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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
	Throughout this essay a critical incident that took place in a Year 5 class will be explored in depth. A critical incident is not one that is necessarily negative, they can take multiple forms and are mostly events that cause the practitioner to stop and think or change their approach in some way (Tripp, 1993). Various reflective models will be mentioned and the importance of teachers engaging in reflective practice highlighted. As they relate to the chosen critical incident, behaviourism, positive reinforcement and Glasser’s (1998) choice theory will be examined in closer detail throughout the literature review. Ultimately Brookfield’s (1995) four lenses of reflective practice will be implemented in order to reflect on the critical incident in question. After this reflection conclusions will be drawn about what I would implement next in my own teaching practice. Positive reinforcement, inclusion of students in rule creation and possibly restorative practice will be highlighted as theoretical frameworks I would like to take forward. 


The role of critical reflection
Critical reflection is a tool available to teachers to assist them in gaining a deeper understanding of their work, what informs their practice, why it does, and the impact this may be having on their learners. It involves more insightful and deeper thinking than just reflecting on one’s work and how technically correct or incorrect it may be. Critical reflection involves reflection upon aspects such as power relations, historical and cultural norms, and wider frameworks within society that encourage the view of some modes of practice being more effective than others (Brookfield 2009).” A critically reflective teacher should question not only whether their teaching practice is successful, but also what criteria they are using to judge success in the classroom and why. Without critical reflection teachers may inadvertently deepen stereotypes found in society and “offer simplistic solutions to complex problems” based on generalisations made from “inaccurate[ly]” and “limited data” (Ash and Clayton, 2009, p.26). 
There are many models of critical reflection available, and which one is used will ultimately be down to personal preference. However, it would also be useful to consider reflections upon why this model was chosen above others. Some well-known models of critical reflection include Kolb’s (1984) experiential learning cycle which consists of four main stages: concrete experience, reflective observation, abstract conceptualisation, and active experimentation, before the practitioner should repeat the cycle. Gibbs’ (1988) model of reflection has a somewhat similar approach but has six distinct stages. These are: description of the experience, feelings/emotional response to it, evaluation, analysis, conclusions drawn from this, and an action plan. Schön’s (1991) theory is that there are two main forms of reflection, reflection in action, and reflection on action. The former takes place at the time of the experience and is often linked to emotional responses. Whereas the latter takes place afterwards, involves exploration of reasons for and consequences of an action and may include reflection through documentation. There is also Brookfield’s (1995) model which includes four lenses for reflection. These are: autobiographies – our own experiences as students and teachers, our students’ perception, our colleagues’ perception, and the view of theoretical literature. This is only a brief encounter of a small number of the models available for critical reflection, with Brookfield being explored in more detail later. However, the multitude of differing approaches illuminates the importance of critical reflection and the need for it to be encompassed in teaching practice. 
The use of critical reflection in teaching has increased as the view of teaching as a profession rather than craft has also increased. Previously teaching was primarily viewed as a craft that was best learnt through experience, observation of those more skilled than oneself and observation of one’s own practice by others (Gove, 2010). Whereas now teaching is increasingly seen as a profession that still benefits from experiential learning, further benefitting from a firm theoretical grounding of knowledge. Understanding the theoretical basis for practice allows a practitioner to critically reflect on situations and make their own judgements based on research and ethical evaluations rather than being reliant on intuition, common sense, or the practice of others (Winch et al, 2015).
	In 2015 there were reports published reviewing initial teacher training and curriculum and assessment arrangements in Wales. Both reports strongly encouraged the use of critical reflection in teaching training and in the classroom. Furlong (2015, p.12) noted that there was “virtually no recognition of the role of research or critical reflection” in the training of student teachers at the time. While Donaldson (2015, p.71) further added that an updated curriculum that centred around his suggested four purposes would require “high-quality teachers with a sound understanding of the ‘why’ and ‘how’ of teaching”. This highlights the importance of critical reflection as a skill for teachers. It has become an integral part of teacher training in Wales and will be invaluable when implementing the new curriculum. This kind of reflection allows teachers the opportunity to assess themselves with an open mind, improve upon their skills and ultimately improve the quality of education received by their students. 

