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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
The ability to maximise students’ retention of learning is a crucial skill within teaching. Retention of knowledge is not simply down to repetition by rote, as historically practised. Rote learning can be defined as 
“Learning something in order to be able to repeat it from memory, rather than in order to understand it” 
Cambridge University Press, 2021 
Within scenarios such as learning spellings or specific scientific equations, rote learning can be useful. The over-reliance, however, on rote learning as a tool in all areas of education is likely to disadvantage students later in work or life where simply reproducing the given information with no true understanding may not be sufficient for success (Dansereau, 1978). Teaching for the maximum retention of learning must therefore utilise different strategies, which will be explored in this evaluation. The evaluation will be achieved by analysing an observed critical incident involving a group of learners in a Year 7 science lesson. Some of the strategies evaluated comprise the inclusion of carefully considered combinations of images and text, the presentation of knowledge in new or exciting ways, and the encouragement of learners to apply learned knowledge themselves. 
The subsequent identification of next teaching and learning steps will result from critically evaluating key literature in constructivism, learning theory, and dual coding theory with the intent of establishing techniques into personal classroom practice. In order to identify gaps in knowledge, drawbacks of application, and controversy in the area of research, these pieces of key literature will be examined in a broad context.

The Role of Critical Reflection
A critical incident can be defined as being “an interpretation of the significance of an event,” as defined by Tripp (2012). Whilst the phrasing of the term ’critical incident’ makes it easy to assume that the event must be disruptive or significantly noticeable. Tripp states that critical incidents are primarily straightforward, routine events that are made critical through their identification and analysis. Identifying critical incidents is vital as it offers the professional teacher the opportunity to reflect on their practice, both in the moment and after the event. Determining why the practitioner does certain things, the effect of these and their future implications is crucial to establishing an evolving practice and the provision of better learning opportunities and the reduction or elimination of disruptive behaviours in the classroom.
Critical reflection, as defined by Mezirow (1990, p3), refers to a “critique of the presuppositions on which our beliefs have been built”, which draws from Dewey’s (1933, p9) perspective on reflection as “assessing the grounds of one’s beliefs”. From this, it can be drawn that the purpose of critical reflection is to enable the reflector to assess if their opinions are formed from accurate data and reasoning, rather than simply relying on their own preconceived biases and experiences. Identifying biases and gaps in knowledge is essential in the context of education, as the educator must strive to inform their practice by keeping up to date with current research findings, which may not always align with their previously established understanding. The problem arises due to the brain’s predisposition towards confirmation bias, caused by the brain seeking to establish patterns and relationships between events. These are not always true and are influenced by our upbringing, environment, and cultural setting, and must be investigated to ensure that the educator does not pass on inaccurate information or harmful stereotypes to learners.  
Recent educational reform includes the implementation of the Four Purposes, part of a recommendation by Professor Donaldson in the Successful Futures Independent Review of Curriculum and Assessment Arrangements in Wales. These Four Purposes direct the focus of the new Welsh curriculum and encourage a cross-curricular view of learning. This necessitates teachers to shift from the view of teaching as a craft to teaching as a profession, with teaching as a craft referring to the idea that a teacher learns 
“As an apprentice observing a master craftsman or woman. Watching others, and being rigorously observed yourself as you develop, is the best route to acquiring mastery in the classroom”
(Michael Gove, 2010)
When Gove assumed the position of Education Secretary in 2010, he had no previous experience in education, and teachers’ unions frequently criticised his stance on education. In contrast, the professional teacher “draws on a well-thought-through and coherent conceptual framework, on knowledge of well-substantiated empirical research, and on considered ethical principles, to arrive at decisions in the classroom context” (Orchard et al., 2015). Orchard is a Director of the School of Education at Bristol University and has been widely published in academic writing on education. Whilst teaching according to established research should be strived for, BERA state that “good teaching […] develops from interrogating one’s practice and making explicit the assumptions and values that underpin it.” (BERA 2014, p20). 
Several reflection models can be utilised for critical reflection. These include Kolb’s learning cycle, Gibb’s reflective cycle, and Schon’s model of reflective practice. There is no one preferable model to follow; however, there are certain benefits unique to each. For the purposes of this observation of a critical incident and the identification of next teaching and learning steps, Gibb’s reflective cycle will be used. This reflection model has been chosen due to its cyclic form, which will enable continued reflection in future identifications of critical incidents. Gibb’s learning cycle follows a cycle of description, feelings about the experience, evaluation, analysis, conclusion and the development of an action plan. Here the action plan will form the basis of next teaching and learning steps.

