[bookmark: _Hlk149835869]Introduction
This assignment will contain a critical evaluation of an incident observed in a secondary classroom using techniques outlined in Critical Incidents in Teaching (Tripp, 1993??). As well as exploring critical incidents I will also be looking at the role of reflective practice and how it can be used within teaching. Reflecting on the critical incident I will derive the next teaching and learning steps that could be implemented and explore the literature behind them. The critical incident methodology is based on the understanding that incidents are prevalent throughout the school day and Tripp defines a critical incident as being “produced by the way we look at a situation” (p.8) rather than existing as something which can be identified as a stand-alone entity. Anything that happens within a classroom can be read in a critical fashion but the things we notice are usually ordinary things we personally connect with for either good or bad reasons. The incident involved occurred in a Year 8 English lesson at the beginning of the school day. During the lesson I observed a student (Student A) who was noticeably nervous about engaging in a whole class discussion about identifying descriptive writing techniques. The teacher had asked the students to put their hands up if they had ideas they wanted to contribute. Student A did not put their hand up and was doing their best to avoid the teacher’s eye. At the end of the lesson the teacher introduced an activity in which the students were directed to use “Think – Pair – Share”, a technique where the students take time to formulate their own ideas, discuss them in a pair then share them with the whole class. During the activity Student A gradually gained in confidence and when the teacher called on them to offer their ideas during the “Share” portion of the activity they were confident enough to do so. 
In the sections which follow I will examine in more detail the evaluation of critical incidents. I will also delve into some of the concepts which surround the use of reflective practice and how it relates to the professional development of teachers. The observed critical incident will be discussed in more detail followed by a review of literature exploring further teaching methods which I have identified based on the critical incident. Finally, I will outline my reflections on how the literature has shaped my identification of the next teaching steps I would use in my professional practice.
The term critical incident has been used historically to describe an event in the life of a person or organisation which has sparked significant change and, in some cases, can also be responsible for large social changes (Tripp 2012). However, incidents of these magnitudes occur so infrequently in a teacher’s working life that they would not be adequate examples for professional research which is focusing on teachers on-going development. Instead, Tripp suggests that the majority of critical incidents occur in teachers’ ordinary professional practice and are critical in the sense of demonstrating motives and trends which are less obvious. It therefore follows that these incidents will look at first glance to be ‘typical’ every-day occurrences and are only rendered ‘critical’ through reflection and analysis. The creation of a critical incident is a two-step process beginning with the observation and recording of part of a lesson. It is important to note that this step is simply a record of what occurred and not an explanation, which is what comes next (Tripp 2012). The explanation and examination of the incident is what will necessarily transform a ‘typical’ incident in to a ‘critical’ one by offering an explanation which gives context to what has occurred and using that explanation to explore the more general significance of the incident. The criticality of an incident is how it’s meaning can be an indication of other important factors within a wider context, therefore critical incidents are created and not observed (Tripp 2012).
Reflective practice has been woven into the fabric of the new Curriculum for Wales in order to support teachers developing ‘sound pedagogy’ by encouraging them to understand the ‘how, why and what’ involved in education (Donaldson, 2015, p.71). Not only does reflective practice play a part in the new curriculum but it is a significant aspect of the ITE Professional Standards for Teaching and Leadership now in use in Wales (Furlong, 2020). Calderhead (1989) identified that using reflective practice in teaching has been supported for several decades and although methods of reflection have expanded, Calderhead asserts that these have mostly built on the works of Dewey (1993) and Schön (1983). When Brookfield (1998) outlined his four ‘lenses’ through which teachers can examine their practices, he asserted that reflective practice is a way to help teachers make more informed decisions and that by doing so they will develop their own theories of teaching rather than using practices given to them by others. This is echoed by Sellars (2012) who points out that individual learners will use the tools of reflective practice (description, analysis and planning) to interpret their experiences in different ways which will lead to unique plans for improvements to their teaching practice. In his Reflective Cycle, Gibbs (2013) lays out a framework consisting of 6 stages to analyse an experience - Describing the experience, examining the feelings elicited by the experience, evaluating both its good and bad aspects, analysis to help make sense of the situation, conclusions about what could be learned from the experience and the creation of an action plan to detail how to deal with a similar situation in the future. According to Markkaned et al., (2020) this model has been useful in discerning the connection which exists between a practitioner’s professional values and their personal experiences. For learners who are new to reflective practice Gibbs Reflective Cycle (1988) is a good introduction to the process as it has distinct and simple stages that can be easily worked through without requiring a large time commitment (Forrester, ????). However, Forrester goes on to point out that, the simplistic nature of the framework could lead to superficial, surface reflections as it does not point the reflector towards examining the values or assumptions which prompted their actions. He/She also identifies that whilst Gibbs Reflective Cycle (1988) is structured from the point of view of the reflector, it does not encourage an examination of points of view from others who may have been part of the experience. Brookfield’s four lenses guides the reflector to not only examine the experience from their own point of view but also that of the learner, the practitioner’s colleagues and to look at the theoretical literature surrounding the events of the experience.



