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Critical Incident Case Study 

Introduction
The purpose of this case study is to analyse a critical incident observed in a primary school setting. The evidence attained through observing the critical incident will be critically evaluated using educational research and theories. Carrying out this investigation can provide me with an in depth knowledge and understanding on how to improve my own professional practice and pedagogy. 

Tripp (2012) states that a critical incident can be seen as ‘typical’ in the classroom when first observed, however, becomes ‘critical’ through analysis, evaluation and reflection. When critical incidents are carried out correctly they should provide the teacher with an increased understanding on how to improve their own practice to benefit the development and understanding of their learners (Tripp, 2012). 

Reflective practice is defined by Barentsen and Malthouse (2013) as learning through experiences to gain awareness on self and practice. Reflective practice aims to make individuals aware of their professional knowledge by challenging assumptions and evaluating responses in practice (Barentsen and Malthouse, 2013). 

As part of my research I have completed four observation field notes and critical incident reports located in the appendices. The critical incident that will be evaluated in depth is located in appendix one. 

Observation 
The primary school in which I attained my evidence is located within a Welsh Village. Estyn (2018) reported that there is almost three hundred pupils between the ages of three to eleven years attending this primary school. Free school meals are available for 30% of pupils, which exceeds the national average of 19% (Estyn, 2018). The school recognises that around 24% of pupils have an additional learning need, which again exceeds the national average of 21% (Estyn, 2018). 

All four observations have been carried out with a reception class of twenty four pupils aged between four to five years. It is important when carrying out research that I consider the rights of the child and their right to privacy (BERA, 2018). Therefore, as noted in the BERA guidelines (2018) I shall be referring to the child as ‘child A’ during this case study to keep confidentiality and anonymity. 

Methodology
A case study is an in-depth investigation of an individual or small group (Woodside, 2010). Even though research by Merriam and Grenier (2019) portrays this method to be time-consuming, Yin (2009) suggests case studies can provide a detailed analysis of real life events. This makes it a suitable method for my research.

In order to gather evidence for my critical incident I used the observational method. Fletcher-Wood (2016) argues that observations are a powerful tool to gain insight into a situation. Observations provide the researcher with opportunities to gather ‘live’ data from children in their everyday social setting (Fletcher-Wood, 2016). Flyyberg (2006) agrees, adding that it provides researchers with behaviours that might otherwise be taken for granted, expected or go unnoticed. 

Although I recognise that there are many benefits of carrying out observations when undertaking research, I am also aware of the limitations. Research by Cohen et al (2013) portray observations to be prone to interpretation and observation bias. Interpretation bias is when the researcher collects and interprets data to support their own beliefs and hypotheses (Nickerson, 1998).  Observation bias is when the researcher has prior knowledge on what they want to see, therefore, will focus on that behaviour (Gall et al, 2003).

Before entering the classroom I did not have a pre-determined topic I wished to investigate, making me less prone to observation bias. Tripp (2012) stresses that if the researcher enters the classroom having decided the event beforehand, they will become more observant towards that behaviour. The researcher may then overlook a range of other potential critical incidents (Tripp, 2012). 

By not focusing on a particular area before entering the classroom my observation took a less structured approach. Gall et al (2003) defines this approach as the observer not having a preconceived idea of what will occur. A less structured approach to observations provide a rich description of the situation which can lead to the subsequent generation of hypothesis (Yin, 2009). However, Cohen et al (2013) argues this approach can take longer to analyse than a structured observation due to the quantity of detail recorded. Structured observations are easier to record, due to having categories set out in advance (Cohen et al, 2013). Therefore, some may argue that entering the setting with categorised observation field notes (see appendices); the observation actually took a more structured approach.  

When carrying out my observation I decided to take a non-participant approach. Kumar (2011) states that a non-participant observer is when the researcher does not get involved in what is being observed, but remains a passive observer. An advantage of this method is that the researcher is able to monitor interactions and body language more accurately, strengthening validity (Kumar, 2011). A limitation of this method is the ‘Hawthorne Effect’ (Kumar, 2011). This is when the children are aware of the observer leading to a change in behaviour, leading to a false representation (Kumar, 2011). My presence as an observer was made aware to the children by the class teacher. Morrow and Richards (1996) believe it is ethical to inform children that they are being observed. In order to try and overcome the ‘Hawthorne Effect’ in my research, I attempted to not make it obvious that I was focusing on one particular child. 

