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

Introduction 
This study identifies a critical incident that occurred whilst observing a group of learners.  Associated areas of research were identified and Brookfield’s (1998) lenses used to reflect in order to evaluate and identify the next teaching and learning steps to inform future practice.
 
According to Tripp, (2012) classroom observation is considered important as reflections provide insight into pedagogy and focus for research.  Tripp, (2012) also suggests that within reflective practice, an occurrence can become a critical incident dependent upon the way it is viewed.  An incident, therefore, becomes critical when it is reflected upon and evaluated alongside research to develop a more comprehensive understanding (James, 1993, cited in Moon, 2004). 

The examination of an incident must be meaningful as opposed to a cursory exercise (Moon, 2004).  There must be recognition that a critical incident will not ‘jump out’ at the practitioner but will be found within routines that are not ordinarily given conscious thought (Tripp, 1993).  

Reflective practice, as viewed by Osterman and Kottkamp (1993), is a process whereby practitioners develop self-awareness of their teaching, allowing opportunities for growth and development.  Roffey (2017) suggests that it is the thinking about an experience in a measured and planned way to improve performance.  A critical incident, therefore, should make the practitioner question assumptions and provide greater insight to inform the next steps for both the teacher and learner (McAteer et al. 2010).  Brookfield (1998) argued for a critical reflective practice, suggesting that looking through ‘critical lenses’ brings to the forefront that which may have gone unnoticed. Once identified areas of practice can be compared with relevant evidence-based research and theories of learning.  

Observation 
In line with the British Educational Research Association (BERA) Ethical Guidelines for Educational Research (2018), the anonymity, respect and dignity of the school, practitioners and learners involved in this case study have been protected.  The school is based within the South Wales’ valleys and is in the top third most deprived areas in Wales (Cwm Taf Morgannwg Public Services Board, 2019). It is a local authority maintained, three to eleven, mixed gender, English medium primary school.  There are approximately 440 pupils across the Foundation Phase (FP) and Key Stage Two (KS2), including a low percentage of minority ethnic and English as an Additional Language (EAL) pupils (Welsh Government, 2019a).  Approximately 20% of pupils have been identified as having special educational needs (SEN) requiring school action or school action plus (Welsh Government, 2019a).  Attendance meets the local authority average (Welsh Government, 2019a) and twenty one percent of pupils are eligible for free school meals (Estyn, 2014).   
The school has a two-form intake.  Observations were made within a FP reception class of twenty-four learners, some of whom were in their first few weeks of full-time school. The class has some of the younger pupils, split into four groups - one high, two mid and one lower ability.  There are two staff members, the class teacher and Learning Support Assistant (LSA). During observations the class was split for activities and plenary between the teacher and LSA, although there was a whole-class carpet starter for each session.

Methodology 
Case study methodology has been used for this study as it allows the demonstration of theories in action with real life situations, people and contexts.  Using a case study to examine a critical incident will enable deeper reflective practice as, according to Cohen et al. (2013), case studies may be more useful in understanding situations than methods which use quantitative analysis, such as questionnaires.  Although a questionnaire can produce easy to analyse numerical data it is often limited (Cohen et al. 2013).  

In comparison one of the strengths of case studies is that they allow the in-depth investigation required when considering the wholeness of a situation (Sturman, 1999). The issue that arises is  the quantity and selection of information can be difficult (Cohen et al. 2013).  Case studies are designed to use specific instances to show general principles enabling researchers to focus on details which may be lost in a larger scale study (Nisbet and Watt, 1984).  Hitchcock and Hughes (1995) suggest that case study methodology can be particularly useful when events are beyond the control of the researcher.  According to Nisbet and Watt (1984), however, there is a risk that the results may be subjective, prone to observer bias and have difficulty demonstrating validity, non-specificity and reliability. 

