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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

 
INTRODUCTION: 

A critical incident according to David Tripp in his 1993 book, Critical Incidents in Teaching: Developing Professional Judgement defines a critical incident as an ‘interpretation of the significance of an event’ whether a teacher regards an event as a critical incident depends on a ‘value judgement’ they make which subsequently assigns significance to an incident (Tripp, 1993, p. 8). It is an important tool in an educational practitioner’s arsenal as it provides a reflective framework for teachers to consider what facilitated the incident, what the effects of it were on the student, and what the teacher could do to improve the situation the next time the same or a similar situation occurs.  This assignment will identify, analyse, and reflect on three critical incidents the researcher witnessed during their classroom observations during bridging. The intention of this is to identify what occurred in the incident, how it was responded to, and in some of the cases what may have been done differently to achieve a different outcome, these case studies will then be subject to reflection in how they could fit into the researcher’s own practice going forward. 

The analysis of the critical incident will be developed further in a literature review in which the researcher will link contemporary and significant literature to their observed critical incidents with the intention of creating a better understanding of what occurred and what was done well and what could be done differently the next time such an incident occurs. 

THE ROLE OF CRITICAL REFLECTION 

Critical reflection is a cornerstone of the new curriculum, it allows teacher practitioners to approach their practice critically allowing them to think about what worked and what did not. Critical reflection provides teachers with an opportunity to consider evidence from the classes they teach but also scholarship, thereby reinforcing their teaching with evidence-informed practices and techniques. 

Critical reflection can be used to improve and adapt practice and allows a teacher’s practice to continuously develop because the teacher’s reflection allows them to identify what forms a successful practice. In this way critical reflection can begin an ever-developing synthesis of evidence-informed practice. 

David Tripp’s Critical Incidents methodology helps inform the practice of critical reflection; Tripp stated that critical incidents are created through critical reflection. Although as a first impression interactions and events in the classroom that may seem mundane following teacher scrutinisation they could be ripe for analysis that would then define them as critical incidents. Tripp lists reversals, opportunities, choices, and other points of view as suitable approaches for reflecting on critical incidents (Tripp, 1993, p. 45), for a teacher this might allow their practice to develop in ways they might not have considered as they concern themselves with reflecting on their practice by questioning what they might have done differently in both the choices they made and alternative methods. This helps teachers develop their practice and to guard against rigidity. 

All in all, teachers can use David Tripp’s Critical Incidents analysis and reflection as an invaluable tool to analyse and improve their own practice in a constructive and proactive manner. In the context of the New Curriculum for Wales this tool can be used to analyse how a teacher’s practice from their instruction to how they manage behaviour might address or fail to address individual student’s particular needs, ranging from their ability level to considerations owed to students with additional learning needs (ALN). 

This essay will also address another potential role of Tripp’s critical reflection framework, a way in which to reflect on and construct a socially critical pedagogy. Tripp notes that some argue that critical pedagogy should empower ‘subordinate groups through shared understanding of the social construction of reality’ (Tripp, p. 115-116), but for Tripp it is difficult to identify how this would be implemented as he argues that notions of inequality are based on ‘subjective assessments of empirical facts’. Paulo Friere and his works would be an illustrative example of this kind of socially critical pedagogy. 

OBSERVATION: SCHOOL AND CLASS CONTEXT:

The school in which the researcher observed for critical incidents is an English-medium comprehensive secondary school in South Wales, it is a mixed gender school. As of 2015 there were 892 pupils all falling between the 11-16 age bracket. Most pupils come from the area around the school but with some coming from the nearby town, 23.5% are eligible for free school meals and 47% of pupils live in the 20% most deprived areas in Wales. 44% of pupils are on the school’s additional needs register, this is significantly above the national average of 20.1% (Estyn, 2015). 

The research observations took place at the start of the academic year in September. The researcher was on site between 8:40 and 13:10 and in that time observed four lessons consisting of Year 7 and Year 10 students. The morning consisted of a year 7 Geography lesson and a year 10 top set Welsh lesson. The afternoon consisted of a year 7 French class and a year 10 set 2 Physics class. The year 7 class was primarily boys, the year 10 set 1 Welsh class was primarily girls and the year 10 Science class had more of a gender balance between girls and boys. 


