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Introduction
Critical incidents are significant events or situations that allow practitioners to reflect and develop their practice. They may appear typical at first glance, but become critical following analysis and interpretation (Tripp, 2012, pp. 24-26). This essay will critically evaluate an observed critical incident within a classroom where effective and encouraging teaching strategies were used to ensure all pupils understood the learning objectives and were included within the classroom discussions and activities. The essay will begin outlining the relevant British Educational Research Association (2018) guidelines to ensure full anonymity for those involved. Following this, the methodology and data collection design chosen will be explored to present a clear picture of how the critical incident was identified. The critical incident will then be discussed in detail, outlining how it sits within the four purposes of the Curriculum for Wales 2022. In addition, a range of legislation and guidance will be discussed to critically evaluate the critical incident, including the Wellbeing of Future Generations (Wales) Act 2015 and the Curriculum for Wales 2022 guidance. In addition, the essay will draw upon theorists such as, John Holt and Carl Rogers regarding holistic learning theory, and will also draw upon Assessment for Learning strategies suggested by Black and Wiliam and the Welsh Assembly Government. Finally, the essay will draw upon Kolb’s model of reflection to evaluate, reflect, and discuss the next steps, including new or further opportunities for teacher development.
Observation
The observation took place online due to restrictions resulting from the COVID-19 pandemic. The class observed was following the 2008 curriculum and consisted of roughly twenty pupils aged four to five in an afternoon reception class. BERA (2018) guidelines state that anonymity for all participants should be ensured, therefore any details that may allow for recognition of the school, teacher, teaching assistant or pupils will be fully anonymised (p. 21). To do this, the term ‘school X’ will be used when referring to the school in which the observation took place. Furthermore, to ensure anonymity of the class, teacher and teaching assistant, individual pupils will be referred to as ‘pupil A’, pupil B’, and so on, for example. The teacher will be referred to as ‘teacher X’, the teaching assistant will be referred to as ‘teaching assistant X’ and the class will be referred to as ‘class X’. 
Methodology
A case study using structured non-participant observations was used to identify a critical incident; however, the observation took place online rather in a live classroom setting.
Case studies are the “study of an instance in action” whereby individuals are studied within real life settings (Adelman et al 1980 as cited in Cohen, Manion and Morrison, 2011, p. 289). Case studies often take a qualitative and analytic approach to research (Cohen, Manion and Morrison, 2011, p.294), thus providing an opportunity “to explain, describe, illustrate and enlighten” more general principles (Yin, 2009 as cited in Cohen, Manion and Morrison, 2011, p. 289). As individuals can be studied within real life settings, case study methodology allows for an in-depth understanding of the case to be explored, which in turn, offers a more holistic approach to be taken (Verschuren, 2003 as cited in Cohen, Manion and Morrison, 2011, p. 289). Case studies are appropriate for this research as they allow for an exploration into the different aspects, behaviours, and interactions of a classroom and can illustrate findings in a clear and simple way (Cohen, Manion and Morrison, 2011, p. 289) Despite this, it has been argued that generalising case study findings poses some difficulty, perhaps due to their interpretive nature (Nisbet and Watt, 1984 as cited in Cohen, Manion and Morrison, 2011, p. 293); however, it is their interpretive nature that allows for further insights into similar cases to be explored, and to recognise and acknowledge unique features of a case that other methodology is unable to do (Nisbet and Watt, 1984 as cited in Cohen, Manion and Morrison, 2011, p. 293). 
Observations are commonly used to collect data, particularly within case studies, because they offer an “opportunity to gather live data from naturally occurring social situations” (Cohen, Manion and Morrison, 2011, p. 456). In doing so, they allow everyday behaviour to be observed (Cooper and Schindler, 2001 as cited in Cohen, Manion and Morrison, 2011, p. 456). Observations can be structured, unstructured, semi-structured, natural, or controlled and can take a participant or non-participant approach (Kumar, 2014, pp. 173-174; Flick, 1998 as cited in Cohen, Manion and Morrison, 2007, p. 398). There are issues to consider when undertaking observations, particularly where a lack of impartiality could introduce bias, combined with the difficulty in verifying information collected from observations (Kumar, 2014, p. 174). Despite this, observations remain an appropriate data collection design within this study as they allow classroom interactions and activities to be observed as they take place (Kumar, 2014, p. 173). More specifically, a non-participant structured observation is most appropriate due to already having a set criterion prior to the observations taking place to outline the types of behaviours and interactions to look out for (Fletcher-wood, 2016, p. 125). The observations will take place online due to COVID-19, thus a non-participant approach is the most suitable method as there is no way of manipulating or influencing behaviour. However, when non-participant observations are undertaken in live settings, it is often difficult for the observer to not cause a change in the behaviour of those being observed (Kumar, 2014, p. 174). Nevertheless, providing non-participant observations are followed correctly, they allow observers to take a less-intrusive approach, in turn, mitigating the risk of manipulating behaviour (Cohen, Manion and Morrison, 2007, pp. 397-398).  
Critical incidents are often identified during observations. Critical incidents tend to be non-routine occurrences, or “any unplanned event which takes place during the class (Joshi, 2018 p. 82). These events become critical following “…an interpretation of the significance of an event. To take something as critical is a value judgment we make…” (Tripp, 1993 as cited in Joshi, 2018, p. 82). In other words, an incident defines what has taken place, but the value and meaning an observer adds, makes it critical. Whilst a critical incident may be a one-off occurrence, they can reveal a further insight into a situation or person (Cohen, Manion and Morrison, 2011, p. 464).
Critical incident
