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Critical incident case studies are invaluable in informing teaching practice. By observing teaching and learning in action, and focussing in on a particular moment, next teaching and learning steps can be identified, researched and evaluated. This reflective process enables teachers to test abstract theories and challenge assumptions that may create barriers to learning. Equally, this process can provide an opportunity for teachers to recognise techniques that progress learning or, alternatively, alert them to ways in which they may improve their own methods of teaching. Such findings can then be shared with the teaching community as well-researched examples of good practice. In the critical incident case study outlined below, the next teaching and learning steps implemented by the observed teacher were seen to exemplify a dialogic approach to teaching. This essay will, therefore, investigate the effectiveness of this dialogic approach in establishing an environment in which learners are able to discuss problem-solving strategies aloud without fear of failure or judgement. Through this analysis, it will be argued that the empowering nature of dialogic teaching is vital, not only for changing the mindset of children with regards to their ability in the subject they are exploring, but also for the cross-curricular purposes of becoming ethical, informed citizens and healthy, confident individuals. Firstly, the context of the incident and the methodology for its evaluation will be explained before going on to describe the incident itself and, finally, evaluating the use of this dialogic approach through theoretical and reflective analysis.

The chosen critical incident took place within a year five classroom, just two weeks into the new academic year. As per BERA guidelines regarding anonymity (BERA, 2018), the school in which this incident occurred will be referred to as ‘School W,’; the class, ‘Class X’; the teacher, ‘Teacher Y’; and the Pupil, ‘Pupil Z’. Due to current Covid-19 restrictions, Class X were sat in rows, facing the teacher. This limited both pupil and teacher movement and meant that small group discussions could only occur between pupils sat adjacent to one another. In addition to this, Teacher Y was covering for Class X’s usual teacher, who was on leave. Since the start of the term, the class has therefore faced multiple changes to a previously familiar environment.  Despite these potentially unsettling changes, the pupils appeared engaged and willing to participate in class discussion. This may, in part, be due to Teacher Y holding a high-ranking position within School W’s senior management team; thus, signalling the pupils’ respect for authority rather than their response to Teacher Y’s actions. However, as indicated above, this essay will argue that it is the next teaching and learning steps, implemented by Teacher Y, which truly foster this atmosphere of trust and respect.  

In order to identify and evaluate these next teaching and learning steps, a structured case study approach was adopted. Structured case studies involve observing a lesson and making notes under pre-determined categories (Cohen et al., 2007). These pre-determined categories constitute the ‘structured’ part of the case study and help to focus the observation notes. A detailed, systematic approach to note-taking, allows areas of interest, such as next teaching and learning steps, to be clearly recognised, reflected upon and further investigated. In this way, structured case studies are vital in teachers’ continued professional development (Joshi, 2018), as they allow the observer to examine very real, authentic examples of teaching in practice and witness how abstract theories unfold in the reality of a classroom (Kumar, 2014). 

Due to current social-distancing restrictions, however, it was not possible to conduct live observations for the purpose of this case study. Instead, four video-recorded lessons from School W were observed. Detailed notes were taken for each observation (see Appendices A-H). From these notes, one critical incident was chosen for further analysis. This critical incident took place during the course of a ten minute recorded introduction to a lesson on Maths Challenges. In all four of the recorded case studies, the presence of the camera appeared to have little to no perceivable effect on the teacher and pupils’ behaviour. The Hawthorne effect (Kumar), in which participants’ behaviour changes due to the awareness of an observer, did not therefore appear to significantly affect these cases. An additional advantage to video observations is the ability to pause and rewind as this means observations can be slightly more scientific and more accurate notes made. On the other hand, the ability to pause and rewind may risks detracting from the visceral, instinctive interpretations of live observations. Though these instinctive interpretations may be biased, as will be considered in the evaluation, they may also highlight a natural response which, even if unique to that observer, requires further investigation and perhaps even challenging (Kumar).

It must also be acknowledged that one lesson observation alone cannot represent the ability or attitudes of an entire class, age-group or wider community. By classifying one individual, such as Pupil Z, or one class, such as Class X, as a ‘case study’ there is a risk that the observer may make generalisations about the impact of next teaching and learning steps on all learners (Cohen et al.). Even with the benefit of being able to pause and rewind video observations and make more precise notes, case studies of this sort cannot be seen to represent wider groups as they involve a qualitative approach (Kumar).  For instance, from this observation alone, it cannot be assumed that the perceived positive impact of dialogic teaching on the participation levels of Class X will improve confidence in mathematics for all learners, in all contexts. Moreover, without observing further lessons with Class X, and without quantitative data to measure their progress, it is possible that this perceived positive impact may be just that: perceived. The responses considered in this essay may be perceived differently by another observer, and this variation means that observations risk being subjective or bias (Kumar). However, concerns such as these are largely addressed through Tripp’s model for creating critical incidents (Tripp, 2012). To render an incident ‘critical,’ the observer must investigate and further research their interpretation of the incident. This research allows the observer to consider and consolidate different perspectives, in the form of a literature review, and evaluate the incident from a more objective stance. Finally, evaluating this research through reflective models, such as Brookfield’s four lenses (Brookfield, 1998), allows the observer to challenge the potential assumptions and biases mentioned above.

