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. 
This assignment will critically evaluate the role of reflective practice in informing the next steps to be taken to improve teaching and learning, particularly in consideration of a critical incident.  According to Tripp (2012) a critical incident is something that is created through a process of critical reflection. Thus, states the reason an incident becomes critical is through the analysis an individual makes in response to their observation of an incident. The definition given by Tripp (2012) is: “incidents appear to be ‘typical’ rather than ‘critical’ at first sight but are rendered critical through analysis” (p.25). During the analysis of ‘critical incident’, the reflection process informs practice by identifying what worked well or why teachers employ strategies and what can be improved upon in order to improve the critical incident or mirror the critical incident into future practice. Additionally, the role of reflective practice will be analysed along with consideration of different methods of critical reflection. Furthermore, this assignment will look at a critical incident observed and make links to Donaldson’s Successful Futures (2015) and more specifically the Four Purposes of the Curriculum for Wales. The Four Purposes stated that “children and young people should develop as: ambitious, capable learners, ready to learn throughout their lives, enterprising, creative contributors, ready to play a full part in life and work, ethical, informed citizens of Wales and the world and healthy, confident individuals, ready to lead fulfilling lives as valued members of society” (Welsh Government, 2015). Through evaluating the critical incident, identification of areas of research will be discussed. The areas of research that will be considered are, Vygotsky’s Zone of Proximal Development (ZPD), scaffolding and effective questioning. Furthermore, identifying next steps taken to inform future and professional development will be considered.  The case study observed will provide the foundation for the literature review. Thus, provide the researcher the opportunity to critically reflect on an observation in order to identify pedagogical approaches to inform the next steps to teaching and learning. According to Furlong (2015) reflection is an extensive part of the initial teacher education (ITE) play an important role in the reform of education in Wales. Thus, reflecting and research underpin a large part if the Qualified Teacher Status (QTS) standards (Welsh Government, 2018). 


The role of reflective practice is used in a wide range of different professional roles, where professional knowledge and professional judgment are required (Bolton, 2014). Amongst many professionals who recognise the importance attached to reflective practice are those who work in education, especially teachers (Thompson and Thompson, 2008). In order to arrive at a contemporary version of critical reflection, consideration must be given to two leading authors in this field who were the first to identify and influence the idea of reflective practice, Dewey (1933) and Schön (1988 and 1991). Dewey (1933) suggested that for teachers to participate in reflective practice, teachers must break the cycle of action through impulse and instead practice ‘habits of reflection’.  Thus, stating that reflective practice involves “active, persistent, and careful consideration” (p.6). Additionally, Dewey (1933) puts forward the idea of ‘open-mindedness, responsibility and wholeheartedness’ as three attributes linked to a reflective individual. According to Farrell (2012), Dewey’s concept of reflective practice challenges professional judgement through learning how to think intelligently about one’s work. Thus, Farrell affirms Dewey’s importance by stating that the first concept of reflective inquiry within teaching is seen in Dewey (1933), work in ‘How We Think’ (Farrell, 2012, p.10).

The second model of reflective practice that has equally been a foundation for critical reflection is the work of Schön (1991 & 1988). Schön wrote ‘The reflective practitioner’ (1991) and ‘Educating the reflecting practitioner’ (1988) both looking at the role of reflective practices. The strength behind Schön’s (1988) model of reflective practice lies in the consideration of ‘reflection in action’, which requires reflecting at the time the experience itself is happening and considering how to act immediately as the experience unfolds, therefore applying professional judgement to ‘think on your feet’. The second part of Schön’s method is ‘reflection on action’ which requires professionals to consider the experience and what might they do differently in future. However, Schön (1988) acknowledges the importance that professional knowledge and competent practitioners play in effectively applying “reflection on action” (p.22).  

