		2008131
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.

Rebecca Richards
Student Number:
2008131


Word Count: 4,376



INTRODUCTION 
In this assignment, I will set out to identify and critically reflect on an incident that has been observed in the classroom. From carrying out observations within a school environment, I intend to identify an incident of interest, and then use reflective practices to make assumptions as to the reasons why this particular behaviour may have been observed, and ways in which teaching and learning practices could be adjusted to modify future outcomes.

Critical Reflection is a valuable tool which prompts the reflector to re-visit experiences, consider the reasons why this happened, form assumptions and deepen their understanding of teaching practices, allowing evaluation of next steps towards greater effectiveness in future teaching (Shandomo, 2010). The importance of critical reflection has been highlighted in work from Tripp (2012) and Shandomo, (2010), and is an important competence for modern day teachers (Gognar and Krumes., 2017), so much so that it underpins many of the competencies required by the new Professional Standards for Teaching in Wales (Welsh Government, 2017) . 

A critical incident is an event that has been observed in the classroom, which is then critically assessed to decide how significant that event is on the teaching and learning of students. Often these events are only made significant once the critical evaluation process has been started (Tripp, 2012. P25). The use of critical incidences as an effective pedagogical tool has been highlighted in much research, from primary education and secondary education, through to post-compulsory education (Ahluwalia, 2009).

 Critically reflecting on observed incidents using reflective models such as Borton’s What, so What, now What (Borton, 1970) which was first developed allows practitioners to delve deeper into reasons why students behave in particular ways, to help improve teaching practices. Reviewing positive critical incidents allows teachers to develop a feeling of self-worth, whilst giving teachers a feeling of control when the critical incident is less positive (Eliahoo, 2016). Without critical reflection of such incidents, we may just see behaviour as ‘trivial’ and therefore nothing is ever done to assess whether there is a way to modify this behaviour for more effective teaching (Tripp, 2012. P36). 

OBSERVATION
School and Class Context
The observations were undertaken in a Secondary Comprehensive School in South Wales, where Donaldson’s ‘Successful Futures’ has already been adopted. The school has students from the age of 11 to 18 of mixed gender. The observations carried out focused on a KS3 Year 7 maths lesson. It is the start of the school year, so students are being taught in mixed ability groups. Due to guidelines set out in BERA’s ‘Ethical Guidelines for Educational Research’, the school and pupils in the observations cannot be named and will remain anonymous (BERA, 2018).

Methodology
A day was given in the school to collect the data. A Case Study methodological approach was selected for data collection as it allows the researcher to identify unique behaviour of real people in real situations (Cohen et al.,2011 p289). It allows the observation of multiple variables which are present in such an environment, which may affect an observed behaviour, rather than just focusing on one variable. It also allows the observer to establish cause and effect (Cohen et al., 2011, p289) and is useful when the situation may be perceived to be complex where the observer has little control.

Although the case study approach accepts that there are many variables operating in a single case and allows us to view unique happenings, time constraints make it hard to collect data on individual variables, and therefore there may be an element of observer bias when choosing what to observe/comment on in the case study (Cohen et al. 2011 p289). 

A non-participant observation model was selected, alongside the case study methodology in order to collect qualitative data. In this model, the observer takes a passive role in the situation and does not get involved at any point, therefore reducing the influence of the observer on individuals whilst being able to observe how students behaved in their ‘natural’. As there is no set variable/control to observe, it allows the observer to change perspective and be open to the unexpected and obtain a general overview of an environment (Clifford et al., 2016. P170). It also requires little or no prior set up, little knowledge of the study environment (Clifford et al., 2016. P170) and does not require multiple researchers, therefore is time efficient and convenient. As the case study would be conducted in an unfamiliar environment this seemed like the most appropriate choice.

	Although non-participant observations reduce the influence of the observer, it is almost impossible to eliminate this factor. Previous studies have demonstrated that even though an observer took a passive role in a situation, their presence caused a behavioural change, including how the teacher reacted to students (Kearns., 2016., P110)(Mercatoris and Craighead., 1974). This is also known as the Hawthorne effect, and can be a major problem in observational studies (Mostafazadeh-Bora., 2020). This will need to be taken into consideration when observing. It is also almost impossible to write everything down during an observation, and this may lead to selective reporting, either leaving elements out by accident or even on purpose, known as confirmation bias. To avoid this, pre-written observation sheets were used to make sure behaviours of interest were noted. The information collected via observations is also not standardised as there is little control on variables (Clifford et al., 2016 p170).

