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A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident

Introduction
A critical incident can be defined in broad terms as a situation that tests pre conceived teaching methods adding new dimension to beliefs and motives via utilisation of reflective practice (Joshi, 2018, p.82). Tripp (2012, p.25) states that a critical incident refers to a significant change, not necessarily dramatic in nature, more often a routine or “typical” event which becomes critical through interpretation and analysis. Conversely Joshi (2018, p.82) refers to a critical incident as a perceived challenge, rather than a common place occurrence, critical as it holds value and meaning. This belief is shared by Brookfield (2015, p. 84) who defines a critical incident as an unplanned and unanticipated event which stands out vividly.

Fundamentally, a critical incident encourages reflection of the beliefs and values that underpin professional practice, thus promoting professional growth. Teaching methods and perception become more controlled producing greater focus, enabling practitioners to learn more about their teaching, their students, and ultimately, themselves (Richards and Farrell, 2010).

A critical incident can be positive or negative and can occur both within and outside 
of the classroom. Its interpretation should be considered and justified in order to inform reflective practice. Reflection should be regarded as a cyclical process, to sharpen focus, adjust and constantly refine beliefs and enable continuing professional development.

For the purpose of this study, four critical incidents were identified, notated and analysed (see Appendices) and one used as a case study to further discuss how to facilitate the learning of young students within the context of the New Curriculum in Wales.

Observation
The British Educational Research Association (BERA) sets out ethical guidelines for educational research. Anonymity is a legal requirement and is subject to General Data Protection Regulation (GDPR), thus observation techniques in education need to adhere to this framework (British Educational Research Association, 2018, p.1-25).  Classroom observation is used as a learning tool for student teachers in order to develop skilled reflective practitioners, and ultimately improve their pupils’ standards of achievement (Estyn, 2014, p.1-26).

Classroom observations for this case study were made within the Foundation Phase, specifically year 1, in a rural village school serving the surrounding areas. For the purpose of this study, the school will be referred to as school X. School X is a voluntary aided, coeducational, English medium, faith school, with a distinct Christian character and welcomes pupils from any faith or denomination. The number on roll is approximately 200 and there are currently no looked after children. Catchment draws from a high socio-economic demographic (Office for National Statistics, 2011). All Foundation phase classes are taught in their year group and contain up to 30 pupils, and all classrooms within this phase have access to an outside learning area. Parental input and collaboration with the school is encouraged.

The Foundation Phase Outcome Indicator = 93.3% and sits approximately 10% above the National average (Statistics for Wales, 2018). The ethos of school X is to create ambitious learners with a strong understanding of the values of faith, community, family and respect for others, as reflected in the New Curriculum for Wales.


Methodology
A range of approaches can be applied in educational research to gather information with the aim of providing educators with a sound knowledge base (Cohen, Manion and Morrison, 2007, p.47) underpinned by pedagogical principles (Donaldson, 2015). Evidence based practice should fundamentally allow the researcher to collect reliable, robust data via proven educational research methodologies in order to understand, explore and confirm Donaldson’s four purposes of the curriculum (Donaldson, 2015) (Kumar, 2019, p.8). 

“Observation techniques are a powerful tool for gaining insight” (Cohen, Manion and Morrison, 2007, p.412). Educational research “seeks to understand, inform or improve the practice of education” (Arthur et al. 2012, p.11) and should be “a deliberate activity of helping learners to develop their understanding and skills” (Ball and Foranzi, 2007, p.530). Observation can take many forms, participant and non-participant, overt and covert, and sits in a qualitative form of social enquiry. Interpretations made are complex with many layers, shaping human experience in a natural social context, in this case, a classroom. Observation undertaken in this enquiry comprised of a non-participant overt approach. The researcher took a neutral, non-interventive stance and teachers and pupils (participants) were aware of their presence. By recording contemporaneous live data with a descriptive and detailed narrative, a snapshot account of events encompassing interactional and pedagogical styles emerged. This approach allows penetration of situations which do not lend themselves to quantitative analysis, for example noting social cues and non-verbal behaviour (Cohen, Manion and Morrison, 2007, p.256-263) and provides authenticity and a holistic view that only a fresh pair of eyes can see (Cohen, Manion and Morrison, 2007,  p.148).  

