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The Importance of Critical Reflection within Education
Introduction  
[bookmark: _Hlk85293041]For the purpose of this essay, I will be critically analysing and reflecting on a critical incident that I observed during a school visit. According to Tripp (2012), the process of creating a critical incident starts with a straight-forward description of an event. Any incident can be made critical through analysis. Therefore, an incident will become a critical incident because of a practitioner’s critical thinking. Farrell (2008) and Schőn (1987) agree with this and state that analysing any critical incident is a constant process of critically examining and interpreting the event, which develops the thinking and reflection of the practitioner. By thoroughly scrutinising all the significant aspects, I will increase my awareness, while developing my knowledge of the fundamental structures and unquestioned theories which served to create the incident in the first place. 
Throughout this process, I will be reflecting on my critical incident, evaluating strategies that are being used within the classroom, along with reflective theories and models in order to understand how effective they are within a classroom environment. By doing so, I will be able to inform my own professional and personal development by understanding how and why these strategies and theories are widely used.  I will be discussing the role of critical reflection along with a literature review of the areas I have identified for further research. 
The role of critical reflection
Moon (2008) states that the origins of reflective teaching are evident in the historical work of John Dewey, who insisted that reflection is a crucial part of learning through experience. According to Cambridge Assessment International Education (2021) and Voulgari and Koutrouba (2021) the method used for critical reflection is a sequence which is constantly being repeated. Within that sequence the practitioner would teach, self-evaluate the effectiveness of the teaching, think of new techniques as well as seeking advice and support which would enhance the quality of the learning and then use these techniques in practice. Aubrey and Riley (2019) agree with this and suggest that it is a methodical evaluating procedure for all practitioners which will allow them to make connections from the children’s experiences, ensuring the children achieve their full potential. According to Welsh Government (2018) this links to Collaboration from the Professional Teaching Standards, as teaching is more effective when seeking advice from more knowledgeable practitioners. Malva, Leijen, and Arcidiacono (2021) state that critical reflection is a beneficial tool that will lead the practitioner into a deeper understanding of their teaching methods. Therefore, Denton and Ellis (2020) and Voulgari and Koutrouba (2021) suggest the practitioners should re-evaluate their pedagogical effort, taking into consideration the circumstances in which it was conducted, aiming to identify, understand and review their teaching performance, along with implementing a new, more flexible pathway and a less linear educational intervention to facilitate the learning process.  Mohammed (2016) states that to be a more effective practitioner, it is essential to identify the whys, how’s, and what ifs of teaching and learning, which comes from the continuing process of reflective thinking, as well as considering how the children view their experience. According to Welsh Government (2018) this links to the Pedagogy aspect of the Professional Teaching Standards, as the practitioner listens to the learners. 
According to Gray and MacBlain (2015) educational researchers are continually promoting the significance of reflection to improve children’s learning, as well as the development of the practitioner. Kreber (2007) states that there are several reflective models that are used. Every model shares the same key purpose, which is to gain the optimum outcomes from the learning for the children as well as the practitioner. Each reflective model seeks to unpick the learning to make connections between the doing and the thinking involved. 
[bookmark: _Hlk84684733]For this essay, I will be discussing one of the reflective models. Korthagen et al. (2001) state that David Schön created a reflective model which had 2 stages. Within the model Schön make a distinction between reflection in action and reflection on action. Reflection in action is where a practitioner reflects on an incident as the incident is taking place, so if something is not working, the practitioner can make changes on the spot. According to Erlandson and Beach (2008) this is a particularly effective means of reflection as it enables the practitioner to respond and make changes straight away. It also enables the practitioner to comprehend why this has resulted and how to react to make the necessary changes. Additionally, Marcos, Miguel and Tillema (2009) suggests that it enables customised learning, so instead of applying a predetermined idea of what should happen in a specific situation, the practitioner can choose what technique or strategy works best for the children.
Toom, Husu and Patrikainen (2015) state that reflection on action entails reflecting on an incident after it has been completed. This will encourage the practitioner to think of ways to make changes to the activity, thus improving the outcomes when done again. This involves deeper thinking, as the practitioner needs to understand why a particular activity was not understood by the children. However, Boud, Keogh and Walker (1985) were critical of Schön’s reflective model as it did not consider the practitioner’s emotions and feelings when the experience occurred, because one's emotional response will certainly affect their actions. Furthermore, Eraut (1994) and Usher, Bryant, and Johnston (1997) also critiques Schön’s model. They suggested that he was unsuccessful in making clear what is essentially involved in his process of reflection, which could result in work that lacks precision and clarity. 
Observation School
Following BERA (2018) guidelines, the confidentiality and privacy of the contributor’s data is deemed the norm when conducting research.  Therefore, the school, staff and children that were observed will remain anonymous throughout. 
The observation took place in a year 3 class of a newly built English medium school based in the Bridgend County Borough. The school was designed in a way that every class can access the outdoor provision from their classroom which is essential for children’s learning. Each outdoor area is utilised by two classes. There are currently 184 pupils on the register between the ages of 3 and 11 which includes the part-time nursery children. The school has 6 single age classes and 3 mixed age classes.  Including in these classes are two learning resource bases with children from both the foundation phase and key stage 2. The majority of these children come from a wide geographic area within Bridgend County Borough. The number of children entitled to free school meals is 52%, which is substantially above the national average of 19%. The school classifies around 14% of the children as having additional learning needs. Very few pupils have a statement of special educational needs and very few pupils are in the care of the local authority. No children come from homes where Welsh is the first language (Lewis, 2021). 