The Critical Incident and Donaldson’s Four Purposes
The chosen critical incident observed in the classroom (appendices 2) involves a young student who expresses concern/ anxious behaviour over the maths test which will take place the following week. The student expresses this through telling the teacher that her mother has told her that it will define her life, and that she won’t get a good job if she is put in a low math set. The student is obviously anxious about the upcoming maths test, and this brings to light some interesting thoughts, particularly as the school in question is using Donaldson’s Four Purposes to shape the curriculum. There is a strong link between the incident and the ‘healthy confident individuals, ready to lead fulfilling lives as valued members of society’ purpose outlined in Donaldson’s successful futures report. If one of the school’s main objectives is to help students become confident, healthy and ready to lead fulfilling lives, then anxiety faced due to test pressures needs to be addressed as this is going against the said outcome.  











LITERATURE REVIEW
	From the observed critical incident, a few areas of interest have been identified. These are the use of Summative assessment in education and how it creates ‘Test Anxiety’, the influence of parents and teachers on test anxiety, and the potential impacts of test anxiety on the well-being of students. 

Summative Assessment in Education and ‘Test Anxiety’
Summative assessments are assessments in the form of tests and exams.  In many UK schools, summative assessments are used not only at GCSE and A Level, but also through KS3, to grade students on their ability and to place into ability groups for more effective teaching. Sarason et al (1960) quotes that “We live in a test-conscious, test-giving culture in which the lives of people are in part determined by their test performance”. Although this was written in the 1960’s about students in the US, Putwain (2008b) agrees and argues that it could be easily applied to present day education in the UK.
  
 In the critical incident, a summative assessment has been planned for the year group to assess their mathematical ability, and to place them into ‘sets’ of similar ability. This has obviously caused the student anxiety, and they may not be alone. Research by Putwain (2008a) evidenced that at least 13% of UK students have experienced high degrees of ‘Test/Exam anxiety’, which may lead to significant impacts on health and well-being.  ‘Test anxiety’ or ‘Exam anxiety’ can be defined as stress created by physiological, cognitive and emotional responses before, during and after an assessment or an exam (Gurses et al, 2010). Hill and Wigfield, (1964) goes as far to say that test anxiety is one of the most important aspects of negative emotion affecting school performance. Although this statement was written over 50 years ago, and education has moved on since then, there are still views that summative assessment is a major cause of anxiety in many current day students (Putwain, 2008b).


Influence of Parents on Test Anxiety
In the critical incident, the influence of the student’s mother is evident. This could be explained by a number of different theories that involve the development of the child, one being Bronfenbrenner’s Ecological Systems theory (EST).

Bronfenbrenner states that a child’s development is influenced not only by their own characteristics, but by things that surround them. The EST is a model where the child is surrounded by the microsystem, mesosystem, exosystem and macrosystem (Bronfenbrenner, 1979. P8), and later literature suggests that a chronosystem and ex-macro system should be added to the model to allow for how an individual influence themselves. Parental influences are within the microsystem, the most immediate system surrounding the child as they develop, and therefore their actions and beliefs will have one of the most significant impacts on the child. 

How the parents perceive exams in school may therefore have a major impact on the child’s views and behaviours towards examinations in school. Although not directly focused on parental pressures, there is a wealth of literature that provides a good starting point for understanding why children may feel pressurised by parents to do well in tests. Studies such as that conducted by Atzaba-Poria et al., (2004) has showed that parental influences in the microsystem and the surrounding exosystem can have a significant effect on a child’s behaviour and reaction. Although Atzaba-Poria et al (2004) focuses on aggressive behaviour, Wood et al (2003) states that children of parents who displayed anxiety and fearful behaviour were likely to model the same behaviour. Mian et al (2011) also suggests that aspects of the environment such as parental anxiety and depression which surrounds a child, will increase their feeling of being out of control. This could explain that a child may perceive exams to be stressful and cause anxiety. This is because children have observed their parents being anxious about how the child does in an exam, or anxiety towards exams that the adult is taking part in whilst the child is growing up. 

