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ECAD6007: A critical evaluation and 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
David Tripp, in his work Critical Incidents in Teaching: Developing Professional Judgement, defines a critical incident as an event that ‘appear[s] to be ‘typical’ rather than ‘critical’ at first sight, but [is] rendered critical through analysis’ (Tripp, 2011, p. 25). Indeed, for Tripp ‘The vast majority of critical incidents […] are not at all dramatic or obvious: they are mostly straightforward accounts of very commonplace events that occur in routine professional practice’ (Tripp, 2011, p. 24-25). It is a critical incident that will form the focus of the case study to be detailed within this essay. Critical incidents provide us with the opportunity to reflect upon, and therefore enrich our own future practice. For Tripp, ‘committing any incident to paper enables the writer to reflect upon the experience, and thus gain much more from it than if it were simply to pass unremarked and unconsidered in the routine of teaching’ (Tripp, 2011, p. 42). To be sure, a critical incident allows for critically reflective practice that enables us to uncover and research assumptions that frame how we work, thus enabling us to inform and develop our professional practice (Brookfield, 1998, p. 197). The critical incident this case study will address specifically involves an individual learner with dyslexia and this incident will form the basis for further study on additional learner needs (with a focus on dyslexia), inclusive practice and the relevance of differentiation and well-being within the classroom. This essay will then go on to critically evaluate and identify next teaching and learning steps that will inform professional and personal practice. 
Observation
The critical incident to be discussed within this essay took place at an 11 to 18, mixed community school with around 1,630 pupils on roll, 363 of those attending the sixth form. Around 24% of the pupils attending the school are on the school’s additional needs register (Estyn, 2016). The critical incident took place within the Languages, Learning and Communication area of learning experience (AoLE), specifically in an English lesson on the 28th of September 2020, between 11.55 am and 12.50 pm. The classroom in which the critical incident took place was a key stage 3, year 8 class of mixed ability. The class contained two pupils with additional learning needs, one of which had a hearing impairment, and the other had dyslexia. The class sat according to a seating plan displayed on the interactive whiteboard at the front of the class. Both pupils with additional learning needs sat at the front of the class, closest to the teacher. 
[bookmark: _Hlk53659699][bookmark: _Hlk54549029][bookmark: _Hlk54556201]      The methodology used for this research is a non-participant, structured case study. According to Cohen, Manion and Morrison in Research methods in education, a case study is a type of research method that ‘investigate[s] and report[s] the real-life, complex dynamic and unfolding interactions of events, human relationships and other factors in a unique instance’ (Cohen, Manion and Morrison, 2013, p. 289). The case study is characterised by vivid and detailed descriptions of real individuals, or groups of individuals, in real situations and combines these descriptions with analysis; often seeking to establish cause and effect. Case studies often use many sources of evidence and numerous means of collecting data, for instance, the case study detailed within this essay combines both qualitative data, in the form of a literature review, and numerical data, in its use of a structured observation template (see appendices); making case studies archetypal examples of mixed method research (Cohen, Manion and Morrison, 2013, p. 289). In summary, a case study can ‘explain, describe, illustrate and enlighten’ (Cohen, Manion and Morrison, 2013, p. 289). The case study, as with all research methods, has its weaknesses as well as strengths. Arguably, one of the biggest weaknesses of case study research is that it is more susceptible to issues of researcher bias, whether this is subconscious or not. Indeed, researchers must avoid the case study being simply ‘an embodiment or fulfilment of the researcher’s initial prejudices or suspicions, with selective data being gathered or data being used selectively’ (Cohen, Manion and Morrison, 2013, p.295). Risks of personal bias are exasperated by the fact that case studies are ‘not easily open to cross-checking, hence they may be selective, biased, personal and subjective’ (Cohen, Manion and Morrison, 2013, p. 294). Furthermore, the results may not be generalisable given the uniqueness of every case, thus their reliability and validity may come into question. However, there are many advantages to a case study methodology. Case studies provide detailed accounts of real people in real situations; they are accurate reflections of reality. This attention to detail enables researchers to see incidents that may otherwise be missed or go unseen in everyday situations and behaviour. Indeed, they arguably have the ability to penetrate situations in ways that other research methods cannot. Furthermore, they do not require a full research team and are able to be conducted by an individual researcher, which was necessary for this study. Lastly, case studies are accessible to a larger audience given their use of less subject specific language (Cohen, Manion and Morrison, 2013, p. 292). 
