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Introduction
The purpose of this study is to view a critical incident, make observations, provide recommendations for future practice and to carry out critical analysis with links to relevant research literature. A critical incident is defined (Tripp, 2011) as an event that triggers an emotional or professional reaction. It makes you stop and think. In an education setting it is interpreted as something that is of significance to both the observer and those directly involved. However, it is also stated that a critical incident can be both positive or negative in nature.
The critical incident was observed from a video of a lesson in a year 4 classroom lasting about 52 minutes (Immersive room, 16/10/23, 6pm) where the learner, who appeared to be visually impaired, was removed from the classroom as part of an intervention. It is not evident from the video whether the intervention was planned or spontaneous. There is also no detail available as to the context or content of the intervention. General background information regarding the school demographic stated that 29.0% of learners were eligible for free school meals (FSM) against a national average of 23% and 12.4% of learners have additional learning needs (ALN) against a national average of 16.1% (Estyn inspection report, 2023).
The central core of this study has determined to identify important classroom dynamics and the pedagogy that underpin the rationale of the incident. The connection to learning and behavioural theories has also been considered in an effort to understand the reasons why the incident happened/was implemented to begin with, and any action plan needed to improve practice. In order to do this effectively, various reflective practices have been used to help promote the analysis and evaluation process. It is important to understand exactly what a critical incident is and why it is crucial that they be identified as early as possible. The classroom dynamics observed within this study gives some context to the critical incident identified. From information provided it is known that in this particular year 4 classroom setting the children have been placed on tables determined by ability level. Information regarding the classroom layout has been provided and the class teacher was being assisted by a teaching assistant (TA). The learners appeared to be engaged in a lesson involving visual inference led by direct teaching. The critical incident that was observed concerns a visually impaired learner located at the front of the classroom. The learner also had additional aids put in place to cater for their individual needs. 

During the session the learner seemed to be engaged, however, during the session, the learner was informed by the teacher that they would be leaving the class in order to participate in an intervention. After this information was passed to the leaner, an abrupt change in their behaviour was observed which forms the basis for the evolving critical incident. 

Case Study
The critical incident within this case study relates to the appropriate implementation of interventions and the difficulties surrounding them. In this particular incident the leaner in question was informed that they would be leaving the classroom to participate in an intervention. It is important to mention that the form and context of the intervention is not known. Even though the teacher informed the learner that they could finish their current task at their own pace, the learner appeared start rushing the current task. Their behaviour seemed to change abruptly. The activity involved peer collaboration and sharing with the other learners around the table, which the learner concerned was participating positively in before the news of the intervention. As soon as the learner found out that they would be leaving the group they seemed to struggle and no longer wanted to share the equipment needed for the task with the other learners. This caused disengagement and frustration within the group which led to a disruptive situation.
Using the video time stamping, there is a chain of events that can be observed. Initially the teacher carried out a short introductory direct teaching session directed at the whole class. The learner appeared to be paying full attention to the teacher at this point. The TA was sat with a group of low ability learners at a table to the side of the teacher. The teacher then distributed tactile items to each group table. These items were the objects for the inference task. The teacher now informed the learner that they were to participate in an intervention. Whilst passing this information the teacher was also dealing with a request of some kind from another learner from the same table. The TA noticed that the learner had got up to take a closer look at the class whiteboard, so they set up a video device which linked to the assistance equipment. The teacher uses attention focussing strategies with all the whole class from time to time at which point their attention is pulled back to the task in hand. The learner appears at this point to be as engaged as the rest of the class. As the given task progressed the learner seemed content to allow the other learners to investigate the tactile item, however this soon changed to frustration and arguments ensued. The teacher consoled the learner, gave them the object and stated that there was time to complete the task without rushing. When the learner finally received the object, they kept it for an extended period which in turn led to similar frustration and disengagement from other members of the group. Once the learner had completed the task, the TA called for the learner to leave the class in order to participate in the intervention. Once the learner had left the group the frustration observed previously appeared to subside.
