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Introduction
In the environment of a classroom, a critical incident can be recognised as an event of which can be analysed in terms of significance, impact and reflection. As highlighted by David Tripp (2011, p. 24), these events cannot always be identified as having had a “dramatic or obvious” impact. Instead, a critical incident in the context of a teaching environment is often presented in a much more underemphasised situation. It is what we, as the observers, can analyse below-the-surface of the decisions being implemented by the teacher that highlights the situation as having significance. An evaluation of such occurrence can additionally benefit a learning teacher in terms of visualising what theories and approaches are being illustrated by the established teacher and thus, what can be implemented in terms of their own practices – otherwise known as ‘reflective practice’. Whereas the majority of critical incident studies have previously focused on the significance of verbal communication, this evaluation will be exploring what can be argued as a research-neglected aspect of teaching – nonverbal communication. Nonverbal communication, in terms of this critical evaluation, can be recognised as the teachers use of silence and gestures in the classroom. I will specifically be exploring the positive impact of the various uses of these silences and gestures as exemplified by the teacher. This critical evaluation will thus be examining the conscious decisions made by the established teacher in terms of how they implement moments of nonverbal communication as a way to further enhance the process of learning.

Observation
For this case study, I was required to observe three lessons at a school that I will subsequently be referring to as ‘School X’. I will be referring to the school as such in order to respect participant’s right to anonymity as is presented by the BERA guidelines (2018). It was during the first lesson of the day at School X of which the critical incident that I will be analysing and reflecting upon took place. In this lesson, a year thirteen Geology class of a high ability were exploring the geological principle of Walther’s Law. As the critical incident took place in a classroom of students that were studying for a subject that they had specifically chosen for A-Levels, it could be suggested that their initial interest in the subject paired with the potentiality of the topic arising in their examinations could have had an impact on the pupil’s levels of ability and engagement. The high level of pupil participation demonstrated in this class could also be suggested as being further impacted by socio-economic factors. This idea that socio-economic factors have an impact on student engagement has often been examined in existing research (Sirin, 2005) and can subsequently be recognised as being positively exemplified in School X. The affluence of the area, for example, has resulted in the percentage of pupils that are eligible for free school meals and pupils that have special educational needs being exceptionally lower than that of the national average of sixteen per cent for secondary schools in Wales ([Anonymised Agency], 2018). 

Methodology
As highlighted by Estyn (2014, p.3), “classroom observation provides school leaders with first-hand evidence about the quality of teaching and learning”. The significance of observation methods can thus be recognised in terms of allowing experienced and training teachers an opportunity to reflect upon the quality of their own practice (See Appendices). The types of methodologies used in order to achieve critical self-reflection has, however, varied amongst researchers. Take for instance, Stephen Brookfield’s (1998) Critical Incident Questionnaire (CIQ) approach. 
Brookfield’s method (1998) consisted of gathering feedback responses from his own students in order to provide insight to their levels of engagement. Although successful in its methodology, Brookfield’s approach may not have had the same result within this particular case study. As this critical incident was observed over the span of one day, developing a secure relationship similar to the one Brookfield would have had with his students would have been unattainable in this instance. Thus, the CIQ method may not have been as beneficial as it would not be focusing on receiving feedback from students that have been personally taught by myself. Therefore, in contrast to Brookfield’s approach, this case study follows a structured non-participant approach. 
Existing research argues that the type of learning environment additionally has a significant impact on the type of observation conducted by the researcher (Cohen et al., 2007). As my case study focuses on capturing teaching approaches in a natural setting, being a participant in the observation for one lesson may have had an impact on the authenticity expressed by the teacher and students. In other words, having an unfamiliar individual participating in the class for one lesson may have had an impact on the way the students and teacher behaved; hence why a non-participant approach was better suited. This is further supported by the structured approach of the observation, of which allowed me to adopt “a passive, non-intrusive role” (Cohen et al., 2007, p. 398).
	Conducting this research through a structured non-participant case study is furthered by my focus on teaching in a natural setting. It’s been argued that a case study “provides a unique example of real people in real situations” (Cohen et al., 2007, p. 253). Thus, case studies are able to provide observers with a new and irreproducible experience in which can be linked to existing research and theories. There are, however, disadvantages involving a case study approach to methodology. For instance, it could be suggested that case studies are perceived as a potential source of observer bias. Existing research implies that observer bias can occur as a result of the researcher’s interpretation of a situation (Shaughnessy et al., 2012). To overcome this issue, it could be argued that simply being aware of observer bias may aid in controlling its presence. Being unaware of what specific critical incidents I was to be exposed to could also be suggested as having reduced any preconceptions I could have potentially had to a particular incident.
	With these factors in mind, my evaluation will be following David Tripp’s (2011) diagnostic teaching cycle as an observation model. Tripp’s methodology allows for a critical incident to be observed, described, analysed and then evaluated in terms of self-reflection. His observation model achieves this by moving from the description of a critical incident to the meaning of one. By asking reflective and critical questions, an observer can analyse a critical incident in a way that can enhance their own practice. Tripp (2011, p. 32) additionally places emphasis on critical incident observations being “detailed and systematic” – factors that are completely attainable through a structured non-participant observation. 

