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
Tripp (2012) defines a critical incident (CI) as a typical incident that is ‘rendered critical through analysis’ (p.25), and states that these incidents are commonplace in education. CIs are not explosive, and we need to appreciate that multiple incidents in the classroom can become critical through our reflection. The purpose of this assignment is to critically reflect (CR) on an incident that occurred in a school. CIs can be used in teaching in a number of ways. For instance, a researcher could observe a teacher rewarding and praising a child for their engagement. Then, the teacher might give the pupil a reward sticker for excellent homework or say ‘well done’ when the child has contributed a correct answer to a question. The researcher could then investigate the effectiveness of such behaviourist practices (Watson, 1913). Consequently, the researcher could look into academic literature which supports and criticises behaviourism, and then reflect on its use in the classroom. Consequently, during the CR the researcher could decide if they want to say ‘da iawn’ instead of ‘well done’ and incorporate the Welsh language into their practice. Additionally, the researcher could see if this method was effective in developing ‘healthy, confident individuals’ who ‘have the confidence to participate in performance’ (Hwb, n.d.). 


The role of critical reflection
CR through analysis of incidents in a classroom is essential to developing an educators practice. By using Tripp’s methodology as seen in fig 1 (Tripp, 2012), we can use CIs in the classroom to link key educational theories to practice. Through our CR of an incident, we can ask ourselves key questions that lead to us becoming better practitioners. Bassot (2016) outlines these questions as part of their CR model, which include ‘how do I feel?’, ‘is this what I expected?’ and ‘what do I do now?’. Not only does CR better our teaching practice via our analysis of an incident, but it also makes us as educational practitioners more aware of multiple classroom dynamics that occur simultaneously, or as a result of one another. 
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Description automatically generated]Fig 1 – Tripp’s methodology for how to ‘create’ a critical incident (Tripp, 2012; adapted from Tripp, 1993). 


These can include a pupil’s learning ability through evidence of theories such as Cognitive Load (Sweller et al., 1998), the Pygmalion Effect (Didau, 2015), and the Zone of Proximal Development (Vygotsky, 1962). CR increases our awareness of what could happen if we don’t keep these theories in mind when we teach, which can sometimes lead to pupil disengagement or disruptive behaviour. As disruptive behaviour occurs for a myriad of reasons, we can use CR to observe, create, plan, and implement responses as part of Tripp’s methodology (2012). This can be used for behaviour management theories, such as logical consequences (Dreikurs and Grey, 1968) and Assertive Discipline (AD) (Canter and Canter, 1976). Additionally, teachers need to be aware of a child’s needs. If Maslow’s hierarchy of needs (Maslow, 1943) is not met within the child, whether that be their feeling of safety or self-esteem (fig 2), children can become disengaged with their education. This is often leads to either surface learning as opposed to deep learning (Biggs and Tang, 2007) or disruptive behaviour. 
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Fig 2 – Maslow’s hierarchy of needs, which progress from physiological to self-actualisation (Maslow, 1943)








Through CR of incidents, governments can begin to understand how they can improve future educational practice through widescale change. An example of this was in 2012, when Wales had a PISA mean score 145 lower than the top international performer, 30 below the top UK performer (Scotland) and 26 lower than the UK average (OECD, 2014). These PISA findings were supported by an additional publication from the OECD, stating that ‘the disappointing PISA 2009 results [for Wales] sparked a national debate on the quality and future of education in Wales... which has [led to universal agreement] on the need for change’ (Schleicher, 2014). This is evidenced in fig 3, which shows stagnating reading, and declining maths and science results for Welsh students in the 2006, 2009 and 2012 PISA tests (OECD, 2014).
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 Fig 3 – Reading, maths and science PISA results for Wales in 2006, 2009 and 2012 (OECD, 2014). 