The definition of what an intervention actually is seems to be vague within the research which tends to focus more on the implementation of interventions rather than interventions as a singular entity. It has been noted that since the COVID19 outbreak, children’s mental health, which includes social difficulties, have been significantly affected and that mental health care systems are treating a much higher number of children with these problems than before the pandemic (Zijlmans, J. et al. 2023). Greshman (2004) states that schools have significant opportunities to intervene with learners academic and social behaviours due to the fact that teachers, other staff and learners spend a great deal of time together in both unstructured and structured contexts. This suggests that schools are a unique setting for implementation of behavioural, physical and academic interventions. Following the evidence that mental and social issues are more prevalent within children post pandemic it is safe to say that schools have a responsibly to use the time with their learners to put in place appropriate interventions to counteract these rising issues as a way of preventing any further damage. 
The issue with the observed situation is not with the intervention itself, but with the implementation of the event within the context of class peer relationships. As observed, the learner in question seemed to, at times, struggle with social concepts such as sharing and was taken away from a class situation at a critical moment that could potentially develop some of those skills. As such the question is, was the intervention in this situation necessary and could this incident have been avoided by timing the intervention during a lesson that involved less social interaction. Probine and Perry (2021) mentions in regards to early years educations that one approach to social learning is the Zone of Proximal Development (ZPD) or scaffolding as is more recently used, which relies on the notion of using ‘a more knowledgeable other’, which in the case of this study would be the administrator of the intervention. However, this has been challenged in research suggesting that teacher and learner should both be seen as knowledgeable, thus leading to a more collaborative learning environment (Jordan, 2009). Suggesting that learners can learn from each other which leads to a more learner focused pedogeological approach. The self-efficacy model of learning (Bandura, 1977) suggests that behaviour can be influenced though modelling. As such shows the importance of having adequate opportunities to model positive behaviours. This notion is backed up by the concepts of using ‘a more knowledgably other’ to model positive social behaviours. Whether that should focus on peer or teacher modelling needs to be further discussed. There is much research into the use of various interventions. Its is also important to consider what the concept of learning actually is. Schunk (2012) states that the definition of learning varies across research. They have suggested their own definition as changes in behaviour or the capacity to behave in a particular way as a result of practice or expertise. 
The critical incident within this case study focuses purely on the issues of implementation of interventions rather than the intervention itself, as the type of intervention in this case is unknown. As such, it is important to understand the difficulties of implementation of events where learners are to be removed from their usual environment.  Lendrum and Humphrey (2012) suggest that the way in which interventions are implemented has an effect on the achievement of envisioned outcomes of that intervention. They also suggest that interventions are rarely implemented as planned. This suggests that the methodologies employed with implementation could be seen as just as important as the intervention itself. Therefore, it is an important factor to consider when arranging interventions within a school setting. There are many factors that have an effect on the quality of interventions. Durlak & DuPre (2008) suggested that: funding, positive work climate, shared decision making, co-ordination with other agencies, formulation of tasks, leadership, programme champions, administrator support, providers’ skill and proficiency, and training and technical assistance are factors that all studies within their research agreed that influence implementation of intervention. This particularly relates to this study as having more communication between the teacher and whoever implemented the intervention may have avoided the problems observed in the video. 

