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A critical evaluation on a case study of an observed critical incident and the next teaching and learning steps


Introduction

Critical incidents in teaching are any unexpected occurrences – of a heterogenous nature – that take place which create an opportunity for practitioners to critically reflect on their professional practice to inform and improve on future practice when faced with similar scenarios so that they can be dealt with more effectively (Tripp, 2012; Richards and Farrell, 2010). Central to Tripp’s (2012) critical incident methodology is the understanding that it is the practitioners interpretation of an incident that determines it to be ‘critical’. Therefore, a critical incident does not exist exclusively but in conjunction with practitioners interpretations of occurrences that take place in teaching (Tripp, 2012; Joshi, 2018).

Critical reflection is vital in teaching, according to Brookfield (2017) the development of teachers professional practice is influenced by several sources including their own experiences of teaching and learning, those obtained from their colleagues as well as educational theory and research. A critically reflective teacher consistently reflects on their professional practice, questioning and judging the rationale behind their approaches to teaching and learning and those sources which have influenced these. Ensuring that their professional practice is relevant and informed by reliable and current sources to effectively support learners and make significant and meaningful contributions to their experience of education (Brookfield, 2017; Robinson and Knight, 2019; Hernandez and Endo, 2017).  

The purpose of this essay is to critically evaluate and identify the next teaching and learning steps in relation to a case study of an observed critical incident involving an individual learner.

The case study took place in an English medium primary school within the Swansea Local Authority. More specifically in a mixed ability year 4 class, three of which have additional learning needs (ALN) and two of which are English as additional language (EAL) pupils. For the purpose of understanding the school context, within the class there is one teacher and one teaching assistant. 

The critical incident observed in the case study identifies how an EAL pupil who initially appears to be disengaged in the lesson but later becomes engaged when supported by the teacher and peers during the lesson activity. 

Case Study

This case study provides a recount of an observed critical incident of an individual learner. The observation took place in a year 4 class, 23 pupils were in attendance, and both the class teacher and teaching assistant were present. 

The observation took place during a Language, Literacy and Communication lesson, and the learning intention was for pupils to understand what inferences are and apply this understanding to make inferences themselves. The critical incident was observed during the starter activity of the lesson, the teacher put an image on the interactive whiteboard and posed the question to the class “What inferences can you make?” to which pupils were instructed to write down their answers on their whiteboards using the sentence starter “I Infer that”. To provide additional context, it was clear that the pupils had some knowledge of inferences, which could indicate that this was not the first time pupils had been introduced to the topic prior to this lesson. Following the posing of the question, several of the children put their hands up and with each answer given, the teacher posed further questions to prompt further enquiry of learners (I.E., Can you see anything else? What about this…? Why do you think that…? Is there anyone who hasn’t said anything yet?). Throughout the activity Child A – whom is an EAL pupil – did not write down or share any inferences with the rest of the class and instead was observed playing with a rubber repeatedly swapping it between the opposite hand and dropping it on the table and picking it up again. This was identified as a critical incident as Child A was not participating in the starter activity and appeared to be disengaged from the lesson.

That being said, a turning point was observed during the main activity where the teacher gave each table a shoe and pupils were asked to discuss what inferences they could make from the shoe. During the main activity the observer noticed that Child A appeared to be much more engaged - particularly when the teacher sat on Child A’s table and asked the pupils probing questions – actively participating in the task and contributing to the discussion by sharing inferences they made. 

(Immersive Learning Space Primary, 2023)

The critical incident highlighted two areas of particular importance to be explored - disengagement of EAL learners and the sociocultural theory of learning  – through critical evaluation of educational research and literature. 

Literature Review

Engagement in education refers to students actively participating in school learning, exhibiting sustained interest and positive emotions. Disengagement, on the other hand, is associated with a lack of interest and enjoyment towards learning and inability to focus and persevere through tasks (Fredricks, 2011).

A common conception among research is that engagement in education not only influences learners experiences of education but also their wellbeing and development, progression of learning, educational achievement and attainment (Borglund, 2021; Fredricks, 2011; Abbasi et al, 2023).