One of the reasons why I have chosen to focus on this critical incident was due to the low levels of interruption from the children, helping to make my observation more detailed and reliable. Cohen et al (2013) stresses that the lack of control in observing children in their school setting may render observations. High levels of interference can distract the observer threatening the reliability and validity of the observation (Cohen et al, 2013). 

I recorded my observation findings using a written record, as research by Woodside (2010) suggested that written records provide a detailed description of the events and behaviours displayed, making them easier to make sense of. However Yin (2009) argues that some behaviours may be missed while the researcher is making notes. Therefore, during the observation I tried to use key words and bullet points to translate later, to ensure most of my attention was on the observation. 

Four Purposes 
As the researcher I observed the teacher carrying out a shapes activity on the carpet with the whole class (see appendix one). The teacher begins to ask non-volunteer questions about the names of different shapes. Child A gets nominated by the teacher to answer. “Can you remember the name of this shape child A?” asks the teacher. Child A sits in silence looking slightly uncomfortable. “What is this shape called?” repeats the teacher. Child A answers “square” correctly but seemingly lacking confidence. This critical incident led me to think about the impact non-volunteering questions may have and whether or not enough wait time was given before the teacher expected an answer. I will be investigating these areas in more detail within the upcoming literature review. 

The New Curriculum for Wales 2022 will be replacing the current Curriculum for Wales 2008 in schools from September 2022 (Donaldson, 2015). The New Curriculum for Wales 2022 contains four purposes that aim to develop learners into; “ambitious, capable learners who are ready to learn throughout their lives. Enterprising, creative contributors who are ready to play a full part in life and work. Ethical, informed citizens who are ready to be citizens of Wales and the world. Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society” (Donaldson, 2015, pp29-31). 

I understand that working towards these four purposes requires progression and cannot be achieved instantly through a single lesson. However, I am able to identify some links between the critical incident observed and the four purposes. Donaldson (2015) states that through new challenges, children are guided into becoming ambitious capable learners. Children need opportunities to build on their mental and emotional well-being by developing resilience, confidence and empathy (Donaldson, 2015). This area is supported by having experiences facing and overcoming challenges (Donaldson, 2015). I believe that during the critical incident child A may have been presented with the new challenge of answering the non-volunteer questions in front of peers. Moyles (2007) suggests that children need to be provided with opportunities to tackle challenges in the supporting environment of the classroom, in order to prepare them with the ability to cope with the issues of the real world. 

Another area of the four purposes that the critical incident may relate to is enterprising, creative contributors. In order to achieve this Donaldson (2015) believes that children should display their skills and energy so that others can benefit. By the teacher nominating child A, research by Dallimore (2006) suggests that non-volunteer questioning allows peers to learn through the contributions of others who may not voluntarily participate. Pawlina and Stanford (2011) argues that participation teaches children to patiently listen to each other and develop respect towards each other’s views and ideas. This also supports the development of ethical, informed citizens (Donaldson, 2015). This may be seen as a minor experience, however, this experience along with many other opportunities will contribute towards developing the traits required to meet the four purposes. 

Literature Review  
After reviewing the critical incident there are two areas identified that will be researched further. Firstly, the importance of non-volunteer questioning and the impact this may have on the learners. 

Questioning is a fundamental piece of classroom life and necessary to each teacher’s pedagogical repertoire (Harrison and Howard, 2009).  It is seen as one of the key elements of effective formative assessment (Harrison and Howard, 2009). Wragg (2001) agrees stating that questions are often used to obtain knowledge on what children already know, allowing teachers to plan and ‘scaffold’ accordingly to meet the educational needs of learners. 
	
Scaffolding is a term used by Bruner (1985) to describe Vygoysky’s (1987) Zone of Proximal Development theory (ZPD) (Maybin et al, 1992). Scaffolding is defined by Maybin et al (1992) as the technique used to guide and facilitate a child’s learning in order for them to develop an in depth understanding and independence. This will be explained further when focusing on the second area; wait time. 

Non-Volunteer questioning

Within the observed critical incident non-volunteer questioning was witnessed. Non-volunteer questioning is also known as ‘cold calling’ defined by Wragg (2001) as randomly selecting a pupil to answer a question who has not volunteered to participate. 

