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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 group of learners, based on an observed critical incident. 

Introduction 
This report will examine an observed critical incident, consider the contextual background of the critical incident, examine some of the previous literature relating to the critical incident and then critically evaluate the reflection on the critical incident, whilst identifying the next teaching and learning steps. It is therefore essential to understand what a critical incident is. A critical incident can be described as a discernible event, activity or behaviour that can be analysed in a meaningful way (Harrison and Lee, 2011). Critical incidents are often used in the education sector to inform and navigate reflective practice (Harrison and Lee, 2011). 

Reflective practice is an essential element of the Professional Teaching and Leadership Standards in Wales and is therefore an essential skill for student teachers and teachers to practice and develop (Welsh Government, 2019). Critical incident analysis can help teachers to be reflective by moving them from descriptive explanations of what happened, to questioning why? how? and what could be improved? (Harrison and Lee, 2011). In addition, Harrison and Lee (2011) found that student teachers who were asked to complete critical incident analyses, continued to reflect on them for weeks after the event, attempting to understand and adjust their practice to encapsulate what they have learned. Another benefit of analysing critical incidents was that they helped to explore student teachers doubts and anxieties, furthering the support available to them and building their confidence (Harrison and Lee, 2011). All of these factors help to develop the student- teachers reflective practice skills. 
 
Observation
The observation was completed in a Welsh secondary school. The school is an English medium school and caters for students aged 11 to 18 (Estyn, 2017). It had a level of eligibility for free school meals that was below the national average and 977 students at the time of the last Estyn report (Estyn, 2017). The school had low levels of special educational needs and disabled students, as well as low levels of students from ethnic minority backgrounds (Estyn, 2017). The school was rated good for its standards but needs improvements for the other 4 categories at the time of the report (Estyn, 2017), however during the introduction to the school, a staff member mentioned that after numerous improvements and renovations, the school has now improved substantially and are now working at a consistently good level but aiming for excellent. 

The class observed was a Year 7 class in their Welsh lesson. The teacher explained that the students in the class have a low Welsh ability. This was also witnessed during the observation as students appeared nervous, and occasionally said statements such as I can’t do Welsh (See Appendix 1). Welsh lessons at the school were undergoing a reform under a new head of Welsh and the students had a mixed Welsh background from various primary schools. This was particularly relevant as the students had only had 3 weeks at the school at the time of observation. 
Throughout this report no information revealing the school, student or teacher will be used. This is in line with the British Education Research Association (BERA) guidelines on research in the education sector (BERA, 2018). BERA guidelines state that participants in any research have a right to keep their data anonymous, as such any information that could lead to the discovery or identification of any individuals will not be included or will be redacted (BERA, 2018). 

There are many different observational models. Each model defines how the researcher will collect their data and this often depends on the purpose of the research (Hartas, 2010). Two of the main types of observation are structured and unstructured observations (Hartas, 2010). Structured observations require the research to understand what they are specifically looking at prior to observation sessions and require the research to make systematic records of their observations (Hartas, 2010). In unstructured observations, the researcher is required to go in with an open mind and see what occurs within the setting they are observing (Hartas, 2010). Often this is undertaken with a view to expanding the research with further structured observations at a later point (Hartas, 2010). 

[bookmark: _Hlk54694379]Another important factor to note is the role of the researcher during the observation. Prior to entering the research setting an observer should decide how they are going to observe the setting (Lodico, Spaulding and Voegtle, 2006).  There are four main suggestions for how to observe settings, completely participant, where you are a member of the group and no one is aware that you are an observer, participant as observer, where you are an active member of the group but individuals are also aware that you are an observer, observer as participant, where you are removed from the group a bit, still linked to the group but not participating in activities and complete observer, where you are not a member of the group and do not participate in activities (Lodico, Spaulding and Voegtle, 2006). 

[bookmark: _Hlk54694405]Each method has different strengths and weaknesses (Lodico, Spaulding and Voegtle, 2006). In structured observations, there is the potential for the research to introduce observer bias, where researchers perceive a situation in a way because of their background and prior knowledge (Lodico, Spaulding and Voegtle, 2006).  In both methods, contamination is a problem, where the researcher is aware of the aims of the research and that affects their observations (Lodico, Spaulding and Voegtle, 2006). When the observer also participates in activities there is a greater risk of the halo effect, where participants (students and teachers) behave differently than they would typically because of the presence of an observer (Lodico, Spaulding and Voegtle, 2006). Additionally, observational research is inherently subjective as researchers have to analyse the data and may make inferences about their observation (Barnard, 1998). Each of these methodological issues can be an issue in any observational setting, however, some types of observations carry greater risks than others, however, it is also possible to mitigate some of these effects. 

