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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.
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Introduction
This assignment will design, practice, and analyse observational and reflection skills through a case study of four critical incidents in a Primary School, one of which will be reflected on in greater depth, in order to demonstrate how this process can aid in the development of next steps to progress children’s learning and the further professional development of practitioners. 
Successful practitioners use observational research regularly in their practice, with the intent to observe a specific part of their teaching in order to improve upon the quality of their teaching (Estyn, 2014). This cyclical approach of observing, reflecting and improving is deemed by Cohen, Manion and Morrison (2000) as situationally responsive and authentic.  Tripp concurs that this process improves one’s own practice and can also be a means of documenting the “process of developing personally and professionally as a teacher” (1993, p.41).
The importance of this is emphasised in the National Assembly for Wales’ Children, Young People and Education Committee’s report on the importance of teachers’ continuing professional learning, especially in Conclusions Three and Four, which place the need for professional development to be recognised as a tool for growth (2017). The new professional Teaching Standards include a commitment professional learning and pedagogy, showing a need for teachers to be continually striving to improve their performance in line with new research in order to provide the optimal learning environment for children and young people in Wales (Welsh Government, 2019). This is reinforced with the requirements that every teacher in Wales should register with the Education and Workforce Council (EWC), who then require that all registrants demonstrate a dedication to furthering their professional development (EWC, 2019, p. 5). 


School & Class context
The location and name of the school will not be made apparent during the course of this case study, this is good practice as outlined by the British Educational Research Association (BERA) who advise that “confidential and anonymous treatment of participants data” is to be regarded as the norm during research, and that both the organisation and the participants of the research are entitled to anonymity (2018).  However, in order to provide context for this study it is important to note that the focus will be on observations made over the course of one school day, in a Year Two classroom of mixed ability learners aged between six and seven years. 
The learners have recently transitioned to this classroom following an extended period of absence due to the impact of Covid-19 on their education and are beginning to settle into new routine, not only with a new class teacher, but with unfamiliar classmates, as the class has recently been formed from a mixture of students from two original classes. The school have adopted an ethos of ‘Growth Mindset’ where learners are in mixed ability groupings, with around half leaving the class at intervals throughout the day to access intervention to support their progress in both numeracy and literacy,  as a direct result of the Covid-19 recovery programme announced by the Welsh Government earlier this year (2020b). 

 

Methodology:
The research will focus on areas of consideration arising from a Critical Incident.  Tripp (2011, p. 24) deems critical incidents an “excellent way to develop an increasing understanding of and control over professional judgement, and thereby over practice” and this viewpoint is shared by Cohen, Manion and Morrison (2000) who agree that a single event can occur which has significant insight into a person, and it is this significant insight that is crucial to the understanding of a case study. The aim of this investigation is to identify an incident, likely an everyday incident, during observations of routine learning in a year two classroom. 
A case study was chosen as the most appropriate form of data collection for the acquisition of data because “case studies can penetrate situations in ways that are not always susceptible to numerical analysis… one of their strengths is that they observe effects in real contexts, recognizing that context is a powerful determinant of both causes and effects” (Cohen, Manion and Morrison, 2000, p. 181).
Observation is a useful tool to understand the context of events that occur and allows for a more natural situation for the subjects, in this instance, the learners. According to Cohen, Manion and Morrisson (2000) observations give an insight into behaviours that might normally be missed, and the opportunity to investigate nuances that may not be easily discussed with participants. Cohen, Manion and Morrison place great significance on gaining consent and children being presented with an opportunity whether or not to participate  (2000) and that the subjects of the research should benefit in some form from participating in the study (2000). It is with this consideration that I may sensitively share any interesting findings or thoughts that arise with the class teacher present, providing there is opportunity to do so with the learners not present, and for the purpose of this assignment consent has been obtained from both the school and the Class Teacher  on behalf of students of Yr Athrofa to conduct classroom based observations. 
Naturally, in a classroom environment the researcher’s influence over the structure of the observations is significantly less than would be the case with a more traditional research approach such as a laboratory setting (Cohen, Manion and Morrison, 2000). However, there are considerations to be made when observing young learners, such as the involvement and impact of the researcher on the honesty of the situation they are observing. Fine and Sandstrom (1988) emphasise that children must be informed as much as possible, while considering their level of understanding. BERA agrees with this viewpoint, stating that the primary consideration of the researcher should be the best interests of the children, and that children who are able to decide on their level of participation have the right to voice those decisions (2018). I will considerately explain why I am observing the class, in an developmentally appropriate way, when introduced to the learners and class teacher. Chapman and McNeill, warn that the result of this engagement with the learners will inevitably have an impact on the observed behaviour of both the learners and the class teacher, these changes could be shaped by curiosity or through feeling compromised by the researcher’s presence (2005). This phenomenon is known as the Hawthorne effect, and in a published systematic review into whether the Hawthorne effect had a profound impact on participants, it was ascertained that the use of the label should be reserved for research only in areas where there is an expectation for conformity (McCambridge et al, 2014). Considering the view of schools as social organisations, this will be a consideration in the reflections if it is considered that the learners have displayed behaviours that they feel align best with the expectations of the observer.
Cohen, Manion and Morris propose that in order to reduce reactivity effects, the researcher could stay with the group of learners for a significant amount of time (2000). This directly contrasts with Holt’s view, who likens a teacher’s gaze to a flashlight in a dark woods “wherever he turns his light, the creatures on whom it shines are aware of it, and do not behave as they do in the dark” (1982, p. 33) it must be appreciated that while it is not possible in this case study for the learners to be fully accustomed to my presence, the results of the observations will not be as authentic as an observation by the class teacher, and even so, the learners may still behave in a way that is not their natural state of being compared to when they are unaware of being observed. 






