Introduction
This essay will critically evaluate and identify the researcher’s next teaching and learning steps by analysing a case study of a group of learners, based on a critical incident the researcher had observed. The term ‘critical incident’ has been defined in various ways in the literature. Brookfield (1995) and Woods (1993) define it as a significant, vivid event, Schön (1987) suggests that a critical  incident is a problematic happening that can be considered a unique event and promotes reflection, whilst according to Tripp (1993), a critical incident does not need to be dramatic or obvious, usually they are ‘typical’, ‘everyday’ events that are not always negative. However, they all like Sikes, Measor, and Woods (1985, p.432) agree that ‘critical incidents are highly charged moments and episodes that have enormous consequences for personal change and development’. An incident becomes critical when teachers subject it to a process of analysis and reflection in order to establish its significance (Tripp, 1993). According to Guillemin and Gillam (2004, p.275) identifying critical incidents in one’s own  teaching practice and analysing them through data collection and evaluation can lead to the improvement of the practitioner’s teaching practice through “a continuous process of critical scrutiny and interpretation’. 
Following this introduction, the researcher will delve into the role of critical reflection in relation to improving teaching practice and developing the role of teaching as a profession. The researcher will focus on reflective models linking them to the reforms in education and the role of teachers. Next, the school and class observation will be discussed with the links to Donaldson’s Four Purposes. Following this, the will be a review of the literature focusing on the identified critical incident. Next, there will be a reflection and evaluation on the researcher’s focus of the critical incident. In this part next steps for the teacher will be identified, with a view to fostering both their professional as well as personal development. To conclude, all areas will be summarised in order to link them to the role of the reflective practitioner in Wales and the new Professional Standards for Teaching and Leadership. 
The role of critical reflection
According to Dewey (1933) we do not simply learn from our experiences. In order to draw anything out of what happened we need to reflect on it. Brookfield (2017) stresses the importance of being critical in your reflective practice. He defines critical reflection as a process of rigorous analysis of assumptions that underline teachers’ practice. Brookfield (2017) and Cranton (1996) agree that the procedure needs to involve a continuous questioning and challenging of these assumptions so that practitioners can acquire new ways of practice that enhance learners’ performance. There are many different models of reflective practice, yet they all focus on evaluating the experience and identifying how it will affect the teacher’s future practice. Brookfield (2017) proposed to examine one’s practice through four lenses. Each lens focuses on a different aspect of one’s teaching. The first lens encourages practitioners to look at an experience through students’ eyes;  anonymous feedback is a good way of understanding students’ perception. Anonymity increases pupil’s trust in their teacher and enables them to be honest. In order for this type of reflection to be effective, teachers need to be open to criticism. The second lens advises looking at it from your colleagues’ point of view. Planning lessons in collaboration with colleagues and taking into account a mentor’s feedback can aid teachers in that. The third lens recommends delving into literature, for the purposes of this essay the researcher will be looking into the literature relating to the observed critical incident and the fourth lens is about personal experience, examining it as learners in order to help us “uncover our most deeply embedded allegiances and motivations” Brookfield (2017, p32). 
[bookmark: _Hlk118663348]Brookfield’s model takes a holistic perspective and looks at the event from a number of different standpoints which has proven to deepen practitioners’ reflection, however it requires a lot of time and effort and may give a variable and biased result. Another model of reflective practice was suggested by Kolb and Fry (1975). It is commonly referred to as an experiential learning cycle and consists of four elements: concrete experience, observation and reflection, abstract conceptualisation and experimentation. However, Boud, Keogh and Walker (1985) argues that Kolb and Fry’s reflective model does not give sufficient attention to reflection. They appreciate the model’s usefulness in helping practitioners plan learning activities and checking if the pupils are engaged but they do not think it “uncovers the elements of reflection itself” (Boud, Keogh and Walker,1985,p.13). Moreover, Jarvis (1987) and Tennant (1997) claim that empirical evidence for this model is poor as the initial research base was small, and there have not been many studies to test the efficiency of this model. While Brookfield (2017), Kolb and Fry (1975) encourage reflection on action, after the event, Schön (1996) proposed reflecting in action that is during the event. He emphasised that it is often difficult to explain how to reflect on action as it is  ‘tacit, implicit in our patterns of action and in our feel for the stuff with which we are dealing’ (1983, p. 49). That is why it is often described as an ‘intuitive, personal, non-rational activity’ (Akbari, 2007, p. 196). Yet, a great body of research (Bright, 1996; Brookfield, 2004; Cranton, 1996; Dewey, 1933, 1938; Reagan, Case, and  Brubacher, 2000; Schön, 1996; Willis, 1999) emphasise the significant impact critical reflection has on practitioner’s knowledge, skills and dispositions. 
