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 CI.
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An important focus of the new 2022 curriculum for Wales is pedagogy; the study of teaching. One pedagogical theory is Tripp’s (1993) ‘critical incident analysis’, where practitioners analyse and reflect on the underlying causes and implications of everyday events in the school context to glean insights into improving teaching practice. This essay will discuss a critical incident (CI) in the context of reflective practice in teaching.
Observing and reflecting upon incidents is important for many reasons. According to Estyn (2014) observations are useful for understanding and sharing effective practice, and for better understanding pupils’ learning experiences and progress. Tripp (2012) states that CIs can be useful vehicles of observation, they refer to moments that reveal insight into a particular situation. A CI is not critical to begin, but becomes critical through analysis and inferred meaning (Tripp, 2012). An incident could focus on a specific pupil, a teacher, an interaction between teacher and pupils, or an interaction between pupils. Analysing and reflecting on CIs such as the above example can help teachers to understand what is helpful, what is good practice which should be started/continued, and what is unhelpful and bad practice, and how it can be altered or stopped. 
This essay will discuss a CI in the context of reflective practice in teaching. The author will critically evaluate an observed CI using relevant literature. This critical evaluation will be used to inform next teaching steps in the context of the CI.

Observation
School and class context
This case study takes place in a Year 2 class of a Primary school in Swansea. To maintain anonymity, the school will be referred to as School A, and children will be referred to using letters rather than names. This is in line with BERA (2018) guidelines.  At the time of the latest Estyn report (2016) the school had 245 pupils enrolled, aged between 3-11, with 8 classes, including a nursery class. 1% of pupils were eligible for FSM (well below the national average for Wales), 12% had ALN, and very few were EAL (Estyn, 2016). The class where the case study took place had 18 pupils aged 6-7, a mix of 8 boys and 10 girls.
 
Methodology
The research uses a case study and structured participant observation. The researcher had a pre-determined list of questions (see Appendices for examples) to stimulate observations and record answers. The researcher was a participant-as-observer, as they actively engaged with the children during the observation, answering questions, encouraging work etc. 

Case Study Rationale 
	Direct observational research is necessary, as the researcher is able to observe events and behaviours that may not be noticed in second-hand accounts e.g. questionnaires and teacher-report. Furthermore, it was necessary to use a case study method to observe CIs to allow the researcher to record in detail the specific events that took place in the pupils’ natural environment. By observing the children in their everyday setting, the data has higher authenticity and external validity than in laboratory environments (Cohen, Manion & Morrison, 2011). 

Structured Observation Rationale
It was important to use a structured observation here to reduce researcher bias. Observational data requisites observer bias (Moyles, 2002) as observations are filtered through the observer’s selective attention; it is dependent on the observer and therefore has low reliability. Data collection is further filtered through what the observer chooses to record (selective data entry); it is filtered depending on the importance they assign it. Using a structured set of questions ensures that data is less affected by observer bias and is more systematic. It also creates observations with greater depth meaning that details that may have been lost (e.g. if the observer thought they were unimportant) can be analysed for importance at a later date.

A disadvantage of this model of observation is that unimportant behaviours and events are recorded. Writing these takes time, and means the observer may miss CIs whilst recording unimportant details.

Participant Observation Rationale
The researcher was with a group of young children (age 6-7), necessitating the use of participant observation rather than non-participant observation. This allowed the children to feel more relaxed in their presence, perceiving the researchers as classroom support, rather than as a stranger or class inspector. The children were less likely to demonstrate demand characteristics, or alter their classroom behaviour because they didn’t feel ‘observed’. Therefore, this preserved the ecological validity of the case study (Moyles, 2002). 

A disadvantage of using participant observation is that it is more time-consuming, and can result in important information being missed. When the researcher joins group activities they may be unable to record notes simultaneously, and when writing up observations at a later time, the researcher may omit certain details due to memory failure (Cohen et al., 2011). In this case study, the researcher will write up notes whilst the children are working, or at the next possible opportunity to minimise the omission of details.

Reflective Practice Rationale
Structured analysis is important as helps develop accurate diagnoses of incidents (Tripp, 2012). This paper uses Tripp’s (2012) ‘Plus, minus and interesting strategy’. Using this thinking strategy the researcher analyses the positive, negative and interesting points pertaining to the CI. This strategy challenges thinking, as what was previously seen as a negative incident may have positive elements (and vice versa). This reflective strategy (found in Appendix C) was used to analyse the CIs and was used to inform key points of analysis and research throughout this paper.  

