defines reflection as an "active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it, and further conclusions to which it leads" (Dewey, 1933, p.118). However, philosopher Donald Schon (1991) took Dewey's work further in defining reflective practice as how professionals become aware of their foundational knowledge and learn from their professional experience. Edwards (2017) highlights that Schon's perspective can be seen as the more empowering of the two because it recognises the specialist knowledge of the professional. 
In the report Teaching Tomorrows Teacher's (2015), Furlong highlights that the current emphasis on what newly qualified teachers (NQT's) must be able to do upon completion of their training has resulted in a lack of any explicit recognition of the role of critical reflection in a teacher's professional development. Consequently, there are no expectations for NQT's to be active professionals in making their own judgments towards learning leaders.
The new changes set out in the curriculum reform for Wales require teachers to understand the 'what', 'why' and 'how' in their teaching, subsequently leading to the formation and growth of teachers as reflective practitioners (Donaldson, 2015). Underpinning this is the idea that teachers who question their own contexts and concerns demonstrate continuous learning by striving for innovation, reflecting on their impacts, and aiming to find new ways to improve their effectiveness (Zwozdiak-Myers, 2012). Furthermore, the professional standards were developed, in part, to help teachers to reflect on their practice against nationally agreed standards (Professional standards, 2021). Moreover, having these standards will allow practitioners to use the EWC professional learning passport to reflect on and, as a result, enhance their practice.  
Critical incident analysis is a pedagogical theory developed by Tripp (1993) that aims to give teachers reflective practice through analysis of classroom incidents. These incidents are those that the teacher interprets as a challenge within their professional scenarios (Rushton & Suter, 2012), and as such, they become critical once analysed. Tripp (2011) contests that teacher who reflect on their own practice develop a better professional judgment. Richards and Farrell (2005) state that this professional judgment is gained from reflection and, significantly, is influenced by new forms of knowledge, not assumptions.
To analyse an incident for reflection towards better judgement, Tripp (2011) outlines the following format.
1. Describe the incident, highlighting the critical areas for further analysis.
2. Explain the context of the incident to provide a more holistic view on which to reflect. 
3. Ask questions that explore the meaning behind the incident. 
4. Implications for future practice.
It is within the third question where different models of reflection can prove helpful. Schon (1991), for example, suggests reflection through two perspectives: reflection-in-action or during an event and on-action after an event. Other reflective models such as Kolb (1984) set out three perspectives to reflect, analyse, and evaluate upon an experience to form new learning and start the stages again through implementing new knowledge gained. This cycle is known as experiential learning. Finally, however, theorists such as Brookfield (1995) suggest four perspectives for deeper reflection that can be explored by viewing the incident from the perspective of one’s autobiography as a teacher, the student's eyes, colleagues' experiences, and related literature. It is this last model that will form the framework for reflection later in this paper.
OBSERVATION School & Class Context
Adhering to BERA (2018) Guidelines under Privacy and date storage, point 40, "The confidential and anonymous treatment of participants' data is considered the norm for conducting research". As such, any information relating to the school, pupils and staff involved in the observation will remain anonymous. 
The observation was conducted in a mixed-gender comprehensive secondary school and sixth form, situated in the western region of Swansea. Currently, the school is working with the Welsh government as a pioneer towards the new curriculum, helping to take forward new developments.
The school also offers specialist on-site facilities to cater for deaf and hard of hearing pupils. A total of 1,700 pupils between the ages of 11-18 are on roll at the school, including 357 pupils within the sixth form. The school has identified over 6% of pupils are eligible for free school lunch. Additionally, less than 10% of students live within the most deprived areas in Wales (Estyn, 2018). Furthermore, the school states that roughly 12% of students have some special educational need and 1.7% have a statement of special educational needs, with both figures representing below the Welsh average (Estyn, 2018). Around a quarter of pupils are from ethnic and minority backgrounds. Over 20% of pupils speak English as an additional language, with only a few fluent in Welsh. 
CRITICAL INCIDENT
The teacher set a task for each pupil to list at least one word related to selecting words presented on the board. Each pupil had access to the presentation on the board via a laptop with which to complete the task. Unfortunately, one pupil immediately became disengaged during this task due to struggling to complete the previous task.
Towards the end of the task, the teacher walked around the room and checked that each pupil had completed the task. Then, the teacher called an end to the task and asked the class to close the laptops to watch a video towards the end of the lesson. However, noticing that the disengaged pupil had not finished, the teacher requested that the student complete the task without watching the video (Appendix 1). As a result, the student could not watch the video and engage in the lesson closing discussion.
This incident highlights struggling on one activity; a student may fall behind and potentially miss a later opportunity in class. More concerningly, students who do not ask for help when faced with a task too challenging or fast-paced may become disengaged, which the teacher may interpret as misbehavior and lack of effort (Appendix 1). As a result of facing too much challenge from the offset, this student could not engage properly during the remainder of the session.
In the report successful futures (2015), Donaldson outlines four purposes that the new curriculum for Wales should aim to develop young people. Among which is the development of all children and young people to be ambitious, capable learners. To achieve this, Donaldson first suggests that learners should set high standards and seek and enjoy challenges. In the case of this incident, the student confronted a challenge beyond their reach, resulting in a subsequent lack of engagement. However, students need to set manageable goals to seek and enjoy challenges (Yusuff, 2018) and achieving Donaldson's first criteria would be challenging if manageable goals are not set. 
Secondly, the curriculum sets out to create healthy and confident individuals, which, in part, includes building the confidence of students to participate in performance and overcome challenges. Although any knowledge of the student's mental state after the incident is purely speculative, failing to meet a challenge amongst peers who are perceived to be more competent at the task may have impacted that individual's confidence (Ampadu, 2011). Consequently, Chin and Osborne (2008) highlight that this perception may deter students from asking for help to avoid bringing attention to themselves. 