The critical incident
[bookmark: _Hlk85647090]This critical incident is from record 1 of the appendices. The AOLE’s for this critical incident were Language, Literacy and Communication and Health and Well-being. Whilst all the children were sat on the carpet just after the morning register, the practitioner asked the helper of the day (Child A) to assist her in asking the children questions in Welsh about how they were feeling. Child A was able to ask the question without help as the children had previously done this work. According to Conkbayir and Pascal (2015) this links with the constructivism approach as they were consolidating their previous learning. To make sure all the children had an opportunity of answering a Welsh question, the practitioner asked the children to Walk and talk. This is where they had to walk around the carpet area asking 3 children each - Sut wyt ti? Then helping each other if they were unsure.  This is linked to the ambitious, capable learners of the 4 purposes as the children ‘can communicate effectively in different forms and settings, using both Welsh and English’ (Welsh Government, 2018a). Gray and Macblain (2015) state the importance of peer interaction and collaborative learning for children to succeed which was identified by both Vygotsky and Piaget. Child B had recently moved to the area from England, so had no previous knowledge of Welsh. This child was supported by the practitioner and the children. All the children were very happy to help her. According to Welsh Government (2018a) this links with enterprising, creative contributors of the 4 purposes because the children were willing to help in order for Child B to benefit. Lisle (2006) states that this connects to Vygotsky’s Zone of Proximal Development (ZPD) as the child was supported in order to complete the task. 
The children were then put into groups to do a focused task about the Welsh they had just been doing. The work was differentiated depending on the children’s relevant skill/ability level. The first group had to cut out the pictures of the different emotions and write a sentence in Welsh about it. They then had to extend the sentences with why they would feel like that. According to Rose (2016) when children talk freely about their feelings it helps them understand that their emotional health is equally important as their physical health. The second group had to cut out the pictures and write what the picture was, for example Dwi'n hapus. Whilst the third group had to cut out the picture and the corresponding words and stick them into their books. Whilst doing the activity, one child said, “I’m not sure about this one, pointing at one of the pictures.” The practitioner said “What do you think it could be? Let’s do it together.” The child was then able to continue the task with support of the practitioner (ZPD). After each child had finished their work, they were asked to add a green, amber, or red circle at the bottom of their work (the traffic light symbol). According to Hattie (2012) this strategy is used to identify their understanding and knowledge of the learning objective (L.O). The traffic light system also gives a clear indication for target setting. This links to healthy, confident individuals of the 4 purposes as the children are ‘building their mental and emotional well-being by developing confidence, resilience, and empathy’ (Welsh Government, 2018a). When the practitioner did the plenary at the end of the session, she asked the children questions to gauge how many of the children understood the task and what they had learned. The traffic light system and the questioning at the end were used for the AFL. Based on this incident I am going to explore the significance of scaffolding and the Zone of Proximal Development (ZPD) to support childrens learning and AFL and how it influences children’s outcomes in further detail. 
Literature Review
   The first strategy I researched for the literature review is Vygotsky’s Zone of Proximal Development (ZPD) and the use of scaffolding within the classroom as this was observed in my critical incident. Vygotsky defined the ZPD as:
The distance between the actual development level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers. 
                             (Vygotsky, 1978 cited in Aubrey and Riley, 2019:60)
According to Gray and Macblain (2015) if concepts or skills are something that children can do with support from a MKO, then those concepts or skills are something they could accomplish independently after learning it with support, which was identified as scaffolding. Wass, Harland and Mercer (2011) agree with this and state that the practitioner’s task is to inspire and be supportive towards the child and in collaboration, to motivate the child to reach towards a higher level within the ZPD by use of the scaffolding technique. However, Fani and Ghaemi (2011) state that determining the level of variation between what a child can do independently and what they are able to do with support from the practitioner is a complicated and difficult responsibility. Additionally, Warford (2011) suggests that it is challenging to measure whether the practitioner’s assistance can be appropriately differentiated in order to meet the specific need of the child’s ZPD. Therefore, Wood (1998) states that there could be a possibility of the practitioner going either beyond, or in fact underestimate the child’s capabilities.
