A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or group of learners, based on an observed critical incident
Introduction
According to Manas (2020), childhood development is a holistic process that encompasses the domains of cognitive, linguistic, physical, and emotional health. Furthermore, it is key to shaping the trajectory of a child’s life, acting as a foundation for the creation of a sustainable and prosperous society. To improve the social, cultural, economic, and environmental well-being of Wales, the Well-being and Future Generations (Wales) Act 2015 legislatively introduced seven well-being goals. To support its implementation, ‘Education in Wales: Our national mission, Action plan 2017-21' was introduced as a strategy to reduce inequalities. Within the plan, lifelong learning was identified as a strategy to improving children’s health and well-being. Key to this notion, was a successful educational system that focused on the production of a high-quality educational workforce, to raise standards in schools, and reduce attainment deficit. To complement the plan, a new transformative curriculum is scheduled for implementation in September 2022 (Welsh Government, 2017).
The Curriculum for Wales encompasses four key purposes to ensure schools become committed, inclusive environments that promote well-being and equality. In addition, the curriculum aims to create capable, ambitious learners who are ready to engage in work and life. According to the Welsh Government (2017), the development of an excellent teaching profession is key to achieving this notion. In conjunction with the new curriculum, teachers will engage in learning experiences that provide opportunities to enhance their teaching practices utilising reflection. The utilisation of critical incidences appears to be key in achieving this notion (Bruster and Peterson, 2013).
According to Tripp (2012) a critical incidence refers to the judgements individuals make, following analysis of an incident. Such incidences are commonly identified as occurrences that are not perceived as obvious or dramatic. However, upon further analysis of the occurrence, the incident becomes critical as it identifies fundamental structures, motives and trends that occur during our professional practice as teachers. Furthermore, teachers identify incidences as critical, following a period of documentation and reflection, enabling them to recall upon it for future reference as part of their own learning (Farrell and Richards, 2010). In accordance with Tripp’s critical incident analysis, this assignment will focus on the reflection of a singular incidence following a two-day bridging activity. Adopting this approach, will provide an opportunity to analyse the incident in greater depth, to develop an understanding on its position in the wider context.
The role of critical reflection
Educators can improve their teaching practice experiences, by engaging in processes that provide opportunities for reflective practice (Wrenn and Wrenn, 2009). In addition, reflection promotes professional development amongst teachers, providing opportunities to expand their professional knowledge (Shandomo, 2010). Within the Curriculum for Wales, teachers are actively encouraged to reflect upon their teaching practices, in a bid to improve children’s education (Welsh Government, 2017). Historically, John Dewey advocated reflection as a critical element of learning from experiences.
According to Dewey (1933), learning from experiences is key to reflection as educators become equipped with the experience of foresight, enabling them to re-direct their future actions. Furthermore, reflection can be utilised to transform an experience into a meaningful theory, that is postulated in experience and informed via available research. Subsequently, reflection is perceived as an iterative process in which the teacher links practice to theory and theory to practice (Rodgers, 2002). According to Dewey (1933), reflection enables teachers to act with purpose and intent, rather than fortuitously. David Kolb continued to build upon the work of Dewey, identifying reflective teaching as a salient point of experiential learning. 
According to Miettinen (2000), Kolb’s theory of experiential learning provides opportunities for learners to reflect upon their experiences, following engagement with the environment. According to Akella (2010) this process provides a foundation for action and evaluation. Subsequently, reflection is perceived as a cyclical process, in which its characteristics provide a foundation for dynamic teacher action (Pollard, 2019). In accordance with Kolb’s theory, teachers are consciously made aware of their strengths and weakness. Subsequently, they improve their existing teaching practices following extrapolation of information (Turesky and Wood, 2010). However, Kolb’s theory has been critiqued by fellow educators as there appears to be a lack of empirical evidence to support its pedagogical impact (Coffield et al., 2014). 
Continuing to build upon the work of Dewey, David Schön recognised the significant role of the teacher’s knowledge and experience, within the reflective practice process (Waks, 2001). According to Schön, reflection enables teachers to engage in processes of incessant learning, leading to improvements in their teaching practices. In addition, engaging in processes associated with reflective practice enables teachers to reflect on what they are doing, as and when it occurs (Ghaye, 2011). Schön referred to this concept as knowledge-in-action (Schön, 1983). However, Schön has been critiqued for adopting this approach with many educators suggesting there is no time to make effective judgements (Eraut, 1995). 
However, following a review of initial teacher training programmes in Wales, reflective practice was identified as a key component to improving the quality of the teaching profession. Subsequently, teachers are encouraged to partake in active research via reflective practices, to improve their teaching practice and professional development (Tabberer, 2013). In support of this notion, the Welsh Government identified reflection as a key strategy to support its five professional standards for teaching and leadership (Welsh Government, 2019). According to Rodgers (2002), a reflective teacher would analyse the impact of their actions to deliver meaningful lessons that promote growth amongst pupils.
