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[bookmark: _Toc54713416]1.0 Introduction
According to Tripp (2012, p. 8) a critical incident is not something that just happens, but rather the interpretation of the significance of an incident that has taken place. It is not the event itself that is critical, but it is the analysis and evaluation of the event that makes it critical. 
The reflection and evaluation of incidents that occur in the classroom, whether they be positive or negative, is a key aspect of improving the professional judgement of a teacher (Tripp 2012, p. 12).  Reflecting on a critical incident can help diagnose bad behaviour for example, questioning why certain behaviour is happening and what is causing it (Tripp 2012, p29). This reflection and analysis can lead to developing a method to treat the issue rather than just the symptoms of the problem. Brookfield (1998, p. 197) highlights that critically reflective practice allows us to detect whether the assumptions we make in our teaching practice are working effectively or not and that we should always be viewing our work through four different lenses; our own personal learning experiences, our learner’s eyes, our colleagues experiences and through theoretical literature. 
Predominantly using theoretical literature, a critical incident identified during a classroom observation will be analysed to evaluate what has happened, and to identify the next steps in teaching and learning.
[bookmark: _Toc54713417]2.0 Observation
[bookmark: _Toc54713418]2.1 School and Class Context
A total of four Year 8 classes were observed in an 11 to 18 comprehensive school in the South of Wales, United Kingdom. According to Estyn (2016) the school had a population of 1,560 pupils, 260 of which are in the sixth form. Approximately 16% of pupils are eligible for free school meals. 30% of pupils have special educational needs and the school has designated resources for pupils with hearing impairment and autism spectrum disorder. 14% of pupils are from minority ethnic backgrounds with 7% supported to learn English as an additional language. The school or any pupils and teachers involved have not been identified to maintain anonymity in line with the British Educational Research Association (BERA) ethical guidelines for educational research (BERA, 2018, p. 21).  
The four classroom observations are outlined in more detail in the structured observation sheets in the Appendices (see Appendices A, B, C and D). One critical incident has been chosen from these observations that will be analysed in further detail throughout the rest of this study. The critical incident chosen took place during an Information and Communications Technology lesson in which the pupils were taking a baseline test. The pupils were directed to switch on their computers and open a software that allowed them to access the test. Most pupils were well behaved with only one child exhibiting mildly disruptive behaviour. Prior to the lesson beginning the observer was informed that there were two pupils with hearing impairment that had a learning support assistant and one child that exhibited selective mutism (SM), only being known to speak at home and never at school. No provision for the child with SM was detailed. For further details on class context and other observations made with in the lesson see the Appendices (Appendix A). 
[bookmark: _Toc54713419]2.2 Methodology
To observe a critical incident in the classroom a case study model was used with observation taking place as non-participant observation and a structured approach to note taking (see Appendices for observation template). To justify the methods used the strengths and weaknesses of case study models and different approaches to observation will be reviewed. 
