


Introduction 
Teaching as a profession requires an intense commitment to reflection. Without self-reflection on our practices there can be no expectation that our practice will improve, in turn providing a diminished learning experience for those that we are seeking to teach.  The purpose of this assignment will therefore be to evaluate a case study identified during observation, that fits into the category of a critical incident. Through a knowledgeable understanding of the four purposes intertwined with the underpinning literature surrounding theories of behaviour and learning, a structured understanding of the close link between critical incidences and reflective practices will become more evident.
The review of relevant literature will explore theories of cognitive development, and whether the learning of children is guided by biological factors that determine whether a concept or skill can be grasped by a particular age. Vygotsky’s vision of the ‘Zone of Proximal Development’ will be considered, explaining the relationship between teacher and learning. This of course will develop links between the role of the teacher as not only being a practitioner, but a researcher in how to aide child development through a learned understanding of those under their guidance.  

Critical Reflection   
The role of critical reflection is one that has been debated. Its importance cannot be understated, it is the way in which it aids the development of teaching as a profession that is often interpreted differently. Barnett offers an established definition that is beneficial in defining the importance of critical reflection. ‘In the context of education, critical thinking has been perceived as a way of improving professional practice rather than simply recreating professional knowledge.’ (Elizabeth, 2011, p.3) This leads well into the concept that ‘Reflective thinking generally addresses practical problems, allowing for doubt and perplexity before possible solutions are reached.’ (Smith, 1994, p. 34) This process is key in developing practice, often during and indeed immediately after an observed critical incident teachers can act against what is perhaps considered the ‘correct’ response. Few would question Westerman’s assertion that ‘teaching is a complex and cognitively demanding’ activity. (Mutton, Hager, Burn, 2011, p. 399) This is largely because teaching is conducted in a fast-paced environment, surrounded by several internal factors including low level disruption and challenging behaviour. 
The role of reflective practice is further summarised by Zwodiak – Myers who bases the framework around the nine dimensions. (See Appendix D) This framework rings true to the concept that teachers are researchers in their profession, following a process from investigating their own performance in teaching, towards a circular process of implementing that change. (Myers, 2012, p. 4-5) This model ultimately possesses the learning objective of improving a teacher’s pedagogy, therefore reflective practice is interpretated as a key process in the development of child learning. 
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Appendix D 
It is of course vital that reflective practice is conducted within the guidance set out in the four purposes under the curriculum for Wales. Underpinning the four purposes are the following: 
· Ambitious capable learners. 
· Enterprising creative contributors. 
· Ethical informed citizens.
· Healthy confident individuals. 
The intention is for schools and teachers to develop their own vision of the curriculum, considering what the four purposes mean for their learners and how their curriculum will support their learners to realise them. (Hwb, 2021) It is therefore difficult to see how this can be achieved without consistent and frequent reflective practice in teaching.  
Reflective practice can be conducted utilising numerous models, that focus on the development of understanding within the teaching profession. One notable model is that of David Kolb. Known as the ‘Experimental Learning Cycle’ and is formed off four key stages. These are referred to as concrete experience, reflective observation, abstract conceptualisation and active experimentation.  (Cambridge University, 2021) 
Learning is referred to by Kolb as the process in which knowledge is created through the transformation of experience. (University of Florida, 2021) Indeed this model can be adapted for the benefit of learners directly. The learner utilises the model to initially reflect upon their own personal involvement in a specific experience, then reflecting upon their involvement from a wide variety of perspectives that culminate in established conclusions that are implemented in guiding future decisions and actions. (Svinicki, Dixon, 1987, p. 141)







