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Introduction 
In this assignment I shall be discussing and evaluating a critical incident I observed in a classroom. I will evaluate what I have seen, engaging with several areas of further research influenced by my critical incident. In addition to this, I will assess the methodology I used to obtain my observation and evaluate its appropriacy. To conclude this assignment, by way of further reading, I will identify next learning and teaching steps for both myself and others. 

The definition of a critical incident varies slightly between scholars, for example, Richards and Farrell state that ‘a critical incident is an unplanned and unanticipated event that occurs during a lesson and that serves to trigger insights about some aspects of teaching and learning.’ (Richards & Farrell, 2010, p.13) whereas David Tripp suggests that ‘critical incidents are produced by the way we look at a situation: a critical incident is an interpretation of the significance of an event’ (Tripp, 2012, p.8) In this assignment I will align my understanding of a critical incident with David Tripp’s definition. This definition places significance on my interpretation of the incident; this is highly important when considering that my evaluation of the next steps will feed into my understanding of teaching and learning. 

Observation 
I completed one day of observations in a rural based Comprehensive School in South Wales. During this day I observed 3 lessons and details of these can be found in the appendices below. Following the BERA (British Educational Research Association) 2018 guidelines the School, teachers and pupils referred to in this research shall remain anonymous; ‘The confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research. Researchers should recognise the entitlement of both institutions and individual participants to privacy.’ (BERA, 2018, p.21) The English-medium, 11 to 18-year-old school is based in a largely affluent area and has an approximate pupil population of 1,500. Around 4% of the pupils are eligible for free school meals; this figure is comparatively lower than the national average of 16.4% per school according to Estyn reports. We can infer that this low percentage of free school meals is influenced by the largely affluent catchment area of the school. In the most recent Estyn report the School achieved a rating of Excellent in all inspected categories, these included; 1) Standards, 2) Wellbeing and attitudes to learning, 3) Teaching and learning experiences, 4) Care, support and guidance and 5) Leadership and management. During my observations, several teachers described the school as ‘heavily focused on Pupil learning’ and described how most pupils knew that they were expected to perform to the best of their ability in the School. Throughout this research I will be following guidelines published by BERA to ensure that all involved are ‘treated fairly, sensitively, and with dignity and freedom from prejudice’ (BERA, 2018). 

Methodology 
To complete this research, as discussed in the previous section, I attended and observed lessons in a secondary comprehensive school. This was a form of case study methodology. The function of a case study is ‘It provides a unique example of real people in real situations, enabling readers to understand ideas more clearly than simply by presenting them with abstract theories or principles.’ (Cohen, Manion & Morrison, 2007, p.253) To conduct research on a critical incident it was to some extent vital to use case study methodology. It is the actions between real people in real situations that trigger critical incidents in teaching. 

A great advantage of case studies is that they take into account the effects of the environment and context of the event; ‘Indeed one of their strengths are that they observe effects in real contexts, recognizing that context is a powerful determinant of both cause and effect’ (Cohen, Manion, Morrison, 2011, p.289) By conducting a case study I was able to witness the environment of my critical incident and therefore have a more in-depth understanding of cause and effect; I could then analyse these causes and effects to choose my further areas of research for my literature review. 
However, it is important to note that case studies do have disadvantages, for example, the results may not be generalizable. A case study can be highly subjective and therefore not easily open to cross-checking, this weakens the method, especially when trying to correlate with other research. In addition to this, case studies are prone to researcher bias; ‘A key issue in case study research is the selection of information.’ (Cohen, Manion & Morrison, 2007, p.257) In this quote, Cohen, Manion and Morrison describe how the selection of information is solely down to the researchers and therefore their bias; inevitably the researcher determines what is and what is not noteworthy. 

Prior to my day of observations I used readings of Tripp’s ‘Critical Incidents in Teaching’ (1993) and Fletcher-Wood’s ‘Ticked Off: Checklists for Teachers, Students, School Leaders’ (2016) to inform my knowledge of what to observe. Cohen, Manion and Morrison would define this as a ‘A semi-structured observation.’ It differs from a structured observation as it ‘will have an agenda of issues but will gather data to illuminate these issues in a far less predetermined or systematic manner’ (Cohen, Manion, Morrison, 2007, p.397). By completing further reading I had an idea of what I wanted to observe (See Observation Notes in Appendix) but I could not premeditate what critical incident I would see and therefore my observations were semi structured rather than structured which ‘is very systematic and enables the researcher to generate numerical data’ (Cohen, Manion & Morrison,  2007, p. 298). 

My observations were non-participatory, this means that I did not actively participate in the sessions and my presence in the room was kept as unobstructive as possible; ‘when you, as a researcher, do not get involved in the activities of the group but remain a passive observer, watching and listening to its activities and drawing conclusions from this.’ (Kumar, 2014 , p.174) An advantage of this type of observation was that it enabled me to witness first-hand ‘the close up reality … of participants’ lived experiences of, thoughts about and feelings for a situation’ (Cohen, Manion & Morrison, 2007, p.253). Although, my presence was not unnoticeable, I could be seen by students and teacher. The disadvantage of this is that the foreign presence of an observer in the classroom can affect the classroom attitudes and behaviour; ‘There are several threats to validity and reliability here, for example…the presence of the observer might bring about different behaviours’ (Cohen, Manion & Morrison, 2011, p. 210) This change in behaviour would have a negative impact on the research, as to a certain extent, what the observer was viewing was not a wholly honest representation. 