These OECD publications gave grounding for the Donaldson report (2015) which has recommended significant change in Wales’ education system. These include moving away from key stages, and instead adopting a ‘continuum of learning from 3 to 16’ (Donaldson, 2015). The Donaldson report (2015) gave the Welsh government the opportunity to CR on the current curriculum and to make significant changes. This was so that Wales could bridge the gap between their current position and the rest of the UK. 

Finally, we as teachers can use CR to better our practice by amplifying the 4 purposes (Hwb, n.d.) of the new curriculum during a child’s learning (fig 4) (Gov. Wales, 2018). It is now widely accepted that a child in Wales should receive a holistic education which prepares them emotionally, socially and cognitively for adult life as a Welsh and global citizen. 

[image: Diagram

Description automatically generated]Fig 4 – the 4 purposes of the new curriculum for Wales (Gov. Wales, 2018). 

Observation of school and class context
In line with the BERA (2018) guidelines, the description of the school, pupils and staff have been anonymised to protect their identity. The CI was observed in a mixed gender ‘11 to 16 English-medium comprehensive school’, in the east of Swansea (Estyn, 2020). Please note that the following statistics are from an Estyn report from 2019, and some figures may have changed between this inspection and when I observed the CI. In 2019 there were 1,035 learners in attendance, and this figure has steadily risen over the past few years. While the national average of pupils eligible for free school meals in secondary schools in Wales is 16.4%, 29% of the schools’ pupils are eligible. ‘84% of the pupils are from a white British ethnic background’, and ‘around 15% of learners speak English as an additional language’ (Estyn, 2020). Around one third of pupils have a special educational need (SEN) (now known as an additional learning need, or ‘ALN’), and 1 in 20 of these have statements of SEN. For context, the national averages for these are around ‘23% and 2% respectively’ (Estyn, 2020). In the 2019 Estyn report, the school received a ‘good’ judgement for its standards; wellbeing and attitudes to learning; teaching and learning experiences; and leadership and management. Additionally, the school received an ‘excellent’ judgement for its care, support and guidance (Estyn, 2020). This is a significant improvement in comparison to their previous inspection in 2012, when the school received a general ‘unsatisfactory’ judgement for performance. 

Critical incident linked to Donaldson’s four purposes
I observed a year 8 class arrive in the library for their English lesson in September 2021. As the lesson had succeeded the pupils’ 20-minute break, the atmosphere was quite lively when I arrived. Two librarians were going to assist the teacher with the lesson, which was going to operate on a ‘carousel’ approach, where 3 different activities occur simultaneously, and the students rotate around the room. Student A arrived late and was unapologetic when questioned by the teacher for the reason why. As the pupils’ were quite unsettled, the lesson started slightly late. 

The teacher then explained the lesson and split the students into 3 groups. The first group were going to be supervised by librarian X, who had a wordsearch task. Librarian Y was going to supervise the second group who were reading independently, and the teacher was going read a book to the final group. Student A, who had continued to talk throughout the start of the lesson, was placed in the first group. As the wordsearch task was being explained to the group, student A interrupted Librarian X and talked to their peers. The teacher gave student A their first warning for their behaviour. Additionally, student A was disruptive through the further two tasks, which were independent and teacher-led reading respectively. In the former activity, student A was warned again by the teacher about their behaviour. The teacher stated that if they continued to be disruptive, student A would receive a negative consequence (NC) which was to put student A on ‘PARS’. Although the teacher told student A to sit down during the former of the two tasks, this only temporarily had a positive effect on their behaviour. 

