A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident. (3999)

Introduction 
Analysis of critical incidents is an approach to teacher professional development. Teachers' reflections on critical incidents (CIs) in the classroom have been used successfully to promote teachers' knowledge of teaching and expose new understandings (Badia et al., 2021). The following assignment will consist of a critical evaluation of an observed incident within a classroom setting. According to Brookfield a critical incident in the context of education is any “vividly remembered event which is unplanned and unanticipated” (Brookfield, 1990, p. 84). Likewise, Tripp’s (1993) approach to learning through what he calls "critical incidents" arises from observations of what happens in classrooms. A critical incident does not have to be a serious or dangerous event; rather, the term "critical" should be interpreted as relevant or significant. To consider something a critical incident is a valued judgement we make, and the basis for that decision is the significance we place on the incident's meaning (Tripp,2011; p.8). An incident may initially appear to be typical rather than critical, but analysis is ultimately what makes it critical (Tripp, 2011, p.25). 
Tripp (2011, p.25) divides the process of forming and evaluating a CI into two main stages and several steps; First, the researcher observes and notes a phenomenon in a classroom setting that has the potential to become a CI. The second stage entails determining why the CI occurred; teachers/researchers can accomplish this by connecting the incident to credible, academic theory (Tripp, 2011, pp.25-26). As a result of the analysis, teachers can implement a plan of action into their teaching practices. Tripp (2011) contends that teachers develop more from reflecting on these everyday experiences than if they were to pass without consideration. Reflective practice is a key competency in teaching and learning. 
This essay will include a detailed analysis, evaluation, and reflection on a CI that occurred during a professional teaching experience. The CI in question is classroom disengagement and its impact on learning. The observation stage required watching a video of a recorded classroom lesson in the immersive room, and identifying potential critical incidents, as demonstrated in the appendices section.  The section that follows will outline theoretical concepts related to reflective practice and how they relate to the teaching profession. An in-depth description of the case study, emphasizing the classroom context and CI. Following, the literature review will then aim to highlight some key areas to better understand the significance of the incident in question. Reflective practice in the classroom is critical for determining next steps for future teaching and learning methods. The main purpose of analysing a CI is to identify effective practices of teaching, a teacher can implement to develop professionally. Moreover, it also aims to pinpoint the ineffective practices (Joshi, 2018).  

Role of critical reflection 
Reflective practice can provide important insights into how personal beliefs and life experiences act as a lens or filter for framing and understanding past experiences (Geng et al., 2019). The concept of CIs in teaching practice originates from John Dewey's belief that teachers' learning, and advancement should be viewed as a cycle of experience and reflection. Reflective practice is a process of self-examination and self-evaluation that effective educators undertake regularly to improve their professional practices (Shandomo, 2010, p. 103). Likewise, Finlay (2008) states reflective practice is learning from experience to develop new insights of self and practice. Reflection is a systematic reviewing process for all teachers that allows you to make connections from one experience to the next, ensuring your students make maximum progress. Brookfield (2004) argues that teachers incur a continual risk of making poor decisions and judgements without reflection. This can be further supported by Valli (1992), who asserted that the capacity for transformation is confined to individuals who lack reflection. 
Tripp, Dewey, and Schön emphasised the importance of reflecting on significant events in professional practice, for the development of professional judgement (Bruster and Peterson, 2013). John Dewey (1933) emphasised reflective thought as a crucial part of a cycle that allowed individuals to learn from experience. Dewey stated that teachers should create and implement lessons based on their observations of others and their own experiences. Similarly, to Dewey, Schön’s (1983) approach to reflection distinguishes between reflection-in-action and reflection-on-action (Cambridge Assessment International Education,2014). Suggesting that "reflecting-in-action," professionals reflect on unexpected experiences and conduct "experiments" that result in a new understanding of the experience (Finlay, 2008). This method of reflective practice would be carried out during a lesson therefore the incident is dealt with in the learning environment by experimenting.  Reflection-on-action involves reflecting on how practice can be developed after the lesson has been taught (Finlay, 2008; Schön, 2016). Several theorists have developed critical reflection models that teachers can use which all share the same objective; to maximize learning outcomes for both the teacher and the students. Kolb’s Learning cycle (1984) consists of a four-stage reflective model that aims to conclude ideas from an experience and educational research to help us improve. Similarly, to Kolb, Gibbs’s reflective cycle (1998) is based on a six-stage approach to help individuals reflect after the experience. However, this model is broken down further to encourage the teacher to reflect on their thoughts and feelings to improve (Cambridge Assessment International Education ,2014). Using this method of reflection in teaching practice allows educators to develop a diagnostic approach to recognising, understanding, and explaining the justifications of professional practice by utilising academic theory and profession-specific knowledge (Tripp, 2011). 
Preparing teachers to be reflective practitioners has become a common concept in teacher education programs (Bruster and Peterson, 2013). In gaining a QTS in Wales critical reflection is essential due to its importance within the Professional Learning Passports (PLP). The PLP influences the ongoing critical reflection and learning of the teacher and prompts further professional growth (Education Wales, 2019, p.50). Professional Standards for Teaching and Leadership, systematically inform professional learning and motivate teachers to be self-critical and reflect on their practices to further improve their techniques (Education Wales, 2019; Department for Education, 2016). 

