A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.

Cohen et al (2018, p.26.5) describe critical incidents as events which reveal ‘important insight into a person or situation.’ These events can be both positive or negative and catalyse questions surrounding their cause. In turn, questions of cause inspire a holistic reflection of the incident; this allows consideration for the following steps that might be taken to aid those who are involved or relate. Thus, to provide suggestion for potential intervention strategies in relation to this essay’s critical incident, a reflection will take place within this discussion. Critical incidents may be detected by means of the observation method, as explored during this essay. Thus, this assignment is based on a critical incident involving an observed learner’s behaviour in their classroom environment; it concerns a talkative pupil who refrained from beginning a task that they were asked to complete at the start of their lesson until its near end. At this point, they began to complete it quickly and without evident difficulty. This incident has subsequently inspired several questions pertaining to its potential cause or causes. The possibilities of which are discussed throughout the literature review, subdivided into two parts. The first focuses on whether the level of challenge involved in learning affects learner behaviour and is inspired by the work of Allison and Tharby (2015 and 2017) and Bjork and Bjork (2011). The second explores to what extent learner behaviour is impacted by their environment and is drawn from Bronfenbrenner’s Ecological Systems Theory (Bronfenbrenner, 1974). 
The school discussed in this section will be referred to as School X in accordance with the BERA (2018) guidelines on anonymity. The pupil involved in the incident is also anonymised as pupil x. School X is contextualised by various factors. For example, its Estyn report (2017, p.3) describes it as an English-medium, mixed gendered school for pupils of 11 to 18 years old. More than 60 languages are spoken collectively by the pupils, 35% of whom have special educational needs. School X is maintained by its local city authority. Enrolled at the school are 1,721 pupils. It is located near its local city centre. Its catchment area experiences higher levels of deprivation than elsewhere, as revealed in the report by certain economic and social indicators. For example, 32.7% of pupils attending School X are entitled to free school meals; this overreaches the 17.4% national average. Furthermore, the school’s budget per student capita is £4,742; the maximum per pupil in other secondary schools within the same city is £6,861. Thus, pupils in School X receives considerably less funding than other local schools.Nevertheless, the school has achieved high rates of excellence in pupil progress and teaching. For instance, many pupils display strong development in literacy and numeracy and present exemplary in class behaviour. To add, the school is celebratory of diversity and achievement with its ethos designed to raise the aspirations of all students. It is also highly supportive of students with special educational needs (Estyn, 2017, p.3.) 
[bookmark: _GoBack]         Reverting back to the introduction, critical incidents involve observable events which mark notable turning points; for example, visible alterations in pupil performance (Allan,2017). These events are not necessarily detrimental. Rather, they pertain to both positive and negative occurrences. The critical incident method holds value in its ability to suggest potential causations for critical events (Allan, 2017.) In turn, this may prompt the implementation of helpful strategies that could aid the needs of certain individuals. However, the method’s data is heavily influenced by its form of data collection; for example, an observation approach. Therefore, the method could be impacted by both positive and negative attributes of observation.
Observation can be defined as a method of ‘gathering information…on a specific situation’ (Simpson and Tuson, 2003, p.1) Observation methods take various form. For example, structured observations involve the collection of quantifiable or measurable data such as the amount of times certain events occur (Hopkins, 2008, p. 89). This data can be collected through tally charts or diagrams and focus areas are often predetermined (Hopkins, 2008, p.89). Contrastingly, unstructured observations do not involve pre-determined areas of focus. Yet, observers might enter settings with general conceptions about ‘salient’ events (Given, 2008). Unstructured observations utilise qualitative data or aspects that are observable but not measurable such as classroom culture. Unstructured data collection generally takes place through narrative formats such as fieldnotes (Given, 2008). Thus, semi-structured observations combine both structured and unstructured observation (Given, 2008). Semi-structured observation finds strength in its flexibility; its strategies might be considered beforehand however they are subject to change. Hence, it was the adopted method of observation for this study,, inspired by Wood (2016). 
Semi-structured observations might take place in the form of sociograms or fieldnotes. A sociogram is a tool that maps interactions between groups of people (Banerjee, 2019). They are useful in classroom contexts as they enable observers, including staff members, to become aware of inclusion and exclusion within peer groups. However, they are perhaps less useful in the context of observing a specific critical incident. For example, critical incidents might extend to areas beyond social interactions; for instance, a pupil’s behaviour if they are lacking appropriate academic challenge. Therefore, the semi-structured method used to observe the critical incident that occurred in School X instead involved fieldnotes. 
