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A critical evaluation and the identification of next

teaching and learning steps focusing

on a case study of an individual learner or a group

of learners, based on an observed critical incident.

Word count - 4391

This essay focuses on an observed critical incident in a foundation phase class and will
evaluate the incident in order to identify next teaching and learning steps for the individuals
involved, through a process of reflection. The critical incident will be grounded in its context
and a consideration of different observation strategies and methods are given. An overview
of the critical incident is given and linked to Donaldson’s Four Purposes (Donaldson, 2015).
A review of literature will situate the critical incident in context. An evaluation of the critical
incident is given and the use of reflective models to identify next teaching and learning steps.
Included within the appendices are annotated lesson observation sheets and critical incident
reflection sheets. Four formal lesson observations and reflections were carried out; however,
this assignment will focus on Appendix 1 and 2.

Critical incidents can occur both inside and outside of the classroom. Tripp (2012) refers to
most critical incidents as being routine, mundane and straightforward events. Events may
appear ‘typical’ but become ‘critical’ through analysis (Tripp, 2012). Incidents happen, but
critical incidents are created by the way we look at an incident and the significance placed
on that event in its context (Tripp, 2012). A critical incident is created through a process of
conscious reflection and evaluation (Richards and Farrell, 2005). Tripp (1993) identifies the
two phases involved in critical incident reflection — a description phase, where an incident is
observed, and then it is expanded in its context in the explanation phase (Farrell, 2013).
Reflective practice enables personal and professional development, as teachers use

reflection to deepen understanding and transform practice effectively.

The observation took place in a maintained Primary School in Swansea (School website).
For the purpose of this assignment, | will refer to the school as ‘School X’ in accordance with
BERA research guidelines point 40 (BERA, 2018). The most recent data source shows that
there are 222 pupils in School X aged 3-11 years (My Local School, 2018). The lack of social
deprivation in the area is evident in the statistics for Free School Meals — 5.1%, which is
significantly below the average in Wales - 20.0% (My Local School, 2018). Furthermore, the
percentage of children with an Additional Learning Need (ALN) in the school is 9% and is

also lower than the average for Wales - 14.4% (My Local School, 2018). To raise education
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standards in Wales, the Welsh Government put in place the National School Categorisation
System (Categorisation System, 2019). In terms of how much support a school needs, four
support categories were created, green needing the least support and red needing the most
(Categorisation System, 2019). School X is a ‘Green’ school (My Local School, 2018). This
reflects the effectiveness of teaching and learning and management and their capacity to
contribute to the support given to other schools (Categorisation System, 2019). The
observation was conducted within a mixed Year 1/2 class. There were 30 children in the
class, 1 teacher and 1 teaching assistant. There were no ALN pupils highlighted in the class.
It is significant to consider the implications of the class being mixed, as it is vital that
teachers are conscious of the ways age and development differences can affect children’s
performance (Dean 2002).

Observation is a purposeful way of obtaining information as it takes place (Kumar, 2014).

A non-participant observation was carried out. Non-participant observation involves
‘watching and recording without personal involvement in the context’ (Burns, 1999, p.82). In
the lesson observation, the non-participant observer had little involvement in the children’s
activities (Kumar, 2014). Non-participant observations allow the observer to interpret with
more neutrality as they are not participating. This enables more objective observations, as
the observers note what they see as it happens (Sharma, 1997). A weakness of non-
participant observation is the Hawthorne effect, whereby individuals may adjust their
behaviour because they are aware of being observed. This may mean data is

unrepresentative (Kumar, 2014).

There are many ways of recording observations. One useful observation method is PMI
which considers positive, negative (minus) and interesting points about an observation (de
Bono, 1993). The positive, minus and interesting aspects of an observation are categorised
under these headings. A strength of the PMI method is that it is an attention directing tool
and it is a clear way to organise judgements (Sharma & Saarsar, 2017, p.976). However, the
structure may influence an observer to look for ‘good’ and ‘bad’ points, instead of organically
recording, which makes data subjective.

Notetaking observation method records information captured from another source (Makany,
Kemp & Dror, 2008, p.1). Notetaking requires observers to assess and question what parts
of an observation are relevant to record and take note of (Gimenez and Pinel, 2013, p.3).
One approach to notetaking is aide-memoires (Papatheodorou, Luff & Gill, 2013) which can
trigger memories when an observer re-assesses their notes. A strength of the notetaking
method is that aide-memoires, such as key words or abbreviations provide a systematic

recording of notes, enabling an in-depth observation record to be developed afterwards
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(Delmont, 2002). A weakness of notetaking as an observation method is that it is likely that
some information will be un-noticed, as a level of concentration is given to notetaking
sequentially (Papatheodorou, Luff & Gill 2013).

The observation method chosen was notetaking, because it is a thorough and organised
method. It allows for a lot of objective detail to be recorded, which is essential for the
elaboration of critical incidents.

In terms of methodology, a case study is defined as the study of a particular (Stake, 1995). A
case study is a detailed study of a real-life event that can only be described and analysed
within its context (Cohen et al, 2011). Therefore, | argue that a critical incident is a case
study as it is an in-depth interpretation of a single event in context.

A strength of critical incident methodology is that it provides an in-depth investigation which
allows more detail to be obtained when analysed. (Cohen et al, 2011) Another strength is the
emphasis on reality (Cohen et al, 2011). Critical incidents offer insight into real-life, mundane
routines in which the reality of events can be interpreted and reflected upon (Joshi, 2018,
p.84). A weakness of critical incident methodology is that results may lack generalisability as
it investigates a single incident and can’t be generalised to all instances like these. (Cohen et
al, 2011) Another weakness is that results may be prone to problems of observer bias, as
incidents are dependent on evaluation and reflection, they would likely be interpreted

differently.

The critical incident was observed towards the end of the lesson (Appendix 1). The teacher
was directing a whole-class activity on the carpet when the incident occurred. The teacher
stated that beats would be played on a drum and the children would have to count how
many beats were added to a particular number. The teacher stated that only children with
their hands-up and not shouting out would be selected to give their answer. This rule was
kept to by the teacher for a few answers. The rule was then discarded and the teacher
accepted answers from children who were shouting out. It was evident that this frustrated
some of the children who did not shout out answers. Some shrugged their shoulders and
became disinterested. After the activity had ended, the teacher stated that the children who
were sitting the nicest with their arms crossed would be dismissed first for lunch. This rule
was also not adhered to by teacher, as the teacher turned to a computer, distracted and
called out names. Some children who were not sitting nicely were rewarded by standing in

line first. The children who were ‘sitting nicely’ became visibly upset and began to fidget.

Donaldson (2015) has identified four purposes in the new draft curriculum for Wales 2022.

These four purposes aim to underpin all teaching and learning in Wales (National Mission,
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2018). In relation to the observed critical incident, there appears to be implications for these
four purposes. The new curriculum aims to create ‘ethical informed citizens’ who are
encouraged to think about how their actions affect others (Donaldson, 2015). The
implications of the incident for this purpose is that the children shouting out appeared to lack
an awareness of how their actions impacted on others in the class. It could be inferred that
the teacher also did not consider how the shouting out may have made the other children
feel undervalued. Within this purpose, children should respect others’ right to speak
(Donaldson, 2015). During the task, some children continued to shout over others. This
meant that some children were not given an opportunity to share their answers, leading to an
equity imbalance. Also, some children who were not ‘sitting nicely’, were not showing
respect for others who were adhering to the rule. Donaldson’s four purposes also proposes
that children develop as healthy, confident individuals (Donaldson, 2015). The implications
for this purpose is that the incident negatively affected children’s ability to feel confident, as
those who had their hands-up adhering to the rule, were not chosen to answer. This may
discourage confidence in the children who were willing to contribute with their hands up and
may be hesitant to give answers in future. This may affect their sense of self (National
Mission, 2018). The incident has positive implications for the ‘ambitious, capable learners’
purpose as the children were eager to offer answers (Donaldson, 2015). However, some
children’s good behaviour was seemingly not recognised or praised. Therefore, discouraging
children’s ambition, lowering confidence and potentially resulting in them doubting their

capabilities.