CRITICAL INCIDENT LINKED TO DONALDSON’S FOUR PURPOSES: 

The first Critical Incident that the researcher observed took place in Year 7 Geography Class between 8:50 to 9:50, therefore it was the first class of the day. To add further context, the researcher also learned from the teacher that this class was only the second Geography class of the term and for these pupils their second Geography class in Secondary School. The lesson’s learning objectives were to identify and locate the Continents of the World, with an extra objective to also identify and locate the Oceans of the World. 

The teacher used questioning to gauge students' prior knowledge of what the names of the continents are. The teacher then wrote the names of the continents on the board before displaying the images of the continents on the projector. They then used cold call questioning and asked students to identify which continent name matched up to each image. They called upon Student A to identify which name matched with the silhouetted image of North America, Student A incorrectly identified it as Africa to which the teacher responded that it was incorrect. The Teacher then moved on to another student, Student B, who correctly answered that it was North America, this was met with positive praise from the teacher. The teacher then returned to Student A and questioned them again, asking which name matched with the continent below North America, Student A then answered correctly that it was South America, themselves then receiving positive feedback from the teacher. 

The researcher observed this as a Critical Incident as in the context of the lesson, the teacher utilised questioning as a key component of assessment for learning to gauge the prior knowledge of their Year 7 class. This questioning starter is in line with Donaldson’s principle of pupils becoming ‘ambitious, capable learners’ (Donaldson, 2015, p. 31). The teacher turned an incorrect answer that may have embarrassed or knocked the confidence of Student A, especially considering how early it was in their Secondary School life into an opportunity for the student to regain some confidence in the form of a chance to problem solve using the diagrams to come to a correct answer. The teacher used this to communicate a valuable lesson that wrong answers and mistakes are essential parts of the learning process, and Student A should remain confident enough to continue to engage and contribute to class questioning and answering sequences. 


LITERATURE REVIEW: 

The Role of Questioning in the Classroom: 

Questioning is a key part of assessment for learning, Barak Rosenshine cites questioning as a key part of his Principles of Instruction, ‘Ask a large number of questions and check for understanding’ (Rosenshine, 2012, p.19). He writes in Principles of Instruction that the most effective teacher utilises extensive questioning to gauge student understanding and to develop their knowledge. Tom Sherrington has adapted this material and pointed to a series of questioning techniques suitable for AFL in the practical application of Rosenshine’s Principles for Instruction, including ‘cold-call’, ‘no opt-out’, ‘think-pair-share’, amongst others (Sherrington, 2019, p. 28-29). ‘Cold call’ questioning was displayed in the researcher’s first critical incident in which the teacher called on pupils involuntarily to gauge prior knowledge which itself fits into Rosenshine’s principle of using questioning to gauge student understanding. 

The researcher believes that questioning is a key tool in a teacher’s arsenal that can be flexibly used for multiple purposes, particularly in AFL, but also in terms of encouraging the recognition of meta-cognition amongst students themselves. Questioning is a powerful tool when used correctly, and it also poses a chance for differentiation in the classroom as students could be provided questions depending on their ability. The researcher draws here from the constructionist school, which argues that pupils should be taught according to their own specific learning needs, differentiated questions in this regard can be used to challenge pupils at a level which allows them to achieve rather than being too easy or too difficult. 

Dylan Wiliam in his 2017 book, Embedded Formative Assessment suggests that there are only two good reasons to ask questions to students ‘to cause thinking’ and ‘to provide information to the teacher about what to do next’ (Wiliam, 2017, p. 90). The idea being that questions should inspire students to think about and engage with the topic, but also that questioning can be a useful tool in AFL. It has the potential to provide an insight into student learning, and how they learn, provided that constructive and closed or open questions are posed suitably and at the correct levels of challenge especially when we consider groups of learners that must be differentiated. In a practical sense it can also guide the teacher’s next move, questioning is used as a pedagogical tool to gauge whether students are having difficulty retaining information and require a recap or that students are grasping the material well and are ready to move to the next part of the topic. 

Robert Marzano acknowledged that while many teachers use taxonomies, particularly Bloom’s 1956 taxonomy model to classify questions and how they contribute to cognitive development, teachers often find it difficult to gauge which part of the taxonomy each question fits into (Marzano, 1993, p. 155). In Bloom’s Taxonomy, cognitive development levels are represented as an upward progression, starting at remembering basic information about the subject and working up to higher cognitive tasks such as synthesis and evaluation (Seddon, 1978, p. 306-307). Other frameworks that can be considered when planning what we aim to develop by asking questions also include Webb’s Depth of Knowledge model which aims to assess ‘higher order cognitive skills’ (Yuan and Le, 2014, p. 2.), or the revised version of Bloom’s Taxonomy (Anderson and Krathwohl, 2001). 