In the present research, the researcher completed structured observations as observers as participants. Observations were chosen for several reasons. Students in classrooms and many teachers are familiar with having classroom observers in, as observations are often used in the school setting (Estyn, 2014). Therefore, by using observations the data would be collected from a natural setting with the lowest level of interference possible (Barnard, 1998). This is particularly important as Estyn (2014) advises that all observations create the lowest levels of disruption possible. For this reason, researchers also took an observer as participants approach, sitting at the back of the classroom, not participating but with the students aware of them being there. Additionally, the research used observations due to time constraints, whilst observations only capture one moment or lesson, they are quick to complete and in the timeframe that was given, this was an essential feature of the methodology. 

It is essential to note the ethical considerations involved in classroom observations. One of the biggest concerns for ethics in terms of research with children has been informed consent (Harcourt and Conroy, 2005). Whilst children require an adult to consent for them to be able to participate, this should not be at the expense of the child consenting (Harcourt and Conroy, 2005). Many children, particularly those of a young age, may have difficulty giving informed consent, however, researchers should attempt to get children to understand as much as they can at their developmental level and consent in a format appropriate for them (Harcourt and Conroy, 2005). Other ethical issues involved in observations are the importance of considering if there are reciprocal advantages, confidentiality, extent observer is seen as invasive and being sensitive to the perspectives of everyone (Barnard, 1998). It worth the additional mention of power balance (Barnard, 1998). As participants are often recruited through headteacher as gatekeepers, there is a question of if participants are truly able to withdraw from the research if they do not want to participate (Barnard, 1998). Participants are often students or teachers and the headteacher has authority in that dynamic, this should be considered during the ethics phase of an observation study (Barnard, 1998). 

During the observations, the researcher picked out a critical incident and this was used as the basis of the case study. Case studies are a common methodological option for researchers utilising a qualitative approach, this is largely due to the focus on smaller groups of participants and the detailed data it can provide (Lodico, Spaulding and Voegtle, 2006). Through using a case study methodology, a researcher can collect rich, detailed data to form a clear picture of a specific phenomenon at a particular time and place (Lodico, Spaulding and Voegtle, 2006). Whilst this data can be very useful, it is important to note that it is not information that can be generalised outside of the specific scenario that was observed (Lodico, Spaulding and Voegtle, 2006). 

The critical incident that was observed was when the whole class were about to start a task to ask questions and find out information about each other using the phrase they had learnt in the previous class. The teacher explained he was going to choose two ‘language police’, that they would be anonymous and that they would be required to tell the teacher at the end of the lesson if anyone was speaking English during the task. He explained that as a bilingual country both languages were essential and that this not to reduce the importance of English but to effectively learn Welsh. He explained that to effectively learn Welsh, they needed to practice their speaking and listening skills as well as their reading skills and that if they used English then they would not be practising those essential skills.  He then asked the students to place their heads on their desks with no peeking. He walked around the room with a meter rule saying that he could be going over there to pick someone, or he could be going over as a ruse. He tapped two students lightly on the shoulder with the meter rule and then went back to the front of the class and started the activity. Students seemed to engage with the task well and students predominantly spoke Welsh as they were supposed to. This suggests that peer monitoring worked as a motivation for these students (see appendix 2 for more details).
This technique ties in with two of Donaldson’s (2015) four purposes. By utilising this technique the teacher has begun to develop ambitious and capable learners, as they are encouraged to speak and listen to Welsh, ensuring that they can effectively converse in different contexts in Welsh and English, as well as developing their skills and knowledge in a way that they can apply it in different settings (Donaldson, 2015). This technique also encourages learners to become knowledgeable about their culture and community, ensuring that they become ethical, informed citizens as well (Donaldson, 2015). This supports the ambitions of the new curriculum and the Welsh government, including their Cymraeg 2050 initiative (Welsh Government, 2017). 

Literature Review
[bookmark: _Hlk54702203]Students develop and learn in many different ways and researchers have yet to discover exactly how this occurs, however, there are theories. Two of the main theories in schools are constructivist and behaviourist (Jones and Brader-Araje, 2002; Woolley, 1999). Constructivism has many different definitions to different people, but this report will focus on Vygotsky (Jones and Brader-Araje, 2002). Vygotsky sociocultural theory and its zone of proximal development are seminal theories in developmental research (Shabani, 2016). The theory examines learning and development through the ideas that knowledge is co-constructed through interactions between a more and a less knowledge person (Shabani, 2016). It makes a number of assumptions, such as learning precedes development, mediation is key to learning, learning is a series of interlinking processes of internalization and the zone of proximal development is the key point that learning transpires (Shabani, 2016). 