This questioning strategy allows teachers to have a level of understanding of all children’s knowledge, not just those who wish to participate (Black and Wiliam, 1998). Dallimore et al (2006) stresses that teachers often worry that those less inclined to answer may have a lower quality of learning experience, therefore, this method is favoured to encourage participation, helping to promote an inclusive learning environment (Dallimore et al, 2006). Black and Wiliam (1998) sympathises that non-volunteering questions might engage more pupils, however, it may cause some pupils to feel worried, distressed or humiliated. Harrison and Howard (2009) agree that ‘cold calling’ may make individuals feel like victims, impacting confidence and self-esteem. Evidence attained from the critical incident suggests that child A may not have felt comfortable and confident answering the questions.

Maslow’s Hierarchy of Needs Theory (1943) cited in McLeod (2018) argues that children need to feel comfortable and safe in their learning environment in order to progress through steps and reach the highest step known as self-actualisation, this is seen to be achieved once the individual has reached their full potential. Maslow believed that everyone is capable at achieving self-actualisation, however, it is disrupted by failure of meeting lower level needs impacted by life experiences (McLeod, 2018).  Whitebread and Coltman (2008) agrees with Maslow’s theory that lower needs such as safety and emotional needs of the child need to be met first.  This suggests that children cannot fully engage in learning until they feel comfortable in their learning environment (Whitebread and Coltman, 2008).  

In contrast to this, research carried out by Dallimore et al (2006) reported that pupils did not feel uncomfortable when called upon to answer questions by the teacher. Instead they found that pupils in non-volunteer questioning classes became more comfortable and confident participating in class discussions (Dallimore et al, 2006). Souza et al (2010) acknowledges this adding the more children participate in class discussions, the easier it becomes. This is due to the increase growth in confidence leading to greater self-esteem (Souza et al, 2010).This suggests that child A will become more inclined to participate voluntarily with experience. However, it is important to note that this research was carried out with college pupils, therefore, may not be completely relatable to a child of a reception class age. Nevertheless, Archdall and Kilderry (2016) argue we must not undermine children’s resilience and ability to overcome challenges. Non-volunteer questioning brings challenge into the classroom and provides learners with the skills to deal with the complex problems of the real world (Moyles, 2007). 

Further research from Dallimore et al (2006) suggested that the levels of confidence participating in volunteer question classes did not change, leading to the same individuals willing to respond. Evidence attained by Wiliam (2010) cited in Anderson (2020) sympathises, adding that the most confident learners tend to raise their hands first, therefore, get selected more often. Less confident pupils are unlikely to participate due to the fear of not being able to respond quick enough or the fear of making a mistake in front of peers (Black and Wiliam, 1998). Consequently, Wragg (2001) argues that this approach can exclude the less confident children, leading to a misunderstanding of their knowledge. Black and Wiliam (1998) sympathises, adding that although accepting answers from confident pupils can keep the lesson moving forward, the teacher is actually out of touch with the understanding of most of the class. This may discriminate against the less confident pupils, increasing the achievement gap between these children and their more confident classmates (Anderson, 2020). 

Shulman (2004) cited in Anderson (2020) believed that non-volunteer questioning not only improved the confidence of learners, but due to the possibility of being nominated it managed to keep the children engaged in learning. However, Wiliam (2009) disagreed believing that the child may become disengaged after answering a question; or may not acknowledge the question if another child’s name is addressed before the question is asked. An experiment carried out by Wiliam (2010) suggested that using lollipop sticks with pupils names on could overcome these barriers (Anderson, 2020). The sticks were placed into a pot and the name would be pulled out after the question was asked (Anderson, 2020). Once the question was answered, the stick would be placed back into the pot, with the possibility of getting selected again (Anderson, 2020). Wiliam (2010) believes this is one strategy to remove selection bias, as well as the feeling of victimisation in the classroom (Anderson, 2020). 

Wait time

The next area of the critical incident to be critically evaluated is wait time. Wait time is defined by Rowe (1974) as firstly the gap between the teacher finishing the question and the pupil answering, then secondly the time waited between the pupil’s answer and the teachers response; allowing pupils time to elaborate (Rowe, 1986). Evidence from the observed critical incident suggests that two questions may have been asked closely together, therefore, raising the issue of whether enough wait time was received. 