Questioning can be used to develop what Karin Hess defines as cognitive rigour (Hess, 2013). Hess used both Webb’s Depth of Knowledge and Bloom’s Taxonomy to argue that good questioning can result in the development of cognitive rigour in students. For her good questioning includes open questioning, and to a lesser extent closed questioning, though she does cite that it has a place as it can provide quick AFL, it does not tell the teacher what else the student may know, therefore making it unclear where to go next (Hess, 2018, p. 17). Hess states that purposes of cognitive rigour questions (CRQs) can be ascertained through the stages in both the Taxonomy and the Depth of Knowledge frameworks. Erik M. Francis also draws from Webb, Bloom, Anderson and Krathwohl and suggests that the categories of CRQs should be: ‘Essential, factual, analytical, reflective, hypothetical, argumentative, affective and personal’ (Francis, 2016, p. 21), this includes cognitive skills ranging from reading and recognising information, to creating their own hypotheses, to developing their own beliefs and values, all of which can be guided by teacher questioning and guidance. 

Behaviour Management and Necessary Considerations 
in a Multi-Cultural Society:

Classroom management is a concern for all teachers across every year group, and the term is fairly loaded. Managing pupils and their cognitive and social development by meeting their needs is a cornerstone of the new curriculum in Wales. Classroom management itself was and in some ways still is influenced by the behaviourist school, ideas derived from the field of operant conditioning might be found today in the practices of teachers in the form of negative and positive reinforcement. But each school has historically had many ideas and disagreements about how student behaviour should be managed in the classroom. Our modern sensibilities and concerns also raise questions about how we can make classroom management fair and equitable for those of all races, religions, cultural and social backgrounds. 

B.F. Skinner, the American psychologist and behaviourist moved past the antecedent event-based nature of classical conditioning and argued that behaviour was affected by consequences as well as individual’s thoughts and emotions (Shepherd and Linn, 2015, p. 4-5). In the context of a classroom this might mean that a student who misbehaves might be met with negative stimuli from the teacher in the form of a reprimand, in line with the idea of operant conditioning this would result in the behaviour becoming more unlikely to occur and with guidance from the teacher might be moulded into more desirable alternative behaviour, which can then become the new pattern of behaviour. 

Lev Vygotsky, a chief figure in the socio-constructivist school of teaching, would have argued that not just emotions or thoughts affect a student’s behaviour but their cultural and moral beliefs that stem from their environment would also play a major part in why they might behave the way they do (Smagorinsky, 2007, p. 62) this has made many teachers consider how to develop a culturally sensitive and responsive form of pedagogy but also of classroom management. Linn and Shepherd drew from Weinstein et al (Weinstein, Tomilson-Clarke and Curran, 2004, p. 27), and suggested that teachers should adhere to five principles of ‘culturally responsive classroom management’ to understand how the cultural backgrounds of their students affect their behaviour and how they interact with their peers. These principles suggest that ‘teachers should recognise their own ethnocentrism’, and ‘gain knowledge of their students' cultures’ with an intention to use this knowledge of their students to develop ‘culturally appropriate management strategies’ (Shepherd and Linn, 2015, p. 16). This idea is more suitable for our multicultural classrooms than behaviourist ideas of the past, but it does blur the line between when students' cultural backgrounds and behaviours should be accommodated and when their behaviours should not be tolerated in the wider school culture. 

A contrasting accepted view to the consideration of students' multicultural identities and needs is hard to argue but contrasting ideas could stem from the concept of developmentalism. The idea of students developing at certain stages and acquiring certain knowledge at these stages is most recognisable in the work of Jean Piaget and his stages of cognitive development model. Developmentalism is criticised for taking away the agency of the student and arguing that they are a thing to be ‘measured, compared, controlled and actively formed’ (Cregan and Cuthbert, 2014, p. 10-11), the implications of developmentalism in a classroom management context might result in an authoritarian discipline style in which student agency and cultural identity are secondary to conformity to ‘universal’ developmental stages. 