[bookmark: _Hlk53645560]      Observation is a commonly used method for collecting data, and is one of the methods used within this case study. For Cohen et al ‘Observation is more than just looking. It is looking (often systematically) and noting systematically (always) people, events, behaviours, settings, artifacts, routines and so on’ (Cohen, Manion and Morrison, 2013, p. 456). Observation allows the observer to witness live events within naturally occurring situations (Cohen, Manion and Morrison, 2013, p. 456). There are a number of possible observation models that could have been used for this study, for example: structured verses unstructured, participant versus non-participant, contrived setting versus natural setting etc. However, there is a rational for the non-participant, structured method chosen here. Non-participant observation allows the researcher to more effectively distance themselves from those they are observing, limiting the possibility of their presence and actions affecting the behaviour of those being observed, which can be an issue with participant observation. This provides a more accurate and authentic snapshot of events and behaviours. Furthermore, a non-participant observation allows for more thorough and detailed note taking, enabling the researcher to record the required details for further research and creating a fuller picture of the classroom. The rationale behind the use of a structured observation, in this case making use of an observation note template (see appendices), is that it acts as a means to guide the researcher through the observation. It allows the researcher to note essential details for later research and analysis that may be forgotten or overlooked during the observation. This ensures the researcher paints an accurate picture of the behaviours and events taking place. Furthermore, this reduces the risk of the observer being selective in their observation as there is a set criterion of information they are expected to record. 
[bookmark: _Hlk53426128]      As stated by Tripp ‘Most critical incidents begin with a concrete description of an event, or idea. […] Detail is important precisely because it is important to have detailed and accurate incidents available for critique’ (Tripp, 2011, p. 33). The following is a detailed account of an observed incident within the classroom that is to be made critical through reflection and evaluation later in this essay. All names have been changed in accordance with the BERA guidelines for anonymity (BERA, 2019). Before the lesson began, the researcher was informed the class contained two pupils with additional learning needs. This included a pupil with a hearing impairment and a pupil with dyslexia. The teacher informed the class verbally of their lesson objective, which was the continuation of the reading of Holes by Louis Sachar. The teacher informed the class that the reading of the novel was going to be carried out in the form of a game, which they referred to as “the popcorn game”. This involved the teacher initiating the game by reading a section of the novel aloud to the class, then nominating a pupil at random to continue reading by using the phrase “popcorn (insert pupils name)”. That pupil would then have to read at least one sentence of the novel before nominating another pupil and so on and so forth. The announcement of the game received positive reactions from the class. The teacher began the game without outlining how to play, indicating the pupils participated using existing knowledge of the structure and rules of the reading game. The game began, with pupils choosing to read around one to four sentences before nominating a peer. This reading game arguably displays links to the Four Purposes of the new Welsh Curriculum, specifically the curriculum’s aim to support learners in becoming ‘healthy, confident individuals, ready to lead fulfilling lives as valued members of society’ (Welsh Government, 2020c). A learner’s ability to read aloud to both teacher and peers relies to some extent upon the formation of ‘positive relationships based upon trust and mutual respect’ (Welsh Government, 2020c). The lack of refusal to read when nominated, as well as the generally positive attitude of the pupils to the announcement of the reading game is an indication of this positive relationship. The task of reading aloud also aids in the building of learner’s ‘mental and emotional well-being by developing confidence [and] resilience’ (Welsh Government, 2020c). Indeed, most pupils within the class were confident in their reading aloud abilities, reading without hesitation and projecting their voices. Making mistakes and being corrected by the teacher or struggling with difficult language also appeared not to reduce confidence, with the majority of pupils continuing to read after being corrected or aided by the teacher, reflecting a development of resilience. 
