


A Critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or group of learners, based on an observed critical incident.
Word Count: 4273

























[bookmark: _Hlk149950464]Introduction
This essay aims to examine a critical incident observed in a classroom setting using Tripp’s critical incident methodology (Tripp, 2011) and to engage with relevant literature to investigate related psychological and developmental theory. A critical incident within teaching is any situation or event that sparks criticality and causes the formation and attachment of meaning to that incident (Tripp, 2011). The observer’s interpretation ultimately assigns meaning to any event witnessed, thus causing seemingly routine events to become critical incidents (Madrid, 2019). By utilising Tripp’s methodology, teachers are able to engage with action research tools such as the diagnostic teaching cycle and themselves become diagnostic practitioners (Tripp, 2011). 
The role of reflection in developing teacher judgement and awareness will also be discussed. Through reflecting both in-action and on-action (Tripp and Rich, 2012) and critically analysing lived classroom experiences, teachers are able to inform their own practise, judgements and pedagogy; this is a vital element of professional teaching practise as being a reflective, evidence-based-practitioner is a requirement of all teachers in Wales (Welsh Government, 2017). Theory from reviewing the relevant literature and its analysis will be linked to the Curriculum for Wales (Welsh Government, 2020) along with the impact the four purposes have on the selected critical incident. Potential pedagogical decisions and recommendations for practice will be suggested to assist in overcoming the identified barriers to learning.  The observed incident occurred within a morning session of a year four classroom consisting of twenty-three children arranged in tables of one group of higher ability (HA) girls, HA boys, lower ability boys with a teaching assistant, one table with a child with additional physical and learning needs and a table with students who had English as an additional language. The incident surrounds a child on the HA boy’s table with his hand raised for the predominance of a session of teacher-led questioning and answering with voluntary participation (Petty, 2009). Despite there being lots of new questions, the boy had his hand up throughout all questions and response times of other pupils. Finally, he was asked to read out the final bullet point of the success criteria for that lesson and after this he finally put his hand down and was visibly relieved and smiling. Considering this, areas for exploration will include the formative assessment strategy of ‘hands up’ (Boheim, Urdan, Knogler and Seidel, 2020), the application of behaviourism as related to Skinner’s operant conditioning theory (1938) along with social cognitive learning theories (Bandura, 1979) surrounding peer perception, motivating factors and self-efficacy relating to voluntary participation. All elements of this discussion will adhere to British Educational Research Association’s (BERA) Guidelines (2018) and confidentiality will be maintained. 
Case Study
The case study was observed within immersive 360-degree footage of a year four class within the context of a school within the Local Education Authority of Swansea. Analysis of immersive video footage has been shown to be a useful tool in developing self-efficacy and deepening reflective practice of teaching students in higher education (Walshe and Driver, 2019).
 All data provided about this school has been drawn from the school’s most recent Estyn report which occurred earlier this year. Staff and those observed retain anonymity and any identifiable factors will not be disclosed in line with BERA Guidelines (2018). The school had 435 pupils at the time of the report aged between 3 and 11, 29% of whom were eligible for free school meals over a three-year average (6% higher than the national average). Additionally, 10.7%  of the pupil population had English as an Additional Language. The Estyn report reflected positively on the school’s ethos of aiming to support ‘curiosity, confidence and resilience’ (Estyn, 2023) and their response to the Curriculum for Wales, enabling their pupils to experience learning in all six areas of Learning and Experience. 
The chosen incident (as outlined in Appendix A) occurred during a morning Languages, Literacy and Communication lesson based on making inferences. An image from a book was displayed and the class was asked to make inferences. Before taking the children’s answers, the teacher had distributed whiteboards to them to form their answers as sentences. The teacher then asked the children to feedback their inferences. One boy on the HA table put his hand up immediately at the beginning of the question-and-answer session and kept it up for almost the entirety of the session, putting it down only briefly, on occasion. The teacher was calling on students who had their hands up and after taking a few answers, was then seeking students who had not yet shared an answer. After asking a question they then asked, “have any of you not shared?”. This boy then put his hand up again, but the teacher went to a child on the lower ability boys’ table. This led to the boy on the HA table putting his hand down. After this the teacher asked, “who’s going to help me read the first point?” The boy immediately put his hand up again. Then despite another child being picked, he kept his hand up and it remained up throughout the other student answering and the teacher responding to this child; he continued to hold his hand up between his peers answering and the teacher’s next questions. The teacher then asked, “Who’s going to read the second bullet point?” and chose another child. While this child read, the boy continued to have his hand up. The teacher then selected another child and the boy who had had his hand up the entire time continued to keep it up throughout the other student answering and the teacher feeding back. The teacher then asked another child, received the answer and feedback and the pattern continued of the boy keeping his hand up irrespective of who was being nominated. The teacher then asked this boy to read the final bullet point and he leaned out of his chair to read and was obviously pleased and began smiling after he had been asked and looked visibly relieved. 