A natural mode of reporting an observation is the case study model, “a study of instance in action” (Adelman, Kemmis and Jenkins, 1980) which lends itself to critical incident methodology via triangulation to interpret data. Case studies are grounded in observation and perception and employ empirical methodology, anecdotally recording events in real time in the real-world (Yin and Davis, 2007). It is soft research approach that does not constitute a sample, but deductions can be generalised and applied to theoretical principles using insight (Yin, 2018, p.55). The case study model is a natural platform to make observations in a dynamic, rapidly changing, unpredictable environment (Cohen, Manion and Morrison, 2007, p.253-263). Attention to detail, chronology, focus and context are documented, encouraging analysis of objective and subjective data (Dyer, 1995, p.48-49). Strengths of the case study are that it is self-explanatory and can be undertaken by a single researcher, interpreting unanticipated and uncontrolled variables and thus capturing unique features (Cohen, Manion and Morrison, 2007, p.256). One of the greatest limitations of case study methodology to analyse critical incidents is the relative inexperience of the researcher leading to observer bias. Interpretations and values do not exclude reflexivity (Nisbett and Watt, 1984) and maybe polarised (Kumar, 2014, p.175).

Recording of observations within a case study is also important to consider, for example, video recordings allow the researcher to replay, re-evaluate, reflect and consult with peers, but is disadvantaged in that participants can act differently on camera (Erickson, 1992, p.209-210). Similarly, reactivity of participants can increase by the mere presence of the researcher in their natural environment (Shaughnessy, Zechmeister and Zechmeister, 2003, p.113). This is known as the Hawthorne effect which can distort the ecological value of the data (Kumar, 2014, p.174). In this nquiry, primary data was recorded via a structured approach using a template adapted by Fletcher Wood, to include notation of multiple sources of qualitative evidence for analysis, thus creating a critical incident. A critically reflective approach should encourage analysis based on different research perspectives: past experience, students’ perception, peer review and theoretical pedagogy. Evaluation of this normative research should lead to a value-based approach, highlighting strengths and weaknesses that can be interpreted and evaluated to direct and adapt future developments and skills to constantly evolve as an educator (Brookfield, 1998, p.197).

Observation led to identification of four critical incidents. Short contemporaneous written notes were made in a structured template with questions adapted by Fletcher Wood. A more detailed narrative was developed soon after the incident whilst events were fresh in the researchers mind and reflective insights expanded upon (Cohen, Manion and Morrison, 2007, p.260). The critical incident selected for this case study (Appendix A) is as follows; 
Adult A assigned all pupils by name to several different task stations. Five-year-old pupil A was wandering around the classroom without direction, looking lost and bewildered. Demeanour suggested confusion, shoulders hunched, fingers to lips, tightly clutching pencil case with free hand. Pupil A appeared worried, almost scared to do the wrong thing, not knowing where to go. Eventually, approximately a minute after other pupils were seated and embarking on their literacy task, pupil A took a seat in the only remaining free chair available. Adult A and adult B did not intervene at any point, but adult B engaged with pupil A once seated within the group. 

Analysis of this observation led to investigation and a deeper thinking of the importance of health and wellbeing in relation to confidence, self-esteem, socialisation, integration, and resilience. Communication in the context of cognitive development and consideration of Additional Learning Needs, taking into account Areas of Learning (AoLe), in terms of potential reluctance of engagement in the given cross curricular task, were also considered. Strong association to Donaldson’s purposes of the new curriculum can be established, in particular, “healthy, confident individuals who are ready to lead fulfilling lives as valued members of society” and also, “ambitious capable learners” in terms of communicating effectively in different forms and settings. Also, links were considered to “enterprising creative contributors” in the sense that pupil A appeared to lack autonomy to think independently and be decisive (Donaldson, 2015). 

Consideration of the critical incident in a holistic manner in the context of “an instance in action” (Adelman, Kemmis and Jenkins, 1980), raised questions concentrating on health and wellbeing, emotional literacy and mental health,  as indicated by the expression and demeanour of pupil A. Cognitive development, in terms of processing of information with reference to a potential additional learning need, affecting integration and socialisation, as observed by pupil A’s behaviour, were also perceived to be integral to the investigation, leading to the researcher  seeking further understanding of emotional wellbeing and inclusivity.

Literature Review
Until recently wellbeing has not been considered part of the core curriculum.  In 1998 the World Health Organisation stated that “healthy children learn better”, and thus comprehensive health promotion programmes in schools were introduced (World Health Organisation, 1998) (Konu and Rimpela 2002). In the last decade the focus has shifted from physical to mental wellbeing, centred around intervention, identifying and solving problems using a reactive approach (Cahill et al, 2014, p.16-19). Teachers referred on to Child and Adolescent Mental Health Services (CAMHS), often with long waiting lists, for treatment involving psychological and pharmacological therapies (Howard et al, 2017, p.14).