[bookmark: _Hlk53658144]      During the game a pupil with dyslexia, who will herby be referred to as pupil X, was nominated to read the next section of the book. When reading, they began to find certain words difficult to read and repeatedly stopped reading to use the phrase “I don’t know”. The teacher helped them with words they found difficult, and praised them when they pronounced difficult words correctly. This similar pattern continued when pupil X was nominated, stopping to say “I don’t know” when finding the reading difficult. As the lesson progressed, pupil X’s confidence seemed to grow, no longer interrupting their own reading with “I don’t know” during their last turn. This incident further links to the section of the Four Purposes discussed above in that it displays the facing and overcoming of challenges (Welsh Government, 2020c). It is specifically pupil X and their participation in the reading game that will be looked at more critically within this essay. 
Literature review
[bookmark: _Hlk54032127][bookmark: _Hlk53830112][bookmark: _Hlk53830369]The critical incident above led the researcher to pose the following questions for future research: What are additional learning needs (ALN) and how are they being addressed within the new curriculum? What steps can be taken in order to create an inclusive environment for pupils with ALN such as dyslexia? And what pedagogic techniques can be used to remove barriers to learning for dyslexic pupils? According to the Welsh Government ‘A learner has ALN if he or she has a learning difficulty or disability which calls for additional learning provision (ALP)’ (Welsh Government, 2019b). Indeed, an individual who has much greater difficulty in learning than the majority of others the same age, or has a disability which prevents them from making use of educational facilities usually provided for those the same age, has a learning difficulty or disability (Welsh Government, 2019b). Better support for learners with additional learning needs is a topic in education currently receiving much attention. Not only is the current Welsh curriculum undergoing major transformational reform in response to the publication of Graham Donaldson’s Successful Features report (2015), but the additional learning needs system is also being transformed as a result of the ALN Transformation Programme. Carmel Conn and Matt Hutt in their article ‘Successful futures for all? Additional learning needs in Wales in the light of curriculum reform’ report on a research project investigating the relationship between the reforms, noting that both reports ‘emphasise a fully inclusive education system which balances equity of access to the curriculum for all learners with addressing the needs of individual learners’ (Conn and Hutt, 2020). Indeed, the emphasis on inclusive practice in both reports is supported by professionals from the Welsh educational system who participated in the research project detailed within the article. All participants endorsed the concept of inclusive education, albeit having differing ideas about inclusive practice, differences between ALN pupils and ALN pedagogy (Conn and Hunt, 2020). 
[bookmark: _Hlk53830570][bookmark: _Hlk53831225][bookmark: _Hlk54549284][bookmark: _Hlk53831635]      The importance and endorsement of inclusive practice within education is highlighted above, however, the tensions present within inclusive education are also revealed. Brahm Norwich in their article ‘Recognising value tensions that underlie problems in inclusive education’ summaries some of these key tensions within inclusive education. According to Norwich, these include categories and diagnosis, differentiated teaching, and special schools versus schools for all. Resolutions for some of these tensions suggested in an interview study of teachers, policy makers and managers included a combination of commonality and differentiated stances. The commonality stances involved the improvement of a general school system that is inclusive (e.g. staff training, more positive images of disability, improved school ethos etc), while still recognising that differentiation was necessary, although at a reduced level; focusing on individuals needs but remaining sensitive to labelling (Norwich, 2014, p. 8). Similarly, Janice Wearmouth in A Beginning Teacher’s Guide to Special Educational Needs addresses the debate amongst scholars more specifically relating to the benefits and drawbacks of labelling and identification. They note that on the one hand the term special educational needs (SEN) has developed connotations with failure, inadequacy and dependency, rather than with a sense of belonging and that students labelled as having SEN can become marginalised by schools, rather than valued (Wearmouth, 2009, p. 4). Such stigmatisation of the term SEN could be one of the motives behind The Additional Learning Needs and Education Tribunal (Wales) Bill’s replacement of the term ‘special educational needs (SEN)’ and ‘learning difficulties and/or disabilities (LDD)’ with ‘additional learning needs (ALN)’ (Welsh Government, 2020a, p. 3). In contrast, Wearmouth notes that there are those scholars that believe identifying students as having ALN is a humanitarian approach, allowing for the provision of additional resources and teaching methods to address or overcome specific difficulties. (Wearmouth, 2009, p.4-5). Martha Minow further summarises this dilemma in Making all the difference: Inclusion, exclusion and American Law: ‘When does treating people differently emphasise their differences and stigmatise or hinder them on that basis? And when does treating people the same become insensitive to their difference and likely to stigmatise or hinder them on that basis?’ (Minow, 1990, p. 20). There are evident tensions between whether to recognise disability and difficulties in order to provide provision, or to not recognise them as a means of avoiding stigma, humiliation and isolation. This highlights the sensitive nature of ALN within education, and the need to strike a careful balance between providing the appropriate support for pupils with ALN, whilst also attempting to avoid the stigma that sometimes surrounds it in order to negate creating feelings of embarrassment and exclusion. 
[bookmark: _Hlk54550632]      Discussing dyslexia specifically, Barbra Riddick in ‘Dyslexia and inclusion: Time for a social model of disability perspective?’ comments on the negative association the label of dyslexia can carry and suggests the more inclusive social model of disability, which ‘challenges peoples negative assumptions and misattributions towards children and adults with specific literacy difficulties’, may play an major role in achieving high literacy and tolerance (Riddick, 2001, p.234). Indeed, for Riddick the inclusive social model of disability suggests that the school should adapt to the needs of the pupil, rather than the other way around (Riddick, 2001, p. 223). One pedagogic strategy that could be implemented to achieve this is differentiation. According to Smale-Jacobse, Meijer, Helms-Lorenz and Maulana in ‘Differentiated Instruction in Secondary Education’ differentiation is:
a philosophy of teaching rooted in deep respect for students, acknowledgment of their differences, and the drive to help all students thrive. Such ideas imply that teachers proactively modify curricula, teaching methods, resources, learning activities, or requirements for student products to better meet students’ learning needs (Smale-Jacobse et al, 2019, p. 1). 
[bookmark: _Hlk54528052][bookmark: _Hlk53948074]Stuart and Yates in ‘Inclusive classroom strategies for raising the achievement of students with dyslexia’ put forth inclusive differentiated practice recommendations that could enable pupils with dyslexia to have the same opportunities to achieve as their peers (Stuart and Yates, 2018, p. 100). These strategies support the idea of developing a pedagogy to suit the needs of each individual pupil, such as adjusting teaching strategies to reflect a student’s preferred learning style, creating individual learning plans based on assessing pupil’s individual needs and the use of a multi-sensory approach (Stuart and Yates, 2018, p. 103); reflecting an inclusive social model of disability. 
[bookmark: _Hlk54550846][bookmark: _Hlk53948354]      Firth, Frydenberg, Steeg and Bond in ‘Coping Successfully with Dyslexia: An Initial Study of an Inclusive School-Based Resilience Programme’ stress that in ‘addition to assistance with literacy and numeracy, programmes that focus on young people’s resilience and well-being need to be an integral part of support for students who have dyslexia’ (Firth et al, 2013, p. 126). Indeed, for Firth et al such coping strategies and a supportive environment can ‘give students with dyslexia more access to opportunities to use their frequently high abilities, to feel included and in control, and to lead productive and happy lives’ (Firth, et al, 2013, p. 126). This suggests that inclusivity calls for a more holistic approach to education. Likewise, for Carol Dweck and David Yeager ‘Resilience—or whether students respond positively to challenges—is crucial for success in school and in life’ (Dweck and Yeager, 2012, p. 302). In their article ‘Mindsets That Promote Resilience: When Students Believe That Personal Characteristics Can Be Developed’ they demonstrate how a student’s mindset can affect both the impact of peer exclusion and victimisation and academic achievement (Dweck and Yeager, 2012, p. 302). Through the research detailed within their article, Dweck and Yeager show how changing student’s mindsets from an entity theory of intelligence mindset (intellectual qualities are fixed), to an incremental theory of intelligence mindset (intellectual abilities are qualities that can be developed), can have positive effects on student’s academic achievement (Dweck and Yeager, 2012, p. 304). Indeed, for Dweck and Yeager:
