	
	
	



[bookmark: _GoBack]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.
Introduction
After being a privileged observer over the course of two days in a secondary school in Swansea, I will be laying out an observed critical incident and reflecting upon it. I will also be linking to Donaldson’s Four Purposes of the Curriculum in Wales, and the professional standards as set out by the Welsh Government to help guide my reflection.
A critical incident is a value judgement made about an event and is “an interpretation of the signiﬁcance of an event” (Tripp, 2011, p.8). Either positive or negative, a critical incident makes an educator self-reflect and analyse “to identify the underlying issue that has provoked strong feelings about a particular teaching situation, and... consider possibilities for future actions” (Mohammed, 2016, p.25). Critical incidents occur every day in schools and in order to become a reflective practitioner, it is necessary to stop, think and reflect upon them. Observing and analysing critical incidents enables the teacher to plan their lessons effectively and develop their teaching to ensure the best possible outcome for all pupils. I will then aim to apply what I have learnt from the observed critical incident to my own teaching in the future and learn to reflect on my own practice. 
Some of the key terminology I will be using to discuss my reflection is: 
Differentiation – when an explanation, resource, or work is adapted to meet the specific needs of each pupil;
Assessment for Learning (AfL) – formative assessment to check pupil progress throughout the year. 
The role of critical reflection
Critical reflection, or reflective practice, is essential for developing teaching practice. It is “closely related to the idea of learning from experience” (Thompson and Pascal, 2012 p.314). It provides a teacher or professional space to think deeply about situations in order to prevent mistakes and to build confidence (Bassot, 2016, p.2). It is necessary in order to develop as a teacher and to ensure that pupils’ learning experiences are improved, and that upon reflecting on the content of a lesson and the pedagogical approach, a teacher can “refine…teaching strategies and consider alternative approaches”, for lessons in the future. (Zwozdiak-Myers, 2012, p.33). Many researchers over time have created models of reflection, including Dewey (1933, quoted in Hérbert, 2015), whose model referred to reflection as “careful, focussed and methodical” thinking on a situation. It is especially important for new teachers as reflecting on their own teaching will improve their pedagogy, and therefore improves the overall quality of the teaching. Another example of reflective practice is Schön’s “affecting current action” model (1987, quoted in Griffiths, 2000, p.542) used to reflect during the experience, or lesson, in the case of teachers, and to therefore affect the outcome of the rest of the lesson. Reflection in action is useful to student teachers as they prepare lessons because it helps them think about what they teach, why they teach it. It also helps them to learn to anticipate problems, and how to adapt the lesson to best suit the needs of the individual pupils, giving teachers a chance to learn from previous lessons and experience (Griffiths, 2000, p.545).
In 2015 Graham Donaldson, working alongside the Welsh Government, sought to create a new curriculum in Wales. The curriculum’s aim is to focus on a child’s whole development and the outcomes of the teaching and learning, rather than the narrow focus on “traditional educational knowledge” (Furlong, Griffiths et al. 2021) as was the case with the former National Curriculum. The National Curriculum was perceived to have some concerning shortcomings with assessment arrangements within Wales. In 2014 Wales’ overall Programme for International Student Assessment (PISA) performance was shown to be lower than the average and deemed ‘unsatisfactory’ by Organisation for Economic Cooperation and Development (OECD). The OECD stated that although the school system in Wales is “relatively inclusive” there is a “challenge for schools to respond to the individual learning needs of students” (Hargreaves, Timperley et al. 2014). 
In response to this, Donaldson’s ‘Four Purposes’ encompass the overall aims of the new Curriculum for Wales. These are to develop: “Ambitious, capable learners, ready to learn throughout their lives”; “Enterprising, creative contributors, ready to play a full part in life and work”; “Ethical, informed citizens of Wales and the world"; and “Healthy, confident individuals, ready to lead fulfilling lives as valued members of society" (Donaldson, 2015). The new curriculum also focusses on improving literacy, numeracy, and digital competency skills across Wales, by making them responsibility of every teacher and student teacher.
Due to this change in Curriculum, a change was also needed in Initial Teacher Education (ITE). Since 2015 and the Curriculum for Wales, ITE courses were reformed with universities and schools working together to support student teachers (Furlong, 2021). In 2015, Huw Lewis, the Minister for Education and Skills at the time, stated that there was a need for teachers to “take greater ownership and responsibility for their professional learning” and to learn throughout their careers. In his report to the same Minister, Furlong (2015) stated that due to the “changing nature of knowledge in society”, new teachers need to be able to teach their pupils to “learn how to learn”, as well as teach their subject, and ITE needs to prepare them for that. 