Donaldson’s 4 purposes 

In 2015, Professor Graham Donaldson published his independent review of the curriculum for Wales. In this review, Donaldson presented his proposal of the 4 new purposes of the curriculum; 'we further propose that the four purposes of the curriculum be elaborated in terms of their key characteristics that demonstrate the purpose through practice.’ (Donaldson, 2015, p.29) The 4 purposes of the proposed curriculum include; 1) Creating ambitious capable learners ready to learn throughout their lives, 2) Creating enterprising, creative contributors who are ready to play a full part in life and work, 3) Creating ethical, informed citizens who are ready to be citizens of Wales and the world, and 4) Creating healthy confident individuals who are ready to lead fulfilling lives as valued members of society. In this section, I shall discuss in further detail the critical incident I observed and how it links to Donaldson’s four purposes. 
In the Geology Lesson I observed (See Appendix), I witnessed a critical incident which involved the whole class and furthered the learning of all. The pupils had been completing an activity of watching a video on Brachiosauruses (a type of dinosaur). After watching the video, the teacher began questioning pupils on what they had seen. The teacher used continual questioning and positive reinforcement to start a discussion in the classroom. He continued to question the pupils and they inferred from this that the teacher was still looking for a certain answer to be given. The questioning did not dissuade the pupils, rather the teacher’s positive attitude encouraged them to raise their hands and answer; through his positivity and non-judgmental attitude pupils felt safe to share and become ambitious learners; ‘All our children and young people will be: ambitious, capable learners who…set themselves high standards and seek and enjoy challenge’ (Donaldson, 2015, p.29) Pupils were challenged by the teacher’s questioning; ‘what else did you see?’ he would ask, they knew that he was looking for an answer that hadn’t been given and they accepted this challenge by continuing to give answers. The classroom environment itself was also very influential on achieving this purpose; The classroom environment was one of positivity and encouragement, pupils were not discouraged for giving a wrong answer but rather buoyed to try again by the teacher. 

Eventually, one pupil mentioned what the dinosaur ate in the video and this led the teacher into a discussion of the dinosaurs’ teeth and anatomy. One pupil had a moment of realisation here; ‘So, do all herbivores have blunt teeth and all carnivores have sharp teeth, even animals today?’ The use of knowledge from other subjects such as biology had allowed the pupil to contextualise the new knowledge himself. The teacher praised the pupil for making the connection to animals today, assured him he was correct and furthered his learning by mentioning human teeth and how we have a mixture of sharp and blunt teeth due to diet. All pupils really engaged with this one pupil’s realisation of how animal diet and teeth are connected. They all seemed to grasp how subjects like Biology and Geology were connected. This is again an example of how the critical incident I witnessed aided in creating ambitious, capable learners who are ready to learn throughout life. Pupils were ‘questioning and enjoy solving problems’ (Donaldson, 2015, p.29) and pulling on prior knowledge of other subjects to ‘explain the ideas and concepts they are learning about’ (Donaldson, 2015, p.29). 

In addition to this, the class were enthusiastic and very much engaged with the teacher during his questioning. I have forementioned the positive effect of the non-judgmental culture of the classroom on the engagement of pupils and I believe that this classroom culture also aided Donaldson’s purpose to create healthy and confident individuals; ‘healthy confident individuals who have the confidence to participate in performance… form positive relationships based upon trust and mutual respect’ (Donaldson, 2015, p.30). Pupils engaged more and learnt more because of the trust they felt with the teacher, thanks to this their confidence grew. 

Literature Review
Following on from the critical incident I have observed, I have chosen to further research the use of questioning as a learning tool and Vygotsky’s ZPD (Zone of Proximal Development). I will also touch on Bruner’s theory of scaffolding as it is synonymous with the ZPD. 