CI and the Four Purposes
Description of the CI
The CI observed took place in a Year 2 class at the beginning of the day (see a full description of the context in Appendix A, a full description of the CI in Appendix B). The children entered their classroom after arriving at the school and collected their learning folders (containing whiteboards, pens, pencils, etc.). Then the children sat down at their tables (tables were based on ability groupings), each seat had an identical copy of a maths worksheet ready on arrival. The maths worksheets recapped a maths lesson from the previous day and were not differentiated by ability. Automatically, each child got out a pen and began working at the maths worksheets provided at each seat place. Pupils were permitted to discuss their answers and workings out in pairs. The children were focussed and ready to learn. They did not need the teacher to tell them to collect their folders, sit down and complete the maths worksheet, they did it automatically out of routine whilst the teacher was still outside. They were partially supervised, as the teacher entered 5 minutes after they had started the worksheet.

Summary of CI:
The children settled down and began working in the 
morning without needing the teacher’s instruction. 

Links to four purposes
This CI has links to the 4 purposes of the new curriculum (Welsh Government, 2015. Through analysis it can be seen as an example of children being supported to become ambitious, capable learners as well as healthy and confident individuals.  This incident can be used to inform teaching and could further be seen as an opportunity to support learners to become enterprising and creative contributors.

The Curriculum 2022 uses Donaldson’s four purposes to support learners in reaching their full potential. These four purposes include: helping learners to become ‘ambitious, creative learners’, ‘enterprising, creative contributors’, ‘ethical, informed citizens’, and ‘healthy, confident individuals’. Using these 4 purposes as a template should help schools to understand what, why, and how should they teach in order to enable pupils to progress. They are to be used to guide schools’ curriculum design and assessment methods. 

The four purposes are underpinned by 4 integral skills, to be used to help pupils recognise value and achieve the four purposes. These 4 skills include ‘creativity and innovation’, ‘critical thinking and problem-solving’, ‘personal effectiveness’ and ‘planning and organising’. The incident observed in this case study involves the skills of critical thinking and problem-solving, learners sit down before the teacher joins them, and work together to find answers and justify these to the peers when discussing the answers. It also embeds the skill ‘personal effectiveness’, as children take autonomy over their learning experiences, beginning work without the teacher’s instruction, allowing for independent learning.  

Ambitious and Capable Learners:
The CI observed in this case study encourages learners to be ambitious and capable. The children sat down and started working without needing the teacher to remind and instruct them to do so. This shows that children take ownership of their learning, and do not need to wait for the teacher’s instruction to do so. 

To further meet this purpose, the work could have been differentiated. Every child had the same maths worksheet, regardless of ability grouping. It is important that children set high standards and enjoy challenge, as part of becoming ambitious and capable learners (Welsh Government, 2015). In order to appropriately challenge more able and talented (MAT) learners the work should be differentiated (Estyn, 2018; Welsh Government, 2008), this would also prevent less able students may have been intimidated by the level of work. 

Healthy and Confident individuals:
Children began working before the teacher had entered the classroom. This means that initially pupils couldn’t rely on asking the teacher for help, they were required collaborate and work together in pairs to solve more challenging maths problems. This meets the purpose of ‘healthy and confident individuals’; some children found the maths problems challenging, but were able to work out the problems and overcome the challenges through collaborative learning.   

Literature review
This literature review examines the theme of ‘routine’ highlighted in this CI. Primarily, this literature review will focus on the benefits of implementing routines in the classroom, at why they are beneficial, at which pupils may especially benefit from routines. Finally, it will discuss how practitioners can implement routines.

Salmon (2010) describes classroom routines as “the simple steps that the classroom community follows to organise the students’ and teachers’ participation”. At base-level this is an accurate definition, yet routines do much more than simply organise time and activities in the classroom. Routines create structure and order, providing a sense of dependability and safety, as allow children to predict daily activities, understand classroom expectations and become more independent (Ostrosky, Jung, Hemmeter & Thomas, 2003). 

