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     STUDENT FEEDBACK FORM



This section details the extent to which the assessment criteria are demonstrated by you, which in turn determines your mark. The marks available for each category of skill are shown. Lecturers will use the space provided to comment on the achievement of the task(s), including those areas in which you have performed well and areas that would benefit from development/improvement. 
	Generic Assessment Criteria 
	Marks available
	Marks 
awarded

	1. Engagement with Literature Skills
	
	

	




	
	

	
	
	

	2. Knowledge and Understanding Skills

	
	

	




	
	

	
	
	

	3. Cognitive and Intellectual Skills

	
	

	




	
	

	
	
	

	4. Practical Application Skills

	
	

	



	
	

	
	
	

	5. Transferable Skills for Life and Professional Practice

	
	

	



	
	

	
	
	



	Assessment Mark (Assessment marks are subject to ratification at the Exam Board.  These comments and marks are to give feedback on module work and are for guidance only until they are confirmed. )
	Late Submission Penalties (tick if appropriate)
	%

	
	Up to 1 week late (40% Max)
	
	

	
	Over 1 week late (0%)
	
	


A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.
Introduction
Critical reflection has been identified in the literature as a vital skill for teachers to develop throughout their teaching practice. However, to be able to critically reflect it is important to have an in-depth understanding of what critical reflection is and what makes critical reflection ‘critical’. Initially this assignment will look to define critical reflection and its role in developing teachers’ practice.

Once the role of critical reflection is established the assignment will then look specifically at one critical incident observed by the researcher during a short placement in a local primary school. The critical incident has been identified by the research as a moment of interest where the pupils were specifically on task and demonstrating high levels of motivation. Just as it is important to understand why an aspect went wrong, it is also important to identify what went well with the intention to reproduce this in other aspects of the curriculum. 

The critical incident will then inform the next part of the assignment where it will look at the key theories identified, associated with the incident observed. In order to critically evaluate, the assignment will set to weigh up the arguments for and against the key theories determined by the critical incident.  

Finally, with the literature gathered and the understanding of critical reflection established, the incident will be critically reflected upon, and the next steps will be identified in terms of professional and personal development.    

The role of critical reflection 
Reflection in an educational setting is not a new concept with the earliest reports claiming that the tradition dates back to 551bc – 479bc in ancient China (Liu, 2015). Although the concept of reflection has been around for a substantial period, John Dewey is accredited for the initial notion in his book ‘How We Think’ in 1910. He proceeded to continue his work, emphasising the importance of being a reflective practitioner specifically in education (Dewey 1933). Following John Dewey’s initial notion of reflection, Donald Schön (1983) further developed the concept in his work titled ‘reflective practitioner; how professionals think in action’. With a significant amount of research being conducted in the area reflection was soon recognised as a ‘vital skill that all teachers must develop’ and hence forth has become a practice that is embedded in teacher education courses across the world (Liu, 2015). There is a substantial body of research supporting teacher educators and researchers in their belief that to produce qualified teachers ready for the profession, reflection must be advocated and taught to the perspective teachers (Howard, 2003). 

By being reflective in practice it leads educators to act ‘deliberately and intentionally rather than randomly and reactively’ (Shamdomo, 2010). If a teacher participates in deliberate and active reflection regarding specific events in their experiences, it can lead them to creating new ideas and strategies for changing the behaviour in the classroom (Reagan et al., 2000). It has been suggested that some teachers in the profession may not recognise the benefits of being reflective on their practice but they will take an informal approach whilst responding to how they felt about the situation, rather than taking a retrospective view (Shamdomo, 2010). However, without conducting specific reflection on the event teachers and educators continually jeopardise their own practices by making bad judgments and poor decisions (Brookfield 2004). Reflection is a well-established practice and is vital to ensure that pupils are receiving the highest quality of education however, reflection is not necessarily critical. So what makes critical reflection ‘critical’?  

Since the conception of critical reflection, the definitions have differed in a variety of ways with many researchers not able to decide upon a singular definition however, all definitions have stemmed from John Dewey’s original work. Dewey (1933) states that reflection is an ‘active, persistent, and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it, and further conclusions to which it tends’. Dewey’s work states that the habit of critical reflection and inquiry needs to be consistently and rigorously taught through training (Liu, 2015). 

