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Is “think, pair and share” an effective AFL strategy, which engages EAL pupils during a lesson?


	
	Targed/Target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn.

What I have done in this assignment.

	[bookmark: cysill]Targed/Target 1
	Ensure you consistently synthesise and reflect - you have done this in places but in other places (indicated) it could be further extended.
	I have tried to reflect across this assignment. This has included reflecting on literature, reflecting on the methods used and reflecting on my findings. I have tried to synthesis my writing by engaging in variety of sources which have developed my understanding further. 

	Targed/Target 2
	Be as specific as possible when making recommendations - this will allow you to show knowledge and understanding.
	I have tried to be specific when making recommendations in this assignment. I have developed my ability to make recommendations by reflecting and reading relevant journals and books that could support my ideas. 

	Targed/Target 3
	Revise and address your use of the possessive apostrophe, particularly for plurals.
	I have proofread the assignment multiple times and have researched the use of the possessive apostrophe. 








Introduction 
Think pair and share (TPS) is a collaborative assessment for learning (AfL) strategy developed by Frank Lynham (1981). The three-step process requires students to think independently about a question, articulate their thoughts with a partner and share their answer with the class. I aim to investigate whether TPS engages English as additional language (EAL) pupils, because 85% of pupils in my Professional Teaching Experience School are EAL learners (Estyn, 2016, p.1) and I find these children are often hard to engage in lessons. I will be focusing on whether learners discuss the given question in TPS or see it as an opportunity to chat, and whether the strategy can develop confidence and communication skills.
Research context 
[bookmark: _GoBack]My research was conducted in a Primary School in Wales, which will be referred to as School X, in accordance with BERA Guidelines (BERA, 2018). Within School X, children speak 26 different languages (Estyn, 2016, p.1) and within my class 14 out of 30 children were EAL pupils. During my teaching practice, I noticed EAL pupils were often hard to engage and regularly became off task. I discussed this with my partner, who agreed that the her EAL pupils sometimes lacked engagement and confidence in lessons. We began to think of ways in which we could make learning more accessible and break down the language barrier for these pupils. This led to our research question; is TPS an effective AfL strategy, which engages EAL pupils and increases understanding of the topic, confidence and communication skills. For my class this means, do EAL pupils benefit from discussing an answer with a partner first, before sharing with the class.
Literature review 
Schools in Wales are becoming more diverse than ever. Statistics show that over the last 10 years, the amount of pupils ages 5 and over with a first language other than English or Welsh has rapidly increased each year and in 2019, there were 28,919 EAL learners recorded in Welsh schools (Welsh Government, 2019). This is a figure which has doubled over the last 10 years (The Bell Foundation, 2020). When it comes to content of learning, EAL pupils follow the National Curriculum whilst embedding their English skills at the same time. In order to these children to fulfil their full potential, improving English proficiency is imperative, as research suggests it is the best predictor of educational outcomes (Strand and Hessel, 2018). Understandably, this can be challenging for EAL pupils as it can take up to 5-7 years for EAL learners to catch up with English speaking pupils on standardised tests (Cummins, 1996). Despite this, there is still no national agreement on how to best support teachers to do this, and EAL training for teachers remains inconsistent (The Bell Foundation, 2019). Thus, assessment of EAL learners in schools can be particularly challenging for some teachers. 