Observation 
In order to understand further the basis for this assignment, the observed critical incident and the reflective practice conducted, context will be provided relating to the observed school. The school observed was a secondary school with age groups 11 – 16. Throughout the day, year 8 pupils were trailed in lessons including Maths, Humanities, English, Welsh and Spanish. In terms of the wider school context, a high proportion of school children were recorded as eligible for free school meals, 14.1% higher than the national average. (Welsh Government, 2021) The school budget as of 2020 was £5321 per pupil, with a 16.1 ratio between teachers and pupil. (Welsh Government, 2021).
The school follows promoting the new six areas of learning and has listed within the school curriculum the four purposes that aim to promote specifically cross curricular skills. In line with this, the curriculum is noted as being designed to provide students with an opportunity to develop wider skills including critical thinking, organisational planning, creativity and personal effectiveness. Elements of these focuses of the curriculum were evident in the observed practice and critical incident. 
Critical incident 
The critical incident identified during the Professional Teaching Experience (PTE) was during a period two humanities lesson. Having begun the lesson with the question ‘When is it not possible to forgive?’ in which the pupils appeared to be engaged and understanding of the lesson focus, attention shifted towards a writing-based task. The question asked, formed the basis for the writing task that would see students write out their own answer to the question. As the task begun several students appeared to be disengaged with the writing task choosing instead to continue talking out loud about the question. 
What followed next forms the basis for this critical incident analysis. In response to the students talking out loud, the teacher stated, ‘At your age you should be able to write for at least 20 minutes no problem.’ In passing, this comment may seem relatively insignificant. Yet the core principle that defines a critical incident is that they are not observed but created through deeper analysis, and incidents only become critical if an individual interprets it as such. (David, 2011, p. 27) In line with this, having recorded this comment, a further observation was made into the behaviour of those students not writing. The incident highlighted that these students were indeed engaged in the theme of the task, as they were frequently asking questions out loud, just not regarding the specific writing task. 
Seemingly recognising this the teacher began to respond with enthusiasm to questions relating to the task, which appeared to keep those students engaged with the core idea of the lesson but in a format that was more engaging for them. Whilst sharing ideas the teacher would frequently respond with probing questions such as ‘So why do you think that?’ or ‘Can you tell me how that links to a previous example we have covered?’. This brought up ideas in how to deepen the thinking of students. 
In relation to the four purposes this critical incident on reflection, overlaps with several core features. Having viewed the contrast in learning styles on display, this brought to prominence the specific link to the purpose aimed at creating enterprising, creative contributors who expressively convey different thoughts and ideas through different forms of media. In challenging the students through both oral and written tasks, upon reflection the observation can be seen to have worked towards this aspect of the curriculum. 
The drive towards the ‘Six areas of learning’ under Donaldson’s recommendations for the curriculum was designed with the intention to overcome the associated difficulties of children progressing through the key stages. (Welsh Parliament, 2021) What may be underlying within the critical incident was the lack of confidence and ability in writing-based tasks. This makes the pedagogical approach even more significant, as the separate engagement in differing tasks that worked towards the lesson theme, may have been driven by such an understanding of the difficulties associated with key stage transition. To not overwhelm the students who perhaps were not as rich in writing skill but can still engage with the concepts and skills of understanding required. 
Literature review
The basis of theory that underpins a key element of the chosen critical incident is found in the work on frequency and recency by J.B Watson. Watson followed existing conventions in terms of his attitude towards learning. An emphasis was particularly placed on the functionalist principles of contiguity, frequency and recency. (Gerwitz, 2001, P.1) This method of learning was implemented within the observation, as the question involved was noted as having been discussed in a previous lesson, introducing the concept again as a recurrent reminder. In conjunction with this, the practice observed leant on other forms of learning theory, including that of constructivism. 
Keeping in line with the question, the observation noted how students were engaged in the activity, with any answers that were provided being linked to previous examples learnt. This links to the principle that new learning is built on old forms of learning, and that only through the process of acting out or ‘doing things’ can learners begin to connect their personal understanding.  In order to consolidate this position further, constructivism can be defined as the following: ‘The central principles of this approach are that learners can only make sense of new situations in terms of their existing understanding. Learning involves an active process in which learners construct meaning by linking new ideas with their existing knowledge.’ (Jones, Brader-Araje, 2002, p. 3) The observed practice leant on this approach by facilitating students own learning with an open-ended question, designed to engage students to draw upon their own thinking and understanding with guidance from the teacher through case studies that had been previously taught. 
This feeds into the debate of what style of task facilitates learning outcomes. Having established that connections between old and new forms of learning are essential practice in teaching, it is only right that within reflective practice methods for facilitating learning are developed. Writing is characterised as a form of enquiry in which students can explore their own thinking by stimulating their memory as well as their imagination. (DiYanny, Borst, 2020, p. 19) It is evident from the observed incident that there was a split in attitudes towards this sentiment by the students. While provided with an opportunity to engage in a creative styled writing task, some preferred to express their stimulated thinking verbally. 
One possible explanation for the willingness in students to avoid writing based tasks is that the feedback and process of developing learning is more instantaneous, with the back and fore of discourse between pupil and teacher being directly associated with the students learning in that incident. In conjunction with this, students rarely pay attention to the feedback that is provided on marked assignments or tasks, which leads to repeated mistakes. (Cavdar, Doe, 2012, p. 298) It is therefore a valid suggestion that those students were simply apathetic towards the writing task as they saw little benefit from the feedback, they were likely to get from it. 