The fieldnotes were separated into different sections. These were divided into subheadings such as Lesson details and Specifics / Critical Incidents (See appendix). They provided a structured basis for data collection, creating an opportunity to record several different aspects at once. The division of each section also rendered the notes decipherable from one another; this enabled to data to provide clarity post incident which aided the current study and may benefit future researchers who wish to reflect on them. The fieldnotes were were recorded in real time, thus they true to the event (Hopkins, 2018, p.105). Therefore, the recorded data was authentic. The data was also placed in its context. Hence, the semi-structured approach was more appropriate than a structured approach for this observation; a solely structured approach may have instead discarded certain aspects of qualitative information. For example, the pupil’s apparent lack of enthusiasm for the task. Therefore, the field note method offered potential for wider considerations, such as whether there is a link between lack of challenge and pupil behaviour. This is arguably achieved less easily in the form of a tally chart, which one might instead be inclined to scan and thus overlook such thought provoking details.
However, the fieldnotes were more time consuming than systematic methods like tally charts might have been. Moreover, fieldnotes might prompt misinterpretations or over analysis of data (Cohen et al., 2018, p 26.4). For instance, if a tally chart revealed that a pupil spoke multiple times they might be assumed disruptive. However, the chart alone would fail to reveal, that the pupil’s set task involved spoken language. Additionally, if future researchers were to begin considering possible causes for the data presented this could interrupt the narrow field of focus intended for critical incident methods. However, despite these criticisms, when considering the aforementioned methods, the fieldnotes appeared the most appropriate method of observation at that time, for they allowed an authentic recording placing the data in its context. Their detailed insight also inspired several areas for further research surrounding the incident. Hence, these areas will be discussed throughout the eventual literature review.
The critical incident as described in the introduction might indicate that the relevant pupil was not sufficiently challenged, thus causing them to become distracted. Hence, the focus of this critical incident concerns factors which potentially influenced the pupil’s behaviour. The themes within this incident, such as the pupil’s behaviour and level of task challenge can be linked to Donaldson’s Four Purposes (Donaldson, 2015 p. 29). Each concerns several factors which Donaldson argues are essential to the learning experiences of students. The purposes are titled; Ambitious, capable learners; Enterprising creative contributors; Ethical, informed citizens and Healthy, confident individuals (Donaldson, 2015 pp. 29-30). Given the focus the critical incident, whether the pupil’s learning experience met Donaldson’s expectations in relation to the principles can be discussed. The purpose of Ambitious, capable learners involves the idea that children should ‘set themselves high standards and seek and enjoy challenge. (Donaldson, 2015 p.29 ).’ However, the pupil distracted their peers and refused to begin their task when requested. Thus, arguably the pupil’s behaviour did not accord with the high standards discussed by Donaldson during those events. Moreover, it is not certain as to whether or not the pupil was academically challenged by the task. For example, the pupil was unfocused on the task for the majority of the lesson but eventually completed it seemingly without difficulty.
Donaldson upholds that pupils should remain engaged and stimulated throughout their learning experience. Although, the pupil’s lack of focus suggests that they were neither at this time. However, they were indeed capable of both completing the task and navigating the digital technology that it involved. Digital competency is a relevant component in Donaldon’s purpose of ambition and capability. Indeed, the student revealed that they were a capable learner once they chose to apply their knowledge. Therefore, the critical incident can also be linked to the purpose of Enterprising, creative contributors which stipulates that students should be able to apply their knowledge in different contexts (Donaldson, 2015 p. 30). For example, the student applied both their knowledge of History and digital technology to their computer-based task. Thus, they displayed and applied knowledge to the two contexts of history and technology. In addition, in the previous sentence the pupil’s decision to eventually apply their knowledge was mentioned. This links the critical incident to the purpose of Ethical, informed citizens. For example, the pupil did not appear to understand or consider the impact of their choices on others, such as their fellow peers or teacher when disrupting the tasks whilst talking. Thus, the student’s behaviour contradicts several of Donaldson’s aims. However, the observation of such incidents might pave way to strategies which can be implemented to support Donaldson’s intentions to engage all learners (Donaldson, 2015 p.10). However, before strategies can be implemented to take effect, the literature must be considered in order to discover the potential causes for specific critical incidents. 
Allison and Tharby argue that the level of challenge involved in set tasks impacts pupil attitude and behaviour (2015 p.13). For instance, if the tasks delegated to pupil’s are too simple or too difficult they might trigger low levels in pupil motivation. According to Allison and Tharby, lower motivation yields unproductive pupil behaviours such as disengagement, low effort attempts at tasks and reduced in class participation (2015 p.13). Allison and Tharby argue that in order to prevent such occurrences, teachers must provide the appropriate levels of challenge for pupils within the learning environment (2015 p.16). In turn, they believe that appropriating challenge will facilitate learning and aid the development of productive learning behaviours such as focus, high effort and in class participation (2015 p.16). 
