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ECAD6007: A critical evaluation and the identification of the next learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident. 

Introduction
Clark (1993, p.12) outlines a definition for an effective practitioner in five main points; a commitment to students and their learning; good subject knowledge and how to teach each subject; managing and monitoring learning; thinking about their practice and learn from experiences; and is a member of the learning community. Therefore, part of being an effective practitioner means being a reflective practitioner. Gov.Wales (2015) states “reflective practitioners regularly question both what they do and why, with a view to learning from their experience.” Teachers naturally analyse and reflect on obvious aspects of their teaching and the classroom to inform features of their practice. However, it is important for practitioners to critically evaluate aspects that are less obvious. This allows deeper meanings to be found within different situations, such as ideologies and assumptions. This deeper understanding can give practitioners an informed view of the classroom and their teaching, allowing the development of their practice and a greater progression for students. This assignment will involve the critical evaluation of a case study based on an observed critical incident. Tripp (2012) describes a critical incident as an incident that seems ‘typical’ at first sight but, through analysis, can be deemed critical. Tripp (2012) further clarifies that critical incidents are usually found in everyday events and routines and they shed light on unconscious values and patterns that form the foundation of a teacher’s practice. The analysis of the critical incident should allow the identification of the next learning steps and provide an opportunity for professional development. 
Observation

Educational researchers have a vital ethical responsibility when carrying out any of their research. BERA have created guidelines for educational researchers to ensure that any activities are ethical, justifiable and sound. “Researchers should recognise the entitlement of both institutions and individual participants to privacy and should accord them their rights to confidentiality and anonymity.” (BERA, 2018). To ensure this anonymity, the school where the observations took place will be referred to as school X and any students observed will also be referred to by letter, student Y for example. The observation took place in a state primary school which caters for students between the ages of three and eleven. School X currently has roughly 250 students, with a high proportion eligible for free school meals at around 50%. This is considerably higher than the average for Wales with the latest consensus in January 2020 stating 19.9% of 5 to 15 year olds were eligible for free school meals (Gov.Wales, 2020). The class observed was a mixed year 4/5 class with students aged between 8 and 10 years and one teacher. The teacher was informed by the researcher that an observation would be taking place to ensure their rights and interests were taken into account, following BERA guidelines (BERA, 2018) Within the class, 25% of the students have English as an additional language and one student has an additional learning need. 


Methodology
This piece of research endeavours to observe a critical incident involving a person, or a group of people, to further analyse and reflect upon. Therefore, it will focus on the collection of qualitative data through a case study undertaken as an observation. A case study “provides a unique example of people in real situations, enabling readers to understand ideas more clearly than simply by presenting them with abstract theories or principles” (Cohen et al. 2007, p.253). Cohen et al. (2007, p.256) states the use of a case study has many strengths in educational research. For example, it will allow the researcher to view a critical incident in a real-life context in the natural surroundings of the participants. This should help to increase the reliability of any data gathered as participants will be more likely to behave as they normally do in their own environment. However, there are also weaknesses, such as critical incidents are usually very specific and consequently difficult to use in different situations or settings and are therefore not able to be replicated, decreasing its validity and reliability as cross-checking can not occur. Although, this could be said of all critical incidents as they are very specific and sensitive to context (Cohen et al. 2007, p.137). The very nature of identifying critical incidents causes concerns with reliability and validity as they are heavily based on the researcher’s interpretation of the situation at the time. The researcher deems what is important this can be influenced by their own values, assumptions and prejudices which is why the reliability, validity and critical analysis through peer reviewed theory is so important.

There are many methods available to carry out educational research as a case study, such as observations, questionnaires and interviews. Cohen et al. (2007) states the method used is determined by its appropriateness to answer the question posed. The method used for this case study will be an observation carried out by a researcher as a non-participant observer, as opposed to a participant observer as described by Cohen et al. (2007, p258-259). A non-participant observer was chosen over a participant observer to increase the reliability and validity of the research. As a non-participant, the researcher will not interact with the participants, therefore reducing the amount of influence they have on them or their actions. However, even as a non-participant observer, the researcher will still have some influence as their presence is not part of the student’s everyday environment. As the practitioners are aware that observations will be taking place, there is also the risk, that they will change their behaviour or influence the behaviour of the students. The researcher is also known, in the school where observations will be taking place, this has advantages and disadvantages. As the researcher is already known it could decrease the intrigue and have less influence on behaviour. However, as the students already know the researcher it will be harder to act as a non-participant as students may approach them. To maintain validity, the researcher will sit away from the students at the back of the classroom to decrease interactions. While observing, the researcher will make direct observations and write field notes. The gathering of live data through field notes increases the validity, flexibility and authenticity of the data, allowing for non-verbal behaviour to be collected in the natural setting (Cohen, 2007, p.260). Nonetheless, there are still weaknesses associated with this sort of data collection. As there is only one researcher to observe and write field notes, vital information can be lost while writing notes. It is also important to note, due to COVID-19, each observation will be limited to one hour, this could affect the data collected as it will only show a brief snapshot and may not be a true reflection of the classroom. 