Observation School and classroom context  
To follow the British Educational Research Association’s [BERA] (2018) guidelines, during this research, the staff, pupils, and school observed will remain anonymous throughout. BERA guidelines indicate that researchers should acknowledge the right to privacy of both institutions and individual participants, as well as their rights to confidentiality and anonymity.  
The allocated observation took place in a Welsh medium primary school located on the Eastern side of Swansea. The school has 482 mixed-gender pupils between the ages of three and eleven years old, including 70 part-time nursery pupils (Estyn, 2018). However, in 2022 the Welsh government updated report since the coronavirus pandemic shows 513 pupils (Welsh Government, 2022). There are 17 classes, including two nursery classes and one mixed-age class (Estyn, 2018). Ten percent of pupils in this school come from Welsh-speaking homes and very few are from ethnic minority backgrounds. This school classifies 22% of their learners to have additional learning needs (ALN); which is similar to the Welsh national percentage (WNA) of 21%. However, very few have a statement of special educational needs (SEN) (Estyn, 2018). Over three years, around 7% of pupils were eligible for free school meals (FSM). This is significantly lower than the national average of 18% (Estyn, 2018). In contrast, the Welsh Government reports shows a rise of 9.5% in 2022 (Welsh Government, 2022).  

Critical incident overview  
The chosen critical incident for this assignment was observed by watching a year 3 class lesson on an immersive video. This video highlighted a variety of potential incidents that could be used for additional reflection for future teaching practice, outlined in appendix A. It was a Monday morning and the number of pupils in attendance were 18 of mixed ability. The lesson in practice was Mathematics and numeracy focusing on money. 
To put the incident in context all the students were seated on their allocated tables. Four groups within the class were differentiated into ability groups. The lower ability in the front of the classroom; the higher ability central to the back of the classroom. Firstly, the teacher starts the lesson by presenting that morning we are going to be looking at money. A pupil at the front of the class, seated facing the wrong way with their legs crossed on the chair ‘yawned’. The teacher asked the pupil to turn around and put her feet under the table. The teacher questions and tells the pupils to think about what pieces of money exist? Some of the pupils put their hands up to answer the question, however, the teacher tells the pupils to put their hands down and to discuss the question with a partner. Three pupils within the class didn’t have a partner to turn to and discuss the question and therefore became disengaged. Pupil X facing the other way to the peers on the table, crosses their arms and starts rocking back and forth on the chair while looking around the class; this indicates that this child has become withdrawn and disengaged. Two other pupils at different tables also became disengaged in this discussion with the pupils on their tables, by turning around and putting their backs to the group or staring into space. A pupil on the lower ability table answered the question saying, “ten pounds”. The teacher replied no we are looking at coins first. The same pupil responds by saying “ten pence”. A different pupil replies with the answer ten pence, the teacher replies ‘no we have already had that, you should be listening’. The teacher continues to question about different amounts of coins. A different pupil on the lower ability table answers with “five pounds”. The teacher responds with ‘no I don’t want notes I want coins’. The teacher questioned the whole class; then sat at the front of the class with the lower ability group and began splitting the amounts into hundreds, tens, and units to support them. However, the rest of the class in higher ability groups completed the task and gave their answer to the question. Therefore, became disengaged with one pupil putting her head on the table; whilst the lower group needed more time and support to an answer. 
My chosen aspect of my observation to analyse is child X who became disengaged when the class was asked to discuss a question with partners. To reiterate pupil A facing his back towards his peers, crossing his arms, and rocking back and forth on his chair while looking around the class. This indicates that this child has become withdrawn and disengaged. In addition to this disengagement was a recurring theme throughout the lesson. To improve future practice, this will be analysed and reflected on in the literature review section using relevant, academic learning theories.   
In connection with the reformed Curriculum for Wales proposed in 2020 by Donaldson (2015), he identified four purposes of education that together, outline what education should provide for Wales to strive for success. The observed incident can be interlinked as disengagement caused by social isolation resulting in a lack of motivation and hindering their ability to become ‘ambitious capable learners’. According to Donaldson (2015, p.29), an ambitious learner is someone ‘ready to learn’, it could be argued that this pupil was ready to learn however lost engagement caused by the social isolation. Furthermore, the CI also impacted on achieving the purpose of being a ‘healthy and confident individual’ as social isolation can contribute to feelings of emotional distress (Donaldson, 2015). A lack of social support can lead to a loss of confidence and self-worth. 

