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Assignment title: 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
A critical incident is an event or situation that is observed and given significance through critical reflection (Tripp, 1994), which can provide a new perspective on the professional practice of an educational practitioner. Critical incidents can be trivial classroom events and are not limited to unique or upsetting situations (Tripp, 1994). From the evaluation of a critical incident, the practitioner can take steps to inform their future pedagogy as they reflect on situations, how they approached them, and what they could have done to improve the outcome. This assignment will critically discuss a critical incident observed in a foundation phase classroom revolving around a digital reward system based on Behaviourist theories. A discussion of the discourse surrounding reward systems will be presented including if reward systems do affect intrinsic motivation towards learning and if there is a positive or negative impact. The discussion around intrinsic motivation and reward systems will include the input of Self Determination Theory, research on autonomy supportive teaching, goal setting theory, and self-efficacy theories. There are many more theories and factors that have been suggested to impact intrinsic motivation, however, only the research and theories previously mentioned will be used in this discussion. Furthermore, next teaching and learning steps will be identified concerning this critical incident and the evaluation of the literature to better support future best practice when faced with a similar incident. 
The role of critical reflection 
Critical reflection is significant within the teaching and learning process as it presents how it is vital to view pedagogy from multiple perspectives to ensure the best learning outcomes for learners (Meierdirk, 2016). Without critical reflection student teachers and current practitioners may be subject to their own biases regarding their professional practice, leading to the possibility that their pedagogy becomes outdated and ineffective. Efficient and effective critical reflection comes from experience as well as a proficient understanding of essential educational research and theory (Hordern and Tatto, 2018). This idea connects to the scholarship of Dewy and Schon who both state that reflecting on experiences and linking theory to practice using reflection is essential to learning (Harford and MacRuairc, 2008; Tonna, Bjerkholt, and Holland, 2017). When a practitioner critiques their practice, they become aware of their strengths and weaknesses, from this they can continuously develop and learn from new research as well as from their colleagues. Furthermore, critical reflection proposes that practitioners not only reflect on educational concepts but actively experiment and apply them to be later reflected upon again (Orchard and Winch, 2015). Subsequently by continuing this cycle teachers are constantly developing their pedagogy. Therefore, critical reflection is important in teaching, as it ensures teachers continuously develop their practice and evaluate their current practice to ensure their pupils receive the best learning possible. 
Additionally, critical reflection is vital to teaching so that teachers can continue to develop and adhere to the Professional Standards for Teaching and Leadership. There are five Professional Standards for Teaching and Leadership these are pedagogy, leadership, professional learning, innovation, and collaboration (Welsh Government, 2017). These standards were organised to ensure good teaching and learning is paramount, is spread efficiently within educational contexts, is constantly evolving, and changing for the better, is helped by leadership to continue to grow, and is taken deeper through professional development (Egan et al, 2018). Together they are all equally important to teaching practice as they set the standard a practitioner must aim to follow through critical reflection to guarantee their professional practice is up to date and effective. 
Following the review of the Welsh national curriculum by Sir Graham Donaldson, it became apparent that to secure the best education for children in Wales following the future implementation of the new curriculum initial teacher education (ITE) must also undergo reform (Furlong, 2015). The reform on ITE in Wales places teacher agency through experience in educational contexts at the forefront of ITE (Furlong et al, 2021). Consequently, the reformed ITE in Wales will be significant as it means newly qualified teachers will enter the profession with valuable experiences alongside the knowledge of the new curriculum to better facilitate it within the classroom and alternative educational contexts. 
Observation/school context:
To protect the anonymity of the school, classroom teacher, and pupils the school and area in which the observation occurred will not be mentioned (BERA, 2018, 40). The critical incident observation took place in a year 2 primary school classroom in the county of Swansea. The primary school currently has 261 students aged between 3 and 11 years old. Estyn (2014) has reported that “28% of pupils are entitled to free school meals, the school has identified approximately 23% of pupils as having additional learning needs and very few pupils have a statement of special education needs”. This information is likely to be outdated however it is the most recent report available. Compared to census information in 2019 students in this school receiving free school meals is approximately 8% over the average amount of pupils for the county of Swansea (Welsh Government, 2019). The census information was taken due to information on the Welsh Government website about the reliability of data from 2020 due to the Covid – 19 pandemic which has also affected the availability of census data from 2020.