Observation school and class context
All following information about the school in which the critical incident was observed is given in accordance with the British Educational Research Association (BERA) guidelines (2018). This is to ensure the anonymity and safeguarding of students and staff attending the school. The school is a primary school and the building itself is very large. There are approximately 526 pupils in attendance at this school with their ages ranging from 3-11 years old. There are a total of 17 classes, which is inclusive of two nursery classes composed of part-time students. Furthermore, there are two additional specialist teaching facilities found within the building (ESTYN, 2019). On average the percentage of students who are eligible for free school meals is around 44%, this is considerably higher than the Welsh national average of 18%. Similarly, the reported number of students with additional learning needs (ALN) is also above average. The school reported 48% of their pupils had ALN, whereas the average for a primary school in Wales is 21%. Additionally, around 11% of pupils attending the school were identified as coming from ethnic minorities (Ibid). The school is primarily English-speaking, although efforts are made to use simple day-to-day phrases in Welsh, alongside specific Welsh lessons.
The class observed was a Year 5 class made up of students aged 9 or 10 years old. Typically, the class was comprised of around 30 students, however, in accordance with Covid-19 safety procedures many students were isolating resulting in 17 being present. The class all used English as their first language, and while some students were from ethnic minorities, much of the class would be identified as being of white British ethnicity. The class was split relatively equally along gender-lines. There were three learning groups within the class, which were based on ability, and there was a noticeable difference in comprehension and literacy abilities between these groups. Alongside the teacher was a teaching assistant, providing extra support for any students who may need it. 

Critical incident linked to Donaldson’s Four Purposes
Critical incidents are events that happen in the classroom and other areas of the school that may have been unplanned and can often act as a turning point for the lesson and how the teaching proceeds. However, they are not necessarily always negative or ‘critical’ events, and Tripp (1993, p.8) described them as “an interpretation of the significance of an event”. What makes the incident critical is our analysis of it and the value judgements we place upon it. What is perceived as a critical incident and in what manner may differ from spectator to spectator. The critical incident discussed in this essay took place in the first lesson of the day after their morning greetings, approximately 9:30am. There were only 17 students present, alongside myself, a teaching assistant and the classroom teacher. 
	The teacher began their lesson by recapping what the class had learnt the day before and asked, “Can anyone remember what we were learning about yesterday?”. This is significant as it links to the four purposes, specifically the purpose of being an “ambitious, capable learner who […] can explain the ideas and concepts they are learning about” (Donaldson, 2015, p.29). Whilst several students raised their hand to answer this question, one student (from here on referred to as Student X), shouted out “Airplanes!”. The teacher responded by saying “Student X if you want to answer you need to put your hand up”. Following this Student X did put their hand up and was chosen by the teacher, repeating the same answer of “Airplanes”. This time the teacher responded in a very positive tone of voice and said, “Great that’s right and thank you for putting your hand up”. This can also be linked to Donaldson’s (Ibid, p.30) four purposes, this time the purpose of creating “healthy, confident individuals who […] form positive relationships based upon trust and mutual respect”. The teacher used positive reinforcement of good behaviour instead of punishing the initial undesired behaviour. This could help to build a positive relationship between the teacher and Student X based upon mutual respect, as the teacher was giving Student X the opportunity to answer so long as they raised their hand. 
	Finally, following Student X’s answer, the teacher asked another student who had initially raised their hand. This student proceeded to give a more detailed response about how they had been learning about the history of aviation and the invention of the first airplane. The class then moved on to looking at the prepared PowerPoint presentation, going into more depth than their last lesson about the history of flight. Notably, about 15 minutes later the teacher asked another question to the class about the PowerPoint presentation, and although they were not chosen to answer, Student X did raise their hand instead of shouting like they had previously.