At the end of the lesson, I observed the incident which is the focus of my CR, which is step 1 in Tripp’s (2012) methodology (fig 1). The teacher used the AD model (Canter and Canter, 1976) in conjunction with ‘Operant Conditioning’ (OC) (Skinner, 1938; 1953). The teacher told student A that as a consequence of their disruptive behaviour throughout the lesson, the teacher would place a record of their behaviour on ‘PARS’ (TASC software, n.d.). PARS is considered a NC as it keeps a record of all positive and negative student behaviour. If multiple disruptive behavioural incidents occur, the school can easily progress the student through the hierarchical ‘referral system’ (TASC software, n.d.) in the school. This incident has a direct link to one of the four purposes of the new curriculum in Wales, where students strive to become ‘ethical and informed citizens’ (Hwb, n.d.) through the delivery of a NC. The behaviour of student A was not meeting the requirements of an ‘ethical and informed citizen who… understand[s] and consider[s] the impact of their actions when making choices and acting’ and ‘respect[ing] the needs and rights of others, as a member of a diverse society’ (Hwb, n.d.). I have come to this inference for the former as student A was hampering the learning of their peers in the class as a result of their actions, and for the latter they were not considering the other students right to learn in the classroom. I believe that the teacher was trying to make student A see the severity of their disruptive behaviour, and to make them reflect on the behaviour that has resulted in the PARS log, as well as the impact on the learning of the of their peers. 

Literature Review
AD is defined by Canter and Canter (1976) as ‘a systematic approach to discipline based on a written code of behaviour expectations and utilizing hierarchies of Negative consequences and positive rewards as sanctions’ (p.10). Later, Canter (1989) states that AD is when a teacher ‘catch[es] students being good’ and making them aware that you approve of their good behaviour. Canter (1989) emphasises that positive consequences (PC) are key, and NC are a ‘last resort’. Sandidge (2009) stresses that AD is based on the values of students having the right to learn, and nobody having the right to disrupt the lesson. 

Canter (1989) states teachers assume ‘students know how to behave’. Instead, teachers should base their behaviour management strategy on choice, and should clearly state the consequences of their behaviour. If students to behave badly, there should be around 5 NC already in place that students are aware of beforehand. This mitigates the element of surprise when they receive a NC for their disruptive behaviour. This is supported Birch (1999), who reported the findings of using AD on year 7 and 8 students, in a ‘small, successful 11-16 rural mixed secondary school’ in Lincolnshire. Birch found that by introducing the NC as a choice, the teacher enforcing it was no longer considered a ‘bad person’. Birch supports Canter’s belief that AD is more about PC rather than NC and states that [they] ‘set about rewarding the behaviour… [they] wanted to achieve’. AD has been proven to not only be effective for children regarding classroom behaviour management, but also for other aspects of a child’s life. Munawar and Nisfah (2019) found a ‘negative correlation between assertive discipline and gadget addiction’ in early-years children, with a confidence level of >95%. Parents implemented rules surrounding their child’s ‘gadget time’, and they would reward their children for choosing a reduced gadget time. This supports the use of AD, as it can be applied to multiple scenarios and still be effective. Additionally, children were welcomed to discuss the rules, which supports the choice element which Birch (1999) used. 

Canter has repeatedly stated that the adoption of AD would result in an 80% reduction in disruptive behaviour (Canter, 1979a; 1979b; 1983; 1988). Although there are some studies which have proved its effectiveness (Mandlebaum, Russel, Krause and Gonter, 1983; Nicholls and Houghton, 1995; Munawar and Nisfah, 2019), no such study can support the claim of an 80% reduction in classroom behavioural issues as a consequence of AD. Egeberg, McConney and Price (2016) highlight that AD is one of the most controlling types of behaviour management. Braun, Render and Moon (1984) support this, and found that almost 3 quarters of pupils in their study felt they had limited to no input in the creation of rules. Kohn (2006) underscores the ineffectiveness of AD, stating that many studies show AD has no effect on pupil behaviour (Render, Padilla and Krank, 1989; Emmer and Aussiker, 1990). 