Literature Review
The research has shown that the way in which interventions are implemented are of significant importance to reaching intended targets and outcomes. As previously discussed, there are many factors that need to be considered when designing and implementing interventions (Durlak & DuPre 2008). Lendrum and Humphreys (2012) stated that it is important for interventions to be flexible and that from review of literature, practitioners have been seen to have adapted interventions to suit their environment and learners. This further supports the notion that implementation is key. Durlak and Dupre (2008) suggested that from their findings that when designing interventions, a framework should consider these previously stated factors and should also be adaptable for the individual and institution. However, it has been suggested that there are significant gaps in the research between theory and practice (Bramlett et al. 2010, Lendrum and Humphreys, 2012). Alibali & Nathan (2010) mentions that conducting studies relating to interventions within a school setting can be difficult as you have to consider multiple factors. That research appears vague and limited purely to theory rather than practice may be attributed to these complex practical issues. Also, most of the studies mentioned here have been completed over a long period of time which, could contribute to the lack of practical research. Mangan et al (2020) suggested that timing of the intervention was a significant factor that could influence the effectiveness of an intervention. Within their review of studies into intervention in school settings, one study within the research of Mangan et al (2020) stated that some interventions were implemented during lunch time periods. They stated that even though the learners enjoyed the activities, they reported having negative feelings towards the intervention. This relates to the critical incident within this study as the learners was taken from a lesson that they were observed as being very engaged in, even though they were observed as being happy when leaving, as this could still cause complications if the situation continues.
In recent years school staff have been faced with ever-increasing numbers of new interventions. This has resulted in ‘initiative overload’ (Office for Standards in Education OFSTED, 2010). There is empirical evidence of growing cynicism within the education system regarding the sustainability of interventions and a reluctance to invest time, resources and effort into new initiatives that are seen as likely to be short-lived and quickly replaced (Lendrum, 2010). 
Furthermore, in response to practitioner demands for greater flexibility (Smith et al., 2007; Keating et al. 2009; Lendrum, 2010; OFSTED, 2010). The social and emotional aspects of learning (SEAL) programme, has suggested a ‘bottom-up’ approach to implementation that encourages flexibility, experimentation and local ownership. Many systems follow a more prescribed, ‘top-down’ approach to interventions (Weare, 2010).
If the situation within this study continues repetitively, the learner may start to emotionally link negative feelings towards that intervention which could lead to a reduction in efficacy of the positive effects of the intervention itself. From research, it is suggested that positive emotions foster a multitude of benefits, physically, socially and intellectually (Fredrickson, 2001; Lyubomirsky, King, & Diener, 2005). Ultimately, unintentionally creating barriers for learning may lead to the potential failure to achieve envisioned outcomes from interventions. This situation may lead to incorrect assumptions as to the root cause of the perceived failure. Communication between the teacher and intervention administrator could help avoid some of these issues by selecting optimal timings for future interventions (Marhan et al, 2010), however this is only possible when using a ‘bottom-up’ (Weare, 2010) approach to intervention process design. Sheldon and Lyubomirsky (2006) states that learners that are intrinsically motivated to participate are more likely to achieve the desired outcome of the intervention. Additionally, they will also be likely to achieve a more positive state of emotional well-being, pay attention to lesson materials, and play a greater overall role within the intervention. This would suggest that the happier they are, the more motivated they will be to complete the task. Therefore, in this case, they may have formed the opposite effect and that may develop into a negative teaching environment both during the intervention and in the classroom setting. Further development is needed into the ways that the whole school community as a setting can promote positive social and emotional development. This would also include staff development, school organisation, management, leadership, family and community relations, and school ethos (Banerjee et al, 2014). This further shows the importance of the design and implementation of extra-curricular activities such as interventions in an effort to manage, develop and even prevent these issues from creating barriers to learning. This is particularly prevalent within this study as the observed learner showed SEAL type behavioural issues. 
The reasoning behind the use of interventions in the first instance is to employ strategies to prevent negative outcomes (Gresham, 2004). However, in the case of the learner within this study, the implementation of the intervention appeared to have caused the observed behaviour. If the intervention was behavioural orientated then the inadequate implementation of the intervention may have undermined the desired outcome of the entire process. In this case, the use of the intervention appeared to have the opposite effect and as such, the implementation of the intervention may have become a problem rather than a solution to an identified need.   
There are various types of interventions and as the type of intervention that would have been used within this study is unknown, a broad outline of interventions have been used within this study such as social learning theory and applied behaviour analysis (Powers and Franks, 1988). As can be seen from research, interventions are significantly underpinned by learning behavioural research. This shows that the use of interventions has been highly researched adding a validity to the application of these procedures. 