How the critical incident links to the four purposes

Following high proportions of low achievement of students in Wales, the Welsh government set out to create a new curriculum to “help each child grow as a capable, healthy, well-rounded individual who can thrive in the face of unknown future challenges” (Donaldson, 2015). At the centre of the new curriculum are the four purposes which are designed, not only to give students the knowledge and skills they need to succeed in life, but also teaches them how to be ethical, healthy and positive members of society. The observed critical incident links to the four purposes in many different ways.

Critical incident (Further detail in Appendix 8)
The researcher observed a Humanities lesson in a mixed year 4/5 class. During the lesson the work was differentiated by time rather than difficulty. There were three main activities divided into bronze, silver and gold with an extra activity set to meet a specific student’s needs. Students were all asked to start with the bronze activity and work up to gold. Towards the end of the lesson, students were asked to stop and switch to their green pen used for self-assessment. The practitioner stood at the front of the class filling out identical sheets on the interactive whiteboard. The marking was fairly interactive as students were asked to give their answers and state if they agreed or disagreed. When the practitioner asked for the answer for gold, a student exclaimed “I know the answer for gold”, despite not completing that activity during the lesson. 

Ambitious, capable learners, ready to learn throughout their lives
The way in which the activities were differentiated enabled the students to set their own level of challenge and set themselves high standards by aiming for gold. The activities set were enabling them to build on their previous knowledge of the subject and develop the skill of using an atlas which can be used in different contexts in the future. This lesson helped to answer some of the questions posed by the students when previously completing a KWL grid, for example, why are rainforests hot? The self-assessment gave the students the opportunity to share what they had learnt and learn the information they may not have had time to find during the lesson. Questioning from the practitioner during self-assessment also enabled the students to think deeper, make connections and explain concepts they had discovered, such as the question previously mentioned (Donaldson, 2015).

Enterprising, creative contributors, ready to play a full part in life and work
The students were very enthusiastic about completing the activities and sharing the information they had found. They were able to use previous knowledge of the topic, for example, that rainforests are hot, to answer questions such as why all the rainforests are found around the equator, connecting their existing knowledge with new ideas to develop a deeper understanding. Using self-assessment allowed the students to grasp the opportunity to still achieve the success criteria by looking for the answers themselves, listen to the answers given by their peers and by filling in any missing information. Self-assessment also gave the students the opportunity to identify, correct and learn from any mistakes made (Donaldson, 2015). 

Healthy, confident individuals, ready to lead fulfilling lives as valued members of society
The differentiation allowed students to work at their own pace, ensuring that they understood a concept before moving onto the next. The students worked independently to complete each of the activities. However, if they were having difficulties, they were able to work with a peer, developing their collaboration and overcoming challenges. Altogether, these will build the students’ confidence and therefore their mental and emotional well-being (Donaldson, 2015). 

Literature review

Self-motivation
J.W Gardener (quoted in Petty, 2014, p.57) stated “The ultimate goal of the education system is to shift the individual the burden of pursuing his own education.” There are many different theories when looking at motivation, such as goal-setting theory (Locke and Latham, 1990), expectancy-valence theory of motivation (Vroom, 1994), reinforcement theory (Skinner, 1938), Maslow’s hierarchy of needs (Maslow, 1954) and self-determination theory (Ryan & Deci, 2017). Despite many different theories existing for motivation, many of them are encompassed within self-determination theory (SDT) which describes motivation as either intrinsic or extrinsic. Ryan and Deci (2000) suggest people are either intrinsically motivated, meaning they find enjoyment or have an interest in the activity or they are extrinsically motivated, meaning external factors such as control through reward or punishment, are a determining factor in a person’s motivation. Whereas Maslow’s hierarchy of needs describe various needs, ranging from physiological to self-actualization, SDT states there are only three fundamental needs for motivation, competence, autonomy and relatedness (Ryan and Deci, 2017, p.10). Ryan et al. (2000) describe motivation driven by these three needs as being essential for a person’s holistic development, specifically, cognitive and social development as well as well-being. 

