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

Introduction 
 In this essay, I will reflect on a critical incident I observed in late September. I will be researching key theorists that underpin the holistic development of children and young people and use this research to reflect critically on the critical incident. As Tripp (2012, p.8) states, "To take something as a critical incident is a value judgement we make, and the basis of that judgement is the significance we attach to the meaning of the incident." As mentioned here, critical incidents are not necessarily negative but instead the importance and value we attach to the incident.
 David Tripp has developed critical incidents to aid teachers in reflective practice. He believes that reflecting on critical incidents can "Improve practice in the profession of education as a whole." (Tripp, 2012, p.7). Tripp also states, "We have to ask both what happened and what allowed or caused it to happen." (2012, p9). This will be something I will continue to question while reflecting on a critical incident. By exploring and breaking down a critical incident, I can develop my skills in reflection. 
 Having the opportunity to observe and critically reflect on two teachers' practise is a privilege that I recognise. I will use the critical incident I observed to guide my research, examine, and understand the following steps and enhance learning further, to better my reflective practice and develop a critical lens in the classroom. 

The role of critical reflection 
 In many schools, the reform of the Welsh curriculum is only now being realised. New Professional Standards were introduced, and "The final standards were published 1 September 2019 following a public consultation in March 2019." (Welsh Government, 2020) The new Professional standards place a significant emphasis on critically reflecting teaching practice. Teachers in training have been made aware of the shift of a teacher purely delivering lessons but now actively engaging in research and critically reflecting to improve practice. The professional Standard for 'Professional learning' states that teachers should conduct 'wider reading and research findings' and 'evaluating the changes in practice' (Welsh Government, 2020). This clearly highlights how teachers should undertake research and critically reflect to improve their practice. Rushton and Suter (2012) discuss, "The fundamental reasons for improving and developing learning are to enhance the learners' experience." This supports the Welsh curriculum reform to be a pupil-centred approach to teaching.  
 Vermunt and Endedijk argue, "In order to promote pupils' learning and teachers' professional development, teachers are expected to learn and reflect throughout their careers." (Vermunt and Endedijk, 2011, cited in Markkanen, 2020, p.48). To achieve improved and developed learning, teachers must critically reflect on their practice continuously to understand where they can bridge gaps in their teaching and improve their practice to enhance the learner's experience further. As Roffey-Barensten and Malthouse discuss (2017 p.8)
Reflective practice is therefore all about thinking about an experience with a view to gaining an improved understanding of that experience and involves an ordered, systematic, documented approach with a view to gaining self-improvement. 
                           
 This implies that reflective practice is essential to developing a greater understanding of experiences which require self-improvement. It is important to note that not all experiences reflected need to be negative. It is also essential to identify what is working to carry it into future practice. 
 Many different reflective models exist that support critically reflective practice. I chose Gibbs' Reflective cycle to reflect on this critical incident (Gibbs,1988). Gibbs' reflective cycle leads reflection through six areas of exploration; description, feeling, evaluation, analysis, conclusion and action plan (University of Edinburgh, 2020). Gibb's reflective cycle is "... helpful in identifying the connection between personal experiences and professional values and in maintaining reflective practices" (Ashby, Walmsley, Birkbeck 2006, cited in Markkanen, 2020, p.50). 
 I chose this model as it is crucial to separate description and feeling while reflecting on critical incidents, as our emotions can sometimes impact how we reflect. Tripp considers "more common are affective emotions such as guilt, relief, frustration, hope, fear, sympathy, embarrassment, amusement, . . . to mention just a few." (2012, p.13). I recognise that the emotions I feel while observing the critical incidents are crucial to both Gibb's reflective cycle and Tripp's ideas on critical incidents; I added a section to my observations (see appendix) for feelings. 