This skill of reflective practice is essential to teachers’ continual professional development and is considered crucial in creating a research-rich culture within the teaching community (BERA-RSA, 2014). This research-rich culture may also facilitate a better understanding of how to embed the four purposes of the new Curriculum for Wales within teaching practice (Donaldson, 2015). For instance, examining Teacher Y’s next teaching and learning steps reveals how a dialogic approach to teaching can help embed all four of Donaldson’s purposes into one lesson. From the outset, he encourages: the embracing of challenges and thus ambitious and capable learners; teamwork: enterprising, creative contributors; respectful discussion: ethical, informed citizens; and resilience: healthy, confident individuals (Donaldson). It is the latter two of these purposes on which this essay will focus, as the critical incident outlined below will demonstrate that Teacher Y’s dialogic approach truly reinforces their key attributes. 

Before the critical incident takes place, Teacher Y begins the lesson by encouraging Class X to activate their prior knowledge. Thinking back to the challenges they have already completed in recent lessons, he asks the pupils to suggest strategies to avoid ‘panicking’ in the face of new challenges. By acknowledging the daunting nature of these challenges, Teacher Y anticipates and empathises with the uncomfortable emotions pupils may experience when confronted with mathematical problems. He, thus, displays an understanding of the importance of health and wellbeing; an aspect of children’s holistic development that is so important it has been designated its own Area of Learning and Experience (AoLE) within the new Curriculum (Donaldson). Having already brainstormed some key problem-solving strategies together, Teacher Y then asks pupils to come up with three ideas of things they will ‘need to do’ in order to successfully complete a yet-to-be-revealed Maths Challenge. Working in pairs and making sure that ‘no one is left out,’ the children must come up with their own success criteria. As suggested above, this encourages the children to become ambitious, capable learners by setting themselves ‘high standards’ and enterprising, creative contributors by using prior knowledge to create criteria that will help their peers complete the task (Donaldson). After giving the pupils time to discuss their answers in pairs, Teacher Y asks one pupil from three different pairs to share their ideas. The first pupil suggests they must ‘work together as a team,’ and is praised for this answer. The second, Pupil Z, then builds on this idea by stating that they must ‘agree’ on an answer within these teams. It is this answer and Teacher Y’s response that will be the focus of this critical incident case study, as the next teaching and learning steps employed by Teacher Y in response to this answer truly model how pupils may become both ethical, informed citizens and healthy, confident individuals.

Ostensibly, Pupil Z’s answer may appear ideal. It implies an understanding of the need for collaborative effort in finding solutions; a key element of becoming both enterprising, creative contributors and ethical, informed citizen. Accordingly, Teacher Y commends the thought behind the answer. He repeats Pupil Z’s words, verbatim, before stating that he likes her response. However, Teacher Y then seizes an opportunity to address what may potentially be a ‘shared-misconception’ amongst the pupils (English, 2016). He pauses, using gestures and facial expressions to suggest that he is considering Pupil Z’s answer further. He then asks: ‘but what if one person thinks the answer is incorrect?’ By modelling a calm, considered response to the child’s unexpected answer, Teacher Y demonstrates how to deal with conflict of opinion in a composed and fair manner. Such a measured approach is designed to encourage the learner to think more deeply about their own interpretation of teamwork and whether this means always accepting a team member’s answer as correct without considering its merits. However, teacher Y quickly realises that Pupil Z has not understood this further question and so rephrases it, slowly and clearly; stressing certain words in order to reinforce key concepts and using gestures to model the thinking behind this question. ‘If I had an answer which I think is correct and you disagree with me,’ he says, pointing to Pupil Z and then to himself on cue, ‘what would I have to do?’ The child’s response to this probing question cannot, unfortunately, be heard in the video; another possible disadvantage to recorded observations, although speech could equally be missed within a live observation with no opportunity to relisten. Teacher Y’s return, however, can be heard. From his response, it seems Pupil Z has still not quite reached the understanding he had hoped for. Rather than giving up and correcting Pupil Z, he rephrases her words. ‘I’d have to show you it’s right’ he responds, stressing the word ‘you’ so as to emphasise the need to justify reasoning to others in order to create a shared understanding. He then reveals that, in the process of justifying his answers, he may discover he is wrong. This modelling of his own hypothetical fallibility reiterates the need for dialogic discussion in order to discover gaps in our own knowledge and the importance of knowing how to ask for help from others to fill these gaps; another element of becoming healthy, confident individuals. 