In conjunction with this, prominent author Jean Piaget considered that children learnt efficiently when they actively explored and engaged with the world around them, and that discovery and experimental learning through the environment around them would assist the construction of knowledge. (Rose, 2015, p. 83) In light of this, the critical incident observed can be interpretated as taking a balanced approach regarding accommodating for the students needs, in terms of how they actively engaged with the concepts and knowledge they were to understand. Whilst some students engaged in the writing task, others chose to verbally communicate. Whilst these differences appear to lead to similar learning outcomes, the efficiency can be questioned.
What was notable within the critical incident was that time was taken to show encouragement and praise towards the students who appeared inquisitive towards the theme of the task. Students will often look to and be impressed by teachers who appear to have a deep understanding of their craft, whilst it is stated that students care far more that the teacher shows a genuine interest in their learning. (Bowen, Watson, 2017, p. 204) This was evident within the observation, as frequently during the process of students developing their understanding of the lesson theme, the teacher would ask probing questions as evident in the observation. (See Appendix A) This closely ties into several core features within the 12 pedagogical principles. 
Identifying the pupils’ needs is of course an essential practice that was underlying within the observation. Evidently there had been a form of sustained relationship in which the discourse between teacher and student was conducted in a way that was not ‘on task’ but achieved the same learning outcome. The task itself was designed in a manner that challenged the pedagogical principle of promoting problem solving, creative & critical thinking, whilst the probing questions utilised during discussion worked towards building upon the student’s previous knowledge to engage interest and further understanding. (Ysgol Caer Drewyn, 2021, p. 1) 
The use of probing questions is an element of the critical incident that is of particular importance. As identified in the observation (See Appendix A) a line of enquiry was utilised whilst students were engaged in answering the question set for the theme of the lesson. Findings have suggested that ‘Oral questions posed during classroom recitations are more effective in fostering learning than are written questions.’ (Irma, 1988, p. 4) Andrew Davis defends the insight that understood learning requires an appropriate relationship between new learnt knowledge and what a learner already knows. (Davis, 2017, p. 83) This explains the significant importance of the lines of enquiry exemplified in the reminder of previous lesson examples, used in the observed incident. Probing questions were utilised to connect those relationships between new learning and what was already known, with the likely outcome being that those orally delivered enquiry questions would harden the understanding of learning amongst students, subsequently buying time within the frequency and recency model.    
During the observation the critical incident revealed an opportunity to explore how teaching reflective practice can help to aid the transition from short to long term memory. (See Appendix B) One aspect of this is to incorporate commitment and engagement within the directed learning task, often referred to as a lesson ‘hook’. (Florio, 2016, p. 97) This followed the path leading up to the critical incident, in which the learners appeared stimulated by the introduction of the question. Notably this was done during the start of the lesson acting as the stimulating point for student engagement and learning.