[bookmark: _Hlk54704808]The zone of proximal development suggests that a person has 3 zones of learning, the first the person is comfortable in this zone, the last is too difficult and complex for their current developmental level and the middle is too difficult alone but manageable with help (Levykh, 2008). Vygotsky believed that optimal learning was only possible in the middle ring, the first was too easy to learn anything new and the last was too difficult to succeed but aiming learning at a point that was in the middle, where it might be too difficult alone but with support from a more knowledgeable other, the individual would achieve optimal learning (Levykh, 2008).  In general, Vygotsky’s theory is robust with a large body of literature providing evidence, it also growing in use in classrooms (Levykh, 2008; Algahtani, 2017). In practice, this looks like setting differentiated work, child-centred teaching, teaching for understanding and not memorising and activating prior knowledge to facilitate learning (Algahtani, 2017). These teaching strategies would seem to support Donaldson’s (2015) four purposes, as they encourage learning a skill and understand information and being child-centred, developing children in a way that prepares them for their future life and career.

Alternatively, the behaviourist approach to learning focuses on positive and negative reinforcers and punishments, although these terms are not used in the traditional sense (Algahtani, 2017). A reinforcer will always be something good and a punishment something bad, however positive is simply used to describe the act of giving something and negative is taking something away, so a negative reinforcer is taking away something the individual does not like and is still a positive outcome (Algahtani, 2017). This theory has been implemented in schools for a long time, in the format of rewards for doing homework, punishments for breaking the rules etc (Algahtani, 2017). For a long time, the education system was based off this learning theory but whilst it is good for memory and recall of facts and information, many have issues with the extent of learning it encourages (Algahtani, 2017). Behaviourist techniques tend to be teacher-led, points systems, explaining and illustrating every step and breaking down activities (Algahtani, 2017). This style of teaching seems opposed to the principles of Donaldson’s (2015) four purposes. The four purposes propose that we develop students skills and knowledge to equip them to be successful, engaged, global citizens and teaching in a way that focuses on tests and memorising information would work against this (Donaldson, 2015). Although behaviourism has a number of weaknesses, it has research to back it up and does work. Although these two theories seem contradictory, research has shown that in the educational classroom, teachers and educators tend to use both and apply different theories as necessary to different areas of their teaching practice (Woolley, 1999). An amalgamation of both theories seems to work for best practice (Algahtani, 2017).

In the observed critical incident, the teacher used a type of peer monitoring to get the desired behaviour from the class (to speak Welsh). There is a large number of articles relating to peer monitoring and its efficiency (Tingstrom, Sterling-turner and Wilczynski, 2006; Brown et al., 1999; Carden Smith and Fowler, 1984). Peer monitoring is when a combination of other students and the individual themselves monitor an individual’s behaviour (Davies and Witte, 2000). It utilises both peers to tell the teacher if someone is not behaving correctly and positive peer pressure to make the individual monitor their own behaviour (Davies and Witte, 2000). This theory is widely based in behaviourism and has a number of examples that have been used in classrooms, such as checking chums and self-management and peer feedback schemes (Brown et al., 1999; Davies and Witte, 2000). The most commonly used example is the good behaviour game (Tingstrom, Sterling-turner and Wilczynski, 2006). The good behaviour game is a class activity, where the teacher sets a time limit and set of rules, if the class or group meet certain criteria then they win a reward (Groves and Austin, 2019). 
There are a number of modifications that can be made to the game to individualise it to the class being taught (Tingstrom, Sterling-turner and Wilczynski, 2006; Babyak, Luze and Kamps, 2000). The criteria to win can be no more than a specified number of points lost per person, the most amount of team points left at the end of the time or both (Tingstrom, Sterling-turner and Wilczynski, 2006). The criteria can be to reduce behaviours e.g. standing up, walking around or increase them e.g speaking Welsh, answering questions. The game has been used with a number age ranges. Flower et al (2013) looked at using the good behaviour game with high school students with disabilities. Overall, they found that the good behaviour game reduced the level of time that participants were off-task (Flower et al., 2013). In the reversal phases of the study, the researchers found that students would ask why they weren’t playing the good behaviour game, suggesting that there was a need for consistency in approach. This research also found that after several weeks when the researchers returned, the teachers were no longer using the strategy demonstrating the difficulty with research-based change in education (Flower et al., 2013).  It is essential to note that this research was conducted in a self-contained setting with students with disabilities and therefore cannot be generalised outside of those settings. 