To critically reflect on practice requires practitioners to use reflective thinking (Shandomo, 2010) Reflective thinking is the analysis of events that take place in the classroom and the circumstances that they arise (McKnight, 2002). To become an effective teacher, it is not acceptable to just recognise and understand events that take place in a classroom. Rather it is vital to develop critical thinking into the deeper questions such as the “why’s” and “how’s” (McKnight, 2002). Through the deeper questioning into the events that take place in the classroom, teachers can distinguish what worked well for their specific class, why it went well and what similar activities may also work well for the class. Equally teachers can identify what didn’t work as well, why it didn’t work for their class and what they need to change for it to work next time.

Observation School & Class context 
The British Educational Research Association (BERA) guidelines were implemented in order to protect the establishment and individuals’ rights to privacy, confidentiality and anonymity, due to it being considered the norm when conducting research (BERA, 2018). For this reason, the members of staff, pupils and the establishment will be anonymised throughout this assignment. 

The observation of the critical incident (appendix 1) occurred at a Welsh medium school for pupils aged 3 to 19 years old. The school is based in the local authority of Rhondda Cynon Taf. In the most recent Estyn report, the school had a total of 631 pupils, specifically 107 pupils in the primary department and 412 pupils in the secondary department, including 63 students in sixth form (Estyn, 2017). 90% of the pupils are considered to be fluent Welsh speakers however, only 41% have been reported to come from Welsh speaking homes (Estyn, 2017). 9% of the pupils are registered on the school’s additional learning needs register and very few have a special educational needs statement, both figures are considerably lower than the national average (Estyn, 2017). The percentage of pupils eligible for free school meals was also considerably lower than the national average for both secondary and primary at 8% (Estyn, 2017).  

The observation took place in a year 5 class with 25 pupils all of mixed ability. During the numeracy lesson the class teacher provided the pupils with a differentiated resource named the ‘chilli’ system. The class teacher later explained to the researcher, that there are four chillies provided for every numeracy task set increasing in difficulty based on the number of chillies. Pupils were given the opportunity to choose what chilli level they complete during the lesson.
     
Critical incident linked to Donaldson’s Four Purposes  

The critical incident that was observed during the lesson can be categorised into two of Donaldson’s four purposes. Firstly, it creates ambitious capable learners, specifically it allows pupils to set high standards for themselves with the option of difficulty. During the critical incident the researcher was able to identify this aspect as a pupil was observed speaking to the class teacher about the task set out. They stated, ‘if I don’t challenge myself and complete the harder chilli I will not get better, therefore I’m going to challenge myself and try the harder level to push myself’. The pupil exhibited a growth mindset, actively challenging themselves to complete the harder questions with the intention of improving their understanding. Another aspect the class teacher also had to take into consideration was the presence of a high achieving pupil. This pupil was able to complete the highest level of challenge without any assistance. To ensure this pupil was challenged, the class teacher provided the pupil with additional chilli levels to continually challenge the pupil throughout the lessons. 

In addition, it creates an environment in the classroom that allows them to enjoy challenge. During the task pupils were actively talking to each other about what level they were on the chilli scale and enjoying the active challenge amongst themselves. The teacher continually reminded the pupils that it didn’t matter what chilli their peers were completing, and it was all about challenging themselves. Later the class teacher informed the researcher that previously pupils had become disengaged because their peers were on a higher chilli level. To counter this issue the teacher reminded pupils it was about self-challenge, and every pupil was at different stages of learning.

Another issue that presented itself during the task was that if pupils were unaware of their ability levels, they were unsure of where on the chilli scale to start. This resulted in either the pupils not being challenged enough or becoming de-motivated as the challenge was too difficult for their ability level. The teacher immediately solved this issue by directing pupils to what level they believed the student was and asked them to remember what level chilli they were for the start of next lesson. This task also provides pupils with a different teaching style then they are perhaps used to. The teacher informed the researcher that a majority of the work set for the class is command (A) or practice (B) however this allows for the inclusive (E) teaching style giving pupils more responsibility (Mosston and Ashworth, 2002) 

Secondly, the critical incident also falls under Donaldson’s fourth aim, to create healthy confident individuals, facing and overcoming challenges, as every pupil in the classroom completed the task to the best of their ability, constantly setting themselves challenges. It was evident to the researcher, that the pupils experienced a high level of self-accomplishment from completing the task. In addition, pupils were setting themselves challenges in the lesson for the following day and it was clear the confidence the pupils were developing through their achievement. The pupils were developing their love for learning which is an aim that the new curriculum sets out (Donaldson, 2015).   
 