Indeed, parental pressures may have a significant impact on what students feel is expected of them. Gurses et al (2010) found that out of 50 students who were interviewed about test anxiety in a secondary school in Turkey, 42% of them said that it was related to parental influences, and successful individuals within the family also influenced test anxiety for 42% of female students and 23% of male students. Although the sample size of this study was relatively small, other research also agrees. Parental perfectionism and test anxiety has been well reviewed, particularly in countries where there is a significant push on summative assessment in education. Besharat (2003) found that secondary students in their last two years of education in India felt that maternal perfectionistic attitudes from their parents significantly contributed to exam anxiety. Thergaonkar and Wadkar (2007) reported that Indian students who also had parents whose parental style was very dictative, experienced significantly higher levels of test anxiety compared to those who had parents who adopted a more democratic approach to parenting. They suggested that students with democratic parents felt more supported, accepted and stronger, which reduced the pressure on them, and therefore test anxiety.

Although many of these studies are based in countries where there is a significant difference in cultural approaches to education, it still provides a valid insight into how parental pressures and expectations could affect children within other countries. 

Influence of Teachers on Test Anxiety
	Literature suggests that there may also be expectational pressure from other figures within a student’s ecosystem which will affect test anxiety, such as teachers within the school environment. Kneale (2010) suggests that if the parents of students do not have a significant expectational influence on the child, then expectations of their teachers become significant as they are usually the next important adults within their lives.

	There have been a number of studies that report on perceived pressure and expectations from teachers and their effect on student test anxiety. Putwain (2013) comments that there are two ways in which students perceive pressure from teachers; by communication over coursework deadlines, and stressing the importance of the consequences of exam results on future life, and secondly by predicting student grades that they perceive to be well above their ability. 

	The use of ‘fear appeals’ is used widely by teachers in order to motivate their students to achieve in summative assessment. They are defined as persuasive messages directed at students to highlight the consequences of how a student might be acting and how an alternative course may avoid such consequences (Putwain et al, 2009). Fear appeals have been used in many aspects of education, and have been effective in changing the behaviour in regards to health. Although they may have a desired outcome on behaviour within the classroom, Putwain et al (2017) demonstrates that they can have a negative consequence on student’s test anxiety, and that if they are perceived as threatening. They can also have a negative impact on examination performance (Putwain et al 2017). A study by Putwain and von der Embse (2018) also suggests that fear appeals are used more often when the perceived outcome was greater. 

	The above literature focusing on fear appeals puts teachers in a bad light for trying to motivate students to behave in a particular way by scaring them, potentially causing anxiety in the process. However, we need to take into consideration the pressures that teachers are also facing. Teachers may be under pressure themselves to get their students to attain high marks in exams. Connor (2003) comments in his research that anxiety seen in students may be due to the behaviour of teaching staff in the classroom because of the pressures from the school in terms of target setting and league tables. 

There are similar views in other literature surrounding teacher behaviour in the classroom and pressures they face. Putwain and von der Embse (2018) were interested in looking at the pressures from above (pressure from school), pressure from within (teacher’s views on their own efficacy) and pressure from below (student success). They studied the use of fear appeals and timing reminders in the classroom prior to summative assessments by surveying 839 UK school teachers, looking at the use of said practices in relation to perceived accountability pressure, teaching self-efficacy, perceived importance of test outcomes. It was found that fear appeals were used more commonly when the teacher believed test outcomes were important to their professional identity, when the perceived outcome was greater and when the teacher perceived lower self-efficacy. 

	It could be argued that the structure of the UK educational system and school league tables also puts pressure on teachers to make sure their students score well in assessments, thus increasing student test anxiety.  The School Performance table introduced by the ‘Choice’ agenda in 1992 by a Conservative Government was initially provided to help parents make choices as to which school their child would be sent to Perryman et al (2011). However, they have become so important for some schools that it has put a huge amount of pressure on schools and ultimately teachers to increase the exam results of their students (Darmody and Smyth, 2016).  Such pressures have caused work related stress to be highest in the education industry than in any other industry (Phillips and Sen, 2011). With the above in mind, more needs to be done to reduce the pressure on teachers and their teaching practice.
Although Bronfenbrenner’s EST provides an explanation as to how the people in the student’s environment shape their beliefs and therefore their behaviour, it does not explain how the student came to learn that doing well in an exam was a positive outcome, and performing poorly was a negative outcome. This could be explained by classical/operant conditioning

Impact of Test Anxiety on Well-being
	Literature demonstrates that summative assessment within school can have a significant impact on a student’s well-being. Although there is some debate as to whether school stress is healthy or harmful to students, and that small amounts of pressure may even motivate students, it is widely believed that excessive demands on students from  school can cause stress and can be detrimental to a student’s well-being (Banks and Smyth.,2015) (Almquist and Ostberg., 2013).  It has been reported that exam pressures caused stress related symptoms in students, including panic attacks, problems sleeping and reducing self-esteem in some cases, which affects overall well-being of students. Connor (2003) goes as far to say that students are ‘unwilling victims’ of pressures created by schools due to high target setting. 

