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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 group of learners, based on an observed critical incident.
Introduction 
A critical incident, as described by Tripp (2011), is an unplanned, personal yet routine event, that can be used as a tool for professional development. In this assignment I will critically evaluate such an incident between two students that I observed during bridging. I will refer to and assess relevant literature regarding potential contributing factors such as academic self-esteem and Vygotsky’s Zone of Proximal Development. I will also acknowledge its significance to the relevant curriculum purposes by critically reflecting upon my experience. Furthermore, I will conclude by designing a future action plan for my own development and state how I can go about achieving progression throughout my career.
Some critical incidents may be dramatic, but the majority are not, and happen numerous times every day and often occur without realisation. What determines the incident as critical is dependent on the analysis of the observer and what is identified to be significant. Deeper examination is what sets critical incident analysis apart from simpler “constructive self-criticism” (Mohammed, 2016, p.25). Tripp and Mohammed both acknowledge the influence critical incident analysis, or the lack thereof, could be having on learners. There are wider implications to how we react as teachers; therefore, critical incidents and their analysis encourage us to act “deliberately and intentionally” instead of spontaneously in the moment (Shandomo, 2010, p.103).
The Role of Critical Reflection 
Becoming a critically reflective practitioner is not easy. Critical reflection is described by Saric (2017, p.81) as an “inconvenient truth”, as it is uncomfortable to question and critique practices and beliefs that are often deep rooted and unconscious. Hence, self-awareness is argued as the starting point to critical reflection (Larrivee, 2000).  Larrivee emphasizes that in order to achieve a personal paradigm shift in one’s individual thinking, one must enable themselves to experience feelings of uncertainty. For this reason, in order to be fully honest, it is crucial to create a safe space within oneself where critical reflection is welcomed and not feared (Lucas, 2012).  Winston Churchill once said (without being the first or last to do so), that “those that fail to learn from history are doomed to repeat it,” and it could be argued that this logic can be applied to critical reflection and without it we fail to reach our full potential. Critical reflection is thus the central process that combines both theory and practice so we can be the best versions of ourselves that our learners deserve. 
Throughout somewhat recent years, there have been many different models of reflection. Kolb’s 1984 model (see figure 1) was the first one that was influential and widely accepted. Gibbs’ 1988 model (see figure 2) is based upon Kolb’s and builds upon his original ideas. Kolb’s model has been critiqued for its lack of critical analysis and thought-provoking questions. It seems as if Gibbs’ model is better suited for the analysis of unexpected experiences, whereas Kolb’s model may be better for the experimentation of a taught concept (Davies, 2012). Atkins and Murphy developed these further with their 1994 model (see figure 3). This model is much more complex and requires much further in-depth analysis and therefore may be better suited towards more experienced reflective practitioners (Atkins & Murphy, 1995). The previous three models are all based upon personal reflection and fail to take into the account of those also having witnessed an experience. Noticing this limitation, Brookfield developed his model (see figure 4) in 2005 which additionally encompasses the perceptions and opinions of the students, colleagues and that of academic literature (Brookfield, 2017). 
As of September 2018, all serving teachers and management teams were required to follow the Welsh Government’s new Professional Standards for Teaching and Leadership. There are now 5 central professional standards which are broken down into a further specific 32. These fundamental 5 standards are pedagogy, leadership, collaboration, innovation and professional learning. All 5, but especially the last, require critical reflection regularly for one to develop within the profession. It could become very easy to focus solely on the 32 standards and fail to blend Donaldson’s 4 purposes for learners within planning (Donaldson, 2015). Therefore, it is imperative to assure that we as teachers consider both learners and ourselves when outlining goals for development. 	Comment by Joshua Matthews: I think there needs to be a reference and explanation here 
School and Class Context 
I was fortunate enough to undertake my observation in a bi-lingual secondary school in Southwest Wales. This school has approximately 1,450 pupils with whom 270 are members of the sixth form and 47% of the students consider Welsh to be their first language. The school website states that around 50% of the pupils live in the town where the school is located and the remaining 50% live in the close-by rural villages. Further to this, 30% of the pupils have a special educational need which is 7% higher than the national average. From spending a morning at this school, it was very clear that all the staff were very passionate about promoting the school ethos, showing respect towards everybody. The Estyn inspection report in 2019 rated the school as “excellent” for its passion towards ensuring the wellbeing of all learners and for their approach to learning. However, the report did mention that a small number of teachers had sub-par expectations of their students. Overall, the Estyn report was very positive and praised the collaboration between the senior management team and the staff to deliver the highest quality level of education as possible. 
The critical incident I have focused on for this assignment happened mid-week, at 9am during the first lesson of the day and in a Set 1 Welsh class for Year 8. Before the lesson, the teacher asked the class to line up outside the door quietly before they could enter the classroom and sit down.  No students were absent therefore the class was very full, however, two members of the class arrived approximately 5 minutes late. To conform with BERA guidelines, complete anonymity has been maintained on all accounts to protect the identity of all students and staff members.
The Critical Incident and it’s link to Donaldson’s four purposes 