Questioning is an extremely important tool in the learning process; ‘questioning is a powerful pedagogical tool which can promote a thinking culture in any classroom’ (Carden, 2017, p.356). It can promote learning and ignite pupil interest in a subject. Although, it is not just the act of questioning that is important, but the type of questioning itself, Carden states; ‘Not all questions have the same impact’ (Carden, 2017, p. 356). For example a closed question tends to warrant a short one word answer, Pate defines a closed question as; ‘Closed ended questions are defined as restrictive and having only one correct answer’ (Pate, 2012 , p.29) These types of questions by manner tend to warrant less problem solving and analytical skills. In contrast to closed questions, there are open questions, Pate defines these as; ‘not answered with a simple answer. Often there is more than one possible correct answer. These are high-level divergent questions that encourage the learner to contemplate and explore before determining an answer.’ (Pate, 2012, p. 31) Open questions tend to warrant more thinking time and more engagement in the subject. Open questions are considered to have a more positive impact on pupil development as they encourage the pupil’s independent interpretation of a subject and their communication skills to answer. An additional form of questioning is the use of questioning alongside dialogical teaching. Dialogical teaching was developed by Robin Alexander in the early 2000s and its aim is to utilise the power of talk to engage interest, stimulate thinking, advance understanding, expand ideas, and empower students to become lifelong learners. Dialogical teaching fits in well with Donaldson’s curriculum to create learners ready to learn throughout life (2015). In contrast to open and closed questions, which tend to involve pupil and teacher only, questioning in dialogical teaching can involve pupil to pupil questioning; ‘This type of teaching incorporates dialogue between teachers and pupils, and between pupils themselves’ (Carden, 2017, p. 358). In constructivism pedagogy the primary responsibility of a teacher is to create a collaborative, problem-solving environment where students are active participants in their own learning, Tam defines constructivism as follows; ‘Central to the tenet of constructivism is that learning is an active process. Information may be imposed but understanding cannot be.’ (Tam, 2000, p.51) The role of dialogical discussion and questioning is to facilitate pupils to reach the next learning level, putting into action the theory of constructivism. 

As forementioned, questioning is clearly important in pupil learning and Caram and Davis go on to discuss the effect of pupil engagement in this process of questioning; ‘Effective use of questioning arouses curiosity, stimulates interest, and motivates students to seek new information. Students engaged in the questioning process benefit from the clarification of concepts, emergence of key points and enhancement of problem-solving skills’ (Caram & Davis, 2005 , p.20) In opposition to those pupils who are engaged, disengaged pupils do not benefit from the development of these skills. Ivan Hanel has termed classrooms where pupils are disengaged from questioning, the culture of disengagement; ‘for some students the foremost challenge posed by questioning isn’t cognitive. The foremost obstacle is that they have not learned the culture of questioning’ (Hanel, 2009, p.66) This is a culture that has lacked development due to a lack of use questioning in classrooms. Cavanaugh and Warwick touch on this also; ‘We seem to neglect speaking and listening. Questioning is an art which our students seem to have lost.’ (Cavanaugh & Warwick, 2001, p.36). Cavanaugh and Warwick suggest that not only do pupils develop skills through questioning but that the art of questioning is itself a skill to be developed. Caram and Davis put forward strategies to combat disengagement and ensure questioning techniques are of value to the whole class. One of their suggestions include ‘Use both pre-planned and emerging questions. Pre-planned questions are those prepared by the teacher to introduce new concepts, focus the discussion…steer the discussion. Emerging questions derive from the discussion itself.’ (Caram and Davis, 2005, p. 20) Hanel also touches on this, he puts forward his model of highly effective questioning as a strategy for teachers to follow. He discusses how it is assumed that most teachers know how to question effectively when many do not; ‘the role of questioning is assumed; that is, teachers are believed to know intuitively how to question students effectively during instruction.’ (Hanel, 2003). Questioning is a skill and exercise that needs to be practiced and = pre-planned by teachers. As Cavanaugh & Warwick suggested questioning is an art, and one that needs to be practiced by both pupils and teachers according to Hanel. In addition to this, Hanel’s Highly Effective Questioning model suggests that classroom environment is vital in combating the culture of disengagement; ‘First teachers must create a classroom environment that is conducive to questioning, one that is robust enough to challenge what I call the culture of disengagement in classrooms.’ (Hanel, 2009, p.66) A conducive, supportive classroom environment would also benefit Donaldson’s purpose to create pupils confident enough to participate thanks to mutual trust and respect between pupil and teacher. 


The ZPD (Zone of Proximal Development) is a learning concept created by socio-constructivist, Lev Vygotsky; ‘Constructivists view learning as the result of mental construction. That is, learning takes place when new information is built into and added onto an individual’s current structure of knowledge, understanding and skills’ (Pritchard, 2009) Clearly, Vygotsky’s socio-constructive views influence his theory as the ZPD refers to the area between what a learner can do unaided and what a learner can achieve with the guidance of a skilled partner. Vygotsky described the concept himself as; "the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem-solving under adult guidance, or in collaboration with more capable peers" (Vygotsky, 1978, p. 86) Therefore, the element of peer or teacher assistance is vital to Vygotsky’s theory. A fellow educational theorist that would disagree with this is John Piaget. Piaget was a swiss psychologist most famous for his theory on cognitive development. Piaget believed that learning was accomplished through child exploration and was an internal, individual process; ‘Piaget portrayed the child as a lone scientist, creating his or her own sense of the world. The individual will interpret and act accordingly to conceptual categories or schemas that are developed in interaction with the environment.’ (Maedi, 2013, p. 292) Although both theorists believe that learning is done through action, Piaget’s idea that the learning process is individual and internal is in complete contrast with Vygotsky’s ZPD, the sole basis of which is dependant on the inter-workings between learners. 

