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ECAD6007: 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: 
Observations of critical incidents provide an initial starting point for observing theory in practice. Also, it provides the foundations for developing deep reflective evaluative investigations making it a methodology that is particularly appealing to early career teachers. Critical incident evaluation strengthens innovative practice leading to a more professionally informed and improved practice that will help inform a teachers next teaching or learning steps. Reflection is imperative for a more professionally developed outcome, nevertheless reflection alone will not improve teaching standards; hence there must be an element of challenging and critiquing the evidence. Therefore, evaluating a range of theories and literature from new, different, and opposing perspectives can offer teachers a wider awareness. This critiquing of literature allows practitioners to notice gaps between what is done in practice and alternative theory that could change the strategic approach. This is based on active literature and theory which could potentially improve practice outcomes. The focus of my critical incident reflection is behaviour management and prevention. I will be analysing literature which will support or oppose the incident so that standards can progress, and I can critically justify pedagogic approaches used in the future. 

The role of critical reflection:
One of the main roles of a teacher is to allow time to critically reflect which will eventually lead to professional progress. This continuous reflective process allows opportunities for teachers to critique either strengths or weaknesses and improve the teaching practice whilst achieving a greater level of self-awareness. Consequently, learners are provided with the most effective teaching experience that will allow every learner’s individual range of needs to be successfully met. Therefore, knowing when it is best to change our approaches requires an element of reflection before, during, and after the event. All decisions should be critically justified based on a profound study of academic and professional literature. This will help the process of linking theory to practice whilst allowing to expand on the approaches available in the repertoire, which will help improve professional judgement. The study of theory and comparing different ideas in relation to the event enhances the acquisition of knowledge and skills needed to be professional. Also, through the process of justifying an incident, new knowledge can be applied leading to the teacher having a more autonomised control of the classroom environment. Critical incidents are a pedagogical theory developed by David Tripp. Recently Tripp provided a theoretic approach to reflection which acknowledges that if the teacher is able to critically analyse and aid development it will improve the practice (Tripp, 2011). Furthermore, Tripp highlights that even positive or mundane incidents have critical meaning, and the event does not need to be explosive to render as a critical incident for further deep reflection (Tripp, 2011). Challenging or critiquing our professional practice is important because there is often a tendency when reflecting to remain objective in reflective response (Tripp, 2011).  Moreover, critical reflection is often based upon judgements teachers already have about the world and individual learning experiences or personal biases. To elaborate, it is not enough to simply challenge and critique the professional performance because that alone will not improve the professional standards. However, there should be an element of critical self-reflection that acknowledges different world views and personal responses to scenarios so that new ideas can be transformed to unravel full potentials. 
Furthermore, reflection is a key component of the educational workforce councils professional learning passport which requires a constant attentiveness to documenting the reflective practice (Welsh Government, 2019). Applying new approaches impacted on the reflective process of teaching experiences which will influence the development of future action. The qualified teacher status descriptor encourages continuous critical reflection through the study of new theoretical propositions and pedagogy, which is imperative when encouraging professional development (Welsh Government, 2019). Also, the professional learning passport motivates student teachers to share experiences so that new methods can be established collaboratively (Welsh Government, 2019). Teachers who incorporate critical reflection into their daily teaching life will evidently develop a higher level of professional growth. Therefore, classroom experiences should always encompass an opportunity for reflection whilst engaging with literature and members of the multidisciplinary team to understand the next steps regarding professional development.  