A case study is a focus on a particular incident (Hitchcock and Hughes, 1995, p317) during a real-life situation (Cohen, Manion and Morrison, 2011, p. 289). Case studies provide the observer with in-depth information, can allow the reader to relate with their own experiences and are open to interpretation which allows them to be repurposed in different situations, providing a useful tool for self-development and institutional feedback (Adelman, Kemmis and Jenkins, 1980 cited in Cohen, Manion and Morrison, 2011, p292). Additionally, case studies are widely accessible, being often written in an easily understood manner, and require little research effort usually needing only one researcher to complete (Nisbet and Watt, 1984 cited in Cohen, Manion and Morrison 2011, p293). On the other hand, case studies are open to observer bias and potential bias from the participant if they are aware that they are being observed (Shaughnessey, Zechmeister and Zechmeister, 2003 cited in Cohen, Manion and Morrison, 2011, p.292). Similarly, case studies are not open to cross-checking, can be personal and subjective, and are therefore difficult to generalise (Nisbet and Watt 1984 cited in Cohen, Manion and Morrison 2011, p293). Despite these negative issues a case study model is believed to be the most appropriate methodology for research in schools (Hitchcock and Hughes, 1995, p316). You simply cannot address a natural phenomenon such as a critical incident without the real-life context that a case study provides.
There are two main ways which a case study can take place; an unstructured participant observation approach and a more structured non-participant approach. In participant observation the researcher is involved in the activity that they are observing (Cohen, Manion and Morrison, 2011, p.297). The researcher is typically hidden within the group they are observing and historically the group would be unaware that they are being studied, however, this can be deemed as unethical (Hitchcock and Hughes, 1995, p. 45). Today this hidden research would be in breach of the BERA ethical guidelines for educational research as consent must be obtained from the participants prior to research taking place (BERA, 2018, p. 9). Participant observation is still a valid method, however, to establish a trust with the known researcher and participants to make them comfortable and act natural with a researcher present, studies can last for an extended period of time (Cooper, Lewis and Urquhart, 2004) which was not practical for this study. It is also much easier for the participant observer to unknowingly influence the group they are trying to research as a strong relationship is built up over time (Cohen ,Manion and Morrison, 2011, p. 298) which may create bias in the study. Non-participant observation is where the researcher is not part of the activity they are observing and usually takes notes in a set structure of observational categories (Cohen, Manion and Morrison, 2011, p. 297). Although removing the issue of influencing the study as a participant, non-participant observation introduces a complete awareness for the participant of the observer which can introduce participant bias i.e. their behaviour alters due to knowing they are being studied (Cooper, Lewis and Urquhart, 2004; Shaughnessey, Zechmeister and Zechmeister, 2003 cited in Cohen, Manion and Morrison, 2011, p. 292). The more structured approach to note taking of non-participant observation makes selection of information easier for the observer but holds the potential for important aspects of the case study to be missed (Cohen, Manion and Morrison, 2011, p. 293). Non-participant observation is however much easier, can be done effectively over a shorter period of time (Cooper, Lewis and Urquhart, 2004) and is generally deemed a good introduction to observation methods, being appropriate for the skill level of the researcher in this study (Ostrower, 1998, p. 57). 