From the critical incident, two key areas were identified for research: behaviourism and
classroom management. There are many theories of learning and in terms of the critical
incident, behaviourism theory is evident in the teaching and learning displayed.
Behaviourism is a psychological approach to learning and behaviourists such as Skinner
(1957), emphasised the consideration of observable stimulus-response sequences. Learning
is viewed as a change in behaviour through interaction with the environment (Cremin and
Arthur, 2014). When a response leads to a consequence, the behaviour change is reinforced
and becomes conditioned. In the incident, operant conditioning was shown. Operant
conditioning involves the use of positive and negative reinforcement of reward and
punishment to strengthen and weaken behaviours (Pritchard, 2014). In the incident, positive
reinforcement was given in the form of praise and early dismissal as the reward, and a lack
of acknowledgement and last to be dismissed was the punishment. In contrast with the
literature, what was reinforced was that the rule stated by the teacher was not kept to;
producing an imbalance in reinforcement of desired and undesired actions. Teacher

approval and praise has been found as reward enough for many children. (Pritchard, 2014)
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This may explain why some children were visibly frustrated that they were not rewarded for
following the rules, as verbal praise may have been highly valued.

Much of the current literature has emphasised that behaviourism is crucial in the
reinforcement of behaviour expectations and classroom routines. The rule stated by the
teacher highlighted classroom expectations in the incident, but the inconsistent distribution of
positive reinforcement, undermines the effects of successful behaviourist principles. It has
also been found that rewards in the form of teacher approval or praise provides enough
positive reinforcement to continue a behaviour (Pritchard, 2014). This could explain why
those who were praised for shouting out their answers continued to do this, as they may
have associated shouting out answers with teacher approval. Consistent reinforcement of
desired behaviour was not seemingly adhered to by the teacher, yet the reinforcement that

was employed produced negative effects for the children’s learning.

A criticism of the behaviourist argument is that it sees learning as developing solely through
a process of positive and negative reinforcers (Pritchard, 2014). However, in response to this
criticism, this incident shows the impact of how reinforcement can have profound effect if not
used fairly. A further criticism of behaviourism in classroom learning is that operant
conditioning provides an incomplete picture of children’s learning as cognitive factors are
disregarded (McLeod, 2007). However, it must be acknowledged that behaviourism is still
effective in developing routines and expectations if used correctly and past findings still ring
true in classrooms (Pritchard, 2014). The incident highlights that the learning of behaviour
routines in this way is a fundamental part of the ‘hidden curriculum’ (Meighan and Siraj-
Blatchford, 1997).

Behaviourist principles were shown in the incident as positive reinforcement enabled further
participation and negative reinforcement decreased participation and the engagement of
some children. Hence, this could provide further acknowledgement for the value of
behaviourism in shaping children’s learning by influencing consequential actions. Wheldall
(2012) has challenged criticisms of behaviourism, in stating that the principles underpin how
we learn new behaviours and modify existing behaviour (McLeod, 2007). From this
hypothesis, it could be argued that behaviourism is most essential in a foundation phase
environment where young children’s behaviour is constantly developing through teacher and
peer reinforcement. In support of Wheldall’s (2012) assertion, effective consistent
reinforcement has proven useful in children’s learning to modify existing behaviour (Ellis and
Todd, 2018).
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When investigating the effectiveness of behaviourist approaches in British schools, it has
been shown that social reinforcement is a catalyst for good behaviour (Harrop and Critchley,
1972). Similarly, Tsoi and Yule (1976, p.137) highlighted the effectiveness of group
reinforcement as one child’s behaviour served as a model for group reinforcement. These
studies highlight further application of behaviourism in the classroom and how its principles
of conditioning can improve behaviour. In comparison to the incident, it could be concluded
that the children who began to not sit nicely did this in response to seeing others
misbehaving and be rewarded for this. A similar conclusion from The Steer Report (2005,
p.21) has shown that teachers’ praise for children’s academic learning should be equally
distributed for good behaviour. In the incident, it was not fairly or equally distributed. It could
be argued that the praise inconsistencies produced negative effects on children’s learning
(Thornberg, 2007, p.414). In alignment with these findings, it has been conclusively shown
that children are more likely to repeat behaviours that are reinforced with a tangible reward
(Ellis and Tod, 2018). In the incident, the children seemed to thrive on praise, as well as
suffer when it was not present for their good behaviour. Therefore, if operant conditioning is
not used correctly, reinforcement sends inconsistent messages about what behaviours are

desirable.

Behaviourist ideas also manifest in classroom management. Classroom management is the
way in which teachers ‘manage students’ learning by controlling what happens in the
classroom’ (Scrivener 2012, p.1). Classroom management has the biggest influence on
children’s social-emotional learning (Tauber, 2007). Garrett (2014) outlines areas conducive
to classroom management, with the following literature focusing on rules and routines, and

relationships.

Classroom rules highlight desirable and undesirable behaviour and serve to regulate
classrooms (Brint et al, 2001, p.164). Duke (1978, p.403) identified that inconsistent rule
enforcement created student discipline difficulties. Interestingly, it was argued that this was a
consequence of how adults handle problems and not student misconduct (Duke, 1978,
p.403) These findings correlate with the incident, as the rule-breaking was not corrected
consistently by the teacher. In addition to this finding, Jackson (1993, p.404) found that when
rules are stated such as ‘Raise your hand to speak’, they seem to be inconsistently
enforced. This therefore limits the value of rules being stated. The most striking finding of
Jackson’s (1993, p.404) study was that students who call out answers are not always
corrected to raise their hand and some receive praise. In the incident, the teacher also
praised the children who shouted out their answer which has implications future classroom

conduct.
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Rule inconsistency is a widely investigated area and when looking at the effects on children,
it was found that inconsistency is a source of dissatisfaction in children (Thornberg, 2007,
p.404). This may explain why children who had clearly understood the rules, were visibly
frustrated by the teacher’s inconsistent use of praise. Also, it was found that children cannot
always predict how teachers will react to particular behaviours (Thornberg, 2007, p.413)
Therefore inconsistency creates a classroom culture of uncertain and hesitant children. This
has implications for Donaldson’s (2015) four purposes. The critical incident showed the
teacher verbalise two rules. However, as Madsen, Becker & Thomas’s (1969, p.146) study
explicates, simply stating rules does little to influence behaviour; it is only the enforcement of
rules in practice that allows for behaviour modifications. These findings are proven in the
critical incident, as the stating of rules did not alter some children’s behaviour who shouted
out and did not sit nicely. The teacher stating the rule ‘sit nicely to be dismissed first’
(Appendix 1) and then choosing children who were not sitting nicely, depreciates the value of
the rule being stated in the first place. It could be concluded from the findings of these
studies and from the incident that it is questionable why rules are stated if they are not going
to be implemented in practice. The inconsistent implementation of rules therefore has
implications for classroom discipline, as a lack of effective reinforcement strategies can

create engagement issues (Duke, 1978).

Children’s engagement in the classroom is vital to their achievement and learning. It has
been argued that the extent to which children are engaged or disengaged emotionally in
their learning is determined by their ‘affective reactions in the classroom’ (Fredricks,
Blumenfeld, and Paris 2004, 63). Negative emotions of frustration, sadness and anxiety are
affective reactions that signal disengagement (Balwant, 2018, p.395). It can be inferred from
the children’s visible reactions to the rule inconsistencies in the incident that negative
affective reactions were displayed and led to some children’s disengagement. This did not
appear to be noticed or acknowledged by the teacher which has implications for children’s
development and well-being. In support of this, studies have shown that children’s emotional
bond with a teacher is associated with engagement in the classroom and is vital to their
development (Hamre and Pianta, 2001, p.626) The transition from engagement to
disengagement due to rule inconsistency in the incident could have an effect on the child’s
relationship with the teacher as they may be reluctant to contribute in future. This hesitance

may lead to issues of self-esteem.

Self-esteem and motivation are two factors in determining successful outcomes (Deci,
Sheinman & Nezlek, 1981, p.1) Passive behaviour can emerge if a child feels they are
incapable. This behaviour may be unknown to the teacher and scholars have recently

defined it as a ‘helpless response’ (Tam, Zhou and Harel-fisch, 2012, p.87). This can have
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implications for children’s ability to adhere to classroom rules (Earl, Meijen & Passfield,
2017, p.38). In accordance with these findings, some children were willing to contribute, with
their hand-up but after a lack of acknowledgement, they became visibly reluctant to answer.
This may be explained as a helpless response to not having their good behaviour
acknowledged.