Rowe (1974) gathered evidence suggesting that wait time rarely lasted more than one second in a typical classroom (Rowe, 1986). Rowe (1986) argued that this was not enough time for the children to digest the question and use their critical thinking skills to respond. Black and Wiliam (1998) agrees with Rowes (1986) statement adding most teachers allow minimal time between asking a question and expecting an answer. Not providing the appropriate thinking time increases the chances of no or incorrect answer (Black and Wiliam, 1998). This may make the child feel reluctant to answer the questions due to fear or failing, which can lead to the avoidance of investing effort in learning (Black and Wiliam, 1998). A result of this could be disappointment and low self-esteem (Black and Wiliam, 1998). The Welsh Assembly Government (2020) stresses that well-being is a critical enabler of learning, children who are not content and feel unsafe will not learn. Positive and negative educational experiences can stay with children throughout life, therefore, teachers need to consider the well-being effects of their teaching strategies (Welsh Assembly Government, 2010). 

It is common for teachers to become impatient resulting in them repeating the question, selecting another pupil to answer or even answering the question themselves (Black and Wiliam, 1998). Harrison and Howard (2009) argue that children will see no point in using their critical thinking skills if they are aware the answer will be coming up shortly. 

Research by Rowe (1974) cited in Harrison and Howard (2009) suggests that extending the wait time by three to five seconds drastically increases the involvement of pupils. Evidence found that both the length of answers increased, as well as, the amount of correct answers (Harrison and Howard, 2009). Responses were more confident and encouraged the lower ability pupils to participate (Rowe, 1986). This lead to the decrease of unanswered questions in the classroom (Harrison and Howard, 2009). Black and Wiliam (1998) express that this enables teachers to discover the pre-existing knowledge of learners, helping to identify any gaps or misconceptions in understanding. This allows teachers to accurately reflect and address the learners needs (Black and Wiliam, 1998). 

Relating back to Vygotsky’s (1978) theory; the Zone of ‘Actual’ Development (ZAD) is a term used to define what the child is capable of doing by themselves (Shabani, 2010). By extending wait time teachers are able to identify these capabilities and work out where the child is at in regards to their learning (Black and Wiliam, 1998). Once the ZAD has been established the teacher can then focus on the Zone of ‘Proximal’ Development (ZDP)  (Shabani, 2010). The ZPD is where the child can be with support and guidance from adults (Fani and Ghaemi, 2011). Black and Wiliam (1998) suggests that extending wait time can allow the teacher to have knowledge and understanding of the whole class; helping to set achievable targets, creating a positive stimulating environment where all children believe they can achieve. 

In contrast to this, Harrison and Howard (2009) argue that some children may still be reluctant to answer even when wait time is extended. This prevents the teacher forming an accurate representation of the understanding of the whole class (Ingram and Elliot, 2015). Research by Black et al (2003) found that long periods of silence resulted in some children losing focus and becoming disengaged. Ingram and Elliot (2015) agree, adding that those capable of responding instantly begin to lack interest. This could trigger behavioural issues within the classroom, impacting the education of others (Harrison and Howard, 2009). Nevertheless, Ingram and Elliot (2015) stress that children must not be led to believe that every problem can be solved instantly. It is important that teachers recognise when to extend wait time and for how long (Ingram and Elliot, 2015). 

Using Bloom’s (1965) Taxonomy theory, the question directed at child A is identified as ‘knowledge level’ (Adams, 2015). Knowledge level also known as ‘remembering’ is the lowest order question, used by teachers to assess whether a child has learnt something specific from a previous lesson (Adams, 2015). The question posed in the critical incident was to recall on previous knowledge, Ingram and Elliot (2015) suggest that short pauses should be used for lower ordering questions. However, Black et al (2003) argue that if a child requires more thinking time than offered this is likely to result in failure. Black et al (2003) emphasises that one size does not fit all, teachers need to be aware of the different outcomes their teaching strategies may have on different learners (Black et al, 2003).



Reflective Practice  
The observed critical incident focused on two areas; non-volunteer questioning and wait time in the classroom. Evidence attained through research in the literature review has enabled me to reflect and develop the next steps I would take as a professional.  