Literature review
The first theme to be explored in more depth is behaviourism. Behaviourism is a theory of learning that proposes that in the classroom the focus should be on objectively observable events and not internal mental activities or events, as these can be highly subjective (Sullivan, 2009). Learning tends to be defined as observably different behaviour being implemented due to a change in environmental conditions of some kind. Moreover, learning is conceptualised in terms of “a ‘cause and effect’ mechanism, in which external factors lead to a response, and over time, this response becomes learnt behaviour” (Duchesne et al, 2015, p.160). It is postulated that learners begin with a tabula rasa (clean slate internally) and behaviour is determined by negative and positive reinforcement or punishment. 
Two central variations of behaviourism are classical conditioning and operant conditioning. Classical conditioning is most associated with the work of Pavlov (1927) and Watson (1913), whilst operant conditioning is highly associated with the work of Thorndike (1898) and Skinner (1938). Classical conditioning focuses on mostly involuntary reflexes and the creation of an association between a naturally occurring stimulus and a previously neutral stimulus. The most famous example being Pavlov’s (1927) dogs and the association that was formed so that when a bell was rang the dogs would salivate. Whereas operant conditioning revolves around voluntary reactions and argues that behaviour should be reinforced or punished immediately after it has happened. This creates an association between the behaviour and the consequence in the subject’s mind, making the behaviour more or less likely to happen again (Thorndike, 1898).
	A criticism that has been levelled at behaviourism is that it undervalues the importance of consciousness, volition, and purpose in the determination of behaviour (Tolman, 1932). This is a criticism mostly aimed at interpretations of behaviourism such as Watson’s (1930, p.82). He argues that given a group of very young children he could pick one at random and allowing there were the right environmental factors he could raise them “to become any type of specialist I might select […] regardless of his talents, tendencies, abilities, vocations, and race of his ancestors”. This position allows no room for internal variations amongst children such as ALN, personal values, beliefs, or motivational factors. This is strict behaviourism though, and many interpretations of behaviourism do not tend to take such a strict view of the theory. Many would likely reject the idea that children can always be conditioned to achieve any goal under the right circumstances. For example, Bandura’s (1977) social learning theory accepts that cognitive influences impact the formation of behaviour and learning, as well as environmental factors. Bandura (1977) allows more room for introspection in his work and argues that humans actively think about the relationship between their actions and the following consequences of them.
	An advantage of behaviourism is that it has clearly observable results making it easier than some other theories to empirically test, observe and record its effectiveness (Cunningham, 2000). Data produced was verifiable and could be reproduced by others who implemented the same experimental boundaries and procedures. Although for a long time there have been concerns raised about such testing being conducted on animals and the ethicality of this (Giannelli, 1985). Furthermore, the theory has been implemented in many real-world situations, such as operant conditioning being used in reward systems in school and prisons, and classical conditioning being used in the treatment of people with phobias (Rachman, 2000).
	The opposing theory to behaviourism is constructivism. Constructivism argues that children learn through action and challenges, whereby they make sense of new information and apply it through the lense of knowledge they already possess. Constructivism is frequently associated with theorists such as Piaget (1936), Vygotsky (1978), and Laevers (2000). Constructivists critique that behaviourist approaches to education can lead to rote learning, and simply the repetition of information back to teachers from students. More preferable, they suugest, would be learners internalising this knowledge and making new physical connections within their brain through which they will be able to remember and implement this knowledge in new situations. 
	Positive reinforcement is a form of operant conditioning frequently associated with Skinner, and it will now be examined in more depth. Positive reinforcement is the identification of behaviours deemed to be desirable and then the encouragement of these behaviours through means such as rewards or praise (Burden, 2003). The argument is that if a behaviour is followed up with a pleasant stimulus, then it is very likely this behaviour will be repeated. This method is used by some educators who will reward desired behaviour with positive outcomes and try to ignore undesired behaviour in the classroom. Positive reinforcement is sometimes used to unintentionally reinforce negative behaviour. For example, if a child misbehaves and they are given a toy to keep them quiet. This can reinforce in the child’s mind that when they misbehave, they are rewarded, and may encourage them to misbehave again in hopes of the same response (Sigler and Aamidor, 2005).
	An advantage of positive reinforcement in the classroom is that it is easily applicable and transferable between different educational contexts. The positive aspect that is used to reward the desired behaviour is variable and depends partly on what is desired by the student in question. It could be verbal praise, a physical reward such as a sticker or gold star, or a non-physical prize such as points for their class team (Burieva, 2020). Moreover, it helps to build a positive environment in the classroom by focusing on positive praise instead of negative conversations about behaviour (Ibid). Negativity in the classroom can impact how secure students feel in their learning environment even if the negativity is not directed at them personally. Some who disagree with positive reinforcement have suggested that negative consequences are essential to determining behaviour and not acknowledging it is implicitly condoning it. However, in response it can be argued that this could be attributed to a societal belief that we should all be internally motivated to behave in a positive manner (or at least one deemed positive by society) (Magg, 2001). It is said that if this belief is let go of then the benefits of encouraging only some behaviours and ignoring others can be realised.
	A further critique of positive reinforcement is that it is not always understood and implemented properly in school contexts. Some educators claim to use positive reinforcement only in the classroom and avoid ‘traditional’ forms of discipline such as negative repercussions. However, they are simultaneously using methods such as ‘timeout’ as a consequence for undesired behaviour believing that this falls under positive reinforcement as they are not ‘telling off’ students for acting badly (Perone, 2003). Yet if ‘timeout’ was a desired outcome then they would not be using it in conjunction with negative behaviour, so they have simply changed the negative outcome rather than removing them completely. This critique is subjective, however, and would not apply to all teachers. Moreover, using techniques such as timeout rather than more firmly negative ones may be the first step in beginning to change to a positive reinforcement classroom (Ibid). A final criticism of positive reinforcement to be addressed comes from Kohn (1997). He argues that positive reinforcement encourages only extrinsic motivation and undermines intrinsic motivation. He further claims that people who are rewarded for doing something selfless over time become less likely to view themselves as generous people and become more likely to think in terms of what rewards may be available (Kohn, 1997).
	The third theory to be examined is Glasser’s (1998) choice theory. This theory is opposed to behaviourism and positive reinforcement, instead arguing that all behaviour and internal activities such as thinking are chosen. We cannot be made to do anything by someone else, they can simply give us information and how we choose to perceive, interpret, and act on that information is up to the individual. Glasser (1998) argues that each person has five needs, which are freedom, power, fun, love, and belonging and security. The intensity of each need will vary from person to person, but everyone will need these things to some degree. Also, how a person goes about fulfilling these needs will vary at different stages in their life. It follows that if a teacher fulfils all these needs in their lessons, then their students will be much more engaged and be more likely to behave well in class. Regarding educational contexts, when choice theory is implemented, students are involved in creating classroom rules and they should be clearly understood. Consequences for actions may or may not be used, the key idea is getting students to understand why they should not behave in certain ways, and the impact their actions have on others. (Glasser 1998).
	An argument for Glasser’s choice theory is that studies have found that when it is implemented in schools it raises self-awareness in students, which in turn can raise achievements (Naderi, et al, 2015). When students take responsibility for the fulfilment of their needs and truly understand why and how they require things, this leads them to being more self-aware of their abilities and boundaries. Furthermore, Glasser’s theory builds on intrinsic motivation primarily over extrinsic motivation, and it can be argued that this may be more long lasting and can persist in the absence of external motivations, unlike extrinsic motivation (Omar and Barzan, 2012). However, it can also be argued that this theory allows too much choice to students, particularly young ones and it can make managing a classroom more difficult (Irvine, 2015). Or, if implemented incorrectly, students can feel pressured to make choices they feel will please their teacher. 