Literature Review 
The critical incident observed can be linked to several different theories and teaching strategies presented in the literature. Two of the theories have been specifically chosen due to their relatedness to the critical incident and their relevance in the current educational setting.

The critical incident can be linked to the theory of growth mindset by Carol Dweck (2006). The mindset of an individual has been described as a ‘set of attitudes and beliefs about abilities such as intelligence’ (Robinson, 2017). Carol Dweck (2006) conceived two terms in which to describe two different categories of mindsets, the first being individuals with a ‘fixed mindset’. These individuals believe that they cannot change the abilities they are born with, and no amount of effort can change their current state of ability/knowledge. The second category of individuals are described as those with a ‘growth’ mindset. These individuals believe that they can develop and improve their ability/knowledge if they don’t give up and persist with their endeavour for self-development (Dweck, 2006). Ultimately teachers strive to develop pupils’ with a growth mindset, enabling them to develop the love for learning that the new curriculum sets out to achieve (Donaldson, 2015). 

With the curriculum reform in Wales and Donaldson’s (2015) 4 purposes coming into place, there are several connections that can be made with the theory of growth mindset. If pupils are to have a fixed mindset, they are less likely to want to seek and overcome challenges. Statements such as ‘set themselves high standards and enjoy challenge’, ‘think creatively to reframe and solve problems’ and ‘face and overcome challenge’ all require pupils to believe they can face any challenge, which is in line with Dweck (2006) theory of growth mindsets. Therefore, as educators we should develop our understanding of the mindsets of our pupils to be able to encourage students to develop a growth mindset.

Dweck (2006) claims that students learning behaviours in the classroom are heavily influenced by the mindset that the pupil demonstrates. Pupils with a fixed mindset are more likely to give up when presented with a challenge they cannot overcome, whereas pupils with a growth mindset believe their intelligence can be improved and therefore willing persist with the activity to overcome the challenge. Studies have shown that pupils perceived ability has a key role in their motivation and their achievement in school (Dweck, 2015). In addition, pupils that believed that their intelligence can be developed in school (growth mindset) performed to a higher level that those pupils that believed their intelligence was set (fixed mindset) (Dweck 2015). 

Several studies have shown that a short-term growth mindset intervention can have significant impacts on students’ motivation surrounding a variety of subjects (Aronson, Fried and Good 2002; Dweck 2007; Bedford 2017). In the studies students were proved with lessons about their intelligence and how they can develop their own intelligence. These lessons reported significant results in improving self-efficacy and self-regulating in the pupils. Once pupils had developed an understanding of why each lesson was important it in turn increased the enthusiasm showed by the pupils during the lesson (Bedford 2017). In addition, self-regulation has been shown to have a high impact on pupils for a very low cost based on an extensive amount of research (EEF, 2021)

Carol Dweck’s concept of a growth mindset can be difficult to critique due to the depth of empirical research that has been conducted to support the idea. In addition, the theory by Dweck has been quoted as straightforward to understand and apply however, there are still some issues that present themselves with the theory (Aubrey and Riley, 2020).
Dweck’s (2015) literature has emphasised the notion of hard work, effort, and persistence in the development of a growth mindset. 

For some children, specifically the younger pupils, as seen in the critical incident, these ideas can be harmful as it can deny them from their childhood (Dweck, 2013). With more momentum and literature supporting the learning through play pedagogical model, Dweck’s ideas can be particularly harmful to pupils if the work overshadows play (Aubrey and Riley, 2020).

Dweck also addresses a number of misconceptions surrounding the growth mindset concept to further support her research. One of the common misconceptions that teachers and pupils have is that they have a ‘pure’ growth mindset (Dweck, 2016). The term is often confused with having an open mind or a positive outlook. Pupils will not have a pure growth mindset rather a combination of the two categories. For example, pupils may have a growth mindset when it comes to developing their numeracy however a fixed mindset about their literacy. Once this is understood by educators, they can then begin to develop pupils outlook at challenges to shape their mindset into working hard at every challenge that is presented for them. 

Finally, Dweck (2016) has also been criticised due to her creation of the Brainology computer programme designed to provide pupils with activities to improve their knowledge of the function of the brain with the aim of improving their self-regulation. Pound (2017) suggests that because of Dweck’s promotion of her study skills computer programme it has the possibility to diminish her impartiality as a researcher in the topic. However, the theory has strong empirical evidence from a variety of other well-established researchers to support its validity.

