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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.
Any event that we perceive as a challenge or a problem in a particular situation is referred to as a critical occurrence. Critical incidents are not routine occurrences, for example, when a student repeatedly arrives late to the lesson or when some students make noise when the teacher is lecturing. (Joshi, 2018). Teachers and academics have characterised critical incidents in a variety of ways, but critical incidents are frequently unique to an individual teacher. For example, Tripp (1993) states that, ‘... a critical incident is an interpretation of the significance of an event. To take something as a critical incident is a value judgment we make, and the basis of that judgment is a significance we attach to the meaning of the incident’ (p. 8). Hence, critical incidents and their evaluation are important as they are of significance to the teacher and provide key opportunities for reflection and learning (Joshi, 2018).
As part of my assignment, I observed several classes in a school setting over two days. I witnessed a variety of critical incidents, of which one will be the focus of this evaluation. The critical incident I witnessed will provide a crucial case study throughout this evaluation and allow me to focus on the identification and critical evaluation of further teaching and learning steps. Also, this evaluation will consider the importance of critical reflection when developing my own teaching practice, I will evaluate how the critical incident I witnessed links to Donaldson’s (2015) four principles and provide a reflection/evaluation of my focus on the critical incident while referring to relevant literature throughout. 
The role of critical reflection
The teaching profession can benefit from, critical reflection, and the evaluation of significant situations. Though sometimes its value is questioned or even seen to be time-consuming, reflection promotes a lifelong learning process and self-improvement, which may benefit teachers both personally and professionally (Boud, 2010). Through the process of reflection, educators can gain knowledge about their students, the course material, the classroom environment, and themselves as educators (Williams & Power, 2009).
Additionally, reflection enables teachers to reflect on the past, evaluate their strategies critically, improve or fix their pedagogies, and become better teachers in the future. It shifts control back to the individuals, changing daily classroom life, by evaluating one's inner strengths and weaknesses, taking into account both what went well and what went poorly in the past, i.e., identifying what should be repeated and avoided in the future, and putting a focus on answering questions like "why," "what," and "how come" with regard to instructional techniques (Liu, 2015). Additionally, it can be argued that critical reflection promotes quality from within, by enabling a bottom-up approach to professional growth that starts with the characteristics and principles ingrained in educators. Therefore, critical reflection offers a re-conceptualized approach to education in which examining ordinary events can lead to new and remarkable outcomes (Brandenburg, 2008).
Moreover, there are several reflective models which can be used to aid reflective practice. A simplistic model Is Jasper’s (2013) ERA cycle which contains only three stages of experience, action and reflection. While there are other more extensive models such as Gibb's (1998) Reflective Cycle which builds on other models to create a cycle consisting of six stages. While some people may find ore stages in the process reassuring others may critique this model for being too complex. These two examples are on opposite ends in regard to stages and complexity with other models such as Kolb’s (1984) Experiential Learning Cycle and Driscoll's (2007) What Model lying in between. Now while such reflective cycles are useful as they provide a clear structure for individuals to follow, they do imply that steps should be followed in defined ways. While such cycles allow people to assess the situations, they find themselves in, not all real-world scenarios will start at the beginning of these cycles or follow the defined process. 
Lastly, it is important to recognise the role critical reflection will play as Wales introduces its new curriculum. Teachers will continually need to reflect on their practise, even though they will have greater leeway to educate in a method they believe would have the best results for their students, constant evaluations will be needed to ensure these methods are effective and beneficial. Teachers will have to work with their departments and the wider school structures to develop this new curriculum in their school setting, while many will find it easy to introduce the new curriculum, for some teachers and schools it may be several years and countless reflective processes before they can develop new teaching methods that fit their learning and teaching styles.
Observation: School and Classroom context
Following the BERA Guidelines (2018) the confidential and anonymous treatment of participants data is considered the norm for the conduct of research and therefore the school, staff and the pupils observed will remain anonymous throughout.
For perspective, I was assigned to a mixed-gender English-medium comprehensive school run by Swansea council in South Wales for my two data collecting days. The school facilitates more than 800 students in grades 7 through to 11. Approximately 7% of these students are located in Wales' 20 most deprived areas. Furthermore, less than the 17.4% national average for secondary schools in Wales, 13% of the school's students are eligible for free school meals (FSM). The school has also noted that around 29% of pupils have special educational needs (Estyn, 2016). This is higher than the 25.4% national average. Approximately 3% of pupils receive a statement of special educational needs, which is more than the 2.5% national average. Few students speak Welsh fluently, and the bulk are white British students (Estyn, 2016).