However, having earlier noticed a member of staff unexpectedly enter the class to collect some resources, Teacher Y becomes momentarily distracted amidst implementing these next teaching and learning steps. He transitions from talking ‘with’ (English) Pupil Z about the need to justify answers, to addressing the entire class and introducing an idea that may slightly contradict the principles he has worked hard to instil. Walking towards the staff-member whilst speaking to the class, he informs the pupils that if they have ‘different answers,’ they must ‘convince each other’ that they are right.  He then pauses momentarily to quietly acknowledge the guest before continuing his thought process by likening the justification of answers to ‘a little competition.’ Whilst competition may, if used appropriately, help build resilience, in the context of a group discussion it is possible that it will incite a reluctance to share ideas for fear of being wrong. With just this one word, then, Teacher Y risked potentially negating aspects of the four purposes he has so skilfully sought to reinforce. This possible negation of the purposes will be reflected upon in the final evaluation. First, though, it is necessary to consider the meaning of dialogic teaching and how it can be used within the Mathematics and Numeracy AoLE.
 
Andrea English defines dialogic teaching as a way of ‘being with’ learners, that encourages them to become co-creators of their own learning. In a dialogic classroom, every pupil's voice is valued and so each pupil learns to articulate their thoughts without fear of judgement (English). As a result, engagement is increased and deeper, more long-term meaning is learned through oral discussion. This ability to articulate and openly discuss thought-processes helps to reinforce AoLE objectives as well as cross-curricular purposes. In this literature review, the importance of dialogic teaching in mathematics will be considered through three of its main features: the role of discussion, the role of questioning and the role of teacher modelling.  The final evaluation will then go on to consider the importance of, what English terms, the teacher’s ‘capacity for self-critique’ or ‘executive monitoring’ within the dialogic classroom and how this helps reinforce the four purposes (English). 

Mathematical performance in Wales has, according to PISA, improved significantly over the last six years (NFER, 2019). For the first time, Wales is almost in line with the OECD average. However, if we are to avoid witnessing a similar drop as that which occurred between 2006 and 2012, it is essential that teachers continue to follow the Donaldson’s recommendations of good practice, such as regularly reinforcing the cross-curricular relevance of Mathematics and Numeracy skills (Donaldson). Reimagining the teaching of Mathematics so that it stresses its ‘multidimensional’ nature is considered to be vital in unlocking fixed mindsets with regards to mathematics, not just within the UK but throughout the world (Boaler, 2016). In her work with Carol Dweck, Jo Boaler identifies a widespread need for reinventing the teaching of mathematics. Mathematics can cause anxiety and panic, as Teacher Y empathetically reminds Class X at the beginning of his lesson. Children often grow up with a belief that they simply can or cannot do maths and retain a widely held belief that there are only right or wrong answers in Mathematics and no in between (Boaler). This fundamental misunderstanding about the nature of mathematics and numeracy often forms the foundation of lifelong barriers to learning. 

In order to prevent these barriers from being constructed in the first place, it is vital that teachers demonstrate the multitude of transferable skills that mathematics develops, including creative and critical thinking (Boaler) and its ability to help us ‘make sense of the world’ (EEF, 2020). In both the current Numeracy Framework (Department for Education and Skills, 2008) and the Principles of Progression within the Mathematics and Numeracy AoLE (Hwb.gov.wales, 2019), the importance of developing logical and reasoning skills by being able to explain thought-processes is identified as a key sign of progression within mathematics. Similarly, the Education Endowment Fund highlights the importance of activating prior knowledge in order to think more deeply about strategies for problem-solving, instead of simply recalling specific mathematical concepts within limited contexts and struggling to apply this elsewhere (EEF). In this way, if time and care is taken to discuss strategies for problem-solving, rather than skipping straight to the problem itself, the teacher will be able to more easily identify why mistakes are being made, as opposed to simply what mistakes are being made.  Dialogic teaching prioritises exactly this type of discussion, as it promotes the discovery of ‘blind spots’ (English). Blind spots are gaps in our own knowledge that are often only discoverable via oral discussion. A teacher may, of course, correct a pupil’s written answer. They may even correct their workings out. However, this does not let the teacher in on the exact thought process behind errors and so they may not be able to uncover the cause of the child’s misconception. Dialogic discussions encourage learners to think about their own thinking processes and to confidently share them aloud, accepting their own fallibility and understanding that it is sometimes essential to voice misconceptions in order to learn from them (English). 