The second educational theory that the critical incident can be linked to is assessment for learning. Assessment for learning (AfL) can be described as any assessment in which the first priority in its design and practice is to serve the purpose of promoting pupils learning during education (Black et al., 2004). It is also commonly referred to as formative assessment. AfL is a widely known concept across the world and is highly regarded for its evidence of improving goal attainment in a number of different subjects across the school (Wiliam and Leahy, 2015).  

The influential work conducted by Black and Wiliam (1998) recognised two actions that have the ability to convert evaluation practices to formative assessment. They suggest that firstly leaners need to develop an understanding of what the gap in their current capabilities are specifically to the goal they desire to achieve. Secondly, learners need to take action to close the gap they identified in their knowledge. Black and Wiliam (1998) also identified several different formation assessment techniques. These were choice of tasks that aligned with goals and had potential to reveal gaps, (b) open-ended teacher-student conversations, (c) use of deep-thinking questions, (d) judicious use of testing, (e) the quality of feedback, and (f) involving students in assessment through peer and self-assessment (Brown, 2019).

AfL is commonly referred to as a constructivist’s perspective of learning (Hay, 2006) however, Black and Wiliam (2009) believe that the concept is more inclined towards a pragmatic pedagogical approach. Based on this understanding AfL can be categorised as a self-regulated learning model (Tolgfors, 2018). Black and Wiliam (2009) suggest that to draw the full benefits from AfL, educators should integrate it into their teaching and learning process in order to develop an understanding of the needs of the pupils. Once the needs of the pupils have been identified educators can then differentiate appropriately to ensure all pupils are challenged at the correct level. Taras (2005) states that summative assessment or assessment of learning (AoL) can also have formative assessment functions, provided that the teacher provides pupils with quality feedback. This allows pupils to understand how they can develop their knowledge to achieve a better result in the future. 

AfL has become a common pedagogical approach that is taught to perspective teachers and has been widely accepted by curriculum policy makers to be beneficial in education (Brown, 2019). It has also been described as ‘integral to teaching and learning and indeed a powerful form of learning itself’ (Swaffield, 2011). However, AfL is not without its critiques. 
Dylan Wiliam, the co-author of the initial research for AfL, was one of the first researches that admitted the response they had hoped from the government to their research ‘left a lot to be desired’ (Goodwin, 2008). 

In addition, he suggested that they were not as successful as they had hoped due to the difficulty in changing and already fixed way of understanding assessment. Ultimately what Black and Wiliam (2009) were trying to achieve was lost and resulted in a system that was far different from their original intentions (Aubrey and Riley, 2020). Christodoulou (2016) supports this notion stating that the support that the government provided regarding their research was counterproductive. She also suggests that the governments understanding of assessment lead them to change AfL to summative assessment rather than formative and in doing so the initial theory was lost.

In addition to the statements made by Christodoulou (2016), Didau (2014) also presents major flaws with the idea of AfL. Didau (2014) argues that there is no meaningful way of assessing learning while it is taking place and it would be an ‘impossible task’ for teachers to try and do so. She further states that AfL is assessing the performance of the pupils during the lesson rather than assessing their achievements. This can be problematic as performance can be influenced by several other areas such as stimuli and cues provided by the teacher (Didau, 2014). As a result, Didau believes that AfL does not give an accurate representation of pupils’ retention of knowledge and the skills that they have developed throughout the lesson.

Reflection / Evaluation & next steps 
Although there were multiple areas of reflection that could have been drawn from the critical incident, the two selected were most relevant in the belief of the researcher and the most relevant with the changing curriculum. 

The first focus was the mindset of the pupils when addressing the activity presented in the critical incident. One of the most evident aspects of Dweck’s work is educators’ ability to understand and apply her straightforward strategies into a classroom (Pound, 2017). There is substantial evidence promoting the use of strategies to foster a growth mindset in pupils with both short term achievement and long-term success (Dweck, 2010). Having conducted a review of the literature I believe that fostering the growth mindsets in pupils is very beneficial and a concept I will be adding to my teaching moving forward. 

My next steps are to actively include Dweck’s strategies directly into my practice. Dweck (2016) suggests that educators should uncover what weaker students do not understand in the classroom and which of the strategies of overcoming challenges they do not possess. Once this has been identified educators should provide learners with specific learning goals and provide students with learning process feedback (Robins, 2012). She also gives specific instructions as to how the feedback should be presented to pupils. The feedback should not contain any mention of the leaners ability and the feedback provided should refrain from being general rather it should be specific in response to their work. 