Synonymous with Vygotsky’s ZPD is Jerome Bruner’s theory of scaffolding which emerged in 1976. Scaffolding is the strategic support given by teachers to pupils to enable them to reach new levels of learning. Vygotsky defined scaffolding as follows; ‘the role of teachers and others in supporting the learner’s development and providing support structures to get to that next stage or level” (Raymond, 2000, p. 176) Vygotsky highlights the importance of teachers and others in the learner’s surrounding support structure. Brurner describes scaffolding as follows; ‘the steps taken to reduce the degrees of freedom taken in carrying out some task so that the child can concentrate on the difficult skill she is in the process of acquiring.’ (Bruner, 1978, p.19) In contrast to Vygotsky, Bruner highlights the element of restricting the freedom of the learner and how scaffolding is used as a tool to direct, guide and to some extent confine the learner. The idea of reducing the degrees of freedom of a learner would be in complete contrast to Piaget, who believed strongly in the importance of children learning through discovery; ‘Children should be able to do their own experimenting and their own research…he must construct it himself, he must re-invent it. Every time we teach a child something, we keep him from inventing it himself.’ (Piaget, 1972) Piaget believed that allowing learners to discover and experiment at a young age would influence them to become learners throughout life rather than just during school ages. 

Reflection, Evaluation and Next Steps 
In this section of the assignment, I will be reflecting upon the critical incident I witnessed and evaluating key points from further research. I will discuss and evaluate reflective models that are used whilst ensuring to keep in line with BERA’s standards as mentioned in the Methodology section. In addition to this, I will be identifying next steps for myself and how research from this assignment will impact on my future practice as a teacher.  

A standout element of my critical incident was the use of questioning by the teacher. The teacher used questioning to engage the pupils in discussion and learning. The class itself was overall enthusiastic and engaged about the subject (See Appendix) therefore the teacher clearly felt dialogical questioning was an appropriate tool. Upon reflection, the teacher used a ‘hands-up’ approach when looking for engagement and answers, this was effective as the teacher did succeed in having pupil engagement, however, the same pupils were called upon time and time again. Dylan William touches on this issue;  ‘The real problem is that teachers tend to ask a question, have the confident, articulate students volunteering to respond…if you’re only hearing from the confident, articulate students, the quality of your evidence about who is getting it and who is not is rather poor.’ (William, 2019) William puts forward his suggestion that pupils should not raise their hands but rather be called upon at random by the teacher; ‘the really important idea is that every student in the classroom knows that they can be expected to be asked to respond to a teacher question.’ (William, 2019) In theory, the summation is that those pupils who perhaps chose to take a more passive role will have equal opportunity to engage in the lesson. Upon reflecting on my critical incident, I believe implementing a system that expects all pupils to engage could be highly effective. 

During the critical incident I witnessed, a turning point in the learning came when one pupil contextualised the new information; he had learnt about dinosaurs’ teeth and connected it to prior knowledge he had of biology/anatomy. This incident was a great example of ZPD in action, by this one pupil sharing their realisation, other pupils were led to the same realisation and deeper understanding of the topic. This was socio-constructivism in action; pupils learning from one another through the action of discussion and questioning. However, upon reflection, only one pupil in the class came to this point of realisation, this could be an indication that the teacher needed to implement more scaffolding to help other pupils reach a similar point. Scaffolding has many advantages such as boosting student’s self-esteem, building on prior knowledge as well as the ability to; ‘minimize the level of frustration of the learner. This is extremely important with many special needs students, who can become frustrated very easily.’ (Van Der Stuyf, 2002, p.12) With a class where discussion did not move as easily as with this class, frustration could have become an issue. Upon reflection and evaluation, the teacher could perhaps introduce more scaffolding steps to ensure that more in another class reach the same point of realisation as the one pupil in this class. 

Reflection is clearly an important part of teaching, by reflecting one can evaluate on positive, negatives and implement changes where necessary.  Brookfield cautions us of the dangers of assumption when critically reflecting, he suggests that his developed four lenses of reflection allow teachers to reflect successfully without assumption; ‘But the four lenses of critical reflection each illuminate a different port of our teaching. Taken together they throw our assumptive clusters into sharp relief by providing multiple perspective on what we think and do.’ (Brookfield, 2017, p.61/62) The four lenses include the student’s lens, personal experience lens, colleague’s lens and finally the theory lens. 
The student’s lens refers to the perspective of the pupils, through this lens pupils would be required to share their opinions of the teaching allowing the teacher to gain a better interpretation of how their lessons are understood. A challenge that faces this lens is that pupils are often ‘understandably reluctant to be too honest with us’ (Brookfield, 1998, p. 199) and student honesty is imperative to gain full understanding. I will be mindful to use this type of lens in my own teaching practice as I believe the pupils experience of teaching is paramount. 
The personal experience lens refers to teacher’s own experiences in education and how their personal experiences impact on how they teach today; ‘Analysing our autobiographies as learners often helps explain to us those parts of our practice to which we feel strongly committed’. (Brookfield, 1998, p.198) This lens has enlightened me to realise that I am already working with a bias of my own experience. For example as a prospective language teacher, during my education emphasis was placed on speaking above other skills and I have realised within myself that I hold this belief too and have encouraged speaking language over written, I will be mindful of this in the future. 
The third lens refers to open, critical conversation with teaching peers who can ‘describe their own experiences…we are able to check, reframe, and broaden our own theories of practice.’ (Brookfield, 1998, p.200) This differing perspective of someone in a similar role can help to shed a new light on how we analyse our teaching. I will be mindful during my teaching career to seek out critical conversations with peers, I have discovered from Brookfield the detriment of working on my own assumptions.  
Finally, the theory lens, refers to the study of theories and how they can enlighten us on our practice. Reflecting on practice through the lens of theory can; ‘stop us falling victim to the belief that we are responsible for everything that happens in our classrooms.’ (Brookfield, 1998, p. 201) This lens will help inform my practice when I am a teacher, it will allow me to see my classes and teaching as not just subjective but as understandable in a wider context. 