There are numerous models that suggest the things we need in order to achieve a healthy mind and therefore a ‘good well-being’. One which does not discriminate on the age of the individual is ‘The Healthy Mind Platter’,created and published by Rock et al (2012). It highlights several activities that are needed to optimize brain matter and create well-being (Diagram 1). This model could explain why some students are experiencing low well-being due to some of the elements on the healthy mind platter being ignored or reduced. For example, sleep. 

There is a wide range of literature highlighting the importance of sleep. Rock et al (2012) comment that sleep is extremely important for well-being of people of all ages as it refreshes the mind and body, and consolidates memory. Sharman and Illingworth (2020) comment that adolescents should achieve 8-10 hours of sleep per night, as it is essential for memory and learning, and less sleep may also contribute to factors like poor performance in class. Titova et al (2019) agrees, and found that there was a correlation between sleep disturbance and an increased risk in academic failure in Swedish students. If students are worrying about exams and therefore getting less sleep, then according to the model, it is unlikely that they will achieve optimal brain function and well-being. 

[image: ]
Diagram 1: The Healthy Mind Platter created by Daniel Siegel and David Rock (Rock et al., 2012. p3)

Although research shows that anxiety in adolescents reduces their ability to sleep, it should be noted that lower levels of sleep could be due to other factors such as the growing access to devices and compulsive social media use among teenagers (Tandon et al., 2020). The healthy mind platter also suggests that well-being is achieved by dedicating time to things like physical activity, play time and down time. If the student in the observation spends their time revising for exams then this will significantly reduce the time allowed for other elements on the platter, and therefore could reduce the well-being of the student.  
The above demonstrates that schools will have a significant impact on the well-being of their students if they implement numerous summative assessment. Spratt et al. (2006) agrees with this statements and comments that the school environment has the potential to cause harm to the mental well‐being of pupils, and schools should do everything they can to prevent the development of problems and provide support for those who experience difficulties. In recent years there has been a huge emphasis on incorporating well-being into the curriculum and ‘whole school approach’. Policies like ‘Every Child Matters’ (DfE., 2004) are pushing to make sure that every child has access to services that will enhance their well-being. Additionally, Donaldson’s Successful Futures Report which is shaping the Welsh Curriculum suggested that the curriculum should be based around 4 Purposes, one being that student should be ‘Healthy Confident Individuals, ready to lead fulfilling lives as valued members of society’. The presence of these should encourage schools to develop a responsibility to provide such services for their pupils and the wider community (Putwain 2008a). 

With this in mind, a report written for the Department of Education (DfE) in 2018 made a number of alarming statements on well-being provision in schools. The report found that although 56% of primary schools and 44% of secondary schools in their study sample were providing some sort of mental health support, there are no current requirements for schools to have a separate mental health policy (DfE, 2018). 

REFLECTION AND NEXT STEPS	
	From reflecting on the critical incident, a number of areas of interest and next steps have been identified. The above literature has demonstrated that although summative assessments are used widely in education, they can have detrimental effects on not only students, but also on their teachers. This is extremely topical with the move to the new curriculum in the near future.  Is there even a need to use exams and tests and, and if so, can we remove unnecessary summative assessment? This summer, due to the Covid-19 pandemic, A level and GCSE students did not sit exams, but instead were given marks based on predicted grades from their teachers (DfE, 2020). Although this be a viable solution to reducing anxiety and increasing student well-being, problems that arose with this method included the algorithms and the associated downgrading of many results, and also the thought that working class and ethnic minority groups would be disadvantaged by the new method (Weale and Batty, 2020). Also, research by Murphy and Wyness (2020) found that only 16% of predicted grades of university applicants in the UK were accurate, with 75% of students having overpredicted grades.

	Although summative assessment may have a place at KS4 and beyond, the use of other forms of assessment to grade students could be used to assess students at KS3 level, which is the level the student in the critical incident. Mavridis and Tsiatsos, (2016) has showed that the use of game-based assessment rather than the traditional assessment significantly decreased test anxiety and also increased exam performance. Similarly, maybe a more coursework-based approach at KS3 level could achieve the same, though this could also come with its own perceived anxiety and stress if they are given too much coursework at once (Putwain., 2008b). 