Kohn (2006) criticises AD for its rigidity, and the exertion of power from teachers with little regard for pupil wellbeing. Consequently, AD could be considered inappropriate to adopt for students with certain ALN, such as autism spectrum disorder. Feldman, (1994) found that the implementation of AD on two pupils with ‘developmental delays’ and a history of behaviour problems was initially counter-productive for one pupil, ‘Steven’. The study also found AD had a limited effect for the other pupil, (known as ‘John’). These findings were observed in the initial stages of AD being used in their learning environments. On the other hand, Feldman does specify that once the pupils became acquainted with AD, their behaviour improved significantly. This is evidenced in fig 5, which indicates mean incidents per hour of disruptive behaviour of the two pupils at the various stages of AD being used in their classrooms (Feldman, 1994). The decrease in disruptive behaviour on the two focus pupils was mirrored by ‘Steven’ and ‘John’s peers in fig 6. Fig 6 is instrumental in proving that AD is an effective behavioural management technique, contrary to Render, Padilla and Krank (1989) who state that the research is ‘sparse and unsophisticated’. The findings of Feldman (1994) suggest that AD is effective to multiple students who have what is now referred to as ALN, who were ‘John’s peers) and those who don’t have a diagnosis of ALN (‘Steven’s peers). However, the sample size for these observations is very small, amounting to 9 and 11 respectively. Even though this [image: Graphical user interface, application
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Description automatically generated with low confidence]sample size is small, it contradicts one of the key criticisms of AD. Fig 5 – the frequency of disruptive behaviour incidents (aggression, tantrums and non-compliance) before, during and after the Canter’s Assertive Discipline model was introduced to two young pupils with ‘developmental delays’ and a history of behavioural issues (adapted Feldman, 1994). 
Fig 6 – the frequency of disruptive behaviour incidents (aggression, tantrums and non-compliance) before, during and after the Canter’s Assertive Discipline model was introduced to two classes, one of which with ‘developmental delays’ and a history of behavioural issues (left) and the other without (right) (adapted Feldman, 1994). 


Kohn (2006) insist that the restrictiveness of AD means that it is unsuitable for pupils with ALN. However, just like the reasons for children’s poor behaviour are numerous, there are also numerous ALN. ALN is an umbrella term, and therefore we can conclude that while AD isn’t appropriate for some pupils with ALN, it is appropriate for others. Nicholls and Houghton (1995) saw ‘on-task’ behaviour rise from 61.34% to 87.18% 6 days after educators had received AD training for pupils aged 7-10. This study is a much better gauge of the AD effectiveness, as the sample size was 120 students and 15 teachers. Swinson and Cording (2003) found that most of the 12 pupils studied with emotional and behavioural difficulties reacted well to AD as they were being introduced to mainstream secondary school. Additionally, only two of the pupils’ behaviour deteriorated due to AD, and behaviour seemed to deteriorate with less-organised lessons. 

A key aspect of AD is where students are rewarded for good behaviour and receive NC for bad behaviour. This originates from the ideas of OC, (Skinner, 1938; 1953) and would later be labelled ‘Operant Behaviour’ (OB). However, Skinner’s work is based upon of Thorndike’s ‘Law and Effect’ (1898). Thorndike investigated how a cats behaviour changed due to positive stimuli. Thorndike repeatedly placed cats inside boxes and incentivised the cat to escape by placing a treat outside the box. The cat learnt that to escape, they had to press a lever inside the box. This was key in developing Skinner’s OC model, as Thorndike showed how animals could learn certain behaviour through the introduction of PC, and that if an action follows a PC, it is likely to be repeated. Like Thorndike, Skinner (1948) placed a rat in what is now known as ‘Skinner’s box’ to observe how the rat’s behaviour changed, environment depending. Skinner concluded that through the rat receiving a food pellet as positive stimuli, the chance of the rat repeating such behaviour increased. Skinner also concluded that through the rat receiving negative stimuli, (a mild electrical current) the chance of the rat repeating that behaviour decreased. These were coined ‘reinforcers’ and ‘punishers’ respectively (McLeod, 2018). Although we have moved on significantly in the field of education since OC was coined by Skinner (1938; 1948; 1953), and ‘reinforcers’ and ‘punishers’ are now called PC and NC, respectively, OC still remains a significant part of educational practice in the UK. OC is key to AD, which is a pillar of behaviourism. This is evidenced by many pupils having their behaviour shaped by educational practitioners, who use detentions or ‘PARS’ as NC for disruptive behaviour, and merit systems or verbal praise for good behaviour.