[bookmark: _Hlk149752515]Using theoretical research into learning may help to develop strategies to mitigate the issue of ‘initiative overload’ (OFSTED) by incorporating aspects of interventions within the classroom setting. Social learning theory has been used to underpin the reasoning behind interventions (McClelland et al, 2017), especially in regards to the notion of ‘a more knowledgeable other’ (Probine and Perry, 2021), which in the case of interventions is the administrator of the intervention. However, when relating the four purposes of curriculum (Donaldson, 2016), the Welsh curriculum is currently leaning towards a more learner centred focus. This approach favours more collaboration between the learners being implemented within lessons. As such, Jordan (2019) suggests that learners should also be considered as ‘a more knowledgeable other’ and could help model positive actions and behaviours for each other. This could then decrease the pressures of having additional interventions as some of the outcomes are being implemented within the classroom.
Teaching and Learning Methods Linking to Literature
The pivotal element with regard to the implementation of the intervention process is communication. I would initiate a pre-program discussion between myself, as class teacher, and everyone involved in the process. The group should include the administrator of the proposed intervention, management staff and possibly, in some cases, even the learner themselves. The purpose of this discussion is to better understand the intervention context and content to enable the development of allied classroom processes which will complement it. Adjustments to teaching practices and timings could then be tailored to suit the individual together with their relationship with the class environment as a whole. This process correlates with the research findings of Weaver (2017), suggesting that we need to adopt a more ‘bottom-up’ approach to designing interventions. This also relates to the new Curriculum for Wales program, with a learner centred approach being applied within all aspects of their learning (Curriculum for Wales, CFW, 2020). Assessment for learning (AFL) must be carried out on a regular basis covering all aspects of the process, to ensure that the planned intervention effectively achieves all envisioned outcomes. It is important to view the learner’s development holistically, the CFW document states that both practitioner and learner need to develop an understanding of how the learner learns and their attitude and approach to learning, in order to support and foster their development. It is imperative that ‘more knowledgeable others’ (Probine and Perry, 2021) make an effort to model behaviours for all the learners in the group in question. This would be used in conjunction with the pedagogical approach of managing the learning environment. Another aspect of the intervention process which appears to be largely ignored is the effect that having an individual learner within the classroom environment who is effectively seen as ‘different’ has on the rest of the class. Where the needs of an individual lead to disruptive events, there is a tendency to focus attention on that at individual while inadvertently neglecting the needs of other learners that have been affected by that event. It should be pointed out that this action is essentially just human nature and that addition awareness and training may be required to counter this natural reaction to unplanned events. 
The limitations that may apply are mainly restricted to timing. In some circumstances the timing of implementation of the intervention is out of your control. For example, if it was reliant on external sources, they would be restricted to the times they were available. This could unfortunately negatively impact the learner’s development and you would have to justify whether or not that intervention was really being effective, or if they could be supported by other means.  School schedules need to become more relaxed (Weare, 2010) more programs of learning to limit this notion of ‘initiative overload’ (OFSTED, 2010).
The use of blended learning experiences as a pedagogy practice should be considered. I would incorporate a varied use of lessons that involve a more collaborative and social aspect to learning. Similar to the activity observed during this study, where the learners were set into groups of similar ability and tactile objects were employed with a task designed to promote conversation and joint involvement. This could be used as a method of developing some of the social constructs that were evident during this observation. It could also lead to learners being more engaged and motivated to learn. This correlates with research into the effects of motivation on learning (Sheldon and Lyubomirsky, 2006). 
Some lessons and skills have to be taught in a particular way so there are still limitations on how much of this type of learning can take place. This means that you have to consider these limitations and plan for as much social interaction and collaboration as possible. AFL also needs to be considered as more practical lessons have less opportunities for recorded assessments.