	If we cannot completely remove summative assessment, then how can schools support student’s well-being more effectively? As outlined above, one of the 4 purposes of the new Curriculum in Wales is for students to become ‘Healthy, confident individuals’.  In order to make sure that this is achieved, schools and teaching may need to adjust. The critical incident and literature demonstrate the significance of parental pressures, and therefore one approach could be for the school to have greater engagement with the parents of students. The Family and Community Engagement (FaCE) toolkit was published to help schools incorporate FaCE into their whole school approach (Welsh Government., 2015). Schools are required by law to do so, and Estyn also inspects elements of FaCE such as working in partnership. If schools can successfully implement and actively contribute to support aspects of FaCE, such as helping families to actively support their child’s learning, parents misconceptions of assessment may be dispelled students will feel more supported and accepted, and this may remove the pressures that students face at home, and therefore less stress and anxiety.
	
The ‘What, so What, now What’ reflection model (Borton., 1970) was used, and this has allowed the successful identification of an incident that raised a concern, raised assumptions as to how this may have occurred, create a deeper understanding as to why it may have happened, how it might be impacting the student and wider community, and what could be the next steps to improve teaching practice.

The critical reflection of other’s teaching practices has given me a valuable opportunity to explore areas of teaching and learning which I had not previously considered in real depth before. This includes the extent to which assessment can impact individual’s well-being, and how important it is to incorporate well-being into the curriculum and whole school approach. Reflection on this incident has made me aware of how small teaching behaviours and practices can impact student’s well-being, and this will shape my future behaviour in the classroom. It has also bought to my attention just how important teacher’s well-being is, and how this can impact students. It has highlighted the importance of making sure the whole school community work towards positive well-being, and to seek appropriate professional support when necessary. 

 Continuing to Critically reflect on my own teaching practices in the future will allow me to think back to previous experiences whether they are positive/negative, evaluate why this may have happened, and come up with ways to alter the outcome in the future. By critically reflecting in this way I will be able to continue to develop techniques and approaches that I have observed/researched, allowing me to maintain best practice in teaching, and to meet and exceed the expectations of the Professional Teaching Standards for Teaching and Leadership in Wales. 

CONCLUSION
In conclusion, critical reflection has been successfully used to assess and identify the next teaching and learning steps for an individual within the school environment. On reflection of the critical incident, there should be more awareness of the effect that summative assessment can have on student’s mental health and well-being. More emphasis should be placed on the well-being of students in the school environment and well-being should be incorporated fully into teaching practices. It raises concerns that if students are feeling anxious about assessment in year 7 when there are a limited number of summative assessments, then how might students be feeling higher up in the school, when summative assessments are much more prevalent. 

I will use the reflections from this incident to shape and modify my own teaching practices, to make sure I take student’s well-being and my own well-being into account, and modify teaching practices to avoid causing anxiety. The use of reflection has shown to be effective for this incident and should continue to be used by practitioners in order to maintain best practice in education and teaching. It will allow the maintenance of the standard for effective pedagogy and professional learning required by professional standards for teaching and leadership in Wales.
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APPENDICES 
Appendix 1: Observation 1:
	Date and time, year group: 30/09/2020 9:10am. 


	Lesson details:
KS3 Y9 ICT lesson in a computer room. 
Re-cap of binary code and completion of outstanding work
1st lesson of the day
Rainy weather outside


	Classroom culture
Students sat in friendship groups, so students were particularly noisy. Students had already logged onto the computers before the teacher had arrived as they had had their form group in the classroom. Students seemed a little disruptive and were keen to continue to socialise even when the teacher was trying to get their attention.


	Objectives
Teacher explained what they were going to do for the lesson before it started.
Students were directed to look at the central board, where they recapped previous learning about binary code. 


	Direction
Teacher went through binary code and worked through an example on the  board with students watching. They were then directed to an online ‘Question bank’ to answer questions.

Teacher then set them on a progressive difficulty worksheet which they completed in their own time


	Access and challenge
Online question bank allowed children to work through as many examples as possible in 15 minutes, so more able students could complete more. 

Variety of different small tasks used by teacher to maintain focus of class. 


	Assessment
Questioning used to assess previous learning and also at the end of the lesson.