Observation: school and class context: 
Adhering to BERA specifications when referring to classroom enquiries or observations means that data confidentiality should be respected, and anonymity is always imperative (BERA, 2018). 
The observation occurred in a mixed gendered English medium secondary school located in Swansea. The school in which I was placed has informed me that there are 1,035 pupils enrolled with ages ranging from 11-16 years old. To provide a better understanding of the socio-economic impact, 40% of learners are eligible for free school meals. I was informed that this percentage increased by 10% after the impact of the pandemic. Therefore, 108 students joined the free school meal register. According to Estyn this figure was substantially higher than any other secondary schools in the United Kingdom (Swansea and 2nn, 2020). Furthermore, the Estyn report specified that approximately 34% of students are on the special educational needs register (Swansea and 2nn, 2020). Also, 20% of students are learners that speak English as an additional language (Swansea and 2nn, 2020). The school caters for learners with speech, language and communication needs through the providence of a special teaching facility. The curriculum in the school is planned proficiently according to the needs of all the learners so that the school remains inclusive. In this manner, the lessons are mostly carried out through mixed ability provisions.

Critical incident linked to Donaldson’s Four Purposes:
The critical incident occurred after the break in a year eight low ability English lesson. They were learning about the representation of race in the media, which built on previous knowledge accumulated from last lessons work focusing on the role of black women within the media. Learners were initially disruptive, however they quickly became more engaged with the lesson and keen to share their ideas about what they recalled from their own understanding about media representations of race. Learners proceeded to participate by taking turns in a group teacher-led discussion, while raising hands to engage. The equilibrium and engagement in the class discussion was suddenly disrupted when learner A with additional learning needs ran into the classroom with their learning support assistant in a distressed and loud manner. Consequently, the teacher and learning support assistant ensured that the learner was in a calm environment ready to assimilate novel information. The learner was now more engaged with the lesson and keen to participate in the group discussion. However, student A proceeded to shout out answers or disrupt other learners from partaking and became distressed when other learners shared a similar answer. The teacher ignores student A’s interruptions and behaviour while directing the class to put their hands up and take turns to share ideas. Furtherly explaining that it is important to listen and respect the opinions of other people in the class even if their opinions or answers were similar. The teacher having witnessed pupil B waiting patiently with their hand up to share their opinion immediately acknowledged and praised student B in Welsh for the correct conduct of engagement. Pupil A having witnessed an example of a learner putting their hand up when sharing ideas and receiving positive feedback through praise from the teacher equipped the learner to share their ideas in a similar way. However, learner A struggled to compartmentalise their ideas and became frustrated when contributing during group discussions. Therefore, the teacher engaged the learner with the activity in an inclusive manner by explaining key terminology from previous lessons to scaffold the learners understanding (See Appendix B).  
The incident links to Graham Donaldson’s 4 purposes which is at the forefront of the curriculum for Wales. The learners were encouraged to share their ideas about contemporary issues in society while formulating answers using their prior knowledge and values. However, they were also encouraged by the teacher to demonstrate their viewpoints in a respectful manner while valuing the opinions of other individuals in the class. Consequently, the learners were encouraged to develop the skills for being ethically informed citizens of the world. Furthermore, the class was encouraged to share their opinions verbally subsequently building their confidence when participating in the group discussions. Also, individual learners who find social interactions particularly difficult when understanding how to engage and communicate ideas appropriately were given opportunities to develop their interpersonal skills. Therefore, learners were encouraged to show resilience when overcoming these challenges and form positive relationships with peers and a more effective respectful learning environment. Thus, learners were able to develop their interpersonal skills that encouraged individuals to be healthy and confident individuals.