[bookmark: _Hlk85314660]Bodrova and Leong (2007) state that the term ‘zone’ was used because Vygotsky wanted a child’s development to be reflected as a continual procedure instead of just being a position on a scale. Cobb, Wood, & Yackel (1993) and Eun (2008) state that as the ZPD is a developmental method, there is emphasis on the continual shared process as children in the ‘zone’ endeavour to reach the transformative knowledge of their environment. According to Keenan (2002) the ZPD reflects a child’s development, which was always fundamental in Vygotsky’s research. Bruner (1986) suggests that the incentive for children to experience the ZPD is the ‘loan of consciousness’. Therefore, the child who is in the zone will make use of the expertise and competences of the practitioner or MKO to achieve a task they would be unable to carry out independently. Eun (2008) states that an essential condition to take into consideration in identifying the ZPD is connection between the child in the zone and the social environment. This differs its connection to the child depending on the child’s developmental stage. Therefore, Beckley (2012) suggests that the same condition could have a different influence on the child dependent on the child’s age or developmental stage. Eun (2008) states that Vygotsky described this association of the child and the environment as a ‘the social situation of development.’ According to Aubrey and Riley (2019) this links to social constructivism which highlights the significance of both culture and environment in the way in which a child makes sense of the world around them, by means of societal contact. Therefore, social constructivism is a succession of methods, approaches, and strategies that a child adopts to gain understanding from how they perceive the environment around them. Furthermore, Chaiklin (2003) states that an operationalization of the ZPD must consider this unique connection since this governs the direction from the societal to the child. ‘The emphasis on the original relation of social reality to the person is one of the features that distinguishes Vygotsky’s theories from other social interactional theories’ (Eun 2019). According to Rogoff (2003) the ZPD has generally been described as a theory that has significance for the development of the child in ontogeny. However, MacBlain (2014) suggests that the concept of working collaboratively to working independently happens in every phase of a person’s development. Therefore Daniels (2001) states that what a person can accomplish only with the assistance from others develops into what they can achieve unaided. This then will become the starting place for the following ZPD. However, according to Del Río and Álvarez (2007) there is some concern regarding the view of a child’s dependency on the practitioner or MKO in helping to solve problems as support could be misconstrued as cheating. On the other hand, Rogoff (1990) states that in many social situations not requesting assistance in problem-solving from a MKO can be deemed as imprudent. 
DiPardo and Potter (2003) states that Vygotsky had not stipulated what the child’s role involved in evaluating the scaffolding procedure with the practitioner. Gauvain (2001) suggests that as the practitioner is the appointed expert, that the method of scaffolding may turn out to be rather one-sided and directed by the practitioner. Therefore, Rogoff (1990) suggested an improved and increased inclusivity concept of scaffolding, who applied the terms ‘guided participation’ and ‘apprenticeship’, as they specifically highlight the active participation of the child in their cognition development.  Additionally, Rogoff’s modification of the scaffold method also has the advantage of comprising not only one practitioner and one child, but education taken place as part of a community where in cooperation, the professionals and pupils learn and assist one another by discovering a resolution to a problem within a cultural, social, and communal setting. Based on this evidence researched we can see that if used appropriately, scaffolding will and can enhance childrens learning. 
The second strategy I researched was Assessment for Learning (AFL) as that was observed in my critical incident. According to Welsh Government (2020) there are 6 key principles for AFL. These include: The purpose of AFL is to support every child to make progress; Children are central to AFL and must be given support to become an active participant in their learning journey; AFL is a continuous procedure which is indistinguishable from learning and teaching; A collaborated understanding of progress made, established through professional discussion, is essential to curriculum design in order to improve the teaching and learning; An extensive range of assessment methods can be used across the curriculum which will  build a holistic image of the child’s development; and Communication amongst the child, parent/carer’s and the practitioner is critical for the learner to progress and also for their wellbeing. 
Wiliam (2017) suggested that Michael Scriven initially used the phrase ‘formative assessment’ as early as 1967. He used it as a method to continually improve the curriculum and not to assess each individual child. According to Aubrey and Riley (2019) in 1967 this method was developed further by Benjamin Bloom. He used it first and foremost within higher education, where a formal assessment/test was used to advise next teaching steps. However, Wiliam (2011) indicates that it was D. Royce Sadler in 1989 who was instrumental with regards to viewing ‘formative assessment’ as being inherent to and incorporated with active teaching. 
According to Welsh Government (2020) assessments are essential to national curriculum design and its key objective is to assist each child in making progress. It is fundamental to learning and teaching and it entails effective collaboration amongst all parties, including the children. Black et al. (2010) states AFL is paramount to ensure every child is given the support needed and is challenged correctly. AFL will help to develop a holistic image of each child highlighting their abilities, the way each child learns, and areas needed for development. This information will then be used to clarify the next step needed in their learning journey. However, Herman et al. (2015) states that formative assessments that are mediocre may not be as successful and as effective to the teaching and learning. Therefore, Bennett (2011) suggests that when analysing children’s learning if practitioners reflect possible problems or misinterpretation which limits the learning and consider the success of previous and future steps, then this could potentially strengthen their teaching and pedagogical knowledge, especially when these activities occur in the environment of professional learning communities. Furthermore, Wiliam (2011) states that it is only by carrying out assessments that practitioners can discover whether the intended learning outcomes have been achieved.   
[bookmark: _Hlk85034363]Wiliam (2017) states that assessments are used for many purposes within education. Studies have shown that assessments designed just for giving children a particular grade are far less likely to enhance children’s achievements, whereas assessments that are specifically aimed at supporting learning are fundamental in children’s attainment level. According to Herman et al. (2015) evidence suggests that to understand the effect that assessments have on children’s learning will require a wider emphasis than just the feedback involvement, particularly children’s response to the feedback, as well as the learning environment in which the feedback operates. Therefore, University of Oxford (2013) states that the assessment method and technique used should be modified where applicable, corresponding to the requirements of the child. This should have regard to the developmental stage, as well as any barrier to learning. This will ensure that every child is able to demonstrate progression in relation to their personal capability.