LITERATURE REVIEW 
The current educational climate has experienced significant changes in student populations that now reflect a diversity of backgrounds, encompassing different cultures, ethnicities, and abilities. As classroom diversity grows, this brings with it a plethora of new learning profiles, interests, and abilities that teachers must now accommodate. Therefore, it is now imperative that teachers meet these differing needs to respond to increasing diversity across schools and classrooms. Carol Tomlinson (2017), a leading expert in differentiated instruction, suggests that this could be the solution. Tomlinson defines differentiation as the ideology of teaching grounded in the premise that students learn most effectively when teachers accommodate the differences in their readiness levels, learning profiles, and interests. 
The first concept, readiness, can best be illustrated using Vygotsky's (1978) zone of proximal development (ZPD). ZPD suggests that each student operates at a current level of performance for which they do not need assistance and highlights what they could achieve with the assistance of a more knowledgeable other or teacher. The second concept is learning profile; anything relating to the students, ethnicity, gender, learning preferences, and other background aspects may affect how they learn the content (Tomlinson et al.,2003). Lastly, the concept of interest refers to how motivated a student is to learn a subject. The idea suggests that the more enjoyable learning is, the more they are willing to learn. The three concepts demonstrate the differences students bring into the classroom and further highlight teachers' considerations when designing lessons that ensure equal learning for all.
According to Tomlinson (2017), once a student's learning profile, readiness, and interest are known, a teacher can accommodate this through differentiation instruction by providing different avenues to understand ideas, acquire content, and develop products so that each student can achieve this effective learning. Differentiated instruction in this regard can best be interpreted as changing the teaching delivery and altering how information is presented to meet varying needs (McComas, 2014), or as Hall (2009) states, changing not what is taught but rather how it is taught. Incorporating differentiation into the classroom can be done in various ways (Figure 1); specifically, Moon et al. (2020) offer these four avenues.
1. PRODUCT- This is what the teacher wants the student to create at the end of a lesson to demonstrate understanding of the content delivered.
2. CONTENT- The teacher can deliver multiple levels of the same content that cater for each ability. Models such as Blooms Taxonomy (Capel et al., 2019) can be used to modify content from low to high order thinking.
3. PROCESS- Process involves the implementation of different teaching styles that cater for the students learning styles and intelligence. E.g., Visual, auditory, and kinaesthetic. 
4. LEARNING ENVIRONMENT-Teachers can work to create learning environments using classroom proxemics, classroom management techniques and differing layouts. 
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When considering the concept of differentiated instruction, it is vital to understand the benefits of implementing this into the classroom. Various research in cognitive psychology suggests that students across all attainment levels learn more efficiently and experience greater well-being when teachers understand their current cognitive levels and deliver appropriately matched tasks in class (Chamberlin & Powers, 2010; Fisher et al., 2015; Goddard; Reis et al., 2011). However, this idea presumes that teachers can effectively understand where each student currently stands in levels of readiness, interest, and cognitive ability. 
Machts et al. (2016) investigated this presumption and found that teachers are not as effective in accurately estimating students' cognitive abilities, particularly when placed in same attainment classrooms. To counter this, teachers must develop advanced professional skills on top of their basic skills in classroom management (Tomlinson, 2017). Conversely, the requirement for advanced professional skills means that teachers new to the profession may need to master the essential professional skills before attending to student differences (Maulana et al., 2014). Therefore, it can be expected that the teacher's ability to differentiate will improve only alongside experience and student rapport over time. 

