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A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident 

Introduction
A critical incident can be defined as an event in the classroom that is critical to its context (Tripp, 1993); in order for an incident to become critical, the event requires objective analysis and evaluation in order to discuss its pedagogical function. This type of evaluation can be considered reflective practice, used to deconstruct the teaching experience to gain insight into the role of a teacher and to explore the effectiveness of various methods and strategies within the classroom (Armstrong & Asselin, 2017, 354). The purpose of this reflective practice is to evaluate the teaching methods implemented in the classroom, and to begin considering what types of pedagogical practice would be best suited to the observed critical incident by the teacher in future circumstances (Jackson, 2019). 
This will take the form of a structured case study, focusing on a critical incident observed at a comprehensive secondary school. Before the critical incident can be adequately unpacked and discussed alongside supporting theoretical literature, context about the school itself and the classroom structure must be made, crucially considering the impact of COVID-19 restrictions. The critical incident itself will be described and linked to the New Welsh Curriculum (Welsh Government, 2017), followed by an exploration into the pedagogical schools of thought. Here, the observed incident will be linked to theoretical practices such as Constructivism and Humanism, concluding with a reflection and evaluation that considers how one would apply knowledge discussed in the case study to future teaching practice. 



Observation
According to BERA guidelines on anonymity, the name of the school in which the observation took place will be redacted information (BERA, 2018). Additionally, the staff and students mentioned in the critical incident discussion (see below) will be named Student A, Teacher B, etc. It is also worth mentioning that the Estyn report for this particular school is slightly outdated, with some data being inaccurate (Estyn, 2015).
The school was a comprehensive secondary school, consisting of around 1002 students, including 112 pupils Sixth Form department (Estyn, 2015). Around 23% of students have Additional Learning Needs (ALN), reportedly higher than the national average of Wales, and the school has access to a Specialist Teaching Facility to accommodate students with moderate learning needs (Estyn, 2015). The school’s Current Performance ranked as ‘Excellent’, the Wellbeing considered ‘Good’ due to the high standards of behaviour and anti-bullying policies, however pupil attendance was considered ‘below modelled expectations’ and an area of desired improvement (Estyn, 2015).
The observational case study took place during September – a key transitional phase. September 2020 was particularly critical; due to the ongoing COVID-19 pandemic, students were returning to school and the classroom after months of uncertainty over their learning, with the threat of lockdown likely affecting their outlook on their studies. COVID restrictions were applied throughout the school and within the classrooms: students mostly stayed in the same classroom for every lesson, and almost all of the classroom content was to be found online to accommodate absent students. 

Methodology
The observation took the shape of a structured case study, based on observations made by a passive observer throughout one academic day at the school. This type of case study involves a holistic approach as it focuses on the case as the unit of analysis in its entirety (Coe et.al., 2017, 114). One of the main strengths of this holistic approach is that it attempts to engage with as many factors as possible when analysing incidents. However, this does mean that depth can be significantly lacking, being unfocused and far less scrutinous than alternative methods such as an embedded case study. Due to the limited time scale of the observation window in the context of this research, it would prove difficult to reach such a level of depth while observing critical incidents. Therefore, the methodology of these observations was made following the holistic approach, gathering as many possible data points available in the short timescale of the observation window – an embedded case study would not fit the restraints of the assignment. 
The intention of the case study was to observe critical incidents made within a classroom setting, with the observer assuming a passive role in the learning environment. There was no intention to incentivise any such incidents, nor to manipulate the environment or deliberately emulate a scenario in order to mark down any effects, instead the classroom was treated as a single unit without manipulation. In order to carry this out, however, the observer was required to sit at the back of the classroom; although silent and passive, their presence was known to both students and teacher, and their intentions probably figured out by the class. Such methods to the case study may have led to subtle disruptive factors that may have altered the ‘normal’ learning setting, thereby unintentionally jeopardising the authenticity of the observation. For example: behaviour and mindsets in the classroom may shift while under observation, performing a calmer, more well-behaved atmosphere with fewer interactions than usual; or the opposite may occur, with students and teachers deliberately electrifying the classroom to make it seem more exciting or communicative, with louder volume used or disruptive behaviour played up to show off to the new presence in the room. This is called observer bias (Salvia & Meisel, 1980, 261) and is a prominent downside of using passive observation as a form of case study. 
Another issue faced by engaging with this type of structured case study is that observations do not reveal every factor that led to the critical incident – they are mere freeze-frames of the learning environment, captured in a restricted time frame. It also requires as few preconceived notions as possible, adopting the role of a passive observer with no prior inclinations, being open-minded and receptive. The observation must consider the unintended factors that may affect their findings in the classroom, and ultimately maintain a position of enquiry; the intention is to observe, absorb as much information as they can within the given time frame, before later reflecting and evaluating their findings. 