Having established engagement in the lesson material, the core element of the observation picked up the notion that within child development there surrounds a debate as to whether cognitive development takes place within certain ages of progression. (See Appendix C) The implication was that the pedagogy was following that of Piaget and Sutherland, who assert that cognitive development is driven by age related factors. Between the ages of 7-11 for Piaget, and 5-12 for Sutherland, children are thought to go through a process of Operational thinking. The theory behind this phase of cognitive development is the child’s ability to hold an idea whilst dealing with a problem simultaneously. (Sutherland, 2013, p. 8) Expected to have accomplished this ability, Piaget cites the conservation of quality as a means in which to observe these phenomena. It is thought by Piaget that by these years children will be able to understand that a certain quantity will remain despite the information or physical stimuli being manipulated. (Sutherland, p. 8-9) 
It is fundamentally understood by Piaget that biological development drives froward cognitive development from one stage to the other. (Huitt, Hummel, 2003, p.2) However, more contemporary cross-sectional studies have shown that this is not necessarily the case, that cognitive development is not underpinned by biological factors. (Huitt, Hummel, p.3) In light of this, Erik Erikson theorised that cognitive change is based off the wider exposure children have to societal factors during these years. The social implications of broader exposure to society can lead to several long term, behavioural, academic and psychiatric difficulties, in which a child’s relationship with both failure and success in the wider world can influence their cognitive development. (Eccles, 1999, p. 32) It is possible therefore that child development in their cognitive ability is more so driven by external factors relating to experience, rather than any inherent biological traits. 
It was evident from the observation that some learners were demonstrating signs of being in what Lev Vygotsky referred to as the Zone of Proximal Development (ZPD). This was thought of by Vygotsky as to describe the current level of learner development and the next level attainable through the use of mediating semiotic and environmental tools and a capable adult or peer. (Shabani, 2010, p. 238) That is the students were potentially showing signs that by not participating in the written task, they were not yet within the zone that demonstrates understanding, instead still needing the assistance of a more knowledgeable adult to guide them through the concept and subsequent writing task. 
Yet there has been criticism of Vygotsky’s approach to learning. In his writings, several generalised comments were made about the zone of proximal development. Yet there was little explanation as to what constitutes ‘problem solving under adult guidance or in collaboration with more capable peers.’ (Wertsch, 1984, p. 8) Under this critique of Vygotsky’s model, it is difficult to conclude an in-depth analysis of the observed teaching practice, as there is little substance as to what constitutes adult guidance in relation to problem solving concepts. Whilst it may have appeared to be an effective management of the students learning, the lack of substantive meaning in Vygotsky’s theory on adult guidance leaves much to be questioned. 