Critical incident.
The incident that I observed in the year 2 classroom was during a drilling activity on the carpet. It was during the start of the day; the classroom teacher had taken the register and had completed the morning routine with their pupils including a song about the solar system. The classroom cross-curricular theme during the time of the observation was space. The drilling activity was drawing on the pupil’s prior knowledge from previous lessons about space and what they have learned. The teacher was asking questions such as “who was the first man on the moon”. However, the pupils did not seem engaged with the activity and there were very few hands raised. Until the teacher suggested awarding DojoPoints to any pupils who knew the answers; after this the pupils became desperate to answer questions, rising from their sitting positions and stretching toward the teach (Refer to Appendix 3).
 DojoPoints are awarded from ClassDojo, this is an online educational software that can act as a reward system as well as much more. From this a question was formed, are students intrinsically motivated to become ambitious capable individuals ready to learn throughout their lifetime (Welsh Government, 2020), or are they only motivated by external rewards? It seemed that these pupils were only interested in obtaining DojoPoints and were not intrinsically interested in the activity to use their prior knowledge in this activity as it was clear pupils did know the answers to the questions being asked by their teacher. From this incident it could be assumed that reward systems in a classroom may decrease the intrinsic motivation to continue learning within pupils, if this is the case then reward systems are harming the attainment of pupils. Moreover, this would suggest reward systems undermine one of the four purposes of the Curriculum for Wales 2022 as students will not be encouraged to develop as ambitious capable learners (Welsh, Government, 2020). This is because ambitious capable learners set themselves high standards and seek and enjoy challenges (Welsh Government, 2020). Thus, if reward systems hinder one of the four purposes of the Curriculum for Wales 2022 this would weaken the effectiveness of teaching in Wales. Therefore, it may be a recommendation that reward systems are not used in Wales. However, this is only a recommendation based on an assumption from the observed critical incident that rewards decrease intrinsic motivation. Whether or not this assumption is correct will be explored in the following literature review.
Literature review:
ClassDojo is an online classroom management tool that provides teachers with an interactive way of giving timely feedback to increase the likelihood of encouraging appropriate classroom behaviours (Benhadj, El Messaoudi, and Nfissi, 2019). ClassDojo is based on behaviourist theories of managing behaviour, in particular, the theory of operant conditioning proposed by B. F. Skinner; this is because behaviour can be positively reinforced through DojoPoints (Williamson, 2017, pp. 444). Desirable behaviour is rewarded with ‘positive’ points, and undesirable behaviour is punished with ‘needs work’ points that decrease a student’s overall score (Manolev, Sullivan, and Slee, 2019). There is an ongoing discourse surrounding whether or not behaviourist styled reward systems like ClassDojo decrease intrinsic motivation towards learning through rewarding positive learning attitudes.
Intrinsic motivation is described to mean having an internal desire to participate in something that is supported by relatedness, competence, and autonomy (Deci et al, 1991; Ryan and Deci, 2020). Although the source of this definition may appear to be outdated due to being over 30 years old it is still consistently used in recent research to define intrinsic motivation as it is a valuable and reliable definition from credible researchers. This definition links intrinsic motivation with Ryan and Deci’s theory of self-determination as both are defined by the same characteristics of relatedness, competence, and autonomy (Deci et al, 1991). Additionally, Deci, Koestner, and Ryan (2001) suggest that rewards can undermine cognitive evaluation theory. According to cognitive evaluation theory when students enjoy an activity or task, they experience feelings of competence and autonomy (Mitchell, Schuster, and Jin, 2020). The information in this source is up to date and well supported by wider literature in this area of research. This suggests that enjoyment would increase the likelihood of the activity being repeated as students would develop intrinsic motivation from feelings of competence and will want to return to the activity. 
Moreover, Deci, Koestner, and Ryan (2001) have indicated in their research that rewarding a high-interest activity can determine that activity as controlling which undermines the pupil’s sense of self-determination which in turn decreases intrinsic motivation. From this, it is suggested that reward systems used in a classroom can reduce feelings of competence and autonomy especially when a learner is rewarded for participating in an activity they enjoy. Considering this, if rewards do undermine intrinsic motivation their use could be considered a limitation to education in Wales as the new Curriculum for Wales 2022 will encourage the development of ambitious capable learners which implies learners will be self-regulatory and intrinsically motivated to learn. 