Observation: School & Class Context
In accordance with BERA guidelines (BERA, 2018), anonymity will be applied throughout this assignment to ensure confidentiality of the participants’ data in relation to the school setting, staff, and observation of pupils.
School X is an English medium valley school, with approximately 220 pupils on roll, between the ages of 3 and 11. Free school meal eligibility stands at 44%, which is significantly high when compared to the national average of 19%. In addition, 42% of the pupils have been identified as children with additional learning needs (ALN). Within the context of the school, there are six single-age classes and one mixed-age nursery and reception class. In addition, the school has provision for a hearing impairment resource base where staff provide specialist support for children with hearing impairment difficulties (Estyn, 2017). To meet the needs of children with ALN, the school are in accordance with the statutory requirements of The Additional Learning Needs Code for Wales 2021 (1Welsh Government, 2021). 
For the basis of this assignment, all observations were undertaken within the nursery and reception class of the school. Classroom dynamics identified fifteen reception age children, and fifteen nursery age children. To complement the class, there is one full-time teacher, three Learning Support Officers and one Hearing Impairment Officer. Aesthetically, the indoor classroom area is segregated into Areas of Learning, which upon observation appeared to be topic linked, providing opportunities areas for enhanced learning, free play, and creative role play. To assist with the implementation of the Curriculum for Wales, there is direct access to an outdoor classroom area.
Incident Linked to Donaldson’s Four Purposes
Following lunch, the children returned to the indoor classroom area and sat on a mat. The children initially appeared fussy and unsettled, showing no regard for the Cover Supervisor who was trying to complete the afternoon register. To engage them, the Cover Supervisor played a short video on the topic theme ‘Walking with Dinosaurs.’ During the video, the children were quiet and attentive, absorbing the delights of the animations on screen. At the end of the video, the Cover Supervisor investigated the children’s knowledge and understanding via the utilisation of teacher-facilitated questions. In response, some children sat quietly with their hands up whilst others shouted out. To signal to the children that they needed to be back on task, the Cover Supervisor put her finger to her lips signalling a request for silence, to which the children actively responded.
From the mat, the Cover Supervisor announced to the class that they were to partake in a ten-minute period of free time. As areas of the classroom were sectioned off into topic themed Areas of Learning, the children were free to visit any station of their choice, to actively partake in the associated task. Upon visiting each station, I observed how the children were engaged in activities that appeared to advocate learning through active, experiential play. At the end of ten minutes, a bell was rung, and the children returned to the mat, fussy. However, following three hand claps from the Cover Supervisor, the children regained their focus of attention. Whilst sitting quietly, the Cover Supervisor explained to the children that they were to be split into groups of three and assigned a member of staff. In their groups, the children were informed that they needed to tell the member of staff what they would like to learn next on dinosaurs. The children happily responded to the Cover Supervisor’s request and ambled towards their designated areas.
Upon observation of the various groups, it was noted that the children were actively engaged in their learning and animated in their vocal responses. In their groups, the children bounced ideas off each other before taking turns to express their individual area of interest. Whilst sharing information, the other children were mostly attentive to their peers’ needs, displaying good listening skills. Most children requested to speak via the putting up of their hands, recognising a need to take turns. Throughout the discussion, the member of staff recorded each child’s suggestions. This activity appeared to promote group work, peer-to-peer interaction, utilisation of pupil voice, child-centred learning, active, experiential play, and behaviour management techniques. Furthermore, the task concepts appeared to promote the creation of an ambitious, capable learner, who was ready to learn, in accordance with the Four Purposes of the Curriculum for Wales (Welsh Government, 2020).
Literature Review
Following analysis of the critical incident (record 2 of appendices), this literature review is to focus on theories that support child-centred learning, via the utilisation of active, experiential play. In addition, behaviour management strategies will be analysed in greater depth to provide a foundation for further research in this field.
Within the classroom environment, the Cover Supervisor adopted an approach to children’s learning that appeared to advocate a constructivist approach to education. According to Sjøberg (2010), students actively construct knowledge and meaning to build upon prior knowledge, using change and adaptation to generate new ideas. Wallace (2008) suggests there are two forms of constructivism: cognitive and social. Cognitive constructivism adopts an approach to education which suggests that building upon prior knowledge, is key to a successful learning environment. This notion is evident in the theoretical work of both John Dewey and Jean Piaget. In contrast, social constructivism identifies social interaction as an essential element of effective learning: a notion which is evident in the work of Lev Vygotsky. However, the term constructivism has attracted criticism from educationalists for being too ideological and empty in its meaning (Matthews, 1994). Other critics have considered constructivism to be a contemporary orthodoxy (Erickson, 2001). However, there is an array of empirical evidence that supports the theoretical underpinning of constructivist education.
