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Introduction

‘A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.’ 

A critical incident as defined by Tripp, is an undistinguished event that is “indicative of underlying trends, motives and structures” (2012, p. 25). Critical incidents in classroom observations are not regarded as some might initially understand them to be, for example, a “crisis point” (Thompson and Thompson, 2008, p. 27) but rather an approach, utilised by practitioners who engage with their own professional development and in turn, critically reflect on their teaching practice (Fletcher-Wood, 2016, p. 126). Reflection is understood to be a crucial tool within learning (Day, 1993, p. 84). Whilst a critically reflective practice is seen to be a combination of the two, becoming a necessary requirement for high-quality practice, enabling educators to recognise, for example, a reinforced pattern of potentially harmful behaviours in the classroom (Thompson and Thompson, 2008, p. 27). 
The framework of my study is structured and segregated by the use of sub-heading’s; Introduction (p. 2), Observation (p. 3), Methodology (p. 4), Critical Incident linked to Donaldson’s Four Purposes (p. 6), Literature Review (p. 9), Reflection/Evaluation & Next Steps (p. 15), Conclusion (p. 18), References (p. 20) and Appendices (p. 25). The purpose of this study is to introduce and define the concept of a critical incident in the context of education, contextualise information about the school assigned, explain the qualitative method employed, research the relationship between the incident and the new Curriculum for Wales, recognise and reflect on the trends and patterns that potentially underpin the behaviours observed and conclude with an identification of the next teaching and learning steps moving forward as an aspiring educator.

Observation

To contextualise this observation and it’s setting, I will clarify necessary information regarding the type of school, the age group involved, the classroom environment, the time of day and other factors I believe are relevant when positioning the critical incident. It is a salient feature in this section that I state my compliance and understanding of a child’s ‘right to privacy’ (UNCRC, Article 16, 1989) and an awareness of privacy and respect for both the school and group(s) involved under the (BERA) Ethical Guidelines for Educational Research 2018 and (DPA) The Data Protection Act 1998. I am aware of the significance in using my professional judgement when disclosing and sharing information about my observation(s) and my upmost priority in these decisions will always be the safety and welfare of any children involved (Welsh Assembly Government, 2006, pp. 295-296). As no participants in this study have voluntarily relinquished their right to confidentiality and anonymity, I will be following the advised use of fictionalised approaches in reference to both the school and participants, maintaining their right to privacy (BERA, 2018). 
School X is a mixed gender, 3-16 co-educational school in an area within the Neath Port Talbot County borough (GOV UK, 2020). It provides education for just over 1,000 pupils and 22% of pupils receive free school meals (Locrating, 2020). My chosen critical incident took place in a Year 8 Art lesson, which was the first lesson after lunch at 12:45-1:45pm. This lesson was delivered indoors, in a large classroom with forward facing seats and benches that could fit two pupils per desk. The classroom space had multiple windows on one side which made the room light. Learning materials such as posters decorated the walls to provide further engagement with the subject and at the front of the classroom there was an interactive whiteboard. There was one teacher for approximately 25-30 students and this lesson was a ‘middle band’ ability/attainment group with a mix of both male and female pupils.

Methodology

Observational techniques within methodology can vastly differ. For example, there are “structured/non structured observations, event sampling, instantaneous sampling, interval recording, rating scales, critical Incidents and naturalistic observation” (Cohen, Manion and Morrison, 2000, pp. 306-310). To avoid ambiguity and to elucidate the methodology employed in this study, it is necessary to provide a clearer understanding of what a ‘case study’ is and more specifically, what a ‘case’ is, before considering the methodological implications it will have on the research undertaken. I will conclude this brief segment by rationalising the appropriateness of the case study method for this research. 
The case study method is best defined as “an intensive study of a single unit for the purpose of understanding a larger class of (similar) units” (Gerring, 2004, p. 341) or simply understood to be, a concentrated study of a single or a few units (Gerring and McDermott, 2007, p. 688) which in turn, is to act as the foundation for further extensive research and exploration (Kumar, 2014, p. 155). In clarifying a ‘case’, we can refer to Lund, who describes a case as an “edited chunk of empirical reality (…)” (2014, p. 224) believed to be understood as a range of various factors including those of; “an individual, a group, a community (…)” (Kumar, 2014, p. 155).
For us to fully understand the case study methodology it is important to critically evaluate it’s potential strengths and weaknesses in delivering observational research, as an awareness of these will benefit both the reader and I, the researcher. Particular advantages of the case study method, are the in-depth analysis it offers alongside it’s potential to be exploratory in it’s approach (Gerring, 2004, pp. 347-348). Whilst, Atkins and Duckworth also made an interesting observation about how qualitative methods may be preferable over alternative methods for accomplishing a consistent approach to ‘socially just’ research due to their inclusive nature (2019, p. 5). In support of this method, Cohen, Manion and Morrison believe that the case study method delivers a quaint insight into authentic, tangible experiences which empowers the reader to understand the delivery of the study clearer than alternative methods (2000, p. 181). However, this method does pose it’s challenges, one of them being its susceptibility to selection bias. There is a level of understanding amongst researchers including Collier and Mahoney, that bias is an issue foreseen in the qualitative method and in most cases, is likely to arise at some point (1995, p. 65). It is important to note here, that the awareness of this issue prior to intensive research, made me particularly cautious in attempting to recognise any patterns that emerged in my field notes that perhaps could have been unconsciously emphasised through my positionality and prior interests rather than that of their true nature (Atkins and Duckworth, 2019, p. 4). A further issue to be vigilant of is the amount of variables that are likely to emerge rather than data points as the study evolves and develops (Yin, 2003, p. 4).
To rationalise and reinforce the appropriateness of this method for this study, I can define the appointed method as non participatory and structured. The case study is explained to be the method employed for my intensive analysis of the observed critical incident, and the case or ‘single-unit’ is the participant(s) I observed in school with the objective being, providing an alternative perspective on the broader underlying causes that underpins these behaviours. 