	Specifics / Critical Incidents
Lots of questoning was used- AFL throughout class
Used different strategies to gain attention of class when they were being noisy

Tone of voice used with students. Teacher’s voice was naturally very loud and booming. Tone of voice rarely changed when he was trying to teach/ discipline

Google document wouldn’t work for quite a few of the students which students immediately used as a tool not to engage in the lesson. Teacher kept calm and worked through the issue which meant students could do the worksheet
Student A was interrupted by Student B when they were answering a question, which provoked them to shout ‘SHUT UP’ at student B. Teacher responded to the event by telling student A not to shout at other people and it was not acceptable behaviour.



Critical Incident 1
	Details relevant to the research context.

	30/09/2020 9:30am. KS3 Y9 ICT lesson

Student A, Student B, teacher and the wider classroom were involved

Students were sat in a horseshoe formation around the side of the classroom. Student A and Student B were sat on opposite sides of the classroom. Student B was tucked away behind a corner and was difficult to see from where the teacher was sitting at the front of the classroom (covid policy). 

Students were asked by the teacher ‘Who reads binary code and how does it work?’. Students were asked to put their hands up if they wanted to answer the question.

	What happened? 
	Student A was chosen to answer the question by the teacher. Student B who was across the room decided to interrupt student A’s explanation. Student A turned to student B and shouted ‘SHUT UP!’at him across the room. The other students looked quite shocked. The teacher said to student A that that was not acceptable behaviour and we do not shout at other students in the classroom. Student A then responded “‘But he was interrupting me and its not fair!” He then turned to Student B and commented that he should not interrupt someone who is talking. Student B continues to mutter under his breath as the teacher was talking to him, but the teacher ignored this. He then allows student A to continue answering the question.


Hands up approach to answering questions used for entire lesson. Allows those students who do not want to contribute to sit back and disengage. 

A seating plan may be useful in this situation to remove student B from the corner he was sitting in with his friends, so he could engage better and discipline would be easier. 

Why was student B disruptive? Attention seeking? Attitude towards student B by teacher suggested that this wasnt the first time he had acted in this way. Is there something going on at home? What caused hime to behave like this? Behaviourism.










Appendix 2: Observation 2
	Date and time, year group: 30/09/2020 10:00am Year 7 


	Lesson details: 
KS3 Y7 iCalculate Maths Lesson
2nd lesson of the day
First 15 minutes of the lesson was designated break time so children had had a snack. Wet break so students kept in the classroom over break
Class is of mixed ability. Students sat in friendship groups


	Classroom culture
Due to having break in class before the lesson, it took awhile for the students to settle. Teacher gave them a two-minute warning to calm down to a level ready to learn which helped greatly. Vibe seems positive, and encourages active learning. Students are engaged in the learning, and actively put their hands up to contribute to the lesson. The teacher is very empathetic, approachable and encouraging, which means students feel safe in their environment to make mistakes. 


	Objectives
The teacher went through the objectives at the beginning of the class that they were going to learn about the highest common factor. The teacher used a starter to re-cap previous learning using a ture/false exercise (AFL)

Students were told that they would have a math test on the things they had covered so far which would allow the teachers to place students into ability groups


	Direction
Teacher used lots of questioning technique to engage learners and develop their understanding. Teacher gave alot of praise for students who contributed to the lesson

	Access and challenge
All students have gren ‘true’ and red ‘false’ cards in their planners, so all students can engage in small starter activities at the beginning of the lesson. 

Students were given a series of questions to answer which got progressively harder. An extention activity was put on the board for those who finished their work quickly. 


	Assessment
Starter game allowed teacher to check understanding of factors. Statements were put on the board and students held up either true or false. 

Teacher used questioning after each step when explaining highest common factors to students to check their understanding. 

Teacher explained in detail the assessment/test which would happen in a weeks time which would then put them into math sets


	Specifics / Critical Incidents
Student put hand up after the teacher explained the test, a student put their hand up to make a statement “my mum said that this test is going to determine my whole future”. Teacher responded extremely well to student (see below critical incident for more details)

True/false exercise- Students responded to a statement on the board. Teacher picked on the students who were unsure of what to hold up and asked them infront of the class ‘what are you thinking about?’ which embarassed some of the students. 

Work was projected onto the board in a way that allowed teacher to use a whiteboard pen and annotate the diagrams on the board.

It seemed that all the students understood what a highest common factor was before engaging in the activity, and were engaged well with the activity. Students worked together in small groups to work through the work on the board

Student put hand up and admitted that she didnt understand. Teacher re-explains but in a slightly different tone and way. Student then gets it and is much happier and continues working through examples and even gets to the extention work before others.