SUPPORTING THEORIES

VYGOTSKY SOCIOCULTURAL THEORY
Theories strongly supporting differentiated Instruction are Vygotsky's (1896- 1934) sociocultural theory of learning and zone of proximal development. Sociocultural theory's central premise is that mental ability and learning are shaped through how students interact with others and the culture they live in (Vygotsky et al., 2012). Similarly, differentiated instruction views learning as a collaborative and social experience, holding that the responsibility of what happens is also on the learner (Tomlinson et al., 2003). The idea of social learning makes sociocultural theory particularly relevant in teaching because it is based on the view that learners develop cognitively through exposure to social interaction in a cultural context (Vygotsky et al., 2012). This concept is essential when considering the increasing diversity of the student population and the subsequent differences in needs in classrooms. Furthermore, Tomlinson (2009) states that teachers and professionals can collaborate to create optimal learning experiences for students using the differentiation model within these environments. 
Conversely, Vygotsky has been subject to criticism because his theory disregards the role of the individual in favour of the collective (Lui & Matthews, 2005). As a result, it does not recognise that students can rise above the group norms based on their ability, which contradicts the individual perspective that differentiation aims to address. 
ZONE OF PROXIMAL DEVELOPMENT (ZPD) & MULTIPLE INTELLIGENCES
The zone Proximal development (1978) describes how learners can progress by providing students with tasks that stretch them just outside of their ability. The ZPD refers explicitly to the student's propensity to successfully complete a task or activity with the aid of a more knowledgeable individual. Through the ZPD, research shows that differentiated instruction pushed students slightly beyond their comfort levels to challenge them most effectively (Kapusnick & Hauslein, 2001; Tomlinson, 2005). Differentiated instruction aims to meet each student's individual zone of proximal development (Walker (2010) by structuring learning tasks sensitive to the learners' current capabilities. However, the VPD theory does not address how students’ current capabilities are to be understood, nor does it consider their motivational influences (Chaiklin, 2003). These gaps do not serve the purpose of differentiation well because the central premise of differentiation is first to understand where learners are currently as individuals.
The zone of proximal development is rooted in understanding that each learner has different cognitive dispositions. In this idea, Gardner's theory of multiple intelligences was developed, which parted from the idea that intelligence can be measured as a single unit (Gardner, 1999). Instead, the theory focuses on eight intelligences that each learner may operate at while highlighting the need for problem-solving (Sousa & Tomlinson, 2018). Furthermore, Gardner (1999) adds that any teaching method or educational curriculum that relies heavily on just one intelligence will minimise opportunities for those students who may not have the ability to learn this way. However, this theory stipulates that learner are not bound to just one intelligence and differentiating instruction may better connect those who learn differently to the material. 
APPLICATION AND BENEFITS
Although the theory is promising, there is much speculation on differentiated instruction benefiting student engagement, understanding or performance. Furthermore, little research within the reviewed literature definitively examines and measures differentiation effectiveness, particularly in secondary education. 
Currently, studies examining the impact of differentiated instruction on the effectiveness of content delivery or student engagement have been narrow, by emphasising only teachers attitudes or their practices (i.e., Blozowich, 2001; Smit and Humpert; 2012 Tomlinson, 2005). Likewise, other studies on differentiated instruction have been comparatively narrow, but instead emphasised only gifted students, and students with disabilities (i.e., Geisler et al., 2009; Jones et al., 2012). Despite this, some studies do document some positive effects of differentiation on student learning outcomes within a mixed ability context (i.e., Chall, 2002; Chamberlin and Powers, 2010). 
In one research synthesis exploring adaptive teaching, one study examined the impacts of differentiated instruction. The authors found an overall positive impact on academic outcomes due to differentiated teaching (Parsons et al., 2018). However, these results were gathered from a primary educational setting and may not be indicative of a secondary education setting. Similarly, Grimes and Stevens (2009) found that differentiated instruction improved the scores of both high and low attainment students in a maths classroom while noting an observed increase in motivation and engagement between the students. Although this study is limited in scope by narrowing it to one subject/classroom, it does indicate some utility for the use of differentiation in that all attainment levels of students showed improvement. Most notably, a meta-analysis conducted by Deunk et al. (2018) looked at 21 studies examining the impacts of differentiation on students' academic performance and found only a slight overall positive effect on student performance. However, the researchers note that the overall positive result does not indicate that all ability groups benefited. 