Critical Incident linked to Donaldson’s Four Purposes

The critical incident I have chosen to intensively study has been extracted from my Critical Incident Identification Record 3 (See: Appendix 3, p. 34); 

‘Child (A) is struggling with the perspective drawing task and begins chatting with the student seated alongside them. After overhearing a conversation with me and the subject teacher about the accessibility of the task at hand, Child (A) hears the teacher say how the “bottom set of students in the next class would really struggle with this task” and “it may need to be simplified even more with work sheets and additional support”. In response to overhearing this, Child (A) says aloud, “I’m really dumb, I should be in the bottom set because I can’t stop thinking about things.” A few minutes later when wrapping up the task for completion, Child (A) says, “I’ve given up on this now, I’m going to take this home and finish it off later.” After no response from this statement, Child (A) turns to Child (B) (who is working on their own drawing next to them) and says “You’re really dumb.. Those are windows, look!” before pointing to a perspective reference photograph of a building on the desk.’ 

There is an array of questions that this critical incident raises in regards to topics such as, health and wellbeing, inclusivity and pedagogy. For example, what effects does attainment grouping have on a child’s emotional well-being?, how inclusive is attainment grouping? and how can practitioners use language sensitively to discourage feelings of devaluation in children?. The new Curriculum for Wales is addressing, developing and refining the approaches to all of these topics (Donaldson, 2015) by moving from a “coverage based curriculum to a purpose driven curriculum” (New Welsh curriculum – what makes it so different?, 2019, 00:00:39). The new curriculum for Wales will accommodate all pupils with a plan to provide complete inclusivity by offering opportunities and contributions, meaningful educational experiences and access to suitable life skills (Department for Children, Education, Lifelong Learning and Skills, 2010). The new curriculum will have a noticeable focus on increasing engagement by improving literacy and numeracy as lifelong skills in an attempt to break “the link between poverty and attainment” (Welsh Government, 2016, p. 7). To support this, modernised Professional Standards for Teaching and Leadership have been implemented alongside the new curriculum for Wales to encourage practising and current practitioners to meet and continuously engage with the five teaching standards; “pedagogy, collaboration, leadership, professional learning and innovation” (Welsh Government, 2019, p. 10). Michael Dauncey (2015) reviews Donaldson’s four purposes which are viewed as fundamental in the new Curriculum for Wales, perceived as priorities for both learners and educators, providing guidance relating to self development and progression. I believe my critical incident clearly links to one of these purposes; “Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society” (Welsh Government, 2020). This choice is due to Child (A) calling themselves “dumb” for being unable to complete the task as this identifies with self-esteem (mental health and confidence) whilst the recognition and negative outlook of attainment groups, for example, Child (A) commenting; “I should be in the bottom set (…)” (See: Appendix 3, p. 34) implies children are aware and have potentially formed their own opinions about attainment grouping (their perceived value). The four purposes; “Ambitious, capable learners (…), Enterprising, creative contributors (…), Ethical, informed citizens (…) and Healthy, confident individuals (…)” (Donaldson, 2015, p. 29) will underpin all taught lessons and will be intrinsic to assessment and performance. Assessment in the new Curriculum for Wales is holistic in approach with a focus on the individual learner’s needs which are determined by the learner’s perspective on their progress (Welsh Government, 2020). Whereas the National Curriculum focuses on “attainment targets” (Welsh Assembly Government, 2002, p. 146) implying a level of expectation within each ability level and individual learner(s).



Literature Review

To position my literature review I have constructed a proposed research question in response to my chosen critical incident; “Are attainment groups in educational settings socially just, and how important is positive self-esteem in children?”. This question can be explored by identifying and discussing three key research topics; attainment grouping, social justice and children’s wellbeing specifically, self-esteem. These will be titled under two paragraph headings, (1) Attainment grouping and it’s relationship with social justice & (2) The importance of positive self-esteem in children. It has been constructed this way to provide an insight into children’s perceptions on this topic, a review of wether this structure is deemed as inclusive and finally some brief explorations into children’s mental health and how practitioners view mental health education.
I will be unbiased in my approach, exploring both the challenges and opportunities provided by attainment grouping in addition to identifying some key implications this has on children. This information will be based on recent evidence and will provide a further understanding of how my chosen critical incident is linked with these topics. The main inclusion criteria for studies cited were texts that are current and provide an insight into the well-being effects attainment groups have on learners.




Attainment Grouping and It’s relationship with Social Justice 

Recent years in education, the government has concentrated their efforts in elevating the “standards of pupil achievement” (Dunne et al., 2011, p. 485) by directing attention on grade excellence. Attainment grouping in schools remains ubiquitous despite the fact that evidence shows this practice is damaging the outcome of work from children allocated to “low attainment groups” (Francis et al., 2017, p. 96). There is evidence to show that some practitioners believe schools have become a core contributing factor to the construction of barriers in education (Peer and Reid, 2016, p. 67). Nevertheless, attainment sets and segregation have been established in our education system on account of it’s effectiveness in “raising attainment” (Ireson, Hallam and Hurley, 2005, p. 44). This remains an area of debate, with many practitioners interested in discovering new data outcomes surrounding the topic. However, previous outcomes to gauge this information of attainment set success have remained very much “unequal” (Taylor et al., 2019, p. 5).  
Francis et al., explored this subject in greater detail by employing both a quantitative and qualitative method when researching attainment grouping. The first part of their research was structured by using an online survey involving “11,546 11/12 year old pupils in ability sets”, focusing on questions about maths and English. The second part of the study, an interview with “66 pupils” (2017, p. 96) split into smaller groups. Within these groups, the children were asked to discuss their own opinions on attainment sets. The discussion resulted in a mix of varied reactions and voiced opinions, some pupils felt strongly positive, some neutral and some negative. The children accentuated some key areas within this topic such as; the negative effect it has on their self esteem, feelings of exclusion from friendship groups, low attainment making pupils feel “special” or “a bit disabled” (2017, p. 103), low confidence and social divisions. However, some children had a considerably more positive view seeing this structure as “beneficial”, further arguing that lower ability sets can instil determination and support confidence in pupils. The pupils that situated themselves as more neutral in opinion could see both positives and negatives. They expanded their positioning and voiced feelings of “protection” over the children in lower level sets (2017, p. 106) implying a degree of empathy, self-awareness and observation. It is clear from the above summary that children can articulate their awareness of attainment sets and as a by-product, can label the varied feelings of both failure and success when allocated into a set, proving that generalised ability grouping is emotionally effecting their development. 
Taylor et al., employed a similar format for their research into attainment sets; utilising a mixed methods approach which included questionnaire surveys and interviews. A slightly different approach to the topic was taken that included the teachers voices. The questionnaire survey targeted “597” maths and English teachers “from 82 schools (…)” that investigated the relationship of prior allocation. For example, the survey prompted questions around the various factors that contributed to a child’s allocation; behaviour, judgement, tests, observation etc (2019, p. 10). Although evidence to gauge the response rate is not clear, the results showed that generally, “KS2 tests” were the most widely used source for the allocation of set levels (2019, p. 13). However, Ireson, Hallam and Hurley might argue that the resulting evidence of this selective entry process allows pupils in low level groups to “fall behind” while the high level groups reap the benefits (2005, p. 444). A degree of scepticism is identified when reviewing both studies from Francis et al. and Taylor et al. as upon further inspection, I discovered that Francis et al. had an association with some of the main research papers referenced. There seems to be a smaller range of literature available on attainment grouping, however, many of these studies include both these researchers. Therefore, it is vital to recognise potential bias being represented within the above readings. Bias within literature would present an unequal and one sided insight into the research topic. 
Peer and Reid may have critiqued both Francis et al.’s and Taylor et al.’s approach to the survey methodology employed in the studies as it was designed around prompt questions regarding maths and English, a focus on two subjects that some children may consider challenging (2016, p. 67). There is another issue recognised in the methodology employed when collecting attainment group data as a potential barrier has been created when considering the implications of social justice issues surrounding children with disabilities, for example, the survey method assumes “a certain level of literacy” (Atkins and Duckworth, 2019, p. 5). This barrier could arguably reinforce the child’s feelings in the Francis et al. study, perpetuating the above perception that lower level attainment sets makes the pupil feel, “a bit disabled” as some may be unable to participate (2017, p. 103). In addition, there may be little or no representation of disabled children’s voices within both studies creating an imbalance of true results. 