Over the last twenty years, qualitative studies analysing emotional intelligence, the ability to understand, process and manage emotions, demonstrated a direct correlation with increased confidence, self-awareness, self-esteem, positive relationships, resilience and above all happiness (Mayer, Roberts and Barsade, 2008, p.509, 525). Currently it is estimated that one in ten children in Wales are affected by mental health issues, that are not being addressed early enough, equating to approximately three children in an average classroom (Children, Young People and Education Committee, 2018, p.10) (Time to change Wales, 2020). Data collected by The Children’s Society (2020a) shows that there has been a steady decline in children’s happiness over the last decade, indicating that a change is required to reverse this trend. In order to address this, a consistent, proactive model of promotion, prevention and earlier intervention of wellbeing has been suggested (Brooks, 2013, p.6) (Fenton, 2015). This should be embedded in the curriculum to target a child’s needs in every aspect of their lives, a child centred, holistic approach (Weare, 2015, p.6) (The Children’s Society, 2020a, p.34).

Welsh Government (now known as Welsh Parliament) state that their national mission is “to create strong and inclusive schools committed to excellence, equity and well-being” (Children, Young People and Education Committee, 2018, p.30) (Education Wales, 2020). In order to do this evidence suggests that a whole school approach should be adopted (Cahill, et al, 2014, p.3-4). A successful whole school approach should be delivered school wide and be multi-dimensional (Cahill et al, 2014, p.14) (Howard et al, 2017, p.24-26). It requires leadership, creating a positive school ethos and culture whilst delivering a carefully considered curriculum, with a focus on emotional needs and resilience. (Durlak et al. 2011). Cahill et al. (2014, p.3, 9) define resilience as “the capacity to cope, learn and thrive in the face of change, challenge or adversity” and state that this should be a key focus in schools to support well-being (Banerjee et al, 2016). Yeager and Dweck (2012, p.302-312) report that resilience is essential for success and that it can be developed by adjusting a child’s mindset with appropriate support.
 
Engaging with the wider community, parents, carers and families, as well as specialised allied health professionals, is important. Policies to support behaviour, bullying, diversity and stigma surrounding mental health should be in place, and within this framework, staff training and continuing professional development is integral (Weare 2015, p.5-11). Underpinned by pedagogy,  a wide variety of collaborative, instructional and technological teaching methods to improve problem solving, social and cognitive skills (Payton et al, 2008) (Herbert and Lohrmann, 2011) implementing play therapy (Woolf, 2013) (Homeyer and Morrison, 2008), ”circle-time” (Hromek and Roffey, 2009) and “mindfulness” (Children, Young People and Education Committee, 2018, p.38) should be utilised. Participation in such activities has shown an increase in social awareness, concentration and self-regulation which encourages children to make more appropriate choices and has a direct decrease in stress levels (Natvig, Albreksten and Qvarnstrom, 2003). Monitoring of professional practice and self-audit to inform teaching methods should be exercised (Estyn, 2020, p.4-8). Access to a support network including specialist health professionals and community youth groups to promote extra-curricular activities and hobbies with open communication channels is also important (Matthews, Zeidner and Roberts, 2004).


Given the evidence, teachers are well placed to shape a child’s life in that they spend a great deal of time with their class. Suitable training and resources both in terms of time and money in order to implement a whole school approach is difficult, as every child and every school is different. Teachers report a lack in confidence as they are not mental health practitioners, and evaluating their interventions, including when to refer, is difficult to measure (Children, Young People and Education Committee, 2018, p.20-39). Helping children to cope with change and uncertainty and being able to identify risk factors will promote resilience, and an appreciation that a child will thrive in a safe, secure environment, where they feel a sense of worth and belonging, helps promote better social and emotional skills, positive values and attitudes and behaviour, leading to more successful and fulfilling lives.  
 
Successful inclusive practice in education can be interpreted as an embracement of diversity.    
The “Salamanca Statement” claims that every child has a right to an education, and though all children are unique and have diverse needs, they should all be given every opportunity to succeed (UNESCO, 1994). In Wales the education system is underpinned by equity and inclusion (Florian, Black-Hawkins and Rouse, 2017, p.62.). However, can inclusive practice in schools safeguard more vulnerable groups, whilst optimising achievement for all, in mainstream settings?