To gather data for this study a structured, non-participant observation was used. A strength of observation as a principle research process is that it allows data from real life situations to be obtained which can result in it having a greater authenticity (Cohen et al. 2013).  Observation does not need to rely on secondary accounts, as it looks at events as they happen (Cohen et al. 2013).  Using observation to consider critical incidents allows the researcher to notice ordinary interactions and practices which may otherwise be overlooked (Cooper and Schindler, 2001. cited in Cohen et al.).  Types of observation fall along a continuum from highly structured (where the researcher knows in advance what they are looking for) to unstructured (where the researcher observes first and then uses the data to generate questions) (Cohen et al. 2013).

The role of the observer can be either as a participant or non-participant.  This study uses a non-participant approach (observer-as-participant) whereby the researcher is separate from the participants but may engage a little with the group (Cohen et al 2013).  This method was chosen because a non-participant may have fewer distractions and, therefore, a greater opportunity to focus on observing, whilst allowing limited engagement as required in the observations of young children.  This is in contrast to a participant role where the researcher could become too involved to see the full details of a situation.  

To identify a critical incident within this study four observations were made (Appendix 1) and four incidents suggested (Appendix 2). The practitioners were fully informed that they were being observed for the purposes of identifying a critical incident and full consent was given (BERA, 2018).  The learners were informed that they had a visitor but not specifically that they were being observed to reduce the impact researcher presence may have had - this is known as the Hawthorne effect (Oswald et al. 2014).  

The observations were due to take place over a three-day period, however, due to the Covid 19 pandemic, school restrictions meant that only one day was available for observations to take place.  Accordingly, observations took place over a shorter timeframe. The time constraints limited the opportunity for discussion with practitioners prior to and following observations.

Critical Incident Linked to Donaldson’s Four Purposes 
The Four Purposes, recommend by Donaldson (2015), are at the heart of the Curriculum for Wales 2022 (Welsh Government, 2019c).  These common objectives intend for all learners to finish their education equipped to thrive in the world around them.  They aim to enable learners to develop as ambitious capable learners, enterprising creative contributors, ethically informed citizens and healthy confident individuals (Welsh Government, 2019c). Schools will develop their curriculum to provide opportunities where learners are working towards at least one of these Four Purposes and the What Matters statements linked to them (Welsh Government, 2020).  

The critical incident occurred near the end of an outdoor mathematics lesson on a sunny day. The lesson for the high ability group of six pupils was being led by the class LSA.  Prior to the incident, learners had ordered numicons, been on a leaf hunt, counted leaves to ten and were at the point of matching leaves to the correct number. For this activity the LSA was choosing learners to come to the front individually. I observed the other members of the group becoming distracted whilst waiting for their turn.  Learner (A) began lying in the sun, the others quickly copied.  Within a minute all five members of the waiting group had laid down quietly with their eyes closed.  The LSA continued to work with the focused Learner (B), once they had finished, Learner (B) swapped places with another member of the group, and was encouraged to lie down with the others, this continued in rotation.  The children lay quietly in the sun for approximately five minutes before being brought the group back together again for the plenary.   The group appeared refreshed and happier. They re-engaged with their learning quickly and appeared to display more satisfaction with the activity.  This was measurable by comparing learner body language before and after with the Leuvan Scale of Wellbeing in Learning (Emotionally Healthy Schools, 2019).  

During this incident the learners appeared to have subconsciously taken steps to self-regulate and improve their well-being by engaging with the natural environment.  The fact that these learner’s actions had been both allowed and encouraged, highlighted how the school is considering its foundations for success and working towards meeting the Four Purposes of the Curriculum for Wales 2022, specifically supporting learners to become Healthy Confident Individuals (Welsh Government, 2019d).  This action demonstrated consideration for learner need and appeared to help develop mental and emotional well-being.  The development of emotional well-being contributes towards the fulfilment of the Healthy Confident Individuals Purpose, enabling learners to lead fulfilling lives as valued members of society (Welsh Government, 2020). 

Literature Review
The decision taken by the LSA to concentrate on the individual focused learners, seemed to provide the other members of the group with an opportunity for self-regulation.  This was followed by the group’s apparent decision, to take notice of the present, experience a moment of mindfulness and tune in to the natural world around them, with seemingly positive results.  This incident highlighted several potential areas for focussed research with two chosen for deeper study.  

