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Embracing Inclusivity Through Pedagogical Practices: Case Studies From Singapore 

Science Lessons 

 

Abstract 

This paper examines the pedagogical practices in three case studies of elementary science 

lessons that took place in classrooms or laboratories to make connections to the discourse about 

inclusivity in science teaching. Using the Singapore Teaching Practice as a reference, we 

analysed the pedagogical practices enacted during three lessons where specific intervention 

strategies were undertaken during the lessons to address the needs of students with dyslexia. 

Using event-oriented inquiry, nine (including one emergent) pedagogical practices were 

adapted by the science teachers. The findings also suggested differences in the outcomes from 

enacting the same pedagogical practices in different teaching situations. This study contributes 

to the literature by offering a situated definition of ‘pedagogical practices’, a dynamic construct 

in the existing literature, in the context of inclusive education. Suggestions on ways to adapt 

the nine pedagogical practices to enhance the reflexivity of teachers in inclusive science 

teaching are offered. 

 Keywords: pedagogical practices, inclusive science education, inclusivity, reflexivity 
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Introduction 

Singapore’s success in the international benchmark tests such as the Programme for 

International Student Assessment and Trends in International Mathematics and Science has 

evoked much international attention from educationists around the world who seek to 

understand ‘what works’. The Singapore Teaching Practice (STP), is ‘a model that makes 

explicit how effective teaching and learning is achieved in Singapore schools’ (MOE, 2021a). 

In the STP, ‘pedagogical practices’, a framework that captures fundamental teaching processes 

and teaching areas that can be applied to all subjects and all levels, constitutes a core component. 

The set of 24 pedagogical practices (MOE, 2021a) are categorised into four teaching areas: (a) 

assessment and feedback, (b) positive classroom culture, (c) lesson enactment, and (d) lesson 

preparation. The pedagogical practices are not subject or student specific; they can be adapted 

craftily by teachers even if they are focused on teaching the disciplinary content. Teachers are 

expected to adapt the pedagogical practices to address their students’ needs. For instance, 

science teachers could ‘set expectations and routines’ (one of the pedagogical practices) in the 

science laboratory to ensure the safety of students when conducting experiments. They may 

apply a similar set of expectations and provide adapted support for students with dyslexia to 

ensure that they can participate and experience success with the spelling of scientific terms. 

An enabler of success in teaching is the continual professional development of teachers, 

and such plans should be charted carefully to ensure that teachers invest quality time in 

developing their competencies in the relevant areas. In 2020, the Ministry of Education, 

Singapore, introduced SkillsFuture for Educators, a professional development roadmap for 

teachers to engage in the continual improvement of practices in six key areas: assessment 

literacy, inquiry-based learning, differentiated instruction, support for students with SEN, e-

pedagogy, and character and citizenship education (MOE, 2020). This paper is based on a 

larger study that examines how science teachers in Singapore teach in classrooms where there 
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are students diagnosed with special education needs (SEN). Specifically, it situates the 

discussion of pedagogical practices during science lessons where teachers are challenged to 

concurrently teach students who have and have not been diagnosed with SEN. Prior to this 

research, there have been no studies in Singapore that have focused on SEN in science 

classrooms. This study was inspired by the first author’s academic curiosity about how 

pedagogical practices may play out in an inclusive science classroom. Unpacking such 

episodes could afford useful insights to other science teacher educators. The findings could 

also offer concrete examples to science teachers on how pedagogical practices could mediate 

the delivery of the science content for students with SEN in classrooms, even if the education 

system is seen to be successful as a whole. 

 

In Singapore, students with SEN attend mainstream schools, and a variety of types of 

supports catering to different levels of learning needs are available. Specialised special needs 

schools are also available for students with SEN who need more support (MOE, 2021b). 

According to Achieving Inclusion in Education (Disabled People’s Association [DPA], 2016), 

 

inclusive education is based on the premise that all individuals with disabilities have 

right to education, without discrimination or exclusion. It is an educational approach 

and philosophy that looks into how education systems can be modified or improved to 

respond to the diversity of learner. (p. 35) 

 

An inclusive system requires the provision of accessible environments, appropriate teaching 

aids and equipment, child-centred curriculum, flexible teaching methods, having family and 

community involvement, quality teaching training, and well-supported teachers.  
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Consistent with global trends, the number of children diagnosed with developmental 

issues has increased over the years. In Singapore, the number of diagnosed cases increased 

from 2,500 to 4,400 from 2010 to 2014, a 76% increase (MSF, 2016). The number of children 

diagnosed with autism spectrum disorder is 1 in 150 children as compared to the 1 in 160 world 

average according (World Health Organisation, 2021). The Singapore government has 

expressed its commitment to inclusive education in several documents and policies including 

the five-year roadmaps articulated in the First Enabling Masterplan 2007-2011, Second 

Enabling Masterplan 2012-2016, and Third Enabling Masterplan 2017-2021 (National 

Council of Social Service, 2020). To highlight a few key policies related to SEN, the 

amendments to the Compulsory Education Act (MOE, 2021c) have included children with 

moderate to severe SEN. With this amendment in place, it is compulsory for children of 

elementary school age with mild SEN who have the cognitive abilities and adequate adaptive 

skills to be schooled. Children with moderate to severe SEN will attend government-funded 

special education (SPED) schools.  

The concept of ‘inclusivity’ is associated with the idea of participation. To be able to 

participate, students with SEN have to be given access so that they can present, collaborate 

with others to learn together, demonstrate abilities to achieve, and be recognised and accepted 

by others as part of the community (Florian & Hawkins, 2011). The notion of an ‘inclusive 

classroom’, when referred to in this paper, is more systemic as it refers to learning contexts 

where students who have been diagnosed with one or more SEN go through the lesson with 

the other students. In order words, referring to a classroom as inclusive does not imply that the 

science teachers are always inclusive in their practices. Rather, inclusion is a systemic 

condition that allows for the majority of students with SEN to be mainstreamed in Singapore 

schools.  
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The structural conditions that give students with SEN access to mainstream classrooms 

thus do not necessarily indicate that all students will be able to participate equally if the other 

supporting conditions are not afforded to them when they enter the classroom. In our analysis, 

we focused on the parts of the lessons where the teachers in our study were perceived to have 

enacted inclusive practices based upon our feedback to a set of baseline lessons. The condition 

for well-distributed, if not equal, student participation was to first have the teachers give 

attention to the students with SEN, which then allowed for interaction between the teachers 

and students. From there, we examined the series of events that unfolded. The second level of 

analysis distilled the specific types of pedagogical practices that the teachers adapted in their 

interactions with students with SEN. We studied the manifestations of enacted pedagogical 

practices that led to the participation, achievement, recognition, and/or acceptance (Florian & 

Hawkins, 2011) of the students with SEN in the class. 

