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A critical evaluation and identification of next teaching and learning steps, focusing on a case study or an individual learner / group of learners, based on an observed critical incident.
Critical Incidents are recognised throughout education, within the whole school and individual classroom. Garvis and Pendergast, (2013, p21) tell us the importance of Early Years experiences, shaping long term education outcomes. Children need high quality learning experiences in the early years to feed their cognitive and language skills.  This essay will recognise a critical incident, highlighting behavioural issues from external factors and how to address them, in the early years. Using an Observational strategy, which can be accessed via the appendices, an overview will be given, using theory-based evidence and practical resolutions. The impact behaviour can have on a classroom will also be explored, describing patterns and practical strategies that can be adhered to collaboratively. This essay will explore Adverse Childhood Experiences (ACEs) and the impact this can have on a child within the school environment. By focusing on the critical incident, further reflection is achieved, identifying how to take learning forward for future practice. A reflective model is outlined, giving the reader an insight into the cycle of reflection and how this is depicted within current curriculum and Successful Futures (2015). Sellers, (2017, p.2) tells us that the teaching profession is where demanding, complex interactions arise daily, highlighting the need for collaborative working; especially in the case of this observation. 
For the purpose of this essay, the school will be known as school X, with children alphabetised. School X is a Primary, Church in Wales School, with over 211 pupils aged 3 -11 years. They were identified in the Yellow - Support Category with an average of 97.1% attendance for the year 2018. A school within the yellow support category will receive up to 10 days of challenge adviser time. Each adviser determines the type of the support that the school requires in order to progress to a higher category (Gov.UK, 2018). Their last inspection was carried out in 2014, with the school’s performance classed as good. Good, in an Estyn report, means that the school has “many strengths and no important areas requiring significant improvement”. The school was classed as good due to its Christian community values and their attendance levels, which placed the school in the top 25% of similar schools within 2013/2014. The level of teaching was categorised as adequate, showing that the teachers strengths outweigh the areas needed for improvement (Estyn, 2014). Observation 1 (appendix 1), was completed in a Year 1 class within the Foundation Phase. Its total number of pupils stood at 31 when the whole class was present. The room layout was divided into 3 areas, the main classroom with a carpeted area and tables, the 2nd area with role play and utilities for arts and crafts, and the 3rd area for coats, bags and toileting. There was a range of activities and resources available for the children to access on continuous provision with a focus task being completed by the class teacher. A learning support assistant was present periodically in the classroom, although not fulltime. 
Observations are a useful research tool which can be carried out in many different ways and in many different styles. For example, observation 1, was carried out as a non-participant observation, also known as an ethnographic approach (Cohen, 2011, p. 221).  Whereby an individual simply watches for a period of time, making notes if they so wish, without engaging in the activity itself. This could however result in something known as ‘The Hawthorne Effect’. This effect negates the focus of the observation with the student behaving in a different manner when they know they are being watched (Mahtani and Spencer, 2019). Other forms of observational methods that could be used in these circumstances are participant observations, allowing an individual to be part of the experience, looking and listening to responses and actions from questions and activities laid out. It allows the person to obtain a further insight into a situation, however, they must remain impartial for it to be a neutral assessment. Tripp (2012, p.143) identifies that carefully observed and analysed critical incidents are a preferred method, which can disclose their targets and attainments, surpassing other styles of evaluation. The term ‘critical incident’ can be defined as a moment or chain of events that happens within a classroom or whole school. These moments / events can have an effect on the running of the classroom and school itself (Gov.UK, 2019). Observing a critical incident allows the observer to reflect and evaluate, to hopefully overcome obstacles and incorporate strategies to deal with the situation; leading to better classroom / school management. Depending on the incident itself, support can often be required from other colleagues, the school’s additional learning needs co-ordinator (ALNCO) and outside agencies. Black-Hawkins (2007, p.144) states that the essential skills of a researcher is to be sensitive towards others, trustworthy and respectful, particularly when practitioners are researching and observing pupils and colleagues in their own workplace; especially when the critical incident can elicit people’s intense values and beliefs. Observations can also be carried out for a variety of reasons including, furthering teaching methods and assessments. Tripp (2012, p.143) concludes that as individuals we can generate contrasting outcomes from what may initially appear to be the same teaching technique. Meanwhile the outcome may also not conform with their own professional experience, requiring justification and explanation of the practice. Likewise, Arshad (2012, p.7) states that previous understanding of learning, both negative and positive, mould who we are as teachers. Those previous understandings can and will produce factors when shaping a professional style and uniqueness. For the purpose of this essay a non-participant approach was used, although this school will be visited regularly, as a new person within the classroom it was deemed an appropriate method. This approach ensured that there were no pre-conceived ethics due to prior knowledge. Observations can also be extended to case studies, where a particular child or area is observed over a longer time period. Bassey (1999, p.11) quotes Hargreaves (1996:2) who identifies that most educational research is non-progressive due to fewer researchers seeking to create a frame of awareness which can then be tested, extended or replaced efficiently. However, the design of the new curriculum has come to fruition through the examination of multiple case studies. Maughan (2019) explains in a blog that longitudinal studies will be completed, challenging teachers to complete ‘live’ ongoing assessments, linking to assessments for learning within the new curriculum. If linked to a specific area, these can be identified as case studies. Due to time restraints however, this observation could not be extended. 
