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How can we enable children to meet the success criteria through the use of a mini-plenary in Foundation Phase?



	
	Targed/Target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn.

What I have done in this assignment.

	[bookmark: cysill]Targed/Target 1
	Ensure you introduce/explain key terms, or links being as specific as possible - this will allow you to demonstrate knowledge and understanding. 
	Terminology has been explained to demonstrate knowledge and understanding.

	Targed/Target 2
	Link together points so that an argument develops. 
	Points have been continued over paragraphs within the assignment to develop an argument. 

	Targed/Target 3
	Avoid making /listing too many points in one sentence or one paragraph - consider signposting key points using topic sentences. 
	Points have been split into different paragraphs to avoid listing. 
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The focus of the research activity considers the use of mini-plenaries in the Foundation Phase to support pupils in meeting success criteria. This interest arose as the research setting provides a learning intention and success criteria sheet for each piece of work pupils complete. On the sheet there are symbols of thumbs up, in the middle and thumbs down for pupils to self-assess against the success criteria. As pupils are familiar with this process, I wanted to explore how a mini-plenary can be used within the Foundation Phase to support pupils through this process and effectively meet the success criteria. 

The research setting includes pupils with Additional Learning Needs and/or English as an Additional Language. There are twenty-two boys and eight girls. They are familiar with success criteria and self-assessing their confidence and understanding in meeting these. After discussion with my research partner, we felt that as pupils were accustomed to this process it would be a promising area of research. The research question is ‘How can we enable children to meet the success criteria through the use of a mini-plenary in Foundation Phase?’. For my class this means how mini-plenaries support pupils in utilising the recognised success criteria sheet to meet the success criteria. Recorded work takes place in groups. Mini-plenaries occur within this to support learners individually. 

This prompted research on success criteria and mini-plenaries through reading books, reports and online materials. 

Success criteria communicate the teacher’s expectations to pupils in what they must do to meet the corresponding learning intention. The learning intention summarises the knowledge and skills the teacher wants pupils to develop by the end of the lesson. Success criteria set out how the teacher assesses whether the pupil has achieved this (Education Services Australia, n.d.a). This indicates meeting the success criteria demonstrates to the teacher that the pupil has achieved the learning aim (Read and Hurford, 2010, p87-100). 

Success criteria are utilised by pupils to assess their learning and consider whether they believe they have met the lesson aim (Crichton and Mcdaid, 2016, p190-203). It is recommended success criteria are shared with pupils from the outset, so they are aware of their expectations before starting tasks (Hargreaves, Gipps and Pickering, 2014, p316-317; Torrance, 2007, p281-294). Success criteria can be created collaboratively by teachers and pupils. This could prove beneficial as it is recommended that for pupils to successfully make use of success criteria they must be worded so pupils can understand what is required.  A limited list is recommended to avoid pupils feeling overwhelmed and provide them with attainable goals (Education Services Australia, n.d.b; Hargreaves, Gipps and Pickering, 2014, p316-317). 

They can guide pupils in self and peer-assessment in considering the success of their own or their peers work (Crichton and Mcdaid, 2016, p190-203; Education Services Australia, n.d.b). For pupils to accurately assess work using the success criteria, they must understand what the success criteria mean and look like (Wiliam, 2017). This proposes the pupils’ ability to conduct this task depends on their understanding of expectations and the process.

Didau (2015, p205-206) proposes the more knowledge pupils have, the more they can think about a subject and develop their understanding. Success criteria, when coupled with modelling and scaffolding, can provide sufficient information for pupils to develop a deeper understanding. However, as supported by Torrance (2007, p281-294), it can often be treated as a checklist which leads to surface level development and a higher focus on pupils’ short-term performance rather than long-term learning. This suggests it is vital to ensure success criteria are purposeful and promote learning rather than a menial task. It is recommended that pupils are given information in how to be successful, through modelling and providing examples of work that meet the teacher’s expectations. This is intended to avoid shallow learning and give pupils a better insight into how to progress (Didau, 2015, p278-280). 