Self-esteem can be enhanced by teacher encouragement. If children’s actions are given the
feedback they deserve, it is important for their ‘relationship with self’ (Ellis and Tod, 2018).
The incident showed that children who adhered to the rules were not given the
encouragement they deserved. This may affect the child’s view of themselves. As well as
this, teacher-student relationships are key in establishing a positive classroom environment.
It has been shown that inconsistencies in rule implementation can result in negative attitudes
from students, who say it is ‘unfair’ (Thornberg, 2007, p.411). This finding has alarming
implications for the incident, as children’s well-being was likely affected. If rule inconsistency
produces negative attitudes, then this inevitably affects classroom management and

children’s learning.

Critical incident reflection enables teachers to develop a heightened awareness and
understanding of their own practice (Richards and Farrell, 2005). Reflective practice is a way
to solve problems and reconstruct meaning within teaching practice (Farrell, 2013). Critical
reflection helps teachers to consider how their values influence their practice (Gardner,
2014). Reflective practice enables teachers to make active choices to improve their practice
which enables progression (Farrell and Baecher, 2017). Reflection models are used to
structure reflections and enable a development from description to critical analysis. After the
critical incident was identified (Appendix 1), | then completed a reflection of the incident
using the Assisted Reflective Conclusions Model (Appendix 2). For the purpose of this

assignment, | have used Gibbs’ reflection cycle to reflect on the incident (Gibbs, 1988).

Gibbs’ (1988) reflective cycle encourages systematic thinking about all the phases of a
critical incident. Gibbs’ reflective cycle consists of 6 phases which enables a progressive
reflection (Gibbs 1988). Reflecting on the critical incident, beginning at the first phase:
description (Gibbs, 1988). The teacher stated two rules to the children: ‘no shouting out,
raise your hand’ and ‘sit nicely’ (Appendix 1). However, the teacher accepted and praised
answers from children who shouted out and dismissed those who were not sitting nicely first
to lunch. Moving to the next phase of Gibbs’ (1988) reflective model: feelings. | was
confused as to why the teacher had clearly stated the rules and but did not consistently

implement these. | was intrigued as to whether there were any reasons why the teacher had
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not consistently kept to the rule. | became aware of some children looking frustrated after not
being rewarded for behaving according to the rules.

Moving to the next phase of Evaluation (Gibbs, 1988) a good point to note about the
incident was that all the children were clearly engaged in the carpet activity, as they were
eager to contribute answers. However, it was the way in which this was managed that was
disappointing. The inconsistency in the implementation of rules given by the teacher had
implications. For the children adhering to the rules, they were indirectly punished as their
conformity and answers were not acknowledged. The implications on well-being and
performance here may be significant. The children who were not adhering to rules were
praised and these children would likely continue to break rules if this was associated with

teacher approval.

Next is the analysis phase (Gibbs, 1988). Having reflected on the incident, | felt that the
children who become visibly frustrated and disengaged as well as those continuing to break
rules, was a consequence of how the classroom rules were implemented. The inconsistency
in both rules appeared to result in the non-conforming children continuing to shout out and
not ‘sit nicely’ as they were being rewarded for this behaviour. The children who adhered to
the rules, | believed looked frustrated and upset, due to a lack of approval from the teacher.
Those who sat nicely began to misbehave like the others as they saw this as the behaviour
teacher was rewarding. This has potential implications for classroom management if children
begin to associate non-compliance with gaining approval. The penultimate stage of Gibbs’
(1988) model is the conclusion. Perhaps the most important reflection is of the way the rules
were implemented. Only the children not shouting out should have had their answers
accepted, and those sitting nicely dismissed first. If this was maintained consistently, the
incident may have been avoided as children would have been aware that the rules were

being kept to.

The final phase of Gibbs’ (1988) model is the action plan, which correlates directly with the
identification of some next teaching and learning steps moving forward.

Moving forward, a next step would be to ensure that if rules are stated, then they are
enforced consistently by the teacher and learners. This would ensure that reinforcement is
given fairly and deservingly. Furthermore, | think it is important that the teacher and children
design a rules charter together. If children have input on this, then they are perhaps more
likely to understand them and cooperate (Glasser, 1969). Another next step | would
implement is to have a mood box in the classroom where children can privately write their
feelings about their classroom experiences and the teacher could reflect on these to improve

practice. Therefore, children will feel that their views have been acknowledged. If children
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were continuing to shout out, and others had their hands up, a final next step would be to
model the desired behaviour on another child. This may eliminate the undesirable behaviour
in the future, as children learn through social reinforcement (Bandura, 1977).

This approach of critical incident reflection will inform my personal and professional
development, as | will use models such as Gibbs’ (1988) reflective cycle to help
systematically structure my reflections in my future practice. This will help me actively
understand and improve my practice. Using Gibbs’ (1988) model has enabled me to see the
incident from multiple angles, reflect on what may have contributed to the incident and its
implications. This will be vital in my own professional development, as every teaching
experience is a learning experience through reflection. In the future, | would implement the

next steps that | have suggested.

To conclude, the approach taken was firstly the observation and identification of a critical
incident. Then through a process of evaluation and reflection with consideration of existing
literature, this led to next teaching and learning steps being identified and the implications of
the incident. This approach of critical incident reflection highlighted the importance of
reflection in improving practice. The critical incident reflection approach relates directly to the
new Professional Standards for Teaching and Leadership in Wales (Professional Standards,
2019). Reflection is identifiable in each of the professional standards, but particularly in the
standard of Professional Learning. The process of reflection is essential in sustaining highly
effective practice and enhancing professional learning. The standard for professional
learning aims to ‘take effective pedagogy deeper’ by extending knowledge and
understanding, which this approach has shown (Professional Standards, 2019). It is to be
demonstrated how professional learning can be informed by reflection by being malleable to
challenge and change. The use of a critically reflective approach can support professional
growth by actively reflecting upon own practice. The role of the reflective practitioner is to
actively question what they do and why, to therefore learn from their own practice and
experiences (Welsh Government, 2015). Reflective practitioners evaluate their practice to
highlight strengths and areas for development. The approach | have taken therefore enabled
the evaluation and reflection of a critical incident in the classroom. This approach will also
enable my own personal and professional development, as reflection and self-evaluation

enables professional progression.
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OBSERVATION / FIELD NOTES

(Questions adapted fram Fletcher waod (Z016)
Diate: 2o/ 2018

Le=son detalls: The class observed was a mized year 172 class and the lesson took place
before lunch. The lesson consisted of an introduction to 3 carrousel of activities which
wipuld ==t for the day and sach child would get the opportunity to complate all tasks in
the day. These would bs rotated each lesson. The lesson consisied of an opening on the
carpsf where activities were infroduced and pupils wers tald which activity they would be
completing first. The lesson finished with 3 whols-class mental maths activity on the
carpst, where the t=acher would play a cerain number of beats on 3 drum and the
children would count up or down from a number (addition and subtraction with higher
nurnbers was infroduced) and the children would have o raise their hand o give their
SMEWIEr.

LClassroom culture

{#&re the stedents focused on l2arming ?)

The children appsared aware of the class routines when they entered the classroom as
they all came in and sat on the carpet ready for the introdwction. The teacher had
clapping rhythms in place which they knew sipnaled that the teacher was abouwt fo =3y
something, and they needed to focus. This meant the children were 3ll engaped and
ready to participate and hear instructions.

The classroom ervironmeant was cooperative for most of the lesson and children were
enthused in their learning. The children Estensd well to instructions and only a faw
children appearsd distracied and staried to misbehawe. This was perhaps because the
mstrucfions took a while to be explained, due to the nature of the carmousel of tasks.
Ulbjectives

{l= there a cl=ar purpose to the lesson? How do the lesson activities promots that
purposa?)

Interestingly, thera was no lesson objective outlined either verbally or visually. Howswer,
the tzacher infrocusd the activities as 3 ‘rainforest carrousel which made the children
aware that the activities were all linked 1o their current olass topee.

The teacher al=o introduced each task to the children, highlighting the area and skills
they promaoted. Faor example, there was an [T task where children would create a poster
with images and facts they had ressanched sbout the r@inforest and then wite sentencss
sbout what images the chikdren had selected and why. The teacher pointed out that this
wzs combining Reraey snd [T skills to expand their knowledpe of the rainforest.