The Four Purposes
Following the request of the Welsh Government, Professor Donaldson (2015) reflected upon the current curriculum in Wales and proposed a more updated and holistic approach to education. The new curriculum focused on four key purposes that centred on offering students the best education that will equip them with the ability to attain a successful future beyond their schools years (Donaldson, 2015). During my observation, it was evident that these purposes were being implemented within the approaches taken by the teacher in this particular critical incident (See Appendix 1 for further details).
These purposes can specifically be identified in the teachers use of nonverbal communication. For example, the teacher appeared to be enhancing the frequency of pupil discussion and collaboration by implementing instances of silences or nonverbal communication. In one instance, a student had answered a question from the teacher but had not got the answer quite right. As a result of this, the teacher chose to respond with complete silence. He gestured his hand in a way to suggest that the answer was close but still incorrect and consequently, this encouraged the student to re-define her original answer. However, rather than moving to the next topic, the teacher responded to the student with a one-worded question – ‘why?’ Despite not being provided with a great amount of verbal communication, this simple question further prompted the student to enhance her response. As a result of the teachers’ use of silence in the classroom, this particular student actually ended up displaying a greater amount of communication than she initially would have. 
At one moment, it became evident that the teachers’ constant use of silence after a student providing an answer to a question actually became a humours incident. The students were not only enjoying being challenged, but they sought to be challenged as well. They were becoming - as presented as one of Donaldson’s (2015, p. 21) four purposes - “ambitious, capable learners”. As a higher ability year thirteen class, the students could be argued as already holding themselves to a high standard, however, this is further enhanced by the teachers encouragement to be constantly refining their oracy skills.
This use of teacher silence to initiate further discussion between pupils could additionally be identified during a period where a student was clearly experiencing great difficulty working through one of the set tasks. Rather than intervening, the teacher simply observed the conversation the pupil was having with another peer. By refraining to intervene in the discussion, the more knowledgable student was able to work collaboratively with the student experiencing difficulty with the task. The teachers approach to enhancing student discussion here allowed for students to collaboratively “face and overcome challenge” (Donaldson, 2015, p. 31).
This approach could be argued, however, as only being successful with a class of “confident individuals” (Donaldson, 2015, p. 31). Implementing instances of silence in a classroom of quiet and unconfident students may not be as effective and rather, could potentially cause a level of intimidation that encourages students to adversely not want to participate at all. Students may not also feel confident enough to participate in group discussion if they felt they would be reprimanded for talking in class. Thus, it is evident that there was a level of trust and security shared between the teacher and students in this critical incident. Forming positive relationships between the teacher and the students was evidently crucial in developing individuals that were confident enough to offer their participation. Visualising how these two purposes, in addition to the other ones proposed by Donaldson (2015), are approached in a classroom setting was incredibly beneficial in terms of being able to reflect upon how I can implement these purposes within my own teaching practice. 