A mini-plenary can be described as a discussion between the teacher and pupils during the lesson, often transitioning between group and whole class conversation. The teacher questions pupils to evaluate and determine their understanding towards the learning and lesson focus. This may involve self-assessment and peer-assessment (Davies et al. 2014; Hargreaves, Gipps and Pickering, 2014, p316-317). Mini-plenaries often occur halfway through a lesson and allow pupils to reflect on their learning (Durden, 2019, p10-18). 
It is recommended all lessons have a clear purpose, upheld by the teacher throughout. Mini-plenaries can support pupils in achieving the lesson’s purpose as the teacher can use this time to revisit what has already been taught. This reminds pupils of knowledge needed to meet the lesson goals (Durden, 2019, p10-18; Periam, n.d.). 

It provides opportunity to remind pupils of lesson purpose by resharing success criteria. Questioning can support pupils in completing tasks by evaluating where they are, what they need to do next and the steps needed to get there. This often involves pupils taking an active role in their learning, through personal evaluation, likely against the success criteria (Hargreaves, Gipps and Pickering, 2014, p316-317). 

A mini-plenary offers instant feedback on the learning. It can support pupils in progressive learning, alongside informing the teacher’s approach to meeting the needs of the learners (Davies et al. 2014; Joyce-Gibbons, 2015, p51-68; University of Greenwich Primary Partnership, 2017). This provides teachers immediate insight into misunderstanding, allowing them to tackle errors during the lesson so learning can progress (Yarden and Yarden, 2011, p289-702). 

However, Didau (2015, p249-251) proposes instant feedback can hinder long-term learning if implemented too often. He suggests continuously assessing where pupils are in their learning and telling them where to go next and how to get there removes their need to bridge the gap independently, supressing their thinking and development. This opposes the idea that instant feedback is a tool for progression in learning, arguing it facilitates performance rather than learning, depending on the quality of approach. 

To combat this, Didau (2015, p283) suggests feedback should be thought-provoking to support sustained thinking and learning. Hargreaves, Gipps and Pickering (2014, p316-317) add that questioning should inspire higher-order thinking to generate long-term understanding. Open-ended questions can extend pupils’ thoughts and facilitate freedom in thinking deeper and more independently. This implies the importance of the type and quality of questioning in generating effective teaching and learning to develop pupils’ thinking skills.

This reading supports the research question ‘How can we enable children to meet the success criteria through the use of a mini-plenary in Foundation Phase?’. Literature suggests mini-plenaries can support pupils in meeting the success criteria through questioning and reminding them how to complete tasks. However, it is important for long-term learning to consider the wording of success criteria and questions to ensure they allow pupils to thinking deeply and develop an understanding (Didau, 2015, p249-251). This indicates that creating questions and success criteria that are understood by pupils will be a crucial element when planning the research activity.

The methodology is lesson study research. Lesson study is action research which allows the development of pedagogy through collaboration and the reflection of research lessons. A pair or small group of researchers select a pedagogical element to consider. Approximately three pupils are chosen, and a research lesson is created to facilitate the research focus. These pupils are observed, and the researchers collect data addressing the lesson study. This occurs over multiple lessons. Pupils chosen for the focus group are interviewed to collect data. Following this process, reflection occurs to consider the teaching and learning in relation to the research focus and inform further development to better future pedagogy (Dudley, 2014). 

The data collection methods are non-participant observation, focus group and reflection. Non-participant observation was selected as the observer can view the research from afar, reducing missed details through participation (Thompson, 2016). Reflection, informed by the Gibbs’ Reflective Cycle (The University of Edinburgh, 2019) was carried out. Conducting ‘process reflection’ allowed the researchers to narrow the focus when questioning pupils to facilitate the research, refine ideas and generate development (Ricks, 2011, p251-267). Therefore, using a reflective model provided guidance for the process, supporting learning and development in teaching practice (Husebo et al, 2015, p368-375). A focus group was selected to gather data from the perspective of the pupils across a spread of prior attainment, providing information on how the teaching impacted the learners (Carey and Asbury, 2012, p15). 