Routine and Cognitive Load
In line with the constructivist approach, children are constantly constructing and reconstructing their perceptions of the world around them (Ackermann, 2004). The predictability provided by routines gives cognitive strategies to enable children to construct meaning within their internal world (Salmon, 2010). This in turn reduces children’s cognitive load. The more information and behaviour that is automated (e.g. due to routines), the lower their cognitive load. Attending and processing external stimuli is mostly subconscious, it is automatic and happens without the individual’s awareness. When an individual processes much information simultaneously it can overwhelm the limited capacity of their working memory (WM), resulting in cognitive overload (Ackermann, 2004). Learning new information requires the processing, organising, and storing, all of which requires a large amount of cognition (Sweller, 2011). In a teaching capacity, cognitive overload may mean that a pupil is not able to process all the information presented to them, and their learning is limited. 

	Cognitive load can be divided into three categories: intrinsic load, extraneous load, and germane load (Chandler & Sweller, 1991; Sweller, 2011). Any task given to an individual carries with it an intrinsic load, in a lesson the intrinsic load would be the effort it takes children to learn required information. Extraneous load is created through how the material in a lesson is presented; it is the internal or external distractions in a lesson, whether this is excessive text on a whiteboard, or an interruption from another child’s disruptive behaviour. Germane load refers to the minimum load required to transfer information into long-term memory (LTM), it is affected by children’s prior knowledge and understanding etc. Cognitive effort that is not related to the transfer of knowledge into LTM depletes an individual’s cognitive resources and prevents deep processing by the WM which would transfer learning into LTM.

How routine reduces cognitive load:
	Creating routines in a classroom allows for the automaticity of action-sequences and mental operations (they do not require conscious control) (Wheatley & Wegner, 2001). The process of deciding and executing actions (e.g. sitting down at a desk after entering the classroom) requires cognitive effort if it is a conscious process. On the other hand, if it is a routine then it is automatic and takes limited cognitive effort, reducing the extraneous load on pupils. Overall, routines reduce the extraneous cognitive load on pupils, so more cognitive resources can be allocated to germane load, improving learning. 
	
Reducing cognitive load using routines also benefits teachers. Routines can reduce the risk of cognitive overload for teachers, as frees cognitive resources allowing them to ‘attend to the needs and behaviours of an entire classroom’ (Feldon, 2007). Attending and managing classroom activity requires greater conscious effort for newly qualified teachers, whereas for experienced teachers, these processes are more automatic, and require less space in working memory (Feldon, 2007). Therefore, they can allocate more cognitive resources to other activities. 

Routines and holistic development 
Daily routines also offer opportunities for holistic development, for example, they can be a useful way of incorporating physical literacy. Physical literacy is primarily taught via Physical Education lessons (Wainwright et al., 2016), but it is recommended to be incorporated across the curriculum (Hwb.gov.wales, 2020). Research shows that the inclusion of physical literacy becomes consistent and sustainable when it is integrated into classroom routines (Sanders, 2014). Sanders (2014) examined whether incorporating a daily classroom-based physical activity would increase the fitness of a group of Year 3 students over a period of 5 months using the ABC for FitnessTM (Katz, 2010) programme. Teachers in two intervention schools used the programme to incorporate 5 lots of 5-6 minute ‘bursts’ of activity throughout the day (equating to 30 minutes of daily activity). Teachers incorporated these into their routines, often used these bursts during transition times in the day (e.g. after lunch) and during downtime. After 5 months, pupils showed statistically significant improvements (p<.05) on a range of standardised fitness measures compared to two control schools that didn’t include routine physical literacy. The researchers reported that incorporating physical literacy into daily routines was enjoyable and refocussed restless students. Overall, this shows that using daily routines to include short bursts of physical activity is an effective way of introducing physical literacy. 

Examples of incorporating physical literacy into routines could include a morning yoga stretch to improve flexibility, performing the actions to a story or song at the end of the day, or having a daily ‘active 5 minutes’, e.g. running on the spot, star jumps etc.


Extra considerations surrounding routine
Autism:
Keeping routines structured and predictable is especially for pupils with autistic spectrum disorder (ASD), and changes to routine can be confusing and distressing (Manikiza, 2015). ASDinfoWales describe how teachers can maintain these routines and create a more predictable, stable learning environment for pupils with ASD (Manikiza, 2015), for example, having consistent routines at the same time each day, using similar routines within lessons and in teacher-child interactions. For children with ASD it is also important that the classroom environment is kept predictable. For example, keeping materials in the same place, not moving desks around, and preparing children for visitors to the class or other changes in the classroom (Manikiza, 2015).