The critical incident observed was not one brief unusual occurrence; it was an occurrence across the whole activity. As mentioned in Appendices one, teacher X was engaging class X in a counting task using counting cubes under a visualiser. Teacher X engaged the pupils in a particularly remarkable way by deliberately counting the cubes incorrectly by not counting some and continuously counting over others. It was this moment that sparked the critical incident; pupils in class X stopped teacher X and told her she was counting the cubes wrong. This is highlighted in Appendices five when describing how the critical incident occurred. From that moment, the overriding aim of the task came to light; class X were to work together with teacher X and teaching assistant X to co-construct criteria by identifying and creating a simple and appropriate set of instructions to count the cubes correctly.
The critical incident is interesting when looking at the four purposes of the Curriculum for Wales 2022. In particular, the purpose of education enabling children to become ambitious, capable learners, ready to learn throughout their lives (Welsh Government, 2020). When teacher X counted the cubes incorrectly, this encouraged class X to question the information they were presented, and using already existing knowledge, work together to solve the problem at hand. Class X were able to demonstrate their ability to communicate effectively with teacher X and each other to overcome the problem. Together they were able to find a solution using their existing knowledge of counting from one to nine, but also the new information they had been presented with during the lesson. 
Furthermore, class X demonstrated how they are progressing towards becoming enterprising, creative contributors, ready to play a full part in life (Welsh Government, 2020). Class X demonstrated their ability to think creatively when working with teacher X and teaching assistant X to create a set of instructions to count the cubes correctly; class X were forthcoming in suggesting ways to overcome the issue to ensure everyone in the class understood how to carry out the task successfully. Working together, class X were actively engaged in the task at hand. 
Literature review
This essay draws upon literature regarding Assessment for Learning, holistic learning theory and well-being to study the observed critical incident in-depth.
Assessments have been used to test the learning and knowledge of pupils for many years. Black and Wiliam (1998) define the term ‘assessment’ as the way in which pupils are assessed by teachers and themselves to gather information to modify learning (p. 2). In recent years, the use of assessments has been heavily criticised by scholars, Black and Wiliam (1998) in particular, arguing that classroom assessments are more commonly encouraging superficial learning rather than enabling pupils to develop a real understanding of what is being taught (p. 5).  
Assessment for Learning (‘AfL’), often referred to as ‘formative assessment’, is where information is “…actually used to adapt the teaching work to meet the needs” of every individual (Black and Wiliam, 1998, p. 2). Summative assessments on the other hand, refer to the types of assessments of learning with a more formal status, for example, GCSEs (Black and Wiliam, 1998, p. 7). Black and Wiliam (1998) set to explore whether improving formative assessment could in fact raise standards of teaching and learning (p. 2). To do this, AfL is split into four main areas, all of which support one another to improve the standards of teaching and learning.  
Sharing success criteria is the first area of AfL that plays an incredibly important role in the classroom to assess pupils; pupils must be aware, and have an understanding, of what it is they are expected to learn (Black and Wiliam, 1998, pp. 8-9). Only when this is shared with pupils, are they able to create challenging, but realistic, targets to reach a clear end goal. When formative assessments are carried out correctly, teachers can address pupils’ weaknesses and work with them to create a clear picture of how they can improve (Black and Wiliam, 1998, p. 9). Pupils can then internalise and create their own success criteria, taking responsibility of their own learning (Welsh Government, 2010, p. 28).  However, Black and Wiliams’ (1998) research found that pupils are often ‘ranked’ in school, which has huge impacts on their self-esteem, often resulting in a lack of interest and effort in their learning (p. 9). This led Black and William (1998) to suggest that improving the self-esteem of pupils can improve formative assessments and standards for learning (p. 9). This is due to pupils fearing failure; they feel reluctant to involve themselves in activities. However, providing pupils with reassurance that they have an ability to achieve - even with setbacks along the way – motivates pupils to engage in their learning and understand that getting an answer wrong is not equal to failing (Black and Wiliam, 1998, p. 9). 
This is where the second principle of AfL can assist; engaging in self/peer assessment. Both peer and self-assessments offer a unique approach for pupils to reflect on their learning (Welsh Assembly Government, 2010, p. 27) with Black and Wiliam (1998) describing them as crucial components of formative assessment (p. 10). AfL strategies can be utilised in classroom or peer discussions through ideas of the ‘More Knowledgeable Other’ (‘MKO’) and ‘think-pair-share’ (Welsh Assembly Government, 2010, pp. 28; 64). MKO is particularly relevant here and refers to hints and guidance given by one peer to another through the use of scaffolding techniques to break the learning down in a way their peer can easily understand; often explaining in their own words rather than the teachers (Welsh Assembly Government, 2010, p. 64). Not only is this technique useful in relation to MKO, but a pupil engaging in and explaining discussions or topics from their own perspective allows them to develop a further understanding. Nevertheless, whilst self/peer assessments are an effective tool to encourage pupil participation and learning, if the pupils have not been provided with a clear description of their learning aims, this is not achievable (Black and William, 1998, pp. 9-10). Self/peer assessments cannot take place if pupils have not been given a sufficiently clear picture of what they are supposed to achieve (Black and William, 1998, p. 9). 
Relating to this is the third principle of AfL – Feedback. Providing feedback is incredibly important to monitor the progression of pupils (Black and Wiliam, 1998, p. 12). Too often pupils are either not provided with any feedback or it is of very poor quality. For example, in some summative assessments, pupils may simply be given their attained grade with no feedback on areas of improvement (Black and Wiliam, 1998, p. 12). The Welsh Assembly Government (2010) suggests that teachers should provide feedback to pupils as often as possible, rather than as an end-load process (p. 26). Moreover, feedback should be given in a way which allows pupils to understand their strengths, weaknesses, and areas for improvement, as well as offering support and achievable targets (Black and Wiliam, 1998, p. 12). 