Conclusion
In this assignment I conducted a non-participant, semi-structured observations in a Comprehensive School in South Wales. These observations fed into my use of a case study to further my learning and research of critical incidents. This methodology worked well and was suitable to the type of research I was conducting. In an ideal setting, my presence in a classroom would have been completely unnoticeable but I do not believe my presence impinged on the classroom environment or my findings too greatly. 
During my observations I witnessed several critical incidents and chose one as my focus. This led me to conduct further research into questioning as a learning tool, Vygotsky’s ZPD and subsequently Bruner’s concept of scaffolding. I concluded my assignment by focusing on the next steps that could be taken by the teacher involved in my critical incident. In addition to this, I read about Brookfield’s critical perspective lenses and considered how these would impact my teaching. 

This research assignment allowed me to witness pedagogical approaches in action in the classroom. It allowed me to collaborate and discuss observations with teachers who could shed light on their perspectives of teaching and classroom management. My further areas of research have enabled me to develop my innovation; from further reading of theory and method I have been able to begin thinking about my own teaching experience to come, and how I can develop and adapt ideas I have seen. Finally, this assignment has developed my professional learning; professional learning is defined as the learning you obtain from classroom and teaching experience and this assignment has allowed me to observe these elements and begin my learning experience. 
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Appendices
Below are attached the three classroom observations I completed and below these are four critical incident sheets. 
Classroom Observations
	OBSERVATION 1

	1.1 Date and time, year group:
· A-Level Mathematics
· 29/09/2020
· 9am- 10am
· Year 13

	1.2 Lesson details – Context & focus of the lesson
This was an A-Level maths class who were moving onto a new topic, they had previously been studying arithmetic progression and were now moving onto geometric progression. It was clear the topics were linked, and the prior knowledge of arithmetic progression was needed to move onto this new topic. The ability range of the class was high. 


	1.3 Classroom culture – What were the attitudes, disposition, behaviors towards learning?
All pupils appeared interested in the topic and focused on learning. The class was quiet and respectful. They listened well to the teacher and followed instructions. It was clear that members of this class had a keen interest in Maths and would often comment or question the teacher to broaden their knowledge on the subject 


	1.4 Objectives – What was the purpose of the lesson and how did the activities link to this purpose?
The purpose of the lesson was to explain to the pupils what geometric progressions were. The objective was to also show them how they differed from arithmetic progressions which they had learnt in the last lesson. Finally, the teacher wanted to give them the opportunity to solve some geometric progressions for themselves. 

The lesson began with a talking activity; asking the pupils what they knew about geometric progressions. The teacher then continued to solve a geometric progression on the board explaining to the pupils how he completed each step. The teacher repeated this several times until the students had no more questions. After this, the teacher gave the pupils some past paper questions on geometric progressions and asked them to complete the work.


	1.5 Direction – What can be observed about the pupils understanding of the lesson and activities?  
The students understood that geometric progressions were likely to come up in an exam and wanted to learn how to solve the work for that reason. The teacher also explained to them how geometric progressions were used in ‘real world’ settings; for example, the teacher explained how geometric progressions could be used to calculate the rate of infectious diseases. 


	1.6 Access and challenge – How accessible is the lesson and what it’s effect on engagement and level of challenge?
All students were challenged by this new topic. Some pupils easily related this new topic back to what they previously learnt about arithmetic progressions and the challenge was minimised but not diminished. Others were more challenged by the new topic of geometric progressions and engaged in the learning process through questioning the teacher and peers. The lesson objective was within access for all pupils, although some found the topic more of a challenge than others, no pupils found the topic incomprehensible.


	1.7 Assessment – How is pupil understanding assessed by the teacher?
Throughout the lesson the teacher used questioning to assess if pupils were comfortable or in need of more assistance; ‘Does everyone understand?’, ‘Shall I explain that again?’, ‘Does anyone need help?’. This allowed the teacher to understand which pupils did or did not understand the new topic. The teacher then set the task of working on past paper questions, he walked around the class checking the answers of individuals and if they had gone wrong, he would correct them. During this task, the pupils completed a lot of self-assessment and peer assessment. Several pupils could be observed conferring with peers on what the correct answers were; one pupil stood out as having a clear grasp of the topic and explained to several peers how to solve the question in the correct manner. 