Bassot (2016) claims that when applying ‘reflective practice’ to education, being reflective alone is not enough. Therefore, argues that in order to reflect at a deeper and more profound level, practitioners must question their approach, experience and engagement while challenging their assumption in order to gain a greater and deeper understanding of their decision. Through following this approach, Bassot (2016) believes that an individual engages with the notion of ‘critically reflective practice’, which is deeper than ‘reflective practice’. Bassot (2016) also makes the link between the importance of engaging in research alongside reflective practice.


Brookfield (2009) suggests by including the word ‘critical’ alongside reflection, the meaning behind ‘critical reflection’ implies a greater level of seriousness to the style of reflection happening. Therefore, the level of reflection being practised is of greater value, leading to a more profound result; this is similar to Bassot’s (2016) position. Both authors recognise the value of critically questioning one’s practice in order to avoid allowing assumptions, emotional judgement or belief to influence professional practice. They agree that critical reflection requires teachers to hold accountability for their future practice. 

Winch et al. (2015) suggest that critical reflection plays a key role in teachers’ professional knowledge. Thus, critical reflection is a practice which advances teachers’ professional knowledge; teachers who employ critical reflection become better teachers, primarily because they spend time considering and evaluating the strategies, they use to encourage learning. Winch et al. (2015) suggests that ‘reflection’ implies the ability of teachers to analyse their teaching and to examine what and how they are teaching, what worked and/or what can be improved upon going forward.  Similarly, to Bassot (2016), Winch et al. (2015) also make the connection between research and critical reflection, highlighting the link research makes in enhancing the outcome of critical reflection. 

Furthermore, the work of Kolb (1984), Kolb and Fry (1975) Learning Cycle, Gibbs (1988) Reflective Cycle, Brookfield’s (1998) Four Lenses and Myer’s nine dimensions of reflective practice (Zwozdiak-Myres, 2012) all consider the importance of reflection to inform teaching for the purpose of professional development. Thus, highlighting the role critical reflection plays in informing teaching and learning. 



In order to experience a critical incident, the researcher gained access to a secondary school to carry out their observation. To comply with BERA (2018) regulations, no personal information about the school, staff or pupils will be shared within this assignment to avoid any possible identification of those involved. The school the researcher attended was a medium size Secondary comprehensive with the pupils ranging from the age of 11-16 years old. According to the school’s latest Estyn report in 2013, the number of learners attending the school is approximately 522. The school covers a wide geographical area within Wales, with “17.9% of pupils eligible for free school meals, and 22% of pupils living in 20% most deprived areas of Wales” (Estyn, 2013).
The researcher observed four lessons throughout the school day. These lessons included a year 9 Religious Education lesson, year 8 English lesson, Year 10 Mathematics lesson and a year 7 Religious Education lesson. This provided the opportunity to observe different teachers and pupils in a verity of context. For full field notes of the whole observation, please appendix A, B, C. The incident observed by the researcher, which became ‘critical’ by applying Tripp’s (2012) definition, was the year 9 Religious Education lesson. The ‘critical incident’ observed involved a range of imaginative teaching approaches for the benefit of each learner in the class. The teacher used direct teaching to whole classroom discussion, to a direct question and answer session and paired work. The teacher facilitated pupils’ learning rather than using a ‘chalk and talk’, didactic approach. Instead, pupils were very highly motivated to engage in discussion throughout the whole lesson. The teacher drew on pupils’ previous knowledge and asked them challenging questions. The pupils were given a platform to lead a peer discussion with small prompts from the teacher who helped the pupils draw on previous knowledge from prior lessons or their own personal experience. The aim of the lesson was to consider the definition of ‘divine commands.  At the beginning of the lesson, the teacher asked the pupils directly what ‘divine commands meant’, thus asking the pupils a challenging question. After further discussion and reading of a text containing a definition, pupils also watched two films on the topic. Throughout the observation of this critical incident, the researcher observed that this method of teaching was highly effective because the pupils were engaged and on task.  This coincides with Donaldson’s ‘Four Purposes’ as outlined in Successful Futures (Welsh Government, 2015). In addition to ‘ambitious, capable learners ready’, pupils should also seek and enjoy challenge and have the capability to connect and apply knowledge, while also being able to communicate effectively (Donaldson, p.29).  This lesson showed evidence of the incorporation of Donaldson’s Four Purposes into pupils’ learning experience and the teacher’s lesson plan. The teacher encouraged collaborative learning and pupils discussed ideas with their peers in groups or pairs to provide their own definitions of ‘divine command’. As a result of observing these critical incidents in relation to the teacher’s imaginative teaching approaches for each learner, further consideration will be given to the research underpinning Vygotsky’s collaborative learning and the zone of proximal development, as well as methods of scaffolding to facilitate learning and the connection between effective questions as a pedagogical tool for teachers. The full notes for this observation is in appendix A. 