Literature Review
In relation to the positive impacts of teacher silence and nonverbal communication in the classroom, this literature review will specifically be focusing on correlating theories and research that explore the following areas – social constructivism, constructivism and wellbeing. 
	Richard Prawat (2009, p. 255) summarises social constructivism as the “process of co-construction”. It places emphasises on the construction of knowledge as a result of social interaction and collaboration. Lev Vygotsky’s approach to learning, in particular, can be recognised as a form of social constructivism. One aspect of Vygotksy’s theory (1978) involves the idea of a more-knowledge-other (MKO). The basis behind an MKO assumes that the learning of an individual can be accelerated when they are actively engaged with an other that attains higher knowledge than they do themselves (Vygotsky, 1978). Thus, from a Vygotskian perspective, collaboration between peers in a classroom – especially involving a pupil with a higher degree of knowledge – serves a key role in the learning process. Vygotsky furthers this notion of the MKO by linking it to the Zone of Proximal Development (ZPD). The ZPD can be identified as the distance between what a learner is capable of achieving as an individual and what they are capable of achieving “in collaboration with more capable peers” (Vygotsky, 1978, p. 86). It refers to the ‘zone’ where an individual is not yet able to attain the necessary skills without the guidance of an MKO.                             
In terms of a classroom environment, it could be suggested that the ZPD is reached under the guidance of either the teacher or another pupil – both of which have the potential of acquiring the role of an MKO. As Vygotsky’s theory additionally places emphasis on the process of collaboration in terms of acquiring knowledge, it could potentially be further argued that a pupil would receive greater benefits from an MKO that took the role of a peer - rather than the role of a teacher. In contrast to a student-to-teacher interaction, navigating a solution to a problem under the guidance of another pupil may allow for more interactional opportunities. For example, incidences involving questioning and discussion may occur more frequently between two individuals on the same authoritative level than it would if there was a presence of a hierarchy. Recent studies argue that student-to-teacher questioning has especially decreased over the last decade as a direct result of authoritarian anxiety (Cooper et al., 2018). If anxiety is more prevalent in the presence of an authorial figure now than it ever has been previously, it could be argued that social interaction between students should be encouraged that much more. Although further research would need to be conducted, it opens the discussion as to whether pupils are more active in their learning when interacting with another student compared to when they are interacting with a teacher. Thus, a Vygotskian perspective of social constructivism could be argued as being an especially significant approach to enhancing pupil learning in a modern-day classroom.
	Whereas Vygotsky’s theories highlight ideas of an accelerated learning experience based on social interaction and guidance, there are other theories that oppose the social constructivism approach as the primary concept of cognitive development. Sharan Merriam and Rosemary Caffarella (1999, p. 260) identify learning as “a process of constructing meaning” – otherwise recognised as constructivism. It moves away from Vygotsky’s concepts of collaboration and focuses solely on the learners inbuilt faculty to process knowledge. Jean Piaget’s theories, in particular, accord with this constructivist stance. 
Piaget (1936) proposed the idea that, rather than social interaction, a child’s development is primarily driven by their innate capacity to build on new experiences. This theory introduces the idea of a schema – “a cohesive, repeatable action sequence possessing component actions that are tightly interconnected” (Piaget and Cook, 1952, p. 7). Piaget illustrates a schema as a process that involves the ability to build on previous knowledge that the learner already inhibits. Although Piaget’s theories were not explicitly linked to an educational setting, they can still be applied in order to further analyse a students’ potential process of learning. In terms of a classroom, it implies that - without previous knowledge of a particular piece of information - learners are not be able to grasp any further mental representation of what that information means. Learners would not be able to apply Walther’s Law to real-life situations, for instance, without the prior knowledge of what Walther’s Law is.  
Piaget’s theory (1936) additionally focuses on the idea that children develop in stages when they are ready, rather than being accelerated by an MKO for instance. These four stages include sensorimotor, preoperational, concrete operational and formal operational (Piaget, 1936). As learning in adolescents is the primary focus of this literature review, this section will specifically be examining Piaget’s formal operational stage; of which highlights the development from adolescence in to adulthood. The formal operational stage can be recognised as “the organization of new operations performed on the propositions themselves” (Inhelder and Piaget, 1955, p. 349). It implies that individuals in the formal operational stage are able to construct abstract ideas without the dependence of concrete concepts. However, as was previously acknowledged (also see Appendix 1), students are not always able to grasp the same abstract concepts at the exact same time as their peers. This could perhaps be argued as being the result of individual differentiation. Students, particularly adolescents, encounter a number of different experiences within their learning environment. One modern example that has been previously demonstrated is that adolescents particularly vary in their levels of anxiety (Cooper et al., 2018). Although this literature review is not arguing that anxiety alone contributes to an individuals learning experience, it is proposing that there are a number of factors that contribute to a students ability to process knowledge at a particular stage. Thus, it could be argued that Piaget’s stages may not always accurately apply across all students of the same age as they all differ in terms of their learning experiences. However, a Piagetian perspective of learning does highlight the significance of pupils building on their knowledge of previously stored information.
The preceding learning theories could be argued as only being attainable when in the presence of a classroom that positively focuses on health and wellbeing. For instance, pupils would not perhaps have the confidence to even engage with an MKO had they not built a secure relationship with the teacher that allowed for them to actively participate in classroom discussion. In correlation to allowing students to talk amongst themselves in a classroom, Dolly Young (1991, p. 428) states that teachers “who feel that they cannot have students working in pairs […] may be contributing to learner language anxiety”. The prevalence of anxiety in a modern-day classroom has previously been considered in relation to student achievement (Cooper et al., 2018). It could be suggested that not allowing students to engage with each other out of fear of creating a potentially ‘chaotic’ classroom may result in students gaining a fear of speaking entirely. To decrease anxiety related to speaking in class, Young (1991, p. 431) suggests that “instructors need to be sensitized to their new role as language teachers in a learner-centred language environment”. Young’s beliefs could be suggested as coinciding with Vygotsky’s socio-constructivism approach to learning. Both highlight social-interaction as one of the most effective approaches to enhancing pupil learning and additionally place an emphasis on the importance of a learner-centred classroom.
A more recent study, however, observed a school in China under the belief that “the higher the grade, the less talkative the students” (Tang et al., 2020, p. 1-2). In contrast to Vygotksy and Young’s theories involving a learner-centred environment, this particular school suggested that learning was further enhanced when students did not participate in classroom discussions. Previous studies have illustrated that there are benefits to this type of teacher-centred approach; in which the students take a more passive role in the process of their learning (Fletcher, 2005). Despite this, this particular study highlighted that the students silence did not in fact indicate a higher learning capability but, instead a greater sense of pressure (Tang et al., 2020). In what was perceived as positive behavioural management was, in truth, a negative indication of students wellbeing. The classroom became an environment where students were afraid to speak and as a result, this was falsely interpreted as a well-behaved, high-achieving class. It can, therefore, be argued that an active approach to learning – similar to that of Vygotsky and Young’s theories – is more effective than that of a passive approach.

