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A critical evaluation and the 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
According to Tripp, a ‘critical incident’ is an event that is deemed significant based on an observer’s interpretation (2012); for only when it is investigated through a certain lens, does it become critical. This idea forms the basis of this investigative assignment, as it will explore a case study that was observed within a classroom. Using a ‘critical incident’ as the foundation of reflective practice is valuable because it was observed in a recent, authentic school context, making it current and therefore, relevant. Through the critical evaluation of this event, followed by a review of literature surrounding the presented themes, next teaching and learning steps for effective professional practice will be identified, with relation to the Welsh Government’s Professional Standards for Teaching (2019). The process highlighted in this assignment is inspired by David Kolb’s (2015) ‘Learning Cycle’ for reflective practice, as it particularly promotes following up real experiences with a confirmation of ideas and a transformation of knowledge, which can then be taken back into professional practice.
The primary focus will be on research surrounding behavioural management theories, specifically positive and negative reinforcement. It will also explore the relationship between behaviour and a child’s basic human needs, with reference to Glasser’s theory of Reality Therapy. Not only are these areas surrounded by a wealth of research, but they are still relevant in the classroom today, and therefore are important for a teacher’s personal development of behavioural management techniques.
THE ROLE OF CRITICAL REFLECTION
Critical reflection holds high significance for a teacher’s professional development and is deemed essential to teaching practice (Tripp, 2012). This is especially evident following the recent curriculum reform in Wales, which itself was the result of a large-scale critical reflection of teaching and learning. It was evident that the curriculum required change to help keep up with the constantly changing and diverse demands of modern society, and is now putting learners at the heart of education more than ever before. This broader, less-structured curriculum allows teachers more freedom to adapt their methods and lessons around their students, which in turn requires constant reflection and research if both children and their teachers are to benefit and fulfil the Welsh Government’s Professional Standards for Teaching (2019) and Donaldson’s Four Purposes, as heralded in the Successful Futures document (2015).
Critical reflection is described as a vital process for the professional teacher as it provides space for evaluation and development of teaching practice. Society and education are constantly evolving, so this process is key to staying up to date. Some teachers can fall into habits and their teaching can become stagnant, therefore critical reflection inspires change and avoids complacency. For those teachers who strive for excellent practice, reflection allows for a self-awareness and in turn there is capacity to grow (Bassot, 2016). A key element of the Welsh Government’s Professional Standards for Teaching (2019) is the ‘professional learning’ requirement. The excellent teacher that exceeds expectations should demonstrate an ability to research and understand the theories relating to teaching and learning, and are required to examine the implications of practice. This links closely with the process of critical reflection. 
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Description automatically generated]The process of reflective thinking can be summarised as experiencing something, reflecting on it, learning from it, and then acting on it. Influential pioneer, David Kolb (2015), expressed the necessity of reflective practice for learning and development. It is a teacher’s duty to deliver the most contemporary, successful methods to young people, just as a doctor would use the most recent, reliable techniques to diagnose and treat a patient. Inspired by John Dewey’s (1934, cited by Kolb, 2015) model of learning, Kolb reinforces that every experience has the potential for movement and progress.Figure 1. Kolb’s Learning Cycle (2015, p.113)