According to Wallace (2008), many educationalists refer to the work of Dewey and Piaget when advocating constructivist approaches. Dewey adopted a pragmatic approach to his educational concepts, believing that education should evolve within a democratic society. Furthermore, he believed teachers should adapt their teaching practices accordingly to suit the needs of their learners via a curriculum that is not subject specific. Dewey favoured an approach where teachers were permitted to interpret the curriculum and adapt it to suit the needs of the leaner (Latasha, 2020). Subsequently, his vision encapsulated a curriculum that was integrated, flexible and not subject led, with the teacher perceived as a facilitator who adopted leaner-centred pedagogies. Dewey opposed a didactic approach to education, where pupils were in passive receipt of knowledge from an authoritarian teacher. In contrast, Dewey perceived learning as an active experience with the learner central to the process (Williams, 2017).
In line with his progressive approach to education, Dewey believed children should socially engage with their experiences of learning. To substantiate his notion on the active learner, Dewey advocated the utilisation of group activities and discussions. To promote this expectation, he envisaged the classroom environment as one where children could work under the direction of a teacher in small groups. Furthermore, the environment should permit children to move about freely, providing opportunities for learners to create, enquire and experiment. Adopting this approach, provides opportunities for children to engage in experiences which are representational to life and authentic (Benival, 2018). Dewey referred to this concept as child-centred learning (Aubrey and Riley, 2019). Subsequently, a constructivist approach to education should promote the development of a child into an active, confident person who is willing to contribute to society (Williams, 2017).
However, Dewey’s theories attracted wide criticism from several educationalists. According to Knoll (2016), many of Dewey’s ideological approaches lacked a clear direction as to how his theoretical approaches were to be applied within the classroom. Subsequently, this could lead to a variation in how his concepts are interpreted amongst teachers and schools. Dewey has also been criticised for not evidencing within his laboratory school experiment, how children acquire skills and knowledge utilising authentic experiences. According to Aubrey and Riley (2019), to justify an active experience children require an understanding of the situation, following access to a subject- specific curriculum. In its absence, there are suggestions amongst educationalists that children lack poor levels of literacy and numeracy. Furthermore, several theorists have critiqued Dewey’s work suggesting children require effective communication skills, to be able to access provisions that promote child-centred learning via active experiences. 
Continuing to adopt a constructivist approach, Jean Piaget recognised the link between active experiential learning and the creation of knowledge. Piaget also perceived the teacher as a facilitator within a child-centred learning environment. To accommodate his thoughts, Piaget developed a theory that focused on the capability of the learner, recognising that children’s intelligence matured through a set of stages. Furthermore, Piaget believed children construct their own knowledge following interaction with the environment whilst engaged in a curriculum that supported the child’s cognitive development. Utilising schemas, children can build upon their previously acquired knowledge (Lefa, 2014). Piaget was given recognition amongst many educationalists for recognising the role of cognitive development in children.
However, Piaget contested many of his ideologies utilising his own children within a laboratory environment. Adopting this approach could suggest research bias utilising unreliable scientific methods (Aubrey and Riley, 2019). Furthermore, his methods of analysis could be considered morally unacceptable today. Recognising the significance of cognitive development in children’s learning, Lev Vygotsky became an associate of Piaget. However, Vygotsky identified the utilisation of speech as a key strategy to support children’s learning. Vygotsky believed speech was an essential element of cultural development that could be utilised during problem-solving activities via the interaction of others. Furthermore, Vygotsky identified speech as an essential element of behavioural management within the classroom (Ehrich, 2006). 
According to the Welsh Government (2012), proactive strategies are an effective means of averting obstreperous behaviour, within the classroom environment. Furthermore, they provide teachers with opportunities to initiate control measures before inappropriate behaviour is evident. Proactive behavioural strategies are key to effective classroom management, avoiding the emergence of reactive behaviour (Clunies-Ross, Little and Kienhuis, 2008). Effective classroom management provides opportunities for children to develop pertinent behaviour which is suggested to foster children’s learning. According to Sieberer-Nagler (2015), collective utilisation of classroom expectations in collaboration with a learning and motivation rewards system, creates a positive classroom environment. Key to this notion, is the role of the class teacher to constitute a well-managed, structured environment to foster children’s learning (Welsh Government, 2012). According to Aubrey and Riley (2019), Burrhus Skinner advocates the utilisation of an effective classroom management system within his theory of reinforcement.
