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Introduction
 
“Teaching can be one of the most rewarding careers” (Grigg, 2015, p. 1). The following assignment will consist of a critical evaluation focusing on an observed Critical Incident (CI). The assignment will delve deeper into the understanding and identification of the next teaching while reflecting on future steps that will nurture the development and understanding, ultimately leading towards becoming a successful teacher. The assignment will focus on six points of interest. These include: ‘The Role of Critical Reflection’, ‘Observation’, ‘The Critical Incident’, ‘Literature Review’, ‘Reflection/Evaluation and next steps’, and finally ‘Conclusion’.

Firstly, it is important to realise exactly what a CI is and why it is important. Tripp (1993) states a CI does not need to be something negative but an incident that is realised from a situation that changes the dynamic of an event. By realising the CI, it creates a personal judgement. This judgement is therefore crucial as we refer to the incident. Tripp adds that some CI may begin as something small but through thorough analysis and reflection it could evolve into something deeper. Tripp’s (1993) ‘Methodology Cycle’ is broken down into four key sections:
 
1. 	Observing the incident and what is critical
2. 	Analysing the incident and why it occurred
3. 	Planning a strategic plan while reflecting on how to overcome the situation from happening again
4. 	Developing ideas in the work setting by acknowledging any further CI	
(Tripp, 2011, p. 32)
 
He believed by implementing these steps allowed greater understanding to develop strategic plans for future incidents.


The Role of a Critical Reflection

 
As a whole, reflection is something that each person will do in their life without realising. It is a key part of day-to-day life as it allows us as humans to reflect on positive and negative events in our lives that allow us to grow as individuals. From an educational point of view, reflection is crucial. Schön (1983, 1987) spoke of how reflective practices, such as thinking on your feet and being reflective after an event, place demands on practitioners. However, through a CI, reflection is an imperative skill to lead reflective evaluation (Chater, 2007, p. 232). It was said by Nolan and Sim (2011) that higher-order reflective skills, as opposed to recounting events through descriptions, are the makings of an outstanding teacher.
  
One example of reflective practice is Kolb’s (1984) ‘Experiential Learning’. This theory is based on own experiences which are then reviewed, analysed, and evaluated. From this process, it is important to take the learning and apply it to new situations. By doing this, the cycle is completed and the process begins again. Kolb (1984) method consists of:
 
1. 	Concrete experience
2. 	Reflective observation
3. 	Abstract Conceptualisation
4. 	Active experimentation
						(Kolb, 1984, p. 33)

 
Like Kolb, there are many other theorists who have their own methods of reflection. Another example of this is Gibbs (1988). His method is built up of six stages which delve much deeper than Kolb. His method consists of the following:
 
1. 	Description.
2. 	Feelings.
3. 	Evaluation.
4. 	Analysis.
5. 	Conclusions.
6. 	Action plan.
 				(Gibbs, 1988, p. 15-16)


The purpose of Gibbs’ (1988) method is to structure reflections and isolate feelings. By reflecting on each stage, it helps slow the process of the way someone thinks and encourages individuals not to make hasty decisions.
 
Zwozdiak-Myers (2012) states reflection in education is a necessity for every successful teacher that desires to develop and evolve their knowledge in teaching. He adds a teacher that is willing to ‘question educational practices’ from their own judgements allow a better understanding to demonstrate and identify new findings for ideas while being able to evaluate and reflect on their own influence and create ‘new ways of working to improve their effectiveness’ (Zwozdiak-Myers, 2012, p. 3). Documentation that influences Zwozdiak-Myers’ beliefs are ‘The Professional Standards of Wales’ (TPSOW). TPSOW (2017) illustrates a completely new outlook on what is outlined for new and current teachers when it comes to next teaching and professional growth. The main elements are broken down into five key values and dispositions. These include:
 
1. 	Pedagogy
2. 	Leadership
3. 	Professional learning
4. 	Innovation
5. 	Collaboration
 (Llywodraeth Cymru Welsh Government, 2019, p. 15)

 
Each disposition consists of many different standards that are built up of 32 targets that allow teachers to reflect on what standards are required to ensure the development of becoming the best teacher possible. By following these standards, teachers can record their findings using the ‘Professional Learning Passport’ (PLP) which is located via the Educational Workforce Council (EWC) website. The PLP (2016) allows all teachers in Wales to record their experiences whilst being able to outline those experiences towards the TSPOW standards using the relevant descriptors. Its main purpose is to allow all practitioners to improve their learning by capturing and reflecting upon their own experiences. By doing this, not only does it create a safe environment for reflection it allows practitioners to better themselves in developing the key attributes for next teaching.
 