Literature review: 
The hands up indicator in the classroom is regarded as a common tool of engagement, which is often viewed as a positive sign of controlled behaviour management in the classroom and an indicator of learners understanding or progression steps (see Appendix B).  The pertinence of hand-raising derives from a sociocultural concept that learning is often more beneficial when it is a shared collaborative experience, which is a theory related to Vygotsky (Vygotsky, 2018) (Böheim, Knogler, et al., 2020). A recent study on the impact of hand raising in the classroom found that it improved cognitive development and helped the regulation between the emotional support and academic outcomes (Böheim, Urdan et al., 2020). Often the emotional support or social co-construction that the teacher provides will influence whether the students will raise their hands. This is because the environment will allow learners to feel confident and comfortable participating in group discussion activities. It could be argued that putting hands up during lessons is a strategy that coherently eliminates any disruptions. Also, it improves the quality of the learning outcomes while building student teacher relationships. According to a study done by Brophy and Good (1970), it was highlighted that students who have high ability and expectation levels were more likely to raise their hands (Böheim, Urdan, et al., 2020). Therefore, this suggests that students with low ability could be deemed less likely to interact and build on their knowledge through social interactions. Hence, a hands up approach to learning might mean that not everyone will be given an opportunity to express their ideas verbally ultimately limiting learning outcomes. Also, some learners might feel frustrated because their learning was prohibited as they were not provided feedback and guidance about their thinking processes. 
Similarly, praise is often deemed as another preventative intervention strategy to manage the desired behaviour and boost students’ confidence (See Appendix B). Presently, in education praise is being regarded as an appropriate strategy for rewarding positive behaviour in the classroom. This is often viewed as a two-fold strategy used to encourage positive behaviour and learning outcomes. Furthermore, praising motivates and encourages learners to feel confident and mentally satisfied, which will help formulate the foundations of a positive classroom environment where students feel supported (See Appendix B). The initial theory of praise links to BF Skinners behaviourism theory of operant conditioning, which emphasises that behavioural outcomes of individuals are learnt and determined by their conditions (Skinner, 1972). Skinner argues that learning will lead to a more successful outcome when it is proceeded under more “favourable conditions” (Richelle, 1995). In accordance with operant conditioning, when positive behaviour is recognised through praise by the teacher, it is more likely that good behaviour outcomes will increase. Consequently, leading to higher levels of teacher behaviour management. Therefore, the classroom environment should be supporting the students’ emotional state positively through the use of praise. It could be suggested that favourable conditions such as praise instils confidence while also motivating or engaging learners to persistently make the right behavioural choices. Consequently, leading to high quality classroom management and more desirable behaviour outcomes. 
Furthermore, the behaviourism concept of “passive pupil” substantially remained in the overall learning environment until metacognitive processes theory impacted school life (Payne, 2015). Therefore, pupils were seen as having a more active role in their learning by self-regulating and self-motivating (Payne, 2015). Therefore, such behaviourist concepts have subsequently dwindled into nonexistence in school life today, whereas theories such as cognitive psychology and constructivist principles have taken place. However, still many of the theories behaviour management principles of operant conditioning remain and are very much embedded into school life. Even though classroom behaviour management in school today is primarily embedded in behaviourist principles, there are also elements of underpinning self-determination and motivation theories meaning that many learners have autonomous motivation (Núñez and León, 2015). However, it is suggested that this motivation can often be influenced by external behaviourist factors such as the teacher’s rewards or appraisal that often influences and increases the intrinsic motivation (Núñez and León, 2015).