The Comprehensive School I visited had a 2015–2016 individual school budget of £4,363 per student. Swansea secondary schools have a maximum per child budget of £6,073 and a minimum per pupil budget of £3,802. Regarding its school budget per child, this Comprehensive School ranked eighth out of Swansea's 14 secondary schools.
The Critical Incident and Donaldsons Four Purposes:
As you can see in the appendixes of this assessment, I have recorded three critical incidents, however, for reference this assessment will focus on record 1. To provide context, before the critical incident occurred during the first lesson of the day, pupils were engaging with work and using their literacy and critical thinking skills, primarily through collecting, reflecting and critically evaluating the use of sources and evidence. Then Pupil A burst into the room, around 30 minutes late, slamming the door of the English classroom upon their entrance. As previously highlighted through the work of Joshi (2018), this act alone could have been deemed a critical incident. However, I have adopted Brookfield’s (1990) approach and classed the unplanned events which followed pupil A’s entrance as the central critical event. 
Once in the English classroom, the teacher engaged the pupil asking them where they had been, pupil A replied in an aggravated tone “I’ve been at home”. Following this interaction, the pupil A slammed his bag onto his table and sat down, although the entrance may have disturbed other pupils originally, pupil A was now quiet, and all other pupils were continuing with their task. The teacher delivered the instructions for the following activities and checked that everyone understood them. While pupils worked on the subsequent task, pupil A who has already missed half of the lesson was completely disengaged. 
This is when the critical incident I have chosen to focus on occurred. The teacher approached pupil A to see if they were ok. The pupil spoke with an agitated tone and did not seem to care about the lesson tasks at all. They complained they could not concentrate. The teacher tried to provide an easier task for the pupil, when they refused the teacher asked them to simply read the book the class had been reading together. When presented with this task student A, picked up the book and tensed it in their hands, then slammed the book on the table. Surprisingly this did little to distract the other pupils. The teacher then requested that pupil A, tries their best and does what they can. Later during the lesson, the teacher asked some open questions about pupil’s previous experiences which related their personal life. Pupil A seemed happy to share their experiences and became highly engaged and willing to speak in front of the class several times. 
The key aspect here is that the teacher had clear awareness of pupil A’s personal circumstances and that Pupil A had additional learning needs. I later found out that Pupil A has a tendency to lash out and have bursts of anger. However the teacher clearly focused on the last of Donaldsons (2015) four purposes, ensuring pupil A was firstly healthy, by not shouting at them and damaging their mental state further, and helping them be confident, even though they had not engaged with the lesson, during the open question stage, the teacher was happy to involve pupil A despite them missing the majority of the lesson, allowing pupil A to be confident and be a valued member of the classroom. The hope that this confidence and fulfilment will lead to them being a valued member of society (Donaldson, 2015).
Literature review
The following section of this assessment will be the literature review, given the critical incident, I have chosen to focus on two key bodies of literature will be reviewed here. Firstly, I will explore and critically evaluate the literature around behaviour management theory before then considering the perspectives around pupils with Additional Learning Needs (ALN). I will highlight similar and differing perspectives that may exist within these two areas of literature and synthesises key points.
Behaviour management has seen consistent changes and varying viewpoints during previous decades. Appropriate classroom management was considered in the 1970s and 1980s as efficiently managing pupils in order to maximise academic learning. The belief that classroom management and discipline could improve students' social and moral development was absent, in fact, Walter Doyle's (1986) chapter on classroom organisation and management for the 1986 Handbook of Research on Teaching made no mention of potential social or moral outcomes, there was no belief that classroom management and discipline could enhance students' social and moral development (Watson, 2008). Most academics at the time viewed classroom management as a collection of procedures for organising and motivating students to attend education as well as a series of disciplinary interventions to stop misbehaving pupils and get them back on track with learning (Evertson & Weinstein, 2006).
As an alternative, Adlerian psychology (Dreikurs, 1968), Rogerian therapy (Gordon, 1974), and reality therapy produced a variety of alternative methods for handling children's behaviour (Glasser, 1965, 1969). These methods more closely align with developmental-constructivist educational theory. Although it is believed that children have good social intentions and legitimate demands, they occasionally employ incorrect means of satiating those needs. These methods emphasise how important it is to comprehend the causes of student misbehaviour, which is in line with developmentalist and constructivist concepts.
While Nucci (2001) defined such punishment based systems as instances of developing discipline, they are not actually developmental. Students are considered as logical, competent, and socially oriented in the same way as adults are. Teachers are instructed to stay objective, like an analyst would, and to assist pupils in recognising and resolving their own difficulties. Gordon emphasises the necessity of showing interest in and care for a student's dilemma’s by reflecting back the student's remarks, so assisting the student in clarifying the problem and finding their own solution. This may be seen as a positive development as the approach respects a child's good will and autonomy, however it may be views as potentially overestimating the child's ability to express themselves and being able to recognise their own issues. Gordon’s work although useful, does not appear to account for children's developmental levels, instead claiming that the skills and approaches he promotes "are equally helpful and appropriate for effective instruction of pupils of all ages" (1974, p. 13).
