




Stephen William Morris
Student number │ 2104102
6007 Assignment │ Who am I teaching?
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Introduction
The next teaching and learning steps will be deduced through the critical reflection of a critical incident based on a case study observed in a primary school context. First, critical incidents will be defined in relation to critical reflection. The role of critical reflection will be explained and the concept of teachers as professionals considered. The impact of reform in curriculum and assessment on initial teacher education (ITE) in Wales will be outlined. Then the school context will be detailed with the case study linked to the new curriculum for Wales and some of Donaldson’s four purposes and twelve pedagogical principles (Donaldson, 2015; Welsh Government, 2020). The critical incident identified within the case study will provide two key themes (differentiation and self-regulated learning) that will be the basis for the literature review. The literature review will inform the next teaching and learning steps that will be identified and detailed in the reflection. 
According to Tripp (2012), critical incidents are not critical in nature, rather they are deemed to be critical through interpretation and evaluation. Critical incidents are central to reflection within teaching because they allow for practitioners and observers to explore the reasoning behind actions (Tripp, 2012; Zwozdiak-Myers, 2012). However, it is important to consider that the worldview and unconscious biases one holds will inevitably inform the process (Tripp, 2012; Lee, 2018). The continual use of critical reflection serves as a catalyst for sustainable professional teaching practice, where internal thinking is challenged as one exercises greater responsibility over their thoughts, actions, and learning (Beavers, Orange & Kirkwood, 2017; Janssen et al., 2019). 

The role of critical reflection
Critical reflection originates from John Dewey’s work, which has remained a consistent feature in literature concerning the professional development of educational practitioners (Saric & Steh, 2017). Tripp and Rich (2012) explain the role of critical reflection as a process of developing teaching practice and pedagogy through the critical investigation and evaluation of past pedagogical actions and outcomes. Orchard and Winch (2015) propose the idea of teachers as professionals, whereby teachers have the theoretical concepts, research, and frameworks to complement their realistic, practical experiences. They argue that the decisions of a professional teacher are supported by credible and reliable research and theory. Educational research and literature continually seek an effective way to translate teachers’ pedagogy into positive outcomes for everyday teaching (Korthagen, 2017).
When thinking about teaching practice, it may be worth considering the impact of individual attitudes and beliefs on the formulation of teachers’ pedagogy.  Korthagen (2017) challenges the notion of teachers as professionals, suggesting the humanistic attributes of the teacher should be considered in the relationship between theory and practice. For example, it might be considered that a teacher that aligns with a behaviourist view of learning will use a different pedagogy to a teacher who gravitates towards a constructivist ideology, despite both drawing on theory and research to inform their practice. Therefore, it might be assumed that eliminating individuals’ unconscious biases is challenging (Lee, 2018). The process of critical reflection can prove an effective resource in creating productive links between theory, practice, and personal dispositions of the teacher (Korthagen, 2017). Estyn (2018) reinforces reflection as a crucial skill because it has the potential to challenge teachers’ developed attitudes and assumptions. 
McKinsey and McKinsey (2007) compared twenty-five education systems across countries with varying budgets concluding that the excellence of education systems cannot surpass the excellence of its teachers. This might suggest that ITE should be seen as a priority. The 2015 government authorised report, ‘Teaching tomorrow’s teachers’, and the curriculum and assessment reform in Wales have driven fundamental changes in the provision of ITE (Furlong, 2015; Furlong et al, 2021). Some of the key changes made to ITE provision in Wales include a new accreditation process, overseen by the Education Workforce Council of Wales (EWC) and a formal requirement of association between universities and schools in the provision of ITE (Estyn, 2018; Welsh Government, 2017). There is a code of conduct and a framework of competencies across five qualified teacher standards that ITE providers must embed, and student teachers must achieve through their professional learning passport (EWC; Welsh Government, 2019). These changes to ITE in Wales might imply a movement towards the construct of teachers as professionals and a motivation towards developing reflective practitioners (Estyn, 2018). Furlong et al. (2021) suggests that teachers are central to the success of any educational reforms in Wales. 