what students need the most is not self-esteem boosting or trait labelling; instead, they need mindsets that represent challenges as things that they can take on and overcome over time with effort, new strategies, learning, help from others, and patience. When we emphasize people’s potential to change, we prepare our students to face life’s challenges resiliently (Dweck and Yeager, 2012, p. 312). 
This need to develop more positive mindsets and resilience within pupils is reflected within the new curriculum for Wales, in which the importance of resilience and pupil’s well-being for learning is made evident as part of the Four Purposes (Welsh Government, 2020c) and as a new area of learning and experience (AoLE) (Welsh Government, 2020b). Both inclusive practice through pedagogic techniques such as differentiation and the reinforced importance of resilience and well-being for learning highlight the shift of the new Welsh curriculum towards a more holistic approach to learning, and one in which pupils with ALN, such as dyslexia, will have greater opportunities and support to succeed in their learning. 
Reflection and Evaluation
For Stephen Brookfield in ‘Critically Reflective Practice’ it is necessary for practitioners to continuously reflect upon their practice critically; putting fourth four lenses through which we can do so: ‘the lens of our own autobiographies as learners of reflective practice, the lens of learners’ eyes, the lens of colleagues’ perceptions, and the lens of theoretical, philosophical, and research literature’ (Brookfield, 1998, p. 197). Viewing our own practice through these lenses provides us with a fuller picture of our practice, enabling practitioners to improve upon and develop it for the future. The following reflection and evaluation of the critical incident discussed above will make use of Brookfield’s fourth lens: the lens of theoretical and research literature, to inform the identification of next steps for my own future practice. Both my observation and the subsequent research undertaken as part of the above literature review highlighted the importance of an inclusive, holistic approach to teaching and has resulted in a number of suggestions I wish to develop in my own future practice. These include a further use of differentiation techniques as a means of meeting the individual needs of pupils, including those with ALN, and the introduction of resilience and well-being strategies into the classroom in order to develop confidence and a more positive attitude towards challenge.
      Further differentiation strategies I plan to implement in the future that could aid in the learning of pupil X include developing a pedagogy to suit the needs of each individual pupil, such as adjusting teaching strategies to reflect a student’s preferred learning style, as suggested by Stuart and Yates (Stuart and Yates, 2018, p. 103). For example, as well as developing pupil’s oracy and reading skills through strategies such as the “popcorn game”, which provides an important level of challenge for learners, I would perhaps suggest implementing a plenary task that allows pupils to choose how they assess their learning based on their preferred learning style, whether that be demonstrating their learning through a spider diagram, poster, creative writing task etc. This ensures that as well as developing important skills such as oracy and reading, which are areas that may prove more challenging for pupils with ALN such as dyslexia, it gives all pupil’s the ability to play to their strengths and interests, thus building confidence and a sense of accomplishment and control over their learning. This could give pupils such as pupil X the same opportunities to achieve as their classmates and negate potential feelings of inadequacy or failure. 
[bookmark: _Hlk54551834][bookmark: _Hlk54598766][bookmark: _Hlk54540987]      Another strategy that could perhaps benefit my own personal practice and the learning of pupil X is the development of greater resilience. Resilience, as defined by the Welsh Government in ‘Thinking Positively: Emotional health and well-being in schools and Early Years settings’ describes ‘people with appropriate self-esteem and self-confidence […] Resilience also involves belief in one’s own effectiveness and being able to cope well with change’ (Welsh Government, 2010, p. 15). The importance of resilience is reflected within Maslow’s ‘Hierarchy of Needs’ in which self-esteem and confidence are listed as important factors in order to thrive (Pichere, 2015, p. 8-9). Indeed, those who are resilient use a number of approaches to resolve