Reflection, Evaluation and Next Steps
Through an analysation of this critical incident, my own practice can be further enhanced by taking in to consideration the approaches implemented by the established teacher. The observations made within this case study has allowed for me to consider the strategies I would incorporate within my own teaching in addition to the reasons as to why. To illustrate my reasons for implementing the techniques that have been observed, I will subsequently be referring to Stephen Brookfield’s (1998) critical reflection model of the four lenses.
	Brookfield (1998, p. 197) proposed that “to become critically reflective, we need to find some lenses that reflect back to us”. The first of these lenses concerns the teachers’ own experience as a student. It can be argued that teachers take in to account their own treatment as a student within their own practices. For instance, Brookfield (1998) highlights that teachers are less likely to underestimate students if they feel they had been underestimated themselves as a pupil. In terms of my own practice, I may have a greater understanding of quieter students having been a quieter individual at school myself. Having reflected on the critical incident through this autobiographical lens, this could have had an impact on why I would choose to follow the teachers’ approach of allowing students to openly participate in discussions with their peers. By creating an environment in which students “have the confidence to participate in class” (Donaldson, 2015, p. 31), I may be inherently creating an environment that I would have desired when I was a student. 
	It could, however, be argued that a disadvantage to viewing your teaching practice through an autobiographical lens is that we could develop “preferences that seem instinctual” (Brookfield, 1998, p. 198). For instance, teachers may develop a stronger relationship with a group of students that they feel they can personally connect with. With this in mind, I would want to ensure that my practice does not neglect those that I find difficulty connecting with on a personal level. I would want to ensure that the environment I create does not only feel safe for students of a quieter nature but also for those who express themselves in a louder manner.
	To achieve this, I must take into consideration Brookfield’s (1998) second lens – the learner themselves. The difficulty of this, especially with students of an older age group (See Appendix 1 and 2), can be identified as “the fact that they are understandably reluctant to be honest with us” (Brookfield, 2015, p. 199). However, as was exemplified by the particular teacher in this case study, developing a secure relationship with your students will allow for your class to “form positive relationships based on trust” (Donaldson, 2015, p. 31). By ensuring that I have built a positive and secure relationship with all my students, I can ensure that I have created an environment in which every individual student is confident enough to take an active role in their learning.
	By analysing and reflecting upon this critical incident through an autobiographical lens and through the learners’ lens, it is evident that these ideas correlate with Donaldson’s (2015, p. 31) purpose of creating “healthy, confident individuals”. However, by examining the critical incident through Brookfield’s (1998) third lens of our colleagues’ eyes, the purpose of creating “enterprising, creative contributors” (Donaldson, 2015, p. 31) can also be recognised. Our colleagues can be incredibly significant in our own reflection and in this particular incident, I was able to use the teachers’ approaches to critically reflect upon my own practice. By observing another teacher, I was able to identify that I would want to use his technique of nonverbal communication to further encourage a pupil to give a more developed response when being questioned (See Appendix 1). By implementing this technique from another teacher within my practice, I can ensure that my own students are able to “think creatively to reframe and solve problems” (Donaldson, 2015, p. 31). Viewing my practice through a colleagues’ eyes is a reflective technique that I can additionally use throughout my teaching career in terms of observation. By observing or by being observed by a fellow colleague, it allows for a collaborative experience to further enhance both our teaching practices.
	This concept of collaboration links with the previously discussed ideas of Vygotsky (1978) and can further be related to Brookfield’s (1998) fourth lens – theory. By viewing the critical incident through a theoretical lens, I was able to connect the approaches taken by the established teacher to “a wider perspective” (Brookfield, 1998, p. 204). I was able to understand that, by refraining to interrupt student discussion (See Appendix 1), the teacher could be argued as inhibiting a social-constructivist stance to teaching. By reflecting upon this through a theoretical lens, I can implement theories of social-constructivism within my own teaching to ensure that I am creating individuals “who are able to lead and play different roles in a team” (Donaldson, 2015, p. 31). Thus, through the use of Brookfield’s (1998) critically reflective model of the four lenses, I was able to analyse the critical incident in a way that would allow me to further enhance my own teaching practice. 