Before the lesson began, the teacher made a clear point that they were a set 1 class and therefore had high expectations of them. I observed student A playing with their ruler and not listening to the class discussion that was going on. The teacher then set a task focused on comparative adjectives. Regularly during this task, student A asked student B for help and reassurance numerous times even though their answers were mostly correct. Student B however went on to explain to student A how to change an adjective into a comparative one. In the meantime, the teacher set a further challenge on the board for student B who had finished the task early. Towards the end of the lesson, the teacher asked the students to take out their mobile phones so they could play a kahoot quiz in pairs. The difference in student A’s response to this activity completely contrasted their attitude towards the verbal and written tasks. It was obvious that student A was disappointed in themself because they got a few answers wrong in the quiz.
From where I was sat in the classroom, I was fortunate enough to get a glimpse of student A’s body language during their interaction with student B. It appeared as if they were asking student B for reassurance as they were not confident in their ability to complete the task correctly alone. Therefore, I designated this section of the incident as critical because as Donaldson’s states in his four purposes, all learners should be “healthy confident individuals” who are continuously developing their emotional wellbeing and confidence during their time at school. This specific part of the incident led me to want to look further into how teachers, parents and carers may be unknowingly negatively influencing the self-esteem of learners. 	Comment by Joshua Matthews: Ah so here’s the reference – probably needs to be referenced when you first mention it (and include a year)
The second part of this incident that I interpreted as critical relates to Donaldson’s purpose that all learners should be “ambitious and capable” who can describe in detail what they have learnt. I believe this is displayed in the incident when student B chooses to explain comparative adjectives to student A. This aspect of the incident inspired me to explore Vygotsky’s Zone of Proximal Development but through the context of cooperative learning and its effect on learner’s academic attitude and motivation.
Literature Review 
Self-esteem
The emotional wellbeing of our learners is incredibly important. It has been said that most mental health issues will have already developed by the time a child is 13, this therefore gives teachers a unique “window of opportunity” to notice and raise any concerns (Howard, 2017, p.3). Maslow originally identified on his Hierarchy of Needs (see figure 5) that self-esteem is required before an individual can achieve self-actualization (McLeod, 2020). Maslow later addressed a common misconception that an individual does not have to fully satisfy a need before moving on to the next. Therefore, individual growth does not come about because an individual lacks a particular trait but is a result of a person’s ambition to grow. This is what Dweck (2006) defined as a growth mindset, the belief a person can achieve anything through years of hard work and dedication. 
Charles Cooley’s looking-glass self presents the idea that our self-esteem is mainly determined by what we perceive other people’s opinions of us to be (Miller and Moran, 2012). We can use this lens to consider how parental and teacher praise can impact a child’s self-esteem. Dweck concluded that directing praise at a child’s intelligence will only make them even more consumed by it. Given this logic, a child may assume that if they do not get high grades then they are stupid, and thus reinforces a fixed mindset. By praising commitment and effort, one could argue, this in turn will develop resilient and confident learners. Therefore, we should not underestimate how feedback, whether from a teacher, parent or carer, will impact a learner’s academic and personal self-esteem (Zander and Hannover, 2014). This is particularly important as the onset of low self-esteem can be a harmful tipping point for further severe mental health issues.
One author who took an interesting approach to Dweck’s work was Kohn (2015), who stated that the growth-mindset will only reach its full potential if there is a collective approach to overthrow the “toxicity” of the current pressure institutionalised in schools. Thus, it is problematic to expect only the learners and teachers to adapt to a growth mindset to survive in what Kohn describes as “fixed” conditions. However, literature shows an overwhelmingly positive response to Dweck’s growth-mindset and its effect on self-esteem. Therefore, despite Kohn providing a thought-provoking argument, there is little literature to support it and is thus an outlier within academia. One could argue that the Welsh Government have been working towards combating these issues raised by Kohn for many years due to the PISA report and the subsequent introduction of Donaldson’s four purposes and the new curriculum.
Differently to Cooley, William James, a 19th century American psychologist, proposed that self-esteem was mostly dependent on success (Eromo, 2017). This can be seen in a study conducted by Jirdehi et al in 2018 that indicated a statistically significant correlation between high academic self-esteem and high academic achievement in medical students. In contrast, an earlier study by Pullmann and Allik (2008) discovered that higher achieving secondary school students were more likely to be mindful of their weaknesses and thus more critical of themselves resulting in a lowered self-esteem. One could argue that it is this self-awareness that develops resilient learners and a foundation for future success. It should be acknowledged that there is a small amount of research showing no relationship between implementing a growth-mindset and improvements in academic achievement. However, many of these researchers such as Kaijanaho (2018) state in their limitations that they should have included participant self-esteem as a component in their methodology as it could have provided a more conclusive and comprehensive result. It should be addressed that the participants in Jirdehi et al’s study were university students and thus cannot be directly compared with those in early adolescence. However, despite these differences, both propose that a fear of failure is an indirect influence of self-esteem that can be associated with fixed mindsets of their own or those around them. Therefore, Cooley’s theory and the fear of disappointing others is often embedded within and intertwined with James’ theory and not a separate entity. Motivation, academic self-esteem and success are therefore all interdependent and not just the latter two, if one changes so will the others.	Comment by Joshua Matthews: Just refer to them as “James”? or if it’s better to include the full name, then maybe a description of who he was?