Brookfield (2017) believed the actions of teachers are based on assumptions on how children learn effectively. A critical reflection is a process of identifying and checking validity of these assumptions (Brookfield, 2017).  Brookfield (2017) argued that the best way to examine these assumptions is to observe through four lenses. The first lens, is reflecting through the learners eyes, examining children’s experiences in order to be aware of the impact these assumptions may have had on their learning (Brookfield, 2017). The second lens of the model is the observer/ colleagues’ perceptions, having discussions about practice with colleagues may reveal new ideas that may go unnoticed or get overlooked in a teachers own practice. (Brookfield, 2017).  The third lens of the model is the teachers/ own perspective, this requires the teacher to be self-critical and question personal beliefs that unconsciously impact their pedagogical decisions  (Brookfield, 2017). The fourth and final lens of the model is theoretical research, this means engaging in literature and research to find interpretations of similar situations (Brookfield, 2017).

Reflective practice is an essential part of professional development (Welsh Government, 2015). Teachers are able to highlight how the children learn best in their class, by identifying barriers and critically evaluating ways to overcome them (Welsh Government, 2015). Reflection when done correctly should lead to learning or a change in behaviour (Welsh Government, 2015). 

Literature by Harrison and Howard (2009) argue that children can feel victimised when called upon. However, Archdall and Kilderry (2016) stresses that we must not undermine the resilience of children. Reflecting upon this I would try to soften the feeling of victimisation by introducing Wiliam’s (2010) lollipop stick strategy described in the literature review (Anderson, 2020). Seemingly, this strategy would help me to overcome selection bias and keep the children engaged (Anderson, 2020). However, due to research by Wiliam (2009) I am aware that this method can be time consuming. Therefore, I would need to take this into consideration when planning lessons. 

Reflecting back on the critical incident, child A appeared to lack confidence when called upon. If this arose in my practice I would continue to give child A supporting opportunities to develop her confidence participating. Research by Dallimore et al (2006) has reassured me that children gain confidence overtime through experiencing different challenges. I would also provide extended wait time after posing the question, as evidence by Rowe (1986) stresses that extending wait time provides more confident answers, supporting the development of self-esteem. However, taking into consideration COVID-19 circumstances; child A was absent for the majority of nursery last year which may have impacted confidence and relationships within the classroom (Barnardo’s 2020). The Welsh Government (2020) enforces that supporting the well-being of learners should be the schools key priority. Therefore, reflecting on the situation through the learners lens I would implement the Think, Pair-Share strategy during questioning to try and increase confidence while trying to ensure comfortability (Harrison and Howard, 2009). This collaborative learning strategy allows the children to have enough wait time to problem solve and answer questions together, offering reassurance (Harrison and Howard, 2009). I understand that some children may still be reluctant to answer when using this strategy (Harrison and Howard, 2009), therefore, it is important that I know what strategies work for each individual learner. This strategy is align with the Donaldson’s twelve pedagogical principles which states that professionals need to encourage collaboration, as well as, supporting social and emotional development and positive relationships (Donaldson, 2015). 

Reflecting on the purpose of using a non-volunteer questioning strategy in the classroom, research by Wragg (2001) believes this method enables teachers to identify any misunderstanding in knowledge. However, if I was to use this strategy in my practice I may try to increase wait time after posing the question. Research by Black and Wiliam (1998) has informed me that increasing wait time accelerates the amount of correct responses, therefore, showing a more accurate reflection of understanding. Donaldson’s twelve pedagogical principles enforces the use of assessment for learning to increase progression (Donaldson, 2015). 

From using Bloom’s (1965) taxonomy model I was able to identify that the posed question in the critical incident was a lower ordering question (Adams, 2015). Reviewing this and moving forward I would introduce more complex questions into the classroom to try and help the child move onto the next model level of ‘understanding’ (Adams, 2015). For example, “can you tell me the difference between a square and a triangle?”. Research by Ingram and Elliot (2015) has enlightened me that higher order questions, require more extended wait time. Reflecting on this I would try to ensure that enough time is put aside in lessons so that every child is provided with an appropriate amount of time to critically think. 

Conclusion 
To conclude, I believe that the methods used to gather evidence for the critical incident were most appropriate. Although, I agree with research from Merriam and Grenier (2019) that case studies and observations can be time consuming. Nevertheless, these methods have enabled me to critically evaluate non-volunteer questioning, wait time and reflective practice (Yin, 2009). Researching into reflective practice has made me more aware of how it should be a part of a professionals mindset and identity (Welsh Government, 2015). Reflective practice can provide professionals with self-awareness, new skills and knowledge (Welsh Government, 2015). From undertaking research into Brookfield’s (1995) reflective model, I am able to highlight the positive influence critical reflection has on both professional development and the learning and well-being of children (Brookfield, 2017). 