Before researching, parental consent was gathered through a consent form (see appendix 2) and information sheet (see appendix 3) which outlined the purpose of the research and the expected role of their child. All pupils in the class received a consent form, and those who returned signed consent forms were considered for selection. Six pupils were selected randomly from the returned consent forms to form the group led during the lesson. This size was decided as pupils typically work in this group size, making the scenario more familiar. Three pupils were selected from the six for the focus group, based on a spread of prior attainment. The assent of all six pupils was gathered prior to beginning the activity. The research activity and pupils’ expected roles were verbally communicated, and each child gave a thumbs up or thumbs down to indicate assent towards participation. It was communicated to all pupils they had the right to withdraw from the research at any point and data collected would not be used. Consent and assent were gained to follow BERA (2018) guidelines. 

The research activity was conducted with a research partner through the classroom research method of lesson study (Dudley, 2014). Six pupils were given a task following a whole class introduction. The success criteria were verbally communicated before starting the task, revisited in a mini-plenary and followed by a plenary. Pupils self-assessed their confidence and understanding in meeting the success criteria using a familiar success criteria sheet by circling a thumbs up, in the middle or thumbs down. During the plenary the research question was addressed to consider whether reminding the pupils of the success criteria during the mini-plenary enabled them to meet the success criteria and complete the task. The research activity took place in school 1 and school 2. The researcher and research partner completed the process twice, each once becoming the participant observer when teaching and non-participant observer when recording observations. 

The research partner took the role of a non-participant observer during my lesson, collecting qualitative data on the focus groups’ engagement with the focus of the research question. The non-participant observations were recorded by my research partner using a pre-designed observation schedule (see appendix 4). This schedule was created to document observations for Child 1, 2 and 3 during the introduction, mini-plenary and plenary, to best suit the purpose of the research activity. The questions to prompt the non-participant observer were devised to ensure observations were relevant to the research question.

Immediately after the lesson, a focus group was interviewed with a set of pre-formulated questions (see appendix 5). Interview occurred straight after the work was completed to ensure pupils’ responses were consistent as possible with how they felt during the activity. Due the busy environment, interview was conducted in a quiet room to reduce pupils’ anxiety. Pupils’ responses were documented on the interview question sheet and the qualitative data gathered informed the reflection process. The interview consisted of semi-structured questions, chosen to give pupils certain freedom when answering whilst focusing responses to the purpose of the research activity.

Proceeding the interview, reflection on the research activity was guided by a reflection model (see appendix 6), created collaboratively by the researcher and research partner. The model was informed by the Gibbs’ Reflective Cycle (The University of Edinburgh, 2015). The reflection process was completed by the researcher and research partner to reflect on the research activity from both perspectives. 

There are numerous ethical considerations when conducting lesson study. The researcher must act transparently by informing participants of the study and their expected involvement. Consent and assent must be gathered from participants. Only those who give consent and assent will be considered. Participants will be selected based on a spread of prior attainment. All participants have the right to withdraw and are not required to explain this decision. They will be reassured they can answer freely and will remain anonymous. To ensure the researchers do not pose a risk to themselves, participants or the institution, they will act in accordance with guidelines set out in the BERA Ethical Guidelines for Educational Research (2018) and UWTSD Research Ethics & Integrity Code of Practice (2020). Only data which serves the purpose of the research activity will be collected. Data collected will be stored and archived on the UWTSD OneDrive for the duration of the PGCE course in accordance with the UWTSD Research Data Management Policy (2018). Approval has been obtained from an ethics committee before conducting the research. 

In Lesson Study 1 pupils achieved the lesson goals set out in the learning intention, thereby meeting the success criteria, through their verbal, physical and written responses.  

During the opening phase, pupils were engaged in the introduction. As a result, they could participate in the warmup activity which demonstrated they had begun to meet the lesson goals verbally and physically. Through responses to questioning, pupils demonstrated development of understanding by responding accurately with reasoning.

