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The educational environment is regularly undergoing changes which make it crucial to use research as a tool to help understand and inform this change (Palaiologou, Needham and Male, 2016). Practitioners should therefore be consumers of research to develop their own practice (Cohen, Manion and Morrison, 2011). Reflective practice within education involves teachers critically evaluating what they do to inform adjustments made, with the aim of improving (Halpin, 2015). This fits into Schon’s (1987) theory of reflective practice which has two strands: reflection-in-action and reflection-on-action. Both are crucial within teaching as it requires an individual to adjust their practice during a lesson if activities aren’t working with the students (reflection-in-action) and then consequently reflecting on this post lesson to understand why particular activities were ineffective (reflection-on-action). Further to this, Brookfield (2017) put forward the four lenses of critical reflection which can be used by teachers to provide focus for reflection, this involves an in-depth analysis of their practice using student, colleague, personal and theoretical lenses.  

Within Wales there are five professional standards of teaching and leadership that must be evidenced by teachers, the process of reflection underpins the professional learning standard and therefore shows the significance of incorporating this within their practice (Welsh Government, 2018). Tripp (1993) suggests that critical incidents can be observed to facilitate reflection among practitioners. Critical incidents “are produced by the way we look at a situation: a critical incident is an interpretation of the significance of an event” (Tripp, 1993, p.8). Within this essay, a critical incident will be identified and discussed as a result of observations within the school setting. Following on from this, it will be evaluated through a review of literature within the education field. Finally, next teaching and learning steps will be suggested and discussed in relation to future teaching practice. 

School/class context
In line with Bera’s (2018) anonymity guidelines, the school observed to inform this written piece will be referred to as school X throughout. School X is a large 11-18 mixed comprehensive school with high academic success, whilst also promoting high standards in relation to the health and wellbeing of both staff and pupils. They are committed to developing confident and ambitious learners who take a positive attitude to their learning. As regards pupils with Additional Learning Needs (ALN), school X sit below average in the number of both ALN individuals and those who are statemented in comparison to other schools within Wales. They have a small number of pupils eligible for free school meals and only a small cohort of pupils speak fluent Welsh, with just under a quarter of individuals within the school coming from ethnic minority background. The particular class the researcher observed and will be drawing upon within this study were a year 8 mixed ability class, within a science lesson. There were approximately 30 individuals within the class, and this was comprised of a relatively even mixed gender group.  

Methodology 
A case study methodology was deemed appropriate for this study as the researcher was looking at a single school to inform the findings (Creswell, 1994). When conducting case study research, it is crucial to acknowledge and understand the context in which observations are being made as this determines what is seen within a situation (Yin, 2009). Contexts are unique; hence case studies are valuable in reporting upon real life environments and interactions (Sturman, 1999). As this study was interested in observing critical incidents, this method seemed appropriate as it incorporates both a description of events with an analysis of them (Hitchcock and Hughes, 1995). Further, Palaiologou, Needham and Male (2016) highlight the focus to be on a situation and the influences that underpin that situation. A key issue with case study research is the generalisation of findings to the wider world when only one instance was studied (Bassey, 1999). In relation to this, interpretation is a key part to all research and therefore to counter making assertions from case studies, the researcher should be tentative in drawing conclusions and generalising it to the wider world (Atkinson and Delamont, 1985). A key strength to case study research is the ability to obtain rich, in depth data which would not be possible with a larger sample (Kumar, 2018). Both a structured and unstructured design were considered, however structured was chosen because Fletcher-Wood’s (2016) checklist for observations was used to formulate the observation sheets used by the researcher.  Further, this was influenced by a suggestion that educational research should follow an organised and structured process by the researcher (Anderson and Arsenault, 1998). 