Young children:
When introducing routines for very young children it is important to consider whether they need help understanding and remembering routines and activity schedules. Ostrosky et al. (2003) found that young children benefit from having activity schedules that use pictures rather than words, so that the children can easily see and understand what they do through the day. Ostrosky et al. (2003) suggested that these picture schedules enable children to understand what is happening next and what they are expected to do. 

Coronavirus:
Making and maintaining routines in classrooms is especially in the current climate with the COVID-19 pandemic (Bartlett, Griffin & Thomas, 2020). During the pandemic children are experiencing uncertainty and changes to routine, many find this distressing, this is especially the case for young children, (Koplewicz & Cloitre, 2006), or children in families with pre-existing mental health disorders, or who are experiencing financial hardship (Heather & Sandra, 2013). It is recommended that children’s routines should remain as stable predictable as possible, to create a sense of safety (Bartlett et al., 2020).  

A student-centred or teacher-centred approach to routine
Routines can be implemented using a student-centred or a teacher-centred approach. In a student-centred approach power structures are not hierarchical, but the teacher’s and pupils’ voices are both valued, the pupils take ownership over their learning and classroom. In generating routines, teachers would ask for pupils’ ideas and opinions. Pupils choose activities that they enjoy and are interested in, thus are intrinsically motivated to complete them (Brophy and Good, 2003). In a teacher-centred approach, teachers have full control of the classroom, teachers decide on rules and routines, and exercise them without pupil input. Rewards are mostly extrinsic. 

A case study by Garret (2008) compared three teachers’ classroom-management, the teachers used a mostly student-centred approach, although this was most visible in two of the classes. This study observed a year 1, 3, and 5 class. The two teachers with the most student-centred approach allowed pupils greater autonomy and choice; e.g. pupils created the classroom rules and routines. They noted that involving student voice was linked to improved behaviour and lower levels of teacher-management. The third teacher was less student-focussed more teacher-centred in his classroom management. He developed the classroom rules and routines himself, and noted that with slightly reduced pupil autonomy it was more efficient to manage and direct the class, it resulted in less wasted time. Overall, the observations from this study suggest that implementing routines using a mostly student-centred approach (allowing greater pupil autonomy and ownership of the rules and routines) is linked to lower-levels of teacher management and monitoring, whereas a slightly more teacher-centred approach is more time efficient. We suggest that implementing classroom routines should use a mix of both approaches, involving children I decision-making where possible but taking control where there is limited time or whole-class decisions would take too long. 

Implementing routines in the classroom
Routines are only developed when they are consistently practised and repeated over time, and that naming a routine activates it, and speeds up the process of its development (Ritchhart et al., 2006). For example, if teachers want students to develop active reasoning and explanation of ideas, they may develop this thinking routine faster by referring to it as ‘think/pair/share’ (Salmon, 2010). This thinking routine is then activated in children on hearing the name ‘think/pair/share’.  
This also allows teachers to scaffold children’s thinking effectively. Teachers may initially need to instruct children how to actively reason using think/pair/share, but, in line with Vygotsky’s (1980) Social Constructivist Theory, as children practise this more and more they will not need the teacher’s instruction as will have internalised the process, and can actively reason without the teacher’s support; they have progressed through the zone of proximal development, and are able to do this without the support of a more knowledgeable other.

Reflection/Evaluation 
This assignment looked at an observed CI in a primary school. This incident focused on routine in the classroom, and the links this incident has to Donaldson’s four purposes (Donaldson, 2015). Critical analysis showed that learning routines can support children to become ambitious and capable learners, and healthy and confident individuals. A literature review revealed a wide variety of benefits of routines. This includes: reducing cognitive load for pupils allowing for increased germane load, reducing cognitive load for teachers, introducing physical literacy throughout the day, creating a more stable learning environment for children with ASD, and creating a sense of safety for young children during the COVID-19 pandemic. Overall, routines are a valuable in the classroom context, and can offer opportunities to enrich children’s experiences of school and of learning. 

