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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.
In this essay I will identify and evaluate the important role of critical reflection regarding teachers in the education system through the observation and analysis of a critical incident witnessed personally inside a classroom. I will detail an account of a small number of incidents witnessed over two days at a secondary school over several different classes and lessons. With this, I will closely analyse the content of one observation and choose a small number of areas of pedagogical research that can be linked to it and critically evaluate them as teaching or school strategies. 
Often converse to the conventional meaning of the word ‘critical,’ most critical incidents that occur in the classroom could be described as trivial or ‘run of the mill.’ The kind of incidents that take place multiple times throughout a lesson that would ordinarily be water under the bridge to a teacher until the moment of reporting upon, and analysis of. It is in this moment of observation and analysis that a generally typical incident is rendered ‘critical’ by an observer (Tripp, 2011 pp.24-25). However, that is not to say that incidents that could be described as volatile should be dismissed, for these incidents too can be observed and made critical via analysis of them. It is the analysis of the incident that renders it critical, not the incident itself (Ibid. ch.2). Often, volatile incidents are more straightforward to analyse due to their obvious and disruptive nature. 
The standout role in creating these critical incident reports is that it gives teachers a chance to reflect upon their own performance both in hindsight, and in each moment where possible (Schon, 1983, ch.3). They can give pause and thought to teachers who might otherwise ignore such incidents, not to the teachers’ fault, but due to the incidents’ usual trivial nature and other restraints on a teacher, such as time. It is in this reflective moment that teachers can critique their own selves as a tool for personal and professional growth (Spalding & Wilson, 2002 p.1395).


Critical Reflection.
Reflection is turning a topic over in various aspects and in various lights so that nothing significant about it shall be overlooked – almost as one might turn over a stone to see what it’s hidden side is like or what is covered by it. (Dewey, 1910 p.57)
Dewey first made a distinction between general thought and reflective thought over a hundred years ago, and it rings true today. In his hypothesis, ‘silly folk and dullards think’ (Dewey, 1910 p.2). Without the process of reflection thoughts were deemed almost useless by the author, and it is reflection on thought that drives a person to results. This type of thinking, although not unnatural to everybody, is generally something that can be taught and assessed to achieve results both personally and professionally (Rogers, 2002, p864). Dewey’s impact cannot be underestimated as his work has, and continues to influence the field today. It can be seen across all five of the current professional standards for leadership and teaching in Wales, particularly in the professional learning and innovation descriptors - 
Sustained highly-effective formal leadership descriptor: Leadership sets out to identify schools with better practice, interrogates that practice and implements approaches and techniques that will ensure sustained improvement (Welsh Government, 2019).
The ability to reflect in hindsight on incidents leads to professional growth and better-quality teaching. Reflection-on-action as Schon would describe it (1983). In addition to this, being able to reflect in the moment, reflection-in-action, is also an important tool for teachers. Being able to think on your feet, notice what does and does not work during a task or discussion, and react to that information with a positive action is just as important. This model of reflection, whilst good in it’s immediacy, requires a deep subject and theoretical knowledge to draw upon from (Schon, 1983 p.61). Schon used the analogy of the baseball pitcher ‘finding his groove,’ reflecting-in-action on the movements of both himself and the batter to adjust his pitches and throw the perfect game (Ibid. p.54). The batter gives the pitcher feedback via his subtle movements and the pitcher downloads this information (reflection-in-action) and reacts to it with his selection of pitches. Likewise, a teacher elicits feedback from a student or class via questioning and observation (reflection-in-action) and reacts with their selection of teaching technique. This, in conjunction with the reflection-on-action model, combine to create a teacher who is more attentive to the needs of his students and possesses a broader scope for learning (Ibid. p.282).
A function of critical reflection is to create purpose. To find out why things work and to use those findings to continually build towards a better outcome. Used correctly it is often a circular motion that prevents teachers from becoming repetitive and routine-orientated (Kolb & Fry, 1974 pp.33-34, McLoed, 2017). A reflective teacher would not use the same resource in the same way twice if it did not work the first time. A reflective teacher would ask, ‘why didn’t this work?’ Was it the wrong resource? A bad explanation? Etc. There is a myriad of questions that can be posed and explored in the pursuit of a better lesson. Reflection requires teachers to be measured in their approach, and to then measure those approaches for even better results again. Reflection can be reflected upon. In that sense it is a constant strive for improvement which can only be of benefit to the learners (Rogers, 2002 p.864).