Observation School & Class context
 According to the BERA guidelines, "Researchers should recognise the entitlement of both institutions and individual participants to privacy and should accord them their rights to confidentiality and anonymity." Because of this, I will not include any personal information, the school's name or any individuals. 
 I attended a large primary school in the Swansea area, which looks after around 540 pupils. The school moved to a new building in 2015 after two smaller primary schools amalgamated into one. In the most recent Estyn report, "Around 30% of pupils are eligible for free school meals", and "The school identifies 28% of pupils as having additional learning needs, which is slightly higher than the national average of 25%." (Estyn,2017). The school had a new head teacher appointed in 2020. 
 On the first day of observations, I was in a Year 6 class of around 24 pupils. The pupils in this class are 10-11 years old, and only one individual had an 'IDP' with a learning support assistant to support them. On the second day, I observed a Year 2 class of around 28 pupils. This class had two learning support assistants to support the class, and two children had recently moved to Wales and used English as an additional language. Like all schools in the UK, the young learners are still adapting to the gaps in their learning resulting from the Covid-19 pandemic, and this will be the first year that school is operating as closely as it was pre-pandemic. 

A critical incident linked to Donaldson's Four Purposes
 The critical incident I observed occurred in a Year 2 class on a Tuesday afternoon. During the afternoon, the class focused on their topic, 'Sparkle and Shine,' in a Science and technology area of learning experience lesson. The children learned the difference between nocturnal and diurnal animals through a PowerPoint presentation. Before this point, there had been some prior learning of the meaning of diurnal and nocturnal animals. The pupils sat on the carpet in front of a 'CTouch' board listening to the teacher presenting the PowerPoint. 
 There were clear rules and boundaries of expectations of how to sit and listen on the carpet, outlined by the teacher. The children were reminded of good listening skills and not to fidget. The teacher explained why sitting nicely on the carpet is essential as it may disrupt your friend's learning. This supports the pupil's journey to becoming healthy, confident individuals as they are "forming positive relationships based upon trust and mutual respect." (Donaldson,2016). This is one of the four purposes underpinning Professor Donaldson's Welsh curriculum reform.
 The teacher made the presentation very engaging by asking the pupils continuous questions. She instructed the learners to get into their 'talking partners' and gave them a short countdown to sit next to their allocated partner. I spoke with the teacher, and she confirmed that they had set the talking partners deliberately by assigning specific children to each other based on ability. The children had time to discuss with their talking partners before sharing ideas with the class. This could support pupils in becoming 'Ambitious, capable learners' as they set high standards for the learners to "build up a body of knowledge and have the skills to connect and apply that knowledge in different contexts" by "communicating effectively in different forms and settings." (Donaldson, 2016). While observing the children in their talking partners, I noticed how some individuals benefitted from being in an assigned pair as they were on task and communicating effectively. 
 However, I noticed the two children who had recently moved to Wales and could not speak English. They were in the same class but with separate talking partners. Child A was disruptive with his talking partner, making silly faces and noises instead of communicating ideas. Child B was very withdrawn, with her head between her knees. Her partner tried to communicate as best she could by using mime and gestures, and when she noticed Child B starting to cry, she comforted her by patting her on the shoulder. One of the learning support assistants noticed this and used a translation app on her phone to ask her if she was okay in her native language. Child B ignored the translation and returned with her head between her knees. I want to focus on this specific moment of the critical incident. I am intrigued to discover how talking partners can be an effective way to learn through communication, the effects of pairing learners together based on ability, and how EAL learners are affected in this activity.

 Literature Review
 Exploring the effects of talking partners without visiting Lev Vygotsky's work would be challenging. He believed "… knowledge and thought are constructed through social interaction" (Bates, 2016, p.46) and there would be a time when "...adults and peers can help a child "reach" a new concept or skill by giving support and information" (Mooney, 2013, p. 102). Vygotsky referred to the individuals we learn from as 'Most Knowledgeable others (MKOs)' and the process of learning through social interaction as being in the 'Zone of Proximal Development (ZPD) (Bates, 2016, 46). As Bateman highlights, "...the 'more knowledgeable other' does not have to be a person who is older than the child, just someone who is more knowledgeable in the temporal context of the learning." (2022, p.56).
 This could be the reason behind grouping the children in 'talking partners' to match the children with an MKO to enhance the learner's understanding of diurnal and nocturnal animals (See appendix, observation 3). The activity of talking with an allocated partner could help develop skills in communication as well as develop a deeper understanding of a new concept or idea. Mooney discusses Vygotsky further by stating, "He believed that talking is necessary to clarify important points but also talking with others helps us to learn more about communication." (Mooney, 2013, p. 106). The act of simply discussing an idea can support learners in engaging critically and thinking of new perspectives. Mercer, Wegerif and Dawes state that this is 'Exploriarity talk' and is when "...partners engage critically and constructively with each other's ideas." (1999, p. 97) 
 The use of 'talking partners' supports Donaldson's four purposes of becoming "ambitious, capable learners" by being able to "communicate effectively in different forms and settings" (Donaldson, 2016). It is essential to highlight that even though the class teacher has scaffolded talking partners into the presentation, there needs to be guidance for the young learners on how to communicate effectively. Gibbons (2002, p.14) states that when exploring the benefits of learning through communication:
This is the kind of talk that allows learners to explore and clarify concepts or to try out a line of thought through questioning, hypothesising, making logical deductions and responding to others' ideas.

