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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

Critical evaluation of one’s practice and the methodology to progress and reflect on incidents that occur within their practice can form the foundation for effective, progressive and responsive practitioners. Being informed by a critical incident, it will then be possible for the individual to assess their next steps in identifying how to proceed with their practice, informing the viability of their existing approaches.

This essay will aim to discuss the role and limitations of critical reflection within pedagogy while attempting to view critical reflection as a tool for the individual, but also as one that is utilised in reference to the previous and new Welsh curriculum. Furthermore, having identified a critical incident that relied on collaborative group work, I will attempt to discuss the literature surrounding collaboration within education. The selected literature aims to dissect key issues within collaborative group work, specifically any existing or current: perception, limitations, pre-existing bias, effectiveness, differentiation, or application of collaborative group work within pedagogical environments. 

Finally, after consulting the literature surrounding these topics, I will attempt to discuss the possible steps that I, as a future practitioner, can take to help with my development and overcome any potential challenges that may arise in regard to collaborative group work, while suggesting that despite its limitations, collaborative group work contains great potential within classroom learning and allows for a number of Donaldson’s purposes (Donaldson, 2015, p.31) to be satisfied in conjunction with the new curriculum for Wales.




The role of critical reflection

Saric outlines the purpose of a teacher’s critical reflection as being able to:

“Contribute to new insights, knowledge […] that will support students’ learning and the development of the community for the better learning, work, and life of all its individuals.” (2017, p.67). 

This statement implies that critical reflection within the teaching practice is essential to continually developing and adapting to the modern challenges that a practicing teacher can encounter. 

Approaches to critical reflection can be varied in both their structure and application. Various models of reflective practice, including Kolb’s “The Learning Cycle” (Kolb, cited in Stice, 1987, p.292) and Schön’s “reflective practitioner” (Schön, cited in, Newnham, p.110), are as supported by Dyke (2006), examples of critical reflection theory being refined and reinvented throughout time. Both of these reflective practices have roots within John Dewey’s (1933) theoretical approach to critical reflection. Ergo, critical reflection itself can constantly be improved or challenged to ensure its practicality within 21st century pedagogy. The models of reflection can be used in everyday pedagogy. For example, LaVelle et al. (2020) notes Kolb’s approach to critical reflection is significantly underpinned by the need for the individual to accurately reflect and apply their thoughts of the event into practice. Therefore, critical reflection is relevant for both practicing teachers and students in order to progress their practice or knowledge respectively; however, due to the reliance on accuracy when reflecting, it could be argued that if the wrong aspect or incident is reflected on the critical reflection will not always be effective. The potential for human error and incorrect application could be seen as a potential flaw in the efficiency and practicality of Kolb’s critical reflection.

The Professional Standards incorporate key principles such as: “Pedagogy, collaboration, professional learning, innovation and leadership.” (Hwb, 2017). These standards allow for a practicing teacher to be critically reflective of their practice as noted by Urbani (2017) who argues that the educational setting natively supports and encourages critical reflection in both collaborative and single-person scenarios. (2017, p.33). Therefore, being ingrained within the Professional Standards, critical reflection can be suggested as an integral aspect of the profession. 

Critical reflection is not restricted to just the individual teacher, but instead can be applied throughout the many institutions and governing bodies that influence things such as curriculum specifications. Within Wales, the Welsh government has proposed, and is currently in the process of implementing, a new curriculum for Wales. The implementation and general development of the new Welsh curriculum can be suggested as a result of critical reflection. The new Welsh curriculum outlines the need for learners to become: “ethical, informed citizens who are ready to be citizens of Wales and the world.” (Donaldson, 2015, p.31). However, as argued by Gatley:

“The previous National Curriculum dictated which subjects ought to be taught and the content to be taught within each subject without defining overarching aims of education.” (2020, p.202). 

It is possible that the reform in curriculum has been partially influenced by external pressure as Wales continues to underperform in comparison to other home-nation participants and countries from around the globe in the Pisa tests (Lewis, 2019). With reference to this, while critical reflection is often presented as a key component and something that should be internally applied on a regular basis (Liu et al., 2019, p.70), extraneous influence and appearance in contrast to other education systems can also be seen as a driving force behind critical reflection’s application and importance within the new Welsh curriculum.  Therefore, it can be suggested that the implementation of a new national curriculum is itself a biproduct of critical reflection in relation to the efficiency, role and purpose of the previous curriculum. 