 
 
Observation (School & Class Context)

 
Following British Educational Research Association (BERA) (2018) guidelines “the confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research”, and therefore the school, staff, and the pupils observed will remain anonymous throughout.
 
The observation took place in a mixed-gender Welsh medium Primary School located in the centre of Trimsaran, near Kidwelly in Carmarthenshire. There are 166 pupils attending the school between the ages of 3 and 11, including 26 part-time nursery pupils. The school is divided into 8 classes. During 2014, the school transformed from a category A/B school to a category A. This states that the school’s main objective is to teach and help the pupils learn through the medium of Welsh (Estyn, 2017). Throughout the school roughly 32% of pupils are eligible for free school meals. This is notably higher than the national percentage (Estyn, 2017). Approximately 34% of pupils come from homes in which one parent speaks Welsh, meaning there is a high percentage in which a pupil only speaks the Welsh language during school (Estyn, 2017). In addition to this, very few pupils come from ethnic minority backgrounds. With regards to additional learning needs, the school has identified 27% of its pupils. This is higher than the national average (Estyn, 2017).

 
Critical Incident

 
2021 celebrates the implementation of the New Curriculum for Wales (NCFW). Donaldson (2015) believes the use of the four purposes (FP) in the NCFW ensures wider knowledge and understanding to develop all learners in education. ‘Improving education is our national mission. Nothing is so essential as universal access to, and acquisition of, the experience, knowledge and skills and that our young people need for employment, lifelong learning and active citizenship.’ (Llywodraeth Cymru Welsh Government, 2020). These key attributes will help them for life after education. The FP consist of:
 
1. 	Ambitious, capable learners.
2. 	Enterprising, creative contributors.
3. 	Ethical, informed citizens.
4. 	Healthy, confident individuals.
					(Curriculum for Wales, 2020 p. 11)

 
The following section will consist of an observed CI that reflects and links to Donaldson’s (2015) FP’s. The CI that was observed consisted of a young learner from the reception class. During this observation, the whole class participated in different phonic activities on the mat. This consisted of both individual and group work. During this time, one individual began to feel restless, fidgety and distracted as he began talking to other learners to amuse himself. As the lesson developed, many other learners felt distracted by the individual. From acknowledging the situation, it was clear that the CI observed involved the learner’s behaviour within the classroom, as he did not follow classroom rules (being disruptive to others). With regards to Donaldson’s (2015) FP’s, this links to being an ethical, informed citizen (EIC) as learners should be able to ‘understand and consider the impact of their action when making choices and acting’ (Donaldson, 2015, p. 31). 

In this situation, the learner did not take into consideration the importance of the class rules. On one hand, he may not have been fully engaged with the activity, but on the other hand, he should realise that rules are important as it is a key part of school life and life in general. Furthermore, it instigates a lack of respect towards the teacher and other learners in the classroom. In addition to this, learners should ‘respect the needs and rights of others as a member of a diverse society’ (Donaldson, 2015, p. 31). What the individual did not consider was by distracting other learners, not only is the individual affecting his own personal growth but also the growth of others in the classroom. As the activities continued, the teacher realised his disruption and asked kindly for him to settle. 

One interesting note was the individual much preferred group tasks in comparison to individual tasks. The individual regained full focus and showed characteristics of enjoyment working with others. This links to being an enterprising, creative contributor as learners should be able to ‘lead and play different roles in teams effectively and responsibly’ (Donaldson, 2015, p. 31). By observing this, it was clear to see that the individual no longer needed to distract other learners as he felt enjoyment from working in a group. Donaldson (2015) believes implementing the FP’s at the centre of the NCFW will ensure a greater future in education and allow learners to be mentally and physically prepared for the world that is ahead of them.
 
Literature Review


Through observation, it was evident that the learner was beginning to display forms of disruptive behaviour. After careful reflection, the main theme to be explored is a practitioner’s behaviour management. Thus, this literature review will focus mainly on behavioural techniques and strategies to help support the learner’s individual development in differing contexts. Docking and MacGrath (2002) probe how it is not a case of disciplining a child and looking for conforming behaviour but exploring conflicting styles of behaviour management as ‘it is beyond many students’ capacity to comply with certain rules every minute of the day.’ (Black, 2016, p. 25).


