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Using a chosen critical incident from your bridging experience, write a critical 

evaluation on why that incident occurred and how you might learn from it in 

your own teaching practice. Use research and learning theories to support your 

comments. 

Introduction 

   During the course of this assignment, the role that critical incidents play in the educational 

environment and the impact of this on reflective teaching practice is discussed. In addition to 

this, this assignment also looks into how observations can play a role in enabling researchers, 

and other educational professionals, to investigate the impact of them in the classroom. This 

assignment considers the advantages of using observation as a research method and the issues 

that are associated with it. The observed critical incident is analysed in relation to the Four 

Purposes outlined in Professor Graham Donaldson’s ‘Successful Futures’ (2015), which 

follows the 2022 Curriculum for Wales. 

   Furthermore, academic literature is explored surrounding the areas of research highlighted 

by the observed critical incident. Key points from the literature will be critically analysed and 

synthesised to form a basis for academic discussion. The assignment considers differing 

perspectives, and the implications of the points of view in contrasting literature pieces are 

discussed. 

   Critical incidents are a fundamental aspect to reflective teaching practice and can develop 

an individual’s professional development in regard to teaching and learning. Critical incidents 

can be both positive and negative experiences, and some researchers may argue that they first 

appear very trivial and commonplace (Tripp, 2012, p.25), but they should be objective 

interpretations of a classroom experience which can then be developed into a composite 

finding.  

Observation 

School and Class Context 

   As part of the first bridging experience, I was placed in a Secondary school based in 

Swansea, South Wales. Upon my arrival in the morning, I was introduced to the Network 

Lead; they took me through the itinerary for the day, and informed me about COVID-19 

Protection Guidelines within the school grounds, in line with Welsh Government advice. As a 

consequence of the COVID-19 pandemic, my bridging experience was limited to one day, as 

opposed to the usual three, to limit the risk of cross-contamination between the home and 

school. In addition to this, I was only allowed to stay at the school and observe for four out of 

five lessons. This was as a result of the Health and Safety guidelines based in the school for 

the protection of staff and pupils. 

   I observed one class in Key Stage 3, a mixed ability Year 8 group, whom I observed and 

shadowed for the entirety of the day. Throughout the day I observed the pupils in a range of 

Areas of Learning and Experience (AoLEs) and subject areas, including Health and 

Wellbeing, Humanities, Mathematics and Numeracy, and Languages, Literacy and 

Communication.  
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   Throughout the course of this assignment, the name of the school, staff and pupils involved 

will remain anonymous. Instead I will use letters to refer to pupils, and numbers to refer to 

staff, respectively. For example, ‘Pupil A’ and ‘Teacher 1’. This is in line with the BERA 

Ethical Guidelines for Educational Research (2018) guidance. 

Methodology 

   Educational research allows teaching professionals to establish a strong foundation on 

which to build their skills, pedagogical knowledge, and subject knowledge (Cohen, Manion 

and Morrison, 2007, p.48). The aim of critical incident analysis is that its synthesis can be 

applied to a wider and more general context, which allows teaching professionals to 

understand and implement its significance in their own classroom. Therefore, when 

conducting educational research, it is important to use an appropriate technique in which to 

obtain data. 

   One research method used as part of this bridging experience was the use of observation to 

collect data. Observations rely on the researcher having immediate awareness of their 

surroundings and the behaviour of the participants, and complete mental presence in 

collecting data (Cohen, Manion and Morrison, 2007, p.396). Observation is the best method 

of data collection to use when the researcher is more interested in the behaviour being 

displayed, rather than the opinions of the participants (Kumar, 2005, p.120). A non-

participant observation method was used, as I was not involved in interacting with pupils or 

teachers during the course of the observation (Mercatoris and Craighead, 1974, p.514). As an 

observer, I remained passive and analysed the data as it was being presented to me (Kumar, 

2005, p.120). 

   The type of observation used affects the results the researcher wishes to obtain. Structured 

observations can provide results which are rich in quantitative data, and their goals are 

predetermined (Cohen, Manion and Morrison, 2007, p.398). Unstructured observations will 

revolve around the idea of ‘the observer as the participant’. The observer may decide not to 

declare their role in the research, and actively participate in the study (Cohen, Manion and 

Morrison, 2007, p.404). In the context of the bridging experience, a semi-structured 

observational method was used. This means that the information is obtained in a less 

structured environment (Cohen, Manion and Morrison, 2007, p.397). A semi-structured 

approach was the best fit for this type of study; the pupils were aware of my presence and my 

role within the classroom as an observer, but I did have a predetermined goal in regard to 

looking for a critical incident during the course of my observation. 