One particularly useful method of generating this type of ‘dialogic discussion’ is the use of purposeful questioning (Nappi, 2017). In this critical incident, Teacher Y uses probing questions to encourage Pupil Z to explore her answer and the thinking behind it in more depth. As indicated above, it is essential that pupils are given this opportunity to prove how they have come to an answer. Teacher Y recognises that the word ‘agree’ does not necessarily imply an understanding of this need to prove the logic and reasoning behind an answer before reaching an agreement. Without questioning this response further, an invaluable opportunity to address what-could-be a ‘shared misconception’ within the classroom would have been missed (English). That is to say, failure to address misunderstandings through further questioning not only fails to confront barriers that may inhibit an individual learner’s progression but allows similar ‘misunderstandings’ that may be held by other pupils in the room to go unaddressed. 

By appealing to higher levels of cognitive skills (Bloom, 1956) and encouraging what Webb classifies as the ‘strategic thinking and reasoning’ (Webb, 1997), many researchers argue that this type of questioning facilitates more long-learning (Redfield and Rousseau, 1981). The Educational Endowment fund indicates that this type of purposeful questioning, which elicits metacognitive skills, is essential in mathematics (EEF). Questioning, they argue, should prompt discussion about the thinking processes involved in problem-solving.  Dialogic teaching, too, encourages learners to reflect on these thought processes by stressing the importance of oracy in the classroom. It is important to note, however, that it is imperative this type of discussion, though essential, does not detract from or confuse the learning of specific mathematical concepts. (EEF) English, too, acknowledges the importance of the teacher retaining an instructional voice that is not simply permissive in the classroom and, instead, guides dialogic discussion in the direction of specific learning objectives (English). Questioning and its resulting discussions should, therefore, be deliberate and purposeful. 

Both questioning and discussion are invaluable skills that may, the EEF suggests, need to be modelled for pupils so that they increasingly develop confidence in initiating these types of purposeful discussions independently. Understanding how to formulate purposeful questions; how to listen carefully to the thoughts of others; how to consider the merits of differing ideas and how to consider the merits of our own thinking, is a ‘considerable’ skill that can prove challenging, even for adults (EEF). These complex skills are, however, necessary if pupils are to embrace the four purposes (Donaldson). To demonstrate how to value all voices in discussion, the teacher must adopt a way of ‘being with’ the learners that inspires them to become active participants in the world around them by speaking ‘with’ them rather than ‘at’ them.  Like the teacher, all pupils must listen to one another’s questions and answers, showing mutual respect. Teacher Y models how to participate in purposeful discussion by listening intently to Pupil Z’s answers, praising them for their contribution, repeating their response and questioning their answer further to demonstrate that he has fully listened. Most importantly, Teacher Y models leadership in discussion by instilling confidence in challenging unfounded ideas in a respectful manner. When modelling the hypothetical disagreement with Pupil Z, Teacher Y puts himself in the position of the person being challenged. By adopting this position, Teacher Y demonstrates that, even in a position of authority, he too can and indeed should be questioned on any contributions that are not well-founded. This demonstrates to Pupil Z the way in which she should be confident in questioning others on their reasoning as well as the way in which, he, in turn, must accept his responsibility to justify this reasoning. He then models this fallibility further by explaining that, during this process, he may discover he is wrong (English). This reiterates to the children that mistakes are a vital part of the learning process. 

By examining this critical incident through the lens of theoretical, philosophical and research literature (Brookfield), it has become apparent that Teacher Y’s role in creating a dialogic classroom is invaluable in allowing learners to explore and overcome challenges without fear of failure. The perceived positive impact of his use of questioning and dialogic discussion on learner participation correlates with recommended techniques for engaging pupils in mathematics explored above. Though the exact impact of his modelling of metacognitive processes cannot be accurately measured through this short video, the literature examined suggests that modelling thinking processes should be encouraged within the teaching of mathematics. Teacher Y’s next teaching and learning steps, therefore, can be seen as exemplifying good practice within this AoLE. Not only are the skills he imparts directly linked to those outlined in the progression steps (Hwb.gov.wales) but they reflect the change that research is calling (Boaler). Furthermore, Teacher Y’s calm response to unexpected answers demonstrates the importance of monitoring our own contributions, both verbally and non-verbally, within the classroom and always considering their impact on the learner. This capacity for ‘self-critique’ (English) is essential if we are to ensure that our own responses to unexpected moments do not inadvertently create or reinforce barriers to learning. Throughout the incident, Teacher Y appears remarkably aware of every aspect of his interactions, from hand gestures and facial expressions to tone of voice and choice of words. However, it is his momentary lapse in ‘executive monitoring’ (English) that reminds us just how easy it can be to jeopardise our efforts to follow good practice.  