To investigate the effectiveness of EAL assessment strategies and teachers’ attitudes, Davison and Michell (2019) conducted a longitudinal study, where 30 Australian EAL specialist teachers implemented and evaluated assessment strategies over several months and were interviewed. The findings indicated that most teachers expressed a need for assessment strategies that could offer EAL children opportunities for accessible and meaningful participation. The inability of EAL students to complete written assessment tasks meant they were often left behind in the system which increased the prevalent attainment gap further. Conteh (2000) believes providing oral, collaborative strategies creates meaningful and accessible assessment strategies for EAL pupils. Conteh’s (2000) study found collaborative, interactive activities such as group discussions with peers and with teachers, engaged pupils in learning and provided active opportunities to improve English proficiency. Giving pupils the opportunity to become participants of their own learning, created a “new culture” of learning, where pupils built upon ides and showed an increased willingness to learn. However, it must be acknowledged that within Conteh’s (2000) study there were no baseline objective measure of engagement or English proficiency, before or after interactive activities. The results were down to the researcher’s interpretation of the classroom conversations. This makes his findings susceptible to bias, threatening the validity of the study. In agreement with Conteh (2000), the importance of collaborative activities is highlighted in The Bell Foundation (2019) EAL framework, which has been designed to be used by teachers to support learners with EAL develop the levels of English proficiency needed to access the curriculum. Such activities are important as they provide a platform for speaking, listening and exploratory talk which, has been linked to increased dialogue in EAL pupils (McGill, 2017).
TPS is a type of collaborative learning strategy which allows children to progress beyond what they would know individually by sharing models and observing the thought process of others. In contrast to direct instruction, it enables students to actively participate in problem solving processes. According to Raba (2017), TPS is particularly beneficial to EAL learners, providing an opportunity to actively improve oral communication skills, increase engagement and create a cooperative environment. This was reflected in Carss (2007) study, which investigated the effectiveness of TPS in a year 6 guided reading lesson over an eight-week period. The study consisted of 2 focus groups EAL children, one group regularly participated in TPS throughout the lesson and the control group did not. Findings illustrated a significant improvement in language development, reading ability and students confidence in the TPS group. However, only 6 children participated in each EAL focus group, this limited sample size threatens the representativeness of findings. 
Research suggests the oral rehearsal element of TPS allows children to practise expressing their thoughts and formulating responses, in a safe environment before sharing with the rest of the class (Glomo-Narzoles, 2015) and the wait time before sharing, provides opportunities for linguistic interpretation of the question and response formation. (EAL Teaching Strategies, 2018).  Given these benefits, we wanted to investigate implementing TPS in our classes, we wanted find out whether EAL children could effectively engage in TPS, and whether TPS would lead to discussed positive learning outcomes.  
Despite the benefits of TPS, Diyah et al (2013) have discussed some given limitations of the strategy. Firstly, given the free reign and unmonitored aspect of discussions, students may divert away from the given question when talking in pairs and become off task. Secondly, the sharing of formulated answers may not be a true reflection of pupil’s understanding, as it is possible that the children who have low understanding could conceal this with their partners responses. Lastly, if a group of EAL pupils are paired together there may be no effective modelling opportunities for language articulation. 
A counter argument to Diyah et al’s (2013) views is pairing pupils based on their home language could be a useful strategy because it would allow EAL pupils to draw on their first language skills to discuss a topic in more depth and create ideas (The Bell Foundation, 2019). However, Archer et al. (2019) suggests lower ability EAL children prefer being paired with higher attainment pupils because they feel supported. The ambiguity of which pairing method is most effective, refined our research question further, we also wanted to find out which type of pairings resulted in highest levels of engagement during TPS. 
Lesson study design 
The methodology used was a lesson study which is a form of action research. The lesson study process is based on the idea that the best way to improve education, is by teachers studying teaching and learning together, then coming up with improvements themselves (DCSF, 2009). The term refers to a group of teachers co-planning a series of lessons with a shared learning goal, with one teacher leading the lesson, and the other teachers observing the pupils. The team then analyse, reflect and improve their teaching practices (Murphy et al. 2017). This normally happens within a classroom, although recent research studies have used technology facilitated lesson studies to gain insight into education in different countries (Soto et al, 2019). The purpose of such is to refine and innovate a pedagogical principle which will improve pupils learning and then share these findings with other professionals (Dudley, 2014). 