	OBSERVATION 2

	2.1 Date and time, year group:
· GCSE Geology 
· 29/09/2020
· 10am – 11am 
· Year 11 

	2.2 Lesson details – Context & focus of the lesson
This was a year 11, Geology lesson. The topic of the lesson was dinosaurs and their mode of life/characteristics. The ability range was mixed but all seemed interested in the topic of dinosaurs. The interest level varied, some seemed to have a lot of prior knowledge and had done wider reading on the subject whereas others just liked the idea of studying about dinosaurs; but despite this all were definitely interested to some degree. 


	2.3 Classroom culture – What were the attitudes, disposition, behaviors towards learning?
The class was lively, there was a lot of discussion between pupils. It was an all-male class who seemed to have genuine enthusiasm for the subject. They were talkative with each and with the teacher. Some conversations surrounded the topic of dinosaurs and were clearly beneficial to their learning whereas other conversations were off topic. 


	2.4 Objectives – What was the purpose of the lesson and how did the activities link to this purpose?
The objective of the lesson was to introduce the class to dinosaurs and to get them to understand what life was like for these creatures. Clearly there had been some discussions around dinosaurs in previous lessons as some pupils knew information already, but this was the first completely dinosaur focused lesson.  

The main activity of the lesson involved watching clips of ‘Walking with Dinosaurs’ and following these clips with discussions. The clips were well chosen as they allowed the pupils to visualize dinosaurs and see their movements and habits. Pupils really engaged with this activity and discussions were lively and fruitful. The teacher had asked the pupils to take notes throughout the clips and later in the lesson asked them to complete questions about dinosaurs in their workbooks. The discussions and questioning allowed the pupils to fill out their workbooks with lots of detail.  


	2.5 Direction – What can be observed about the pupils understanding of the lesson and activities?  
The students understood that they needed to learn about the mode of life or the dinosaurs to understand in greater detail the affect they had on their environment and subsequently Geology. They understood that the fossils they had previously discussed in lessons were directly linked to the dinosaurs which they were learning about now.


	2.6 Access and challenge – How accessible is the lesson and what it’s effect on engagement and level of challenge?
The topic of dinosaurs was in a sense familiar and new to the pupils. They were all aware of what dinosaurs were, how many of them looked, functioned and the period in which dinosaurs lived. However, this lesson took a deeper look into the dinosaur’s characteristics, biology, and mode of life; this information was new to the pupils. Therefore, all the pupils were able to grasp and access this topic because of prior understanding of dinosaurs but the need for challenge was met when pupils began to look more in-depth at dinosaurs. At several points in the lesson’s links were made between dinosaur’s biological features and the biological features of other animals and even humans. This linking and contextualising of the subject clarified the topic for many pupils.


	2.7 Assessment – How is pupil understanding assessed by the teacher?
Throughout the lesson the pupils were questioned on their understanding. The teacher would often allow pupils to make a statement about a dinosaur; ‘The brachiosaurs has large, pillar legs’ and then follow with repeated questioning; ‘Why do they have pillar legs?’ ‘What do pillar legs allow them to do?’ ‘What other dinosaurs had pillar legs?’ ‘What were the drawbacks of these legs?’ This questioning allowed pupils to reach a deeper understanding of the topic. 

After the activity of watching the clips and discussion the teacher asked the pupils to fill out the work sheets. The work sheet consisted of questions about each dinosaur, the pupils had to describe the dinosaurs mode of life and any other outstanding characteristics. The teacher was able to assess who had been listening and had understood most about dinosaurs by the ease in which they filled out the form and the depth of detail they added.






	OBSERVATION 3

	3.1 Date and time, year group:
· GCSE Technology 
· 29/09/2020
· 2pm – 3pm
· Year 10

	3.2 Lesson details – Context & focus of the lesson
This was a year 10 Technology lesson that focused on textiles. In this lesson the pupils were continuing work on their individual portfolios. All the portfolios had to be based on the theme of a ‘tea party’ but it was up to the pupil how they interpreted this theme. This class was made up of approx. 20 Females and 1 male.  


	3.3 Classroom culture – What were the attitudes, disposition, behaviors towards learning?
The pupils all seemed to enjoy the subject, and most were keen to work independently on their portfolios. The class were talkative, but a lot of the discussion surrounded the work and what they had chosen to put into their portfolio. Most pupils listened well and followed teacher instruction. 

	3.4 Objectives – What was the purpose of the lesson and how did the activities link to this purpose?
The purpose of the lesson was to allow the pupils to work on their portfolio whilst introducing them to new ideas of what they could include. The teacher began with a short presentation of examples of what she had previously seen. She demonstrated how the pupils could recreate these examples but also encouraged them to adapt these examples and to not simply copy. The teacher encouraged the pupils to constantly think why they had chosen certain artistic techniques or fabrics. She stated several times that using something because it was ‘pretty’ would not be reason enough and that to achieve high grades the pupils must give more in depth reasons behind their choice. 


	3.5 Direction – What can be observed about the pupils understanding of the lesson and activities?  
The pupils understood that they had to work independently on their portfolios and understood from the teachers opening presentation that they should constantly be mindful of the why. 


	3.6 Access and challenge – How accessible is the lesson and what it’s effect on engagement and level of challenge?
This lesson was accessible to all pupils as it had clearly been discussed in previous lessons. All pupils knew what the theme of their portfolio was and had an idea of layout and content. 
Working independently was clearly a challenge to one individual. All other pupils were satisfied to work individually and did so effectively, but one pupil found working independently a challenge and would constantly ask the teacher for guidance, structure, and clarification. 