 

Gaps and Contributions  

Science education research about SEN has been sparse, and studies focusing on 

teachers and teaching have been even fewer in comparison to other domains of work such as 

teaching strategies, student conceptions, and conceptual change and classroom learning (Lee, 

Wu, & Tsai, 2009). Strategies that have been reported to enhance success in science learning 

for students with SEN include mnemonic instruction to strengthen memory (Mastropieri & 

Scruggs, 1998) and hands-on activities (Scruggs & Mastropieri, 1993). What we learnt from 

the few studies available is that guided instructions that provide proper scaffolding in lessons 

(e.g., inquiry based) are important for students with SEN to succeed. This illuminates the need 

to ensure that teaching strategies or techniques should be accompanied by appropriate 

pedagogies to allow for learning to take place effectively.  
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Previously in Asia Pacific Science Education, a survey study on Singapore science 

teachers’ positive views about their students with SEN, their self-efficacy views in teaching 

students with SEN, and inclusive science teaching practices was reported (Teo, 2020). The 

current paper drew upon the qualitative data collected from three case studies involving lesson 

videos of three science teachers who took part in the survey and was part of the larger study 

examining elementary science teachers and teaching during science lessons in classrooms in 

Singapore with more than one student diagnosed with dyslexia, a common SEN of students in 

Singapore and around the world (Dominguez & Carugno, 2020; Dyslexia Association of 

Singapore, n.d.). To build on the previous discussions, this paper aims to contribute to the 

discourse about and understanding of how science teachers enacted various pedagogical 

practices to support students with SEN in an inclusive education system where children with 

SEN receive education in mainstream schools. Here, the discussion that we present from the 

case studies of three science teachers from the Singapore education system will resonate with 

many educationists around the world because many countries have an inclusive education 

policy and vested interest in the continual education of teachers to meet students’ diverse needs.  

Existing literature about pedagogical practices tends to refer to them as a set of skills 

informed by knowledge. However, ‘pedagogical practices’ as a construct lacks theorising. This 

limits the discussion of pedagogical practices to a laundry list for the purpose of assessing 

teachers’ competency levels during lesson observations. This paper will speak to science 

educators with limited understanding of how to engage pedagogical practices in science lessons 

to afford an inclusive environment for learning. Additionally, this paper will address the 

existing gap in the literature by first identifying the pedagogical practices observed during the 

three science lessons. Second, using these three lessons as case studies, we identified moments 

in the classroom or laboratory where other pedagogical practices can potentially be adapted to 

address inclusivity. Third, we theorise ‘pedagogical practices’ as they played out in these case 
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study lessons. By so doing, we ground our work in the larger discourse of education that 

deepened the theoretical understanding of this construct. To this end, we addressed the 

following research questions in this paper: 

 

1. What were the types of pedagogical practices that the science teachers 

adopted/adapted during the lessons with students with SEN? 

2. In what ways did the enacted pedagogical practices promote inclusivity in the 

science lessons? 

 

As ‘pedagogical practices’ is a key construct of this paper, we will elaborate on it in the 

next section before describing the methods of the study. 

 

Pedagogical Practices 

The term ‘pedagogy’ is one of the most ill-defined terms in education, as its conception 

continues to grow in complexity over the years. The term ‘pedagogical practices’ has been used 

sparsely in the existing literature. When used, it has either not been defined in the paper or 

loosely referred to as the set of tools, methods, strategies, approaches, or ‘things’ that a teacher 

enacts during the lessons. In Sim’s (2004) paper entitled ‘The Personal as Pedagogical Practice’, 

she referred to the teachers’ use of self-disclosures of personal stories as ‘an explicit teaching 

strategy’ (p. 362) used for building a learning community where students learn, feel confident 

in the knowledge, talk openly, and realise the fun of learning. From this, we can infer that the 

conception of pedagogical practice is related to a teaching strategy that is informed by a 

teacher’s personal experience that was turned into a form of tacit knowledge that becomes 

actionable. A similar idea was articulated in Rapoport’s (2008) work examining the 

pedagogical practices of participants of an international programme in Russia:  



8 
 

 

[T]he rationale of the study was to make sense of the knowledge and experiences 

obtained by international program alumni as well as their endeavors to convert the latter 

into pedagogical content knowledge and skills by providing the participants an 

opportunity to voice their beliefs, judgments, and sensations regarding the impact of 

their respective programs. (p. 227) 

 

In other words, pedagogical practices are constitutive of knowledge, skills, and experiences 

sharped by a range of personal factors. In this case, the specific knowledge referred to is the 

well-established concept of pedagogical content knowledge (Shulman, 1996). Hennessy and 

Deaney (2009) further unpacked the term ‘pedagogical practices’: 

 

We define the personal domain here in terms of pedagogical approaches and thinking 

(integrating both theoretical and practical insights as did Zwart et al. [2007]), and 

scrutinise practice in terms of planned and reported teaching and learning activities that 

developed the original pedagogical practices observed. (p. 623, emphasis in original) 

 

We understand this excerpt to mean that pedagogical practice is a theoretically and practically 

informed view (which was not articulated in the other two studies) that contributes to the 

planning and implementation of the observed actions. In examining the discourse on inclusion 

in the Hong Kong education system, Chan and Lo (2017) raised the following critique:  

 

This thinking [about integration that raises questions on equity and social justice] is 

perhaps reinforced by the traditional representation of special education in Hong 

Kong’s educational discourse as a means to support children with ‘disorders’ rather 
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than as a pedagogical practice to promote social justice and fight exclusion (Skidmore, 

2002; Slee, 2011). (p. 716) 

 

In their view, pedagogical practices have the potential to serve as a mechanism or tool to 

achieve inclusion.  

 

Our Meaning-Making of Pedagogical Practices 

The creation of pedagogical practices may comprise the performative act of teaching 

with the teachers’ interpreted understandings of the purpose of education and broad education 

policies (interpretive pedagogy), personal experiences (tactical pedagogy), theoretical 

understandings from research, recognition of the expertise and agency of colleagues from 

whom they can harness resources (institutional pedagogy), and inquiry mind (inquiry 

pedagogy). The outcome of this purposeful and tactful interweaving of thoughts is a series or 

set of actions, words, and artefacts premised on rationality and careful deliberations. Due to a 

lack of clarity in the literature, we offer our definition of pedagogical practices as follows: 

 

‘Pedagogical practices’ refers to a literal and symbolic moves, articulations, and objects, 

premised on a set of personal and professional attributes, to achieve educational goals, 

purposes, and outcomes.  