Teacher Y’s fleeting comparison of explaining your logic in pairs to a ‘little competition’ could contradict the very idea of discussion in identifying ‘blind spots’ and developing a shared understanding. It implies that the pairs must compete against one another, in a bid to see who is best at the challenge. As the research literature indicated, teachers of mathematics should aim to dispel the myth that one person may be more gifted at mathematics than another and encourage a growth mindset (Dweck, 2006). Anxiety around mathematics can have devastating and long-lasting impact on learning and should, therefore, be avoided as much as possible (Boaler). A pupil may become so nervous about being exposed as ‘bad’ at mathematics through competition, that they will not risk putting forward any suggestions and thus will never have their thought-processes verified or purposefully questioned. As a result, they may internalise misconceptions about specific mathematic concepts and ill-informed beliefs their own ability within mathematics.  

By considering word ‘competition’ through the learner lens, it becomes apparent that what may have been an ‘off-the-cuff’ comment (Brookfield), may in fact negate ideas which Teacher Y has endeavoured to reinforce. It is easy to see how this kind of comment could easily be made in the moment and such incidents are difficult to avoid entirely. Reflecting on this kind of incident, therefore, allows teachers to become more acutely aware of the nuances in their own responses within the classroom. This means that when unexpected incidents do occur, however small or mundane they may be, the teacher will be more inclined to pause and consider the impact of their reaction, before implementing next teaching and learning steps. 

With Brookfield’s lenses in mind, it is important to note, however, that the hypothesised impact of the word ‘competition’ is,in itself, open to differing interpretations. Brookfield reminds us that we must bear our own ‘cultural and psychological inhibitors’ in mind when evaluating any critical incident (Brookfield). For instance, my own ‘autobiographical lens’ may mean that I associate my remembered anxieties about wrong answers within the classroom with the word ‘competition’ and make assumptions about its impact on all learners. It is, therefore, important to recognise that competition may have a place within an educational setting. Whilst it may deter some children from participating, it may spark interest within others and the engagement of these learners is equally important. Within the context of this particular critical incident, though, its presence does seem to go against the messages articulated by Teacher Y, just moments, before and examined throughout this essay.

In conclusion, the analysis of this dialogic approach to next teaching and learning steps has demonstrated that oracy skills developed through dialogic teaching serve as effective instruments in facilitating deeper learning of mathematical strategies and in the embedding of democratic, respectful values within the classroom (English). The capacity for self-critique within classroom interactions, put forward by English and demonstrated by Teacher Y’s calm, measured response to the critical incident, indicate a need for teachers to monitor their own contributions to discussions in order to model the skills needed to become ethical, informed citizens. Having a voice does not grant anyone unrestricted freedom to speak their mind without consideration of the impact of their words on others (English). All contributions within the classroom should be valued and each one listened to carefully and their merit considered fairly and respectfully so that assumptions and gaps in knowledge are not left unchallenged. By empathising with any concerns Class X may have about revealing their reasoning, Teacher Y is able to reassure the pupils that discovering ‘blind spots’ is a necessary part of overcoming challenges and that, he too, is susceptible to making mistakes. Modelling questioning, listening skills and metacognitive processes ensures that self-esteem within the classroom is not diminished and confidence in participating in discussions is increased in a way that it may not have been had Pupil Z’s initial response been rejected outright. Being comfortable in voicing difficulties is an important attribute of healthy, confident individuals (Donaldson). It not only builds up resilience but teaches children how to seek the support they need in progressing their knowledge. In this way, this essay has found that the transferrable skills taught through dialogic teaching are not only vital for progression within the Mathematics and Numeracy AoLE but serve to reinforce key features of Donaldson’s four purposes.














Appendices
A
Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/10, Year 5


	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).

· Second week in school
· Start of the new academic year
· Coronavirus restrictions – sat in rows, facing front
· Mathematics and Numeracy AoLE
· Intro to new Maths Challenge
· Have had lessons on Maths Challenges in the preceding days
· Straight year 5 class, not mixed age
· Mixed ability
· Teacher is covering for the class’ normal teacher, as they are on leave



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

· Respectful
· Listening
· Engaged
· Eager
· Willing to participate
· Communicative and willing to share ideas
· Some learners seem less enthusiastic at points (middle row)
· These learners are quickly engaged by teacher’s questions 
· All remain quiet and respectful when a new member of staff enters
· No interuptions
· Work well together


	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?