[bookmark: _Toc54713420]2.3 The Critical Incident
The following critical incident involves the relationship between the teacher and a child (Child A) with SM. Prior to the lesson, the researcher was informed of Child A’s disorder and noted that the general attitude of the teacher towards Child A was very negative and stated to the researcher that, ‘if Child A is able to talk at home then they should be able to talk at school’. During the lesson as children were turning on their computers and getting on with the task that had been set, the teacher noticed that Child A had not turned on their computer; it appeared to not be working as it should have been. The teacher addressed Child A and said, ‘I know you don’t speak, but you need to tell me when something like this happens. Either put up your hand or prod the student next to you.’ It should also be noted that Child A was sitting next to the one student identified as being mildly disruptive. For full class context and observations made during the entire course of the lesson please see the Appendices (Appendix A).
Under the new curriculum for Wales one of the four purposes of the curriculum is to produce “healthy, confident individuals that are building their mental and emotional well-being by developing confidence, resilience and empathy” (Donaldson, 2015, p.30). By having a negative attitude towards Child A’s SM and not doing anything to help, the teacher is preventing the child from developing the confidence they need to speak during school. It is therefore important as a teacher to address Child A’s SM in a way that can help them develop into a healthy, confident individual. 
Another important aspect of the new curriculum for Wales is developing learners as “ethical, informed citizens who respect the needs and rights of others, as a member of a diverse society” (Donaldson, 2015, p. 30). It is important that the teacher acknowledges Child A’s condition and addresses their learning needs as they are a role model for their pupils. The behaviour and attitudes of a teacher can impact the behaviour and attitudes of their pupils (Ulug, Ozden and Eryilmaz, 2011, p. 742).
[bookmark: _Toc54713421]3.0 Literature Review
From observing the described critical incident (see 2.3 The Critical Incident) some areas for further research have been identified. What is SM and what support can a school provide for a child with the condition? What is the importance of mental health and well-being in education and how can a more holistic approach to teaching address this?
Often seen in school, SM is a disorder in which a person only speaks to certain people, often family members, and refuses to speak to others, for example teachers (Omdal, 2008, p301; Vecchio and Kearney, 2009 p. 380). It is a rare anxiety disorder that negatively impacts a child’s daily functioning (Zakszeski and DuPaul 2017, p. 1). SM has only recently been defined as an anxiety disorder by the American Psychiatric Association and a child is only diagnosed with the disorder if lack of speech has persisted for more than one month (not including the first month of school) and lack of speech is not attributable to another source (APA 2013 cited in Muris and Ollendick 2015, p. 151). According to the Welsh Governments’ Special Educational Needs Code of Practice for Wales (Welsh Government 2013, p.1) a child is considered to have a special educational need (SEN) if they have a learning difficulty that requires special educational provision to be made for them. A child has a learning difficulty if they find it significantly harder to learn than most other children of their age (Welsh Government 2013, p. 1). A lack of speech can inhibit a child’s ability to function properly in school therefore reducing their ability to learn in comparison to those of the same age that do speak (Shriver, 2011, p. 389; APA 2013 cited in Muris and Ollendick 2015p. 151). It is the right of every child with a disability and their family to get all the support they can from the government (United Nations, 1989, p.8). It is therefore the responsibility of schools and their staff to do everything they can to give a child with a learning difficulty like SM all the support possible. So, what exactly can a mainstream school do for a child exhibiting selective mutism?
The most important aspect of helping children with selective mutism, and other SEN, is early intervention (Welsh government, 2013, p.45). As selective mutism often manifests itself in schools and may not be noticed by a parent or guardian, due to their normal communication in the home environment, it is paramount that a teacher recognise the disorder so that intervention can take place. It is the role then of a school appointed Special Educational Needs Co-Ordinator (SENCo) to liaise with parents and other professionals to get the child the help and support they need in collaboration with the rest of the school (Welsh Government, 2013, p. 33). Wales is currently in the process of transforming its system for SEN and learning difficulties in schools into a new system. This new system coins the term ‘Additional Learning Needs (ALN)’, which combines the terms SEN and learning difficulties into one, replacing SENCos with ALNCos (Welsh Government, 2017a, p. 4). New legislation and guidance will provide support for those aged 0-25 and give every child with ALN an Individual Development Plan that sets out the support that learners have a legal right to receive (Welsh Government, 2017a, p. 3). The system is designed to be simpler and involve everyone around the child with ALN to make sure the child is getting the support they need.