Engagement is a multidimensional concept, with various components influencing it. However, the exact components are greatly disputed among research, contributing to a complex and diverse understanding of engagement and disengagement (Christenson et al, 2012; Chipchase et al, 2017; Fredricks et al, 2004). Fredricks et al (2004) suggested a triad of components, including emotional, behavioural, and cognitive, which together influence learner engagement. This understanding is evident across various studies on engagement (Christenson et al, 2012; Chipchase et al, 2017; Fredricks et al, 2004).

Behavioural engagement refers to learners' ability to adhere to class rules and values, non-existence of disruptive behaviour, contribution in class activities, concentration and perseverance towards learning and involvement in extra-curricular activities (Fredricks et al, 2004). Emotional engagement refers to the emotions elicited from interactions with learning, their relationships with peers and teachers and their sense of belonging, value and acceptance within the school environment (Fredricks and McColskey, 2012). Although, in contrast to Fredricks et al (2004) this sense of belonging and acceptance within the school environment has also been considered separately to emotional engagement as psychological engagement (Appleton et al, 2006; Turulja et al, 2021). Cognitive engagement involves learners' readiness and effort to comprehend difficult concepts and master challenging abilities. It includes the application of learning techniques, self-regulating learning strategies, and metacognitive strategies to organize and assess learning (Liu et al, 2021).

Reeve and Tseng (2011) argued a fourth component to engagement, 'agentic engagement', refers to how students personalise their learning environment themselves through initiative and agency to make it more supportive  (i.e., contributing ideas, expressing preferences, or seeking out engaging activities) (Reeve and Jang, 2022). This act of agency is a catalyst for improvement, enhancing learning and activities, and providing teachers with insights to support learners. This supports learner engagement, academic achievement and motivational satisfaction. However, Eccles (2016) argued that some elements of agentic engagement were difficult to distinguish from behavioural components, which also addressed participation of pupils in their own learning (Seixas et al, 2016).

There are several elements that can facilitate engagement or disengagement which are divided into two categories environmental factors (i.e., the school/class environment, social integration, relationships with peers and teachers, autonomy supportive teaching and the nature of activities and learning itself) (Skinner et al, 2008; Skinner et al, 2009; Jia, 2022; Skinner, 2016). In addition to factors concerned with the self and individual needs for autonomy, self-efficacy, self-regulatory strategies, self-competence, belonging, value and acceptance (Skinner et al, 2008; Skinner et al, 2009; Jia, 2022; Skinner, 2016).

Understanding that there are various factors that drive engagement is important for reflective practice when developing an understanding as to why a particular learner may be disengaged – such as Child A in the case study - and what strategies need to be implemented to support that learner to become engaged. 

Dincer et al (2019) highlighted the limited research on engagement and disengagement of EAL pupils, and research that does exists primarily focuses on behavioural engagement. This suggests that existing studies lack validity as they fail to address disengagement from a multidimensional perspective. This is particularly relevant as Child A may have been experiencing behavioural, social, emotional or agentic disengagement during the lesson. As a result, failure to explore disengagement from a multidimensional perspective could result in the implementation of ineffective support strategies to overcome this.

English as an Additional Language (EAL) refers to pupils who are newly exposed to the English language and bring a diverse range of experiences, cultures, and knowledge of and spoken language to the "mainstream classroom" (Conteh, 2012). It is crucial to understand the complex and diverse backgrounds of EAL pupils, as this can impact their English language proficiency, school attainment, learning support, and social integration into the classroom, ultimately affecting their engagement with learning and school (Conteh, 2012; Hiver et al, 2021).

EAL learners face numerous language, cultural, and social challenges in school, including language barriers, poor relationships with teachers and peers leading to mistrust of teachers and difficulties with social integration into the classroom (Spincer, 2021; Evans et al, 2020). They also struggle with self-efficiency and confidence in their learning abilities as well as teachers' ability to support them. Additionally, poor cultural and home language representation in the classroom contributes to a sense of lack of belonging of EAL pupils (Spincer, 2011). These challenges are identified as factors driving learner engagement previously mentioned. Therefore, addressing these challenges is crucial for enhancing the learning experience for EAL learners.