On the other hand, Cameron (2001) found no evidence that rewards undermine intrinsic motivation, but the contingency of the rewards can. Cameron (2001) suggests when rewards are given unexpectedly this does not decrease the motivation of pupils. However, if positive reinforcement is given following a specific task or for a high standard of work this can decrease intrinsic motivation (Cameron, 2001). This research does support the proposal of Deci, Koestner, and Ryan (2001) that also state when rewards are given due to the completion of a specific task this undermines intrinsic motivation. Although this research by Cameron (2001) and Deci, Koestner, and Ryan (2001) is 20 years old their findings are still relevant and used in the discourse of intrinsic motivation in education as they are both reliable and credible authors in this area of research. From this evidence, it is suggested that by rewarding a pupil for participation in a task the pupil will not be motivated by their internal drive to learn and repeat the activity in their free time. 
Furthermore, reward systems in controlling educational environments like expected rewards weaken the intrinsic motivation of learners (Reeve, 2009). A classroom that uses a reward system to motivate students controllingly will do so by rewarding desired behaviour such as quietly and quickly completing all learning objectives. This motivating style produces a sense of pressure and obligation to receive a reward, as well as driving classroom participation that is not voluntary and lacks personal interest (Reeve, 2009). When rewards are used in a controlling way this is generally to control behaviour by reinforcing desirable behaviours with rewards (Manolev, Sullivan, and Slee 2019). This is an extremely behaviourist approach to using reward systems that would decrease the autonomy felt by learners as their behaviour is being controlled through positive reinforcement. Further suggesting that using rewards in a controlling educational environment undermines self-regulatory learning as teachers using this style to motivate their pupils are doing so in a way that does not encourage autonomy and personal interest exploration which are significant in promoting intrinsic motivation. 
On the other hand, an autonomy supportive teaching environment that offers rewards can promote intrinsic motivation (Furtak and Kunter, 2012). An autonomy supportive motivating style is based on providing choice, creativity, and tailoring to interests (Deci and Ryan, 2012). This would mean that motivation would need to be based on rewards that are reached through completing goals tailored to specific interests and revolve around the freedom to choose an activity to complete. In turn, self-regulation would be reinforced as the tasks will be completed independently and the reward will emphasise the achievement which would promote the pupils’ sense of competence. From the evidence regarding motivation using controlling styles and autonomy supportive styles, it can be concluded that the educational environments in which reward systems are used affect how the rewards will impact pupil motivation. Therefore, rewards should be given in autonomy supportive classrooms to increase intrinsic motivation through encouraging autonomy and competence. 
Additionally, research suggests rewards must be presented in a way that encourages learning goals rather than performance goals. Learning goals and performance goals are elements of goal setting theory (Locke & Latham, 2019; Locke & Latham, 2006). Performance goals refer to a goal that encourages a learner to obtain a high score or the most work completed in a specific task; while learning goals refer to goals that encourage developing learning (Landers, Armstrong, & Collmus, 2017). An example of a learning goal would be if a learner sets a goal of understanding three different ways to solve a mathematics problem. While a performance goal would reward an achievement such as being the first to quickly finish every mathematics problem. This suggests that learning goals promote competence and autonomy while performance goals promote competition, which is also suggested by Groening and Binnewies (2019). A possible limitation to this research is that the experiments did not identify the causational relationship between goal setting and motivation only that one exists, however, the experimental design allowed for more control and validity while looking into how goals affect motivation. This can be linked to the research by Cameron (2001) as it shows the contingency of rewards affects the impact they have on intrinsic motivation, as by only rewarding performance goals pupils will begin to expect rewards whenever they complete work and may rush through work to earn more rewards. However, reward systems can be used in a way to promote intrinsic motivation towards learning by rewarding learning through setting appropriate learning goals that promote competence and autonomy.