Along with the new Curriculum for Wales and ITE reform, the “Professional Standards for Teaching and Leadership” have also been reviewed. These standards set clear expectations for all teachers, including student teachers, about effective practice and to enable all teachers to be reflective practitioners. The standards ensure that there is support for teachers to take their professional development further, throughout their careers, and form the basis of processes for performance management (Welsh Government, 2020). 
Observation
In accordance with British Educational Research Association’s (BERA) ethical guidelines, the school and individuals involved will “be treated fairly, sensitively, and with dignity”, (BERA, 2018) and will remain anonymous as confidentiality and anonymity “is considered the norm for the conduct of research.” (BERA, 2018).
The two observation days took place across several Year 7 and Year 8 lessons in a secondary school in a deprived area of Swansea. The school has a number of challenges with regards to teaching: with over 1200 pupils on roll, around 24% are eligible to receive Free School Meals (FSM), compared with the county average of 20% and a national average of 18%; around 10% have English as an Additional Language (EAL), with roughly 32 different languages spoken at home, and some pupils having little to no English-speaking skills; about 25% of the pupils live in the 20% most deprived areas of Wales; approximately 9% of the pupils have Alternative Learning Needs (ALN); and around 26% of pupils are Black, Asian, and Minority Ethnic pupils (BAME) (mylocalschool.gov.wales, 2021), (Estyn, 2015).
In terms of the budget the school receives for each pupil, at the time of the report the school ranked 11th out of Swansea’s 14 secondary schools. The school received “Excellent” in its last Estyn inspection in 2015. One recommendation they received was to use the Welsh language all around the school, as opposed to just within the Welsh lessons (Estyn, 2015). On the days of the observations, Welsh was used around the school - both in corridors, when teachers greeted pupils and each other, and within classrooms. There was a lot of incidental Welsh throughout the lessons, the date and “Nod y wers” (aim of the lesson) were written on the board and in each pupil’s books.
The Critical Incident
The critical incident occurred in a Year 7 Maths lesson, during first period on Monday morning. The setting is recorded in Record 1 of Appendix 3. The pupils had entered the classroom quietly. There was a starter task on the board, and they got straight to work in silence. The next task was the eight times table. Teacher X and the class were chanting out the numbers, again and again, loudly and quietly, in silly voices and serious voices, until they could say them with all the numbers covered. Then Teacher X explained that the pupils were to fill in the two ‘eight’ rows of the table that they had started last lesson (example shown in Appendix 1), and asked if everyone understood, with the reply “Yes, [Teacher X]”. About five minutes later, Pupil A was observed looking worried, and not doing any work. Teacher X noticed a minute or so later and went to see what was wrong. Pupil A told the teacher they did not understand what to do. Teacher X pointed to the pupil’s book and explained that they knew the first step – the first number is eight. They then asked the pupil the answer to eight plus eight and the pupil was able to respond by telling the teacher the correct answer – 16. Then Teacher X asked what 16 add eight was and Pupil A again responded correctly with 24. The teacher then asked the pupil if they could see that there was a pattern to the answers, and every time, all they needed to do was add eight to the previous answer. Pupil A told the teacher that they could see the pattern and thanked them for the help and was then able to work independently. Teacher X quietly checked back to make sure everything was OK and told the pupil to ask for help the next time they needed it.
This critical incident can be linked to two of Donaldson’s Four Purposes:
Ambitious, capable learners – Pupil A was able to recite the eight times table but did not understand how to apply the knowledge to the task until Teacher X explained it. The pupil may have been shy and worried but was able to communicate the lack of understanding and was then able to complete the rest of the task individually once the teacher had explained the problem in a different way. This pupil was able to apply mathematical concepts to the task.
Healthy, confident individuals – The pupil was faced with a maths challenge that many other pupils in the class were able to complete without help. The teacher offered the student support, and said gently “next time, don’t worry and struggle, just ask for help”. This action will, over time, form a positive relationship between the teacher and pupil as Pupil A learnt that the teacher was there to help. This will allow the pupil to overcome challenges with increasing confidence as they learn new skills with an understanding that they can always ask for help. 