Observation – School and Class context 

In compliance with the BERA guidelines, the following information will: “recognise the entitlement of both institutions and individual participants to privacy” (2018, p.27). As a result of this ethical guideline, all details provided shall respect the privacy and anonymity of all involved.

Occurring within a 11-18 mixed-sex secondary school situated in the jurisdiction of Rhondda Cynon Taf Borough Council (RCTBC), the observation was situated in a classroom consisting of pupils aged 13-14 years of age. The observation took place after the first allotted break of the day. Consisting of 1630 pupils, Estyn (2016, p.1) approximates that 

23% of attending pupils qualify for free school meals which is above the national average for Wales. Estyn (2016) also estimate that 41% of the pupils reside within 20% of the most deprived areas in Wales, with approximately 25% of all pupils on the additional needs register. Furthermore, the pupil-teacher-ratio within the institution is estimated to be 17, with 95 fully qualified teachers employed throughout the school. (My local school, 2021).

Critical incident linked to Donaldson’s Four Purposes  

When examining this critical incident in conjunction with Donaldson’s four purposes (Donaldson, 2015, p.31), aspects of Donaldson’s outline can be applied to the incident. Suggestions of progression being integral to the success of the new Welsh curriculum (Hayward et al., 2018, p.17) infers that students are required to develop holistically as they progress throughout education; however, the critical incident demonstrates that despite having clear goals and instructions, students do not always engage with the task in order to progress themselves. Hayward et al.’s (2018) research was funded by the Welsh Government (p.1) and as such there may be elements of bias within this publication as the conclusions align with the desired goals of the new Welsh Curriculum and by extension Donaldson’s principles (2015, p.31).

Donaldson’s first purpose: “Ambitious, capable learners who are ready to learn throughout their lives” (2015, p.31) can be examined in conjunction to the critical incident. With reference to Donaldson’s first purpose, the critical incident displayed a group of students who did not apply high standards to themselves, and thus lacked an ambition to interact with the rest of the classroom and complete their task. The absence of this purpose was limited to only one group within the classroom. Therefore, it would suggest that collaborative group work does facilitate this purpose. In the majority of instances, it could be suggested as giving learners a platform to build their knowledge via discussion with their peers, but Popov et al. (2012, p.305) argue that despite the possibility to facilitate an ambitious individual, differences within individual ambition or goals can negatively influence the desired outcomes. Furthermore, despite teacher intervention and repeated instruction, the critical incident suggests that, in some instances, there may be resistance to being self-determined and ambitious, which could stem from a multitude of factors both intrinsic and extrinsic. 



Additionally, collaborative group work can enhance the learners’ ability to be: “Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society.” (Donaldson, 2015, p.31). Literature such as Macgowan et al. (2017, p.438) concludes that when students are exposed to group work and adequately versed in the application of the skills associated with the technique, their confidence in their abilities increases. Therefore, it may be possible to argue that the very nature of group work and the class’ reliance on end-of-lesson contribution in order to expand on and reinforce the selected content demonstrates that the learners are confident in their ability to provide a positive contribution to the classroom. 
Furthermore, with reference to Donaldson’s second purpose: “Enterprising, creative contributors who are ready to play a full part in life and work.” (2015, p.31), the critical incident demonstrates that a collective contribution is not always possible. Forslund et al. (2018) argues that there are many prerequisites for this outcome to be achieved within collaborative group work specifically noting that “Participation as inclusion also requires that the students invite and were invited into the group discussions.” (2018, p.195). This may suggest that although the majority may be willing to demonstrate these qualities and contribute to a coherent, collective discussion in order to progress their understanding, which is a skill that can be transferred to life after education, a small percentage may not be willing or confident in their ability to provide valuable contribution, especially if they are pre-assigned to the groups or are not actively included in the discussion by their fellow learners.

