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As part of this assignment, a critical incident was selected during one of four audio-visual observations. This essay consists of an evaluation of the incident, as well as an examination of literature surrounding two areas of research which link to the event. It is suggested by various academics that critical incidents allow practitioners to reflect upon an element of their teaching, in an attempt to develop their skills and pedagogy (Beigi, 2016; Tripp, 2012). Tripp (1993) provides an analytical approach to reflection, placing emphasis on the importance of reflective practice within teaching to ensure teachers develop in various areas. Tripp (2012, pp.24) states that often, critical incidents are not “dramatic or obvious: They are… commonplace events.” The incident discussed throughout this case study consisted of one child’s response to task related instructions given by the class teacher. As a result of his initial defiance the child was observed throughout the course of this activity. The first area of research linked to the critical incident is an examination of discussion-based activities. Following on from the first research area, the internal and external factors that may affect a child’s well-being are explored. Throughout the essay, an array of literature, such as theoretical perspectives, will be considered in addition to the findings from the observer’s empirical evidence. The explorative nature of this piece will allow the writer to provide suggestions on the next teaching and learning steps and the way in which these may be implemented within personal practice. 

The critical incident took place during a ‘Think-Pair-Share’ Activity whereby an individual learner was reluctant to conform to the first stage of this task (see Appendix 1a and 1b). The observation was carried out using audio-visual material provided by a primary school in Wales. The name of the setting will not be included to ensure the guidance set out within the Ethical Guidelines for Educational Research (British Educational Research Association (BERA), 2018) is conformed to. This guidance draws emphasis on the importance of maintaining the anonymity when conducting Educational Research (BERA, 2018). Due to this, the individuals involved in the critical incident will be referred to using pseudonyms, ‘Teacher 1’ and ‘Child A’ will be used for the individuals whom were observed. Within the school, over 20 per cent of pupils are entitled to free school meals which highlights the low socioeconomic status when compared to the national average, which is around 15 per cent (Welsh Government, 2020b). In the most recent report by Estyn (2014) the school is considered ‘Good’ in a number of areas; however, comments relating to factors that can impact the progress of pupils, including poor attendance, is recognised in relation to pupil attainment (Estyn, 2014); this is a factor that could be considered when discussing the cognitive development and ability of Child A. The facility provided the audio-visual clips as the Health and Safety Restrictions in place, due to Covid-19, means the observer is unable to enter the premises. As a result of this, the critical incident explored took place within a lesson filmed in 2019; the class are a mixed ability group of pupils from Reception and Year One, all of whom are seen participating in a Literacy session. Teacher 1 refers to previous sessions on the topic which suggests the pupils would have spent extensive time within the class; thus, it could be assumed that rules were in place, with regards to classroom etiquette and behavioural expectations, during the time of filming. This could be considered in relation to Child A’s defiant response to an activity which the other children appeared familiar with, suggesting the need for the observer to consider internal factors that may affect Child A’s ability to conform to certain rules.

During the observations a non-participant approach was implemented, this approach does not require the observer to play an active part in the environment which is being observed (Cohen, Manion and Morrison, 2007). The findings, as seen within the Appendices, have been presented using the method of structured written observation. When conducting research studies within educational settings, various observation models can be implemented. For instance, when observers are aiming to identify links between components of a pre-constructed criteria, such as where children spend the most time during indoor play sessions, diagrammatic methods of observation may be used (Gibbons, 2016). An example of this could be a sociogram as it enables the researcher to pinpoint specific events, times and environmental factors (Perkins, 2017). Also, this strategy can be used to record information in a visual style, allowing the researcher to interpret information promptly (Gibbons, 2016). Whilst the analysis of this methodology is often considered straightforward, producing sociograms may be too time consuming when observing children due to the quick paced nature of events within learning environments (Perkins, 2017). Thus, whilst visual methods of presenting observational findings can be beneficial, various opportunities for further research may be lost. As the critical incident within this case study leads on to further research, it seems essential that the observer is aware of the whole learning environment. Written observations can also be time consuming (Perkins, 2017); however, the subheadings within the recording document issued provided succinct prompts, such as direction of learning, for the observer to make notes on specific topics (Lindon and Trodd, 2016). Structured observation has been implemented as unstructured observation relies on no pre-constructed guidance (Hyndman and Mahony, 2018), meaning the recording sheet adapted from Fletcher-Wood (2016) would not be required. When observing an environment from a neutral perspective, various academics highlight the importance of not actively seeking specific information that conforms to preconstructed ideas (Efron and Ravid, 2020). Whilst it is important to avoid obtaining biased results, Efron and Ravid (2020) also recognise the importance of planning when conducting systematic research. Thus, it could be argued that having specific areas of interest, whilst continuing to observe the environment from an unbiased perspective, should be the aim of the observer. In this instance, the aim could be facilitated through the use of structured written observation due to the flexible guidance within the recording documents. 