Skinner is considered to have made a leading contribution to the field of behavioural psychology. Building upon the work of John Watson, Skinner’s Operant Conditioning Theory utilises strategies associated with rewards and praise to manage classroom behaviour. Correlating the association between behaviour and consequences, operant conditioning adopts the utilisation of a punishment and rewards system, to mould the individual’s responses. According to Cerutti and Staddon (2002), Skinner’s theory supports the notion that behavioural changes are influenced by how individuals react to incidents. In support of Skinner’s work, many primary schools have adopted his concepts as a strategy to managing classroom behaviour (Ansar, Rafi, and Sami, 2020). To encourage pertinent behaviour, the utilisation of a praise and reward system has been advocated for use in Welsh primary schools (Welsh Government, 2012).
According to Sieberer-Nagler (2015), praise is utilised by teachers to encourage continuous learning and create aspirational responses amongst learners. However, effective reward systems should be achievable and immediate, encapsulating fairness, and consistency. According to Henderlong and Lepper (2002), praise and reward systems are ineffective and dysfunctional, preventing autonomous development amongst learners. In addition, Skinner has been further critiqued by many educationalists for testing the strands of his theory utilising rats and pigeons, under laboratory conditions. Subsequently, the validity of Skinner’s research could be questioned as he utilised animals in oppose to humans, to analyse the impact of operant conditioning.
Continuing to build upon the work of Skinner, Albert Bandura advocated the process of observational learning to encourage positive behaviour within the classroom. According to Bandura, strategies associated with reinforcement should be adopted for utilisation to promote good behaviour within the classroom. To complement this notion, he focused on the relationship between the cognitive abilities of children, and possible limiting environmental, personal, and behavioural factors (Nabavi, 2012). However, Bandura’s early research work has been critiqued by many educationalists for the unethical usage of Bobo dolls within his early experimental work (Aubrey and Riley. 2019).
Expanding upon his previous work, Bandura analysed how children could utilise processes associated with self-regulation to control their emotive responses via his ‘Cognitive Social Theory’ (Poorshafeic et al., 2012). According to Aubrey and Riley (2019), self-regulation is key to developing resilience and positive self-esteem. In the absence of self-regulation, learners experience negative empathetic responses associated with failure. Whilst Bandura’s work is admired by many educationalists, others have critiqued it suggesting his Cognitive Social Learning Theory lacked depth for not clearly defining the role of self-regulation. In response, Bandura placed a greater emphasis on self-regulation, and subsequently relaunched his original theoretical concepts within the Social Learning Theory (Nabavi, 2012). 
According to Brook et al. (2007), self-regulation is key to the development of increased resilience. Within education, the ability to self-regulate enables learners to complete academic tasks efficiently. Furthermore, it is perceived as an essential life skill that is utilised by individuals to set lifelong ambitions (Schunk and Zimmerman, 1998). According to the Welsh Government (2010), children should be provided with opportunities to develop resilience whilst at school. In support of this notion, praise and support was identified as a strategy to support the development of resilience (Welsh Government, 2015). Continuing to build upon this area of interest, resilience has been adopted for utilisation as a mandatory approach to support the Health and Well-Being Area of Learning, within the Curriculum for Wales (3Welsh Government, 2021). In addition, resilience was identified as key to creating a confident, healthy individual, as outlined within the four purposes of the Curriculum for Wales (Welsh Government, 2015). 
Reflection/Evaluation & Next Step
In response to the critical incident, I explored how constructivism and various behavioural strategies were adopted for use within the classroom environment, to develop and support children's learning. To analyse the incident in greater depth, I engaged in a period of extended research to develop my professional knowledge in both areas. Adopting this approach, has enabled me to gain a greater understanding on the role of critical incidences. Furthermore, I now consider reflection to be an essential element of my practice as a student teacher, as I proceed through an initial teacher training education programme.
Whilst analysing the critical incident, I accessed educational research to acquire a greater understanding on the role of the teacher within the classroom. In accordance with a constructivist approach to education, I observed how the teacher was perceived as a facilitator. Furthermore, it was noted that the curriculum that was not subject-specific, as advocated in the theoretical ideologies of Dewey. In accordance with the Curriculum for Wales (Welsh Government, 2020), learning-centred pedagogies were adopted for utilisation within the classroom, to provide children with opportunities to engage in active experiences. Reflecting upon this area of interest, has enabled me to question how I would implement this concept within my classroom. Initial ideas have included the utilisation of the indoor and outdoor learning environment as a resource to develop active learning. In addition, I will consider the utilisation of class trips to ensure children are provided with opportunities to engage in authentic learning experiences.