Within UK education, lesson studies are used across a range of institutions and across a range of subjects. Hill’s (2013) review on the future of delivery educational services in Wales stated that collaborating, sharing lesson planning and participating in lesson studies should become the norm during professional development programs. Based on the idea that the students are observed, not the teacher, participating in lesson studies is a non-threatening method for new and experienced teachers (Coenders and Verhoef, 2019).
Empirical research suggests there are many positive effects from using the using this method, particularly improving teacher’s ability to reflect and improve on their practise, which enhances student learning (Cheung and Wong, 2014). Lesson studies have shown they are a powerful tool which can improve teaching, once teachers have gained a personal insight of their practice. Olson (2015) suggests the reflection element of a lesson study is key to professional growth, a view widely supported by educational researchers (Larrivee, 2000 and Brookfield, 2017).
In this lesson study, the methods used to collect data were observation, a focus group interview and reflection. In accordance with Dudley’s (2014) lesson study recommendations, three pupils were identified as case study pupils. The 3 case pupils chosen were EAL pupils.  According to Raba (2017) one of the biggest challenges of TPS, is to fully engage pupils throughout the 3-step process, as it is easy for pupils to become distracted and off task. Teachers can do this by asking thought provoking and engaging questions. This is something we wanted to investigate, so measuring pupil’s engagement was therefore an important aspect of our study. Before the lesson, we had planned open-ended questions to ask in our TPS. To measure child’s engagement using the Leuven Scale of Active Engagement in Learning (SCILT, 2019) as recommended by Estyn (2019). The Leuven Scale is based upon the idea that a child’s wellbeing is linked to their motivation to learn and engage in activities, and high level of engagement are linked to enhanced learning (Barber, 2013). We used non-participant observations at the beginning of the lesson (approximately 5 minutes into the lesson, during TPS (approximately 20 minutes into the lesson) and whilst they were on task. During these 3 points, and for the whole in general, each case child was ranked on their engagement on a scale from 1-5 (see appendix 3). 
At the earliest available opportunity, the three case pupils selected for our lesson study, were interviewed in a focus group. Our structured interview contained 13 pre-designed open-ended questions (see appendix 1). Making the questions open ended was important, as it gives children the freedom to answer in their own words and produces rich, qualitative data (Guion, Diehl and McDonald ,2001) We reviewed these interview questions and ensured as well as being open-ended they were clear and wrote in basic terms, as research suggests children’s focus groups are most effective under these conditions (Powell and Single, 1996). We understood that interviewing case pupils as soon as possible after the lesson was important because we did not want their ideas of TPS and thoughts of the lesson to stagnate with time.  As interviews can sometimes be a stressful and anxious event for children (Eder and Fingerson, 2002), we ensured we conducted our interviews in the child’s normal classroom in a laid-back, quiet environment. After we had interviewed the children, my research partner and I discussed our findings and identified any themes or trends we have discovered.
We then reflected on our findings. Reflections were captured using an assisted reflective conclusion model (ARC), this was completed after each of the 2 lesson observations, (see appendix 5 and 6). We decided to use this model because it would allow us to reflect on all aspects of the lesson in detail, focusing on understanding and analysing why something happened, and creating the next steps for future action. As earlier discussed, research suggests reflection is the catalyst behind teacher’s professional growth following a lesson studies (Olsen, 2005), so an in-depth reflection model seemed most appropriate.
Ethical considerations
“No educational research can be completed without a due regard to ethics”. (Le Grange et al, 2017, p.433). Thus, a variety of steps were undertaken in our research project to ensure it was conducted ethically and complied with the Bera Guidelines (2018). Prior to the study, we gained ascent from pupils and informed consent from parents. Throughout our ethics form we discuss the ways in which we ensured the confidential and anonymous treatment of participants’ data and identity during and after the study. Pupils were aware they could withdraw at any time without providing an explanation and were debriefed following the study. The ethics form was approved allowing our research to progress. 