Moving forward to the new curriculum, observation 1 identified a critical incident involving behavioural issues. Gray and MacBlain, (2015, p47) cite DFE (2011) who acknowledge that Early Years providers are required to have a behaviour managements policy that promotes and encourages good behaviour. This reflects the doctrine of the behaviourist approach. McLoed (2018) discusses Skinner and his operant condition theory, whereby the method of learning occurs through rewards and punishments for behaviour. Although, Chomsky disagreed with this method, claiming that behaviourism was linked to animals only (Virues-Ortega, 2006, p. 243). School X’s prospectus for 2018/2019 states that the safety and wellbeing of the children and young people is paramount, with emphasis being placed on developing self-discipline and mutual respect, with discipline being developed through positive means (Gov. UK, p.31). This links to Donaldson’s Four Purposes, paying particular attention to two of these purposes; Healthy confident individuals who are ready to lead fulfilling lives as valued members of society, and also ambitious capable learners who are ready to learn throughout their lives (Dauncey, 2015). If a child is being disruptive within a classroom, it is a teacher’s duty to help fulfil the needs of the child, this then benefits the individual as well as the whole class and lastly themselves, ensuring they are able to reach these purposes highlighted above. Child A was consistently unsettled within the classroom throughout the duration of the morning. The behaviour manifested through fidgeting with items and nonconforming. Although a full class, one child behaving in this manner can have a detrimental effect on the rest, however within this observation, the remaining children avoided the behaviour and continued with their lesson. This links to the point made in the prospectus regarding encouraging good behaviour, likewise, connecting to Skinner’s theory, who believed that behaviour followed by pleasant consequences was likely to be repeated (McLoed, 2018). Child A’s behaviour was not met with any angst or overarching discipline. On occasion the learning support officer named the child to allow them the opportunity to make good choices, linking to a further aspect of school X’s prospectus, allowing the child to be self-disciplined, combining the purpose of a healthy and confident individual. Unfortunately, Child A did not make good choices and continued with their behaviour throughout the remainder of the session with no further consequences. Successful Futures states how it is pinnacle that the curriculum is constructed in such a way that all children and young people are engaged, enabling them to achieve (Gov. Wales, 2015). Despite this, it was apparent that Child A was tolerated, with no consistent effort being made to encourage them through their behaviour. Barrell (2017, p.36) tells us that to allow children and young people to feel connected within their setting and by allowing them to make meaningful contributions to various decisions that affect their school lives and future well-being, it is imperative that adults and children alike, communicate honestly. An Individual Behaviour Plan (IBP) may be used to reinforce good behaviour, through a mutual understanding and consistency for the child. It is unclear as to whether Child A has an IBP, nevertheless, it could prove beneficial for all involved. 
Further investigation with the class teacher unveiled that the child was devastatingly a victim of an Adverse Childhood Experience (ACE). These are stressful moments occurring in childhood and can include events such as domestic abuse, alcohol and drug abuse and so forth. It was not confirmed what the event was with Child A due to confidentiality. NHS Health Scotland (2019) identifies that ACE’s can have a detrimental effect on a child’s ability to think and interact with others including within their learning. This can last throughout their life, with children suffering 4 or more ACE’s more likely to have been in prison, frequent their local doctors, commit violence or have addictions of their own. For a child, this links greatly with The Foundation Phase Framework, (2015) which covers 7 areas of learning one of them being, Personal and Social Development, well-being and cultural diversity, known as the heart of the foundation phase. Through this area children are encouraged to develop their self-esteem, personal beliefs and moral values, while learning about their relationships with other children and adults inside and outside the family.  Guldberg (2009, p.149) tells us that a century of research has given us a greater understanding into what children should be able to accomplish at different stages of development – but it has also taught us that children vary greatly in the pace and nature of their development. Couple this with additional needs, and the child will require a large amount of support, not only for the experiences that they have endured, but to lead them on a path that is suitable for them educationally. For a child who has been a victim of ACE, these areas need to be focused on to hopefully minimise the risk of the above outcomes i.e. addiction. A way of implementing these into a classroom is through using behaviour management and mindfulness strategies.  Lewis-Chiu and Zolkoski (2019, p.46) discuss mindfulness, analysing research from Mendelson et al., 2010; Saltzman, 2014; van de Weijer-Bergsma, Formsma, de Bruin, & Bögels, 2012; Zylowska et al., 2008, who suggest that implementing mindfulness practices can result in reduced stress, anxiety and depression; contributing to improvements in mental health, alongside reducing anger and behavioural problems for children. All of which a child with one or more ACE’s may exude. The Foundation Phase Framework (2015) and Successful Futures (2015) both look to a positive approach in teaching. Clark, et al (2019, p.443) identify that children with challenging behaviours generally obtain minimal praise and high negative admonishment. They cite Caldarella, et al who completed a study finding that children at risk or with an emotional behavioural disorder, responded better to praise than negative consequences, than their peers without this issue. Bronfenbrenner’s Micro system (1979) highlights the importance of relationships, expressing how they interlinked with children, affecting their growth. Modern theorists also highlighting the importance of positive relationships. Siraj-Blatchford, et al (2002, p.33) supports this when citing Piaget, who argues that affiliations between adults and children, including peer relationships have a vast influence on development, affecting personality, intellectual and moral development. Lewis (2019) discusses the Ferre Laevers well-being and involvement scale. They identify 10 action points, one in particular being the importance of identifying children with emotional problems and working to ensure sustainable interventions for the child. Observation is noted as a key starting point for further investigation, identifying varying levels of involvement and well-being. Once a child is identified on the scale, interventions can be put in place. Arnerich, (2018) endorses the Leuven scale, expressing the importance of well-being connected with involvement, allowing for deeper learning and development. Well – being materialises in different ways and at different points in their lives (Brodie, & Savage, 2015 p.107) If these behaviours are not dealt with appropriately, it can severely affect not only the child’s well-being but also the peers around them.  