Further research indicates that reward systems can increase the intrinsic motivation of learners when they are accompanied by meaningful learning goals. Meaningful learning goals are learning goals that facilitate discussion and teamwork which produces meaning (Boticki, et al, 2020). Thus, this research suggests that collaboration and relatedness through group work can encourage meaningful goals that promote intrinsic motivation. Reward systems can promote teamwork by rewarding whole group efforts, ClassDojo does have a ‘Dojo Groups’ feature that allows a teacher to reward a group (Benhadj, El Messaoudi, and Nfissi, 2019). According to Ryan and Deci (1991), relatedness is important in intrinsic motivation. Hence, this suggests that to promote intrinsic motivation, learning goals that allow for group work should be rewarded to increase pupils’ feelings of relatedness as well as autonomy and competence.
Similarly, reward systems link meaningful learning goals to self-efficacy theory and how self-efficacy can promote or hinder intrinsic motivation. A low self-efficacy perspective would view rewards as extrinsic motivation that only reinforces that doing something desirable leads to obtaining rewards whereas high self-efficacy is linked to the self-conception of capability (Shrunk, 1991; Peura et al, 2019). Research by Shrunk was conducted 30 years ago but it is backed up by contemporary research which reinforces his proposal that perceptions about learning capability can affect learning performance and motivation. According to self-efficacy theory learners that perceive rewards as an achievement of meaningful learning objectives will also perceive the rewards as recognition of their competence (Dicheva, Caldwell, and Guy 2020). Moreover, research has shown that learners who perceive themselves as competent are more motivated to engage in a variety of learning opportunities (Perry, Lisaingo, and Ford, 2019). Therefore, this indicates that recognising competence with rewards can bolster a learner’s self-concept and develop their intrinsic motivation towards achieving learning goals and developing their learning.
Thus, it can be concluded from the evidence that how rewards are presented to learners can affect their intrinsic motivation towards learning positively and negatively depending on the circumstances of the available rewards. To ensure rewards do not hinder intrinsic motivation the research presented suggests there must be presented in a classroom that has a balance of autonomy supportive teaching, as well as promoting learning goals and self-efficacy. Rewards used in autonomy supportive classrooms can develop autonomy, and rewards for meaningful learning goals used along with developing self-efficacy can promote relatedness and competence which are needed for intrinsic motivation to flourish (Deci et al, 1991). Hence, without these factors, it can be assumed reward systems may hinder intrinsic motivation. 
Reflection/ Next teaching steps:
The reflective model that will be used is Gibb’s reflective cycle. Gibb’s reflective cycle will be used to critically reflect on the critical incident observed before the start of this assignment. This reflective model will be used it utilises questions to help structure the reflective process (Finlay, 2008). This model is structured as follows: description, feelings, evaluation, analysis, conclusion, and action plan. The action plan of this reflective cycle will be the next teaching steps that will impact my future pedagogy.
Description:
The critical incident was observed at the start of the school day during a drilling activity to draw on the pupil’s prior knowledge about the class theme of space. The pupils initially lacked enthusiasm until DojoPoints were offered as a reward for answering questions (Refer to Appendix 3).
Feelings:
During this observation I felt curious about the effect rewards had on pupil motivation and if rewards undermine intrinsic motivation. Additionally, I felt pleased that students gained more enthusiasm to answer questions as it was clear they did know the answers, and having the incentive of DojoPoints encouraged them to want to participate.
Evaluation:
This experience was beneficial as it sparked this investigation into the impact of reward systems and as a result, it will impact my future teaching practice. Moreover, a conversation with the classroom teacher was beneficial as it allowed me to gain a first-hand perspective of a practicing teacher's opinion of rewards and their impact on pupils of different ages. This was beneficial as it gave me a more well-rounded perspective when looking at the literature surrounding this area of research.
Analysis:
Research has shown that there is a continuous discourse about whether or not rewards affect intrinsic motivation (Deci et al, 2001; Cameron, 2001). There is evidence to suggest reward systems negatively affect intrinsic motivation (Deci et al, 2001), as well as having no effect on motivation (Cameron, 2001), and that rewards positively affect motivation (Kalogiannakis et al 2021). However, there is evidence to suggest that certain circumstances can alter the effect of rewards on intrinsic motivation. As discussed in the literature review autonomy supportive educational environments (Reeve, 2009), learning goals (Groening & Binnewies, 2019), and high self-efficacy (Peura et al, 2019) can promote intrinsic motivation alongside rewards. This suggests that it is not extrinsic rewards that undermine intrinsic motivation to learning but the circumstances in which rewards are offered that can determine how intrinsic motivation is affected. 
Conclusion:
From this investigation into research surrounding reward systems, I have concluded how this critical incident and the literature will impact my next teaching steps. I feel I will use available reward systems in my teaching practice as I have discovered evidence that when used appropriately in certain circumstances, rewards can encourage the development of intrinsic motivation.
Action plan (next teaching steps): 
Regarding the observed classroom where the critical incident took place, I feel pupils were given autonomy in participation for DojoPoints, and rewarding a correct recollection of prior knowledge would have reinforced self-efficacy and acknowledged competence. A possible recommendation for the next teaching steps may be to have the learners work in their Dojo Groups and work together answering the drilling questions to develop relatedness that will promote intrinsic motivation to be more engaged in a similar activity.
Regarding my future practice, I have concluded that extrinsic rewards can promote intrinsic motivation when used appropriately. This will impact my future pedagogy in several ways. For example, I will ensure I encourage the development of autonomy, competence, and relatedness in my classroom. To do this I will create meaningful learning goals in an autonomy supportive classroom. This will mean discussions will be facilitated to encourage group work and by rewarding points to the whole group for working together on their learning goal this will further promote relatedness in the group. Additionally, in my future classroom, I will reward learning goals over performance goals. This will be to develop a value of learning over quickly completing a task to earn a reward. Through this, I hope to encourage learners to value their learning process and following the Curriculum for Wales 2022’s Four Purposes to help them to become Ambitious capable learners.
Moreover, through rewarding learning goals, I intend to promote self-efficacy within my learners by acknowledging their competence with rewards. This is important because acknowledging a pupil’s competence through praise or points in a reward system creates a positive association between what has been learnt and a pupil’s self-conception of what they are capable of. Therefore, I will use rewards in my classroom to emphasis and acknowledge competence. From my observation and review of relevant literature, I believe my future practice will benefit as I am now more knowledgeable regarding how reward systems can positively and negatively affect a learner’s intrinsic motivation to learn depending on the context of the rewards that are given. However, there is much more literature surrounding this area of research and this discourse will likely continue to develop. Thus, I will persistently reflect and keep up to date with contemporary research to ensure my pedagogy remains up to date and relevant going forward.
Conclusion
In conclusion, the initial investigation into whether reward systems affect the intrinsic motivation of learners to learn was based on a presumption that learners are either intrinsically motivated or externally motivated by extrinsic rewards. There is research that suggests rewards harm intrinsic motivation as well as research that claims rewards do not affect intrinsic motivation. However, from the evidence presented it has become clear that extrinsic rewards can produce intrinsic motivation. Deci et al (1991) define intrinsic motivation to be connected to competence, relatedness, and autonomy. Research has shown that in appropriate circumstances extrinsic rewards can encourage the development of these factors. Thus, it can be concluded that extrinsic rewards can promote intrinsic motivation. This is important to this reflection as it shows the learners from the observed critical incident were not solely motivated by external rewards from ClassDojo and by rewarding them during the drilling activity the teacher was not hindering their intrinsic motivation. This is because in the observed classroom rewards were not used controllingly and they were used to acknowledge competence thereby it can be assumed intrinsic motivation was not hindered by the learning activity. Moreover, it means that reward systems would not undermine the development of ambitious capable learners with the introduction of the Curriculum for Wales 2022. Therefore, this reflection will have a beneficial impact on future practice and the use of reward systems so that they are used to promote rather than potentially hinder intrinsic motivation.
Furthermore, this reflection is significant as it contributes to my development as a reflective practitioner, and it has developed essential aspects of the Professional Standards of Teaching and Learning. Specifically, innovation, pedagogy, and professional development have been developed through this critical reflection. This is because from this critical reflection I have developed my knowledge of good pedagogy through reflecting on the incident observed and I have evaluated what teaching techniques can improve the intrinsic motivation of learners through providing rewards. From reflecting on reward systems, I have challenged my initial presumption that extrinsic rewards would undermine intrinsic motivation. As a result, I feel this reflection will have a positive impact on my future pedagogy and use of rewards in the classroom.
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Appendices
Appendix 1: Bridging Record 1
	[bookmark: _Hlk86081973]Date and time, year group: 22/90/2021 approximately 9am, year 2


