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Introduction
This essay will critically evaluate an incident observed within an authentic classroom environment. The term critical incident can be misleading, as it seems to suggest a majorly dramatic event. However, David Tripp closes this gap for misinterpretation by stating within this context, “they are mostly straightforward accounts of very commonplace events that occur in routine professional practice which are critical in the rather different sense”. The criticality comes from the reflection done by the practitioner which then highlights “that they are indicative of underlying trends, motives and structures” (2011, pp.24-25). Therefore, based on my observed critical incident of a group of learners, in turn, the reflection process will allow me to identify the next learning steps and consider possibilities for future actions. This is imperative to developing good teaching practice and ultimately advancing classroom flourishment. 

Accordingly, to exemplify this, I will begin by exploring the role of critical reflection. Once we are grounded in the role and explanation of the term critical incident, I will provide context for my observed incident whilst ensuring to comply with BERA (2018) guidelines. Moving on from this succinct component, I will outline the critical incident in association with Donaldson’s four purposes as a part of the new Curriculum for Wales 2022. By this point, we will be equipped to delve into the area of research that arose as a result from the observed incident. Firstly, I will explore the behaviour management strategies and how they enhance the learning environment. Further, I will briefly touch on barriers to learning and child development, specifically the impact of Additional Learning Needs (ALN) in learning. Therefore, allowing evaluation using these theories discussed to reflect and delineate appropriate steps for future practice. 

Role of critical reflection
Worldwide, teacher professional development has been driven largely by a desire to transform teachers' thinking and classroom practices (Yu, 2018, p. 763). Fullan and Miles state, “After years of failed education reform, educators are more and more in the habit of saying ‘knowledge of the change process’ is crucial. But few people really know what that means.” (1992, p. 745). Alike Tripp, Richards and Farrell enlighten us and provide a means to this ‘change process’ by introducing a critical incident as “serving to trigger insights about some aspect of teaching and learning” (2010, p.13). ‘Critical’ and ‘mundane’ would usually be considered a strange juxtaposition of terms.  However, to avert confusion from the outset, within the context of this essay and based on Tripp’s pedagogical theory (1993), they are not so antagonistic.  That is to say, critical incidents are not always major, negative in nature, or obvious events. Rather as described by Tripp, “These incidents appear to be ‘typical’ rather than ‘critical’ at first sight, but are rendered ‘critical’ through analysis (2011, p. 25). The emphasis on the criticality of the event is not an indication on the type of incident, but rather, these incidents are generally mundane and often quite subtle. Alternatively, this notion of criticality is based upon reflection. Thereby critical reflection is necessary to facilitate Tripp’s account of development through critical incidents.  
As educators we have a vast field of research at our disposal, which would seem to suggest that it is easy, in the words of Griffin to “alter the professional practices, beliefs, and understanding of school persons toward an articulated end” (1983, p.2). However, this luxury is futile without an area of focus. Tripp is attempting to overcome this. That is, by using his book to demonstrate the significance of reflecting on classroom-based experiences to hone in-on research in a focused way in order to improve professional judgment. This is in the hopes of initiating change and applying it to our teaching. 
With similar concern to Fullan and Miles, Badia et al writes “little is known about what teachers really learn about critical incidents, and how this learning impacts in the development of their teacher identity.” (2021, p. 120).  To answer this, the analysis of critical incidents can increase self-awareness among teaches. Osterman and Kottkamp note, “an awareness that creates opportunities for professional growth and development” (1993, p.2). More specifically, it broadens teachers’ horizons to identify discrepancy between what they are doing and what they should do. Farrell explains how John Dewey “suggested that one main aim of education is to help people acquire habits of reflection so they can engage in intelligent thought and action rather than [merely] routine thought and action.” (2012, p. 9). Joshi conveys how reflection through critical incidents achieves Dewey’s suggestion by outlining a consideration made by Richards and Farrell. He denotes that there may be certain teaching strategies that have become the established routine of a teacher or institution. As a result, they are taken for granted. Critical incidents provide teachers with the opportunity to evaluate such routinized techniques based on students' reactions (2018, p.84). Thus, displaying how critical reflection on classroom incidents can empower teachers with the knowledge of ‘why’, ‘what’ and ‘how’ (Donaldson, 2015, p.22) to embrace a more holistic approach. Tripp’s method of critical reflection thereby allows practitioners to realize Donaldson’s vision and act in accordance with the new curriculum for Wales. Equally important, critical reflection is imperative to comply with professional standards set out by the Welsh government. For instance, it is an approach for “critically appraising my own practice and adapting it in the light of reflection and feedback, including feedback from learners.” (2017, p.11).