Pupils demonstrated they understood the task and how to complete it through ‘thumbs up, thumbs down’ and verbal explanation. Child 2 and Child 3 put their thumbs up to indicate understanding whereas Child 1 put their thumb in the middle to highlight some uncertainty (see appendix 7). After addressing this through an additional explanation of the success criteria and how to meet them, all pupils started the task. By communicating expectations explicitly from the start through the success criteria, it could be inferred pupils could engage in the work with sustained focus. All pupils, with particular focus on those in the focus group, were responsive to questioning during the task. They took thinking time to offer considered answers, indicating they were continuing to think more deeply and carefully. 

When completing the task, pupils asked for support when uncertain. A common area of challenge prompted the mini-plenary occurring to address the pupils’ difficulty. The mini-plenary gave pupils the opportunity to ask questions which I could address instantly, providing feedback to help them meet the success criteria. They explained they had a good understanding of how to complete the task, but found the vocabulary challenging as it was new to them. All pupils could verbally explain how to meet the success criteria, using their work to support discussion. This implied that, alongside instant feedback to clarify uncertainty, pupils were meeting the success criteria. Child 1 and Child 2 indicated their confidence with their thumb in the middle at the end of the mini-plenary, stating that this was in relation to identifying vocabulary (see appendix 7). However, all pupils engaged with the mini-plenary, responding to questioning and utilising support to help them meet the success criteria by familiarising themselves with new vocabulary. During this stage pupils were reminded of the success criteria, to ensure they remained aware of expectations and how to complete the task. 

After the mini-plenary, all pupils sustained engagement and completed the task. During the plenary, the success criteria was recommunicated to each pupil. All pupils in the focus group felt they met the success criteria in some capacity. Child 1 gave all thumbs in the middle, Child 2 gave two thumbs up and one in the middle and Child 3 gave all thumbs up (see appendix 7). They communicated why they self-assessed themselves at this level, reasoning because it was a new topic they needed more time to develop understanding. They could all explain what they had done, using their work to support verbal responses. 

Throughout the focus group interview, pupils vocalised they knew how to start the activity and could explain what they had done, demonstrating sustained understanding throughout. They verbalised they felt it was useful going over the success criteria, particularly as Child 2 said they sometimes forgot what to do (see appendix 8). This was supported by Child 2 and Child 3 stating the reminder was most useful in the middle (see appendix 8), indicating the benefits of the mini-plenary to pupils. This proposes reminders of the success criteria supported pupils in meeting them as they felt continuous mention of expectations guided them in completing the work.

Moving forward, the phrasing of questions and success criteria could be adjusted to ensure it is understood by pupils. This will be a priority for long-term learning alongside pupils meeting lesson goals and success criteria, ensuring pupils can fully respond and engage with understanding. Despite understanding the success criteria and being able to self-assess with support in answering questions, when using the terminology ‘success criteria’, pupils became more confused. Therefore, it may prove beneficial to remove the use of the phrase ‘success criteria’ to pupils in the Foundation Phase for the purpose of the research, instead focusing on terminology they are familiar with. 

Modelling could be provided before starting the task to show pupils an example of work that meets the expectations of the teacher. This could facilitate pupils’ development of understanding by giving them a reference point when approaching their own work. As Rooney (2007) suggests, this will be a priority in the long term to ensuring pupils are able to meet the success criteria of lessons with an awareness of what they are doing. 

This experience demonstrated the importance of using vocabulary pupils are familiar with to allow them to fully engage with questioning and activities. As suggested by Didau (2015, p205-206), people are unlikely to be able to think deeply, leading to the development of ideas and long-term learning, if they do not understand what is being said. This could be supported by explanation of key terminology before beginning tasks to affirm that pupils understand vocabulary. It will be crucial to develop questions which support pupils in independent thinking.

The experience proposes the age of the pupils involved in the research posed somewhat of a barrier in collecting verbal responses as they are in the midst of beginning to develop their skills in thinking independently and originally. During the interview process, pupils often struggled initially to answer independently or to expand on answers beyond a yes/no despite using a semi-structured approach. This could be addressed by considering interview questions with pupils prior to interview or providing them with modelling and scaffolding before interview to give them longer thinking time to develop ideas. Pupils may need further support in the Foundation Phase to assist them in providing original answers, in turn allowing evidence to be collected from the pupils’ perspectives. 