The final principle of AfL refers to questioning techniques. It is important that teachers use effective questioning to encourage critical thinking and promote discussion. In addition, the questions asked by the teacher should relate to the learning aims (Welsh Assembly Government, 2010, p. 10). Black and Wiliam (1998) state: “what is essential is that any dialogue should evoke thoughtful reflection in which all pupils can be encouraged to take part”. For example, teachers often ask questions to encourage pupils to speak up and give answers, but when doing so, there is not always enough time given for pupils to think of an answer (Welsh Assembly Government, 2010, p. 25). The Welsh Assembly Government (2010) suggests that if teachers increase this to three seconds, pupils are more able to respond and give more in-depth answers (p. 25). 
All four elements are as important as each other and should be used in conjunction with one another. Furthermore, it is not a ‘one size fits all’ solution. Mentioned previously, it is important that AfL methods are tailored to the individual needs of pupils as these adaptations offer a more effective learning process. 
With that being said, we turn to holistic learning theory. Whilst the need for improving formative assessment is essential in ensuring pupils are learning effectively, holistic learning theories allow researchers to delve deeper into the significant and meaningful experiences of pupils that lead to effective learning, focusing more on the individual pupil (Rogers, 1969, p. 5). This is often referred to as experiential learning which Rogers (1969) defines as having “a quality of personal involvement” and being self-initiated (p. 5). Learning is based on a set curriculum which takes the same approach for all pupils when assessing learning. Pupils are evaluated on attained grades which Rogers suggests no meaning to pupils (1969, p. 5). However, pupils know if the learning “…is meeting his need, whether it leads toward what he wants to know…” (Rogers, 1969, p. 5), therefore suggesting that learning will only be effective when pupils take control, rather than being told what they need to know. This is further supported by Holt (1982) who states that the ‘bright’ pupil “…likes to experiment…he does not want to be told how to do the problem…because he does not want to be cheated out of the chance to figure it out for himself” (p. 272). Holt (1982) further suggests that classrooms pupil-led classrooms will satisfy curiosity and develop pupils’ abilities (p. 295).
As an example, Rogers (1969) draws on the notes of Barbara J. Shiel, a teacher, who carried out experiential learning in her classroom as an experiment to encourage self-directed learning. The experiment did not deflect from the prescribed curriculum; however, it enabled the pupils to work at their own pace and incorporate their own interests into their learning. Majority of the class found that being able to work at their own pace/level motivated them to learn and develop confidence in their learning abilities (p. 5). The findings showed a level of support to Rogers (1969) theory which states that education is more efficient when pupils are able to play an active part in their learning - whereby they are involved in the entire process, as when they take a passive approach, they are disassociated from the learning process (p. 158).
Holistic/humanist theory is a particularly new concept that perhaps contradicts more traditional views of learning such as behaviourism, which suggests that learning is passive and occurs when there is a change in behaviour through positive or negative reinforcement (Moore, 2017, pp. 9-10). However, it appears to hold more relevance today by ensuring learning is meaningful to every individual, emphasising a shift towards pupil-led learning; however, there is still an emphasis on grades attained, so the movement to an entirely holistic approach to teaching may not be possible. Nevertheless, the example Rogers (1969) gives regarding Barbara J. Shiel offers a great insight into how the classroom can implement pupil-led activities to encourage pupils to engage more and to learn at their own pace (p. 5). However, there needs to be some elements of control from the teacher to ensure the chosen learning by pupils fits in with the curriculum and develops their learning. 
The final area of discussion is the role well-being plays in education. Well-being relates to mental and physical health as well as social, and emotional development; it can be associated with holistic theory by ensuring schools are putting the needs of individual pupils first. Recent research has indicated that the well-being of young people in Wales is low and is not showing signs of improvement (Hewitt et al, 2019, p. 1). Furthermore, Morrison Gutman and Vorhaus (2012) identified a correlation between emotional, behavioural, and social well-being and current educational outcomes. Their research found that well-being was crucial in determining academic progression and school engagement, suggesting that pupils with ‘good emotional well-being’ were more engaged in their learning and showed signs of better academic progression, compared to those with ‘lower emotional well-being’ (p. 39). Consequently, it only seems right for the Government and schools to place more emphasis on improving the well-being of pupils to encourage engagement. 
Following recommendations from the Donaldson Report (2015), Wales will incorporate well-being into all aspects of school life as part of a new Curriculum for Wales which adopts a holistic, whole-school approach to well-being (Welsh Government, 2020, p. 73). The new curriculum poses five statements of ‘what matters’, with each working together to provide the best outcomes for pupils to learn about the importance of their well-being. Pupils will be taught about the lifelong benefits of good physical health and well-being and will develop an understanding of how mental health and well-being can be impacted by the way we process and respond to experiences. In addition, pupils will be able to understand how the decisions they make impact on the quality of their own lives as well as others. Furthermore, pupils will learn about the positive impacts of developing healthy relationships and will explore the social influences that can affect well-being (Welsh Government, 2020, p. 74). 
Furthermore, the importance of well-being can be seen within the Well-being of Future Generations Act (Wales) 2015. The Act provides legislative guidance for public bodies, and through applying a sustainable development principle, intends to improve Wales’ social, economic, environmental, and cultural wellbeing (Well-being of Future Generations (Wales) Act 2015). Public bodies are required to work collaboratively with the Welsh community whilst considering the long-term impacts of their decisions. Furthermore, the Act appoints a Future Generations Commissioner to support the interests of Wales and the public bodies whereby their role consists of advising public bodies on different elements of their work, conducting reviews and research into national indicators and milestones in well-being objectives, making recommendations and publishing a Future Generations report containing their assessment a year prior to Assembly elections (Well-being of Future Generations (Wales) Act 2015). The Act puts forward seven well-being goals to illustrate the vision of Wales it wishes to see. These are: a prosperous Wales; a resilient Wales; a more equal Wales; a healthier Wales, a Wales of cohesive communities; a Wales of vibrant culture and a thriving Welsh language; and a globally responsible Wales (Well-being of Future Generations (Wales) Act 2015).