Focusing on Glasser's (1965) approach, it highlights the value of positive teacher-student interactions as well as involving students in setting norms and having discussions about concerns. His ten-step strategy for dealing with student misbehaviour starts with improving the teacher-student relationship, continues with several steps in which the student tries to come up with a plan to stop the misbehaviour, and ends with three successive steps: in-school suspension, home suspension, and finally removal to another institution. This strategy is extremely important because many schools still use many of these ten steps today to deal with challenging behaviour. Again, much of this method is aligned with developmental theory, such as including students in the creation and discussion of norms and issues, as well as giving students time to reflect on their actions and solve their own difficulties. The absence of emphasis on parental instruction, on the other hand, is startlingly non-developmental.
Developmentalists are drawn to the importance on comprehending students' needs, respecting their rationality, believing that students can resolve their own problems, and for some, the notion of controlling behaviour by logical or natural consequences. However, these methods lack a developmental viewpoint, which would define the developmental activities that kids of different ages should engage in and the right function of adults in supporting a child's development (Watson, 2008).
While all of the approaches mentioned above have contributed heavily to the body of literature around Behaviour Management Theory and has provided approaches which are now heavily used in schools across the UK, they all are heavily pupil focused and provide the basis for discipline in wider school setting, doing little to provide detail on teacher well-being and strategies for individual teachers. Clunies‐Ross et al. (2008) addresses the impact behavioural management has on teacher well-being, although their work focuses on primary education. While many bodies of work including Clunies-Ross et al. (2008) note that every effort should be made to be proactive, the literature surrounding behaviour management seems to fail to acknowledge that there are situations where teachers are forced to be reactive. In situations where teachers are forced to react to the pupil’s specific circumstance, school systems potentially based off Glassers’ (1965) ten steps, may have be put in force active measures where teachers are forced to react in situations and aim to come to a desired outcome without being able to react in their own desired way for the specific situation. 
The remainder of this literature review will turn its focus onto various works on pupils with Additional Learning Needs (ALN), previously referred to as Special Educational Needs (SEN).  Traditionally there has been a reliance on a medical paradigm of disability. The special needs of students have been viewed as a problem that must be diagnosed and then corrected or remedied. This disability paradigm considers impairments to be deficiencies that exist inside the individual. However, as Oliver (1996, 2013) has long argued, examining disability through the lens of such social model would imply that it is the inaccessible physical environment, along with negative social attitudes, that disables people. Individuals are thus hindered by societal constraints, rather than physical impairment or difference. In reality, this paradigm leads to personalised approaches and treatments that are centred on meeting the indicated need. 
Furthermore, in the view of De Boer et al., (2010), research strongly indicates that such children are less accepted by their peers, have fewer friendships, and are less part of a network in class when compared to their typically developing peers (Bramston, Bruggerman, and Pretty 2002; Kuhne and Wiener 2000). While it has been viewed that pupils’ comparable diagnoses will receive similar care under, such as placing all students with autism spectrum disorders (ASDs) in the same classroom (Nes & Stromstad, 2003). However, as Oliver (1996, 2013) has suggested, such a social model produces an environment that is physically inaccessible as well as a negative social attitudes; as a result, individuals are constrained by social obstacles rather than a disability or difference. According to this viewpoint, practitioners should instead concentrate on reorganising educational environments such that children with ALN may thrive there rather than being hampered by their surroundings. Therefore, a social model of disability will concentrate on developing settings that assist all students (Knight & Crick, 2021).
Furthermore, the situation and view of pupils with ALN has drastically changed, especially in Wales, the Welsh Government have introduced The Additional Learning Needs Code for Wales 2021, with a clear focus on furthering inclusive education policies. The Welsh Government should be commended for its emphasis on inclusive education policies in Wales, which are centred on the creation of the new Curriculum for Wales and the ALN system, a new statutory support system for children and young adults with a learning challenge or disability (Welsh Government, 2018). The former system may be criticised as Chaney (2012) does so for being segregated and inconsistent. However, while the new ALN system introduced by the Welsh Government is presented in reliable sources and shows good intentions. Knight and Crick, (2020, 2022) argue that the ALN system does not place focus on the need for inclusive education for every child. As a result, Knight and Crick, (2020, 2022), feel that looking to the new curriculum is vital in order to question how the needs of all students are satisfied within the Welsh education system, especially in the context of substantial education system-level reforms.