The importance of positive self-esteem in children
 
UNICEF argued that children who do not receive sufficient care in various areas of their life are in danger of “lowered cognitive, language and psychosocial outcomes” often resulting in them being subjected to lower-level attainment grouping and a tendency to abandon their education at an earlier age (2017, p. 10). The charity Mind may have agreed with this statement as they recently launched their own inquiry into mental health within secondary schools announcing “nearly one in five (…)” adolescents facing the development of mental health issues in educational settings are subjected to ceasing their studies due to shame (2020). Mental health issues such as Anxiety Disorder can display symptoms like; irrational and intrusive thinking and a perpetuated prerequisite for perfectionism. The latter providing an example of how the education system contributes to this anxiety for example, pressure surrounding pupils to achieve high grades and the requirement for social conformance (Paul, 2019, pp. 19-22). Loades and Keane found a significant association between self-esteem and emotional well-being, reporting that adolescents revealing their struggles with mental health often additionally disclosed feelings of low self-esteem (2017, p. 4). This would reinforce the significance of my critical incident as Child (A) disclosed being unable to “stop thinking about things (…)”, reading as a display of overthinking and worry, a want to continue the task at home, for example, “(...) finish it off later” even though they felt unable to complete it in school (worry about performance) and negative self-esteem when calling themselves “dumb” (See: p. 6-7), which could all be viewed as potential symptoms of developing Generalised Anxiety Disorder (NIH, 2016). 
Graham et al. explored an alternative view when researching a practitioners role in supporting children’s mental health. Their findings suggested that just over 40% of teachers perceived mental health education as “extremely important” whilst over 90% believed “opportunities for success and recognition of achievement” were contributing to the assistance of “children who showed signs of mental health problems” (2011, pp. 486-487). This research although effective in providing an insight into how teachers view mental health education was conducted in Lismore, Australia so data results might be likely to differ in the UK. O’Reilly et al. offered some opposing opinions of the realities teachers faced when dealing with mental health issues in children when they conducted research into who was responsible for nurturing a child’s mental health. In discussions with practitioners about children with pre-existing mental health conditions, one teacher gave insight into feeling ill-equipped for the care-giver role; “We’re not trained, it’s not our primary role (…)”, another admitting, “(…) if he’s not stable or ready to take on the challenges of school, then we are not the right place for it” (2018, p. 454).
It is interesting to see the stark contrast between teachers feelings of importance about mental health education in the Graham et al. research and the implied feelings of inadequacy about how to actually deal with these behaviours when they are displayed in the classroom in the latter research. A noticeable factor in all texts referenced is that it is arguably of high importance that nurturing the health and well-being aspect of a child helps to positively impact their learning development.


Reflection / Evaluation & Next Steps 

Rose, Gilbert and Richards believe that for purposeful and significant learning to occur, it requires the act of reflection (2016, p. 114). Dewey, an influential theorist, was intrinsic in assisting this reflection, encouraging student teachers to develop their practice through the act of critical reflection (Aubrey and Riley, 2019, pp. 8-9).
I will be critically analysing my case study findings using a reflection model called; Brookfield’s Lenses, 1995 which breaks the reflection down into four ‘lenses’ (Brookfield, 2017, p. 61). 
· The autobiographical lens; me, the student teacher 
· The students views; the pupil(s) in my observation
· My colleagues views; the researchers mentioned in my literature review and other student teachers 
· Theoretical lens; theorists, theories in education and literature 
I will suggest alternative methods for the next teaching steps which will inform my own professional and personal development. 
Although I have gained further knowledge about attainment grouping, it’s relationship with social justice and children’s perceptions of attainment groups (See: p. 10-14); gaps in literature and the lack of research data within this topic were evident, leaving the research ubiquitous. Deciphering between unbiased research was necessary but slightly challenging as the results from the majority of the literature available in attainment grouping were conducted by, on the whole, the same authors. I identified a potential oversight in the collection of data on the topic as some methods such as surveys, were found to be non-inclusive for children with disabilities therefore potentially misrepresenting their voices in these studies.
In connection with my incident, it is clear that Child (A)’s self-esteem in this particular moment was low, with the allocation of attainment groups playing a key role in this emotional response. Child (A) said “I’m really dumb, I should be in the bottom set (…)” and felt almost deserving of being in the “bottom” (See: p. 6) as if this allocation was a devaluation of the child’s intelligence and a perhaps viewed as punishment for not understanding of the task given. One suggestion I have for the next teaching steps, would be the use of appropriate language and the sensitivity of semantics in the classroom setting. The practitioner could have perhaps considered using words other than ‘top’ and ‘bottom’ to describe groupings. 
I mentioned in the ‘Critical Incident linked to Donaldson’s Four purposes’ section (See: p. 7) how the National Curriculum was focusing their efforts on “attainment targets” (Welsh Assembly Government, 2002, p. 146) which has segregated children based on their generalised ability. Those judgements have clearly filtered, in my observed critical incident, an affect on the child’s view of themselves. It is evident from the research conducted around the four purposes that the new Curriculum for Wales’ focus on the development of life-skills and an importance on health and well-being (See: p. 7) is a positive step in the right direction for alleviating the pressure placed on children in education. This new focus in the Curriculum for Wales connects with Montessori’s theory of liberating the child, which sets the focal point on the individual learner(s) needs. Montessori believed that at secondary school age the learner begins to develop a “desire to help others” (Aubrey and Riley, 2019, pp. 27-29), which would explain why in the Francis et al. study, one child felt a sense of “protection” over the children in lower level sets (2017, p. 106) (See: p. 11). Attainment grouping arguably conflicts with their intrinsic desires and the pressure of high standards in this educational structure is one of the drivers of anxiety in children.
	The section on The importance of positive self-esteem in children (See: p. 13) provided me insight into potential symptoms to look out for in children that may develop anxiety disorder(s), how practitioners view mental health education and how some teachers feel unfit to deal with this level of further responsibility in nurturing emotional health. A suggestion would be practitioners employing a different approach, an empathetic communication style coined “emotion coaching” which was evolved by Dr. Gottman (Lisitsa, 2012). This communication style would be questioning the emotions “driving the behaviours” rather than attempting to manage the behaviour without unpicking the root cause of the issue. The results if done correctly, are emotionally intelligent and resilient children (Rose, Gilbert and Richards, 2016, p. 99). In my critical incident, this strategy may have potentially resulted in breaking the cycle of reinforced harmful behaviours surrounding low self-esteem.
	All the suggestions and approaches mentioned will be beneficial in my professional and personal development. Knowledge of emotion coaching and the child liberation theory will allow me to consider a more empathetic approach when dealing with poor behaviour and meeting the needs of the individual learner(s). 