In reflecting upon this incident, there were several notable likely perpetuating factors, one of which was the boy’s high level of motivation. The observed elements of intrinsic motivation are closely linked to Bandura’s concept of self-efficacy (1979)- a subset of the social cognitive theory. This theory posits that those who esteem themselves as more academically capable exhibit higher levels of participation (White, 2022). The social cognitive theory, however, by focusing on learning originating from intrinsic factors may not sufficiently acknowledge the very real impacts of the child’s external environment on the child’s learning (Bronfenbrenner, 2000). Behaviorist learning theory notions such as operant conditioning emphasize learning based on positive, negative and neutral reinforcers from a child’s environment based on behavior they display (Elswick, 2018). Praise has been shown to be a powerful positive reinforcer (Senn, Bayles and Bruzek, 2020). Additionally, research demonstrates a positive correlation between regular participation and peers perceiving those participating as being ‘clever’ (Hammond, 2016). This conversely may have a deleterious impact on shyer students, causing confident students to dominate feedback sessions requiring alternative methods of assessment for learning to be employed (Mundelsee and Jurkowski, 2021). The pedagogy of Active Learning is embedded within the curriculum for Wales (2022) and encourages learners to actively participate in their own learning. It is an essential element of the curriculum’s purpose of endeavoring to create ambitious, capable learners. However, this drive to create a drive for high attainment in students must be held in tension with the curriculum’s other purposes, namely that of creating healthy, confident individuals (Donaldson, 2015). Teachers are vital players in bolstering self-esteem in children (Waterhouse, 2019). 
Literature Review
The critical incident in question lends scope to several areas for investigation within literature. The focus of this review will be on the theoretical bases of motivation that lead to participation and engagement and active learning pedagogical approaches in the classroom. 
Hand raising is a commonplace behaviour and universally recognised form of interaction between teachers and pupils (Boheim, Knogler, Kosel and Seidel, 2020). Engagement research has demonstrated that children who raise their hands are highly engaged in learning, irrespective of their being called upon to contribute to the classroom discussion (Boheim, Urdan, Knogler and Seidel, 2020). Whole-class discourse is by its nature both an active and collective learning process in which students must participate actively, via contributing answers and posing questions (Boheim, Knogler, Kosel and Seidel, 2020). Although some research regards speaking as the minimum evidence of learning being meaningful, classroom culture tends to have ‘hands up’ as a prerequisite for sharing to maintain classroom order (Chi and Wiley, 2014); a child raising their hand is thus a clear observable signal that a child wishes to speak (Boheim, Knogler, Kosel and Seidel, 2020). A child raising their hand to participate voluntarily is part of utilising an active learning pedagogical approach; although difficult to define, active learning pedagogies are constructivist in nature and centre around the student constructing their own meaning and learning through self-directedness and intrinsic motivation (Hood Cattaneo, 2017). There is a demonstrated positive correlation within empirical evidence between academic achievement and active participation in classroom-based discussion (Sedova et al., 2019). Additionally, there appears to be an observed mutual causality between teacher expectations and hand raising; early studies demonstrated that children raised their hands more regularly if their teachers had higher expectations of them (Brophy and Good, 1970). Additionally, teachers tended to perceive those who raise their hands more frequently as being more able (Fiedler, Walther, Freytag and Plessner, 2002). 