Critical incident:
The observation (Appendix One) occurred during a session where the teacher’s planned purpose was for the learners to work towards being Ambitious Capable Learners, particularly focussing on point two “building up a body of knowledge and have the skills to connect and apply that knowledge in different contexts” (2020a). The Area Of Learning and Experience (AOLE) providing context for this activity was Languages, Literature and Communication, and the group of learners present were specifically working on Progression Step Two “I can review my work and am beginning to use a range of familiar strategies and tools to improve my speaking and writing”(Welsh Government 2020).  
The critical incident providing interest for further investigation is that one child (Child A) utilised the tools for assessment (outlined in Appendix One)  and was able to effectively use an assessment tool (word bank) and a success criteria to identify an error, correct it, and improve upon their written work, then upon discovering the same error in  Child B’s work, showed them how to correct it too. 

This critical incident could show evidence of progression for both Child A and Child B in becoming “healthy, confident individuals” through developing resilience as they were both able to address an error and seek to correct it, and also evidence in their exchange that they had been able to form “positive relationships based on trust and mutual respect” (Donaldson, 2015). This was shown by both learners appearing not visibly upset with themselves for making a mistake, nor was Child B perturbed by being corrected by a peer, instead both chose to correct their work and move on with their learning. Child A had the confidence and the skills, safe in her relationship with Child A to impart new knowledge, and Child B the grace and the respect of her friend to be able to take in that new knowledge and change her work accordingly. 

This led to considerations on whether their progress is measurable. The Welsh Government consider assessment as a tool to support practitioners in identifying progress by individuals (2020a), however during the critical incident, the class teacher was unaware of the knowledge exchange between the two students. In their books, both learners displayed the same result. This would implies that during formative assessment of the completed written task, both learners would be considered successful, however it can be concluded that Child 5 undertook a greater learning opportunity, having self-corrected and assessed the work of a peer, thus making more progress. This theme forms the basis of research in the literature review. 



