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Introduction
The purpose of this essay is to critically evaluate an observed classroom incident, and to identify how professional practice may be informed by what is learned from this analysis. The incident may be one that regularly occurs within the classroom, or that initially appears insignificant; it is the analysis and evaluation of these events that transform them from ‘incidents’ to ‘critical incidents’ (Tripp, 2011, 24).
Viewing one of these incidents from a critical perspective will enable the researcher to establish its wider significance. This may then be used to make recommendations for good practice. The critical incident in question will be observed first-hand by the researcher, and the methodology used to record information during observations will be discussed in detail at a later point in the essay. The incident will be analysed through the lens of two seemingly contrasting pedagogical theories, behaviourism and humanism, to explore how both approaches can be used appropriately in the classroom for different reasons. The essay will also examine the relevance of the incident in context of the Curriculum for Wales, exploring how this incident may illustrate elements of the four purposes of the Curriculum (Welsh Government, 2020, 11).


Observation
In order protect the privacy and dignity of participants in this research, anonymity will be applied in accordance with the BERA ethical guidelines (BERA, 2018). As such, the school at which observations will take place will not be named; instead, it will be referred to as School X. Where the essay and appendices refer to individual pupils, the same principles of anonymity will be applied.
	In order to contextualise the research, it will first be necessary to give an overview of the school context. School X is located in a small town-based community, with pupils from a wide range of socioeconomic backgrounds in attendance. It is a Primary School, catering to pupils aged three to eleven. As a pioneer school for Professional Learning, School X has been involved with using educational research to encourage good practice and to support the development of the Curriculum for Wales. The school has identified pupil health and well-being as a particularly important area for research, and has actively encouraged pupils to take part in the research process.
The learning environment observed will be that of a Reception class, therefore pupils involved will be aged between four and five years old. The class is mixed ability and there are a few pupils with additional learning needs (ALN) in the class. Two teaching assistants (TAs) support the class along with the teacher. There are roughly thirty pupils in the class, of which a significantly higher proportion are male.

Methodology
In this investigation, data gathered from observations will be presented in case study format. This method is beneficial as it will allow the researcher to provide a specific, detailed view of the incident being studied. The case study format is also well-suited to the type of information being presented. The purpose of case studies is to help the reader contextualise theoretical concepts by demonstrating them through real-life scenarios, thereby making them easier to understand (Nisbet and Watt, 1984, 72–3). This use of case studies relates to critical incident methodology, as creating critical incidents involves analysing events within social or conceptual contexts in order to determine their significance (Tripp, 24-5). Once this analysis has taken place, case studies can then be used by researchers or practitioners to help them identify the best course of action in similar cases going forward (Robson, 2002, 183).
	There are, however, limitations to case study methodology, which may lead to misrepresentations of what has been observed. Case studies are based on observation, and are therefore susceptible to influence from observer bias (Shaughnessy, Zechmeister and Zechmeister, 2003, 131). If the researcher allows preconceptions or expectations to influence their observations, this will in turn affect any conclusions drawn from research, as recorded data may contain inaccuracies. To reduce the potential for observer bias, the researcher should consider what biases they may hold in advance of the observation. They should then make an active effort to disregard any preconceptions arising from these biases before entering the classroom, and should continue to check that they are recording information from a neutral perspective throughout the observation.
	Recognising biases is important to maintaining objectivity, yet it must also be acknowledged that regardless of bias, the outcome of an observation may be altered simply by the participants’ awareness of their being observed (Kumar, 2014, 174). For example, with the introduction of an unfamiliar figure into a learning environment, pupils’ behaviour may differ largely from what is considered the norm for that class. In this case, it may not be possible for the researcher to obtain a truly accurate picture of the learning environment under everyday conditions. Although this may to some extent be unavoidable, there are methods by which the researcher may attempt to reduce the impact of their presence as an observer. Gold suggests that researchers may occupy specific observer roles (Gold, 1958, 217-223). For the purposes of this investigation, the most appropriate of these is the role of ‘complete observer’, who Gold describes as attempting to ‘observe people in ways which make it unnecessary for them to take him into account’ (221). This befits the investigation, as it is important to gather and present data which is as unaffected by the researcher’s presence as possible. The adoption of this role may also help to eliminate observer bias, as the researcher as a non-participant is unable to influence events to support an existing preconception or hypothesis.
The detached nature of the ‘complete observer’ role allows observation to hold certain advantages over alternative data collection methods, such as interviews or questionnaires. Non-participant observation is more effective for investigating behaviours or interactions that take place within a certain setting, due to lack of interference from the researcher (Kumar, 173). If question-based methods were to be used instead, there would be more potential for bias from both the researcher and the participant. The researcher, for example, may exert bias by constructing questions designed to obtain information that conforms to their hypothesis. On the other hand, the participant’s answers to questions may be subjective or inaccurate due to their own personal biases, especially if they are closely connected in some way to the subject of the questions (173). Question-based methods would therefore not be suitable for an investigation of this kind, in which findings should be presented as objectively as possible.
It is also necessary to consider whether the observation should be structured or unstructured. During an unstructured observation, the researcher would take note of everything observed and generate their hypothesis based on this information (Cohen, Manion and Morrison, 2007, 397). The key strength of this method is its flexibility; without being bound to a pre-determined focus, the researcher may choose any interesting aspect of their observation to pinpoint and develop further. However, there is also a risk that while attempting to record everything that they observe, the researcher may miss important details. Additionally, a lack of focus when carrying out the observation may generate many small fragments of information, yet these may lack the level of detail required to develop one aspect in enough depth. If the researcher’s only option is to then piece together additional information from memory, this is likely to produce inaccurate data and conclusions.
The alternative to this method is to undertake a structured observation. This is the more appropriate format for this investigation as, due to time constraints, the researcher will only be able to spend one day observing the learning environment. As such, the framework provided by a structured observation will enable greater efficiency of recording in a limited timeframe; this will be done by recording information according to a set of specific headings. These headings will be adapted from Fletcher-Wood’s guidance on classroom observations and will focus on providing context for incidents that occur (Fletcher-Wood, 2016, 125).
In summary, it has been established that the methodology for this investigation will take the form of a structured, non-participant observation to produce a case study.