social and academic challenges (Welsh Government, 2010, p. 15). According to Dweck and Yeager ‘resilience is essential for success in school and in life’ (Dweck and Yeager, p. 302) and they suggest that resilience can be linked to higher academic achievement. Development of a greater resilience within pupil X could therefore benefit them on both a personal and academic level. In my own future practice, I may introduce activities within lessons that aid in building pupil resilience. Such activities may include those suggested by Dr Judy Willis, neurologist and former teacher, including breaking objects down into smaller parts and learning from failure (Willis, 2016). For example, when pupils come across a difficult word whilst reading, a helpful task could be to encourage pupils to break up such words into its prefix, root word and suffix. Creating a task in which they research the meaning of the prefix, root word and suffix will enable pupils to experience their capability to break things down into smaller, manageable parts in order to understand them. What this does, according to Willis, is build pupil’s competence awareness, giving pupils the confidence to take on daunting tasks and challenges and the resilience to persevere (Willis, 2016). Furthermore, establishing the classroom as a safe space in which failure is an important and valued aspect of the learning process can aid in building a pupil’s confidence and resilience. Ways in which I plan to implement this into my future practice involves explaining to pupils that making mistakes is crucial to the learning process, rewarding pupils for trying, even when wrong, to build self-esteem and admitting to my own mistakes when they occur within the classroom. A greater resilience and more positive attitude towards challenge could potentially decrease the amount pupil X thinks and says “I don’t know” when confronted with difficulties; developing a confidence when taking on challenge. Both the implementation of inclusive practice through differentiated pedagogy and a greater focus on developing pupil’s resilience and well-being are in line with a more humanistic approach to learning (Purswell, 2019, p. 359), an approach which is arguably in line with the new curriculum for Wales; both reflecting the importance of meeting the emotional needs of learners (Welsh Government, 2020b, p. 73) and the belief that schools are there to meet the needs of the individual. (Welsh Government, 2020c). 
Conclusion
In conclusion, the approach taken in the reflection and evaluation of the critical incident outlined in this essay is a humanistic approach to learning; one that suggests an inclusive and holistic approach to learning for future professional and personal development. It is an approach that aligns with the new curriculum for Wales in its focus on the implementation of inclusive practice through differentiated pedagogy and a greater focus on developing pupil’s resilience and well-being. This approach also demonstrates links to the new Professional Standards for Teaching and Leadership. A development of advancing pedagogy is evident in this approach through its links with the Four Purposes, particularly that of supporting learners to become ‘healthy, confident individuals’ (Welsh Government, 2020c) through the development of confidence, resilience and the ability to face and overcome challenge. The refinement of personal pedagogy for future practice is also demonstrated in this evaluation in the suggestion of further differentiation strategies; attempting to meet the needs of individual learners. Furthermore, through the suggestion of implementing strategies for developing greater resilience and thus achievement, pedagogical growth is exemplified in its promotion of sustained effort and resilience and its identification of how giving all pupils opportunities to achieve can result in a heightened sense of well-being. This approach also displays a development of professional learning in that the suggestions discussed above have been informed by current and or relevant research in education, denoting wider reading and the implementation of research findings. Lastly, this approach was informed by the observed critical incident; an observation that was only made possible through the collaboration between the researcher and the school and its staff. This collaborative experience has allowed the researcher to observe professional practice, thus enabling them to reflect upon and improve their own future professional and personal development (Welsh Government, 2019a). 
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Appendices
 OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/20, 9.50 am, year 9. 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· Set 4 class. 
· Literature lession with a focus on The Hunger Games by Suzanne Collins. 
· Overarching theme focus of the novel: injustice. 
· Class participating in independent reading and making notes on the characterisation of Katniss Everdeen. 