Intrinsic motivation focuses mainly on the need for competence and autonomy which can be increased by positive, meaningful feedback, rewards and obtainable challenges. However, it can be decreased by many factors, such as threat, deadlines, imposed goals, negative feedback and challenges which are too difficult (Ryan et al. 2000). Also, the use of tangible rewards has been proven to thwart intrinsic motivation by Deci, Koestner and Ryan (1999) despite Cameron and Pierce (1994) releasing opposing meta-analysis research. The humanistic school approach theorised by psychologists, such as Abraham Maslow and Carl Rogers reaffirms intrinsic motivation as it believes in giving students choice over their learning to focus on their interests and set their own obtainable goals; it looks at the student holistically for their overall well-being; focuses on self-evaluation to develop meaningful feedback; encourages students to be autonomous (Petty, 2014, p.22). Both humanism and intrinsic motivation focus on a student-centred approach where practitioners are only there to facilitate.

There are various types of extrinsic motivation, shown in appendix 9, which Ryan et al. (2000) describe as having varying autonomy. Many students after early childhood will be more likely to be extrinsically motivated rather than intrinsically. However, this is not necessarily a negative. Ryan et al. (2000) describe how the internal regulation of extrinsic motivation allows for the most autonomy by aligning motivation to complete activities with self-values, as opposed to external regulation which motivates using rewards, punishments or compliance. This external regulation motivation can be seen in research by behaviourist theorists, such as B. F. Skinner. McLeod (2018) describes the reinforcement theory developed by B.F. Skinner known as operant conditioning based on the law of effect by Thorndike. Operant conditioning is a process of learning where behaviour is reinforced by the certain outcomes. Skinner determined behaviour could be followed by neutral operants where the probability that a behaviour will be repeated is neither increased nor decreased; reinforcers, either negative or positive, increase the probability that a behaviour will be repeated; punishers where a punishment decreases the probability a behaviour will be repeated (McLeod, 2018).

Assessment for learning (AfL)
Teaching occurs continuously in schools, but knowing if a student has learnt skills or gained the knowledge taught can be difficult to gauge. Assessment is a common tool used to determine if a student has learnt what has been taught and to what degree. There is as much criticism around assessment as there is support.  It is argued that not all aspects of the curriculum can be assessed, such as health and well-being. Despite the criticism, assessment remains an integral part of teaching, it is used in many different ways for a variety of purposes. Briggs (2008) describes three main types of assessment; Assessment of learning; assessment for learning; and assessment as learning. Assessment of learning (AoL), also known as summative assessment, is the summary of what a student knows so far, usually set as a test to attain a qualification. Assessment as learning (AaL) involves the student taking a much more involved role, learning about how they learn best, self-assessing and setting their own targets. Assessment for learning (AfL), also known as formative assessment, involves continuously and informally checking the progress of students to plan future lessons which enable students to achieve as much as possible. AaL and AfL are considered to be very similar and are both forms of formative assessment. Wiliam (2011) discusses the importance of using formative assessment in the classroom. He also shows how students’ achievement can be increased by the use of regular formative assessment. Therefore, Differentiation and various forms of assessment, such as self-assessment, are useful tools to progress a student’s learning.

Differentiation
Differentiation is an approach of planning, setting work and targets which enables all students to achieve their full potential, it focuses on teaching the student rather than teaching the class. There are many ways in which a practitioner can differentiate, for example, by difficulty, time or mixed ability groups. Theories, such as Vygotsky’s zone of proximal development (ZPD), more knowledgeable other (MKO) and collaborative dialogue are essential when considering differentiation, especially when differentiating students in mixed ability groups (Deunk et al. 2018 and McLeod, 2018). The zone of proximal development is the theory that students will gain more skills and knowledge by completing an activity in a social situation, such as with peers before attempting it independently, as opposed to completing it on their own initially, as Piaget’s theory suggests is advantageous (McLeod, 2018). Collaborative dialogue and the more knowledgeable other are essential for the ZPD. For the student to gain further cognitive ability, the more knowledgeable other (MKO) must have a greater subject knowledge or skills than the student and be able to share them through collaborative dialogue, such as modelling, explaining or scaffolding (McLeod, 2018).