Lesson 1 results and analysis 
When it comes to TPS, the pairing of pupils may vary based on the teacher’s judgement. One strategy is to pair partners together who have mixed ability. This means a higher ability pupil will be paired with lower ability pupil. This was something my partner and I wanted to investigate, we were interested in whether mixed ability pairings could impact pupil’s engagement during TPS and learning outcomes in the lesson. Thus, in lesson 1, more abled pupils were paired with less abled pupils. This was based on Archer et al’s (2019) earlier discussed findings and Vygotsky’s (1978) instructional scaffolding theory. According to Vygotsky (1978) learning is enhanced by all parties when a more abled children is paired with a less abled child. Such pairings enable a less abled child to solve a problem or complete a task, which would initially be beyond their unassisted efforts, but, becomes achievable through the support and guidance of a more abled child, who “scaffolds” learning. The more abled child who is supporting, is expanding their own learning by explaining the task. (Wood, Bruner and Ross, 1976).
Lesson 1 was conducted in a year 6 class. Child C was a lower ability EAL pupil, and child A and B were middle ability EAL pupils. At the start of the lesson, low to moderate engagement was observed amongst the 3 case pupils, (see appendix 3).  Pupils then received an open-ended question about their feelings and thoughts on the Holocaust.  There was a noticeable increase in engagement amongst all 3 pupils, (see appendix 3). When pupils participated in discussions with their partners, I could hear the higher ability children (who the EAL pupils were paired with), provided support when pupils worked together to formulate their responses. Higher ability pupils did this by suggesting ideas, sharing knowledge and modelling answers. This effective sharing of information between ability groups was reflected in our focus group interview, when child C was asked whether he enjoyed group discussions and learnt anything from them. He replied, “talking with my friends helps me because they know more than me so it can teach me the answer.” Child B replied, “If my friend is on a higher table than me then they might be able to help me.” However, it was observed that during TPS, the higher ability pupils tended to take over discussions, and base the pairs collaborative answer on their personal opinions. The high ability pupils were also keener to feedback the answer to the rest of the class.
When we asked the class to share their formulated answers with the class, the 3 EAL pupils did not raise their hands. However, when we chose them to share, they showed confidence when speaking in front of the class and provided insightful answers. This was reflected in child C’s response during the focus interview, where he felt TPS improved his confidence “because he sometimes felt shy speaking in front of the class.” For the remaining part of the lesson pupils completed an activity researching items used in the Holocaust. The engagement remained high for child B but dipped to medium engagement for child A and B. Child A and B became easily distracted by other members of their table and showed concentration at a routine level. When my partner and I discussed the pupil’s engagement throughout the whole lesson, we ranked child A medium and child B and C high engagement. 
Through observation, it was evident that the implementation of TPS had an immediate effect on enhancing the 3 EAL pupils’ engagement, as pupils actively participated in discussions and mixed ability pairing helped support the formation and articulation of their answers. During the focus interview, all cases reported that they liked discussing questions with someone and all pupils reported that by doing so, they understood the question more, (see appendix 1, questions 5 and 8). However, this engagement was not sustained throughout the lesson as children tended to become distracted once the TPS was over. 
We were interested to find out what type of pairings the EAL children find most beneficial. All 3 case pupils found it easier to discuss topics with their friends (see appendix, question 4), child C went on to justify this, “I feel more confident when I talk to my friends because they won’t judge me for what I say.” These responses made my partner and I think whether the quality of discussions would be better if pupils worked with their friends, opposed to people they wouldn’t normally speak to. This may encourage collaboration further, and it could potentially inhibit the higher ability children taking over. It will be useful to contrast which pairing method is most effective for engagement.  Therefore, we decided that we would pair pupils with their friends for our next lesson study.
Lesson 2 results and analysis 
Lesson 2 was conducted in a year 4/5 class. The focus of the lesson was on graphs and required pupils to use mathematical problem-solving skills. Based on our reflections of lesson study 1, we had decided to pair children with their friends. So, we instructed children to sit wherever they wanted at the start of the lesson. The 3 case pupils were all lower ability pupils. Initially, it was observed that this seating arrangement negatively impacted pupil’s behaviour. During this first 10 minutes, the 3 children failed to show moderate or high levels of engagement, (see appendix 4).