Kolb’s ‘Learning Cycle’ (see Figure 1) consists of four stages; a ‘concrete experience’, followed by a ‘reflective observation’, leading to ‘abstract conceptualisation’ and finally, ‘active experimentation’. 
Kolb goes on to explain that just internalising an experience is not enough for learning, there must be some active transformation as a result. In order for the experience to be reflective and therefore developmental, one must both grasp it and transform the knowledge; one action cannot exist without the other if it is to fulfil its purpose (2015). Furthermore, after actively experimenting with what was learnt from the process, the teacher can reflect on that progress and so the cycle can begin again. This makes it an ideal model for reflective practice within the classroom because the stages are clear and concise, with opportunity for endless cycles of development.
Brookfield (2015) claims that we make assumptions when we approach critical reflection, based on our own personal experiences, knowledge and bias. Therefore, practitioners should actively seek to view the incident from as many different perspectives as possible, as it allows a better position for analysis. Brookfield suggests that there are four lenses in which teachers can engage with. By using a range of theoretical literature, teamed with a teacher’s own experiences, as well as looking at the students’ and fellow colleagues’ perspectives, a broader, unbiased conclusion can be reached.
OBSERVATION
All names of schools, teachers and pupils will remain anonymous as per the BERA guidelines which state that “the confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research.” (2018) 
An observation took place within a large English-medium primary school part of the Vale of Glamorgan local authority. There are approximately 471 pupils aged 3-11 enrolled at the school with two classes per year group. Approximately 31% of pupils are recognised as having Additional Learning Needs (ALN), which is 10% higher than the national average. There is a strong support system for those with ALN, with effective plans in place for each pupil, and their progress is extensively monitored. The school are reported to be 17% above the national average for Free School Meals, placing them in an area of high deprivation. The school is described as a “pioneer school”, working closely with the Welsh Government with regards to the new Curriculum for Wales 2022 (Estyn, 2017). 
The chosen case study was observed within a Year 3 classroom with children aged 7-8, and took place at the start of the first lesson following lunch and play time, where the energy of the room was notably higher. The key exchange happened between a teacher and two pupils: they will be named Child A and Child B for anonymity.  
CRITICAL INCIDENT
Bassot (2016) reminds practitioners that “incidents may not always be critical in the literal sense if the word” (p.57) but by seeking opportunity for evaluation and a deeper understanding, the typical incident then becomes ‘critical’.
The children entered the classroom after lunch and play time, and were prompted by the class teacher to gather in different areas of the classroom depending on their group. Majority of the children knew where they were supposed to be; it was evident that this had been explained prior to their break. It was confirmed by the class teacher that this was a continuation of a carousel style lesson where children complete a range of activities on a rotation throughout the day. Each task was already set up in different areas of the classroom, with a range of resources visible.
As prompted, a small group of children sat on the carpet at the front of the class as the teacher explained their next activity. During the explanation, the teacher showed examples of the expected work from pupils who had completed the activity earlier on in the day. The majority of the pupils within the group were facing the teacher, but Child A was towards the back of the group, lying down on his back, rolling around and moving positions quite regularly. The ‘incident’ then occurred; the teacher noticed Child A’s behaviour, but instead of using negative reinforcement towards him, which is perhaps the natural response, the teacher complimented Child B using positive language such as, “you are sitting so beautifully” as he was facing forward and sitting still with his legs crossed. Immediately, Child A corrected his sitting and sat like Child B for the remainder of the instructions. 
Later in the lesson once the pupils were engaged in their tasks, Child A was sat on a wobble stool, at a table with four others. The intention of these stools is to allow active sitting, especially for children who work better if their bodies are moving. The teacher then briefly left the classroom to check on a group using the corridor to work, and Child A began to spin on the stool, lying down on his stomach. As soon as he noticed the teacher begin to enter the classroom again, he immediately adjusted himself, and sat up straight on the chair. The teacher then complimented him on his sitting, and he continued to sit nicely on the wobble stool for the remainder of the observation. It is evident here that the previous interaction between the teacher and Child B had encouraged Child A to alter his behaviour, in order to get the same positive recognition from the teacher. From the positive reinforcement towards his peer, Child A recognised the next learning steps he needed to take in order to improve. By promoting good behaviour in the classroom, the teacher is aiming to create “ethical, informed citizens who understand and consider the impact of their actions when making choices and acting”, as recommended by Donaldson as one of the four purposes of the Curriculum for Wales (2015).