Allison and Tharby subdivide challenge into three categories described as low, high and very high challenge (2015 p.16). They place these categories into three zones that they believe are internal to the student; these are the comfort, the struggle and the panic zone (2015 p.16). To Allison and Tharby, within a student’s comfort zone are low levels of challenge. Low challenge involves low stress, limited thinking and limited learning (2015 p.16). Hence, according to Allison and Tharby little to no learning occurs in this condition. Contrary to the positive connotations of its title, overexposure to the comfort zone severely reduces student learning and in turn impacts student behaviour. In contrast, very high challenge is thought to lie within the panic zone. It is accompanied by certain factors such as high stress and cognitive overload (2015 p.16). Cognitive overload can be explained as the point at which learners reach their learning capacity; after this they can no longer process information effectively (Ton de Jon, 2009 p.118). The zone also includes limited learning. Similarly to the comfort zone, the panic zone also hinders learning. Allison and Tharby differentiate both the comfort zone and the panic zone from the struggle zone; this they argue, is the zone that fosters optimal learning and encourages productive learning behaviours (2015 p.16). They state that to create this condition, this zone should involve low stress whilst encouraging creative and critical thinking (2015 p.16). For Allison and Tharby, this combination of slight struggle and reduced stress should then result in productivity and effective learning (2015 p.16). 
Allison and Tharby’s challenge zones correlate with the research of Bjork and Bjork, who suggest that desirable difficulties foster optimal learning (2011 p.56). Desirable difficulties can be explained as those which deem a task challenging but not overly so. However, if the task over challenges the learner, these difficulties are rendered undesirable (Bjork & Bjork, 2011 p.58). In other words, they fail to facilitate learning. In comparison, Allison and Tharby might explain this as the movement from the struggle zone to the panic zone. Therefore, while the theories express different terminology surrounding the challenge argument they share notable parallels. Consequently, they also share similar limitations. For example, the theories suggest that challenge requires learners to adopt a growth mindset to promote success (Dweck in Allison & Tharby, 2015 p.15). Growth mindset requires students to welcome challenge. However, moving pupils the opposing fixed mindset to a growth mindset poses challenge to teachers as well as students; there is no guarantee that the transition will be smooth and thus the unproductive behaviours discussed earlier might still occur during the learning environment. Still, this does not suggest that a growth mindset cannot be developed through the persistent effort of both staff and student; it is achievable and must not be discounted.  
Further limitations are proposed in Persellin et al (2019), who are of the opinion that the growth mindset theory discussed by Allison and Tharby is easily confused with the 1990’s self-esteem movement. Persellin et al find issue with this as the movement involved high praise in the learning environment, no matter the ability of students or standard of work that they produced. Behaviourist theory would suggest that such reinforcement might lead to particular learning behaviours (Watson, 1998 p.ix). In this case, those behaviours may be unproductive. For instance, when students are praised for completing work to a standard lower than which they were capable. While the reinforcement itself would have positive intentions, it may produce negative consequences for learning; if the teacher implemented overuse of praise in an attempt to foster a growth mindset within the student the use of growth mindset within challenge would become paradoxical. However, this can be counteracted by the teacher’s appropriate use of praise and their consideration of individual learners. 
Despite criticisms of Allison and Tharby and Bjork et al, their literature remains illuminating for both teacher reflection and suggesting potential causation during critical incidents. Correlation does not equal causation (Singh, 2018). However, concepts such as the challenge zones appear highly relevant to the critical incident subject to this essay. For example, in correspondence with the comfort zone pupil x showed no indication of stress towards the set task. Given that the pupil not only chose to begin but managed to complete the task within the final minutes of their lesson, their approach towards the task seemed highly relaxed. Additionally, the pupils systematic and prompt completion of the task suggests that it did not require in depth thinking on their part. Thus, the incident could be further aligned with Allison and Tharby’s suggestion that limited thinking in occurs in low level challenge. Given the connections that the literature has generated with the critical incident, it has revealed low level challenge as a potential cause for pupil x’s behaviour. Such connections might inspire the appropriate intervention strategies to instead nurture challenged, engaged, ambitious and capable learners as imagined by Donaldson. 