Reflection / Evaluation 
The role of identifying critical incidents and subsequently reviewing ones teaching practice can run into issues regarding ethical practice. The nature of the profession often runs into issues as teachers deal with many ethical problems in their practice in which they encounter issues such as inappropriate allocation of resources, situations in which pupils are being discussed inappropriately, and irresponsible colleagues. (Lishchinsky, 2011, p. 648) Hence, it is important that any observed critical incident and subsequent reflective practice is not presented as a critique of such observations but offers suggestions of other possible pedagogy. 
The key suggestion that could be implemented in future is regarding those ages of progression and ZPD, taking into consideration whether child development along certain ages lead to certain areas of cognitive development and how learning is constructed. Whilst this theory is based off firm literature by Piaget and Vygotsky, there remains elements in which there is ambiguity as to what is meant in terms of the role of the teacher in learning as well as what factors contribute to cognitive development. 
The concept of ages relating to cognitive development is reflected well in existing curriculum models. For example, the history curriculum of Wales that was the predecessor to the new humanities based curriculum (as used by the school in question) reveals a change in what is expected of students moving through the key stages. Within the interpretations of history at key stage 2, it is expected that pupils are given opportunities to ‘identify the ways in which the past is represented and interpreted.’ along with ‘distinguish between ‘fact’ and ‘opinion’, giving some evidence/knowledge-based reasons for this.’  (Hwb, 2008, p.14) This is of course in contrast to the development expected at key stages 3 and 4, which is of a higher cognitive demand being exposed to opportunities in which ask students to ‘identify and begin to assess why some historical interpretations are more valid than others.’ (Hwb, 2008, p. 16) 
In summary, defining cognitive development by ages of progression is a clouded practice in learning. The approach in which the new Donaldson curriculum aims to bestow more curricular freedom upon schools, is perhaps a positive way forward as it allows schools to adapt to their students’ progress more freely. On reflection, the critical incident showed both indications of a reliance on needing to achieve certain goals in terms of development, whilst also moving forward into the more holistically based ‘statements of what matter’. 
Recording critical incidences and personal experiences in teaching is a commonly used method and are evidently beneficial in developing learning and identifying significant experiences, with one conclusion drawing to the reality that levels of critical reflection increased when teachers were allocated appropriate resources and support. (Markkanen et al. 2020, p.48) In order to further progress future critical reflection and the identification of critical incidents, the following model set out by Kolb will be valuable in future reflection. 
Referring to the statement from Kolb that learning is the process of creating knowledge through the transformation of experience, can be certainly implemented in this case of reflective practice. Through the observed critical incident there is now an understanding of the different pedological standards relating to challenge and expectations. Whilst there is disagreement on the way in which cognitive development occurs in young learners, by consistently and effectively engaging in reflective practice it is evident to see how the teacher could provide appropriate levels of challenge and expectations for the range of student abilities.  

Where causation could be urged is as we move into the new phase of Wales’s national curriculum, a continued focus is placed upon collaboration and support. As the emphasis changes towards the four purposes as previously mentioned, it is essential that teachers in or dealing with these kinds of critical incidents implement them. This is not exclusive to any individual teacher, as the focus is now on those cross curricular links in the curriculum. Engaging with both formal and informal sources will enable an enhanced relationship with learners, ensuring they develop links across the curriculum and work towards being ambitious, capable learners. 

Conclusion
Having completed the process of observation and critical reflection in reference to a critical incident, the experience gained has been valuable in increasing a depth of knowledge in pedagogical practices. The approach taken in assessing the observed incident, focussed on literature that attempted to layout theories of learning in relation to ages of progression and cognitive development. This revealed a great deal as to the complex environment that facilitating child learning can be, as there remains great disagreement surrounding the area and how best to approach it. 
The focus will now be to develop a relationship with the professional standards for teachers and what it means to be a reflective practitioner in Wales. Throughout the process an emphasis has been placed upon professional learning. In analysing literature surrounding what was observed in the critical incident, a significant development towards consistently extending knowledge, skills and understanding has taken place in which to further develop pedagogical practice. This will require further progress towards showing openness and reflection in challenging any further observations, as well as future practice. 
A running theme throughout has been the need to show continual attention towards collaboration. The experience taken from observation will continue to form the basis of any further opportunity to work collaboratively with teachers holding years of experience in pedagogical practice. Emphasis will be placed upon how lessons are structured considering the new curriculum, and how specific tasks, cross curricular skills and pedagogy are linked to achieve the four purposes set out by Donaldson. 
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Appendices

· Appendix A – ‘What happened?’ section in record 2 relating to the use of probing questions, examples include ‘So why do you think that?’ and ‘Can you tell me how that links to previous examples we have covered?’ 

·  Appendix B – ‘Where and when?’ section in record 2 relating to the introduction of the question ‘When is it not possible to forgive?’ that would serve as the lesson theme. 


· Appendix C – ‘What happened?’ section in record 2 relating to the comment ‘At your age you should be able to write for at least 20 minutes no problem.’ 