 Literature Review  
The critical incidents outlined above generates a number of avenues of research 
key to further developing teaching and research practice. The following review will focus on constructivist theories surrounding disengagement within the classroom and how to support this.  
The concept of disengagement in school represents a concern for public discourse on education, as a possible antidote to declining academic motivation and achievement (Fredricks, Blumenfeld, and Paris 2004; Reichenberg, 2018 ). Kahn (1990) refers to disengagement as “simultaneous withdrawal and defence of a person’s preferred self in behaviours that promote a lack of connections, physical, cognitive, emotional absence, and passive, incomplete role performances”.  According to educational researchers, there are three types of disengagement (Fredricks, Blumenfeld, and Paris 2004). Students' observable actions, such as swinging on a chair, can help distinguish behavioural disengagement. Students' attitudes towards school in terms of thinking about football in class are referred to as cognitive disengagement. Emotional disengagement refers to students' negative feelings about school, such as a poor relationship with their teacher (Reichenberg, 2018). In contrast Johnson et al., (2001) argues a student can be behaviorally disengaged while remaining cognitively and emotionally engaged. Behavioural disengagement may be a coping mechanism that is required to support a pupil or otherwise reflects students' challenging situations (Thuen & Bru, 2004). 
The act of performing a task for its own intrinsic reward instead of a detachable benefit is known as intrinsic motivation. When someone is driven by intrinsic motivation, they find an activity inherently interesting and act out of enjoyment or challenge rather than in response to outside demands, incentives, or goods (Ryan and Deci, 2000, pp. 56). When students find personal satisfaction in their learning, they are less likely to experience disengagement or a lack of interest (Ryan and Deci, 2000). However, Intrinsic motivation can be inconsistent as what motivates one student may not motivate another; this may depend on certain subjects or activities (Di Domenico & Ryan, 2017). 
 An important factor in a student's learning and growth is motivation. One aspect of a teacher's pedagogy is to cultivate in their pupils an intrinsic motivation to learn new things (Valerio, 2012). Instrinic motivation allows a desire for competence by selecting themes or topics giving students a feeling of control over their work and making new information, abilities, and understandings visible (Scott, 2010). Disengagement can be prevented by this sense of accomplishment by reducing feelings of inadequacy. Kaur and Noman (2020) convey that using students as partners to learn creates favourable learning environments that support students' participation in the learning process. In this instance, the student may have lost intrinsic motivation for the task if there's no partner in practice. 
Extrinsic motivation is a concept that applies to any activity carried out to achieve a distinct goal such as stickers or point systems (Ryan and Deci, 2000). Therefore, intrinsic motivation stands in contrast to extrinsic motivation and refers to engaging in an activity purely for its benefit, irrespective of its potential benefits (Ryan and Deci, 2000). However, when extrinsic incentives are used incorrectly, they can convey the idea that ability should be valued more highly than effort (Valerio, 2012). Extrinsic motivation must be managed to support intrinsic motivation. However, Di Domenico & Ryan (2017) argue that experimental studies demonstrate that extrinsic rewards and incentives can undermine and reduce intrinsic motivation. This can be achieved by rewarding students for taking on new challenges, exhibiting curiosity during lessons, or finishing assignments for the enjoyment of learning something new (Valerio, 2012).  