 

The above definition encompasses the idea that the performative acts (Teo, 2013) of teachers 

during lessons embody pre-planned and impromptu decisions that teachers make during a 

lesson. In our work, the educational goals, purposes, and outcomes concern educational 

inclusivity.  
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Methods 

Context of the Study 

This study is part of a larger and inaugural research study about Singapore elementary school 

(Grades 1-6, ages 7-12) science teachers and science teaching. This paper reports on three 

lesson observations conducted at three separate classrooms or laboratories in two mainstream 

public and government-funded elementary schools. The case study lessons reported in this 

paper were enacted after the researchers provided feedback and suggestions to the teachers 

from observing a minimum of three baseline (non-intervention) lessons.  

 

Research Participants 

The three science teachers who participated in this study were between the ages of 25 

and 40 at the time of the study. The schools at which they taught were public schools similar 

to the majority of other schools in Singapore in terms of student demographics, location among 

public residential estates, and academic achievement on national examinations. The teachers 

were conveniently sampled as personal contacts with the first author. The teachers were asked 

to identify one class with at least one student with dyslexia (the SEN with the highest frequency 

of occurrence) as a case study. Participation in the study was voluntary. Informed consent was 

obtained from the teachers prior to the start of the study. Student assent and parent consent 

were also obtained from the classes being observed. Alternative seating arrangements were 

made to ensure that students who did not give consent were excluded from the data collection. 

Cindy was a beginning elementary school teacher who had just started teaching for a 

year at the time of the study. Cindy taught English and science in the school. She had completed 

a bachelor of science (education) and had no certified training in SEN. She had 15 Grade 4 

(aged 10) students. Five of the students (four boys and one girl) had been diagnosed with 

dyslexia.  
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Sandy had been teaching for about 11 years at the time of the study. She was pursuing 

her master of education degree programme and had no certified training in SEN. Sandy and 

Cindy were assigned as co-teachers of a Grade 4 science class. While Cindy taught 15 students, 

Sandy took charge of 16 students, of whom six were boys and 10 were girls. Five (three boys 

and two girls) had been diagnosed with dyslexia. At Cindy’s and Sandy’s school, there were 

assistant teachers, known as Allied Educators, who provided support to students with SEN. All 

Grade 4 students in the school who had been specifically diagnosed with dyslexia were 

assigned to this class, as the school leaders thought it would be easier for the teachers to address 

their specific learning need.  

Melissa was an experienced teacher with 7 years of teaching experience at the time of 

the study. She had completed a master of education and had no certified training background 

in SEN. She was also a discipline teacher in the school. Her Grade 3 science class was one of 

the case studies. She did not have experience in teaching students with dyslexia prior to this 

study. In her class of 33 students (17 boys and 16 girls), there were two students (one boy and 

one girl) who were diagnosed with dyslexia.  

 

Data Collection 

For each teacher, lesson data collection was conducted six times throughout a school 

year. The lesson observations lasted one or two periods (30-60 minutes). We first conducted 

three baseline lesson observations to examine how the teachers taught science in the inclusive 

context. After the baseline data collection, the researchers had a discussion with the individual 

teachers to provide feedback and suggestions (see Table 1) on useful teaching strategies to 

address the needs of the students with dyslexia. Thereafter, the teachers were given a few weeks 

to internalise the information, deliberate over the suggestions, and incorporate the suggestions 

in their upcoming lessons. They communicated to the researchers the specific changes they 
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were making. Three more lesson observations were conducted to examine the enactment of the 

interventions. All lessons were carried out in either a classroom or a science laboratory.  

 

Table 1. Suggestions that were taken up by the teachers and implemented in the observed lesson.  

Teacher Some suggestions for improvements 

Cindy • Setting expectations for all students including students with SEN  

• Offer students opportunities to move around and engage in social 

interaction 

Sandy • Identifying a focus for the lesson (i.e., spelling, reading, understanding 

of concept)  

Melissa • Assign specific roles for students in group work and to rotate the roles 

so that each of them will have the opportunity to take responsibility for 

different tasks  

 
 

Two video cameras were placed in the room during data collection. One camera was 

positioned at the front of the room to focus on students’ behaviour and the whole-class situation. 

Another camera was positioned at the back of the room to focus on the teacher’s behaviour. 

Fourteen hours of lesson video were collected. However, the purpose of this paper was not to 

quantify the pedagogical practices enacted in the science classroom. Rather, we wanted to 

provide descriptive insights into how various pedagogical practices were enacted and the series 

of events that unfolded that alluded to diverse indicators of inclusion such as participation, 

collaboration, achievement, recognition and/or acceptance. As such, we conducted a fine-

grained analysis of 138 minutes of lesson videos, drawn from one lesson per case study teacher, 

to identify specific pedagogical practices enacted that showed inclusivity. Hence, we 
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conducted event-oriented inquiry (Tobin, 2014) to look for relevant and specific episodes for 

illustrative purpose. 

 

Analysis 

To reiterate an earlier point, we had selected the episodes to illustrate how pedagogical 

practices were enacted in ways that addressed inclusivity. After identifying one lesson video 

from each case study teacher, we watched the lesson videos multiple times to identify lesson 

episodes that illuminated the intervention planned by the teacher. The intervention to be 

adopted was shared by the teacher with the research team prior to the lesson. In the selected 

episodes, we looked for evidence that showed the teacher (1) explicitly enacting the strategy 

that she had informed the research team about prior to the lesson and (2) interacting with the 

whole class and in relation to the student with dyslexia during the lesson. After going through 

the videos several times, we extracted episodes that clearly demonstrated the intervention and 

the series of relevant events that unfolded following the intervention. The episodes varied in 

duration from 10 seconds to 7 minutes. The lesson discourses in the videos were transcribed 

and actions were described to facilitate meaning-making of the pedagogical practices.  

We adopted prescriptive coding using the list of pedagogical practices in the Singapore 

Teaching Practice to help us identify some of the practices that had been pre-identified as 

exemplary. The coding was done independently by the researchers and the findings were 

discussed to ensure complete alignment. However, we also identified a pedagogical practice 

that was not in the list and added it to the list of codes. Table 2 below shows the pedagogical 

practices used to code the episodes. 