Now that we have established the necessity of critical reflection through its application to critical incidents, it is beneficial to explore some models of critical reflection which can then be practically used to coincide with Tripp’s notion. There are several varying models, for instance, Kolb’s ‘Learning Cycle’. It composes of 4 stages as a method to analyse and draw conclusions from an experience (1984). Whereas Gibbs’ ‘Reflective Cycle’ with the addition of two stages and focus on emotion, has six distinctive steps leading from a description of the experience through to consideration for future events (1988). Schön’s model differs in that it has the advantage of considering reflection in action which is then comparable with those that happen in retrospect (1983). Brookfield’s model takes a different approach, he proposes four lenses that can be incorporated by the teacher in the reflection process. These being, autobiographical, students, peers, and scholarship (1988). Whilst this is merely a brief outline of differing models, the point is reflective practice fosters good quality teaching. In the words of Furlong, “Good teaching…develops from interrogating one’s practice and making explicit the assumptions and values that underpin it (2016, p.52). Thereby through the literature discussed we can see how critical reflection is essential for developing as a practitioner within education, as it is only through critical reflection whereby improvement in teaching practice and therefore quality of learning is made.  Ultimately, the beneficiaries of this progress is the students. 

Critical Incident & Literature Review 

Throughout my bridging period I was a non-participant observer in a rural, Welsh medium, secondary school in South Wales. Over the course of the two days, I observed a range of lessons of varying subjects, abilities, and age groups. This diversity enabled me to broaden my thinking about methods and strategies that promote a suitable learning environment for different groups of pupils. After the observation period, through reflection, I noticed there was a mixture of positive and negative incidents. During a year 11 set 4 Mathematics class, as a non-participant observer, I witnessed a critical incident (cofnod 2, STEER). Several aspects of effective pedagogy are evident in this observation. Thereby it is described below with links to two professional standards: ‘four purposes for learners’ and ‘managing the learning environment’. 

Pupil A did not pay any attention when instructions and explanations were being presented, exemplifying disengagement and disinterest. Having said that, pupil A would intentionally shout out wrong answers in English to distract others in the class. The teacher responded with: “Ti’n torri ar draw fy ngwers, ac yn fwy nag hynny yn Saesneg – ti’n gwybod iaith yr ysgol. Wrth ymharu rwyt ti’n difetha cyfleoedd pawb arall yn y dosbarth i ddysgu.”. This warning allowed pupil A to reflect on their behaviour, and the possible impact it may have on others. This coincides with the purpose of being ethical, informed citizens that understand and consider the impact of their actions when making choices and acting (Donaldson, 2015, p.30). Furthermore, by the teacher managing the learning environment, Pupil A was reminded of the fundamental values of the Four Purposes which also reinforced classroom expectations. Specifically, to be ambitious, capable learner’s children should be able to “communicate effectively in different forms and settings, [appropriately] using both Welsh and English” (Donaldson, 2015, p.29). 

Despite pupil A’s misbehaviour, the teacher remained resilient and managed to re-gain the pupils’ focus and attention. This was achieved by using different strategies, including discipline and a practical approach. For instance, the teacher noticed that questioning caused disturbance due to the pupil’s means of answering, which ultimately prevented the whole class from achieving underpinning values of the Four Purposes during that lesson. Consequently, they adapted the strategy to obtain the same information by introducing the use of whiteboards to show answers. Instantly pupil A responded much better in this way. By doing so, the whole class had equal opportunity to “build up a body of knowledge and have the skills to connect and apply that knowledge to different contexts” (Donaldson, 2015, p.29). With consistent discipline during the lesson, whether that was praise or punishment, the teacher managed to reduce the effects of disruption to the education of the rest of the class. What's more, during individual tasks they paid special attention to pupil A and praised them when they complied towards the end of the lesson. This consistency proved successful because this compliance indicates pupil A formed a positive relationship with the teacher which was based upon trust and mutual respect which comes under being a “healthy confident individual” (Donaldson, 2015, p.30). 