The Zone of Proximal Development (ZPD) was originally developed by Russian psychologist Lev Vygotsky (Cole, et al, 2007). Vygotsky (1978) studied the relationship between learning and development. According to Cole et al. (2007) Vygotsky believed learning should take place on an equal level to a child’s developmental age. This led Vygotsky to explaining that ZPD is the distance between a learner’s actual developmental level, and their potential development. Furthermore, Vygotsky’s concept of ZPD claims that a child’s potential level of learning is reached through guidance and support from an adult, or through collaboration with a more capable peer. Essentially, Vygotsky’s theory of ZPD represented his idea of where he believed learning and development meet. Warford (2011) explains Vygotsky’s work on ZPD is significant as it explains ways in which teachers can measure what a learner can achieve independently and the proximal level a learner can attain with guidance from an expert. Vygotsky (1978) argued that testing pupils should be based on a child’s potential development in addition to their actual developmental level. Thus, according to Daniels (2008) Vygotsky was interested in understanding how learners made progress and therefore his work on ZPD discusses the relationship between assessment and instruction. 

Moreover, Smidt (2009) states ZPD helps educators understand the difference the level of performance a learner achieves through collaboration or aided support.  Nordlof (2014) claims that Vygotsky’s work on ZPD suggests that a student’s development in their learning whilst supported by their teacher might be a better way of assessing proximal intellectual growth, instead of focusing on the level achieved unaided.  Aubrey and Riley (2016) state the reason Vygotsky’s work has grown in popularity amongst educators is due to Vygotsky’s acknowledgment of the role teachers play in the learning process.  Vygotsky (1978) argued that children learned differently from adults and therefore Vygotsky’s theory gives educator a “theoretical foundation for their practice” (Aubrey and Riley, 2016, p.48).  

However, Smagorinsky (2018) believes Vygotsky’s theory of ZPD has been misinterpreted and argues that ZPD is a briefly mentioned pedagogical idea in Vygotsky’s collective work in psychology and child development. Smagorinksy (2018) believes that ZPD has become as a short-term solution to helping children learn as many people who read ‘Mind in Society’ have not read Vygotsky’s full work and as a result do not fully understand the concept of ZPD and the connection between cultural views in aiding higher mental functions. Furthermore, argues that ZPD is used as a method of ‘what can teachers do’ to aid students in developing their understanding and working independently by first approaching the task through collaborative work with a more knowledgeable person. This brief account of ZPD within Vygotsky’s life’s work has led to this theory becoming Vygotsky’s biggest contribution to educational literature (Smagorinsky, 2018) which highlights the role ZPD plays in teachers’ pedagogical approach to teaching today’s learners. 

According to Daniel (2008), Vygotsky’s theory of ZPD has influenced researchers in several different fields, and thus highlights the affect his theory has had on research into human and child development. A common error is that the popularity of Vygotsky’s work on ZPD can create the assumption that ZPD was Vygotsky’s main contribution to human and child psychology. Similarly, to Smagorinksy (2018), Daniel (2008) makes the argument that ZPD does not feature often in Vygotksy’s work, although it has become significant in education due to the explanation for the role the educator, or more able person plays in supporting a learner’s progress. Keenan (2002) acknowledges that ZPD has given educators a better understanding of how pupils learn and the process that takes place. This provides educators with a better understanding of how to facilitate quality learning experiences. However, ZPD does not pinpoint what exactly goes on within the ZPD zone and as a result ZPD has helped coin the term scaffolding. 