From the perspective of a behaviourist, an impressive reinforcement agenda, requires teachers to repeatedly administer tasks, progressing from small sequences with continuous positive reinforcement. Unfortunately, without this reinforcement a child will become easily distracted and the method will be ineffective. Children will continually adjust their behaviour if they know that they will receive positive reinforcement (Berkeley, 2019). Tasks such as questioning can support this method within the classroom. By slowly increasing the difficulty, while rewarding with positive reinforcement, this allows the child to progress at a pace that is suitable for them, although pushing them out of their comfort zone slowly. The child can begin to develop while receiving the much-needed positivity within the same aspects of the learning as the rest of the classroom. Dixon (2016, p.102) identifies that ‘Assessment for learning’ is ‘the process of seeking and interpreting evidence for use by learners and their teachers, to decide where the learners are in their learning, where they need to go and how best to get there’. This highlights how unique a tool this is for pupils as much as for their teachers. Black et al (2003, p.59) discuss the importance of listening and being attentive to the children’s needs, with this they are able to appreciate their learning by creating their own understandings.  Barrell (2017, p.35) also highlights the importance of providing opportunities within the classroom, to develop and promote children’s social and emotional skills, throughout the wider curriculum. Based on this observation, it is interesting to note that Pellegrini, (2000, p.676) identifies that conflicts between peers is necessary for encouraging individualisation, which was not present during the time frame. However, this is based on a child who has been brought up in a loving and caring home environment without the need for additional support. A child who has been subjected to adverse experiences can often project these experiences onto others, creating a ripple effect. Pellegrini, (2000, p.672) indicates that poorly managed conflicts can produce serious negative impacts on children including lower achievement, stress and self-esteem. This is a small insight into the impact of unmanaged behaviour in a classroom setting. Robertson, et al. (2018, p.17) recognises that a child’s emotions can greatly impair their individual learning, as well as the ability to regulate their behaviour. Practitioners have the responsibility of supporting children with these emotional needs, identifying the criteria of support needed and how to implement it. Jennings, (2018, p.36) pinpoints that a child’s trauma often first comes to light within the school environment, this is also true for addressing the concerns, using appropriate multi-disciplinary support and instilling the correct conditions. Not only does this highlight the importance of support required for a child, but the need to build strong relationships with clear boundaries. UNICEF, (2019) identify the importance of this also, highlighting the United Nations of the Conventions for the Rights of the Child (1989) that the convention should be looked at as a whole. Offering children, the right to relax and play (Article 31) with the right to freedom of expression (Article 13) are equally essential to the right to stay safe from violence (Article 19) and the right to education (Article 28).  Sadly, a child who has experienced 4 or more ACE’s will be 3 times more likely to have never or rarely felt close to other people and 4 times more likely to never or rarely be thinking clearly. More agencies such as the Police, Fire fighters and Schools are being taught the issues surrounding children and adults who have experience ACE’s. Bellis, (2015) describes the need for children to be equipped to manage their behaviour and emotions, but for this to be done by avoiding damaging responses to chronic stress. He also states that a child requires one or more stable, caring child-adult relationships to ensure the child has an outlet, someone who they trust that they can talk to. Therefore, linking once again to Bronfenbrenner’s Micro System (1979), 
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As you can see from the above image, the child is the centre of the model, with the most influential systems being their immediate family, home and school. If the Family and home life is chaotic the next place for a child to feel safe is that of the school environment. The class teacher may be the only real trustworthy relationship that the child has. 
On reflection, there are many areas of this observation that could be adapted. Various behavioural strategies include positive behaviour spotting, rewarding for good behaviours that can be seen, rather than picking out the negatives. Ensuring communication, for example speaking with previous teachers who may have experienced similar behaviours, also communicating with the children rather than shouting and avoiding the issue behind the behaviour. Establishing good targets for support. This can include an IBP and strategic activities set out for particular children who may show signs of disruption starting, distracting them with a technique can prevent the start of a behaviour. Once the child is calm, they may then be allowed to continue with the session. The main entity that runs through all behaviour strategies is support. Supporting a child with one or more ACEs is essential. Linking to observation 1, the child’s behaviour was not fully addressed with consistent levels of support. A visual representation of what is expected from all children can be displayed and discussed to all children, allowing for a collaborative strategy (Lawrence, 2018). If the child continues with their behaviours, personal strategies can be written into their IBP. These can then be accessed as an additional support for the child. For example, regular Lego therapy could be extremely beneficial to Child A (Dix, 2017). During observation 1, the child was seen to be playing with the stickle bricks, building items. Lego therapy can be utilised in a way to express feelings, in turn supporting the behaviour. For the duration of observation 1, Child A had their name called numerous times. Although this drew their attention away momentarily from what they were doing, there was no follow up, allowing the child to return to what they were doing previously. Ensuring consistency with all staff is key, referring back to class rules and consequences if need be. Another method would be to allow the child to have access to an item, such as a fidget spinner. An item of this sort meets the child’s desire to fidget, however contains them to one area and to reduce the risk of fiddling with inappropriate items. Despite the craze of the fidget spinner, Fruitman, et al. (2017, p.616) argue