The first area of research considers the role of schools in facilitating emotional learning, concentrating on the skills of self-awareness and self-management undertaken by the learners during this observation.  The development of the emotional skills of self-awareness and self-regulation are part of Social and Emotional Learning (SEL).  SEL is defined by the Collaborative for Academic, Social, and Emotional Learning as: 
The process through which all young people and adults acquire and apply the knowledge, skills, and attitudes to develop healthy identities, manage emotions and achieve personal and collective goals, feel and show empathy for others, establish and maintain supportive relationships, and make responsible and caring decisions.
		                                     (CASEL, 2017, https://casel.org/what-is-sel/)   

SEL is split into five core skills including self-awareness and self-regulation, put simply, the ability to recognise and manage emotions, thoughts and behaviours (CASEL, 2017).  These skills can act as protective factors for and contribute to a good mental well-being (Education Endowment Foundation, 2019). 

The literature contains considerable evidence that good skills in self-awareness and self-regulation can be linked to improved long term academic, well-being and overall health outcomes (Goodman et al. 2015; Haggerty, Elgin & Woolley, 2011).  Academic learning has been linked to well-being in the humanistic approach to learning developed by Maslow, Rogers and Bugental in the early 1900’s (Western Governors University, 2020).  Humanism proposes that motivation for learning is reliant on basic needs being met (Huitt, 2009).  This implies that unless learners have had the opportunity to develop the social and emotional skills required to fulfil their basic needs subsequent learning will be restricted.

There is evidence to suggest that learners SEL skills can be developed within school settings with lasting impacts (Taylor et al. 2017).  The role of the school staff is deemed essential in designing environments, encouraging peer interactions and offering activities that will promote SEL for learners (Ljubetic, 2020).  In addition to emotional skills being crucial for learner’s academic achievement there are benefits for practitioners (Hoffman et al. 2020). There is evidence to suggest that provision for SEL can impact positively on the school environment in the form of less disruption, positive classrooms and higher teacher confidence (Greenberg and Jennings, 2009).

The counter argument that SEL of young children can take place solely away from the school environment is limited when considering the dependency on socially-emotionally competent care givers (Ljubetic, 2020).  In addition, Goodman et al.  (2015) suggest that individuals from deprived backgrounds tend to have comparatively less developed SEL skills than their peers (Goodman, et al. 2015).  For these learners the quality of academic learning may therefore be hindered unless steps are taken within schools to develop SEL.  
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Haggerty, Elgin and Woolley (2011) argue that specifically designed SEL programs are key to developing the required skills.  Within the early years of education, when play is one of the most dominant processes, opportunities may exist already (Ljubetic, et al. 2020).  During play, learners develop skills of self-awareness and self-regulation by analysing their emotions and adapting to situations (Deans, 2017).  In Wales, the current Foundation Phase Framework promotes opportunities for play within the first years of education (Welsh Government, 2015). In addition to play, most Foundation phase learning takes place within small groups where learners respond to self-regulation opportunities significantly more (Timmons, 2016).  Guidance from the Education Endowment Foundation (EEF) on how schools can implement whole school SEL, highlights the need for careful thought by schools as to which recommendations best apply to their own situations (Education Endowment Foundation, 2019).

The second area of research considers the role of schools in facilitating experiences in nature.  Connecting with nature is an important part of human life and has a direct link to an individual’s health (Chavaly and Naachimuthu, 2020).  