 	In order to apply this knowledge, Tripp (2012) suggests practitioners use a diagnostic cycle, to use knowledge gained from CIs to implement practical responses that improve teaching and learning (see figure 1).  Teachers should observe routines in their classroom, and analyse the effectiveness of these routines (creating a CI). Analysis should deepen teachers’ awareness and understanding of the role routines play in their classroom. Following analysis, teachers can plan and implement a response (e.g. ending ineffective or unhelpful routines, adjusting routines, or beginning new routines). Once this response is in play, teachers can observe and analyse the response, thus beginning the cycle again. 
Figure 1: The diagnostic teaching cycle (Tripp, 2012)













Personal reflections 
In my professional practice, I will use routines to enhance learning, especially at times when cognitive load may be high. For example, at the start of the day after leaving home and entering the classroom it would be beneficial to have set routines that the children can participate in which do not add to their cognitive load. I will also aim to incorporate physical literacy in routines, for example incorporating a song with actions each morning. I will be aware of the importance of routine for children with ASD, maintaining similar routines each day, and preparing them in advance of any changes in routine. Finally, I will use picture activity schedules to help young children learn the routines in the school day (e.g. lessons, then break, then snack, etc.), especially at the beginning of the school year. 
 	During my PTE placement I remain aware of routines already used in the classroom, which I can use to inform my own professional practice, both when teaching in my placement class, and also to use when teaching my own class. 

In conclusion, routine in the classroom is highly important and is easy for me to implement in my own professional practice. It is important to maintain a reflective approach, reflecting and analysing CIs to inform good teaching practice. This assignment used Tripp’s (2012) ‘Plus, minus and interesting strategy’ reflective strategy for analysing CIs. By using this technique to analyse and reflect on CIs, practitioners meet several of the professional standards (Welsh Government, 2019). 

Pedagogy:
For example, the standard of ‘pedagogy’. Looking up key theories and current research relating to the CI helps practitioners understand the relevant pedagogies and theories in that area. This is the case regardless of the type of CI. Specifically, critical reflection supports the subtopic of ‘Refining’ within the standard of Pedagogy. By analysing what is positive, negative, and interesting in a CI, teachers can refine their professional practice including classroom management, assessment and differentiation techniques. 

Professional Learning:
Maintaining a reflective practice also supports practitioners’ Professional Learning. Reflections can be used to initiate research into theories surrounding day-to-day practice. For example, reflections surrounding the ‘negative’ aspects of a CI initiate research into why the negative aspects may have happened, and how it can be improved upon. Reflections surrounding ‘positive’ aspects of a CI can act as a springboard likewise.  

Innovation:
One aspect of the Innovation standard is ‘evaluating the impact of changes in practice. Using Tripp’s (2012) diagnostic teaching cycle aids practitioners to find innovative approaches in the classroom and evaluate the impact of these. By using this format to observe, plan, implement, and review, practitioners can refine their teaching practice and maintain an innovative, ever-improving approach to teaching. 

Conclusion
Overall, maintaining a reflective practice in teaching is important, for improving practice and developing an understanding of how best to support learners to reach the four purposes. In order to be a reflective practitioner it is important to develop a pattern of identifying CIs and using reflective analysis of these to inform a diagnostic teaching cycle. Teachers can observe CIs either in their own lessons or whilst observing colleagues’ lessons.
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Appendices:
Appendix A: Session 1 observation notes

OBSERVATION / FIELD NOTES								Session 1
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:    Year 2,    8:45,     28/09/20

	Lesson details:
· Maths, counting in 10s
· Starter activity for the day, get children focused for the day.
· Children entered the class independently and sat down to do 15 minutes of maths worksheets recapping learning from a previous lesson.
· 18 pupils
· Indoors


	Classroom culture: 
· Colourful classroom
· Children’s work is presented on wall displays, depending on the topic (E.g. Cymraeg, literacy etc.)
· Class was grouped into teams (elephant, giraffe, lions)
· Children were energised on arrival but quickly sat down and focused on seeing the Maths worksheets on the table
· Children were ready to learn
· Children did not work in silence but could talk through answers, or work through problems out-loud individually


	Objectives: 
· To recap a previous lesson on counting in 10s.
· Part of the mathematics and numeracy AoLE, understanding the number system
· One maths worksheet per child was ready on the table at each child’s seat, indicating the purpose
· Children sit down and know what to do as it was in similar layout to previous work