that parents are motivated to purchase fidget spinners on the stipulation that these items help to improve their child’s concentration and decrease stress levels. The review also adds that peer – reviewed studies do not support the beneficial claims. However, items such as these can be trialled to identify what works for the specific child. A further strategy that may be implemented is Emotional Literacy Support Assistant (ELSA). Staff can be trained in this project, which is designed to support children in their school with emotional needs. Psychology First (2019) states that ELSA addresses children’s emotional needs, in turn helping children to learn better and be happier within their school setting. This can be completed every morning, allowing the child to talk out any feelings they have, creating a calmer mood and atmosphere, enabling the child to focus better in the classroom. Personally, I would want to achieve the best level of support I can for all pupils with varying needs. Every child is individual and deserves to be treated as such. Not one strategy fits all. For example, Dean, (2006, p.1) talks about personalised learning. Every child that attends school has different experiences, abilities and potential. Self-esteem will be developed in some children, knowing that they can achieve, where others will not have this instilled in them. This is also including their stages of learning. As teachers we have to identify where a child is educationally but also, emotionally. I would aim to work collaboratively with a multi-agency approach, to ensure that I am doing what is best for the child. By allowing myself to reflect on my responses, my teaching and my understanding, I am bettering myself for the child and setting a good example. Rather than producing a knee jerk response to a situation, triggers should be identified over time. Macklem, (2008, p.177) tells us that identifying physical symptoms that a child exudes can be noted as cues, for both ourselves and the child to acknowledge when there is a problem and are in need of support. Siegel, (2012) supports this when discussing the hand brain model, showing on our hands directly, how the brain reacts when we flip our lids. This is presented by the thumb being placed across the palm and the fingers lifting to show visually how their emotions are rising. This can be explained to children as young as 5 years, for them to identify their own emotions. By simply naming that ‘they need a break’, helps contain the behaviour from progressing. 
To conclude, it has become apparent after much enquiring, that there is not one technique to benefit this situation, but rather a multitude of support that can be administered. For a child with ACEs, you will need to ensure your teaching is adaptable. As part of the standard for effective Pedagogy, it highlights that teaching and learning is paramount, by creating and sustaining conditions to reach the four purposes, allowing the learners to achieve the best in terms of ‘standards, well-being and progress’ (Gov.Wales, 2018, p.2) This is one of the five standards, however another 2 can be linked to this essay. The standard for collaboration identifies that teachers are to work with all partners, internal and external, for example, previous teachers, teachers with direct contact and other agencies such as social services and educational psychologists. All of these combined allows for effective pedagogy, with the child’s best interests at heart. The third standard is innovation. This standard endorses original and inventive teaching, which allows for adjustments to be made, especially when having to adapt lessons for children with behavioural needs. By being innovative, this allows for consistent, meaningful lessons to be taught, assessments for learning compiled and feedback given. These new professional standards reinforce the practitioners to ‘strive for excellence’. As a practitioner, it is paramount that all teaching aims, are for the good of the children. By tracking progress through the Professional Learning Passport, practitioners from newly qualified teachers (NQTs) to senior management teams (SMTs) can evidence their progression (Gov.Wales, p.5). All practitioners learn daily, through their job, hence the need for collaboration. Working together ensure consistency, ongoing adaption and encourages practitioners to be open to constructive criticism. To be the best for the child in the class with additional needs, a supportive team framework is vital; for advice, constructive thinking and planning, as well as personal support. There are many times that situations can be difficult when teaching, however this only serves us to grow. The use of the brain hand model tool, allows the practitioner to support the child, maintain the calm within the classroom and constructively move forward. Once a tool of this nature is taught, it can adjust the negativity of the classroom, although the teacher has to be willing to work with the child and not against them. The importance of the child echoes throughout this essay. Strategies such as avoidance does not support the child or the classroom, in fact it negates the purpose of what ultimately you should be achieving. A stable, trust worthy relationship is paramount for a child with ACEs. To move forward an opinion of reflective practice should be adhered to. Baecher and Farrell () tell us that ‘the concept of reflective practice is critical to recognising and ultimately understanding problems of practice’. This can further the teacher in their own professional learning, benefiting the child and future children should they come across them. Sicora, (2017, p.8) explains about the experience – reflection – action (ERA) cycle. This cycle could be adapted for the use within the classroom, allowing the teacher to work in 3 components: Experience, describing what happens to the child, this could include any noticeable cues. Reflections: uses the process of learning from the experience, what could be done differently? And finally, action: this allows for a strategy to be put in place, to hopefully enable the child within the classroom context. If the process is not successful, the cycle can start again – consistently allowing for growth and production of strategies for the practitioner.  Thomas (2014, p.2) identifies Parker Palmer’s (2011) five habits of the heart, which links very closely to Donaldson’s Successful Futures (2015). The general overview is to understand that we are all in this together and should have an appreciation of one another, while allowing a child to have a voice regardless of their circumstances. Donaldson’s report also indicates a need for the pupil voice and creating a community basis with well informed citizens. Overall, the child is the main entity for all areas of reflection. Choosing to teach is more than planning lesson, it’s identifying each and every child in the classroom and adapting your methods for them. Throughout this essay, many styles have been explained and critiqued, to offer a solution to the critical incident within Observation 1. As previously explained, a multitude of approaches should be used, with a reflective model at the heart, continually growing and supporting.  