Observation
The British Educational Research Association (BERA) (2018) clearly states that obedience to confidentiality and anonymity is the standard approach for any research to be conducted in educational settings. Obedience towards confidentiality and anonymity is essential within educational settings as there is a requirement to always safeguard pupils (BERA, 2018). In adherence with these guidelines any information concerning the school, staff and pupils observed will be kept anonymous and confidential.
The observation was conducted in a key stage two class in an English medium primary school based in a local authority in Wales. The school has 289 pupils aged between three and eleven years old (Welsh Government, 2021). The school has a free school meal (FSM) three-year average percentage of 39.4%, which is higher than the average of Wales and the average of the local authority with rates of 21.3% and 23.4% respectively (Welsh Government, 2021). The observed school consists of 14 classes of which there are two nursery classes and four mixed-year classes (with one of these being a specialist teaching facility) (Estyn, 2018). In 2018, over half of the pupils were recognised as having additional learning needs which outweighs the average of Wales at 21% (Estyn, 2018). There are eight pupils with mild to moderate learning difficulties that go to the specialist teaching facility (Estyn, 2018). Most pupils are of white British background with only a few pupils that speak English as an additional language (Estyn, 2018).

Critical incident linked to Donaldson’s Four Purposes
Critical incident
The observation took place in a year five class after morning playtime (see appendix 1 for the record of observations). The teacher begun the lesson with an open-ended class discussion, recalling a previous lesson where pupils had used a thesaurus to discover what synonyms were. The teacher then introduced the current lesson which centred around using a thesaurus to find synonyms for different feelings and emotions to complete an emotion wheel worksheet. The teacher told the observer that these emotion wheels would then be accessible to pupils to convey their feelings and emotions. The teacher went on to explain that there were two emotion wheel worksheets of different difficulties which were accessible to pupils. Pupils could either use an emotion synonym word bank sheet, a thesaurus, or a combination of both resources to complete the activity. The teacher explained the growth mindset within the school to the pupils and referred to the learning zone model in the classroom. It was emphasised that pupils should assess their own ability and choose the worksheet they deemed most suitable. Pupils were expected to self-evaluate during the task and change the worksheet they were completing if they found the task too easy or too difficult.
Links to the four purposes
It could be argued that Donaldson’s (2015) purpose of developing ambitious capable learners is achieved because pupils are increasing their knowledge of synonyms, using it in a new context, and being encouraged to pursue and appreciate challenges that are relevant to them. This purpose may also be reflected by pupils having responsibility for their own learning, through their use of self-evaluation (Donaldson, 2015). The emotion wheel task might also imply a link to Donaldson’s (2015) purpose of developing healthy confident individuals, because pupils are increasing their emotional literacy and gaining more vocabulary to express their emotional and mental wellbeing. 
Links to the twelve pedagogical principles
It could be argued that the open-ended discussion in the observation targets the pedagogical principle of using prior knowledge to engage learners’ interest (Donaldson, 2015). It might also be argued that the emotion wheel task contributes towards the pedagogical principle of social and emotional development (Donaldson, 2015). Cross curricular links are evident in the learning task as literacy skills are developed in the health and wellbeing area of learning experience (AOLE) (Donaldson, 2015). The growth mindset, learning zone model and pupil self-evaluation arguably reflects the pedagogical principle of pupils assuming responsibility for their learning and being encouraged to keep a persistent effort in the task, seeking high but realistic goals (Donaldson, 2015). Furthermore, it might be considered that the assessment for learning strategies within this observation aim to accelerate the progress of learning, therefore adhering to another pedagogical principle (Donaldson, 2015). 
Key themes
The lesson design is the aspect of the observation that will be evaluated critically. The lesson design incorporates the structure of the lesson, the use of the two worksheets and resources, in addition to the pupil choice and reference to the learning zone and growth mindset. As such, differentiation and self-regulated learning (SRL) have been identified as the key themes that will form the basis for the literature review. In the literature review, the concept of differentiation will be defined, and its effectiveness in an educational context will be outlined. Then an evaluation of relevant models and factors will attempt to understand how the differentiation process can be best applied. The concept of SRL will also be defined and its effectiveness critiqued. Relevant factors that may influence SRL will be discussed and considerations for how SRL can be best applied in a classroom context will be outlined. The literature review will inform the next teaching and learning steps that address these themes.