	3.7 Assessment – How is pupil understanding assessed by the teacher?
When the pupils began working independently the teacher circulated the class giving encouragement and suggestion where needed. She constantly referred the pupils back to the need to explain their decision making and how good explanations could get them the best grades.  She would ask pupils why they had made certain decision – if the teacher was pleased with the answer she would encourage pupils to note it down somewhere and if she felt an explanation was lacking in detail she would ask pupils to expand on their answers and would help them build a satisfactory explanation that they could note down.





Critical Incident sheets 

	Critical Incident 1 

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	This critical incident took place on the 29th of September 2020 during a first period (9am-10am) year 13 maths lesson. The class was a high ability A level class who were a quiet, respectful group. 

The class had previously learnt about arithmetic progressions and during this lesson they were being introduced to the new topic of geometric progressions. The topics were linked as such that the teacher noted that understanding of the former would assist with understanding of the latter. But the topic was new and therefore the class were challenged in their learning. 

This critical incident involved the whole class. 


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	When describing the task of completing past papers the teacher told the pupils to complete all the questions bar number 3. The teacher told the class ‘You won’t be able to do questions 3, so just skip it.’ This resulted in different reactions from the class. Some pupils were happy with the teacher’s assessment of their capability and were content to continue and skip question 3. Whereas other pupils were intrigued, they felt they were being challenged by the teachers and questioned the teacher several times on why they should not try the question. 

After a few questions, the teacher conceded and told the pupils that they could try question 3 if they so wished. Approximately half of the class continued to try question 3, but none of them understood how to solve the question. Pupils then began to raise their hands either sharing the answer they had got or asking the teacher how to solve this question. The teacher began to explain to one pupil how to solve the question but upon realising that several others were listening in the teacher chose to make it a class wide explanation. 

To answer question 3, pupils had to have knowledge of a new topic and the teacher quickly explained to the class how they should have solved the question. Those who had been attempting question 3 and had listened to the teachers explanation seemed happy with the result; they had attempted question 3, failed in their attempt, had sought out help and had received help and an explanation from their teacher. 

However, the other half of the class who had listened to the teachers first instruction to not complete the question 3 were now confused. As they had not looked at question 3 and had not been involved in the discussions surrounding the questions. When the teacher made the explanation of question 3 a class wide discussion and subsequently introduced a new topic those who had no context of what question 3 was were left confused and agitated. One pupil called out that they had been told not to do question 3 so did not understand what was happening. The teacher told the class not to worry if they did not understand and that later in the year, they would return the topic. Some were sated by this, but others were clearly frustrated that they had not understood question 3 like others. 

Points of Further Research; 
· Half the class followed the teacher’s instruction as they should according to the behaviourist theory whereas the other half did not listen to the teacher and in a sense went against the behaviourist theory. To some extent, those who went against the behaviourist theory and the teacher’s instruction benefitted more. Here, I could research behaviourist theory in the classroom and the advantages and disadvantages of this. 

· Are the pupils who tried to solve question 3 now more likely to solve that question if it came up in an exam? Is the method of how to solve question 3 more likely to be in their long-term memory because of the emotional/memorable way in which they learnt it? Further research could be done into what causes long term memory retention. 

· The panic zone, half of the class who has not looked at or tried question 3 moved into the panic zone when they realised the disparity between their understanding and others. What impact does the panic zone have on pupil learning? 






	Critical Incident 2

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	This critical incident took place on the 29th of September during a second period (10am – 11am), year 11 Geology class. This was an all-male, mixed ability class who were vocal and enthusiastic about the subject.

In this lesson the pupils were learning about the characteristics and mode of life of certain dinosaurs. This was a new topic to the class, but all pupils seemed to have prior knowledge of the topic, but the depth of knowledge varied between pupils. Therefore, the topic was accessible to all pupils, but the challenge level varied.

The critical incident involved the whole class. 


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The pupils had just finished watching a video clip on Brachiosauruses (type of dinosaur). After the clip, the teacher began questioning the pupils on what they had seen. The teacher positively reacted to all answers but continued questioning; ‘What else did we see?’ ‘Was there something more that stood out to you?’ The pupils clearly inferred from the teacher’s continual questioning that they had not yet suggested what the teacher wanted them to have noticed. Pupils continued to raise their hands to answer and clearly felt confident enough to answer (correct or not) due to the positive, supportive attitude of the teacher. This questioning continued until one pupil mentioned what the dinosaur ate. The teacher became very enthusiastic at this point and led the pupils further into learning by asking ‘Great, and what do we eat with?’ The teacher then chose the next hand up and the pupil answered ‘teeth’. This was clearly the answer the teacher had been looking for as he praised the pupil and moved into a more depth analysis of the dinosaurs’ teeth. This biological factor really sparked the interest of the pupil and one pupil questioned; ‘So, do all herbivores have blunt teeth and all carnivores have sharp teeth, even animals today?’ The pupil had contextualised the knowledge himself. The teacher praised the pupil and assured him he was correct; he then led the pupil and class further into learning by explaining how the human teeth indicate that we have a mixed diet of meat and vegetables. All pupils gained a greater understanding of how teeth can indicate diet. After the teacher moved on from this point of the lesson it was clear that looking at the anatomy of the dinosaurs had had an effect on the pupils as they then began questioning what type of teeth all the dinosaurs had and why for example some dinosaurs had such long tails and what was the purpose of this. By the end of the lesson all the pupils understood how the anatomy of a dinosaur could reveal information on their mode of life. 