Observations allow researchers to recognise behaviours as they happen and make notes accordingly (Bailey, 1994). Both participant and non-participant observations were considered, but due to the nature of the observation, the researcher was a non-participant in the process, which involved being a passive observer (Kumar, 2018). The researcher sat at the back of the class making descriptive notes (coding) using the structured observation categories developed prior to the day (Cohen, Manion and Morrison, 2011). Non-participant observation was also decided as the school setting is defined as a ‘natural environment’, therefore it was beneficial to watch and listen to the everyday occurrences (Kumar, 2018). Observational case studies are useful because they capture specific features that may be missed in larger scale studies, these unique details could be fundamental to understanding (Nisbet and Watts, 1984). On the other hand, it is important to recognise the role of the researcher in conducting these observations (Palaiologou, Needham and Male, 2016). A wealth of researchers recognise observer reactivity to be a prominent issue when conducting observations (Girard and Cohn, 2016; Gussow, 1964; Mercatoris and Craighead, 1974; Webb et al., 1966), this can affect the generalisability of findings. Further, observer bias can occur if the researcher has a preconceived judgement on what they are seeing during observations whether this be conscious or sub-conscious (Nisbet and Watts, 1984). Within this study the researcher tried to reduce the impact of this by taking only descriptive field notes, with these being analysed using literature subsequently.

Critical incident linked to four purposes 
The critical incident observed related to the teacher using a visual timer throughout the lesson. It was used for every task whether this be reading, written or discussion based, the teacher would set specific time frames and refer to the visual timer that was stuck up on the whiteboard. All pupils were aware that they could see how much time they had for tasks and when the alarm sounded, they were to stop what they were doing and look up to the teacher (See appendix 8). Donaldson (2015) suggests as one of the four purposes of the new curriculum in Wales that individuals should be healthy and confident, specifically they should “have the skills and knowledge to manage everyday life as independently as they can” (p.30). Focusing in on the fostering of independence among learners, the observed critical incident can be linked in its potential to do this. It encourages individuals to self-manage their time, which is an important skill to have in everyday life. 

Literature review 
Several researchers have suggested that time management is significant within education for teachers’ effectiveness and students results (Haynes, 2007; Horng, Klasik and Loeb, 2009; Lemov, 2015; Madsen, 2003). The critical incident observed related to the teacher using a visual timer to structure the lesson (See appendix 8), with this in mind three areas were selected to explore. Firstly, instilling pace within a lesson will be focused on as this relates to the time aspect of the incident. Secondly, the learning theory of behaviourism will be addressed as the response pupils had to the timer sounding when time was up was to stop what they were doing and look for teacher instruction. Finally, literature surrounding student autonomy will be looked at, specifically linking to the timer incident and whether this motivates students to self-manage their time. 

Instilling pace within the classroom
Life is simply an organised series of events happening through time (Silveria, 2014). This makes time management a worthwhile discussion point, as it can facilitate effective teaching practice (Hafiz Muhammed et al., 2016). Haynes (2007) suggests that one of the obstacles trainee and newly qualified teachers face is timing. He suggests that thorough planning is central to getting timing right within the classroom. In agreement with this is Cowley (2010) who suggests having specific time frames create a sense of pace within the classroom. Pacing has varying definitions within different fields of study (Silveira, 2011), within education however, it has been linked to a regulation of the productive flow of learning activities (Wyne and Stuck, 1982). There is a consensus within literature that effective teachers who can manage the classroom efficiently, are those who can inject pace within their lessons (Brophy, 2000; Hafiz Muhammed et al., 2016; Harlan and Rowland, 2002; Knight and Waxman, 1991; Silveira, 2011).

Brophy (2000) describes efficient teachers to be those who convey a sense of purposefulness throughout their lesson. The allocation of specific time frames for activities will contribute to effective time management (Hafiz Muhammed et al., 2016), as it allows individuals to manage their own time more productively (Jordan, Cobb and McCully, 1989).  Further, Cowley (2010) suggests that it provides focus for all individuals within the room, which is especially effective when working with a group of students who lack motivation. Students benefit from setting short sharp time limits to bring pace into the lesson, avoiding boredom (Cowley, 2010). In addition to this, Lemov (2015) highlights time to be a crucial resource to you as a teacher, this can influence greatly upon the experience both the teacher and student take away from a lesson. Specifically, Lemov (2015) describes strategies to utilise within the classroom such as show the clock- this allows students to understand the allocation of time and self-manage this. It is in the benefit of the teacher to implement such strategies within their practice as it can also contribute to overall behaviour management (Cassidy, 1988). Additionally, Harlan and Rowland (2002) illustrate a cyclical process of disruption causing an interruption to pacing, and poor pacing causing disruptions. Therefore, effectively paced lessons should begin and end on time, keep transitions brief and activities should be introduced quickly with a clear focus (Silveira, 2011).