Literature Review
Differentiation
Differentiation and associated constructs have been shaped by theories such as the zone of proximal development (Vygotsky, 1978, cited in Tiihonen, 2021), challenge-skill balance (Csikszentmihalyi, 1990 cited in Prast et al., 2015), and multiple intelligences (Gardner, 2008 cited in Tiihonen, 2021). Differentiation has evolved from a traditional one-for-all approach to education in attempt to better support the diversity of students and their unique learning needs (George, 2005; Parsons et al., 2018; Pozas, Letzel & Schneider, 2020). It could be argued that aspects of differentiation are mirrored in the reform of the curriculum, assessment and ITE provision in Wales, where a purpose based educational system considers individual learners and the input that is required to create successful futures for them (Furlong et al., 2021).
Roiha and Polso (2021) deduced a dual understanding of differentiation based on the various interpretations mentioned throughout the literature. They consider differentiation to be a holistic, proactive, and reactive concept that is continuous in nature and adjusts to improve the outcomes for every learner. They also recognise that differentiation involves embedding strategies on both a micro and macro scale to best support the learning and development of each unique pupil. This understanding of differentiation will be used in this literature review.
Differentiation is primarily aimed at achieving improved learning outcomes for all learners (Suprayogi and Valcke, 2016). Eysink, Hulsbeek and Gijlers (2017) conducted a study that revealed a positive corelation between children’s learning outcomes and the amount of differentiation implemented by teachers. Similarly, Kyriakides, Creemers, and Antoniou (2009) concluded that learning outcomes are greater in children that are exposed to teachers who differentiate according to their needs. Differentiation within an educational context is actively encouraged throughout literature, with a wealth of evidence that demonstrates improved outcomes for learners (e.g., Baumgartner, Lipowski & Rush 2003; Reis et al., 2011; Valiandes, 2015). It could therefore be argued that differentiation warrants sufficient attention within ITE provision and in the continued professional development of teachers (Prast et al., 2015).
[bookmark: _Hlk85212799]Deunk et al. (2018) suggests the breadth of understanding and application around differentiation has led to challenges for researchers and practitioners alike. This has resulted in many frameworks and models being detailed throughout the literature (e.g., Eysink, Hulsbeek & Gijlers, 2017; Prast et al., 2015; Roiha & Polso, 2021; Smets, 2017; Tomlinson et al., 2014; Tomlinson, 2017; van Geel et al., 2019). Roiha and Polso (2021) offer an overview of various models of differentiation, observing that most are heavily theoretical, with a lack of scope for practical implementation. A myriad of factors have been considered to influence the potential success of differentiation including: pupils’ wellbeing, prior knowledge, class sizes, time, grouping of pupils, teaching arrangements, the physical learning environment, lack of resources, shared planning time and wider school support (Coupland, 2019; Roiha, 2014; Roy, Guay & Valois, 2013; Tomlinson & Imbeau, 2010). The failure of certain models in accounting for these factors means that their functionality within a practical context may be questionable (Roiha & Polso, 2021). 
All these differentiation frameworks collectively aim to raise awareness of the broad nature of differentiation and ease the burden on teachers’ implementation (Roiha & Polso, 2021). However, it is important to remember that each model offers just one perception of differentiation, and it may not generalise to contexts outside of which it has been practiced (Roiha & Polso, 2021; van Geel et al., 2019). Whilst some models prove comprehensive in both theory and practice, it can inevitably be argued that each context presented to a practitioner contains its own myriad of factors that challenge the successful application of differentiation (van Geel et al., 2019).
Prast et al. (2015) suggests that there is a need for consistent guidance on differentiation across a variety of contexts because literature is insufficient in informing effective differentiation practices. This perspective could be supported by empirical evidence that illustrates that teachers differentiate to different extents in the classroom (e.g., Moon et al., 2002; Prast et al., 2015; Roy, Guay & Valois, 2013). Evidence also suggests that novice teachers feel unprepared to apply differentiated learning (van Geel et al., 2019). Therefore, it could be argued that differentiation models can be effective instruments for professional development within ITE because they provide a basis for critical reflection on differentiated practices (Prast et al., 2015; van Geel et al., 2019).
However, it is important to consider that each educational system presents its own arrangement of complex factors which may thwart consistent differentiation guidelines being widely accepted (van Geel et al., 2019). Irrespective of the theoretical understanding applied to a classroom context, differentiation needs to be implemented in a pervasive manner on a school wide level (Roiha & Polso, 2021). It is assumed that a safe, inclusive, and accepting learning environment is a prerequisite for differentiation (Roiha & Polso, 2021; van Geel et al., 2019). Roiha and Polso (2021) conclude that the adoption of differentiation into schools’ and teachers’ philosophy is fundamental in considering different individual learning needs. 