	Direction: 
· There is an obvious routine, children know that on arrival to the classroom they sit down for 15 minutes to work through a worksheet recapping Maths knowledge
· Worksheets were titled and had clear instructions
· Pictures were included on the sheets to help their counting


	Access and challenge: 
· Children were mostly engaged
· There was no differentiation of challenge depending on ability
· Children were given as much time as they needed to fill it in, they were not rushed
· More-able children finished sooner and chose a book to read quietly on the carpet whilst other children finished the work 
· Children could talk in pairs to discuss answers and working out. Very few did, most got on with the work individually


	Assessment: 
· Children took photos of their work on iPads to track their progress
· Children got a book to read on the carpet so the teacher could tell who’s finished and who was still working
· Children put worksheets in their personal learning folder for the teacher to mark later
· Later in the day (when children were cycling through learning zones of the classroom) the teacher went through the worksheets with the children in their ability groups, checking their answers and asking them to demonstrate how they worked them out


	Specifics / Critical Incidents: 

Routine – First thing in the morning, whilst the teacher was still outside welcoming and providing hand sanitiser, children entered the classroom and sat down at their tables in their seating plans. They collected their learning folders and got out a pen to start working at the maths worksheets provided at each seat place. They did not need the teacher to tell them this, but did it automatically whilst the teacher was still outside. 

Autonomy – Following the completion of a girl’s maths worksheet, she got up collected an iPad to photograph her work, put her sheet away, and chose a book from the book corner to start reading on the carpet. She did all of this whilst the rest of the class were still working out their maths work, and she did not ask permission from the teacher.

Copying the wrong answer – A boy filling in the maths worksheet counted the 10s correctly out-loud to himself and got the right answer to the question. But then he looked at his partner’s work without her knowing, and wrote down her wrong answer instead of his own correct answer.






Appendix B: Session 1 Critical Incident Identification

	Details relevant to the research context.


	
28/09/2
8.45

Year 2  

Context: First thing in the morning after arrival. Independently filling in a starter maths activity for the day (counting in 10s), getting children settled for the day.


	What happened? 
	Summary – children had set routines that they knew and initiated without teacher prompting

Description – First thing in the morning, whilst the teacher was still outside welcoming and providing hand sanitiser, children entered the classroom and sat down at their tables (different tables based on ability groups). Each seat had a copy of a maths worksheet ready on arrival.
The children collected their learning folders (containing whiteboards, pens, pencils, etc.) and got out a pen to start working at the maths worksheets provided at each seat place. They did not need the teacher to tell them this, but did it automatically whilst the teacher was still outside. 
(This was a routine established over time, each morning the teacher provides a 15-minute maths activity for the children to complete on arrival).

Thoughts on pedagogy and practice:
· Why did it happen?
· This routine had been established over time by the teacher, consistent sets of predictable activities for the morning. The children had become accustomed to this routine over time.
· What does it mean?
· Children could take ownership of their learning. They’d sit and work out the challenges without having to be motviated by their teacher
· This meant that when the actual lesson started, the children were in a mood to learn, they were calmer and more focussed than on arrival. Entered the classroom in an excitable mood, but became focussed as they sat down and got into the ‘school mindset’.
· The routine means that each day the children recap their maths knowledge and reduce the forgetting curve.
· Children had some autonomy as found their own bags, chose where to sit etc., promotes independence.
· The teacher was out of the room so children worked together to find answers rather than ask the teacher, promoting collaboration 
· What should be done about it?
· It shows it is important to set routines, may be even better if activities were differentiated, as some children finished earlier or later. Can stretch some of the children further with ability-appropriate challenges. E.g. if children chose the activity difficulty on their way in.