On reflection of this incident, the teacher’s choice of positive reinforcement instead of negative reinforcement is interesting, as well as the child’s behaviour being a way to gain attention. These areas of significance are opportunity for further research, therefore making this a critical incident.
POSITIVE REINFORCEMENT
Described as a leading behavioural theorist and a highly influential psychologist of the 20th century, B.F. Skinner introduced the term Operant Conditioning, which describes behavioural changes as a result of a reinforcing stimulus (O’Donohue and Ferguson, 2001). Skinner describes a ‘reinforcing stimulus’ as something that has the capability to influence change (1938). This could be a negative reinforcement, such as ‘telling off’ a child or giving them a detention for bad behaviour, or it could be a positive reinforcement, such as verbal praise, encouragement or a physical reward. According to Cooper, Heron and Howard, these strategies should be introduced immediately after the behaviour takes place in order to produce the best results (2007). The immediate response helps the person whose behaviour is being reinforced to associate their actions with the stimulus. 
Although some people choose to use negative reinforcement as a way of disciplining a child, Skinner did not see it as an effective tool for behaviour management (Aubrey and Riley, 2018). Instead, Skinner’s preference lies with positive reinforcement because he believes it results in “fewer objectionable by-products” (1953, p.192) such as a continuation of the inappropriate behaviour in order to carry on receiving any sort of attention, including negative attention (Cipani, 1995). It is reported that Skinner believed that reinforcement was more valuable than punishment. When experimenting on animals, he found that punishment would lead to them exhibiting negative emotions such as anxiety and distress, or they would try to escape. Alternately, when organisms were faced with reinforcement, he discovered that they would show positive or sometimes neutral emotions instead. Rather than temporarily stopping the behaviour through punishment, reinforcement builds a ‘behaviour repertoire’ which is longer lasting (O’Donohue and Ferguson, 2001).
Furthermore, children who encounter more positive reinforcement have a different outlook on life and increased motivation, in comparison to those who frequently encounter negative reinforcement (Sidman, 1989). As per the new Curriculum for Wales (2015), there is a higher focus on mental health and well-being than ever before, so it could be said that teachers should be aware that punishment or repeated negative reinforcement towards a child could be detrimental to their mental health and could affect them in the future.
Hardy and McLeod believe that people develop various transferable skills and behaviours learnt from their childhood encounters with positive reinforcement, which they can apply to different contexts (2020). This demonstrates that positive reinforcement has an important place in the classroom for guiding children into becoming ethical, informed citizens and valued members of society, fulfilling some of Donaldson’s Four Purposes (2015).
Examples of positive reinforcement in the classroom include verbal praise after a child exhibits good behaviour or hard work, as well as physical rewards, commonly in the form of star charts, stickers, choices and prizes. Cowley promotes the act of rewarding students when they achieve targets, and she encourages singling out well-behaved students by using positive verbal praise. By stressing the positives as a way of reacting to misbehaviour, it creates a positive classroom environment that does not accuse or criticize students (2010). This approach is more likely to create a calm, controlled and inviting learning space which will encourage students to learn and achieve, as well as better their mental health and self-esteem.
However, Skinner challenges his own theory by questioning if behaviour that has resulted from positive reinforcement could have delayed side effects (1971). This is explored by Cameron, Banko and Pierce (2001) who investigate the negative impact on using positive reinforcement through comparison of a variety of evidence in their article within The Behaviour Analyst. Their findings suggest that a child can begin to associate their behaviour with a reward, even if it began as a natural motivation. Cameron and Pierce (1994) explain that whilst reinforcement is promoted as a technique for increasing good behaviour, it could have the opposite effect, especially when paired with reward incentives. These incentives promote good behaviour for the sake of a reward, rather than instilling a genuine motivation to behave well, and so when the reward system inevitably stops, so will the good behaviour.
Although this research suggests that reinforcement is not always deemed a successful method for behaviour management, Scott (2017) would argue that reinforcement, if delivered correctly, is not wasted because it needs to exist in order to have longer term effects. He uses the example that when children learn to read, they are often supported through positive verbal reinforcers, in turn they become more confident and fluent until they are in complete confidence in their own reading ability, and the act of reading itself is a natural reinforcer when the external reinforcer is taken away from the equation. He goes on to explain that adults do not rely on feedback for a task such as reading, but they would never have got to that point if not for the reinforcement as a child, because they would never have learnt if what they were doing was right or wrong.