Other arguments concerning the factors affecting child behaviour and development are made in Ecological Systems Theory (Bronfenbrenner in The Psychology Notes HQ , 2019). Bronfenbrenner proposed that a child’s holistic development is influenced by several systems. The systems essentially represent various environments to which the child is exposed ranging from nearest to furthest. These are so called the Microsystem, Mesosystem, Exosystem, Macrosystem and Chronosystem (Bronfenbrenner in Psychology Notes HQ , 2019). Firstly, the Microsystem refers to the child’s immediate environment; for example, their home, school and peer group. The Mesosystem involves the overlap between different microsystems. For instance, if the child brings a member from their peer group home to socialise with them outside school. The Exosystem indicates certain environments with which the child is not immediately involved, such as a parent’s workplace. However, these environments may indirectly affect them in some way such as by forming the economic backgrounds that they experience whilst growing up. The Macrosystem is formed by more external influences, such as the culture in which the child is brought up. Finally, the Chronosystem encompasses the aspect of time itself. It holds that the progression of time may involve alterations within the child’s environment and consequently generate their exposure to unfamiliar or unknown environments. In addition, Bronfenbrenner also states that a child’s behaviour within their current environment is influenced by their biological makeup. For instance, if the child possesses an additional learning need (ALN) such as Attention Deficit Hyperactivity Disorder (ADHD) (Gluck, 2019).  
Bronfenbrenner also argues that optimal learning development can be achieved by varying the child’s learning environment (Bronfenbrenner, 1974). He believes that new environments generate greater stimulation for the learner resulting in higher levels of engagement and thus learning. Therefore, to an extent, Bronfenbrenner’s environments are comparable with Allison and Tharby’s challenge zones. For instance, the zones are similar to Bronfenbrenner’s systems in terms of the way in which they can each be considered forms of environment. However, these would be internal to the child whereas Bronfenbrenner’s ecological systems concern external environments. Still, Bronfenbrenner and Allison and Tharby both appear to insinuate that environment correlates with behaviour. However, in their study Allison and Tharby present an area of critique in terms of practicalities within the learning environment which can be applied to Bronfenbrenner’s theory; Allison and Tharby discuss the importance of teacher knowledge surrounding individual learner needs in terms of appropriating challenge for specific learners (Allison and Tharby, p. 10). However, the discussion of practicality itself is certainly applicable to Bronfenbrenner’s stance on varying the child’s learning environment. For example, there are times when varying the learning environment will become either impractical or impossible. For instance, children with an ALN such as low functioning autism, who are potentially dependant on routine, may find their learning disrupted by variation in their environment rather than fostered. Moreover, with reference to this essay’s critical incident although pupil x’s learning environment was varied from it’s usual they appeared neither engaged nor stimulated by it. Thus, it could be argued that varying the learning environment only benefits certain learners and this does not cater for the inclusivity element of the new Donaldson curriculum.  
	Christensen also critiques the model’s failure to include the aspect of resilience as an influencer on child behaviour and development (Christensen, 2016 pp.26-5). Christensen argues that resilience has a major impact on the two and suggests that it be paired with the individual’s entrepreneurship or personal resourcefulness (Christensen, 2016 pp.26-5). In other words, Christensen argues that the child’s personality itself should precede the Microsystem as their closest development influencer. Indeed, Christensen’s suggestion further enriches the model by enabling it to explore both internal and external factors in greater depth. This might also further illuminate research concerned with the causation of behaviour, such as the critical incident method and provide an indication of what strategies might be implemented to best support individual learners needs. Nevertheless, Bronfenbrenner’s study provides rich explanation as to how a child’s behaviour as well as their development can be affected by external environments. Thus, it remains valuable to those responsible for the ecological systems, such as teachers and educational specialists in inspiring them to implement helpful strategies to support the child’s learning.  
Critical reflections also play an important role during research surrounding critical incidents. For instance, they facilitate reflective practice. This allows practitioners and researchers to develop and enhance their practice and impact learners positively by making thoughtful changes. (Brookfield in Miller, 2010 p.1.) Brookfield argued that reflective teaching practice is best conducted through four lenses; the autobiographical or the self; the students' eyes; other colleagues' experiences and theory (Brookfield in Miller, 2010 p.1.) He maintained that utilising different viewpoints could further enrich one’s reflection of their practice and thus strengthen it (Brookfield in Miller, 2010 p.1). Furthermore, Socrates himself advocated reflection arguing that ‘… behind every experience there is room for interpretation of the meaning of that experience’(Coghlan & Brydon-Miller,2014). Such interpretations inspire various improvements, which might be achieved through the implementation of the appropriate strategies.