The correlation between the misbehaviour in a classroom and the reaction from the teacher has detrimental significance on a pupil’s behaviour outcomes. One study in a secondary school in the UK found that increased praise in the classroom and decreased verbal reprimands led to improved behaviour outcomes overtime (Payne, 2015). Furthermore, another similar study found that praise and reprimands help form and develop positive socio-emotional wellbeing of learners (Spilt et al., 2016). Therefore, praise and reprimands need to be prudently thoughtful and to make an impact that encourages the positive behaviour and socio-emotional outcomes of all learners even when actions are not acknowledged through teacher praise, or reprimands (See Appendix B). On the other hand, decreased praise in a classroom could eventually harm the social outcomes because the students could be more likely to disengage in social interactions (Spilt et al., 2016). Therefore, this could be harmful to learners’ education and knowledge retention because social interactions are thought to improve learning outcomes and cognitive development according to Albert Bandura (Bandura, 1977). Additionally, the learners’ confidence can be hindered resulting in lack of engagement and misbehaviour perhaps caused by the frequent use of reprimands (Spilt et al., 2016).  Therefore, this can initiate a pessimistic classroom environment, which is not promoting positive wellbeing (Spilt et al., 2016). Therefore, the use of praise is essential for encouraging the socio-emotional engagement in a classroom so that learning is not limited. Also, it is important so that the classroom environment is appreciated as a safe inviting place where learning thrives. 
Similarly, humanistic behavioural advocates argue that discipline is not achieved through an authoritarian approach that is restrictive (Rogers, 2002). They believe that there should be an individualistic holistic approach when understanding the underlying behavioural problems (Rogers, 2002). A teacher should facilitate the role of allowing the opportunities for learners to learn from their mistakes and present the correct behaviour accordingly. Consequently, a humanistic approach as proposed by Rogers (2002), would result in teachers always maintaining a persistent positive regard to learners to raise student self-esteem and build close relationships to promote a positive learning environment. A humanistic approach to behaviour management in a classroom would also support a working environment based on mutual respect and rapport from both teacher and student (Rogers, 2002). Also, an emphasis on being vigilant of problems arising so that behaviour issues can be prevented, which requires an understanding of all learners’ individual needs. Furthermore, one humanistic approach referred to as investigating and counselling, promotes an environment that deals with problematic behaviour in a “open-minded manner” by not explicitly highlighting the misconduct of behaviour but simply directing the learner back to the task (Rogers, 2002).  If the behaviour persists, the teacher can then proceed into the counselling phase whereby the teacher can question the learner in a supportive and understanding manner (Rogers, 2002). Therefore, this approach to behaviour management will not require reprimands and the situation is often privately discussed (Rogers, 2002). This will allow the opportunity for learners to voice their feelings and reflect on the event in a helping manner so that there is an understanding of the root cause of the undesired behaviour. Comparably, restorative practice also encourages an emphasis on positive and supportive relationships, which is at the forefront of all behaviour prevention strategies (Meyer and Evans, 2012). Embedding a classroom environment where learners can feel physically, emotionally, and socially safe ensuring that positive relationships can be formed (Meyer and Evans, 2012). Furthermore, it disregards reprimands and aims to support the child in making amends (Meyer and Evans, 2012). Children need support not rejection from their communities so that they feel a sense of belonging and safety, which can improve their behaviour outcomes. On the other hand, the “good behaviour game” strategy places emphasis on the reward of positive behaviour in the classroom through a team-based approach rather than a humanistic individualistic approach to behaviour management (Donaldson, Wiskow and Soto, 2015). The strategy enforces peer pressure amongst students and the concept is to receive positive reinforcement as a group (Donaldson, Wiskow and Soto, 2015). Therefore, if a student was to misbehave the whole group would be forbidden from receiving positive reinforcement. However, the game could be deemed as unfair to those learners who did not breach any of the rules and could place unnecessary pressure on students who have underlying behaviour issues.