The purpass was made clear — to enhance the children's knowdedgs of rainforesis and sl
sctivities had a particular focus. There was a maths, literacy, an, IT and drama tasks
wihich all centred around this theme. The drama task enabled the children to create 3
sequence in the role play, where they would each create a character from the rainforest
and act out this part. For example, some children were animals, and described their
festures, other children were explorers who explained what they were looking forin the
rainforest. The literacy task was 3 crestive writing exercise where children had the
opening ‘| am a rainforest, this then allowsd a stony to form around this thame, whers the
children would crestively describe all things that ars in a rainforest and facts about
rainforesis. This promaoted the use of similes and metaphor for some children as an
extension, 1o look in-depth a1 how they could further their description, AN thesze tasks
gaws the children cpporunity to take part in @ wide range of actvities, each with 3
different 3 subject foous.
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Direction
{#&re the students clear sbout what they are doing and how 1o do it well?)
The majority of the children appeared to be dear abouwt what they were doing. Howeever,
the ‘carpet time' whene activities wers introduced took over 20 minutes, i which the
teacher had recalled about § different activities. The first chidren to be told they wers
daing the first task wers to listen 1o all of the other tasks being explained, howewer by the
time they then went to do their task, they needed promipling when they started their
activity a5 they had forgotizn the explanation of it
The teacher modelled abowt 2-3 of the sctivities and all children who were doing these
activities werz engaged and knew how to do their activity 'well' 35 a medel was giwen and
sxplsined. The siep by step instruction of thess 2-2 activities meant that children were
giwen success ofiteria and knew how to do the activity well. The madseling and
sxplanation se=med to help the children as they wers clear about what they were doing.
A= opposed to other children who weare simply told they would be doing a 'maths activity'.
These tasks bensfitted from the teacher giving some further provision.
The diffzerence was visible within the groups wheo had their activity madellzd and
sxplsined and those who were just given an instruction. The benefits of thorcugh
sxplanation wers identifiable as children ware sble to get on with their activities without
hawing to ask the teacher for further direction.
Acoess and challenge

(A= all students able to engage in the lesson? Are all students challenged?)

All children wers able o engaps in the lzsson as they wers all aware they would haws the
opportunity to take part in 2ach task throughout the day and not ‘miss out’ on any tash.
The tasks wers ==t appropriately according to the theme and shill, howvewver they were not
differentiated to the lk2wel of some leamars so it was more of 3 dfficulty for some to
chikdren fo access 3 few of the aciivities. Especislly if these fasks were indepandent tashs
without feacher provision, it resulizd in some children becoming disengaged and off-task
35 they were unsure what to do and how to do it well, However, the camouss] was mostly
successful a5 every child was trying to work wall on each task and the teacher and TA
circulated betwesn sctivities so any chikdren off-task ware re-focused.

Sarne children finished their task to 3 pood standard but thers was no extension 52t on
some t3sks. This led to children becoming disengaged. The camoussl was successful s
it engagad the children initially, howeewver i is questionabls as to what lzvel they could all
access the sctivities appropriataly, becsuse of the lack of differentiation.

Thz end of lzsson task — mental maths whole-tlass challenge was also sppropriately ==t
Thiz use of the particular drumn the teacher used inksd to their exploration of cullurz in
Brazil. The teacher varied this task, with some lowsr numbsers counted and then some
higher numbers, so that all children could be challenged in some way.

S5e5SmEent

Hiow doss the teacher assess student understanding before, during and after the
k=ss0n? How is this used in ther teaching?

Bafore the main part of the lesson, the teacher encouraged the children to engage inan
APE activity where their prior knoviledgs about rainforests was tested. The children were
sncouraged to come up with 3 fact about the rainforest i pairs (think-pair-shars) and the
teacher s=lecied a faw pairs to share what they leamnt in the previous session.

Dwring the aciivities, the teacher and TA rotated betwesn the activities and gave each
chikd some verbal feedbsck. On the group tasks of role-play and art, the children were
giwen feedbsck a5 a group and on the individual tasks of literacy and maths, the children
wers spoken to individuslly. This enabled the children fo know how to improve their work
and they could carmy cut thess modifications as they did the task, which was effective.
Two stars and & wish was also used for peer assessment on some activitiss, where
chikdren benefitted from feedback as they knaw how to improve when doing the nesxt
activity in the camoussal.
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The end of lesson mental maths challenge enabled the whaole class to use their
nmumeracy skills, as they would do throughout the day depending on when it was their turn
to do the numeracy task. This gave the teacher an idea of who knew the answers or were
willing to offer an answer.
Specifics / Critical Incidents
Are there particular telling moments and examples which it would be helpful to discuss?
The critical incident was observed towards the end of the lesson. The teacher was
closing the lesson with a whole-class mental maths activity on the carpet. The teacher
would play a certain number of beats on a drum and the children had to count how many
beats were played. The level of the numbers varied, so there was challenge for the
children. The teacher stated that children would be selected to give their answer if they
had their hand up. This rule was only kept to for a few of the children's answers. The
teacher seemed to not implement the rule any further and accepted and praised answers
from children who had shouted out their answers. It was observed that some of the
children were becoming frustrated by the fact that the teacher was accepting answers
from children who were shouting out, and others who had their hands-up appeared to be
ignored. Some of the children | was observing began to shrug their shoulders, signalling
that this was unfair and became disinterested. The praise encouraged children who were
shouting out. After this activity had finished, the children had stated that the children
‘sitting nicely’ — with their amms crossed smartly, would be dismissed first to lunch. The
teacher turned to her computer and had her back to some children. The rule appeared to
be discarded again and the teacher chose some children to line up first who were
misbehaving. Those children who were adhering to the teacher's rule and 'sitting nicely’
became visibly upset and again frustrated by the fact others misbehaving had been
dismissed. Some of these children started to uncross their arms and fidget.




ECADG6007

Appendix 2

Pfymgail Oy
 Crosil Cea o

Student Number: 1900125

W= | Yr Athrofa

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions [ARC) Model

Dyddiad/Dete: 26,09,/ 32019

Digwyddiad critigol {Ffoowes ) ' Critical incident (focus): Inconsistent rubes implemented by teacher

Prafiad) Cxperience

Teimladaw!

Feslings

dArik wF weh iemladeu pagisdch p
peeflad?

WAt arr woar fealngs repasiing
iF FEEFTIRRCE"

Inttially, the Tirst part of the ncident | found confusing — teacher accepting
anszwers from children who shouted out after clearly ststing the rule ‘no
shouting ouwt'. | found it confusing why the teacher had stated the rule bus
then did not stick to it in practice. | was intrigued as to why the teacher had
naf sfuck ta the rule. Howewer, it was good to see that children were eager
1o giwe their answers. Then, obsenving the children who waited patienthy with
their hands up to be askad, and thoss who shouted cut being rewardsd, it
wims wisibly obwious in the facial expressions and body lsnguaps of the
chikdren waiting patiently that they became seemingly frustrated afier raising
their hands. Sarme children stopped raising their hands to suggest answers,
50 they became hesitant. This was slarming io s=e 55 the lack of
reinforzement affected the children. Sirmilarly, it also encourages chidren to
shout out and break the rules as they leam if they do this, they will b=
rewarded for it The fingl par of the incident — misbshaving children
dismizs=ad befors those adhering to the rule ta “sit nicely’ was again
frustrating to s== the effects this seemed to hawvs on the children
conforming. The ignoring of children's good behavior had detrimental effects
a5 the children appearsd fed up and started fo fidget like the others. The
negative reinforcement thersfors led them to undoing rules they were
adhering ta, in order to b2 rewarded like the other children.

Cafia a Daallyf
Rememiber ang
Understand

Afwch o e s rddar ar
preiiad dwgu o arik s dda?
“Caa you U ihe asaentrof i
iraTrURg Asanrkaane (hal el
kT

M mleemas o T aroyas dEgy oeds'
PR T e

kot wee |be o enir af e
iraTring asanrkaane ibat e
disappoiofiieg?”

& posiive aspect of the Incident was that the children were also engagsd in
the carpet time sctivity 51 the end of the lesson as the critical incident
showeed the children shouting out wene eager to give their answers and
contribute fo the task

In terms of the incident, factors that were disappointing was that the rule thai
was stated was not put info practice consistenthy on two oceasions ('no
shiouting out; ratse your hand', “sit nicely to be dismissed’). it was also
disappaointing that the effects on the chilkdren 2.g. in their facisl expressions
seemingly upset by the misbshavior of other chidren and how they becams
disengaged was not picked up on by the tescher or followed up on. [ was
also disappointing to se= children who were shouting out after being clearly
mstructed not fo, which showed that they were not hawving consideration for
others or allowing other children to contribute their answers.

Gwerthuso a dadansoddi)

Legivate ond arafyse

dArik Maddweh o codad o fofh |
plerinas degu o ooddprgu Affeichin)
vo p chfioxdal?