Observation
BERA’s guidelines establish that “the confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research”. In order to comply with this guidance, all data regarding the critical incident will remain anonymous. This includes the names of pupils, staff, the school and any other identifying data.
The school described in the observed critical incident is a large faith co-educational comprehensive school situated in an affluent area, with students aged 11-18. There are approximately 1300 students, with around 250 per year group pre-Sixth Form. The school’s ethos sets out the goal that “students […] know themselves and […] do good in our world by living out our gospel values of love, acceptance, responsibility, and forgiveness”. When walking around the school, it could be observed that there were many displays with links to this, each subject corridor having a plaque describing the gospel value that each subject best encourages and represents. An example of this is the Drama plaque describing the learners, “God-given courage” and how this could shine through in their work.  
Approximately 16% of the student body have additional learning needs, with 5% of students having statements of special educational needs. The national average for students qualifying for free school meals is 17%, but the school observed in this critical incident has just below 9% of students qualifying, well under the average. Almost all pupils speak English as their first language, and 18% of students come from minority ethnic backgrounds.

Critical Incident
The critical incident took place in a Year 7 Science lesson. The room had circular tables, each seating 9-10 students totalling 30. The main task was presented after an introductory activity, which recapped previous learning. The learners had previously covered the processes required to consider an organism ‘alive’, using the acronym MRS GREN. The first activity consisted of learners independently labelling an image of a stick insect with the seven processes. 
The main activity had students creating an alien organism, annotating with invented descriptors of what made it ‘alive’. They had 17 timed minutes to complete the task, which they then presented to the class. The children were encouraged to discuss the tasks with each other throughout the lesson, which resulted in a reasonably elevated noise level. The teacher periodically moved around the classroom asking students questions about their work, which had the effect of both managing the noise level as well as keeping the students from too much off-topic discussion. 
Two children sitting facing away from the front had been disengaged during the introductory written task. This disengagement consisted of talking amongst themselves, drawing on a scrap of paper, and playing with a whiteboard eraser. These behaviours were not addressed by the teacher. As soon as the main task involving creativity was announced, they began talking animatedly. It appeared that they were still unfocused; however, after a discussion with them, it could be seen that the depth of their ideas and their out of the box thinking about the specific attributes of their respective aliens was superior to some of the other learners. One of the children was keen to present his ideas and gave a detailed and well-thought-out explanation of his ideas. The teacher prompted him to explain specific points further and reminded him of the acronym, which resulted in a deeper discussion. He was praised for his ideas. 
The opportunity for learners to use their recently recapped knowledge in new and exciting ways is an example of classroom application of Donaldson’s Four Purposes, in particular supporting learners to become “enterprising, creative contributors” and “ambitious, capable learners”. The Welsh Government’s breakdown of the 2022 Curriculum further explains these as enabling students to “explain the ideas and concepts they are learning about”, “build […] up a body of knowledge and have the skills to connect and apply that knowledge in different contexts”, and “think creatively to reframe and solve problems”. In addition to the goal for learners to develop into “enterprising, creative contributors” as well as “ambitious, capable learners, ready to learn throughout their lives”, the other two Purposes of the curriculum include the aims for children to develop into “ethical, informed citizens of Wales and the world”, and “healthy, confident individuals, ready to lead fulfilling lives as valued members of society”.
  