Points of further research. 
· Questioning as a learning tool – The teacher used a lot of questioning in the lesson to lead pupil learning. What types of questioning are there and what are the advantages and disadvantages of questioning.  

· ZPD – One pupil had a realisation about teeth and diet and shared this with the teacher and class. All pupils gained a greater understanding from this one pupil’s question and the teachers answer. Research further into the benefits of ZPD and how it works in the classroom.
 
· Social constructivism – The learners learnt from each other when they answered the questions. They learnt through action and sharing rather than working independently or just listening to the teacher. 






	Critical Incident 3

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	This critical incident took place on the 29th of September 2020 during a first period (9am-10am) year 13 maths lesson. The class was a high ability A level class who were a quiet, respectful group. 

The class had previously learnt about arithmetic progressions and during this lesson they were being introduced to the new topic of geometric progressions. The topics were linked as such that the teacher noted that understanding of the former would assist with understanding of the latter. But the topic was new and therefore the class were challenged in their learning. 

This critical incident involved one pupil.



	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	 One pupil, whom I shall refer to as Pupil A, arrived late to the lesson. By this point in the lesson the teacher had explained that they would be moving onto geometric progressions and explained how geometric progression linked to their previous learning of arithmetic progressions. The teacher had also already solved an equation on the board. When pupil A arrived the teacher clearly chose not to take huge issue and simply added; ‘nice of you to join us’ before Pupil A sat. Pupil A apologised for their tardiness, but the teacher was not angry. I watched pupil A and after they had unpacked and settled they looked to the board for clarification of the lesson, but the teacher had not written a title to the lesson on the board. Pupil A continued to watch and listen to clarify what they were learning. Shortly after this the teacher asked all the pupils to complete the past-paper questions. Pupil A appeared to become worried at this point because he had clearly not grasped what the topic was or how to complete the questions. Pupil A then began to ask questions to the pupil next to him to understand what they had to do. This pupil explained to the best of their ability how to solve the questions and both went on to complete the task. After they had completed the past paper questions all pupils began to compare answers. Pupil A and his peer both had the wrong answers and a third pupil turned around to show them how to solve the questions correctly. At no point did Pupil A ask the teacher for help or clarification. 

Points for Further Research;
· The effect of social factors on Pupil learning – we don’t know why Pupil A was late but perhaps social factors played into it. His tardiness has an effect on his learning and therefore we can see a direct link between how factors outside of school can impact factors inside of school. Research further into differing social factors and the affect on pupil learning. 

· Peers relied on each other during this lesson. Possible to research into peer assistance in the classroom and it’s benefits and drawbacks. In addition to this, I could research more into Vygotsky’s ZPD and research his theory on peer learning. 






	Critical Incident 4

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	This critical incident took place on the 29th of September during a last period (2pm-3pm), year 10 Technology class. This was a mainly female, mixed ability class who all clearly enjoyed the subject.

The focus of this lesson was for the pupils to work independently on their portfolio of creative work. The teacher presented to them examples of previous portfolios and ideas of what could be included but encouraged them to be as creative as possible whilst keeping and evaluative mindset as they would have to evaluate all creative decisions they made. 

This incident involved 2 pupils

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	 One pupil found working independently highly challenging. This pupil, whom I shall refer to as Pupil A, would often have her hand up to ask the teacher a question or would stand and approach the teacher for approval on what she had done. The rest of the class worked very efficiently on their own, but Pupil A’s progression was slower due to the fact she often needed to speak to the teacher. The critical incident occurred when they teacher asked the class if anyone needed any assistance, another pupil, whom I shall refer to as pupil B raised their hand and the teacher responded that she would be with them in a moment. Before the teacher could approach pupil B, pupil A had decided to approach the teacher at her desk. Pupil A then began questioning the teacher on what she should do next and if the teacher approved of what she had done so far. This discussion went on for some time until Pupil A was satisfied and went to take a seat. It was clear that the teacher had forgotten at this point that pupil B had asked for assistance first. Pupil B did not raise her hand again to alert the teacher to this and she continued without teacher assistance. 

Points for Further Research. 
· Behaviour in the classroom, the effect that one pupil can have on others. How can a teacher manage behaviour in a classroom to avoid one pupil having a detrimental effect on others? 

· Teacher and pupil engagement – could this incident have led to pupil B becoming engaged from the topic/class. I could research the effect of being over-looked or forgotten in the class and the impact this has on pupil engagement. 






image1.png
Prifysgol Cymru
Y Drindod Dewi Sant

University of Wales
Trinity Saint David