· Appendix D – Dimensions of Reflective Practice.  -  Myers, P. (2012) The teacher's reflective practice handbook: becoming an extended professional through capturing evidence-informed practice. New York: Routledge, (p. 5)


OBSERVATION / FIELD NOTES

Record 1
	Date and time, year group: 23/09/2021, year 8, 09:00AM – 09:50AM 


	Where and When: Context of the observation – subject/AOLE, general classroom context
· Students were studying fractions by starting the lesson answering questions on a whiteboard.

· Having completed this the teacher moved focus towards a working example in which they demonstrated the correct method, asking students to check their work. 


· Lesson was initially quiet with most students appearing to be engaged in answering the task set. 

· In the lead up to the critical incident a student sat next to me stated ‘This is not fun.’ The student then began to tap their pen repeatedly on the table. 


· The lesson moved towards what the teacher referred to as a ‘building word power’ exercise, in which the goal was to get the students to remember the word ‘integer’.  






	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

· Building word power – The teacher called upon a student to lead a game of hangman to guess the word ‘integer’. This appeared to be a great example in how to engage students whilst increasing their autonomy and individuality.

· Class appeared to enjoy the game with students across the classroom offering suggestions as to what the correct answer was.

· Teacher did intervene when some forms of low-level disruption began to arise. Some students would go off focus from the task. 

· Student who previously stated, ‘This is not fun’. Stopped tapping their pen and began to offer suggestions as to what the word maybe. 

· Once the students completed the game, the teacher told the students to write down the word in large letters in their books. 

· Ended the lesson stating that this work would be followed up on next lesson. 











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

· Promoting autonomy and individuality – Students leading the learning. Peer feedback and constructive interactions. 

· Frequency and recency – Emphasising the importance of words and repeating them to aid memory. 

· Methods of learning – How to engage students through fun and inventive tasks/games. 










	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· The lesson was the first of the day which may help to explain as to why some students were disengaged, whilst others appeared engaged in the task. 

· The environment remained consistent throughout, relatively calm with some minor low-level disruption. 












Record 2
	Date and time, year group: 23/09/2021, Year 8, 10:00-10:50 


	Where and When: Context of the observation – subject/AOLE, general classroom context
· Students were in a Humanities lesson with the theme being forgiveness.

· The teacher opened the lesson with the question ‘When is it not possible to forgive?’, an open question that students were calling out suggestions to. 


· The students appeared enthusiastic at the start of the lesson. The teacher began to rationalise the pupils’ points towards a more coherent answer. 

· Humorous comments were used in order to keep the attention of the class. 


· Prior to the critical incident, a writing task that was connected to the question was announced. A working example was then done so the students could follow the teacher’s response. 

· Highlighted the acronym ‘ABQ’ which was useful for the writing task. 


· Having announced the 20-minute writing task related to the lesson question, low level disruption began to start. 







	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

· The students were told that they were expected to write their response to the question in 20 minutes without distraction. 

· The comment was made by the teacher ‘At your age you should be able to write for at least 20 minutes no problem.’ 


· There appeared to be a contrast within the class as some pupils immediately began the writing task, whilst other students began to persist asking questions out loud.

· Initially the teacher responded by trying to get the students to complete the task.


· This then changed as the teacher began to praise and respond positively to the comments as they were evidently related to the task in hand, just not in a written format. 

· Further into the discussion with certain students within the class, the teacher began to ask probing questions such as ‘So why do you think that?’. 


· Linked to previous examples and case studies that had been covered, developing the ability for students to make links throughout their learning. - ‘Can you tell me how that links to a previous example we have covered?’ 









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

· Ages of progression - At what age do students learn certain things? This relates to the comment made about being able to write for 20 minutes. 

· Methods of learning – How do students learn? What tasks are efficient in aiding student learning. Is oral questioning a more efficient means of learning? 









	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

This observation took place prior to lunch and throughout the lesson there were multiple incidents of low-level disruption. 

The lesson did finish slightly early due to the need to do ‘student parliament’ electing students to a position which they could push for change in anything they wanted in the school. This point of the lesson was observed to be the point in which students were most excitable. 