Al-Dhamit and Kreishan (2016) in their discussion of engagement levels of gifted Jordanian children, discuss both the intrinsic and extrinsic nature of motivation. Extrinsic motivating factors comprise four subgroups: external regulation (completing tasks to avoid punishment or to gain reward in line with behaviourist thought (Elswick, 2018) introjections (the effort to gain approval of self or others: a semi-internalised external control), identification (the engagement with a task that possesses some form of personal value to the student, differing from intrinsic motivation) and integration (where the student has internalised external motivating factors in their environment into their sense of self) (Al-Dhamit and Kreishan 2016). Conversely, intrinsic motivation is exhibited when students feel innate enjoyment in engaging in a task for reasons of personal mastery goals (Diseth, Mathisen and Samdal, 2020). According to Al-Dhamit and Kreishan’s study (2016) the selected gifted children exhibited both extrinsic and intrinsic factors of motivation (with other factors such as parental support in psychological adjustment playing a large role in their high levels of attainment and engagement). One potential limitation that should be acknowledged when considering the results of both Al-Dhamit and Kreishan (2016) and Boheim et alumni’s (2020) research is that their information was collected via questionnaires. Whilst questionnaires are a common and easy to use method of fairly large-scale data collection within research (Borgobello, Pierella and Pozzo, 2019), one of their primary drawbacks in collecting information from children is that language may either not be understood or may be simplified for understanding, resulting in reduction of sociological significance (Cohen, Manion and Morrison, 2018). 
Although both forms of motivation play a significant role in classroom participation and engagement, Ryan and Deci (2017) argue that intrinsic motivation produces optimal developmental and holistic outcomes psychologically as it centres around self-organization (Maslow, 2015). The concept of intrinsic motivation is also a central component of self-determination theory (Ryan and Deci, 2017). Self-determination theory postulates that humans possess the basic psychological needs of autonomy, a sense of competence and for relatedness- these are the predicators of intrinsic motivation. Furthermore, fostering expectations of extrinsic motivating factors such as rewards for tasks can actually thwart intrinsic motivation and lead to less psychological growth (Ryan and Deci, 2000).
The notion of competence is also central to Bandura’s idea of self-efficacy within social cognitivist learning theory (Bandura, 1977). This notion that the individual believes themselves effective at whatever task they attend to has been shown to create higher levels of motivation and thus higher success rates (Long et al., 2011). Social learning theory stipulates that behaviour is learned via the cognitive process of symbolically understanding required responses before implementing them. When a model is observed performing the desired behaviour, a mental representation of how to compile the differing elements of their response to carry out this new behaviour is constructed in the mind of the observer. Learners thus shape their own actions after cognitively processing observed information as opposed to performing simply to an anticipated outcome (Bandura, 1979).
However, although the child within the case study was higher ability and exhibited a good deal of motivation and confidence, it is crucial to note that the timing of their contribution did not support the assertion that they were confident in providing information. As they held their hand up throughout other children explaining and waiting for the teacher’s next question, more external factors such as social perception of ‘cleverness’ (Hammond, 2016), praise and recognition could be considered as causative factors. As children in Piaget’s concrete operational stage begin to become more socially adept and actively seek out the formation of relationships and peer affirmation, introjections of peer approval may also play a large role in motivation (Piaget, 1947). The behaviourist learning theory of operant conditioning (Skinner, 1938) intimates that learning can occur via external reinforcers- punishment, reward or neutral reinforcers- occurring shortly after exhibited desirable or undesirable behaviours. In this instance, positive reinforcers that come immediately after pupil contribution are those of peer approval and teacher praise (Long et al., 2011).
In Ferster and Skinner’s research (1957) where two pigeons pressed levers to receive food, one received a continuous supply of food and the other a sporadic supply. The pigeon with the inconsistent supply eventually pressed the lever to its own exhaustion; this addiction type behaviour was induced by what the researchers termed a partial reward schedule. One potential major drawback of hand raising coupled with teacher praise is that due to the sporadic nature of being chosen to speak, a partial reward schedule may be inadvertently set up eliciting reward prediction error; in this case, to teacher selection and praise (Eckert, Scherenberg and Klinke, 2023).
Although praise is generally considered a positive thing and positive teacher/student interactions are foundational in positive learning environments (Cook et al., 2017), Dweck argues that praise can actually undermine self-esteem (2013). Self-esteem, as opposed to a well-praised and recognised sense of intelligence, is rather the positive regard the individual has for themselves as they are fully engaging with something whilst being fully themselves. This sense of self-esteem relishes challenge and is less fragile, facilitating further personal growth.
In light of the benefits highlighted within the literature of intrinsic motivation and robust self-esteem in learning and attainment, ways to combat low self-esteem will be explored. Also teaching strategies to combine naturally occurring extrinsic factors in the classroom with intrinsic factors of personal mastery and enjoyment will be identified to assist in development of both personal and communal growth mindsets as a potential mechanism to encourage whole class participation, irrespective of ability.