Four Purposes
The critical incident that this essay will focus on took place in a Reception class, during a phonics lesson (see Appendix 3). The researcher observed a pupil, who will be referred to as Pupil T for anonymity, becoming disengaged and disruptive during the lesson. As a result, Pupil T was asked by the teacher to sit away from the rest of the class until he was ready to re-join and behave more appropriately. The researcher observed that when Pupil T saw other children receiving praise and rewards for participation, he became intrigued. Then, once the teacher had finished speaking to these other children, Pupil T decided to re-join the group and apologised to the teacher. The teacher then praised him for this. For the rest of the session, Pupil T appeared significantly more engaged and was no longer displaying disruptive behaviour.
	This incident may be evaluated in context of the four purposes of the Curriculum for Wales (Welsh Government, 2020, 11). Donaldson’s 2015 report informed the development of the Curriculum for Wales by giving recommendations, including principles which demonstrate how the four purposes may be achieved (Donaldson, 2015, 29-30). For example, one aspect of the purpose for children to become ‘ethical, informed citizens’ is the understanding that learners’ actions have consequences and can have an impact on themselves and others (30). Additionally, the guidance for this purpose also stipulates that children should learn to ‘respect the needs and rights of others’ (30). Both of these aspects can be identified when the teacher removes Pupil T from the lesson for disrupting other pupils’ learning. Here, it is demonstrated to Pupil T that by having chosen to behave in a certain way, he has initiated the consequence of having to be separated from the rest of the class, as his disruptive behaviour has had an impact on other pupils’ learning. This also encourages the understanding of the child’s requirement to respect others’ rights; the teacher shows Pupil T that it is not acceptable for him to infringe upon the rights of his classmates to their education (UNCRC, 1989, art. 28).
	Additionally, elements of the incident may also contribute to the purpose stating that children should be ‘healthy, confident individuals’ (Welsh Government, 11). Donaldson’s recommendations for achieving this purpose include the forming of ‘positive relationships based upon trust and mutual respect’, as well as the development of children’s ability to independently and resiliently manage everyday situations (Donaldson, 30). In the critical incident observed, the teacher gives Pupil T an opportunity to make an independent decision, as in order to return to the carpet he must actively decide whether or not he is ready to behave appropriately. By praising Pupil T’s choice to apologise and re-engage with the lesson, the teacher may be said to have built his decision-making confidence by showing him that he has made a good choice. This practice also suggests the building of positive teacher-to-learner relationships, as by allowing opportunities for choice the teacher can be seen as demonstrating a level of trust in her pupils.