One of the main constants within the good behaviour game was the need for positive reinforcement or the ability to win (Tingstrom, Sterling-turner and Wilczynski, 2006). In the critical incident that was observed, there was no win but there was punishment. This is something to consider. One of the concerns about the good behaviour game was the possibility for negative peer interactions to increase if students were losing their team points. This was, however, examined by Groves and Austin (2019), who found that during the good behaviour game positive peer interactions went up and negative peer interactions went down. Another concern regarding the good behaviour game is a trend that when the game was not being played, students behaviour returned to the level it was at before the game (Groves and Austin, 2019). Other behavioural management systems have also been used in schools, such as positive behaviours support (Luiselli et al., 2005). Positive behavioural support is widely defined as the use of systems and positive behavioural interventions to promote adapting behaviours towards the social norm (Luiselli et al., 2005). Luiselli and colleagues (2005) examined the use of positive behavioural support as a whole school intervention. They found that problems of student discipline decrease, whilst academic performance increased (Luisello et al., 2005). This shows the positive benefit of using this intervention throughout the school. It is important to note, however, that this research was completed in elementary schools and may not generalise to secondary schools. Educational psychologists were asked what systems they thought were effective (Hart, 2010). They largely identified strategies within the behavioural paradigm, however, they also mentioned other theoretical perspectives, such as attachment and humanist/ child-centred (Hart, 2010). This concurs with the conclusion from the discussion about theories, that using a mixture of strategies and theories, depending on the situation is best practice. 

Reflective Evaluation
Critical reflections are important to the development of a student-teacher. They can help to develop the individual’s skill acquisition, disposition and knowledge (Slade et al., 2019). Reflective models can help an individual develop their critical reflection skills by giving them a structure to follow (Slade et al., 2019). A number of reflective models are available to help aid reflective practice, including Rolfe et al and Gibbs (Slade et al., 2019). In this reflective evaluation, I will use Kolb’s reflective model (Slade et al., 2019). My concrete experience was the critical incident that I described in the observation section of this report (also see appendix 2). I saw a Welsh lesson where the teacher used two children as ‘language police’, to utilise peer monitoring to affect the behaviour of the children. Through reflective observation, I can say I believe this method predominantly worked well. It was a pre-emptive measure. The children responded well and mostly spoke Welsh. I think that a combination of the right atmosphere in the classroom (the teacher encouraged trying and helped mistakes gently) and this strategy worked for the students in that class to encourage them to speak Welsh. There were a few children who occasionally spoke a small amount of English and it is possible that they did not feel that there was anything in it for them. The class were having confidence issues and the strategy utilised punishment, not positive reinforcement; therefore, it is possible (if they are used to being in trouble) that they see no point in it. 

For my abstract conceptualisation, I have considered what I might have done differently. I think taking into account the literature related to peer monitoring, I might consider offering a reward, rather than making it punitive. I perhaps think that the good behaviour game might be the right style of strategy for this class as there is a reward for the end goal but also a loss of reward for those that do not follow the rules. I might also consider sociocultural theory-based strategies, such as make the activity, although the teacher did activate prior knowledge before the task at several points, so he too brought in these strategies. I might consider a different name for the strategy as it is possible (particularly in regards to the social context of Wales) that the name ‘language police’ might be upsetting for some people, however, it is important to note that the teacher did pre-empt this with a statement of his intentions (see appendix 2). For my active experimentation, I think I will first learn more about the strategies to keep children engaged, motivated and behaving appropriately in the classroom and their application to the new curriculum and Donaldson’s (2015) four purposes. I will also try some behaviourist and sociocultural strategies in practice, such as activating prior knowledge and points systems. I will also endeavour to use this approach to critical reflection in my future practice to inform my work and ensure further professional and personal development. Finally, I will ensure that my teaching practice is linked to critically evaluated research. 
Conclusion 
The role of the reflective practitioner in Wales is essential. Reflective practices are an essential element of the professional teaching and leadership standards (Welsh Government, 2017). Throughout the standards, teachers are required to critically reflect on their performance to inform their development. Throughout this report I have attempted to be both critical and reflective, to accurately inform my own practice. I have discussed the critical incident I have seen, researched further into the background of the practice and critically analysed the findings. I have then reflected on the implications for my own practice. 