Furthermore, public bodies are required to show progress towards their attempts in achieving these goals by producing and publishing a well-being statement to highlight their chosen objectives, and why they will help them to achieve such goals (Well-being of Future Generations (Wales) Act 2015).). Within these requirements sits a further necessity to highlight national indicators and milestones to assist with reviews by Ministers and allow possible trends to be identified, whilst also presenting a clear picture of the current situation and where Wales is heading (Well-being of Future Generations (Wales) Act 2015).
The research emphasises the need for pupils to be engaged and play an active role in their learning. However, AfL appears to place more emphasis on ensuring teachers provide the pupils with the necessary information to progress. This study will draw links between the above discussed research and aims to fill the gap between ensuring learning is pupil-led, promoting well-being and self-esteem, but with the teacher also playing an active role to ensure this is possible by utilising AfL strategies.
Reflection
According to Kolb (1984), critical reflection contributes to the continual development of practitioners which allows them to learn new ways to enhance their practice (p. 21). Kolb’s model of reflection suggests a four-stage process with the underlying assumption being that we learn from experiences (1984, p. 21). These four stages are: concrete experience; reflective observation; abstract conceptualisation; and actual experimentation. Concrete experience refers to the situation which has taken place, then considering the meaning and impact of it. Following this, practitioners can then reflect on what has taken place. The third stage is to conceptualise the experience, drawing conclusions from the ideas formulated as a result. The final stage refers to putting the formulated ideas during the reflection and conceptualisation stage to the test, applying them to a new real experience (Kolb, 1984, p. 21).
In this observation, the critical incident identified within class X was the concrete experience (Kolb, 1984, p. 21). Through the observation carried out, I was able to observe an example of effective teaching in terms of utilising AfL strategies. It was clear from the observation that the success criteria had been shared with class X whereby they were able to apply already existing knowledge of counting to nine  to meet the learning objectives, as mentioned in Appendices five. Teacher X acted as the MKO, using scaffolding techniques to offer guidance to class X and ensuring they played an active role in the learning (Welsh Assembly Government, 2010). Furthermore, teacher X provided feedback throughout the activity, ensured class X understood the learning objectives, and used effective questioning techniques to encourage critical thinking and discussion. Teacher X asked open questions to class X, including individual pupils, whereby pupil A was asked to identify what teacher X was doing wrong, therefore demonstrating an understanding of the learning. Teacher X then asked pupil B to explain how she was doing it wrong which encouraged pupil B as well as the other pupils to think critically and promote a class discussion. Consequently, teacher X was clearly utilising AfL strategies which were contributing to the success of the activity and encouraging effective learning.
During the conceptualisation stage of reflection, I was able to formulate my own ideas from the observation and draw upon research to be able to make sense of these ideas before drawing conclusions. I looked at theory, legislation and learning strategies to develop an understanding of the experience which provided a further insight into the experience (Kolb, 1984, p. 21). Upon reflection, it is clear to me that the critical incident is a positive one that reflects teacher X’s ability to encourage engagement and learning in a way which promoted their self-esteem and well-being. I believe the critical incident observed has offered an interesting and unique method to teaching.
I believe teacher X did an exceptional job in the observation and enabled class X to play an active role in their learning to promote effective learning (Rogers, 1969, p. 158). If I were to use this method of teaching in my own practice, I would ensure that the activity remained to be pupil-led, only offering guidance where truly necessary. Due to the challenges posed by COVID-19 and completing the observation online, I cannot reflect on the entirety of the lesson as I was only able to observe a snippet; however, I would ensure that if there were any pupils that appeared to be struggling with the information, or were perhaps needing further support, I would put further provision or perhaps a focus group task to ensure all pupils were supported to carry out the activity. 
Furthermore, whilst a class discussion was encouraged, there were opportunities where the use of pupils in class X putting their hands up and not talking over one another may have allowed for teacher X to discuss the activity with more pupils. 
Conclusion
This essay has explored how critical incidents within classroom settings can act as useful tools for teachers to reflect on their current practice and introduce new opportunities to further enhance the lessons they deliver. As previously mentioned, it was clear that teacher X consistently encouraged effective learning by influencing class X to engage in the activity, and in doing so, had a clear regard for the well-being and empowerment of pupils in class X.
The analysis following the critical incident has highlighted similarities, thus providing support to previously discussed research, including the importance of promoting pupil well-being which encourages pupil engagement. Furthermore, it highlights the importance in ensuring that quality feedback is provided to pupils’ as often as possible to ensure they understand their learning and can progress when the success criteria is shared. Due to the observation only being of a snippet of the lesson, it is difficult to suggest that the lesson/topic was entirely pupil-led and that the observation has filled a gap in the research. However, it was clear that the pupils played an active role in the lesson and their learning with the assistance of teacher X.
In addition, teacher X demonstrated leadership, particularly when taking on the role as MKO which enabled class X to think critically. In reference to Appendices one, the environment observed remained positive, energetic, and fun, but was still controlled by teacher X which allowed for the desired outcomes to be reached. Furthermore, teacher X ensured teaching assistant X was involved in the task observed which allowed for mutual collaboration within the task.
Appendices