In addition to the strategy used to record findings, critical incident and case study-based approaches are often discussed in relation to methodology (McGarr and McCormack, 2016). Sission (2014) states that this strategy is often used when observing a single person or group of people that fit particular criterion; in this instance, the criteria required individuals to be active participants in a learning environment. Whilst the observer has implemented a case study approach, the potential drawbacks that are associated with it have been considered. Karlsson (2016) alludes to the view that validity of case-study research can be hindered by observer bias if considered in isolation from other information. Whilst it is often considered important to recognise potential barriers to valid findings (O’Dwyer and Bernauer, 2013), the case study is discussed in accordance with theoretical perspectives and literature-based research. Furthermore, whilst there is a need to minimise elements of observer bias, the critical analysis, which has links to an array of literature and theoretical perspectives, allows for a balanced and unbiased exploration of the areas of research. 

The critical incident within this case study took place during a carpet time session in which the ‘Think-Pair-Share’ strategy was implemented (Welsh Government, 2010). Teacher 1 posed a dilemma to the class before stating that the children must begin this activity by independently thinking about what the resolution to the problem may be. When the ‘think’ stage commenced, Child A stated that he did not need to participate in this stage as he already knew the correct answer (see Appendix 1A and 1B); when this incident occurred Teacher 1 asked the whole class to remember their role during the thinking stage. After looking around the room and recognising that other pupils were participating, Child A conformed to the expectations. When the activity progressed to the ‘Share’ stage Child A appeared enthusiastic and engaged as opposed to defiant; during this stage, Teacher 1 used lollipop sticks with pupils’ names on to ensure fair selection (Clarke, 2014), before allowing Child A to provide his views (see Appendix 1A/1B). Within the New Curriculum for Wales, which was constructed following the Successful Futures Report by Donaldson (2015), there are Four Purposes which set out goals for children and young people. One of the Four Purposes places emphasis on supporting children to be “ethical, informed citizens,” Welsh Government (2020a, pp. 24). Within this purpose, it is stated that children should “respect the needs and rights of others” (Welsh Government, 2020a, pp.24). Child A recognised that his peers were sat silently and thinking, he then proceeded to do the same, this could be perceived as a positive and respectful choice. Also, whilst the defiance towards the ‘Think’ stage is unacceptable, the statement made by Child A, in which he suggests he is already able to share his answer (see Appendix 1A and 1B), could be linked to another of the Four Purposes (Welsh Government, 202a). One of the sections refers to pupils being “ambitious, capable learners who… can explain the ideas and concepts they are learning about,” Welsh Government (2020a, pp.25). The positive links made between the critical incident and this purpose is reinforced within the Share Stage whereby Child A was selected to speak, whereby he was praised for portraying a good understanding. Additionally, it is suggested that pupils should be able to “think creatively to reframe and solve problems,” (Welsh government, 2020a, pp.24). Once Teacher 1 provided a reminder of the role of a “thinker,” (Appendix 1b), Child A’s ability to reframe and solve problems was evident in relation to fixing his poor behaviour. The observer recognising Child A’s self-correction could emphasise the importance of being a reflective practitioner as it provided the opportunity to recognise positive elements of a situation that initially appeared negative (Ewens and Cammack, 2019). Similarly, linking the critical incident to various aspects of the Four Purposes highlights the development in behaviour, as well as various other skills, which may not have been recognised without evaluation. 

Aside from the Four Purposes (Welsh Government, 2020a), the critical incident has been considered in relation to two areas of research, the first area is an examination of discussion-based activities. Following this, the internal and external factors that may affect a child’s well-being are explored. Both areas of research can be linked to the Well-being of Future Generations Act (2015) which discusses the importance of preparing individuals for the future. This act emphasises the development of skills, resilience and well-being, three factors that link to both areas of research and highlight relevance to the observer’s professional development. Kumar (2014, pp.155) states that a case study surrounding a critical incident should be a “thorough, holistic and in-depth exploration of aspect(s) that you want to find out about.” The observer felt that these areas of research would provide insight into topics for consideration and application to one’s own future practice, as well as providing potential teaching and learning steps that could follow on from the critical incident. 