If a practitioner does not differentiate in their classroom, there can be various negative impacts, for example, aiming for the ‘average student’ would alienate the higher achievers and the lower achievers; aiming for the higher achievers would set unobtainable goals for most of the students; aiming for the lower achievers would not challenge the majority of the class. Constructivism learning theory is the theory that all learning is built upon prior knowledge without this prior knowledge learning cannot take place (Petty, 2014, p.12). The theory describes how given enough time and recall, information learnt is moved to the long term memory where it is assimilated into schemas. For information to be assimilated and true understanding to occur, the student must make connections with existing learning (Petty, 2014, p.12 and Bada, 2015). An example of where learning may not take place is giving a lower achiever an activity aimed at a higher achiever. It will be unlikely they have the prior knowledge or skills to be able make connections and achieve deep learning. When looking at Maslow’s hierarchy of needs the effects of not differentiating become evident. Self-esteem, which can be met through achievement and feelings of adequacy, has been placed near the top of the hierarchy of needs, where most vital is in order from bottom to top (Petty, 2014, p.62). Maslow’s hierarchy of needs also shows self-actualisation as the final need which can be met through personal growth and development. Differentiation can meet these needs by setting challenges just outside of a student’s current ability. However, each student’s current ability will be different and, if activities set are too difficult or easy, the need will not be met, resulting in possible withdrawal or behavioral problems due to issues, such as fear of failure or boredom due to a lack of challenge (Petty, 2014, p.62). 

Self-assessment
The Cambridge dictionary (2020) defines assessment as “the act of judging or deciding the amount, value, quality, or importance of something.” Therefore, self-assessment would mean to judge an aspect of oneself, such as behaviour, written work or an oral presentation. However, for self-assessment to be a type of assessment for learning, there needs to be constructive feedback following the criticism, suggesting possible ways to improve next time or next steps. This feedback enables, not only the improvement of knowledge or skills, but also the development of strategies on how to learn effectively, over time this will facilitate life long learning (Boud, 1995, p.13). Formative assessment, such as self-assessment, allows students opportunities to improve by identifying mistakes, rectifying them and gaining understanding for future work, whereas summative assessment, in general, focuses more on one’s ability to complete a piece of work, which is usually looked at as a set variable (Petty, 2014, p.459). Self-assessment does not only include the identification of mistakes, it also helps identify topics a student is finding difficult or to identify gaps in knowledge. Following the identification, there is then the opportunity for the practitioner, or the student themselves, to set goals to fill the gaps or consolidate topics. An example of this is seen in the traffic light system where students express how confident they feel about the understanding of a specific topic where green shows a high understanding and red shows a low understanding (Andrade, 2019). Although it is difficult to measure and therefore prove links between cognitive abilities and feelings, there does seem to be “positive association between self-assessment and learning” in the majority of the studies investigated (Andrade, 2019). Andrade (2019) suggests that this may be due to formative assessment, such as self-assessment, involving procedures such as feedback and practice which all support learning. However, it could also be linked to Maslow’s hierarchy of needs. Feedback, practice, praise and achievement enable needs such as self-esteem, desire for achievement, adequacy, desire for recognition and self-actualization to be met. In turn, this will this will build self-respect, confidence, belief and the desire to develop in the student, all leading to grater motivation.

Reflection of Critical Incident

To reflect on the critical incident for this assignment I will use part of the four complementary lenses reflection model described by Brookfield (1998). 

Looking through the autobiographical lens, it could be argued that the excitement with which the student exclaimed when they answered the question was surprising to me and therefore deemed as critical as I did not experience the same excitement within my own education. For similar reasons, the steps to success allowing the student to work at their own pace and no expectation from the teacher to complete a certain amount of the work by the end of the lesson, was refreshing. My experience as a student was hindered at times by unobtainable expectations from teachers, leading me to rush through work to complete it by the directed time to avoid a punishment, but not spending enough time on it to gain a deep understanding. By not applying pressure to the student to complete the work and also by completing self-assessment on the interactive whiteboard with the student at the end of the lesson, all of the pressure was taken off the student and they could focus on actually understanding what they were learning. As a student, I think a calming environment with no external pressures not only would have helped with my learning, but in turn would have also developed my confidence and self-esteem.

Looking through the learners lens I could see how the tasks set were building on previous knowledge so the student may have had an increased interest and therefore increased motivation to complete the activity, as it was something they felt they already knew. The freedom allowed to the student to complete self-assessment gave them the opportunity to identify any possible mistakes and rectify them without fear of repercussions, such as judgement. 

Next steps
Reflecting on my own experiences in school has brought my own ideologies regarding education to the fore. The majority of these experiences are likely to have a more positive impact on my teaching practice. However, I must be cognizant of the possibility that these experiences could also impact my teaching practice in a negative way, for example, my desire to not set unobtainable tasks for the students may result in a lack of challenge for the students. 