Critical Incident
The event occurred during a mixed ability Year 8 class, a group of fifteen students taking part in a Drama lesson. Due to the school’s policy on COVID restrictions, the Year 8 group (Class A) resided in an English classroom for most of the day, restricted to a relatively small space that was not designed for the activity of Drama lessons. The restrictions also meant that group work had to be carefully organised, with the rigid seating plan of ones and pairs noticeably leading some students to look isolated and detached from the collaborative nature of the activities. The lesson required group work to role-play situations and explore characterisation, but students that sat alone were noticeably less active in the classroom environment and took longer to be fully engaged with the activities.
The critical incident involved an interaction between Student B and Teacher C. Throughout the day, including the lesson of Appendix 1 (see below), Student B was noticeably unmotivated for almost all activities within the classroom: they sat on their own, slouching over the desk, remaining quiet, and were not engaging with the group activities in either lesson. After Teacher C narrated a story to introduce the concept of character motivation, they asked the whole class to share their opinions on the characters in a safe environment, encouraging discussion that was very personal and revealing of inner emotions. Raising their hand, Student B spoke up and mentioned that they understood the feelings and motivations of the story’s victim character; they too understood the fictional character’s suffering. Teacher C listened intently, did not overly focus on or patronise Student B’s participation, and allowed their contribution to flow into the discussion as if anyone else had mentioned it – the point was not made out to be exceptional. When the group work activities resumed, Student B began engaging with the learning much more than before; they stood up and participated in the role-play exercise with another team. Their confidence was visibly boosted, and they were able to find a role best suited to them in the exercise. It was only after this burst of engagement that Teacher C revealed that this particular student had Additional Learning Needs (ALN) related to Autism, and that the student had never participated like this in a Drama lesson before – opening up had given them a surge of confidence and motivation.
This critical incident is revealing of the New Welsh Curriculum’s (Welsh Government, 2017) intentions in the learning environment, relevant to two of the Four Purposes outlined by Donaldson’s (2015, 8) Successful Futures proposal: healthy, confident individuals; and ambitious, capable learners. Not only did Student B’s classroom attitude reflect developing confidence in the activity, but their ALN was also carefully considered to encourage a healthy learning atmosphere and that was psychologically beneficial to the student. Additionally, Student B’s cooperation with other students and successful engagement in the role-play activity revealed that their confidence had allowed them to adapt to the activity, finding a suitable role in the exercise with which they could collaborate and get the full cognitive experience of the lesson. Their confidence had been boosted, their specific needs catered to without intimidation or alienation, and their group work reflected capability and ambition within the class that would continue for the remainder of the session.