Appendices
OBSERVATION / FIELD NOTES 1
(Questions adapted from Fletcher Wood (2016)
	Date:
26.9.2019

	Lesson details:
Morning session with Year 1, registration, choosing of Helpwr Heddiw and dinner registers 30 minute observation.



	Classroom culture
(Are the students focused on learning?)
Class of 30 students, all focused on the task apart from Child A who was continually disruptive throughout. 




	Objectives
(Is there a clear purpose to the lesson?  How do the lesson activities promote that purpose?)
To obtain responses from each child for who is present, what they would like for dinner and to complete the Helpwr Heddiw Duties. 



	Direction
(Are the students clear about what they are doing and how to do it well?)
This is a daily occurrence; children are inept at how they should respond and how to behave during this period. Teacher still gave clear instructions for what she wanted from the children. 



	Access and challenge
 (Are all students able to engage in the lesson?  Are all students challenged?)
All children engaged other than Child A. Each have time to respond to any questions asked. 



	Assessment
 How does the teacher assess student understanding before, during and after the lesson?  How is this used in their teaching?
Teacher receives instant feedback from children answering the questions asked using the Welsh language as a forte. 


	Specifics / Critical Incidents
 Are there particular telling moments and examples which it would be helpful to discuss?

Children were asked to sit on the carpet, teacher sat in a chair to the right of the board facing all the children. Child A sat very close to the class teacher and began to fiddle with the pens in front of them, pressing their hand and fingers into the pot, then looking at the fingers to see if there were any marks. They then showed the child near them, they were ignored. Child A then licked their fingers and rubbed them, turning themselves and faced the wrong way as teacher moved to other side of the whiteboard to complete ‘cinio’. Every other child turned to face the teacher at this point. Child A then climbed up onto their knees and turned themselves looking at the board, they proceed to ask the teacher (over the teacher and the other child answering) what the numbers were on the board (there were small numbers to the side at the base of the screen), teacher acknowledged them and said they were unsure and continued the register, Child A then vocalised their opinion stating ‘maybe it’s who’s having dinners’. Child A then began to sing a song, teacher asked him what he wanted for dinner, they stopped singing and answered ‘brechdanau’ then continued to sing and swung their arms. 
Child A put their fingers in their mouth and began to chew their fingers. At this point they had been asked to be quiet several times by the support staff. They began mimicking a beat box sound, was always called by name – no other verbal discipline given. 
When called again, they turned their body away from the support staff and buried their face in the empty teacher's chair (teacher was on opposite side completing dinner register).    
Child A turned to look at the support staff before attempting to play with the pens again. Support staff told them ‘I’m watching and that will fall on you if you pull them down.’ Child A stopped briefly, then began flipping the handle on the box above the pens. Support staff called asking, ‘will you sit nice for me?’ Child A stopped and began biting their nails, glancing at the support staff while facing away from them. 
Moving on from registration, the Helpwr Heddiw’s were chosen, they stood to the side of child A and asked the whole class a welsh question each. Child A knelt up and pointed out the weather chart, then pointed to the next part, they were asked to sit down nicely by the class teacher. 
Child A continued to stretch up and point to the next part, they were again asked to sit on their bottom.  Child A continued to tap the teacher, calling her. The teacher acknowledges child A when they ask, ‘why are we not doing that?’ Teacher explained that that the year stays the same all year round. 
Child A then watched the class as they all counted to the days date. The teacher gave the Helpwr Heddiw’s some pictures to hold, Child A says, ‘Why not the letter?’ pointing to the box of welsh words, then begins clicking their tongue. Support staff asked if they wanted to sit by them, Child A stared and then sat still, then stretched out their arm and then their legs. The other children ignored Child A’s behaviour. 
The children were excused with their jobs from the carpet. The support staff came over to child A and asked them to get their reading folder. Child A then began telling the support staff all about a sleepover and tried to continue a conversation talking about chocolate, the support staff directed them towards the cloakroom to get their bag, Child A begins to sing while retrieving their bag. 
Child A comes stomping back into the classroom stating, ‘it’s not there’. The support staff went with them to look, guiding them back in. Child A walks back in, dropping their book saying ‘oooh’. 
Child A begins to follow a child and fiddles with one of the tasks on the table. Was asked to sit down on the carpet with the toys. They turn and say ‘huh?’ The teacher then asks child A, ‘who is coming in on Friday?’, continuing without waiting for an answer saying, ‘you need to behave, or you won't get a treat.’ Child A then states that he wants something to eat as a treat, the teacher kindly explains that a treat can be something nice to play with too. Child A then walks to the carpet grinning, and went back to the pen tub, placing them on top of each other while the rest of the class were called one by one to sit by their spelling books. 
Child A then walks over to another area and plays with the stickle bricks. Then wanders over to a table, looks around, claps their hands and then goes back to the stickle bricks, taking some models onto the carpet. 
Child A then walks to another child who is working at a table, they ask nicely ‘when you’ve finished your spellings do you want to come and play with me?’ Child B ignores them, so they call their name a few more times before poking them in the head and sitting next to them. Child A then gives up, stands up and goes to stand by the teacher with their stickle brick creation. The teacher then asks them to sit on the carpet with it nicely to which they listened and places their creation behind a tub on the carpet before wondering into the separate area (all children had the freedom to do this). 




Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model 1
Dyddiad/Date:   26.9.2019
Digwyddiad critigol (Ffocws)/Critical incident (focus):  Disruptive Child.
	Profiad/ Experience
Child A being disruptive throughout registration and dinner register. Behaviour was ignored for the most part, some comments made by support staff. 

	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	This incident made me feel very unsettled. Although the class did not seem to respond to Child A’s behaviour, it also seemed as though they weren’t given the correct support for their disruption. 
I felt quite sad for the child, it came across that he wanted some attention, although going about it in the wrong way. 
The other children seemed to be used to Child A’s behaviour, this concerned me, that the behaviour is accepted and not dealt with appropriately; and although a child may not be comfortable with the behaviour, it is not being addressed for them either. 

	Cofio a Deall/
Remember and Understand
“Allwch chi restru elfennau’r achos yng nghyd-destun y dysgu?”
 
“Can you list the aspects of the incident in the context of learning?”
	· Child A continuously fiddled with the pens to the right of the teacher, while they took the register. 
· The whole class was expected to be sitting nicely on the carpet and responding in similar if not the same ways. 
· Child A moved themselves within the space on the carpet, often pushing into other children – they simply moved away. 
· Child A did respond to their name being called for registration and dinner, in the correct manner. 
· When reprimanded by the support staff, Child A briefly pauses, then continues behaviour. 
· Although the other children didn’t react to child A’s behaviour on this occasion, there is nothing to say that this is the case for every session. 
· When moving from the carpet, Child A ignores the task he has been given, trying to divert the support staff with another conversation. 
· Child A was reminded that they have someone coming into school that Friday and would receive a treat if they continued. They returned to the carpet – back to the pen tubs, grinning. 
· When the whole class was directed to their tasks, Child A was docile for a short period, then spoke with a child, asking nicely if they wanted to play when they were finished, again Child A was ignored, prompting them to poke and annoy the other child for a response. 


	Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fath i sicrhau addysgu a dysgu effeithiol yn y dyfodol?”

 “What could be kept the same to ensure effective teaching and learning in the future?”

	The session itself was delivered in an appropriate manner. 





	Casgliadau a chamau gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i’r mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”
 
“What are your possible solutions to the issue identified?”
“What could be done next?”

	There are varying strategies that could be used but would depend on how the child responds. 
· Asking the child to help with a task may support his attention needs and minimalize the disruption. 
· Giving the child an item I.e. a fidget cube, could contain them to the area for the duration of the session whilst occupying them. 
· An individual behavioural plan (IBP) can be created, giving the child set targets where the disruption is at its highest. Allowing the child to take charge of their learning and behaviour with the teachers / parent's support. 
· Consistent discipline and support to be agreed and maintained by all staff. 





	Y profiad newydd / Transformed experience
Child A is recognised and appreciated, behaviour would hopefully be minimised to a low level and dealt with appropriately for all students. Making the experience much calmer and smoother for everyone involved. 



OBSERVATION / FIELD NOTES 2
(Questions adapted from Fletcher Wood (2016)
	Date:
2.10.2019

	Lesson details:
Year 2 Writing Session. Small group of 5 children.

	Classroom culture
(Are the students focused on learning?)

There is a lot of activity happening in the classroom, with various areas being occupied where the groups have been split. One group of 6 children were taken to a separate room for additional phonic support with rest of the class split to outdoors, role play, carpet area and the focus group of 5.  



	Objectives
(Is there a clear purpose to the lesson?  How do the lesson activities promote that purpose?)

The purpose of this group was to write their story, linked to their theme, using retell, actions, story maps and word mats. 