Rose and Whitty (2010) demonstrate a hesitation to time determining what happens within the classroom, they suggest that activities would be merely controlled by the clock rather than allowing for in-depth exploration to take its course. This viewpoint is considered by Lemov (2015) who recognises that in an ideal world, classrooms would be timeless places. However, in reality lessons are constrained to set periods of time such as fifty-five minutes. Solo et al. (2018) expressed this difficulty relating to time constraints in the findings from their study. They reported that it was hard to strike a balance of covering necessary material whilst also meeting students’ needs. Similarly, Brophy (2000) illustrates that the number of valuable things available to teach is outweighed by the time available to do this, thus limited classroom time needs to be managed effectively. Lemov (2015) highlights that if this time is managed well on the whole, then the teacher will be more able to meander timelessly on occasions. 

Behaviourism 
Behaviourism is underpinned by the idea that a stimulus can produce a learnt response (Bates, 2016). Within education, this would be evident through teacher-led practice whereby they are in charge of what is done to produce a specific behaviour from their students (Bates, 2016). This learning theory fits into lessons successfully when related to the nature of the activity, for example when dealing with clear stimuli and response entities (Haynes, 2007). This links to the observed critical incident as when the timer sounded an alarm to signal time was up, the pupils would automatically stop what they are doing and look towards the teacher for next instructions (see appendix 8). Therefore, the stimulus was the alarm sounding, with the behavioural (conditioned response) being the pupils putting down their pens and looking up in silence. 

A behaviourist approach to teaching can be enforced within the teacher’s expectations of their learners (Reeve, Bolt and Cai, 1999). With this in mind, Brendall (1996) conducted a study into instructional planning and found that reminding students of the expectations throughout every lesson encouraged positive behaviour. Further, Brophy (2000) suggests that successful teachers are those who are clear and consistent in articulating their expectations to students. Similarly, Haynes (2007) suggests that a mutual clarity between teacher and students on what is expected of them during the lesson creates an effective classroom culture that promotes learning progression whilst also contributing to behaviour management. In agreement with this is Cowley (2010) who emphasises that clear expectations are the building blocks for a positive learning environment. On the other hand, Reeve, Bolt and Cai (1999) suggest that a behaviourist approach to teaching can be controlling in that the goal is to elicit certain behaviours within their students, specifically trying to ensure undesirable behaviours occur less frequently.

 From a behaviour management perspective, it could be argued that clear expectations provide structure to learners, through clear lesson content and classroom organisation, therefore the discouragement of undesirable behaviours would be most beneficial for the positive learning environment (Cowley, 2010). In the classroom context, these expectations would be modelled at the beginning of the year, and subsequently signpost students to this on occasions when expectations are being undermined (Brophy, 2000). In this case, the use of a visual timer must have been implemented alongside an explanation of the expectation of students in relation to the alarm sounding and them putting their stuff down and giving full attention to the teacher.  Notwithstanding the suggestion of behaviourism being a controlling approach to teaching (Reeve, Bolt and Cai, 1999), there is clearly a place for behaviourism within educational practice as evidenced by various researchers. However, it is also valuable to recognise the place for developing students who take responsibility for their own learning therefore the promotion of student autonomy within the classroom will be explored within the next section. 

Student autonomy 
Nagro, Fraser and Hooks (2019) stress the importance of student autonomy within the classroom, they suggest that students should be encouraged to take control of their own learning wherever possible. To help explain what motivates individuals, the self-determination theory can be used as it focuses on three innate human needs: competence, autonomy and relatedness (Deci and Ryan, 2012). Specifically of interest to this research is the idea of autonomy, which is described as being self-regulating of our own actions (Jimenez and Vieira, 2015). The consideration of this theory is useful to practitioners as it can help to understand our learners and how best to motivate them. As educators, it would be beneficial to understand how to promote self-motivation within students, also referred to as intrinsic motivation, this could contribute to the creation of a positive learning environment. Benware and Deci (1984) reported that conceptual understanding increased with those students who learnt information for intrinsic purposes compared to those who learnt it for a specific test. Pintrich and De Groot (1990) echoed these findings suggesting a link between intrinsic motivation and positive academic performance. A prevalent issue with the self-determination theory, is that it suggests an individual has to be highly competent to display autonomous behaviour, no matter how much freedom is given. However, within schools, this is not always the case as some individuals can freely take part in activities without necessarily caring about the outcome (Patrick, Skinner, and Connell, 1993). 