Conclusion

In conclusion, I have provided an introduction and an outline to the structure of my research, an explanation of a what a ‘critical incident’ is when used within the context of a teaching practice, contextual information regarding the observation environment, an articulation of my understanding in abiding ethical guidelines which will be continually used as a student teacher, an understanding of different observation techniques and the strengths and weaknesses of the case study methodology, an in-depth overview into the new Curriculum for Wales and the four purposes, a literature review which provides relevant information about attainment grouping and the effect it has on self-esteem, critical reflection alongside suggestions of the next teaching steps and finally, a conclusion. 
This research has provided me with a deeper insight into how children feel about attainment grouping, the importance of representing research which is inclusive for all children and the ability to recognise symptoms of mental health issues, enabling me to further all aspects of the new Professional Standards for Teaching and Leadership. In particular, specific and notable development in areas such as my Professional Learning shown through reflection and observation. Pedagogy, shown through suggestions about using tentative language around children, an understanding of the four purposes, emotion coaching as a communication style and finally Innovation, developing my understanding of these various pedagogical techniques (Welsh Government, 2019). Becoming a reflective practitioner in Wales in my opinion, includes a continued passion and exploration into my subject area, personal and professional development using the Professional Standards for Teaching and Leadership areas, knowledge of and engagement with relevant literature in educational practices and an innovative approach to new pedagogical styles which can facilitate all learners development both mentally, emotionally and physically. 
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Appendices
Appendix 1

OBSERVATION / FIELD NOTES 1
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 

30/09/20, Year 8, 8:55-9:55am



	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 an English class. It is a mixed ability class with around 25-30 children. It is at the start of a unit. It was a medium sized classroom with two large windows, one was open due to the coronavirus room ventilation restrictions which was making some children complain they were cold.

Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

This class had a mix of pupils that were engaged and disengaged. They were all quite quiet and responsive with this particular teacher. The disengaged pupils wouldn’t be participating in the writing tasks. Some children would put their hands up and confidently give their idea’s about what the poem content, ‘Strange Fruit’ could be interpreted as. 

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?
 
They have been given poetry booklets to work on and told that for the next lesson, they can bring their own reading books if they choose not to read the ones that the school provides. The poem activity relates to contemporary issues such as, ‘Black Lives Matter’ and racism. The activity is to deconstruct the language in, ‘Strange Fruit’ and interpret what it might mean, giving feedback in a class discussion session.

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 children seem to understand the task and are responsive with this particular teacher. They are engaging in the task by asking questions about American slavery and previous historical dates. The poetry booklet they are given has all the tasks in it for them to refer to in their own time of independent study.
	
Access and challenge
(What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

There are posters on the walls regarding the use of English language. There seems to be quite a contrasting amount of challenge for the learners in this group. Some are understanding and engaging with the poetry whilst there is one Child (A) at the back of the room who seems to struggle a lot with this lesson. They forget their poetry book and then in every task, they say they “do not understand what to do”.

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 teacher explains the term layout so they are all aware of the dates they are meant to be starting/finishing topics and she also explains how to ‘investigate poems’ using topic sentences. She asks for feedback after the independent study moments for class discussions. She later asks them, “What’s a verb?” And “Who remembers what tentative language is?”



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

Critical Incident 1
At the very start of the lesson, there is Child (B) at the very front of the class who whilst everyone is getting seated, has his head down reading a book he has brought into the lesson with him. He appears to be extremely engaged with his reading. When the class begins and the first task is set, he starts to disengage as he does not have a poetry booklet like everyone else. Child (B) turns around and starts talking to students behind him before looking for others reactions when a different Child (C) misbehaves. When Child (B) doesn’t appear to understand what a ‘verb’ or ‘tentative language’ is, he starts stabbing the book he has brought in with his pen.

Critical Incident 2
When another child at the back of the class tells the teacher they have forgotten their poetry booklet, Child (C) at the front of the class says out loud, “It’s not good enough!”. He alters his body direction to the side of the classroom, swings his legs on his chair and when the teacher says “Read!” As a responsive to his behaviour, he pretends to do up his shoe laces and says “Sorry miss I’m sorting out my laces”.

Critical Incident 3
Child (C) gets told to “Be quiet” by the teacher when he is talking to pupils behind him. In response, Child (C) says “Sorry miss I was just saying it was my birthday today”. The teacher says, “Great, now you’ve told everyone it’s your birthday”, Child (D) says from the back of the classroom, “Shall we sing to him?”, Child (C) says “No!” And the whole class sings happy birthday. The teacher says, “This is what you get for saying it’s your birthday.”