According to Overskeid (2018) and Lieberman (2012), OC is a key process in which we as humans learn what is right and wrong, as the consequences of our actions modify our future behaviour. Multiple studies have proved the effectiveness of PC. Gill (2016) found that praise as a PC strategy was effective in motivating pupils to learn, and Hewson and Little (1998) who reinforce the effectiveness of constructive feedback as a form of PC. Musti-Rao and Haydon (2011) stress the importance of PC, as they found that students value praise more if the praise they receive from teachers is specific to their behaviour and them. Namely, the teacher could say ‘well done John on your reading task’. This facilitation of PC is intrinsic to both OC and AD. For the former, that chance of that behaviour being repeated increases, therefore the teacher has more influence within the classroom. For the latter, it reinforces the idea that PC and not NC is the focus of behaviour management. 

Even with multiple sources supporting OC, there are still criticisms. Skinner (1986) stated we will ‘not achieve total control of operant behaviour until we know more about the role of stimuli’ (p.232). This focus on educators having maximum control over the classroom inadvertently supports the works of Egeberg, McConney and Price (2016) and Moon (1984) who state that AD and OC have negative connotations in a learning environment. This could be perceived to be authoritarian, with little room for empathy for why students misbehave. The implementation of teacher-centred learning moves us away from the pupil-centred learning that Wales is striving to achieve (Gov.Wales, 2015; Power et al., 2018) in the new curriculum. 

Reflection 
Through the combination of Tripp’s methodology for CR (1993; 2012) and Bassot’s (2016) list of questions, I have found that I would still give student A a NC for their behaviour. This is based on if I were to encounter a similar situation in educational practice, which is likely given the nature of the CI. However, I wouldn’t solely use AD for behaviour management, and instead I would use a myriad of learning theories. I think that it is important to note that the CI I observed was a snapshot in time for the teacher and student A, and I am in no way criticising any party. I am only trying to become an enquiring educational practitioner. 

When I asked myself  ‘is this what I expected?’ (Bassot, 2016) I found that the teacher using a NC was completely expected and didn’t surprise me. Student A’s disruptive behaviour had continued throughout the lesson, and although the teacher had repeatedly asked them to continue with their work, they disrupted the learning of others. Presenting student A with a NC for their behaviour was an example of what happens in many schools when teachers are faced with disruptive students. As for ‘how do I feel?’ (Bassot, 2016), I think giving student A a NC was completely justified. Although OC and the wider umbrella of AD is a contested subject among academics, most criticism originates from its use with pupils who have ALN and whose disruptive behaviour is a result of their ALN rather than them choosing to be disruptive. Although I cannot assume that student A has no ALN, there appears to be no ALN present. Therefore, I don’t believe that the use of OC and AD for student A is detrimental to them in any way.

When presented with my final question ‘what do I do now? (Bassot, 2016), I come to multiple conclusions due to my critical analysis of the incident and as a consequence of me following step 3 of Tripp’s (1993; 2012) methodology. When faced with how I would apply AD and OC to my practice, I would maybe have replaced one of the two warnings that student A received with ‘removing the audience’. I believe student A was bolstered by the attention from their peers which was driving them to be more disruptive. Consequently, I would have asked them to step out of the classroom. Once we could talk without being overheard by other students, I would ask if student A knew why they were misbehaving. I would ask if there was anything that they would like to tell me, and more importantly I would ask if they found the work too easy or too challenging. For the former, I would ask this because they might become bored and disengaged. However, the latter is especially important, as students who find the work too difficult will resort to disruptive behaviour as they would rather ‘not try at all’, than ‘try and fail’. If student A continued with their disruptive behaviour, I would then give them a NC, as they have had a previous warning and a one-to-one discussion with me about their behaviour. To reflect on my practice in the long term, if I was still encountering the same behaviour with student A, I would consult my colleagues who also teach student A. I would find out if they are struggling in their lessons. This is so we could develop a plan to improve their behaviour so student A’s behaviour and understanding of topics is improved across the school and not just in my lessons. If I thought student A’s work was too difficult, I would differentiate the work I provide. Consequently, student A would feel more included in lessons, as the work will be more tailored to their abilities. Inclusion is a pillar of the new curriculum for Wales, as we should strive to provide a ‘high quality education for every child and young person’ (Donaldson, 2015). I believe CR in this context is essential to becoming a reflective practitioner, as behaviour management is cited as ‘one of the most dominant discourses of schooling’ (Ball, Maguire and Braun, 2012, p.98).