Welsh Government (2013) have identified that there are essential factors that are consistent with successful AfL. These include children understanding the learning expectations and what the success criteria involves, quality open-ended questioning, the quality of feedback to the children where the children can act upon to take the next step in their learning and peer and self-assessment. However, according to Heritage (2012) children receiving feedback from the practitioner can have a detrimental impact as well as a positive impact. Therefore, practitioners need to carefully choose what they say when providing the feedback. If the practitioner gives the wrong impression to the children, they will think that only the practitioner can deliver the correct answers. If this occurs the children will struggle to become independent. According to Cambridge Assessment International Education (2021) some children struggle with self-assessment as high achieving and conscientious children may find it difficult to search for any fault and mistake in their work as some see this as an indication of failure or weakness. Black et al. (2010) state that the majority of children are not familiar with thinking about their learning in connection with a specific learning goal and claim that time and training is needed in order for children to develop and acquire the level of understanding to comprehend their individual learning course and act upon it. Therefore, Welsh Government (2020) state that in order to support all children in achieving the 4 purposes of the curriculum effective AFL is an essential element to this. Based on this evidence we can see that the use of AFL within education is paramount for children to make and show progression in their learning. 
Reflection/Evaluation
Since observing the critical incident, I have gained an understanding of how theory and practice are linked. The practitioner used different strategies in the classroom which I will take forward and use myself. The strategies that were used within the critical incident were consolidating their previous learning, scaffolding, assessment for learning and differentiation of work. 
Consolidating previous work will be paramount when I teach the children so that the learning goes from the working memory into the long-term memory. This learning will then need to be revisited in order for it to stay in the long-term memory. A good way of checking on their memory of previous learning would be to ask the children: what they learned the last lesson; what they learned the previous week; and what they learned the previous month. 
The use of scaffolding was used during the critical incident as one child had no previous knowledge of Welsh and one child needed support with the written task. With these cases the practitioner used the ‘Reflection in action’ model and used the scaffolding technique in order for these children to achieve the learning outcome. Even though there are some critical views in the literature regarding scaffolding, I feel there were many more positive aspects. I have seen the use of scaffolding via the practitioner and MKO children in action and understand how this benefits the children’s learning and confidence.  Even though I will be using the scaffolding method, I also understand the importance of providing appropriate levels of work depending on each child’s ability, as the children would not gain anything if they needed scaffolding for the whole lesson. It is not only children that need scaffolding, as I will also be actively seeking help and advice (scaffolding) from the class teacher and other school staff to develop my own professional standards as a student teacher. The use of their expertise to enhance my knowledge and understanding will be fundamental in achieving QTS. 
During the critical incident AFL was carried out. From doing the research for the Literature review, I found there were several ways to do AFL. Getting assessment right is vital for both the children and the practitioner. AFL that is designed well can inspire active learning particularly when the AFL is delivered in an innovative and engaging way. The Traffic light system I observed is a great way of children reflecting on their learning and for the practitioner to question why and what they found difficult. When children assess their own work or their peers, it can support them in developing their awareness of the learning outcome and the success criteria. It also helps children to know what the practitioner considers to be good quality work and why, therefore developing the children’s capability to succeed as well as facilitating a greater understanding of learning to improve the learning experiences. 
Within the lesson the practitioner used differentiation which links to AFL as practitioners create and adapt the learning activities/tasks established on the AFL results. I will need to be proactive in planning the differentiated activities to focus on the varying needs of the children. Therefore, knowledge and understanding of every child’s needs when doing the planning is crucial.  If the work is not differentiated, then the lower ability children will lose interest because the work will be too hard. This can have an impact on their self-esteem if they feel they are not capable of achieving the learning outcome. The higher ability children will also fail to benefit as they will not be challenged enough. Therefore, differentiation of work is fundamental for every child to make progression in their learning.    
Conclusion
From observing the critical incident, it has shown how important it is to use different strategies within education which enables children to make meaningful links between a concept understood in the classroom to a real-life situation as well as meeting the diverse needs of each child. This links to the 4 purposes of the curriculum which is fundamental for children’s learning. Reflection is a vital element of teaching. Reflecting on every lesson I plan, whether it is reflection in action or reflection on action is essential for every child to succeed. By way of raising my understanding professionally and being aware of the intrinsic structure which will drive my thinking, decision making and my consequential actions, I will be able to challenge, re-evaluate and make the necessary changes. For myself to progress and gain my QTS, I will need to continuously self-observe and self-evaluate my lessons, strategies used and planning to be able to meet the needs of every child in the class. Furthermore, the significance of collaboration is evident in enabling improvement in myself as a student teacher as well as seeing the children progressing in their learning and understanding.  
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Appendices
OBSERVATION / FIELD NOTES