Estyn report (2018) on ITE in Wales stresses the importance of the promotion of student teachers’ critical thinking, reflection and evaluation for professional learning. The Welsh Government (2015) ‘Reflective Practice’ document distinguishes critical reflection as a vital component of reflective practice. Student teachers need to learn how to judge if their teaching strategies, skills and resources are effective with regard to pupils’ learning and then come up with targets for improvement. Professional standards for education practitioners in Wales (Welsh Government, 2019) state that in order to meet Practising Teacher Standards teachers need to understand that reflection is necessary for their development and take responsibility for their continuing professional progression. Evaluation and development through reflection are crucial to the new curriculum for Wales framework as they promote the improvement of the quality of education and standards of attainment (Curriculum for Wales Guidance; 2020). Moreover, the first standard, Pedagogy states that teachers are expected to constantly try to secure the best outcomes for learners through continuous improvement of their teaching, influencing learners and advancing learning. The standard for Collaboration links to Brookfield’s (2017) reflective model and examining one’s practice through one’s colleagues’ eyes. The standard for Professional Learning encourages teachers to continually expand their knowledge, skills and understanding- Brookfield’s scholarly literature lens (2017). The standard for Innovation inspires practitioners to implement new techniques and approaches, they had learnt about through their own research or collaboration with their colleagues, in their own practice- experimentation (Kolb and Fry, 1975). The standard for Leadership requires teachers to demonstrate professional attitudes and behaviours. Reflective practice can be very valuable in helping practitioners meet all the above standards. 

Observation 
Following BERA guidelines “the confidential and anonymous treatment of participant’s data is considered the normal conduct of research”. That is why the names of school, pupils and staff observed will remain anonymous throughout this essay.  
The observation took place in a mixed gender English medium Primary school based in Cardiff and in the local authority of Cardiff. The school is a three form entry and there are 1790 students on roll between the ages of 11 and 18. Approximately 30.4% of pupils are eligible for free school meals, which is considerably higher than the national average of 19.7%. The school has identified that 35% of pupils have additional educational needs, which is above the national average of 25.1%. However, only 2% of students have a statement of additional educational needs, which is lower than the 2.5% average in Wales. The proportion of pupils who speak English as an additional language is 70%. Over 60 different languages are spoken within the school community (Estyn, 2017). 
During a Maths lesson on a Monday morning, which was the first lesson of the day, the teacher asked pupils to multiply a couple of decimals as a warm up activity. The class have been working on integers and decimals for the last few weeks so the activity was intended to be done independently which links to the core purpose of enabling students to become ambitious, capable learners who are building up their knowledge and can use it in different situations (Donaldson, 2015). Student X raised her hand and told the teacher she didn’t know how to multiply decimals and asked if the teacher could help her. Instead helping student X, the teacher asked the student Y sitting next to student X if she knew how to do the task. Student Y nodded so the teacher asked student Y if she could explain it to student X and she agreed. The new curriculum framework strives to teach students to be enterprising, creative contributors who can take on different roles and work efficiently and responsibly in a team. Learners are encouraged to think creatively in order to solve problems as well as share their energy and skills to help others. Moreover, the framework aims to help students become ambitious, capable learners who like challenges and who are able to express themselves competently and explain clearly what they have learnt. However, counter to this, student Y kept on working independently and chose not to give off her energy to and skills to help her  peer in need. What is more, the framework endeavours to enable students to become healthy, confident individuals who grow in resilience and empathy. Furthermore, the framework also intends to help pupils become ethical, informed citizens who are respectful of the needs and rights of others and are mindful of what impacts their decisions and actions can have on others. Unfortunately, student Y ignored student X’s need to be helped. This is the critical incident the researcher is going to examine. Was student Y aware of the impact her decision would have on her peer or did she ignore that too? Did she not feel bad that her peer did not understand what she was expected to do? Eventually student X started looking around the classroom then turned back and started talking off topic to the students sitting behind her. After a few minutes the teacher came back to student X and asked her how she was doing. She said she still didn’t understand so the teacher did the first multiplication with her then asked her to try to do the rest by herself. 