Appendices 1
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

The session took place in the afternoon after lunch. Pupils within the class are aged four-five in reception.


	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).

The lesson is taking place indoors within the classroom. The class consists of around fifteen-twenty pupils, one teacher and one teaching assistant. The subject area is mathematics/numeracy but to complete the task, the class is also co-constructing criteria. 
There is no mention of children with Additional Learning Needs. There is also no mention of where in the unit of study the class is currently situated; however, the assumption is that they are perhaps only a few sessions in.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The overall vibe in the classroom is positive. The pupils have just come back from lunch, so the class seems excitable and chatty, perhaps where the pupils have not settled down ready for the lesson immediately; however when the teacher is ready to begin the lesson, the class quietens down and listens to the teacher. A couple pupils carry on playing around with each other while sat down, but after the teacher refers to them by their name, they know to stop and listen. The teacher starts the lesson off with a ‘talk-partner training’ to welcome each other back after lunch which engages the pupils. The pupils appear to be eager to take part in the lesson and remain engaged throughout.


	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?

The teacher explained the different tasks the pupils are required to complete, as and when it was time to complete each one. The teacher explained exactly what she was doing during a discussion with the class to ensure they were engaged and could follow the task with her to limit confusion. The pupils were engaged and participated in the tasks given to them by their teacher and we encouraged to think critically about information they may already know in order to apply it to different contexts through the different tasks given to the pupils. For example, the teacher would deliberately count the cubes in a task wrong. The pupils would pick up on this, tell her she was doing it wrong and explain why. After explaining why,the pupils were able to think critically and creatively and communicate effectively with the teacher and fellow pupils to offer solutions to ensure the task could be carried out correctly. 


	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)? 

The teacher explained each task prior to the class being expected to complete it. The pupils were able to participate in the initial counting task/co-constructing criteria through the interactive board as the pupils could see clearly what the teacher was counting.
During the co-constructing criteria task, the pupils assisted creating a list of instructions which were visible to the class when they were expected to carry out their own counting task later in the session. During this session, the pupils were given their own cubes to count and the instructions were available for them throughout. Furthermore, during the counting task later in the session, the pupils were sat in a large circle with the teacher in the middle. This allowed the teacher to engage with all of the pupils, and to ask questions which allow the pupils to think critically about what they were doing and to offer guidance where necessary.