Record 1
	Date and time, year group: 22/09/2021 at 9.15am in a year 3 class.


	Where and When: Context of the observation – subject/AOLE, general classroom context
[bookmark: _Hlk83571110]The incident happened while the children were all sat on the carpet just after the morning register. The AOLE would be Language, Literacy and Communication and Health and Well-being.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
The practitioner asked the helper of the day (Child A) to assist her in asking the children questions in Welsh about how they were feeling. Child A was able to ask the question without help as the children had previously done this work. To make sure all the children had an opportunity of answering a Welsh question, the practitioner asked the children to Walk and talk. This is where they had to walk around the carpet area asking 3 children each Sut wyt ti? And then helping each other if they were unsure. One child had recently moved to the area from England, so had no previous knowledge of Welsh. This child was supported by the practitioner and the children. All the children were very happy to help her. 
The children were then put into groups to do a focused task about the Welsh they had just been doing. The work was differentiated depending on the children’s relevant skill/ability level. The first group had to cut out the pictures of the different emotions and write a sentence in Welsh about it. They then had to extend the sentences with why they would feel like that. The second group had to cut out the pictures and write what the picture was, for example Dwi'n hapus. Whilst the third group had to cut out the picture and the corresponding words and stick them into their books. Whilst doing the activity, one child said, “I’m not sure about this one, pointing at one of the pictures.” The practitioner said “What do you think it could be? Let’s do it together.” The child was then able to continue the task with support of the practitioner (ZPD). After each child had finished their work, they were asked to add a green, amber, or red circle at the bottom of their work (the traffic light symbol). When the practitioner did the plenary at the end of the session, she asked the children questions to gauge how many of the children understood the task and what they had learned. 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
· The constructivism approach as they were consolidating their previous learning. I would like to research how significant the constructivism approach is. 
· The importance of peer interaction and collaborative learning which was identified by both Vygotsky and Piaget. 
·  Vygotsky’s Zone of Proximal Development as the child was supported in order to complete the task. 
· Giving the children differentiated work depending on their relevant skill/ability level. I would like to research how effective this method is. 
· The traffic light system. I am going to ask the children how they feel about the traffic light system. 
· Why language skills are taught in a particular way or specific order. 