Through the use of OC, the CI has a direct link to the four purposes of the new curriculum. Through their behaviour, student A wasn’t meeting the requirements of being an ethical and informed citizen under the 4 purposes of the new curriculum (Hwb, n.d.). Consequently, the teacher was completely justified in giving student A a NC as they do not have the right to disrupt the lesson under the AD model (Sandidge, 2009). However, through my CR, I have devised multiple steps that would potentially mean student A could become an ‘ethical and informed citizen’ (Hwb, n.d.). This would be through a combination of AD, differentiation and removing the audience when student A is disruptive. I believe these aspects would allow student A to feel more included in lessons. I have confidence that student A would now be ‘respect[ing] the needs and rights of others’ and ‘understand[ing] and consider[ing] the impact of their actions when making choices and acting’ (Hwb, n.d.). I believe student A would feel that the work matched their abilities, so they don’t feel the need to disrupt the education of other learners in the class. Through this CR of the incident along with my literature review, I have now completed step 2 of Tripp’s methodology (2012) (fig 1). 

For step 3 of Tripp’s methodology (2012), I will prepare a response for if I was ever faced with this situation in educational practice. The CR of the incident is paramount, as I will be faced with multiple similar situations throughout my practice. I want to build on this experience and continue to critically reflect on my responses so I can continue to be an reflective practitioner. This CR will be structured using Tripp’s methodology, as well as Bassot’s (2016) questions so that I can continually reflect on this and other CIs. 

Conclusion
I have found that Tripp’s Methodology (1993; 2012) Bassot’s (2016) questions to be inconceivably useful in providing guidance to critically reflect on my CI. Because of the nature of my CI, a myriad of academic resources are available to me, which have given me a profound insight into behaviourism, AD, OC and their uses in Welsh classrooms. Through CR, I have proposed multiple techniques which I could use an educator. The outcomes of my CR provide solutions to disruptive behaviour, which is cited by Ball, Maguire and Braun, (2012) as one of the most debated topics currently within education. Through CR, I have combined behaviourism (arguably the most dominant behaviour management practice in education currently) with other techniques into my future practice. These blended solutions allow me to successfully address an issue that effects numerous schools. Through my CR, I will strive to allow students to meet all four purposes of the new curriculum. Disruptive behaviour has a ripple effect, whereby the struggles of one pupil can affect another’s education. If I can uncover the reason for the disruptive behaviour through the techniques previously listed, I believe I can strengthen my ability as an educational practitioner. Through my CR, I have evidenced 7 of the 32 professional teaching standards in my practice. These include differentiation; managing the learning environment; the 4 purposes for the new curriculum; wider reading and research findings; listening to learners; seeking advice and support; and working with in-school colleagues. However, to be an enquiring practitioner, I need to continually reflect on incidents. I plan to reflect on incidents that are similar to what I observed with student A, but also others. With the aid of CR alongside academic research surrounding learning theory, behaviour management and childhood development and psychology, I will strive to continually meet the standards of a reflective practitioner. 
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Appendix 

OBSERVATION/FIELD NOTES: Please note that these records have been copied in from my STEER document. 