	Direction
(Are the students clear about what they are doing and how to do it well?)

The children understand what is asked of them and work well within the group. 


	Access and challenge
 (Are all students able to engage in the lesson?  Are all students challenged?)

Being a small group of 5 meant that they had the attention of the teacher if needed but could also work independently at intervals. 


	Assessment
 How does the teacher assess student understanding before, during and after the lesson?  How is this used in their teaching?

Prior to writing the teacher goes through the story with the whole class on the carpet, using sign language for the actions of the story. (Pi Corbett is being slowly introduced to the school at this point). During their time at the table, if a child was unsure of how to proceed the teacher encouraged them to think of the signs, sometimes reverting a sentence to move forward. The story maps supported their writing if they found an area challenging to remember. At the end of the session, the teacher asked them to finish the sentence they were on and took their books in for marking. 


	Specifics / Critical Incidents
 Are there particular telling moments and examples which it would be helpful to discuss?

As the group sat together, they were asked to go through the section they would be writing again, using the actions. 
The children complied with the teacher prompting very minimally. The dynamic of the room was split into groups with some children outside coming in and out, some children in the role play area just outside of the classroom, others were on the carpet playing. The teacher had to leave the table to sort the children in the role play area outside of the classroom as the noise level had begun to increase.  The group carried on writing, with 2 a little distracted, having their own discussion. On returning, the teacher apologised and continued the task with them. 

Child A asked the teacher, ‘how do you spell, what?’ The teacher encouraged them to spell it out, lifting a finger for each letter and saying the word clearly for them to breakdown. 
At this point a child became upset outside, the teacher left the group to deal with the issue. 3 of the children at the table continued to work, 2 of them started to help each other. On their return the teacher asked, ‘how are we doing?’ then called 2 of the children by name and talked through one of the sentences with them.

Child B came to the table asking for help – they were looking over words and how to say them. The teacher encouraged the child and went through some of the words and sounds as the group continued to work. 
Child A asked the group for the rubber, in welsh. Child C gets up and walks to the teacher to give them their book. The teacher looks at the work and asks, ‘where do we put a full stop?’ the child responds asking, ‘should I put it after beans?’ The teacher encourages the child by saying, ‘I want you to read the sentence and do the actions for me, see if you can figure it out.’ 
At this point the teacher had to leave the table again to check on the group outdoors. They settled them down and then returned to the table. 

Child D got up and gave their book to the teacher, they were encouraging the other children at this point to ask for the rubber in welsh as Child A had, ‘Ga I rwbwr os gwelwch yn dda.’ 

The teacher continued to encourage the children, ‘once you have finished you can go and choose.’ They complemented child D on their handwriting. Child E looked distracted, the teacher looked at the work and then encouraged Child E to use the word mat and find the word ‘said’ which they did and then carried on working. 

The teacher moved around the table for each child and also sat and supported them as a group and individually. 




Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model 2
Dyddiad/Date: 26.09.2019
Digwyddiad critigol (Ffocws)/Critical incident (focus): Interruptions and distractions. 
	Profiad/ Experience
Group work with 5 students completing their writing journey linked with their theme. There were many distractions with the teacher being alone in the room. Children were playing in various areas, outdoors, on the carpet and in the role play just outside the classroom itself.  

	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	This session started very well with a great feeling of unity; the actions of sign language warmed my heart as it isn’t generally seen within the classroom unless a child has the need.  I did empathise with the class teacher, they seemed to cope well with all the distractions, but it also seemed unfair when they were trying to complete a focus task with a group. The dynamics of the classroom meant that it was very difficult to monitor all the children; the layout meant that some were out of view i.e. the role play and outdoor areas. 
Although the children seemed capable and well-adjusted to the teacher being interrupted, this also had an impact on their learning for the focus session. 

	Cofio a Deall/
Remember and Understand
“Allwch chi restru elfennau’r achos yng nghyd-destun y dysgu?”
 
“Can you list the aspects of the incident in the context of learning?”
	· A group of 6 were removed from the class by the LSO for Phonic support, leaving the teacher with the remainder while trying to complete a focus task.
· The children all engaged when completing the actions to the story, showing their understanding of the task. 
· Having the teacher continuously interrupted meant that the children lacked that focus time to complete the task – making it more of an independent task. 
· Although the teacher was very good at coping with the different areas, it did seem like there was a strain on them to complete the task and monitor the classroom. 
· The separate areas out of view meant that it was difficult for the teacher to monitor behaviour while maintaining the focus task at hand. 
· Having interruptions consistently meant that the group had to wait their turn for support when needed, this could affect the pace of the workload and impact on the children’s learning.


	Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fath i sicrhau addysgu a dysgu effeithiol yn y dyfodol?”

 “What could be kept the same to ensure effective teaching and learning in the future?”

	The overall task was laid out very well with the introduction involving the whole class, motioning the actions of the story and re-telling it clearly. 
The area that the children worked at was supported well with story maps and word mats. 
Allowing children access to various areas of the room, meant that a focus task with a small group could be carried out. 



	Casgliadau a chamau gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i’r mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”
 
“What are your possible solutions to the issue identified?”
“What could be done next?”

	The room layout could be adjusted so that all children can be within view of the teacher, allowing them access to all areas with clear supervision. 
Clear instructions given to the children, minimising how many can be in an area at a certain time. 
Short bursts in each area using a timer, allowing for a carousel motion. Keeping the children occupied with minimal confrontations. 




	Y profiad newydd / Transformed experience
The children are occupied within their space, minimal disruptions and interests are kept up by the carousel movement. This then allow the teacher time with the focus group to support and sit back when required. Having the children within view means that the teacher would hopefully not have to leave the group on several occasions, giving the children freedom to play, learn and for the task to be completed. 




OBSERVATION / FIELD NOTES 3
(Questions adapted from Fletcher Wood (2016)
	Date:
2.10.2019

	Lesson details:
Nursery class, 1:1 numeracy session for 30 minutes. 


	Classroom culture
(Are the students focused on learning?)

This is a short session, 1 child at a time, focused for that period.