Literature Review
As identified in the critical incident, constructivism plays a considerable part in planning lessons that achieve the best possible outcomes for learning through maximised learning retention and topic understanding. The term constructivism, in simple terms, can be defined as 
“An approach to learning that holds that people actively construct or make their own knowledge and that reality is determined by the experiences of the learner”
Elliott et al., 2000, p. 256
Constructivism originated with Piaget’s observations of his own children’s development, particularly their investigation of the world around them. Significantly, Piaget concluded that their progression in learning was not the result of external stimuli but through the brain’s internal processes. Piaget believed that children progressed through four stages, with each stage increasing in complexity of understanding. He believed that these developmental stages were linked to age but that a child may progress at differing rates within each area of development. Only when a child has completed all aspects of the preceding stage will they ascend to the next.  
This idea of gradated learning stages influenced the thinking of Vygotsky, whose writing established that children’s development is conducted through the presentation of tasks, which must be geared toward the individual. If the task is too difficult, the child will not fully engage due to their lack of understanding. In contrast, the child will react with boredom if the task is too easy, and learning will not occur. This zone of proximal development is influenced by a number of factors, including the influence of parents, teachers, the child’s peers, and the resources of materials available to them.  
Constructivism: Theory, Perspectives and Practice (2005), written by C. Fosnot, Professor Emerita of Education at the City College of New York, provides a background for constructivist theory. It further examines its practical application in a classroom setting. Fosnot suggests that one takeaway for educators is that, whilst they may have intended the learning environment to be used or seen in a specific way, the nature of the learner constructing their concepts means that they may experience the environment differently. This difference in experience may reduce the opportunity for the acquisition of new knowledge. According to Fosnot, this establishes the importance of awareness of the “domains of experience, the concepts, and the conceptual relations the students possess at the moment” for the educator to be able to influence their learning.
Fosnot does not address the widespread criticism that constructivism can tend too far into the radical. It has been speculated that, whilst educators may deliberately limit guidance to encourage students to construct their knowledge, learners without proper instruction or explanation may construct incorrect information (McPhail 2016). Perkins (1992) argues that the “high cognitive demands” of constructivist pedagogy may be too much for some learners, and later argues that when too much information is kept back from learners, they may begin to perceive the educator as “deceptive and manipulative” (Perkins 1999). 

Paivio (1969) defines dual coding as the theory that when text and imagery are combined, information is better retained as it is processed via distinct channels. First theorised by Paivio in 1969, his study, ‘Mental Imagery in Associative Learning and Memory’ hypothesised that verbal information is processed differently than visual and is superior to visual in terms of remembering sequential information. However, images were better recalled when participants were shown sequences of images and separately sequences of words. 
Understanding How We Learn: A Visual Guide was published in 2019 and written by Weinstein and Sumeracki. Weinstein and Sumeracki are both Assistant Professors of Psychology at the University of Massachusetts Lowell and Rhode Island College, respectively. The book lays out the general lack of reliance on research findings in educational practice, current learning theory, and classroom application. Whilst the use of images in learning theory may suggest that dual coding uses the idea of learning styles, this is not the case. Learning styles, as theorised by Dunn (1984), are the inherent strengths and preferences a person has in terms of learning, and it is recommended by Dunn that “compatible instruction strategies” be used with each learning style. It has since been criticised that learning styles have no real bearing on the acquisition of knowledge, and in some cases that the learning style theory is entirely a myth (Riener & Willingham, 2010). If used in a classroom context, learning styles theory would suggest that only students self-reporting as visual learners should receive additional images or diagrams. This would be in contrast to verbal learners receiving more verbal instruction (Weinstein and Sumeracki, 2019). Dual coding instead indicates that all students should receive both images and verbal instruction. It is in fact the utilisation of both channels of processing information in combination that retention of knowledge is maximised. 
Weinstein and Sumeracki set out flaws in the application of dual coding theory. They reference the concern that “the learner’s intended cognitive processing exceeds the learner’s available cognitive capacity” (Mayer & Moreno, 2003, p. 43). In simple terms, this means that if the learning activity is too demanding cognitively, students will not benefit. This supports the earlier discussed zone of proximal development theorised by Vygotsky. The provision of information to learners in both words and images improves recall, as evidenced by Paivio (1969), but if the learner must exert too much energy deciphering the pairing, in the case of an incorrectly or confusingly labelled diagram, then dual coding may “create undesirable cognitive load and potentially impede learning” (Mayer & Moreno, 2003).
Whilst Weinstein and Sumeracki acknowledge the pitfalls of the incorrect application of dual coding; they do not reference the controversial nature of the theory. Pylyshyn criticises dual coding as being too dependent on literal visual equivalences to words. The Kent & Rosanoff Word Association Test (Russell & Jenkins, 1954) is used as evidence for this, finding, “If you say FLOWER, a categorical term, the subjects think of daisies or roses, and highly specific daisies or roses .... If you say DEMOCRACY, they report a variety of imagery, practically none of which refers to governmental operations. Government by the people becomes an image of a crowd at a political rally” [p. 1006]. Pylyshyn uses this to claim that there is no limit to the quantity of associations possible with any given image.