Mallar et al. (2009) conclude that both ecological and educational theory indicate that connections with nature are important for a child’s cognitive and emotional development.  It has been demonstrated within literature that engagement with the outdoors at any level produces positive benefits for well-being, however, the effects on learning are often suggested in theory but rarely demonstrated (Blackwell 2015; Russell et al. 2013).  Other benefits of nature exposure include enhancements of creativity, imagination, problem solving abilities and concentration (Burdette and Whitaker, 2005).  Accordingly, any opportunities for outdoor learning and connecting with nature within the school setting should be encouraged, with some suggesting that the teacher’s role is to provide these nature connections through hands on experiences (Sandry, 2013).  Harvey et al. (2020) showed improvements in mood and well-being of learners even with time constraints of one hour a week over the year.  Although Chavaly (2020) suggests that the improvements in mood and happiness last for longer in relation to the amount of time spent in nature.  

The importance of nature connections has been recognised within school settings in Wales and was evidenced following the introduction of the Foundation Phase in 2010 which places a strong emphasis on outdoor experiences (Welsh Government, 2015).  Schools, however, have had to balance this with other curriculum pressures, which, Largo-White et al. (2018) suggest, has meant that less time has been attributed to outdoor experiences (Largo-White et al. (2018).  The introduction of the Curriculum for Wales 2022, with its strong emphasis on well-being and experiential learning, may help to redress this balance whilst simultaneously providing a low-cost option to develop learner well-being (Welsh Government, 2019c; Harvey et al. 2020).

[bookmark: _Hlk54557434]The counter argument that exposure to nature is not a school responsibility is compromised by research which indicates the reduction in access to green space and reliance on technology has resulted in less opportunity for children to interact with nature as part of their daily routines (McCormick, 2017; Kahn and Kellert, 2002).  Although it may be argued that it is a parental responsibility to ensure children have nature exposure, it is acknowledged that many families are unable to facilitate this (Chavaly, 2020).  Accordingly, children tend to spend less time outdoors interacting with nature than their parents did as children (Stevens, 2010).  This lack of connection with nature has been linked to the underdevelopment of emotional, physical and cognitive abilities in children.  Louv (2005) introduced the phrase Nature Deficit Disorder to describe these consequences and explain the deterioration in children’s physical and mental health (Driessnack, 2009).

There are a very limited number of studies that provide evidence for the theory that nature exposure has a part to play in the decline of mental and physical health and those that are available vary greatly in methodology (Hartig et al. 2014). It is acknowledged that relationships with and effects of nature are relatively unstudied with children in comparison to adults (Kellert, 2005).

A difficulty with this area of research appears to be how well-being is measured, particularly amongst young children. Largo-White et al. (2018) acknowledge this as a restriction in their study where children reported no higher levels of happiness after engagement with nature.   This could explain why there appears to be a wealth of anecdotal and observational evidence and support for the theory but little hard evidence. 

Research into both the areas of emotional learning and nature connections indicate that they have positive impacts on learner well-being (Goodman et al. 2015; Haggerty, Elgin & Woolley, 2011; Blackwell, 2015; Russell et al. 2013).  This is a current issue in Wales as an increasingly higher emphasis is being placed on the well-being of the nation.  The Well-being of Future Generations (Wales) Act (2015) resulted in ministers setting seven national goals of well-being.  These goals look to the future well-being in Wales with progress being measured against 46 indicators reported annually through the well-being of Wales report.  One indicator relates to the measurement of development in young children and looks at Foundation Phase profile assessments.  Within Personal and Social development, figures have remained fairly static between 2018 and 2019 with around 3 in 10 learners at a development stage lower than their chronological age (Well-being of Wales Report, 2019).  The importance of well-being amongst young people in Wales has been highlighted by the inclusion of Health and Well-being as an Area of Learning and Experience in the Curriculum for Wales 2022 (Welsh Government, 2019d).  The inclusion of health and well-being within education is supported by the World Health Organization’s (WHO) Health 2020 policy framework which asserts that, by working collaboratively, education and health can enable children to grow into healthier adults (World Health Organisation, 2020).  

The strong emphasis placed on well-being in the Curriculum for Wales 2022, may be due to the acknowledgment that, over the past 25 years, there has been a decline in well-being amongst younger age groups (Harvey et al. 2020).  Pitchforth et al. (2018) suggest that since 1995 there has been a six-fold increase in the proportion of young people with long term mental health conditions.  There are many factors thought to be involved in this decline, including the rise of social media (Pitchforth et al. 2018) and the lack of Social and emotional skills (Goodman, 2010).  Harvey et al. (2020), however, suggest that one, often overlooked, contributing factor is disengagement from nature.