Wher wili pzu basa fAR mnE fa
Frunre Fifecive feanfiog ond
Fearnieg I b feture 77

drik asg’d schon jr afvo ranesig
Dapnmafy

“Whet war tAR couvae of ibe moe’
ineoriast desmaania Flareai™

I'would also keep the carpet time task st the end of the lesson a5 children
werz engaged and willing fo paricipate 1o an extent (incdent)

| believe the most disappointing element was the children who were being
praiz=d for shouting out their answears, while others were not acknowledged
who were adhaning to rules. | felt the csuse of the most dissppainting
lerment was the inconsistency in nule imglermentation from the t=acher. The
fact that the rules sfated were not kept o, and thersfore children who did not
adhers to rulss were praised, and others wha &id were not acknowledged,
was disappointing as it visibly affected the chikdren and also is reinforcing
the opposite of what rules stand far — to show right and wrong. If nules are
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not kept to then this could therefore create a classroom culture of children
who are either non-conforming, as well as on the other hand children who
are too hesitant to contribute answers in fear that they will not be praised or
recognised.

Casgliadau a chamau
gweithredu/

Conclusions and actions
Beth pw eich abebion pasib) iT
marterioon siomediy a nodwyd?
“Whot ore pour possibie solutions
o the disoppointing isuees
derntiflad 77

Bethr pdpch yn mpnd v wineod
nesaf?
“What will you do next#”

There are several possible solutions to the issues highlighted in the critical
incident. Firstly, a solution to rule inconsistency would be that the teacher
ensures if a rule is stated then this is maintained for all lessons and learning
experiences. Also, this would ensure that praise and rewards are given fairly
and deservingly. Children would then associate a rule with a particular
action and be reinforced correctly and this learning is vital for behavior and
classroom management. It also would eliminate the need to constantly state
rules to children as these will become part of a routine (don't shout out
unless told you can). Also, another solution would be to perhaps use an AFL
strateqgy like lollypop sticks so therefore everyone understands that only the
child (name) that is chosen from the pot should be talking. Also, the children
who became what seemed like frustrated, upset and hesitant, could have a
‘mood box’ where children put their reflections on particular experiences in.
This would be of benefit to the teacher as a way of reflecting on their
practice, as it should be noted that it is not possible to visibly pick up on
each child's change in mood or engagement level/lbehavior.

Mext, | will research classroom management strategies as well as what
things contribute to classroom management in order to further my own
understanding. | will take on board the findings from the research and try to
implement these in the classroom. | will also look at theory that underpins
this incident, for example behaviourism and conditioning and assess how
this has an impact on leaming. | will also look at the impact on well-being
that incidents such as this one can have and the effects of on-going
incidents of this kind for young learners. Along with research, | will try to
implement the suggested solutions to ensure effective learning.

¥ profiad newydd [/ Transfarmed experience
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OBSERVATION / FIELD NOTES

(Questions adapted from Fletcher wood [2016)
Oate: ZRMEEITE

Le=son details: The class observed was a HeceplionYear 1 miged class and the lesson
took place after lunch. Curing the aftemoon peniod of this particular day, the teo mixed
Receplion™ear 1 classes in the school swap, =o therefore the lesson | observed
consisted mainhy of Year 1 children (aps 58). The lesson consisted of an opening on the
carpsi where activities were introducad, then the pupils were split into thres diferentiated
groups to do the activities, and the lesson finished with 3 whole—class carpst fime activity
and plenary.
Llassroom culture
{#re the students focused on lzarming 7]
&5 the lesson took place after the lunchtime break, it was expected that the children may
enter the class a1 different fimes. At the begmning of the le=son, the teacher had put owt
various aciivities so that they were nof sitting and waiting on the canpet for all the children
to come in. This worked exdremsly well 35 the children wers on tazk and enjoying their
activities and were then ready to setile when the ‘carpsat fime' began. The children wers
then all engaged and focused with the infroduction to the lesson that the teacher pave as
wiell as kstening to instruciions.
The classroom environment in which the lesson took place was very positive and the
children appearsd engaged while also enjoying the tasks they wers set. The teacher had
clearly built rapport with the children and their willingness to engape with guestions and
the aciiviies as well as 1o give their opinicns and views showed that they f2i comfortable
in the enviranment
The children were wary aware of the class routines and thess were used effectively. All
children werz awars of the roles of the "Helpwr Heddiw'. The t2acher also employed a
clapping rhythm to get the children's atterdion during carpet time, as well 25 3 class zonpg
that the children responded to which they knew signalled the end of their actreity. The
routines were used =fectively a5 the children associzied these patterns with the fact that
the teacher was about to say something imporant

[ Tbjectives
{lz therz a clear purpose o the lesson? How do the lesson activifizs promiotes that
purpose?)
The use of incidental wadsh as well a= modelled welsh =enience pattems by the teacher
highlighted the purpose of the lzsson from the start. During the opsning ‘canpet time’ the
teacher stated ‘Miss ... dw | and then askad the quesiion to the daszs "What doss this
mean? Thea responses from pupils with their ‘hand=-up’ answersd this comectly as
mezaning My name is ..." in welsh. The teacher then stood wp from her chair and came fo
sit with the children whilst instrecting them to make a cirde. The teachar and all pupils
wierz then =31 in 3 circde on the carpet. when the teacher infroducad the welsh puppets
Flic and Flac with the guestion "what languaps do they help us lzam®, with many
children shouting ouwt WVelsh' which was comrect and accepted by the teacher. Following
this, the fescher dirzcted another question “Who can remeriber from las! wesk what Sut
wiyt il means? and then selected some children to say their answers. Theay all answsred
correcty — "how are you'. The children then one by one halding "Flic” answered to “Sut wyt
i7" and all gave a responses in welsh, with some extenszion in English. There were 3 ot of
different responsas given and were all correct. therefore this canpet trme activity prepared
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the children for the following actvities as they had been given the opporiundy to hear
miany different responses to the same guestion. The teacher then introduced the tasks,
highlighting that each of the three groups (red, blue, green) would be focusing on "Sut vyl
ti' and their responses to this. Therefore, the lesson purposs and objsctive was cleardy
outhined in carpet fime, a5 well 35 a picture referance on the board 1o different fzelings.
The thres activities all promoted this objectve — one group had to create a friend” from
L=qgo blocks and other materials and wers then having to give a verbal responz= ta the
class Té about how their ‘friend’ was fesling in welsh. This responss was recorded on an
ad. Another group wers doing an activity of hot-seating in the role play arsa with
teacher supenvizion. They had to take it in fums to creste a question and answer scenano
using the welsh they know a5 well 55 3 focus on "Sut eyt '

Direcfion

{&re the students clear about what they are doing and how 1o do i well™)

The pupds appeared to be wery clear about wihiat they were doing as the wanm-up
exercise of cincle irme enabled all children to give an answer to the quaston "sut wyt 17
which enabled them o see that this was the focus of their directed sctivities. The teacher
praized and modslled the children's answers which gaws them the recognition that they
wierz domg what was required and doing it well. When children made small mistakes, the
teacher would prompt their answers by helping thern with the structure which reinforced
the comect sentence pattem and also shoveed the children what was expected in the
gotivities to follow. The teacher reformulated questions such as ‘'whai task is red group to
b= wiorking on’ and encouraging children to answer and paint to the area. The teacher
and TA would go around reformulating the instruciions to ensure the children knaw what
they wers doing and encouragsd them 1o exglain their tazk to them.

Access and challenge

{&re all students ablz to engaps in the lesson? Are all students challenged™)

The three welsh tasks were diffsrentiated well so that esch child could 2ngape with their
task. All students were given apportunity to engaps in crclz ime as all had 1o give an
snswier and the carpet time prepaned the children well for their aciivities. Exensions were
prowided for children who had finished their tasks, which meant that chikdren wers on task
&1 all paints of the lesson and wers engsged and challenped appropriztaly.

ASEE55MENt

How doss the teacher assess student undersianding before, during and after the
l=sson? How is this used in ther teaching?

The teacher asses=ad the chidren's understanding by using a ‘hands-up’ approach at the
b=ginning of the lesson, by stating diferent welsh phrases and asking the children what
they meant. As the lesson progressed, the teacher assessed undersianding by using
circle time to introduce acivities. The children wers encouraged fo go around in the circle
and =ach give an answer to the question "Sut vyt 67 in welsh. This gave the teacher an
idea of whao was confident with the guestion and answer patiern.