 Scaffolding key questions or guiding the individual to take turns to share ideas could help ensure that the discussions taking place during 'talking partners' is helping the learners' explore and clarify concepts' and remain on task.  
 As Conteh (2012) states, 'EAL' is an umbrella term for many different groups of children who bring a vast range of experience and knowledge of language into their mainstream classrooms and points out that EAL children can bring different ideas of schooling and culture into the classroom (2012, p. 12). He also argues that "Bilingual and EAL learners need to feel that their home languages are recognised and valued in the classroom." (2017, p. 24). Child B seemed withdrawn and isolated during the talking partners activity (See appendix, observation 3). It could be due to the lack of home language in the classroom that alienated the individual from their peers. Conteh (2012, p. 25) continues, "It is very important for our self-confidence and identity as learners that we feel we belong and are valued in the communities in which we are learning." 
 Connecting this back to the reform in the Welsh curriculum, which highlights the importance of becoming "ethically informed citizens", there is direct guidance from the government to celebrate cultures from around the world. Graff (2012, p.19) supports this and states, "The language we use, and hear and see around us, relates closely to our personal identity, to cultural identification and to the attitudes and beliefs that may influence the way we learn." It would be interesting to see how the EAL student's engagement would improve if their native language and culture were acknowledged more in classroom. Graff argues that our 'personal identity' and 'cultural identification' influence how we learn' (2012, p.19).
 However, Faltis (1990, p.33) argues that "...if the second language is heavily stressed in the school environment, the native language will take care of itself in the home and community environment." This explores another approach to supporting EAL students in the classroom by prioritising using the second language exclusively. It is argued by Faltis that if one language is heavily used, it will be more accessible for the learner. Though, as Cummins (2000, p.175) discussed:
...student's whose academic proficiency in the language of instruction is relatively weak will tend to fall further and further behind unless the instruction they receive enables them to comprehend the input. 

 Both children who used EAL were either withdrawn or disruptive during the talking partner activity (see appendix, observation 3); it could be argued that they did not understand the task due to language barriers. As Cummins (2000, p.175) states, this could lead to students' falling further behind' if they are given instructions in a language, they have a limited understanding of. Elsewhere, Gravelle states while talking about EAL students, "Much of this learning is taking place in and through a new language and without reference to their considerable existing skills in their first language." (Gravelle, 1996, p.9). This highlights an interesting perspective that many practitioners teaching EAL students do not take advantage of the 'considerable existing skills' that EAL students have in their first language. If this were encouraged more, there could be opportunities for making more connections and references between the first and second languages.
 Furthermore, one final area imperative to research was creating ability groups for the talking partners. As discussed earlier, while focussing on Vygotsky's ideas around 'Most Knowledgeable others', there may be benefits through organising the talking partners with an individual who is more knowledgeable on the subject (MKOs). Wertsch states that: 
 The notion of the more knowledgeable partner as critical to the acquisition of language: the success of the partnership stemming from one participant's knowledge of the language and the other's desire to join a communicative world.