In a recent study about the influence of supportive student-teacher relationships, communication was often prone to differ when presented with students who have difficult behavioural issues (Newberry and Davis, 2008). Furthermore, the study found that teachers are particularly prone to act in a more professional manner when confronted with behaviour issues in a classroom (Newberry and Davis, 2008). Whereas teachers were more likely to communicate in a more friendly demeanour when communicating with pupils who presented more positive behaviour (Newberry and Davis, 2008). This suggests that the teacher’s approach, and manner is often influenced by the behaviour of the pupils. However, a teacher approach should remain the same for all students so that everyone has an equal opportunity to develop a rapport and improve their behaviour and attainment outcomes. Therefore, it could be suggested that teachers’ relationship with pupils is the main valued principle when managing behaviour whereby if you have built a positive relationship there will be no need for rewards or sanctions to manage classroom behaviour (Shreeve et al., 2002) (Payne, 2015).
Glasser developed a multistep process referred to as choice theory, which he believed behaviours to be consciously chosen because of our five basic needs (survival, love/belonging, power, freedom, and fun) (Louis, 2009). Therefore, when coping with persistent behaviour he believed that influencing positive behaviour arising means that we should aid learners to make better choices by understanding their five needs. Glasser believed that students consciously choose how they behave therefore, it could be suggested that praising students could be deemed as counterproductive if the student does not want praise from the teacher (Gable et al., 2009). However, Glasser argues that “we are social beings, and to satisfy our needs we must have good relationships” (Louis, 2009). Therefore, it is imperative to form positive relationships with our students through communication and understanding.  Hence most of Glasser’s five basic needs require companionship to aid the nature of the propositions. This concept highlights the importance of promoting positive learning environments and relationships with learners so that praise is deemed as something mentally rewarding for learners. Furthermore, the progress of teachers developing an environment that promotes a sense of belonging and holistic unity for learners is crucial for enhancing student motivation and meeting Glasser’s five basic needs, which will eventually lead to increased attainment levels. Furthermore, in the 1960’s Glasser formulated a counselling strategy called reality therapy which is interlinked with choice theory propositions (Robey et al., 2011). Glasser’s reality therapy encourages individuals to have more autonomy and independence over their actions and lives, which influenced behaviour management strategies (Robey et al., 2011). 
Comparatively, cognitive behaviour management strategies aim to encourage intervention that focuses on learners understanding the impact their behaviour has on their learning and how to manage their behaviour in the future independently (Shepherd and Linn, 2015). Therefore, cognitive behaviour management strategies aim to help learners understand the detrimental effect of their behaviour on themselves and the surrounding environment (Shepherd and Linn, 2015). Furthermore, they are taught how their behaviour can create “ripple effects” that will influence their relationships with peers and their personal outcomes (Shepherd and Linn, 2015). However, for a learner to manage their behaviour there needs to be an initial intervention by the teacher to set an appropriate observable goals for the individual learner (Shepherd and Linn, 2015). Therefore, the learners understand the importance and the benefits of expressing the correct behaviour. Teaching learners to be self-reliant self-motivators and self-managers of their own behaviour means that there will eventually be no need for any kind of behaviour interventions by the teacher.
Reflection evaluation and next steps:
The focus of my critical incident was behaviour management, the impact of praise and forming positive relationships when used as a tool for managing the desired classroom behaviour. Also, the principle of learners raising their hand during lesson time to signify correct behaviour discipline or engagement and the problematic issues that can be linked to this extensive classroom management technique. It could be suggested that hand raising can potentially limit the engagement and learning of individuals, which could hinder learning developments. Therefore, there should be alternatives of student engagement where pupils are able to participate in group discussions and develop their understanding. It could be argued that preventative classroom behaviour strategies are perhaps the most logically successful when managing the desired behaviour outcomes. In this manner, learners understand the consequences of their action and can develop self-motivation. However, most preventative strategies require an initial positive trusting relationship to be formed, where the learner feels emotionally supported by the teacher when dealing with any possible issues. Furthermore, the literature