Observation.
Context.
The following observation was witnessed and reported on under the BERA code of conduct and in compliance with the ‘Ethical Guidelines for Educational Research’ (2018), which cover important aspects such as anonymity of participants and the responsibilities of researchers (BERA, 2018). For this reason, the name of the school, staff and students will remain confidential. 
The critical incident of this study was observed at a mixed-gender secondary school in South Wales under the Neath Port Talbot local authority over the course of two days. The school is English-medium and covers an age range from three to sixteen. More than two-thirds of the student-body comes from the 20% most deprived areas of the country, thus, over 30% have access to free school meals against a national average of 16.4%. Despite these demoralising statistics the school was judged ‘Good’ in the areas of inspection; Wellbeing and Attitudes to Learning; Teaching and Learning Experiences; Care, Support and Guidance; Leadership and Management (Estyn, 2018). Due to the school being only recently built and being the amalgamation of several smaller secondary schools, plus the immeasurable disruption of the Covid-19 pandemic, there was a certain level of disorganisation amongst both the staff and students. Daily, the number of staff and student absentees was described as “unbelievable.”
Critical incident.
The class observed was a same-ability, top-streamed Year 8. The class remained together throughout the day for all subjects and were regarded by each teacher as the best-behaved class in the year. The class took place on a Wednesday directly after lunch, commencing at 1:00pm. The subject was English. There were thirty pupils in the class split evenly between boys and girls, who were placed in a set seating plan, the reasoning for which is unknown. The teacher used a no-raised-hands, randomised cold-calling system for questioning and feedback.
During a paired, critical thinking discussion task wherein, the students were asked to make links between unseen photographs on the whiteboard, one boy was seen to be disengaged, tossing and catching his pencil case into the air. He was not participating with his partner, a girl, who was sitting quietly next to him. He was sitting directly at the front of the class. Upon noticing the boy from across the room, the teacher made her way over and began to engage with the boy about the task individually. Once he was engaged and responding to the teacher, she praised him enthusiastically and instructed him to continue the good work with his partner. He carried out this instruction with a noticeable aplomb. Next, when the teacher informed the class that she wanted feedback from them, the boy instantly raised his hand, going against the no-raised-hands and randomised cold-calling rule. No other students raised their hands. Despite this being against the convention of the class, the teacher called on the boy for feedback and he duly responded. The teacher, again, enthusiastically praised the boy for his answers and continued gathering feedback from others using the randomised cold-calling technique. There were many instances across the days which sparked several embers of curiosity from a student-teacher perspective, but none more so than this. 
The four purposes.
Unfortunately, in Wales the need for a new direction on education was quite necessary after steady decline across the board in terms of inspections and review results (Andrews, 2011). The new curriculum for Wales, led by Donaldson, is driven wholeheartedly by the four purposes. These four purposes outline the desired result that when a student finishes school at sixteen they should be; ambitious, capable learners; enterprising, creative contributors; ethical informed citizens; and healthy confident individuals (Donaldson, 2015 pp.29-31). It is the job of the education system to do everything in its power to make this a reality, and teachers are the front line of this operation. 
In the incident described previously, the teacher has touched upon many aspects of the four purposes in both her task setting and reaction to the boy. The task, one that required critical thinking and collaboration, falls into line with many of the subpoints of creating ambitious, capable learners, and her engagement and enthusiastic encouragement toward the boy set him along a path of high standards and achievement. The teacher made him more aware and confident in his knowledge and ability by prompting him with kernels of thought to set off his own thinking, thus activating his zone of proximal development (Vygotsky, 1978, pp.79-91). The teacher’s reaction to his hand-raising, instead of ignoring or punishing this undesired behaviour, but to acquiesce him, could work as a learning moment for the boy regarding the enterprising, creative contributor purpose. To take measured risks and identify and grasp opportunities are both subpoints here. You could say the teacher has taught the boy both points by praising him despite his breaking of the rules. The boy identified an opportunity to share his knowledge and to look good in front of his classmates. He gambled that the teacher was on his side because of their recent, positive interaction. He took a risk by raising his hand and grasped his opportunity when the teacher called on him for feedback. She could have reminded him of the rules and stuck with her randomised cold-calling technique, but it was more important to her that the boy have his moment, remain engaged, and learn how to be an enterprising, creative contributor (Ibid. ch.3). It is learning moments like this, outside of course content, that could stand pupils in good stead when they leave school and enter the workforce. 