   There are positives and negatives to using observation as a research method. One 

advantage, for example, is that the researcher is able to see the behaviour is its most natural 

form. The notes taken by the researcher are usually recorded in a narrative fashion, so must 

be unpolluted with opinion, and must reflect the actual scenario taking place in front of them 

(Kumar, 2005, p.121). On the other hand, the limitations of using observation is that they can 

often incur observer bias, as the observer may only record information that meets their thesis 

(Kumar, 2005, p.120). One potential solution to this may be to include a second or third 

observer in the environment simultaneously - all observers would have witnessed the same 

behaviour, but their perspectives may differ, providing a wider scope of reasoning and 

analysis (Kumar, 2005, p.121). 
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   A case study methodology was used as part of the bridging experience in order for me to 

obtain data for my critical incident analysis. Case studies are real-life investigations into an 

individual or group of people (Kumar, 2005, p.113). They provide rich qualitative data which 

can subsequently be interpreted. Case studies help researchers understand general 

phenomena, and aid in providing an explanation (Cohen, Manion and Morrison, 2007, p.253). 

   There are many benefits to using case studies as a method of research; for instance, they 

can provide great detail, highlighting abstract concepts in practical and meaningful ways, 

indicating that they can be applied to policy and decision-making (Cohen, Manion and 

Morrison, 2007, p.255). This is the case in regard to Professor Graham Donaldson’s 

‘Successful Futures’ Review (2015), in which he and his team conducted meetings with 

teaching staff, educational stakeholders and community groups across Wales to discuss their 

concerns, and what they believe needed to be reformed in the Curriculum for Wales. In order 

to do this, Donaldson used the information provided by each of the case studies to design the 

new Curriculum for Wales (Donaldson, 2015, p.13). 

   However, there are also limitations to using case studies. Case studies can often have issues 

in regard to accuracy of behaviour witnessed. For instance, if the participant is aware that 

they form a part of a case study, they may be inclined to change their behaviour – positively 

or negatively - to fit the standards of what they believe the researcher is looking for (Kumar, 

2005, p.120). This is known as the Hawthorne Effect, which can have disastrous effects on 

the case study taking place, as false information can lead to anomalies in the research. 

Critical Incident linked to Donaldson’s Four Purposes (Successful Futures, 2015) 

   Professor Graham Donaldson pioneered an overhaul of the Welsh Curriculum and released 

his final report and recommendations in 2015. The report suggested four main purposes 

which the Curriculum should revolve around. The aim of agreed purposes is that they can 

“mobilise the education community around a common mission” (Donaldson, 2015, p.21) 

meaning that all teaching professionals and educational stakeholders are on the same page in 

regard to progressing with a pupil’s learning.  

   The critical incident I am going to explore during the course of this paper is in relation to a 

Key Stage 3 group (Year 8) I was observing throughout the bridging day. The lesson was 

Mathematics, as part of the Mathematics and Numeracy AoLE. The critical incident involved 

the teacher, and Pupil A and Pupil B. The critical incident I wish to focus on follows the 

plenary of the lesson (see Appendix 2). 

   Teacher 1 introduced the plenary task to the pupils which consisted of a ‘plenary talk 

placemat’ screen on the whiteboard, which had different sentence starters that the pupils 

could use in order to feedback their thoughts about the new multiplication method covered in 

the lesson. The pupils were given 5 minutes to talk about their reflections in pairs, then 

individually choose their sentence starter and complete the sentence. It was up to the pupils 

how much detail they wanted to give in their reflections, and each sentence starter was 

differentiated for differing abilities. Teacher 1 then asked the class, using the ‘hands up’ 

method, to share their reflections with the class. Teacher 1 chose Pupil A who said, “In this 

lesson, I learnt that the grid method works better for me than the column method because I 

can clearly see what I have to do next”. Teacher 1 thanked Pupil A for their contribution, then 

asked for another show of hands for someone else to share. Teacher 1 chose Pupil B next, 
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who said “The best part about today’s lesson for me was learning the new grid method”. 

Teacher 1 thanked Pupil B for sharing with the class. 

   Both of the pupils whom the teacher selected had positive feedback to share with the class, 

which helped solidify their own learning. Pupils were given an opportunity to discuss in pairs 

what they planned to say, then write their reflections individually, and then discuss their own 

reflections with the class. This was a great example of peer and self-assessment working 

collaboratively to achieve a successful plenary, and the usefulness of formative assessment 

and Assessment for Learning (AfL) in the classroom. 