Self-regulated learning (SRL):
Zimmerman (2010) specifies SRL as pupils’ level of consciousness about their strengths, weaknesses, and the strategies they employ to foster their learning. Literature has debated whether SRL falls under metacognition or vice versa (Veenman, Van Hout-Wolters & Afflerbach, 2006), with the latter opinion being widely accepted in recent years (Muijs & Bokhove, 2020). According to Dinsmore et al (2008), the concept of SRL is shaped by the complex interdependent relationship between three elements. The first is cognition (strategies to understand learning), the second is metacognition (strategies to monitor and assess learning) and the third element is motivation (the desire to engage with learning). For this literature review the three-pronged understanding of SRL will be employed (Dinsmore et al., 2008).
Within the literature, some authors argue that SRL is only deemed sufficient when all three parts are considered collectively (Muijs & Bokhove, 2020). For example, the understanding of cognitive strategies and the motivation and awareness to apply the right cognitive strategies are preconditions to the metacognitive function (Quigley, Muijs & Stringer, 2018). However, this is not consistent within the literature. Dent and Koenka (2016) suggest that metacognition is more important because they found it to be more highly correlated with achievement than cognition strategies. 
There is extensive literature and empirical evidence across contrasting educational phases and contexts that has acknowledged a relationship between SRL and academic performance (e.g., Baas et al. 2015, 2020; Callan et al., 2016; Grassinger & Dresel, 2017). Whilst some evidence may contest this relationship, the bulk of evidence suggests the impact of SRL on achievement is strong (Muijs & Bokhove, 2020). Muijs and Bokhove (2020) admits that most empirical evidence and literature originates from outside a UK context but concludes there is no evidence that implies the relationship would differ. Ultimately the UK’s Education Endowment Foundation (EEF) Teaching and Learning Toolkit, identifies SRL as a low cost, high impact approach to improving achievement of learners, particularly those from underprivileged circumstances (EEF, 2021a, b, c). It is suggested that the reform in assessment, curriculum and ITE in Wales reflects the importance of embedding SRL within the educational system as a means for improving academic outcomes (Perry, Lundie & Golder, 2019). 
It can be argued that SRL requires the attention of a multitude of factors (Muijs & Bokhove, 2020). Ben-David and Zohar (2009) propose that SRL strategies will have more success when embedded within specific subjects. This implies that students’ use and strength of SRL may fluctuate depending on the context (e.g., maths to literacy), and rejects the idea that SRL development should be expected from only being taught cognitive strategies (Muijs, Bokhove & Stringer, 2018). However, this has been contested by Greenleaf et al. (2011) who argues that as pupils develop SRL, strategies can be transmitted across contexts and subjects. This is based on the idea that mature learners begin to possess the aptitude to apply personal knowledge and general SRL strategies across contexts (Siegler, 2007). Nevertheless, it is still emphasised that SRL strategies are best developed in interaction with specific subject areas (Neuenhaus et al,.2011). As such, it is implied that professional development of practitioners should be based on enhancing subject and pedagogical content aligned to the curriculum (Desimore, 2009; Muijs et al., 2014). Dignath and Butnner (2008) also suggest that there must be sufficient time to see results of SRL strategies in consideration of the evolving nature of SRL, which becomes more automated with progress. Assessment for learning might be a relevant formative assessment and feedback tool that has a twofold effect on SRL development, by providing learners with a monitoring instrument and offering practitioners information to scaffold revised SRL strategies (Bass et al., 2015; Wiliam, 2018). 
Quigley, Muijs and Stringer (2018) provide guidance on implementing SRL for practitioners. The seven recommendations, based on international practical evidence, cover the use of direct approaches (explicit instruction and implicit modelling) and indirect approaches (guided practice, class dialogue and scaffolded inquiry) with schools assuming responsibility for implementation. It is argued that a mix of both approaches is necessary for the effective delivery of SRL (Muijs & Bokhove, 2020). It is also noted that the degree of teacher guidance and scaffolding will differ among pupils based on prior knowledge and their effective use of SRL (Muijs & Bokhove, 2020). Therefore, it may be argued that SRL may have an impact on the process of differentiation, especially regarding teacher instruction and the layout of the learning context (Dignath-van Ewijk, Dickhäuser & Büttner, 2013; Martinek, Hofmann & Kipman, 2016). It is also argued in literature that schools need to provide extensive support and sufficient time for teachers to implement and evaluate SRL (Anders et al., EEF). Muijs and Bokhove (2020) conclude that embedding SRL into school contexts is an effective process when teachers are involved in the process. However, some potential challenges to SRL that may require acknowledgement from teachers include pupils’ selecting inappropriate strategies, choosing easier tasks, avoiding work and procrastinating (Dalland & Klette, 2012, 2016).