The TPS was based the open-ended question “what type of graph do you think would be most appropriate to show this data and can you explain why?” After the question was asked, pupils immediately engaged in discussions with their partners. When observing the children, it was evident they were on task and seemed fully engaged throughout the discussion. We focused on observing the quality of conversations between pairs, as we were aware friends may see this as an opportunity to chat amongst themselves instead of discussing the question. All discussions were relevant towards the question and children were engaged in depth conversations, pupils explained which graph would be a best fit and justified their rational. Child F was paired with another lower ability EAL child and it was observed that this pair used their home language to support understanding of the question and formulate a response. Whereas child D was sat next to a higher ability friend, and it was observed that this child built upon the ideas of their friend, and their friend modelled answers to the pupil. 
When the pupils shared their answers with the class, it was observed that firstly, a lot more children put up their hand to share their answers than usual, this included the 3 case pupils. When we asked them to share their answer, they were confident communicating their ideas to the class and shared longer, more in depth answers than usual.  For the rest of the lesson, the pupils were required to draw a graph. All children remained engaged and an improvement of behaviour was observed compared to the start of the lesson. For the whole lesson, the 3 case pupils were all ranked as highly engaged (see appendix 4).
When we conducted our focus group, we were keen to find more about the children’s thoughts on TPS after we had paired them with their friends. All case pupils revealed they had enjoyed the lesson and found it easier to discuss topics with their friends. This was justified by child F who said “my friends want to help me, some people don’t want to help me,” and child E said “some people won’t talk much, whereas your friends will talk to you more.” The 3 children spoke about the TPS in a positive light and described how it “helps me understand more” and it “gives me time to think about the question first.” Child F explained he understood the topic more after TPS because “if my partner knows more they can tell me, and if I know more, I can tell them.” All children said they were happy to share their answer if their partner didn’t know (see appendix 2, question 10), and there was a consensus that this was because they wanted to “help people out.” 
When it came to articulating answers in front of the class during TPS, the observed increase in confidence was reflected in the children answers, as child E answered “I am nervous if I don’t get the chance to discuss something with my partner.” However, child F discussed that he may be anxious to share an answer if his friends “wind him up and give him the wrong answer.” This is a potential pitfall of TPS, but reinforcing the children’s golden group rules and teacher’s expectations could counter this. 
The evidence of the cases suggests that TPS was an effective method to engage EAL pupils and developed their understanding of graphs. Although, allowing pupils to sit by their friends did initially cause disruption to the lesson, this soon improved once pupils engaged in TPS. Allocating children to work with their friends seemed to positively impact discussions, if EAL children sat by other EAL children, they used their home language to support their understanding and if EAL children were sat by higher ability friends, they were able to develop their ideas and English proficiency based on modelling answers with their friend. Children seemed more comfortable when engaging in TPS, compared to lesson 1, when they were sat by their friends. 
Discussion of research findings
Across all 6 case studies, it was evident that TPS is an effective strategy to engage EAL pupils, increase their understanding of the question and develop their confidence. In both lessons, the teacher’s questions were open ended, which gave pupils the opportunity to engage in high quality discussions and develop problem-solving skills. These findings support Tofade, Elsner and Haines’ (2013) study, which found using open-ended questions to start classroom discussions promoted better classroom dialogue and encouraged greater expansion in answers.
There was some evidence to suggest grouping children in mixed ability pairs was an effective method in supporting the lower ability children to formulate answers. This was evident in lesson 1, when the researcher observed higher ability children supporting child A, B and C formulate answers. This particularly came across in Child C’s responses during the focus interview (see appendix 1, question 3). This evidence supports Vygotsky’s instructional scaffolding theory and with Archer et al (2019) findings, that pairing the low ability children with high ability children was an effective scaffold. However, children failed to sustain engagement throughout the lesson.