Reflection

1) Child (B) seemed very engaged in his reading. As most of the students at the beginning of the lesson were just finding their seats and talking. It was revealed later on that the poetry booklets would cost £0.70p to replace if they were lost. I questioned wether Child (B) did not say he has forgotten his booklet due to money as he seemed to engage a lot with the literature before the class began. I thought it raised some interesting research questions about social equity and for all children to have access to school materials without additional cost. The stark difference in the pupils behaviour as the lesson progressed, made me question the deeper reasonings behind this. 

2) This incident was more trivial in contrast to the other incidents I found during my observations. The way the pupil has pretended to be doing something when the teacher questioned him on his behaviour led me to questioning the psychology of the child’s response and the two contrasting responses to 1) another child, 2) his teacher. 


3) If I was to say this incident had embarrassed Child (C) in question, I would be assuming too much. The child knew that he would have a response for saying it was his birthday to everyone in the class but did not want the reaction when he was given it. This was another reflection regarding child psychology and the reasons that led him to this behaviour. 















CRITICAL INCIDENT IDENTIFICATION RECORD 1

 Chosen Critical Incident:

At the very start of the lesson, there is Child (B) at the very front of the class who whilst everyone is getting seated, has his head down reading a book he has brought into the lesson with him. He appears to be extremely engaged with his reading. When the class begins and the first task is set, he starts to disengage as he does not have a poetry booklet like everyone else. Child (B) turns around and starts talking to students behind him before looking for others reactions when a different Child (C) misbehaves. When Child (B) doesn’t appear to understand what a ‘verb’ or ‘tentative language’ is, he starts stabbing the book he has brought in with his pen.

Thoughts on Incident:

Child (B) seemed very engaged in his reading when I observed him. This was at the beginning of the lesson so most of the students were just finding their seats and talking – it was clear he was interested in his work. It was revealed later on that the poetry booklets would cost £0.70p to replace if they were lost. I questioned wether Child (B) did not mention his forgotten booklet due to money as he seemed to engage a lot with the literature before the class began. I thought it raised some interesting research questions about social equity and for all children to have access to school materials without additional cost. The stark difference in Child (B)’s behaviour as the lesson progressed, made me question the deeper reasonings behind this. 

Points to Research:

· Social Equity and Social Justice in education
· Child development focusing on behaviour in 11-15 year olds
· Lack of funding in schools and the effect it has on learners

Pedagogy Thoughts:

It should be mentioned here that all pedagogy comments and thoughts have been considered with the upmost respect for the teacher and an awareness of being non-judgemental.

I think that the subject specific teacher in this lesson perhaps could have checked that everyone had their booklets before or as the class began. If there were students who did not have a booklet and couldn’t pay to replace one, I would have perhaps offered a single sheet alternative for that specific lesson and this would have been handed out discretely. There is perhaps a question raised here as to wether students who receive FSM should be offered resources for at no additional price and also, the lack of funding in education.


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.


· 30/09/20, 8:55-9:55am
· Year 8, Mixed Ability. There is a mix of male and female pupils.
· In this classroom there is around 25-30 pupils, one subject teacher and me observing the lesson. 
Contextual Information: This lesson was an English class. It is a mixed ability class with around 25-30 children. It is at the start of a unit. It was a medium sized classroom with two large windows, one was open due to the coronavirus room ventilation restrictions which was making some children complain they were cold.
· 
Details relevant to the 
research context.

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


	









 
	 
 
 
 
 
 
 
 
 

	
	 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 






Appendix 2

OBSERVATION / FIELD NOTES 2
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 

30/09/20, Year 8, 11:20-12:20pm



	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 a Maths class. The lesson was indoors and in a medium sized room. The lesson had two windows which were both covered with blinds and I noticed straight away that the walls were plain without posters or learning material. The class had an interactive whiteboard. I believe this was a mixed ability/lower set.
 
The content and focus of the lesson was on how to create ‘tallies’ using the gate method, how to round to two decimal places and then independent task questions that were put on the board. For this lesson I was at the front of the classroom so my view of the whiteboard was obstructed.

Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

At the start of the lesson, there was an issue where two students misbehaved upon arrival and as a result they were ‘sent out’ by the teacher and spoken to outside. The other students were relatively quiet as a task had set on the board for them to begin completing as a ‘recap’ task for decimal places.
 
The teacher also makes it clear at the start of the lesson that he wants, “Hands up, no shouting” and “Don’t speak out loud”. Slowly, the students began to seem tired, bored and disengaged with the work as the lesson continued.

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?
 
There was not much communication about the relevancy of what they were learning but the teacher did say “Look back in your books for this information” which implied they had already gone over some topics in this module of study. 
 
The interactive activity was engaging for pupils and many seemed enthused about sharing their beliefs about the correct answer. 

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)?

There was an A4 poster on the entrance/exit of the classroom door which had the ‘Classroom Expectations’ on it. There was no other posters, cards or learning material other than the interactive board. 
 
The teacher questioned the students often and asked for volunteers to go up and write their answers on the board which seemed to engage other students and helped them understand. I did notice however, that the teacher would only ask people with their hands up which may be contributing to the other students disengagement.
	
Access and challenge
(What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

There was an assistant teacher at the front of the class who arrived with two boys and sat with them mostly for the duration of the lesson offering them learning support. 
 
Some children seem challenged as a few of them get the answers wrong when volunteering to go up and provide an answer and others tell them how to do 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)?




They were asking questions about how to recall decimal places and one student said “I thought we did this last year”. They are told the basics of a bar chart later on in the lesson.

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

Critical Incident 1
Child (A) puts their hand up to ask about the introductory task everyone is working on. Child (A) says “Sir what is the answer to number 4?” The teacher says “Why don’t you just give it a go?”. Child (A) puts their hand up again a few minutes later but is overlooked by two students misbehaving behind them which immediately draws the teachers attention. Child (A) puts their hand down and sighs after the question goes unanswered. 
 