Literature Review
The way that the teacher uses reinforcement through praise may be analysed through the lens of behaviourism. Behaviourist theory was pioneered by researchers such as Watson, Thorndike and Skinner. Watson described the study of behaviourism as being more concerned with observed responses than with the internal cognitive workings of humans or animals, claiming that this psychological aspect was not as crucial to studying behaviour (Watson, 1913, 158-177).
Following Watson’s behaviourist approach, Thorndike later established a principle known as the Law of Effect (Thorndike, 1911, 244). The Law of Effect stated that if a particular behaviour displayed by an animal was followed by a positive or negative outcome, the animal would associate this outcome with the preceding behaviour, and so the behaviour would either increase or decrease in frequency depending on whether the following outcome was positive or negative (244-245). These findings were developed from experiments in which hungry animals were placed in boxes or pens, equipped with simple contraptions that would open them. Food would be placed outside, in view of the animals. Those animals who were able to escape using the mechanisms in place would be allowed to eat the food, whereas those who did not escape within a set amount of time would be taken out of their enclosures but not given anything to eat (26-27). Thorndike observed that as he carried out more experimental trials, the animals became faster at using the contraptions to escape. It appeared to Thorndike that the animals had developed an association between their actions and whether or not they were subsequently given food; this conclusion formed the basis of his Law of Effect (42-44).
Skinner built upon the principles established by Thorndike, also carrying out animal experiments to explore the effects of conditioning on behaviour. However, Skinner’s methodology has been described as an advancement over Thorndike’s (Carson et al., 2009, 207). The apparatus used in Skinner’s experiments allowed there to be less interaction between researchers and the animals being studied, enabling a greater level of control over the experimental environment (207). In Skinner’s experiments, rats would be kept in small, enclosed environments equipped with levers that they could press, resulting in the presentation of food pellets (Skinner, 1938). The rate at which the rats pressed the levers was measured using a cumulative recorder, and Skinner observed that the response rate increased rapidly as further trials were carried out (Skinner, 67-69). Skinner described the behaviour of the rats as ‘operant’, as opposed to ‘respondent’ (20-21). Respondent behaviour is said to occur as a direct response to a particular stimulus, while operant behaviour is not directly connected to a related stimulus (20-21). Instead, operant behaviour is said to occur as a result of the participant having completed an action which initiates a response from its surroundings. According to Skinner’s theory, the recognition of this response will cause the participant to increase the frequency at which it exhibits the operant behaviour (Sturmey et al., 2007, 23-50). While Skinner’s conclusions are evidently similar to Thorndike’s, Skinner’s work represented further progress in the study of behaviour. While Thorndike’s Law of Effect established how behaviour could be associated with subsequent responses, Skinner used this principle to explore how conditioning and reinforcement could be used to control an organism’s behaviour.
Skinner’s work may be described as having had a strong impact on education, with positive reinforcement having been endorsed as an effective behaviour management strategy in classrooms (Welsh Government, 2012). Guidance from the Welsh Government advises teachers to consistently praise and reward behaviour that the teacher wishes to encourage, emphasising that this reinforcement should be immediate and directly related to the behaviour in order to be effective (Welsh Government, 9-10). One of the main advantages of using reinforcement in the classroom in this way is that it is an adaptable strategy. Teachers may vary the frequency and level of praise or rewards as is appropriate to the child or situation. For example, a greater level of positive reinforcement would be given when a child who behaves inappropriately on a regular basis is displaying more appropriate behaviour (11). However, while this strategy is recognised as effective, the question of how its use in the classroom might affect other children may be raised. If one considers those pupils who regularly behave in the desired manner as requiring less frequent reinforcement than those who behave inappropriately on a more regular basis, there is a potential for the former category to feel overlooked, as they may notice that they are receiving less frequent praise than some of their peers. A recommendation for teachers might therefore be to make a conscious effort to recognise and praise the consistency of appropriate behaviour that those children display, just as they would positively reinforce less frequent appropriate behaviour shown by other children.
By praising consistent good behaviour, a teacher might also be said to be incorporating principles of self-categorisation theory in their classroom management. Self-categorisation theory states that there exist different levels of self-identity, and that one aspect of this is the categorisation of oneself as part of a society or group (Turner and Oakes, 1986, 237-252). Therefore, according to this theory, promoting a certain type of behaviour as the norm within a classroom may cause children to conform to, rather than rebel against, the accepted social norms of that environment. The Welsh Government guidance also mentions self-categorisation theory in reference to classroom entry, advising teachers to employ strategies which establish a respectful and orderly atmosphere from the beginning of the school day. Examples of this include upholding rules for what is an appropriate way to enter the classroom (Welsh Government, 13).
Behaviourism and self-categorisation theory are similar in one aspect, as both perspectives could be described as treating the concept of human behaviour in a universal or generalised way. While self-categorisation theory views humans as parts of a seemingly homogenous collective, Skinner’s behaviourism has been criticised for its apparent disregard for individualism and free-will (Carson et al., 22). Maslow developed the humanistic perspective as a contrast to behaviourism (Maslow, 1943, 370-396). His theory proposed that as long as basic human needs are met, any individual is capable of achieving their own unique goals through self-actualisation. In this way, Maslow’s views appear to be in opposition to Skinner’s. While Skinner proposes that organisms are motivated by the promise of external rewards, Maslow suggests that motivation is created by the intrinsic drive of individuals to fulfil specific needs and aspirations, which may vary widely depending on the individual (Maslow, 394-395). Therefore, Maslow’s theory suggests that generalised assumptions about human behaviour should not be made, as individuals may be driven to make decisions for entirely different personal reasons. 
The humanist perspective does, however, have its limitations. Unlike Skinner’s findings, Maslow’s work is not based on any empirical data, as Maslow is said to have viewed the idea of a scientific approach as a ‘hindrance’ to psychological study (Carson et al., 463). As such, humanistic arguments might be viewed as less credible than behaviourist perspectives, which can be supported by the observed research findings of Thorndike and Skinner.
Nevertheless, humanistic perspectives have, like behaviourism, been adopted in aspects of educational practice. For example, Rogers’ development of the person-centred approach in education stems from humanistic theory (Rogers and Freiberg, 1994). The essence of the person-centred approach is that learners should be encouraged to take responsibility for their actions and their lives, and that teachers should facilitate this by including pupils in planning and decision-making (Rogers and Freiberg, 239-240). Rogers also states that rewards should be mostly intrinsic, rather than extrinsic, in a person-centred classroom (240). Like Maslow, Rogers seems to oppose Skinner’s behaviourism in this way by suggesting that motivation should be generated by individuals themselves, rather than by external forces. Use of the person-centred approach has been recognised as good practice by the Welsh Government, with one such example being the introduction of one-page profiles for all pupils in one school (Welsh Government, 2015, 6-7). The recognised advantages of this practice included the promotion of pupil self-esteem, increased input from pupils in school decision-making, and improved communication between teachers and the families of pupils (7).
From this review of behaviourist and humanistic perspectives, it may be reasonable to conclude that while the two approaches might seem contradictory in certain aspects, it is nevertheless possible to recognise the advantages of each approach in a classroom environment. The guidance documents provided by the Welsh Government illustrate how a range of different strategies can be implemented in practice. It is beneficial for teachers to be aware of these and other approaches, so that they may feel confident and informed when choosing the appropriate approach to use in each classroom situation.