Literature Review
For this particular lesson and critical incident, one of the key schools of pedagogical thought that can be discussed is the theory of Constructivism. This association can be made due to the content of the class itself and the lesson objective (see Appendix 3): to understand character motivation and unpack characterisation. In order to deconstruct characters in a given story, narratively performed in the Drama classroom by Teacher C, students were encouraged to interpret their own feelings and emotions towards the fictional characters, voicing any biases or preconceived notions that allowed them to understand character motivation. Following the narration, questions were asked to Class A that focused on internal emotions – this would have allowed students to quietly reflect on their answers, making the questions relevant for them before responding back to the teacher. Upon sharing their individualised responses, that have been internally paired with prior knowledge and experience, the peer-group around the individual are now aware of that new information. Simply by listening to the experience and the emotions of someone they know, the information has been grounded by the class’ social rapport – solidifying their understanding of character motivation by unpacking their own peer’s response. By forming cognitive links between the student’s preconceived understanding of the characters and their circumstances, and by creating an environment that shares ideas between peers to ground the knowledge, Class A were engaging in a lesson that was arguably designed with a Constructivist approach.
The principal pedagogical idea of Constructivism is that students and young people form their own reality based on experience, constructing knowledge from ideas they are already familiar with and incorporating it into their long-term memory. This theory was developed largely by the research of Jean Piaget, who largely argued that self-discovery was crucial to young people’s development (Piaget & Inhelder, 2000). Piaget’s interpretation of Constructivism also followed that teachers being a significant role in the process as the agents that guide the learning and help to form the cognitive links between knowledge (Piaget & Inhelder, 2000). Countering and building upon Piaget’s ideas of cognitive development with a Constructivist approach is Lev Vygotsky, a Soviet psychologist who instead suggested that young people developed at different rates compared to a regular succession model – rather, children constructed knowledge based around their own Zone of Proximal Development (ZPD) (Vygotsky, 1978). One of the aspects of Vygotsky’s ZPD that challenges more traditional teacher-led behaviourist approaches is that it the role of the educator is summarised as the ‘more knowledgeable other’ (Vygotsky, 1978). Instead of treating students like vessels to be filled with definitive facts and knowledge, it is the responsibility of the teacher to introduce scaffolding: providing supportive cognitive structures that allows children to transgress their knowledge from the unknown to the known. The relationship between educator and learner is significant, but it must be performed in a way that does not compromise the student’s development further, either by alienating them, patronising them, or otherwise preventing them from contributing to the learning again.
The ZPD theory is also similar to the work of Urie Bronfenbrenner and his Ecological model that organises layers of influence centred on and around the individual (Bronfenbrenner & Ceci, 1994). According to the Ecological model, context is crucial to the individual’s cognitive development, as influence is spread between layers of varying distance to the individual. The widest encompassing layers consist of factors that have implicit effects on learning development, such as laws, cultural values, and even customs of the individual’s country. This indicates that development cannot be separated from social context, and that frequent social interaction within different layers of the model is essential in developing a wider understanding of the world around them. The most important layer of Bronfenbrenner’s model, and the closest to the individual, is the Microsphere; within this layer, beneficial communication could be made between the individual and their family, their friends, their school peers, their teachers, and so on. As mentioned, the social sphere of Class A allowed for communication between individuals in a safe, pressure-free environment, letting their ideas and emotions be shared to make the knowledge understandable and relevant for the class – making Student B’s contribution to the discussion an action that was beneficial to both themselves and to others around them. This emphasis on building cognitive development through the individual’s surrounding environment and communication with peers comes under another term as well: socio-constructivism.
One interpretation of socio-constructivism comes from Barbara Rogoff, an educator whose research focuses on collaboration and the role of educators (Rogoff, 1998). Rogoff emphasises the significance of cultural participation, suggesting that learning from each other and communicating is essential for healthy development: ‘Using such means as languages and literacy, we can collectively remember events that we have not personally experienced’ (Rogoff, 2003, 3). This argument suggests that by listening to our peers, hearing their interpretations and their emotions voiced, our own cognitive understanding of a topic is greatly improved upon, broadening our thoughts on a topic beyond the bounds of personal experience. This links back to Vygotsky’s ZPD, a model that greatly influenced Rogoff and Bronfenbrenner’s work (Rojas-Drummond, 2016, 189), as the ZPD highlights the importance of communication between the individual and people outside their personal sphere: ‘the proximal proves construct has several key elements that warrant elucidation … the interaction can … occur between the child and another person’ (Jaeger, 2016, 167). 
The importance of a healthy relationship between teacher and student can be explored further by examining the Humanistic approach to pedagogy, an educational school of thought that can also be applied to the observed critical incident as a whole. Humanism in the classroom emphasised the importance of the learner’s individual needs, focusing on aspects such as well-being, self-understanding, and personal growth through self-actualisation (Burgan & Congos, 2008, 3). One of the founders of a humanistic approach to pedagogy was Abraham Maslow, who argued that a sound understanding of the human person was key to their educational and psychological development (Jastrzębski, 2011, 435). Challenging the classical philosophies of human development of Aristotle, Maslow sought to consider the well-being of the individual with the idea that human nature was good in itself, and that mistakes are essential for personal cognitive growth (Jastrzębski, 2011, 439). 
In order to stem the flow of anxiety and negativity within the classroom, it is the responsibility of the teacher to provide a safe, stress-free environment in which the pupils could express their ideas and emotion free from embarrassment or shame. As is the case with socio-constructivism, psychologist Carl Rogers places emphasis on the intrapersonal relationships between members of a class, with students’ relationships having huge effects on their well-being and personal growth (Ersever, 1999, 46). From an alternative perspective, teachers are arguably more accountable for ensuring the healthy development of a student’s well-being in the class, being mindful of any emotional troubles or underlying issues the individual might be facing. This is also crucial for teaching in mixed ability classes with ALN students, as their needs are supposed to be catered for and considered in every aspect of the classroom to ensure their education is just as valuable as everybody else. Equity is often highlighted in the humanistic approach, making sure students are equipped with enough emotional support to self-direct their own learning and become increasingly independent as they develop academically.  
There were a couple of ways in which the humanistic pedagogical approach was visible during the Drama class of Appendix 3. Not only had Teacher C organised the activity to allow for a safe learning environment for emotional discussion, free for people to share their ideas no matter how personal, but when Student B spoke up with new-found confidence there was no patronisation or huge emphasis made at their contribution. Instead, Student B’s response was treated with respect, a welcome inclusion to the class discussion, and was not overly dwelled on by the teacher. This equal treatment reflected how Teacher C’s humanistic approach was catering towards Student B’s contributions, being mindful of their ALN and not treating it as some exceptional circumstance within the classroom – though their active participation in group activities was indeed exceptional since this level of physical confidence and ability was not previously visible in other Drama lessons. By treating Student B with respect and not scaring them away by patronising their answer, avoiding special treatment, their contribution was treated as if anyone else had answered, solidifying the humanistic ideal that everyone’s human nature is inherently valuable and that self-understanding and well-being is key to pupil development. From this critical incident, it was clear how much Teacher C cared for their students, considered their individual needs, and made steps to cater towards them and ensure everyone, including and especially ALN students, had a beneficial learning experience that would continue their cognitive development.