After following this same class to every lesson, I had noticed Pupil A’s behaviour varied throughout the day. On reflection of the incident, I decided to email the teacher to find out any background information of Pupil A. The teacher replied with, ‘Disgybl A: BESD (Behavioural, Social, Emotional and Social Difficulties), yn ddi-drefn llwyr.’. As previously mentioned, because of successful pedagogy observed, behavioural management within classrooms is as an appropriate avenue to explore. Additionally, there will be brief reference to ALN within education.
Children's behaviour and management are pertinent to the critical incident, exemplifying the need to evaluate related theories.  Skinner's operant conditioning theory (1971) is an example that can be applied in the classroom for behaviour management. 
As a theory, Skinner's is embedded in the field of psychology related to the study of behaviour, often referred to by the term behaviourism. Skinner introduced a new concept into the field of behaviourism, ‘operant conditioning’. This term was subsequently developed based on ample research and experiments involving rats and pigeons in his ‘Skinner box’. Aubrey and Riley indicate Skinner’s theory was “influenced from the work of John Watson” (2020, p. 95). Keenan et al summarises Watson’s principal notion of child development by stating, “In short, his view was that all development was ultimately the result of learning.” (2016, p.7). Similarly, Skinner’s experiment exemplified that the animals learnt by consequence. More specifically, operant conditioning uses positive reinforcement with rewards and negative reinforcement with the removal of a stimulus to modify behaviour. Aubrey and Riley (2020, p.98) identify that Skinner’s theory contends citing, “that the likelihood of a child’s behaviour reoccurring can be increased by following it with a wide variety of rewards or reinforces (Keenan, 2002: 24)”. Positive reinforcement, given immediately after a desired response, according to Skinner's theory, could change behaviour. Equally, behaviour can be changed through negative reinforcement. This operates to strengthen behaviour by the removal of an unpleasant experience. Teachers are advised to set clear expectations with rewards and reinforcements for managing students effectively (Canter and Canter, 1992). Accordingly, operant conditioning can modify behaviour and thus is applicable as a strategy to effectively manage behaviour in a classroom setting. 
Notwithstanding this recognition for the utilization of Skinner’s theory in education, Axelrod draws conclusions that behavioural approaches are absent of “professional and public acceptance” (1996, p. 247). It is reasonable to state then, that there is a lack of approval within education for the behavioural perspective on classroom management. While it has affluent historical and empirical evidence, it remains controversial. This is solidified considering Axelrod’s struggles “to have one course in behaviour analysis become a part of the curriculum for future regular-education teachers” (1996, p.247). This struggle outlined by Axelrod, could derive from the fine line between, and therefore the perception of, punishment as teacher aggression within behaviour approaches for classroom control.  Teacher aggression is often perceived as acceptable because punishment systems in schools are widely used and viewed as effective practice for behaviour management. However, Kent Divoll proposes that, although teacher aggression is practiced in so many countries, research on the subject suggests that teacher aggression has an adverse impact on students in several ways. Some of which Divoll refer to are behaviour, achievement, distraction from work, attitude toward school and hatred of subject matter (2006, p.415). Therefore, according to the evidence he argues, “As an education professor who teaches classroom management, teachers displaying aggression as part of their strategies… runs contrary to everything that I believe” (2006, p. 428). Moreover, the use of punishment is contrary to creating teacher-student relationships. For instance, this contradiction is clear in the research of Cothran et al., (2003).  Students' behaviour and teacher practices were examined in interviews with 182 students. This study was designed to examine students' perceptions of teachers' behaviours that hindered or contributed to effective class management. Cothran et al., deduced from interviews that, “The key, from the students’ perspective, was that teachers started the positive or negative relationship with their interactions with students.” (2003, 439). Thus, suggesting in the same way Divoll argues, that teacher aggression in the form of punishment can be detrimental and diminishes student-teacher relationships. However, a simple and effective way to shape students' behaviours is through forming a positive student-teacher relationship. Yassine et al., points to (Hamre and Pianta, 2001) whose “research has demonstrated that student problem behaviours can be reduced and overall classroom climate enhanced when a focus is placed on increasing positive student-teacher relationships” (2020, p.39). Thus, leads Divoll to express how it is unsettling to know that students continue to experience teacher aggression despite all previous research on its negative effects (2006, p.428). Similarly, Cowley suggests positive alternatives as opposed to punishment as a strategy for classroom-management. Cowley states it is essential to stay positive and is an advocate of, “rewards in preference to sanctions where possible…and react to misbehaviour by suggesting a positive alternative” (2014, p.14). 