[bookmark: _Hlk150086237]The incident took place in a Year 8 English class where the main intention of the lesson was to explore the use of descriptive language. The teacher read through a passage, which was printed in the students pre-made class workbooks as well as being projected onto the interactive board, and the children were asked to look out for specific uses of descriptive language. 
Once they had finished reading the passage the teacher then questioned the students, asking for examples from the text of the types of descriptive language techniques they had talked about at the beginning of the lesson (positive and negative words, lists, exaggeration). The teacher’s questioning technique at this point in the lesson consisted of any student who wanted to volunteer information to put their hand up. During the questioning I observed several students who were not volunteering any ideas and who appeared to be trying to avoid the teacher’s attention. One student (Student A) was sat close to where I was standing so I decided to observe them for the rest of the lesson. 
[bookmark: _Hlk150086459][bookmark: _Hlk150086664][bookmark: _Hlk150087086]The lesson continued with several more whole class interactions all themed around identifying descriptive language techniques. For the final part of the lesson the teacher introduced an activity where the students were instructed to consider things that would be bad if they happened whilst on a school trip. For this activity the teacher directed the students to use the “Think – Pair – Share” method to explore their thoughts and had provided a template in their class workbooks to aid the students in organising their thoughts. The template consisted of four boxes for the students to fill in which were labelled to give them a clear indication of what thoughts to include in each box. The boxes were titled “Think, Pair, Share and Summary”. The students were instructed to sit and think of a few ideas on their own in silence for thirty seconds before turning to the pupil next to them to discuss their ideas. After giving them a few minutes for their discussion the teacher told the students to fill out the first two boxes in the workbook (Think and Pair) with their own thoughts and those of their partner. Once the teacher had allowed sufficient time for the students to fill in the two boxes, they brought the class’ attention back to the board where they proceeded to ask for ideas from the class to fill out the “Share” box. The teacher chose to use the “Cold Call” technique during this part of the lesson, calling out students by name and asking them to contribute to the ideas being collected. These ideas were listed on the board and, following a brief discussion lead by the teacher, the students were directed to copy the list into the “Share” box in their workbooks. The activity concluded with the students being asked to choose two ideas from those collected on the board to fill in the “Summary” box. This was clearly not a new activity to the class as the teacher offered only a brief reminder of how to do “Think – Pair – Share” before setting the pupils onto the task. 
[bookmark: _Hlk150087173][bookmark: _Hlk150087308][bookmark: _Hlk150087365]During the initial part of the task (Think and Pair), Student A looked to be nervous about contributing to the conversation. They allowed their partner to express their ideas for around the first minute of the paired discussion but as the discussion continued Student A became confident enough to contribute their own ideas. The back-and-forth discussion between Student A and their partner gradually increased Student A’s confidence and they became noticeably more animated throughout the task. When the teacher began to collect the ideas on the board (the Share part of the activity) Student A still looked nervous about sharing their ideas but when they were called upon by the teacher they answered quickly and with confidence. 

Incident reflections
I observed a clear contrast between the teacher asking for hands up and during the initial stages of the lesson and the use of the “Think – Pair – Share” technique towards the end of the lesson. Student A was not responding to the teacher’s request for students to volunteer their ideas at the beginning of the lesson but by the end they were happy to engage in the class discussion. Student A’s reticence to contribute during the early portion of the lesson could have been down to a lack of understanding of the techniques being examined, but it would appear from the amount of engagement they had by the end of the lesson that their lack of participation was more due to a lack of confidence. The “Think – Pair – Share” activity seems to have offered enough of a safety net by giving the participants a designated time to compose and discuss their own thoughts that Student A was able to gradually build their confidence to a level where they felt they could contribute to the whole class discussion at the end of the lesson. 