The Use of and Implications of Meta-Cognitive skills 
and knowledge in the Classroom: 

Meta-cognition despite being commonly defined as ‘learning about learning’ can be more specifically defined as ‘knowledge and control of one’s own cognitive processes’ (Wilson, 1985, p. 212). Much has been made in modern learning traditions of giving the learner the ability to know and control certain aspects of their own learning experience with varying levels of collaboration between instructor and learner. 

Meta-cognition is seen by many as a means for students to recognise their own learning processes and the eventual outcome for this is ‘self-regulation’. Veenman identifies two separate strands of metacognition, meta-cognitive knowledge, and meta-cognitive skills. He states that the former concerns the ‘declarative knowledge between person, task and strategy characteristics.’ and those skills relate more to ‘procedural knowledge for regulating one’s problem solving’. He argues that while metacognitive knowledge can be very resistant to change and therefore stall any attempts at self-reflection, metacognitive skills have a ‘feedback mechanism built in’, for example if students are comfortable using meta-cognitive skills such as planning they will perform tasks smoothly while those not comfortable with planning might struggle resulting in weak task performance, but it must be noted that weak metacognitive skills application can still result in opportunities for metacognitive learning (Veenman, Van-Hout Wolters and Afflerbach, 2006, p. 4-5). 

Tasks to develop meta-cognitive thinking and skills might include modelling, where students could be presented with model answers at their targeted grade levels and with teacher guidance could be told what the student included in the answer or thought about in their planning to achieve this grade. The outcome of such a task would be to develop students' metacognitive knowledge and skills so that when presented with a similar assessment task they could produce their own answer based on the presented model. As a by-product this would also help reinforce teacher expectations of student work, by giving them a list of what to include and showing them where in the structure it should go, students have a much better chance of performing well in assessments. 
Colognesi et al suggested that practical implication of metacognition in the classroom could take the form of questioning. She suggests that questioning for meta-cognitive development should take place in stages during a task: before the task students should be encouraged ‘to direct and plan their actions’ during the task they should be asked questions that will require them to ‘explain what they are doing and why they are doing it’, and finally after the task students should be asked to evaluate what they have produced and to identify what made it successful and what might have hindered the final product. Recognition of successful strategies should be followed by positive reinforcement from the teacher to increase the chance of repetition (Colognesi, Piresy, Demorsy and Barbier, 2020, p. 460). 

Despite its general utility in the classroom, some critics cite the vagueness of the term meta-cognition, other problems worth considering also exist. A 2016 study at the University of Cambridge found that bilingual young adults performed worse in meta-cognitive tasks than their monolingual peers (Folke, et al. 2016, p. 122). Akin to the idea of considering students' social and cultural backgrounds, it is worth considering how meta-cognitive tasks might be adjusted to address this imbalance in performance. 


REFLECTION/EVALUATION AND NEXT STEPS: 

In terms of my reflection, I observed and have analysed a variety of classroom and learning concepts. In terms of my professional practice, I certainly will be extensively utilising questioning in my classroom as it is both beneficial to the practitioner and the learner, for the practitioner as it demonstrates student understanding and knowledge, offering a good and practical opportunity for regular assessment for learning, the teacher can begin to plan based on what students have demonstrated they understand and what they could use more help with. I would be wary of relying too heavily on questioning within a framework as it may needlessly complicate the results you are looking for, therefore making it harder to recognise opportunities for AFL. This will fall under the QTS Professional Standards as I will attempt to use questioning in the future to develop my understanding of the ‘range of purposes and practices for assessment’ and in the future will aim to identify how these take shape in the classroom practice.  

I will try to use a combination of questioning with reinforcement strategies, much like the teacher in my critical incident case study. Questioning coupled with positive reinforcers such as praise increases the likelihood of student participation and therefore increases the chance of students providing opportunities for AFL. But I am also surprised at how much questioning also helps develop meta-cognition. If students are asked how they came to a certain answer or the teacher explains how they may come to an answer, students will develop enriching meta-cognitive skills that will further enhance their learning experience. This can provide a mental framework for students to recall what made them successful and eventually with repetition and positive reinforcement this can lead to self-regulatory behaviour, the ability for them to regulate their own learning and to deliberately practice meta-cognition themselves. 

I will also try to be more mindful about my own meta-cognition as a teacher. In line with the universities focus on planning and critical self-reflection I will further aim to develop my meta-cognition to develop my own practice by constructively recognising what was successful and what needs more thought. As a continuation of this I will also try to be mindful about teaching students about their own learning to support the development of their meta-cognitive knowledge and skills. 