Conclusion
Upon analysing and reflecting upon this particular critical incident, one of the pedagogical approaches I will be implementing within my own practice concerns the idea of social-constructivism. As was exemplified by the established teacher, a social-constructivist stance allows for students to work through problems to collaboratively find a solution. Collaboration is highlighted as “enabling effective pedagogy to spread” (Welsh Government, 2019, p. 16). By incorporating collaboration within my teaching, it additionally allows for students to further deepen their own knowledge on a topic. One of the five professional standards highlights leadership as one of the key components to effective teaching practice (Welsh Government, 2019). The teachers’ approach to leadership in this critical incident places them firmly in the role of a guide. The effectiveness of this approach is evidently exemplified (See Appendix A) and thus, is an approach I will be aiming to implement within my own teaching practice. I will be further ensuring that this level of knowledge is able to be attained by students through presenting topics in an innovate and creatively challenging manner. Developing a secure relationship with my students, similar to the one presented in this case study, will be vital to ensure that I know how to present information in a way that will connect with them.
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Appendices 
Appendix A:
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
· 24/09/2020
· 9:15 – 11:15
· Year 13


	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).

· Lesson takes place indoors.
· Takes place in a Geology class.
· The lesson is focused on Walthers Law.
· The lesson is presented through a short powerpoint and through two task resources.
· The group is of a high ability.
· Has a small number of pupils.
· Students are sat in rows.
· The group is preparing for their A-Level examinations.



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· Very relaxed and independent: Students talk openly to teacher without feeling the need to put their hand up.
· Confident: Students openly engage with work and take part in classroom discussion.
· Focused: Students ask questions directly relating to their A-Levels. The teacher stays at the front of the classroom to answer these questions (However, this could be due to Covid-19 regulations).




	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?

· There is a clear purpose to the lesson.
· Walther’s Law is presented on the board as soon as pupils enter.
· It is referred to throughout the lesson in terms of application to real life situations.
· The teacher notes the significance of this Geological principle in terms of the potentiality of it arising in their examinations.
· The resources handed to pupils highlight how Walter’s Law can be applied to real life situations. 







	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)? 

· The teacher allocates time on each PowerPoint slide for students to take notes. They actively take part in note-taking; illustrating their engagement.
· The teacher relates the subject to student interest – mentions how the Geological principle can be related to a Tesla car model.
· The teacher allows for students to collaboratively work through an issue. Rather than intervening immediately, the teacher observes how the students work together to engage in the material given to them.
· The teacher asks the questions relating to the task resources but also puts the questions on the sheets themselves so that students are able to consistently refer back to them.




	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


· The handouts are accessible to all students. One individual in the class is blind and the teacher provides a braille version of the resources for the student to access. 
· When students struggle with an answer. Teacher recaps prior knowledge (e.g: “We did this last week.” Students are then able to build on their previous knowledge and answer the question. Highlights their engagement across all lessons.
· Students who become unengaged do not get reprimanded but instead, are challenged and called upon to answer a question – this reinstigates their engagement instantly.
· Students are confident enough to say they are unsure. 




	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)?

· Prior knowledge is assessed at the beginning of the lesson. Teacher connects this geological principle to an aspect of a previous lesson.
· Teacher asks at the beginning if students know what Walthers Law is. They are praised for not knowing. 
· Throughout the lesson, the teacher asks reasurring questions such as “all happy?” and “anyone confused?” to ensure students development of knowledge.
· At the end, the teacher assesses whether they are now aware of what the principle is. The students now have great understanding of Walthers Law.




	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?