References
ALGAHTANI, F., 2017. Teaching students with intellectual disabilities: Constructivism or behaviorism? Educational Research and Reviews, 12(21), pp. 1031-1035.
BABYAK, A.E., LUZE, G.J. and KAMPS, D.M., 2000. The good student game: Behavior management for diverse classrooms. Intervention in School and Clinic, 35(4), pp. 216-223.
BARNARD, R., 1998. Classroom observation: some ethical implications.
BRITISH EDUCATIONAL RESEARCH ASSOCIATION (BERA) (2018) Ethical guidelines for educational research. 4th edn. Available at: https://www.bera.ac.uk/researchers-resources/publications/ethical-guidelines-for-educational-research-2018 (Accessed: 27/10/2020).
BROWN, C.C., TOPPING, K.J., HENINGTON, C. and SKINNER, C.H., 1999. Peer Monitoring of Learning Behaviour: The case of ‘Checking Chums ‘. Educational Psychology in Practice, 15(3), pp. 174-182.
DAVIES, S. and WITTE, R., 2000. Self‐management and peer‐monitoring within a group contingency to decrease uncontrolled verbalizations of children with attention‐deficit/hyperactivity disorder. Psychology in the Schools, 37(2), pp. 135-147.
DONALDSON and PROFESSOR GRAHAM, 2015. Successful Futures: Independent Review of Curriculum and Assessment Arrangements in Wales.
ESTYN (2014) Effective Classroom observation in primary and secondary schools
Available at: https://www.estyn.gov.wales/system/files/2020-07/Effective%2520classroom%2520observation%2520in%2520primary%2520and%2520secondary%2520schools%2520-%2520October%25202014.pdf (accessed: 27 October 2020)
ESTYN (2017) A report on Chepstow School
Available at: https://www.estyn.gov.wales/system/files/2020-08/Chepstow%2520School_2.pdf (Accessed: 27 October 2020)
FLOWER, A., MCKENNA, J., MUETHING, C.S., BRYANT, D.P. and BRYANT, B.R., 2014. Effects of the good behavior game on classwide off-task behavior in a high school basic algebra resource classroom. Behavior modification, 38(1), pp. 45-68.
GROVES, E.A. and AUSTIN, J.L., 2019. Does the Good Behavior Game evoke negative peer pressure? Analyses in primary and secondary classrooms. Journal of applied behavior analysis, 52(1), pp. 3-16.
HARCOURT*, D. and CONROY, H., 2005. Informed assent: Ethics and processes when researching with young children. Early child development and care, 175(6), pp. 567-577.
HARRISON, J.K. and LEE, R., 2011. Exploring the use of critical incident analysis and the professional learning conversation in an initial teacher education programme. Journal of Education for Teaching, 37(2), pp. 199-217.
HART, R., 2010. Classroom behaviour management: Educational psychologists' views on effective practice. Emotional and Behavioural Difficulties, 15(4), pp. 353-371.
HARTAS, D., 2015. Educational research and inquiry: Qualitative and quantitative approaches. Bloomsbury Publishing.
JONES, M.G. and BRADER-ARAJE, L., 2002. The impact of constructivism on education: Language, discourse, and meaning. American Communication Journal, 5(3), pp. 1-10.
LEVYKH, M.G., 2008. The affective establishment and maintenance of Vygotsky’s zone of proximal development. Educational theory, 58(1), pp. 83-101.
LODICO, M.G., SPAULDING, D.T. and VOEGTLE, K.H., 2010. Methods in educational research: From theory to practice. John Wiley & Sons.
LUISELLI, J.K., PUTNAM, R.F., HANDLER, M.W. and FEINBERG, A.B., 2005. Whole‐school positive behaviour support: effects on student discipline problems and academic performance. Educational psychology, 25(2-3), pp. 183-198.
SHABANI, K., 2016. Applications of Vygotsky’s sociocultural approach for teachers’ professional development. Cogent education, 3(1), pp. 1252177.
SLADE, M.L., BURNHAM, T.J., CATALANA, S.M. and WATERS, T., 2019. The Impact of Reflective Practice on Teacher Candidates' Learning. International Journal for the Scholarship of Teaching and Learning, 13(2), pp. 15.
SMITH, L.K.C. and FOWLER, S.A., 1984. Positive peer pressure: The effects of peer monitoring on children's disruptive behavior. Journal of applied behavior analysis, 17(2), pp. 213-227.
TINGSTROM, D.H., STERLING-TURNER, H.E. and WILCZYNSKI, S.M., 2006. The good behavior game: 1969-2002. Behavior modification, 30(2), pp. 225-253.
WELSH GOVERNMENT (2017) Cymraeg 2050 A million Welsh speakers.
Available at: https://gov.wales/sites/default/files/publications/2018-12/cymraeg-2050-welsh-language-strategy.pdf (accessed: 27 October 2020)
[bookmark: _Hlk54732927]WELSH GOVERNMENT (2019) Professional Standards for teaching and leadership
Available at: https://hwb.gov.wales/api/storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-standards-for-teaching-and-leadership-interactive-pdf-for-pc.pdf (Accessed: 27 October 2020)
WOOLLEY, S.L., WOOLLEY, A.W. and HOSEY, M., 1999. Impact of Student Teaching on Student Teachers' Beliefs Related to Behaviorist and Constructivist Theories of Learning.