                                                                                        (Wertsch 1985 quoted in Gregory, 1997, p.129) 
 This highlights how an 'MKO' could be essential to enhance the learner's experience in the 'talking partners' exercise. It also highlights the importance that both participants in the talking partners would need a good understanding of the same language to 'join a communicative world.' 
 As explored in 'Ability grouping in education', Ireson and Hallam (2001) discuss that "...selection and ability grouping do not have a powerful impact on the overall attainment of pupils." (2001, p.17). They also discussed that research has shown it has only influenced mathematics attainment but not other subjects (Ireson, Hallam, 2001, p.17). 
 It is difficult to judge how the talking partners were arranged due to the need for more information on how the teacher decided on the pairings. If the pairings were decided from the assessment for learning (AFL) implemented earlier, it would be reasonable to argue that this was done ethically and with a justified reason. As Rosentha and Jacobson explore, "Teachers hold different expectations and teach differently when faced with children they perceive to be of different abilities" (Rosentha and Jacobson, 1992), cited by Marks, 2016, p.10. It is crucial to understand how teachers may have a bias, whether conscious or unconscious, when it comes to teaching children of different abilities. Campbell also discusses how teachers may identify children with low ability based on stereotypes of learners. 
 Unconsciously, teachers appear to be biased by stereotypes about different learners, perhaps perpetuated by the constant bombarding of media messages about under-performing groups, resulting in weaker judgements and hence potentially lower group placement, of some children based on, for example, gender, ethnicity and family income-level.
                                                                                   
(Campbell, 2015, cited by Marks, 2016, p.9)        
 Campbell explains how a teacher's judgement can be impacted by many factors, which may place individuals in lower placements than necessary. Conteh also explores how this affects pupils who are EAL or who have recently moved to a new country "But new arrivals are not necessarily of low ability, and they may be hampered in their learning – and also feel that their prior knowledge and experiences are not valued." (Conteh, 2012, p. 65). This supports how teachers must be conscious of the ideas and perspectives we may have developed unconsciously about children from a specific background.
 Placing a child who is perceived as being 'lower ability' with a 'Most knowledgeable other' could be the best way to enhance the lower ability child's learning. By mixing the children in the talking partners' activity, you might be supporting them to form and maintain new relationships. In 'Mixed Ability Teaching: Problems and Possibilities', the authors discuss how "The major advantage of mixed ability grouping for the pupil, mentioned by over a third of the teachers, was the avoidance of labelling." (Reid, Clunies-Ross, Goacher, Vile, 1981, p.71). As stated here, implementing mixed-ability groups or partnerships in the classroom has clear positives. It can help break down ideas and 'labels' we have about children of a lower ability.