Continuing with the ideologies of Dewey, I noted how the teacher adapted her learning task accordingly utilising differentiation, to ensure the needs of all learners were met. Observing the effectiveness of this strategy, has enabled me to reflect upon the role of differentiation as a strategy for inclusion. Moving forward to my future practice, I will adopt this strategy to ensure all children within my classroom environment are able to successfully complete a learning task. Adopting this approach appears to be advocated within the Curriculum for Wales in a bid to create ambitious learners in accordance with the Curriculum for Wales (Welsh Government, 2020). However, to ensure differentiation is effectively utilised I will access the ideological approaches of both Dewey and Piaget.
To support child-centred learning as advocated by Dewey, I observed how the classroom environment was a key element of constructivist learning. In accordance with the Curriculum for Wales requirements, the classroom permitted the free movement of children, providing opportunities for children to experiment, enquire and create. Moving forward to my future practice, I intend to consider the aesthetics of the classroom environment to ensure children are provided with access to learning stations. However, this strategy appears to be easier to implement within the lower year groups of primary education. Subsequently, to develop my future practice I intend to seek clarification from fellow teachers as to how this concept is implemented within the older year groups of primary school education, to ensure children are provided with opportunities to develop into active, confident persons who are willing to contribute to society in accordance with the Curriculum for Wales.
Lastly, to ensure children develop into ethically informed citizens, I am going to consider the effective use of behaviour management within my classroom. Drawing upon my observations, I subsequently analysed different forms of behaviour management following engagement with research. Initial empirical findings identified two branches of behaviour management: proactive and reactive. Proactive behaviour management appears to be a key teaching strategy to avoid the emergence of reactive behaviour. To ensure I emulate effective use of this strategy, I intend to adopt the utilisation of a praise and reward motivational system to develop self-regulation and increased resilience amongst children. However, to ensure this strategy is effectively implemented, I intend to create a system that is fair, achievable, and immediate, reflecting on the ideologies of Skinner and Bandura. In addition, to support the implementation of the Curriculum for Wales, I intend to actively utilise the voice of the child in this process and create a class charter in accordance with the Welsh Government’s ‘Super Ambassadors’ scheme (3Welsh Government, 2021). 
In accordance with the requirements of the scheme, a class charter will be designed, to advocate classroom rules and expectations. To ensure every child understands the consequences of their behavioural actions, the charter will be bespoke and signed by every pupil upon completion. According to Clunies-Ross, Little and Kienhuis (2008), classroom management and strategic planning, are key to developing pertinent behaviour. Subsequently, I intend to create a positive classroom environment that will foster children’s learning. Adopting the utilisation of antecedent strategies, I intend to generate positive relationships with my pupils. Furthermore, I will promote self-discipline by modelling exceptional behaviour to the children. In addition, I intend to adopt the utilisation of effective planning in accordance with the twelve pedagogical principles and the four purposes of the Curriculum for Wales, to ensure my lessons engage in practices that promote effective teaching and learning (Welsh Government, 2020).
Conclusion
Adopting the utilisation of critical incident analysis in accordance with Tripp (2012), provides teachers with opportunities to reflect and analyse incidences that occur every day within the classroom environment. Adopting this strategy, provides opportunities for teachers to acquire a greater understanding on the context and role of the critical incidences. Furthermore, it provides teachers with opportunities to re-evaluate their professional judgements and practices, in the present and past context of time. This could be perceived as an essential element of initial teacher training education programmes, as it promotes professional development amongst student teachers.
Engaging in the process of reflective practice, provides teachers with opportunities to improve their teaching practice experiences (Wrenn and Wrenn, 2009). According to Dewey (1933), learning from experiences is key to the process of reflection, as it enables teachers to re-direct their future actions with purpose and intent. Furthermore, it is a process that provides opportunities for teachers to link practice to theory and theory to practice (Rodgers, 2002). According to the Tabberer (2013) engaging in reflective practice should be a key component of initial teacher training programmes, to improve the quality of the teaching profession in Wales. Furthermore, the process of teacher reflection was identified as is a key principle of the professional standards for teaching and leadership in Wales (Welsh Government, 2019). 
In accordance with the professional standards for teaching and leadership in Wales, the process of reflection is key to professional learning as it extends the practitioner’s skills, knowledge and understanding. Subsequently, it is utilised to develop and support professional learning via the utilisation of effective pedagogy as advocated in the Professional Standards for Teaching and Leadership (2Welsh Government, 2021). According to the Welsh Government (2017), teachers can improve the quality of education children receive by adopting the utilisation of reflection, to develop their own teaching practices. Furthermore, it is a process that provides opportunities for all teachers to link practice to theory and theory to practice (Rodgers, 2002). However, caution should be applied with regards to its implementation, as there appears to be various theorists who adopt different approaches.
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Appendices
OBSERVATION / FIELD NOTES