Some research has been done around methods that can help children overcome their SM. Omdal (2008, p301) studied five children with SM in nursery/school in Norway and discovered that schools that successfully included children with SM had that child start to speak after a year of gentle encouragement and support from the people around them. The success came from the school constantly expecting speech, maintaining a close relationship with the parents, and actively including the child in interactions with other children. Some schools did little to encourage child-child interaction, caused the formation of an over dependent relationship with a particular adult and just accepted the child’s want to remain silent which did not allow the children to overcome their SM. Vecchio and Kearney (2009, p.392) investigated two approaches to helping children overcome SM. They tried an exposure-based practice in which a child is gradually exposed to more and more difficult settings in which they are required to speak, and at the same time the child is receiving anxiety reduction techniques. The other method was a more behaviorist approach in which parents rewarded speech and punished lack of speech. Though both methods were deemed effective in helping children overcome SM the exposure-based practice was more successful. The research shows that gentle encouragement and helping children overcome their anxiety is key support that children with SM need.
As SM is an anxiety disorder it is important that schools play a role in improving students’ emotional health and well-being. As part of the new curriculum schools are aiming to produce “healthy, confident individuals that are building their mental and emotional well-being by developing confidence, resilience and empathy” (Donaldson, 2015, p. 30). One in four young people have a mental illness with three children in an average sized classroom exhibiting a mental health issue (Young Minds, 2017, p. 4). The National Assembly for Wales (2018, p. 22) were informed by the charity Action for Children that the number of 15/16 year olds that were self-reporting anxiety or depression had double in the past few years. In a recent report by the National Health Service (2020) in England there has been an increase in mental disorders from one in nine in 2017 to one in six in 2020. The Welsh Government has been working to address mental health issues since they established their mental health and wellbeing strategy ‘Together for Mental Health’ in 2012 (Welsh Government 2012). There has been the establishment of a collaboration between Child and Adolescent Mental Health Services (CAMHS) and the counselling service to increase the capacity of mental health services in schools (Welsh Government, 2015, p. 18). More recently the development of the new curriculum addresses mental health directly, as one of the six new areas of learning and experience is health and well-being (Donaldson, 2015, p. 39). But what can schools do at their core to help address child mental health and well-being in a way that can help them learn?
One of the key ways schools can address mental health and well-being is through a whole school approach. Weare and Markham (2005, p.118) define a whole school approach towards mental health as having a number of features including; looking at more than just the curriculum; looking at the underlying determinants of emotional wellbeing and not just its outcomes; working with relevant parties at all levels and collaboration between these parties. It is a more holistic approach to addressing mental health and is shown to be more effective than other approaches (Wells, Barlow and Stewart-Brown, 2003, p. 217).  
Another holistic approach that can help address the social and emotional needs of children thus impacting mental health is the humanistic approach to education. Humanistic education is derived from the development of humanistic learning theory by Carl Rogers and Abraham Maslow (DeCarvalho, 1991, p.88). Historically, schools have been governed by an education system that treats pupils as products that are required to meet certain educational standards (Johnson, 2013). Instead the humanistic approach to education helps students believe in themselves, deals with basic human concerns important to improving quality of life and encompasses real life skills into traditional school subjects (Kirschenbaum, 1982, p. 25). The emphasis towards improving mental health through humanistic education is how it addresses the emotional and social needs of the child. Maslow’s 1943 paper on ‘A Theory of Human Motivation’ discusses what needs of a child must be met before self-actualization can be achieved (Maslow, 1943, p.372). In other words, before a child can achieve their full potential several basic needs must be met; physiological needs, safety needs, love needs and esteem needs. Within these needs falls self-esteem and confidence which have both been linked to social anxiety disorder (Rosenberg, 1962, p.135; Rudy, Davis III and Matthews, 2012, p. 627). Humanistic learning theory highlights the importance of mental health and well-being in education and a more humanistic approach to education can give children the support they need to learn. The new curriculum in wales is adopting a more humanistic approach by letting schools design their own curriculum to satisfy four purposes (Donaldson, 2015, p.113). This should help schools produce a curriculum that lets pupils learn what they want to learn and keep topics relevant to the lives of the students which are both important principles in a humanistic education (Johnson, 2013). In turn this should improve mental health and well-being.
[bookmark: _Toc54713422]4.0 Reflection/evaluation and next steps