Literature review 
The teacher asked the pupils to engage in shared learning, to be more specific Student Y was asked by the teacher to peer tutor student A. Numerous studies have proved that shared peer learning is beneficial. (Azmitia, 1988; Ellis, Klahr, and Siegler, 1993). Similarly, the literature and meta-analysis have reported the academic advantages of peer tutoring from Preschool to Higher Education (Morano and Riccomini, 2017; Robinson, Schofield and Steers-Wentzell, 2005; Rohrbeck et al., 2003). Additionally, Harris and Sherman (1973) and Fogarty and Wang (1982) conducted numerous research on the effects of peer tutoring in Mathemathics. 
Until 1937 shared learning was a somewhat unfamiliar and a widely disregarded concept. Competition and rugged individualism dominated education which was influenced by social Darwinism (Sumner, 1963). Students were taught to do what it takes to survive in a “dog eat dog world”. These days cooperative learning has been not only an accepted but a favoured instructional method throughout all schooling levels (Johnson and Johnson, 2013). Woodfork (2010) explained Piaget’s (1933) and Vygotsky’s (1981) viewpoints on peer tutoring who both agreed that social constructivism promotes learning through social interaction and communication in an active learning environment. 
Piaget (1933) believed that peer learning plays an important role in the child’s cognitive development. He argued that collaborative work enhances children’s communication skills and promotes intellectual development. Piaget suggested that a more able peer can present concepts to another peer in simpler terms than a teacher which can greatly increase another peer’s understanding. What is more, a more able peer enriches their own understanding through verbalising the concepts thus proving that both students benefit from the experience. Schwartz (1995) adds that articulating explanation not only consolidates the learning but also leads to formulation of new knowledge as it encourages learners metacognitive processes that allow them to find and correct mistakes.  A group of psychologists in mid 1970’s, known as the “Genevan School” felt that Piaget’s theory of the benefits of shared learning was limited as it mainly focused on a few aspects in cognitive development. That led them to conduct an empirical research into the effects of social interaction on individual cognitive development. Doise, Mugny and Perret-Clermont (1975) observed that children who worked on their own operated within Piaget’s preoperational stage of cognitive development (ages 2-7) whereas the children who studied with a peer turned out to perform at a higher concrete operational stage (7-11). 
Schwartz, Neuman and Biezuner (2000) agree that students who engage in shared learning can improve their learning even if they have low levels of understanding of a concept before they start cooperating. They discovered that paired learners who made mistakes but disagreed and argued while working on solutions to Math problems managed to come up with right answers in the end. Granovskiy et al. (2015) suggests that less confident learners tend to adhere more to the opinions of their more confident peers. Studies concur that choosing the answer suggested by a more confident child improves accuracy (Harvey and Fisher, 1997).  However, Trouche, Sander and Mercier (2014) propose that the disagreement and debates that children have while working together are more likely to influence their answers than confidence alone. 
[bookmark: _Hlk118315876][bookmark: _Hlk118467890]Felder and Brent (2010) argue that random paring of children does not always guarantee effective cooperation. After years of conducting extensive experiments they concluded that learners need to be teamed appropriately. Heterogenous ability levels are a key factor to consider. A question arises if the student Y really had a better understanding of multiplying decimals or not. She nodded when the teacher asked her if she understood the concept yet failed to attempt to support her peer. Based on the observation of the both students over two days, the researcher noticed that student Y was much quieter and less confident than student X therefore the theory proposed by Granowskiy et al.(2015) would be compromised in this case. Would the more confident student (student A) be willing to just listen or would she take over and lead student Y to a wrong answer? Kroeger and Krouche (2006) claim that regular peer tutoring promotes confidence building of both tutor and tutee. Miller, Topping and Thurston (2010) add that peer tutoring has been effective in improving students’ self- esteem. 
[bookmark: _Hlk118470911]Even after making sure that learners have been paired heterogeneously all kinds of problems can affect the effectiveness of students’ work. Instead of starting off with team building activities, Felder and Brent (2010) propose equipping learners with strategies that could help them deal with problems as they arise. A teacher could help learners come up with some ground rules beforehand such as respect each other, try to help each other out etc. Were these students guided to know what they can expect from each other? If they did maybe they would have reminded one another instead of not addressing each other at all. Felder and Brent (2010) also recommend acting on complaints teachers receive from students. A teacher could divide the class into small groups and give them some time to think of strategies they could use to deal with pupils who breach the ground rules. Those students who appear to misbehave are put on notice and will need to face consequences. Sadly Student X did not complain to the teacher. Did she not feel like she could? Does she not have a good rapport with her teacher? Did she want to protect her peer from getting into trouble? Or did she simply not care? Flores and Duran (2013) state that most of the learners enjoy being helped by their peers. As peer tutors have to learn exactly the same content that is why they tend to understand the problems their peers may face while trying to acquire the knowledge. Why did not student X say something to student Y? 