Zone of Proximal Development (ZPD) 
A constructivist approach to discovery learning uses intrinsic motivation to create an enjoyable, self-directed learning environment. However, this approach can also result in a sub-optimal cognitive load, which hinders learning. To avoid this, learners must be in the Zone of Proximal Development (ZPD) (Ferguson, et al. 2022). The cognitive load theory (CLT) by Sweller 1998 proposes that our working memory can only hold a limited amount of information at any given time and, that instructional methods should avoid overloading to maximise learning (Shibil and West, 2018). The Intrinsic cognitive load involved in a task is the cognitive effort and difficulty of the material required by a person to perform this task; this will vary for each individual as it is influenced by prior knowledge of the topic (Shibil and West, 2018). 
A theory of learning and development constructed by Lev Vygotsky is the Zone of Proximal Development (ZPD). ZPD is defined as the difference between what a student can accomplish on their own and, what they can accomplish under the guidance of an adult or in collaboration with more capable peers (Ferguson, et al. 2022). Learning within the child’s developmental level known as the ‘actual developmental level’ which defines functions that have already matured; characterizing mental development retrospectively (Vygotsky’s, 1997). The zone of proximal development defines those functions that have not yet matured but are in the process of maturation, as a ‘level of potential development’ therefore cannot be solved independently but only with assistance; characterizing mental development prospectively (Vygotsky’s, 1997). Vygotsky (1997) emphasises the significance of the proximal development stage, indicating that if the task at centre of ZPD is too simple or difficult for the child to understand without adult guidance or peer collaboration, the student may become disengaged and unmotivated, which will prevent learning. Chaiklin (2003) contends that identifying a student's precise ZPD can be subjective and difficult, as there is a ZPD for every subject matter. It is also argued that the ZPD fails to account for the wide range of individual learners' abilities and needs. 
According to the learner's ZPD, scaffolding is a teaching method developed by Vygotsky that offers individualized support to help them become independent learners (Van Der Stuyf, 2002). However, providing the necessary support and scaffolding to meet a student's ZPD may be challenging to give each student the personalized attention they need (Chaiklin, 2003). Students' motivation increases as they gain a sense of accomplishment from completing the task. It is important to ensure that tasks are neither too difficult nor too easy, to reduce learner frustration and allow the learner to develop self-confidence (Valerio,2012). Depending on the learner's proficiency at the time, it can be made easier by providing guidance when needed, or it can be made more difficult by providing additional challenges (Ferguson, et al. 2022). 
In summary, intrinsic motivation and the ZPD are both essential components of constructivism. The ZPD emphasises the importance of social interaction and guidance in the learning process, whereas intrinsic motivation drives learners to actively engage with and explore the material (Ferguson, et al. 2022). In relation to the CI, the pupil lost their intrinsic motivation due to no partner for social interaction leading to disengagement. This suggests a missed opportunity for guided interaction and learning from a more capable peer (Ferguson, et al. 2022). This can be addressed using the ZPD to provide appropriate support and collaboration opportunities to re-engage the individual. 