Whilst children need to have opportunities to develop an array of skills, the positive impact discussion has on intellectual and social skills has been emphasised within various sources of literature (Daniels, 2016). The social constructivist, Vygotsky (1978) placed importance on peer interaction within his Sociocultural Theory, suggesting that children learn and develop from cooperation with others (Daniels, 2016). Vygotsky’s work also suggested that discussion can provide a basis for thought to develop (Vygotsky, 1978). Whilst this highlights the importance of speech in relation to thinking, it could be suggested that the social interaction element of the development precedes a child’s ability to use cognitive skills, including thinking (Daniels, 2016). The findings of the research paper by Coates and Pimlott-Wilson (2019), whereby 33 pupils were interviewed about their first Forest School experiences, could be linked to Vygotsky’s theoretical perspective. Throughout the research paper various comparisons were made between Forest School and mainstream education with a number of the subjects stating that their least favourite element of classroom-based work was the lack of time spent on collaborative activities (Coates and Pimlott, 2019). Multiple comparisons and comments are made throughout the research paper, with many subjects describing increased feelings of confidence and enthusiasm when completing tasks and sharing ideas with their peers (Coates and Pimlott-Wilson, 2019, pp.35). Coates and Pimlott-Wilson (2019) suggest that if more of the strategies used within forest schools, such as discussion-led activities, were implemented into mainstream classrooms, there may be an increased level of engagement. Similarly, the findings of the research paper by Bruce and Hanssen (2019) portray that children often spoke more freely when collaborating with a peer than when they were expected to explain findings or information relating to independent tasks. The various examples of positive attitudes towards collaborative working, as opposed to independent work, could suggest that activities which rely on children to act in isolation, may not be well-received. Whilst children often enjoy the company of their peers, the Think-Pair-Share strategy is regarded as a teaching technique that allows teachers to govern the rate at which pupils practice effective collaborative working (Welsh Government, 2010). With this in mind, it could be suggested that due to the age of the pupils being observed, social interaction may have required monitoring and guidance. Although verbal dialogue and social interaction with peers has an array of benefits, some academics highlight the importance of other basic skills aside from oracy. Alexander (2013) states that a key part of being literate is having the ability to think and consider ideas independently. This view could highlight that whilst discussion-based activities are often pupils’ preferred choice of learning style, strategies which draw on other skills, such as the thinking stages (Welsh Government, 2010), are required for a child’s holistic development (Leggett, 2017). Additionally, both the 2008 and the 2015 versions of the Curriculum for Wales places emphasis on utilising a variety of teaching strategies, highlighting the importance of tasks which provide the children with different learning experiences and challenges (Welsh Assembly Government, 2008; Donaldson, 2015). Thus, whilst an array of literature praises the benefits of collaborative working within classrooms, other teaching strategies such as independent work can be viewed as equally vital, despite being perceived by some students, such as Child A, as less engaging. 

Following on from collaboration and peer support, the concept of well-being could be considered in relation to the critical incident. Within the new curriculum, Health and Well-being is an Area of Learning and Experience (Welsh Government, 2020a, pp.12), the inclusion of this could be seen to depict its level of importance within the education system. During the critical incident Child A appeared agitated when he was expected to sit and think about his views, this was followed by engagement and eagerness within the ‘Pair’ and ‘Share’ stages whereby he was able to voice his thoughts. Due to the lack of information regarding Child A, it is unclear whether contextual or personal factors affected his ability to conform to expectations without the indirect reminders from Teacher 1. In spite of the lack of pupil information, the actions of Child A, such as erratic movements and looking around the room during the Thinking stage, suggest a lack of engagement with the task (Fredrickson, Reschly, and Christenson, 2019, pp.38). When evaluating Child A’s state of well-being, the observer considers various factors including the transition from a lack of compliance and focus, to engagement and enthusiasm, as well as the approximate age of the child. Based on the observation and accessible information, connections to the work of Zajac and Kobak (2006), which builds on theoretical perspectives from the Attachment Theory by Ainsworth (1989), were made in relation to Child A’s state of well-being. Ainsworth (1989) suggests that as well as the attachment to a caregiver, individuals form an array of attachments throughout childhood, adolescence and adulthood. Zajac and Kobak (2006) built on this concept by placing emphasis on the role teachers can play in attachment, recognising that whilst the development of an attachment to a teacher is uncommon, when an attachment occurs it can have an effect on the child and their behaviour. When considering the critical incident, it could be suggested that the way in which Teacher 1 dealt with the correction of Child A’s misbehaviour, in conjunction with Child A’s response, could be interpreted as a positive teacher-pupil relationship (Zajac and Kobak, 2006). Similarly, Nye et al. (2016) conducted a study into potential responses to problematic behaviour, considering this from the perspectives of special educational needs coordinators. Within the paper it is suggested that when children feel respected and safe within the learning environment, the occurrence of defiant behaviour decreases (Nye et al. 2016). Nye et al. (2016) suggests that if positive behaviour management strategies are implemented, there is often less tension between staff and pupils. Whilst this paper predominantly refers to children with additional learning needs, the authors discuss mainstream classroom environments throughout. Also, due to the lack of information provided regarding Child A, it could be viewed as important to take a variety of potential internal factors, such as additional learning needs, into account when analysing the critical incident. Based on this, potential links to the work of Zajac and Kobak (2006) in relation to the importance of positive teacher-child relationships could be made when discussing factors that may have affected Child A’s behaviour. The consideration of the impact these factors may have on well-being is discussed as a potential explanation to Child A’s lack of enjoyment with independent activities. Aside from internal factors, various academics, including Kariippanon et al. (2018), suggests that factors within the learning environment can impact pupils’ well-being. Within this article the researchers highlight the positive impacts of “flexible teaching,” (Kariippanon et al., 2018, pp. 304). Kariippanon et al. (2018) suggests that often pupils are more enthused when a teacher is willing to alter their teaching style to suit the needs of the students. It could be suggested that Child A’s defiance and disengagement is related to the strict guidance associated with each stage of the Think-Pair-Share strategy. This concept could be linked to the idea that Child A may respond in a more positive manner if given the opportunity to participate in different tasks. However, Payne (2015) places an emphasis on the requirement of rules and guidance within the classroom to ensure children and young people develop interpersonal skills, conform to rules and rehearse effective self-monitoring. Thus, whilst research suggests that children often have an improved state of well-being when provided with an opportunity to explore and be creative through strategies including “flexible teaching,” (Kariippanon et al. 2018), this may not always be doable when educating groups of young children. 