 

Table 2. Teaching processes and pedagogical practices observed in the episodes.  
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Teaching 

Process 

Pedagogical 

Practice 

Explanatory notes on the PP* 

Assessment 

and Feedback 

Checking for 

understanding 

and providing 

feedback 

The teacher did some form of dip-sticking to assess if the 

the student had comprehended the content correctly. 

Some form of formative comments that allowed student 

to know whether s/he was correct or wrong in his/her 

understanding was provided. 

Positive 

classroom 

culture 

Maintaining 

positive 

discipline 

The teacher voiced her views about certain behaviours that 

were deemed as (un)acceptable so that the student may 

align his/her behaviours to the acceptable rules and norms. 

Setting 

expectations 

and routines 

The teacher voiced her belief about what she thought 

should be achievable by the student. She articulated the 

regular and familiar practices that student should adhere.  

Establishing 

interaction and 

rapport 

The teacher was able to initiate and maintain active 

exchanges with the student that contributed to relationship 

building.  

Empowering 

learners 

The teacher created affordances to the student so that s/he 

may feel more confident and is more capable in achieving 

success. 

Lesson 

enactment 

Facilitating 

collaborative 

learning  

The teacher was efficient and effective in supporting 

students in working with one another. 

Encouraging 

learner 

engagement 

The teacher was able to promote active participation in the 

classroom. 
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Pacing and 

maintaining 

momentum 

The teacher was able to thread a lesson carefully such that 

it was not too fast or slow; the transitions are smooth and 

not truncated. 

Providing clear 

instructions# 

The teacher was able to give instructions that students 

could follow and implement effectively to learn. 

* Drawn from the episodes. 

# An emergent pedagogical practice identified from the case study lesson data. 

 
 

Findings and Discussion  

In this section, we present the three cases separately and discuss the observed 

pedagogical practices. As mentioned earlier, we wanted to observe how the events unfolded 

upon the enactment of a pedagogical practice that was supportive of a student with SEN. As 

the episodes are connected, we decided to present the cases and the events as a whole to 

preserve the flow. Next, we provide our interpretive commentary on each case to answer the 

research questions. Here, we also identify other pedagogical practices that can potentially be 

adapted in an inclusive context. Last, we theorise about the enactment of the pedagogical 

practices to ground the discussion in the theoretical underpinnings of inclusive science 

pedagogies.  

 

Case Study 1: Cindy 

The lesson below was the fourth lesson observation in Cindy’s science class, which 

took place in the laboratory. The lesson involved a group activity where students were asked 

to record the distance of a torch and the height of shadows. Cindy adopted the recommendation 

to assign Nicholas (student diagnosed with dyslexia) the task of recording the measurements. 

Cindy thought that Nicholas was capable of achieving this task because it involved a minimal 
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amount of numeral writing. Table 3 highlights the pedagogical practices enacted by Cindy as 

she prepared Nicholas to take on the role and monitored his performance during the lesson. 

Eight different pedagogical practices were enacted in the approximately 7-minute two-part 

episode.  

 

<Insert Table 3 about here> 

Interpretive Commentary 

Episode 1A. As the students were doing group work for the first time, Cindy provided 

detailed instructions to students and assigned specific roles according to the numbers the 

students had been assigned. Nicholas, who was assigned Number 4, had to measure the height 

of the shadow as the position of the torch light was shifted. Notably, when Cindy commented 

that Nicholas was not paying attention, he said aloud that he was ‘a stupid dumb dumb’. On 

hearing Nicholas’ comment, Cindy immediately expressed her disagreement (‘Nicholas, you 

are not’), retorted his point (‘You are not stupid’), and showed displeasure over the comment 

(‘[I] don’t like you to say that.’). She continued to engage Nicholas by checking with him on 

his assigned task. Nicholas articulated it softly and Cindy checked with him on his confidence 

level. When Nicholas said, ‘no’, Cindy counter-proposed to him in asking if he could try. When 

Nicholas expressed doubts in his ability to complete the task, the following sequence of 

responses emerged: (1) asking Nicholas if he could try, (2) clarifying with Nicholas if he did 

not know or did not want to try, (3) productive provocation in asking Nicholas if he would just 

sit and do nothing, (4) telling Nicholas to put in effort to try, (5) telling Nicholas that she would 

be there to support him, and (6) confirming with Nicholas if he would put in the effort. With 

this series of responses, Nicholas finally said, ‘fine’ to mean that he would try. Nonetheless, 

Cindy reaffirmed his response in asking again, ‘Is that okay?’ Nicholas raised his voice to 

affirm his response.  
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Episode 1A illustrates the strategic pedagogical moves that Cindy had enacted to make 

the lesson inclusive for Nicholas. This was achieved by the symbolic ‘Number 4’ role that 

accompanied a set of responsibilities to the social group that he belonged. As a member of a 

group, Nicholas was accountable to his peers regarding their learning progress and output. The 

task was not onerous and was something that Nicholas could achieve without being hindered 

by his learning difficulty. However, Nicholas had to first overcome his lack of confidence as 

he had not had the experience of being accountable to anyone other than himself all this while. 

Instead of allowing him to wallow in self-pity or negotiate himself out of his role and 

responsibilities, Cindy asked a reflective toss question (Chin, 2006) and then encouraged him 

to own the challenge with the knowledge that she would be there to provide support if needed. 

In doing this, Nicholas had probably learnt that he could achieve within his means if he put in 

the effort and that he would not be able to get away from his responsibility by using his learning 

difficulty or poor self-perception as the reason.  

Episode 1B. After the students had spent some time performing their group task, Cindy 

went over to Nicholas’ group to check on the group’s progress. Cindy first asked Nicholas if 

he had completed the task. This was to check that Nicholas was on task. When he nodded his 

head to signal a positive response, Cindy asked if he had checked his work. Again, she was 

ensuring that Nicholas had done his due diligence. This time, he verbally responded, ‘Yea.’ 

Cindy went on to ask Nicholas if he had done the measurement. The pedagogical practice 

enacted took a different twist, as Cindy’s question was not generally about being on task; rather 

she was checking that he had performed a specific task. When Nicholas implied that he had 

done only part of the task, Cindy was not approving. Instead, of telling or reminding Nicholas 

that he should complete his task, she tossed the question to Nicholas in asking him if he could 

do what he was assigned to complete. Cindy was empowering Nicholas to take ownership of 

his role as a group member. When Nicholas simply nodded to signal that he could do it, Cindy 
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reaffirmed Nicholas’ response by asking him twice if he could complete the task. During this 

time, Cindy had bent her head and spoke in close proximity to Nicholas. He tilted his head to 

the side as if to avoid her close questioning. A few of his classmates watched as they spoke. 