suggests that an authoritarian approach is not helpful when establishing a coherent classroom that is rule abiding and where learners feel valued. Therefore, the learners feel motivated by the teacher to improve the behaviour because they feel supported by the teacher. Subsequently, it could be proposed that praise in a classroom helps to instil confidence in learners, which will help establish supportive student teacher relationships and provide an exemplar to the other learners of the expected behaviour outcomes. Consequently, praise provides an opportunity for learners to observe or engage with the correct behaviour (See Appendix B). This will allow learners to practice the correct behaviour without the teacher having to verbally initiate a confrontation, which could potentially make the learner feel isolated which could lead to further behaviour disruptions. If behaviour issues arise in the classroom there should be an ample opportunity for learners to improve their behaviour through indirect communication. However, if the behaviour persistently does not change the teacher and learner should communicate directly to understand the reasoning privately. It was argued proficiently throughout the literature that sanctions should be avoided whenever possible. This is because learners should feel a sense of belonging and inclusion to the school environment so that positive behaviour and learning outcomes are maximised. 
Critical reflection practices and analysis is not a theory simply related to Tripp however there are also other reflective pedagogical practitioner theorists such as Kolb, Gibbs, Brookfield and Schon to name a few. However, much of reflective theory is based on the work of John Dewey who studied the importance of reflection and developing substantial knowledge retention so that there is an understanding of our limited experiences in the classroom (English, 2016). Dewey emphasised that there are three main features that play a part in the role of reflection these are open mindedness, responsibility, and whole heartedness (Zoellner, Chant and Lee, 2017).  This should play a role in the extensive process of analysation of multiple viewpoints. Deeply articulating new ideas so that the approach is representative of all propositions is important. Reflection should not be “teacher-centric” or one sided but balanced so that it can allow reflection to be open-minded (Zoellner, Chant and Lee, 2017). The process of reflection in aid of our personal responsibility demonstrates that there is an element of professional competency or moral duty to reflect and improve practice consistently (Zoellner, Chant and Lee, 2017). Consequently, reflection should be innately influenced by a sincere need to enhance teaching standards. Furthermore, Brookfield refers to critical reflection as the conscious effort of verifying our pedagogy and particularly our biases about teaching which he refers to as a habitual approach (Brookfield, 2017). Furthermore, our assumptions may lead to teacher practice being rather biased and based on our own experiences of being learners. Therefore, it is important to understand how not to base the ways we teach on our own experiences but on an informed, openminded, broad, and balanced understanding of different pedagogy in teaching that is not purely based on our past experiences. 
Conclusion:
This paper has sought to critically evaluate behaviour management pedagogies in accordance with my observation of a critical incident. Providing a holistic approach to behaviour management for all learners so that everyone is provided equal opportunities to conduct themselves appropriately is imperative. Also, the role of the teacher when supporting the socio-emotional function in the classroom so that meaningful relationships are developed. There should be an element of direct communication with learners if behaviour issues still proceed so that there is an attempt to understand the learner respectfully. Therefore, learners will be more prone to behave accordingly because of the mutual respect gained. Furthermore, the level of praise learners recall will help establish higher confidence levels so that students are eager to participate in classroom discussions, whilst respecting the classroom environment accordingly. The process has guided me to deeply analyse professional expectations and gain further insight on the approaches to behaviour management that would positively influence my future teaching practices. Conferring a positive classroom environment that has detrimental effects on how the learner perceives the learning process. In conclusion, the reflective process has provided me with extensive knowledge that will help build a wider repertoire of knowledge and secure more positive behaviour management developments in the classroom whilst improving professional judgement.
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Appendices:
(A)
	Date and time, year group:
23/9/2021 
Year 8
9:00 AM