The work of Allison and Tharby, Bronfenbrenner and the various critiques surrounding their theories, as well as that of Brookfield and Kolb has enriched my personal reflection on the critical incident observed. For instance, it has inspired me to consider several intervention strategies which I believe may aid pupil x or other future students exhibiting similar behaviour patterns. Such strategies involve ensuring that challenge is appropriate for the learner. This might be achieved through several efforts. For example, teachers might implement Restorative Practice (ELSA, 2016). This involves questioning the learner on what happened in regard to their behaviour. Questions might concern, what they were thinking at the time and what changes the learner thinks are necessary within their own behaviour or their learning environment. This might uncover whether or not the learner believes that they are being challenged enough. This strategy accords with Brookfield’s ‘student eyes’ lens.
Other strategies include the incorporation of an optional extension task, to challenge learners who might find the initial phase of the task less challenging. An optional approach given to all prevents the differentiation of ability that occurs in assigning specific pupil’s certain task. It thus caters for individual learners whilst reducing the potential the Pygmalian Effect, in which students reciprocate teachers’ low expectations of them, as well as on other learners and hindering their growth mindset (Allison & Tharby, 2015 p.14). This strategy also compliments Donaldson’s aims for inclusivity and would support the new curriculum as well as the relevant individuals. A further adaptation of the extension task might involve a constructivist approach (Piaget,1972). For example, the extension task might offer the pupils an opportunity to conduct their own research into a topic related to the initial task. Enabling students to take responsibility for their own learning might not only challenge the learner but also increase their engagement with and focus on their learning. Further strategies might include assessments of pupils to detect whether or not they possess an ALN, for example (ADHD). Learners with ADHD are often highly academically able. However, they might become distracted in certain environments and thus their learning behaviours might be impacted. Therefore, such assessments might benefit learners with an ALN for their environments can then be modified to optimize their learning. 
To decide whether or not an assessment of ALN would be necessary within the relevant critical incident would further observation would be necessary. It would also require the involvement of the appropriate professionals. This leads me to reflect on the limitations of my own observation in combination with the critical incident method. For example, my study was constrained to an extent by the critical incidents narrow field of focus. For instance, it deemed only one area critical, the pupil’s behaviour. Hence, my study does not contain enough background knowledge of the pupil or of ALN itself to determine whether or not the pupil might benefit from an ALN assessment. Therefore, to remedy this a revision of my study might consider a broader field of focus, for example by carrying out several observations of the same class with the help of a team of expert ALN professionals rather than one primary observer. Reverting back to other potential strategies to support the learner’s learning experience, their learning environment can also be considered. In the context of the critical incident, pupil x’s usual lesson had taken place in another room on that day. Thus, they did not appear to have a seating plan. Perhaps a seating plan might have benefited their concentration as it might have reduced their potential to become distracted by their peers. In this case, incorporating a sociogram might have enabled the mapping of interactions between the pupils to uncover whom might work productively or unproductively with whom. Thus, the use of a sociogram method might also be worth considering if this study were to be revised. Thus, in summation of this reflection, each strategy discussed within it can be placed under Allison and Tharby’s umbrella term concept, knowing the learner (2015, p.18). Ultimately, I believe that this strategy is crucial to uncovering what may have influenced pupil x’s behaviour during the incident that was observed. 
In conclusion, this essay consists of several sections. These sections discuss several areas in relation to the critical incident specified in the introduction. Firstly, the introduction section defines what a critical incident is and outlines the incident subject to this study. Secondly, there is a description of the context of school in which the incident occurred. Thirdly, there follows a comparison of various critical incident and observational methodologies, with reference to the method undertaken in this study as well as Donaldson’s Four Purposes. Penultimately, the literature review concerns specific areas of the literature that may offer explanations for the cause of the incident, with reference to the work of Allison and Tharby and Bronfenbrenner. Finally, there occurs a reflection in which several areas of new research are contemplated. The reflection also contemplates the purpose critical reflection with reference to Brookfield’s Four Lenses. It then adopts Brookfield’s method of utilising the ‘child’s eye’ lens in order to achieve Allison and Tharby’s approach of knowing the learner’s individual needs. Thus, the reflection accords with the role of the reflective practitioner in Wales standards, for it has suggested several ‘areas for further professional development’ (Professional Standards, 2017). Ultimately, each section’s purpose was to discuss the critical incident in order to uncover areas for future research In turn, these areas could support the learner involved in the incident as well as future learners, practitioners and researchers. 
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Appendix