Evidence suggests that when individual educational needs are addressed within a flexible personalised programme, both academic and social outcomes are increased with no detriment to other pupils’ progress. There is still much debate about effective educational provision for Additional Learning Needs (ALN). Historically, children were grouped according to ability and similar perceived need, however, more recently, inclusive practice in a mainstream setting, using integration and limited segregation is now favoured (Frederickson and Cline, 2015). Understanding how children learn is integral to good teaching practice, adapting teaching methods to meet individual targets, which need to be appropriate and regularly evaluated, to challenge, but not disengage a child (Pritchard, 2014) (Carroll and Alexander, 2020, p.57). The teacher needs to understand cognitive processes involved in the intellectual development to make informed choices using pedagogical understanding, adapting holistically to a child’s needs in order for them to develop the autonomy to know how they learn best (Mercer, 2018). It has long been established that cognitive development is influenced by “within person” factors and sociocultural activity (Peer and Reid, 2016, p.170) (Chomsky,1965), and more recent studies still reinforce this. Teacher centred pedagogy does not lend itself to children with ALN as they tend to be more passive with less opportunity for participation, whereas more pupil centred practice embraces support which is multidimensional, in terms of socialisation, placing the pupil central to their  own learning (Efthymiou and Kington, 2017, p.16-17). Blatchford and Webster (2018) conducted a large-scale study based on 68,000 classroom observations, investigating how classroom contexts affected cognition and learning in children with ALN within mainstream primary and secondary school settings in the UK. They looked at three factors, class size, classroom organisation and interaction with teachers, teaching assistants, and peers. They conclude that class size is important in that whole class approaches to teaching makes differentiation more complex, leading to loss of concentration, distraction and disengagement of children with ALN (Blatchford and Webster, 2018 p.698) (Webster, 2015). In order to address this, classroom organization needs to be considered, especially in primary settings where pupils spend their whole school day. Grouping children according to attainment levels should not be universal, as children have different strengths and weaknesses and may approach different subjects in different ways, for example a child who is more able in literacy, may struggle with numeracy (Webster and Blatchford, 2017). Grouping children with ALN together or with less able children can lead to social isolation, lower aspirations and lower achievement. Conversely arranging the class in mixed ability groups, may increase distraction and engagement of less able students, but on the other hand, allows collaborative interaction with more able students in the form of peer mentoring, and affording time for less able pupils to process information and catch up (Webster & Blatchford, 2017, p.609). Interaction with teachers, teaching assistants and peers should be constant, consistent and central to learning, and in this way individual needs can be supported. Blatchford et al (2003) coined the term “social pedagogy”, meaning that teaching and learning takes place in a physical and social setting, depending upon interconnections within the class, and with other classes, and that classroom learning contexts may facilitate or inhibit pedagogical approaches in a class with diverse learning needs (Bletchford and Webster, 2018, p.700).

It is important to foster good relationships with each and every child in the class and get to know them as individuals. The evidence suggests that grouping children together who have ALN inhibits and limits engagement with the teacher and other class members. Feeling isolated with little peer interaction indicates that social needs are not met and creates stigma, which can lead to low self-esteem, decreased motivation and decreased attainment. This reinforces the belief that how a teacher manages a class can have a great effect on educational outcomes, in spite of delivering good quality of teaching, and that a blend of teaching methods in the context of classroom organisation is important to promote inclusive teaching practices.
Future research on the practical implications of inclusive practice will hopefully facilitate optimum educational provision (Slee, 2010).

Reflection, Evaluation and Next Steps
A good educational practitioner will develop the discipline of critical reflection and continually revisit and re-evaluate to test the accuracy and validity of their assumptions throughout their teaching practice (Brookfield, 2017). In order to do this Brookfield suggests looking through four different lenses: through the students’ eyes – how they interpret what their teachers say and do, through colleagues’ perceptions – they may see things differently and share knowledge and ideas, through the researcher’s eyes – based on personal experience and insight, and lastly, theory and research – using pedagogical theories and information gathering to change perspective. For the researcher, critically reflecting in this way, highlights strengths and shortcomings that can be used to constantly adapt and develop skills. Linking back to the critical incident (Appendix A) in this enquiry via the case study model, allowed exploration of emotional wellbeing and inclusion. The researcher scored child A low on the Leuven Scale for wellbeing (Barber, 2013), as child A exhibited signs of distress and possibly confusion as they appeared to either have not understood instructions or perhaps was not paying attention. The researcher had concerns for the wellbeing of child A and noted that they were separated from interaction within the classroom. Ultimately the observation was that child A was unhappy, upset and experiencing stress. Was this incident caused by lack of cognitive processing or a lack of motivation to complete a literacy task, possibly related to an ALN, or were there other contributory factors that child A was experiencing outside of the classroom, for example, lack of sleep, leading to poor attention and loss of engagement, or was child A worrying about something else in their life? Was this typical behaviour or was child A just having a bad day?