Reflection and Next Steps
The purpose of critical theory and analysis is to enact social change by identifying and correcting parts of an existing social order (Fay, 1987, 27-31). Therefore, by applying criticality to their professional practice, teachers may identify methods to be adapted or improved upon, thus improving the social order by giving learners an enhanced quality of education.
In the process of analysing critical incidents, reflection is a crucial stage. Through reflecting on incidents that we have recorded, we may use the insight gained from this to inform professional judgement and practice going forward (Tripp, 24). The need for teachers to reflect in this way has been recognised as an aspect of the Professional Standards for Teaching and Leadership (Welsh Government, 2019).
Effective reflection should be structured according to an established reflection model; examples of these include Gibbs’s, Kolb’s and Brookfield’s models (Gibbs, 1988; Kolb, 1984; Brookfield, 1998, 197-205). For this essay, I have chosen to use Brookfield’s model of critically reflective practice to reflect on the incident observed. This model involves viewing incidents from four distinct ‘lenses’: the autobiographical lens, the learner lens, the colleague lens and the theoretical lens (Brookfield, 198-201).
Reflecting autobiographically means considering how personal experiences may have affected the way that the incident has been viewed. Therefore, we must examine our own experience as a learner in relation to the critical incidents that we observe. In the context of my own research, my experiences of education may have influenced my perspective on the critical incident being studied (Appendix 3). The primary school that I attended as a pupil was a small school in an area with a close-knit community, where there were strong, supportive relations between pupils, families of pupils and teachers. In the incident observed, the trust shown by the teacher towards Pupil T appeared to be indicative of meaningful teacher-to-learner relationships having been formed. The teacher was quickly able to identify the most suitable way to support Pupil T, suggesting that she possessed a good understanding of the child’s individual needs and personality. It is therefore possible that I was drawn to researching this incident as it reflected my personal experiences of education. However, going forward, it is important that I consider situations which may differ largely from my own experiences. Using unfamiliar situations as a focus for research will help me to expand my perspective and to better understand how to practice effectively in different contexts.
When considering the learner’s perspective, Brookfield suggests that practices implemented by teachers may, to some learners, have unintended effects (199). This may apply to the critical incident in question, and specifically to the point at which the teacher gave positive reinforcement to pupils other than Pupil T. Reflecting on my position as a non-participant observer, adopting this role meant that I could more clearly observe Pupil T’s reaction to this. Meanwhile, the teacher may not have noticed his reaction, as she was understandably occupied with other pupils at the time. It appeared that while the teacher’s use of praise was intended to benefit pupils other than Pupil T, these actions had the additional effect of capturing Pupil T’s attention and providing an incentive to re-join the lesson.
In this situation, the unintended consequence of the teacher’s positive reinforcement was not adverse. In fact, the teacher’s actions were beneficial to engaging Pupil T in the lesson. However, I have learned from observing this that teachers must continuously be aware of how their intended actions may have secondary effects, and to consider what these may be before acting. In my own teaching practice, I will aim to apply the perspectives of individual learners to my methods, and will consider this when planning. An example of this may be by adapting activities for particular learners, based on prior knowledge of how they react to different learning strategies.
Reflecting through the colleague’s lens provides an alternative professional viewpoint. By doing this, Brookfield suggests, we may find new solutions to common issues in practice (200). Applying this to my own research, discussing the incident with the teacher provided me with an understanding of potential reasons behind Pupil T’s behaviour. It later came to light that pupil T was one of the youngest pupils in the class, and due to the recent lockdown (due to Covid-19) had not spent much time in a school environment. As a result, Pupil T had struggled to adjust to school life, and often lost engagement during the afternoon sessions. From the perspective of the teacher, these factors played a significant role in Pupil T’s behaviour and social development. These discussions helped to broaden my understanding of classroom behaviours, and I believe that maintaining a dialogue with colleagues in the future will help to expand my knowledge and improve my professional judgement.
The theoretical lens places incidents within wider theoretical contexts, allowing teachers to identify the approaches that they use routinely in practice (200-1). As introduced in the literature review, the critical incident may demonstrate elements of both behaviourist and humanistic approaches. These approaches have been described as being in contrast to each other (Jarvis, 2000, 7). However, upon reflection of the critical incident, I believe that it is possible to effectively make use of strategies deriving from a variety of theories. Certain approaches may or may not be appropriate to different situations, and so teachers may be advised to make themselves aware of a range of theories that they can draw upon in their practice. Going forward, I will implement this suggestion by continually undertaking reading and research into educational theory. By doing so, I may continually improve my methods to suit different situations and learners.