Teaching style is suggested to have huge impacts upon student’s motivation for learning and therefore their academic performance (Deci et al., 1991). Hence, the notion of autonomy supportive teachers is an important consideration as this can encourage self-determined learners (Reeve, Bolt and Cai, 1999). Autonomous students should feel equipped to make informed choices both within school and outside in their lives, the value of this is stated within the new Welsh curriculum where by one of the key purposes relates to developing ethically, informed citizens (Donaldson, 2015). This shows the relevance of practitioners investing time in promoting these behaviours within their classroom. It is useful to note here that previously there has been a hesitation to move towards an autonomy promoting culture within schools as it is suggested that the professional authority of the teacher is at risk of being lost (Jimenez and Vieira, 2015). However, it would help to view it as a use of power with the aim of empowering students rather than controlling the students (Brophy, 2000). Teacher’s still hold the responsibility for learning, but their practice is providing students with more freedom (Jimenez and Vieira, 2015). 

To further explore this notion of autonomy it is valuable to recognise the place of student perceptions within their learning experience, as research suggests that various factors can sub-consciously impose control on students which ultimately influence their learning (Deci et al., 1991; Flink, Boggiano and Barrett, 1990). For example, the language styles used by practitioners has been studied (Ryan, 1982; Ryan et al., 1983). These studies highlighted that controlling language such as ‘should’ and ‘must’ elicited decreased intrinsic motivation, compared to non-controlling language that implied choice, which produced an increase in intrinsic motivation among learners. However, multiple studies highlight the presence of individual differences among learners, and so it is not always the environment that influences the motivation of the learner, in reality they can have a pre-developed motivational orientation (Grolnick and Ryan, 1987; Harter, 1981; Ryan and Grolnick, 1986). 

Reflection/evaluation 
It is beneficial to use reflective models to guide the reflective process as this provides focus and allows a thorough analysis to occur (Halpin, 2015). Within this written piece Brookfield’s (2017) four lenses to critical reflection will be drawn upon as a tool to guide the reflection. He suggests that teachers formulate assumptions which can shape their practice, it is therefore within their benefit to be critically reflective in order to challenge these assumptions. Critical reflection allows teachers to consider alternative ways of delivering their practice to best suit learners (Gray, 2007). Brookfield’s (2017) four lenses relate to students, colleagues, personal experience and theoretical considerations. Firstly, one of the most important lenses to a teacher is the student experience, it is valuable to accept and use student feedback to inform practice (Brookfield, 2015). Secondly, the use of colleagues as critical friends can help to work through a problem to approach it differently. Thirdly, the personal lens involves recalling own experience directly, however, it is the least accepted within research as it’s viewed as subjective and therefore ungeneralisable. Finally, the use of theory to aid reflection is important to this particular essay as the process undertaken is underpinned by theory to inform next teaching steps. Brookfield (2017) advocates critical reflection, however, recognises how it can and is used as a checklist tool rather than the ongoing process that it needs to be in order to be effective.

Being a reflective practitioner in Wales is crucial to meeting the five professional standards of teaching and leadership (Welsh Government, 2018). Specifically, it underpins the professional learning standard and therefore is a valuable process to regularly take part in. The observations I undertook as part of this essay have given me valuable insight into the classroom and I can use the analysis of them to inform my own practice (Capel, Leask and Younie, 2016). Reflection is central to this process of development, as without this I am merely taking everything I witnessed at face value. Reflective practice within education involves critically evaluating my own, or in this case others practice to help inform my own future practice (Halpin, 2015). This analysis of events has been done through a synthesis of literature and theory to draw away key steps for future practice (Cohen, Manion and Morrison, 2011).  

The use of the visual timer could be related to both a behaviourist approach and the promotion of student autonomy. Firstly, the use of specific time frames, and especially the visual timer which sounds an alarm when pupils are required to stop what they are doing reinforces a behaviourist approach within the classroom. In this instance, I would say this was positively received by the class and seemed to provoke positive learning behaviours. They were focused during tasks and on the whole were responsive in giving attention to the teacher once the timer had finished. However, it cannot be ignored that literature suggests that students perceiving controlling strategies from their teachers can negatively impact upon their learning (Deci et al., 1991; Flink, Boggiano and Barrett, 1990). On the other hand, if looking at the aspect of the students being able to visualise the timer themselves as a promotion of self-management and therefore autonomy, it could be argued that this is actually moving away from a controlling strategy by the teacher. It is a useful skill for the learners to acquire, particularly when sitting exams as they will need to structure their time effectively. Further, this can be applied within their everyday lives as reliability and punctuality are dictated by time within any workplace.