Teaching and Learning Methods
The ‘hands up’ approach utilised in the classroom is an example of teacher-led discussion following one of the most commonplace practices for formative assessment within teaching: ‘initiation-response-evaluation’ (Mehan, 1979). The teacher will ask a question, students raise their hands to answer and then receive some form of verbal feedback from the teacher. 
Wiliam (2018) corroborates the prior seen literature, that classrooms that emphasise engagement have higher rates of achievement with ‘hands-up’ being a frequently used tool to increase participation. Within classrooms there are often subsets of students who are extremely keen to raise their hands to answer the teacher’s questions. However, this has been seen to widen attainment gaps for classes as a whole, as participation is generally voluntary. Wiliam noted this as being in-line with the Matthew effect (Stanovich, 1986) (“for whoever has will be given more” (The Holy Bible: Matthew 25:29)). He analogized selected players in competitive sports teams in schools are generally those born earlier in the year because they are bigger and are thus selected more frequently and given more opportunities; similarly, students who excel are generally those who have sufficient emotional and cognitive resources to voluntarily participate. Hence, without cognizance and concerted effort, teachers may unknowingly drive the attainment gap (Wiliam, 2018). Students have been shown to generally participate unevenly, therefore the potential gains from classroom discourse are distributed unevenly (Sedova et al., 2019). Despite being considered often a difficult task, the onus thus lies with teachers to invite all into classroom discourse (Snell and Lefstein, 2018). One of the predominant challenges teachers may face in inciting student voluntary participation is that of a fixed mindset that fears failure; this fear of failure also inhibits the individual’s ability to succeed and be self-efficacious (Jaffe, 2020).
In order to prevent growth of one subset of more able students’ learning and stagnation of others, growth mindset pedagogical tools may prove useful to adopt. Utilising the mindsets work of Dweck (2000) and others, it may be useful to address fixed mindsets through honest feedback that does not shield students from challenge and does not praise intelligence, but rather prizes courage and efforts (Risannen, Kuusisto, Tuominen and Tirri, 2019). Centrally, growth mindset views successful learning as being independent of success of outcomes. One established method of fostering a growth mindset in children is via the teacher giving verbal reminders about our brains being malleable and able to develop with practise, much like the way muscles are trained (Schmidt, Shumow and Kackar-Cam, 2015). Additionally, students need to be coached as part of developing emotional literacy to counter and handle failure without it having a deleterious impact upon their view of their own abilities and ultimately themselves (Risannen, Kuusisto, Tuominen and Tirri, 2019; Elswick, 2018; Waterhouse, 2019).
Moreover, to facilitate equity of student nominations and avoid over-selecting either lower ability or higher ability students, strategies of randomisation such as popsicle sticks with names on, or randomisation apps are viable and simple to employ (Wiliam, 2018). This strategy also helps teachers safeguard against their own biases and eradicate the mutually causal relationships between teacher expectations and student achievement with ‘hands up’ (Curren-Preis, Garcia and Shaughnessy, 2022). One observed issue, however with this strategy is that students who may have been selected then become distracted as the anticipation of challenge has gone. To counter this, Wiliam (2018) suggests that these names get replaced or another student is utilised as a monitor of selection. 
A further potentially problematic element that teachers must be cognisant of in equity strategies such as this, are the nature of feedback given to students and the rigidity of discussion direction. Within randomisation of nomination, students may produce differing ideas dependent on what thought has been stimulated by the class discourse, some of which may not be sequential or in line with the desired learning intention (Curren-Preis, Garcia and Shaughnessy, 2022). In order to maintain a growth mindset, an undesired answer must not be treated as a failure but as another step in learning (Jaffe, 2020). A further strategy to implement growth mindsets is via the nature of tasks set; for example, maths is often an anxiety-inducing subject for many students, however through creating a task that has multiple solution strategies, students' own inherent learning styles and abilities are harnessed (Boaler, 2022). Through implementation of these strategies student attainment has been shown to increase; although the case for a growth mindset intervention is not entirely cogent as Sisk et al., (2018) intimated that whilst other researchers had stipulated growth mindset as lending vast improvements to academic attainment (Yeager and Dweck, 2012) there was a direct correlation between the studies who had a marked improvement and absence of a manipulation check. However, this must be held in tension with the potential inerrancy produced by manipulation checks as being predominantly verbal cues which can skew results mid-research (Hauser, Ellsworth and Gonzalez, 2018). Pursuing a growth mindset facilitates aspects of each of the four purposes of the Welsh curriculum (Welsh Government, 2020) by supporting learners to become ambitious and seek challenge, counter and master challenge and problem solve in creative ways. Therefore, the growth mindset could be considered a suitable ethos and pedagogical approach to adopt.