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

The use of the interactive board engages the pupils as they can see clearly what the teacher is doing. When the teacher completes the task wrong, she asks different pupils to explain what she is doing wrong; she then asks what to do to carry it out correctly. By asking these questions the teacher ensures the pupils remain engaged in the lesson. During the observation, it was clear that the pupils had already existing knowledge of counting from one to nine, therefore the observed activity challenged them further by creating a set of instructions to follow which involved their existing knowledge of counting.


	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)?

The pupils had existing knowledge on how count in single digits. The task observed consisted of nine cubes and the pupils already knew how to count from one-nine. The teacher asked plenty of questions throughout so the children could recall already existing knowledge, and new knowledge learned in the lesson. The task involved creating a clear list of instructions to break down the criteria required to count the cubes in the correct order without counting one too many, or not enough.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

The teacher used cue cards when she wanted the pupils to face the front, be quiet to ensure they could listen to her speak, when she wanted them to stand up, etc. – authority. When the teacher used the first cue card asking the pupils to face the front after their talk-partner training, two pupils remained ‘high-fiving’ and giggling; the teacher paused for a few seconds to see if they would turn on their own but they didn’t. She called them both by their names and they turned immediately to listen to her – demonstrating authority.
The teacher praises the children that face the front straight away after using the first cue card – positive reinforcement.
When carrying out the initial counting task the teacher deliberately counted the cubes incorrectly, so the pupils were able to notice, tell her, and offer a solution to count them correctly. Whenever the pupils explained to her what she did wrong and how she could rectify it, she makes sure to praise them – wellbeing and empowerment. When one of the children tries to demonstrate how to count the cubes correctly, the teacher stops the pupil and asks the pupil to explain to her what she did wrong and how she can count them correctly – positive reinforcement when praising the children for participating? Encouraging the students to be confident. Effective questioning asking the children ‘why?’ and ‘how?’ questions to think critically and explain – Assessment for Learning strategies. 
In the example above where one of the pupils’ walked to the board to show the teacher how to count correctly, the teacher stopped the pupil because she was simply going to demonstrate and show her how to count, rather than explaining a suitable solution to ensure she counts them correctly without counting over and over the cubes – encouraging the pupils to think critically to offer solutions rather than simply being shown how to do something - encouraging independence.



Appendices 2
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

The lesson observed took place in the morning with a year two class.


	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).

The class were participating in a maths lesson. I cannot say for definite where in the unit the class is; however, from the observation it seems they are in the middle or close to the end. Furthermore, the lesson took place indoors.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The vibe in the classroom is positive and energetic and the pupils are engaged in the task and appear to be eager to work in pairs to work out the answers to the questions provided by the 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?

The teacher explains the task the pupils are expected to complete and engages them in the way she changes her tone of voice when emphasising the different levels of difficulty assigned to each question. The tasks provided to the pupils by the teacher align with the purpose of the lesson. The pupils are using their knowledge of the times tables, units, tens, hundreds and thousands to solve three questions which have different levels of difficulty.


	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)? 

The teacher provides three separate ‘challenges’ on the whiteboards of increasing difficulty. She explains that, working in pairs, the pupils are to see if they can work the answers out. The teacher does not provide much direction in the sense of telling the pupils how they can work it out, rather she provides them with the freedom to use the times tables they know as a pair to figure the answers out. 
The teacher sits with different pairs throughout the activity. 
The pupils are aware of what is expected of them in the task and engage in their pairs to solve the answers. While the pupils are aware of this, they seek clarification and advice from their teacher if they are unsure on their work to which the teacher sits with them and through effective questioning techniques and scaffolding guidance, allows the pupils to figure out the answers themselves.
The pupils have whiteboards to assist with their workings out for each question which helps the pupils to write their working out.


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

The task involves three questions of increasing difficulty which challenges the pupils’ knowledge of their times tables. From what was observed, all of the pupils in the class were able to take part in the activity all were challenged – some, it could be argued, were more challenged than others but through the help of their peers and teacher, were able to successfully complete the task.


	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)?

The pupils used existing knowledge of their times tables to work out the answers to the questions provided. They are also used their knowledge of the difference between thousands, hundreds, tens and units to assist with answering the questions. The teacher sits with different pairs and discusses their workings out and answers with them, asking them to explain “why” they know a particular number is part of a certain times table, or “how” certain numbers equal the correct answer.
The pupils are learning different ways of knowing a particular number is part of a certain times table from questions asked by the teacher to guide them.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

When discussing the answers with the pupils both in their pairs and when the class comes together as a whole, the teacher never tells the pupil ‘no that answer is wrong’, but instead she asks them to explain their answer and how they got that answer and by using effective open questions such as ‘how’ and ‘why’, the pupils are able to realise they have gone wrong and are able to rectify it. The teacher is using effective questioning techniques while also helping the pupils to activate prior knowledge to assist them in the task.   



















Appendices 3
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

Pupils observed were in a year five physical education class.


	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).