Record 1
	Date and time, year group: 22/09/2021 11:00 Nursery and Reception


	Where and When: Context of the observation – subject/AOLE, general classroom context
 
Following a morning break session, the children were happily engaged in a period of free-outdoor play within a large designated, purpose-built outdoor classroom area. The outdoor area was designed to provide opportunities for children from nursery, reception and year 1 to intermix. Subsequently, children were not playing in their designated year groups. Staff on duty included two Learning Support Officers who had taken over the role of Cover Supervisors for the day, as the teachers were both engaged in professional development training. In addition, were four Learning Support Officers and a Hearing Impairment Officer who was assigned to the class for the morning period only, to support a child who was fitted with cochlear implants, due to a severe hearing impairment (Child A).


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The Hearing Impairment Officer (HIO) utilized part of the free-outdoor play session to reinforce some of the previous session’s learning concepts with Child A. Prior to the commencement of the session, the HIO placed a radio aid around her neck. The HIO then walked slowly towards the child, attracting their attention by the calling of their name. The child promptly responded upon hearing their name and happily walked towards the HIO. Whilst giving instructions to Child A, the HIO spoke in a calm, clear voice whilst maintaining good eye contact with her pupil. To coincide with her vocal commands, the HIO also utilized sign language to increase Child A’s understanding. Together, they reinforced some of the learning concepts earlier addressed by utilizing number flashcards. Upon visualization of the number card, Child A responded verbally by saying the number. In response, the HIO utilized both sign and visual language to commend the child. Seeing the delight of Child A, four other members of the class joined the session to create a small group. If a member of the group responded with an incorrect answer, their peers were quick to respond with the correct verbal answer.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