   The critical incident linked to multiple of Donaldson’s Four Purposes. In particular, it 

highlighted the purpose of the new Curriculum for Wales producing ‘ambitious, capable 

learners’ who ‘can explain the ideas and concepts they are learning about’ (Donaldson, 2015, 

p.29). This was demonstrated clearly through the pupils being able to provide feedback to the 

teacher about their favourite method of multiplication, and why they prefer that method. This 

critical incident also highlights the concept of ‘ambitious, capable learners’ who ‘understand 

how to interpret data and apply mathematical concepts’ (Donaldson, 2015, p.29). This was 

shown by the pupils using a new multiplication method in order to achieve the same answer 

they would have through the method they knew from primary school. 

   In addition to this, the critical incident also highlights the purpose of encouraging 

‘enterprising, creative contributors’ who ‘identify and grasp opportunities’ and ‘take 

measured risks’ (Donaldson, 2015, p.29). This is evident through the pupils using and 

applying the unfamiliar new multiplication method, whilst utilising concepts learnt from the 

method they were used to – building on prior knowledge. Finally, this critical incident 

highlights the purpose of supporting ‘healthy, confident individuals’ who ‘have the 

confidence to participate in performance’ (Donaldson, 2015, p.30). This is illustrated through 

the pupil’s involvement in the teacher feedback plenary, as this process was entirely selective 

based on willing participation, it can be argued that the pupils have a good confidence in the 

classroom and are supported by their teacher.  

Literature Review 

   In regards to literature that encompasses the themes highlighted as part of the critical 

incident, discussions will revolve around formative assessment as an effective tool for 

learning; Assessment for Learning as a means of consolidation of learning; and the 

Constructivist learning theory, in regard to the critical incident and the utilisation of the 2022 

Curriculum for Wales. 

   Firstly, this literature review will focus on the use and impact of formative assessment in 

classrooms; why it is beneficial, but also the disadvantages surrounding its use. The purpose 

of formative assessment is that it looks at pupil’s progress as an on-going journey, rather than 

an assessment of all knowledge accumulated thus far (Black and Wiliam, 1998, p.17). It 

looks at “frequent, interactive assessments” which will benefit pupils learning, and will 

benefit teachers as their methods will adapt to encourage student progress (Looney, 2005, 

p.21). Formative assessment should be taking place on a regular basis, ideally on a daily basis 

(Clarke, 2008, p.16). Formative assessment is designed to unlock a deeper level of learning. 

These ‘higher order’ concepts of thinking can be transferred between subjects and can be 
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utilised later in the lives of learner’s (Clarke, 2008, p.7). This is why the use of effective 

formative assessment is seen as an invaluable advantage to a teacher’s arsenal.  

   A survey study conducted by Black and Wiliam showed that effective formative assessment 

application “has produced incredible results in regard to a pupil’s learning and progress” 

(Black and Wiliam, 1998, p.3). However, it has also been argued that during the infant years 

of formative assessment use in the classrooms, the concept was not taken seriously. In his 

book, Daugherty – a member of the School’s Examinations and Assessment Council (SEAC) 

- conducted a review into the implementation of formative assessment encouraged by this 

body. Daugherty found that the use of formative assessment was very limited as part of 

SEAC’s workload; essentially, the official body responsible for the encouragement of 

formative assessment in classrooms were doing the absolute minimum in order to promote its 

use (Daugherty, 1995, p.190). Many UK research studies have taken place in regard to the 

implementation of formative assessment, and what was concluded from these studies was that 

formative assessment was “in serious need of development” (Russell et al, 1995, p.489). 

   There have been many debates between educational researchers about the definition of 

formative assessment. For instance, Bloom (1984) states that formative assessment is a 

combination of feedback and instructions for pupils (p.14). On the other hand, Cowie and 

Bell (1999) propose that instruction should take place during the course of the learning, not 

afterwards, so that pupils have a chance to implement the new knowledge they have acquired 

(p.32). The second definition provides more clarity for teachers in regard to the practicalities 

of applying formative assessment in their classrooms. The definition given by Cowie and Bell 

gives a narrower and more specific focus. 