The literature discussed can also be considered in relation to personal teaching practice. When considering an event or information that influences teaching practice, reflections and evaluations are often regarded as important as this ensures practitioners are “reflective teachers” (Brookfield, 2017, pp.88). As previously mentioned, Tripp (1993) recognises the importance of considering specific events to ensure the reflection is effective and informative. Numerous models have been created to enable individuals to analyse an event in order to make necessary alterations (Johns, 2017). An example of this could be the “Four Lenses,” by Brookfield (1998). Brookfield (2017, pp.61) developed a framework to enable effective reflection to take place by considering a specific event through the viewpoints of other individuals as well as oneself. Elements of this reflective structure are interlaced into the reflection to allow the observer to consider the critical incident, the way in which this was analysed and the potential next steps. 

When reflecting upon the analysis of the critical incident, various next steps have been considered. O’Dwyer and Bernauer (2013) argue that the presence of an observer can affect the dynamics within a classroom. It is suggested that dynamics including pupil behaviour generally change when an observer is present, this can result in unrealistic representations and lead to unreliable findings (O’Dwyer and Bernaur, 2013). With this in mind it could be argued that the pre-recorded sessions may have provided a more authentic view of the classroom environment as the individual filming is a member of the school staff who is known to the children. Whilst there are benefits to this form of non-participant observation, Williams (2020) suggests that perceptions of the environment can be hindered when conducting observations using an audio-visual device. From the perspective of an observer (Brookfield, 2017), a potential option for the next steps of examining this critical incident could be to conduct observations within the learning environment, whilst conforming to the role of a nonparticipant observer. This strategy may provide an opportunity to gain more of an insight into the learning environment. When considering this suggestion from the “student’s eyes,” (Brookfield, 2012), it could be suggested that the observer should avoid participation to ensure students do not feel uneasy as this could result in a change in dynamics, such as lack of participation from Child A- thus, creating the observer effect (O’Dwyer and Bernauer, 2013). In relation to the next teaching and learning steps following on from the critical incident, the concept of positive reinforcement could be considered. During the observation, Teacher 1 recognised Child A’s lack of conformation to the rules but did not praise the individual for his positive behaviour when conforming. Positive reinforcement can draw attention to the desired behaviour, this may provide an understanding of what would need to be done in order to gain further positive feedback (Chaplain, 2016). Whilst the critical incidents depicts that repeating rules and expectations can result in obedience, the idea that the child may actively change his behaviour in order to gain positive feedback, as opposed to requiring reminding on various occasions, could suggest that positive reinforcement will have a longer-lasting effect (Hattie and Timperely, 2007, pp. 82). Brookfield (2017) suggests that practitioners should consider theoretical perspective. In relation to positive behaviour management, Skinner (1953, pp.192) emphasised the benefits of Operant Conditioning to “condition incompatible behaviour.” Within this theory it is suggested that when people associate rewards with particular behaviour, they are more likely to repeat it. Skinner (1953) also advocates the use of negative reinforcement to associate consequences with negative actions; however, positive reinforcement strategies are becoming more favourable within modern-day educational facilities. Strategies including the Pivotal Behaviour Policy by Dix (2017), which emphasises the importance of minimising negative reinforcement where possible, suggests that a clam and encouraging approach creates a safer and preferable environment for children and young people to learn. Dix (2017) also places emphasis on allowing children to feel liberated when learning. Various teaching apporaches such as Montessori education, whereby creativity and freedom of choice is encouraged, draw emphasis on the idea that when children are free to explore education they often develop at an enhanced pace (Isaacs, 2012). Thus, it could be suggested that whilst guidance is necessary, strategies which require children to make their own choices may improve behaviour and engagement. Cremmin and Arthur (2014) suggest that children require a mixture of guidance and freedom, suggesting strategies such as carousel options, which allow children to take control of their own learning whilst making independent choices. The utilisation of a carousel option, as opposed to activities which require strict monitoring, may facilitate the individual needs of more pupils (Cremmin and Arthur, 2014). Based on theoretical perspectives, in conjunction with innovative policies and strategies, it could be said that part of the next teaching and learning steps, following on from the critical incident, could include more praise as well as increased child-led learning opportunities. This suggestion could also be linked to the observer’s personal and professional development as the observer can consider strategies such as this in future teaching practice. Whilst the potential suggestions are provided, the observer recognises that the school in which the observations were conducted has gained positive feedback by Estyn (2014) in relation to the quality of teaching, as well as the prioritisation of the pupils’ well-being. Thus, whilst the suggestion could be implemented as the next teaching and learning steps, the implementation may not be considered vital.