Literature Review
While reflecting upon the observed critical incident, several questions arose: How do teachers teach mixed ability classes?; Do sets work better than mixed ability classes?; What does differentiation look like in the classroom?; How does a teacher test understanding and assess for learning?
There is much debate among researchers as to whether it is better to teach pupils in mixed ability classes, or if it is better to group them so that they are taught ability groups, also referred to as sets. Some argue that sets do not allow the opportunity for an equal education, can limit pupils’ chances in life, and can lead to social exclusion (Ireson and Hallam, 2001, p.1). Bremner (2008, p.2) argues that setting can also lead to low self-esteem and disruptive behaviour within the lower ability sets, and that by creating mixed ability classes, the disruptive behaviour decreases. Teaching in mixed ability classes ensures that each pupil is given the same instruction and resources (Ireson and Hallam, 2001, p.12) which creates a more level playing field. 
In Ireson and Hallam’s research, it was suggested that set classes worked in favour of pupils of a higher ability, but mixed classes worked in favour of pupils of a lower ability, especially in Maths (2001, p.17), though did not affect pupils with an average ability (2001, p.25). From 1999-2010, Schools in the UK were recommended by the Government to identify the ‘gifted and talented’ top 5-10% of pupil, as it was found that though these pupils have a high potential, they do not always achieve well in school. It was thought that this may be because these pupils are not given the opportunity to be stretched and challenged. Though for the programme to work, the learner must also be determined and motivated to learn (Raffan, 2001) and the teachers’ beliefs and attitudes had to be open to labelling some children as gifted and talented in order to deliver differentiated lessons suitable for the whole class (Casey and Koshy, 2012, p.60).
Differentiation in education is when a teacher creates a lesson that provides support and challenges to each pupil to the level they require, and when topics and concepts covered in a lesson are adjusted to the differing needs of the pupils in the classroom. A differentiated approach ensures that each pupil can learn and grow regardless of their starting point (Victoria State Government Department of Education, 2019). Tomlinson (2017, p. 1) describes differentiation as “shaking up” classroom activities so there are multiple ways for pupils to take in information, and states that differentiation works well when tasks are set in mixed ability groups - where pupils with different strengths and weaknesses are able to work together (2017, p. 4).  
A benefit of using sets in Maths is that the teacher can, in theory, tailor the lesson specifically for pupils of a similar ability (Ireson and Hallam, 2001, p.1). A mix of learning styles should be used as, though they may have the same ability, each pupil will have different strengths and weaknesses and will learn and develop at different speeds (Bremner, 2008, p.2). It is worth noting that a mixed ability class will increase the workload for the teacher (Ireson and Hallam, 2001, p.12), as they will need to be able to cope with helping a wider range of pupils at once (Bremner, 2008, p.2). 
The conclusion of Ireson and Hallam’s research determined that there were too many factors involved to make a solid conclusion, but the outcomes showed that the “different types of grouping benefit different groups of pupils” (2001, p.202).
Within the observed class, there was clearly a wide range of abilities. The teacher spent much of the lesson working with the pupils who were struggling but did not spend very much time with those pupils who had completed the work quickly, as they did not need the support.
Another point to take into consideration is that the observation for the critical incident took place at the end of September, meaning the year 7 pupils had only been in the school for about three weeks. The class was required to fill in a times table from memory, but Pupil A clearly had not understood and had not asked for help from the teacher. This may have been because Pupil A was too shy or embarrassed to ask for help or did not know what reaction they would get from the teacher. Just as it takes time to get to know a teacher, it also takes time for the teacher to get to know the class. Teacher X may have needed more lessons with the class to be able to gauge understanding from Pupil A and the rest of the pupils. Every pupil’s preferred learning style is different – Bremner's (2008) research showed that when asked which skill (reading, writing, speaking, and listening) pupils preferred, all four received a similar number of votes. Therefore, planning for different skills in a lesson is important to reach as many pupils as possible (Bremner, 2008, p.5). In the maths lesson, to ensure understanding, Teacher X could have explained what happens with the numbers in a times table to the whole class, rather than just have them chant it, and then have to explain it individually to Pupil A. Although it must be acknowledged that this may have happened in a previous lesson that was not observed, as the eight times table was the third times table task in the pupils’ books. There is also the possibility that Pupil A was not in the classroom when the previous explanation was given for any number of reasons. Teacher X was very quick to help Pupil A once it had been noted that they were unable to complete the task. 
During the observed lesson, Teacher X assessed the pupils’ answers throughout the first part of the task and gave instant verbal feedback, which meant that if anything was wrong, the questioned pupil would be able to have another go at the answer and correct their work instantly. Assessment is vital to learning, and while telling the pupils they have an assessment may make them anxious or worried, assessment gives both the teacher and pupil feedback in terms of progress. This feedback provides targets, allowing pupils to take more responsibility for their own learning (Berry, 2008, p.1), and can be used by teachers to adapt their teaching styles and meet more pupils’ needs. There are four main areas of AfL: questioning; feedback by the teacher, through marking; peer and self-assessment by pupils; and a more formative approach and use of summative assessment; all of which can be used in all areas of teaching and learning, by all teachers, in their own styles (Black et al., 2003, p.9). 