It was Donald Schön that first popularized the reflective practitioner (Leitch and Day, 2000, p. 180). Schön uses the terms reflection-in-action, where reflection happens as something is happening, and reflection-on-action where reflection occurs after something happens to consider change for the future (Schön 1989, p.50; Leitch and Day, 2000, p. 180). By analysing a critical incident, reflection-on-action is happening, and through careful thought and experience knowledge can be used to make change in the future. Brookfield (1998, p.197) takes reflective practice a step further by considering not only the experience through the eyes of the teachers own personal experience, but through the eyes of the learner, their colleagues and the wider literature around them. Brookfield highlights the importance of asking others what they thought of the teaching experience they were given to reflect and improve on their practice. The critical analysis taking place here looks through only one of the four lenses, the wider literature. To inform future practice all four lenses should be used to analyse critical incidents. Kolb’s model of experiential learning can be adapted to produce a more cyclical approach to critical reflection. Kolb’s four stage learning cycle consists of: concrete experience (CE), reflective observation (RO), abstract conceptualization (AC) and active experimentation (AW) (Kolb, 1984, p.41 cited in Turesky and Wood, 2010). The general cycle goes as follows: a learner will have an experience (CE), then they will reflect on that experience from different perspectives (RO), then look at theories and concepts to draw conclusions (AC) which are then put into practice (AW) to form new experiences (CE) thus beginning the cycle again (Akella, 2010, p. 102). The experiential learning cycle has been used here to reflect on an identified critical incident (See 2.3 The Critical Incident and 7.1 Appendix A). By reflecting on the critical incident and referring to the literature some next steps in teaching and learning can be recommended to help support Child A.
A key aspect of the critical incident was the teacher’s attitude and approach towards the child with SM. The teacher openly accepts that Child A is not going to speak. This was seen to be detrimental to helping support children with SM as schools that expected and encouraged communication were more successful in treating the disorder (Omdal, 2008, p. 314). If a child is not going to use words to communicate in the classroom then non-verbal communication should be encouraged as a starting point to help build confidence (Johnson and Wintgens 2001 cited in Omdal, 2008, p. 303). Child A showed no interaction with any of the other children in the classroom but encouraging child-child interaction was seen to help children with SM begin to speak (Omdal, 2008, p. 314). Perhaps a teaching intervention could involve collaborating with other children in the classroom to encourage interaction with Child A. 
By acknowledging that SM is an anxiety related disorder, as teachers we can try to address the child’s anxiety. Tripp (2012, p.29) highlights the importance of looking at the root of a problem, the anxiety, rather than the symptoms of the problem, the SM, when analysing critical incidents. From Maslow’s Hierarchy we have seen that before a child can reach their full potential, they must have certain needs met (Maslow, 1943, p.372) for example self-esteem and confidence, two things that have been closely linked to anxiety (Rosenberg, 1962, p.135; Rudy, Davis III and Matthews, 2012, p. 627). A whole-school approach was seen to help raise mental health awareness and a part of this can include involving parents (Wells, Barlow and Stewart-Brown, 2003, p. 217; Weare and Markham 2005, p.118). Parental/guardian involvement was also seen as key to overcoming SM (Omdal, 2008, p. 314). By talking to Child A’s parents, we can potentially identify the source of Child A’s anxieties and work on ways to reduce them, for example home visits by the teacher or visits to the school by people Child A is most comfortable with. This may not be feasible in certain situations so as an alternative a teaching assistant could be introduced as someone Child A can use to communicate through and become more comfortable with. It must be noted however, that overdependence on an adult was not helpful to children with SM (Omdal, 2008, p.314), so perhaps to stop overdependence forming a teaching assistant can be phased out over time as the child gains confidence. 
[bookmark: _Toc54713423]5.0 Conclusion
Case-studies are a unique real-life experience (Cohen, Manion and Morrison, 2011, p. 289) and as discussed previously can be hard to generalise (Nisbet and Watt 1984 cited in Cohen, Manion and Morrison 2011, p293). By reviewing the literature around a critical incident, we can gauge an idea of what might work and what might not work, but something that works in one situation may not work in another. This highlights the importance of critical reflection in every-day teaching practice and how important it is to be constantly building and improving on experiences every day. Kolb’s experiential learning theory is a cycle that, as teachers, we need to be continuously repeating to always be inferring and bettering our pedagogical practice. 
For this research, observation on a classroom with no context in a single instance took place increasing the possibility of both observer and participant bias. This research could have been improved if the study took place over a longer period. It would have increased the information gathered to properly analyse the situation and allow the class to get used to a new presence in the room reducing the participation bias.
We have seen here that by deeply reflecting on an experience in the classroom ways to modify teaching practice for the future can be put forward with the hope that improvements are made. Becoming a reflective practitioner can help a teacher grow to meet the new Professional Standards for Teaching and Leadership in Wales (Welsh Government 2017b). To act on your own reflections in the classroom is to be innovative; to come up with new approaches that help a class or student learn. By being innovative you are extending your knowledge and enhancing your professional learning. Critical reflection is therefore an extremely valuable tool for becoming a highly qualified practitioner.
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OBSERVATION / FIELD NOTES
	Date and time, year group:
28/09/2020 12:50 Year 8