Literature Review 
This literature review will focus on two main themes identified from the critical incident; self- assessment and peer-assessment and within both, how practitioners can create an environment in which these methods can be used effectively to progress learning. 
Self-assessment is the process whereby a learner assesses one’s own progress. In England and Wales, involving learners in the assessment process is a natural part of a child centred, constructivist approach to education.  It is recommended that learners are involved in critically evaluating their learning, because the language and reflection opportunities will benefit the reinforcement of learning (Towler and Broadfoot, 1992).
Clarke (2003) discovered that the benefits for learners of having a measurable goal included sharpened focus, improved concentration, more motivation and increased ownership of their learning during a research project spanning fifteen primary schools over the course of a year, and as such this may be replicable in Primary Schools in Wales. The Welsh Government has provided guidance for practitioners requesting that learners have access to objectives in order to be able to assess their work. This is achievable when teachers explicitly teach learners how to assess their learning, how to understand the objectives, and how to use feedback to progress in their learning (2020). This is supported by Sherrington’s guidance who details that an effective teacher is one who provides learners with explicit, appropriate strategies,  to check their own work “against a set of standards in a form they can understand” (2019, p. 47). 
For self-assessment to be effective, there is a need for learners to be motivated and honest. Holt (1982) cautions that learners view school as a place where they must find the path of least resistance, getting daily tasks done with the least amount of cognitive strain (1982) and thus could assess themselves as being in  a position which requires the least effort or involvement for next steps. Kahneman (2012) counters this, stating that learners, when strained, use something he termed ‘system 2’ thinking and are more analytical and more likely to invest effort into their learning, make fewer errors and thus move their learning along more successfully than a child experiencing cognitive ease and not feeling challenged. Dweck has balanced these two ideas and suggests that when a child understands that school is a place of personal growth “they do not insist on sabotaging themselves” (2017, p. 204). Hattie (2012) also encourages this commitment to engaging with assessment, arguing that not only should the success criteria be shared with learners, but also that the learners are actively involved in devising success criteria with the teacher, which would aid consolidation of a learner’s understanding of; and commitment to, the objectives of a task.  This correlates with the Curriculum for Wales which addresses the idea of motivation and places the learners with a responsibility to respond positively to feedback, with the goal that as they progress in their learning, they will become more adept at engaging in the assessment processes (2020c). 
In contrast to self-assessment, there needs to be additional caution that learners, in peer assessment situations, may be more anxious about making a mistake in the presence of their peers. Holt states that children are “at least as afraid” of being ridiculed by their peers as they are of an adult and that the consequence of this fear can affect the child’s whole outlook on life (1982, p. 59). Hattie, Masters and Birch agree that feedback about a person can be internalised as criticism, and as a protection of self the child may take less risks to avoid feeling a sense of failure (2016).  Dweck concurs on this phenomenon, attributing the feelings of fear associated with failure as a facet of ‘fixed mindset’ thinking, and warns that the worst fear in a ‘fixed mindset’ is to try and still fail, and that learners may be so afraid of failure that they will not try (2017). 
Dweck prescribes a positive, ‘growth mindset’ approach as a means of overcoming the fear of failure so that learners are not reluctant to attempt tasks, and also notes that protecting learners from experiencing failure can be detrimental, because there is a risk to altering the learners perception of feedback to a negative experience rather than a learning opportunity (2017, p. 42). The effects of a growth mindset on learner’s resilience was recently investigated through a study in China, which shows that a growth mindset in learners can be a precursor for resilience and school engagement, and while this study does not seek to answer whether the same results can be replicated in Wales, there are indications that learners who are educated in brain elasticity and the innate ability to improve their attainment level are more likely to engage in school work as they see it as being purposeful (Zeng, Hou and Peng, 2016).
A growth mindset classroom culture may allow for mistakes to be made without judgement and fear of reprimand, and could possibly be used alongside Hattie, Masters and Birch’s proposal that the focus of feedback be moved from the child, instead to whether the task has met the criteria for success (2016). This correlates well with the simple rubric offered to support learners in engaging in summative assessment, where they look for specific objectives in the work of peers. The presence of a tick indicates group members have all achieved an objective and a straight line relays that learners have yet to demonstrate competency, with the assumption that with more experience and/or practice they will then achieve the objective (Grover Tuttle, 2013).  An experiential study of 95 pupils in the Netherlands considered the success of peer involvement in assessment,  it was found that learners who were involved in setting the success criteria for peer assessment were more likely to provide feedback that was more authoritative with more ‘final’ language, passing judgement on the work achieved rather than prescribing next steps (Leenknecht and Prins, 2018). While this is a small-scale study, it was noted that vocabulary used by the learners trended towards summative rather than formative assessment especially when they are confronted with obvious markers for success. However, the process of social engagement in assessment and feedback can still be valuable as it encourages dialogue and engagement which will promote engagement and progress learning, regardless of whether the feedback is for an incorrect or correct assumption or piece of work, because it is the process itself that is of importance (Sherrington, 2019). 
Hattie et al (2016)  presents a  means of avoiding ‘final’ wording in peer feedback by offering a framework for use in schools, where there are three separate statements for learners to think about “Feed up – where am I going?”, “Feed back – how am I going?” and “Feed forward – where to next?”. This scaffold could enable learners to veer towards a more formative assessment style and aid them with an understanding of their next steps. Dweck considers that “… simply raising standards in our schools, without giving students the means of reaching them” (2017, p. 197) would be detrimental to learning. It is possible that Hattie, Masters and Birch’s framework with three distinct areas of assessment could provide the necessary means of structure for learners to work to a higher standard (2016). It is worth noting that this will not be accessible to some learners, as the process relies on learners having the necessary cognitive, social and language skills to engage in the process. Wakschlag et al (2005) cautions that there are strong links between a child’s social competencies and their responsiveness and active engagement with their social environment. This means that learners who experience difficulty with social skills may  be less likely to adopt the use of positive social strategies, such as asking peers or teachers for help, and are also perhaps least likely to engage with, and benefit from, the dialogue that arises from peer assessment.   Coincidentally, Fraser’s study (2018) found that practitioners in schools in Scotland considered the greatest difficulty when implementing a growth mindset approach to be the change to mixed ability grouping, possibly because some learners were more socially able to engage with the process than others. 