This leads on to Vygotsky’s (1978) notion of the ‘more knowledgeable other’, which impacts both learning and behaviour management. At a young age, children may not be able to distinguish between positive and negative ways to satisfy their natural human needs, such as the need for attention. For a young child, attention is just attention, so this need is satisfied even when they receive negative attention. Therefore, they need a reinforcer, such as a parent or teacher, to help them decipher and ultimately learn what is and is not acceptable behaviour. Scott supports this by explaining that “positive reinforcement simply requires that the teacher provide any type of feedback that indicates the student is correct…[and] to encourage the student to continue.” (2017) For some children, this could be a smile or nod of the head, for others it would be more effective if it was lengthy verbal encouragement. In an ideal scenario, there will come a point when the child no longer needs feedback as they have developed enough self-esteem to believe in their own ability, fulfilling Donaldson’s purpose of becoming “healthy, confident individuals” who have secure values, are able to form positive relationships and are as independent as possible in everyday life (2015).
All teachers hope for good behaviour in their classroom in order to maintain control and allow for as much focus and engagement as possible. However, according to Aubrey and Riley, the teacher has the responsibility to communicate what behaviour is expected in the classroom (2018). Children are not always aware as to what is acceptable; this could be due to lack of reinforcement at home or just that they are still learning what it means to behave well. Aubrey and Riley go on to state that setting out this common understanding between the teacher and the students is important because “it is far more effective to reinforce the acceptable behaviour than correct any misdemeanours once they have occurred.” (2018)
From experience, some effective strategies include discussing classroom rules as a whole class at the start of the year; allowing students to contribute ideas helps them feel in control and they are held more accountable if they do break the rules they agreed on. For younger children, counting down from five and giving children the chance to make a ‘good choice’ is highly successful, but there must always be a consequence if the teacher is to reach number one, if not, the child will know they can test this boundary again. Furthermore, the teacher needs to be clear and consistent with reinforcement, so the children know what to expect. Children and young people appreciate when adults are fair. Cowley (2018) observes that when hard work or good behaviour is consistently rewarded, this can encourage other students to also work hard and behave well, learning from their peers, especially if they do not have the intrinsic motivation or understanding. 
REALITY THERAPY AND CHOICE THEORY
Reality Therapy is a term and counselling method founded by William Glasser in 1965. It is closely related to Choice Theory, another of his methods, which he believed should be taught not only to his counselling clients, but to students in schools too (Lennon, 2000). The main idea of Choice Theory is summarised as the five basic needs humans are genetically wired to fulfil. These are survival, love or belonging, power or control, freedom or independence, and fun or enjoyment (Wubbolding, 2015). Glasser suggests that these needs are just as powerful as the human need for food, water and shelter. He goes on to discuss how pleasure and feeling good is a biological response to needs being satisfied, and when those needs are not satisfied, there is a biological response linked with feelings of pain. In regard to a school situation, if the four basic needs are not satisfied in a child, the chances of poor performance and poor attendance will increase (1997). 
Glasser explains that the human brain generates behaviour that will lead to satisfaction of one of the five needs. Behaviour therefore always has a purpose, even if subconscious, as people attempt to shape the world they live in through their actions (Carlson and Englar-Carlson, 2013). This supports the idea that children may behave in a certain way within the classroom to satisfy the different needs, such as their need for love or belonging, by gaining attention from their teacher or classmates. 
In a classroom situation, the teacher acts as a therapist using Reality Therapy as their counselling technique as a tool for behaviour management. According to Wubbolding’s Cycle of Counselling diagram, based on the work of Glasser, the teacher should remain free of judgement and aim to change the situation from a positive to a negative. This can be done through a number of techniques including increasing choices, discussing problems partnered with solutions, and doing the unexpected by redirecting the situation (2015). These methods create positive relationships between student and teacher, and situations are seen as an opportunity for change and growth, which in turn decreases the poor behaviour. 
REFLECTION
My choice of reflective practice is closely related to Kolb’s (2015) ‘Learning Cycle’ model. My ‘concrete experience’ was entering a classroom with an open mind and observing incidents that naturally occurred. The ‘reflective observation’ step was through reflection of an incident that sparked interest, highlighting areas of possible exploration, and investigating the surface of these ideas through personal experience and existing knowledge. I approached ‘abstract conceptualisation’ through reading and research, analysing the experience and making sense of it. The ‘active experimentation’ stage will take place when I am able to use what I have concluded in practice during my school placements. I may wish then to start the process again when I observe further critical incidents in the classroom. 