Furthermore, EAL learners often face low and inaccurate teacher expectations due to language barriers and poor English proficiency, leading to incomplete knowledge regarding their attainment and abilities. This can result in emotional and cognitive disengagement towards learning, as a result of self-fulfilling prophecy (Hiver et al, 2021) which affects learners motivation, cognition, self-esteem, and achievement (Spincer, 2021; Gentrup et al, 2020; Schneider et al, 2016; Hutchinson, 2018).

This is particularly relevant to the critical incident as Child A may have been experiencing one or more of these difficulties that contributed to their disengagement during the observation.

Research suggests that pupil engagement is attributed to their motivation to learn and disengagement occurs when students are not motivated to learn (Reeve, 2013). Maslow's (1943) Hierarchy of Needs suggests that for learners to achieve self-actualization - in this scenario engagement with learning - they must first meet their physiological, safety, love, belonging, and esteem needs. However, EAL pupils often struggle with developing relationships, self-efficacy, self-esteem, and belonging, needs which exist in the hierarchy below self-actualization (Zhao, 2021; Hopper, 2020). This suggests that Child A's display of disengagement may be a result of motivation being directed towards achieving more essential needs further down Maslow's Hierarchy which need to be fulfilled before progressing towards self-fulfilment. Ultimately, creating a barrier to learning and engagement (Zhao, 2021; Hopper, 2020).

Maslow's Hierarchy of Needs is a useful tool for understanding disengagement from a motivational perspective, but it has criticisms. There is little evidence supporting its order, and it is argued that individual perceptions of a hierarchy of needs are subjective and may vary across different societal groups, depending on what they perceive as important (King-Hill, 2015). Additionally, the Hierarchy of Needs has been criticised for being too simplistic, failing to account for societal - which consistently changes - and cultural needs. This could have significant implications for EAL pupils, regarding the needs they require to achieve before expressing motivation towards engagement with learning (Zhao, 2021; Hopper, 2020).

The case study however, did not provide sufficient evidence to suggest that the explanations regarding disengagement of EAL learners explored are applicable to Child A. Pertinent to this was the latter half of the observation where Child A was observed engaging with the learning when participating in a group activity with peers, particularly when the teacher joined the table and asked probing questions. The disengagement and engagement of Child A could be explained using Les Vygotsky's sociocultural theory and Zone of Proximal Development (ZPD) (Verenikina, 2003).

Vygotsky's theory suggests that social interactions with peers, teachers, family members, and friends shape knowledge and thought. This process occurs in the Zone of Proximal Development (ZPD), where learners achieve learning beyond their level of understanding with support and scaffolding from More Knowledgeable Others (MKOs) (Bates, 2016). This is particularly relevant for EAL pupils, as social interactions with MKOs support the development of cognition by creating connections between their current knowledge and understanding of language and the introduction of new concepts. This collaborative interaction in the classroom ultimately supports engagement of EAL pupils (Bower, 2017; Hardjito, 2010). In relation to the case study, initially, Child A struggled to comprehend the learning, this could be due to conflict between their current knowledge and understanding of language. However, with support and scaffolding from MKOs (teacher and peers), Child A was able to comprehend and understand the learning, leading to the increased engagement later observed (Bower, 2017; Hardjito, 2010).

Vygotsky's socio-cultural theory and ZPD have been criticized for failing to address individual understanding of concepts and for providing limited understanding of the learning process and development, as they are immersed in the collective of MKO's (Ameri, 2020).



Teaching and Learning Methods

This section of the essay will explore the teaching and learning methods that could be adopted to address the critical incident presented in the case study, to support the learning and engagement of EAL pupils. 

According to Gay (2018) Ethnic minority pupils' intellectual skills and abilities are often missed in schools due to lack of recognition and opportunities to demonstrate these, negatively impacting their academic achievement. Culturally Responsive Teaching (CRT) aims to support the development of these skills and abilities by incorporating their cultural and linguistic backgrounds into pedagogical practices. This approach recognizes the importance and empowerment it has on EAL pupils' identity, development, learning, and achievement (Gay, 2018; Cresswell-Yeager and Whitaker, 2021; Kong et al, 2022).