Behaviour Management

Behaviours have a reciprocal effect on each other, thus the reaction of a practitioner or another peer is key as ‘the nature, extent and effect of disruptive behaviour...is also learned within its context.’ (Rogers, 2007. p. 8). According to Maslow (1943), a behavioural incident indicates that the child’s basic needs are not met and thus are not ready to learn, specifically the safety needs. Practitioner observation of the current behavioural incident allows time for an increased empathic concern for the learners’ ‘individual predicaments and welfare needs’ (Downing and MacGrath, 2002, p. 13). However, for the learner in this scenario, the primitive section of the brain is activated triggering a flight, fright, or freeze response (Øverli et al., 2007). This means that the child could display a range of low level and/or high-level behaviours that impact their and their peers’ learning and environment, leading to internal and external conflicts (Grigg, 2015). This was demonstrated by an Estyn (2020) report where challenging behaviour did have a negative impact on their peers’ learning as well as their own.

It is the practitioner’s role to identify these incidents as they arise and address the needs as appropriate. There are two key approaches to be discussed, involving traditional and a more modernised approach are a punitive approach (PA) and a restorative approach (RA).


Traditional Punitive Approaches

Through the traditional PA, blame is quickly assigned, and punishment often ensues (Elliott & Gordon, 2005). Kohn (2006) explained that the PA includes (but is not limited to): naming, shaming, isolating, excluding, threats, sanctions and rewards. It is essentially allowing a learner to suffer for having a problem. In the early 1990’s, schools adopted a zero-tolerance culture which developed draconian approaches to school discipline (Evans and Vandeering, 2016, p. 31). 

However, findings from studies have found that punishment was counterproductive. Skinner (1957) explored how operant conditioning a child to repeat desired behaviour was more favourable through a rewarding process as opposed to a punishment through positive reinforcement. This was developed from Pavlov’s classical conditioning studies which associated natural responses to desirable behaviours through artificial stimuli (Pavlov and Anrep, 2003). Similarly, rewards were found to be disadvantageous. Koestler (1967) explored how younger children who were rewarded for drawing pictures ultimately stopped repeating the behaviour unless they were to be rewarded. The detrimental effect from these practices mean that children are taught to comply and not to understand the behaviours, thus, to conform and progress through the already structured economy-driven environment. Consequently, ‘policies and practices that continue to be most popular are those that industrialize schooling and undermine the well-being of individuals and their communities (e.g., zero-tolerance; and rewards-based learning).’ (Evans and Vaandering, 2016, p. 23). Black (2016) also explores how this method of specific astringent discipline defies many of our basic legal and social values. This is not to say that policies and practices are ineffective but need to be altered to suit the needs of the individual and the school.

Through punitive punishment, it is likely that the learner will reoffend and repeat the behaviour, potentially leading to an ‘increased risk for academic failure, school dropout, and involvement with the juvenile justice system’ (Pollastri, Ablon and Hone, 2019, p. 88). This reactive approach eventually could lead learners to conceal their behaviours and become dishonest (inducing internal shame and/or guilt) (Keltner & Buswell, 1996, Tangney, 1992, Tracy & Robins, 2006), wanting to ‘win’ an argument as opposed to solving it and ensuring both sides are treated fairly. This has the potential to affect all learners in the environment as ‘the psychological effects include a destabilization of students’ and teachers’ sense of community and an increase in the anxiety and distrust’ that creates a dysfunctional environment that affects all learners’ academic achievement and ‘make it more likely that otherwise well-behaved students will misbehave.’ (Black, 2016, p. 16). This results in practitioners having to revisit previous conflicts often and usually results in the same techniques being, continuing the cycle of no or short-term resolutions (Evans et al., 2003) and allowing incidents to escalate, often resulting in exclusions (Estyn, 2019).

Restorative Approach

Through modernised, pre-emptive and proactive approaches, such as the RA, the learner begins to develop lifelong skills that will aid in rectifying future conflicts and enable mediation. It aims to not focus solely on repairing harm caused, but ‘the restoration of healthy relationships, emphasizing just and equitable learning environments.’ (Evans and Vaandering, 2016, p. 33).  This allows the practitioner to identify and address any underlying needs that the learner may have. Following Maslow (1943) and Rogers’ (1959, 1961) extensive work on human needs, Evans and Vaandering (2016, p. 61) further identified ‘several “universal” core needs that drive motivation: autonomy, belonging and a sense of competence’. Aligning closely with these values, Zehr (1990, 2002a, 2002b) identified core needs for restorative justice that are crucial for an individual’s well-being: autonomy, order and relatedness.  When these needs are not met, a learner may decide to compete for a need through displaying disruptive behaviour. However, the practitioner must remain mindful of the individual and the circumstances to not exacerbate the incident but to understand it. 