· The frequency of discussion occured more frequently amongst the pupils than the teacher.
· After lesson, the teacher stated that they chose to be more silent in the classroom to allow for students to engage in the topic independently.
· The teacher acts as a guide.
· Allows for pupils to collaboratively work through solutions, rather than intervening. 
· Allowing students to talk so openly in class is a strategy I will carry through within my own practice as I believe it allows for students to become more confident and independent. 






CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	


The critical incident took place during the first lesson of the day between 9:15-11:15 on the 28th of September, 2020. The group of students were of a high ability Year 13 Geology class. In preperation for their A-Level examinations, the teacher was preparing them for the potentiality of Walthers Law – a geological principle – coming up in their examinations.





	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
During the lesson, it became evident that levels of communication occured more frequently between the students than it did the teacher. The teacher, after the lesson, stated that they chose to do this in order to create more independent, confident and collaborative individuals.
It is apparant that this teacher pedagogical approach is highly focused on Donaldson’s (2015) four purposes. The teachers’ practice emphasises the importance of student communication and independence and as a result, the teacher acts as a guide throughout the lesson.
Within my own practice, I will be aiming to create an environment in which pupils have the confidence to apply this level of independence within the classroom.






Appendix B:
[bookmark: _Hlk54594053]OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

· This observation takes place in the same classroom as is presented in Appendix A. As a result, aspects of the observation are similar. However, the critical incident observed is of a seperate situation.

· 24/09/2020
· 9:15 – 11:15
· Year 13


	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).

· Lesson takes place indoors.
· Takes place in a Geology class.
· The lesson is focused on Walthers Law.
· The lesson is presented through a short powerpoint and through two task resources.
· The group is of a high ability.
· Has a small number of pupils.
· Students are sat in rows.
· The group is preparing for their A-Level examinations.



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· Very relaxed and independent: Students talk openly to teacher without feeling the need to put their hand up.
· Confident: Students openly engage with work and take part in classroom discussion.
· Focused: Students ask questions directly relating to their A-Levels. The teacher stays at the front of the classroom to answer these questions (However, this could be due to Covid-19 regulations).




	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?

· There is a clear purpose to the lesson.
· Walther’s Law is presented on the board as soon as pupils enter.
· It is referred to throughout the lesson in terms of application to real life situations.
· The teacher notes the significance of this Geological principle in terms of the potentiality of it arising in their examinations.
· The resources handed to pupils highlight how Walter’s Law can be applied to real life situations. 







	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)? 

· The teacher allocates time on each PowerPoint slide for students to take notes. They actively take part in note-taking; illustrating their engagement.
· The teacher relates the subject to student interest – mentions how the Geological principle can be related to a Tesla car model.
· The teacher allows for students to collaboratively work through an issue. Rather than intervening immediately, the teacher observes how the students work together to engage in the material given to them.
· The teacher asks the questions relating to the task resources but also puts the questions on the sheets themselves so that students are able to consistently refer back to them.




	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


· The handouts are accessible to all students. One individual in the class is blind and the teacher provides a braille version of the resources for the student to access. 
· When students struggle with an answer. Teacher recaps prior knowledge (e.g: “We did this last week.” Students are then able to build on their previous knowledge and answer the question. Highlights their engagement across all lessons.
· Students who become unengaged do not get reprimanded but instead, are challenged and called upon to answer a question – this reinstigates their engagement instantly.
· Students are confident enough to say they are unsure. 




	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)?

· Prior knowledge is assessed at the beginning of the lesson. Teacher connects this geological principle to an aspect of a previous lesson.
· Teacher asks at the beginning if students know what Walthers Law is. They are praised for not knowing. 
· Throughout the lesson, the teacher asks reasurring questions such as “all happy?” and “anyone confused?” to ensure students development of knowledge.
· At the end, the teacher assesses whether they are now aware of what the principle is. The students now have great understanding of Walthers Law.




	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?


· Linking student knowledge to an area of interest.
· This technique was something the teacher used throughout the lesson to link Walthers Law to something an individual was interested in.
· Questions of this nature included: “This is similar to a Tesla” and “How is a coral lifestyle similar to a teenage lifestyle?”
· This technique was incredibly beneficial in terms of instigating pupil engagement.





[bookmark: _Hlk54594552]CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	


The critical incident took place during the first lesson of the day between 9:15-11:15 on the 28th of September, 2020. The group of students were of a high ability Year 13 Geology class. In preperation for their A-Level examinations, the teacher was preparing them for the potentiality of Walthers Law – a geological principle – coming up in their examinations.