According to the Four Purposes laid out by Donaldson, children should be supported to develop as “enterprising, creative contributors”. In recent years, arts funding in schools has suffered, with 2021 seeing a promised £270 million arts premium for secondary schools becoming “subject to this year’s spending review” in an answer given by Outgoing Schools Minister Nick Gibb. The encouragement of creativity within schools has historically been primarily isolated to art lessons; however, a widespread application of the Four Purposes across the curriculum gives all Areas of Learning and Experience equal opportunity to involve creativity, with different AoLEs necessitating different approaches to fulfilling this Purpose.  
Starko (2014) summarises the importance of nurturing creativity, stating that ‘if […] any highly developed nation […] is to succeed in a global economy, it will require increased entrepreneurial, flexible, and imaginative thinking, and success in those areas will only be possible if our education system supports the type of thinking required – entrepreneurial, flexible, and imaginative.’ 
Creativity and Education: Comparing the national curricula of the states of the European Union and the United Kingdom (2015) is a journal article written by Wyse and Ferrari and published by the British Educational Research Journal. The journal article examines the place of creativity in various curriculums, consisting of a content analysis of national curriculum texts. These results were then compared to the survey responses of over 7500 teachers. The analysis found that creativity featured across all of the curriculums, but to varying degrees. It was universally featured more heavily in arts subjects compared to other subjects and was more neglected in literacy than other subjects. The UK was found to have, “maintained their historical attention to creativity”, but that there was decreasing emphasis on creativity in primary schools. The report indicates that there needs to be more practical links between the “general aims for education and the representation of creativity in curriculum texts”.
 