The research carried out by Black et al. (2003) found that by introducing formative assessment, or AfL to the classroom, the pedagogy had to change too. Pupils also needed to have been taught to understand the objectives of the lesson and the criteria for the assessment to be able to self-assess (2003, p.12). For example, research was carried out by Rowe in 1975 specifically looking at the “wait-time” between the teacher asking the question and a pupil answering. Rowe’s research, republished in 2003, found that the majority of 200 teachers observed gave instruction very quickly, and on average, allowed only a second for pupils to answer a question before either repeating the question or asking another pupil for the answer, with only three teachers giving slow instruction and adequate time to think (Rowe, 2003, p.S22). Although it was a fast-paced lesson, Teacher X did not rush pupils. Instead, they allowed time for them to think of answers and simply moved on to the next pupil if one answered, ‘I don’t know’. The overall outcome of Rowe’s research was that teachers need to allow a wait time before expecting an answer, as in the lessons when a longer wait-time was given: pupils’ answers became longer; there were less “I don’t know” answers as pupils had time to think; answers were more thought through and more confident; more pupils volunteered answers and asked follow-on questions; and the number of follow-on questions the teacher was able to ask increased (2003, pp.28-29). 
Pupil A was not asked any questions during the observed lesson, except during the critical incident when they had a one-to-one conversation with the teacher. Although it must be noted that due to the topic of the lesson there was little room for questioning beyond Teacher X asking different pupils for the next number in the eight times table. 
Reflection / Evaluation and next steps
In the first few weeks of school, Year 7 pupils will be adjusting to a new school, with new friends, teachers and subjects. It will take time for the teacher to adapt their approach to best suit their new classes and to understand the specific needs of each pupil. Teacher X was still learning the pupil’s names and was making sure to ask a different pupil each time to answer the question, and to ensure they understood the task. After it was noted that Pupil A did not understand the task, Teacher X adapted their explanation until the pupil was able to access the lesson. 
Now that the teacher is aware that Pupil A might need a differentiated explanation in future tasks, they could also add further questioning techniques to ensure understanding of tasks or concepts. It may also be the case that Pupil A, or another pupil in the class, will sometimes need differentiated resources in order to complete the work. 
It is important for a teacher to critically reflect on their lessons and their teaching to ensure that this kind of incident is picked up on. When incidents such as this are picked up on in a timely fashion, the teacher can act upon it and benefit pupils in future lessons by showing that learning is a collaborative effort between teacher and pupil. It is especially important as student teachers to critically reflect on lessons and think about what is taught and why, so that problems such as Pupil A’s lack of understanding are anticipated. This will ensure that the lessons can be adapted as they are being taught to best suit the needs of each pupil. Critical reflection gives teacher the chance to learn from previous lessons and experiences (Griffiths, 2000, p.545). If critical reflection did not take place, incidents like this would go unnoticed and teachers would not change their approach. This would result in learners like Pupil A being unable to fully access the learning. Because of critical reflection, if Pupil A continued to struggle with concepts in maths, the teacher could create a seating plan where Pupil A was next to one of the pupils that excelled in maths. This is something that would take time to do and get right for all pupils as the teacher may not yet know them well enough to get right first time, but it could benefit Pupil A in the future. 
For me, as a student teacher, my next steps are to continue learning from and observing experienced teachers. I will reflect on my own teaching and follow feedback and guidance from my mentor, other teachers, and other students. It is vital for me to be able to take on criticism and learn from it. As a student teacher in my professional development, it is important for me to critically reflect upon each lesson during the planning, the lesson itself, and after the lesson. When using critical reflection in my planning I will adapt my teaching style, resources and questioning so that it best suits the individual. For example, if a pupil struggled with a concept from a previous lesson, I might reinforce that concept in the starter task during the next lesson. In my lessons by “reflecting in action” or acting immediately upon an incident or event, which will affect the outcome of the rest of the lesson (Schön, 1987, quoted in Griffiths, 2000, p.542). For example, if I was teaching and became aware that pupils did not understand the task, I could stop the task and deliver it in a different way.  After the lesson by “careful, focussed and methodical” thinking on a situation, improving pedagogy and the overall quality of the teaching (Dewey, 1933, quoted in Hérbert, 2015). Zwozdiak-Myers (2012) states that, especially in ITE, observing other teachers is important to understand complex interactions within the classroom and to observe how and when different classroom management strategies are effectively delivered (2012, p.102). It is also useful to see what new approaches can be built into my teaching practice and classroom routines.
Conclusion
Overall, the observation and the research that followed has allowed me to explore many avenues of pupil learning as well as student teacher learning. 
I need to set out clear objectives at the start of the lesson and ensure that my teaching and resources are differentiated so that every pupil understands what is being asked of them during the individual tasks, and in the lesson as a whole. I also need to ensure that every pupil is being stretched and challenged, to create ‘ambitious, capable learners’ as set out in Donaldson’s ‘Four Purposes’ (2015).
I will include formative assessment in all of my lessons to enable me to monitor pupils’ progress and understanding throughout the lesson. This will allow me to give time sensitive and targeted feedback to eliminate common misconceptions.
I must also ensure that my explanations are clear and understood by the pupils as this will affect the outcome of their learning. 
Following the Professional Standards that have set clear expectations for all teachers, including student teachers, it is important to be reflective practitioners and to continue to learn from other teachers, and from literature (Welsh Government, 2021) in order to become an effective practitioner.