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviors towards learning seem like at this point in time?)
· Class seemed focused, calm and getting on with the task given to them. 
· Eager to engage in independent reading task.



	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?



	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
· Teacher makes use of verbal instruction and a Power Point presentation with written task instructions to ensure the class understands what is expected of them. 





	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· Teacher asks questions between tasks to ensure engagment with learning.
· Teacher uses a mixture of group discussion and working independently to ensure a level of challenge for pupils. 



	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· Teacher began the lesson by recapping the plot of the novel with the class, asking the pupils prompting questions throughout to assess pupils existing knowledge and understanding of the novel. 
· After their independant reading task, pupils helped teacher make a mind map on the board of how the novel portrayed Katniss, demonstrating a developing understanding of characterisation. 



	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· Pupil leaning back in their chair and unengaged until being given an independent reading task. Pupil then activley participated in class discussion of the novel. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	· 28/09/20, 9.50 am, year 9.
· Set 4 class.
· Involves teacher and 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.
	Pupil leaning back on chair when teacher was going through the plot of the novel. Looking disengaged with what was being said to them. However, once given the independent reading task the distracted pupil stopped leaning back in their chair and focused on the task. When the teacher began asking questions about the novels protagonist, the pupil contributed to the discussion on the characters characterisation. This led the researcher to think about different behavioural management techniques and the relevance of engaging pupil interests for improved learning. 






OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/20, 11.55 am, year 8.


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· Mixed ability class.
· Class contained two ALN (aditional learning needs) pupils. One pupil had dyslexia, another had a hearing imparment.
· Lesson focused on the continuation of the group reading of Holes by Louis Sachar.
· Group reading done in the form of a game, refered to as “the popcorn game”. 
· Class sat in a seating plan that was displayed on the interactive whiteboard. Pupils with ALN both sat at the front of the class.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviors towards learning seem like at this point in time?)
· Teacher stood welcoming the pupils into the classroom, referring to some by name. This created a welcoming, friendly atmosphere.
· Pupils relaxed and chatty with the teacher on arrival, then settled into their seats.
· Once told they would be continuing their reading of Holes the class appeared eager, especially when informed reading would take place in the form of the “popcorn game”. 
· All listened quietly when other members of the class read aloud.
· No one objected or seemed hesitant to read aloud in front of the class.
· Towards the end of the lesson, pupils did begin to appear distracted. A pupil began looking out of the window and thumping the window frame with their hand. 
· A pupil complained about being tired. 



	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· The teacher explains the importance of reading aloud to the class (helping to develop their communication, reading and listening skills). This aids pupils understanding of the purpose of the reading game task and what skills it will help them to develop. 


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
· Teacher begins the lesson by reading aloud to the class. This acts as a model for the class on what is expected of them during the reading game, but also demonstrates confident reading skills.
· Witnessing their peers reading aloud and listening quietly while others read also allows pupils to see and implement effective reading and listening skills and communication skills. 




	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· The nature of the reading game ensured all pupils had the chance to read aloud to the class. This challenges every pupil’s reading and listening skills and removes the ability to not engage with the lesson in the same way asking volunteers to read may have. It also challenges pupils to develop confidence in their public speaking skills.
· The game also enabled pupils to choose how much of the book they read before nominating one of their peers, giving them the opportunity to challenge themselves. This could hopefully encourage the pupils to seek and enjoy challenge, promoting one of the four purposes of the new curriculum for Wales. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· [bookmark: _Hlk52821461]The teacher began the game without outlining how to play, indicating the pupils participated using existing knowledge of the structure and rules of the reading game. 
· The pupils frequently encountered words they found difficult to read and or pronounce. The teacher aided the pupils by helping them sound out the words, and telling them the meaning of words they had not yet encountered before. This prehaps helped develop their reading skills and expanded their volcabularary.




	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· A pupil with dyslexia repeatedly interupted their own reading using the frase “I don’t know” when finding the reading difficult. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	· 28/09/20, 11.55 am, year 8.
· Mixed ability group, containing two ALN pupils (dyslexia, hearing imparment).
· Lesson focused on the continuation of the group reading of Holes by Louis Sachar.
· Reading task carried out in the form of the “popcorn game”
· Identified incident involves the teacher and an ALN pupil with dyslexia.