The use of reflection to inform professional and personal development is encouraged by numerous academics, including Brookfield (2017) and Tripp (1993). Brookfield (2017) argues that this allows teachers to consider the quality of their lessons and ensure they are developing their skills that meet the needs of the class. The importance of reflection has become more prominent through the increased promotion of the new Professional Standards for Teaching and Leadership (Welsh Government, 2018). This document highlights five areas of teaching practice that enable practitioners to develop “skills [and] knowledge… for excellent practice,” (Welsh Government, 2018). Within the Pedagogy section of these standards, the Welsh Government (2018) state teachers should “consistently secure the best outcomes for learners through progressively refining teaching.” This statement highlights the importance of assessing one’s own practice. Additionally, within the Professional Learning section, emphasis is placed upon “reflection and openness,” (Welsh Government, 2018) to ensure continuous professional development occurs. Thus, the use of reflection at various points within teaching careers could be deemed essential in relation to expectations and standards. 

In conclusion, the observer identified next teaching and learning steps, as well as discussing further areas of research, in relation to the critical incident selected during the observation period. The non-participant observations used, in addition to a structured-written method of recording the information, enabled the observer to gain insight into the classroom environment. Whilst the observer completed the various elements of the case study, areas that could be altered and improved, such as a access to learning environment-based observations, have been considered in relation to the next teaching and learning steps. Based on the first of the two areas of research, the observer recognised that whilst pupils often have preferred methods of learning, teachers are expected to provide an array of learning opportunities and utilise different strategies for teaching (Welsh Government, 2010). Also, an in-depth exploration of ways in which pupils’ well-being could be prioritised has been conducted and presented within the reflection, whereby strategies to prioritise well-being within classrooms is considered. It could be stated that considering critical incidents, whilst using the frameworks and literature by academics such as Tripp (1993) and Brookfield (2018), allows observers to reflect on incidents, process information from an array of perspectives, make links to the next teaching and learning steps and consider options for professional development- a skill which is deemed essential in relation to the role of a reflective practitioner (Welsh Government, 2018). 
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Appendices

Appendix 1A
OBSERVATION / FIELD NOTES
Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
2019

Year 1


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Literacy and PSD activity on Superheroes

Early on in the topic

Indoors on the carpet (whole class)
Group work 

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

The children appear to have some prior knowledge on the topic, with some children appearing clearly engaged and others avoiding the tasks. 

The children seem to be excited about the learning, with some members of the class struggling to initially conform to the expectations set by the teacher (linking to the: Think-Pair-Share.)

Disengagement was managed carefully by actively pairing certain children together, accompanying children that required extra help and reminding the class of rules/expectations.  
 
 

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
 
The teacher uses cards with challenges on them to pose questions and provoke thought from the students regarding the strengths and weaknesses of the superheroes.
 
Specific languages make the objectives clear.
The teacher uses question stems including “why?” to prompt the children. 

This literacy lesson is designed to allow the children to improve their independent thinking skills as well as their explanation skills. The teacher questioned the children's reasoning and choices and ensured recognition was paid to the children with the minority opinion.
 

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
 
Asking the children to activate their prior knowledge.
 
Think, Pair, Share- this activity was instructed by the teacher and the children were expected to independently think, then discuss with a friend, before explaining (Lollipop sticks were used here). Due to their age the children needed support in some areas. For instance, the children were repeatedly reminded of the expectation during certain parts of this exercise, such as when children had their hands raised during the think stage but they were not expected to answer the question aloud yet. 
The teacher modelled good behaviour by thinking, pairing and sharing.

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
 
The teacher sat with a child who was struggling to share ideas with anyone on the mat. This teacher then posed questions to the child regarding the skills of each superhero to expand the knowledge base.
 
Various members of staff
 
Creative displays
 
Lollipop sticks as a means of choosing speakers.
 
The children had group work activities to complete including the discussion of which superhero would be best suited to solve a challenge specified on the Challenge Card. Here the children worked as a group to assist one another in reading the content and discussing their thoughts and feelings. 


	Assessment
(Can anything be observed about how a student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
Asking the children direct questions “what do we do when we are wearing the yellow hat?” This is an activation of prior knowledge (AfL) as well as allowing the children to exercise their thinking and communication skills. 
 
Giving specific instructions regarding the children’s roles at that moment. 
As the children become familiar with what is expected of them, they may be able to recognise how they need to behave without being told. Example: instead of “No hands up, we are thinking at the moment,” the teacher said “Remember what we need to do during the thinking time.”
 