Evaluation & Next Steps
The focus that I identified in the critical incident was the shift in engagement and recall of prior knowledge by Child A and B after introducing the creative task. I had expected the combined effect of the creative task, elements of constructivism in the delivery of the lesson, and the dual coding involved in the learners’ completion of the task to result in enhanced retention and recall of knowledge. Whilst it is not possible to establish this as the case without further observation and assessment over a more significant period, my conversation with Child A and Child B serves as evidence that at least one of these strategies resulted in otherwise disengaged students being able to achieve the learning objective set out for them, in this specific classroom setting.  
When reflecting on my observation of the critical incident, I utilised Schön’s critical reflection model (1987). Whilst Schön’s model does not explicitly mention it, the first stage of reflection is a ‘sense of discomfort’ according to Boyd & Fales (1983), and this was certainly the case as I strove to understand why Child A and B were disengaged, and what I would have done differently had I been the class teacher. I established that the sense of discomfort I felt came from my lack of understanding of each child’s circumstances, previous behaviour, and my inexperience as a teacher. The act of mentally processing an event as it occurs is an aspect of the first stage of Schön’s model, consisting of reflection in action. 
My further thinking on the critical incident forms the basis of the second part of Schön’s model, constituting reflecting on action. My previous acknowledgement of the lack of context surrounding each child somewhat reduces my ability to establish what I would do differently in my practice. It was unclear whether the class teacher did not address behaviours as part of an established behaviour management strategy. However, strategies to enhance class engagement in my future classroom might involve a seating plan and rearranging the circular tables to minimise the number of students sitting facing away from the front of the class. 
As identified earlier, there are certain pitfalls of each of these elements to be avoided. These include the necessity for the images involved in dual coding to be appropriately chosen to reduce the number of alternative meanings an image may possess. A reasonable approach to tackle this issue could be to only utilise dual coding in situations where there is a clear and distinct relationship between image and word, such as when asking children to identify initial sounds of words. An image of an apple alongside the word ‘apple’ is immediately logical and clear in meaning. An example of an inappropriate pairing may be the word ‘cap’ with an image of a baseball cap. Children may associate the image of a cap with words such as ‘hat’, which would be confusing in terms of identifying initial sounds. 
Starko describes the need to develop creativity to compete in a global work environment. This need for the encouragement of creativity is also emphasised in the Four Purposes. However, as identified earlier, there is a crucial difference between the teacher using creativity to design tasks and the students using and developing creativity themselves. Therefore, there seems to be a definite need for teachers to be aware of this difference and encourage creativity across all areas of learning and experience, rather than solely in arts-focused areas. The application of this is shown in the critical incident I identified, in which students made new links with their pre-existing knowledge by creatively reworking the information given to them. 
The question of how to apply constructivist theory to pedagogical practice is a complex one, as described by Fosnot (1989). Fosnot states that the classroom setting should be a “community of discourse engaged in activity, reflection, and conversation.” This encouragement of discussion between learners poses challenges regarding behaviour management, particularly in a Primary school setting, as ensuring that students have valuable discussions rather than becoming disengaged is hard to manage on a class-wide scale. One possible strategy to counter this would be conducting teacher-observed discussions in small groups, thus allowing the teacher to steer students back on task and address misconceptions gently whilst still providing the opportunity for students to construct their own knowledge. 
One of the critical points I have identified as a next teaching and learning step is the importance of providing learners with opportunities for discussion with their peers. As identified in Constructivism: Theory, Perspectives and Practice (2005), it is key to learners constructing their own knowledge. I plan to include this in my classroom by establishing small discussion groups where appropriate. I also investigated the application of dual coding theory as a learning and teaching tool. While helpful when used in the proper context, it can be detrimental if too many meanings can be conveyed by one image. The learners utilising dual coding to create and annotate an alien in the observed critical incident is an example of the theories successful application. The next step I plan to take to involve this in my practice is only to use carefully considered images when presenting to the class and in displays around the classroom. Finally, I established the importance of encouraging creativity in the learners, both on a global and individual scale. I also considered the difference between a creatively made task and the learners utilising the skill of creativity to solve it. My next step for learning concerning this is to analyse the outcomes I expect from the learners and to reexamine the task if creativity is only present on the teacher’s side.

Conclusion
Throughout the observation of a critical incident and the subsequent analysis of relevant theory, I have utilised skills appropriate to the role of the reflective practitioner in Wales. As defined in the Hwb pedagogy for professional learning, the role of the reflective practitioner is to identify “opportunities to reflect critically and candidly on current practice, and to be open to others’ reflections on how practice can be improved or developed.” The new Professional Standards for Teaching and Leadership includes Professional Learning, which directs teachers to “progressively develop [their] pedagogy”. By critically evaluating my experience, as well as reflecting upon my own preconceived ideas about classroom management and best practice, I was able to develop my pedagogy and therefore identify reasonable next teaching and learning steps within my practice, such as the creation of small discussion groups to encourage the construction of knowledge through peer discussion. 
As described by Dansereau (1978), rote learning’s use cannot be relied upon for achieving understanding. Teaching must therefore utilise different strategies to maximise not only retention, but also the ability to apply gained knowledge in work or life. 
Through my critical evaluation of key literature, I was able to identify gaps in knowledge, drawbacks of application, and controversy in the areas of research. This will enable me to display the professional standard of Pedagogy, in which the teacher “secures the best outcomes for learners through progressively refining teaching”, achieved by avoiding pitfalls in the application of learning theory. 
Finally, an avenue for further study would be to conduct a longer-term study of the effects of introducing my next steps for teaching and learning into my own practice, thus producing a more definitive assessment of their success.


OBSERVATION / FIELD NOTES
 
Record 1
	Date and time, year group: 22/09/21 Year 7

	Where and When: Context of the observation – subject/AOLE, general classroom context
Science classroom set up with circular tables, seating 9-10 students each with a total of around 30. Classroom is decorated with ‘Wall of Excellence’ displaying students work, along with posters picturing scientific theories and information.