[bookmark: _Hlk118323933][bookmark: _Hlk118468288]Social interdependence theory, which has been confirmed by hundreds of research studies (Johnson and Johnson 2002) happens when the outcome of the activity is dependent on the actions of involved people (Deutsch, 1949a,1962). In this case, the outcome of the shared learning proposed by the teacher was depended on the actions of both students involved. Both peers failed to engage in shared learning therefore both were affected by the consequences. Student X did not benefit from peer tutoring and Student X did not consolidate or construct new knowledge through cooperation. The social interdependence distinguishes three key elements of effective shared learning: motivation, achievement and positive attitudes (Deutsch, 1949a, 1962; Johnson and Johnson, 1989, 2005). The theory suggests that motivation of learners increases when their individual goals are aligned. Rise of motivation subsequently enhances learners’ sense of accountability to participate. Interaction leads to improvement of achievement as students are driven to encourage each other’s accomplishment. Johnson and Johnson (2010) identify five key elements required for effective cooperative learning. The first and most essential is positive interdependence. It happens when both learners understand that they cannot succeed on their own, they are linked together so they both need to be successful (Deutsch, 1962). The second component is individual and pair accountability. Learners must be accountable for accomplishing their targets. They must feel responsible for making contributions. The third element is promotive interaction which takes place when students share resources, encourage and praise each other. The fourth important component requires teachers to teach learners the necessary interpersonal and small group skills that promote teamwork such as leadership, decision making, trust building, communication and conflict management (Johnson and Johnson 2009). The last vital element of effective shared learning is group processing which occurs when learners examine their working relationships. This involves coming up with solutions how unhelpful behaviour could be changed to improve their chances of reaching their goals. Topping and Ehly (1998) add that peer tutoring demands scaffolding and tutor’s assistance which require supervision of activities within the zone of proximal development (Vygotsky,1981).
[bookmark: _Hlk118667257]Kutnick and Manson (1998) as well as Wegerif (2000) concur that students need to be taught social skills that facilitate positive relationships and encourage debate. Were Students A and B given the preparation they needed? Studies that have investigated the benefits of preparing learners for cooperative work show that preparation increases learner’s engagement and allows them to acquire good communication skills. (Blatchford et al., 2006; Kutnick, Ota and  Berdondini, 2008). Roseth, Johnson and Johnson (2008) maintain that positive relations are not a pre-requisite for effective shared learning and achievement but rather it is a linked outcome of the cooperative processes that lead to achievement.  Johnson and Johnson (2006), contrary to Kutnic and Mansion (1998) and Wegerif (2000), maintain that learners’ behaviour is significantly influenced by the levels of emotional closeness between students. Positive relationships among learners and between learners and teachers, tend to decrease absenteeism, increase the responsibility, motivation and persistence to achieve group goals as well as encourage students to challenge themselves. Cooperation generally fosters better relationships among pupils than does competitive or individualistic learning. Working cooperatively with friends promotes development (Johnson 2003) whereas rejection by a group leads to a deficiency in a number of social- cognitive skills such as peer group entry, perception of peer group norms, response to provocation, and interpretation of prosocial interactions. Frequent cooperative learning fosters group acceptance and friendships. Miravet et al. (2014) states that peer tutoring encourages collaboration and fosters inclusion. Peer tutoring has reported benefits not only on learners’ academic improvement (DuPaul et al., 1998; Ryan et al.,2004) but also on their psychological, behavioural and attitudinal development (Fantuzzo, Davis and Ginsburgs, 1995). Hartup (1976) and Scruggs and Osguthorpe (1986) emphasise that tutees learn more when their tutors are older than them. Topping et al., (2004) recommend at least a two years gap between tutors and tutees. However, Rekrut (1994) and Sheldon (2001) state that results for same and cross-age tutoring were similar. Furthermore, a well-structured, long term instructional program (Roy and Verma, 2020), known as peer assisted learning strategy (PALS) is becoming increasingly popular worldwide. For the purpose of the program, teachers plan all activities and teach student tutors all procedures and routines for collaborative work in advance.