In Lesson Study 2, two out of three pupils achieved the lesson goals verbally and through work produced, therefore meeting the success criteria. 

During the introduction, all pupils were confident in starting and indicated their confidence to the teacher, the research partner. Modelling the activity beforehand showed the pupils how to complete the task and outlined what was expected of them in a visual way to support the verbal explanation. This data supports Rooney (2007) who argues pupils will need to know what a successful piece of work looks like to complete the task. As a result, Child 1 and Child 2 were able to verbally explain the task in their own words, demonstrating understanding in how to approach the task and meet the success criteria (see appendix 10). Throughout the warmup activity, pupils participated verbally and physically to gather information to support them in meeting the success criteria. As Child 1 and Child 2 remained focused and listened attentively to the introduction, particularly whilst the task was modelled, they were able to start the task immediately and performed with accuracy. 

Midway through the activity the pupils were stopped, and a mini-plenary was conducted to evaluate understanding of the task, considering whether pupils were meeting the success criteria at this stage. This regained the pupils’ focus and prompted them to reconsider their work, providing opportunity for corrections and development of learning and understanding. This instant feedback assisted the pupils in meeting the success criteria as it guided them towards achieving the lesson goal, keeping them on task whilst working accurately. Through questioning, Child 1 and Child 2 demonstrated that they understood the task and could practically support this (see appendix 10). However, Child 3 remained disengaged and failed to participate. This suggested that sustained concentration and engagement played a role in the mini-plenary helping pupils to meet the success criteria. 

During the plenary, Child 1 and Child 2 indicated they felt confident they had met the success criteria (see appendix 10). They could explain what they had done afterwards, implying they understood what they had done and were progressing in their think and learning. Their responses were consistent throughout the research activity, expanding over time. This demonstrated that they had achieved the lesson goals by engaging with the activity, therefore meeting the success criteria. As Child 3 did not participate in the activity, they were unable to meet the success criteria. This implies engagement is a priority in meeting the success criteria. The focus group interview (see appendix 11) supported the importance of engagement during the mini-plenary for pupils to meet the success criteria. This was demonstrated as Child 1 and 2 who were engaged in the activity were able to respond insightfully to questions about the use of success criteria, whereas Child 3 remained distracted and failed to participate fully in the interview. 

For future teaching, the lesson could be revised by differentiating the task to support those who became disengaged. Other provision could be put in place to ensure pupils were still able to work towards meeting success criteria that was attainable to them within the lesson. 

Opportunities could be provided for pupils to work beyond their pairs to support each other in their learning. This could provide insight into other ways of working whilst still meeting the learning goals, potentially developing pupils’ approaches to completing tasks where possible and improving the pace of work through quicker generation of ideas. Show and tell could support this, allowing pupils to experience alternative work and gain an awareness of what the teacher regards as a successful piece of work. This could also provoke discussion on how pupils had met the success criteria in different ways, allowing them to expand and develop ideas and work collaboratively. This could potentially support Foundation Phase children in learning to work independently and generating ideas on their own by discussing as a group first and generating ideas collaboratively before moving on to independent work. 

This experience demonstrated that pupils in the Foundation Phase, when engaged in the activity, benefitted from modelling before approaching work. This supports current literature which states that pupils are more likely to complete successful work alongside meaningful learning when show how to accomplish this beforehand (Thompson, 2016). From this it can be inferred that it is crucial pupils understand what their expectations are so they can successfully achieve the learning goals, alongside developing long-term understanding. Therefore, it could be said support must be carefully considered to benefit understanding, in turn collecting better evidence based on their performance. 

The research activity highlighted that pupil engagement and sustained concentration plays a role in them meeting the success criteria. It demonstrated that when pupils are disengaged, it becomes challenging to support them through the use of a mini-plenary to meet the success criteria, and instead the focus shifts towards engagement and participation. 

The research findings support the notion that effective questioning promotes learning (Wong, 2015, p877-895). Questioning assessed pupils’ understanding, and support was adapted to meet individual needs. This provided pupils with instant feedback, supporting them in meeting the success criteria either partially or fully by the end of the lesson.