Reflection/evaluation and next steps
The critical incident discussed above will now be reflected upon through the means of Brookfield’s (1995) model. This model has been chosen above others as it allows for reflection through four different lenses. This use of different perspectives can highlight factors that may have gone unconsidered otherwise and “[c]entral to the reflective process is this attempt to see things from a variety of viewpoints” (Brookfield, 1995, p.7). Moreover, although Brookfield’s work predates the creation of Donaldson’s (2015) four purposes it can be clearly linked to being an ethical, informed citizen. This is because Brookfield (1995, p.1) states that by improving our practice through reflection improves student learning, which helps them to “act toward each other, and toward their environment, with compassion, understanding and fairness”
	The first lense to be considered is “our autobiographies as teachers and learners” (Ibid, p.29). Self-reflection is key to progressing as a reflective practitioner, and our own experiences in the classroom can have a deep and far-reaching impact on how we ourselves teach. Regarding the critical incident, I believe the way the teacher did not reprimand Student X for shouting out, rather praised them when they did raise their hand, was effective. If I was in the same situation as a new teacher, I may have assumptions that I need to be strict to ensure the students listen to me, because my teachers at school used to be strict. However, it can be seen from the critical incident that this was not needed to make Student X engage more appropriately. It is important to consider why some assumptions might be held, and if they do not line up with empirical evidence, to not hold onto them. After evaluating the incident in terms of my own autobiography I still agree with the use of positive reinforcement in this instance as it was a minor behavioural issue and there is lots of literature that backs up the use of positive reinforcement. If the incident had been something more severe then I would argue that other measures may have been more appropriate. 
	The second of Brookfield’s lenses is “our students’ eyes” (Ibid, p.30). I believe that the incident would have been viewed positively through the lense of the student. The teacher is likely already seen as a person of authority by the student, so there would be no need to shout or use stern words. By the teacher asking the student to raise their hand instead of shouting out, the teacher allows the student to change their behaviour and make a better choice rather than straight away criticising their mistake. I believe this will be beneficial in the view of the student, as if they are reprimanded for shouting out they may feel like they do not want to contribute in other aspects of the class for fear of further reprimanding. Moreover, whilst it was clear that students knew they were meant to raise their hands to answer questions as this is what other students did, Student X may have momentarily forgotten this. The teacher did not directly ask for hands to be raised so Student X may feel their treatment was unfair if they were penalised for not raising their hand when they did not realise they were meant to.
	Thirdly is the consideration of “our colleague’s experiences” (Ibid). When discussed with colleagues an interesting perspective was raised about the incident. Many of the teachers at the school suggested that the lockdowns due to Covid-19 had been detrimental for students and some of them were finding it harder to get used to being back in the classroom and all the rules that accompany that. This could be true for Student X and was something I had not previously considered. For me, this further confirmed that positive reinforcement would be the best method to deal with this behaviour as Covid had been very disruptive for children and they simply need reassurance and reminding of how to act in the classroom.
	Fourthly is the lense of “theoretical literature” (Ibid). This has helped with the consideration of the negatives of positive reinforcement as well as the positives that I observed. It was noted in the literature review that it has been argued by theorists such as Kohn (1997) that positive reinforcement does not develop intrinsic motivation. In fact, it could be undermining it, and this is something I do not believe would be desirable. Glasser’s (1998) theory also argued that behaviour is chosen so teachers should focus on fulfilling students’ five basic needs for them to be more likely to make good behavioural choices. Additionally, they should give students choices and involve them in rule formation, so they are aware of what is expected of them.
	Ultimately throughout this process of reflection I have concluded that I would also use positive reinforcement in the situation, as the teacher did. Additional helpful steps might also have included specifically asking students to raise their hands to accommodate them becoming accustomed to classroom expectations again after being at home during lockdowns. Taking this further, students could have been involved in recapping these rules together as a class and maybe putting a poster of them on the wall. This way they would feel included in the process and the poster would act as a constant reminder of how they are expected to act. Finally, restorative practice could also be used if the behaviour is repetitive to explain to the student when they repeatedly shout out it takes the opportunity away from other students to answer. This approach will aid me in my own practice as it will help me achieve goals set out in the QTS Standards. It will particularly help with “managing the learning environment” as reflection on why I did something will help to improve responses in similar situations in the future, as well as “seeking advice and support”, since part of Brookfield’s model involves the perspective of our colleagues (Welsh Government, 2021, pp.23 and 43).