Evaluation and next steps
Returning to the methodology, it must be remembered that the purpose of observing critical incidents is to gather an understanding of a specific context’s pedagogical practice. Accomplishing this, teachers can then attempt to tackle and solve dilemmas of the classroom, questioning the values and assumptions of the observed practice (Zeichner & Liston, 1996). The intention of reflective practice is not to overly critique and denounce the practices of the observed school, class, or educator, as this ethically conflicts with the BERA guidelines (BERA, 2018), however it is beneficial for the role of the student-teacher to evaluate with moderation. This allows them to use their own insight and begin to start internally questioning and evaluating observed techniques, developing their own ethos and preferred methods that work to benefit all parties (Minott, 2011). 
As discussed in the previous section, it was clear throughout the observed critical incident of Appendix 3 that Teacher C incorporated elements of Constructivist and Humanistic schools of pedagogical thought in their practice. Incorporating a Constructivist approach was well-suited to the lesson, usefully building on prior knowledge and preconceived ideas of the pupils regarding the situation presented in the narrated story given – drawing upon previous experiences in order to progress through the Zone of Proximal Development (Vygotsky, 1978). Students were able to reflect on the story and formulate their own ideas concerning character emotion, metaphorically putting themselves in the fictional characters shoes and applying their own thoughts to respond to questions such as ‘how might this character be feeling?’ Socio-constructivism may also benefit future lessons, utilising Bronfenbrenner’s Ecological model to increase cooperation between students and ensure effective communication within the classroom to increase cognitive, encouraging personal development beyond the individual level (Bronfenbrenner & Ceci, 1994). 
Perhaps the most outstanding part of the critical incident was the way in which the Constructivist and Humanistic approaches combined to develop the learning of Student B, who had autism-related Additional Learning Needs. Humanism in particular prioritises the student in the learning progress: ‘human individuals whose personal dignity and integrity, and the complexity of whose ideas, thoughts, needs, and sentiments, should be respected’, a mindset that is especially true of ALN students, whose needs may differ drastically from the support requirement of the average learner (Khatib, Sarem, & Hamidi, 2013). Autism Spectrum Disorder (ASD) is a hugely varying classification, and there are many different levels of sensitivity and learning impairment that may affect an ASD learner in a classroom environment, therefore one overarching pedagogical approach is unsuitable to apply to every individual with autism-related ALN (Manikiza, 2017). In the observed critical incident, ASD was carefully considered in the teaching practice and was suitably applied to the task, allowing Student B to develop their own confidence and contribute to the discussion and questions at their own pace and in their own comfort zone. Not only could the student give a perfectly adequate contribution to an emotional discussion, respected and healthily acknowledged by Teacher C, but the class rapport allowed ideas to be spread and understood much more firmly.
For future lessons, especially in discussion-driven learning environments, it would possibly be suitable to continue using activities that focus on group work and spreading ideas between the class. Utilising the social structure of the classroom can be very beneficial in both cognitive development and the increased rapport between students, forming tighter educational bonds that allows information and understanding to flow smoother when tackling new ideas or engaging in emotion-driven discussion. The needs of ALN students must also be a high priority for future teaching practice; teachers must be aware of any issues that may arise by failing to differentiate between confident individuals and students who may struggle with the given activities. For ASD students specifically, scaffolding must be a high consideration within the class, with teachers providing as much aid as necessary for the student to contribute to the learning, but this also requires an attitude that does not alienate the student – instead, their contributions to the class must feel natural and normalised as possible to ensure they feel they belong in the learning environment (Denning & Moody, 2013). 