The episode ended with Cindy praising Nicholas for agreeing to try and doing well for what he 

had completed. The high-five gesture made Nicholas smile.  

 

Case Study 2: Sandy 

The lesson below was the fourth lesson observation in Sandy’s class, where she was 

getting the students to learn the words in the unit on light. According to Sandy, who had taught 

the same class last year, the students had problems learning the words, let alone explaining 

their ideas. Therefore, she decided that she would focus on getting students to recognise and 

spell the key terms. Her lessons typically involved reading (with syllabic highlights) and 

spelling in small notebooks that she would go around to check and stamp to acknowledge 

correctness. In this particular lesson, Sandy had given Alice, one of the students with dyslexia, 

the option to participate in the spelling lesson differently from the rest of the class. Table 4 

highlights the pedagogical practices enacted by Sandy as she prepared Alice to participate in 

the spelling formative assessment. 

 

<insert Table 4 about here> 

Interpretive Commentary 

Episode 2. Sandy asked the students if they wanted to participate in the spelling test. 

The students were excited as they shouted ‘yes!’ because they could each write their answers 

on a small whiteboard. Each of them was given a writing tool where they could show their spelt 

word to Sandy. Sandy instructed all students to turn their bodies to face the back of the class 

so that they would not see the word on the screen. However, before the spelling started, Sandy 
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looked at Alice and repeatedly reassured her that she need not feel pressured to do the same. 

This was because she knew that Alice had difficulty with spelling. After Sandy read out aloud 

the first words, ‘pass through’, she looked at Alice again and gave her individual instructions 

to learn by copying the word on her whiteboard. Sandy’s main goal for Alice was for her to 

learn the spelling and not to recall the spelling of the words. She walked around to check on 

individual students’ spelling. As she walked around, she praised those who spelt the words 

correctly. She also corrected those who had spelt incorrectly by referring the student to the 

words on the screen behind them. This particular episode illustrates the differentiated 

instruction that she provided to students with the same lesson objective to have students learn 

how to spell key terms in science.  

 

Case Study 3: Melissa 

The lesson below was the fifth lesson observation in Melissa’s class, which was on the 

topic of strength of materials. Similar to Cindy, Melissa had decided to take up the suggestion 

to assign explicit roles to students. In particular, she assigned Kevin, one of the two students 

with dyslexia in the class, the role of the data recorder. This was in response to our shared 

observation that Kevin would avoid the task of writing, which was typically undertaken by the 

two girls in his group. In this lesson, she paid attention to Kevin, to ensure that he contributed 

to the group work. Table 5 highlights the pedagogical practices enacted by Melissa as she 

prepared Kevin to participate in the group work. 

 

<Insert Table 5 about here> 

 

Interpretive Commentary 
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Episode 3A. Melissa spent a significant amount of time in facilitating students’ group 

work. Her briefing included a variety of pedagogical practices because of the different 

messages that she was putting across. These included telling students the different roles that 

they would play, while not forgetting to maintain positive discipline at the same when she 

observed students not paying attention to her instructions. She also discussed group etiquette 

as she addressed how the time manager could address the group members politely. She set her 

expectations and established rules. Notably, Cindy and Melissa had both taken up the 

suggestion from the research team to assign clear roles to students in group work. However, 

the teachers enacted it differently. 

First, Cindy numbered the students before explaining the roles, while Melissa explained 

the roles before numbering the students. In the former, students would pay attention to what 

they were supposed to do and hence be more focused on their roles. However, the latter 

approach can allow every team member to learn about all the different roles, but they may not 

remember their own roles as clearly. Second, Melissa gave students the heads up that their 

roles would change in the next round of group work, but Cindy did not mention this. Telling 

students that they would play different roles in the future could appease students who preferred 

to perform a different task and help them learn about their own and their peers’ roles, hence 

fostering more close-knit teamwork.  

Episode 3B. Melissa followed up on the students’ group work as she moved around to 

check on their progress. In this instance, it was interesting to note another difference between 

Melissa’s and Cindy’s approaches. As discussed earlier, Cindy approached Nicholas to check 

on his contributions. However, Melissa asked Kevin’s group members about his role and 

identified the group manager whose role was to remind the group members about their task. 

The difference lay in the ownership of learning, as Cindy’s actions were coded as ‘empowering 

learners’ while Melissa’s act was coded as ‘facilitating collaborative learning’. We 
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distinguished these two pedagogical practices, as the ownership of learning responsibility was 

different (i.e., on the student with SEN versus the immediate circle of peers surrounding the 

student with SEN).  

 

Overall Commentary 

In summary, nine different pedagogical practices were identified in the three sets of 

episodes that we selected. While the intent of this analysis was not to quantify the number of 

pedagogical practices enacted, we noted that the nine pedagogical practices spanned across 

three of the four teaching processes: assessment and feedback, positive classroom culture, and 

lesson enactment. In this section, we address the second research question by making 

connections between the pedagogical practices enacted by the three teachers and the Inclusive 

Pedagogical Approach in Action (IPAA) framework (Florian 2014; Florian & Spratt, 2013), 

which offers suggestions on pedagogical approaches that count as evidence of inclusive 

education.  

First, the pedagogical practices adapted by the teachers had afforded opportunities for 

participation. The three teachers had considered all students in designing and enacting their 

science lessons. They did this by creating environments with appropriate conditions (guidelines, 

scope, and rules) so that every student, including Nicholas, Alice, and Kevin, could participate 

in the activities and learn. The group work and spelling formative assessment were activities 

that Nicholas, Alice, and Kevin could take part in, as these activities were extended to all 

learners in the same community. The three students could participate as full members with 

others. Differentiation was afforded by providing Alice with visual access to words that she 

could learn to spell from copying rather than from recall, as learning from recall would add an 

additional layer of challenge to her spelling difficulty. Alice was given the option to choose 

her entry level of participation.  
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Collaboration was possible because the students with SEN were distributed into 

different groups and not grouped according to ability. Their roles were assigned based on pre-

planning with the specific goal of having Nicholas and Kevin contribute as active members. In 

all three cases, the emphasis on what they could achieve within their means and not what they 

could not do was empowering. The social constructivist approach to teaching was engaged in 

all three lessons as the three students were all tasked to take ownership of their own learning.  