Using lollipop sticks to ensure children get an opportunity to share their ideas.
 
Once asked to explain one’s own views, the teacher asks if the children agree with the statement.


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

Well-being: Allowing a child to read the register- looking at peer respect and support as well as building confidence.
Think-Pair-Share: strict guidance to ensure children are conforming to the rules associated with all three stages (independent thinking, paired discussion, feedback opportunity)
 
Group activities: Child A uses his finger as a guide to assist child B in reading the problem card- can children be reliant on the support of their peers or should support always come from the teacher? 
 
 


 
 
Appendix 1B
CRITICAL INCIDENT IDENTIFICATION RECORD
 
	Details relevant to the research context.
 
Date/time.
 
Age/Stage of group.
 
People involved.
 
Contextual
information from field notes.
 
	 
 
 
 
2019
 
Reception and Year One- mixed age and mixed ability class.
 
 
The class teacher, two members of support staff and pupils.
 
Indoor lesson with various activities that promote independence, collaboration, interpersonal skills and thinking/questioning skills.

Topic: Superheroes. The children were faced with challenges and had to decide which superhero would be best for the job and why.  

Think-Pair-Share strategy.

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	 
Child A was defiant in regards to conforming to the rules of the first stage of the activity. Child A did not want to participate in ‘thinking’ stage of ‘Think, Pair, Share’ and disputed this using the following lines:
“I know the answer now,”
“I don't need to think if I already have the right answer.”

This task was relating to an opinion-based question meaning there was not a single correct answer. 

The teacher reminds the whole class of her expectations during the thinking stage using a calm tone of voice, she urges the pupils to remember their roles during thinking time.

Child A looks at the children around the carpet and began to imitate them- he becomes more enthused and engaged throughout the other stages, especially when sharing his views. 
 
This could allow the observer to focus on:
· Vygotsky and the zone of proximal development when assisted by a more knowledgeable other- child A looked around and began to imitate his classmates.
· Avoiding negative reinforcement “let’s remember our roles during Thinking time”
· This interaction was governed by a teacher who questioned and guided their responses where necessary (could be seen to suggest that peer support is not successful unless tailored).
· Allow the children to debate with one another, whilst guiding their interpersonal skills, when talking over one another. Also further their knowledge by asking questions and reexplains to help clarify.  
· Future practice: Differentiation is key, the teacher accepted that one child required reminding of the rules. Consider the potential factors behind this/the child’s individual needs. 

Moving forward:
Child A could be provided with more options or given more opportunities to practice the Think-Pair-Share Strategy to avoid defiance.

More focus on praise to promote positive well-being.

Four Purposes:
· Ethical informed citizen
· Creative contributor
Pedagogical principles:
· Encourages collaboration
· Promote problem solving, creative and critical thinking.
· Support social and emotional development and promote positive relationships. 





Appendix 2A
OBSERVATION / FIELD NOTES
Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
September 2020
 
Year 5- age 9 and 10 years old.

Mixed ability classes due to children being confined to one “bubble.” They would normally be in set classes for maths.
 
Class teacher- covering maternity. 
 

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Start of a new unit in Maths

Indoors- classroom.

Mixed ability

Children seated in rows due to covid-19 recommendations.
 

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

Children appear quiet and engaged
 
Clear level of authority with silence and hands up requests.
 

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
 
Comparison to challenges that they have already completed to allow them to
Independent work, clear as the children are expected to think and respond for themselves.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?

Activating prior knowledge

Recapping what they have previously covered

Maths symbols and explanations on the wall to act as a reminder.
 
Changing tone to place emphasis on keywords within the instructions given.
 
 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
The children come up with their own success criteria.
 
The teacher manoeuvres around the room to ensure the children are supported.
 
Emphasis on the expectations of team work and peer support.
 
Offering opportunities for the children to use more advanced vocabulary

	Assessment
(Can anything be observed about how a student's existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
 
The children were in charge of recapping other lessons.
The pupils supported each other in explaining the strategies that will be used when solving the problems- this is then checked and reinforced with the teacher depicting a checklist on the board.
 
Challenging the children, asking them to explain their point/convince the teacher of their opinion.
 

	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
 
Hands up when answering questions
 
*Working together (to form a success criteria)- the concept that children can learn from their peers. Is this less pressure than speaking out loud in front of the class?
 
Physical demonstration- asking some children to stand to demonstrate the point?
 


 
 

Appendix 2B
CRITICAL INCIDENT IDENTIFICATION RECORD
 
	Details relevant to the research context.
 
Date/time.
 
Age/Stage of group.
 
People involved.
 
Contextual
information from field notes.
 
	 
 
 
 
September 2020
 
Year 5- age 9 and 10 years old.
Mixed ability classes due to children being confined to one “bubble.”
 
Class teacher- covering maternity.
 