Reflection and Next Steps 
Critically reflective practitioners look at their practice from an outside viewpoint and place it within a wider context, helping them to identify that which may otherwise have been missed (Brookfield, 1998).  Using a structured reflection model can provide a framework to guide practitioners in enhancing the depth of analysis (Rogers, 2001).  Brookfield’s (1998) lenses will be used as a reflective model to critically reflect on the described incident.  The four lenses Brookfield (1998) recommends are the practitioner, learner, colleague and theoretical lens.

Using a practitioner lens, this incident was of particular interest because, when the pupils first became disengaged and began laying down, my instinct would have been to re-engage them immediately.  I was intrigued by the actions of the LSA and the effect this appeared to have on learner well-being.  

Brookfield (1998) describes the learner lens as seeing experiences from the learner’s point of view. Although the learners were not verbally communicative during this incident there were noticeable changes in their body language.  Using the Leuven Scale for Well-being in Learning, learners displayed a change from moderate (neutral posture and no facial emotion) to high (signs of satisfaction) and in some cases were measurable as extremely high (happy and expressive) (Emotionally Health Schools, 2019).  

Critically reflecting through a colleague lens allows practitioners to see a peer’s perspective (Brookfield, 1998).  Time constraints meant it was not possible to reflect with the practitioners involved, however the incident was discussed with other practitioners of varying experience.  BERA ethical standards were followed during these discussions (British Educational Research Association, 2018).  The discussions were valuable and provided several perspectives to consider including; providing learners a self-regulation opportunity was a positive thing but was there a back-up plan if the learners had displayed negative behaviour?  What impact would this have had on the learning activity? As the learners were having a positive experience it was suggested that this was an opportunity to develop emotional learning further, for example, by asking how they were feeling encouraging the naming of emotions.

Reflecting through a theoretical lens, the literature suggests that the reduced capacity of care givers to provide emotional learning and access to green spaces is impacting on early learner development and well-being (Ljubetic, 2020; McCormick, 2017).  As a result, providing learners with opportunities for SEL and to make nature connections is required within schools from an early age.  If these needs and skill requirements are not addressed then academic achievement may be impacted (McClelland et al. 2017). 

As a practitioner, it appeared that the observed incident provided the opportunity to connect with nature and develop the emotional skills necessary to maintain good well-being, this was reinforced by the learner and theoretical lens reflections.  Using the colleague lens of the reflection model has prompted me to add a note of caution.  Practitioners should be mindful that taking care of learner well-being is not something that should be left until moments present themselves.  They should be planned and where possible, provision should be made to encourage emotional learning and nature connections (Haggerty, Elgin and Woolley, 2011; Sandry, 2013).   Opportunities may have been incorporated into the planning with the children may have been taught this strategy for improving their well-being previously and been using it independently and spontaneously, however, restrictions did not allow discussions to take place.  Furthermore, it should be considered that I was not familiar with the individual needs of the learners and that Covid 19 school closures may have impacted on the need to allow both the leaners and practitioners to interact in different ways at different times. All of these factors would need consideration when planning my next steps for teaching and learning.