This is supported by Cross (2011) who found that recognizing an EAL pupil's culture promotes engagement with learning. The study also revealed that generating connections between what EAL pupils understood in their “first language” supported them to understand the introduction of new concepts in English by developing their “capacity to think” (Cross, 2011). The Welsh Government (2015) found that including EAL experiences and cultures in the classroom is beneficial for both EAL pupils and their native peers. Gay (2018) emphasized that CRT promotes an inclusive environment where diversity is valued and respected, supporting the development of “socio-civic skills” in students (Gay, 2018).

In addition to promoting the engagement of EAL pupils, CRT demonstrates the implementation of Article 29 of the United Nations Convention on The Rights of The Child (UNCRC) (UNICEF, 2019) by developing the "personality, talents, and abilities" of EAL pupils, and encouraging all pupils to be respectful of all cultures (UNICEF, 2019). Furthermore, in line with the Welsh Curriculum, CRT supports EAL pupils to become "healthy, confident individuals ready to lead fulfilling lives as valued members of society" (Hwb, 2022a). By creating a classroom environment where EAL pupils feel confident, respected, and can develop positive relationships, CRT removes barriers and promotes engagement and achievement in learning (Spicer, 2021; Samuels, 2018; Gay 2018; Hwb, 2022a).

According to Siwatu (2007) CRT can be implemented by teachers in four main areas: “curriculum and instruction…classroom management…student assessment, …cultural enrichment”. Curriculum and instruction involves using students' cultural understanding and experiences to create an appropriate curriculum, involving differentiation and scaffolding of learning (Siwatu, 2007; Kong et al, 2022; Aceves and Orosco, 2014; Samuels, 2018).  A child-centred approach is crucial, considering the ideas, views, and backgrounds of EAL pupils to provide greater autonomy of learning which is linked to agentic engagement (Aceves and Orosco, 2014; Reeve and Jang, 2022). Classroom management involves creating a culturally suitable, warm and pleasant classroom environment that is supportive (Siwatu, 2007; Kong et al, 2022). Student assessment which refers to offering various opportunities and techniques to gain a comprehensive understanding of EAL pupil’s progress (Siwatu, 2007; Kong et al, 2022). Cultural enrichment which ensures the preservation of cultural identities and connections while equipping them with the skills and knowledge they need to thrive in "mainstream culture" (Siwatu, 2007; Kong et al, 2022).

When adopting CRT, teachers must possess cultural awareness and avoid unconscious bias to confidently and effectively implement CRT approaches in the classroom (Brown et al, 2021). 

The Curriculum for Wales recommends practitioners use the Needs Assessment Survey (NAS) Toolkit and the "5 Stage Model of English as an Additional Language Acquisition" to determine EAL pupils' progress in speaking, listening, writing, and reading (Hwb, n.d.a; Hwb n.d.b; Hwb, 2022b). As a result, the 5 Stage Model guides the implementation of appropriate support strategies for language acquisition, promoting the engagement of EAL pupils by supporting effective language learning proficiency (Spincer, 2021; Evans et al, 2020).

The NAS Toolkit emphasises the importance of distinguishing between conversational and academic language acquisition of EAL students, also known as BICS (Basic Interpersonal Communicative Skills) and CALP (Cognitive Academic Language Proficiency) (Khatib and Taie, 2016), a distinction first established by Cummins (1979).

BICS are everyday language skills used in social interactions for communicative purposes, acquired between 6-24 months. They are context-embedded and require little cognitive demand (Hwb, n.d.a). CALP, on the other hand, requires greater cognitive function due to the abstract nature of academic language and curriculum concepts. It can take EAL pupils up to 10 years to develop CALP  (Hwb, n.d.a; Khatib and Taie, 2016; NSW Department of Education, 2022; Baker, 2011). It is crucial to distinguish between conversational and academic language proficiency to avoid a lack of support strategies or inadequate and ineffective strategies. As EAL pupils displaying proficient BICS may still be struggling to acquire CALP (Khatib and Taie, 2016; Baker, 2011).