Conclusion
In summary, the approach taken in this research has been successful in informing my next steps for professional practice going forward. This has involved remaining critically reflective of my methods and of what has been observed throughout the process. As mentioned previously, the need for a critically reflective perspective has been recognised as part of the Professional Standards for practitioners in Wales. In particular, the guidance for achieving Professional Learning standards emphasises the use of continuous critical reflection to inform practice and the introduction of new methods (Welsh Government, 2019). This standard is intertwined with the four other standards: Pedagogy, Leadership, Collaboration and Innovation. It is through professional learning that pedagogical techniques may be refined and improved, while continuing to develop these techniques through research and practice leads to innovation. By engaging in professional learning experiences and reflecting on our practice, we may take responsibility for our own development, thereby demonstrating leadership. Through collaboration, as demonstrated by Brookfield’s lens of the colleague, we may deepen our professional understanding in order to enrich our pedagogical approaches. It is therefore evident that by adopting a reflective approach in teaching, we may improve all aspects of our practice simultaneously.














Appendix 1
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29th September 2020, morning session, Reception class.


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

The lesson observed was during the first session of the day, following completion of the class’s daily morning routines. The main focus of the lesson was numeracy, with children learning to recognise and identify numbers through different representations, such as number symbols and numicon pieces. The children also practiced tracing the shapes of the numbers in the air with a finger. The later part of the lesson involved children matching numicon pieces with the corresponding numbers written on the whiteboard.

Resources used in this lesson included laminated cards dispalying numbers from one to ten, numicon pieces, a whiteboard and different coloured whiteboard pens.

The ability range taking part in this lesson was mixed; the whole class were gathered together and were taking part in the same activity.


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

Having just finished their morning routines, the children are still quite lively to begin with, but quickly settle down and engage well with the lesson. Noise levels are at a steady medium; not quiet, as the children are encouraged to engage with the lesson through talk, yet not so noisy that the environment feels chaotic. In terms of positioning, the children are gathered together on the carpet in front of the teacher. The teacher is sitting on a small child’s chair next to the whiteboard at the front of the class – this allows her to write numbers on the whiteboard as part of the lesson, yet she is closer to the level of the children than if she were sitting at her own chair and desk.


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

The children trace numbers in the air and the teacher follows this up with a rhyming phrase that helps them to remember how the shape of the number should look. The children say this phrase along with the teacher while tracing the number again. For example, ‘straight line down and then we’re done, that’s how we make a number one’. These rhymes help to reinforce the purpose of tracing the numbers to the children – they are able to relate the action that they have just carried out to an explanation of why they have done so.


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

Learners are helped to understand the task they are engaging in by being provided with a range of different representations of what they are learning. The numbers are given to them in different formats – numicon pieces, cards showing number symbols, numbers traced as shapes in the air and numbers written on the whiteboard in different colours to match the colours of the numicon pieces.

Giving different representations allows the children to see numbers in different contexts. Matching the colour of the numbers on the whiteboard to the colours of the numicon particularly helps children to make sense of the fact that numbers can be presented to them in different ways, yet they are still the same number.

The teacher uses praise to celebrate children who are having a go at matching the numbers. Even if the answer they give is not the correct one, the teacher will use praise to show that she is pleased with them for making a good effort.


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

Levels of challenge vary naturally during the activity where learners match numbers with numicon pieces. As this is a mixed ability group, some children are more confident with this task than others, who may find it more challenging. However, the teacher allows those who are unsure to choose a friend from the class to help them with their matching (encouraging peer learning).