Reflecting back on the critical incident I am able to make connections between the teachers practice and the Professional Standards for Teaching and Leadership in Wales (Welsh Government, 2018). Focusing on the development of pedagogy in the Professional Standards for Teaching and Leadership in Wales document, teachers need to encourage active participation (Welsh Government, 2018). Participation was achieved during this observation as the teacher used non-volunteer questioning to ensure each child was included. The Welsh Government (2018) requires teachers in Wales to meet the standard of progression in learning; teachers must have an understanding on how learning develops and build on children’s prior learning experiences. The lesson objective of the observed critical incident was to recall and assess previous knowledge, ready to move forward onto the next learning task. Therefore, meeting this professional standard. 

The critical incident has enlightened me on the importance of non-volunteer questions and wait time in the classroom. I have an increased awareness of the advantages and limitations of these assessment for learning strategies, the impact they have on individual learners and the importance of using them appropriately within the classroom. 

Appendices 

APPENDIX ONE- OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30/09/2020 9.20AM, Reception (4-5 years)

	Lesson details: 
· Indoor carpet activity. 
· Whole class (24 pupils) of mixed ability range. 
· I will be focusing on one child referred to as ‘child A’.
· AoLE: Numeracy: 2D Shapes. Recalling on knowledge to identify a square, circle, triangle and rectangle. 
· Begining of unit, however, the children show background knowledge as this morning activity has been carried out the previous days. 

	Classroom culture
· Welcoming environment
· Positive, mostly all children seem to be engaged and participating in the lesson. 
· The teacher looks relaxed and positive. 
· Routine is established, as the children sat on the carpet without being requested to. 

	Objectives
· The teacher informs the children that they will be going over the names of the 2D shapes again. 

	Direction
· The teacher holds up the shape for the whole class to see. 
· The classroom also has the shapes and their names on a display near the carpet. 

	Access and challenge
· The children are nominated to answer questions on the names of the shapes.
· Some children found it challenging re-calling the names of some shapes. 

	Assessment
· The teacher nominated questions to check knowledge and understanding. 
· Some children were able to identify the names of the shapes correctly and quickly. 
· Others took more time to recall the names. 

	Specifics / Critical Incidents
I liked the idea of repeating an activity to ensure that all children have an understanding. I think that the non-volunteer questioning strategy is useful to help the teacher understand where the children are at in regards to their learning. This method also promotes inclusion, giving those less inclined to participate an opportunity to be included in class discussions. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.


	30/09/2020
9.20AM
Foundation Phase: Reception (4-5 years). 

The reception teacher carried out a 2D shapes activity with a class of 24 children. The children were sat in a circle on the classroom carpet. 

The child focused on in this observation ‘child A’ is 4 years old. 


	What happened? 
	A class of 24 children were sat in a circle on the carpet facing the teacher. The teacher explains to the children that they will be recalling the names of 2D shapes that they have learnt in a previous lesson. The children look engaged in learning. 

The teacher begins to nominate individual children to answer the names of the shapes, this seems to keep the children engaged in the task. A child referred to as ‘child A’ gets nominated to answer the question. “Can you remember the name of this shape child A?” asks the teacher. Child A stares at the teacher in silence, looking slightly uncomfortable fidgeting with her hands. “What is this shape called?” repeats the teacher. Child A answers “square” correctly but is seemingly lacking confidence. The teacher uses praise as positive reinforcement throughout this activity. This encourages most the children to want to participate. Most children are able to identify the names of the shapes correctly. 

Observing this critical incident led me to think about the importance of using non-volunteer questions in the classroom and what impact this questioning method has on the emotional well-being of young children. When observing the critical incident I also began to think about whether enough wait time as given between the two questions asked. This encouraged my decision to choose this critical incident to be evaluated and discussed further within the literature review. 




APPENDIX TWO - OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30/09/2020 10.00AM, Reception (4-5 years)

	Lesson details: 
· Indoor activity, located on tables just outside the classroom.
· Group of 8 children lower ability (I will be focusing on one child referred to as child X)
· AoLE: Numeracy, counting 1-10 (calculation) carried out with classroom teacher.
· Beginning of unit, however, the children have previous knowledge recalling the numbers. 