Literature review.
Positive reinforcement.
Walk into any school and you will very likely witness positive reinforcement, whether it be a school-wide policy or a natural reaction from a teacher to a moment (Maag, 2001, p.180). Used effectively it can have a strong effect on an array of student behaviours and engagement. The praising, and often rewarding of desired behaviours and achievements is used to attempt to replicate those desired outcomes more over. Conversely, the punishment of negative or undesired behaviour is used to attempt to quell such behaviour. Used correctly and consistently the proposed outcome in the classroom is a student body who become conditioned, consciously, or subconsciously, to the wanted behaviours of the teacher (Blackman, 1974, ch.3 abstract). Do well and you shall receive praise and positivity, do wrong and you shall receive a punishment. This type of conditioning (operant conditioning), first synthesised by Skinner (1938), has had its fair share of critiques in an educational context since its inception.
As with much human scientific investigation through history many conclusions on human behaviour have been drawn from experimentations on other species. Rats and mice have become renowned lab animals to which the beginnings of new drugs or behavioural techniques are tested (Schipani, 2019). This was no different in both Skinner’s time (mid-20th century), and even further back when Pavlov first synthesised his theory of classical conditioning (late-19th century). While Pavlov famously used a dog as his research model (McLeod, 2018), Skinner’s theory of operant conditioning, wherein positive reinforcement was a major contributing factor, was derived from experiments on pigeons (Skinner, 1965, ch.5). The use of animal research is necessary, though, as questions of morality arise using humans (and animals for that matter) for scientific experimentation that requires drastic manipulation, such as the use of a Skinner Box (Ibid.). One would presume to expect a theory of human behaviour based on animal experiments to have holes in it (Kohn, 1999, p.6). Observation on human research also has its drawbacks due to the Hawthorne Effect, which states it is extremely difficult to observe humans without their knowing, and upon their knowing, humans usually change their behaviour (Schon, 1983, p.322).
Kohn (1999, ch.6) is one of the strongest opponents of positive reinforcements and his reasons for being so are manifold. According to Kohn there is a possibility that praise could produce a negative effect in students. Praise given needs to be appropriate to the level of achievement otherwise a student may find the praise to be patronising, and the tone of voice and expression of the teacher can also affect this result (p.98). Positive reinforcement applied strongly could induce a state of increased pressure on a student, according to the author, to continue to perform to the high standards that led to the feedback in the first case. An increase in pressure of workload in students is generally considered counter-inducive to their well-being and academic results and with this increased pressure to perform students could shy away from more difficult tasks (p.99).

Further, Kohn suggests that praise has a lowering effect on intrinsic motivation, the desire to do things for satisfaction alone, but he is cognisant to admit, “the laboratory research is not entirely consistent on this point” (Kohn, 1999, p.99). Seemingly ignoring a litany of research on the effects of praise on intrinsic motivation, Kohn cites a single experiment involving a small number of students in Israel as his basis for his conclusion (p.101). However, the experiment referred to (pp.71-73) included the use of tangible rewards in addition to positive reinforcement. Tangible or extrinsic rewards, in this case tickets to the movies, have been shown empirically to decrease intrinsic motivation (Deci & Ryan, 2008, pp.14-15). No experiment is detailed by Kohn which used positive verbal feedback only.

The depth of research carried out by Deci & Ryan, amongst many others, concluded that rewards lead to a decline of interest in an activity due to the reward creating a controlling influence over a person (Ibid.). People do not like the feeling of being controlled so much so that they withdraw from activities they naturally enjoy. Conversely, however, and in opposition to Kohn’s hypothesis (1999), the same study from Deci & Ryan (2008) found that positive performance feedback, verbal alone, has the reverse effect; it increases intrinsic motivation. “This appears to be because it directly conveys positive competence information, thus satisfying the need for competence, without being experienced as controlling.” (Ibid., p.15).

A problem with positive reinforcement is educators either do not use it often enough, or they use it too often (Dabell, 2019). One reason it isn’t used often enough is that it requires more effort from a teacher, and it isn’t perceived to work as well as its counterpart, punishment. Catching students being good and praising them is more difficult than noticing offensive behaviour and punishing it due to their nature (Maag, 2001, p.183). The former doesn’t stand out like that latter and punishment has been shown to bring an immediate, albeit short-term response (Ilegbusi, 2014, p.35). Used correctly, though, positive reinforcement is a tool that can encourage students to repeat desired behaviours and efforts which supports learning (Parsonson, 2012, p.21). 