In lesson 2, cases were grouped with their friends for TPS. Despite behaviour being disruptive at the start of the lesson 2, evidence suggested grouping based on friendship was the most effective method to increase engagement because child D, E and F showed the higher levels of engagement than child A, B and C. It was observed that all possible groupings benefited in some way, lower ability EAL friends supported one another and used their home language to assist their understanding of the question and formulating the answer, this was evident for child F. A higher ability pupil and low ability EAL friendship pair modelled and built upon ideas to scaffold learning. When the children shared their answers with the class, children agreed they were more confident (see appendix 2, question 12), in agreement with Raba’s (2017) findings, their answers were longer and more in depth than usual.
 It is possible, pairing children with other children who have similar backgrounds in culture and language, may promote feelings of safety, security and belonging, which are vital to child wellbeing (Osterman, 2000). This could mean children feel able to express themselves more openly and develop more confidence.  For my class, this means, collaborating in pairs to discuss an open- ended question and sharing it with the class, increases topic understanding, lesson engagement and confidence skills. To maintain maximum engagement during the strategy, friendship pairs seems the most appropriate. 
Limitations and strengths of methods
To gather insight into TPS in the classroom, we decided to use a non-participant observation because it would enable us to gather in depth data into pupil’s behaviour and discussions within the natural classroom environment. However, this method does come with limitations. Firstly, as the children were aware, they were being observed, they may have changed their behaviour, compared to how they behaviour normally. I found this was particularly prevalent amongst the children who I was sitting closest to during the lesson, as these children always seemed to be on task and therefore scored high levels of engagement. This change in behaviour is known as the Hawthorne effect, and it could threaten the validity of our study.   
Secondly, there was no objective measure of engagement within our study. Scoring children’s engagement on the Leuven Scale was dependent on the observer’s interpretation of their behaviour. Interpretations of children’s engagement may differ between myself and my research partner, our findings may therefore have low reliability. Due to the lack of teaching experience myself and my partner had, it is possible we may have misinterpreted children’s behaviours. Our results could have also resulted in error of central tendency. This is when researchers tend to avoid using the extreme scales when ranking observation and use mostly the central options. (Kumar, 2018, p.217) This could explain why all children were ranked as medium or high engagement for the summary of both lessons. 
However, the counterargument to being inexperienced is we observed the lesson with an open mind. Remaining a passive observer and not intervening, gave us the opportunity to watch and listen to children’s discussions.  As our observation was structured, our ranking scale allowed us to general numerical data based on pupil’s engagement (Cohen, Manion and Morrison, 2013, p. 459) which allowed us to analyse and compare results during lessons and across lessons.
Whilst interviewing children is a valid tool to gain perspectives towards the lesson (Dudley 2014), interviews may not be the most suitable method of enquiry for EAL children. For the lower ability younger children, particularly child F who struggles with verbal communication, O’Reilly and Dogra (2017, p. 12) suggest using different methods like choosing smiling or sad faces or using an interpreter. Although child F was able to provide in-depth answers during the focus group, he may have been copying and agreeing with the other case pupils due to his lack of understanding.
Conclusion
The findings of this lesson study support Raba’s (2017) conclusions that TPS increases EAL pupils’ motivation to learn, increases oral communication skills and increases cooperation. These results reinforce my decision to use TPS in lessons, and I will continue to use collaborative AfL strategies in my teaching practice. The findings strongly support Carss (2017) assertion that TPS increases EAL pupils’ confidence when they share their answer with the rest of the class and seemed to elicit longer answers than usual. We found that mix ability pairings were an effective way to provide EAL pupils with modelling opportunities, but when a lower ability was pupil was paired with high ability pupil, the high ability pupil did tend to take over discussions. The study found that pupils showed the most engagement when they could choose their own pairs. In this condition, children seemed more comfortable sharing ideas worked effectively together to support one and another during discussions. Aligning with the Bell Foundation’s (2019) recommendations, some EAL pupils worked together and used their home language to aid their understanding. 