Following this reflection, I have been able to consider my next steps and what action I would take, in the context of the Professional Standards, if this scenario were to arise in my own practice.  The intention for my own practice will be to consider the well-being of learners as a high priority being mindful of their position along the well-being continuum throughout the day (Travis and Ryan, 2004).  In addition to planned activities to develop SEL skills, whenever possible, I intend to follow the learners lead and allow them to take moments to manage their own well-being including using short term strategies to change emotions, modelling and labelling of emotions (Ljubetic, et al. 2020).  I also intend to build nature experiences into the learner’s daily school routine to encourage connectivity with the world around them (Sandry, 2013).  To be able to help develop a learner’s ability to manage and improve their own well-being I will need to carry out further research into how well-being assessments can be made in young learners and how this could change when moving from FP through KS2 and beyond.  I also feel that further research into strategies for assisting learners to develop their self-awareness and self-regulation skills would be helpful as in this incident, learners could have displayed more negative behaviour. In addition to SEL and connections with nature I am aware that well-being can be impacted by other factors and that in order to meet well-being needs it may be necessary to change plans (World Health Organization, 2020).  It would be useful, therefore, to research and become familiar with strategies can help in these instances.  Finally, there will be a necessity to become familiar with whole school policies and approaches to access support where required.  

Conclusion
I completed a structured, non-participant case study observation to identify a critical incident.  The incident led to two areas of research, with literature and subsequent reflections suggesting that both areas are important in developing learner well-being and therefore facilitation within school settings should be encouraged. This aligns with the aims of the Curriculum for Wales 2022 (Welsh Government, 2019d).

As a reflective practitioner I have drawn upon this study to identify next steps and learning points for practice and development linked to the professional standards as outlined below (Welsh Government, 2019b):
Pedagogy
· Ensure learning activities allow time for reflection.  
· Work with learners to make reflection a natural part of learning.

Leadership 
· Develop positive relationships with learners and care givers to understand where they are starting from in terms of their well-being. 
· Use research and prior experience to lead colleagues in finding opportunities for outdoor engagement.

Professional Learning 
· Undertake further research into strategies which can positively influence learner well-being for example, connections with others and acts of generosity.
· Continue reflective practice, particularly when implementing new approaches to build or assess learner well-being.  
· Access external bodies for further training, for example Thrive and Field Studies Council.

Innovation
· Develop and apply new strategies to address the specific individuals SEL needs.

Collaboration 
·  Build relationships as a means of accessing additional support for learners.
· Actively seek and participate in observation and reflection, particularly in different year groups, in order to see whole school approaches in action. 
· Further develop skills in provision, support and assessment of learner emotional well-being.  

The process of reflection has been valuable for developing personal practice.  For example, the initial perception changed due to continued observation, literature research and subsequent reflection.  I aim to continue to be a reflective practitioner within my future practice.























Appendices 

Appendix 1 Session Observation Notes[image: ]

[image: ]


[image: ]
[image: ]
[image: ]
[image: ]
[image: ]
[image: ]




Appendix 2: Critical Incident Identification Record

	[bookmark: _Hlk52556431]Details relevant to the research context.

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

	29.09.20        9.15 – 10.00am    
This critical incident arose from the observation of a reception class of 24 pupils.  For some of the pupils it is their first few weeks of full time school 

The school has a 2 form intake and this class is comprised of some of the younger pupils.  The class is split into four groups, one high, two mid and one lower ability.  There are two members of staff one teacher and one LSA. 
The class tended to be split for activities between the teacher and LSA although there was a whole class carpet starter and pleanery for each session throughout the day.

This incident was identified near the end of a outdoor maths activity lead by the LSA for the high ability group of 6 pupils.  Learners in the group had ordered numbercons,  been on a leaf hunt around the outdoor area, counted leaves to 10 and were at the point of matching the leaves to the correct number.  


	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 LSA was asking learners to come to the front one at a time to do their matching.  It became apparant that the other learners were becomming disengaged whilst waiting for their turn.  One of the learners lay down on the yard, the others quickly copied.  I wondered if the LSA would try to bring them back into the activity and attempt to reengage them.  However she took a different approach and continued to work with the individual whos turn it was, leaving the others to relax.  It was really interesting to see the impact this decision had upon the pupils.  After a few minutes relaxing in the sun they all appeared to be re engage and were a lot more statisfied with the activity they were doing.  I felt that the decsion to allow the learners to engage with their surrounding environment and have a few minutes rest was a powerful one.  I am interested in looking at this in more detail.
I would be keen to research the following areas: 
Effect of using the outdoor environment;     
Impact on learning of processing and quiet time;
Impact of engaging with the natural world on wellbeing.