This assignment has highlighted several elements of effective teaching practice which I feel would be conducive to a productive learning environment. I have referred to all three schools of learning in psychology within this essay. I believe that effective teaching practice employs aspects of all three of these theories and I aspire to embed them in my own teaching practice. In an ideal classroom all activities would employ the humanistic approach of intrinsic motivation aimed at the students’ interests, but this will not always be possible. Therefore, motivation related to behaviourism, such as rewards and meeting the needs of Maslow’s hierarchy of needs will be used to increase motivation within my practice. A constructivist approach in the classroom which is child led, with the encouragement of collaboration but supported by practitioners, enables the development of independent life-long learners. The humanistic approach increases students’ autonomy within the classroom allowing more student choice, opportunities to focus on their interests, increase in student’s motivation and improve well-being. Altogether, these should meet Maslow’s hierarchy of needs to develop personal growth, self-esteem and self-actualization, allowing students to achieve their full potential. Additionally, the use of consistent formative assessment can increase a student’s achievement and therefore, progress their learning. 

Conclusion

I have identified a critical incident while carrying out observations in a school, which at first seemed typical, however, upon a deeper analysis there is greater meaning. I have been able to use literature to further analyse the critical incident, reflect and identify how I might use what I have learnt in my own teaching practice. Themes revealed through the critical analysis, such as differentiation and self-assessment, are an integral part of the role of a practitioner in Wales. 

Following the examination of the literature, it is clear to see how the theories can support the new curriculum in Wales and the new Professional Standards for Teaching and Leadership. For instance, Donaldson (2015) discusses how the new curriculum is designed to meet the needs of the individual student rather than the cohort; to instill a love of learning throughout students’ lives; for practitioners to be a guide allowing students to develop their autonomy and independence; use assessment as a reflective process involving students, to name a few. Persistent reflective practice will be essential for practitioners to ensure students succeed with the new curriculum. It is vital that practitioners reflect on all aspects of their teaching practice, from teaching to expectations to ideologies, to ensure that they are constantly evolving and being the best teacher, they can be. It is also important for practitioners to teach their students how they can reflect and model it for them so that the students can also develop reflection as a life-long skill. It is important to note the Professional Standards for Teaching and Leadership are by no means an exhaustive list, but each descriptor has been carefully selected as a vital part of creating an environment full of effective teaching and learning. Therefore, practitioners should endeavor to fulfil each descriptor to the best of their ability, including, but not limited to, differentiation, assessment, reflection and sustained effort (Welsh Assembly Government, 2019).
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Appendices

Appendix 1

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

28/09/20 – 10-11am - Year 2

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

· Start of the unit on minibeasts.
· Indoors, 2 classrooms separated by a corridor.
· Variety of ability, several ALN.
· Cold task for a Literacy, language and communications lesson.
· Create a leaflet.


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

· Environment has lots of independent activities but all students are sat at tables completing the same activity.
· Students not explicitly told not to talk but when they are talking they are encouraged to stop and focus on the task.
· Adults praise students working quietly and focusing


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Nothing in environment to explain purpose.
· They are setting their own standards for their work; thinking creatively; building conficence by completing an activity independently.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Learning objective written on the board: LO: create a leaflet.
· No success criteria as it is a cold task
· Phonics resources are on display if needed


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

· All students are given the same task
· Students are able to choose their own topic for the leaflet
· Accessing the activity is difficult for most students due to a lack of guidance
· Students are able to determine their own level of challenge as they choose how much and to what level their work is completed

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

· Students are able to use existing knowledge as they choose their own topic for their leaflet
· There is no feedback/development of knowledge within the lesson. However, a series of lessons usually follow a cold task to introduce the key aspects of the activity. For example, that a leaflet contains both written information and diagrams/picture.


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

· Established routines: 
washing hands independently following break
· Developing independence through questioning: 
Student stated “I have sticky hands from my apple”
Adult replied “so what do you think you need to do?”
· A student not listening on the carpet and then asking what to do at the table
· A student saying “this is fun” to an adult
· A student misbehaving due to lack of understanding. Stating “I dont know what to do”
· Several students not completing the activity




Appendix 2

CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	· 10:20am
· Year 2- 6-7 years old
· Teacher, Teaching assistant, Child X