Conclusion
In summary, the use of reflective practice in this structured case study has revealed many key pedagogical practices implemented in the classroom. As evidenced by the observation made of critical incidents in the selected secondary school, Constructivism and Humanism were particularly significant schools of educational thought when planning classroom activities, as was the consideration of ALN students and their needs within the learning environment. 
As discussed in the previous section, by evaluating the measures taken through an observation, it may be a beneficial future strategy to organise classroom tasks with a focus on group activity. By utilising the social rapport between the students of the class, knowledge and information can more easily be transferred throughout the class, with students crucially forming cognitive links to enable each other to understand the tasks better – eventually allowing every student to participate, while finding comfortable zones of participation for less confident or ALN students. For ALN students specifically, and in this case students with ASD considerations, it would also be useful to incorporate appropriate scaffolding to meet their needs and allow them to participate in the class activities without intimidation or patronisation. The teacher should be able to organise a safe stable environment when discussing deeply personal ideas or engaging in conversations focused on emotion and inner feelings, as vulnerable answers may ensue; it is necessary to ensure a secure environment for every student if they wish to contribute, free from scrutiny or judgement from others. If the students are safe in their learning environment, they may express themselves more freely and garner enough confidence to continue engaging in the class activities – perhaps even more than before. This serves to support students into becoming both Ambitious, Capable Learners, confident in their contributions and abilities in class tasks, and also encourages discussion and debate to shape Ethical and Informed Citizens of Wales, working collaboratively with their peers to support each other’s learning and understanding of the world.
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Appendices
Appendix 1
OBSERVATION / FIELD NOTES
	Date and time, year group:  29th September 2020 – 9:40 class. Year 8.


	Lesson details:
English class of 15 students. Indoor lesson with COVID restrictions, students are sat individually or in pairs facing the front. Mixed ability class, at least 3 ALN students.


	Classroom culture
Early lesson of the day, early in the year so the content is fairly basic. The teacher seems to be fairly new to this class. The relationship between the teacher and students seems rather fresh, as names are still being learnt.

COVID restrictions possibly affecting atmosphere. Students are restricted to their seating plan and cannot change seats to see the board better/sit with friends. 


	Objectives
LO: To develop skill using capital letters. Reading comprehension too, using a paragraph of information about a story – Homer’s Iliad – to help students understand when and where to accurately use capital letters. 


	Direction
By the nature of the learning objective, it is strongly implied that having the skill of using capital letters is an essential part of literacy. 

In all learning settings writing and literacy skills are always required, and understanding where and why capital letters are used is deemed crucial to the lesson. This is not, however, elaborated on in the lesson, but there is still the strong implication that capital letters are needed to read and write effectively.