   Formative assessment use in classrooms produces a multitude of benefits. Firstly, formative 

assessments can function summatively, and vice versa (Bennet, 2011, p.7). For example, the 

scores of the end of unit tests can be used to influence the pedagogy of the teacher, by 

changing the ways in which lessons are delivered. Secondly, formative assessment supports 

lower-achieving pupils. It enhances their learning experience, giving them a more positive 

outlook on their education and may encourage them to achieve good qualifications (Black 

and Wiliam, 1998, p.4). Finally, the implementation of formative assessment requires 

collaboration between education stakeholders and teachers alike (Heritage, 2010, p.3). This 

links into the Twelve Pedagogical Principles encompassed in the 2022 Curriculum for Wales. 

It is stated that good teaching and learning should “encourage collaboration” (Donaldson, 

2015, p.70). By discussing different formative assessment strategies amongst colleagues and 

stakeholders, knowledge is shared and is used to further benefit the pupils. 

   On the contrary, there are also some limitations to formative assessment. Firstly, in regard 

to the point made previously by Heritage (2010), Black and Wiliam (1998) discovered that 

there was a distinct lack of collaboration between educational stakeholders and teachers – 

even down to teachers within the same school (p.5). This is an issue as valuable knowledge is 

not being shared between the teaching cohort; a bigger issue arises from this, however, in the 

form of missed information about Additional Learning Needs (ALN). Whilst in school, pupils 

have many different teachers, who all take responsibility for formative assessment within 

their own classroom and are responsible for keeping their own records of assessment details. 

The issue arises in that there is rarely a compilation of data provided from formative 

assessment strategies, and so, potential ALN difficulties can be overlooked. This means that a 
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pupil may be struggling across all of their classes, but due to the formative assessment data 

not being logged, and subsequently teachers not addressing this issue collaboratively – they 

may miss out on the opportunity to benefit from the true purpose of formative assessment. 

Secondly, teachers are already feeling an increased pressure from the implementation of the 

new 2022 Curriculum for Wales, so putting emphasis on formative assessment in every 

lesson will increase teacher stress and workload when designing lessons plans (Black and 

Wiliam, 1998, p.18). In this circumstance, it is important to remember that effective use of 

formative assessment may take some time; teachers should inhabit the ‘spirit’ of formative 

assessment and AfL, not continue to focus on formative assessment on a ‘tick-box’ basis. 

   Another aspect to consider in this literature review is Assessment for Learning (AfL). AfL 

gives the pupils guidance on how to improve, and what to do next in order to achieve their 

desired goal (Clarke, 2008, p.9). It is important to remember that AfL is not the same as 

formative assessment, but they can be used simultaneously to achieve the same goal – to 

develop the richness of pupil learning (Wiliam, 2011, p.10). AfL can be applied in many 

ways within the classroom environment; for instance, through DIRT (Directed Improvement 

Reflective Task) time, live marking, and pop-quizzes. Within this literature review the role of 

self-assessment and peer-assessment will be explicitly discussed as forms of AfL and why 

they are so effective - as witnessed in the critical incident. Broadfoot et al (2002) described 

AfL as “the process of seeking and interpreting evidence…to decide where the learners are in 

their learning, where they need to go and how best to get there” (pp.2-3). 

   When considering the term ‘assessment’ as a learning tool, we also need to consider the 

principles of peer-assessment and self-assessment (Black and Wiliam, 1998, p.2). Peer-

assessment can also be referred to as ‘reflective assessment’ (Black et al, 2003, p.9). This is 

because pupils enter a state of reflection as to how to improve their own work, or help 

another pupil improve their work (Rotsaert, 2018, p.257). Self-assessment and peer-

assessment, when done correctly, can be empowering for pupils. Pupils needs to be supported 

in their self and peer assessments, so they know to be accurate and honest. Pupils need to 

understand success criteria, and teachers can guide pupils through this process. This 

improvement to self and peer assessment should be completed in phases, to avoid cognitive 

overload (Clarke, 2005, p.114). It is important that pupils understand that these self and peer 

assessment skills can be developed; they are often too hard in themselves when evaluating 

and assessing their own work, but when assessing work of their peers they produce honest 

and reliable feedback (Black and Wiliam, 1998, p.9). 

   Lower ability pupils often make little effort to involve themselves in their own learning 

process, as they believe they are not capable (Black and Wiliam, 1998, p.9) The more capable 

they feel about accurately assessing work, the richer the feedback will be – for themselves 

and for other pupils (Rotsaert, 2018, pp.258-9). When pupils work on their self and peer 

assessment skills, they become more critical thinkers (Rotsaert, 2018, p.258). This means 

that, in line with the Four Purposes illustrated in the 2022 Curriculum for Wales, pupils will 

become ‘ambitious, capable learners’ in the respect that they ‘are building up a body of 

knowledge and have the skills to connect and apply that knowledge in different contexts’ 

(Donaldson, 2015, p.30). 