APPENDICIES
[image: ]Appendix 1:
A similar graph to the one used during the times table task. The class was tasked with filling in the 8 times table.
Appendix 2: Experience Template
What did you do and why? 
Over the course of two days, I observed a number of Year 7 and Year 8 lessons at a comprehensive school in Swansea, looking for critical incidents that had either a positive or negative effect on the learning and engagement of the class. Finding critical incidents was easier in some lessons than others, due to the subjects observed and the lesson content. While the whole school follows the same teaching format, it was interesting to see the effect different teachers’ approaches and personalities had on the classes, and the difference in pupil response to different lessons. In each lesson I observed, the lesson aims were clearly linked to the Four Purposes and each time, the specific area was highlighted and explained by the teacher. The school as a whole is trying to discourage hand raising as a means of answering questions, and is instead “cold-calling” names, to try to get more students listening to the lesson as they never know when they’re going to be picked to answer a question. It was also nice to see that there was no pressure on the student to get the right answer, just to try to answer. The majority of the pupils I observed were happy to answer. 
The incident I am going to focus on took place in Year 7 maths. Pupil A was sat at the back of the class, at the end of a row, alone. The class was learning the eight times table by rote – chanting loudly, and the quietly, over and over until they could do it without the numbers on the board. A couple of pupils hid their mouths and stopped joining in with the rest of the class once most of the numbers were hidden. The teacher then set the task of filling in the times table that they had on the first page of their books, an example of this table can be seen in Appendix 1. Most pupils got on with the work quietly. About 5 minutes later, Teacher X noticed that Pupil A was not working, and went over to see what was wrong. The teacher explained what to do and that there was a pattern, and Pupil A understood and filled in the rest of the times table on their own – the teacher went over later to check that it had been filled in correctly and was satisfied with the work. 
What have you learned? 
This experience has, in general, shown me lots of different ways of effectively managing a class – each teacher had a different approach, some of them worked, some of them did not work quite so well, but that could be due to us as observers simply being in the classroom. I am aware that the school has a very high number of EAL, FSM, and ALN pupils. We did not ask for the breakdown of each class we observed; therefore, I believe it would be extremely unfair to judge the behaviour management method of any one teacher over the two days. I noticed how easy it might be to miss a raised hand if there were behaviour problems on the other side of the room, and that it is very easy to miss a child quietly disengaged from the lesson. There are quite a few methods that I am interested in learning more about through research and taking to my first teaching practice placement. 
I would like to look more into differentiated teaching methods and what they actually look like in a classroom, and the benefits and drawbacks of set vs mixed ability groups.
What Next? 
	TARGET 
What area do you want to develop in your own practice? 
	Check for understanding after explaining a task