Teaching, learning methods and recommendations  
In this section, I will reflect on and evaluate my critical incident and discuss potential teaching and learning methods that would further develop practice. Disengagement in teaching and learning requires a thoughtful and adaptable approach. Students may become disengaged for a variety of reasons, and it is critical to employ a variety of methods and recommendations to help re-engage them. 
Following the classroom-based incident I feel ‘Think-Pair-Share' (TPS) is an effective method of active teaching to encourage engagement. The CI outlines a pupil who became disengaged by a decline in intrinsic motivation due to no social interaction and guidance. The literature shows using students as partners to learn creates favourable learning environments that support students' participation in the learning process (Kaur and Noman, 2020). The teacher did adopt the method of TPS during the lesson by asking the peers to discuss a question with a partner. To evaluate, the teacher did not specify that pupils without a partner should find or join others. This resulted in a decline in academic motivation, achievement as well as behavioural disengagement by swinging on the chair (Fredricks, Blumenfeld, and Paris 2004). TPS is an active learning strategy that intends to promote engagement, by students usually turn to their classmates and discussing the task. TPS is a beneficial method for encouraging social interaction with others, active engagement, and increased participation (Kothiyal et al., 2013). For future teaching practice, I would ensure that each pupil has someone to discuss with to avoid the loss of intrinsic motivation and development of learning. Referring to Donaldson’s (2015) reformed curriculum it is important to ensure every individual is a ‘healthy and confident individual’, in this instance a lack of social support can lead to a loss of confidence. Moreover, a significant benefit of using the TPS method is that it provides teachers with immediate feedback on the quality of student understanding. This feedback can be used by students and instructors to modify their learning and teaching (Kothiyal et al., 2013). 
Differentiation, I believe, would be an effective strategy to use reflecting from classroom-based incidents to ensure that the learner is in their ZPD. Vygotsky (1997) asserts that if the ZPD task is too easy or too complex for the child to understand without assistance from an adult or peers, the student may become disengaged. Differentiation provides learners with a personalised learning environment by recognising and accommodating the diversity of students' learning needs and preferences (Schiffl and Baumgartner, 2022). The constructivist theory of learning recognises that pupils learn best when teaching is tailored to their specific needs and abilities (Shibil and West, 2018). 
In the incidence of the CI, the pupils were grouped by their abilities, however, the teacher did not differentiate the questions or tasks given to these groups. During the lesson, the lower-ability group required support from the teacher. The higher ability groups (including pupil X, outlined in CI), on the other hand, completed the questions rapidly, indicating that the task in the center of their ZPD is too simple (Vygotsky, 1997). This also results in a decline in intrinsic motivation which hinders learning. For future teaching practice differentiation is a beneficial adaptation of teaching to individual differences (Schiffl and Baumgartner, 2022). In future practice, the teacher could differentiate task that corresponds with each ability group.  
One teaching method of differentiation in teaching is ‘scaffolding’. Scaffolding enables the achievement of goals that would not otherwise be possible (Schiffl and Baumgartner, 2022). According to the learner's ZPD, scaffolding is a teaching method developed by Vygotsky, that offers individualized support to progress through tasks that are slightly above their current skill level to become independent learners (Schiffl and Baumgartner, 2022; Van Der Stuyf, 2002). There are two different categories of scaffolds firstly known as “hard scaffolds” such as clue cards which can be made before a lesson to support expected difficulties within a task. Secondly “Soft Scaffolds” constitute specific situation assistance that can be provided by the teacher or peers (Schiffl and Baumgartner, 2022). Scaffolding has the advantage of helping to structure and facilitate the learning process by reducing complexity and focusing on important aspects of assignments. 
 
Conclusion 
To conclude, this essay emphasises the importance of reflective practice key competencies in teaching and learning for professional development. A critical incident was observed in a classroom setting and utilized using Tripp’s (2011) ‘critical incident methodology’. Several theorists including Schön, Kolb, and Gibbs’s critical reflection models were also mentioned. A fundamental aspect of professional growth and development for teachers is to reflect and analyse incidents, enabling maximum learning outcomes for both teachers and learners. As a future teacher, reflection is an essential skill to become an effective teacher and to meet the requirements of the professional standards for teaching and leadership for Wales (Education Wales, 2019). 
The observed critical incident outlined disengagement, which was analysed and reflected on using academic literature, emphasising various arguments surrounding the concept of disengagement and the impact of social interaction. The findings show that disengagement can be linked to constructivist theories of intrinsic motivation and the Zone of Proximal Development (ZPD) developed by Vygotsky. For future practice of teaching and learning, possible engagement methods highlighted were active learning through the method of TPS and, differentiation in relation to the method of scaffolding. This essay has enhanced my understanding of how and why pupils may become disengaged in class. Intrinsic motivation drives learners to actively engage with and explore the material; while it important to consider a pupil ZPD, emphasing the importance of social interaction, and guidance in the learning process which can be achieved through differentiation. 
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Appendix A 
  
	Date and time, year group:  Monday Morning. Year 3.  