	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
When students were expressing difficulty in understanding aspects of the geological principle, the teacher would refer to Walthers Law in a context that involved students interest. For instance, the teacher would relate an aspect of Walthers Law as beig similar to a Tesla car model. The teacher also noted the similarities of a corals lifestyle to a teenagers lifestyle. 

This pedagogical approach is innovative in its way of expressing something that could be viewed as a tedious topic and reinvents it in a way that is engaging for young learners. Highlighting how this principle can be applied to other aspects of life also builds on students prior knowledge and illustrates the significance behind this particular topic. This is a technique I will be aiming to intertwine within my own teaching practice as a way of innovatively highlighting the importance of a topic in a way that is interesting to young learners.




Appendix C:
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

· 24/09/2020
· 12:25 – 1:55pm
· 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).

· Lesson takes place indoors.
· Takes place in a Ethics & Philosophy class.
· The lesson is focused on how to achieve marks in a GCSE.
· The lesson is presented through an active powerpoint and through task resources.
· The group is of a mixed ability in terms of the fact students were able to grasp knowledge more easily than others.
· Has a large number of pupils.
· Students are sat in rows.
· The group is preparing for their GCSE examinations.



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· Chatty: students were of a noisier level entering the classroom. This could be due to the staggered times of lunchtimes. As a result of Covid-19 regulations, student’s lunchtimes had been staggered slightly. This could have an impact on the level of disruption in the class.
· Engaged: Although the students were talkative, they were still engaged in the topic. The teacher highlighted the importance of the topic coming up in their GCSE’s and so it appeared that the students understood the significance of learning it.




	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?

· There is a clear purpose to the lesson.
· There is a starter task given to the students in the form of a crossword. It leads them in to the lesson.
· Reincarnation is one of the topics that was presented on the board – this highlights that this is what the students will be specifically focusing on.
· The teacher notes the significance of this topic in terms of the potentiality of it arising in their examinations.
· The resources handed to pupils involve students interacting with their peers to gather information. It illustrates the student’s levels of engagement and understanding of the topic.




	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)? 

· The instructions of the starter task were presented on the PowerPoint.
· The crossword was placed on pupils desks prior to their arrival.
· Resources were handed out one-by-one, rather than all at the same time. This ensured that students were able to be engaged without becoming overwhelmed.
· The teacher would often verbally give instructions that were also presented on the board. This ensured that student could consistently refer back to the instructions on the board throughout their tasks.
· Toward the end of the lesson, the teacher provided students with an A3 grid in which they were verbally instructed to create a revision timetable. Again, this helped students to not become overwhelmed by splitting up aspects of the subject.



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


· The handouts were accessible to all students. In terms of the crossword, some pupils had resources with extra hints, whereas some students had no hints at all. Following the lesson, the teacher explained that this was based on ability so that all students were able to be challenged.
· The crossword involved key words that had the potentiality of arising in their GCSE’s. This meant that students became instantly engaged with the task in a fun and innovate way.
· Students were shown actual examples of mark schemes and past pupil work. 
· Teacher uses ‘Think, Pair, Share’ technique to observe levels of pupil engagement and understanding.
· When students were unsure of something, rather than providing them with the answer, the teacher encouraged them to check their previous notes.



	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)?

· Prior knowledge is assessed at the beginning of the lesson through the crossword. Without knowledge of the definitions of certain key words, pupils would not be able to interact with the task.
· The teacher related aspects of the subject with interests of the student. For example, the character of Jake Sully from Avatar was compared to Jesus Christ. The teacher connected ideas of ‘human’ and ‘divine’ through this example.
· The teacher asses knowledge during the lesson by asking questions and then allowing time for students to discuss the answers with a partner. Students were confident enough to participate in these discussions following peer discussion.
· Knowledge was assessed during the end of the lesson when students were directed to create a revision timetable and were instructed to split the subject up in to smaller, more digestable topics. Without knowledge of these topics, student would not be able to successfully create a timetable.



	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?


· The teacher consistently provided information in a slow and easily digestable manner.
· Students were not given all of their tasks immediately but instead, they were handed out as the lesson went on.
· Each task led them on to a bigger discussion. For example, the starter task involved key words and their definitions. The main task involved how these key words can be applied in an exam context. The final task allowed students to independently create a timetable in which they chose how they would revise these topics.
· This is a technique I will be incorporating within my own teaching practice as I believe it allows for students to easily digest new information in a way that avoids unneccessary stress – especially in the times we are currently in.




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	


The critical incident took place during the fourth lesson of the day between 12:25-1:55pm on the 28th of September, 2020. The group of students were of a mixed ability Year 10 Ethics & Philosophy class. In preperation for their GCSE examinations, the teacher was preparing them for the potentiality of particular topics – such as reincarnation - coming up in their examinations.