Success criteria, as discussed by Read and Hurford (2010, p87-100), guided the assessment of whether pupils were achieving the learning intention. Pupils self-assessed themselves against the success criteria. As stated by Durden (2019, p10-18), this prompted pupils to reflect on their learning. They considered what they understood, and support needed. This meant individual needs were met through using the mini-plenary to generate discussion with pupils, evaluating their learning and understanding. 

In the focus group interview, pupils explained they knew how to start the activity as they listened. When questioned, pupils felt it was useful going over the success criteria, specifically in the middle (see appendix 8). Pupils explained the mini-plenary was beneficial when recapping the success criteria as they sometimes forgot what to do (see appendices 8 and 11). Hargreaves, Gipps and Pickering (2014, p316-317) propose mini-plenaries provide opportunity to remind pupils of success criteria and how to meet the learning goals. The research activity supports this, proposing pupils felt continued reminders of expectations and instant feedback supported them in meeting the success criteria. 

Lesson Study 1 and 2 propose pupils are more likely to understand how to meet the success criteria when modelling occurs. Didau (2015, p205-206) states success criteria are most beneficial to pupils when modelling and scaffolding provide pupils with information in how to approach the learning. Child 1 and 2 in Lesson Study 2 engaged in modelling and utilised this information to support their work. In contrast, pupils in Lesson Study 1 did not receive modelling, leading to further questioning in how to complete the activity. 

For my class, the research suggests Foundation Phase pupils benefit from modelling during a mini-plenary. As pupils were not given exemplar work which met expectations, they continuously checked whether their work was correct. Therefore, modelling and exemplar work could be beneficial in supporting pupils in meeting the success criteria by providing a visual representation of how to meet expectations. This supports the work of Didau (2015, p205-206) who states success criteria are beneficial when coupled with modelling. 

Pupils fed back the success criteria set out expectations and indicated how to achieve the learning goals. For my class, success criteria were beneficial, explaining how pupils could be successful within the lesson. Success criteria should be carefully considered to ensure it is promoting learning as Torrance (2007, p281-294) states they are often viewed as a checklist. With ensuring pupils can use the success criteria for learning rather than performance, terminology should be further considered to ensure it is understood by the pupils. 

A mini-plenary appeared to support pupils in meeting the success criteria as they verbalised it was beneficial in helping them complete work. As stated by Yarden and Yarden (2011, p289-702), the mini-plenary allowed misunderstandings to be addressed. Following this, pupils progressed until completing the task. The quality of questioning during the mini-plenary will be carefully considered to ensure it facilitates deeper understanding and higher-order thinking. As Didau (2015, p205-206) suggests, this will be crucial for prioritising pupils’ long-term learning over performance in individual lessons.  

To conclude, data collection varied in reliability and validity. Non-participant observation was reliable as it was conducted by someone without a bias towards pupils. However, validity differed as solely watching pupils puts accuracy of interpretation into question (Thompson, 2016). The Hawthorne Effect could impact validity as the concept suggests when those observed are aware, they behave differently (Adair, 1984). Therefore, pupils could have altered responses due to the presence of the non-participant observer. 

The reliability of the focus group is debatable as whilst pupils were selected on a spread of prior attainment, it is uncertain whether another group would have responded in the same way. Validity could be questioned depending on pupils’ ability to answer. The Foundation Phase pupils sometimes struggled to understand what was being asked, dictating the quality of their responses. This could have been coupled with whether they felt comfortable to answer honestly and were influenced by their peers. As a result, findings could be generalised due to the similarity of most answers given and uncertainty regarding whether answers represented the opinions of others.

Reflection was a valid method as it followed a reflective model, guiding the process and facilitating consistency. To avoid bias from the researcher’s familiarity with pupils, reflection was completed collaboratively between the researcher and research partner. This meant both perspectives of the research activity informed the process. 