Fundamentally, two important ideas that showed inclusivity may be inferred from how 

the pedagogical practices were engaged: (a) Differences were accepted as part of the students’ 

human condition. However, the condition that led to the identification of ‘difference’ did not 

become the reason for holding back the students’ progress through participation. (b) The 

teachers held beliefs that the students with SEN could learn and make progress. 

Second, the pedagogical practices enacted illuminated the teachers’ interest in the 

welfare of the ‘whole child’ and not simply the acquisition of science content knowledge. For 

example, Melissa did not check with Kevin on whether he had fulfilled his role responsibly. 

Rather, she checked with Kevin’s group mates to ensure that they had kept Kevin on his toes. 

In the process, Kevin’s group mates would recognise Kevin as a member as they were 

responsible for peer support. Their acknowledgement was to Kevin, a signal of acceptance of 

him as a member of the group. Similarly, when Cindy checked on Nicholas, she did not 

immediately turn to look at his workbook. Rather, she checked with him to find out if he had 

completed his task responsibly. She spent a relatively longer time checking on Nicholas and 

interacting with him because she thought that it was important for him to show that he was 

willing to put in the effort. This was an indication of achievement. Although Sandy and Cindy 

co-taught a class, they understood the difficulties of students differently and planned for 

different topics to be taught, different materials, and methods of lesson delivery. This suggests 

that they had deliberated on the different needs of the students in their groups and chose to 
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deliver their lesson flexibly rather than to seek efficiency in lesson preparation and enactment 

by sharing out the lessons and materials.  

 

Implications 

The findings of this study significantly contribute to the literature on and enactment of 

pedagogical practices toward creating a more inclusive environment for science learning. To 

reiterate the points earlier, inclusivity here refers to making resources available to the students 

with SEN so that they can participate, collaborate, achieve, receive recognition, and/or be 

accepted by others (Florian & Hawkins, 2011). First, the study offers a contextual 

reconstruction of the term ‘pedagogical practices’ in the context of inclusive education where 

students with SEN attend mainstream schools and learn with other students in the same 

classrooms. Earlier, we provided a working definition of pedagogical practices. While generic, 

this definition seems to be detached from the discourse about inclusivity. Here, we offer a 

revised definition of pedagogical practices to underscore the spirit of inclusivity: 

 

Pedagogical practices in inclusive education contexts encompasses the literal and 

symbolic moves, articulations, and objects, premised on a set of personal and 

professional attributes that value difference as the driver for the provision of education 

for all and for the whole child.  

 

In the above definition, we positioned pedagogical practices as a force, mechanism, and means 

to address the need for inclusion in education contexts. This implies the reconstruction of 

pedagogical practices from being a performative, actionable, and observable act toward being 

an invisible form that requires deep thinking about the construct of ‘difference’. By ‘difference’, 

we do not mean opposites, contrasts, or contradictions. Rather, we adopt the poststructuralist 
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concept drawn from Derrida’s (1978) work on ‘difference’ that makes use of binary thinking 

to underscore relationships and new ideas to emerge. We suggest that in adopting and enacting 

pedagogical practices for students with SEN, teachers can ask the questions, ‘Is this 

pedagogical practice only for students with SEN or for all students in my class?’ ‘Does enacting 

this pedagogical practice further marginalise the students with SEN or make the lessons and 

learning opportunities more accessible to them?’ Here, we surfaced the potential of 

pedagogical practices through the nuanced analysis of lesson episodes in event-oriented inquiry 

that illuminated ‘difference’ as the lens to drive the decisions on what and how pedagogical 

practices may be enacted to better support students in the acquisition and understanding of the 

abstract scientific jargon and expository style of scientific writing (Bakken, 1995). Referring 

to Chan and Lo’s (2017) paper mentioned earlier, we want to reiterate the idea that pedagogical 

practice could be the force to promote social justice and fight exclusion. In Chan and Lo’s work, 

they adopted personal narrativising to surface this potential of pedagogical practices. 

Second, the discussion in this paper contributes to the positioning of ‘pedagogical 

practices as personal’. As a former science teacher, the first author has struggled with the 

dilemma of teaching, or not teaching, science to students with dyslexia, especially when it is 

textually challenging to learn the scientific jargon that is abstract. Other science teachers who 

struggle to support their students to learn science may be able to feel a resonance with this 

experience. The struggle to understand why science should be taught and how students with 

SEN may be supported to learn science was liberating and honed the first author’s pedagogical 

practice in the science teaching of students with SEN. To borrow the phrase ‘personal as 

political’ (a slogan in the second wave of feminism by Hanisch, 1969) and Sim’s (2004) work 

on ‘pedagogical as personal’, we think that the questions in the earlier paragraph reflect the 

conundrums that teachers often confront when they reflect on what they have enacted and make 

changes to their pedagogical practices when teaching in inclusive lessons. This is the idea about 
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being reflexive (Lather, 1991), as opposed to being reflective, about one’s practice. Reflexivity 

involves change in acting otherwise, while reflections reside in thoughts that do not necessarily 

translate into actions. Precisely, this study illuminates pedagogical practices as an outcome of 

considered deliberations in inclusive science lessons.  

Science has been argued to be challenging for students with dyslexia to learn because 

of the way scientific text is written in an expository manner with unfamiliar text structures, is 

conceptually dense, contains complex vocabulary, and comes with an expectation of students’ 

prior knowledge (Graesser, 2003). What is unique about science learning is the hands-on 

learning experience in the laboratory. Laboratory activity instructions are formatted differently 

from worksheets. What could science teachers do to support students with SEN to manage 

diverse textual demands across the classroom and laboratory contexts?   