· How support staff are utilised to promote inclusion for children with additonal learning needs in mainstream education 
· Has the child with hearing impairment difficulties benefitted from accessing Additional Learning Provision (ALP).
· Look at Child A’s area of need – is it cognitive and learning, behavioural, communication and interaction or sensory and physical?
· Utilisation of outdoor play area to reinforce previous learned concepts – are there any learning theories to support this strategy? (active play, child-centred learning, building schemas by drawing upon previous knowledge?
· Utilisation of several strategies including the use of non-verbal  sign language, verbal spoken-language, radio aid and cochlear implants to meets the needs of Child A
· Promoting an inclusive society utilising the social or medical modes of disability? How does society adapt to ensure inclusion for all citizens is achieved regardless of a person’s needs?
· Link to the Four Purposes of the Curriculum for Wales:
· Ethical, informed citizens of Wales and the world - children promoted inclusion utilising several strategies including taking turns, sharing space and time with Child A whilst displaying and respect and empathy for Child A, who has significant hearing difficulties (Four Purposes, Curriculum for Wales).
· Exploration of behaviour theory.



	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· Distractions included:
· Four different year groups all playing in one area
· Access to a wide range of indoor and outdoor toys
· Session commenced following the first break of the school day
· All pupils had previously engaged a P.E. activity session earlier that morning
· Child A fell over and was concerned that he had aware that he banged his head, possible damaging his cochlear implants.
· Change in usual staff dynamics via the introduction of a Cover Supervisor and Student Teacher.














Record 2
	Date and time, year group: 22/09/2021 13:00 Nursery and Reception


	Where and When: Context of the observation – subject/AOLE, general classroom context

Following a lunchtime break, the children returned to the indoor classroom area. The indoor classroom area appeared to be segregated into several designated Areas of Learning. Each Area of Learning appeared to be topic linked with designated areas for enhanced learning, free play, role play. In addition, there was a quiet area where children were able to sit on bean bags and explore the literature delights of reading books. During the lunchtime period, pupil numbers had decreased slightly due to the return of some children to their parents (age and suitability of child in relation to full-time attendance at school was a factor for consideration here). Staff on duty included one Learning Support Officer who had taken over the role of Cover Supervisor for the day, due to the teacher accessing a professional development training session. Also in attendance were two Learning Support Officers (LSO). A Hearing Impairment Officer who previously attended the morning’s learning session was no longer supporting Child A who Is fitted with cochlear implants.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

Following lunch, the children returned to the indoor classroom and happily sat on a mat close to the teacher’s chair. The children initially appeared fussy and very unsettled, showing no regard for the Cover Supervisor who was trying to complete the afternoon attendance register. To engage the children, the Cover Supervisor played a short animated video on the topic for the term ‘Walking with Dinosaurs’. During the presentation, the children were quiet and attentive, absorbing the delights of the animations on screen. At the end of the video, the Cover Supervisor investigated the children’s knowledge and understanding through the utilisation of teacher-facilitated questions. In response, some children sat quietly with their hands up whilst others shouted out. However, all of the children responded and were able to discuss the animated video. In addition, a few of the children were able to connect snippets of the film to previous learning sessions on dinosaurs. Their appeared to do this by revisiting their prior learning experiences through the utilisation of memory recollections. To signal to the children that they needed to be back on the task, the Cover Supervisor put her finger to her lips to signal a non-verbal request for silence, to which the children actively responded.
From the mat, the Cover Supervisor announced to the class that they were to partake in a ten minute period of free-time. As areas of the classroom were  sectioned off into topic themed designated Areas of Learning, the children were free to visit any station of their choice, to actively partake in the associated task. Upon visiting each station, I observed how the children were engaged in activities which appeared to support learning through active, experiential play. At the end of the ten minutes, a bell was rung and the children returned to the mat. On the mat, the children were initially fussy and unattentive. However, following three hand claps from the Cover Supervisor, the children regained their focus of attention. To signal to the children that they needed to be quiet, the teacher put her finger to her lips to signal a non-verbal request for silence, to which the children actively responded. She then explained to the children that they were to be split into groups of three and assigned a designated member of staff. In their groups, the children were informed that they needed to tell the associated member of staff what they would like to learn next on dinosaurs. The children happily responded to the Cover Supervisor’s request and ambled towards to their designated area. 
Upon observation of the different groups, it was noted that the children were activley engaged in their learning, and animated in their responses regarding their next steps in learning about dinosaurs. Initially, the children ‘bounced’ ideas off each other before taking turns to express their individual area of interest. Whilst sharing information, the other children were attentive to their peers’ needs, displaying good listening skills. Most children requested to speak via the putting up of their hands, recognising a need to take turns. Throughout the discussion, the designated member of staff recorded each child’s suggestions. This activity appeared to promote group work, peer-to-peer interaction via the utilisation of the pupil voice, child-centred learning, active, experiential play and behaviour management techniques.  