Record 3
	Date and time, year group: 23/09/2021, Year 8 English, 11:20 – 12:20.


	Where and When: Context of the observation – subject/AOLE, general classroom context

· Students were in an English lesson in which the starter activity was to think of a fairy tale that other members of the class would have to guess the answer to. 

· The class appeared quiet as the task was carried out. 


· This was broken up somewhat when two students entered the classroom late, the incident was dealt with quietly, but the observation noted that they were told that they would receive detention if it were to happen again. 

· The students then joined the class quietly as the opening task ended.

 
· Pupils offered answers to the teacher and interacted enthusiastically with the task. 

· Having spent 5-10 minutes on feedback from the starter task the focus shifted to watching a video aimed at teaching the students differences between different types of film structures. 







	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

· The video initially did not work due to technical difficulties which began to lead to low level disruption amongst some students. 

· Eventually the video began to play, this appeared to work well in increasing engagement as the low-level disruption stopped. This broke up the content of the lesson well by introducing different forms of media.


· The end of the video opened out to questions in which students were not called upon to answer, instead utilising a more open style of questioning. 

· During the discussion an inappropriate comment was made by one of the pupils. They could not be identified by the teacher and an assertive warning was made to all about such language being inappropriate. 


· Having dealt with the incident, the lesson critically moved into a ‘music break’ in which students were allowed to walk freely around the classroom for 5 minutes and talk openly. 

· During the music break more time was taken to deal with the incident. The break did not lead to an increase in challenging behaviour, students appeared calm. 


· Immediately after the music break, the class was given a ‘character profile’ to make. Most students appeared to transition smoothly into the task. 

· Noise levels were low, the teacher went around offering individuals help with their work, praising students throughout. 


· Incident occurred in which a small number of pupils were distracting each other from the task, this was proceeded by a count down from 3 in which students became quiet. 

· Teacher then reaffirmed the previous instructions. 








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

· The use of a music break – Did this serve its intended purpose? Is it an effective strategy for behaviour management? 

· Using a countdown to control noise levels – Pavlov’s dog technique and whether this is effective. 










	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

Lesson was just after lunch, this initially appeared to be beneficial in terms of students being quiet and engaged in the lesson starter. 













EXPERIENCE TEMPLATE

1. What did you do and why?
Describe your professional experience. You may wish to refer to your role or involvement, why you had engaged in this experience and the intended outcomes. You can also mention any professional standards you had chosen to focus on.

· The experience saw me taking down notes relating to five lessons. The observations mainly focused on developing an understanding of experienced teaching pedagogy, noting their interactions with students and how they would set up a lesson to achieve certain learning outcomes. 

· Mainly my role was observational, and I did not interact very much with students. I was keen to watch not only the teachers’ actions, but the students as I felt this would be key to developing any critical reflection, through knowing which strategies and tasks led to positive/negative reactions. 

· As this was a relatively new experience for myself, I chose to focus on ‘Managing the learning environment’, as this was a feature of teaching that appeared somewhat daunting to myself. I noted teacher interactions with pupils and what techniques were used in order to diminish the effects of low-level disruption and challenging behaviour. Some of which I would hope to utilise in my future pedagogical techniques. 


2. What have you learned?
You might want to consider some of the following: why is this experience important or relevant? How does it relate to your overall learning, development and/or use of the standards? Did it meet the intended outcomes? Any lessons learned? What are the implications for colleagues and learners? How will you share what you’ve learned?

· I feel I have learned the value of different teaching pedagogies in not only facilitating the learning of students, but how a diverse number of strategies can be used to monitor behaviour and low-level disruption. This is important as I now have some form of experience in which to take into my professional teaching experience (PTE). The goal is to show signs of development in my professional learning passport, continuing to research and engage in literature that will further build upon this experience.

· I intend to implement some of what has been learned in the experience in my PTE. In line with the principles of collaboration, what is implemented I hope will be critiqued by my subject mentor in that they will offer suggestions of other forms of pedagogy that build upon what I have learned. 
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