Skinner is aware of these dangers and therefore is careful to distinguish between punishment and negative reinforcement. There are two ways in which Skinner makes this differentiation. Aubrey and Riley (2020, p.91) refer to Nye who states, “…although giving so called rewards may be reinforcing, the important point is that they do not necessarily strengthen the behaviours they follow.” (1979, p.30). Therefore, firstly Skinner would differentiate by arguing, that although rewards and punishment may alter a behaviour temporarily, operant conditioning relies on a behaviour being strengthened by positive or negative reinforcement. Secondly, and more specifically, the purpose of negative reinforcement is to increase the likelihood of a desired behaviour occurring again through removing or avoiding the stimulus. In contrast, punishment is intended to decrease undesirable behaviours temporarily, rather than reinforce them over time, making them habitual. 
Whilst Skinner makes this distinction to avert the censure, it is not to say his theory is without its limitations. Skinner faced criticism on the generalisation between animals and humans. That is, a theory based on empirical evidence obtained from experiments on animals is applied in the classrooms on humans. However, the issue is that there is a wide range of complexity in human behaviour, which some believe cannot be compared to the behaviour of animals because the latter is rather basic in nature in comparison. Thus, such correlation as Nye states “degrades the human condition” (1979, p. 74). Nye recognizes that humans and animals exhibit similar behaviours when certain consequences occur, and the frequency of those behaviours increases. However, it is ‘degrading’ because compared with animals, humans use a much more logical and rational approach, thinking things through before making decisions, whereas the animals follow a more mechanical process. Whilst some may look past this generalisation and apply it within the classroom. We must be aware of the limitations. Laundrum and Kaufftman uncover one by stating, “behavioural strategies seem to be implemented haphazardly, inconsistently, or incorrectly as often as they are implemented as they were designed” (2013, p.57). Therefore suggesting, it cannot be universal in its use. Aubrey and Riley inform us that when applied to manage behaviour, it “should be responsive to a specific situation and tailored to the needs of an individual or group of children.” (2020, p. 99). 
Despite this, during his career, Skinner advanced many theories first put forth by Pavlov, Watson, and Thorndike in the field of behaviourism. He brazenly applied his theories regarding animal behaviour to humans after working with rats and pigeons at first. Regardless od the decline in dominance behaviourism has sought, Skinner’s contributions are still relevant in the education system, where operant conditioning is widely used as a method of behaviour management.
With more space to research justly, another avenue to explore would be the effects of ALN. Within this instance, particularly social and emotional influence and its impact on a child’s education. This would require much more space to review, with having to look at possible factors contributing to a child’s development before even considered appropriate ways to differentiate and accommodate for ALN learners within a class. Having said that, I think it is necessary to refer briefly to the misinterpretation of additional learning needs such as BESD as bad behaviour. As a result of this stigmatization, schools are becoming reluctant to admit pupils with BESD because of their socially inappropriate behaviour, which disrupts learning (Broomhead, 2013). This is emphasised by the fact Orsati and Causton-Theoharis identified that “removal becomes the obvious choice when a student presents unwanted behaviour” (2012, p. 12). Broomhead argues, “This has resulted in criticism towards staff employed in mainstream schools, who are perceived to favour exclusion as opposed to taking time to understand, and address, the needs of pupils with behavioural difficulties.” (2013, p. 4). This criticism to mainstream schools stresses the importance of acknowledging that ALN in any form can be a barrier to a learners’ development, however removal is not the answer. Appropriate adaptations to meet specific requirements are therefore vital in such circumstances to allow for progression. In fact, as pointed out by Maxwell et al., it is mandatory for schools, under the new legislation to “…demonstrate progress and attainment for children with ALNs.” (2020, p. 438). 