	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
When presenting the tasks for the lesson, the teacher chose to give handouts one-by-one as the lesson moved on – rather than giving the students all of their tasks at once.
Following the lesson, the teacher emphasised the importance of not giving students cognitive overload by offering too much information at one time.
This could be observed in the way that the lesson began with a simple crossword that slowly introduced the students to particular key words and definitions. As the lesson continued, students were encouraged to discuss these key words in the context of an exam environment. Finally, students were directed to independently engage in creating a revision timetable that splits the subjects topics up in to smaller categories.
As a result, students were able to digest information without becoming overly stressed. Despite them creating a timetable focused on the variety of information they needed to know for exams, the information was provided in such a way that the teacher and students were able to avoid any unneccessary stress.




Appendix D:
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

· 24/09/2020
· 2:00 – 3:00pm
· 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).

· Lesson takes place indoors.
· Takes place in a Health & Social Care class.
· The lesson is focused on the preperation for practical assessment involving the students taking care of artificial babies and also the topic of cervical cancer.
· The lesson appeared to have carried over from the previous lesson as the topics presented appeared to be disjointed.
· The lesson is presented through a number of youtube videos.
· The group is of a high ability and were made up all of female students.
· Has a large number of pupils.
· Students are sat in rows.




	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· Quiet: students were often reprimanded for participating in high levels of discussion. This lead to the class being incredibly quiet throughout the duration of the lesson. This could be argued as being a requirement for this particular lesson as the students were required to watch a number of different videos.
· Engaged: Students were incredibly excited to discuss taking care of an artificial baby.




	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 lesson feels slightly disjointed. However, this is most likely due to the fact that the teacher was finishing up with previous topics before starting a new one.
· The teacher interacted with students through nonverbal communication. Teacher would make eye-contact to encourage students to be quiet.
· The videos could be argued as ineffectively communicating the purpose of the lesson. Although the students appeared interested in the videos at first, they slowly became disengaged after watching a number of them.
· Perhaps a slightly challenging day as the teacher commented that she was ‘disappointed’ and that this was ‘the worst behaviour’ she had seen from them.




	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)? 

· The teacher often provided reasons as to why certain terms needed to be defined in the way that they did. For example, referring to an individual as ‘doctor’ would not gain pupils marks in their assessment as they weren’t being specific enough.
· The teacher would often make links between the topics and assessment to ensure that the students knew how to achieve the marks they required.
· The teacher would often ask questions such as ‘did I go over this section?’ This could be argued as a way of assessing how pupils retained previous information.



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· The students actively took notes on the videos.
· The students consistently asked questions – especially involving the artificial babies.
· The teacher related the subject to students on a personal level – ‘do any of you have younger brothers and sisters?’
· Teacher consistently challenged and encouraged students to develop their answers.


	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)?

· As the lesson carried on from a previous one, it could be argued that prior knowledge is assessed through how well the students retained the information from a previous lesson.



	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?


· When going through the videos. The teacher would often admit to not knowing if something is 100% accurate. This could be argued as being effective in creating a safe environment for pupils in where they feel they can also be unsure of something.
· It could, however, be argued that the teacher looking up the correct answer took up a valuable amount of time and as a result, students became disengaged.
· In my own teaching practice, I will be aiming to prepare myself for potential questions but also be honest with my students in incidents where I am not completely sure of something. As a solution to this issue, I would perhaps encourage students to look for the answer themselves or look up the answer collectively as a class.



CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	


The critical incident took place during the fifth lesson of the day between 2:00-3:00pm on the 28th of September, 2020. The group of students were of a high ability Year 10 Health & Social Care class. In preperation for their practical assessment, the teacher was preparing them in terms of how to gain maximum marks.





	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
During the lesson, the teacher presented the students with many videos relating to the topic. It was during these videos that the students would often ask certain questions that the teacher was unsure of the answer.
The teacher admitted to being unsure in these instances and as a result, it could be argued that the teacher is creating a safe environment in which students feel they can also be unsure of something.
Although arguably effective, the number of times this occured resulted in the teacher taking up a significant amount of time looking up the answer. As a result, the students would often become disengaged.
Therefore, in my own teaching practice, I will aim to ensure that I have prepared for difficult questions. When unsure of an answer, I will be following the approach of this particular teacher in being honest that I am not 100% sure of the correct answer. To overcome this issue, I would perhaps encourage students to seek the answer themselves or set a task in which the class can collectively find the answser.
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