Practitioners must be aware of the CALP abilities of EAL pupils and the cognitive demand of the curriculum to ensure that learning is appropriately challenging with the support of effective strategies to promote engagement and achievement (The Bell Foundation, n.d.; NSW Department of Education, 2022). This is a key principle of EAL pedagogy, "creating high expectations with appropriate support" (The Bell Foundation, n.d.). Appropriate support includes scaffolding, collaborative peer activities, and access to key vocabulary related to learning in their first language (The Bell Foundation, 2023a; NSW Department of Education, 2022). This could be used to understand the observation of Child A becoming engaged during the lesson when involved in a collaborative activity with peers, as this provided Child A with the necessary support to become engaged with the learning.

There are several other key principles regarding EAL pedagogical principles which support language acquisition and social integration and promote engagement and ultimately achievement of EAL pupils (Evans et al, 2020; The Bell Foundation, 2023a). These include are “(1) Multilingualism as an asset (3) An integrated focus on language and content (4) Effective and holistic assessment (5) Social inclusion” (The Bell Foundation (n.d.). These principles have been developed by the Bell Foundation – a foundation which aims to “improve policy, practice and systems to enable children, adults and communities in the UK that speak English as an Additional Language (EAL) to overcome disadvantage through language education” (The Bell Foundation, 2023b) – through evidence-informed research and best practice carried out by experts in EAL (The Bell Foundation, 2023b). These principles guide the implementation of appropriate support strategies across the “5 Stage Model of English as an Additional Language Acquisition” (The Bell Foundation, n.d.; Hwb, n.d.b).

Discussion

At the beginning of the essay the catalytic role of critical incident methodology on the reflective practice of practitioners to ensure professional practice and pedagogical approaches in the classroom remain informed and effective was discussed (Sellars, 2012; Brookfield, 2017; Robinson and Knight, 2019; Hernandez and Endo, 2017). 
In this part of the essay, I will demonstrate reflective practice of my own observation of a critical incident presented in the case study, using Kolb’s (1984) Experiential Learning Cycle (ELC). 

Kolb’s ELC provides a framework which promotes reflective thinking through supporting individuals to deeply consider an experience and develop new knowledge as to how an individual would approach the experience again, more effectively in the future based on the knowledge acquired (Kingkaew et al, 2023). The ELC is made up of four stages  (1) Concrete Experience – Description of what happened (2) Reflective Observation – Contemplation of emotions and connections with prior knowledge and experiences (3) Abstract Conceptualisation – Exploration of literature and research to develop new knowledge and thinking related to the experience  (4) Active Experimentation – Modification of practice based on newly acquired and informed knowledge (University of Hull, 2023; Paterson and Chapman, 2013). 

The ‘concrete experience’ was described in the case study, where I observed a critical incident where an EAL pupil appeared to be disengaged with the lesson taking place, however, the pupil later became engaged when participating in a collaborative activity that involved the pupil working with their peers. 

Moving on to my ‘reflective observation’, I had no prior experience of working with EAL pupils and so based on my previous knowledge, I thought that the observed disengagement of the pupil was a result of a lack of interest in the topic being covered. Although, later observing an increase in engagement when supported by the teacher and becoming involved in the collaborative activity, made me question my original thought and begin to consider that there may be an alternative reason behind the pupil’s initial display of disengagement. This led me to feel I had been ignorant towards the situation and neglected to look beyond the surface as to why the pupil may have been disengaged.  

Following this observation, I have explored a range of literature and research surrounding the topic of disengagement and socio-cultural theory, with specific attention drawn to that which relates to EAL pupils. This supported my ‘abstract conceptualisation’ as it revealed an array of new knowledge surrounding the engagement, teaching and learning of EAL pupils that I had previously been unaware of.  