In light of the current situation and the impact COVID-19 has taken on schools so far, it is crucial to recognise the increased flexibility needed by both staff and pupils. This has completely changed the dynamic of the classroom from what would have been seen previously as best practice, in that all movement is restricted. Teachers are therefore having to work extra hard to keep pupils focused and engaged within their lessons, this strategy to use the visual timer could contribute to this as it gives all pupils within the room an aim and would therefore hopefully discourage off task behaviours. Taking into account the literature identified within this essay, I would come to the conclusion that using this strategy of a visual timer within the classroom would be valuable to adopt within my own practice. This is because the positives outweigh the negatives in that it can contribute to effective behaviour management, instilling pace within a lesson and promoting autonomy within learners. I would therefore aim to utilise this within my future teaching practice. 

Conclusion 
Overall, this essay has drawn upon an observed critical incident to explore literature relating to three key areas (pace, behaviourism and student autonomy). This informed a reflective process to identify next teaching steps, and to contribute to future practice. 
The critical incident observed and referred to throughout this essay was the use of a visual timer by the teacher to set specific time frames for pupils to complete activities during the lesson (see appendix 8). Literature was reviewed relating to the pacing of lessons, behaviourism as a teaching approach and fostering student autonomy. The value of time as a resource for teachers was highlighted by various researchers (Hafiz Muhammed et al., 2016; Haynes, 2007; Horng, Klasik and Loeb, 2009; Lemov, 2015; Madsen, 2003; Silveria, 2014), and for this reason using strategies such as a visual timer seem a suitable way in which to encourage students to effectively manage their time. Alongside this, it can have positive benefits for the teacher in managing the overall classroom experience, with regards to behaviour management and instilling pace. This could have debilitative effects for students as they may perceive such a strategy to be a means of controlling them and their learning, it is therefore important to consider other autonomy promoting strategies alongside this to maximise effect. Considering both the observation and the literature addressed, this would be a strategy I would definitely try to implement within my future teaching practice as it proved to have benefits within the classroom. The importance of becoming familiar with ways in which to reflect is confirmed in the five professional standards of teaching and leadership within Wales that state the process of reflection to underpin the professional learning standard and therefore shows the significance of embedding this into all teaching practice (Welsh Government, 2018).Ultimately, reflective practice is hugely valuable to practitioners within education as teachers are required to be adaptable in an ever-changing educational environment (Palaiologou, Needham and Male, 2016). 



Appendices 

Appendix 1: Observation 1 notes 

	Date and time, year group: 28/9 10:00 Year 10 Science GCSE (Physics).


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· Science lesson
· Indoors (non-science classroom) Teacher stated: Theoretically that would be normally done practically. Covid has interferred with practical.
· Early on in unit.
· No obvious seating plan- sat with friends.
· 10 lessons a fortnight (3, 3, 4) 4 being physics. 
· Teacher told me she has noticed lots of gaps in knowledge with year 10s due to their time away from school (lockdown). Having to readdress knowledge that they would expect pupils to normally have at this point. Mainly mathematical calculations.

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

· Most seem ready to learn, boys on the back row taking longer to settle. Teacher asked them to settle several times within first 5 minutes. Everyone engaging with the starter- teacher picking people randomly to answer questions- they are required to expand on their answers. 
· Teacher is enthusiastic.
· Every individual is doing what Is asked. 
· Halfway through lesson (boys on backrow becoming distracted again). Teacher addresses this.
· Working mostly in silence, not on command of the teacher. But instead by choice. Teacher even said, “you are very quiet, you don’t need to be for this part of the task”. They remain silent with slight murmurs. 
· Students asking some clarity questions regarding the task. Teacher responding with the answer. 
· Some general chat between students and teacher- good rapport. 
· Teachers movement at front of class from board to desk and then to the front of the tape when responding to questions. Can tell she wants to get to the students directly to help them but obviously can’t. Moves along the line making sure everyone has a chance to ask questions if needed. (Teacher telling me she finds it strange not being able to get up close to them- wants to chat). 
· Students chatting now- mostly on task. Helping eachother. Checking answers against one another.