Conclusion
In summary, when moving forward with my own practice I will use reflective practice through models such as Brookfield’s (1995) as a tool to improve upon my actions. It will help me achieve standards expected of my profession by encouraging me to engage critically with not only my own perspective but also the perspectives of others around me and that of literature. This reflection will result in a more controlled learning environment and increased collaboration with colleagues, two standards outlined by the Welsh Government (2021) for teachers. Furthermore, this reflection will help build my confidence as a teacher in the classroom, as continued reflection is a means to learning from mistakes and ensuring they are not repeated.
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Appendices

Record 1
	Date and time, year group:
22nd September 2021, 9:30am, Year 5 

	Where and When: 
The students were in their classroom, it was their first lesson of the day after registration and their morning greetings where they have a chance to talk about any news they may have. Their first lesson was history, and they were beginning by recapping what they learnt at the end of their last history lesson. Alongside the students, a teacher, a teaching assistant, and myself present.

	What happened: 
The teacher started the lesson by recapping with the class what they had learnt the day before in their history lesson. The teacher asked, “Can anyone remember what we were learning about yesterday?”. Several of the students raised their hands but before the teacher could choose any of them one student (referred to as ‘Student X’ from now on) shouted out “Airplanes”. The teacher said, “Student X if you want to answer you need to put your hand”. Student X then put their hand up and the teacher pointed at them, signaling it was ok for them to answer now. Student X repeated their answer of “Airplanes” and the teacher “Great that’s right and thank you for putting your hand up”. The teacher then proceeded with the lesson and the PowerPoint presentation they had prepared about the history of flight. When the teacher asked another question about 10 minutes later Student X put their hand up this time instead of shouting out.