Returning to the IPAA Framework (Florian, 2014; Florian & Sprutt, 2013) mentioned 

earlier, we offer the following features of inclusive pedagogical practices that could contribute 

to the reflexivity of science teachers by adapting their pedagogical practices to address 

inclusivity, especially when science teaching can happen in varied contexts that demand more 

pedagogical considerations be made and pedagogical practices be flexibly adapted to meet the 

diverse and unique needs of students of SEN in science learning contexts: 

• Checking in writing or verbally for understanding demonstrated in science and 

providing feedback on the work rather than abilities of the student 

• Maintaining positive discipline across contexts (i.e., science laboratory and classroom) 

that has an impact on the overall development of the child 

• Setting realistic expectations and routines for students to experience success in the 

science laboratory and classroom  

• Establishing interaction and rapport between teacher and students and between students 

for peer support in the absence of continued teacher support 
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• Empowering learners to acknowledge their own limitations and choose their mode of 

participation 

• Facilitating collaborative learning by providing explicit and individual roles in the 

completion of science activities 

• Encouraging students to contribute as full rather than peripheral members 

• Pacing and maintaining momentum by adopting a flexible approach  

• Providing clear instructions on what is to be completed and how to complete it, rather 

than who is to learn what 

 

Conclusion 

This paper reported on pedagogical practices enacted to address inclusivity in three case 

studies in science learning contexts in Singapore. This work makes reference to the Singapore 

Teaching Practice to unpack the pedagogical practices that unfolded when inclusive strategies 

were adopted by teachers following feedback on baseline lessons. In the event-oriented inquiry 

of three sets of episodes, nine pedagogical practices were identified and these were enacted in 

ways that aligned to the spirit of inclusivity. When enacted, opportunities for participation, 

collaboration, and achievement were afforded to the students with SEN to learn science. Based 

upon our findings, we built on the literature on pedagogical practices by offering an inclusivity-

contextualised definition. We also offered ideas on adaptations of the nine pedagogical 

practices to enhance the reflexive practices of teachers teaching in inclusive science lessons.    

 

Limitations of the Study 

While the analysis has provided some illustrative insights into how inclusive science practices 

unfolded in science classrooms with students with dyslexia, we are cognizant that the 

discussion does not address all the pedagogical practices. In many classrooms, there could be 
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more than one student with SEN, and students can have a variety of SEN. Hence, it may not 

be clear how the other pedagogical practices will play out in the classroom. The events may 

thus unfold differently in these contexts. Given the limited number of studies in this area of 

work, it will be beneficial to conduct more research in inclusive classrooms that provide more 

proximal insights into what science teachers can do to manage the demands of science teaching 

and the needs of students with SEN by adapting specific pedagogical practices and reflecting 

on the affordances and constraints such practices present to students.  
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Table 3. Pedagogical practices-coded classroom discourse transcript and observations in Cindy’s lesson 

Episode 1A 
Cindy assigned a specific role to each student in a group task during a science experiment. Cindy explained the lesson objectives at the 
beginning of lesson and clarified the responsibility each role before conducting a science experiment on the topic of ‘lights and shadow’.  
 
Pedagogical practices Timestamp / Discourse Pictures and captions 

Facilitating 
collaborative learning  
 
 
 

22:50 
 
Cindy: And now I am going to tell you each of your 
responsibilities. Alright? I am going to number you, 
remember your number and remember what you are 
supposed to do. 
 
 
 

 

 
Cindy assigned number to each of the student. 
 

23:40 
 
Cindy: Okay, listen up very carefully… all the number 
ones… I will write down at the side (Cindy writing on 
white board) 
 

 

 

 Cindy: All the number one you are the leader and you 
are to take all the materials that you need. Number 
two, you have to assemble, assemble means you set 
up.  
 



 Number three, you are going to move, (Cindy 
continue writing on board) move the object, and what 
do I mean, when you look at your page, you will 
realize that you have to move the torch light to the 5 
cm mark, you have to move the match box to the 20 
cm mark. So you will be making sure you move it 
correctly. Is that clear to you?  
 

Cindy wrote down the role of each student and explained 
in a simple form of language. E.g. “You have to assemble, 
assemble means you set up.” 
 
 

 
Cindy was holding paper worksheet to show students. 
 

Maintaining positive 
discipline  

Joseph, please sit properly.  

Facilitating 
collaborative learning  
 

And now the number four, (Cindy continue writing on 
board), you are supposed to measure the height of the 
shadow and you are going to record here (Cindy 
pointing on paper to show students). Is that clear to 
you?  
 
 

Providing clear 
explanation 

Cindy: Alright, now, when number four are recording, 
only number four will record, and later on, the rest of 
the number, number one, two and three, after you 
finished all the experiment, you will write down what 
your number four has recorded. Is that clear to you? 
So, number four you also play a very important role, 
because you have to make sure you measure the 
shadow correctly. Is that clear to you? 
 
 
 
 



 
Facilitating 
collaborative learning 
 

28:33 
 
Cindy: Where is my number four for Kyle’s group?  
 
 

 
Students assigned with number 4 raised their hands except 
Nicholas.  
 

Setting expectations 
and routines  

Cindy: Nicholas, not paying attention. (Nicholas is 
being assigned as number four)  
 

Encouraging learner 
engagement  

Nicholas: Because I am a stupid dumb dumb. 
 
Cindy: Nicholas, you are not. You are not stupid and I 
don’t like you to say that.  
 

 
 
Establishing interaction 
and rapport 

28:46 
 
Cindy: Nicholas, number four what are you supposed 
to do?  
 

 

 
Cindy looked at Nicholas and checking if he understands 
the instruction. 
 

 Nicholas: Measure height from the shadow and 
[inaudible] 
 
Cindy: Are you confident you can do that? 
 
Nicholas: No. 
 



Empowering learners  29:01 
 
Cindy: But can you try? 
 
 

 

 
Cindy looked at Nicholas. 

 Nicholas: I don’t know. 
 
Cindy: Can you try? You don’t know whether you can 
try? No? You don’t want to try? So you just gonna sit 
there and do nothing? I want you to try this and I will 
help you as well. Is that okay?  
 
 

 Nicholas: Fine. 
 
Cindy: Is that okay?  
 
Nicholas: O-kay! 

 
 
 
 
 
 
 
 
 
 
 
 



Episode 1B 
Cindy was going group by group to monitor students’ work. She was checking and praising Nicholas after he has completed his task in a 
group work.  
Pedagogical practices  Timestamp / Discourse Pictures and captions 

Pacing and maintaining 
momentum  
 
 

43:55 
 
Cindy: Are you done?  
 
Nicholas: (nodded his head) 
43:57 
 
Cindy: Have you checked?  
 

 
 
 

Checking for 
understanding and 
providing feedback 

Nicholas: Yea. 
 
Cindy: Did you measure?  
 
 

 

 
Cindy walked over to Nicholas to check if he completes his 
work. 



Empowering learners  
 
 
 

44:00 
 
Nicholas: Yes. A little. 
Cindy: A little? Can you do your job?  
Nicholas: (nodded his head) 
 
44:02 
 
Cindy: Can you do it?  
Nicholas: (nodded his head) 
 
44:04 
 
Cindy: Could you do it?  
Nicholas: (nodded his head) 
 

 
Cindy further encourage Nicholas to show that he can 
perform his role. 
 