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

· Behaviour theory – use of non-verbal language - hands up, fingers to lips etc.
· Investigate experiential learning, active play and child-centred learning theories
· Were the children drawing upon previous knowledge to seek new knowledge? Building schemas (Vygotsky)
· Utilisation of group work to support peer-to-peer interaction - look at possible theories
· Look at classroom dynamics (Dewey, Montessori)
· Possibly link to either enterprising, creative contributors or ambitious, capable learners, ready to learn throughout their lives (Four Purposes, Curriculum for Wales)
· Use of the pupil voice (UNCRC, Well-being  of Future Generations (Wales) Act 2015, Curriculum for Wales)
· Inclusive classroom strategies.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· Distractions included:
· Interactive screen was on
· Access to a wide range of indoor toys
· Session commenced following the school lunch break
· Several pupils were experiencing afternoon tiredness following their recent introduction to full-time school.
· Class dynamics had changed with a reduction in pupil numbers and the loss of a staff member to another area of the school.
· Change in staff dynamics via the introduction of a student teacher 







Record 3
	Date and time, year group:23/09/2021 13:00


	Where and When: Context of the observation – subject/AOLE, general classroom context

Following a lunchtime break, the children returned to the indoor classroom area. The indoor classroom area appeared to be segregated into several designated Areas of Learning. Following lunchtime break, pupil numbers had decreased slightly due to the return of some children to their parents (age and suitability of child in relation to full-time attendance at school was a factor for consideration here). Staff on duty included one Learning Support Officer who had taken over the role of Cover Supervisor for the day, due to the teacher accessing a professional development training session. Also in attendance were two Learning Support Officers (LSO). A Hearing Impairment Officer who previously attended the morning’s learning session was no longer supporting Child A who Is fitted with cochlear implants.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

Following lunch, the children returned to the classroom and happily sat on the mat for afternoon registration. Upon completion, the cover supervisor announced to the class that they were going to practise today’s letter of the day utilising the Read Write Inc phonics programme. In accordance with the principles associated with Read Write Inc, the cover supervisor proceded with the task. To embed the children’s learning, she first showed the children a picture card with the letter on, followed by the sounding out of the letter. In collaboration with this approach, she utilised a my turn, your turn approach. To further embed the letter of the day ‘W’, the children held their finger in the air and followed the ‘my turn, your turn’ principle to air draw the letter. Once the cover supervisor was satisfied with the learning outcomes, the children were instructed to sit at a table in accordance with their designated colour groupings. At the table, a member of staff then informed the children of their specified task and what was expected of them. Upon observation of each group it soon became apparent that each group had been assigned different tasks. Nursery children were utilising sand trays in the outdoor learning environment to draw out the shape of the letter using their index finger. Two of the other groups were initially using the sand trays to draw out the letter before moving on to a task which involved drawing the letter shape with different colour pens. I noted that the cover supervisor asked the children to repeat this task five times to reinforce the concept. The last group utilised only the paper to draw out the letter shape. 


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
· Utilisation of outdoor play area to reinforce previous learned concepts – are there any learning theories to support this strategy? 
· Investigate experiential learning, active play,  child-centred learning theories
· Were the children drawing upon previous knowledge to seek new knowledge? Building schemas (Vygotsky)
· Utilisation of group work to support peer-to-peer interaction - look at possible theories
· Look at classroom dynamics (Dewey, Montessori)
· Possibly link to either enterprising, creative contributors or ambitious, capable learners, ready to learn throughout their lives (Four Purposes, Curriculum for Wales).


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

· Distractions included:
· Interactive screen was on
· Access to a wide range of indoor toys
· Session commenced following the school lunch break
· Several pupils were experiencing afternoon tiredness following their recent introduction to full-time school.
· Class dynamics had changed with a reduction in pupil numbers
· Change in staff dynamics via the introduction of a student teacher