By observing and evaluating this incident I have decided to explore other areas and techniques of questioning that are used in the classroom as it is clear from this example that students respond differently to different questioning methods.



[bookmark: _Hlk150026930]The critical incident observed highlighted the significance different methods of questioning in a lesson can make to students. This has led me to explore what different questioning strategies exist to help vary the form of lessons. The following passages will outline some of the strategies discovered before discussing which methods I will be using as part of my professional practice.
[bookmark: _Hlk150087476]Rosenshine (2012) identified that the questions teachers ask and the student discussions that these questions can elicit are one of the major ways of achieving the practice of new material. It follows that teachers must therefore rely on asking questions as a significant element of their teaching (Perrott 1991). Not only does questioning aid in the practice of material being introduced at the time but by asking questions the teacher can allow students to listen to each other and have more opportunity to compare ideas with their peers allowing for increased opportunities to learn from them (Hodgen and Wiliam ????). In order to examine and compare different styles of question a teacher could ask, it is useful to be able to classify them. Perrott (1991) suggests that classifications are useful as they can give a conceptual framework through which to compare the questions and identifies that Bloom’s Taxonomy of Educational Objectives (1956) is perhaps the most well-known classification. The Taxonomy identifies six levels of questions which are ordered hierarchically, each of which require an increasing level of intellectual activity to engage with. The six levels – Knowledge, Comprehension, Application, Analysis, Synthesis and Evaluation – are ordered such that progressing up the hierarchy moves the student from using low order thinking stills to engaging with higher order thinking and a teacher’s use of questions can be geared towards provoking a student’s levels of thinking (Kerry, 2002). It is important to recognise the shortcomings that have been identified within the Taxonomy. Postlethwaite (1994) identifies that there has been a failure to reach a consensus as to whether the structure of the Taxonomy is truly hierarchical. He points out that if the same behaviour can be identified as belonging to two or more categories, then the structure cannot be truly hierarchical. Postlethwaite (1994) states that several studies have been carried out and whilst they found flaws in the Taxonomy’s structure, they all supported the hierarchy to some degree. For the questioning methods discussed below, a teacher will be able to make use of Bloom’s Taxonomy (1956) to vary the complexity of the questions being asked based on the purpose of their questions and the ability of the students in their class.

One of the many reasons to ask a question as a teacher is to collect information which you can then use to inform your teaching, known as Assessment for Learning (Wiliam, 2017) or checking for understanding Rosenshine (2012).  Asking students questions, such as asking them to provide a summary of material they have been discussing or to explain whether they agree or disagree with another student’s answer, can have two effects. Producing an answer can cause the student to elaborate on what they have understood and create connections to other material which they have successfully learnt, or it can alert the teacher to a lack of understanding or a misconception which has developed among students. Rosenshine noted that whichever outcome presents itself the teacher has a clear understanding of whether they are able to move on with the planned material or go back and re-teach some of what has already been covered. The types of questions which can be used in the classroom broadly fall into two categories, open questions and closed questions (Bromley, 2023). Closed questions, Bromley says, are types of questions which often require short or very specific answers and are therefore useful when assessing whether learning has taken place as it will often be clear from the students answer how much understanding they have. Open questions, on the other hand, are mainly suited to engaging learners in deeper thinking and meaningful discussion. This is not to say that open questions cannot be used to check for understanding, as a student having to explain their reason for giving a particular answer may expose gaps or flaws in their understanding (Rosenshine, 2012). Wiliam (2017) identifies that in many classrooms, teachers are “making decisions about the learning needs of a diverse group of … students based on the response of one” (p99). Their check for understanding is based on selecting a student who has put their hand up as a way of volunteering to answer a question and assuming that the response of that student was an adequate guide to ascertaining the level of understanding present in the rest of the students. He points out that choosing a random student would be slightly more representative of the whole classes position but even here the evidence on which a teacher’s decision is based is still rather thin as it is only one sample from the class. 
There are many different questioning styles which can be utilised in assessment for learning to help teachers monitor individuals and overcome the strategies used by pupils to avoid engaging with learning (Holt, ????).