Although there are some apposing arguments, there is an overwhelming support for positive reinforcement throughout my research, and it has remained a leading behaviour management tool through many years of theoretical evaluation, from Skinner in the 20th century, to more recent studies from 2017 to present, proving that it is not only a tried and tested technique, but it is still widely supported by theorists and practitioners alike as a long-standing method. I will take this evidence into the classroom and aim to use more positive language around the students and celebrate students’ successes, which in turn will help other students learn about appropriate behaviour, without being belittled or punished for their mistakes and actions. This will also create a more welcoming environment for students, and as a result, success rates are likely to be higher. 
However, it is important for me to recognise an alternative perspective and evaluate some issues that can arise from the use of positive reinforcement. By relating my chosen critical incident (Appendix 1) to the research, I could argue that Child A perhaps only behaved well because he knew he would receive verbal praise, based on what he witnessed between the teacher and Child B. The teacher’s choice to change the situation from positive to negative was a successful short-term strategy in this case study, but some would argue that if this reinforcing factor is not present in the future, there will be no motivation for Child A to exhibit good behaviour (Deci, 1971); especially considering the child continued to misbehave until he was in view of the teacher, all the while distracting his fellow classmates. Furthermore, for long term results, I would be interested in helping children, like Child A, see the results of good behaviour in the classroom, or the effects of their bad behaviour on others, to encourage them to develop an intrinsic motivation to behave well, rather than rely on reinforcement. This type of influence over learners is encouraged within the Professional Standards for Teaching (2019), as a teacher should have an “awareness of the importance of encouraging learners’ reflection and evaluation around behaviours”; hence, I would like to explore this further as a personal next learning step, and find any research or advice that I could use in the classroom to help children to understand consequences of both good and bad behaviour. However, I understand that this is a timely challenge and so it would need to be planned and executed over an extended period of time.
From the research surrounding Glasser’s theories of Reality Therapy and Choice Theory, I now have a deeper understanding that behaviour is not coincidental; there is always a reason for a child to behave a certain way. This is often linked to their lack of knowledge on how to fulfil the five needs in a positive way. By aiming to create an environment where all of the five needs are met, without children having to fight to fulfil them through their behaviour, it is bound to have a positive effect on them and their learning. It is important for teachers to be empathetic and open minded, without jumping to conclusions, labelling children, or just accepting their bad behaviours. It is also worth noting that the new curriculum for Wales promotes a more child-lead approach, allowing children to have more power and control over their learning, satisfying another of Glasser’s proposed human needs, proving that through correct planning, organisation and execution, all children’s needs can be met.
CONCLUSION 
To conclude, research suggests that stressing the positives in a situation creates a more nurturing classroom environment that doesn’t overly criticize students. Modelling good behaviour and using well-behaved children as examples helps other children to analyse their own behaviour, hopefully developing an intrinsic motivation to behave well as they go through life. A teacher’s approach to behaviour should be consistent, so children have a clear understanding of how their behaviours will be recognised. Whilst reinforcement is clearly a successful strategy, it is important to note that relying too much on rewards can have negative side effects, and so it is also important to teach children why they should behave well.
Personal understanding of acceptable behaviour will be invaluable to children as they go through school and into adulthood. However, it should be recognised that one strategy will not be successful with every child, and so it is the teacher’s responsibility to adapt strategies according to individual children and different classes. Some children may require a consistent approach, and others may need a different approach depending on the day. This means that teachers need to be aware, flexible, and open-minded in order to give every child the support they need.  
Furthermore, reflective practice is a vital process if teachers are to create the best learning environments and opportunities for children. Having control over behaviour in the classroom is integral to everyone’s success, and the work done with children at a young age will make a life-long impact, including encouraging high self-esteem, good mental health, and better behaviour at home. The excellent teacher who exceeds expectations “clearly demonstrates the effective establishment and on-going management of the learning environment, in promoting positive learning habits and behaviours that meet the four purposes and are understood by learners.” (Welsh Government, 2019)
Tripp’s ‘critical incident’ idea is a solid foundation for reflective practice as it allows practitioners to analyse incidents within the school environment from a wide range of perspectives to inform professional development. Following Kolb’s (2015) reflective method is a clear and concise way of critically evaluating and identifying next teaching and learning steps based on a case study, and will allow teachers to continue this process as they develop their professional practice throughout their career.
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APPENDICES
Appendix 1
Observation Record 1
	Date and time, year group: 