 
Cindy further encourage Nicholas to show that he can 
perform his role. 
 
 



Maintaining positive 
discipline  

44:05 
 
Cindy: Very good. (high-five with student) Very good 
job.  
(Nicholas smiled.) 

 

 
Cindy gave Nicholas a high-five. 
 

  



Table 4. Pedagogical practices-coded classroom discourse transcript and observations in Sandy’s lesson 

Episode 2 
Sandy introduced a spelling test of a few chapter vocabulary in the middle of the lesson. Sandy observed that one of the student with 
SEN (Alice) seems struggle about the spelling test. Instead of spelling the vocab on whiteboard, Sandy asked Alice to practice to 
write the words from screen onto her mini whiteboard. 
Pedagogical practices  Timestamp / Discourse Pictures and captions 
Empowering learners 
 

21:05  
 
Sandy: Okay, everybody wants to 
try?  
21:07 
 
Students: Yes! 

 

 
Sandy walking towards students’ desks. 
 
 

Providing clear instructions 
 

21:09 
 
Sandy: Okay, so all of you turn to 
the back.  
 
Sandy: Ready? 

 

Empowering learners 
 

21:14 
 
(Sandy looks at Alice) Sandy: No, if 
you don’t want to try, it’s okay, 

 



don’t need to try. If you don’t want 
to try it’s okay.  

 
Sandy looked at Alice. 
 

Pacing and maintaining momentum 
 

21:18 
 
Sandy: Ready? And the word is, 
PASS THROUGH. PASS 
THROUGH.  
 

 

 
Sandy asking Alice to practice writing on whiteboard. 

Empowering learners 
 

(Sandy looking at Alice) You just 
learn to write on the whiteboard. 
PASS THROUGH.  
(Sandy looking at other group of 
students) Learn to write on the white 
board.  
 



Checking for understanding and 
providing feedback  
 
 
 
 

21:41 
 
(Sandy then continue to check 
students’ spelling and writing) -  
 
 
Sandy: Good. Good. (upon checking 
the writing of a student) 
 
21:45 
 
Sandy: Wrong spelling. T-H- 
(Sandy pointing to PowerPoint slide 
to show student on the correct word 
spelling.) 
  
21:50 
 
Sandy: Ah. Wrong. T-H-R. (Sandy 
went over to student’s desk and 
point on his writing.) 
 

 
Sandy checking students’ spelling. 
 
 

 
Sandy pointing on PowerPoint slide. 
 



 
 
 

 
Sandy stood beside student’s desk to check and 
correct their spelling. 
 

 

 



Table 5. Pedagogical practices-coded classroom discourse transcript and observations in Melissa’s lesson 

Episode 3A: 
Melissa assigned four different roles to student before doing experiment (on ‘strength of materials’). 
 
Pedagogical practices  Timestamp / Discourse Pictures and captions 
 
 
Facilitating 
collaborative learning  
 
 
Maintaining positive 
discipline 
 

04:25-05:18 
 
Melissa: Okay. Now today what I want you to 
do is this, because most of you are in fours, that 
mean each group there are four people. I have 
four roles for you. I need one person to be 
resource manager, that means you come and 
collect the box from me, and return the box, 
excuse me I am not done ah (Melissa paused her 
talking).  
 

 

 
Melissa standing in the front of classroom while 
giving instructions to students before a science 
experiment. 

Facilitating 
collaborative learning  
 
 

Okay, listen ah, so resource manager will come 
and collect the box from me, and will need to 
return the box to me at the end of both 
experiments, that is resource manager. Second 
one is the data recorder, now, so as your group 
is conducting the experiment, one person have 
to remember to take note to record the result. So 
that’s the purpose of data recorder.  
 
(Melissa turned to her back to switch on the 
projector and cast the PowerPoint slide on 
screen)  



05:19-06:45 
 
Melissa: Alright. Then I also have the time 
manager. Now, for time manager, what you 
would need to do is this, Myra hold on first, now 
the time manager what you would need to do is 
this, watch the time, watch the time. Because I 
will tell you, okay you have ten minutes to try 
out the activity, and do the recording, then the 
person needs to watch the time and remind your 
group, oh okay, we have five minutes left, we 
need to move a little faster. And then, you need 
to speak in this manner ah. Not, eh eh eh, we 
have five minutes already. Hurry up! Hurry up! 
Do you speak in this manner?  
 
 

 
Melissa pointing on PowerPoint slide to explain the 
responsibilities of each role to students. 
 

Setting expectations and 
routines 
 

Students: No. 
 
Melissa: No. Okay so you just watch the time 
and remind your group members politely. Can 
we do that?  



Facilitating 
collaborative learning 
 

Students: Yes. 
 
Melissa: And then lastly, the group manager. 
Group manager, what you will need to do, is to 
manage and maintain order within the group. So 
if it so happens that there are arguments in the 
group, what would the group manager be doing?  
 

Setting expectations and 
routines 
 

Students: [inaudible] 
 
Melissa: Yes. How would you stop them? Say 
stop fighting and tell them to take time out and 
cool down. Okay? Can? Are we okay?  

Facilitating 
collaborative learning 
 

07:16-07:45 
 
Melissa: Okay, I am going to label you 1, 2, 3, 
4, and you will be taking up the role.    
 

 

 
Melissa assigned role to each student. 

Setting expectations and 
routines 
 

Alright, so as long as I give you the number, you 
carry out the role responsibly. Are we clear?  
 

 



I will change it again the next time round when 
we do the activity, so it doesn’t mean you are 
data recorder today, you are date recorder for 
the rest of this year. No, okay? So we will 
change it around.  
 
(Melissa proceed to assign number to students) 

 

 
 
Episode 3B: 
After setting timer for group activity, Melissa walked to each group of students to check if they are on task. Melissa walked towards 
Kevin’s group to check on their progress. Kevin was being assigned as data recorder in the group work. 
Pedagogical practices  Timestamp / Discourse Pictures and captions 
Facilitating 
collaborative learning 
 
 

14:45 
 
Melissa moves towards Kevin’s group. 
 
14:53 
 
Melissa: What is his role?  
Student: Data. 

 

 
Melissa walked towards Kevin’s group. 
 

14:57 
 
Melissa: Who is the group manager? 
Student raised hand. 
Melissa: Must remind them of their roles.  

 



 
Melissa checking with students to ensure they are 
doing their task. 
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