Literature Review

Collaborative group work within the classroom, when used effectively, has the potential to: “foster critical thinking skills, increase independence and develop individual accountability.” (Daba et al., 2017, p.860). Daba’s suggestion correlates with Donaldson’s purposes (2015, p.31) for the new Welsh curriculum. This potentially indicates that collaborative group work can be an effective tool for teaching and developing learners’ abilities and skills. Supporting these assertions, literature from constructivist theorist Vygotsky (1978) argues that the development of attributes within children can be directly linked to interactions they experience. Continuing, Gillies (2003, p.40) notes that children are more likely to be able to address needs and offer aid to their peers when they are in a collaborative environment. It appears that the literature surrounding collaborative group work is complementary of the technique and encourages the use of it. However, as noted by Tudge (1990, cited in Jaramillo, 1996) the literature surrounding Vygotsky’s proposition does not give enough attention to the student-student interactivity and potential effects of only student-student engagement, suggesting instead that much of the literature surrounding Vygotsky and his 
contributions instead place an increased emphasis on the teacher-student relationship which, for the majority of collaborative group work, is not as poignant. 

Although, it would be key to note that Tudge’s (1990) claim in over three decades old and newer literature may have moved into the examination of student-student interaction. An example of this development within the literature can be seen within Veldman et al. (2020) who finds that student-student group work resulted in some instances of unsatisfactory behaviour, much like that found within the critical incident. They also note that the longer the task, the more likely satisfactory behaviour would begin to decrease which indicates that it may not be efficient to use collaborative group work for prolonged periods of time. However, the study involved children who were of younger ages than those in secondary school. This may demonstrate the impact of age on the general maturity of the class and younger students may have lower levels of application and as such these are factors that can influence the results. As demonstrated by the critical incident, immaturity and unsatisfactory behaviour is not exclusive to younger children so the findings may be applicable to a secondary-school level. However, extraneous factors, such as predetermined bias, ethnicity, race and other factors such as religion (Anagün, 2018, p.825) can have a direct impact on the level of productivity and the effectiveness of collaborative work. This suggests that while Lavy states: “group work has begun to flourish within educational settings” (Lavy, 2016, 176), there are limitations and restrictions that can directly alter the success of collaborative group work and the limitations are both varied and complex.

Research conducted by Mittelmeier et al. (2018, p.163), suggests that students who were of a lower ability were more inclined to see the lack of the teacher (as the more knowledgeable other (Vygotsky, 1978)) as the reason for social tensions throughout the group work. However, when contrasted with higher ability students, this was not an issue. When used in conjunction with Monk-Turner et al. (2005, p.175), higher-performing students appeared to disagree with the notion that group work was beneficial at over twice the rate of lower performing students. Interestingly, the findings also demonstrated that white students gave more favourable answers regarding the effectiveness of group (Monk-Turner et al., 2005, p.176). Although, with nearly two-thirds of all participants being white (p.169), this may alter if the demographic composition is different in repeated studies. Due to this, it may not be suitable for a reasonable conclusion to be reached from studies that do not include a wide range of demographic scenarios to accurately test this conclusion.  Furthermore, due to the limited sample size of the aforementioned research, Mittelmeier et al. suggest: “Replication in other contexts will be needed to confirm findings” (2018, p.164). It is, however, notable 
that Monk-Turner et al. (2005) stated that the literature surrounding the shortcomings of collaborative group work in regard to any barriers of each individual learner’s perception is not abundant or detailed. This would suggest that this is an area within the literature on collaborative group work that was limited. However, as this research was conducted fifteen years ago the claim may now be outdated with more modern literature such as Elmassah et al. (2020, p.1468) concluding that learner’s perception and application of themselves within collaborative groupwork is heavily influenced by their prior participation in groupwork. The new literature appears to have analysed the relation between previously mentioned variables, suggesting an advancement within the literature surrounding collaborative group work and the barriers to student appeal in recent years. 

The benefit of collaborative group work which has been demonstrated by Fung et al. (2016, p.146), who reinforce that when contrasted with constructivist theory, group-work and collaboration can be vital in developing children due to the introduction of differing peer perception and contribution. Due to this, recent literature appears to be concerned with the social issues and perception that must be taken into consideration when constructing a collaborative group environment within the classroom. In relation the observed critical incident, while all members of the group were the same ethnicity, other factors not known may have been contributing to the unwillingness to work in their group. This would support the notion that, in a broader sense, the constructivist principles of development are still relevant within 21st century education, but the multiple variables that can influence outcomes of group learning must be examined on a class-by-class (or even student-by-student) basis. 