The most appropriate use of differentiation and its benefits is primarily uncertain; it is appropriate to consider its practical application against its proposed benefits. In some cases, teachers will use differentiation as a scaffolding technique for struggling students or more gifted students not being challenged (Hertberg-Davis, 2009). However, the concept of teaching in this way is multifaceted and demands continuous classroom multitasking, which often leads to excessive workloads for the teacher, and as a result, may be unsustainable (Westwood, 2013). Furthermore, differentiating may become tedious for teachers who deal with large class sizes and lack the materials and funding necessary to accommodate every individual (Westwood, 2013). Finally, as the presented studies suggest, it is difficult to estimate this technique's impact on learner achievements (Haelermans et al., 2015). As a result, it is unclear if the positive effects of differentiation outweigh the additional time commitment and resources needed to teach this way. 
REFLECTION & NEXT STEPS
Reflection will be explored using Brookfield four lenses, aiming to reflect on the same incident but utilising different perspectives to offer a more holistic view to reflect upon (Brookfield, 1995). The process will start with a reflection of my autobiography as a teacher, then through the students' eyes, where I will reflect on the student experience of the incident. Following this, I will utilise the lens of colleagues' experiences to place myself in the teachers' shoes in that incident to gain a deeper perspective and understanding of how it relates to my experience. Lastly, I will reflect on the incident using the new understanding gained from the literature exploring this incident. 
Autobiography
This incident reflected my own experience within school well. Observing the student struggling to maintain pace and missing out in class, as a result, represented my classroom experiences accurately. Upon reflection, my time in school with finding work challenging played a role in pursuing this incident further, as a more profound analysis can aid in dissecting my experience and what the students may also experience in this situation. This has further reinforced the idea that my role as a teacher is to advance my pedagogy and classroom leadership to ensure that all students are engaged and appropriately challenged. The following steps will be to explore the idea of differentiated instruction closer and develop and implement tried and tested classroom techniques aimed at including all attainment levels to engage each student the best I can. More importantly, I will use my time in school to build relationships with the pupils to understand and accurately access the different needs within the class. I can acknowledge that my professional judgements at this stage will be very limited, and thus my ability to assess individual needs will possibly be misjudged. However, I hope that by learning techniques to advance my pedagogy while simultaneously understanding my students better, I will bring best practices to each learner's needs over time. 
Student views
Although I do not know exactly how the student was thinking at the time of the incident, I observed clear signs of frustration during the first activity of the class where the pupil was struggling. During this activity, the student became self-aware of their struggle as they began looking around the class towards other peers to see who, if anyone, was finding the task difficult. I can interpret the comparison that the student was making to be quite an unsettling experience and possible cause to disengage after noticing that they were the only pupil struggling, at least from their perspective. Although this observation was easily seen because of my proximity to the student, I can acknowledge how easily the teacher can miss this, especially when the student does not directly ask for help or shows signs that can be interpreted as misbehavior or disengagement. I understand that COVID regulations may not permit regular movement around the classroom; however, moving forward, I will aim to interact and move around the class as much as possible to understand better how each student is progressing through activities. 
Colleagues' views
Unfortunately, I did not have the opportunity to speak with the teacher of the observed class; however, I will use this section to reflect on their possible perspective. I have now come from this experience with a greater understanding of challenges faced by teachers when teaching mixed attainment learners. I have gathered that the theory and literature are logical in their reasoning but flawed in practical applications. This was apparent to me when experiencing just how short a lesson is and how difficult it is to incorporate many activities and have the time to monitor each student with adequate individual attention. Additionally, the COVID restrictions put on the classroom makes it difficult for the teacher to move around the room and, as a result, are bound to the front of the class. I realise that I will face these practical challenges, and perfectly implementing theory will be complicated without realistic compromise. Therefore, I intend to enhance my classroom management skills beyond basic levels to ensure that I can create the optimal learning environment to teach and for the students to learn. This, I envision, will come only from experience and understanding my class, so it is my goal to put this at the forefront of my learning when first faced with my new class. 
Theoretical