It is therefore vital that the practitioner focuses on the quality of relationships in the school setting between peers and authoritative figures. This supports the need for the practitioner to build a repertoire with the child to model a positive relationship and to gain an understanding of their individual circumstances. Through time spent developing appropriate relationships, the learner will ‘feel less need to indulge in acting out behaviour to gain status and to compensate for beliefs in their inadequacy.’ (Docking and MacGrath, 2002, p. 13).

There is a need to allow children to problem solve their behavioural reaction to focus on solutions and not solely seek retribution. Skinner’s (1957) behaviourist approach can be seen through the RA through small, achievable goals to resolve conflict, aiming for a resolution whilst addressing the needs of both parties. The process of problem solving can be defined as ‘addressing a particular dilemma or decision rather than changing broader patterns of thinking, feeling or behaving.’ (Manassis, 2012, p. 2).  The advantages to developing this skill will allow the individual to use the skill in a cross-curricular manner and not rely on another individual to aid the mediation process.

Through this approach, the learner recognises ‘that negative consequences are a natural outcome of behaviour’ (Canter and Canter, 1992, p. 169) yet this may also be a natural consequence. For example, breaking another person’s property could result in the offender feeling guilty upon seeing their reaction. Thus, it is helping the learner to understand the concept of emotions and fairness from a young age as the earlier they begin to understand the different levels of punishment, depending on context, the earlier their maturity level and thinking can develop to approach conflicts (Piaget, 1932). However, through Fincham’s (1983) research, we can explore how, by six or seven years of age and after a simple presentation of the situation, the learner can begin to realise that depending on the offender’s motives and subsequent intentions, blame and thus punishment can have varying levels of deservedness.  Ergo, scaffolding the appropriate way to approach a conflict is vital as the practitioner can model the appropriate response in varying contexts and introduce self-regulatory techniques to deal with the emotional tension caused.

Self-Regulation

Through self-regulatory techniques, learners can control how they react to scenarios and how to appropriately solve conflicts as they are armed with knowledge, vocabulary and tools through experience, as demonstrated through D’Apolito’s (2016) study aiming to aid this, showing a steady and noticeable increase in its successful usage. Through Bandura’s Bobo Doll studies (Bandura, Ross and Ross, 1961, 1963), it was claimed that aggressive behaviour could be learned through observation and imitation. Conversely, reinforcement of desirable behaviour can also be learned from role models that they aim to imitate due to admiration. Through Bandura’s Social Learning Theory (1977), this led to understanding that subsequent reinforcement did not always occur immediately and that learnt behaviours may occur where there is no imminent or apparent reward. However, Cumberbatch (1997) argued that due to the novelty value, children were five times more likely to imitate this aggression if they had not played with the Bobo Doll before in comparison to those who had already experienced it.

Nonetheless, Vygtotsky’s (1978) Zone of Proximal development supports the usage of a more knowledgeable role model - in the early stages, the practitioner - to model the appropriate language and purpose of the discussion to enable collaboration and internalisation of the restorative process.  Thus, it is crucial that restorative techniques are modelled frequently as well as the formation of positive relationships to allow the tools to be available to the learners to use independently. It models how learners are seen as agents to support the development of skills and co-learners to support the creation of knowledge, emphasising the needs to social change within the classroom context (Sachs, 2003).

Reflection, Evaluation & Next steps 

Using and applying Tripp’s (1993) methodology cycle, the following section will reflect, evaluate and create next steps for personal learning that will deliver better understanding for future CI approaches. 

1. Observing

From observing the CI and delving into vast theories on the behaviour issues, it is clear to understand the challenges that teachers face in school environments. As stated at the beginning of the assignment, reflective practice is key to understanding and underlining the best possible strategic methods to overcome and develop better growth for individual practice, and the personal growth of learners, whether that be emotionally or physically. From observing the CI, it allowed me to experience first-hand what day to day school life is like and the challenges that face teachers daily. I must firstly point out, the teacher educating the class was excellent as she illustrated good leadership skills and addressed the situation in a positive manner. As the lesson was just before breaktime, unfortunately the teacher did not have time to speak to the individual as she had a continuous professional development training to attend. 