Discussion
Much of the basis of reflection understood within teaching stems from the work of Dewey (1933) and Schön (1983). In their early work on reflective practice, they identified reflection as a key to liberation from habitual, automatic action and unconscious biases in order to further improve practice (Moghaddam, Davoudi, Adel and Amirian, 2020); Additionally, Kolb (2014) as a proponent of experiential learning postulated that learning occurs via transformation of experience into new information to be incorporated into the learner’s existing schema. Reflection thus acts as a bridge to learning based on experience (Cattaneo and Motta, 2021). Through reflection teachers are enabled to increase their self-awareness and elucidate their current practice and unconscious biases and inform their decisions by engagement with literature. This enables teachers to make the best research-informed pedagogical choices (Saric and Steh, 2017). I have decided to employ Brookfield’s ‘Four Lenses’ reflection model (1995) because it prompts learners to explore their assumptions by analysing their teaching from four distinct yet interconnected perspectives: the autobiographical lens, student lens, lens of colleague perspective and the lens of literature (Staller and Koerner, 2023). Firstly, observing the case study (as outlined previously and in Appendix A) from an autobiographical lens I would have felt unsure as to how best to manage the expectations of a child who is extremely eager to participate. Through analysing the teacher’s actions and questioning what my own immediate response would have been, I realised that I would have wanted to intervene and select the child early on as a response to their eagerness. However, in reflection, this may not have led to optimal learning for the class and may cut short the class discussion. By reaching a more sophisticated answer too early on and giving praise accordingly, this may have discouraged weaker learners from participating. From the lens of the student perspective, this may have seemed a long time to wait, however, they were eventually asked to contribute by reading a success criterion. Whilst this may not have been what the child wished to share, they still were relieved that they were able to contribute. In my own practise in seeking to reflect effectively, I would seek out the advice of colleagues. This could be in the form of my mentor or available within a professional learning community (Poortman, Brown and Schildkamp, 2021). Finally, from the lens of the literature, I realised that my initial desired response of responding quickly may not be beneficial. Evidence shows that children when asked higher order thinking questions, especially those who are classed as gifted children, often answer “I don’t know” for reasons of wishing to appear correct. This could be countered with allowing greater time to think and by teacher modelling thinking of responses for higher order questions; this wait time yields greater quality, in-depth higher order answers (Walsh, Bowes and Sweller, 2017). Additionally, the prior seen literature advocates for promotion of greater resilience in children as part of gaining emotional literacy (Elswick, 2018; Jaffe, 2020, Dweck: 2013). In the literature the concept of resilience being instilled in children is closely tied to their ability to persevere. Perseverance has been shown to be a conducive factor in both long and short-term goal attainment (Jaffe, 2020). Therefore, along with instilling resilience in this HA child through delay, delay and allowing higher challenge via questioning is applicable to all children. This is in line with achieving the Curriculum’s four purposes, especially that of supporting learners to become ambitious, capable, life-long learners and healthy confident individuals (Welsh, Government, 2020). 

Conclusions and Recommendations
Via use of the critical incident methodology, what could have appeared a routine event of a HA child holding their hand up for a prolonged period of time proved to be a useful exposition of literature and teaching and learning methods. Through reflecting upon the incident, some of the underlying developmental and psychological reasons were identified and analysed to gain a greater understanding of what may precipitate different behaviours in classroom discussions. A pre-emptive intervention I would like to employ and subsequently reflect upon would be that of randomization strategies such as popsicle sticks or randomisation apps and other strategies to ensure challenge is met out to all; by ensuring all are invited into classroom discourse, all are enabled to benefit from its challenge and learning opportunities.