Reflection/ Evaluation & Next steps 
 As I am using Gibbs' reflective cycle to reflect on this critical incident, I will now analyse the critical incident informed by the research undertaken. I think the implementation of 'talking partners' can be a successful way to encourage students to build skills in communication, which will support them to become 'Ambitious, Capable learners' (Donaldson,2016).
 As Kumpulainen and Wray (2002, p.3) discuss, "Learning tends to be seen not only as a constructive process that takes place in the mind of the learner but also as a process of meaning-making and enculturation into social practices." I think the use of talking partners is a fantastic way to help learners develop communication skills and can make sense of new ideas and concepts. In addition, "Bruner (1986) suggested that as children use language to communicate, they are also coming to understand how language works." (Cited in Browne, 2007, p.24). By implementing 'talking partners' in Year two, the learners can develop their language and social skills while learning more about a concept. 
 However, when focussing on the next steps, I think scaffolding the 'talking partner' activity would enhance the learner's experience further. Moreover, "The scaffolding here refers to the structure that the more experienced other sets in place to help focus the child or novice's learning trajectory" (Bateman, 2022, p.56). I think by scaffolding the activity to provide the learners with sentence starters, modelling conversations and allocated times for 'Partner A' and 'Partner B' to speak, they will have a greater understanding of the task and what is needed to be a successful talking partner. Creating a 'success criteria' with the class before the 'talking partner' activity could help highlight what the child needs to do in the activity.
 Moreover, when reflecting on the EAL student's experience, implementing their first language in the lessons by including keywords and phrases (for example, nocturnal and diurnal animals) in the PowerPoint could help engage the EAL students further. Conteh (2012, p. 39) states, "Use the language they already know, rather than ignoring this knowledge." This highlights the importance of shifting our perspective that EAL students can hinder the learning process 'because they are so behind' (See appendix 3) to what knowledge they possess in their first language can enhance all learner's experiences. This could primarily support one of Donaldson's four purposes, ' Ethical and informed citizens' by teaching the whole class words and phrases in the EAL student's first language, which could help build stronger relationships in the classroom and develop a deeper understanding of diverse cultures and languages (Donaldson, 2016). 
 While reflecting on how the talking partners are decided, pairing 'MKOs' with students with less understanding of the concept can be beneficial. However, I believe the following steps to improving the pairings are to ensure all students are supported in the activity. For example, the EAL students could be paired in this task and communicate in their first language, which could then be translated back to the class. 
 Another suggestion, if the EAL students are going to be paired with children who speak English fluently, is to provide them with a visual word mat with English and the EAL student's first language so both children can effectively communicate and understand the task. Browne (2007, p.29) explores, "Children who are learning an additional language benefit from exposure to language and talk that is understandable because it is linked to objects that are visible and activities that are practical." As Browne highlights, linking language to objects and practical activities can further enhance their language understanding. Providing the pairings with a visual aid, such as a wolf for nocturnal animals and a bird for diurnal animals, could help the EAL students connect to the concepts and ideas spoken about without using English.
 It was interesting to observe how some students in the class independently created solutions to the lack of language understanding. For example, I observed a child using mime and gesture to try and connect with 'Child B'. Greggory states, "...by using mime and gesture, they could support and extend the use of abbreviated English" (1997, p.127). As a teacher, I would try my best to observe these moments in the classroom, where children are creating their solutions and strategies to challenging situations so that I can scaffold them in my lesson plans and activities.
Conclusion 
 In conclusion, using Gibbs' reflective cycle while critically reflecting has allowed me to gain a deeper understanding of effective teaching practice. By separating the description and my feelings during the observations, I recognised how being emotionally aware can lead us to reflect and concentrate on incidents which arouse an emotional response from within. The critical incident that evoked the most feeling was the one I focused on in this essay (see appendix, observation 3). 
 By researching theorists that explore the holistic development of children, I have a better understanding of how to enhance learning further with the next steps. During the analysis, I could make sense of how learning through social interaction can be beneficial in achieving the new reforms in the Welsh curriculum, which seeks to develop learners who can communicate effectively.  
 Moreover, understanding how using ability groups or 'MKOs' to enhance the conversations during the 'talking partners' led me to consider the ethics surrounding this strategy. The area I felt most driven to explore was how activities could become more accessible for EAL students. It guided me to ask how this can be better and what will be necessary for me when I plan and deliver lessons. 
 Furthermore, being exposed to critical reflection at the beginning of my first placement will support me to continue questioning and examining my practice as I strive to become a teacher that constantly seeks to improve and enhance learners' experiences. 
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Appendices
Observation Record 1
	Date and time, year group: 26/09/22 Year 6, 10:00


	Where and When: 

The critical incident took place during a Year 6 Language, Literacy and Communication lesson. The class was looking at an extract from the class novel ‘Jaz Santos vs the world’. There was Character analysis and a comprehension task. This was the first lesson of the day.


	What happened: 

Before the lesson began the expectations had been set outside of what the pupils were going to need to do when entering the classroom, for example who was going to give out the books, that the directions would be on the board. I noticed how the learners were very well behaved and entered the classroom in a calm and mature way. 

As the learners wrote the date and heading into their books, they could also read the shared learning objective of the lesson and there was a ‘Do it Now’ task which was given to children who could complete the date and heading task very quickly. It was interesting to see how setting a task for the children allowed for little disruption to occur as some students worked at different paced to others.

[bookmark: _Int_gHAQ1aoI]I was very intrigued to see that after the teacher explored the extract with the students, he then shared three different levels of questions on the board. The questions were different difficulties, labelled ‘mild’, ‘medium’ and ‘hot’. The pupils were able to decide which level of difficulty they wanted to proceed with. Then most of the learners then worked independently, answering the questions before peer assessing at the end of the lesson.

[bookmark: _Int_sqQdKlNf]I thought it was interesting that the school allows the children to choose which ability work they want to complete, and I think it supports Donaldson’s Four Purposes in becoming ambitious, capable learners who want to set high standards for themselves. As I went around the classroom, I spoke to different pupils about why they chose their level. A student who chose ‘mild’ explained that they find LLC difficult, and they felt much more comfortable doing mild. A different student, who chose ‘hot’ said that they had been trying to do the ‘hot challenge’ all week and they like doing ‘hard work’.