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· By end of lesson, draw own graph (teacher said this, not on board). Explained in the context of what they will have to do on exam. Linked to where this will go over next couple of lessons (analysis). 
· Investigating the speed of waves.

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Starter- graph on board. Asked to look at it whilst register is taken. What has she done well on her graph- question posed to class. Questioning of class- pupil A “accurate”, teacher “what do you mean accurate?”. What can she do better on the graph? “what should i have included on my graph?” using probing questions. Checking prior understanding. Teacher making references to what you’d get marks for in an exam. Also, looking for correct terminology e.g. line of best fit. 

· Booklet used. Whole course booklet- this is where they do their work.
· Video to show how the experiemnt would look if they could do it. Equipment explained. 
· Whiteboard used to develop equation needed (Speed, distance, time). 
· Given data (copy into table in booklet)- calculate the mean using calculator. Acknowledges that taking down data off board not as ideal as doing it themselves. 
· Used board projector to show herself drawing the table. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· Poses a range of questions (subtly directs certain questions at specific learners), but also poses general questions.
· Probes thoroughly on some individuals answers given.

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

-Starter checking prior knowledge. What do they already know about graphs?
- Checks understanding of each scientific term they will need to refer in. Working through this at beginning of lesson to make sure they have clarity on these.


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

· Probing questions (checking understanding).
· Movement being limited to front of room due to covid restrictions. 




Appendix 2: Critical incident form 1

	Details relevant to the research context.

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

	· 28/9 
· 10:00 
· Year 10 GCSE science lesson (physics). Indoor (non-science classroom). Teacher said “it would normally be done practically, however due to the restrictions this lesson has now become theoretical”. 
· No obvious seating plan- sat with friends.
· 10 lessons a fortnight (3, 3, 4) 4 being physics. 
· Teacher told me she has noticed lots of gaps in knowledge with year 10s due to their time away from school (lockdown). Having to readdress knowledge that they would expect pupils to normally have at this point. Mainly mathematical calculations.

	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The restrictions of covid 19 were particularly evident within this lesson. The teacher began by telling the class “this would normally be a practical lesson, however today we will be doing this lesson theoretically, due to restrictions”. 
Later on, the teacher had to put data up on the board which would have normally come from the individual experiment they conducted. Instead, they copied the data off the board into their books. The teacher expressed her frustration here as she said, “it would be a lot more beneficial to collect this data yourselves, however we have to do this for now”.
After the lesson, the teacher spoke to me about the lesson, saying how it’s really difficult to have limited movement within the classroom as this is going against what teachers are encouraged and usually do. 
This clearly shows the restraints teachers are up against, and how this is requiring them to be highly adaptable in their delivery techniques to still provide a beneficial learning experience to students.




Appendix 3: Observation 2 notes


	Date and time, year group: 28/9 11:00 Year 12 (AS level) Sociology 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· Sociology.
· Start of unit.
· After break. 
· Been off for 2 weeks isolating (online learning been set for the last 2 weeks). 
· Teacher said that today will be checking understanding (flipped learning). Going over independent work.
· Talking over the register.
· Teacher having conversation with me about being stuck at front of room. And how it is difficult to assess their understanding (can’t take any work in). Also, with younger classes it’s hard to know what is happening in back row behaviour wise (e.g. phones under desk). 
· Teacher vigilant at front of room, jumps in if someone looks confused or chatting to their friend. Asks if everything is ok? Do they need help?- encourages them to ask any questions they have.
· Persistently checks on individuals- keeps them switched on.
· Lesson concluded by going back over what has been learnt- key terms. 



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

· Slow to get started. 
· Quiet and not giving the teacher much back.
· Seems flat, teacher is enthusiastic.
· Warming up, offering answers more freely now. 11:40.



	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Going back over what they have been doing at home for last two weeks. 
· Clear in the booklet what they are completing within the lesson. 
· Repetition of key terms throughout lesson to solidify their knowledge.