Reflection & Next Steps
In this section, I will adapt and therefore loosely use Brookfield’s four lenses in a way to allow me to reflect on my critical incident. That is, I will use lenses to consider Brookfield’s four perspectives but with my own reflections within those lenses. Therefore, I will reflect on the ‘misbehaviour’ witnessed. Brookfield’s method proposes, self-reflection must occur. Initially and in the moment my personal reflection of the incident was, pupil A is misbehaving, it is so rude and oblivious and shows a lack of respect to the teacher. From student A’s perspective (suffering with BESD), the only way the teacher will give them attention is if they shout out answers and distract others. Brookfield’s third lens is colleague’s experience, in this instance the teacher of pupil A. With the teacher being aware of pupil A’s ALN, they thought on their feet and adapted the strategy mid-lesson to meet this individuals’ requirements. Using Brookfield’s method, it is evident that there is an unspoken link between behaviour issues and ALN. This is because ALN can often be confused with bad behaviour. This is clear from the observed incident, and I can admit that is how I initially viewed the incident to occur. This also is a reason why this model is favourable in comparison to Schon’s reflection in action because it is only through reflection in retrospect that this became apparent. Therefore, upon reflection and moving forward I would propose to be open-minded, flexible, and resilient. Cowley recommends adopting an adaptable approach and states, “It’s about being flexible in your thinking, and in your teaching to manage behaviour.” (2014, p. 17). I think it can be difficult for teachers to gauge when adaptations need to be made. Although, successfully demonstrated from the critical incident, I think it can be difficult for teachers to gauge when to be adaptable and often how. Thereby moving forward, to alleviate this struggle, at the beginning of the lesson I want to trial a strategy witnessed on my bridging experience. That being, to answer the register the children will use a number from 1-10 rather than with their names. Pupils who respond with lower than 4 or 5 displays needs for attention. It is an inclusive method for the teacher to be aware of any pupils that need monitoring throughout the day. In retrospect of the limitations of Skinner’s behavioural model and its haphazard utilization as a tool for behaviour management. Additionally, on reflection of the critical incident and the scholarship reviewed supporting this, I have realized the significance of applying consistency, whether it be praise or punishment. Thereby I will adopt a ‘firm but fair approach’ in my discipline to inform me in my own professional and personal development
Conclusion
As previously outlined and demonstrated in this essay, the capacity for critical reflection is “the hallmark of the ‘professional teacher’” (BERA, 2014, p.20). By using Brookfield’s lenses to reflect on the critical incident, and scholarship combined, has made me “more aware of those submerged and unacknowledged power dynamics that infuse all practice settings.” (1998, o.197). Thus, in turn, allowed me to evaluate next steps to put into place as a developing practitioner in the field.
Throughout this essay I have illustrated professional learning as stated within the ‘Professional Standards for Teaching and Leadership’. By exploring the need for reflective practice through the evaluation of David Tripp’s critical incidents I have engaged with wider reading and research findings. Furthermore, this has been exhibited through my analysis of Skinner’s behaviour approach of operant conditioning and its application in education systems as a tool for behaviour management. Moreover, as a result of critically reflecting on the observed incident my intuition led me seek advice and support from colleagues at school X on my bridging period. This collaboration allowed me to practice formal interaction through emailing professionally on a sensitive topic whilst referring to BERA (2018) guidelines which comes in parallel to said standards.  Additionally, I obtained crucial information to better understand and therefore evaluate the critical incident (the ALN list of that class) through this cooperation. 
Overall, this essay has empowered me with knowledge to analyse and present a critical understanding of how professional teachers meet the needs of children and youth from diverse backgrounds. Accordingly, this enabled me to identify, evaluate, and justify different approaches to to meet the diverse needs of learners in a variety of settings.
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