   Pupils being able to feedback to a partner has a great impact on many of their skills, 

including communication skills, pupil willingness to participate and lower ability pupils 
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feeling listened to (Clarke, 2008, p.52). In order for peer feedback to be completely effective, 

it needs to be “delivered correctly”, with respect to other pupils in the class (Shute, 2008, 

p.154). It is important that the teacher encourages respectful listening and constructive 

feedback amongst pupils, as this will encourage them to ask and answer questions confidently 

(Heritage, 2010, p.15). This is referred to as having a strong ‘classroom culture’. In addition 

to this, an element of collaboration is fundamental to having a strong classroom culture – 

pupils must feel as though they have a big responsibility in regard to applying their 

assessment strategies. The learning is ultimately shared between students, so all students can 

improve (Heritage, 2010, p.100). This links back to the Twelve Pedagogical Principles 

highlighted in Donaldson’s ‘Successful Futures’, whereby it is stated that good teaching and 

learning should “encourage collaboration” (Donaldson, 2015, p.70). 

   Whilst conducting research info AfL, a simile to describe feedback came to light. That is 

that strong feedback should be likened to a ‘good murder’ (Shute, 2008, p.175), in the respect 

that it needs: 

1. Motive (the pupil requires it) 

2. Opportunity (the pupil receives it in enough time to utilise it) 

3. Means (the pupil is willing and able to use it). 

   Teachers have embraced constructivist learning theories in classrooms, as they can be 

utilised to enhance their own pedagogy, and to focus on learner-centred teaching (Candra and 

Retnawati, 2020, p.836). When pupils are involved and engaged with peer and self-

assessment, they are considered to be ‘active learners’ (Rotsaert, 2018, p.267). This 

highlights the principles outlined in the ‘growth and fixed mindset model’ proposed by 

Dweck. Pupils with a ‘fixed’ mindset believe that they are either innately capable of 

achieving, or they are not. Whereas pupils with a ‘growth’ mindset are constantly striving to 

succeed and develop their skills in order to achieve (Dweck, 2014, p.28). This ‘growth’ 

mindset model and be achieve through the continued use of effect formative assessment and 

AfL (Clarke, 2008, p.19). It is important as teachers to set a strong model for growth mindset, 

by encouraging them to meet new challenges and not to be afraid of failure (Clarke, 2008, 

p.21). 

   The ‘Successful Futures’ document also suggests that the Four Purposes will “promote 

broad ownership of education…” (Donaldson, 2015, p.21). This can be inferred as applying 

to teaching professionals taking control over the curriculum they teach; however, it has been 

suggested by educational researchers that this would apply to the pupils themselves. The new 

Curriculum for Wales follows a constructivist school of thought, whereby the Curriculum for 

Wales promotes the ideology that pupils take charge of their own learning in order to derive 

meaning from it, whilst the purpose of teachers is to guide them through this process 

(Agarkar, 2019, p.854). 

   Another significant theory to consider as part of constructivism is Vygotsky’s ‘Zone of 

Proximal Development’ (ZPD). This theory suggests that pupils learn best when they are 

being challenged outside of their comfort zone. The ZPD assesses the level of learning which 

the pupil is currently at, and where the pupil could be based on teacher recommendation 

(Vygotsky, 1978, p.86). Once they have realised they can achieve whilst in the ‘struggle 

zone’, the pupil will feel more confident in their learning capabilities (Clarke, 2008, p.28). In 

regard to the critical incident, the pupil’s ZPD was being utilised through the pupils using the 
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new multiplication method and being challenged beyond their current understanding. It is 

advised that feedback given to pupils from the teacher should be targeted within the ‘struggle 

zone’ of their ZPD (Heritage, 2010, p.84). The goal of the ZPD is to close the gap between 

the pupil’s current position in their learning and pushing them to achieve progress in their 

learning (Black and Wiliam, 1998, p.10). Constructivism lends itself well to the 2022 

Curriculum for Wales, as it does not require pupils to “reinvent the wheel”, but encourages 

them to be ambitious and capable learners, who are enterprising and creative (Agarkar, 2019, 

p.855). 

Reflection and Next Steps 

   When reflecting upon my critical incident, and analysing information in my literature 

review, it can be inferred that the use of formative assessment and AfL in the classroom is 

paramount to the learning journey of pupils. As an observer, it was my job to witness the use 

of formative assessment and AfL in the classroom. In addition to witnessing the behaviour, 

the observation also gave me an opportunity to reflect on my own professional development. 