[bookmark: _Hlk150030314]Wiliam (2017) advocates ‘all-student response systems’ which involve the teacher asking a question and being able to elicit a real time response from every student. Wiliam illustrates several examples of these techniques - finger voting (offering multiple answers corresponding to holding up one, two, three or four fingers) and thumbs up or down (true or false, is this right or wrong etc.) in which using the types of closed questions mentioned by Bromley could aid the teacher in gleaming a clearer picture of the students understanding. In these examples, not only is the teacher able to gain information from every student simultaneously, but they can also shape the question such that they are able to identify whether the students who chose incorrectly genuinely do not know the answer or are labouring under a misunderstanding of what has been taught. 
Creating a question with a set of answers which will give a teacher specific information about what concepts were and were not understood results in a ‘diagnostic question’ (Nurlaila, Sriyati and Riandi, 2017). The answer options for any given diagnostic question can be set by the individual teacher to highlight common misconceptions related to that particular topic, but the most important element of a diagnostic question according to Wiliam (2017) is that “it must be very unlikely that the student gets the correct answer for the wrong reason” (p111). According to Wiliam (2017) there are two main uses for diagnostic questions. The first being at the beginning of a topic as a way of discovering what information the students may already know and the second being part way through a topic, before moving on to introduce more material, as a check for understanding. The result of these uses of diagnostic questions will directly affect what happens next in a lesson so act as a pivot, or hinge, around which the teacher can revolve the lesson whilst maintaining cohesion. Using a Hinge Question is a necessary check for understanding for two specific reasons (Renshaw, 2015). Firstly, as mentioned above, at a point where the teacher would move students on to new material and secondly where understanding the material which has been taught before the hinge is prerequisite knowledge for the next part of the lesson. Because of these two objectives Wiliam (2017) suggests these two guiding principles for hinge questions. It should take students no more than two minutes to engage with the question and produce a response. In considering how they expect students to respond, the teacher should aim to be able to view and interpret the classes responses in no more than thirty seconds to avoid the risk of the students getting off task.
[bookmark: _Hlk150027097]
Think – Pair – Share is a strategy which encourages students to collaborate and explore diverse perspectives (Bromley, 2023). It encourages cooperative learning and can allow students more time to engage with a question than some of the more traditional questioning methods (Kusuma et al, 2019). In Successful Futures (2015) Donaldson suggested that the new curriculum in Wales should aim to strengthen young people’s literacy and numeracy skills. As part of the new Curriculum for Wales (Welsh Government, ????) the Welsh Government developed literacy, numeracy and digital competence frameworks. Think – Pair – Share is a method which develops children’s literacy skills (Big Heart Media, 2010) by exercising students in both speaking and listening thereby engaging two of the four strands of the Literacy Framework (Welsh Government 2020). As well as having a noticeable impact on Student A in the observed critical incident, there has been research which shows that using Think – Pair – Share can increase students’ learning outcomes as well as their participation in learning (Citrawathi, Widiyanti and Adnyana, 2019).
Having engaged with the ideas and methodologies of Tripp (2012) I was able to observe and record part of a lesson and identify an event to examine and thereby create a critical incident. Using models of reflective practice such as Gibbs Reflective Cycle (1988) I analysed the observed critical incident and identified questioning as an area to examine further. By engaging with the work of Dylan Wiliam, Rosenshine and others I have concluded that questioning is an essential tool for teachers when assessing the progress of students learning. This can be done using a variety of questioning techniques and the literature suggests that different classroom settings lend themselves better to different questioning techniques. The use of open and closed questions is an effective way to vary the questions teachers ask and Bloom’s Taxonomy forms a sloid basis to expand the complexity of questions. Wiliam identifies that Hinge questions have a specific use in the classroom as a way of checking for understanding and assessing the classes readiness to move on to new material.

[bookmark: _Hlk150091409]Based on the observed critical incident and engagement with relevant literature I have identified two teaching and learning steps which I will incorporate into my professional practice. I believe the use of Hinge Questions could be a powerful tool within the classroom. The use of them as a way of assessing the classes readiness to engage with new material could help minimise the number of students who struggle to engage with the new material because they are still trying to process what has come before. As a student I believe the use of Hinge Questions at the beginning of a lesson will be valuable as I am not the classes regular teacher, and it could help identify how much knowledge the students possess on the topic I am preparing to teach them. I have also been inspired to develop a variety of all-student response systems to engage students and build a classroom culture where students cannot opt out. Using techniques such as finger voting would allow for Assessment for Learning opportunities as well as involving all students. It has been demonstrated that Think – Pair – Share increases pupil engagement and through the observed critical incident I have seen how it can positively impact a student’s confidence to participate in class discussions.
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