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

I.C.T. (Science and technology) Beginning of the year, lesson focus on a baseline test.



	Classroom culture
(Are the students focused on learning?)

All children listening to the teacher. Disruptive child from previous lesson is more engaged using the computers and does what he is told. He still however feels the need to shout things out. Apologises when the teacher tells him off for it, but still continues to do so. 

Children are told to complete the test and a feedback form, then they are free to do as they wish on the computers.


	Objectives
(Is there a clear purpose to the lesson? Do the lesson activities promote that purpose?)

Children told to take a test, but not told why. It can be reasonably informed however that this is a test to gauge their knowledge at the start of the year, however this may not be so clear to the pupils.



	Direction
(Are the students clear about what they are doing and how to do it well)? 

There are 7 steps to success written on the wall above the whiteboard:
1. Don’t give up
2. Re-read the question carefully
3. Look for help in your booklet.
4. Re-read the instructions carefully
5. Ask your partner of friend
6. Ask the teacher
7. Success!

Children were taking a test and all understood what to do. They were also informed that if they didn’t know the answer to a question it was multiple choice so they can guess.


	Access and challenge
 (Are all students able to engage in the lesson? Are all students challenged?)

The test was multiple choice. The teacher made sure that all students were taking the test. The test also appeared to have a set of lower and higher skill questions. 



	Assessment
(How does the teacher assess student understanding before, during and after the lesson? How is this used in their teaching?)


The test came with a feedback section. The test was also there to gauge prior knowledge of the pupils.



	Specifics / Critical Incidents
 (Are there particular telling moments and examples which it would be helpful to discuss?)

A child walks in late and the teacher makes him say in front of the class ‘Sorry miss for being a pleb’. Open class ridicule. Disruption to the class.

The teacher informed me prior to the lesson that one of the children has selective mutism. Her attitude to this was quite abrasive and she did not seem to have much empathy for the child. At one point in the lesson the teacher noticed that this child’s computer was not turning on. The teacher approached her and said, ‘I know you don’t speak, but if something like this happens you need to tell me. You can put up your hand or prod your neighbour’. 

The teacher used a visual/practical method to get the classes attention. Spider on the mirror. Children were to put their hands on top of each other palms facing with only their fingertips touching whilst she was speaking. This ensured that they were not fiddling with their computers and that they were listening to what she was saying. 




CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.

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

	
28/09/2020

Year 8 Class.

The children were setting up their computers in an I.C.T lesson for a baseline Year 8 test. Prior to the lesson I was informed that one of the children, now referred to as Child A, had selective mutism. The child talks in their home environment, but not in school. The teachers’ general attitude towards this information was quite negative. They were in the mindset that if they can talk at home then they can talk in school and had no empathy for the child. During the lesson, the below interaction took place between the teacher and Child A.



	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The teacher noticed that Child A had not turned on their computer and that it appeared to not be working properly. The teacher said, ‘I know you don’t speak, but you need to tell me when something like this happens. Either put up your hand or prod the student next to you.’ 

The teachers’ general attitude and the absence of methods for communication for this child lead the observer to look into provisions for children with mutism, causes of selective mutism and the awareness of mental health and wellbeing in the classroom.




[bookmark: _Toc54713427]7.2 Appendix B 
OBSERVATION / FIELD NOTES
	Date and time, year group:
28/08/2020 09:55am Year 8 Class


	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).

Observations took place in a Mathematics lesson where pupils were re-capping how to draw pie-charts from sets of data. This was the second lesson of the year in a higher tier class. 


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

There was lots of low level talking present throughout the lesson, with pupils who were talking slightly louder being frequently told off. 
Mixed use of hands up and shouting out questions/answers to questions.
Majority of pupils were working through the question booklet given out, but lots of talking and general messing around. Teacher had little to no control over class volume.


	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?)

Pupils are told that they must learn to use a protractor to accurately measure angles or they may not get the correct answer for the exam they will be sitting.

No other objectives or purposes were given in the lesson.



	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?) 

Use of smart whiteboard to demonstrate to pupils the method for using data to draw pie charts. Teacher was making their way around the classroom to check pupils understanding, but not all pupils were interacted with. Nothing visible within the environment to indicate any required levels of achievement. 


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

Whiteboards were used in a starter activity to get all pupils engaging. 
A pupil asks for some harder questions as they were finding the ones in the booklet too easy. The teacher explains that the questions do get harder as you progress through the booklet and that there was 2 starts next to the harder questions and 1 star next to the easier ones. The pupil was satisfied with this answer. 
A calculator was offered to anyone struggling with division. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience?)