OBSERVATION / FIELD NOTES 2: LEARNING EVENT
(Questions adapted from Fletcher Wood (2016)
	Date: 02/09/10


	Details of learning event:

History.

Year 8.

Last lesson, situated in a computer room. 

No seating plan.



	Learning culture
(Are the pupils focused on learning?)

The majority of the class are settled and focus on the learning consider that their

lesson took place in a different room than it would normally. 



	Objectives
(Is there a clear purpose to the learning event?  

Yes, there is a clear purpose for the students to utilise their prior knowledge to 

complete the set task.

The objective is placed on the board stating:

‘LO: To complete a ‘Fakebook’ profile of a historical character from the Elizabethan age.’ 






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

Yes, the majority of pupils begin their task without requiring further 

explanation from the teacher.

They also look focused and on task.





	Access and challenge
 (Are all students able to engage in the learning event?  

Yes, the majority of pupils appear to be engaging with the task a. 

However, certain pupils appear to be contemplating what to write about for longer 

than others which suggests that they are being challenged. 

Also, the pupils are utilising the prior knowledge so to some extent applying that 

knowledge to the task seems to provide a level of challenge. 

Furthermore, the majority of the class appear to need several minutes to complete 

the task which suggest that it involves the deeper thought processes involved in 

challenge.




	Assessment
What is the pupils’ understanding before, during and after the learning event?  

The pupils do have an understanding surrounding historical characters such as 

Elizabeth I as revealed in the class discussion before the task.

However, this understanding seems to be further cemented by the task towards the 

end of the lesson for it is a form of assessment and has revealed that the students 

do possess knowledge of the topic.




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

One pupil refrains from completing the task until the last few minutes of the lesson. 

Instead, throughout the majority of the lesson the chats to her friends who are 

attempting to do the task. However, in the final minutes of the lesson the pupil begins 

the task and completes it quickly and correctly. This is confirmed in the teacher’s 

plenary when she circles the room at the end of the lesson to check if everyone

has completed the task to a high standard. When checking the pupils work the teacher 

confirms that it is correct. Thus, the pupils swift completion of the task and lack of 
initial focus on it perhaps suggests that they do not find it challenging. 










Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date: 02/09/10
Digwyddiad critigol (Ffocws)/Critical incident (focus):  The focus of this critical incident is student behavior. The incident itself involved a child distracting her friends by talking to them rather than focusing on the given task. However, towards the end of the lesson she completed the task without difficulty. 
	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	· I feel curious as to what caused the child to become distracted.
· Additionally, I feel positive towards the teacher’s choice of task as by in large it seemed to engage the students well. 






	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?”
	The context of this incident involved several factors:

· For their History lesson, a year 8 class had been moved to a room which was not their regular classroom.  
· Instead, they worked in a computer room on computers to complete a ‘Fake Book’ profile of historical characters. 
· The lesson was based on drawing prior knowledge of historical characters which they had learned about in previous lessons.






	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 task itself could be kept the same. 
· It was inspired by ‘Face Book’ the social media platform. It involved creating a ‘Fake Book’ page and status for historical figures such as Elizabeth I.
· The students involved in the lesson have grown up in the digital age and it is highly likely that they are familiar with this platform and thus clearly understood how it worked. This might explain why task engagement was generally high throughout lesson (the students had a clear grasp of the task and perhaps were also able to relate to it in terms of their knowledge of social media.)







	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?”

	
· Regarding the student who became distracted during this lesson, perhaps a seating plan might have reduced the potential for her to become distracted.
· Furthermore, the distracted student did not actually have any difficulty in understanding or completing the task once she was moved away from her friends. So, the girls focus might have increased if the task was more taxing for her. Perhaps she would then have felt that she needed to pay more focus to the work.  (Desirable difficulty.) Or, it might simply be a case that the student is easily distracted if placed on a table with friends.









	Y profiad newydd / Transformed experience




OBSERVATION / FIELD NOTES 2: LEARNING EVENT
(Questions adapted from Fletcher Wood (2016)
	Date: 03/10/19


	Details of learning event:

French.

Year 8.

Penultimate lesson of the day.



	Learning culture
(Are the pupils focused on learning?)

The pupils are lively but responsive to the speaking task that they have been 

asked to complete in pairs. Overall, they appear focused on the work they have been 

set for although there is a certain level of noise this is to be expected given the 

task involves speaking. 





	Objectives
(Is there a clear purpose to the learning event?  

There are three objectives in total, with a challenge objective included for those who

wish to attempt it.




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

Yes, the teacher provides a series of model conversations for the students,

and asks several pupils similar style question during the class discussion before 

asking the pupils to begin their task.





	Access and challenge
 (Are all students able to engage in the learning event?  
Yes, the students are given an optional challenge task.




	Assessment
What is the pupils’ understanding before, during and after the learning event?  

There is some understanding of the topic due to prior knowledge, however, the pupils 

implement their knowledge to complete a new task thus understanding increases 

because they have to consider wider contexts in which to apply their understanding 

such as transferring vocabulary to conversation.