During the lesson, the teacher lisiznad 1o the hot-seating activity to assess how well the
children had put their welsh pattems info a sequence. The TA also assessed the chidren
wiho created 3 friend” by recording their response to how their fiiend was fe<ling, inthe
miedum of welsh. The tzacher slso obsenved the writizn task and got children to peer
555885, The lesson finished with 3 carpet sctivity whers children explained in pairs what
they had done in their faszk.

aspectiics | Lntcal Incidents

Are there paricular ielling momeants and examples whizh it would be helpful o discuss?
Ini the middle of the lesson, a chid was misbehaving and beng disruptive during the hot-
segting and role play task. The teacher moved the child away from the activiny and the
child was to sit on his own away from the actwities. This child continued o try and distract
others class to whens he was sitting, a5 he had no task to get on with. The child remainad
m this spot umiil the end of the lesson and was then dismissed with the rest of the class
without the issws being addressad.
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Digwyddiad critizod [Fieows)/Critical incident (focus]: Children fighting
Profiad, Expenence
Teimladzw' A child was misbehaving and being disruptive. The teacher mowved the child

Feelings
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prafiza?

“Hhal v poar fineNngs ringovding
ot b

sway from the activity to sit alone. This child continued to try and distract
others. The child remained in this spot for the lesson. Initially, | felt thet the
teacher was right to move the child awsy from those he was disrupting as
thiz eliminated further disrupdion for other children. Howswver, | thowght this
would have been followsad up by the tescher and the effects of this child
sitfing on his own with nothing to do was that the child continued to disrupt
others as he appeared bored and also was not given further instructions of
what to do. It was slarming that this was not followed up and the child was
nizt told why he was sitting alone and the ressons for the punishment | also
felt that it wias not fair fo the child that they were to stay sifting alone for the
lesson with nothing to do as this only encouraged further disruption due fo
boredom snd lack of scoess fo tasks.
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Aspects of the critical incident that was an example of good practice im my
opinion, was that the children were mnitially separated and the child was
removed from & situstion where no lkaming could hawve taken place if the
fighting had continued.

However, elements of the incident that were disappointing was that the child
was not made sware of the ressons why they had been moved awsay from
the other children. Also, it was clear that the strategy employed had not
worked for the child as they continued to disrupt, which may have been
because they were boredhad nothing to do. Also, the child had missed out
on the activities as they were sat away from the other children for the end of
the lesson meaning no leaming had taken place and therefore the child did
nizt benafit from the lesson.
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Im relation to the incident, | feel it was important that the children ware
separgted when the fighting had taken place so that this was put to a stop.
Lfpon refliection, the most disappointing element was that the child's
disruptive behevior was not talked through with the child. so that the child
could have returned to doing & fask. Therefore, the cause of this seemed to
be that thers was no clear behawvior managemseant sirategy in place and no
follows up. Therefore the child left the dassroom uneware of why they had
been moved, not given time to reason or reflect, and also having missed out
on important activities that would have been engaging.
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iCasglizdau 3 chamsu A possible solution fo the lack of behaviour managemsnt strategy would be
gweithredy, for the child to have been given about § minutes fo think sbout what they
Conclusions ang actions had done and the effects of their behaviour. Then, as the incident was not
Eweth e wich peiddan peidd 1 followeed up by the teacher, in future the teacher could then return to the

i sl o nadepd? child and encourage reflection by discussing their behsviowr with them and
e o e et the implications of it This would creste an understanding and swsreness of
el el hiow their behaviour effects them and others. Also, after this has happaned,
) it is important as & solution for the child to be encoursged fo return to & task
;""r::r’::""""“‘“"“"“‘*‘“‘"‘" or try another task, so that they are engaged as boredom and lack of

Wil e i ches sl miotivation cam lzad to disruption.

| will expand my knowledge regarding incidenis such as thess by
researching behavior managament strategies and the uss of appropriste
punishments in the classrcom. | will also leok at the benefits of reinforcing
cizssroom rules and expectations on children's behavior and therefore
leaming. it would be intzresting to look into the use of restorstive practice for
incidents such as these, where are children are given the cpportunity to
reflect an their acfions.

¥ profiad newydd [/ Transformed experience
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[ Questions adapted from Fletcher waood [2016)
Oate: TADEOTE

Lesson detaills: The class observed was a year 112 mied class and the lesson took place
m the moming s=ssion. The lesson consisted of 3n opening on the carpsi, whers there
w=s an APK activity and the tasks for the lesson were infroduced. The children wers spilt
mio three non-diferentiated groups 1o do the actvities. The kesson finished with 3 class
plenary and circle time of “what we have learnt' whare an answer was given by each chid
m the circle and =3y one thing they hawe learmt from the activity. The lesson focus was 3
Beracy carmoussl, with a focus on expanding knowledge about spiders (linking to the
rainforest themaftapic of the class).

Classroom culfure

{#&re the students focused on learming 7]

Az the children came into the classroom, there was a shor documentary playing on the
computer and rmost chikdren seemed to engage with it and sit and watch it Some nesdsd
prormpting to concenirate an i, After the teacher did the register, the t2acher explained
wihiy the video about spiders was playing. This worked well as an introduction as most
children wers focussd and then setiled to begin the lesson on the capet.

The children were aware of the routimes and rules of the classroom. There wene fwo
“serem yrwythnos' (stars of the week] who would start & clapping sequence to signal to
the children that it was time {o seiftle, without the teacher needing to intenene.

The classroom emvironment and spaces were used well — both indoor and cutdoor
k=aming was enjayed by the children. The children seemed engaged in the introduction.
[ Thjectives

{I= there & chear purpose fo the lesson? How do the lesson activities promote that
purpose?)

The video that was playing for the children as they came into the class cleardy promoted
the lesson objective which was to ‘sxpand cur knowledge and undersianding of spiders in
our topic of the Amazon rainforest’. The chjective was also written on the board for
children to s=e, with a piciurs of 3 spider and the four literacy componsnis (picture of an
=ar, mouth, pen and book). This meant the objectives were dearly cutlined and
sccessitke.

The actvities also promoted the objsctive, to use 3 carousel of Beraoy activities to
sxpand spider knowledgs, as tasks had 3 lterscy focus on the topic of spiders in the
rainforest. The first activity was an cutdoor task. The children would po on a 'clue i to
find pieces of 3 story about "Sammy the spider’, to form a story board that they would
complete in class. Another growp did an IT task, where the chikdren would use a softwars
1o gather information about spider adjectves and non-spider adjectives and would have
toinsert thess on and around the web afier researching. The third growp had to cut snd
stick spider facts onto 3 group worksheet and then would do 3 hot-seating challengs in
pairs to guestion and answer each other about diffzrent spider facts. These all promoted
the objectives.

Direchion

{#&re the students clear sbout what they are doing and how 1o do it well?)