	Where and When: 

The observation took place in a low ability maths lesson and several of the learners in the class had additional learning needs. On entering the class, the learners were relatively disruptive. However, due to the environment being predominantly disruptive, the teacher used humour as a tool to guide the lesson in a more positive direction, which enabled the learners to stay motivated to complete their work and for behavioural issues to not reoccur. 

	What happened: 

The learners were taught division and the teacher provided different strategies to support the various needs within the classroom. While explaining division, the teacher also used language and analogies that the children could understand. The teacher explained division through the concept of dividing money between learners in the classroom, which enabled learners to visualize the learning on their terms. The learners were directed by the teacher to complete a set of questions in their books. One learner completed the work before the other learners and the teacher provided further challenging examples for the learner to finish. 

	Areas of possible exploration: 

This observation could lead to further study on constructivist theories particularly Lev Vygotsky’s zone of proximal development.  Particularly the use of differentiation in the classroom to ensure that all learners needs are met.

	Notes: 

The environment was not busy however the children were distracted very easily. During the lesson the teacher continuously walked around the class making sure learners were staying focused on their tasks. Also, explanation of the tasks was explained persistently and everyone’s engagement with learning was checked. 



(B)
	Date and time, year group:
23/9/2021 11:00 
Lesson 3 
English 
Year 8

	Where and When: 
The observation took place in a mixed ability English lesson. The learners arrived in a disruptive and loud manner not in a mindset ready to work. However, the teacher settled the children in a timely manner while doing the register. The environment was now calm, and the children were ready to focus on learning. The children and teacher discussed last lessons work with a quick group recap about key terminology. The lesson was about the representation of race in the media and the children were very keen to share their ideas throughout. Children were praised for their contributions regularly. Also, pupils were encouraged to take turns while sharing their ideas in a respectful manner as a group and always raise their hands to speak. The teacher provided diverse modes of learning throughout including a group mind map brainstorming activity, followed by two videos, a quiz, group discussions and a short writing activity. These short and diverse activities encouraged lesson engagement and kept the children on task with the providence of constant feedback and praise throughout the lesson. 


	What happened: 

The equilibrium and engagement of the class was suddenly disrupted when learner A with additional learning needs ran into the classroom in a loud manner. Both teacher and learning support assistant were able to meet the emotional needs of this pupil by keeping a calm environment and equipping the learner with the activity in an inclusive manner.  However, it was apparent that everyone in the class was willing to participate in the group discussion appropriately and respectfully apart from learner A. Learner A persistently shouted out answers or disrupted other learners from partaking and became distressed when other learners shared an answer like theirs. Therefore, the teacher proceeded to ignore learner A’s behaviour and explained to the whole class the correct conduct when participating in a group discussion. Including putting hands up and to take turns while sharing ideas. The teacher immediately acknowledged that pupil B in the class was waiting patiently with their hand up to share their idea and this this behaviour was recognised by the class teacher instantaneously. The learner was immediately praised in Welsh for the correct conduct of engagement. Pupil A having witnessed an example of a learner putting their hand up when sharing ideas and receiving positive feedback through praise from the teacher equipped the learner to share their ideas in a similar way. However, learner A still struggled to compartmentalise their ideas and emotions whilst continuing to shout out answers and talk over other students. Therefore, the teacher scaffolded the learner with key vocabulary from the previous lesson by explaining key vocabulary again through a quick group recap. Student A was now able to participate in the group discussion activity with an answer that brought pride and confidence to the learner.


	Areas of possible exploration: 

The researcher observed the importance of group work and acknowledging good behaviour of individual learners so that they can envision a good example of a positive role model (Albert Bandura’s social learning theory). Furthermore, understanding why the use of praise and hand raising as a strategy promotes positive classroom behaviour. Also, understanding different behaviour prevention techniques that would benefit learners and how scaffolding provides support to learners.  


	Notes: 

The lesson took place after break time and clear instructions were provided from the start as well as a reinforcement of the correct behaviour in the classroom which was a repetitive strategy throughout the lesson. The teacher kept the children on task by providing constant feedback and praise throughout the lesson which instilled confidence in the learners. This confidence grew throughout the lesson as learners became increasing comfortable and confident when answering question directed by the teacher.




(C) 
	Date and time, year group: 
23/09/2021 
10:30 AM 
Year 8 
Lesson 2


	Where and When: 
The observation took place in an art lesson where they were completing posters about the school rules of an art classroom. Learners were directed by the teacher to make decisions for themselves based on their previous knowledge about artistic standards such as shading and blending. The free choice allowed the opportunity for learners to make creative decisions for themselves.

	What happened: 
Student X and student Y arrived 15 minutes late to the lesson in a disruptive manner. They were immediately informed that the time they missed would be subsequently made up for at a break time detention. However, during the lesson student X and student Y completed their work to a high standard and were constantly on their best behaviour throughout the art lesson. Therefore, student X and student Y were rewarded for this by the teacher deducting detention time.  

	Areas of possible exploration: 
Areas of research I could consider are Skinners operant conditioning model, which could lead to further research on the effects of behaviourist theories in the classroom. While also looking at contradictory evidence such as constructivism or humanism. 


	Notes: 
The classroom environment was busy and had low level noise. Learners were very focused on completing their work to a high standard.
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