	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Starter already on board, linked to tasks they have done over last 2 weeks. Making links between words on board. Specific guidance (1 minute on your own, 2 minutes in pair, feedback to class). 
· Questioning individuals directly in regards to starter.
· Teacher getting everyone involved- if they can’t initially answer question she probes them until they can answer.
· Powerpoint on board guides their learning, lots of reference to this. 
· Booklet (e.g. teacher says use page 4 to complete this task).
· Makes expectations clear when they can disucss certain questions.
· Use of time for task (e.g. 1 minute to complete this). 
· Commands like look up and listen used to get their attention.



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· Teacher relates learning to examples (real life scenarios).
· Personal experiences drawn upon- discussion is better when this is the case.




	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)? 

· Questions to check prior knowledge during starter.




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

· Uses hands up for feedback (answers). States “hands up” however they shout out don’t put hands up.
· Uses questions, however gives answers easily if they don’t know.
· Silence expectation when completing booklet tasks.
· Commands/expectations.
· Think-Pair-share 
· Peer discussion



Appendix 4: Critical incident form 2

	Details relevant to the research context.
Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	· 28/9
· 11:00 (after break). 
· Year 12 AS level Sociology.
· Been off for 2 weeks isolating (online learning been set for the last 2 weeks).
· Teacher said that today will be checking understanding (flipped learning). Going over independent work.
· Teacher and whole class involved

	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
Throughout the lesson the teacher used peers an effective feedback and discussion tool. For example, the students were asked to complete a quiz regarding the key terms relating to the topic. Once completed, they were given key components of the definitions that they should look for (success criteria). They swapped with their partners and marked eachothers, correcting where necessary and giving feedback at the end. 

Alongside this, she would imploy strategies such as think-pair-share, this encouraged collaboration within the class. 

The teacher spoke to me during the lesson about this, they said how due to Covid restrictions it’s really difficult to assess the students progress during the lesson. Due to the teacher having to remain within her zone at the front of the room to achieve social distancing guidelines. She finds that utilising peer strategies helps to overcome this barrier. 






Appendix 5: Observation 3 notes

	Date and time, year group: 28/9 12:30 Year 8 iThink. 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· After lunch.
· Blended Geography, History, RE.
· Straight away teacher gets them all stood up, gives them starter task. Sets the scene for the lesson.
· No seating plan- but moved some individuals in prior lessons. He said that there’s not really any need for one becuase they engage well.



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

· Organised- all got books/pencil cases out on desk. Ready to learn.
· Quick start (starter being ready helped focus).
· Writing task off board to settle (silent work).
· Teacher giving praise.
· Clear expectations (Silent working is expected sometimes- this is clearly stated). 
· Encourages collaboration between learners- problem solve together. Specifically, in reading task (Words they do not understand are to be highlighted). Can hear individuals within the room asking one another if they know what each word means and sharing ideas. 
· Manages behaviour by getting those who are talking to read off board at random times- this keeps individuals focused. 
· Teacher gives warnings about moving certain individuals if persistently off task.
· Doesn’t ask for hands up- however students are quick to raise their hands in response to questions. The teacher still chooses who he wants regardless of hands up.



	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?


· What are the issues with charity? Written as title. 
· Clear in booklet (do couple of pages per lesson)



	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Starter (set time frame) alongside register. 
· Think-pair-share.
· Written on board (gwaith dosbarth, title, date). 
· Clear instructions given from teacher. 
· iThink booklets (turn to page). 
· Instructions put on board, also goes through these. 
· When individuals get off task- the teacher manages this by asking them parts about the task to flag up to them parts they haven’t done. This results in them getting back on task. 



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· Picks individuals randomly to answer questions.
· Given extension reading task- if finish the first page quickly. Only if this is the case as it will be mainky for next lesson. 
· Key terms (can choose the ones they don’t know) allows for differing abilities within the room. 

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· Recap on last lesson (prior knowledge check). Starter linked to this. 
· Makes it clear that the key terms addressed within this lesson will be revisited in subsequent lessons. 
· Self assessment for tasks- go through as class. 
· Play tabboo at the end of the lesson- testing what they have leant during the lesson. Fun way to engage learners- they seem really excited about it. (Word on board- person facing other way- another individual has to explain to her what the word is. 