When children arrive at primary school, their self-esteem is usually very positive as they have not encountered anything to challenge it yet. Cvencek (2016) explained that self-esteem issues likely begin at school due to regular self-comparison against peers when differentiated based on academic ability. We therefore do not want to heighten these feelings further by enabling competition driven classrooms. Negative feedback and comparison are usually only largely detrimental if it is from somebody they consider to be important (Leary et al, 2003). It is known that we are more likely to choose friends based on whom we believe have similar attributes and views to us and thus subsequently raising our self-esteem. Children have no say in who their teachers, parents and carers are, they do however have a say in who they socialize with (Mussweiler, 2003). Therefore, the significance of pre-determined and chosen social networks is apparent in shaping an individual’s self-esteem and academic motivation.  
The Zone of Proximal Development and Cooperative Learning 
Vygotsky’s Zone of Proximal Development (ZPD) is argued to be his “most extensively referenced yet least understood concept” (Gray and MacBlain, 2015, p.77). The ZPD portrays the contrast between what a learner can achieve alone versus what they can achieve with navigation from a more knowledgeable other such as a teacher or peer (Dolittle, 1997).  It has been proven that a learner is more prone to understanding a concept that has been absorbed through cooperative learning rather than being given this information by a teacher (ResourcEd, 2017). Cooperative learning is defined as “working together to accomplish shared goals” (Johnson and Johnson). The model (see figure 6) illustrates the ZPD for 3 individuals and how they all overlap during cooperative learning (Borthick et al, 2003). There are several literatures that suggest associations between cooperative learning and improvements in social development and achievement. However, I will be focusing specifically on academic attitude and then assess the issues surrounding implementation of cooperative learning. 
Alcala et al (2019) study looked at the differences in motivation between primary and secondary learners with those who had and had not been taught with a cooperative learning method via the analysis of a pre-test and a post-test questionnaire. The results demonstrated a statistically significant increase in the motivation of both groups of learners who had been previously introduced to cooperative learning. Their discussion would have been stronger if the authors had investigated the significance of the variance values between the pre and post-tests. It was clear from their results that there was a more similar consensus in motivation of secondary students in the post-test questionnaire and thus despite being considered a fairly basic statistical element, it can tell us a lot about consistency amongst participant responses.  
In an earlier publication, Thurston et al (2008) compared the academic attitude of secondary school students from a previous study of theirs who had been introduced to cooperative learning previously at primary school, with a control group who had not. Thurston’s results demonstrated that the students who had been introduced to cooperative learning in primary school had expressed a greater positive attitude towards their studies in comparison to the control group. However, these results were not statistically significant. This study had a much larger sample size with 644 participants in contrast to Alcala’s 179. Smaller sample sizes have a greater likelihood of occurring by chance and thus are less reliable. Therefore, despite Alcala’s statistically significant results, Thurston’s results demonstrate a broader range of outcomes that cooperative learning can have on students’ motivation over time. 
Unlike most studies within this area of academia, Razak (2016) concluded that students with little academic motivation from traditional teaching methods experienced no increase in motivation after being taught via cooperative methods. Another factor which made this study unique was the researcher’s choice of cluster sampling. Within their methodology it states that participants were separated into homogeneous classes and then chosen at random to remove all bias. This sampling method contrasts that of Thurston’s as theirs was a follow up study regarding a group of students who the researchers had already worked with and could therefore have had a potential unconscious bias when working with them a second time.
Cooperative Learning should not be mistaken for group work (Clapper, 2015). Thus, putting learners together in an unplanned fashion does not ensure that learning will take place. Therefore, it could be argued that Razak’s decision to use homogeneous classes may have been a factor in determining their irregular results. The importance of heterogeneous groups within cooperative learning is emphasized by Reilly and Mitchell (2010, p.432) who state that if low-achieving students are placed in a group with other low-achievers it “becomes the academic weak leading the academic weak”. In addition, Alghamdy (2019) argues low-achieving students often rely too much upon high achieving students. It could be disputed that by labelling and deciding which students are low-achieving and high-achieving we are enabling Dweck’s “fixed mindset”. Thus, teachers who embodied that of a “growth mindset” raised students from what is considered as low achieving to high achieving because of their change in attitude and purposeful teaching methods. 
For this reason, how a teacher implements cooperative learning is just as important as the activity itself. Giles and Boyle (2010) argue that the teacher’s preparation before the activity is an essential prerequisite for successful cooperative learning. To be able to implement cooperative learning effectively in the classroom, the teacher must pre-determine what students work well together, the purpose of, type and difficulty of the task and how they were going to assess the students’ understanding. Reilly and Mitchell further their previous argument by suggesting solutions such as the need for collaborative skills training for students as well as opportunities for teachers to develop their understanding of cooperative learning. It is evident that when used correctly and deliberately cooperative learning is an effective tool for increasing learners’ motivation and attitude towards their academic studies. 