Differentiation within the pedagogical practice serves as fundamental basis for preparing lessons and distinguishing the varied needs of learners. (Olimov, 2020, p.11). The new Welsh curriculum’s emphasis on the inclusion and versatility of provided differentiation (Sinnema, 2020, p.184) potentially underpins the importance of a differentiated classroom. Literature that supports this notion can be seen in the form of Power et al. (2020) who suggests that the overall presence and application of differentiation may escalate because of 
the new Welsh curriculum’s emphasis of ensuring each learner is able to demonstrate the majority of Donaldson’s four purposes (2015, p.31).

Within collaborative group work, Peters et al. note: 

“Some topics or materials are simply not well-suited to such differentiation and leave the teacher with little to work with and the student with even less to learn with.” (2021, 175). 

With reference to this, differentiation may not always be possible within a collaborative environment; however, within the observed critical incident the topic and materials were suited to task, thus supporting the notion that suitable application of differentiation can lead to improved student engagement and motivation. (Taylor, 2017, p.60). Despite Taylor’s findings, the critical incident did not appear to contribute to this suggestion. Therefore, it may be possible to argue that differentiation is not always effective even when it is supported with adequate resources. Civitillo et al. (2016, p.587) notes that, much like in conjunction with the perception of collaborative group work, student and teacher perception of the differentiation has a vital role in the effectiveness of the method. Due to this, when examining the effectiveness of differentiation, one must consider both the perception of group work and differentiation as variables that can influence the outcome. It would appear that much of the literature, especially newer publications such as Lindner and Schwab (2020, p.7) cite the need for classrooms to be differentiated which would suggest that the literature views differentiation as an incredibly valuable tool, even if it cannot always be accurately accounted for. There is, however, a claim from Vehakoski (2012, p.162) that infers differentiation, especially when applied through collaborative groups based on student calibre, can be incredibly restrictive. This suggests that while the literature appears to be overwhelmingly in favour of differentiation within the classroom, there are specific instances in which differentiation becomes incredibly restrictive in its application or, in some scenarios, simply is not practical. 

With direct reference to the observed critical incident, while it appeared that the group work strategy was effective for the majority of the learners, the presence of the group in question who simply did not contribute to the lesson can be considered as either an anomaly or it may be an example of how, despite supportive materials and clear instruction, differentiation within group work can, as Vehakoski (2012) claims, be difficult to fully account for. Furthermore, Deunk et al. (2018) demonstrates the inherent issues when differentiation is applied in strict restrictions with students who were deemed to be of a lower ability ultimately seeing a decrease in their productivity. With reference to this, it would appear that the literature is supportive of differentiation when it is not confined to strict parameters, but the literature is also strongly against differentiation in the sole form of ability. It is, therefore, possible to suggest that when utilising collaborative group work within the classroom, the tasks and differentiation techniques must not be limited solely to ability. This could possibly infer that mixed-ability groups are potentially more productive within collaborative group work. There is, however, difficulty in the implementation of differentiation. Ansalone et al. (2010) support this concept; however, they do also highlight a potential deficiency with the use of sets as students were instructed differently and performed radically different tasks. This may not be a good use of differentiation as it does not facilitate the growth of students with appropriately differentiated material, instead completely separating students on ability creating very different learning experiences. This would, therefore, infer that grouping on solely ability can be very detrimental to progression. 

Reflection / Evaluation and Next Steps

Collaborative group work is, in my opinion, an effective and efficient tool for classroom use that when sufficiently accounted can be incredibly important in the progression of learners. However, in accordance with the previously discussed literature, the limitations and in-efficiency of the method cannot always be accounted for.

With consideration to the potential inefficiency of collaborative group work, I would, as suggested by Vygotsky (1978), attempt to specifically allocate groups to include, unbeknownst to the students, at least one higher ability or more capable student that can influence the others within the group in a positive and progressive manner, therefore ensuring that someone within the group could be, as Vygotsky termed, a “more knowledgeable other” (Vygotsky, cited in Cicconi, 2014, p.57). Cicconi (2014, p.60) continues to expand on the relevance of the “more knowledgeable other” citing that the ease of access to the internet and digital literacy’s implementation within the educational setting allows for the inclusion of a digital “more knowledgeable other” to be ever present. This may be something that one can take into consideration when trying to apply differentiation within collaborative group work as the presence of the internet may be a vital tool in the development of learners.  It becomes increasingly important when viewed in conjunction with the new Welsh curriculum’s emphasis on learners being prepared for the future which will, almost certainly, require the use of the internet and digital technology.