Critical Incident 2
Child (B) who had originally been one of the children that was misbehaving at the very beginning of the lesson upon entry is now sat down to do the task and smacks their ruler on their textbook in boredom as throws his head backwards while leaning on his chair. The teacher noticing this behaviour says the students name twice to grab Child (B)‘s attention. Child (B) keeping the same body language shouts “What!” And the teacher says “Stop please”. The learning assistant who is originally working with two boys on the other side of the classroom goes over to Child (B) and crouches at ground level to talk with him/discuss his behaviour. The learning assistant goes back over to the two boys. After this encounter with the learning assistant, Child (B) lays his head on his desk and stares across the room, averting his eyes from the direction of the whiteboard. The teacher does not acknowledge this behaviour. The teacher later praises him for his ability to quickly draw a bar chart in ‘2 seconds’.
 
The teacher, in response to the current task says “All I want is a show of hands to see who has this right.” Around a third of the class put their hand up and Child (B) continues to lay on desk. Child (B) proceeds to use a fidget spinner in the lesson and begins first putting his forehead on his desk, then hitting his head gently on the desk twice. The teacher tells Child (B) to “Sit up”. Child (B) says that they have done the wrong task and so the teacher says they will help but they do not. 
 
Critical Incident 3
Child (C) puts their hand up in response to a tallying question that two students before him had been able to complete in front of the class. Child (C) proceeds confidently to draw seven lines on the board for seven circles however, he does not make the tally gate. Some children in the class then exclaim “He did it wrong!” The teacher says “No, no how do we do it?” And looks at the rest of the class. Child (A) has their hand up so he asks them to explain. Child (C) says “Aw no I did it wrong” and after Child (A) has explained the gate needs to be put on the fifth tally Child (C) still does not understand and the teacher has to intervene.

Reflection

 1) Reflecting on the first critical incident, it is unfortunate that Child (A) did not get their question answered by the teacher due to the distraction of the bad behaviour. It can be difficult for children to ask questions when they don’t understand something and in both instances, the questions went unanswered. 
 
2) Child (B) was misbehaving often in this classroom environment and it seems his early disruption and confrontation with the teacher outside led him to being defensive and not open to learning through out the entire lesson. When he smacking his ruler, swinging on his chair and using the fidget spinner in the lesson – I questioned wether he was either finding the lesson to difficult or not finding the lesson challenging at all. The fidget spinner seemed to help him concentrate temporarily and the learning assistant seemed to stop him answering back to the teacher in a confrontational manner for the duration of the class. I was considering the impact that sensory toys could have on learning after this encounter and the importance of ALN teachers.
 
3) This incident could open up wider questions about children interacting with a whiteboard at the front of the class and the impact that a ‘wrong answer’ can have on a student when they are expected to correct it in front of the class.

CRITICAL INCIDENT IDENTIFICATION RECORD 2

 Chosen Critical Incident:

Child (B) who had originally been one of the children that was misbehaving at the very beginning of the lesson upon entry, has now sat down to do the task. He smacks their ruler on their textbook in boredom as throws his head backwards while leaning on his chair. The teacher noticing this behaviour says the students name twice to grab Child (B)‘s attention. Child (B) keeping the same body language shouts “What!” And the teacher says “Stop please”. The learning assistant who is originally working with two boys on the other side of the classroom goes over to Child (B) and crouches at ground level to talk with him/discuss his behaviour. The learning assistant goes back over to the two boys. After this encounter with the learning assistant, Child (B) lays his head on his desk and stares across the room, averting his eyes from the direction of the whiteboard. The teacher does not acknowledge this behaviour. The teacher later praises him for his ability to quickly draw a bar chart in ‘2 seconds’.
 
The teacher, in response to the current task says “All I want is a show of hands to see who has this right.” Around a third of the class put their hand up and Child (B) continues to lay on desk. Child (B) proceeds to use a fidget spinner in the lesson and begins first putting his forehead on his desk, then hitting his head gently on the desk twice. The teacher tells Child (B) to “Sit up”. Child (B) says that they have done the wrong task and so the teacher says they will help but they do not. 

Thoughts on Incident:

Child (B) was misbehaving often in this classroom environment and it seems his earlier disruption and confrontation with the teacher outside led him to being defensive and not as ‘open to learning’ throughout the entire lesson. When he began smacking his ruler, swinging on his chair and using the fidget spinner in the lesson – I questioned wether he was either finding the lesson to difficult or not finding the lesson challenging at all. The fidget spinner seemed to help him concentrate temporarily and the learning assistant seemed to stop him answering back to the teacher in a confrontational manner for the duration of the class. I was considering the impact that sensory toys could have on learning after this encounter and the importance of ALN teachers.

· 30/09/20, 11:20-12:20am/pm
· Year 8, Mixed/Lower Ability. There is a mix of male and female pupils.
· In this classroom there is around 25-30 pupils, one subject teacher, one ALN TA, and me observing the lesson. 
Contextual Information: 
· This lesson was a Maths class. The lesson was indoors and in a medium sized room. The lesson had two windows which were both covered with blinds and I noticed straight away that the walls were plain without posters or learning material. The class had an interactive whiteboard. I believe this was a mixed ability/lower set.

· The content and focus of the lesson was on how to create ‘tallies’ using the gate method, how to round to two decimal places and then independent task questions that were put on the board. For this lesson I was at the front of the classroom so my view of the whiteboard was obstructed.

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.


Details relevant to the 
research context.

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


	









 
	 
 
 
 
 
 
 
 
 

	
	 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 














Points to Research:

· Should sensory toys be allowed in the classroom environment to facilitate learning needs
· How ALN TA’s effect the classroom environment
· Differentiation in teaching
· The importance of praise in education

Pedagogy Thoughts:

In this instance the subject specific teacher had already begun this relationship with his pupil on a bad foot. There had been a confrontation before the lesson began about ‘not wearing a mask’ and this in turn, this seemed to lead Child (B) to continually disrupt the learning of everyone else in the lesson. 

There is a question here over behavioural management and when it might be appropriate to discipline a child. Would a different approach to this issue would have changed the course of the child’s experience in this lesson?

It was unusual to see the child be praised for quickly completing the work over quality. However, this praise did seem to ease his misbehaviour for a few minutes so I think it may be useful to explore praise in the classroom and the effects it can have on a child. 



Appendix 3

OBSERVATION / FIELD NOTES 3
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 

30/09/20, Year 8, 12:45-1:45pm



	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 an Art class. The lesson was indoors and in a large sized room. The classroom space had a lot of windows which made the room light. The class was ‘Middle band’ and it had a mix of male and female students.
 
Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The students at the beginning of the lesson were quiet as they had been warned by the teacher about their noisy behaviour and made aware that Stage 1 warnings would be actioned if the noise continued.
 