Record 1
	Date and time, year group: 23/09/21, 9am, year 7

	Where and When: Context of the observation – subject/AOLE, general classroom context
I observed a busy classroom environment as pupils arrived at their seats for their first lesson, which was literacy.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
I observed pupil C sitting in their assigned seat that was from a different seating plan (same classroom, but different teacher and lesson). Pupil C became agitated, and they didn’t understand why they had to sit in a different seat than the one that had been assigned to them in a previous class (For context, pupil C has an undisclosed ALN). Pupil C explained to the teacher that they had already sat in this particular seat in a previous lesson, and therefore this was their seat. Pupil C became more anxious as other students suggested that pupil C should move to their assigned seat. Eventually, two teaching assistants and the teacher convinced pupil C to move to their assigned seat. The teacher explained that they would consider synchronizing their seating plan with the teacher who shares the classroom, in order to avoid this situation from reoccurring.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
There were multiple pupils with ALN in this classroom, therefore making the environment quite busy and distracting for some pupils. The complex needs of multiple pupils needed to be prioritsied over the learning objectives for the lesson. I would like to look into how students with ALN have been affected by the Covid-19 pandemic, particuarly compulsory seating plans and routine changes.


	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)
As this disruption was a consequence of pupil C’s ALN and not ‘bad behavior’ the teacher didn’t apply a behavior management strategy, as it was not appropriate for pupil C and their needs.


















Record 2
	Date and time, year group: 23/09/21 9:30 am, year 7.

	Where and When: Context of the observation – subject/AOLE, general classroom context
I observed pupil B during a literacy lesson, which was the first lesson of the day. The classroom atmosphere was quite busy and and distracting for some pupils.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
Pupil B struggled to remain focused throughout the lesson, often interrupting the teacher, playing with their mask, and complaining that they were tired (for context, pupil B has an undisclosed ALN). Once the teacher had been interrupted multiple times, they stated that pupil B could be moved to a different table if they continued to disrupt the class. The possibility of this type negative consequence did briefly engage pupil B and they answered some of the teachers’ questions, but soon afterwards they became disengaged. After a few minutes of pupil B continuing to be disengaged and interrupting the teacher, they suggested a ‘movement break’ to the class. This was a turning point in re-focusing pupil B, but also the whole class. An altered version of ‘heads, shoulders and hips’, was replaced with ‘1, 2 and 3’ respectively. This got all pupils moving and pupil B was much more engaged with the rest of the lesson. This made me think about how movement breaks could benefit pupils with ALN. I would like to take movement breaks into my practice, as I believe these breaks re-focus students who struggle to focus and sit down for an hour.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
I recognize that many pupils are incapable of ‘sitting still’ in a conventional classroom setting for 1 hour, where learning is dominated by writing and listening. I would like to look more broadly into the benefits of movement in learning, and the possibility of basing learning progression on child engagement and enjoyment rather than the content of their books, as this isn’t inclusive to many students with ALN. I would like to look into how pupils with ALN have been affected by the Covid-19 pandemic, regarding social distancing measures and limited movement around the classroom, which may mean that students who need movement breaks unfortunately can’t have them.


	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).
By using movement breaks to re-engage pupils, this leads to two of the four purposes, which are ambitious capable learners (as they managed to complete their work) and enterprising, creative contributors (as the student was engaging with the teacher through a ‘human bar chart’). I found it very interesting how communication and engagement between pupils and teachers doesn’t necessarily have to be vocal, but it can be through banging on a table to indicate answers (this makes it very fun. I believe this links to multiple of the 12 pedagogical principles, including managing the learning environment, blended learning and reflection in learning (interesting to use human bar chart, more engaging approach than marking their own books).













Record 3
	Date and time, year group: 23/09/21, 11am


	Where and When: Context of the observation – subject/AOLE, general classroom context
The english lesson was taking place in the school library, and there were 2 librarians assissting the teacher. Because lesson succeeded the students’ break, they were quite energised and struggled to sit down at their tables. The class operated like a carousel, and the pupils were split into 3 groups. Over the course of the lesson each group moved around and had a chance to read independently, be read to, and do a wordsearch. 