The researcher experienced empathy for child A, reflecting anecdotally, having an ALN themselves, leading to tenacity and increased resilience. Upon discussion with adults A and B, it was established that pupil A did not have an ALN and was usually engaged and fully integrated within the classroom context. Research suggested that emotional wellbeing and resilience are fundamental to the happiness of a child and that the current coronavirus pandemic has had a huge impact on children in many ways but has had a direct influence on anxiety and stress levels, affecting the ability to learn (The Children’s Society, 2020b) (The Children’s Society, 2020a, p.34). Embedding health and wellbeing into the New Curriculum for Wales and identifying it as an Area of Learning reinforces the importance of a child’s happiness in relation to increased academic achievement (Children, Young People and Education Committee, 2018, p.34) and will inform the researcher’s future practice in terms of using a creative pedagogical approach to link principles to support and promote wellbeing (Brookfield, 1998). Facilitating students’ awareness of their own emotional needs in terms of prevention and mitigating intervention and incorporating this into lesson plans will endeavour to build resilience and coping strategies. This reinforces the importance of new teaching strategies supported by good relationships with teachers, peers and family, with the emphasis on positive change for the better, which in turn increases performance (Yeager and Dweck, 2012). Given the current pandemic, this is a very challenging commitment for teachers, bearing in mind,  the different experiences of pupils in relation to home-schooling, access to technology and self-motivation during National Lockdown (Estyn, 2020), and potentially addressing the attainment gap that has developed (Children, Young People and Education Committee, 2018, p.30). Welsh Government might consider recommendations for teacher training specific to the pandemic and also develop a means to monitor improvements in wellbeing, rather than focussing on academic performance, thus adopting a multidisciplinary approach. This may include more support for services for children to combat social media influences, bullying and cyber bulling, real life interaction with peers and stigma (Children, Young People and Education Committee, 2018, p.23-25). Confirmation that coping mechanisms can be supported, and developed within the school environment via appropriately trained staff and increased staff to pupil ratios, would require resources both in terms of finance and time. 

In terms of pupil A’s behaviour, wandering around the classroom without direction, the researcher sensed a feeling of exclusion from engagement with both adults A and B and their peers. Reflection of literature surrounding cognition in relation to ALN and inclusion led the researcher to believe that the greatest influence on a pupil’s education is the teacher and they are there to facilitate a safe, secure inclusive environment, where the individual needs of the child are central to the learning experience (Efthymiou and Kingston, 2017). There is some debate in the UK about what makes a classroom an inclusive environment. The researcher believes that consideration of the classroom learning context in terms of content of displays, desk arrangements, ability grouping, reward systems and accountability are important (Kaplan, 2017, p.375-6). Also taking into consideration class size, ALN and staff ratios coupled with good quality, appropriate, varied and innovative educational structure might facilitate social pedagogy (Blatchford et al, 2003). In other words, pedagogical approaches that will embrace inclusion, a sense of belonging, collaborative considered peer grouping, friendships and ultimately improved educational achievement, will create a platform for learning where the child’s voice is central to the conversation and their needs considered holistically.

Conclusion
The research approach for this inquiry to identify a critical incident using observation techniques and recording in a structured template to develop a case study, has examined preconceptions and facilitated professional growth, and applications and ideologies underpinned by pedagogy, to take forward into future practice as a teacher delivering the New Curriculum in Wales.

Strengths of this methodology are that observations can take into account neurolinguistic and social cues and details that other forms of research cannot, providing more context and ecological value to the investigation. Limitations include, the relative inexperience of the researcher in this methodology, and potential disruption to the classroom environment by the presence of the researcher in terms of reflexivity and reactivity, changing the ecological value of the data. Conversely, relative inexperience of the use of this methodology could decrease observer bias, pending dominant ideologies (Brookfield. 2017, p.9-11). Taking into account the new professional standards of leadership, the researcher had to consider how power and other ideologies affected the observation and had to work collaboratively with staff to further contextualise the situation.