Reflection/ Evaluation and Next Steps
As part of this evaluation stage, I will reflect on the critical incident I observed and evaluate the role critical reflection can play in reviewing this incident. I will them form conclusions on how the teacher handled the incident and how my own professional development may be shaped by what I observed. To note, I have decided against using Kolb’s (1984) experiential learning model as this does not fit my critical incident, this model argues that individuals start with an experience - either a repeat of something that has happened before or something completely new. I feel it would be difficult to replicate the exact circumstances the teacher I observed faced. Instead, I will evaluate how the teacher may reflect on their experiences through Gibb’s (1981, 1988) reflective model, this is the only model which includes a specific section on feelings which I believe is critical to reflect on, to focus on teacher well-being, which I believe is essential and should be a central focus during my professional development.
When the student arrived, as stated they were in a distressed mood, perhaps, they did not wish to enter the classroom, as mentioned research suggests that children with ALN needs are less accepted by their peers, have fewer friendships (Bramston, Bruggerman, and Pretty 2002). Therefore, pupil A, during a time of distress may have not felt comfort entering a room where they may have less of a support network than desired, at the time there was little to indicate if such assumptions applied to pupil A. However, I feel the teacher handled the initial stage extremely well by allowing Pupil A to calm down and collect themselves by not pushing the subject as to where they had been and why they were late. Such actions I observed will be something I will try to adopt in my professional development. 
Though, when Pupil A became aggressive, this presented an entirely new challenge. I would suggest the teacher does make use of Gibbs (1981, 1988) reflective model to discuss how they felt in that movement. If the teacher themselves felt distressed by the behaviour, an analysis could be conducted whereby an action plan is put in place for a Teaching Assistant is placed in the classroom as a support measure for Pupil A and provide comfort for the teacher. Additionally, I would suggest this reflective part on feelings would be beneficial in a group setting, as literature suggests that critically reflecting through group discussion is instrumental to relate one’s practice to theory and to develop insights both into the professionals themselves and their practical experience (Platzer, Blake and Ashford, 2000). Furthermore, reflecting as part of a group is particularly useful to enable group members to understand an issue from several viewpoints and consider alternatives to their thinking, both of which are critical components in reflection (Wade 1994). In the situation I witnessed, it would be good for the teacher I believe to share their experiences to other members of the school, as other teachers may have experienced similar situations with pupil A and therefore will have the opportunity to learn from the teacher and likewise the teacher I witnessed and others in the school, as the literature suggests. 
This leads directly into the evaluate and subsequent analysis phase. As stated, I believe the teacher handled the situation very well and in line with the school’s behavioural management policy. In my view the school structure would come to a similar review following analysis. Finalising on the action plan stage the school may have evaluated similar options and wished for the teacher to share their experiences with pupil A to other members of the school due to the positive outcome of getting pupil a to engage in the lesson. 
While Gibbs (1981, 1988) reflective model does provide a very detailed structure to follow, it should be noted that these steps do not have to be followed in a define way. The teacher may have wished to evaluate and analyse the incident first before sharing their feelings on the matter. Additionally in the schools’ circumstances, previous issues with pupil A may mean the school already have an action plan to follow with them. While I apricate the use of this model, no process is ever complete, and reflective practice is a continuous process which must be continually revisited. Although, this form of reflection is something I will look to use regularly in my professional development, as I feel its impact is the strongest of the reflective models I have reviewed. 
Conclusion
During this assignment, I have continually carried the view that reflection is a process, in which educators can learn about their students, themselves, the course content, and potentially redevelop themselves as educators (Williams & Power, 2009). Evidently it is down to the individual to show leadership by continually being critically reflective and show leadership by viewing the process as continuous, this is something I will foster to better my professional development.
While considering various reflective cycles, I felt approaching my critical incident through Gibbs (1981, 1998) was the most fulfilling way to evaluate my experience and one I will use in the future to meet the standards of a reflective practitioner in Wales. Through Gibbs’ (1981, 1998) model, this assignment has demonstrated the importance of reflective practice and how it may improve a teachers practice throughout their career, especially by allowing others to learn from your actions and shape their own professional development. Considering how the incident I viewed is linked to Donaldsons (2015) four principles was essential as shown, pupil well being played a central role to the teacher’s reaction and evidently to provide a positive outcome.
While I have evaluated the role of critical reflection through the critical incident I witnessed and conducted a review of the teachers’ actions in this assignment, I will continually reflect on what I have witnessed in order to adhere to the new Professional Standards for Teaching and Leadership in Wales. Through this process I will focus on how I can improve my practice through reflection and hence, refine my teachers, advance my learning and influence the learners in my care.
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