There is, however, the possibility that collaborative group work when utilised in this manner causes differentiation to become increasingly difficult as previously stated by Vehakoski (2012). I would anticipate that when planning for future lessons, my ability to differentiate tasks and resources could potentially be impeded by my choice of group composition. 

Therefore, if I were to persist with the concept of peer-peer collaboration, I would as supported by Vass et al. (2010, p.106) attempt to incorporate a “peer tutoring” scenario. Within the scenario, students are theoretically able to support each other through their differing abilities in smaller groups with the potential for me to support the tutoring through the use of differentiated material such as clear instructions for the tutor or specific resources for specific tutees. 

However, with direct reference to the critical incident, due to only one of the groups not responding to the task it may be possible that the collaborative group work method is efficient and the group in question was an anomaly. Using elements of critical reflection models previously outlined, it would be possible, with specific reference to Kolb’s (1984) critical reflection method, to analyse the incident. As previously mentioned, it would be essential to analyse the correct instance with the critical incident. Therefore, I would argue that due to the overwhelming majority of the class effectively applying and participating in collaborative group work, reflecting on the overall success (although not discounting the issues encountered) would be the most effective way to progress my future practice. Kolb’s (1984) suggestion of “reflective conceptualisation” would lead me to investigate why the method’s implementation worked for the majority of the students. I could potentially ask for feedback to determine if there was a common consensus from the students as to why they worked well in that manner. It is possible that this could be anything from group composition to individual perception towards either group work or the differentiation methods included. Having gathered information from the participants on this, I could then implement any changes that would be required, which would complete the “abstract conceptualisation” and “active experimentation” (Kolb, 1984) aspects of the cycle before the re-implementation of the technique within the classroom; however, should there continue to be instances of non-engagement from participants, the reflective model may still be used to inform future practice, but the incident focussed on must be altered in an attempt to correct the methodology used to fully involve and receive an entire class-contribution.




Conclusion 

In conclusion, the observed critical incident indicates that collaborative group work within the classroom can be an incredibly effective tool when used within education and pedagogy for the majority of those involved.

The literature surrounding peer-peer collaboration appears to be overwhelmingly supportive of the method, however, as discussed within the literature review, it appears that only recently the literature has begun to critically examine in great detail the impact of variables such as prejudice and bias on collaboration productivity. There are, however, instances where group work is not effective, as noted within the critical incident.  Furthermore, as referenced within the literature review, instances of group work can be impacted by multiple variables and, despite being effective for most learners, there is the potential for it to be ineffective. Therefore, the potential for students to work collaboratively within groups is not always available and its viability within certain scenarios must be carefully considered and applied in order for the method to be most effective. It is, however, notable that the new Welsh curriculum encourages students to demonstrate and develop qualities, such as being “creative contributors” and “capable learners” (Donaldson, 2015, p.31) which are achievable and key to collaborative group work. This, therefore, would imply that collaborative group work provides a framework for development that is parallel to the new Welsh curriculum’s recently outlined purposes.
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Appendices 

OBSERVATION / FIELD NOTES

Record 1
	Date and time, year group: September 24th, 2021, Lesson 3: Year 9


	Where and When: Context of the observation.

The critical incident occurred in the lesson directly following break time. It was an English lesson, which is predominantly categorised within the languages, literacy and communication areas of learning experience. The students were working in groups to create sentences that involved the use of adjectives.

AOLE: “I can listen empathetically to different people’s viewpoints on various subjects.” (Progression step 3) and “I can listen and read to build my vocabulary, develop my pronunciation and sentence structures and use these in my own communication.” (Progression step 3). Source: Hwb (2019) Areas of Learning Experience. Available at: https://hwb.gov.wales/curriculum-for-wales. (Accessed: 5 October 2021).







	What happened?

The students were instructed that they would all be participating in group work within the lesson. The groups consisted of four students each with a total of six groups. For this incident, it is unknown exactly how these groups were constructed. E.g., It may have been based on ability, proximity, behavioural tendencies etc. 

Each group was assigned with the task of constructing their own sentences using adjectives. One group, who had rearranged class furniture in an inappropriate manner before being set on the task, were particularly unreceptive to the task. The group was entirely female. Approximately five minutes into the task, the teacher noticed that they had not produced any work and as such went over to the group to assist with their task. The group was asked if they understood the work, which was met with silence and no definite answer. After the teacher had thoroughly explained the task once more, and the students confirmed that they did understand the task, the group continued to be unproductive. Although they would not directly state it, the students appeared to outright refuse to work on the task.