The use of a whiteboard activity at the beginning of the lesson gave the teacher an indication of what levels pupils were at with regards to their learning. 
Not many questions were asked when going over the answers in the booklet, hard to gauge what the pupils have learned by doing this.
Worksheets were collected at the end of the lesson to go through next lesson.


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

Some pupils were being picked out by the teacher more than others for talking despite most of the class talking. There was no clear distinction around what level of noise is acceptable.

A pupil was given a second warning for an unclear reason following a first warning for talking. The pupil was confused and taken aback as they were unaware what they did wrong. This appeared to enhance their poor behaviour. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	
28/09/2020 Year 8 lesson. Higher Tier.

The teacher interacted with a pupil during a mathematics lesson. The pupils were working through a work booklet practicing how to construct pie charts using a protractor and some data. Pupils were sat in same sex pairings. 

The class was never in silence with general chatter continuing throughout the entire lesson. The teacher has tried on multiple occasions to silence the class by counting down from 5-0 with little to no effect. 

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The teacher said to Pupil B, “This is your second warning (pupils name)”.

The child looked immediately confused as to why they were being told off and upon observation it was unclear to the observer why this was the case too. They had previously been told off for talking loudly, but in this instance, they appeared to be behaving. The general atmosphere of the class with most pupils talking to some level made it difficult for pupil B to understand what they had been told off for. 

About 10 minutes after this incident, the teacher gave the same pupil another second warning for talking. This pupil was generally talking louder than others and shouting across the classroom, but they were finding it difficult understanding why what they were doing was wrong.

Thoughts on pedagogy and practice:

· Classroom management – the importance of establishing clear class ground rules, what level of noise is acceptable?
· Behaviour management – this pupil clearly had difficulty engaging in the lesson. What can be done about this?
· Pupil engagement and task focus.
· Mental health and well-being – why is this child behaving in a more noisy manner than the rest of the children?
· Pupils were sat in same sex pairings, could a change to this make a difference in the general class behaviour? 
· Positive reinforcement – rewards those pupils that are behaving in the correct way.




[bookmark: _Toc54713428]7.3 Appendix C
OBSERVATION / FIELD NOTES
	Date and time, year group:
28/09/2020 11:15am Year 8


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

The lesson was Food Technology within the schools Design and Technology department. The teacher was trying to incorporate three lessons worth of material into one lesson due to the covid-19 crisis resulting in the class having missed lessons in Year 7. This lesson focus was on hazards in the kitchen and hygiene while cooking. 


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

The majority of the class was quiet and well behaved, however the class entered confused due to unclear instructions as to what they were supposed to be doing. They should have been getting their book from the front of the class and a small piece of paper with a picture on, but only some pupils seemed to know the instructions. There was also a great deal of confusion surrounding the seating plan which delayed the start to the lesson. The pupils are told that if they want to continue where they are sitting now then they must behave. There is a generally disengaged and disruptive child sitting at the back of the classroom.


	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?)

It is unclear at first as to what the purpose of the lesson is, but the teacher later explains that it is necessary to know the health and safety around cooking before the class can do any practical lessons. 

There is a brief section on the importance of fruit and vegetables in the diet with regard to eating our 5-a-day.



	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?) 

There is a general lack of engagement in this lesson due to the learning materials provided. The teacher is trying to teach a lesson using the very small picture that was printed out for the pupils to use. Pupils are therefore finding it difficult to follow what the teacher is describing. 


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

The teacher was asking questions to pupils around the room purposefully asking a new pupil each time an answer was given to involve more pupils. The disruptive child at the back of the classroom was trying to engage with the activity by shouting out answers, but the teacher was just getting increasingly frustrated with his misbehaviour and not allowing him to engage. 

The small photograph the pupils were working it off made it difficult for learners to engage in the activity. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience?)

The use of questions and general activity with kitchen hazards was assessing the pupils’ prior knowledge of hazards.

Nothing was done to test what the pupils had learned during the lesson.


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

Two pupils were told off at the back of the classroom for misbehaving. Another pupil puts his hand up to explain to the teacher that it was only one of the two boys that was doing anything wrong. The teacher completely ignored the comment and the pupil who was pointed out as misbehaving started calling the pupil who put their hand up a ‘snake’ and started hissing at him.