Reflection and Next Steps 
Before I begin the reflection process, it is important to acknowledge that I undertook my observation in September and thus very early in the school year. This was therefore only a snapshot representation of the class as student-teacher relationships were most likely still in the developmental process. I can only analyse the critical incident based upon my interpretation and my current pedagogical knowledge. I chose Gibbs’ model to reflect on my experience as it builds on Kolb’s model, adds detail, and it is a good starting point for an unexperienced reflective practitioner. I will only complete the latter 5 parts as I have already completed a description of the critical incident on page 3.	Comment by Joshua Matthews: Reference when it first appears, same for Kolb (and reference where it is in the appendix)
Feelings
My overriding thoughts during the critical incident was empathy with student A, having often compared myself to peers during my time at school. It was this initial feeling that inspired me to look at its impact on students in more depth. I was also touched by Student B’s character in supporting student A when they themselves had work to be getting on with. I acknowledge that it was a small incident and if I was not seated where I was, I would not have noticed it; the students involved have most likely forgotten about it. This does not make the incident any less worthy of analysis, however. I have discussed at length the cumulative impact of such events and will evaluate below how this small representation of a much larger problem for many students can be turned into a plan of action.   	Comment by Joshua Matthews: 	Comment by Hannah Matthews (2100086): 	Comment by Hannah Matthews (2100086): 
Evaluation and Analysis
The experience overall was very positive as I learnt a lot first-hand from very experienced teachers. It was very clear that this particular class teacher had considered the needs of each individual learner and made a conscious effort to model the positive behaviour they expected from the class. It is fair to suggest that this modelling and regular emphasis on the school’s ethos has helped shape student attitudes towards supporting their peers. Unfortunately, I was unable to ask the teacher any questions as a chaperone came to collect me 5 minutes before the end of the lesson. Therefore, despite the body language being clear, there is naturally a degree of assumption in my interpretation. I could have potentially asked how student A was feeling but I did not want to cause any embarrassment as I was practically a stranger. Having said this, to a degree, student A was not confident in their ability in that particular lesson and moving forward I will consider how I can improve this for my future learners.