Review of the relevant literature surrounding this incident provided vital exposition of intrinsic and extrinsic motivating factors; this will be an essential asset in both lesson and environment planning in my own teaching. To harness the potential of both extrinsic motivation (in-line with behaviourist thought) I will aim to utilise reward systems for those who do not have initial intrinsic motivation. Examples of this are interactive points/stars/tokens and various other reward chart/strategies to motivate children. However, I will aim to prioritize creating a classroom that has an evident ‘growth mindset’ culture, where failure is not failing, but learning is considered a process. Praise will be given to motivate but will not routinely be based on the innate abilities of my students. Rather, praise will be based on attitude, problem-solving and factors and strategies to support resilience in learning. I will challenge myself as a teacher to give more challenging feedback and ask higher order questions and allow students sufficient time to think in order to receive higher order answers. Both the literature examined, the Curriculum for Wales (Welsh Government, 2020) and the Professional Standards for Teaching and Leadership (Welsh Government, 2017) all stress the importance of developing and bolstering resilience in our learners. Promoting a growth mindset, fostering resilience and encouraging students to relish challenge fulfils each aspect of the standard of influencing learners. Thus, this will be something I will include in my teaching to ensure high quality, effective teaching to secure the best outcomes for my learners.
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Appendices
Appendix A
	[bookmark: _Hlk149949899]Date and time, year group: Video of year 4 at 9:00 accessed in immersive room on . 


	Where and When: Context of the observation – subject/AOLE, general classroom context
 
The observed incident happened in a morning session exploring possible inferences that could be made based on an image from a book called ‘Mole Town’. This was within the context of a Languages, Literacy and Communication session. There were five tables, one consisting of lower ability boys with a teaching assistant, one group of three higher ability (HA) boys, one group of six HA girls, one table with children with English as an additional language with a HA girl and a table of four children parallel to the board- one of whom had additional physical needs. 
The teacher was utilising an image on the interactive board and students had individual white boards on which to write their sentences about the inferences they were making from the image.
The teacher would then nominate different children to share what inferences they made after they had written their initial thoughts. 
This then turned into overhead question and answering where the teacher nominated individuals to share their answers with the class. The teacher then has the students read out the success criteria for the task of the students doing group/independent work making inferences about shoes placed on their desks. 


	What happened: 
One boy on the HA boys table at the back had his hand up throughout the entire overhead question and answer session where the children were sharing their inferences about the image on the board. During the teacher’s questioning they was calling on students who had their hands up. The teacher after taking a few answers was then seeking students who had not yet shared an answer. After asking a question they then asked “have any of you not shared?”. This boy then put his hand up again. The teacher then went to another child on the LA boys’ table (with the teaching assistant). This led to the boy on the HA table putting his hand down. After this the teacher asked “who’s going to help me read the first point?” the boy immediately put his hand up again. Then despite another child being picked he kept his hand up. The boy’s hand remained up while the other child read and then while the teacher responded to this child. The teacher then asked “Who’s going to read the second bullet point?” and chose another child. While this child read, the boy continued to have his hand up. The teacher then whilst deciding who to select gave a dojo point to a girl he wasn’t asking because she was participating. The teacher then selected another child and the boy who had had his hand up the entire time continued to keep it up throughout the other student answering and the teacher feeding back. The teacher then asked another child, received the answer and feedback- the entire time this boy had his hand up. The teacher then asked this boy to read the final bullet point and he leaned out of his chair to read and was obviously pleased and began smiling after he had been asked and looked visibly relieved.


	Areas of possible exploration: 
Voluntary participation and the intrinsic/extrinsic motivating factors. Engage with Self-Determination theory. Establish whether one form of motivation is preferential for learning and explore this is relation to behaviourism. Look at behaviourist theories in line with classroom participation. Are there any other theories that see motivation less as being something external or internal and more cohesive and process based? Review social cognitive theory.
Consider age group of case study child including the work of developmental psychologists- Piaget and the concrete operational stage. What are the implications of a child being asked early when they have their hand up? At what point is nomination beneficial/optimal for learning?
The relationship between confidence to participate and levels of attainment- is there a correlation between self-esteem and attainment?
Self-esteem based on contribution and peer evaluation of perceived intelligence/ ‘being clever’
Alternative methods of assessment/nominating students in line with a ‘no hands-up’ strategy for formative assessment for learning.
How to reward effort in higher ability children so that they do not become discouraged or disengaged. Is there an alternative to external factors in motivation? 
Why the teacher selected the child later than a lot of the others- was this to steer conversation? What benefit would the teacher gain from asking this child later than the others who also had their hands up?
Should the child have been selected earlier what would the consequences have been?
Which pedagogy does the teacher’s actions most align with? 
What elements of this could I take into my own practice?
What are my own biases in relating to children of higher ability? Do teachers’ biases impact their leaners abilities and sway outcomes? If so, what can be done to engage with subconscious biases and employ a more robust system of fairness with cognizance and self-awareness?
What will my own questioning techniques be in my future practice?