I was amazed to hear from the class teacher that most of the time the pupils chose the correct ability for them, and the teacher provided guidance in rare occasions were children who needed to be on a different level.

I think it was exciting to see how the school was allowing the year 6 pupils be in more control of their learning, helping them developing skills in self-assessment, motivation and setting high goals.


	
Feelings:

[bookmark: _Int_YgPq9Yiu]While observing, I first felt very intrigued to see how there were inventive ways to encourage Y6 pupils to become more independent in the classroom. I was really surprised to see that the children could choose the level of difficulty of the activity. At the start of the observation, I felt a bit unsure about whether the children were able to choose the level of work appropriately. However, by the end of the observation, my feelings changed after having discussions with the children and seeing how they had chosen their level in a mature and sensible way. I felt excited at the end of the observation, with the realisation that with the reform of the Welsh Curriculum is being implemented in this class, even in a small way by allowing the children to become more active in navigating their learning.

	Areas of possible exploration: 

I think potential areas of exploration are differentiation, how work of different abilities can support accessibility in the classroom. The next area could be looking at the reform in Welsh Education and how creating Ambitious and Capable learners is a purpose that underpins the new curriculum. How has this effected classroom strategies, such as, letting the students choose their own work. Montessori and the ideas that underpin allowing the students to have access to all the skills and resources to work independently. 


	Notes: 

The class teacher mentioned on a few occasions how the class was ‘very fussy this morning’ and it was very bad weather outside which meant the start of the day had been disrupted. Two pupils were missing from the class, which effected the class jobs in the session before this lesson.





















Observation Record 2
	Date and time, year group:26/09/22 11:40am Year 6


	Where and When: 
[bookmark: _Int_wa8b3owU]This observation took place during a year 6 Mathematics and Numeracy lesson, this was the second lesson of the day and occurred after break. There were 20 students present with a class teacher and one Learning Support Assistant that was supporting two individuals in the classroom.

	What happened: 
[bookmark: _Int_SbRcY2vp]The critical incident I observed occurred at the beginning of the lesson. The pupils were instructed to write the Date and heading into their books and read the Learning objective that was on the board. Below the learning objective was a ‘Do it now task’ which the students would do independently while waiting for the whole class to finish writing in the date and heading. The ‘Do it now’ task instructed the pupils to write out their 8 times tables.

While I walked around the classroom, I could see some children struggling to complete the task, with some individuals looking quite disheartened and overwhelmed. The class teacher then stood in front of the class with a large counting stick. The counting stick had post-it notes on each section with different numbers on them.

[bookmark: _Int_IuzE2nbO][bookmark: _Int_ZtUoh439][bookmark: _Int_94JlVJh1]The teacher revealed to the class that he thinks that they could all learn how to do their 18 times table in 5 minutes. Most of the class responded in disbelief and were very engaged with the teacher. The teacher proceeded to set a 5-minute timer and began teaching them the 18 times table with each answer up to x 10 written on a post-it notes and stuck on the section.

As they continued to go over the 18 times table the teacher started to remove the post it notes, and each time the pupils were able to retain the answer without the visual aid. By the end of the five-minute timer, there were no more post it notes on the counting stick, and the children were able to recite the 18 times table up to 18 x 10. 

The result the activity had on the pupils was evident. There was a much lighter atmosphere in the classroom, and lots of the learners were clearly pleased with themselves with what they accomplished. The teacher then started the main activity of the lesson, and the students were engaged and in a good mindset.


	Feelings:

At first, I felt very sympathetic to the children who were finding the ‘Do it Now’ task very challenging, and I thought in that moment that it could be disheartening for students to apply themselves to a task which was unattainable. When the class teacher announced that we were going to learn our 18 times table, at first, I was very apprehensive and nervous as I was joining in with the activity, and I also did not how to do my 18 times table. However through the activity, I grew in confidence with the children and shared a similar feeling of elation by the end of the activity as I was able to recite my 18 times tables.

	Areas of possible exploration: 

I think areas of possible exploration could be promoting resilience in learners and helping them develop strategies and a skill set to help them persevere with challenging work. How presenting multiple different strategies for learning can help students access and choose what strategies work for them. How does this achieve Donaldson’s four purposes?