	Access and challenge
There was not much differentiation in the tasks given, as all the students in the class were treated as a unit and are all given the same tasks, resources, time scale, and instructions. 


	Assessment
Short tasks were presented on the board, which the students had to copy down and answer. Fairly simple method of assessment, but to save on time the teacher asked the students to assess each other’s work, and hand it back before asking people to raise their hands to indicate their score.

A low-stakes quiz is also planned for the next lesson, so the learning in this lesson directly feeds into the future lesson. If they do not understand this lesson, it will be reflected in the low-stakes quiz – an example of Assessment For Learning.


	Specifics / Critical Incidents
When walking around the class the teacher always comes to the students that are either the least confident or the most distracting – by the T’s standards. Lots of attention is given to the back half of the room, where most of the noise is coming from. T becomes familiar with their names first as they need the most calling out.




CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.


	29th September 2020. 9:40 English class. Year 8, mixed ability. 15 pupils

Incident specifically involved teacher and group of students at the back of the classroom – 4 students in particular that garnered attention.


	What happened? 
	The tasks were written on a digital whiteboard at the front on the class, with the intention of giving everyone clear access to the instructions, however some of the students at the far end of the class could not see the board and had a pillar obstructing their vision. 

Since the seating plans were very rigid due to COVID restrictions, these students would have found this task more challenging than those at the front who could read the tasks just fine. This led to much more noise coming from this part of the room, with T continually walking to the back of the room to make sure the students at the back knew what to do and weren’t distracting the other pupils.





Appendix 2
OBSERVATION / FIELD NOTES
	Date and time, year group: 29th September 2020 – 11:10 class. Year 8.


	Lesson details: 
Maths class of 8 students. Indoor lesson with COVID restrictions, students are sat individually facing the front. Mixed ability class, Teaching Assistant present to support one individual student, unclear if they have ALN.


	Classroom culture
Smaller more concentrated class, but the spread-out seating plan still prevents a lot of socialising. T looks like they’re familiar with this class, knows their names, presumably has worked with them before so the rapport between students and teacher is stronger than the previous lesson.


	Objectives
LO: To be able to multiply in columns. This is accomplished by working with the students’ prior knowledge, such as being able to remember multiplication tables e.g. 4 times table. Lesson aim is simple and consistent throughout, focusing on one key skill and aiming to achieve mastery before moving on to different skills or mathematical functions. 


	Direction
The teacher then gives various examples of when such skills will come into use in the real world, applying the skills to existing knowledge – an example of constructivism. Prior knowledge is also considered, as T compares method of learning to similar methods, for example addition using columns and subtraction using columns is referenced throughout. 

Difficult examples are also shown early on before the students crack on with the exercise, to demonstrate what an advanced question would look like (by the standards of the lesson) so ambitious individuals have a goal in mind as they begin the exercises. 


	Access and challenge
Students were given a big list of equations they were instructed to attempt, but they were encouraged to complete at least a certain number. Additionally, T encouraged more ambitious learners to complete some extra equations for added challenge. 


	Assessment
T used short games to see if pupils could apply the knowledge learnt from the previous tasks. This was a clearly organised Plenary section of the lesson, a warm down exercise that neatly concluded the learning whilst also being a fun way to round off the lesson. 


	Specifics / Critical Incidents
Similar to Appendix 1 but flipped – here the T speaks quietly with students at the front of the class. T uses names more frequently and adapts voice volume to each student. Front students generally seem to be getting on comfortably and quietly with the work, are distracting far less. T notices and treats them differently to louder pupils at the further ends of the class.





CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.
	29th September 2020. 11:10 Maths class. Year 8, mixed ability. 8 pupils.

	What happened? 
	Incident involved the teacher and the entire class, contrasting how the teacher adapts their volume to different people within the class. Volume is quieter to less talkative students closer to the front, volume is louder to more distracting students at the back of the room. Due to COVID seating restrictions, students at other ends of the room speak louder than usual – the T adapts to this, allowing louder conversation.





Appendix 3
OBSERVATION / FIELD NOTES
	Date and time, year group: 29th September 2020 – 12:10 class. Year 8.