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
The third task (and main focus) presented to the children was a creative recap of the first two written tasks. The children had been exploring the processes which make an animal ‘alive’ – this was initially shown through analysis of an image of a real animal. The creative task then allowed the children an opportunity to create their own alien organism, annotating it with information on what makes it alive. The children had around 20 minutes to complete this task, which they then were invited to present at the front of the class. 
Two children sat facing away from the front of the class had been unfocused and chatting during the written tasks earlier. As soon as the creative task was announced, they began talking animatedly between themselves. I had initially assumed that they were still disengaged, however when I had a discussion with them, I found that they were deep in conversation about the specific attributes of their respective aliens. Their ideas were outside-the-box in comparison to their peers and they showed a high level of understanding of the topic.
When the time was up children were invited to present, Child A immediately put his hand up and was chosen. He presented his alien and gave a thorough and well-thought-out explanation of his ideas. The teacher prompted him for further explanation at certain points and reminded him of the acronym relating to their previous tasks, which resulted in deeper discussion. The teacher praised him for his ideas.

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
This critical incident shows the application of the Constructivist school of learning, in particular the idea that learners must construct their own learning. The students took the basic building blocks of the theory presented to them, expanded upon it themselves, and through the creative aspect they rearranged the information into their own construct of knowledge. This made the information more memorable.
Through presenting their work and receiving feedback from both their peers and the teacher, they were fulfilling another aspect of Constructivist theory- check and correct, learning trial and error. 
The teacher used poor answers to explore misconceptions, this redirecting the student from being ‘wrong’, instead building confidence as they have still contributed. 

	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)
This was the second lesson of the day, with the classroom being on the third floor. This resulted in the class being slow to settle initially (which may be the cause of the two children being disengaged with the first two tasks).
There were few distractions, and the children were generally focused. The circular tables resulted in a lot of chatter when completing tasks, but this was encouraged by the teacher as, on the whole, the children were discussing the topic. 
The directions given were clear, and when a child asked for instructions to be repeated, they were directed to ask their next-door-neighbor which resulted in no disruption to the task being started. 



Record 2
	Date and time, year group: 22/09/21 Year 7

	Where and When: Context of the observation – subject/AOLE, general classroom context
Information Technology suite with individual PCs. 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
The topic for the lesson was cyberbullying. The children watched a video containing an acted-out cyberbullying experience, and then explored their reactions and ideas about the topic via an editable PowerPoint presentation. They were then invited to take turns discussing their ideas.
Child C was called upon to talk by the teacher, when two children opposite began talking to each other. 
The teacher said, “Can you stop being so rude?” to Child D and E.
Their talking stopped immediately, with no further examples of this behavior.
 
The teacher had previously addressed the students not having started typing yet by saying, “Some people have got lots written up already”.

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
 
The way in which the teacher stopped the behavior not directly targeted the children involved, leaving nothing vague about who she was addressing (significant as she had previously highlighted well-behaved students work in order to prompt disengaged students to start working, without drawing attention to any particular child in a negative manner), but also gave the two talking children the opportunity to consider how their action impacts Child C.
This is an example of aspects of positive and negative reinforcement – In the second example, the children whose hard work was recognized receive praise, whilst the children not working receive none, prompting them to concentrate in hopes of being recognised. This is in contrast to the first example, in which the children talking recieve the embarrassment of being told off in front of the class, thus causing them to not repeat their behavior so that they do not receive punishment again. 

	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 lesson took place after lunch in an IT suite with individual PCs. The teacher stated that it was a hard lesson to practice behaviour management in, as children have ample opportunity to misbehave on computers with it being hard for the teacher to see every screen.


 
Record 3
	Date and time, year group: 22/09/21 Year 9

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

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
The lesson involved students being asked to analyse a poem which had been read in a previous lesson. 
Child F was disengaged and struggling with the task, which the children had been told to do independently. 
Child F said she did not know what to do.
The class teacher then showed the poem on the whiteboard, and began writing analysis sentences, leaving ellipses after the beginning words. This was enough support for Child F, who then was able to complete the task.

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
This critical incident shows how scaffolding can be used in order to differentiate work and to provide students with the tools to undertake tasks that may be otherwise hard to decipher.

	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 lesson took place in a class in which the teacher did not know we were coming in to observe.
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