	Classroom culture
· The group of children including ‘child X’ are not fully engaged.  
· The teacher is able to control the children’s behaviour and get them all back on task. 

	Objectives
· The teacher informs the children that they counting from 1 to 10, referring back to a previous lesson. 
· The teacher in forms the children that they will be counting the blocks in front of them then using their booklets and pencils to form the numbers themselves. 

	Direction
· The children were given 10 little blocks each. 
· The children also had their number lines 1-10. 
· The children had a booklet showing the focused number to write ‘8’.

	Access and challenge
· Child X is struggling to engage and is unable to answer the question of how many blocks, however, could answer this question with scaffolding from teacher. 
· The teacher give 3 seconds wait time for the children to use their critical thinking skills, before intervening. 
· The teacher would not allow free-play until the children completed their work. 

	Assessment
· The teacher-led the activity by nominating questions to each child to check for understanding.
· The children learnt to touch the blocks one at a time in order to help them count. 

	Specifics / Critical Incidents
The children were struggling to engage with the activity and got distracted by the building blocks, however, the teacher managed this behaviour by nominating questions and getting the children to engage in the activity together. For example, counting the blocks out loud together. 



CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

	30/09/2020
10.00AM
Foundation Phase: Reception (4-5 years). 

A group of 8 children participating in a numeracy activity with the teacher. 
The activity was located in a quiet area outside the classroom on a table. During this observation I was focusing on ‘child X’ and the classroom teacher. 

	What happened? 
	The children are placed into ability groups with 8 children in each. The classroom teacher carries out the numeracy activity with the lower ability group on a table outside the classroom where there is less likely to be distractions. The children are provided with a number line, 10 little blocks and their work booklets. 

Child X begins to look unengaged in the activity and begins to playing around with his blocks and his peers. The teacher then nominates a question at child X too see if he is paying attention. “What did I just say” says the teacher. 

Child X was unable to answer the question. The teacher explains to child X that he needs to listen in order to learn. The teacher explains to child X what is expected from him “I need you to count the blocks and tell me how many blocks  you have”.  Child X is told if he doesn’t finish the activity he will not be allowed free play. 

The teacher then scaffolds the children’s learning by holding up her blocks and getting the children to count all together.  

Child X struggles to count his blocks without the assistance from a teacher. The teacher then explains to the child that if we touch each block as we count it will be easier. Child X manages to count 10 blocks.

Observing this critical incident has led me to think about how negative reinforcement and nominating questions may help towards managing behaviour within the classroom and what impact these areas may have on the learners development. 




APPENDIX THREE- OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30/09/2020 13.00PM, Reception (4-5 years)

	Lesson details: 
· Indoor activity
· Child Y and the teacher assistant (TA). 
· AoLE: Creative development. Reflecting on own and work of others. 

	Classroom culture
· Positive classroom.
· The classroom is slightly noisy due to a group of children having free play.
· The child seems happy to engage in the activity with the TA.

	Objectives
· The TA checks for prior knowledge by asking the child if they know what a self-portrait is.  
· The TA explains that the self-portrait is going to be displayed on the class display called ‘our class’. 

	Direction
· Child Y is called over to the painting area and asked to put on an apron by the TA. 
· The TA questions child Y what she thinks should be on her self-portrait encouraging critical thinking. 
· The TA shows the child an quick example of her own self-portrait. This provides a guide for the child, however, the TA has different colour hair and eyes to child Y. 
· A visual success criteria has been made by the TA and placed on the table beside painting area for child Y to re-visit if necessary. This included pictures of eyes, nose, ears, mouth, eyebrows and hair. 

	Access and challenge
· The TA questions child Y what she thinks should be on her self-portrait encouraging critical thinking. 
· The TA asks child Y questions about her appearance “what colour are your eyes and hair?”. 
· A Child receives praise and sticker for excellent work.

	Assessment
· The child was able to put on an apron independently. 
· Previous knowledge was assessed through questioning. 
· The child identified that eyes, nose, mouth and hair were needed for her self-portrait. 
· The child could identify her own colour hair and eyes. 
· After the activity child Y used the success criteria and placed all features on the portrait. 