The lesson observed is a Year five Physical Education class that takes place within an indoor sports hall where the class are taking part in a ‘net games’ activity with the aim of hitting a shuttlecock by the end of the lesson. The observation only observes the warm-up activity to assist with the end aim rather than the whole lesson.
The class consists of children with a range of additional learning needs; however, it is not specified what these are. A couple of the pupils have a teaching assistant/learning support assistant taking part in the activity with them so this could suggest that these pupils need a little more assistance than others in their class.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The classroom vibe is positive and energetic. It can be observed that the pupils are intrigued and excited to get started in the activity while the teacher is explaining the task. All the pupils in the class are engaged and taking part in the activity.


	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?

The teacher communicates and explains what the pupils will be doing within the lesson and the warm-up activity. The teacher assigns the pupils to an individual station marked by a hoop. Two of the pupils had a TA/LSA with them. The pupils were separated into three sections by benches so the pupils requiring a TA/LSA were in their own section.
The aim of the warm-ip activity is for the pupils to collect as many shuttlecocks as possible and to place them in the hoop which marks their individual station. The teacher explains that the pupils will collect the shuttlecocks by stealing them from their fellow pupils’ hoops.
The teacher informs the pupils that they are only allowed to collect one shuttlecock at a time. Only after one has been collected and placed into their hoop can they take another.


	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)? 

The task was explained to the pupils by the teacher before it was carried out. The use of the hoops and shuttlecocks allowed the pupils to understand exactly what they were expected to do. During task, the teacher would shout encouragement to the pupils while also reminding them of the rules of the game. For the pupils with a TA/LSA assisting them, the TA/LSA would help to the pupils with looking where to steal the shuttlecocks from.



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

The teacher introduced an element of competitiveness to the activity which appeared to engage the pupils more and it can be observed that the pupils were having fun completing the task. The pupils were required to run to different parts of the sports hall to collect the shuttlecocks and were only allowed to pick one up at a time so it was important the pupils were counting to make sure they only picked up one and no more at once.


	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)?

After the activity, the pupils were asked to count how many shuttlecocks they had each, which allowed them to use existing knowledge of counting (in single digits for this activity) to determine who collected the most shuttlecocks. The learning objective was to be able to hit a shuttlecock by the end of the session so the pupils were becoming familiar with the shuttlecocks prior to the other activities after the one observed.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

The teacher is cheering the pupils on, shouting encouragement at them directly – promoting their well-being and confidence. The teacher is easing the pupils into learning different aspects of a new sport – teaching skills gradually to not cause fear over a challenge.
The teacher also ensures that all pupils are able to take part in the activity.


















Appendices 4
OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:

The class consists of pupils within the foundation phase, either reception or year one.


	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).

The subject area is physical literacy tied in with physical education encouraging the pupils to move around in different ways. The lesson is being conducted in an indoor sports hall.
There is no mention of whether any of the pupils are at a different ability than others, nor where in the unit the pupils are.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The vibe in the classroom is positive and energetic. The class are excited when walking/running into the sports hall. After they arrive in there, they immediately begin to run around. The pupils are excited to begin the activity and are engaged and motivated. The pupils are well behaved and listen to the teacher when being given instructions.


	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?

The aim of the lesson is to encourage the pupils to move around more and engage in physical literacy. The teacher explained the movements he wanted the pupils to complete and would shout ‘freeze’ when they were to stop and listen to be told the next movement. The teacher demonstrated each movement the pupils were to complete to ensure the pupils understood what they were being asked to do before having to do it.


	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)? 

The teacher demonstrates every movement the pupils are expected to complete. The pupils are also able to look around the room to see what the rest of their class are doing to ensure they are doing the same thing.


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

The teacher changes the movements he wants the pupils to copy and, in doing so, some of the movements increase in difficulty as they involve a combination of previously completed movements. The pupils are in an empty sports hall so they have the freedom to roam the whole area running around and completing different movements.


	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)?

The pupils already have an understanding of the different movements the teacher is asking them to perform, but through his demonstrations, they are able to combine movements and perhaps create new ones. The pupils have an understanding and are already aware that when in a group of people you should be cautious to not bump into each other. The teacher brings in the pupils knowledge of different animals and the movements these animals use which allows the pupils to imitate these already known movements.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

A pupil falls over near the start of the activity and rather than drawing huge attention to the situation because the pupil gets up straight away and carries on with the activity, the teacher acknowledges it in a more casual way. The teacher asks the pupil if he is okay during the ‘freeze’ and from this, he incorporates an element of caution to the movements. He also explains that the pupils should put their hands out in front of them as this will protect their face if they do fall over. When demonstrating the following movements, in particular the jumping kangaroo movement, he advises they are not a normal kangaroo; they are a cautious kangaroo. This way, the pupils are looking around as they jump to avoid bumping into each other – ensuring the pupils are cautious to not hurt themselves or one another.






















Appendices 5
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
The class observed was a reception class during the afternoon and consisted of children aged four-five. The lesson took place in an indoor classroom whereby the class, teacher and a teaching assistant were present. The activity observed was a counting task for a mathematics/numeracy lesson, but also added a skill of co-constructing criteria to create a step-by-step guide of instructions.