Appendix 1
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: Year 7, 29/09/2020, 10.05 am


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
The subject being taught was Welsh. The class were a low ability group and the teacher was the new head of welsh (3-weeks at the school) who is restructuring Welsh throughout the entire school. The class reviewed adjectives to describe body parts at the start of the lesson, used a sentence started learned last week to ask questions and completed a conversation in Welsh. 



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
The students were very respectful towards the teacher and predominantly listened well. The students were active participants in the lesson but also seemed to struggle. One student said “I can’t do welsh” after being asked a question. The teacher, however, helped by encouraging students and providing positive feedback when they had done well. The class got distracted during some of the talking tasks, but the teacher brought them back together spoke to them to refocus them and gave them 2 more minutes to complete the task. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
At the start of the lesson, the learners are given an overview of the aims of the lesson including the 3 main aims of the lesson for that day: Recapping adjectives for body parts, asking questions about where students live, their age and what they like and Using these questions in a conversation. 
The teacher at the start of each activity explained the purpose and skills they were developing e.g. activity: conversation using question formation learned last lesson to find out information from surrounding students, Skills developed: aural and oral skills and moving beyond just writing the questions down to being able to use them in conversation. 
The teacher explained why he asked specific questions. 
At the end of class, the teacher summarised what skills they practised during the lesson.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
The teacher praised good conversation and work as it happened.
The teacher corrected or helped with pronunciation as difficulties were happening. 
The teacher worked with students to adjust previously learned information when it was slightly incorrect (using the word yellow instead of blonde).
The teacher picked out the interchangeable information visually and verbally in examples.





	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
Ensured learners could read the board by closing the blind.
Language police- anonymous students that were to tell the teacher at the end of class if they heard classmates using English during the speaking classes. 
No hands up- picked students to answer in class reinforcing that anyone could be called on. 
Asked everyone for an adjective at the end of class before they could leave, no two answers the same.
The teacher consistently reactivated prior knowledge for each task.
Whilst the teacher would ask all students questions if the student seemed to be having difficulties the teacher would give encouragement or clues to get a positive experience of answering in class.
The classroom had welsh to English translations covering the walls to help students learn various words. 
The teacher asked a student not on task why he wasn’t continuing his work, when the teacher realised, he was waiting for another student, he advised to speak to a different student instead.
The teacher told the students the consequences of not completing the work (receive it as homework) before they started. 
Encouraged independence by encouraging students to think their questions through before asking him.
Use of books with notes from the previous lesson if necessary or struggling but not during APK tasks.
Homework set to finish the task. The teacher got the class to agree that the work and deadline were reasonable. Teacher told the class multiple ways they could ask him for help if they were stuck on the homework. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
At the start of the lesson, the teacher activates prior knowledge by practising and consolidating the topic they learnt in the previous lesson (adjectives for body parts). 
At the start of each task, the teacher activates the prior knowledge 
When the teacher was asked a question beyond the level of the current activities the teacher gave a full explanation and compliment the child’s questioning. 


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

Use of questions to refocus the class
Activated prior knowledge 
Explanation of task relevance 
No hands up
Praising good conversation and work





Appendix 2
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
29/09/2020 10.05 am. Year 7.
The subject being taught was Welsh. The class were a low ability group, and the teacher was the new head of welsh (3-weeks at the school) who is restructuring Welsh throughout the entire school. The class reviewed adjectives to describe body parts at the start of the lesson, used a sentence started learned last week to ask questions and completed a conversation in Welsh. 
The whole class were about to start a task to ask questions and find out information about each other using a phrase they had learnt in the previous class. 




	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The teacher explained he was going to choose two ‘language police’, that they would be anonymous and that they would be required to tell the teacher at the end of the lesson if anyone was speaking English during the task. He explained that as a bilingual country both languages were essential and that this not to reduce the importance of English but to effectively learn Welsh. He explained that to effectively learn Welsh, they needed to practice their speaking and listening skills as well as their reading skills and that if they used English then they wouldn’t be practising those essential skills.  
He then asked the students to place their heads on their desks with no peeking. He then walked around the room with a meter rule saying that he could be going over there to pick someone, or he could be going over as a ruse. He tapped two students lightly on the shoulder with the meter rule and then went back to the front of the class and started the activity. Students seemed to engage with the task well and if he heard English then he gently reminded them to speak Welsh, however, this was surprisingly rare. This suggests that peer monitoring worked as a motivation for these students. 