	Where and When: Context of the observation – subject/AOLE, general classroom context 
 
AOLE: Mathematics and Numeracy lesson – Topic of discussion was Money.  
Number of pupils in attendance were 18 of mixed ability. The class were differentiated between lower, middle and higher abilities. 
 
All students were seated on their allocated tables between four groups, the lower ability in front of the classroom; higher ability central to the back of the classroom. 
  

	What happened: a detailed description of the critical incident 
  
Firstly, the teacher starts the lesson by presenting that this morning we are going to be looking at money. A pupil at the front of the class seated facing the wrong way with their legs crossed on the chair yawned; the teacher asked the pupil to turn around and put her feet under the table this gives the impression that the pupil is disengaged before the lesson has started. The teacher questions and tells the pupils to think about what pieces of money exist? Some of the pupils put their hands up to answer the question however the teacher tells the pupils to put their hands down and to discuss the question with a partner. Three pupils within the class don’t have a partner to turn to and discuss the question, and therefore become disengaged. Pupil A facing the other way to the pupils on pupil A table, crosses their arms and starts rocking back and forth on the chair while looking around the class; this indicates that this child has become withdrawn and disengaged. Two other pupils at different tables also became disengaged from this discussion with the pupils on their tables by turning around and putting their backs to the group or staring into space.   
  
While the other children discuss in pairs naming different pieces of money the teacher then gives a 10-second warning and returns their attention by clapping and using the command ‘stop’. The teacher proceeded to question a pupil to answer the existing question the response was “five pence”.  A second pupil responded with “one pound” and another responded with “twenty pence”. The teacher then asks the class to repeat after her “five pence, one pound, and twenty pence” to enforce repetition. A pupil on the lower ability table answered the question saying, “ten pounds”. The teacher replies no we are looking at coins first. The same pupil responds by saying “ten pence”. A different pupil replies with the answer ten pence, the teacher replies no we have already had that, you should be listening. The teacher continues to question different amounts of coins. A different pupil on the lower ability table answers with “five pounds”. The teacher responds with no I don’t want notes I want coins. The pupils continue to respond with different coin amounts. The teacher then enforces repetition by listing in order the different coins that are available together as a class. The teacher says its Monday morning can we have some more enthusiasm, the children continue to list the coins again with more energy. The teacher then praises the class by responding ‘That’s better, thank you very much’.  
  
The teacher distributed money fans as a resource to scaffold and support learning. Everyone was asked to show fifty pence on their fans. The teacher continued this exercise asking for different amounts of money. A pupil in the lower ability group was having difficulty as the teacher counted down from ten. The teacher then said to the class ‘If you don’t know it's fine Miss X can help you’. The teacher then supported this pupil. This activity highlighted the lower ability class required support from the teacher in contrast to higher ability pupils answering quickly.  
  
The teacher questioned the whole class; then sat at the front of the class with the lower ability group and began splitting the amounts into hundreds, tens, and units to support them. However, the rest of the class in higher ability groups completed the task and gave their answer to the question and therefore became disengaged with one pupil putting her head on the table; whilst the lower group needed more time and support to an answer.  

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider? 
 
· Using techniques to scaffold and support different learning needs – discussing with a partner/ teacher 
· Differentiating work for groups of different abilities 
· Disengagement strategies – lack of understanding, uninterested, or behavior issues?  Task too difficult or not challenging enough?  
· Repetition and its positive support on learning  
· Classroom management  
  

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here) 
  
The classroom environment was calm, and the children weren’t disruptive.   
The teacher should’ve got the whiteboards out beforehand to avoid stopping during the lesson and losing the pupil's attention. The lower ability group required extra support therefore a TA in this lesson would have been beneficial to the class. This would have allowed the teacher to have more of a focus on the whole class and give them more of a challenge to keep them engaged. I felt the class was held back by the needed support of the lower-ability group. 


 
 