· Powerpoint – clear objectives 
· Get children to think about the purpose themselves – how do we solve problems? 
· Make their own success criteria, in pairs
· Regular reinforcement of objectives – using positive reinforcement of children’s responses
· Introduces idea that a challenge is difficult – emotions
· Asks the children what they are going to do help them deal with those emotions and approach the task successfully
· Reiterates these ideas throughout by repeating the children’s own ideas on what strategies they can put in place
· Boosts self-esteem and reinforce the role children have in facilitating their own learning



	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)? 

· Powerpoint – clear, concise (reduces extraneous load)
· Clipart image of ‘thinking face’ (image relates to the cognitive processes required)
· Regularly relating tasks to previous experiences, prior knowledge and future scenarios
· “You are sat in groups of 4”– gets one group to stand up to demonstrate how they are currently arranged (movement is limited during covid times but this helps)
· Clear examples
· White boards and pens – allows children to make mistakes, experiment
· Clear instructions, pauses after each bit
· ‘there may be more’ answers ‘than you think” – encourages exploration
· Lots of questioning – encourages higher order thinking
· Probes pupils’ understanding of strategies to overcome challenges
· Non verbal communication – gestures and facial expressions – reassuring and reinforce idea of calmness needed to approach challenges



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

· Power point
· Lots of effective questioning at beginning – deepening understanding of cognitive process
· Projects on wall
· Breaking down how to tackle a task, scaffolds learning
· Teacher recognises one pupils’ misconception 
· Uses questioning to help her reach an understanding
· Adapts wording when pupil doesn’t appear to understand


	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)?

· Really effective questioning – getting them to activate prior knowledge when thinking about how to solve problems
· Reinforces the criteria by relating it back to each child’s responses
· Using real examples – homework – can’t tell if written 0 or 6 – changes answer - logical consequences
· Lots of pupils willing to put forward ideas – suggests APK has worked
· Pupils compile a long list of strategies with little prompt other than questioning


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

· Child on left puts hand up but teacher doesn’t see – ‘this side of the room aren’t putting their hands up’
· Humour “we’ll have two more hands up” another girl put hand up – “unlucky [pupil name]” with a smile – not ignoring her, acknowledging her but still sticking to structure of lesson – positive effect? 
· “All should have one – few more hands up” – boy on left reluctantly puts his hand half-way up and puts it back down as soon as someone else is chosen – could look effective but did he actually want to say anything or just for appearance sake?
· Girl who asks about pens at the end? – don’t worry – reassuring
· We have to agree on an answer? – like that but what if I someone has a different answer? Pupil doesn’t understand. What if I have a different answer? Goes on to explain need to justify but likens to competition. 






















B
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/2020, Nursery


	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).

· Two weeks into new academic new year
· Intro to carpet time
· Objective: help children learn to sit on the carpet
· Mixed Ability


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
· Very excitable 
· Intrigued
· Energetic
· Fascinated by objects in their surroundings
· Most get fully involved in dancing
· Those who don’t initially, come round eventually – encouraging, supportive environment
· Many encourage their friends and gravitate towards them as they dance
· Highly enthusiastic teacher


	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?

· “Because in nursery we’re learning to sit on the carpet”
· Use song to help
· Use puppet to explain what they must do

	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)? 

· Tambourine gets instant attention, they instantly move 
· Repetition of instructions (Everybody freeze x2)
· Tone and pitch
· Rhyme and song – instant response
· Teacher models sitting
· Pointing to where toys should be – child follows gestures
· Use of puppet to give instructions
· Gestures + puppet to reiterate actions in song + teacher crosses leg on cue
· Questioning – What does rosie do when happy? children shout out
· HEY! – all join in with key parts in songs “what lovely singing”
· “we forgot to sing our song” c follow gestures and are clearly engaged
· even those who aren’t move a little to the tune, showing they are listening

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

· Use of puppet – “I’m not going to look” encourages all learners to feel more comfortable and less judged
· Looking around the room at each teacher they say ‘bore da’ to – understanding what it means 
· Asking the learners count to 5 with the teacher and challenging them by getting the number wrong and getting them to correct it  
· almost all of them gasp/cover their mouths at wrong number – shocked – bewildered – excited that they know better – you can hear a few say “three” before 15 is mentioned so they’ve clearly learnt
· Prompts such as “Here. We. Go” – children start to finish prompt for teacher - showing they’re activating their prior knowledge
· Mystery and suspense – teacher uses intonation and look of surprise to intrigue children – child at front “what is it” – looks so interested
· I hear music

	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)?