	TIMESCALE 
When do you want to achieve this by? 
	First couple of weeks in placement – make it routine to lesson

	RESOURCES 
What do you need to help you achieve this? Who do you need to talk to/observe? What do you need to research?
	Observe experienced teachers to see how they check for understanding and differentiate lessons.
Research differentiation 

	SUCCESS CRITERIA/ 
OUTCOME 
How will you judge whether it has been successful or not? What impact do you hope to see in teaching and learning? What research/literature is this based on? 
	By looking at pupils’ work to make sure they understand what I have asked them to do.

	MONITORING/ 
EVALUATION 
How will you check that you have successfully achieved your target? Lesson observation? Book scrutiny? Pupil voice? 
	I will ask the pupils if they understand, and I will ask my mentor if my instructions and expectations were clear or if I need to approach them another way. I will check books to see if they met success criteria and expectations.



Appendix 3: Observation / Field Notes
Record 1
	Date and time, year group: Monday 26th September, 1st lesson, year 7

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

Maths. Class of around 20, quiet and calm atmosphere. In a science lab, pupils sat on stools in rows.

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

Eight times table learning by rote. 
At end of eight times table task, most pupils joining in and chanting the times table, a few pupils stopped and hid their mouths. A pupil at the back on the end of a row confused and looking worried/upset but did not put their hand up. 
The teacher set the task and gave two minutes, then walked around checking pupils were working and not struggling, and then came to Pupil A’s desk, who was clearly worried and had not started. The teacher asked what was wrong and the pupil said they were confused and not sure what they were supposed to be doing, so the teacher pointed to where the pupil should have been filling in boxes, and asked what the first number was, then add eight, and what’s the second number, add eight again, what’s the answer now, until the answer was 24, when the teacher asked if the pupil could see the pattern of adding eight to the answer each time, and the pupil looked much happier and said yes, thank you, I get it now. 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
 
Pupil A did not understand the explanation
Might find it hard asking for help
How does a teacher differentiate work or explanations in an everyday lesson?
Do set or mixed ability groups work best?
Would it have helped Pupil A to be sat next to someone? - Maybe the person they usually sat next to was not in school that day. 