Reflection 
Brookfield (1998) recommends that when reflecting, researchers view results from multiple lenses in order to see a different perspective and to some extent, remove bias. In this reflection I aim to view the critical incident through both the lens of the learner, the lens of colleagues, and the lens of the theoretical literature provided in the literature review.  
Without asking directly (and even so, learners may only show what it is they expect us to hear) we can only interpret the event by how we perceive the child to have viewed it. In this instance, I can assume that Child A felt empowered having found an error in her work and been successful in editing it. I would assume empowerment rather than a sense of failure, since Child A acts on her findings then progresses to sharing this new information with Child B. 
The lens from Child B may be one of success (since they were able to modify their work before the teacher saw it) or one of failure since their friend has pointed out an error in their work, not discounting Holt’s view that chastisement from a peer can be more stressful for a child than from a teacher (1982). One must also consider here the Hawthorne effect (McCambridge, 2014) especially because Child B was seated closest to me (see Appendix Two) and may therefore have been modifying their behaviour in such a way to show me what they might assume I expected to see (compliance with the usual classroom routines) when in a more natural situation they may have rejected being corrected by a peer. 
Considering the lens of colleagues was difficult in this situation as the teacher was unaware of the exchange between the two learners, however during this incident the teacher had asked specifically for the children not to look at anyone else’s work (Appendix One) perhaps to aid in a summative assessment of what the learners are able to achieve independently in terms of their phonics and spelling. The incident will be detrimental to this process as it would fail to satisfy the teacher’s need for this to be independent work, and also shows an act of defiance, as the learners involved both decided to communicate and collaborate despite being asked not to.

Viewing the incident from the lens of the theoretical literature has shown a largely positive response to the process of both self and peer assessment in progressing learning. In order progress in my own practice, I will utilise this by setting very explicit success criteria so that learners are able to ascertain whether they have been successful. The criteria will be measurable, and provide a clear pathway for next steps. For example in the observed session of the incident (Appendix One) I might like to change the language so that the criteria is measurable, the criteria could say “I have used three words in the ‘ai’ family in my sentences”. I would also seek to provide a clear ‘feed forward’ step so that learners know where they need to progress next. In this example it may be “I have used a word from both the ‘ai’ family and the ‘igh’ family in my sentences”. This would hopefully allow learners to progress their learning at a pace they are comfortable with, and avoid them feeling stagnated in their learning once they have achieved the initial task, with the view that learners are committed to progressing their learning at a pace they are comfortable with. 
Having the clear success criteria and next steps would provide structure in what is clearly an environment where social learning takes place, the learners are already able and using methods of self and peer assessment, and there is already a growth mindset culture where 
I will also seek to implement a growth mindset culture where learners believe they can be responsible for their achievements, as the research in the literature review suggests that it is conducive to building resilience, and may possibly be a protective factor to offset any negative effects of peer to peer feedback on self-esteem, as Hattie states “we seek feedback consistent with self-image” (2012, p. 153)  and it appears that the optimal self-image for learning is one where learners believe in brain elasticity and the power to make a difference to their progress. 