Appendix C: Session 1 Critical Incident reflection

	Critical Reflection using Tripp’s (2012) thinking strategy ‘plus, minus, interesting’

	Plus
	· Children used collaboration and teamwork to solve problems, rather than relying on the teacher. This encouraged independent learning, and an ‘I can’ attitude
· Children could take ownership of their learning. They’d sit and work out the challenges without having to be motviated by their teacher
· They were able to quickly recap previous knowledge in the morning, reducing the forgetting curve.
· The children sat down and began their work independtly, thus it promotes independent learning


	Minus
	· The work was the same at every table, it wasn’t differentiated and children finished at different times. Some children found the work easy and others found it hard.
· could change it so not done by ability group, but do it so children are in pairs, have to make use of the ‘more able other’


	Interesting
	· The children quickly calmed down as they sat down add started working
· The children sat down without needing instruction and began working in an orderly manner. The class was consistently well-behaved throughout the day, it would be interesting to see how this works in a class with more behaviour management requirements.






Appendix D: Session 1 Critical Incident Identification

	Details relevant to the research context.

	
28/09/2
8.45

Year 2  

Context: First thing in the morning after arrival. Independently filling in a starter maths activity for the day (counting in 10s), getting children settled for the day.


	What happened? 
	Summary – a girl demonstrated her perceived autonomy and independence after completing a maths worksheet

Description – A girl (6y.o.) finished her maths worksheet and did not wait to ask the teacher before clearing up and starting a new activity. After completing the worksheet, the girl walked to where the iPads were stored, she collected an iPad and photographed her work. Then she put her worksheet away in her learning folder and went to the book corner. In the book corner she chose a book and started reading on the carpet. She did all of this whilst the rest of the class were still working on their maths worksheets, and she did not ask permission from the teacher. 

Thoughts on pedagogy and practice:
· Why did it happen?
· Children have been taught how to use the iPads to log their work and are comfortable doing so
· The teacher has encouraged pupils to read independently according to their interests (once they have finished the assigned work/lesson activities)
· Pupils are told that they can use the book corner at any time when there aren’t specific set activities 
· Pupils are rewarded for this independent behaviour, the teacher responded with “well done (insert name) I can see you’ve finished already and have chosen a book to read”
· What does it mean?
· Learners know that they have some autonomy in the classroom, they are becoming independent learners, and pursue learning according to their interests.
· Learners are confident to act
· Learners spend more time practising their literacy and communication, it is incoroporated seamlessly
· What should be done about it?
· Learners should be encouraged to do this, as it creates less demands on the teacher to occupy pupils that are finished, the teacher can focus on other needs in the classroom
· Furthermore, it sets children up for lifelong learning as they are enjoying reading and learning about their interests (e.g. dinosaurs, castles, space, football etc.)
· The class was still orderly as children knew they could read after finishing, rather than choose any activity. It was wise of teachers to set this boundaries, as it is a quiet activity and didn’t distract the rest of the class


Appendix E: Session 1 Critical Incident Identification

	Details relevant to the research context.

	
28/09/2
8.45

Year 2  

Context: First thing in the morning after arrival. Independently filling in a starter maths activity for the day (counting in 10s), getting children settled for the day.


	What happened? 
	
Summary – a boy wrote down the incorrect answer from his partner’s work, despite having worked out the correct answer himself.

Description – A boy was filling in the maths worksheet, and working through the questions, counting out-loud and using his finger to help him count the 10s. When counting out-loud he got the correct answer to the written question, but when he looked at his partner’s work he saw that they had written down a different answer. Instead of writing his answer he silently and surreptitiously copied their incorrect answer.

Thoughts on pedagogy and practice:
· Why did it happen? 
· His partner’s work was visible and his partner had completed more of the worksheet than he had
· He did not ask his partner or talk about the difference in answers, but assumed his answer was wrong and his partner’s answer was right
· What does it mean?
· The young boy lacked confidence in his own maths ability and did not trust his own workings out
· The boy thought it was acceptable to copy a partner’s work
· The boy saw the correct answer as more important than the ‘working it out’ process
· What should be done about it?
· The teacher needs to encourage ‘ambitious, capable learners’ and ‘confident individuals’
· The teacher needs to encourage a growth mindset where children understand the importance of making mistakes and enjoy solving problems
· Maths work could be done in pairs where both individuals talk about a maths problem together, in order to work out the correct answer






Appendix F: Session 2 observation notes

OBSERVATION / FIELD NOTES  								Session 2
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

	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).