The first and foremost limitation of this study is the small sample size. Due to the constraints of our initial teacher training program, only 2 research lessons were conducted in this lesson study, and only 6 case pupils were investigated. Dudley (2014) suggests that a lesson study should consist of at least 3 research lessons.  The small-scale nature of the study threatens the representativeness of findings and the ability to make generalisations based on the findings. Further research lessons would allow more detailed observations, which would also increase validity. Another weakness of this study is that there was no baseline measurement to establish how the case pupils would normally behave during discussions, so it is difficult to draw valid conclusions on whether the EAL student’s quality of discussion, English proficiency and confidence has actually improved. Also, we established which pairing method was most effective based on comparing children’s engagement across the different classes. It may have been more appropriate to compare how the same children behaved in both pairing styles. It is possible the case pupils in lesson study 2, may have been better at group discussions in general. 
Given the benefits of TPS, in my next school experience, I will ensure I plan opportunities to use the assessment strategy across a range of lessons. I will ensure I use open ended questions to ask the learners, as this contributed to high quality discussions and provided an opportunity for pupils to develop problem solving skills. I will use friendship pairs during my lessons, as pupils in this pairing strategy showed the highest engagement in TPS. The pairing method offered an opportunity for EAL pupils to be paired with low, middle or high ability children. This gave them the opportunity to use a variety of learning strategies, to improve their English skills. Whether pupils were paired in friends or in mixed ability, it was clear that discussing a question first with a partner, lead to increased confidence when sharing answers. Increasing children’s confidence is a focus of the new curriculum in Wales, and reflects one of the four purposes, that children should become “healthy, confident individuals.” (Donaldson, 2015.) 
Even though friendship pairings showed the most engagement during the specific lesson, pairing less abled pupils with more abled pupils also resulted in positive outcomes. I think it is important that EAL students are sometimes paired  with higher ability pupils, so they with have opportunities to model English language and, as Wood, Bruner and Ross, (1976) discussed, lower ability EAL pupils can receive instructional scaffolding from higher ability pupils and develop their English proficiency further. 
Recommendations 
In future practice, I would like to assign each child to the role of “A” or a “B” during TPS. The intended consequence being that each child will have a turn to articulate their answers, and this will inhibit the more dominant pupils from taking over the discussions and articulating answers. Assigning pupils with group roles contributes to an organised learning environment and rotating group role gives all pupils opportunities to practice communication, social, and leadership skills (Smith and Krumsieg, 2003, p.147). I would also like to give EAL pupils sentence starters to support and scaffold their discussion, such as, “I think that...” “one thing I discovered was…”. Reyes (2015) found EAL pupils who would not usually have the confidence to share a response, were keen to share answers when using the sentence starter, and sentence starters lead to better English writing skills (Reyes, 2015). Sentence starters offer EAL pupils the opportunity to learn and explore more vocabulary from speaking and listening. (The Bell Foundation, 2019). Lastly, I would like to collect data for a longer period of time in order to gain more insight into the quality of discussions during TPS and investigate how much TPS can improve English proficiency of EAL pupils.  
The fast-paced nature of teaching provides little time to reflect on a lesson before the next one starts. This study demonstrates the power of observation, as observing only 2 lessons, has enabled my partner and I to learn so much more about EAL children. We will take this with us through our teaching journey and share with our teaching training colleagues. Our increased knowledge supports Lee’s (2018) assertions that the collaborative environment throughout lesson studies allows teachers to gain insights in how to improve their teaching, which improves pedagogy. Babkie and Provost (2004) summarise that being a researcher as well as teacher, benefits not only professional growth, but increases student’s success. However, Hancock (1997) found majority of classroom teachers were uninvolved in research due to lack of time and lack of confidence. Therefore, to promote teaching as a research-based profession, it could be argued that teacher’s need to be given the time, resources and appropriate support. 
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