	Objectives
(Is there a clear purpose to the lesson?  How do the lesson activities promote that purpose?)

The aim is to determine what the child is capable of, regarding counting. 


	Direction
(Are the students clear about what they are doing and how to do it well?)

This session is assessment based, so the children are asked questions progressively through the task. 
If the student doesn’t understand the task, the teacher breaks it down however doesn’t tell them if they are wrong.  

	Access and challenge
 (Are all students able to engage in the lesson?  Are all students challenged?)

Because this is assessing what the children know with regards to numeracy, the children were only asked to complete a minimum number of tasks before being allowed to resume somewhere else in the classroom. This meant that the need met their attention span. 


	Assessment
 How does the teacher assess student understanding before, during and after the lesson?  How is this used in their teaching?

The children were asked to complete 3 separate tasks, all relating to one another. There was instant feedback knowing whether the children could complete the task without reprimanding or judgement. Evaluations were written and photographs taken for the children’s learning journal at the time of assessment. 

	Specifics / Critical Incidents
 Are there particular telling moments and examples which it would be helpful to discuss?

Child A was asked to look ‘in the magic box’ can you count? Child A counted the items in the box. The teacher prompted very lightly, stating ‘can you line them up and count them?’ Child A did this and counted independently. The teacher then laid out 3 numbers for the child to choose from. The child struggled to identify the numbers – the teacher supported them, naming the numbers when they noticed the child struggling. The teacher asked, ‘Which one is 6?’ Child A struggled with the visual numbers. Child A was then shown a pad, the teacher explained it was their special pad and would draw 6 lines on there for them. The teacher then asked Child A, ‘can you copy my lines?’ Child A exclaims, ‘Yeah’. 
Teacher said, ‘well done, there are 6 lines!’ They drew the number 6 asking, ‘can you do it?’ Child A draws a circle. Teacher says, ‘Good job, look at that 6! You can go and play now.’

Child B was called to the table, they took the items out of the box and placed them in a line to count them. Child C approached the table calling the teacher repeatedly. The teacher acknowledges the child saying, ‘yes darling what’s wrong?’ Child C says, ‘child d is sad’. The teacher calls out to child D saying, ‘are you ok? Are you sad?’ Child D is facing the wall in a close corner. Child D didn’t respond so the teacher had to leave the task and went to talk to them. Child B sat and waited, turning to see what was happening. Child D was dealt with and the teacher returned to the task saying, ‘Sorry, child B’. They continued the task where they had left off. Child E came in from outside rubbing their hands together and looking at the teacher. The teacher looks up and says, ‘have you washed your hands?’ Child E exclaims, ‘I’ve been playing with ice’. (There was a task outside where the children could experience ice with supervision). 
Child E then sits down at the table while the task was still happening with Child B. They slowly begin to pull the boxes towards them, while watching the teacher. From the line of bears that Child B had lined up, Child E moves their hand slowly towards them and tried to take a bear from the line. The teacher looks at Child E and they sit back in the chair, watching the rest of the classroom. Shortly after they left and went back outside. 

Child B was excused at the end of their task and then Child F was called to the table. 
The teacher begins by asking Child F what the numbers were on the cards. 
Child F held a pen the whole time, pointing with the pen to the numbers. Choosing a box, the teacher asks, ‘Can I have 2 elephants please?’ Child F gives 2, then when asked for 3, they give 3. The teacher then asks if they can line them up, using the pen they count, 1,2,3,4,5,6. (only 3 items there). The teacher says, ‘fantastic!’ Child F continues to count, naming larger numbers. 

When child F leaves, the teacher explains that the child was their child. I was unaware of this as they treated them in the exact same way as every other child they had been assessing and Child F had listened and worked well, not indicating any difference towards the teacher. 




Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model 3
Dyddiad/Date: 2.10.2019
Digwyddiad critigol (Ffocws)/Critical incident (focus): Disruption and conflict of interest. 
	Profiad/ Experience
1:1 Numeracy Assessment Session. The children were called to the table to complete a task with the teacher, involving counting, recognising numbers and attempting to write them, modelled by the teacher. 

	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	This was a nice calm activity that felt very supported. The teacher was complimentary and positive with each child. 
I felt very pleasant watching the children counting, showing different formats and the interaction with the teacher also. The response from the teacher was very encouraging.



	Cofio a Deall/
Remember and Understand
“Allwch chi restru elfennau’r achos yng nghyd-destun y dysgu?”
 
“Can you list the aspects of the incident in the context of learning?”
	· Children were free to play around the classroom where the assessment was carried out. 
· Boxes were offered for the children to explore and count items – making the session interesting. 
· The extension of the session allowed the children to attempt to write the number of items by copying lines modelled by the teacher – at where possible to attempt writing the number itself. 



	Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fath i sicrhau addysgu a dysgu effeithiol yn y dyfodol?”

 “What could be kept the same to ensure effective teaching and learning in the future?”

	The session itself was delivered well, was interesting and age appropriate. 
The area where the session was held was quiet even with the interruptions – so the working environment was suitable. 
Allowing the children to count items from the boxes sparked interest, drawing them into the session. 





	Casgliadau a chamau gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i’r mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”
 
“What are your possible solutions to the issue identified?”
“What could be done next?”

	Sheets could be offered on continuous provision to allow the children to practice writing numbers. 
These can be delivered throughout the classroom on this day - i.e. white boards with magnet numbers to copy. 
Chalks outside, can you count the items from the big box? 




	Y profiad newydd / Transformed experience
By introducing the multitude of options, the children can progress their learning from just the short session, as well as having other activities to choose from with hopefully less interruptions.  The progression of learning can then be delivered in future focus tasks. 



OBSERVATION / FIELD NOTES 4
(Questions adapted from Fletcher Wood (2016)
	Date:
2.10.2019

	Lesson details:
Year 4, Multiples of 10 and measuring.


	Classroom culture
(Are the students focused on learning?)
 A class of 31 with varying abilities and needs. All seemed to be focused, apart from one child. 



	Objectives
(Is there a clear purpose to the lesson?  How do the lesson activities promote that purpose?)
The purpose of this lesson is to recap counting in multiples of 10, while adding this understanding to measuring items. This was extended by converting mm, cm and m using small numbers. 