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

Yes, one child was asked to answer a question in the group discussion but instead said 

that he did not feel confident to answer.

It might be helpful to discuss why this learner seemed to lack confidence in comparison

to other learners who participated in the discussion. 











Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date: 03/10/19
Digwyddiad critigol (Ffocws)/Critical incident (focus): A pupil was asked to answer a question in French. However, they refrained instead explaining that they did not feel confident to answer. 
	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	· I felt sympathetic towards the pupil who explained that they did not feel confident enough to answer.
· However, I also feel curious as why they said this as they gave the explanation in an almost nonchalant manner and thus did not appear nervous. 
· Thus, I am led to wonder whether or not the pupil did not feel unconfident but rather unmotivated to answer the question because it perhaps required effort and challenge. 


	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?”
	· The incident occurred in a year 8 French lesson, just after the classes lunchtime.
· The class were asked to practice a French conversation in pairs as well as encouraged to answer questions during the class discussions.
· The classroom culture overall was lively,  yet engaged; naturally,  the language lesson involved the practicing of spoken French thus the class were required to speak to one another.






	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 setup of the lesson was successful for the majority of pupils appeared engaged in the lesson activities 
· Furthermore, the teacher responded kindly to the student who said that they did not feel confident and encouraged them to take time to think about the answer and attempt the question later if they wished to. Such a response might encourage a growth mindset rather than a fixed mind set and thus it appeared an effective form of teaching for it did not place the student in Allison and Tharby’s panic zone.









	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?”

	· In conclusion, it might be beneficial to the student to receive homework surrounding the topic in order for them to become more familiar with it and thus more confident. 
· If it were the case that the pupil was no unconfident but rather unmotivated to participate, perhaps restorative practice questions might help the teacher to pinpoint the relevant issue and then consider an appropriate strategy. 









	Y profiad newydd / Transformed experience



OBSERVATION / FIELD NOTES 2: LEARNING EVENT
(Questions adapted from Fletcher Wood (2016)
	Date: 02/10/2019


	Details of learning event:

English, year 9, afternoon lesson.




	Learning culture
(Are the pupils focused on learning?)

The lesson has begun with 18 minutes of silent reading

The pupils are generally settled and focused 



	Objectives
(Is there a clear purpose to the learning event?  

Objectives are displayed on the board stating that ‘To complete a GCSE language style assessment.’ 

The teacher then explains the task clearly and goes through the mark scheme and success criteria.



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

The pupils are clear for the use of modelling clearly displays what they must do 

There is also a teacher led discussion among the class regarding what techniques they might adopt for their work.




	Access and challenge
 (Are all students able to engage in the learning event?  

The teacher reads model answers to the students and asks them to consider and share what techniques they think are involved. Thus, there is challenge and even if certain students to not answer they have access to the input of the class discussion.




	Assessment
What is the pupils’ understanding before, during and after the learning event?  
The pupils have some level of prior knowledge before the event. However, the event assesses their ability to apply that knowledge to a mock exam style task. 



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

During the silent reading, one child began to whisper to her friend rather than read their book. However, the other children continued to read.

Perhaps this suggests that the book was not stimulating enough for the child specifically or that the reading was not challenging them appropriately.

It is possible that the child might focus better with another book that potential captures their interest more in order to promote their engagement.









Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date: 02/10/19
Digwyddiad critigol (Ffocws)/Critical incident (focus): A child stopped reading and began whispering to a friend during a silent reading task. 
	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	· I feel intrigued as to what caused the child to refrain from reading and instead begin talking to their friend. 




	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?”
	· The incident took place within a year 9 afternoon English lesson.
· The lesson began with several minutes of silent reading, designed for the students to enhance their reading skills.
· The classroom atmosphere and culture was relaxed.




	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 set task could be kept the same, for it appeared to settle the pupils and prepare them for the rest of the lesson which involved mock GCSE exam style practice. 
· However, perhaps a selection of several other books could be placed at the front of the classroom for those who may no longer find their initially selected book engaging. Although, disruption through students walking towards the front might in turn distract other pupils. 
· Instead, an extension comprehension task could be given as an option alongside the silent reading task for those who may rather combine reading with written work rather than reading alone.







	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?”

	
· Perhaps a revision of the seating plan may have prevented the pupil from talking to her peer. However, this seems severe as the pupil did not chat for long and was well behaved throughout the course of the lesson.
· It seems that the pupil was more motivated to chat to their peer than read at this time. Therefore, it might be suggested that they select another book that interests them to prompt their engagement with the task. 






	Y profiad newydd / Transformed experience


OBSERVATION / FIELD NOTES 2: LEARNING EVENT
(Questions adapted from Fletcher Wood (2016)
	Date: 03/10/19


	Details of learning event:

Maths
 
Year 8

Afternoon lesson. 