Reflection/Evaluation and next steps
Kolb’s (2015) experiential learning model will offer a framework for this reflection (see appendix 2). The experiential learning model aids critical reflection by providing a construct to assess, evaluate and increase connections between practice, theory, and professional development (Kolb, 2015). Within the model, the concrete experience stage refers to the observation of the case study, the identification of the critical incident and the key themes. The reflection/observation stage refers to the literature review that deepens the understanding of the key themes identified. The final two stages, abstract conceptualisations and active experimentation will be detailed in this section.
Abstract conceptualisation (links to critical incident)
It can be argued that the lesson design identified in the critical incident observes Roiha and Polso’s (2021) holistic split definition of differentiation. For example, it might be considered that the different worksheets and resources provided by the teacher offer a proactive point of differentiation. However, it could also be suggested that this differentiation was the teachers’ reactive response to evaluating the experience, knowledge, and profile of students in the class. it might also be considered that the growth mindset paired with the learning zone model provides a reactive point of reference for the teacher and pupils. The use of the learning zone model across different subject contexts, tasks and activities may be indicative of differentiation as a continuous process in the classroom. Furthermore, the school’s growth mindset ethos may exemplify the understanding that differentiation should be assumed at a school (macro) level in addition to a classroom (micro) level (Roiha & Polso, 2021). 
It could be suggested that the components of SRL explored in Dinsmore’s (2008) study are considered in the critical incident. Initially it could be argued that the introductory discussion functions as a tool to remind pupils of the cognitive processes involved in understanding what synonyms are, how they can be found within a thesaurus and how this cognitive process applies to the lesson. The metacognitive process may be considered through the application of the learning zone model and growth mindset, as the metacognitive responsibility is assumed by pupils throughout the task. The use of the learning zone model and growth mindset to aid pupils selecting the task most appropriate to their needs also supports Martinek, Hofmann and Kipman’s (2016) opinion that SRL strategies can be embedded in the broader concept of differentiation. Finally, it can be argued that the motivation component of SRL is supported because the pupils are creating a unique emotion wheel that may assist with their emotional wellbeing and personal development. However, it is important to be sceptical and remember that motivation and effective use of SRL may vary between students (Muijs & Bokhove, 2020).
Active experimentation (next teaching and learning steps)
In terms of next teaching and learning steps, the literature has implied that more differentiation results in greater learning outcomes for pupils (Eysink, Hulsbeek & Gijlers, 2017). This arguably reflects the need for the application of best differentiation practice to ensure optimal learning outcomes for every learner. If this lesson were to be repeated, the differentiation could potentially be enhanced by having another emotion wheel worksheet of varying difficulty to provide greater coverage of learners’ needs within the lower and higher achieving groups. Next steps used to implement differentiation should also consider all the challenges outlined in the literature (Roiha & Polso, 2021). For example, practitioners (especially trainee teachers) must ensure they have enough support from the school, sufficient resources, and planning time to feel prepared to deliver differentiated practices successfully. Practitioners should be encouraged to critically reflect on their pedagogy and utilise theory to alleviate relevant contextual pressures. 
Within the literature, it is suggested that SRL can be considered within differentiation (Martinek, Hofmann & Kipman, 2016). This may indicate that using elements that are common to both concepts in the next teaching and learning steps may prove successful. For example, by pairing pupils so that the process of using a thesaurus can be scaffolded by more able students for less able students. The scaffolded approach is ground in Vygotsky’s (1978) zone of proximal development which is seen to be relevant in differentiation practices. The needs of learners who lack the confidence to use a thesaurus independently are fulfilled, whilst also reinforcing learning for more able students (because they explain the cognitive process to a peer). It could also be argued that this next teaching and learning step utilises SRL strategies to alleviate differentiation pressures such as class sizes, lack of time and resources. Practitioners may use the time created by scaffolding to monitor shortfalls and limitations in pupils’ SRL, determining whether any further support or differentiation is needed. Therefore, it can be proposed that SRL and differentiation should be considered collectively when applying next teaching and learning steps. 