We know that we need to approach a child’s education holistically in order to improve their quality of life, and we need to understand what the value of an education means to them and place them at the heart of the process. Children want happiness and friendship in school and to gather information and knowledge along the way (The Children’s Society, 2020a, p.34). We also know that happiness has a positive correlation with educational achievement (Children, Young People and Education Committee, 2018, p.44). Our job as educators is to facilitate this so that children feel safe, happy and can positively adapt their skills preparing them to be able to lead full and active lives in their communities and the wider world. Thus, the national mission of education in Wales “to create strong and inclusive schools, committed to excellence, equity and wellbeing” will be upheld (Education in Wales, 2020).
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Appendices


Appendix A
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/9/20, 9:30am, 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).

Adult A led story time, where all of the children were sat on the carpet together. They recited a book and put actions to it- something they were familiar with, possibly to settle them into the school day. This was followed by a short numeracy task on the interactive white board- counting in 10’s up to 100 led by the LSA.  

Adult A then divided the children into groups of between 4 and 7 according to ability, via their names and appointed them a table to do literacy tasks. 

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

Very friendly open classroom. The children engaged when sat collectively on the carpet. The teacher sat on a low chair at the front of the class to be at a similar level to the children. General observation that teachers were firm in their communication style which surprised me considering the age of the children, however this was just a snapshot and I had no prior knowledge of the children in the class. Maybe there was a lack of clarification on tasks in terms of direction and level of understanding.  


	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?

From the materials placed at the workstations, it was clear that this was a literacy based task to enable children to learn to read, write, spell and recognise short words. 


	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 pupils acted out the story which gave them word prompts and helped their recall like actions to a song. Using dot to dot methods to help with letter formation and orientation of the pencil on the paper to help proprioception.







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

After prompts the students wrote words themselves and were able to sound out the words using phonics. Noted that one child was left-handed, and the others were right-handed. I felt that using dot to dot was giving them a feel for forming the letter on paper was slightly too challenging for some of the children in the group, especially when joining up 2 letters. Also, this task required more clarification in terms of directing the children at which point to start the letter formation. 


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

Some of the 3 letter words were “cat” and “dog” which the children can relate to, prompting further discussion and engagement within the group with both their peers and the teacher.


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

Clear instruction and complexity of tasks. Maybe break these down into smaller building blocks. 





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	



28/9/20 at 9:30am 
Age range 5-6, year 1, foundation phase 

Class teacher, 2 other supporting adults and the whole class (approximately 20 pupils)
This happened at the point when the children were put into their task groups and assigned a table. 




	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.
	5-year-old child A was wandering around the classroom aimlessly looking lost and bewildered. Demeanour suggested confusion with hunched shoulders and fingers to lips, clutching pencil case in other hand. Child A looked worried almost scared to be doing the wrong thing as she didn’t know where to go. Eventually after all the other children were seated and embarking on their given task, child A approached a station and sat down in the only remaining free seat. This probably took a minute before she found her seat. 

My observation-
It was clear to me that the child was confused. The teacher named each child and it may have been the case that the teacher missed child A out or that child A was not paying attention to when names were called for which group to go to. This could be for a number of reasons:
· The teacher’s instructions were not clear to her (breakdown in communication).
· The child was not paying attention when groups were assigned.
· The child seemed timid and possibly didn’t want to be seen to be doing the wrong thing and approaching the wrong group, leading to anxiety. 

The teacher (Adult A) and the classroom support (Adult B) may have shared this observation but there was no intervention or clarification of instruction from either of them. If the child was not sure where they needed to be then they could have been gently steered in the right direction.

If the child was not paying attention, perhaps child A was preoccupied by an external experience that day e.g. lack of sleep or home experiences. Another reason could be that child A has a short attention span or processing difficulties (ALN).

The child may be very quiet and lacking self-belief and therefore anxiety and insecurity would develop. Child A didn’t ask where they should be to any peers or adults within the group, reflecting lack of confidence. Whilst the general ethos of the classroom environment was friendly, I noted that the adults were quite stern and direct in their style of communication. Child A waited to take a seat in the only available space left but appeared to be welcomed into the group that she joined. 

If I was the teacher, I would have given the child a gentle steer in the right direction by calling by name. At a later point in the day I would discreetly and quietly make sure she was ok as I would be mildly concerned for their wellbeing.  

In terms of pedagogy the tasks were aimed at encouraging contribution via collaborative learning and were diverse in terms of context for learning inside and outside the classroom with use of digital technology in the way of the interactive whiteboard. Different styles of learning were addressed, and the children were allowed to express themselves through movement whilst still focusing on literacy and numeracy. Concerns in terms of social and emotional support for child A, mentioned above, perhaps more reassurance and clearer and reinforced communication were required. 