· After Lunch
· Wednesday 22nd September
· Year 3


	Where and When: 

· Year 3 classroom
· After the children had come in from lunch and play time.
· Half the class were gathered on the carpet in front of the teacher ready for her to explain the next activity.
· Two children were part of the observation: CHILD A and CHILD B, for confidentiality. 


	What happened: 

· Small group of children sitting on the carpet, majority facing the board, two chatting quietly and CHILD A lying down on his back, rolling around and moving positions quite regularly.
· The teacher clocked him and complimented CHILD B, who was sitting well, facing forward with his legs crossed, by saying “Wow, well done [name], you are sitting so beautifully.”
· CHILD A then corrected his sitting and sat nicely for the remainder of the instructions. 
· Later in the lesson, CHILD A was sat on a wobble stool, at a table with four others.
· The teacher briefly left the classroom to check on a group using the corridor to work, and CHILD A began to spin on the stool, lying down on it on his stomach.
· The teacher re-entered the classroom and CHILD A immediately adjusted himself and sat up straight on the chair.
· The teacher then complimented him on his sitting, and he continued to sit nicely on the wobble stool for the remainder of the observation. 


	Areas of possible exploration:

· B.F. Skinner’s theory of Operant Conditioning, which promotes the idea of reinforcement as a way to increase or decrease a certain behaviour. In this case, the positive reinforcement towards one child, increased the good behaviour of another child in order to receive the same attention and praise. Perhaps negative reinforcement towards CHILD A would’ve been counterproductive in this situation, as he would’ve got attention straight away. 
· Glasser’s behaviour theory of Reality Therapy, as the child’s behaviour was motivated by the need for love and attention. This was achieved through the teacher’s compliment when she returned to the classroom, without having used negative reinforcement earlier on. Although he still misbehaved initially whilst the teacher was out of the room, he adjusted his behaviour in front of the teacher, which is a positive step in the right direction. CHILD A craved attention, so it was better to have achieved that goal through positive language instead of negative, as this made him regulate his own behaviour, which has a longer lasting effect. 
· As per the QTS Professional Teaching Standards, this observation could be linked with the Pedagogical theory of Influencing Learners through Reflection of Learning; “the teacher demonstrates awareness of the importance of encouraging learners’ reflection and evaluation around behaviours.”
· Peer modelling – how are children influenced by the behaviour and reinforcement of their classmates? Is using ‘good’ children as examples an effective way to promote better behaviour or work from their peers?
· Research surrounding ALN and the challenges of ‘sitting nicely’ can also be explored.


	Notes: 

The observation took place after lunch, and the environment was particularly busy with everyone immediately working on different activities without a chance to come together and settle beforehand. This could have influenced CHILD A’s behaviour on the carpet. 
























Appendix 2
Observation Record 2
	Date and time, year group:

· Mid-morning
· Wednesday 22nd September
· Year 5


	Where and When: 

· Year 5 classroom.
· Majority of the class were working on addition in a maths lesson.
· They were sitting where the wanted to within the classroom. 
· Two children were part of the observation: CHILD A and CHILD B, for confidentiality. 


	What happened: 

· The teacher reminded the class how to use the column method to add together larger numbers.
· Teaching element was brief, as they were recapping previous knowledge.
· CHILD A was withdrawn from the lesson, not engaging with the teacher’s examples on the board. His head was down, and he was playing with a pencil.
· CHILD B, who was sat next to him and seemed to be his friend, was very engaged in the lesson, answering the questions the teacher asked and contributing answers to be written on the board. 
· The teacher then showed three different maths activities on the board, increasing in difficulty from left to right, Level 1 being the easiest and Level 3 being the most difficult.
· The teacher then explained that the children could choose what level they are most comfortable with to complete.
· CHILD A looked up and seemed to be more interested in the lesson at this point.
· I observed that he started working at Level 1, whilst CHILD B immediately started Level 3. 
· After a short period of time, the teacher checked CHILD A’s work and positively complimented him on his “excellent work” and “correct answers.” He then encouraged CHILD A to try Level 2, as he had done so well with Level 1. The child was eager to try, as he had clearly surprised himself with his ability to complete Level 1 so easily. 