Conclusion
The development of the observer’s next teaching and learning steps is based on empirical evidence and literature that has influenced the understanding of two keys themes (differentiation and SRL) identified from the critical incident. These future teaching and learning steps should be considered when any relevant pedagogy is being applied to educational settings. The deeper understanding of differentiation and SRL generated through the review of literature has allowed the consideration of various models, factors, and challenges. This has enabled the realisation of a more concrete understanding of how each concept can best be applied in an educational setting to achieve optimal learning outcomes for all learners.
The role of a reflective practitioner in Wales is apparent through the observation of this case study. The identification of a critical incident and the connections made to the new curriculum for Wales, Donaldson’s four purposes and twelve pedagogical principles, in addition to the literature and next teaching and learning steps, shows a comprehensive approach to critical reflection. This understanding also demonstrates an awareness of the qualified teacher standards that serve as a framework for the development of teacher competencies and are directed towards the new educational reforms in Wales. Ultimately critical evaluation is seen as a fundamental process in the professional development of practitioners, where they consider their past pedagogical decisions and actions, and use theoretical understandings and practical research to promote new teaching and learning steps.
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Appendices:
Appendix 1: observation notes
	Record 1

	[bookmark: _Hlk83716609]Date and time, year group

Wednesday 22nd of September 2021 11am Year 5


	Where and When: Context of the observation – subject/AOLE, general classroom context

The observation occurred in a general KS2 classroom context just after morning playtime. The task covered the health and wellbeing AOLE whilst displaying cross-curricular links of literacy.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The teacher begun the lesson with an open-ended class discussion, recalling a previous lesson where pupils had used a thesaurus to discover what synonyms were. The teacher then introduced the current lesson which centred around using a thesaurus to find synonyms for different feelings and emotions to complete an emotion wheel worksheet. The teacher told the observer that these emotion wheels would then be accessible to pupils to convey their feelings and emotions. The teacher went on to explain that there were two emotion wheel worksheets of different difficulties which were accessible to pupils. Pupils could either use an emotion synonym word bank sheet, a thesaurus, or a combination of both resources to complete the activity. The teacher explained the growth mindset within the school to the pupils and referred to the learning zone model in the classroom. It was emphasised that pupils should assess their own ability and choose the worksheet they deemed most suitable. Pupils were expected to self-evaluate during the task and change the worksheet they were completing if they found the task too easy or too difficult.


	Areas of possible exploration: what you think could be “under the hood” in these incidents? What avenues of research could you consider?