The observation highlighted the differences in student abilities within mixed groups. It also emphasized the importance of ensuring that all students can engage with the content within their optimal development zones. Literature concerning differentiated instruction clearly outlines these differences and proposes precise methods of catering for them. Although the literature is unclear of its benefits, my practical experience observing has at the very least highlighted the negatives of setting the same pace for all students. Therefore, I feel that it is a matter of responsibility to ensure that I learn and incorporate differentiated instruction for the benefit of lower attainment students, particularly within mixed-ability settings. Doing so will ensure that I advance my pedagogy and provide the best opportunities for students to build up confidence in their abilities. I will begin this process with further reading and immediate implementation of the strategies, using my mentor's feedback to improve my theory application and learning what works for the school's current and more experienced teachers.
CONCLUSION 
The observation outlined in this paper highlighted the reality that not all students learn at the same rate in class, particularly when faced with mixed attainment groupings. The idea of different student needs then prompted research into differentiated instruction. The research aimed to understand precisely how needs can differ, how the teacher accommodates those needs, and examine the potential impacts on student learning when individual needs are met in this way. The premise is that if student needs are matched, they will unlikely face challenges beyond their capabilities in class and, as a result, learn better. 
Reflections upon the observation and subsequent research on differentiation have enabled me to identify the next steps within my teaching and have begun developing my skills as a reflective practitioner as outlined by Donaldson (2015). The research has prompted further inquiry into new teaching practices and has formed a base for refining my teaching with differentiation according to professional standards of advancing pedagogy (Professional standards, 2021). In addition, the exploration of critical incidents has expanded my professional learning through observation of experienced teachers, more extensive reading, and a new openness to challenge towards my placement. As a result, I am now better equipped to move forward in my teaching practice and effectively implement new strategies to achieve professional standards.
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APPENDIX
Appendix 1- Record 1
	Date and time, year group: 22/9/21 11:30 Year 8 


	Where and When: Context of the observation – subject/AOLE, general classroom context
 
The incident occurred during a Design and Technology lesson (Science and Technology) at the second period.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The teacher set a task for each pupil to list at least one word related to selecting words presented on the board. Each pupil had access to the presentation on the board via a laptop with which to complete the task. Unfortunately, one pupil immediately became disengaged during this task due to struggling to complete the previous task.
Towards the end of the task, the teacher walked around the room and checked that each pupil had completed the task. Then, the teacher called an end to the task and asked the class to close the laptops to watch a video towards the end of the lesson. However, noticing that the disengaged pupil had not finished, the teacher requested that the student complete the task without watching the video. As a result, the student could not watch the video and engage in the lesson closing discussion

	Areas of possible exploration: what you think could be" under the hood" in these incidents? What avenues of research could you consider?