A pupil puts his hand up to answer a question from the teacher. As he starts to speak the classroom starts to talk amongst themselves. The teacher is annoyed at this and tells the class to be quiet and that is someone is brave enough to speak then we should be polite enough to listen.

The general organisation of the class was poor, particularly on entry with confusion about seating arrangements and the materials they needed



CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	

28/09/2020 11:15am

Year 8

A Design and Technology Food Technology class where the pupils were learning about kitchen hazards and the importance of hygiene. Most pupils were generally well behaved, but there was difficulty in class engagement due to the teaching method. Pupils were having to look at a very small picture with no larger picture for reference.

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The class were lined up outside of the classroom before being allowed to enter the room, however when the class did enter there seemed to be a great deal of confusion as to what they were supposed to be doing and where they should be sitting. Several pupils had to be moved around before everyone was in the corrects seat and a lot of pupils had to get back up to collect their workbook and task materials.


Thoughts on pedagogy and practice:
· Lesson planning
· Pupil engagement
· Class management
· The importance of clear lesson objectives




[bookmark: _Toc54713429]7.4 Appendix D
OBSERVATION / FIELD NOTES
	Date and time, year group:
29/09/2020 08:55 Year 8 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
English lesson; numeracy and literacy. Topic was reducing plastic waste in supermarkets. Children were looking at the assessment criteria for an assignment where they had to write a letter to their local supermarket asking them to reduce their plastic waste.


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

All children were very well behaved and actively listening and engaging in the lesson. I think this was helped by the subject topic as it was a related theme and the children were evidently interested in 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?)

Lesson objective clearly given. Planning the assessment using the mark scheme. The classroom discussed the mark scheme then the activities involved going over what they needed to do to achieve certain levels within the assignment. 


	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?) 

Very clear lesson direction
Use of video and writing down their ideas on the board
Clear use of mark scheme for assessment. By the end of the lesson all the children had written down what they needed to do to achieve in their assignment. 


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

Whole class discussion and sharing of ideas. Relatable subject topic. Children came up with their own assessment criteria at the end of the lesson (as a class and guided by the teacher) and that is what the teacher will mark them on. 

Use of whiteboards allowed all pupils to engage in classroom activity.

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience?)


The class was mostly based on open discussion with inputs from different people. The teacher used think-pair-share to engage the children in open discussion.

Children were actively thinking and asking questions like how would refillable Tupperware in supermarkets work with delivery?

Use of whiteboards to write sentences, allows the teacher to see the different levels of understanding around what she has asked them to do.



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

Right at the start of the lesson some pupils were praised for doing the right thing by opening their workbooks and starting to write the date.

The use of think-pair-share was effective. Everyone was engaging.

The teacher was using the school reward system in a way that the pupils could see when their good behaviour was rewarded. She kept a tally of pupils on the board that put their hands up and contributed to the activity they were doing. These pupils would be awarded ACE points that result in rewards at the end of the year. Encourages confidence.

One child had not put the mind map the class created in his workbook but had done it as bullet points instead. The teacher very openly said that is perfect, some people do not like using mind maps and that is completely okay, use whatever technique you need to in your learning.





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	



29/09/2020 08:55am Year 8

The pupils were highly engaged throughout the lesson in which they were learning about plastic usage in supermarkets and how we might be able to reduce it. They were looking at the assessment criteria for the assignment they were going to be doing. 


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The pupils were engaged in a task where they were giving suggestions to the teacher and creating a mind-map on the board. Every time a pupil contributed to the activity the teacher awarded them an ACE point. This is a reward point system that operates in the school and results in rewards at the end of the year. This method meant that the pupils could see they were being rewarded for their contributions to the class.


Thoughts on pedagogy and practice:
· Positive reinforcement – Pupils could see they were being rewarded for what they were doing.
· Pupil engagement – open class discussion had the whole class engaging and listening in the lesson
· Mental health and well-being – encouraging confidence to speak during the class as the pupils will be rewarded as a result
· Dual coding – Writing down what the pupils were saying onto the board.
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