I considered what I liked and disliked about what I witnessed; how I felt this followed the 

theory of formative assessment and AfL that we had learnt about in university lectures; and 

whether I would need to adjust my pedagogical knowledge to fit the classroom in a real-word 

context.  

   In order for me to find the answers to these questions, I needed to undertake a period of 

reflective practice. In order to do this successfully, I needed to focus on why formative 

assessment and AfL were used, rather than how they were used (Harrison, 2004, p.14). 

During my reflective practice period I used the ‘Critical Incident’ method by Harrison (2004), 

which encompasses three stages. These are: 

1. Description – describing the critical incident, the events of what happened and 

providing context. 

2. Analyse – why the incident was ‘critical’, what processes were taking place and why. 

3. Assumptions – discussing assumptions that were made about pupils prior learning and 

drawing up new assumptions made after the critical incident had been identified. 

   The aim of this reflective practice is to continually adapt the assumptions made until the 

theory matches the practice (Harrison, 2004, p.13). Throughout the course of my assignment, 

I had completed the stages one and two. The third stage is focussed on in this section, where I 

will identify what I plan to do in line with what I had observed as part of my critical incident.  

   I also looked at Brookfield’s (1995) reflective practice model, which involved looking at 

four lenses. As outsiders, we can often be blinded by our own opinions and experiences. This 

is why looking at different perspectives – or lenses – is fundamental to effective professional 

reflection and development (Brookfield, 1995, p.197). I took a particular interest in 

‘Critically Reflective Lens 2’, which focussed on looking through the eyes of our learners 

(Brookfield, 1995, p.199). By looking at the perspectives of our learners, we follow their 

learning journey, we become empathetic to their difficulties and we become more responsible 

teachers (Brookfield, 1995, pp.199-200). 

   It is undeniable that the use of formative assessment and AfL is important to a pupils 

learning journey (Shute, 2008, p.157) – it is designed to reduce cognitive overload, 

encourages collaboration and communication skills, and provides a means for improvement 
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as opposed to summative assessment strategies (Black and Wiliam, 1998, p.6). Although the 

AfL techniques used were peer and self-assessment, personally, I would like to have seen 

more time for peer and self-assessment rather than using it quickly at the end of the lesson as 

a plenary. In reflection of my professional development, I will consider the use of peer and 

self-assessment as a main aspect of my lessons – for example, allocating more time for this 

during the main activity, and using a different form of AfL for the plenary. I am also going to 

consider enquiry questions as a form of AfL, as this ensures that learning is taking place 

without the need for pupils to be summatively assessed (Black and Wiliam, 1998, p.12). 

Conclusion 

   In conclusion, formative assessment in the form of peer and self-assessment is fundamental 

to the progress of a pupil’s learning. Formative assessment is encouraged in all schools, but 

whether it is being taking seriously, rather than just as a ‘tick box’ exercise is undetermined. 

The skills that formative assessment gives pupils is greatly beneficial to their time in 

education, and throughout the rest of their lives. For example, the skill of higher order 

thinking and meta-cognition (Heritage, 2010, p.13).  

   What is important to remember is that children carry immense pride in their success, so as 

teachers it is vital to encourage pupils to push themselves beyond their perceived capabilities 

(Clarke, 2005, p.88). As wisely stated by Black and Wiliam (1998), “learning is driven by 

what teachers and pupils do in classrooms” (p.1). Here, the concept of collaboration has been 

eluded to, and it holds a strong place in the 2022 Curriculum for Wales as part of the Twelve 

Pedagogical Principles in Donaldson’s ‘Successful Futures’. The 2022 Curriculum for Wales 

encourages pupils to feel pride in their ability to learn and progress, and not to feel limited by 

the education system. In this way, I feel that the 2022 Curriculum for Wales will provide a 

major refurbishment to the education system, to help both our pupils and our teachers 

understand the benefits of the journey of learning. 
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Appendices 

Appendix 1 – Observation 1 notes 
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Appendix 2 – Critical Incident 1 notes  
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Appendix 3 – Observation 2 notes 
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Appendix 4 – Critical Incident 2 notes 
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Appendix 5 – Observation 3 notes 
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Appendix 6 – Critical Incident 3 notes 
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Appendix 7 – Observation 4 notes 
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Appendix 8 – Critical Incident 4 notes 
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