	Learning culture
(Are the pupils focused on learning?)
 
The classroom culture is positive. 

All students appear on task and are enjoying the use of whiteboards to share ideas 

and answers during their task discussion of the class work.




	Objectives
(Is there a clear purpose to the learning event? )

Yes, there is a clear purpose to the learning event as displayed by the objective on the 

board which states 

‘Lesson Objective: To understand how to complete sequences using the Nth term.’



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

The pupils are clear about there task, which is to complete a sequence using the Nth 

term.

The teacher does several model examples for the pupils and then asks them as a class 

to write down which answer is correct on mini white boards.

The pupils then all go on to complete the task and very few pupils request additional 

explanation.





	Access and challenge
 (Are all students able to engage in the learning event?  

All students are able to engage particularly during the class discussion with the use of 

mini whiteboards to share answers.



	Assessment
What is the pupils’ understanding before, during and after the learning event?  

The pupils understanding is limited before the event as the teacher explained to them 

that he noticed much of the class had struggled with this topic during the last assessment. 

After the task, the majority of the class contribute correct answers particularly during 

the discussion which suggests that their understanding has improved overall.


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

One boy did ask for help. However, when he was encouraged to take more time to 

think about the answer himself he worked it out independently.

Thus, the boy did have the ability to work independently but perhaps he did not 

initially have the confidence to do so. 

Therefore, it can be questioned as to why he might have been lacking in confidence 

and this might be an example of a critical incident.









Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date: 03/10/19
Digwyddiad critigol (Ffocws)/Critical incident (focus): A pupil initially asked a question about a mathematics task. However, when they were encouraged by their teacher to think about it for slightly longer they answered the question themselves. 
	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?

“What are your feelings regarding the experience?”
	· I feel glad that the student was able to complete the task independently, despite initially requesting help.
· I also feel curious as to why the student chose to ask for help before further engaging with the task.





	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?”
	
· The lesson took place within a year 8 morning Mathematics lesson.
· The class were revising a topic which the teacher felt might benefit them, for they had performed lower on the relevant test than they had in other areas
· The lesson involved a recap of the topic, modelling as well as a set task after which the students were asked to share their answers on white boards and explain them, so that the teacher could check levels of understanding in the plenary.
· The classroom culture was highly positive, it appeared that all students were on task and the use of whiteboards for sharing answers seemed to appeal to them.






	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 organization of the lesson in terms of objectives, followed by modelling, a group discussion and a plenary could be kept the same for it appeared to engage learners effectively.






	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?”

	· In conclusion, regarding the child who questioned before considering the task more deeply it might be useful address the class as a whole and encourage them to think for a certain amount of time, for example 3 minutes, before asking for clarification. This might enable them to become more independent as well as challenge them in accordance with the wishes of Donaldson. 









	Y profiad newydd / Transformed experience
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based on an observed critical incident.


 


 


Cohen et al


 


(2018, p.26.5)


 


describe critical 


incidents as ev


ents which reveal 


‘important insight into a person or situation


.
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These events can be both positive or negative


 


and 
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In turn, questions of cause inspire a holistic 


reflection of the incident; this a
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tion for the following steps that might be taken 


to aid those 
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or


 


relate


.


 


Thus, 


to provide suggestion for potential intervention 


strategies in relation to this essay’s critical incident, 


a reflection


 


will


 


take place within this 


discussion. 


Critical 


incidents may be detected by means of the observation method, as 


explored during this essay.


 


Thus, this assignment is based on a critical incident involving an


 


observed


 


learner’s behaviour in their classroom env


ironment


; it concerns 


a talkative pu
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who refrained from beginning a task 


that


 


they 


were asked to complete at the start of their 


lesson until its near end


.


 


At this point, they began to complete it quickly and without evident 


difficulty.
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its potential 


cause or causes
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of which
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of challenge involved in 
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The school discussed in this section will be referred to as School X in accordance with 
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(2018) 
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is 


also 
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(2017, p.3) 


describes it as an English


-


medium, mixed gendered school for pupils of 11 
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More than 60 languages are spoken collectively by t


he pupils, 35% of whom 


have special educational needs. 
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is maintained by 


its local city authority. Enrolled at 


the school are 1,721 pupils. 


It is 


located nea


r its local city centre. Its catchment area 


experiences higher levels of deprivation than elsewhere, as revealed in the report by certain 


economic and social indicators. Fo


r example, 32.7% of pupils attending School X are entitled 


to free school meals; thi


s overreaches the 17.4% national average.
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