	Direction
(Are the students clear about what they are doing and how to do it well?)
A clear viewpoint was explained from the start, using the class whiteboard and a beanbag owl. Allowing the children to answer questions, using the points that had been placed on the board as visuals. 


	Access and challenge
 (Are all students able to engage in the lesson?  Are all students challenged?)
All students were able to be involved in the lesson. The Owl was passed around the room from teacher – student – teacher and so forth. A question was asked each time relating to the topic and a good amount of time allowed for the student to respond. 


	Assessment
 How does the teacher assess student understanding before, during and after the lesson?  How is this used in their teaching?

When explaining, the teacher allowed the children the opportunity to ask questions, to answer questions and asked if they understood at varying intervals. Using the beanbag owl, this was passed around at each interval of questions, allowing the teacher to understand where each learner was in their understanding. 


	Specifics / Critical Incidents
 Are there particular telling moments and examples which it would be helpful to discuss?

The lesson was started discussing multiples of 10 and explained that this would be linked to measurements. Questions were posed to the students at each point linking the understanding with learning and repeating if need be. The teacher used a bean bag owl, called their name and then passed them the owl, they could manipulate the bean bag while considering their answer if need be, then would pass it back. 
The class discussed how they can measure, with the teaching leaning on previous knowledge to link the learning. The children responded with cm and m; the teacher expanded this asking how many mm is there in a cm? Mrs X held up a meter ruler, asking what size they thought it was, allowing the children to respond with hands up. They then drew the ruler on the board, pointing out the intervals: ‘these are our 10 intervals, I have tiny marks and then some fat marks every now and then. By showing multiple example on the white board the children were able to understand the question. This gave them the opportunity to respond using the owl. Mrs X then went on to explain how important it is to start at 0 on the ruler because the measurement will be incorrect then. Child A raises their hand, Mrs X acknowledges them, and they explain that some rulers don’t have 0 at the start. Mrs X agreed and outlined that you need to check your ruler first, stating that child a was correct and that not all rulers are the same. 
Mrs X moves on, ‘If I were to measure...’ at this point the children start raising their hands saying me, me, me. Mrs X stops them immediately saying ‘shouting me doesn’t get, what if I said I wanted to measure a worm and you aren’t a worm!’ Mrs X then chose a child, drew a line by their head on the board and leant the meter ruler against the wall asking, ‘Is child b taller or shorter than the meter ruler?’ Whole class said taller. Mrs X then proceeded to show the class how to move the ruler, by putting a marker at the point you want to move it to. 
The class began talking, Mrs X raised her hand in the air, this prompted the children to respond by putting their hand up and quietening down. Mrs X continued. ‘How can I write this?’ (1m 49cm was written on the board for the height of child b). Child C raised their hand and responded when asked, ‘149cm’ Mrs X says well done and then says ‘i will show you another way too, introducing the decimal point!’ 1.49cm was written on the board, some of the children murmured at this point. Mrs X went on modelling some examples on the board allowing the children to respond with their answers. They then asked, ‘what cm are in ….m?’ using the owl they went around the room to various people repeating this question, giving them cm and asking them to convert this; reminding them to say meters at the end to show their measurements. 
Children were all very engaged at this point. 
I noticed Child C sat playing with a calculator throughout the whole session, then introduced a ruler to touch the buttons. Didn’t seem to engage at all with the session, with Mrs X seeming to not notice this themselves.  Mrs X complemented children sitting nicely. Child C suddenly starts to engage when the teacher explains about measuring a bag. 37cm was written on the board. Mrs X asks, ‘what is this in m?’ They point out a previous example to help them. Child C sits with a ruler on their eyes but looks at the board, moving their hair out of their face with the ruler. 
At this point a task sheet is given out, showing various rulers and arrows pointing to parts of the ruler, the child was to then write down what the measurement was and convert the measurement underneath. Mrs X gave an example stating, ‘15cm 8mm = 15.8cm’ then showed another example before passing Owlie around the room again. At this point Mrs X passed the owl to Child C saying, ‘I need to wake you up’. They asked 43cm 6mm. Child C answered with ease. 
The worksheets were then handed out to the whole class. Child C started the sheet immediately and had finished before Mrs X had finished talking. On checking, they had not converted the measurement, but simply separated the amount. They quickly realised and corrected their mistake saying, ‘I love maths!’.



Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model 4
Dyddiad/Date: 2.10.2019
Digwyddiad critigol (Ffocws)/Critical incident (focus):  A child off task.
	Profiad/ Experience
Learning to use multiples of 10 through measurement, using rulers and understanding measurements such as 

	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	Initially I was a little unsure as to how the child not paying attention, would respond to the task – I made a snap judgement that they wouldn’t understand what to do when the time came. 
I really enjoyed the Strategies that were used to engage the students – Owlie, passing around with a question given – this involved the children while assessing where they were in their learning of the new topic. 


	Cofio a Deall/
Remember and Understand
“Allwch chi restru elfennau’r achos yng nghyd-destun y dysgu?”
 
“Can you list the aspects of the incident in the context of learning?”
	· Distracted behaviour from one student – seemingly unengaged with the activity.
· Passing Owlie around the room allowed for ongoing assessment of the topic, understanding where the children were at with their learning. 
· Modelling using visual cues on the whiteboard allowed the children time to process and revert if need be. 
· Completing a work sheet at the end of the session, allowed the children to work independently using the tools they had been giving, but also producing evidence of this learning. 


	Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fath i sicrhau addysgu a dysgu effeithiol yn y dyfodol?”

 “What could be kept the same to ensure effective teaching and learning in the future?”

	· Ongoing assessment using the owl passed around the classroom. 
· Consistent behavior management








	Casgliadau a chamau gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i’r mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”
 
“What are your possible solutions to the issue identified?”
“What could be done next?”

	
· Removing items that can be played with from the table 
· Offer an extension of the task to ensure all capabilities are challenged 









	Y profiad newydd / Transformed experience

All children have access to further learning, to extend the task and allow for challenges.
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