Students were engaging in an activity and discussion using the laptops prior to the incident which meant that the previous activity was still open on the laptops in front of them. This could have been distracting for any pupils who were heavily engaged in that activity or who had not yet finished it, making it more difficult to pay attention to the new information given by the teacher.

It could have been that the student felt frustrated with the pace of the session or that they didn't fully understand what the task required and so seeing that other students were getting on with the activity, felt afraid to ask what needed to be done. 

However, if the student simply didn't want to engage then the actions of the teacher in encouraging the pupil to finish while missing out on the video would have taught the pupil of the consequences of not paying attention, or even not asking for help if that was the case.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· Laptops were open while the teacher was discussing the activity to come, which may have led to distraction. 
· The class was busy and had a large social interaction aspect, which may have led to some off topic discussions among groups and subsequently distraction. 
· Lunch time was after this lesson and some of the students may have been hungry or thinking about break time.


Appendix 2- Record 2
	Date and time, year group:23/09/21 10:20 Year 8


	Where and When: Context of the observation – subject/AOLE, general classroom context
 (Humanities) 


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The teacher started an activity by presenting some basic information to the class on the whiteboard. Following this, the teacher assigned each pupil with a laptop to conduct their own research on the presented topic. The findings during this activity would form the basis of what each pupil would write about.

During the research, one pupil discovered a documentary relating to the subject matter and asked the teacher if the class could watch it. In response, the teacher proposed that if the class finish the activity and perform well, then they can watch the documentary as a reward at the end of the next lesson.


	Areas of possible exploration: what you think could be" under the hood" in these incidents? What avenues of research could you consider?

This seems to be a good display of constructivism in action as the students were fed initially with some basic information about something that most students would be familiar. They were then able to build from this knowledge with their own directed research and learning. The pupil that showed interest in watching the documentary was an indication that they had researched the topic and found something that they liked and were engaged in. 

By the teacher suggesting that the class could watch the documentary if the work was completed this could act as a form of operant conditioning, by showing students that learning activities could be directed by them if they knew information and complete work on time. 

Areas of research could look at effects conditioning within constructivist lessons, by using students own learning as positive reinforcement towards a reward of learning more about what they have found in subsequent lessons.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· The lesson took place just after break time, so the students were in a more relaxed state.
· Students had the whole lesson for this activity, so each student had time to discover new information, however it was not clear how many students used this time effectively.
· Directions were simple and the aim was clear.






Appendix 3- Record 3
	Date and time, year group: 22/09/21, 12:30, Year 8


	Where and When: Context of the observation – subject/AOLE, general classroom context

Physical Education (Theory)


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work).

The teacher arrived late to the class, so the lesson didn't start on time. Following this, the teacher opened with some opening questions to gage the pupil's prior knowledge of the subject and prompt discussion. Initially the class were reluctant to engage and put their hands up for the first few questions. However, one pupil engaged and put their hand up to attempt a question. 

The teacher praised the student for engaging and giving a good answer, immediately following this one pupil's engagement almost half the class put their hands up during the next question to give answers. 


	Areas of possible exploration: what you think could be" under the hood" in these incidents? What avenues of research could you consider?

It is unlikely that all the students had no answers to the questions asked but rather that nobody wanted to initiate or risk being wrong in front of the class. It is also possible that because the teacher did not prompt the students more that they didn't feel the need to put their hand up and engage. Interestingly, the positive reinforcement given once one pupil had put their hand up seemed to indicate to the others of the correct action. This can be explained through behaviourism showing that the other students witnessed the correct response to the stimuli presented in the form of a question and continued this response because of the positive reinforcement received (Recognition and praise from teacher).

Further investigation can take a look at the effect that the environment and social setting have on the ability/ willingness of students to engage. Looking particularly at how to foster an environment where students feel less pressure to follow other students, such as the instance of not wanting to answer or engage first.




	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· This incident took place 15 minutes before lunch so it is possible that students were preoccupied with leaving.
· The lesson began late which possible set the wrong tone for engagement.
· The lesson was late due to a last minute room change.
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