Lastly, Dweck (2016) states that the feedback should avoid praising the leaners’ ability or intelligence. The feedback should instead centre around the care and effort the pupils are taking in their learning process (Robins, 2012). As the critical incident observed was a daily activity there will be opportunities in the future to provide pupils who are struggling with the task or are at a lower level with specific feedback following the work of Dweck to hopefully covert their mindset and provide them with long-term success.

The second focus of the critical reflection was AfL strategies. Although the literature presented in this assignment has disputed AfL due to the government’s conception of the idea, it still possesses its merits that can be translated into a classroom. The guidance for how to implement this into practice includes five main processes and it will therefore be my next steps to read further into these and implement them into my practice.  

Questioning plays a large role in the AfL strategies presented by Wiliam and Black (2009). One aspect I found particularly interesting when reading into the area regarded the wait time between asking a question and receiving an answer from the pupil. Black and Wiliam (1998) reported that the wait time for an answer was around 0.9 seconds, which to anyone reading would not suffice as enough time to comprehend the question and produce an answer. Rowe (2003) suggests that if pupils have a longer thinking time prior to answering the questions it will result in a better quality of answering. A strategy that is specifically mentioned in the guidance for AfL is the use of mini whiteboards to allow the pupils ample time to formulate their answer and then present it to the teacher. The Chilli system presented in the critical incident can be directly related to this strategy suggested by Black and Wiliam (2009). Pupils have time to read, comprehend and formulate an answer prior to showing the teacher their understanding.

Moving forward, when questioning pupils I will use strategies such as the mini-white boards or post-it notes to ensure that pupils have time to formulate their answer and as a result can produce higher-quality answers. Additionally, by creating strategies such as these, all pupils are required to answer the question allowing the teacher to see every pupil’s understanding. This will then increase the inclusivity in the classroom without pupils being in a position where they could be criticised for their work by other members of the class.                                                                                                                                   

Having now critically reflected on a critical incident, it is clear to see how vital it is in education. Prior to the completion of this assignment my own ideology on reflection was merely reporting an event and stating what to do differently if given the same opportunity again. Having now had the opportunity to critically reflect, I aim to continue my critical reflections moving forward. One model for critical reflections that I think would be specifically useful for myself is writing a reflective journal. Shandomo (2010) used reflective journals with his cohort to describe the incident immediately after the event, then refer to the journal when able to, to critically reflect on the ‘how’s’ and ‘why’s’ of the incident. The students found the journal to be very beneficial in translating their practice from merely reporting the event to using critical thinking to develop as a professional.  

Conclusion 
Initially, this assignment has considered the role of critical reflection in an educational context and provide the necessary structure in which to critically reflect on a specific incident in the first placement. Once this was established, I was able to describe the critical incident in detail, breaking down the intended outcome of the activity and interactions between the pupils and the teacher. 

The literature review allowed for a detailed analysis of two concepts that can be linked to the critical incident. This has enabled me to have an understanding of the concepts behind the teachers’ intentions during the activity and perhaps where I as a professional may have differed my approach based on my interpretation of the literature.

Lastly, the reflection/evaluation section enabled me to use my knowledge of critical reflection and the literature presented regarding the incident to critically reflect and develop my understanding and approaches to similar activities in the future. Through the development of my own critical reflection, I now have the necessary knowledge and understanding to be able to identify incidents in my own practice, rather than perhaps continuing with a strategy that isn’t appropriate for my pupils. Whilst critically reflecting and adjusting my practice to ensure the pupils receive the highest level of education and that I am meeting the professional standards for teaching in Wales. With reflection being included in the professional standards under professional learning it emphasises the importance of being reflective in practice (HWB, 2021). In addition, it could be argued that without reflection the teacher would be unable to ’consistently secure the best outcomes for learners’ and without critical reflection it would be very difficult to refine teaching. 

Appendices
1. Record 1

	Date and time, year group: 22/09/2021, after break-time, year 5.   


	Where and When: Context of the observation – subject/AOLE, general classroom context
Mathematics lesson - Chilli system 
Straight in after break time, the class was calm, quiet and it was clear the pupils knew what was expected of them.  