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

The teacher was able to informally assess learning during the matching activity by choosing pupils to try the task. She would therefore be able to identify which pupils may need additional time spent and/or support given with developing the skills that were practiced during the numeracy lesson.

It was later observed that there were a number of different worksheets available for children to complete during their free choice time, at the ‘writing station’ table (continuous provision). Some of these worksheets were for the purpose of tracing the shape of a number, just as the children had been practicing in their morning lesson. Children were observed completing these successfully during their free choice portion of the day. Worksheets completed during free choice time were to be placed in a particular box when finished. The teacher may then look through these and be able to identify those children who are confident or not so confident with writing numbers.

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

The teacher’s use of strategies to aid understanding and retetion of knowledge was interesting and may be explored in more depth. For example, the use of rhyming phrases to accompany each number, helping children remember how they are formed in writing, or the use of colour coordination when matching numicon pieces to written numbers. This may be a good starting point for researching similar practical strategies that could be used in practice, as well as researching the theoretical concepts behind why these strategies may be helpful to learners.



CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	The critical incident took place during the morning session in a Reception class, as part of numeracy-focused lesson. This incident focuses mainly on the class teacher and her use of techniques to aid learning and encourage the long-term retention of this learning.







	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	As part of the maths lesson, the teacher and pupils completed a matching activity intended to help pupils recognise different reperesentations of numbers. For this activity, the teacher had written numbers 1-10 in different colours on a whiteboard and had stuck numicon pieces corresponding to each number to the board, underneath the written numbers. The colours that the teacher had chosen to write the numbers in also corresponded to the colour of the matching numicon pieces. The activity involved the teacher taking away three of the numicon pieces at a time, and choosing one pupil to re-match the numicon pieces to the correct written numbers.
As the teacher chose different pupils to have a go at the activity, it became evident that the colour coding of numbers and numicon pieces had helped them to understand which pairs corresponded to each other.
This could be observed as the teacher asked the children, ‘How can we tell that this is the right answer?’ Pupils consistently expressed their reasoning through the fact that the colours of the numbers matched those of the numcion pieces.

This critical incident may be explored further by researching how colour-coding and similar strategies can aid learning and memory retention. However, it may also be questioned as to whether this strategy actually improves learning outcomes in a broader context, or purely for the purposes of this activity. For instance, it would be interesting to observe whether the children could then apply this knowledge to an activity where colour-coding was not used.





Appendix 2
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29th September 2020, afternoon session (immediately after lunch), Reception class

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

Pupils were split into ability groups during this session. The lower ability group were working with the class teacher, while the higher ability group were working with one of the class teaching assistants (TAs). (Note: this session also took place before lunchtime, but with ability groups reversed – lower ability group with TA, higher ability group with teacher).

The teacher’s group were taken to another classroom (adjacent to their main classroom) to complete their task, while the TA’s group remained in the main classroom. The teacher informed the researcher that previously this would not have been the usual setup, but that this was a more recent arrangement due to the Covid-19 pandemic. This was to ensure that there were not too many pupils sitting too closely to each other at one time to reduce risk of infection.

As a result, only one group was observed during this time. The group observed was the higher ability group, who were working with the class TA. Of this group, half of the pupils were working at a table with the TA, completing a literacy-based matching activity – this involved matching picture cards to letter cards, where pupils had to choose the letter that began the word describing the item on the picture card (e.g. choose ‘A’ letter card to match ‘avocado’ picture card). The other half of the group were given free-choice time, where they could choose an activity from the various continuous provision stations in the classroom. After the first group had completed their activity with the TA, the groups were swapped and the first group had their turn at free-choice time.


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

Children seem lively and do not settle into the task straight away. However, after a few minutes the group working with the TA become much more engaged once they have properly begun their activity.

Of the first group of children with free-choice time, most are interested in activities that can be done on the carpet, such as playing with building blocks, as opposed to activities like colouring, which would be done at the writing station.


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

Free choice group:
Continuous provision activities are set up to facilitate learning in authentic contexts. For example, the home corner provides an environment and resources modelled on a real-life context that children are familiar with, in which they can develop their social and oracy skills through acting and play.
At the writing station, there are worksheets for children to choose from with activities based on what has been introduced in their teacher-led lessons. Children can therefore put prior learning into context and can choose which of these areas they would like to practice in their free-time.

TA group:
The TA explains the activity before beginning, giving an example of how the letters and pictures match (modelling). She then asks the group: ‘Who can tell me what I just did?’ This allows her to check that the children fully understand the task before they try it for themselves.


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

The resources used by the TA are clear and easy for the children to make sense of. The pictures on the cards are of a simple cartoon style, so that the children can easily identify the items.


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

TA group:
Levels of challenge are varied for ability groups, with higher ability group given pictures of items with more advanced names.