Setting, streaming and mixed ability grouping.
The decision of which grouping system to adopt is down to the individual school. There is much research available from which to render a decision, but much of the research is inconclusive. Thus, walk into a variety of secondary schools in the country and you are likely to find a different system in use (Gregory, 1984, p.209). This lack of universal institutional structure mirrors the route the research has taken, in that, no consensus seems to have been found, and over time research has gone back and forth. Schools in the UK have generally followed the research which has resulted in the vast differences of systems used (Boaler, 1997, abstract. Sukhnandan & Lee, 1998, p.1. Wiliam & Bartholomew, 2001, pp.2-3). Whereas earlier research (1990s) seems to show that there was no overwhelming “best” approach to grouping in schools (Smith, 2006, abstract), more recent publications seem to suggest that mixed-ability grouping can improve attainment lower and middle ability students (Taylor et al., 2017, p.328).
On the face of it, setting and streaming seem like straightforward techniques to aid teachers in their application. Having groups of generally same-ability students means a teacher can teach a class as a whole, not having to worry about whether material is either too difficult or too rudimentary (Gamoran, 2002). As straightforward as it may seem, the ways in which a school groups their students can affect the teacher and students greatly. Firstly, though, it is important to note that no research to date has found that setting and streaming into ability groups has a solid effect on whole-school attainment (Harlen & Malcolm, 1999, abstract). Rather, it has been detailed across various studies that while attainment in ‘top’ sets and streams does increase slightly, it is counteracted by a lowering of attainment across ‘middle’ and ‘lower’ sets and streams (Wiliam & Bartholomew, 2001, p.6).
Despite the results of such research, different forms of grouping are enacted for other purposes. One reason mentioned was that it eases the workload of teachers and enables them to teach a more whole-class focused content (Sukhnandan & Lee, 1998, ch.5). Problems often arise here in allocation and attitude of teachers to certain groups.  It can be seen that more experience teachers are frequently assigned to higher sets/streams and that teacher expectations and standards of lower and mixed-ability groups can become unsatisfactory. Further, more, and better resources are often allocated to higher set/stream groups (Gamoran, 2002). These factors go some with in explaining why ‘top’ groupings tend to gain attainment against the decline of middle and lower groupings (Wiliam & Bartholomew, 2001, p5). Wynne & Malcolm found that, ‘teachers sometimes treat mixed-ability groups as though they were low-ability groups and that even experienced teachers frequently use inappropriate whole-class teaching methods with mixed-ability classes’ (abstract).
Setting and streaming might create an environment where inequality could prosper. Students placed outside of top sets cannot be guaranteed a level playing field in teacher quality and delivery (Sukhnandan & Lee, 1998 pp.28-29, Boaler, Wiliam & Brown, 2000, pp.637-639). Further research has shown that, worryingly, students are regularly placed into sets or streams not based on their prior academic performance, but their race, gender, or social class (Gamoran, 2002). Wiliam & Bartholomew (2001) found ‘evidence that working class students were placed in lower sets than middle class students with comparable key stage 3 scores,’ and ‘at Firtree school where approximately half the working-class students were in a lower set than would be indicated by their key stage 3 scores,’ (p.5). 
Setting and streaming is generally favoured amongst teachers and schools for many reasons (Capel, Leask & Turner, 2010, pp.189-193), but often these reasons go against research and are driven by fear. Fear of extra workload, fear of student motivation, fear of parents, fear of results (Taylor et al, 2017, pp.335-340). Despite recent research pointing to the positive impact of mixed-ability grouping (especially for low attainment groups) (Ibid., p.341), the overriding sense in the UK is that the most talented and able students at the top are given every opportunity to reach the highest standard possible, perhaps in detriment to the majority (Boaler, Wiliam & Brown, 2000, p.646).
Reflection, evaluation & next steps.