2. Analysing

From my own perspective, I feel there are different avenues of evaluating the CI, as the individual’s behaviour was a brief issue during the lesson. In future, I would suggest allowing time to speak to the individual about the way he behaved and what steps could be done differently in future. As Docking and MacGrath (2002) state, creating strong relationships with learners allow for greater understanding to overcome hurdles. Rather than punishing the individual, I believe it is important to take into consideration why the individual felt the way he did and understand why he began distracting others. 

3. Planning

Potential steps to address and plan for the CI could include intervention from the school such as restorative meetings with parents for repeated behaviours.  Another development would include working with stakeholders to ensure there is consistency between behaviours in school and out school through ensuring the behaviour policy is consistent and fair throughout. I would also consider having a calming area in the classroom to ensure that if the learner is overstimulated, they have an area to self-regulate. Furthermore, ensuring personalised activities are catered for such as a feelings journal, an area to indicate a change of mood (such as a display) or usage of platforms such as Speakr (2020) to provide confidentiality from their peers.

4. Developing

With regards to self-regulation, Senninger (2000) introduced a Learning Zone Model to help learners cope with stresses and anxieties in their learning environments. However, Best and Thomas (2007) adapted this to the classroom to include learning zones such as: Safety, Learning, Anxiety and Stress Zones. This is supported by the Zones of Regulation (Kuypers, 2011) that allows learners to identify their social and emotional learning circumstances to address and apply their strategies in a range of appropriate contexts, both in and out of the school environment. Due to this strategy focussing on metacognition, it applies well to a range of individuals and their needs. Enabling students to access an area to recognise and cope with emotions will undoubtedly aid their ability to control them.

A conversation with parents and/or guardians would also ensure that a clearer pictures of the learner’s individual contexts are accounted for. Bronfenbrenner (1977) explored different ecological models representing social levels including: microsystem, mesosystem, exosystem, macrosystem and chronosystem. The interrelatedness of the systems allows the practitioner to account for behaviours displayed and open a line of honest communication in both contexts. This could mean a discussion, as appropriate, in person, through an email or a journal that travels between the school and home to ensure records of behaviour. This would allow the practitioner to analyse patterns and triggers that may directly affect the classroom environment and account for the well-being of the child.

Conclusion


In conclusion, teaching can undoubtably be one of the most challenging professions in the world today. The challenges teachers face is daily and require many different attributes and skills to establish a better understanding on the needs of young learners. Conversely, teaching is also one of the most rewarding jobs (Grigg, 2015, p.1) as it allows teachers to express their knowledge in fun creative ways that prepare learners for the world outside of education. It is crucial that all teachers are willing to question their ideas and approach every moment by being reflective in their work. 

For the learner and practitioner, the need to develop habitual problem-solving thinkers to approach a behavioural incident is crucial, for both learner and practitioner. Using the tools of the RA appropriately will help to create an equitable, inclusive learning environment that will equip the individual with a considerate mindset and help to prevent spontaneous and impulsive decision making for both learner and practitioner.  Although the RA is in its infancy in comparison to the PA, the continual developments of its usage are only proving to be beneficial and progressive in its method, helping to solidify more well-rounded lifelong learners in their future pursuits. Evidence of this is demonstrated in Estyn (2019) reports as pupil well-being increases when RA approaches are used effectively as empathic relationships are encouraged.

As previously mentioned, there are many different platforms such as TPSOW and the NCFW that nurture current and new practitioners to evolve their personal growth. Using a reflective practice model, emphasis is placed on the practitioner continually training and furthering their education to develop as individuals whilst remaining flexible to respond to uncertain circumstances (Simco and Wilson, 2002, Pollard et al., 2008). From the information gathered, I would reflect my thoughts and ideas with a handful of targets set from TPSOW. Thus, reflecting on the descriptors for the targets, I feel that these specific targets link to my CI: ‘supporting and developing others’, ‘listening to learners’, ‘learning outcomes and well-being’, ‘progression in learning’, ‘evaluating the impact of changes in practice’ and finally ‘reflection on learning’ (Professional Standards for Teaching and Leadership, 2017, p. 22-56). By implementing these targets, I would then follow a reflective and restorative approach and create a strategic plan to identify what steps could prevent the CI from occurring again as:

“What marks teachers out as good, or better than good, is not only their content knowledge and pedagogical skills. It is their commitment to their teaching, their students and their learning and achievement.”
(Day et al., 2007, p. 2)







OBSERVATION / FIELD NOTES
 
Record 1
	Date and time, year group:  23.9.21 at 9:30 am, Key stage 1 - Reception 


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

The observation took place during mat activities. The learners were receiving a  ‘languages, literacy and communication’ lesson that involved different activities using phonics.  The activities were divided into five sections that included individual and group tasks. The activities were as followed: 


1. Reciting the alphabet
2. Grapheme recognition
3. High-frequency sounds
4. Grapheme understanding
5. Segmenting to spell using whiteboards.
 