Free-choice group:
Pupils create their own levels of challenge and can be observed testing boundaries in their play, for example tentatively adding more blocks to a tower that they’ve built and seeing if it will fall down. This can also be observed from the way in which children build their block towers – some can be observed building towers with more support toward at the base, while others simply build upward in a single line of blocks.


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

TA uses questions to check pupils’ understanding of activity.

The matching activity in itself provides an opportunity for assessment, as pupils are required to match pairs independently. The TA can observe the confidence and ability of individual pupils in doing this.

Worksheets at writing station provide an opportunity for assessment of skills developed from prior lessons.


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

A potential critical incident occurs when the TA group and the free-choice group are switched. When the children with free-choice time are called to the table to work with the TA, all but one of them are happy to do so. One child, however, gets quite agitated and does not want to leave his free-choice activity (building blocks). He remains agitated for a short while, though the TA seems to calm him by asking him to sit next to her so they can work together, and by paying special attention to engaging him with questions about the activity. This seems to distract him from the fact that he has had to leave the building blocks, and he gradually becomes more engaged with the task until he appears to have forgotten about the blocks altogether.





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	The critical incident took place shortly after lunchtime, and involved pupils in a Reception class and the class TA. The incident occured while half of the pupils in the TA’s group were completing a letter and picture matching activity, and the other half were engaged in activities using the continuous provision stations in the classroom. The key part of the incident occured while these groups were being swapped, and mainly involved one pupil who will be referred to as Pupil O.








	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	In a group which comprised of roughly half of the pupils in the Reception class, half of this group were working with the class TA to complete a letter and picture matching activity. The other half of the group were engaged in free-choice activities, using the continuous provision stations around the classroom.
When the group who were working with the TA had finished their matching activity, the TA asked the two groups to swap around, so that the group playing with the continuous provision would then come to work with her instead. Most of the pupils happily agreed to do so, yet one pupil (Pupil O) appeared to become agitated at the idea of leaving behind the building blocks that he had been playing with.
The TA reassured Pupil O that he could return to the blocks after finishing the matching activity, and asked him if he would like to sit next to her at the table. Pupil O said that he would like to, and became slightly calmer after sitting down. However, the researcher observed that Pupil O still appeared rather preoccupied, looking over at the carpet where he had left his building blocks.
The TA began her activity with the new group of pupils, and it was observed that throughout this she seemed to pay special attention to Pupil O by asking him lots of questions about the activity. Pupil O appeared to become more engaged by this, and eventually it was observed that he became fully focused on the matching activity and was no longer glancing over at the blocks.

From this observation, it can be gathered that the TA’s strategy of using questions to engage Pupil O had been successful. This could lead to a further exploration of questioning techniques, including how they can be used for additonal reasons such as for assessing learning.














Appendix 3
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29th September 2020, afternoon session (before last breaktime), Reception


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

The lesson was mainly focused on practicing phonics, therefore covering the Languages, Literacy and Communication Area of Learning and Experience (AoLE).

The ability range was mixed, as the whole class took part in the same activity.

The lesson focused on sounding out phonics and blending letters into words. To introduce this, the teacher and children sing along to an alphabet song (from a video resource, part of the phonics scheme being used).

In terms of positioning, the children are sat on the carpet in their ‘smart spots’ (designated individual parts of the carpet for each child). The teacher is sat on her chair at the front of the classroom, facing the children so that they are all able to see the letter cards that she holds up during the lesson.




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

Children are generally lively but engaging well with the lesson. One child starts to seem agitated during the alphabet song.


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

‘Bug Club’ phonics scheme is used to guide learning objectives. Teacher explains to children which letters they will be looking at that day and models sounding out phonics.


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

There is a section of the wall display dedicated to letters and phonics. The teacher refers to this during the lesson. Part of the lesson involves pupils sounding out phonics to form simple words. The teacher models this by sounding out each letter and then the word herself before the children have a go.




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

Learners are engaged with the use of actions and songs to make the lesson more interactive, such as the alphabet song which is used as an introduction to the lesson. Children use actions to accompany sounding out different parts of a word before blending the word and doing an action that signifies this. It is evident that they are already familiar with this practice and with the song from previous lessons.

As the group is mixed ability, levels of challenge are different for each learner. Some children can be observed sounding out their phonics with much more confidence, whereas others are more tentative and may need more support when completing work or activities focused on phonics.


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

The positioning of the teacher allows her to see all of the children at the same time. When the class are pronouncing phonics and singing the alphabet song, the teacher can be observed scanning faces across the carpet, perhaps to check for any children that may be struggling more than others.


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

A potential critical incident observed involved the teacher and one child who became agitated during the alphabet song. The teacher managed to effectively bring the child’s attention back to the lesson through choice and praise strategies.