	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	I was observing a literacy, language and communication lesson in a year 2 class aged between 6 and 7, in a state school. The classroom is split between 2 room across the corridor from each other. The class have a teacher and a teaching assistant who were walking between both rooms, observing. Following their morning break they were creating a leaflet as a cold task. A cold task is the independent completion of an activity without any teacher input or success criteria. The purpose is to see what knowledge or skills the student already has related to the task. It is followed by a series of lessons where the knowledge and skills needed for the task are taught and the student then completes a hot task. This is the independent completion of an activity but now the student should be using the skill and knowledge taught. There is typically a great difference between the standard of work produced in the cold task and the hot task. After the students had been given the instruction to complete a leaflet on anything they wanted too, they were sent to their tables. I Chose to observe a student, I will call them student X for this observation, as they were praised on the carpet for being the only student who had written the date and learning objective before break. As student X sat at their table they seemed very engaged in the activity and ignored the students around them who were being silly. Student X started their leaflet but after about 5-8 minutes they stopped focusing on the activity. When the staff were in the other room or another part of the classroom student X would roll around on the floor, talk to people on their table, walk to another table to joke with another student or stand up and dance. After around 5 minutes child X approached the teaching assistant who was stood in the middle of the room. I then observed this conversation between the two:
Student X stated “What do I do?” 
TA responded “You can do a leaflet on whatever you want”
Critical incident: Student X replied “But I don’t know what to do” as they walked back to their chair.
Student X moaned during the conversation and drug their feet as the walked back to their chair, looking very defeated and sad. For the remainder of the activity student X alternated between staring at their paper looking quite anxious and being silly and disturbing students around them. After the activity was finished I asked student X what they had done and they very excitedly told me “I drew a dog and a rainbow”. When I asked them why, they stared at me and could not answer. Student X did not seem to have gained any new knowledge or skills from the activity, or show an awareness of why they had completed it.

























Appendix 3

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

28/09/20 – 11-12am – Year 5

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

· PE lesson focusing on netball skills (pivoting, overhead pass)
· Outdoors
· Second lesson on netball skills.


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

· Positive, excited, eager
· Engaged, listening, looking during instructions


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Adult explains why they are teaching the skills and why it is important to learn correct form
· Taking part in physical activity; building confidence; building and applying knowledge for mental and physical health; seek and enjoy challenges; apply knowledge in different contexts.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Very clear and concise instructions
· Any student questions are answered
· Adult models actions, gives time to practise and sets activity using them in a different context
· Adult watches and corrects form as needed


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

· Skills are embedded in a variety of activities including a game
· Students are encouraged to practise and given opportunities to improve
· Skill becomes slightly more challenging in each activity due to multitasking. For example the first activity is to just practise the action of throwing independently with the correct form. The next activity is to throw a ball between two people with the correct form. The final activity is to throw the ball to another person in you team, ensuring it doesn’t fall on the floor and racing against another team.

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

· Students are continuously assessed during the activities with the adult giving instant feedback
· Previous netball skills are referenced at the start of the activity. This lesson is  introducing new skills


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

· Clear, concise instructions with skills modelled by the adult
· Student refuses to take part in game
· Explanantion of why the last activity was a competition




Appendix 4

CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.
Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 
	· 11:30am
· Year 5- 9-10 years old
· Teacher, Student Z
· Outdoor lesson following break







	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	I was observing a P.E lesson in a year 5 class, aged between 9 and 10, in a state school. The lesson was focusing on netball skills, some had been previously taught and some were being introduced during this lesson. The teacher modelled the new skills using clear instructions while demonstrating and allowed the students to practise at the same time, correcting any incorrect form. Once the students felt secure in the skills the teacher split the class into two groups to use the skill in a different context by competing against each other. Group 2 won the first round, with group 1 winning the 2nd round. Following the 2nd round a student in group 2, I will call student Z for this observation, seemed more agitated than the others in their group. Group 1 also won the 3rd round. As group 1 cheered, student Z threw their team ball across the playground. When asked what was wrong by the teacher, student Z stated they didn’t want to play anymore and ran across the playground. The teacher encouraged student Z to join in but they refused. The 4th round went ahead with student Z watching from the side. Student Z came back with the other students as they were called together by the teacher, who explained to the class the importance of the activity being set up as a competition. 
Critical incident: Following the explanation student Z seemed calmer and was happy to join in for the rest of the lesson



Appendix 5

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

28/09/20 – 1-2pm – Reception class

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

· Whole class phonics session on the carpet
· Adult led, student participation encouraged
· Linked to literacy, language and communication


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

· Environment seems chaotic even as an adult I am finding it hard to focus
· Students are engaging at some points and very distracted at others
· Adults are calm and encouraging