	Details relevant to the research context.

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

	29.09.20        10.30 – 11.45am    
This critical incident arose from the observation of a reception class of 24 pupils.  For some of the pupils it is their first few weeks of full time school 

The school has a 2 form intake and this class is comprised of some of the younger and less able pupils.  The class is split into four groups, one high, two mid and one lower ability.  There are two members of staff one teacher and one LSA. 
The class tended to be split for activities between the teacher and LSA although there was a whole class carpet starter and plenary for each session throughout the day.

This incident was identified during a Language lesson lead by the class teacher.  Following a whole class introduction the pupils had the choice of taking part in continuous or enhanced provision, groups were taken in turns to work with the LSA on focused provision.




	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.
	During the session several children asked the teacher if they could use the toilet.  They were all told that they could go and all went independently.  The class teacher explained to me that they were having a big push on independence.  Toileting is one way they are doing this by empowering pupils to be as independent as possible.  They have linked this to the 4 purposes – Healthy confident individuals by using images of Healthy Hattie the hero who represents this purpse.  Healthy Hattie is there as a reminder for children to wash hands etc.
I was interested to observe the level of personal responsibilty the learners were given both in making decisions for and also looking after themselves.  I am interested in doing further research in these areas:  
How does independence and personal responsibility impact on a confidence;
Do these skills of independence transfer to other areas of learning and development;
How meeting basic needs impacts on learning.    
















	Details relevant to the research context.

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

	29.09.20        1.00 – 2.15pm    
This critical incident arose from the observation of a reception class of 24 pupils.  For some of the pupils it is their first few weeks of full time school 

The school has a 2 form intake and this class is comprised of some of the younger and less able pupils.  The class is split into four groups, one high, two mid and one lower ability.  There are two members of staff one teacher and one LSA. 
The class tended to be split for activities between the teacher and LSA although there was a whole class carpet starter and pleanery for each session throughout the day.

This incident was identified during the days topic work session.  The teacher was introducing the afternoons activities linked to the story book Sharing a Shell which the class had read the previous week.


	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.
	
To introduce the afternoon’s activity the class teacher had all learners on the carpet.  She had just shown them the hook for the lesson an email from a crab who had broken his shell and was beginning to generate sucess critera.  One child interupted to complain that he had hurt his finger.  Rather than disrupt the flow of the session the teacher asked him to wait for a moment whilst she finished explaining a pair share.  Once the rest of the learners were invloved in the pair share the teacher helped the child quietly and seperatly from the rest of the group.  This allowed the flow of the lesson to be maintained with minimal disruption.
I would be keen to research the effectivness of stratagies like this in classroom managment. 























	Details relevant to the research context.

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

	29.09.20        2.30 – 2.45pm    
This critical incident arose from the observation of a reception class of 24 pupils.  For some of the pupils it is their first few weeks of full time school 

The school has a 2 form intake and this class is comprised of some of the younger and less able pupils.  The class is split into four groups, one high, two mid and one lower ability.  There are two members of staff one teacher and one LSA. 
The class tended to be split for activities between the teacher and LSA although there was a whole class carpet starter and pleanery for each session throughout the day.

This incident was identified at the beginning of the final session of the day, storytime.  This is a whole class daily activity.  The class teacher announced that it was story time and the learners all moved towards the carpet in anticipation.


	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.
	Whilst the class was getting settled on the carpet for story time one of the children asked for a specific story that had been read on a previous day.  The class teacher explained that they were not going to have the same story all of the time but that she would read it to the child individually at another time.  I found this  response to be interesting and following the event considered why the teacher had wanted to use a fresh story.  Was it a concious decision to encourage engagement, to link to a topic or maybe for another reason.  The child was happy with the teachers explanation and settled to listen to the chosen story nicely.  
It would be interesting to do further research into engagment of learners with storytelling.  I would also be interested in conducting research into the teachers strategy for managing the situation and engaging the child.
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