· What does rosie do when happy? - APK
· “what can we sing to wake us up” – Twinkle response – praised – one boy also starts doing an action 
· Seddwych – not everyone answe
· Someone shouts ‘stand up’ – understands
· Even less responsive children seem to react to certain words – feed, thumbs etc.
· “Hey” louder and more full bodied (i.e. more children joining in) as song progresses – shows they’re learning by repetition (rote) 
· “We need to count to...” gesture as prompt but they shout out number 5 without needing the prompt
· Tippy Tappy – children recognise instantly


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· One child reluctant to participate – teacher encourages but still no participation 
· Some children not participating but still seem engaged, why?
· Social groups – moving around to one another
· Girl at the front still standing – TA encourages her to sit down
· Some children are more energetic than others, some follow dance exactly, some do their own
· Boy who turns around and keeps dancing and is praised – sets example for his friends
· One of the boys putting hands on ears
· Child comes up to have a look – intrigued – try to gently stop but he continues -  allowed to look – intrigued – might be good for him to explore? Praised for his intrigue – mesmerised by it – he hadn’t been participating a lot earlier so maybe this would help? 
· He starts doing gesture for twinkle twinkle with a smile –Looks genuienly intrigued. 
· Other boy stands up but is dismissed with ‘bottoms on the floor’ – could this look like a contradiciton after last child was allowed up? – he then gets up again – told bottoms on the floor but presses button. 




























C
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/2020, Year 5


	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).

· Second week back, new academic year
· Objective: to use inference
· LLC AoLE
· Mixed ability


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

· Straight lines – covid
· Respectful – turning to listen to one another, quiet when others speaking 
· Energetic – become increasingly communicative throughout lesson but already very responsive


	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?
· Links to objective reinforced throughout through phrases such as:
· “this leads on to”
· “links in with”
· Today we’re going to be
· Repetition of key words – “justify” “beth wyt ti’n meddwl” “why do you think thatr, what does that tell us, how can we take that inference furhter, what can we infer” “making links” “making connections” whilst introducing new words too
· Use of welsh 


	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)? 

· Time – 30 seconds, 42 seconds, 37 seconds, good way of getting them to practice numeracy plus keeps more interesting and varied
· Pointing to the board
· Engaging images with great stimulus for discussion to practice using inference

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


· Class Dojo – randomise so that same learners are not chosen all the time
· Work displayed around the classroom
· Objectives on the board
· Teacher includes all learners in discussion – asking for opinions of everyone
· Hook – unknown image – ask to brainstorm what they can infer from image
· Fun, humorous – APK allowing all learners to relate to the images
· Then introduces images of books – relevant to the topics being covered 
· Listens intently and repeats responses – helps build confidence
· Probes answers further to encourage further thinking

	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)?
· Activating prior knowledge (he refers directly to it). Asking what they can infer using their own knowledge
· brilliantly uses knowledge from lessons but also they’re own personal knowledge – relevant and authentic 
· Effective questioning
· It’s ok not to know the answer
· “sounds like a stupid question but...” empathetic
· Positive reinforcement
· Short, sharp chunks


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
· Pupil  on her own – does participate later which shows effectiveness of establishing a comfortable class environment but perhaps should have been checked up on/given a partner sooner
· Infer – i like that word.... highlighting specific words and praising
· Pupil  with hand-up out of turn – does come back to –‘ love that you use the word because – it shows you can justify’
· Brilliant positive reinforcement and linking to aims
· Intonation
· Pupil  who gave a lot in one answer – i’ll break it down to help me remember – good example
· Showing how you can keep questioning
· Collaboration – “I like that you said “me and [pupil’s name]”
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/09/2020 Nursery


	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).

· Second week back, new term
· Mixed ability
· Objectives: recall and practice counting backwards and forwards from 0-10
· Identify numbers between


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

Excitable
Loud
Energetic


	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?

· Give them choice
· Using helpers
· Allowing children to be in charge of their own learning 
· Number line 

	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)? 

· “sitting beautifully”
· Getting a helper to help pick the puppet
· Using puppets to help count
· Number line shows visual representation of numbers

	Access and challenge

· Numbers – testing
· What were we learning to do this morning?
· Higher order thinking – “how did you know 2 was missing?”

	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)?

· Correcting shouting out
· “sitting beautifully” 
· Asking them to remember what they were learning
· All put their hands up with regards to what they were learning
· Asking child to remember which box for recycling
· Excited to give answers – shouting out – you can see the genuine excitement on their faces – prior knowledge
· Pretty much all children engage
· Counting backwards
· Asking them to whisper – is that how we whisper? 