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
Student A arrived late to the lesson and continued to talk while the teacher explained the carousel approach. Once the class had been split into three groups, student A was placed in the group that completed the word search task first. Student A interrupted the librarian while they explained the task, as well as disrupting the other students. The teacher then gave student A their first warning about their behaviour. After failing to sit down for the independent reading task, student A received a warning that they would be being put on the school student tracking system, known as ‘PARS’. This is an example of ‘operant conditioning’ (Skinner, 1938; 1953) where students’ receive negative consequences for their disruptive behaviour. At the end of the lesson, the teacher gave student A a negative consequence as they didn’t settle down after their second warning. I found this incident interesting as an example of how teachers use assertive discipline and operant conditioning as a behaviour management technique. 


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
As far as I am aware, there was no ALN with student A. However, I do believe that the behavior displayed by student A was partly a consequence of the lesson occuring just after their break, which meant that most students were not quite ready to learn. This lesson was in the library, and only occured once every 2 weeks, with all other english lessons in a conventional classroom. I can infer that there was a possibility that student A arrived late maybe because they forget where they had to go, and once they recieved a verbal warning from the teacher, they decided to then push this disruptive behavior further for the rest of the lesson. 


	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)
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Mathematics was the main test subject for PISA 2012, meaning that it was assessed in greater depth
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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


 


Tripp (2012) 


defines a critical 


incident


 


(CI)


 


as a


 


typical


 


incident 


that is 


‘rendered critical through 


analysis’


 


(p.25)


, and states 


that these incidents are commonplace 


in 


education


.


 


CIs


 


are 


not 


explosive


, 


and we need to 


appreciate that multiple incidents in the classroom 


can 


become 


critical 


through our reflection


.


 


The purpose of this assignment is to critically reflect 


(CR) 


on a


n 


incident that occurred


 


in a school. 


CIs 


can be used in teaching in a number of ways. For 


instance


, 


a 


researcher 


could observe


 


a teacher 


rewarding and praising a child for their 


engagement. 


Then, t


he teacher might give 


the pupil a reward sticker


 


for excellent 


homework 


or


 


say ‘


w


ell done


’ when 


the child has


 


contributed 


a correct answer to a 


question


.


 


The 


researcher


 


could 


then 


investigate the effectiveness of s


uch 


behaviourist 


practices


 


(Watson, 


1913). 


Consequently, the researcher could look into aca


demic literature which supports and 


criticises


 


behaviourism,


 


and then 


reflect on its use in the classroom. 


Consequently, during the 


CR


 


the


 


researcher


 


could decide if they wa


nt 


to


 


say ‘da 


i


awn’ instead of ‘well done


’ and


 


incorporate the 


Welsh


 


language into their


 


practice


. 


Additionally,


 


the researcher 


could


 


see if this 


method was effective in developing 


‘


healthy


,


 


confident individuals


’


 


who 


‘have the confidence 


to participate in performance’ (


Hwb


, n.d.


). 


 


 


 


The role of critical reflection


 


C


R


 


through analysis of incidents in a 


classroom


 


is 


essential to developing an educators 


practice. 


By using Tripp’s methodology as seen in fig 


1


 


(Tripp, 2012), we can use 


CIs


 


in the 


classroom to link key educational theories to practice. 


T


hrough our 


CR


 


of an incident, we can 


ask ourselves key questions that lead to us becoming better practitioners. Bassot (2016) 


outline


s


 


these questions


 


as part of their CR model,


 


which include ‘how do I feel?’, ‘is this what 


I expected?’ and ‘what do I do n


ow?’. 


Not only does 


CR 


better our teaching practice via our 


analysis of an incident, but it also makes us as educational 


practitioners


 


more aware of 


multiple 


classroom dynamics


 


that occur simultaneously, or as a result of one another. 
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