· Children explored ‘narrative’ in a familiar story they had been learning. 
· Grouped according to ability, ‘elephants, giraffes, lions’
· Fewer children in the lower ability groups
· The different groups cycled round different zones, 3 zones:
· Zone 1: exploring narrative of a story
· Zone 2: mission books (choose from different themed learning activities in mission books and work in groups or independently to complete that activity/mission)
· Zone 3: Go through the morning’s maths sheet with the teacher, check answers and explain how they did the work. Once finished children played with whatever they wanted
· Sat on tables with one teacher/T.A. per approx. 6-8 pupils


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

· When practising telling/performing the story with the teacher, pupils were excited and happy, intent on the activity
· The children joined in as a group, group identity and performing as a team
· Performing actions with the story allowed a girl with selective mutism to join in
· Children were familiar with the story and excited to demonstrate what they knew


	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?)

· Purpose was to learn how narrative is constructed (beginning, middle, problem, end)
· Teacher explained the objective before children went to their table and worked on the task
· The WALT was written on the board and children copied it into their books
· The lesson had the primary AoLE focus of literacy and communication, but also included expressive arts (children drew their responses) and health and well-being (children were physically active when performing the actions to the stories).


	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?)
e.g. videos, dual coding, scaffolding, worksheets, songs, what helps engage the children?

· Children clearly understood what they had to do as had practised the story as a class first. They had a chance to talk in pairs and feed back to the class what they thought the beginning, middle, problem and end of the story was
· The worksheet was titled and had headings acting as prompts so children could fill in the narrative with drawings
· There were displays on the wall with pictures children could refer to if stuck. The T.A. could use these pictures whilst scaffolding learning.


	Access and challenge: (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?)
e.g. is the work differntiated depending on ability, teacher repeating instructions, question types

· Children used a mix of drawing and writing, to help embed the learning
· All the children were able to engage, as they had practised the story already, they had exchanged ideas so later on none felt unable to complete the task individually
· There were no differentiated levels of challenge depending on ability group
· The T.A. used a constructivist teaching approach, answers were flexible and children learned by rehearsing the story out loud to each other and discovering what they thought was the correct answer
· T.A. guided these answers but didn’t provide a right/wrong way of doing it


	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?)
E.g. whiteboards, lollypop sticks

· They performed the story as a group beforehand, so the teacher could assess children’s recollection of the story by how fully they engaged in the actions
· The teacher was able to assess the learning of a selective mute via her engagement in the actions, which did not require her to speak. 
· When answering questions in the group the teacher used lollipop sticks to assess understanding of narrative
· T.A. assessed them as they went, guided them in their answers using scaffolding
· The teacher could mark the illustrations of children to assess their knowledge of narrative


	Specifics / Critical Incidents: (Are there moments which cause you to consider aspects of practice when you come across them in future teaching?)
e.g. puts hand up, expand on this a bit

Physical literacy in storytelling – When performing the story at the beginning, the children had learnt actions to go along with each word/phrase. (E.g. when saying ‘wings’ they spread their arms out like wings). This incorporated physical literacy in a fun, easy, quick way. The children enjoyed it and were able to stretch and move around a little. They knew the actions by heart. All children joined in, creating a positive group identity.






Appendix G: Session 1 Critical Incident Identification

	Details relevant to the research context.

	
28/09/2
1pm

Year 2  

Context: Children were rehearsing a familiar story as a group with teacher. The children said the words of the story in time with the teacher, and performed the accompanying actions.


	What happened? 
	Summary – Physical literacy is incorporated into storytelling 

Description – The teacher and pupils rehearsed a familiar story together on the carpet. Pupils said the words of the story in time with the teacher, and performed learned actions to go along with each word/phrase (e.g. when saying ‘fly they flapped their arms like a bird). This incorporated physical literacy in a fun, easy, quick way. 

Thoughts on pedagogy and practice:
· Why did it happen?
· The children had rehearsed this story many times over the previous weeks, so knew the story and it’s actions by heart
· All the children knew the actions so all joined in, creating a positive group identity
· The children enjoyed both the movement and the storytelling, creating a positive attitude towards school and learning
· What does it mean?
· Their enjoyment and participation increased concentration
· Participation created ownership of the activity, children were active participants, rather than receiving passively from the teacher
· The dual coding of information meant that they were better able to remember it
· What should be done about it?
· The children enjoyed this activity and were able to stretch and move around a little. The positive benefits of incorporating movement and physical activity in lessons are well documented, therefore this method of storytelling should be encouraged
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