Appendix B

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 28/9/20, 11:30am, 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 tasks
The task was concentrating on 3 and 4 letter words and was structured:
· Read the word
· Say the word
· Cover and write the word
· Check the word 

The next part of the task focused on letter formation using dot to dot techniques and then copy the letters in a joined fashion underneath. 


A mixture of literacy and numeracy tasks across workstations based both inside and outdoors. The class was mixed ability and the children were allowed to select their own workstation i.e. choose their own group.


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

Very friendly open classroom. Small groups assigned workstations, one with teacher in charge, one with LSA in charge, seated with pupils, teacher also kept eye on other groups who were working independently. Maybe there was a lack of clarification on tasks in terms of direction and understanding.


	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?

From the materials placed at the workstations, it was clear that this was a literacy-based task to enable children to learn to read, write, spell and recognise short words. 


	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 pupils acted out the story which gave them word prompts and helped their recall like actions to a song. Using dot to dot methods to help with letter formation and orientation of the pencil on the paper to help proprioception.


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

After prompts the students wrote words themselves and were able to sound out the words using phonics. Noted that one child was left-handed, and the others were right-handed. I felt that using dot to dot was giving them a feel for forming the letter on paper was slightly too challenging for some of the children in the group, especially when joining up 2 letters. Also, this task required more clarification in terms of directing the children at which point to start the letter formation. 



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

Some of the 3 letter words were “cat” and “dog” which the children can relate to, prompting further discussion and engagement within the group with both their peers and the teacher.


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

Clear instruction and complexity of tasks. Maybe break these down into smaller building blocks. 





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	



28/9/20 at 9:30am 
Age range 5-6, year 1, foundation phase, lowest ability group 

I observed a group of 4 children who the teacher felt had the lowest ability and the task was already pre-determined and set out at the station, which was literacy based. Part of the task consisted of letter formation and joining two letters together.



	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	Whilst joining the dots to form letters, one child within the group who was left-handed had great difficulty forming the letter “F” with the tail for joining up to the next letter. The task was clearly too challenging for this individual. Even with support he gave up. The child used negative words towards the task saying, “I can’t do this” and became increasingly distracted and disengaged. This then encouraged the rest of the children in the group to give up. Everyone’s interest was lost, and they all became disengaged.

It was clear from the way the task was set out, the order in which to direct it, however I felt that the writing task needed more clarification. I was concerned the task was quite complex for the children within the group. There was no guidance in terms of where to place the pencil whilst learning to form the letters via connecting the dots, and the difficulty in terms of fine motor skills and control was too high. 

Maybe a simpler task could be assigned to children with lower abilities. Some of the children were very young within their age group and starting with a simple letter and only moving forward to more complex letter formation may be the way forward, allowing those children to consolidate their skills and feel a sense of achievement as opposed to being challenged beyond their capabilities and feeling negative about themselves. 






Appendix C
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 29/9/20, 10:00am, 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).

The lesson revisited literacy with story work with the children using actions to aid their memory to put the words in context. This was done on the carpeted area with the whole class. The children were then divided into similar ability groups for task work to explore the “sh” phonic. Repetition of word formation using look, say, cover, write and check technique. 


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

The children were settled in their small groups for the task and allowed to talk quietly to each other, and to the adult overseeing the task. The teacher uses clapping patters to gain attention and the children copy the pattern which shows they are paying attention. This shows that their collective focus is on the teacher. This is an observation of a level of respect for the teacher.


	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 learning objective was to recognise the “sh” phonic both at the beginning and end words. The “sh” was used in the story and the children were using the assigned task to consolidate recognition of the sound, but also new words containing the “sh” sound were introduced. 


	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)? 

When words were correctly identified, students would move onto the next word. They were allowed to work at their own pace with minimal prompting support. 

	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 were looking at joining two letters “s and h” to form the sound and when writing the sound spent a lot of time trying to replicate the tails in the letter formation for joining up. Confused some of the children as they were putting tails on letters that weren’t required, for instance at the beginning of a word. This took up a great deal of extra time and concentration which overcomplicated the task. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
The teacher checks progress by moving around the workstations to monitor pupil performance and highlights praiseworthy work. The teacher also picked up on slower progress and made comment which could have some negative connotation. 


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

Observation that the children all work at very different paces and that the quality of work varied within a similar ability group. One child found the task difficult and focused on tails on letters rather than letter formation to make a sound.