Firstly, the complex and multidimensional nature of engagement. It is too simplistic and incorrect to characterise disengagement purely as a lack of interest. Instead, we must look beneath the surface to identify the absence of intrinsic (self) or extrinsic (environment) facilitators of engagement to understand why a pupil may be disengaged, in order to implement appropriate strategies to promote engagement (Skinner et al, 2008; Skinner et al, 2009; Jia, 2022; Skinner, 2016). Furthermore, facilitators of engagement that have been identified as particularly challenging for EAL pupils include language barriers, poor social integration into the school/classroom environment and development of peer and teacher relationships. Additionally, a poor sense of belonging due to a lack of cultural representation in the classroom and in the curriculum, as well as low and often inaccurate teacher expectations which contribute to a lack of self-efficacy towards learning (Spincer, 2021; Gentrup et al, 2020; Schneider et al, 2016; Hutchinson, 2018; Evans et al, 2020). Understanding the multidimensional nature of engagement and the challenges faced by EAL pupils in the school/classroom environment that promote engagement, has supported me to think reflectively and to understand that Child A in the case study could have been experiencing one or more of these challenges during the starter activity of the lesson that resulted in disengagement. 

Secondly, the understanding that when EAL pupils are developing their English language proficiency and acquisition they are developing both their communicative and everyday language (BICS) and their academic and curriculum related language (CALP). It is important to be aware that BICS and CALP develop at different rates and understanding the level at which an EAL pupil is with each of these abilities is crucial to implementing appropriate support strategies (I.e., scaffolding and collaborative learning activities) and promoting engagement and achievement of learning (Hwb, n.d.a; Khatib and Taie, 2016; Baker, 2011; The Bell Foundation, 2023a). 

Finally, the importance of Culturally Responsive Teaching (CRT) and the positive impact this can have not only on the motivation and engagement of EAL pupils but also their sense of belonging and autonomy, their relationships with both teachers and peers and their self-esteem (Gay, 2018; Aceves and Orosco, 2014; Cross, 2011; Samuels, 2018). The benefits of CRT also extend to native peers as it promotes cultural awareness and respect within the classroom promoting the development of “socio-civic skills” (Gay, 2018), and in accordance with the Four Purposes of the Welsh Curriculum supports pupils to become “ethical, informed citizens who are ready to be citizens of Wales and the world” (Hwb, 2022a). 

In regard to the final stage of Kolb’s (1984) ELC – ‘active experimentation’ – going forward I am going to ensure that I develop my own understanding and awareness of culture to ensure that my teaching is culturally responsive so that I can create an appropriate environment to promote the engagement and development of EAL pupils in my classroom as a practitioner. Furthermore, I will also ensure I am familiar and confident with the Welsh Governments “5 Stage Model of English as an Additional Language Acquisition” (Hwb, n.d.b), to ensure I support the progression of EAL pupils through the implementation of appropriate support strategies (Hwb, n.d.a). To support me in doing this I will make use of The Bell Foundations’ ‘EAL Assessment Framework’ which outlines several key EAL pedagogical principles and provides practitioners with evidence-informed strategies to use support EAL pupils language acquisition and classroom learning, at every stage of the 5 Stage Model (The Bell Foundation, n.d.b; The Bell Foundation, 2023c). 

Conclusion and Recommendations

In conclusion, the observation of a critical incident has supported me to develop my own reflective practice, I was able to identify my previous lack of knowledge that failed to support my understanding of the disengagement of an EAL pupil. I recognise that my previous understanding would have had a negative impact on Child A and potentially promote further disengagement due to a lack of support strategies or the implementation of ineffective support strategies. This for me has reinforced the importance of reflective practice as a practitioner, as I am now equipped with informed and relevant knowledge to support me to promote the engagement of EAL pupils in the future. 

Going forward, I will aim to improve my understanding and awareness of culture to ensure my teaching is culturally responsive in order to provide an appropriate environment to encourage the engagement and growth of EAL pupils in my classroom. Additionally, I will ensure that I am knowledgeable and confident in using the Welsh Government's "5 Stage Model of English as an Additional Language Acquisition" (Hwb, n.d.b), in order to support the advancement of EAL pupils through the application of appropriate support methods, making use of evidence-informed resources such as the Bell Foundations’ ‘EAL Assessment Framework’ (Hwb, n.d.a; The Bell Foundation, n.d.b; The Bell Foundation, 2023c).

Appendices


Appendix A - Critical Incident One

Date and Time, Year Group: Critical incident took place on Tuesday 26th September in a mixed ability Year 4 class at approximately 9:30am. 

Where and When:  The critical incident was observed during the introductory activity of a Language, Literacy and Communication lesson looking at inferences, all learners were sat at their desks, whilst the teacher explained what ‘inferences’ are to the class. 