	Specifics / Critical Incidents
Reflecting on this critical incident I like how the TA produced a visual success criteria for the children to re-visit in order to ensure they have all features on their self-portrait. In my practice I would use both visual aids and words in my success criteria. Even though most the children will not be able to read the words yet, I would like them to recognise the words and get used to observing written language.

I also would like to include this activity in my practice at the beginning of the year. Getting the children to draw themselves to place on a display titled ‘Our class’ helps to develop a sense of belonging. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.


	30/09/2020
13.00PM
Foundation Phase: Reception (4-5 years). 


 Observing the TA carrying out an arts activity with child Y. 

	What happened? 
	The TA asks child Y to carry out an activity in the arts and crafts area of the classroom. The TA checks for prior knowledge by asking the child if she knew what would needed to be on the portrait. The child was able to identify that the self-portraited need to have a nose, mouth and eyes. The TA praises the child for her critical thinking.
The TA then shows the child an example of her self-portrait and asks the child is there anything on there that you missed to mention. Child Y takes a moment to think and identifies that the ears and hair is also needed. 
The TA then asks child Y could identify her hair and eye colour in the pots of paint. The child was able to identify the colour yellow and blue. 

The TA explained that the self-portrait would be placed on the display titled ‘Our class’. 
The TA had a visual success criteria of what needed to be on the portrait. The success criteria was placed on the side of the table for the child to re-visit. 

The child receives praise and a sticker for the completion of her work. 

Observing this critical incident led me to think about the success criteria in a creative activity, does it help children achieve well or does it prevent creativity. Observing this incident I would also look into the benefits and limitations of positive reinforcement. 




APPENDIX FOUR - OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30/09/2020 10.40AM, Reception (4-5 years)

	Lesson details: 
· Indoor activity 
· LSA with child Z
· ALN (Behaviour difficulties). 
· AoLE: Literacy, language and communication. 

	Classroom culture
· Slightly noisy as the other children were doing their group tasks. 
· Child Z becomes distracted easy and unengaged. 
· LSA was positive and got child Z back on task. 

	Objectives
· The LSA aim was to get the child Z to complete the literacy worksheet of ‘S’.
· Aim was to get child Z to form the letter ‘S’.

	Direction
· The class teacher before the activity read a book called the ‘Superworm’. 
· The children were then split into groups to carry out the literacy activity. 
· The LSA explains to the child Z that they will be working together to form the letter ‘S’. 

	Access and challenge
· Child Z has his literacy booklet. The LSA turns to the page where letter ‘S’ is displayed for the child to see. 
· The child refuses to copy the letter. 
· The LSA scaffolds child Z learning by writing down a row of ‘S’ and instructs the child to trace over.  

	Assessment
· Child Z has existing knowledge on how to hold the pencil, however, the LSA needs to remind the child how to hold the pencil correctly. 
· Child Z becomes confident forming the letter ‘S’ when tracing over the TA’s writing by the end of the row. 

	Specifics / Critical Incidents
Reflecting on this critical incident I can see that child Z did not have confidence forming the letter ‘S’ unaided and therefore refused to take part in the activity. However, I like how the LSA overcome this by getting the child to trace over her writing to build confidence, literacy and fine motor skills. 




CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.


	30/09/2020
13.00PM
Foundation Phase: Reception (4-5 years). 

 Observing the LSA carry out a literacy activity with ‘child Z’ who has an ALN (Behaviour difficulties). 

	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.
	The LSA working alongside child Z in a literacy activity. The LSA explained to child Z that she needed him to form the letter ‘S’ in the literacy booklet. She asked child Z to go get his pencil out of his draw and come sit back with her. The LSA directs child Z to the ‘S’ part of the booklet. The LSA instructs the child to  complete a row of ‘S’. 

The child Z refuses to take part in the activity , becoming unengaged and distracted by his surroundings. The LSA overcomes this by writing down a row of ‘S’ and asking Child Z if he would trace over them. LSA reminds the child once this activity is complete he is free to go and play.

Child Z picks up the pencil and traces over the ‘S’. The child becomes engaged in the activity, the ‘S’ become neater by the end of the row. 

The child Z receives praise and a sticker for completing the work. Child Z seems content showing other members of staff his sticker. 

Observing this critical incident made think about the importance of having LSA staff in the classroom to scaffold learning. I also began to think about the benefits of having a child with ALN in a mainstream classroom. 
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