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

· Recycling – made use of a child not knowing where to put recycling
· Interrupting
· Children getting up
· Children needing the toilet – do we all need to go now?
· Praise child who initially shouted out but learned to listen and put hand up – gave him the opportunity to speak – praised his knowledge when he carried on with numbers but reminded him to not tell the others yet in a fun manner as he was getting carried away 
· Children watching camera
· “bunny ears” to calm them down when they’re all shouting out answers
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	

· Y5 
· Second week in school
· Start of the new academic year
· Coronavirus restrictions – more like old teaching styles due to sitting at front
· Mathematics and Numeracy AoLE
· Intro to new Maths Challenge but had lessons on Maths Challenges in the preceding days
· APK
· Straight year 5 class, not mixed age
· Mixed ability
· Teacher is covering for the class’ normal teacher, as they are on leave
· Teacher is Deputy Head
· Pupil participation high
· Pupil involved sat at front, answers question – doesn’t seem to understand as quickly as hoped




	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.
	

· Children asked to come up with success criteria
· Three children asked to volunteer answers
· Great way of getting children to APK and feel in control of their learning
· Promotes strategic thinking
· Lots of engagement in a subject that often seems daunting (more research required) – how does teacher encourage this 
· Effective questioning – HO thinking, needed for maths and life
· Discussion, open, honest – teacher empathises and allows his vulnerability to be shown – is this useful in Maths? Appears to be. Growth mindsets? 
· Relates to four purposes – ethical informed, health confident
· Response to unexpected answer – do we have to agree? How do we come to an agreement? – demonstrates how to think carefully about our answers – models thinking through gestures
· Asks what we do if we don’t agree? And rephrases when child doesn’t understand – adapting to meet learner’s needs
· Introduces word ‘competition’ which may negate impact of helpful discussion – look into
· Importance of words
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	
(As above)
· Y5 
· Second week in school
· Start of the new academic year
· Coronavirus restrictions – more like old teaching styles due to sitting at front
· Mathematics and Numeracy AoLE
· Intro to new Maths Challenge but had lessons on Maths Challenges in the preceding days
· APK
· Straight year 5 class, not mixed age
· Mixed ability
· Teacher is covering for the class’ normal teacher, as they are on leave
· Teacher is Deputy Head
· Pupil participation high
· Pupil involved sat at front, answers question – doesn’t seem to understand as quickly as hoped


	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.
	

· Humour in the classroom
· Pupils asked for contributions at start
· Lots of contribution, teacher tries to ask as many as possible – really important as allows pupils to feel involved and in control of learning
· Has to stop asking pupils eventually in order to move on
· “we’ll have two more hands up” 
· another girl put hand up 
· “unlucky [pupil name]” with a smile 
· not ignoring her, acknowledging her but still sticking to structure of lesson – appears to have positive affect? 
· Had he ignored her she may have not felt valued
· However he doesn’t get her to give her answer
· Impact of ignoring children’s desire to input? How to manage too many hands up 
· Use of humour and making yourself approachable 
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	(As Above)
· Y5 
· Second week in school
· Start of the new academic year
· Coronavirus restrictions – more like old teaching styles due to sitting at front
· Mathematics and Numeracy AoLE
· Intro to new Maths Challenge but had lessons on Maths Challenges in the preceding days
· APK
· Straight year 5 class, not mixed age
· Mixed ability
· Teacher is covering for the class’ normal teacher, as they are on leave
· Teacher is Deputy Head
· Pupil participation high
· Pupil involved sat at front, answers question – doesn’t seem to understand as quickly as hoped


	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.
	

· Child on left puts hand up but teacher doesn’t see
·  ‘this side of the room aren’t putting their hands up’
· Missed moments in class – look into risk of feeling ignored or even reprimanded for misunderstood behaviour
· May make child think that they are always going to be considered as the one who doesn’t participate in the teacher’s eyes as even when they contribute they get ignored (not the teacher’s intention but may be consequence)
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

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

	
· Second week back, new academic year
· LLC AoLE
· Mixed ability
· Class sat in rows due to covid
· LLC is a creative AoLE but less room for exploring through creative means with coronavirus restrictions
· Teacher still finds a way
· Use of hook to APK




	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.
	

· Hook at beginning of lesson allows all children to get involved by creating intrigue and suspense, relevant, relatable, authentic – investigate importance of hooks?
· Unseen image of alligator warning sign – not something we see here
· Uses to get children to APK – where would you expect to see this etc
· Get them to work in pairs
· Reinforces self-esteem by referring back to each child’s answers
· One child relates the image to their own experience of going to Florida with family – may see alligators there 
· Relate to Bronfenbrenner – some children will have access to more prior knowledge due to exposure to more experiences 
· But effective questioning means that all children get opportunity to contribute 
· Reveals real location of image and it surprises all pupils
· Use of suspense, intrigue and surprise within classroom?
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