	Areas of possible exploration:
· Behaviourism.
· Classical conditioning.
· Operant conditioning.
· Positive reinforcement.
· Additional learning needs such as ADHD and managing this behaviour.
· Glasser – Choice Theory.

	Notes: 
The classroom was not too busy because many of the students were not present on this day. About half of the class was missing due to Covid-19 and having to isolate, so there were only 17 students in the classroom. When the teacher was speaking all the students were listening. It was early in the school day and the first lesson had only just started. Directions were not made explicit in the sense that the teacher did not ask students to put their hands up to answer. However, most of the students did put their hand up to answer (expect Student X), suggesting the class was aware from previous lessons/years that this is the expectation in school. After being asked to raise their hand when answering a question Student X raised their hand next time there was a question asked and they wanted to answer. Although later in the day in a different lesson Student X did shout out again without raising their hand. When reminded again to raise their hand however they did. It was not discussed whether Student X had any additional learning needs such as ADHD.































Record 2
	Date and time, year group:
22nd September 2021, 1:30pm, Year 5

	Where and When:
The students were in their classroom after coming back from lunch and were just about to begin their next lesson. Their next lesson was maths. The teacher, teaching assistant and myself were present. The classroom was quite loud as the students were talking amongst themselves. 

	What happened: 
The students had come back from their lunch break and were sitting in groups at their tables. They seemed quite excited after playing outside and were still talking. The teacher wanted to begin their next lesson and started to introduce the topic, but the students were still talking. The students were not really listening, so the teacher stopped talking and instead loudly clapped their hands three times. Most of the students (and the teaching assistant) responded to this by also clapping their hands three times in response. The teacher then clapped their hands twice, this time all the students clapped twice back in response. Finally, the teacher clapped their hands once and the students also clapped back once. Now all the students were quiet and listening to the teacher and they began introducing the topic of the next lesson.

	Areas of possible exploration: 
· Behaviourism.
· Classical conditioning.
· Operant conditioning.
· Non-verbal ques.

	Notes: 
About half of the class was absent because of Covid regulations so the classroom was not as busy as usual, however the students were excited after lunch and the noise levels had become raised. The teacher had told them they were about to begin their lesson, so students knew they needed to be listening, but most of them were not. After repeating the claps back to the teacher the students were much quieter and were looking at the teacher. The act of clapping to get the students attention and having them clap back was repeated throughout the day by different staff members, suggesting it is a technique used across by various teachers across different year groups. 





Record 3
	Date and time, year group:
23rd September 2021, 10:20am, Year 5 

	Where and When: 
The students were in the classroom with the teacher and teaching assistant completing some spellings they had been asked to work on. They had been having an English lesson and were reading a book called ‘The Wisp’, now they were asked to try and spell words they had come across in the book. The students were being fairly quiet and completing their spellings in pairs. 

	What happened: 
The students were completing their work quietly when the teacher told them it was “toilet time” and if they wanted to go to the toilet they should finish the spelling they were on and line up by the door. The teacher also told them that when they come back they would be starting a different task. Most of the students lined up by the door and proceeded down the hallway to the where the toilets are once the teacher told them they could go. Only a few students stayed in the classroom, they were still mostly quiet but did start talking a bit more. Slowly students started coming back into the classroom from the toilet, they were noisy and talking, making the classroom much louder than it was before. The teacher put a spelling song on the computer they had been practicing and told the students to sing along. The students started singing along with the teacher and as the last ones started coming back from the toilet they joined in as well. Instead of talking they were all now singing along to the spelling song.

	Areas of possible exploration: 
· Use of music in classroom to complement learning.
· Behaviourism.
· Classical conditioning.
· Operant conditioning.
· Distraction techniques. 
· Glasser choice theory.

	Notes: 
About half the class was not present because of Covid and self-isolation. Initially the students were quiet and working well before they left the classroom and came back. Almost all the students left the room to go to the toilet. The students seemed to know all the words to the song, so it seemed like they had listened to it before. The teacher encouraged a few students to sing louder but they mostly seemed to be enjoying singing along.
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