	Lesson details:
Drama class of 15 students. Indoor lesson with COVID restrictions, students are sat individually or in pairs facing the front. Mixed ability class, at least 3 ALN students.


	Classroom culture
Same class as Appendix 1 and 4. Teacher enters room with a lot of energy, brightening up the mood of the class and automatically engaging them. T has their full attention; there is less unwarranted discussion and less shouting out. Students raise their hands to answer and follow the instructions of the T quickly. Lots of respect for the T, as the whole class is hushed when T is speaking.


	Objectives
LO: To be able to understand character motivations. The objectives were not revealed on the board until the end, but it was clearly outlined in the beginning and throughout the lesson that understanding motivation, character emotion, and empathic insight was key to the lesson. 


	Direction
Main exercise was a role-playing exercise, using freeze-frames to capture groups performing stills of the action. Before this was done, the teacher demonstrated how the groups would go about the role-play by using a volunteer to practice with. The performance had lots of energy, aiming to show the students what an exemplar performance would be, demonstrating what the teacher was expecting to see.


	Access and challenge
Role-playing activities require space, a difficult resource considering the COVID restrictions. This limited the amount of access T had with the students, as they could not engage too directly with the tasks. Fortunately, the groups were differentiated so that less confident individuals had a network of peers to support each other’s learning – allowing access to the learning for all students.


	Assessment
Role-play exercises actively demonstrate how the students are coming to understand character motivations. There were at least three attempts at presenting these role-plays to the class, enabling the students to develop their role, solidify understanding and perform it better. 


	Specifics / Critical Incidents
This critical incident is discussed fully in the main text of this essay (see above). 




CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.

	29th September 2020. 12:10 Drama class. Year 8, mixed ability. 15 pupils

	What happened? 
	Incident involved the teacher, an ALN student, and the rest of the class who engaged in the activities and ended up working with the student. At first, the student was unmotivated to work and disengaged with the activity at hand. However, once T created a safe atmosphere to discuss internal emotions and to share ideas, the student contributed to reveal vulnerability and understanding. They then proceeded to engage with the activities thereafter, joining groups and finding suitable roles for their confidence level in the activity.






Appendix 4
OBSERVATION / FIELD NOTES
	Date and time, year group: 29th September 2020 – 13:50 class. Year 8.


	Lesson details:
Welsh class of 15 students. Indoor lesson with COVID restrictions, students are sat individually or in pairs facing the front. Mixed ability class, at least 3 ALN students.


	Classroom culture
Class is quieter than in the morning, due to tiredness or a good relationship with the teacher, as in Appendix 3. Welsh is the focus of the lesson and encourages much more use of the language compared to other lessons. 

	Objectives
LO: To state the attractions available in a country. Objectives have been built around what the students already know; Welsh must be a regular lesson if the students are already this competent in the subject, especially non-native speakers. 


	Direction
The main motivation and direction of this lesson was to gain the skills quickly so that the later exercises could be achieved. There was not an overwhelming load of content to cover, just few noun lists; most of the lesson could focus on the final tasks. This could have reduced cognitive stress and kept the pace of the lesson moving forward – teaching with a fun goal in sight. 


	Access and challenge
Due to the daylight coming through the windows, the contents of the screen were barely visible from the back of the room – causing the group at the back to feel quite left out from the activity. (See below)


	Assessment
The final tasks were interactive PowerPoint team games - a highly engaging format. Arguably this game format is a form of behaviourism, as it relies on a reward-and-punishment method of teaching the correct skills, but it could also have some socio-constructivist aspects as it relied on teamwork and game tactics.


	Specifics / Critical Incidents
COVID restrictions meant seating plans were strict, with students not being allowed to move within the classroom. When sunlight impeded their vision of the board and tasks, group at the back felt left out of the learning, but T could not allow them to move seats any closer.




CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.
	29th September 2020. 13:50 Welsh class. Year 8, mixed ability. 


	What happened? 
	Strict seating plan was a large factor in the incident. Due to sunlight on the presentation screen, students at the back of the classroom could not visually access the content and therefore were at a disadvantage with the learning progress. COVID restrictions meant they could not move around, and T would not let them move, so the students became quite frustrated with the activity.
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