2nd week in class/Year 5
Deputy head of the school
Introduction to Mathematics.
Clear and concise displays with relevant information.

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	 
At the beginning of the lessons the pupils were briefly prompted on what they had looked at in previous lessons that is, in some way relevant to what they will be learning today. The majority of this extract depicted the children directing their own learning by discussing what they have learnt about and why it was relevant
 
This could allow the researcher to focus on:
·   	Participation in class: hands up- does this strategy always work? If so, why? If not, why?
·   	Giving the children a clear limit- “I will listen to the two people who have their hands up now and then we will be moving on.”
·   	Well-being of students- could the pressure of participating this affect their engagement? Children may be anxious so do not relax but are engaged other children may allow their peers to take the lead.
·   	Teacher recognises that one half of the class is working harder during the hands-up period than the other and politely encourages their participation. 

Critical incident: relying on children participating by their own free will may not always be the most efficient strategy when compared to tactics such as the lollipop sticks. Whilst the fear and anxiety associated with choosing names at random is often higher, this can be remedied by using the ‘ask a friend’ tactics. 
Using a variety of tactics such as ‘ask a friend’ would then link to elements of the Four Purposes, such as encouraging collaboration and healthy confident individuals. 
 




Appendix 3A
OBSERVATION / FIELD NOTES
Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
2019
Reception class
 

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Reception class
 
Midway through the superhero topic
 
Focus: literacy lesson-sentence building.
 

	Classroom culture
What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?
The learning seems fun and passionate, the children are clearly invested in the topic and have their own thoughts and feelings about certain characters.
 
The children respond in enthusiastic tones at various points of the lesson. For example, when the teacher uses a word that is not included in the options the children correct her and help her work out why she is wrong. 
 
Children’s names were used to grasp their attention, ask questions and re-engage them. This worked particularly well for some children who struggled to gage when it was an acceptable time to take the word cards and move around. 


	Objectives
What happens in the environment that communicates the purpose of the experiences? What can be observed regarding the way lesson activities relate to these purposes?
Purposes:
Improve understanding of sentence structures and sentence building. 
Different areas have tasks that the children can choose to participate in. 
The teacher states that once the children have completed the main task they can go to the writing table and write a letter to the Joker.

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
 
The children were given an opportunity to list the superheroes before starting, allowing the children to think about what they had previously learnt about. 

The teacher repeated and, where necessary, corrects the statements the children have made without stating they are wrong. 

The children are arranging words that make up the wall display. This activity was used to get the children involved in creating the displays whilst improving their subject knowledge. 
 
The environment includes prompts including visual aids and key words relating to the topic which appeared to act as reminders for various children.
 
 
 

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

The teacher sat with a small group, using hand signals to clarify any points made that may require clarification.
 
Manoeuvring around the room as opposed to keeping the children sat in one spot for long periods of time.
 
There is the option of a writing table but the children can also choose what they write.
 
Open ended questions
 
Prompting certain children without pushing them
 

	Assessment
(Can anything be observed about how a student's existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

The students were briefing prompted to think about the work they had done on a different day. This APK activity led on to children being left to independently recognise that the work had been undone and required fixing.
 
The teacher verbally assessed various children, directly asking certain members of the class to respond at a given time, examples:
Can you read that out please?
I’m going to see if ___ can help me with this one.
 
Recognising different children’s potential- Child A was unable to sound out the word so he identified the first letter and another child helped finish the word.


	Specifics / Critical Incidents
(Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
 
Allowing the children to see the problem on the wall and examine it. 

The children sat in circles and built the sentences, in small groups, whereby they had to discuss why they had organised the words in certain ways. Group work- peer support or allowing children to slip through the net?
 
Within the Reception class the children were allowed to move from the carpet to another part of the classroom (highlighting utilisation of an engaging learning environment.) When the children reached the Superhero area the teacher stated that something was wrong but did not specify before asking the children for their input. Allowing the children to independently recognise that the sentence on the wall had been mixed up highlights critical and independent thinking. These children were then prompted to make comments regarding the discovery, stating who they think mixed up the display, why the person may have done this and what their thoughts and feelings were towards this action.





Appendix 3B
CRITICAL INCIDENT IDENTIFICATION RECORD
 
	Details relevant to the research context.
 
Date/time.
 
Age/Stage of group.
 
People involved.
 
Contextual
information from field notes.
 
	 
 
 
 
2019
 
Reception Class. Age: 4-5 years old. This is an established class that has been studying the topic for a number of weeks.
 
 
Class teacher, support staff and pupils.
 
Children are midway through the topic of Superheros. The children have been considering various superheroes; they have been looking at each superhero’s powers, strengths and weaknesses. This observation took place during a literacy lesson in which the teacher focused on sentence structures through a variety of activities.
 

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	Utilising the learning environment. The children moved from the carpet, to the Superhero Zone before being divided into small groups to fix the problem identified within the Superhero Zone.
 