Went through the answers together. Different students called upon to give the answers. However some students who hadnt got that far picked, and they had to tell the teacher they hadnt got that far, embarassing them.





Critical Incident 2
	Details relevant to the research context.

	30/09/2020 10:30am. 
Year 7 iCalculate lesson (maths) learning about common highest factors

Student A, the teacher and the wider class who were listening were involved

	What happened? 
	The teacher has explained tot he class that they were going to have a test on the topics they had covered in class so far, and that it would then put the students into different math sets. Student A put their hand up and said “My mum said that this test is going to determine my whole future”.

When the teacher asked why the student went on to say “She said that if I’m in a lower set then I won’t be able to get a good job”

The teacher went on to explain that she shouldn’t worry about the test, and that it won’t define your future. All it is for is to see how you have progressed so far, and that it will put you into a class with people who progress at the same speed as you. Everyone will get to the same ending, just at different speeds. She also went on to tell her to speak to her mum and tell her not to worry, and that her mother could email the teacher to discuss the test if she was worried.

· Child development and the influence that parents have had on the students behaviour- Bronfenbrenner. How have children learned that exams will dictate their future- behaviourism? Skinner
· Teacher behaviour influence behaviour?
· Well-being of students- Donaldson’s 4 purposes. Does the formal summative assessment contradict Donaldson? Do exams decrease the well-being of students? Does the school support FaCE? 





Appendix 3: Observation 3
	Date and time, year group: 30/09/2020 11:05am KS3 Y9


	Lesson details:
KS3 Y9 icommunicate lesson (English)
Straight after 2nd lesson, just had break. In a computer lab with 4 tables in the middle


	Classroom culture
Students sat in friendship groups, but settle quickly when teacher enters the classroom. Students are quiet when teacher is talking. Teacher provides praise for contributing to the lesson. Students get on well with the directed tasks given to them. Class is silent for whole lesson so atmosphere feels a little hostile/cold

	Objectives
The teacher quickly recaps previous learning before telling students what they will be covering in this lesson. Every student has a booklet with the key information to complete all the tasks set by the teacher, with room to write their answers. Objective of the lesson was to continue learning about women during a particular time period, by reading and analysing ‘Romeo and Juliet’ 


	Direction
The teacher has an accompanying powerpoint on the whiteboard to guide them through the tasks in the booklet. Teacher was able to annotate the powerpoint to write down ideas of the class which were appropriate and correct. Teacher also engaged students in pair work. Students were provided with a last 5 minute task to consolidate learning and bring thoughts together. When given an extended writing task, teacher put up a framework on a board to show them what they needed to include to provide a suitable answer


	Access and challenge
Teacher had extention tasks in the booklet for those who had finished the task that they were given. Teacher also asked students to read the work and summarise the passage, rather than copying. Students were able to work in peer groups, which promoted discussion of relevant literature.

	Assessment
Students were pre-selected to read out the narrative of ‘Romeo and Juliet’ and the rest of the students had to read along with the speakers. They were quized at the beginning of the lesson about their previous learning on what it was like to be a women in the time of Shakespear.

	Specifics / Critical Incidents
When students took awhile to settle down, the teacher threatened to put in a ‘Rooming Plan’ to seat students away from their friends.

Students were pre-selected to read out parts of Romeo and Juliet. Teacher also picked on different students throughout the lesson to answer questions/ give their opnions. Students have no say over who is selected so must be engaged and prepared to contribute.

Teacher used plenty of praise for contributing their thoughts to the lesson, and then gave suggestions to improve their answer. When teacher poses a question they gave a long period of time before choosing a student to answer- gave them time to think and construct an answer. (Pose, pause, pick). Also used a hands up approach

Teacher asked for hands up all of the time when not choosing a student to answer the question. The teacher also did not take answers from students who shouted out.


Critical Incident 3
	Details relevant to the research context.