My research has also shown that while behaviourism might have been derived from unethical scientific practices in the early 20th century, certain concepts such as reinforcement certainly still have a place in 21st century classroom management. But as my research has shown, the multicultural nature of our society and therefore schools must be taken into account when considering how behaviour should be managed. Teachers should examine their own biases and particularly those relating to ‘ethnocentrism’, but more importantly I think it would be an invaluable exercise to learn about students own ethnic and cultural backgrounds so as to create a friendly and accepting classroom environment in which beliefs and values can be shared without fear of social ostracisation, however I also recognise that certain beliefs and values are not acceptable in a school environment so it would be best to identify what the school policy is on the sharing of beliefs. 

I was surprised that cultural and ethnic backgrounds could influence behaviour to such a significant extent and will consider how a student’s ethnic or cultural background and beliefs might influence their behaviour and therefore how I should manage that behaviour. This will be undertaken in line with the QTS Professional Standards ‘real-life authentic contexts’ criteria which extends to my experience with different socio-economic, cultural and religious backgrounds. 

CONCLUSION:

In conclusion the researcher has examined their own critical incident and a range of pedagogical concepts with a view to evaluating what it means for their own practice going forward. The literature review has allowed the researcher to delve into three concepts, and in doing so the researcher has also made the attempt where suitable to link the concepts of questioning, classroom management and metacognition together in how they may inform each other. In terms of questioning and metacognition the link was obvious and substantial but while multicultural classroom management warrants reflection it is not explicitly linked into metacognition or questioning. 

This assignment has allowed the researcher to demonstrate their pedagogical knowledge and to refine it by undertaking professional learning in their literature review in line with the Professional Standards for Teaching and Leadership. The researcher has recognised the importance of reflection as a tool to refine practice and teaching outcomes with a view towards sustaining an effective personal pedagogy (Welsh Government, 2019, Professional Standards for Teaching and Leadership, p. 16). The literature review and critical incident have allowed for extensive research that can be considered when developing the researchers own teaching practice and will allow opportunities for further critical reflection in the future. 









































APPENDICIES (1000 WORDS EQUIVALENT, CI Forms) 

OBSERVATION / FIELD NOTES

Record 1
	Date and time, year group: 23/9/2021, 8:50-9:50. Year 7. 


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

Geography Lesson, Students on tables on both sides of the room separated by space in middle. Walls decorated with Geography materials/map, etc. 

Main learning objective was to learn the continents, with an extra objective to learn the oceans. 

Medium: Presentation by teacher, with questioning/discussion with pupils to get them to think about what continents were and eventually to be able to locate them on the world map. This task was supplemented with individual tasks of students labelling the continents in their workbooks. The teacher also demonstrated how the world used to be one supercontinent called Pangea by showing how Africa fitted into the East Coast of the United States. 

Most students were high ability, some knew continents prior to the class and those that didn’t know quickly understood that a group of countries formed a continent, and that there were 7 continents that made up the world’s landmass. The teacher utilised questioning extensively to engage students and to get them to think about which continents were where. (They later let me know that this class had been a higher ability class, and that lower ability classes recieved their continent names with some letters filled in). 

This task was then repeated for oceans. This was done faster than the continents, but the task was essentially the same with students having less time to learn them. The teacher used a LMFAO musical parody produced to help students learn the continents and oceans, and encouraged the students to pay attention to the oceans aspect and to write them down in their booklet diagram as they had done previously with continents. 





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

As part of the questioning aspect of the continent-focused first 30 minutes of the lesson, the teacher had images of the continents without labels on the board and called upon students individually to guess which one was which. This was a good starter to test their prior knowledge as it had only been their second Geography lesson of the year. 

Before this the teacher had taken answers from the class and written the names of the continents on the whiteboard next to the screen. 

The teacher pointed at North America on the screen and asked if Pupil A could identify which continent, it was. Pupil A answered Africa and the teacher told them it was a good guess before continuing to Student B. Student B answered correctly that it was North America, the teacher praised them. But the teacher then asked Pupil A which country was South America and using the prior knowledge that the continent above was North America they identified the correct location of South America, leading to positive feedback from the teacher. 