This form of peer monitoring seemed to be useful in this scenario. This would probably link to Donaldson’s 4 purposes as it helps to create ambitious and capable learners, as well as healthy and confident individuals through encouraging engagement and building confidence in these learners. This lower set group often said things such as they can’t speak Welsh or they can’t do it but as this task was being completed, having the students talk Welsh allowed the teacher to praise the students when they did it well and correct small mistakes as they happened in a positive way. My only concern regarding this method is the name ‘language police’, whilst the teacher did explain that this was in no way inferring that English was bad, I feel like the inherent association was there. Particularly in Welsh, where the history of the language is that it was policed in a horrific way. 




Appendix 3
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 29/09/20, 11.25, Year 7


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
This class was indoors. The subject was Food Technology. The students reviewed the health and safety rules that they learned in the last lesson. The students then learned how to make a fruit salad, including 2 hand grips, how to hold a knife, how to prepare 5 types of fruit, enzymic browning and how to wash up. This was completed through a demonstration with the understanding that they would be trying this in a practical in two weeks. After the demonstration, the teacher handed out an activity sheet on enzymic browning for the students to complete. 






	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
The class seemed eager to learn, however for some pupils this seemed to reduce at the class went on as they struggled to get their questions answered. Whilst students seemed eager to ask questions the teacher often took a long time to acknowledge the student had a question. The class was occasionally talkative. Students would talk to each other whilst the teacher was explaining one section another pupil.


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
The teacher explained that the aims of this class were to ensure that all of the class had a basic knowledge of kitchen skills and understood what would be expected of them in the practical. As the teacher completed the demonstration, she would explain why each requirement was important e.g. why it is important to wash up as you go, why it is important to use the grips to hold the fruit. The teacher encouraged the students to write in full, grammatically complete sentences and explained that the activity sheet was to reinforce their learning.



	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
The teacher put up the learning objectives and success criteria on the board.
The teacher impressed the importance of helping with the cooking at home to develop the skills.
The teacher related the information explained to experiences the students had had.
The teacher noted the importance of waste reduction when preparing food.
The teacher encouraged responsibility in the students.
The teacher encouraged the students to think about the look, aroma, texture and taste of the dish when choosing fruit. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
The teacher used the visualiser (Camera that can go over the teacher’s hands) to show the children the demonstration without them having to crowd around the table so that they could stay socially distanced.
The teacher recognised that some students may have done many of these things before at home but asked students to consider their classmates who had not had these opportunities and explained that she needed to make sure all students had the same base knowledge. No other work was given for these students. 








	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
APK review at the start of the lesson on health and safety. 
An activity sheet to reinforce learning. 
Got students to summarize what they had learned that lesson. 









	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Clear instruction with audio and visual information.
The teacher ignored small amounts of talking between students.
Praised questioning. 
Asked student to report on something they commented on in the next lesson.
Got students to summarize lesson in own words. 
Used a mix of no hands up and hands up to answer questions.











Appendix 4
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
29/09/2020 11.25 am. Year 7.
The subject was Food Technology. The students reviewed the health and safety rules that they learned in the last lesson. The students then learned how to make a fruit salad, including 2 hand grips, how to hold a knife, how to prepare 5 types of fruit, enzymic browning and how to wash up. This was completed through a demonstration with the understanding that they would be trying this in a practical in two weeks. After the demonstration, the teacher handed out an activity sheet on enzymic browning for the students to complete. 



	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The lesson was largely informative and demonstrative. At the end of the lesson, the teacher asked the students what they had learnt during that lesson. Encouraging them to put the information from the lesson into their own words. The teacher cold called 4 or 5 students to tell her something that they learned before they left. 

As a plenary exercise at the end of the lesson, this was a good technique. When lessons are very information-heavy, with reduced class participation, getting the pupils to retain the information can be difficult. This method seemed to consolidate all of the information they were told at the end of the lesson, which they would revisit during the practical in 2 weeks. 

This seems like a good method of ensuring students learn as well as developing their ability to amalgamate and paraphrase information. I think this is a good plenary task at the end of a lesson and I will consider this for my own practice as a teacher. 


















Appendix 5
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 29/09/20, 12.25, Year 7


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
This lesson was indoors. The subject was Biology. Students were looking at specialised cells. They were given a fact sheet of information and asked to create a leaflet on it, which would be reviewed next lesson. The class were low literacy ability (The method this school used to determine science groups) and many had IEP’s, however, the teacher informed us that the students' science ability was mixed. 






	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
Students were talkative and a bit excitable. Teachers were polite towards their teacher and felt confident asking questions. 







	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
The teacher clearly explained the task they were expected to do and the skills they would utilise at the start of the task. As a class, students created a success criteria for their leaflet, giving them something to aim for. 









	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
As a class, students created a success criteria for their leaflet, giving them something to aim for. 