Conclusion and Action Plan
It could be said that students feel more comfortable asking their peers for support rather than the class teacher. Bohns and Flynn (2010) wrote that shy students believed that asking for help could somewhat advertise their weaknesses and would subsequently make them even more shy. I will therefore work towards creating a safe nurturing environment that is driven by “self-referenced standards” ant not competition (Ryan and Green, 1998, p.534). If I succeed, my students will become “healthy confident individuals” who are not afraid to make mistakes and feel as if they can ask myself for help as it is my role to guide them towards the correct answer and not humiliate them for having a go (Bernstein-Yamashiro, 2004). 
Furthermore, I learnt via this process about the detrimental impacts that intelligence-based praise can have on learners (Zander and Hannover, 2014). I must therefore ensure that I praise commitment and effort and have high expectations of all students. Additionally, I will encourage students to seek out and enjoy challenges so they can see for themselves that being pushed out of their comfort zone is an opportunity for development (Yeager and Dweck, 2020). If I am successful, then learners should see an improvement in their self-esteem and academic attitude as they become “ambitious capable learners” who embody growth-mindset characteristics. 
Through critical incident analysis, I have seen the value of making conscientious efforts to get to know each individual learner and their needs. This in turn develops mutual relationships of trust between student and teacher—and therein a more accommodating and supportive learning environment. This could be achieved in part by engaging in professional conversations with co-workers to learn from their experience and ensure I support and challenge all students effectively. Thorough and careful lesson planning will allow me to prepare appropriate and differentiated tasks along with a range of suitable open and closed questions to check for understanding. In addition, to make the most of the ZPD’s positive effects, I must implement and plan any use of cooperative learning carefully so that every member of that classroom will benefit. 
Conclusion
It is evident that critical incident analysis can be used to interpret even the smallest of incidents that occur in the classroom. If the analysis of a particular incident in any way can provide insight into how to improve teaching practice than it has been successful. Vygotsky’s Zone of Proximal Development is very much still prominent within classrooms today during cooperative learning. It was discovered that the quality of the implementation of this method was essential for its success and that it was more likely to be beneficial if the groups were heterogeneous. Further research could bring cooperative learning and student self-esteem together and analyse the correlation between them. Most research on this relationship is pre-millennium and thus to understand it’s relevance in the 21st century, a recent perspective is required. 
Evidently there are a wide range of variables that can impact on a student’s self-esteem; however, education providers play a much larger role than often considered. Their use of praise should aim to develop self-esteem for all and not risk unintentionally diminishing it for those whom the praise is not directly targeted. Despite little literature to support Kohn’s critique of Carol Dweck’s mindset, this avenue of research should be explored further as there is little research focused on the school as a whole institution and its effect on student self-esteem. However, it can be argued that real change begins as a result of passionate practitioners who aim to make a difference in their students’ lives every day. This can be done through the continuum of critical incident analysis in their day-to-day practice, regularly referring to teaching standards and keeping up to date with recent and relevant academic literature. To ensure all learners embody Donaldson’s 4 purposes and have been provided with the highest quality education that they deserve, it is important that a conscious effort is made by all teachers to develop their own potential. 	Comment by Joshua Matthews: Clarify if this is your critique or a general one