Conclusion
To conclude, a critical incident can be a pivotal moment to trigger reflection, further observation and action research. Joshi (2018) proposes building a community of professionals, where teachers share critical incidents with colleagues, and as a result are able to see incidents from numerous perspectives. This is a view shared by Kirsty Williams, Education Minister for Wales, whose aim is to shape the teaching profession in Wales to be a “profession that collaborates ; that is open to new ideas; that is always learning and that seeks to raise standards for all pupils” (Cited in Welsh Government, 2018a) and appears as one of the teachings standards for practitioners in Wales, which places emphasis on the need for collaboration “in order to extend professional effectiveness” (Welsh Government, 2019). 
The literature review has demonstrated that it is important for the learners to have the confidence, and necessary skills to independently participate in peer assessment, yet to do so there first is a need to create a culture where they are not afraid to fail and do not take judgement too harshly. This is something that does not happen in isolation in a classroom, but progresses over time, preferably in a school where the culture is supportive of changing a teaching style that encourages learners to be active participants in their feedback and assessment. The necessary base for this is in providing learners with the tools to check their learning, and with information on how to achieve their next steps so that they can take ownership of their learning. I believe this to be a route to innovative practice which would satisfy the Teaching Standard for innovation (Welsh Government, 2019) especially as the impact of this could be studied and measured over time and adapted where necessary in order to improve learner outcomes. 
To continue to enhance my understanding of this topic, further research is first needed to consider how best to differentiate the presentation of success criteria for pre-readers, my initial thoughts include an audio recording or pictorial symbols to replace the need for written text. I would also need to have a deeper understanding on how best to involve learners who have social challenges into peer assessment, as I feel that while all learners should benefit from this process, some learners will experience anxiety in social situations and the process of peer assessment is a largely social activity.  This deeper understanding would not only enable me to pursue this approach with confidence, but satisfy the Teaching Standard for professional learning, where there is a responsibility on the practitioner to extend their knowledge and skills to enable more effective teaching and learning (Welsh Government, 2019). 
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Apoendix One: Phonics Session
 (Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 30th September 2020 12:35 pm

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· AOLE – Languages, Literature and Communication
· Progression Step 2 – apply the following reading strategies with increasing independence (Phonics strategies, recognition of high frequency words)
· What Matters statement – WM3 Expressing ourselves through language is key to communication.
· Purpose – Ambitious capable learners – AC2. 
· Indoor oracy and writing task, seated (children picking who they sit next to)
· Small group of 7 children working on a teacher directed task to recognise the appropriate phoneme needed and write into a directed sentence. They are using the ‘Support for Spelling’ and ‘Letters and Sounds’ literacy schemes.  

	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?) 
· Relaxed and happy, children sitting in a line facing teacher

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· Portable dry wipe board – phonemes written on
· Phonics working wall in classroom
· Children each have word banks in their books. 
· Teacher input at the start of the session.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
· Success criteria are in children’s books: I can recognise the ‘ai’ sound, I can list other sound families, I can use the ‘ai’ family to create sentences, I can read and recognise the ‘ai’ sound. 
· Clear objectives given from teacher input 
· Children have ‘sound families’ cards in their resource packs and stuck in their books. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· Depending on children’s current ability level they were either working with the ‘ay/ai/a-e’ blends or the ‘j’ grapheme sound. 
· One learner was shown an alien picture and he had to sort the ‘real’ spelling and the ‘alien’ spelling as a motivational tool for his interests. 

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· All children encouraged to participate in sounding out
· When children were not sure of a spelling they were given the chance to see both written out 
· Teacher highlighted words in children’s books in pink if they were correct, and green if they needed some more ‘growth’ with that sound / spelling.  


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Yes – thoughts on peer assessment, self assessment and social learning theory. 

Children were asked to work independently, but revertered to supporting each other, which appears to be their default/ preferred way of learning. They ask each other questions about the task, and check what each other is writing. Child 5 manages to self-check work using her wordbank, shares that knowledge with Child 6 who changes her spellings accordingly. The teacher is unaware of this last interaction. 


	Child A and B
	A -“Which ones ‘ai’ which ones ‘rain’?”
B – “ai..... r, a, i , n, the a and the i one ... Miss how do you spell rain?”
A “r, a, i , n” (Pointing to their book)
Teacher marked in pink both children’s books. 
A “then a y?” (Checks to see what C has put in their book, then looks at B’s) 

	Teacher

	Gives children clear objectives for sentence writing – refers to Mr Marker on the wall, and uses finger counting to emphasise how many words and how many finger spaces. Checks children can understand, then asks children to write “The spray stained the chain”, asks the children “don’t look at anyone else’s”

	Teacher, child A, child C and child B. 