	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
The classroom had posters on the walls with various pieces of information on that the children could look at.
The children were provided with a fact sheet but were told not to copy the information but to write in their own words. 
Teacher asked students how they were doing to keep them on track.
Positive compliments to keep the students on track and engaged.




	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
The students were asked to create a success criteria that the class would have to work towards. The teacher mentioned that next lesson students would review each others work based on the success criteria and also review the success criteria to see if it was enough or if they missed criteria. The task activated prior knowledge as the students had gone through the different types of specialised cells already. Students remembered prior knowledge about specialised cells through a mnemonic used regarding the teacher's breakfast. 









	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Time reminders for students to get their work done.
Encouraged creativity with their leaflet designs
Use of APK and information consolidation. 
Use of student-created success criteria to be reviewed the following lesson after task completion. 













Appendix 6
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
29/09/2020 12.25 pm. Year 7.
This lesson was indoors. The subject was Biology. Students were looking at specialised cells. They were given a fact sheet of information and asked to create a leaflet on it, which would be reviewed next lesson. The class were low literacy ability (The method this school used to determine science groups) and many had IEP’s, however, the teacher informed us that the students' science ability was mixed. 
The whole class were about to start an activity making leaflets to consolidate their knowledge on specialised cells.




	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
After the teacher explained the activity to the class, she asked the class to consider their success criteria. The class and teacher then came up with their success criteria. The class gave what they thought the success criteria should be and the teacher wrote it up on the board. The class then started the task with that success criteria in mind. As the teacher spoke to students throughout the lesson, she referred to the success criteria as part of the feedback. The teacher also explained to us, whilst the children were working, that the following lesson the children would be marking each other’s work using this success criteria and also reviewing the success criteria to consider the things they had missed when creating it and the things that may not have been so important. 

I think this is a fantastic task to get the children to do as it allows them to take charge of their own learning. It will relate to the 4 purposes as it helps to develop their critical thinking skills, their engagement, and their ability to work on processes (develop criteria, create, review). This will help the students to become healthy and confident individuals, enterprising creative contributors, and ambitious capable learners. I think this is a really great technique and I think I would like to input it into my own teaching style, where I can. 














Appendix 7
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 29/09/20, 2.15, Year 7


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Outdoors. New project. A new community project involving the students providing ideas for how they could improve the school grounds in a community and environmentally focused way, including planting vegetables, wildflowers, having information boards, repairing steps, encouraging animals etc. Following a walk around look at the areas in need of attention, the students needed to complete a mind map of their ideas. 






	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
Students seemed to be excited to be participating in this project. Students had many ideas and the discussion was productive. Students were comfortable asking questions.







	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
The teacher explained the objectives of the project at the start of the walk around. 








	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
The teacher asked questions to encourage deeper thinking and creative ideas, as well as to encourage consideration of why things are important e.g. rubbish on the fields, animals in the area, wild areas etc. 
Peer discussions helped students to engage and think deeper about the possibilities available. 





	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
As the project was based around areas that they could use and projects students may be able to complete in Resistant materials lessons, the students were naturally quite excited about it. 









	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
This project largely seemed to relate to the application of environmental studies. It got students thinking about methods to improve the area in environmentally friendly and community-focused ways. 









	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Praise for students who considered ideas beyond the obvious ones encouraged those students and others to keep coming up with new ideas. 
Linking the ideas developed by the students to community and environmental issues. 















Appendix 8
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
29/09/2020 2.15 pm. Year 7.
Outdoors. New project. A new community project involving the students providing ideas for how they could improve the school grounds in a community and environmentally focused way, including planting vegetables, wildflowers, having information boards, repairing steps, encouraging animals etc. Following a walk around look at the areas in need of attention, the students needed to complete a mind map of their ideas. 



	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
As students went around to each area, they suggested ideas for what could be done with each area they saw. As they mentioned factors related to subjects (such as historical relevance of the area, encouraging animals, growing vegetables, and reducing rubbish) the teacher asked them questions to encourage them to consider why this was important (e.g. why is it important that we have wildlife such as squirrels, should we have more wildflower areas and why etc.) This related the community project to issues that affect the community and the world and encouraged students to think about ways to improve the school that would help the environment and the community as well as the school. 

I think this was a fabulous way to look at both community and environmental issues as well as getting students involved in their school’s renovations. This encourages the students to be enterprising, creative contributors and ethical, informed citizens as advised in Donaldson’s 4 purposes. These kinds of multi-levelled projects are a great alternative method of getting students to think about these important topics, as well as a great way of getting them to see that not all actions have to be big, even planting wildflowers and recycling can help. I will consider this for use in my own practice. 
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