During the observation of the critical incident described above, I witnessed first-hand the power positive reinforcement can have on an individual student when used correctly. As I have explored in the literature review, there does not seem to be a consensus on the affectivity of the technique, with fervent proponents (Maag) and opponents (Kohn) of it. Given what was witnessed in the observation, and the effect the positive reinforcement had on the students’ engagement and learning, I tend to fall on the side of proponent. Maag (2001) suggested that a problem with this technique is that it is not used often enough, and that, instead, punishment is used as an easier and more short-term effective measure to assure appropriate behaviour in-action. Easier, similarly, to the observation and analysis of critical incidents, wherein it is often more straightforward to notice a volatile incident due its disruptive nature, it is easier to punish a disruptive, unwanted behaviour than to catch students being good and praise them (Tripp, 2011, p.24, Maag, 2001, p.183). I believe in this instance the teacher could have rightly punished the boy for not participating and playing with his pencil case instead. This, in turn, would have likely resulted in the boy stopping the undesired behaviour, but I do not see how it would have encouraged him to engage in the task and learn what was needed. The teacher’s response, the use of positive reinforcement over punishment (as well as activating the boy’s ZPD [Vygotsky, 1978, pp.79-91]), resulted in a high quality of learning. The use of positive reinforcement instead of punishment hits several professional standards for teaching and leadership; challenge and expectations; learning outcomes and wellbeing; sustained effort and resilience in learners (Welsh Government, 2019). It especially promotes wellbeing in a student and promotes a mutual respect between teacher and student, which is paramount to attainment (Coe et al., 2020, p.23). I will endeavour to incorporate this practice into my teaching as the active experimentation phase of the learning cycle (McLoed, 2017).
That the research into setting, streaming and mixed ability-grouping reaches no consensus as to which is most successful for attainment, the use of each is dependant on individual schools, and sometimes even individual year groups within the same school (Sukhnandan & Lee, 1998, ch.3). Regardless of which strategy is being used there will always be some disparity of ability in every class, thus, differentiation will always be necessary. Differentiation is a key point in planning for high attainment, so important that is demands a dedicated section in the professional standards for teaching and leadership (Welsh Government, 2019) and is an important skill necessary for all teachers across all types of groupings. 
The class which was observed was a top streamed group. They were grouped together for every subject based on assessment results, exhibited behaviour and potential. However, within the same school there were mixed-ability groupings as well. The school itself is a fine example of following the research, in that, the research has changed over time and is inconclusive (Wiliam & Bartholomew, 2001, p.2). To this, it seems that the school is conducting their own research into grouping and are taking responsibility to find out what works best for their own cohort of teachers and students. As the school is a new amalgamation of several secondary schools, it is perhaps necessary to take this time to experiment with strategies to build their ethos. 
Maybe as with the school, more research (professional learning) will be required from myself before reaching a personal conclusion (if possible) about which is a better strategy as the topic is rather nuanced. It is here that the importance of the reflective practice on action is highlighted. On Kolb’s learning cycle one might be placed somewhere between reflective observation and abstract conceptualisation (McLoed, 2017). With Gibbs’ reflective cycle, somewhere between evaluation and analysis (University of Edinburgh, 2020). Reflection dictates that you are constantly assessing your performance with the aim to improve as a practitioner. It is in instances like this where professional standards professional learning and collaboration are needed to develop, with a longer-term view of leading on decision making regarding school policy on grouping (Welsh Government, 2019).
Conclusion.
In this essay I have evaluated one major teaching technique (positive reinforcement) and the effect it can have on student engagement, well-being, and student-teacher relationship, based on a critical reflection of an incident observed inside a classroom. In researching this technique, I have emphasised the absence of consensus on the topic and the continuing debate amongst researchers. However, through personal experience through this observation, I have detailed the positive effect witnessed after the use of positive reinforcement but understand that this is in no way definitive. This research has been a tool to enhance my professional learning which will continue alongside collaboration with more experienced teachers and innovation in practice, with a view to use this technique as part of my teaching repertoire. 
Further, the observation led me to analyse a broader aspect of education in setting, streaming and mixed-ability grouping, due to the class witnessed being a top-stream. Once again, this research found a lack of consensus in the field, this time regarding issues including which strategy is better for attainment; which is easier for teacher workload; its effect on inequality. This research opened a proverbial ‘can of worms,’ as different studies pose different moral questions. Studies show high achievers increase attainment in top sets and streams, whereas middle and lower achievers increase attainment in mixed-ability classes. Students are often placed in lower sets and streams not based on results, but their race, gender and social class. It is an area that requires more research and detailed investigation with a long-term aim of contributing and leading school policy on application of grouping in the future. 
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Appendix 1.
Critical incident 1.