Prior to the research activity, data collection methods were not piloted. As there are typically numerous staff members within the room, pupils did not appear phased by the presence of the non-participant observer. However, the Hawthorne Effect could have impacted their responses as it was a new individual which spiked pupils’ curiosity (Adrian, 1984). Pupils were not familiar with being interviewed. When interviewed, pupils expressed they were confused by the process. This could have impacted their ability to accurately engage in the process as uncertainty appeared distracting.

The success criteria used by pupils at the end of the session to self-assess their work was used regularly beforehand. Familiarity meant pupils engaged with self-assessment when supported verbally. This demonstrated providing pupils with additional explanations of the success criteria and describing how they could have met them, either partially or fully, allowed them to self-assess their work. However, pupils lacked an understanding of the purpose of the task. This could have impacted their reflections and the depth of their learning, dictating the quality of data collected on performance compared to learning. 

Moving forward, the research activity will inform mini-plenaries to support Foundation Phase children meeting the success criteria. The findings agree with Yarden and Yarden (2011, p289-702) that mini-plenaries allowed misconceptions to be addressed, providing instant feedback which enable pupils to progress in their work and meet the success criteria. The study showed, when engaged, pupils found the mini-plenary useful in helping them meet the success criteria. However, they were uncertain of what success criteria meant, lacking depth of thinking. Questioning for mini-plenaries will be planned, ensuring they link to the success criteria. These will be designed to assess pupils’ understanding of tasks and demonstrating learning. 

Findings highlight the importance of pupils understanding the concept of success criteria. In future teaching practice, success criteria will be explained before use to improve pupils’ understanding and engagement in using them. Pupils could demonstrate understanding by explaining success criteria in their own words. Time could be given to discussing the purpose of success criteria with pupils, improving reflection and learning.

The focus group interview followed a semi-structured approach. This gave questions a focus and guided the pupils’ answers whilst giving them an element of freedom, suiting Foundation Phase. They could give simple responses as well as extending answers when possible. This saw all pupils engage in questioning at the level they were able to. This approach could inform mini-plenaries. The study suggests more consideration should be given to the questions, pre-determining them beforehand to guide pupils towards meeting the success criteria. This agrees with the perception that effective teaching generates learning (Wong, 2015, p877-895). Doing so could allow pupils to demonstrate their understanding in relation to the same questions, indicating where each pupil is in relation to each element of the success criteria. Further data could therefore be collected in a similar manner to the plenary, whilst adapting where necessary to meet individual needs. Pupils could then receive instant feedback to guide them individually. 

The research findings will inform mini-plenaries within future teaching practice to help pupils meet success criteria. Questioning will be considered beforehand, alongside explaining terminology, to ensure pupils can understand what is being asked. This could be through child-friendly terminology, facilitating various answers depending on the pupil’s understanding. 

If reconducting the lesson study research, pupils understanding of success criteria would be determined beforehand. Whilst pupils felt the reminder of success criteria was helpful as they sometimes forgot what to do (see appendices 8 and 11), the use of terminology led to confusion. Didau (2015, p205-206) suggests greater thinking occurs when it is understood what is being asked. Pupils awareness of terminology could promote improved engagement with the mini-plenary and focus group interview by realising the purpose of success criteria and what was being asked.

Moving forwards, pre-determined questions could benefit mini-plenaries. In future teaching practice planned questions could provide a focus, alongside open-ended questions to give pupils the freedom to answer independently. Hargreaves, Gipps and Pickering (2014, p316-317) propose effective questioning promotes higher-order thinking and long-term learning. This could be a priority in pupils thinking autonomously, meeting success criteria and progressing in learning. This could inform further research by considering how planned mini-plenaries support pupils in meeting the success criteria compared to spontaneous ones. 

In sharing the good practice, it could be proposed that mini-plenaries can support children in the Foundation Phase in meeting the success criteria. As suggested by Yarden and Yarden (2011, p289-702), clearly communicating and reminding pupils of the lesson goals during the mini-plenary corrected misconceptions. This resulted in pupils accurately completing the task. Effective questioning facilitated this as assessing pupils’ understanding meant support could meet individual needs. Therefore, after the mini-plenary, pupils met a common set of success criteria within their level of ability, demonstrating personal learning and understanding.
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