Something to note is to simplify a task for mixed ability groups so that a sense of achievement and self-satisfaction can be reached. Try to contextualise the word to engage the child and help their recall e.g. the child was interested in superheroes so use of association of the word “smash” with the incredible hulk. 





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	



29/9/20 at 10:00am 
Age range 5-6, year 1, foundation phase 
Class teacher, 2 other supporting adults and the whole class (approximately 20 pupils)
This happened at the point when the children were put into their task groups and assigned a table. 

	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	A 5-year-old pupil was trying to perform the task however when it came to the “write” element he focused on reproducing tails on the letters which took up a great deal of time and concentration. This slowed up the process for him before he could move onto the next word. He finished the task 20 minutes later than anyone else in his group and the teacher passed comment on this directly to the child but within ear shot of other pupils. She said, “You’ve taken ages on this task this morning.” The child looked crest fallen as he had been concentrating and trying so hard to make his letters perfect and when he held his work up for the teacher to see he was full of pride only to be put down. The teacher then did praise the pupil. 

There were clear links moving from one task to another and consolidation of learning points in between giving the pupils the clear sense of structure and direction to follow. The task was more difficult for some children than others and perhaps lacked clarity for this one pupil in particular who was focussing on one particular aspect of the task more so than the other children. Simplifying the task for the pupil would have saved time and concentration and allowed the pupil to keep up with the peer group. 

It is difficult as a teacher to be inclusive in teaching practice for every child all of the time in the wider classroom sense and recognising that everyone has different learning styles and techniques is one thing but catering for these differences on a daily basis is an impossible task. The pupil was searching for positive reinforcement and praise from the teacher and was bewildered to receive a comment which implied that progress was slow but had lost all concept of time due to concentrating on the task. The teacher very quickly recognised this and was quick to praise the pupil and ultimately a sense of achievement was reached for the pupil and also the fact that the teacher was ultimately pleased reinforced this-the importance of positive reinforcement and feedback.








Appendix D
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 30/9/20, 10:30am, 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).

The children were sat on the carpet and revisited the same story that they had been working on daily. Consolidation of the story via actions. The teacher challenged the class to be able to recall the whole story so that everyone knows it perfectly by the end of the week. As it was raining the children had to remain in the classroom and watched a video about a beached whale and how by working together, they helped the whale back into the sea. 



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

The children were sat cross legged on the carpet and actions to the story performed whilst in this position. The focus was on the teacher and all children were fully engaged in the activity. The children seemed to be fully absorbed in the video and were happy to remain on the carpet even though this was during their usual break period. 


	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 learning objective was to work together to remember the story. Positive reinforcement of the life lesson to work collaboratively and help each other so that everyone succeeds in achieving this challenge. This was further reinforced in the video about the whale as it demonstrated that by helping each other, something as large as a whale can be helped back into the sea. In other words, by working together something great can be achieved. 


	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 teacher would ask open questions throughout the video on what was happening to engage all the children and morals were reinforced for instance “to be kind” “to help each other.” Working together was highlighted as a strategy to success.  


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

The theme of the lesson and of the morning was to be kind and help each other and this was underpinned and emphasised by the teacher throughout. The children were encouraged to help each other to learn the story and they could see how much could be achieved by working together via the video of the whale. 


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

The teacher positively reinforced and encouraged ideas from the children to help each other out and to be kind to one another if one of them was lagging behind or struggling. The teacher is encouraging independent thinking and collaborative working practices. 


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

Continuing support and encouragement of both thinking independently and working as a team underpinned the teaching practice. Positive reinforcement throughout left the children feeling buoyant, uplifted and engaged. This promotes self-awareness and socialisation amongst their peers and a duty of care both to themselves and each other. An overwhelming feeling of being able to work as a team to make a real difference.





CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	



30/9/20, 10:30am
Age range 5-6, year 1, foundation phase
Class teacher, 2 other supporting adults and the whole class (approximately 20 pupils)
This observation was made whilst the children were all seated on the carpeted area as a whole class.

	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 children watched a video over break time as it was too wet to go outside. The video told the story of a beached whale and how eventually it was helped back into the sea. This was an observation of an example of good teaching practice. All the children were encouraged to participate within a safe secure environment. The teacher used closed questioning which prompted the children to answer collectively and then adopted a hands up policy to express an opinion during open questioning which developed lively debate within the group. The teacher used different tones within her voice to recant the story to be on a level with the children and help maintain their engagement.  Interaction with their peers and teamworking to problem solve underpinned pedagogical principles of collaborative working and related to wellbeing within the curriculum. 
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