As the lesson unfolded the children become more disengaged and off task as they were chatting with one another.

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?
 
Each child had a sketchbook out in front of them to complete a ‘perspective drawing’ of a building.

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)?

There is a presentation on the board and a photograph of a building which is expected to be copied and drawn into their books with a 25-30 minute time limit.The art classroom decoration is very engaging with many posters on the wall, materials accessible such as a Kiln room and Printing table. There are large artworks all over the wall and an ‘Art of the week’ board which shows a student’s artwork in the middle.
	
Access and challenge
(What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

Most students begin to disengage as the class unfolds and begin doing other things such as going on their phones. The task level seems particularly challenging as some learners say to the teacher “They do not understand how to draw the windows”. The teacher makes a comment to me that she thinks this task should be simplified for easier accessibility in future as it is particularly challenging and students either ‘get it or they don’t’. 
 
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)?

No.




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



Critical Incident 1
‘Child (A) is struggling with the perspective drawing task and begins chatting with the student next to her. After overhearing a conversation with me (researcher and the subject teacher) about the accessibility of the task at hand, Child (A) hears the teacher say how the “bottom set of students in the next class would really struggle with this task” and “it may need to be simplified even more with work sheets and additional support”. In response to overhearing this, Child (A) says out loud, “I’m really dumb, I should be in the bottom set because I can’t stop thinking about things.”A few minutes later when wrapping up the task for completion, Child (A) says, “I’ve given up on this now, I’m going to take this home and finish it off later.” After no response from this statement, Child (A) turns to Child (B) (who is working on their own drawing next to them) and says “You’re really dumb.. Those are windows look!” And points to a perspective reference photograph of a building on the desk.’

Critical Incident 2
Child (C) sat at the front of the classroom, turns around at their desk and says to another student in the middle of the classroom, “*INSERT NAME*, let me see your drawing!” Which in turn, distracts the majority of the students in the class. A student at the back, Child (D) says “*INSERT NAME* yeah let me see!!” The subject teacher tells them to “Ssh” for talking.
 
Critical Incident 3
Child (D) is talking to Child (E) next to them about their drawing following the subject teacher passing their desk and praising Child (D) for their drawing. 

Child (D) says to Child (E), “If you’re proud of your work you should say..”, “..Like you know those people who have good work but say their work is really bad?” Child (E) does not respond and Child (D) goes on to say “Maybe Miss can’t see it, but I know it’s good.”


Reflection

1) Reflecting on the first critical incident, it opens up wider questions about sets in classrooms and if they have a negative or positive effect on the self-esteem of a student. It is perhaps researching to see how we can create an understanding that if you’re not good at a skill yet, it does not mean you are unintelligent, it just needs practise. I also found it interesting how this student projected their negative feelings about themselves onto the student next to them in frustration of not finishing the task. 
 
2) Here it comments on the perhaps an encouragement for more collaborative work in the classroom and group crits/critiques where students can show each other their artworks and say what they find particularly interesting about them. Could this be included in the thread of learning rather than hinder it?
 
3) The last critical incident for me, points to the power of praise in the classroom and opens up a wider conversation about the impact of praise on a students ability to work.





















· 30/09/20, 12:45-1:45pm
· Year 8, Middle band - mixed ability. There is a mix of male and female pupils.
· In this classroom there is around 25-30 pupils, one subject teacher and me observing the lesson. 
Contextual Information: 
This lesson was an Art class. The lesson was indoors and in a large sized room. The classroom space had a lot of windows which made the room light. The lesson was based on ‘perspective drawing’ and the walls were full of inspirational material such as ‘art of the week’ and posters. 





CRITICAL INCIDENT IDENTIFICATION RECORD 3
Details relevant to the 
research context.

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


 
Chosen Critical Incident:

‘Child (A) is struggling with the perspective drawing task and begins chatting with the student seated alongside them. After overhearing a conversation with me and the subject teacher about the accessibility of the task at hand, Child (A) hears the teacher say how the “bottom set of students in the next class would really struggle with this task” and “it may need to be simplified even more with work sheets and additional support”. In response to overhearing this, Child (A) says aloud, “I’m really dumb, I should be in the bottom set because I can’t stop thinking about things.” A few minutes later when wrapping up the task for completion, Child (A) says, “I’ve given up on this now, I’m going to take this home and finish it off later.” After no response from this statement, Child (A) turns to Child (B) (who is working on their own drawing next to them) and says “You’re really dumb.. Those are windows look!” And points to a perspective reference photograph of a building on the desk.’ 

Thoughts on Incident:

Reflecting on the this critical incident, it opens up wider questions about ‘sets’ in classrooms and if they have a negative or positive effect on the self-esteem of a student. It is perhaps worth researching to see how we can create a more clear understanding as educators that if you’re not good at a skill yet - it does not mean you are unintelligent, it means it requires additional practise. I also found it interesting how this student projected their negative feelings about themselves onto the student next to them in frustration of not finishing the task. 

Points to Research:

· Child development focusing on behaviour in 11-15 year olds
· Mental Health: In particular, ‘anxiety’ and work load stress: researching how children’s self esteem and negative thoughts can effect their education
· Education in Wales, ability sets and how they’ve impacted learners
· How can we facilitate learning through worksheets and activities to help support the pupils and increase confidence

Pedagogy Thoughts:

I felt sad that this child believed they were ‘dumb’ because they could not complete the task given to them. It was also interesting to observe how this child had a negative belief of other children in ‘bottom sets’ and how society could have impacted and structured this perception. I believe that perhaps the teacher should not have mentioned the accessibility of the task in front of the pupils. Maybe, as the subject specific teacher had said earlier, it should be broken down and simplified using additional worksheets so that all the learners can participate in the lesson. I believe a ‘hinge-point’ would have been especially beneficial to this lesson so that there was a clear understanding of what students understood the task and what students needed extra support.






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.



	









 
	 
 
 
 
 
 
 
 
 

	
	 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 








Appendix 4

OBSERVATION / FIELD NOTES 4
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 

30/09/20, Year 8, 1:45-2:45pm



	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 a Spanish class. The lesson was in a smaller room and it was the last lesson of the day. The class included a mixed ability of students, it was raining a lot outside and the light was reflecting on the interactive whiteboard making it hard to view the tasks, which was mentioned by a student later on. There was a seating plan set for this class and the teacher reflected on this at the start and moved two students according to how they worked in the previous lesson. I noticed cars were passing the window at parts of the lesson and one child stood up out of his seat and looked to find the cause of the car noise which was distracting some learners.
 