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Nothing in the environment communicates the purpose of the experiences
· Building up a body of knowledge; communicate effectively; connect and apply their knowledge; develop confidence and resilience


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Flashcards are used and sounds are modelled by the adult
· Sounds are related to students names, giving context


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

· Level of challenge is the same for all students
· Student not accessing session was able to leave carpet area


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

· Students encouraged to think of words starting with letters they are looking at, including their names


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

· Student able to leave carpet to play
· 1:1 restricting childs movements
· Student asked to complete unchievable task in front of peers
· Student puts foot on another students head for attention





Appendix 6

CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.
Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 
	· 1:15pm
· Reception- 4-5 years old
· Teaching assistant, Student Y






	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	I was observing a phonics session in a reception class, aged between 4 and 5, in a state school. All of the students were sat on the carpet and 2 small sofas following lunch. The supply teacher sat at the front and modelled how to pronounce and write several letters, asking the students to copy her. Following this the teacher picked some students to come to the front and write certain letters on the board, typically the letter at the start of their name for example S for a student called Sarah. During this time a student, I will call student X for this observation, was moving between the carpet and the back of the classroom, followed by their 1:1. This movement distracted many of the students from the activity, one in particular, I will call student Y for this observation. As student X moved to the back on the classroom, student Y stood up and began to follow them. The teacher asked student Y to sit down as they were next to come up to the board. Student Y sat back down and was called to the board but they struggled to write their letter. They sat on one of the small sofas on the carpet looking at student X playing with their 1:1. 
Critical incident: After a minute child Y turned back to the carpet and put his foot on another students head, who I will call student Z for this observation, who was sat on the carpet in front of student Y. Student Y was told off by the teacher and teaching assistant and asked to apologise but Student Y refused. Student Y was asked by the TA to think about why we don’t do that. After a couple of minutes Student Y approached the TA who was with Student Z, Student Y apologised and was able to be in the first group to go outside.









Appendix 7

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

28/09/20 – 2-3pm - Year 4/5

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

· Humanities lesson
· Using an atlas to find out which countries are in the tropic zone
· Towards the start of the unit on rainforests. Discussed some information, no written work so far
· Indoors
· Range of abilities, EAL, autism.


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

· Resources are already set out on the tables for each student (atlas, humanities book, post-it note, pencil case)
· Environment feels positive and the adult seems enthusiastic
· Students seem focused and engaged
· Lots of praise and encouragement
· Independence and collaboration are encouraged


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· Adult refers to previous discussions and links it to todays lesson
· Adult refers to the learning objective several times and explains how to achieve it using the steps to success (both are kept on the board for students to refer back to)
· Adult explains to students the skill being developed is being able to use the atlas and if the atlas isnt being used the learning objective is not being met
· Set high standards for themselves and seek and enjoy challenges; building up a body of knowledge; developing confidence; face and overcome challenges; undertake research; connect and apply knowledge

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· Learning objective on the board IWB: LO: Use an atlas to find which countries are found in the tropic zone
· Steps to success are on the IWB (bronze, silver, gold)
· Students are asked to start on bronze and complete as much as they can but they are encouraged to “reach for gold”
· Input at the start of the lesson related LO to previous learning

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

· Students are encouraged to be independent and work at their own pace
· Variety of activities are available
· Self motivation is encouraged
· An extra task is included after the 3 steps to success to challenge certain students
· If students are struggling they are encouraged to work with a peer and support eachother

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

· Students asked about previous knowledge at the start of the lesson which is then linked to the lessons LO
· Self-assessment is used at the end of the activity
· Students who were unable to complete all steps were able to learn the information during self-assessment
· Adult completes their own self-assessment on IWB to reinforce students marking

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

· Praise whether ideas were right or wrong
· Use of questioning to encourage students to think
· Differentiation by time rather than difficulty
· Self-assessment still allows achievement of success criteria
· Explanation of the actual skill being taught and how it links to 



Appendix 8

CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.
Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 
	· Mixed year 4/5 class
· 2:45pm
· Teacher, Student X
· Students were still highly motivated despite it being the end of the day.