The wideo promoted the focus of the lesson and made students aware of what their tasks
woukd involve. The tzacher asked for suppestion hands' in which the children would
supgest different things they wanted io leam about spiders or slready knew about
spiders. This acted as APFE. From this, the teacher explained that the children would each
do an activity to 2xpand their knowledgs about spiders. The TA assisted the childrzn in
the outdoor activity, thersfors this was explained thoroughly by the TA outside before
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thigy did the task. However, the 11 task was sarmaenal madelled by the teacher, but as 1t
was modelled on a small computer scresn, some children could not ses the computer
from the back so was therefore unsure of what they were o do on this task. The teacher
simply modalled soma exarnples and did not explain 35 she was doing it. meaning the
children towards the back were at 3 disadvantage and then had to ask for further help
wihizn on the task. It was not made dear o the children on this tfask what they wers to do.
Due to the teacher working with the hot-seating group, this meant that those who nesded
help on the |T task became disenpaged as they had not had the task explained propsry
to them.
Access and challenge
iArz all students able to engage in the lesson? Ars all students challenpged?)
The activities were not differentiated, thersfore some of the children finished some
sotivities quicker than others, but did not have an extension swslable that they could get
on with. Also, the lack of differentiation mesnt that some children became disengagsd in
some tasks as the level was foo hard for them. Differentiation was 3 key issue heare,
miesning some children could engage in the lesson but most were not challenged
appropriaiety fo their level. Many children were prompted though on the hof-seating fask,
and somewvihat on the IT task so 3 good level of provision kept most children on task.
Assessment
How doss the teacher assess student undersianding before, during and after the
l=sson? How is this used in their teaching?
The teacher used ‘supgestion hands’ for the children o contribute answers before the
gctivities were infroduced to suggest things they knew sbaut spiders, or things they
wanted to find out. This allowed the feacher to ass8s5 the knowledge of the children
During the lesson, the TA gawe the children wverbal f=edback who were comprising their
stary clues fopether to make up the story. This meant that children instsntly knew where
they may have gone wrong and could rectify this there and then. The teacher also rofated
b=teiesn activities 1o give werbal feedback 35 wall 35 mark =ome of the 'cutting and
sticking” workshests that the children were comipleting. This meant that most children
werz assessed during the fask
After the activities were cormpleted, the class took part in 3 whols-class speling activity of
“stepping stones’ where spider related words had to be spelt out letter by letier from a faw
of the children. This linked well io the objsctive.
Tpecifics | Criical Incidents
Are there particular teling moments and ex@amples which it would be helpful to discuss?
The whole class wers sifting on the canpst when the teacher was introducing ane of the
tasks in the literacy carousel. This task was an |CT activity that was io be completad on
the computer. The teacher was using the computer to show the children the actwity they
werz going o be doing and to modsel it for them on the softwars they would be using. |
should b= noted that the computer was small and therefore it was hard 1o s== for the
children near the back of the carpet area. This was near o where | obsenved and | alsa
found it difficult to see from where | was sitfing. A child (child X) said aloud 1 can't see',
which appeared {0 go unnoticed by the teacher. When the t=acher turned around fo look
51 the childran, the teacher could s== some children l2aning up to see the sctivity. Child X
was frying on her knees as was clesrdy trying to look at the cormputer to know how 1o be
succassful in the task. The teacher saw the child on their knees and this did block the
children behind's wiew of the computer and instructs child with the following: “on your
bottom ke | tald you please, concentrate’. However, this was misunderstood by the
teacher as the child was just trying to pet a befter view of the activity, and was mot trying
to distract others. The child was trnying to see the actvity being modslled in order to know
what was needed to be done to be successful.




ECADG6007

Appendix 6

Pesfynged Cyprraui

Student Number: 1900125

%.ql.'umu"f-nql ! T[:: FLt;h ['-F!.fﬂ

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions [ARC) Model

Dyddiad/Dete: 01107 2005

Digwyddiad critigol {Fioows)/ Critical incident [forus]; Child misunderstood by tescher

Prafiady Erxperience

Teimladaw)!

Feplings

dArik wE wed einbadey pagisdh p
P T

WWhat ane voar fealng e regasding
ffiE FREFTiRecE’™

The teacher modelled a task on a small cormgutsr Tor the whole-class. Une
child (child %) ==id 'l can't s== Miss', which was not acknowledged. The
teacher then told off child % for siting an their knees and blocking the
children's view behind. However, the child was seemingly just trying to get a
better wvizw of the task to know what to do and how to be successful.

With regards to the incident, | f=k confused as to whether or not the teacher
had heard child ¥ say that they could not se= the computer. | wss assured
that the tzacher could not have heard the child =3y this, or they would havs
perhaps said to move to the front. It was also frusirating o s2e that some
children wers hawving 1o sit on their knees or try and =it up and block other
children in order fo look &t the task being modelizd on the compuier, 3= this
meant that this way of modalling was not accessible to sl the children which
wizs unfsir. [t was also frustrating that child ¥ had been misundersiood 55
distracfing others, when they had only =3t up fo try and ==& the computer.
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The aspetis of the leaming expensnce that went well was that the mizntion
of rmadelling rmeant that the children wauld have 3 clear dirsction regarding
what was expected of them i the task and would understand the success
criteriz fram the modelling of the activity. Alsao, the whale-class instruction
enabled the teacher to give ons instruction to the chidren instead of having
1o do this for each group and when they would rotate activities throwghout
thie day, they would hopsfully be clzar on what 1o do. Also, the fact that
some children were sitting uz and knesling o fry and se= the computer also
shows their engagement and willingness o succesd in the sctiviny.
Howwewer, wihat was dissppointing was the way child Y was s2emingly
ignored. Whereas if the child had been addressed, the teachser may have
recognised that # was imgossibls o see the compuier propsry from whers
some of the children were sitfing and would have changed the way of
showing the activity. Also, in terms of the way the activity was shown to the
children, the activity was modelled to an exdent. Howewer, the teacher did
not werbalise the steps and the modslling lacked explanation. This meant
that children at the back cowld nof s== the computzr and also were not given
any werbal explanzstion that could have helped them acoess the task This
l=d 1o imglications for the task as the children had to 3=k for further help,
and when the t=acher was with another group, it meant that thes= children
wers off-iask. It was dissppointing to see that the way in which the activity
wias imtroducad to the children, put them at a disadvantage when they fried
1o do the task, a5 they had not b=en given clear dirsction, which meant their
wiork suffered.
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To ensure ehectve t2aching and learming in the future, | would continue the
wihole-clsss canpet time as 3 way of infroducing fasks, a5 it has proven
successful in all observations, as zll children ars given the same levwsl of
mnstruction.
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| think the most disappointing element was that the teacher telling child ¥ to
‘sit down and concentrate’ was a misunderstanding of what the child was
trying to do. The child was frying to look in order to understand the task and
succeed in it. This meant that this child's work suffered when they did the
task, as the modelling had not been s=en by the children or explained very
well, lesving the child off-task and disengaged as they were unsure what to
do. The cause of this was the way in which the activity was modelled as it
was not accessible to all children so they would know what to do in the
activity. Also, the teacher's comiment to child ¥ appesred a
misunderstanding of the child's motive, leaving the child visibly upset by
being told off for trying fo understand the activity. It was the unaceessible
micdelling om the computer that led to some children needing to go on their
knees to try and get a closer look at the task the teacher was showing. This
then led to the teacher's comment to the child and to the child being
dizengaged as they were unsure of what to do or how to do it well.
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A solution to the issue of modelling would be to try and make it more
accessible for gll the children. If the task i=s going to be modelled on the
carpet with all the children together, then perhaps the large interactive
whiteboard could have been used. In this way, all children would have had a
clear view and could clearly access the introduction to the task. Also, when
micdelling a task, a teacher should give & full explanation a5 & task is being
shown and modelled, so that the children can have a verbal instroction of
what steps they need to do in order to be successful, instead of just
watching the screen.

Another solution would be to encourage children fo reason &= to why they
are doing something. For example, if the teacher had said fo child ¥
something like 'why are you sitting on your knees | .." then the child could
have besn given an opportunity to woice that they could not ses the task.
without their reason being unnoticed as it was at the start. In this way, the
teacher could then see that this is perhaps unacoessible for some children
and the way the task is explained needs to be refined and improved.
Moving forward, | will look at different ways in which teachers can introduce
tasks to children. Whether as & whole-class approach or in small groups,
this would be interesting to compars what tasks may be appropriats to
explain in each group format. | will also look st the benefits of modelling and
how it could be implemented successfully in order to outline success criteria
and make children clesr about their learning. 1§ would also be interesting to
look at children’s reasoning, alongside teacher's guestioning, to determine
the effectivenass of invalving children and inviting their opinions to be
shared.

¥ profiad newydd | Tronsformed experience
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Lesson detalls: The class ooserved was a ¥ ear 273 class and the lesson took placs inthe
first =2=sion of the afiernoan. The lesson was structured with a "carpet tme’ opsning
wihere thers was APK and an infreduction of activities. It was a welsh lesson focusing on
the patizm of the week "dw i'n hofil and "dw | ddim yn hoffi’. The pupils wers split indo
thres differentiated groups for the main activities and finished with a plenary (say
something they likeddan't like in welsh in order to line wp for break time]. 1§ was 3 walsh
lzsson.

Classroom culfure

{#re the students focused on leaming?) The lesson fook place after lunchiime, so the
children came in at different tirmes. The teacher had a welsh song playing on the
computer which included various objects in welsh that you can eat or use. This
mircduction warked well as it engagsd the children. The children vers also very awsre of
the clsssroom routines — ta sit on the canpet straight away when they come info & lesson
It was clear to see that the chikdren enjoyed the song and therefore whan the t=scher
b=gan to infrodwce the fasks, the chidren were focused and slready had an idea about
thie lesson foous.

UHpjectives

{l= ther= a clear purpose to the lesson? How do the lesson activities promots that
purposa?)

The introdwctony song that was playing as the children came in instanthy highlighied the
l=sson objectes and purpose. The focus on the pattern of the week — Cw i'n hoffi and dw
id dim yn hoffi | Bke and | don't like) in welsh. Children could see the images and hear
the welsh words for them in the song. There was also & significant use of incdental
wielsh.