When it was time to feedback to the class, this group’s contribution was very poor, while the other groups were productive which indicates collaborative work in the lesson was effective for the majority. Due to this, the teacher informed the group that they would not be working together again and that they would be moved away from each other for general classroom lessons.










	Areas of possible exploration:

Due to the uncertainty regarding the composition of the groups, research into how group composition impacts productivity could be possible. Possible areas could include: differentiation within collaborative work, perception of collaborative work and constructivist theory in relation to learning developments.









	Notes:

Having occurred just after the first break time of the day, it is possible that this had an impact on the group’s behaviour. Directions were clear, and repeated, so it appears that the students simply refused to partake in the task rather than being confused in regards to the task.



















Record 2
	Date and time, year group: 22nd September 2021, Lesson 5: Year 7


	Where and When: Context of the observation.

The critical incident occurred in the lesson directly following lunch time. It was an English lesson, which is predominantly categorised within the languages, literacy and communication areas of learning experience. The students were researching Roald Dahl through the use of biographies.

AOLE: “I can adopt a range of roles and manage my contributions appropriately.” (Progression step 2) and “I can ask and answer questions and exchange ideas and information.” (Progression step 2). Source: Hwb (2019) Areas of Learning Experience. Available at: https://hwb.gov.wales/curriculum-for-wales. (Accessed: 5 October 2021).

 



	What happened?

Throughout the lesson a student would repeatedly shout out and interrupt the class. As a result of this, the teacher had to display the class rules for all students to see and adhere to. However, the student would continue to shout at if and when they felt like it, leading the teacher to select other students to answer the questions instead. The teacher would repeatedly ask for silence and the student would then be quiet for a while before reverting to their previous behaviour. 

The teacher made it clear that any further interruptions from the student when they did not adhere to the class rules would result in a reprimand in the form of taking away their points. The student eventually followed the class rules and was selected when appropriate by the teacher.







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

Exploring the possibly of reward and punishment within the classroom, the importance of clear rules and/or guidelines and why do students feel the need to shout out/repeatedly ignore direction. 








	Notes:

Being the last lesson after lunch, it is possible that the students were mentally exhausted from their day at school. The student was sat at the front of the class and therefore was able to draw attention to themselves much easier than other students. Class rules were not shown at the start of the lesson; however, they had been made aware of the rules some weeks prior. As previously stated, the class rules were also re-examined for the students to be fully aware of the expectations.

Students had not been in a classroom environment with the observer before. They did also make direct reference to the observer asking questions such as “who is that” etc. This could potentially have had a detrimental impact on their behaviour as they could potentially have tried to act up on purpose due to the observer’s presence within the room. 



































Record 3
	Date and time, year group: 23rd September 2021, Lesson 3: Year 13


	Where and When: Context of the observation

The incident occurred just after the first break of the day. It was an English lesson, which is predominantly categorised within the languages, literacy and communication areas of learning experience. The students were studying the context of Margaret Atwood’s The Handmaid’s Tale.

ALOE: “I can respond to others’ points of view, summarising and evaluating what I have heard, read or seen, structuring arguments and challenging what others say with confidence and sensitivity.” (Progression step 5),” I can understand and evaluate what I hear and read in different contexts across a wide range of language.” (Progression step 5) and “I can use inference and deduction to gain in-depth understanding of complex texts, and can evaluate the reliability, validity and impact of what I read.“ (Progression step 5). Source: Hwb (2019) Areas of Learning Experience. Available at: https://hwb.gov.wales/curriculum-for-wales. (Accessed: 5 October 2021).









	What happened?

The class, despite being continuously asked and prompted with questions, were very unresponsive in regard to answering the questions. The classroom would repeatedly be silent after a question was asked and as a result the teacher had to resort to techniques such as cold calling in order to elicit responses from the students.

When called upon using this method, students were generally vague in their response. They appeared to require a lot of direction and help in order to answer the questions. There was, however, a general head-nod when asked questions they (presumably) knew would result in lesson progression. 







	Areas of possible exploration.

Why do students shy away from asking questions?
Does cold calling work (and the implications)?
Does the interrogative mode always yield positive results?








	





