I am unaware of how the groups were chosen but there was a clear mixture in ability levels (with regards to behaviour as well as intellectual ability) which required differentiation.
The children were attempting to recognise key components of a simple sentence (I and . ) 
The group had to construct a sentence out of the mixed-up word cards that were spread out in the centre, defining and discussing multiple words as they progressed through the activity. 
 
This could allow the researcher to focus on:
· Children need independence, trust and to be pushed. The critical incident discussed required the children to pay attention, engage and respond when needed.
· Little scientists- the children were expected to identify the mismatched work on the wall without being told. They were also expected to work out why this had happened and who created the issue before discussing why they had reached the conclusion. Encouraging sentence building verbally before using the word cards allowed the children to consider their ideas without the pressure of actually writing/organising them. The children did not have much time to interact and help one another- very little peer support utilised. 
· When questioning the children, the teacher differentiated her tactics and accepted a variety of answers. One child provided a definition of a word whilst another child sounded out the first letter of a word. Allowing child B to answer the question before the child A has spoken may have a negative impact on the child A’s self-esteem and long term progress. 

Links to four purposes: 
· Capable learners- independent thinking and reasoning
· Confident individuals- asking specific children for answers changing the tone of voice when giving praise.

Pedagogical principles:
·  Encourage collaboration- group work
· Promote problem solving, creative and critical thinking- discussing the way in which the words should be ordered.
· Encourage learners to take responsibility for their own learning-manoeuvring around the room, allowing children to justify their ideas, their problem solving and sentence building skills are displayed on the wall. 
· Ethical informed citizens- before asking the children to put the sentence together, they were discussing what will be done next (such as writing a letter) and when one child said they wanted to hurt The Joker the child was told they should not do that but are able to write him a letter. However, the child was not told why they were not allowed to hurt the villain, meaning they may not be able to apply this concept and awareness of what is acceptable and unacceptable in other contexts. 




Appendix 4A
OBSERVATION / FIELD NOTES
Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
September 2020

Nursery

Aged 3-4 years old
 

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Grasping the expectations of a classroom environment.

Behaving as expected during carpet time, listening, answering, sitting with legs crossed etc.

Beginning of the academic year- these children are new to the school environment.

Mixed ability and age range of 3-4 years old.
 
 

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

Use of a prop to depict rules

Adapting to being in a learning environment

Reception of songs
 
 

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
 
Get the children used to carpet time

Provide the children with opportunities to practice their listening and obedience skills. 

Developing their social and interpersonal skills


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
 
Music is used to depict the classroom expectations
 
A puppet is a visible representation that the children associate with listening to the teacher.
 
Colourful displays with letters clearly depicted
 
 

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

Based on the age of the children, levels of challenge with regards to  learning to conform to classroom expectations will vary.

There were props that are used every day, such as the box, to allow children to get a sense of the routine of the day.

Some children did not want to be separated from their toys when carpet time began.
 
 

	Assessment
(Can anything be observed about how a student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
 
The children are aware of the structure of the days. Giving them a sense of independence when they are asked “what do we have to do next?”

Count 1,2,3- the teacher encourages the children to help her work out which numbers come next.

Different format of songs- the focus was Twinkle Twinkle Little Star and the children sang it with and without the musical book.
 
 

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

Allowing children more than one opportunity to conform to expectations, especially early in the year/in the school journey.
 
Instructing through music.
 
Repetition of rules, expectations and instructions
 
Body language and movements to depict expectations- modelling how to sit cross legged.


 

Appendix 4B
CRITICAL INCIDENT IDENTIFICATION RECORD
	Details relevant to the research context.

Date/time.
 

Age/Stage of group.
 

People involved.
 

Contextual
information from field notes.
 
	 

September 2020
Morning session- children may be feeling lethargic or uneasy as they are new to the school environment.
 
Age 3-4 years old. Nursery class.
 
 
Class teacher, TA support and pupils.
 
20 out of 47 children due to Covid-19 staggered starts,

2nd week of nursery- aside from the age difference, there was a staggered return meaning some children had been in longer than others.

The children were being introduced to carpet time.
 

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	 
The use of positive language and tone of voice to encourage children to behave in a certain manner. 

The teacher used a puppet to identify areas of improvement with regards to the classroom etiquette. For example, the teacher held the puppet to her ear and pretended the puppet was whispering to her and saying that some children were still holding toys despite being told to put them back. The teacher then allowed the children a moment, whereby she was not looking, to return any toys they had taken on onto the carpet. 

Providing children with an opportunity to make their own decisions regarding the learning allows them to be ethical informed citizens (making good choices) and promotes the principle: sustain pupil efforts to reach high but achievable targets (whilst these tasks are new to the children, conforming to the expectations is still doable.)

How could this be progressed?
Allow the children opportunities to check their surroundings and independently identify any areas for improvement before ‘the fairy’ states that a change needs to be made. This would then encourage learners to take responsibility for their own learning and produce ambitious and capable learners.
 
 
 
 