What Happened: The class were shown an image on the board and the teacher asked the pupils to individually write five inferences from the image - using the sentence starter “I infer that…” – and to share these with the rest of the class if they felt comfortable enough to do so which was indicated by pupils raising their hands. The observer noticed that child A – an English as an additional language (EAL) learner – appeared to be disengaged from the lesson and was instead playing with a rubber repeatedly switching it between the opposite hand and dropping it on the table and picking it up again. Child A did not write down any inferences nor did the child share an inference with the rest of the class.

Furthermore, the observer noticed that child A appeared to become more engaged during the main activity whereby each table was given a shoe and pupils were asked to discuss what inferences they could make from the shoe, particularly when the teacher sat on child A’s table and started to ask probing questions, child A was activity contributing the discussion and making inferences. 

Areas of possible exploration: 
· Barriers to learning for EAL learners – Maslow’s Hierarchy of Needs, Theories of additional language learning (Jim Cummins ‘Iceberg’ theory of language, Stephen Krashen, Robert Gardner)
· Disengagement of learners and how to support this – Vygotsky’s Sociocultural theory and Zone of Proximal Development 

Notes:
· There was a moderate level of noise in the classroom environment due to the questioning and discussion aspect of the lesson, however it was not overly loud. 
· Child A was on a table with another EAL learner and two higher ability learners. 

(Immersive Learning Space Primary, 2023)

Appendix B - Critical Incident Two 

Date and Time, Year Group: Critical incident took place on Tuesday 26th September in a mixed ability Year 4 class at approximately 9:45am.

Where and When: During a Language, Literacy and Communication lesson, all pupils were sat at their tables completing the main lesson activity, success criteria for the activity was explained verbally and made visible on the board at the front of the classroom for learners to refer to throughout the activity if needed.

What Happened: The observer noticed that child B – who has autism spectrum condition (ASC) in addition to a visual impairment – became disengage when the teacher was asking pupils to read out points of the success criteria. Previous to this child B had been highly engaged putting their hand up several times to answer questions posed by the teacher, highlighting the occurrence of a potential issue. Following the teachers explanation child B got out of their seat and stood directly in front of the board so that they were close enough to read the success criteria. It was then that the observer and the teaching assistant (TA) noticed that the assistive technology that child B used to enlarge what was on the board or any other resources so that child B could see clearly, had not changed over from the previous slide. As a result, child B was unable to read the success criteria and participate when the teacher was asking pupils to read out the different points. 

Areas of possible exploration: 
· Benefits and barriers of assistive technology to support learners with additional learning needs (ALN)
· The impact of an inclusive classroom on the learning of learners with ALN  UNCRC  Social Model  Niklas Luhman social system theory 
· Peer acceptance on learners with ALN  Belonging  Maslow’s hierarchy of needs

Notes: 
· Developing independence is target that had been set for child B and as part of that the TA was sat away from child B which is why it may have taken a little longer to notice. 

(Immersive Learning Space Primary, 2023)

Appendix C - Critical Incident Three 

Date and Time, Year Group: Critical incident took place on Tuesday 26th September in a mixed ability Year 4 class at approximately 10:15am

Where and When: Towards the end of a Language, Literacy and Communication lesson prior to the plenary, pupils were sat at their tables and the teacher awarded several pupils dojo points. 

What happened: Following the main lesson activity the teacher awarded dojo points to several pupils based on the activity they had to complete and their participation in the lesson. Child C recently moved to the school and has been in his class for one month, so is still forming peer and teacher relationships and getting used to class and work expectations. Child C was actively engaged throughout the lesson, participating fully in the activity and frequently putting their hand up to answer questions. This was recognised by the teacher who provided direct feedback to child C in-front of the rest of class and awarded them with a dojo point.

Areas of possible exploration: 
· Impact of positive teacher/peer relationships – Maslow’s Hierarchy of Needs
· Impact of positive feedback on learning and wellbeing - Assessment for learning, Vygotsky

Notes: 
· The environment was quiet as the teacher was feeding back to the class and no one else was speaking.

(Immersive Learning Space Primary, 2023)
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