	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	I observed a humanities lesson in a mixed year 4/5 class, aged between 8 and 10, in a state school. The class had done some work on their topic of the rainforest but no written work had been completed. The lesson started with a recap of what the students already knew about the rainforest, building on prior knowledge. All student were praised for suggestions with the teacher explaining “It doesn’t matter if you are not sure because hopefully we will find out the answers today.” This reassured the student who seemed apprehensive. The teacher used feedback from a video played to the students to link the lessons learning objective (Use an atlas to find which countries are in the topic zone) and to introduce the equator and the tropic zone. The lesson was differentiated by “steps to success” in bronze, silver and gold. The students were asked to start at bronze and work their way through the steps. Enabling students to complete activities at their own pace, although, they were encouraged to go for gold. There was also an extra activity as the teacher anticipated student Z would complete the 3 steps before the end of the lesson. The teacher used clear and concise instructions and modelled how to use the atlas to achieve the success criteria. The students were engaged during the activities and most were self-motivated to reach gold. Students were encouraged to work independently but were able to work collaboratively if they were unsure. The teacher counted down the last 10 minutes of the activity to encourage some to finish as much as they could but also to give the class, especially student Z, the activity would be ending shortly. At the end of the lesson students were asked to get their green pen for self-assessment. The students were encouraged to tick correct answers, correct mistakes or fill in any empty gaps. The students were asked to feedback the answers they had, which they did with great enthusiasm. As answers were given the teacher asked for a consensus from the class and filled in an identical sheet to the students on the IWB so they could confirm which answers belong where. Even if students were not able to reach gold marking in this way enabled students the opportunity to still learn the information. 
Critical incident: Student X who completed bronze and silver excitedly answered “I know the answer for gold!” when the teacher asked the class as they were still able to look at the map when the teacher asked where the tropic of cancer was. They were therefore able to achieve all of the success criteria due to the way work was differentiated and due to self-assessment.
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Figure 1

The Self-Determination Continuum Showing Types of Motivation With Their Regulatory Styles, Loci of Causdlity,

and Corresponding Processes
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Within SDT, Deci and Ryan (1985) introduced a
second subtheory, called organismic integration theory
(OIT), to detail the different forms of extrinsic motivation
and the contextual factors that either promote or hinder
internalization and integration of the regulation for these
behaviors. Figure 1 illustrates the OIT taxonomy of moti-
vational types, arranged from left to right in terms of the
degree to which the motivations emanate from the self (i.e.,
are self-determined).

At the far left of the self-determination continuum is
amotivation, the state of lacking the intention to act. When
amotivated, people either do not act at all or act without
intent—they just go through the motions. Amotivation re-
sults from not valuing an activity (Ryan, 1995), not feeling
competent to do it (Bandura, 1986), or not expecting it to
yield a desired outcome (Seligman, 1975). To the right of
amotivation in Figure 1 are five classifications of motivated
behavior. Although many theorists have treated motivation
as a unitary concept, each of the categories identified
within OIT describes theoretically, experientially, and
functionally distinct types of motivation. At the far right of
the continuum is the classic state of intrinsic motivation,
the doing of an activity for its inherent satisfactions. It is
highly autonomous and represents the prototypic instance
of self-determination. Extrinsically motivated behaviors,
by contrast, cover the continuum between amotivation and
intrinsic motivation, varying in the extent to which their
regulation is autonomous.

The extrinsically motivated behaviors that are least
autonomous are referred to as externally regulated. Such
behaviors are performed to satisfy an external demand or

reward contingency. Individuals typically experience ex-
ternally regulated behavior as controlled or alienated, and
their actions have an external perceived locus of causality
(deCharms, 1968). External regulation is the type of moti-
vation focused on by operant theorists (e.g., Skinner,
1953), and it is external regulation that was typically con-
trasted with intrinsic motivation in early laboratory and
field studies.

A second type of extrinsic motivation is labeled in-
trojected regulation. Introjection involves taking in a reg-
ulation but not fully accepting it as one’s own. It is a
relatively controlled form of regulation in which behaviors
are performed to avoid guilt or anxiety or to attain ego
enhancements such as pride. Put differently, introjection
represents regulation by contingent self-esteem (Deci &
Ryan, 1995). A classic form of introjection is ego involve-
ment (deCharms, 1968; Nicholls, 1984; Ryan, 1982), in
which people are motivated to demonstrate ability (or avoid
failure) in order to maintain feelings of worth. Although
internally driven, introjected behaviors still have an exter-
nal perceived locus of causality and are not really experi-
enced as part of the self. Thus, in some studies, external
regulation (being interpersonally controlled) and in-
trojected regulation (being intrapersonally controlled) have
been combined to form a controlled motivation composite
(e.g.. Williams, Grow, Freedman, Ryan, & Deci, 1996).

A more autonomous, or self-determined, form of ex-
trinsic motivation is regulation through identification.
Identification reflects a conscious valuing of a behavioral
goal or regulation, such that the action is accepted or
owned as personally important. Finally, the most autono-
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