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

In the classroom, beginning of the day. Morning routine, Foundation phase, Year 2. 


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

There is a morning routine, children will put their sticks to indicate their mood at the start of the day. The teacher sings the bing bong song stopping to say the most popular mood of the day i.e “ dw i’n hapus”. After the register the teacher allocates tasks to certain groups which is up on the wall so students can see what their task/activity is for session one. Different symbols are used for play time, academic task like writing or maths, and another for completing the weekly challenges. 

Children calm down during this time and appear more engaged and ready to participate in the activities and lessons of the day. 

After lunch this is also repeated with the song. And the first acitivity following lunch is done together as a class before group tasks are given out. 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
Morning routines for behaviour management. Additionally, what about the morning routine is engaging students is it the song, or knowing and having a physical representation if their task. 
Does asking about how students are help teach empathy, is it good for their wellbeing?
What behaviour management technique is this?
Classical conditioning – associating routine with focusing and calming down


	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)

Arriving at school, before any lessons and register. Distractions from late arrivals and learners discussing a party from the previous night.




Appendix 2: Bridging Record 2

	Date and time, year group: 22/09/2021 approximately 9:30 am year 2


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

First session before break, two groups were engaged in a numeracy lesson and the other two groups were completing weekly challenges (enhanced provision) or were playing outside.

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

Students are split into 4 groups that are based on their ability, each group is given 6different activities to complete the weekly challenges that have numeracy, literacy, and creative elements. I observed students that were doing challenges but had completed all of the challenges and not interested in the additional activity they could do, another student did not want to engage with any challenges that had to be done. 

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

Differentiation – implications for practitioners?

Grouping by ability, does this affect student motivation? Do students realise they have been grouped by ability? Does this affect wellbeing of students that realise they are in a low group? 
Scaffolding – affect on student work ethic and motivation

	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)
It was the first session of the day where students appeared least motivated to complete the challenges. 
There were many distractions, a lot of students were walking around the classroom. Because it was raining the play group were inside this meant there was less room in the classroom for children to work. 






Appendix 3: Bridging Record 3

	Date and time, year group: 23/09/22 approximately 9:10am year 2


	Where and When: Context of the observation – subject/AOLE, general classroom context
After the morning routine the class was engaged in carpet time and were going through a drilling exercise to revisit prior knowledge about the classroom theme of space.

	What happened: a detailed description of the critical incident(the more detail the better to refer to in your later work)
A points reward system was used as an incentive students were more likely to raise their hands to participate in answering questions. Students are visibly upset when they do not get called on and do not receive the points.
[bookmark: _Hlk83362917]
Critical incident - The classroom teacher was facilitating a recall task when they were asking the students to answer questions using information they had previously learnt that week. When not many raised their hands the teacher used the possibility of gaining DojoPoints as an incentive, this made the learners much more eager to raise their hands to answer the questions. However, this did make the students almost desperate to be picked on and they became visibly upset when they could not answer the questions. 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
Do extrinsic rewards affect intrinsic motivation? – implications in practice for practitioners.
The effects of rewards on academic performance/ learning. 
Reward systems – behaviour management
Operant conditioning

	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)
Some pupils not sitting still and moving around will waving their arms, possibly distracting and working up other pupils.