The earlier mistake could have shaken the student’s confidence especially in such an early class after just entering Year 7, but the teacher took the opportunity to support Pupil A’s learning. It also helped develop the students’ problem-solving skill by questioning them again the teacher gave them an opportunity to work out where South America was. It also may have communicated to the student that mistakes are an integral part of the learning processes as even a mistake they made led to further learning. 







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

Vygotsky: More Knowledgeable Other. Teacher’s knowledge of the continents allowed them to raise Student A’s understanding of geography and this was certainly essential due to the foundational purpose of the lesson. To give the students fundamental geographical knowledge about where the continents and oceans were located and what their names were. 










	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)


First lesson of the day. 

Teacher used Fifa/Football as a starting point to relate to the children where countries are. Extra questioning when discussing continents, when pupils asked to name a country in the continent, teacher gave examples. ‘Country is really good at football, has a yellow football kit’ with the answer being Brazil. 










Record 2
	Date and time, year group: 23/9/2021, 12:00-13:00, Year 10 (Set 2) 


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

Year 10 class, set 2. Physics Class, lesson lasted from 12:00-13:00, so was the lesson before the lunch break. The lesson in question was on the trasmittal of energy without particles, heat/radiation, etc. 





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

Student A who was sat at the front of the classroom opposite the teachers’ desk had recently moved from another set to the set 2 Physics class. Student B who was sat on the table behind them made an insensitive remark questioning to the teacher why the Student A was in their class. 

The teacher initially responded in a lighthearted bantering manner that did not really address the issue. They subsequently followed this up by warning Student B to not make critical judgements about others and to instead focus on their own performance. 










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

I think that territoriality might be an influence in Student B’s reaction to the addition of Student A to the classroom. They might have viewed them as a target because they weren’t yet fully intergrated with the rest of the class, or they may have just felt that their own performance was threatened by the addition of a student from a lower set. It may have also had something to do with Student A and Student B’s relationship or interactions outside of the classroom that led up to this incident. 

The idea of school and classroom ‘territories’ could be explored, what is the extent of territorial behaviour or behaviour influenced by new additions to the classroom in schools and how it can it be addressed. In this specific context I could also examine how an outsider might be intergrated into a new group and setting without creating conflict. 

How the teacher responded is also a potential research avenue in the future. Was their use of negative reinforcement effective? It would be worth questioning the effectiveness and suitability of negative stimuli and how it might be used to reduce the chance of Student B repeating undesired behaviour. 








	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

It was just before lunch, so students may have been restless. 

Limited engagement from students, not really engaging with teacher to which teacher responded from shifting from ‘hands-up’ questioning to ‘cold-call’ questioning, this helped a little with engagement but it still remained fairly limited. 

Some students seemed unconfident with their output, despite knowing the answer in many cases. Despite this I felt the instruction was clear with the teacher giving a presentation but also simple visual examples, e.g. showing radiation by holding their hand near their other hand and explaining that humans emit radiation. 












Record 3
	Date and time, year group: 23.9.2021. 10:00am-11:00am. Year 10. 


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

Year 10, Welsh Class. Lesson took up the 10-11 slot making it the second lesson of the day and the lesson just before break. The lesson objective was to revise personal adjectives and descriptions, the last lesson had been on personal adjectives, so this was a chance to practice their skills and for the teacher to check progress. 







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

The teacher was ‘cold-calling’ students to explain what was good and what was missing in a model paragraph. The teacher chose Student A who was sat in the second row from the front, the student responded that they had got it wrong but did not offer up their answer, the teacher encouraged the student to answer regardless, the student then proceeded to offer a limited but correct answer. 

The same student later filled the role of the More Knowledgeable Other for a student sitting next to them when they provided help with a task. This could have been related to the earlier incident.







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

The success of cold-calling in the classroom and how to implement it to maximise success. 

I would like to explore the idea of confidence-building in the classroom, as many students feel unconfident in participating in both question and answer sequences and wider verbal discussion. This could be expanded to find research on how tasks might be used to build confidence and how they might be sequenced throughout a module to increase confidence in verbal dialogue and student’s confidence in their own abilities. 

As an alternative I might also explore how to deal with ALN students for whom confidence-building is not as cut and dry, such as students with anxiety disorders.   









	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The lesson took place just before the first break of the day, but students did not seems too restless. 

Participation began fairly limited but through cold-calling the teacher got more students engaged and by the main task many were helping each other work, asking the teacher for assistance or otherwise working independently on their own personal adjectives paragraph. 
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