	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)
 
First lesson- quite a bit of noise from the corridor, but a calm and quiet classroom environment. The pupils had been welcomed into the class by the teacher who was standing at the door greeting each child in a different European language (as it was European language day). The pupils were sat on stools, but not much fidgeting at all. The teacher started the lesson with a countdown maths style task – there was a three-digit number on the board, and several two-digit and one-digit numbers to use make the three-digit number. A couple of pupils arrived late, and one had moved classes so needed a new book, and the teacher asked for solutions and cold called names for the answer. Some pupils got the three-digit number, others did not, and the teacher just smiled and moved on to the next pupil if they did not know. Then the next task was the eight times table and first the teacher went over the table with the pupils, slowly, with all of the numbers on the board, and as they got more confident, a star was placed over a random number and the class were asked to chant the table again and again, until all of the numbers were covered. Then they were asked to chant it one more time, and then fill in the table at the front of their books. The directions were clear, and the teacher cold called a pupil to check that they could tell the class the task and that they had understood it.



Record 2:
	Date and time, year group: Monday 26th September, 2nd lesson, Year 8

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

English, mixed ability class. A row of lower ability pupils at the front of the class. Small classroom, noisy corridor, noisy class. 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
 
The teacher greeted the class at the door, but they came into the classroom very noisy and silly and were not asked to settle down and behave. Four pupils arrived very late, at separate times, and came in noisily and disrupted the class each time, one went back out again and did not return.

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
 
Does the way a pupil enter the classroom determine how they behave during the lesson? How do you cope with a noisy and distracting corridor?  

	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 classroom was made of an assortment of desks that did not really fit together, and these tables were very tightly packed into the room, so there was not much room to move. Each time a late pupil arrived, they pushed tables around trying to get to their seats, which often resulted in pupils already in the class and working having tables shoved into them, spoiling their work. The teacher was clearly unimpressed and was trying to carry on with the work, but the lateness of the pupils needed to be dealt with. The corridor was noisy, and pupils kept looking out to see what was going on. Pupils were fussy throughout the lesson.



Record 3:
	Date and time, year group: Monday 26th September, 2nd lesson, Year 8

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

English, mixed ability class. A row of lower ability pupils at the front of the class. Small classroom, noisy corridor, noisy class. 

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

Pupil B was shouting out regularly during the lesson. They were annoyed that they had to do the work and said that Hamlet was boring. Teacher Y had told Pupil B to be quite a few times, but Pupil B carried on being disruptive, and started singing, and playing with a mini skateboard. The teacher had set the task, and Pupil B was not engaged with the lesson, and then shouted out for help from the teacher. Teacher Y finished writing page numbers on the board as hints for the class and came over to see what Pupil B needed help with. The teacher helped the pupil to answer the first question by asking questions and explaining the question in a different way, and then left them to work through the rest of the task alone. Pupil B was satisfied and worked until the end of the lesson.

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

What support is in place for pupils with ADHD in an English classroom?
What ways can a teacher make the lesson more accessible for lower abilities whilst keeping it taxing enough for higher abilities?

	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 classroom was made of an assortment of desks that did not really fit together, and these tables were very tightly packed into the room, so there was not much room to move. Each time a late pupil arrived, they pushed tables around trying to get to their seats, which often resulted in pupils already in the class and working having tables shoved into them, spoiling their work. The teacher was clearly unimpressed and was trying to carry on with the work, but the lateness of the pupils needed to be dealt with. The corridor was noisy, and pupils kept looking out to see what was going on. Pupils were fussy throughout the lesson. The teacher confirmed at the end of the lesson that Pupil B had ADHD.
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