	30/09/2020. 11:05am, KS3 y9 English lesson

The English teacher and the Y9 pupils in the class were involved in the incident




	What happened? 
	A range of questioning techniques used to assess and engage learners.  Pose, pause, pick relay questioning technique used to ask the class about an element they picked out from the play. Teacher gave the question, then paused for a significant amount of time, before picking on an individual to answer. He then moved to the student sitting next to them and asked the same question, then the next student, then the next in a relay fashion

· Effective questioning- How this can engage learners.
· Pose, pause, pick element- Gave students in most cases and ample amount of time during the pause phase- cognitive functioning allowing student to structure an answer
· Pose, pause, pick- The pick element meant that the leaners did not know who would be picked- keeps engagement of students. Teacher chose student he didn’t think was engaging with the work.However could be because they did not know the answer. Could cause anxiety if they don’t have an answer- lower self esteem? – Donaldson’s healthy confident learners. 
· The relay element- go along the line of pupils asking for an answer. Only good if there are enough answers for the whole line/class of students. Good for keeping engagement but ask student under pressure to find an answer that’s not been taken. 
· Teaching style of teacher- students quiet and listening and teacher disciplining anyone that spoke unless asked a question- very teacher led. Class vibe seems abit flat/ hostile. Would group work and discussion allow the classroom vibe to become warmer?








Appendix 4: Observation 4
	Date and time, year group: 30/09/2020. 13:45. Year 7


	Lesson details: 
Year 7 ithink class (humanities). Last lesson before the end of the day. They had had a wet lunch so had been inside most of the day

	Classroom culture
Teacher is authoritative. Children are quiet and listening when asked. Allowed to work in peer groups during group tasks. Teacher offers praise for good answers and children are happy to share their knowledge and idea in front of the class. Students actively listen to other student’s ideas- classroom vibe is warm and inviting and non-judgemental

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
Starter was used to recao learning from the last lesson. Title was put on the board ‘how can er help to rejuvenate Swansea’ and teacher explained that was what they were going to be answering that lesson.

	Direction
A variety of short sharp tasks were given to the students. Many involved students working in pairs/small groups. Tasks got more complex as the lesson progressed. Students shared ideas which steered the direction the teacher went in

	Access and challenge
Teacher asked progressive questions. Different students were also selected to read off of the board. work all built up to the last tasks which draws everything together to answer the class question. Extra worksheets were provided for a student who had reading difficulties. However, teacher did ask pupils to read from board, which was difficult for students at the back of the class.

	Assessment
A 10 minute starter task used to assess previous learning. Teacher used questions increasing in complexity to gauge understanding. Extension tasks were available for those who had completed the work quickly. 

	Specifics / Critical Incidents (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· At the start of the lesson the teacher entered the room where the students were already sitting and chatting from lunch. He got them all to stand up immediately and announced “This is the finish of lunch and the start of my lesson. Let’s be quiet and engaged”
· Used the back of their exercise books to complete a starter task of a word scramble and two short questions.
· Teacher used a hands up approach so selecting the students who wanted to contribute. Students seemed excited to share their ideas
· The lesson was fast paced, however some children struggled to keep up. Teacher commented ‘You’ll have to copy off a friend, don’t worry if you haven’t finished’
· Used a real life example that the children know of for the lesson- Swansea Bay and the City of Culture Bid
· Supervised the class well from the front, keeping an eye on students who may not know what they were doing or were disengaged.
· Used questioning to get students to justify their answers.
· Teacher also ‘puts trust’ into students to do their work and tells them this as he cannot circulate the room.
· Gives lots of opportunity to promote discussion and listens to all the answers fully. 


Critical Incident 4
	Details relevant to the research context.
	Last lesson of the day and after a wet lunch. Y7 iThink class (Humanities) lesson. Within a science lab. 

Teacher and student A who was sitting at the front of the class were involved


	What happened? 
	The classes are taught in mixed ability due to covid restrictions in place in the school. Big mixture of abilities. The pace of the lesson was fast and some of the lower ability students were struggling to keep up. 

Student A quietly spoke to the teacher to say that they hadn’t finished. The teacher replies in front of the class to the student saying ‘You’ll have to copy off of a friend, don’t worry if you haven’t finished”. Student looks around a bit embarrassed but nods, and turns to their partner to ask if they can look at their work.

· Speed of the class- not going at the pace of the slowest learner. Not a very humanistic approach to teaching. Contradicting the fact that every pupil learns at different speeds. 
· Behaviourism- Child may learn though conditioning that it is okay not to complete work in class and not to put the effort in. Student may become less engaged in class if he knows that he doesn’t have to do the work
· Does students learn from copying? Cognitive functioning
· Telling student to copy friends work contradicts Donaldson’s purpose to create ambitious capable learners.
· Bot being able to complete the work as it is too hard may lead student to have a lower self esteem- Donaldsons 4 purposes- health, confident learners.
· Could the teacher have work which could be differentiated for students in the class? Although this would put more pressure on the teacher
· Could more be done to help child outside of the classroom? FaCE? Incorporating parents into the learning process makes more confident students?
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