The teacher rerminded the children of the ‘phraszz of the week' and infreduced what it
meant. The teacher tested their knowledge of welsh nouns and adjeciives. The teacher
used & hands-up approach for this. This showed 3 clear purpose to the kesson and meant
the children were familisr with the patiem bafore doing their actvities. The teacher
thersfore verbalised the objecive 'to use the pattern dw i'n hoffi a dw id dim yn hoffi.
The intreduction had prepansd the children well for the sctivities. The children had heard
many answers meaning they were then familiar with the patterm and some nouns and
adjeciives. Ones groug was 3 pared activity. The pairs wers given rmany different tems to
ioak &t From this, they wauld decide which iterms they did like and which items they did
nat like {food, drink and hobbies). They then compossd 3 welsh script from this, by
mireducing themsehees and saying what Bems they Bed and did not ik, This meant 5
question and answer sequence could develop inwelsh. The gairs then warked with ather
pairs o make a tally chart of what items each pair liked and disliked. Another group had a
stary board activity to compleie. There wers three spacss for what fems they iked and
thres spaces far Bems they did not like. The children were to draw 3 picture of the dem
and wirite 3 sentence undemsath in welsh. The third group completed an IT task, wherea
they sorted pictures on an anline software which matched the item to the welsh word.
They would then try and say these sloud. The stony beard and tally chat both had the
lesson objectve at the fop of the sheet, as well as the success oritena.
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Lirection

{#&re the students clear about what they are doing and how to do it well?)

The infreduction intreduced the lesson well and made students aware of what they were
1o do. The vanous use of examples, from the song, to the class activity where many
children contribuied an answer, enabled the children to hear many responses following
the welsh pattern which made the objective clear. The activities were well introduced,
The teacher medelled a question and answer sequence for ons group and explained the
tally chari. For anocther group, one part of a story bosrd was medelled. Also, for the [T
task, the software was shown to them about how to use it successfully. This lews! of
explanation mesnt that all children were clear sbout what they wers doing in their
activities and the modelled served as a success criteria for the children.

Access and challenge

(Are zll sfudents able to engage in the leszon? Are all students challznged?)

The activities were effectively differentisted for the children's welsh level. Therz was also
sxtansions set for each task, 5o not pust the higher lzvel task would havs the opportunity
o progress further. This made sure each child rermained engaged and on-fask This
mieani that most children were engaged for the full lesson, or were then prompted if they
became unsure of something. The children worked well in the groups they wers put in.
The oracy and tally chart task had an extension whare the children were encouragsd o
ask ‘why' thair pariner did or did not ke a carian item or hobby. This exdended their
kncwilzdge further by being skle fo combine phrazes and use ‘achos’ [because).
Hssessment

How doss the teacher assess student understanding before, during and after the
==sonT How is this used in their teaching? Before the lzsson activities were introducad,
thers was an AP exercise whers the t=acher could see what children were aware of in
terms of the welsh paterns and ferminobogy.

Dwring the activities in the lzsson, the tzacher worked with one growp and the TA with
another. The teacher also went to observe the paired oracy task and give verbal
feedback so the children knew howe they could improwe their work, This was effeciive as
they could improwve this as they continusd with the activity. The children who did work on
worksheets also used traffic ights fo self-assess, therefore the teacher and TA had an
idea about how the children had felt the activity had gons for tham.

The end of lesson task served az a plenary to summarize what the children had been
k=aming. The teacher read the children 3 welsh story which focused on 3 certain
character who liked certain things and did not like other things.

The children, before leaving the classroom, had fo give the ‘de Tn hofi' or "dw | ddim yn
hoffi' pattern with an object and for some an object and reason why, They had o do this
m order to line up and be dismissed. This was an effective assessment strategy that the
teacher used fo =ee their level of understanding and what they had leami in the lesson.
specttics | Lntcal Incidants

Are there paricular felling moments and examples which it would be helpful fo discuss®
Duning the APK =ession @t the star of the lesson, the feacher assessed the children's
kncwilzdge of welsh nowns and adjsctives to familiarize the children with the terminclogy
thiesy weould need to be using in their activities. This was a whaole-class activity on the
carpst. The teacher used a hands-up aporoach for this and this was dearly stated. The
children began the activity by giving their idzas of nouns and adjectives they could
rernemiber, by raising their hand and not shouting out. The teacher would then chooss
children fo give an answer. However, some children began to shout out their answers
and nat raise their hand. The teacher intervensd by saying to a child who shouted their
answer out, Thank you for your answer, but | am going to ask (Child Z} for their answer
a5 they are waiting patiently to answer with their hand-up. Well dons (Child Z)'. This
showed that the teacher modelied the good behaviowr in one child to teach the others the
rule, without simply sisting 'no shouting ouf’. This appesred fo prove successful as not
much shouting out occumred after this.

gq rivssaome | Yr Athrofa
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The incident ccourred inthe canpet acinity where children began to shout
answers out, 3fter being instructed not 1o dao this and to raise their hand. The
teacher modell=d the good behaviour in one child to teach the others, by
saying they wauld be picking the chid with their hand wp to give their
an=wer. | f=l that owerall this was an effective sirategy to irmplement rules
without just having to state the rule again of ‘'na showting out’. This was also
5 useful lzaming experiencs for the children as they sesmed to then model
thie behaviour of their peer by not shouting out a5 they were before. This
had 3 positive effect in the classroom 3= most children respondad well to the
micdslling and therefore did not continue fo shaut owt. This was efective in
practice and sesmed to influsncs the ather children's behawiour in 3 positive
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The majorty of the incident went wel and was 3 postive lesming
expenence for all the children. The teacher modelling the good behsviowr in
ome child as an example for the rest of the class enabled them to se=
direcily the teacher's behaviour sxpectatons. Modelling in this way also
mieznt that the teacher did not have to kesp just repeating the rule, as
modalling Child Z's behaviour provided a concrate example for the children
to understand and reflact an haw they should be behaving. Another good
aspect of this incadent was that the teacher did not dismiss the children whiz
showied out their answer. By thanking them for their answers (and then
saying that the answer from Child £ with their hand-up will also be sccepted)
meant that the teacher was showing an acknowledgement for their
contribution. it was slso evident that the teacher had made the task
engapging a5 =wen those children who were shouting out, were clearly eager
1o give their answers. This promotes & positive leaming enviranment
conducive to leaming, 25 all children s==med to be confident in contribuding
thigir Snswers.

Cne element that was disapoainting in the incident was that the APK activity
was imtended to assess the children's knowledge of welsh nouns and
adjectives, so that the tescher would be aware of whers they were before
doing the task. Howewver, the teacher only choss a few children to give
answers and these ssamed o be the same children, all sitting cose ta the
teacher. This meant that not everyone wias given an egual turn to answer
and nat rany answers wers given. I they wers, § ssemed 1o be from the
same fzw children.
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To ensure efectws teaching and learming in the future, | would continus the
use madelling to show desirable behaviour to ather children not adhering o
rules, without the nesd for the teacher to simply re-state rules. This would
kel hawe mors of an effect as the teacher is showing the children haow ta
b=hawe and sbide by the rules, in using 3 concrets example of anather
child's behaviowr that they can absenve clearly. This is an exarmple of good
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praciice as it positively affected other children's leaming, as the childran
who had begun shouting cut did not continue fo do this.

| weould also continue the encouragement of all those whao are trying to
contribute an answer by making children awsare that their answers have
been acknowledged by the teacher. However, what is important is that these
are accompanied with a re-direction to the behaviour nule.

Tha most disappointing elemeant was that only a faw children wera selected
to give their answers, and thess seemed to be the same few children. The
cause of this was therefore the teacher's way of selecting the childran to
give their answers.
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A possible solution to the problem of the teacher only seeming to choose a
select few children, would be fo use 8 no hands-up approach and use
lollypop sticks. Each child's name is written on a lollypop stick and put info =
pot, and whatever name is pulled out is selected to answer. This slso
aliminates the problem of some children who are not contributing with their
hands up, as everyone is prepared to give an answer as the lollypop sticks
are completely random.

Moving forseard, | will investigate further some Assessment For Laaming
strategies that could be implemented in a similar way to the approach taken
in this lz2sson. It is important to use a vansty of sirategies to bring in
variation for children. | will also look into the effects of modelling behawviour
in other children, to s2= how effective this has been in other l2aming
contexts.
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