	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 first thing in the morning. The practitioner gave very clear instructions throughout the activity. It was a very busy environment, as all the class were involved. However, all the children were eager to participate. 




Record 2
	Date and time, year group: 22/09/2021 at 1.30pm in a year 3 class. 


	Where and When: Context of the observation – subject/AOLE, general classroom context
The incident happened outside in the year 2/3 playground. The AOLE are Expressive Arts, Language, Literacy and Communication,  Science and Technology and Health and Well-being.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work) 
The second critical incident occurred in the outdoor area after lunch. A group of 4 children decided to make a den using cardboard boxes and tarpaulin. It took them a few attempts to get the den stable. They talked about what they thought went wrong and worked together to get it right.  After they had finished the build, they pretended the den was a police station, where they took it in turns to be the Police officer in charge. Child A did say while they were playing “Child B you’ve been the one in charge for ages now and it’s not fair!” At this point I did think there was going to be a little quarrel, but child B said, “No problem, it’s your turn now.” They then swapped over and carried on happily role-playing. You could see they really got engrossed in their roles and did this until it was time to swap activities. 


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

· This connects to Kolb’s reflective cycle where they have the concrete experience, the reflective observation, the abstract conceptualisation and then the active experimentation.
· Independent learning skills.  Rousseau was a great believer in this. I would like to research how important in a child’s development these skills are. 
· Children’s  holistic development, physically, mentally and socially.
· The importance of outdoor learning which is supported by McMillian and Froebel’s educational philosophy where chiildren use their imagination, ingenuity and intrinsic motivation to discover through their own explorations. 


	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)
The activity was after lunch in the outside area. The playground was very busy, as it had some year 2 and some year 3 children in the playground. However, the children were so engrosssed in what they were doing, they seemed oblivious to everything else that was going on. There were no directions from the practitioner, as it was an indepentent task. There was a practitioner there, but she did not get involved in the task. She was there only if they needed assistance. 






Record 3
	Date and time, year group: 23/09/2021 10.30am in a year 3 class. 


	Where and When: Context of the observation – subject/AOLE, general classroom context
This incident happened in the classroom. The AOLE is Mathematics and Numeracy and Health and Well-being.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
A group of 4 children were given a park of cards with numbers 1 to 100 on them. They were asked to place them in order from smallest to biggest. One child seemed to take over and not let anyone else place the cards down. The child was asked to pass some of the cards to the other children. The child did give a few of the cards to the other children begrudgingly. The other children were not happy with the number of cards they were given, so told the practitioner. The practitioner looked at me and said, “Child A doesn’t like sharing!” The practitioner then said to child A, “If you cannot share, then you cannot play this game.” The child then begrudgingly gave the others some more cards. When the children had finished the activity, Child B said, “I found that really easy.” The practitioner said, “Why don’t you challenge yourself and order the 3-digit numbers.” Child B started to order the 3-digit numbers but needed some support from a peer. 


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

· Behaviourist approach with regard to the child not sharing. I would like to research more into this approach. 
· The constructivism approach as the practitioner encouraged the child to challenge themselves.
· Vygotsky’s Zone of Proximal Development as the child needed support from another peer. 


	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)

The activity was just after the morning playtime but they had not been out to play because it was raining heavily. Due to the weather, all the children were indoors, so it was rather noisy at times. Ordinarily a group of children would have been outside doing an independent task. 
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