	What happened: a detailed description of the critical incident(the more detail the better to refer to in your later work)

Straight after break-time the pupils came in, sat at their desks ready to start the time tables – they do this every day – repetition (Short term memory > long term memory). 
The teacher would start by setting a 20 second timer and the pupils would answer 12 questions (3X). The chilli system in this element of the lesson meant that the pupils needed to achieve ‘bingo’ (12/12 in the three sets of questions) 3 days in a row before moving to the next step/chilli, everyone in the class began on the same level – one pupil had completed all the chillis and therefore had progressed onto division. 
The pupils marked each other’s work and then collected the marks out loud – assessment for learning. 

After the time tables the teacher explained the task and the chilli system continued for classroom tasks however the pupils chose what chilli they worked on. The teacher would ‘cold call’ pupils they believed suitable for the different chilli levels to ensure they understood the tasks. 

This is when I heard a pupil speaking to the teacher saying ‘if I don’t challenge myself, I won’t get better, therefore I’m going to challenge myself and try the harder level. The teacher replied, telling the pupil that that is what she had told the whole class numerous times. 

Another pupil had completed the 4th chilli rather than the 3rd chilli, you could see the pride once  they had completed it – because she had challenged herself rather than the teacher saying they had to complete a certain chilli – creating a love for learning.  


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

Growth mindset – Carol Dweck
Scaffolding – Bruner and Vygotsky 
Assessment for learning
Purpose – Ambitious, capable learners who are ready to learn throughout their lives. 
Differentiated activities allowing pupils to pick their own level of learning rather than the teacher


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

Lesson before lunchtime – more relaxed environment than it was after lunch so more chance of the pupils concentrating. 
Mixed ability class – everyone completing different chilli’s.   



2. Record 2
	Date and time, year group: 23/09/2021, morning until break-time, reception class. 


	Where and When: Context of the observation – subject/AOLE, general classroom context

When taking the register the teacher asked the children to say how they felt when they answered, for example I'm excited, happy, tired and sad and then the teacher would ask why they were they felt the same - missing mum / dad, their birthday was coming up, seeing friends after school, mum / dad picking them up from school - it was clear to me that there was an immediate focus on each pupil's emotions and everyone was open to saying how they felt - positive or negative.


	What happened: a detailed description of the critical incident(the more detail the better to refer to in your later work)

It was clear straight away that one pupil in the classroom was unable to cope with their emotions very well, there were numerous incidents throughout the morning where it was obvious they weren’t able to express their emotions and would scream e.g, they were happy to go outside during free time, put their coat on etc. and seconds later they came back in screaming because the bike was wet, none of the teachers suggestions were any good (dry the bike), and therefore the pupil went and sat in the ‘quiet corner’ before rejoining the class when they felt ready too. 

Whilst discussing with the teachers, she had moved the classroom around in order to provide a safe space with a sofa for the pupil to go to and ‘calm’ down and control their emotions. The pupil was good at knowing when they needed to go to the ‘cwtch’ when everything was getting too much.     

Whilst singing the pupil was unable to cope and therefore started the scream over the top of their peers, the teacher acted quickly and turned the volume down and continued the whisper the remainder of the song, she also stated how they wouldn’t be singing so loud next time in order to keep everyone happy. 

 When it came to doing a task the pupil was screaming that they didn’t want to do it, the teacher then asked if they would like to help her with the numicon and the pupils attitude changed completely and was more than happy to help. 



	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

Purpose – healthy, confident  individuals who are ready to lead fulfilling lives as valued members of society. 
The teacher is currently in the process of getting the pupil assessed 
Health and well-being 


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

25 pupils in the classroom – very busy class with two pupils needing the same sort of support



3. Record 3
	Date and time, year group: 22/06/2021, lesson before lunch, year 5.  


	Where and When: Context of the observation – subject/AOLE, general classroom context

Mathematic lesson – whiteboard task 


	What happened: a detailed description of the critical incident(the more detail the better to refer to in your later work)

All but one pupil was engaged with the lesson, one child was playing about and not taking part, so the teacher asked him to take part and concentrate but he failed to do so, the teacher then asked him to wait 5 minutes at the end of the lesson. When the teacher asked what the problem was and why he wasn't taking part he said that he didn't understand - it was his natural attitude to give up and not try because that was easier. During the 5 minutes the teacher went over the work with the pupil so he could understand and was happier afterwards.




	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

The teacher had said that the pupil’s attitude was naturally to give up
Triangle of success 
Attitude


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The pupil's attitude was negative to begin with, it was easier to give up than try.  
The class was quiet when the pupil stayed behind so he was able to concentrate completely.
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