	B – “How do you spell spray?”
Teacher – “don’t forget to use your wordbank”
A – “thats a ‘p’” (carefully watching 6)
C- “don’t copy anyone or you might not get it right”
A – looks back in book at wordbank, and says to 6 “look, its there, look” before self-correcting own work, and sharing it with 6, who also rubs out her spellings to correct them from 5’s wordbank. 

	









Appendix Two: Layout
[image: ]The visual below indicates the room layout/ positioning during the observations from Appendix One. 

Appendix Three: Hot Write Task
 (Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30th September 2020 10:20am

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· AOLE – Languages, Literature and Communication
· Progression Step 2. 
· What Matters statement – WM2 Understanding language is key to understanding the world around us
· Purpose – Ethically informed Citizens – E15. 
· Indoor writing task (Hot Task) seated (children picking who they sit next to)
· Small group of 7 children working on a teacher directed task to begin creating an inofrmational report on Strokes.  

	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
· Children are happy
· Some children appear easily distracted/ fidgety, this session is following a wet playtime where the children needed to stay inside. 

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· Success Criteria (I can use spellinng strategies, I can select appropriate vocabulary, I can spell high frequency words, I can check my work against ‘Mr Marker’)

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
· Each child has a copy of the success criteria in their books
· There is a wall display ‘Mr Marker’ reminding children to use capital letters, full stops, finger spaces and neat handwriting. 
· There is a letters and sounds display 
· Children have a WAGOLL on display (What A Good One Looks Like) 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· Each child had already ‘boxed up’ a plan for their writing in a previous session
· Children all able to work at their own pace
· Individualised targets had been noted for each child
· Each child has access to their own stationary pack 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· Children’s prior learning was accessed, they were encouraged to keep referring back to the boxed-up work 
· When asked, children could confidently identify what is a stroke, why they happen, what were the symptoms of a stroke and what should you do if you suspected someone of having a stroke. 
· Children seemed less confident about what their informational report should look like. 

	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Yes – thoughts on Cognitive Overload. 
Children are trying to track between their boxed-up notes on one page and their current writing. Some of their boxed up notes are difficult to read and tracking between the pages was a difficult skill for one child. 


	Child 6

	apppears especially restless. She is sitting next to Child 7

	Child 6 

	(at the beginning of the task) “Ive forgotton what to do already”


	Teacher

	“Where can you find things to help you?”


	Child 6 

	“yay i’ve got it!” .... “i’ve done stroke”


	Child 5

	Points across 6’s page to show her where to get the information from


	Child 6
	Very distracted “I don’t know how to do a question mark, I do it like this” (drawing letters in the air) then loudly to group “7 is not meant to be here she’s meant to be over there” (pointing across room)

	Teacher
	Comes to check on 6, and asks which part of the writing task she is on. 

	Child 6 
	Taps empty space on page “I can whistle” (whistles) then notices a clock on the whiteboard and starts counting the seconds 

	Teacher 
	Shows child 6 a strategy for following the lines on her boxed up page by suggesting she use her finger to remember where she is at “Put your finger here, dont lose it”

	Child 6 
	Pulls faces at child 7 (who has managed a lot more of the writing task), loses here finger placement, then asks “What is a stroke?”, drops pencil and theatrically picks it up. 

	Teacher
	Comes back to child 6 to be sure that she understands the purpose of the task. Child 6 explains what she thinks she should be doing (the correct task) so once again teacher supports with the strategy for keeping track (put your finger on the line you are copying from)

	Child 6
	Loses her place a few more times, child 7 shows her each time, Child 6 focuses for a short amount of time with 7’s suppport before holding her head in her hands. 



Appendix Four: Emotional Literacy
 (Questions adapted from Fletcher Wood (2016)
	Date and time, year group: 30th September 2020 10:45 am

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· Small, mixed ability group working with LSA
· Purpose: Healthy Confident individuals
· Children to practice identifying and using the language of emotions 
· Children seated in an arc, facing LSA, who has a ‘performers chair’ near her for whomever’s turn it is to perform. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
· Children are happy
· Task is called a ‘game’ everyone is keen to participate.