The first part of the lesson focused on capitals of different places and translating these in your book as an introductory refresher task it then proceeded onto different types of weather and how to say them and on basic phrases in Spanish, “I have/I have not been to Spain”, “Because it is too expensive..”, “Because I do/ do not like travelling..” and finally write what age you went.

Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

At the start of the lesson, it is a quiet classroom that seems engaged and the majority of the students have their books out and are proceeding with the task set.
In the middle of the lesson the class become a bit rowdy and began talking amongst themselves, the students seemed more tired and had a more laidback attitude in regards to completing the work independently (this could be due to the fact it was the last lesson of the day).

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?

There is a poster of the 3 key school purposes above the whiteboard reminding students of the expectation they should be reaching for.
 
The lesson activities have a focus on rewriting things down and then a repetitive song-like activity towards the end of the lesson which objectives are to remember the different types of weather in Spanish. This technique focuses more on the behaviourism technique as they are memorising information.

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)?

There is a task set on the board to communicate what they should be doing.
There is a lot of various objects/decoration in the classroom that helps the students stay engaged such as flags, bunting, opinion phrases posters, the date in Spanish on the board and there is a small poster on one side of the room of the ‘classroom expectations’.
	
Access and challenge
(What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

There is a power point presentation called; ‘Tasg Tanio’ which explains what they need to do, which is then equally reinforced by the teacher. The children seem to be mostly at the correct level of ability for this lesson to be in the ‘struggle zone’ when having to recall Spanish pronunciations and general memory recall.
 

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)?




Some children seemed to recall some previous weather types in Spanish such as ‘Hace Calor!’, this may be due to the song being used in a previous class which showed a level of existing knowledge being reinforced.

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

Critical Incident 1
When given an introductory task asking the students to write down Spanish speaking capitals in English and in Spanish there was one student, Child (A) that said out loud very early in the task, “Miss, I can’t see the board.” The teacher responded first with a “Sshh” in the general direction of noise as she was taking the register. This comment in turn, resulted in another Child (B) who was sitting behind Child (A) to comment and say to Child (A) “I can’t see it either.” 
At this point both Child (A) and Child (B) were not on task because they both could not see what they were meant to be copying in their books. Child (A) then says “Miss, I can’t see the board!” Child (C) in the middle of the room joins into conversation with, “I can’t see the board.” Then Child (A) says, “I can’t concentrate!” The teacher responds to the general comments by saying “Just do the ones you can see and I’ll try to enlarge the screen.” Some students are have almost completed the task when the teacher says that they have a few minutes left to finish up this task. With the enlarging of the screen going unanswered it then prompts Child (A) to get frustrated and say “I can’t see” and as a result, stops doing work all together. The teacher notices this student not working and says to Child (A) “You need to be doing something please!” Which results in Child (A) laughing in unjust.
 
A new task is introduced, and in this task, you have to fill the blanks in a language task using an array of Spanish words given. The teacher is now noticing a few students not participating and says “For those who can’t see the board, please give it a go.” A lot of students at the front of the class are very interactive with the teacher and are putting their hands up to comment on their findings. The teacher says “We’ve got a lot of boys over this side who are doing all the hard work here.. what about someone over this side of the room.” She gestures in the general direction of the children at the back and Child (A) whispers beneath her breath “I can’t see it.”
 
Critical Incident 2
A lot of the class have begun chatting and the class volume level is getting noisier. The teacher begins getting frustrated and crosses her arms over in silence and looks irritated at the class as if waiting for them to finish talking. When they notice her body language and demeanour the class brings the volume level down quickly until it is at a complete silence. The teacher stays like this for 30 seconds into the silence before continuing her lesson in a more whispered tone.


Reflection

1) Upon reflection of this critical incident one, I felt that Child (A) was trying to engage with the learning from early on in the lesson but had external factors such as seat allocation and distance hindering her learning. The teacher had a lot to deal with amongst doing the register, answering students questions and remembering to let them all know how much time they had left to complete the task but it seemed the main purpose and learning objective of the lesson was overlooked when it perhaps should have been on high priority. The teacher was engaging in her teaching style with those students that could work but this incident caused two other students learning disruption as the issue of not being able to see the whiteboard continued far into over half of the lesson. The ‘larger picture’ may point to the a need for more accessible learning material and the important of physical worksheets.
 
2) The second incident implies a more abstract concept to me, which is the ‘authoritarian figure’ the teacher holds in the classroom and how body language and tone have the ability to manage behaviour effectively. This technique worked extremely well in this lesson.




CRITICAL INCIDENT IDENTIFICATION RECORD 4

 Chosen Critical Incident:

A lot of the class have begun chatting and the class volume level is getting noisier. The teacher begins getting frustrated and crosses her arms over in silence and looks irritated at the class as if waiting for them to finish talking. When they notice her body language and demeanour the class brings the volume level down quickly until it is at a complete silence. The teacher stays like this for 30 seconds into the silence before continuing her lesson in a more whispered tone.

Thoughts on Incident:

This incident implies a more abstract concept to me, which is the ‘authoritarian figure’ the teacher holds in the classroom and how body language and tone have the ability to manage behaviour effectively. This technique worked extremely well in this lesson and it made me consider how this behavioural reaction has been underpinned by theory.

Points to Research:

· How body language can have an effect on behavioural management
· The ‘authority figure’ the teacher eludes
· The domino effect one reaction can have on several pupils

Pedagogy Thoughts:

This was an amazing technique to observe. There was a huge level of respect for this teacher and her ability to behavioural manage through the use of body language was something that I would really aspire to do in my practise. This teacher used a lot of behaviourism techniques in her classroom such as repetition of phrases in songs, and I wondered whether this technique was practised through repetition and therefore, learned behaviour for the pupils. 


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.


· 30/09/20, 1:45-2:45pm
· Year 8, Mixed Ability. There is a mix of male and female pupils.
· In this classroom there is around 25-30 pupils, one subject teacher and me observing the lesson. 
Contextual Information: This lesson was a Spanish class. The lesson was in a smaller room and it was the last lesson of the day. It was raining a lot outside and the light was reflecting on the interactive whiteboard making it hard to view the tasks, which was mentioned by a student later on. In this lesson the students were learning how to say phrases in Spanish such as the weather.
Details relevant to the 
research context.

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