	Notes: 

As it was very bad weather, the children had been inside at breaktime which mean they were full of energy and ‘fussy’ at the start of the lesson. Many of the students had been vocal during the ‘Do it now’ task and the class teacher was firm to remind them of how they should be behaving in the classroom. The LSA had to leave the room during the introduction, to assist another class momentarily which mean the individual with an IDP become quite disruptive by making noises. I went and sat next to this individual and was able to help him focus on writing the date and heading.



















Observation Record 3
	Date and time, year group: 27/10/22 14:00 Year 2


	Where and When: 
This observation took place in a Year 2 class after lunch during the 4th lesson of the day. The students were in a Science and technology lesson in their classroom. The pupils spent the first half of the less sitting on the carpet and the second part of the lesson sat in groups at tables.

	What happened:

The pupils gathered to sit on the carpet to take the register after lunch. The teacher then explained the learning objective of the lesson was to learn more about nocturnal and diurnal animals. They class teacher linked this work back to their topic ‘Sparkle and Shine’. The teacher reminded the students of the work they had already done on nocturnal and diurnal animals.

The children were told very clearly before the presentation, the expectations of sitting on the carpet. The teacher reminded them of how to sit without fussing and to have excellent listening skills. The teacher also told them why this was important, to make sure that they were not disrupting any of their peers during the presentation.

A short presentation took place, where most children were engaged and sat quietly and without fuss on the carpet. About halfway through the presentation, the teacher put on a one-minute timer for the pupils to stand up, find their ‘talking partner’ and sit by back down beside them. It was during this time that I asked one of the class Teaching assistants how the ‘talking partners’ were organised. She confirmed that they had paired the students together based on ability, having a child from a higher ability group paired with a child from a lower ability group.

The teacher then resumed the presentation and stopped at the end of the slide to instruct the children that they need to discuss with their talking partners for two minutes about examples of nocturnal animals. It was at this moment; did I observe that most of the students were engaged in the task and discussed different examples of nocturnal animals.

However, I noticed that two children in the class, who had recently moved to Wales and used English as an addition language were very disengaged in the activity. Child A was disruptive, making silly faces and noises with his partner during the discussion time. Child B was withdrawn, with her head between her knees, and she ignored her partner when she was trying to interact with her through gesture and mime. When a teaching assistant notice that Child B had her head between her knees, she approached her with a translating app on her phone, asking her if she was okay in their first language. Child A looked at the phone and returned her head between her knees.

At the end of the lesson, I spoke with the LSA’s to understand if there any provisions or resources provided for EAL children to support them with their learning. They noted that there had been no support or guidance for these specific children and one the LSA responded “It’s very challenging as they (Child A and Child B) are so behind”.

	Feelings:

At the beginning of the observation, I felt very excited as I had never witnessed or facilitated a ‘talking partners’ activity and I was excited to see how this would engage the students and support the lesson.

[bookmark: _Int_JJHCVnAt]As my primary education was in a Welsh first language school and I was the first person in my family to learn in Welsh, I understand the difficulties faced trying to access education when you do not have the level of the language you need to be able to communicate and engage with it. 
When I observed the EAL student who was very withdrawn, I felt very connected as I remember feeling frustrated and helpless when I was in school struggling to engage at the level I wanted to, due to the lack of vocabulary I possessed in the Welsh language.

Through the observation I felt frustrated that there was not more resources and Child B was left a long time before a LSA or class teacher intervened to see if they were okay.

I understand the enormous stress and pressure placed on teachers and LSA’s and can understand how these moments can ‘slip through the net’. However, I was very aware of the sympathy I felt for the two EAL students who could not access the lesson due to language barriers. 

	Areas of possible exploration: 

I think potential areas of exploration could be understanding more about how learning through social interaction can be beneficial. Exploring how developing communication skills supports reforms in the new curriculum. I would be interested to see how to support EAL students in activities such as this, what resources or activities can be included to make the lesson more accessible. Another area of exploration could be ability groups and what are the ethics or pairing children by levels of ability. How does differentiation affect activities such as ‘taking partners’ 


	Notes: 

The lesson in the afternoon is very long, so the children were quite restless by the end of the day. This was after lunch, where the students still have staggered lunch in year groups. The lesson began after a short break at 13:30 and the children were very ‘riled up’ at the start of the science and technology lesson.