	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	During the class, the teacher was introducing a counting activity for the pupils. The teacher started the activity off by putting a number of cubes under a visualiser so the pupils’ gathered in a group so they could see exactly what she was doing.
The teacher arranged the cubes in an unorganised manner and began counting them where the pupils joined in. The teacher pointed at each cube she was counted so the pupils could see, and she deliberately counted over them more than once until the pupils stopped her.
She looked confused and asked the pupils to tell her what she has done wrong. She asked a few pupils individually, and when one of the pupils wanted to stand up and show her how to count them properly, the teacher told her not to, but instead tell her what she was doing wrong, and why it was wrong.
This allowed for the pupils to think critically through the use of effective questionning by the teacher. It was a group activity which meant the children could bounce off of each other in terms of answering the teacher’s questions to assist her in finding out a suitable method to correct the cubes correctly.
Whenever a pupil answered her question with an answer on how she could improve her method, the teacher praised the pupil – this positive reinforcement encouraged the pupils to engage/remain engaged in the group activity. 
Together, the teacher, the teaching assistance and the pupils constructed a set of instructions on the best method to use to count the cubes correctly, using trial and improvement after each step, and adding in a new to step to clarify if necessary too.
The teacher used Assessment for Learning strategies to ensure the pupils had an understanding of the success criteria to meet the learning objectives and through effective questioning, was able to ensure the pupils were thinking critically to understand the learning. 










Appendices 6
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
The lesson observed was a year two mathematics lesson taking place in an indoor classroom. The pupils were engaged in the lesson and the atmosphere was positive and energetic. The class was taking part in an activity which involved solving three questions, with each one increasing in difficulty to apply already existing knowledge of their times tables to the current lesson.



	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	During the lesson, the learners were required to work in pairs at different times, to discuss how they would answer the questions provided by the teacher.
These questions varied in difficulty and required the learners to think about what they already know about the the timestables – the ten times table in particular – in order to answer the questions.
The teacher sat with the learners in their pairs and asked effective questions to ensure the learners could explain why they believed their answer was correct, and how they came to the answer. In some instances, it was observed that the learners had in fact got the answer wrong; however, the teacher would never tell them it was wrong. Instead she would ask questions as above to say “how do we know this number is part of the x times table?” and the way these questions were asked allowed the learners to see and understand that their initial answer was wrong, but with little guidance were able to rectify their answer, but understand what they were doing at the same time, using already gained knowledge.
The teacher was praising the pupils at every opportunity possible and provided feedback as often as possible which enabled the pupils to work on areas that needed improving, for example, but also so they understood their strengths.
The teacher was focused on enhancing the class’ learning by incorporating questions to challenge them.












Appendices 7
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
Pupils observed are in a year five class within an indoor sports hall. The class consisted of pupils with additional learning needs; however, there were no specifics provided on what the additional learning needs are. 
The learning objective is to be able to hit a shuttlecock, but the observed activity was part of the warm-up.
The class was small with less than ten pupils and two of those pupils had a teaching assistant/learning support assistant with them during the activity.


	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The pupils were engaging in a warm up activity which would assist in working towards the learning objective of hitting a shuttlecock. The teacher was shouting constant encouragement during the activity which was motivating and enaging the pupils even more which can be seen to promote well-being and empowerment by increasing their confidence during their learning.
The element of competitiveness and incentive involved in the activity was interesting to see as it encouraged the pupils to participant in the activity. Furthermore, it was really interesting to see the build up of skills in different activities rather than throwing the pupils in at the deep end and presenting them with a challenge that may seem too difficult initially and cause them to fear those sorts of activities in the future.
















Appendices 8
CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
The class observed was a P.E Physical Literacy class within the foundation phase consisting of pupils in either reception or year one.
The class took place in an indoor sports hall whereby the pupils were encouraged to run around using all of the free space inside the sports hall and following the teacher’s instructions/demonstrations, were required to carry out a range of movements to improve physical literacy. The class is energetic and appears to a fun environment for the pupils.




	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	During the class, the pupils were engaged in an activity to develop their physical literacy. This involved running around the sports hall in which the class was taking place and completing a series of different movements following the teacher’s demonstration.
During the activity, and when the learners were running around before being asked to complete a specific movement, one of the learners tripped and fell over. The teacher didn’t address this in a way which drew attention to the learner and the situation, but rather when ‘freezing’ before being given the next movement, the teacher looked and put his thumbs up asking the learner if he’s alright. The teacher did not draw a huge amount of attention to the situation, but rather checked on the learner in a way that he could perhaps do with the whole class, making sure they are okay with the task.
From then, with each movement the teacher demonstrated, he added an element of caution and reminded the pupils to be cautious with their movements.
When introducing a ‘kangaroo movement’, the teacher told the learners they won’t be a normal kangaroo, but a ‘cautious kangaroo’ and demonstrated how they would complete this movement.
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