Although there is so much potential in the methodology, most of the studies and research around it focus on long term, structured programs like PALS (Rohrbeck, C. A.et al. (2003)  as opposed to a spontaneous, occasional tool to be implemented when needed as a result of a reflection in action (Schön, 1987). The majority of research were conducted in America like Hartup (1975) and involved shared learning among adult students (Jarvis, 1987). Additionally, there seems to be less literature on the challenges learners may face and possible strategies they could use to tackle them. 
 
Reflection/ evaluation and next steps 
[bookmark: _Hlk118471408]There is no denying that shared learning and peer tutoring have many benefits and although it may not always go according to plan I will continue to use it as a useful strategy in my own teaching practice. In order to ensure the effectiveness of this method I am going to adhere to Felder and Brent’s (2010) argument and make a conscious effort to pair or team pupils up heterogeneously. A pupil sitting next to a student in need might not always be the right choice. Moreover, I will take forward Johnson and Johnson’s (2009) preparation strategy to enhance pupils’ interpersonal skills that promote teamwork. Unless pupils have opportunities to work collaboratively teachers cannot expect them to know how they need to act. Learners also need to be equipped for effective shared learning and peer tutoring (Blatchford et al., 2006; Kutnick et al.,2008). Yet, primary school teachers hardly ever train pupils for group working.  Kutnick, P. Blatchford, P. and Baines, E. (2002) research, which involved approximately 200 Year 2 and 5 teachers from 111 schools, revealed that only 26% of the teachers provided any support for cooperative learning in their classes. 
[bookmark: _Hlk118394281]What is more, based on Felder and Brent’s (2010) proposal on preparing learners for possible problems, I will endeavour to help students establish some ground rules for cooperation and create for them a safe environment to let me know when someone does not comply with the team rules. I will support learners to develop their awareness of how their actions can affect the outcome of their work and help them understand that they can only succeed when everyone actively engages in the shared learning/ peer tutoring. That is why, I will try to instil pupils with a sense of responsibility for their contributions. Furthermore, I will encourage learners to disagree respectfully and discuss their answers as two wrongs may make it right (Schwarz, Neuman, Biezuner, 2010). Additionally, I would try to make sure that a helping student is not afraid to share their energy off in order to help their peer out. Moreover, students need to understand that in order to improve their knowledge through shared learning they need to be involved in promotive interaction by encouraging one another (Deutsch, 1962). As Miller, Topping and Thurston (2010) suggest that peer tutoring has a positive effect on the growth of learners’ confidence and self-esteem I will ensure that peer tutoring often takes place in my classroom and involves students who not only struggle academically but also socially, learners who are not very confident and do not actively participate in lessons. Furthermore, as suggested by Topping and Ehly (1998), I will not leave the learners to their own devices but check on them regularly offering assistance when needed and ensure that they are working cooperatively. I believe asking peer tutors and tutees for their feedback would also be helpful as it would enable me to see the learning experiences through their eyes (Brookfield, 1995). Furthermore, although I’ll strive to help my students to develop positive relationships with one another realistically speaking they will not all be best friends, yet I will endeavour to pair students with peers they feel close to in order to ensure the effectiveness of the methods. Nevertheless, I am no convinced that learners would benefit much from the teacher’s preparing all the activities and telling student tutors to use particular procedures to conduct the tutoring. I believe that it would be too much of a teacher’s interference into a process that was initially meant to be just peer to peer (Piaget,1933 and Vygotsky,1981). I feel like it would tamper with the natural shared learning experience. 

Conclusion
In this assignment I have critically evaluated research and key theories around shared learning and peer tutoring relating to the critical incident I observed. There are both pros and cons to the use of both methods. However, the pros outweigh the cons as the cons only seem to arise when for some reason peer tutoring does not happen as I witnessed in my critical incident. Peer tutoring and shared learning promotes cognitive development (Piaget), increases confidence and self-esteem (Topping and Ehly, 1998) and boosts motivation, achievement and positive attitudes (Deutsch, 1949, 1962; Johnson and Johnson, 1989, 2005). To draw a conclusion from these points, I believe that both shared learning and peer tutoring are helpful tools that I am going to frequently use in my own teaching practice. Yet, I will help learners prepare to engage in this methodology by equipping them with the skills they require to ensure the effectiveness of cooperative learning (Felder and Brent, 2010; Johnson and Johnson, 2009). Furthermore, I have explained how the use of reflective models proposed by Brookfield (1998 and 2005), Kolb and Fry (1975) and Schön (1978) as well as evaluation of critical incidents (Tripp, 1993) can be used to promote the teacher’s personal professional development and identify the next steps that can be taken to enhance students’ learning which is at the core of the new Professional Standards for Teaching and Leadership. 
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