Appendices
[image: Diagram

Description automatically generated]
Figure 1: Kolb’s model of reflection (University of Cambridge, 2021) 
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Figure 2: Gibbs’ model of reflection (University of Cambridge, 2021) 
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Figure 3: Atkins and Murphy model of reflection (The Open University, 2020) 
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Figure 4: Brookfield’s model of reflection (London Business School, 2021)
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Figure 5: Maslow’s Hierarchy of Needs (McLeod, 2020)
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Figure 6: Vygotsky’s Zone of Proximal Development (Borthick et al, 2003)
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Figure 5: Vygotsky’s Zone of Proximal Development (Borthick et al, 2003) 


Figure 6: Maslow’s Hierarchy of Needs (McLeod, 2018) 
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OBSERVATION / FIELD NOTES

Record 1

Date and time, year group:
22.09.21 9am Year 8

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

Wednesday Morning
Year 8 Set 1

Welsh Lesson - 9am

Very full class

2 members of the class arrived late and were disruptive

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

Straight away at the start of the lesson the teacher made a clear point that they were a set 1 class
and that he therefore had high expectations of them. | noticed student A playing with his pencil
case and ruler and not listen to the verbal task that was going on. The teacher set a task focused
on comparative adjectives based on the theme of nature. Regularly, during this task student A was
asking student B for help and reassurance numerous times even though their answers were
mostly correct. Student B went on to explain to student A how to change an adjective into a
comparative one. In the meantime, the teacher set a further challenge on the board for student B
who had finished the task early. Towards the end of the lesson, the teacher asked the students to
get their mobile phones out so they could play a cahoot quiz. The difference in student A's
response to thus activity completed contrasted his attitude towards the verbal task. It was pretty
obvious that student A was disappointed in himself because he got a few answers wring in the
quiz.

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

1. The connection between Vygotsky’s Zone of Proximal Development but in the context of peer
support between students at school.

2. The effect that point 1 has on cognitive and social development.

3. How can we as school staff encourage self-confidence in our students and the importance of
well-being in schools. (Could look at Carol Dwek)

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)

This lesson was at 9am, therefore it is possible that student A was simply tired or had a difficult
evening at home. In addition to this, a number of students were talking between each other and
to the teacher and student A may have found it difficult to concentrate. In my opinion, the
instructions were very clear but | am a lot older than student A so there may be some differences
in information processing between the students.
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Record 2

Date and time, year group:
22.09.21

Where and When: Context of the observation — subject/AOLE, general classroom context
Year 8 - Low set

Drama lesson in the drama studio.

Pretty small class with approximately 12 students with only 2 girls.

The lesson was straight after break - 10.20 am

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

I noticed a student with ADHD playing with the curtain and having difficulties to sit still in the
drama studio. It was clear that his behaviour was negatively influencing the behaviour of the
other students. The lesson aim was to focus on concentration, listening and team work through
enjoyable games. The student with ADHD hid behind the curtain and the teacher said "we'll go
back into the class and do a written task if you don't come out now”. The student came straight
back out from behind the curtain but unfortunately he was still acting very childish. The teacher
noticed that he needed time by himself to cool down so she sent him out of the studio back to the
class. After he got sent out, the behaviour of the other boys changed very quickly.

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

1. Positive and negative reinforcement and punishment - Skinner

2. Sensitivity when rewarding and punishing students with ADHD

3. Relationship between behaviour and the environment - Bandura

4. Look at the reaction of the students when the student with ADHD got sent out of the studio -
Bandura

5. Use of policies when dealing with difficult behaviour of students with ALN.

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)

This lesson was straight after break and thus it could have been difficult for the student with
ADHD to settle down. The teacher mentioned that is class was on a behaviour report card during
the last academic year so there was obviously some behaviour issues within that class to begin
With. On top of this there was a large divide between the girls and boys in the class even though
there were only 2 girls in this specific class
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Record 3

Date and time, year group:
22.09.2110.20 am

Where and When: Context of the observation — subject/AOLE, general classroom context
Year 8 - low set

Drama Lesson straight after break time in the studio - 10.20 am

Approximately 12 students in the class and only two girls

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

The focus of the lesson was to focus on key skills such as listening, concentrating and team work
through fun games. The boys in the class were acting very childish in comparison to the girls in the
class. It was pointed out very early by a student and the teacher that there were only two girls in
this specific classroom. During the games, the boys were excluding the girls and ignoring them.
During one game called “Poison”, one student sits on the floor in the centre and the other
students each touch that students arm with their finger. When the teacher calls “Poison” the aim
is to jump away as far from the student as possible while this student tries to tag someone to join
them in the middle. It was very clear that the boys in the class would do all they could to avoid
touching the arms of the girls if they could. The two girls were very quiet during the lesson.

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

1. Is there a difference between the rates of emotional development between girls and boys?

2. The effects that social exclusion can have on students and how we as staff can support these
students.

3. Do boys leave girls out of “play” due to it being normalised? Is it something that develops in
childhood? Or is it down to their maturity?

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)

This lesson was straight after break and could be a reason for the childish behaviour. The teacher
mentioned that this class had been on a behaviour monitoring card during the previous academic
year so there were obviously some behaviour problems in this class to begin with. There were
only approximately 12 students in this class too so this could be a reason why the students felt like
they could misbehave. Finally, it could have been down to my presence as an observer which may
have influenced their behaviour as | was a new face to them.