As the Welsh curriculum has more flexibility (CFW, 2020), I would aim to incorporate lessons concentrated on modelling social constructs and health and wellbeing. Developing emotion regulation (managing emotions and controlling how and when we express them) can help children and adults interact positively and effectively with others. (McClelland et al, 2017; Blewitt et al, 2021). Banerjee et al (2014) suggests that it is possible to include SEAL resources in class activities into the curriculum and that it can help support self-awareness, motivation, empathy, and conflict resolution. McClelland et al (2017) states that from research, young children need social and emotional learning skills such as getting along with others, paying attention, following directions, and managing emotions to help with everyday interactions, however teachers report that many children enter school lacking these skills. I would suggest that there is an opportunity to develop these social constructs with class activities, which in turn could lead to increased emotional regulation. This could be achieved using the theoretic underpinning of the social learning theory (Bandura, 1977) to positively model behaviours. This may then lead to the learners having the ability to model these behaviours for each other, thus leading to a more co-constructional approach (Jordan, 2019), seeing the learners collectively as ‘a more knowledgeable other’. This relies on the teacher as the ‘more knowledgeable other’ to have the appropriate understanding of behaviour. The teachers also need to have in-depth understanding of the learner’s prior knowledge, cultural background, and their opinions and preferences for learning in order to effectively carry out this learning process (Probine and Perry, 2021). McClelland et al (2017) states that from their study that educators often felt that they did not receive adequate training to effectively develop SEL skills for children. They also suggested that interventions regarding SEL were very complex and that it is difficult to determine what components or approaches are more suitable. This raises the issue that without the proper training my modelling of what I perceive as positive behaviour could be negative rather than positive. The fact that I may not even realise that may further compound the evolving effects experienced by the learner. It is also suggested that these programs of learning are designed for the majority populations (McClelland et al, 2017). This could cause certain individuals to be overlooked, meaning that much care needs to be taken before implementing any program of this nature. 

Conclusion
In conclusion, from the research gathered within this study it is evident that the use of interventions to learners that need various forms of support is valid. However, there are a multitude of factors that need to be considered when designing the implementation of such programs (Durlak & DuPre 2008). Otherwise, they can be potentially detrimental to the learner. Weaver (2017) states that a more ‘bottom-up’ approach to designing intervention is needed, suggesting that this could lead to interventions becoming more suited to the individual learners rather than a standardised approach. Within this study the factor of timing within the implementation of the intervention seemed to be the root cause of the critical incident in question. This could have been avoided by better planning and more communication between all concerned. This also relates to potential need for developing a better understanding of the pedagogical descriptors of managing the learning environment and involving partners in the learning. Banerjee et al (2014) correlates this suggesting that communication between key parties is key to developing an effective program of learning. 
The general consensus from research is that a fundamental feature of the theoretical underpinning of interventions is that of the social learning theory (Probine and Perry, 2021). This follows the notion of modelling to adapt the behaviours of the learners to suit envisioned outcomes (Bandura, 1977). However, the research of Jordan (2019) suggests that the original constructional notion of using ‘a more knowledgeable other’ should be adapted to a co-constructional practice whereby the learners become the ‘more knowledgeable other’ rather than the teacher. This relates to the new constructed Welsh curriculum (CFW, 2020), which is leading towards a child centred approach to learning, which relates to the pedagogical descriptors of listening to the learners and learners leading the learning. Meaning the learner takes more responsibility for their own learning. The added flexibility of this curriculum means that there are opportunities to foster the learning of additional skills such as SEL and SEAL within the classroom (Banerjee et al, 2014).

Recommendations
Recommendations moving forwards would be to consider all the possible factors that can influence interventions and take as many opportunities as possible for AFL and communication with all parties involved. Within my own practice I would use less direct teaching and focus more on collaborative activities where possible so that the learners have ample opportunities to develop positive interactions. I would focus more on modelling and rewarding positive behaviour to foster a good basis for the learners to draw upon. This can then lead to the learners having all the tools available for them to positively model behaviours with their peers. I would aim to foster an environment in which the learners can take a more active role in their learning. I would also use a more blended learning approach to teaching, using various methods such as use of tactile objects to change the way learning is taking place with the classroom.  
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