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

· Wait time (questioning). Jumps away from individuals who don’t give the answer- doesn’t go back to them. One individual started to give the answer but he had already moved onto someone else within the room. 
· Peer collaboration.
· Clear expectations.
· Behaviour management- gives them roles/brings their attention back to the task through questioning rather than showing that he is managing behaviour/getting frustrated.






Appendix 6: Critical incident form 3

	Details relevant to the research context.

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

	· 28/9
· 12:30
· Year 8 humanities lesson. 
· After lunch
· Topic was ‘charity’.

	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
During the lesson, questioning was utilised regularly as a way to check understanding, and to encourage engagement within the lesson. It was noticed that the students weren’t given very long to provide answers to questions being posed. 
In one instance, student A was asked for their response to the question “what would influence you to give to a particular charity?” They had been given a couple of minutes to think/discuss their response. As the teacher bounced this question around the room, several individuals gave their response. When it got to student A, she hesitated in her response. The teacher saw this and moved his attention straight away to another individual across the room. However, as this happened the girl began to give an answer quietly. At this point, the teacher had already moved on and did not return to this individual to hear what they had to say. It was obvious on student A’s face that she was disappointed at herself for hesitating, and that given another chance she would have liked to contribute her opinion. After this, she was hesitant to volunteer herself to answer questions that followed during the lesson.






Appendix 7: Observation 4 notes


	Date and time, year group:28/9 1:40 Year 8 iDiscover.


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· Last lesson of the day.
· Same room as last lesson.



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

· Lively- settled for register. 
· Starter been put on board to settle them (acronyms).
· Students asking for title. 
· Encourages hands down approach- answer questions when asked. 
· Wait time for answers.



	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Straight away says that today they’ll be looking at resultant forces. 
· Keeps revisiting this.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Powerpoint used.
· Books to work in. 
· Examples given on board and then asked to work through some questions independently. 
· Making links throughout the lesson e.g. to starter words.  
· Teacher checks in with students throughout tasks. 



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


· When giving answers, the teacher probes more explanation out of them.
· Multiple choice quiz. Given choice to make it accessible to everyone- at least make it easier to decipher. 
· GCSE questions included to have a go at. (Challenge). Sense of achievement as all attempted it. 



	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· Links being made to last lesson. 
· Going through tasks together- choosing people randomly to answer. Checking understanding. 
· Quiz- individual work. Expectation set for silence. Reemphasised several times. (Multiple choice). Some answers are obviously wrong. The students recognise this. Peer assessed. 
· Success criteria- mark scheme for questions.



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

· Wait time. 
“I don’t get it”

“What don’t you get about it?” 

“What is meant by a resultant force?”

“What is a resultant force?”

“All the forces combined together” 

“See you do get it”. 

Student was chuffed. She then offered her answer to the class when the teacher asked for feedback. 

· Peer assessment.
· Quiet in 3, 2 1. Command.
· Set times on tasks (Uses actual timer).
· Asks for key terms (scientific)- for example speeds up “accelerates”. 
· Challenge builds as lesson progresses. 





Appendix 8: Critical incident form 4

	Details relevant to the research context.

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

	
· 28/9
· 1:40
· Year 8 Science lesson.
· Last lesson of the day.
· Same room as last lesson.

	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
When setting tasks within the lesson, whether these be written, discussion, reading tasks. The teacher would set a clear timeframe in which they had to complete this. As the lesson progressed, she introduced a visual timer she had stuck up on the whiteboard. This made an alarm sound when time was up. It worked really well in focusing the classes attention on a particular task and the alarm sound regained their attention to the front once time was up. This could be linked to a behaviourism approach in that the students had learned that when they hear the alarm sound, they must stop what they are doing and look up to the front (conditioned response). 
An issue however was that some individuals weren’t necessarily completing the task in the set time frame and therefore the teacher could have considered extending the time on particular tasks- although this may have just been as they were excited by the timer as it was the first time the teacher had used it with them. Also, it could exert pressure on some students as they may feel rushed or panicky at the idea of time running out, this may cloud their mind on occasions depending on the individual.

This did help with the pace of the lesson, as it helped the teacher keep to their timings. Moving the lesson on appropriately. Further, it encouraged pupils to self-manage their time on particular tasks, especially if there were multiple sub-sections to complete during this time. They were required to allocate their time appropriately in order to complete all assigned tasks before the timer sounded. Overall it created a classroom culture of clear expectations, on the whole working really well. 
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