	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.
	[bookmark: _Hlk52368861]Before the lesson began, the researcher was informed that the class contained two pupils with additional learning needs. This included a pupil with a hearing impairment and a pupil with dyslexia. Pupils entered the classroom and sat down according to the seating plan displayed on the whiteboard. The two pupils with ALN where sat at the front, closest to the teacher. The teacher informed the class verbally of their lesson objective, which was the continuation of the reading of Holes by Louis Sachar. The reading would be carried out in the form of a game referred to as “the popcorn game”, which involved one individual reading a section of the novel aloud and then nominating another person to read aloud using the phrase “popcorn (insert name)”. The teacher began reading first, then went on to nominate a pupil and the game went on with pupils reading aloud and nominating their peers to do the same. During the game, pupil X, who the researcher was informed had dyslexia, was nominated to read the next section. When reading, they began to find certain words difficult to read and repeatedly used the phrase “I don’t know” throughout their turn. The teacher helped them with words they found difficult, and praised them when they pronounced difficult words correctly. This similar pattern continued when pupil X was nominated, stopping to say “I don’t know” when finding the reading difficult. This incident led the researcher to think about pedagogical practice in relation to additional learner needs in mixed ability classrooms. This led to further study of additional learner needs (with a focus on dyslexia) and the relevance of differentiation within the classroom to prevent barriers to learning. 


OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/20, 1.30 pm, year 7.


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information). 
· Mixed ability class.
· Seating plan in place and displayed on interactive whiteboard as pupils walk in.
· Lesson focused on literacy, with a perticular focus on verbs, nouns and articles.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviors towards learning seem like at this point in time?)
· Class very loud and talkative on arrival and throughout the lesson.
· Taking a while to focus and settle down.
· Teacher used a countdown system: “Three…two…one…” as a means to get the classes attention and quiet the class down.
· Teacher administering ‘positives’ and ‘negatives’ on the schools point system for positive and negative behavior. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· 


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
· Teacher makes use of a Power Point presentation to inform pupils of their lesson objective. 
· Teacher uses verbal description and written description via Power Point of what a noun, verb and article is.
· Teacher uses of examples and visual aids to ensure pupils understand how to achieve well.

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· The teacher used scaffolding as a pedagogic technique to enable a level of challenge for pupils. They discussed what a noun, verb and article was with the class, then asked them to circle the nouns, verbs and articles in the sentences displayed via Power Point presentation. This challenges the pupils to put their newley aquired knowledge into practice.



	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· The teacher went over the pupils answers as agroup, circuling the correct answers on the Power Point presentation. They selected pupils at random to give their answers. This allowed the teacher to assess how well the pupils engaged with the learning at the begining of the lesson.
· To further reinforce their understanding of articles, the teacher then engaged pupils in a group task which involved teacher asking for random nouns for each letter of the alphabet. After this, they decided as a group which article should be used in front of each word. This allowed the teacher to assess the pupils ability to use their newley aquired knowledge of articles.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· The teacher’s use of a count down system for quiet and the use of a points system as a behavioural managment technique. 





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	

· 28/09/20.
· 1.30 pm.
· Year 7.
· Involved teacher and 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.
	Class speaking over teacher and not focusing on their work. Teacher used a countdown system: “Three…two…one…” as a means to get the classes attention and quiet the class down. Teacher also administered ‘positives’ and ‘negatives’ on the schools point system for positive and negative behaviour. This observation led the researcher to reflect upon behaviour management and the use of different learning theories within the classroom. 









OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/20, 2.15pm- 2.10pm, year 10. 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· Pupils taking a mock test on ‘How Questions’.



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviors towards learning seem like at this point in time?)
· Class calmly and quietly took their seats ready for the test. 
· Appeared focused on and engaged in the task given to them.


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· 



	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
· Teacher explains verbally to the class what is expected of them during the mock test, before handing out the test, which contains more detailed instructions. 
· Teacher puts up a timer on the board, allowing pupils to see how much time they have to do the task. This enables the pupils to manage their time during the test and be able to achive well. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· The mock test itself challenges pupils to put their knowledge into practice. The time limit for compleating the test also challenges pupils organisation and time managment skills, as well as their ability to preform under pressure.

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· After the test, the teacher infromed pupils that their next lesson would be a ‘DIRT’ lesson (Dedicated Improvement and Reflection Time). This allows both teacher and pupils to be able to reflect on their learning and progress, and to also make improvements or corrections on their tests to help better future work.

	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· The teachers use of a DIRT lesson as an assessment for learning strategy. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	

· 28/09/20.
· 2.15pm- 2.10pm.
· Year 10. 
· Involves the teacher and 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 teacher informed the class that their next lesson would be a DIRT lesson. This led to further research into assessment for learning and learning theories. 
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