This incident was observed in a Year Eight PSE classroom at 10:10am on Wednesday September 22nd. It was the second lesson of the day. The class was streamed based on ability, but the level of the class was kept secret from the pupils (although it seemed clear that the pupils were aware of which “set” they were in). This class was the “top” stream. They were described as “the best of the best.” The class took place directly after a fifteen-minute recess due to a staggered recess schedule as a Covid prevention procedure. There were thirty pupils in the classroom evenly split between boys and girls. They were in a seating plan.
The children were lining up outside the door to go into the classroom. The teacher was standing at the door talking to another teacher. The pupils were talking amongst themselves when three boys abruptly came stumbling down the hall, shouting and play-fighting. They knocked into a group of pupils at the door as the teacher loudly demanded them to stop. One boy, who wasn’t a member of that class, was told to go and find his room. The other two boys, who were members of that class, were told to stand against the opposite wall to the door and remain quiet. They were still giggling to each other as the pupils entered the classroom and found their seats. They remained outside.
The teacher stayed outside with the two boys for around two minutes, explaining to them why their behaviour was unacceptable. They were sent in to sit down. Once the class had settled down the teacher began a three-minute lecture about a multitude of issues that highlighted the real-life, authentic context of what had happened in the corridor. She spoke about the rights to safety in school and the wider community, the different ways in which inappropriate touch could result in assault or worse, she emphasised the “private areas” wherein nobody should be allowed to touch a person without consent, and the possible repercussions of these actions, both in and out of school. She stood at the back of the class whilst giving this lecture to easily observe if any pupils was not listening (the pupils had to physically turn in their chairs to look at her).
The class reacted rather solemnly to the lecture; the two boys looked especially thoughtful.
The incident raised possible areas of research in both classroom management and discipline techniques, as well as further study into the application of the professional standards, focusing closely on pedagogy regarding real life context, and leadership.

Appendix 2.
Critical Incident 2
This critical incident took place in the same class as described in appendices 1 (see appendices 1). This was an English class that took place at 1:00pm and was the fourth class of the day. It took place directly after lunch. There pupils were sat in a boy/girl seating plan. The teacher was using a random name selector to request answers from the pupils; no hands were raised, and attention seemed high. 
The teacher set out a critical-thinking task for the class to be carried out as a collaboration in pairs. The pupils were sitting on desks of two, and that made up the pairs. Once instructed to begin sharing their ideas the teacher began roaming the classroom, listening to, and eliciting further detail from the pairs as she went by. One boy at the front was not participating with his partner, a girl whom he did not seem friendly with, and was instead throwing his pencil case repeatedly into the air and catching it. No other pupils were paying attention to him. The boy dropped his pencil case, making a noise, and drawing the teacher’s attention to him. The teacher slowly and calmly made her way over to his table and immediately began to engage him in the task at hand, eliciting answers from him herself. After giving some satisfactory answers the teacher praised the boy and instructed him to “continue the good work” with his partner, which he did so with esteem. 
On completion of the task, and upon request of feedback from the class, the boy immediately raised his hand to draw the teacher’s attention to give an answer; the first time this had happened during the class due to the random name selector. The teacher broke her routine of using the randomiser to get feedback from the boy, who gave a good answer. The teacher praised the boy and immediately went back to randomly selecting other pupils for feedback. 
This raised questions about classroom management techniques regarding consistency and routines and when it is acceptable to break them for a greater good. Further research on the use of conditioning and reinforcement as behaviour management was posed. The incident also led to a deeper study of learning theories focusing on group work and student-led activities.
Appendix 3. 
Critical Incident 3.
This incident was observed in a Year Seven English class at 2:00pm on Thursday September 23rd. It was the fifth lesson of the day and was directly after lunch, which had been delayed until 1:00pm for this class due to Covid procedures. It was the last lesson of the day. The class were grouped by ability and were the “top” set of the year. 
The teacher set a gap-fill writing task wherein the pupils had to copy a large text from the board and add words from a group of words given to them. The teacher was roaming the class quietly checking in on pupils as she went. About halfway through the allotted a time a girl raised her hand and asked the teacher if she could only write the words instead of the entire text, as her hand was sore. The teacher quietly told the girl that this was fine, and the girl continued with her work. 
This incident led to further study of Vygotsky’s scaffolding theory, as well as provoking thought on cognitive and physical overload. It also posed questions about differentiated instructions within the classroom despite this being a same-ability group.