It may be worth thinking about differentiation and the factors that impact on this concept. Is there a general way to enhance the differentiation practice within a classroom?

The use of class discussions to assess prior knowledge of pupils.

It may be useful to consider how models of self-reflection can be used to in a classroom to support pupil choice.

It may be helpful to look at self-regulated learning and how this is best implemented within a classroom context.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The teacher set clear expectation for pupils. She used model within the classroom to shift the responsibility for learning to pupils.




	Record 2

	Date and time, year group

Wednesday 22nd of September 2021 9:10am Year 5


	Where and When: Context of the observation – subject/AOLE, general classroom context

The start of the school day. It was observed that the class was instructed to read their books quietly. This would focus on the languages, literacy, and communication area of learning experience.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The teacher instructed the class to read quietly for 10 minutes. It was then observed that pupil X was disengaged with reading, untying their shoelaces, and playing with an elastic band around their wrist. The teaching assistant went to pupil X and took the elastic band and whispered quietly to them. Pupil X engages with their book directly after this. Once the teaching assistant’s attention is taken by pupil Y; Pupil X immediately starts disengaging with their book again and proceeds to disrupt pupils around them.


	Areas of possible exploration: what you think could be “under the hood” in these incidents? What avenues of research could you consider?

It might be helpful to consider the research around the attention span of children and how to best engage and maintain that attention in independent tasks. Research that focuses on strategies to develop attention in children may be of use. 

Alternatively, pupil X might find reading a difficult task and it may be that their inattention serves as a distraction to avoid completing the task. Does pupil X require more learner support to stay engaged with activities? 

Cognitive load theory could also be examined. Is there a way in which extraneous cognitive load can be reduced and intrinsic cognitive load can be managed effectively to ensure better learning outcomes for pupil X.?

It might be worth considering the benefits of silent reading or whether it is merely a tool to keep pupil’s busy and quiet, especially when a teacher is organising the next activity or lesson.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

Considering the activity was quiet reading time, the environment was quite busy with small distractions throughout the room. This gave pupil X ample opportunity to be disruptive and stay off task. 




	Record 3

	Date and time, year group

Wednesday 22nd of September 2021 9:30-10:30am and 11am-12:15pm Year 5


	Where and When: Context of the observation – subject/AOLE, general classroom context

In the classroom the teacher was conducting a lesson on health and wellbeing. 


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The health and wellbeing task was “Rainbow Foods”. In groups, the pupils had to find 3 fruit or vegetables for each colour of the rainbow and find one fact for each piece of food using the iPad. Each group had to make a poster displaying their learning. The teacher made these expectations clear from the beginning of the tasks. Groups were created by tables, with group sizes consisting of 4-6 pupils. The teacher instructed that group roles had to be shared so everyone got a go at drawing, writing, and researching. It was observed throughout the task that a few of the groups had pupils that weren’t as involved in the group work. All groups completed the task achieving the learning expectations. Each group had to present their poster to the class with every pupil involved in presenting one fact on a fruit or vegetable. It was noticeable that posters varied in quality and that some facts were merely copied. It was also noticeable that some pupils didn’t understand the fact they presented. The teacher explained to the class the importance of understanding information rather than copying and emphasised how phrasing something into your own words creates a deeper understanding.


	Areas of possible exploration: what you think could be “under the hood” in these incidents? What avenues of research could you consider?

Research around Vygotsky and sociocultural development should be considered. Research around Vygotsky’s ZPD should be evaluated in relation to this observation with other peers acting as the MKO. It may be helpful to also consider what is the best group size for optimal learning outcomes.

Research surrounding group dynamics, diversity, inclusion, and exclusion may be of use to. It is important to consider which group dynamics prove most effective in a classroom based on gender, abilities, confidence, and friendship groups etc to ensure academic and social skill development.

It might be helpful to consider research surrounding learning theories and active and passive learning.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The teacher made the objectives of the task very clear. The teacher encouraged all pupils to present within the group and created a safe non-judgemental learning environment for this to occur.




Appendix 2: Experiential Learning Model (Kolb, 2015)
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