	Areas of possible exploration: 

· Children weren’t based in ability orientated groups, so they are not categorised and therefore expected to work at a certain level.
· Linked to Vygotsky, who believed that children should achieve things at their own pace and work towards the next stage, rather than base their learning goals on age. 
· Vygotsky’s theory that children actively shape their own learning. Are they more likely to engage in the task if there has been some element of choice? Having a difficulty progression allows room for teachers to then encourage students to try the next level challenge, if they have been successful in the challenge they chose for themselves.
· Glasser’s theory of Reality Therapy; children are motivated by their need for power and freedom, which by having control of what activity they complete, they may be more likely to engage with it.
· Holt’s Humanist approach links with this incident because by choosing the level they are comfortable with, there is less fear of failing and therefore they are more likely to engage and succeed. 
· The idea that children may be categorised as ‘weak’ at maths, but actually one particular topic such as addition, they may find easier to understand, and can therefore work at a higher level depending on how confident they are feeling. Do the pressures of expectations interfere with the child’s motivations and progression?
· As per the QTS Professional Teaching Standards, this observation could be linked with the Pedagogical theories of Advancing Learning through Learners Leading Learning; “the teacher demonstrates an awareness of the importance of encouraging learners to reflect upon their own learning”, and Sustained Effort and Resilience in Learners, “the teacher promotes and secures learners’ self-motivation and self-direction in their learning.”


	Notes: 

They were not placed in groups depending on ability, which is quite common practice in many schools. By choosing their own level, they could be discreet if they wanted to, without being potentially embarrassed if the teacher selected an easier level for one child and a more difficult level for his friend. They could still sit by a friend but work at their own level. Perhaps if CHILD A had no choice and was given a harder level to complete initially, he may not have succeeded and moved to the next level.



















Appendix 3
Observation Record 3
	Date and time, year group:

· First thing in the morning
· Thursday 22nd September
· Year 4


	Where and When: 

· The children came into the Year 4 classroom throughout the course of the morning, as and when they arrived at school.
· Once greeted by the class teacher, they were allowed to choose between three activities set up in the classroom: colouring a bookmark, reading or finishing an activity from the previous day.
· Most children selected an activity, whilst some of the more challenging children wandered around the classroom or went with the class LSA.


	What happened: 

· As more children entered the classroom, the noise level increased as they were working on their activities.
· When it was time to gather the children on the carpet to explain the morning’s activity, the teacher performed a clap sequence. Majority of the children instantly stopped what they were doing and repeated the clap sequence.
· Two boys immediately proceeded to talk, so the teacher asked them “what do we do when I clap?” to which one boy answered, “we be quiet and stop what we are doing.” She responded with a “well done” and went on to address the whole class by asking them to, “please tidy up what you are doing and come and sit on the carpet.”
· The children began to tidy up their activities, some taking their books and bookmarks to their bags ready to take home later in the day.
· The noise level increased again, and as more children made their way to the carpet, the teacher performed a clap sequence again, with the children repeating after her. She continued to do this until all children were at the carpet and repeating the clap sequences, which got harder as she went along.
· Although some of the children were struggling to keep up with the clapping, it made them smile or laugh, but they were very engaged and focused on what the teacher was doing.
· She had their full attention, which meant she could easily transition into explaining the first activity of the day.


	Areas of possible exploration: 

· Which element of behaviour management she used to control the noise and attention levels in the class. 
· Pavlov’s theory of Classical Conditioning as it involved the children associating the teacher clapping with them stopping, being quiet and copying. 
· Use of fun and interactivity in the classroom.
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the result. These elementary forms of knowledge, as will be shown in later
chapters, become the building blocks for developmentally higher levels of
knowing.
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