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Introduction
According to Nguyen et al. (2022) reflective teaching requires educators to move beyond simply observing classroom phenomena and actively transform critical insights into targeted pedagogical interventions. In part A, Tripp’s critical incident methodology was applied to analyse an episode of prolonged, passive daydreaming in a foundation phase classroom. The initial observation revealed that learner A displayed a extended non-disruptive disconnection during a lesson. A deep-dive deconstruction through the theoretical framework of attention deficit/hyperactivity disorder (ADHD) and Barkley’s model of executive dysfunction demonstrated that this behaviour was not active non-compliance. Instead, it represented an involuntary manifestation of working memory fatigue and cortical hypo-arousal caused by low stimulation, continuous auditory delivery. 
The purpose of part B is to complete Tripp’s reflective cycle (observe – analyse – plan/develop – implement/re-observe) by preparing two evidence based instructional interventions personalised to support learner A’s executive functioning needs. According to Azuka et al. (2024) targeted interventions in school settings, function to adjust environmental, structural and instructional parameters, ensuring that learners with neurodivergent profiles can access the curriculum equitably alongside their peers. In accordance with the British Educational Research Association (BERA) ethical guidelines all identifying information remains fully anonymised. 
This assignment is structured into four main sections. First, it introduces the background context and theoretical grounding derived from part A. Next, it critically evaluates intervention 1: micro-instructional chunking and explicit visual timers, examining its theoretical alignment with cognitive load theory, practical implementation and logistical challenges. It then examines intervention 2: dual-coded graphic organisers and interactive physical response tools, analysing its impact on working memory support and active engagement. Finally, the assignment concludes by synthesising key findings, reflecting on personal professional growth and linking these insights to national professional teaching standards. 
Intervention 1 
To relieve the working memory fatigue observed during extended teacher talk, the first proposed strategy is micro-instructional chunking paired with visual timers. Embedded in cognitive load theory, this intervention addresses the strict capacity limits of working memory (Meguerdichian, Walker and Bajaj, 2016). Colomer et al. (2017) highlights that for pupils with inattentive ADHD traits, extended auditory explanations impose high extraneous cognitive load, rapidly reducing executive processing stores. 
In practical classroom terms, direct instruction is restricted into time-bound portions lasting no more than 5 to 7 minutes (Shammas, 2023). Each micro-lesson focuses on a single, isolated skill, such as blending words in relation to phonics, supported by an onscreen visual countdown timer. Once the timer elapses, the teacher immediately transitions the class into a 2-minute active processing phase such as ‘think, pair, share’ before delivering the next chunk, an example of this has been observed in foundation phase as ‘snap’ to a partner to try the sound then ‘snap’ back on the teachers’ command and try as a group. This structural boundary provides clear predictability, lowers the risk of auditory processing fatigue and prevents the default mode network from triggering involuntary mind-wandering (Poerio et al., 2017). 
Critical review 
Recent literature from Thomas and Karuppali (2022) strongly supports the use of chunked delivery and time management aids for pupils displaying executive dysfunction. Monib, Qazi and Apong (2025) argue that the use of micro-instruction lowers unnecessary load by reducing spoken information, thereby freeing capacity for schema construction. Furthermore, visual timers externalise time perception, an executive function area where children with ADHD display marked impairment (Ptacek et al., 2019). 
However, applying micro-chunking introduces practical challenges within a mainstream primary environment. From a logistical perspective, maintaining rigid 5-to-7-minute instructional time limits require high teacher discipline and accurate lesson pacing which can feel restrictive during open ended class discussions (Bach, Hofer and Bichler, 2024). Additionally, Hallez and Vallier (2025) argue that over reliance on countdown timers may increase anxiety for a subset of learners, moving the cognitive focus from deep understanding to clock watching. 
Furthermore, while policy frameworks prioritise inclusive quality first teaching, literature from Nuru, Mhagama and Mwamakula (2025) highlights a gap between intervention design and classroom reality, chunking often fails if teachers reduce lesson length without streamlining content difficulty, merely compressing dense information into shorter windows. To be effective, Jones (2012) insists that micro-chunking must be paired with clear, precise modelling rather than simply quicker delivery. 
Intervention 2
The second proposed intervention combines dual coded graphic organisers with interactive response tools. This strategy directly links to Paivio’s dual coding theory and Mayer’s cognitive theory of multimedia learning, which state that working memory processes visual and verbal information through separate channels (Mayer, 2024). 
During the critical incident, Learner A was expected to process spoken instructions while holding inference cues in working memory, resulting in cognitive overload. Implementing dual-coded graphic organisers such as structured ‘inference maps’ combining pictorial icons with text boxes, provides a visual scaffold that holds information in the environment rather than forcing the learner to retain it internally (Castro-Alonso et al., 2021). 
Practically, during the instructional phase, learner A receives a visual organiser that mirrors the teachers slide presentation. Instead of remaining a passive listener, learner A uses immediate response tools such as pre-printed prompt cards or mini whiteboards with fill in boxes to respond every 2 to 3 minutes. This transforms passive reception into active physical kinaesthetic processing, helping maintain cortical arousal and executive control (Florio, 2025). 
Critical review
Research from Hilton et al. (2019) validates dual-coding and graphic organisers as highly effective accommodations for learners with ADHD and working memory deficits. By presenting verbal cues alongside visual diagrams, the instructional design reduces cognitive load on the auditory channel, allowing pupils to construct relationships between abstract concepts more effectively (Tabbers, Martens and Van Merriënboer, 2004). Halkiopoulos et al. (2025) further argues that interactive response tools further promote active engagement, directly targeting the cortical hypo-arousal highlighted in neuroimaging research. 
Despite these benefits, practical barriers exist. Preparing customised, dual-coded visual templates for every literacy session increases teacher workload and requires careful planning (Gkintoni et al., 2025). In terms of classroom dynamics Kim et al. (2020) highlight the significance of providing a specialised organisers to a single pupil, risks stigmatising the learner among peers. To avoid this, literature from AlRawi and AlKahtani (2021) recommends universal design for learning approaches, where dual-coded organisers are embedded as standard practise for the entire class rather than isolated as an additional needs alteration. 
A critical gap in current research involves long term independence, while graphic organisers successfully support immediate task completion, recent studies from Pich Chueng and Heng (2025) highlight that increased scaffolding without a structured reduction plan can create learned helplessness, preventing pupils from developing autonomous inference abilities. Therefore, the teacher must systematically reduce template structure as Learner A develops schema stability. 
Conclusion 
This two-part assignment demonstrated the value of structured reflective practise in deconstructing routine classroom events. Part A reframed Learner A’s daydreaming from a behavioural problem into an executive functioning response to working memory overload. Part B completed Tripp’s reflective cycle by developing two targeted interventions, micro-instructional chunking with visual timers and dual-coded graphic organisers with interactive response. Both strategies address the root cognitive causes of inattention by optimising cognitive load and maintaining active engagement. 
Engaging with Tripp’s methodology has significantly enhanced my professional outlook. Moving beyond superficial, descriptive reflections has enabled me to question classroom observations through respected educational and neuroscientific research. This practise directly aligns with professional teaching standards, which mandate that educators adapt teaching methods to match the strengths and needs of all learners. 
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