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

The researcher observed a young individual who began losing interest in tasks and began talking and distracting other learners. The individual was very fidgety and enjoyed getting other learners’ attention. During this time, the teacher realised his disruption and reminded him of classroom rules. The individual settled for some time but began repeating the cycle as individual tasks were being set. His behaviour got worse as the lesson progressed. From acknowledging this, it was clear to see the individual much-preferred group work activities as he engaged more and didn’t disrupt others. During one group task, The teacher asked for his assistance to help with explaining what was needed to be done. The individual’s behaviour dramatically changed from this point on as he enjoyed the attention from the whole class.   


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

The researcher observed that the individual really enjoyed having attention. Whether this was by speaking and distracting others, or group work. One area that stood out to the researcher was the fact why the individual craved so much attention. It questions, does the individual have the attention he requires in his homelife? Or is it the fact that he’s picking up these habits from his home life?

Another area the researcher would explore is the fact the teacher realised the individual's disruption and changed the approach of the activity, by asking him to assist her in explaining the task in hand. By doing this the behaviour of the individual dramatically changed. This led to deeper study of behaviour management and the theoretical underpinnings of scaffolding as a pedagogic technique.

	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 individual sat in the front row on the mat 
· Early morning just before milk 
· Teacher Spoke with her hands 




 
 














Record 2
	Date and time, year group:  22.9.21 at 13:00 pm, Key stage 2 - Year 5 


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

The observation took place during a class environment. The learners were receiving a ‘Mathematics & Numeracy’ lesson that involved working out angles.   


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

The researcher observed different pedagogical techniques on how the teacher was communicating with learners. The teacher began with a simple exercise that consisted of the learners copying what he was doing but not what he was saying. This simple exercise settled the learners and prepared them for the lesson ahead. The teacher then continued to explain to the learners the ‘WILF’ (What I’m looking for) of the lesson. Throughout the lesson, the teacher provided step-by-step instructions on what was expected and how the learners could improve and accomplish the task at hand.  Each step allowed questioning from learners to provide prior knowledge by working on keywords from the ‘WILF” e.g what do they know and remember? This allowed learners to grasp further knowledge on how to complete the task. 


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

The teacher used many different pedagogical techniques throughout the lesson. One area the researcher would delve deeper into is the way the teacher had full control throughout the lesson. Instructions were clear and not challenging as he prepared a ‘WILF’ at the beginning of the lesson. From this, it allowed learners to answer what they knew already to what they will develop throughout the lesson - Form This, the researcher would delve deeper into the ‘Blooms Taxonomy’.

	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)

· All learners showed respect towards the teacher
· Teacher had full control 
· Teacher spoke clearly and slowly to ensure learners would understand





 
 
 
 

Record 3
	Date and time, year group:  23.9.21 at 13:00 pm, Key stage 2 - Year 6


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

The observation took place during a class environment. The learners were receiving a ‘Humanities’ lesson that involved History. The lesson involved looking at a historic painting which learners would have to write the following ideas: 


1. What facts can be seen from the painting
2. How does the painting make you feel?
3. What questions would you like to know about what is seen from the painting.

This was set as an individual task where learners would have 2 minutes to complete.


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

The researcher observed many learners that were unsure of how to answer the questions independently. As this task consisted of personal view, there was not a right or wrong answer. After the 2 minutes had passed, rather than asking learners to explain their ideas, the teacher provided an additional minute for learners to express their ideas with other learners they were sitting next to. By adding the additional minute, learners who were initially unsure of how to answer the question began to be more confident expressing their own ideas. 

After the minute passed, the teacher asked for ideas. From this, learners that began the activity were unsure openly and happily expressed their ideas.  

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

The teacher set the initial task as an individual exercise. By acknowledging some learners were unsure he added an additional minute so everyone could express their ideas. From allowing this, learners began learning from each other. This led to deeper study that learners enjoy learning from each other and that setting group tasks allow for better understanding. From this, the researcher would delve deeper into the theory of Vygotsky - ‘Zone of proximal development’ as collaboration with others allows for better learner growth.


	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 teacher had a gentle manner about himself and explained things very clearly.
· The teacher was able to think on his feet and add an additional activity for learners to work in pairs to express ideas.
· When learners answered back to the teacher, the teacher didn't say any questions were wrong.
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