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	The critical incident took place in a Reception class during the afternoon session. The lesson during which this occured was based on phonics. Those involved in the incident were mainly the class teacher and one male child. However, other children might be said to have played an indirect part in the incident. This will be explained in more depth below.  


	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The teacher and children were observed singing a song about the alphabet as part of a lesson on phonics. The children are sitting on the carpet and the teacher is sitting in a chair facing the children, where she is able to see all of their faces and check their engagement with the activity.
Most of the children are engaged with the song, though one child (Pupil T) becomes restless and starts to shout. This begins to catch the attention of other children and disrupts their singing.
Pupil T begins to stand up and the teacher reacts quickly and calmly, walking towards the door and placing a chair down next to it. She asks Pupil T to sit in the chair, away from the other children, until he is ready to rejoin the class.
The teacher carries on with the lesson and after a few minutes she asks Pupil T if he is ready to come back yet. He replies ‘no’. The teacher does not react emotionally to his reply, and calmly explains to him that if he’s not ready then he won’t be able to join in until he is.
The teacher returns to the lesson, where pupils are sounding out phonics. After they have finished, the teacher gives praise and rewards to individual pupils for their participation. Rewards used are ‘pinecones’, which refer to points for pupils’ class teams.
At this point, Pupil T can be observed taking notice of the praise and rewards that other children are receiving. He appears intrigued and can be observed moving tentatively away from the chair. When the teacher finishes speaking to the class, Pupil T stands in front of her and tells her that he is ready to come back to the carpet. He also apologises to the teacher.
The teacher thanks Pupil T for apologising and praises him for making a good decision in rejoining the other children. When the teacher moves on to the next activity, Pupil T appears much calmer and is now happy to participate.

The strategies observed in this incident may be explored in more depth through researching their theoretical contexts. The use of positive reinforcement for good behaviour may be analysed through a behaviourist lens. Additionally, the opportunity given for Pupil T to make an independent choice may be analysed in the context of humanistic approaches.










Appendix 4
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 
29th September 2020, afternoon session (after last breaktime), Reception


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

The time between the class’s last breaktime and hometime is designated for reading stories. The stories read during this observation are ‘I Want My Dinner’ (Tony Ross) and ‘Hairy Maclary from Donaldson’s Dairy’ (Lynley Dodd). The children are sat on the carpet in their ‘smart spots’ and the teacher is sat on her chair in front of them, positioning the books so that children can see the illustrations.


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

The children are calm and appear to find the stories engaging. Children know that it is almost time to go home as this is an established part of their daily routine.


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

Children are not required to complete any tasks as such – only to listen to the stories and to engage with the teacher’s questions about them throughout. There are therefore no formal learning objectives. However, the first story is about manners, so a learning objective could be identified as to develop understanding of why manners should be used when speaking to others.


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

The teacher asks questions about what is taking place in the stories as she reads them. This will help learners to understand what is happening through vocalising their ideas. This may also contribute to peer learning, as children who may not be so sure can develop more of an understanding from the answers of their peers.


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

The teacher engages learners by varying speed, pitch and tone of voice when reading, as well as by asking questions about the story and highlighting parts of the illustrations to the children.

Levels of challenge are less applicable to this activity, as the main focus is for the children to listen to the story. However, questions asked by the teacher may be more or less challenging for different children as the class is mixed ability.


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

Questions asked by the teacher help to assess the engagement and understanding of learners. Oracy may be assessed through questioning, as learners can practice explaining their thoughts and feelings about the story through their answers.


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

The teacher uses the first story to encourage the development of social skills, such as manners and acceptable social behaviour. This may contribute to both the ‘healthy, confident individuals’ and ‘ethical, informed citizens’ purposes, while the development of oracy skills also contributes to the cross-curricular responsibilty of literacy.






CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	The critical incident occured towards the end of the school day, involving a Reception class and their teacher. This portion of the day is dedicated to ‘storytime’ as part of the class’s everyday routine, taking place just before the children are sent home.









	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The teacher chooses two stories to read to the children at the end of the day. The first story that is read is about the importance of saying ‘please’ and ‘thank you’. Throughout reading the story, the teacher asks the children questions about the main character’s actions, such as ‘Should she have done that?’and ‘What should she have done instead?’
This prompts pupils to talk about why the main character should have said ‘please’ or ‘thank you’, and to discuss why her actions and behaviour were unkind or impolite.

In this incident, the teacher does not explicitly tell pupils how they should behave in order to be polite to others. Instead, she uses the story as a way to demonstrate why manners are important, therefore placing this information in a meaningful context. This could be examined in the context of experiential learning techniques. Additionally, the teacher asks pupils themselves to explain why the actions of the main character were right or wrong. This not only allows the teacher to check individual pupils’ understanding of acceptable social behaviour, but also gives pupils an opportunity to learn from their peers. The effectiveness of peer learning could be researched as a way of putting this incident into context.
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