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· Resources from www.happyconfident.com
· Resources have both picture clues and written text
· LSA Support


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
· Prior learning is accessed, small discussion on a previous mindfulness session
· Resources are shown, talked about with the children, children share ideas about the emotions / time they have felt a certain way, before the game starts. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· Resources show both written text and images
· LSA differentiates between which card to show each child depending on their reading level/ ability and confidence to act out the emotion to their peers. 

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· All children encouraged to participate
· LSA provided subtle prompts for those that needed more support
· LSA encouraged children to extend their vocabulary / offer a deeper explanation as a challenge for those that were more comfortable


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Yes – thoughts on Growth Mindset / language to encourage Participation/ Hands up AfL 


	LSA

	“Who can read this one? Its a bit tricky” (2 hands up)
“Who wants to have a go?”(6 hands up) 
“Who knows what confidence means?” (2 hands up)


	LSA / Child 2

	“Hands up if you think you know” (4 hands up) – Child 2 answers incorrectly, but says “I was close” with a smile. Mistakes are not feared. 

	LSA / Child 3

	“You can act it out a bit more if you want to?” Child 3 shakes their head, there is no pressure from the adult, and the refusal to extend the activity is not met with any disapproval. 

	LSA / Child 5

	“Who can explain this one” (Child 5 puts his hand up)... this one is a bit harder (child 5 falters and puts hand down) LSA does not appear to notice this small interaction. 

	LSA / Child 6 

	“I’m trying to find one you can do really well” – Child 6 is beaming, very happy and very comfortable, especially when he is able to read the card.
Throughout the session, Child 5 offers up the same answer four times consecutively to different emotions, hoping that he might be right. This shows that he is still needing extra support with identifying emotions, but he wants to engage in the activity, is happy to persevere and not worried about being incorrect. 

	LSA 
	“do you think you can show this one or do you want to pick another one?” LSA is sensitively offering the children an opportunity to set a level of challenge that they are comfortable with. 










Appendix Five: Number Bonds
 (Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
30th September 2020 2:15 pm

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
· AOLE – Numeracy 
· WM1 - What number system is used to represent and compare relationships between numbers and quantities. 
· Progression Step 2 – I can find missing numbers When number bonds and multiplication facts are not complete. 
· Purpose – Ambitious capable learners – AC1 - Can set themselves high standards.  
· Indoor numeracy task, seated (children picking who they sit next to)
· 3 levels of challenge: 
Identify number bonds up to 10 (Bronze)
Identify number bonds up to 20 (Silver)
Identify number bonds up to 100 (Gold)

	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?) 
· Relaxed and happy, children sitting in an arc facing teacher
· They are the only 6 children left in the classroom, it is very quiet

	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
· Portable dry wipe board – ten frames drawn on. 
· Nummber line to 20 on the wall 
· Children each have 100 squares in their packs. 
· Teacher input at the start of the session.

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)?
· Success criteria are in children’s books: I can use strategies to identify a number bond practically, I can represent number bonds practically, I can write number bonds as a number sentence. 
· Clear objectives given from teacher input – they did an example as a group, then the children had a try independently. 

	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
· Children had already completed this task earlier in the day practically using numicon, so this representation was the next step.
· Chlildren were given a question sheet with three levels of challenge on (ten questions in each) children could decide which to attempt, most completed around five of the questions.  

	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
· All children encouraged to use the environment for support – draw ten frames in their books and colour in the necessary amount. 
· All children working independently at a level they chose (Gold, silver or bronze)
· Teacher gave dynamic feedback during the activity and children self-edited their numbers if they were formed incorrectly by using the number line for support
· Teacher coloured in a small square on the child’s page to show whether they were attempting gold, silver or bronze as a way of measuring progress. 

	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Yes – thoughts on differentiated learning, children picking their own levels of challenge 
[bookmark: _GoBack]

	Choice
	All children except for one chose bronze
The one that didn’t, chose Gold. 

	Child 5

	Coloured in too many pieces on his ten-frame for the question, so was challenged by the teacher to make a new number sentence to fit. 

	Child 3

	“Miss, i’m doing silver”... (Looks at sheet) “miss I’m going to stay on orange (bronze) because the others are too hard”

Later “Miss, miss look how well I’m doing” – Child 3 got all of her work correct and was happy to have succeeded in the task. 

	Child 1 and 2
	Sat next to each other, both had selected same level of challenge (Bronze) and were successfully working together, counting together and encouraging each other. 
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