According to Shabani et al. (2010) many scholars consider scaffolding alongside ZPD as the theory underpinning the scaffolding method used by many teachers. The concept of ZPD therefore often coincides with the term scaffolding, which refers to the support a novice learner receives from an expert in order to achieve a greater level of attainment, thereby applying a level of understanding of a pupil’s current level and potential level of achievement. This is where the connection between the two notions is mainly seen (De Guerrero & Villamil, 2000). The literature surrounding scaffolding differs in opinion as to who developed the metaphor scaffolding within an educational context, and this argument is seen in the work of many authors such as Shavarts & Bakker (2019); Hammond (2001); Smagorinsky (2018) & MacBlain (2018) to name a few.  

The theory of scaffolding in relation to education was first developed by cognitive psychologist Jerome Burner, however formally composed by Wood, Bruner and Ross (1976). Aubrey & Riley (2016) highlight that Bruner made a significant impact on teaching and learning. Bruner’s work appears to adopt a constructivist approach towards teaching. According to Smidt (2011), Bruner was highly influenced by the work of theorist Jean Piaget and Lev Vygotsky and thus their work plays a significant role in Bruner’s work. Even though Piaget and Vygotsky’s opinions had similar elements, their work overall was entirely different. Bruner accepted Piaget’s ideas surrounding epistemology and logic. Jean Piaget believed that learners were not simply uninvolved in their own learning experience and instead were active participants within the process. Smidt (2011) points out that Bruner believed that learning was a process that involved both personal and active discovery. This led to Bruner concluding that children needed to move through three stages: enactive, iconic and final. By moving through these stages successively, children make connections which they can apply to their own understanding. Vygotsky’s influence in Bruner’s work is seen through the agreement that the support offered to learning from an expert is fundamental to the learning process. Thus, confirming Vygotsky’s belief that learning takes place during the interaction between novice and expert which shaped Bruner’s notion of ‘scaffolding’. Bruner believed the role of a teacher is to provide support at a level that is appropriate to the learner’s current ability, and therefore the support that surrounds learners are like scaffolds which the educator can remove or reapply depending on the learner’s needs (Smidt, 2011).  MacBlain (2018) expresses the importance of scaffolding as the presence of support can be “extremely effective and highly motivating for children” (p.73). The benefit of using this technique in supporting children is that the educator can be flexible with the level of scaffolding applied (or used). Additionally, due to the flexibility scaffolding offers, this approach can be used in a wide range of settings and provides rewarding results to both the educator and the learner. 

Nevertheless, both Vygotsky (1978) and Wood et al. (1976) have contributed to a more profound understanding of the relationship between scaffolding and teaching and learning. According to Aubrey and Riley (2016), the reason Vygotsky’s work on ZPD is so closely linked to scaffolding is due to the importance Vygotsky places on language in a social and cultural context, and therefore the language used by the educator plays a significant role in the success of scaffolding. The reason is due to the educator’s ability to use language aimed at the learner’s ability and to use language more advanced in order to challenge the learners thinking and thus scaffolding should not be undervalued in questioning methods.



Wiliam (2011) discusses the use of effective questioning and how asking the right question in the right way can help both the learning process for pupils and help teachers assess pupils understanding of a topic. Black and Wiliam (2009) argues that questioning is one of the most popular habits used by educators within the classroom worldwide. Wiliam (2011) argues that voluntary questions, where the teacher asks the questions, students raise their hand and the teacher selects one of those students to answer the question, confirms that whether they are right or wrong will have little impact on learning.  This is because whilst the student answering correctly might become smarter, those who do not volunteer have no such opportunity. Furthermore, Wiliam (2011) argues that this can impact negatively on the teacher’s ability to assess the whole class’s level of understanding of a particular topic because it fails to inform the teacher’s next steps and their approach to teaching and learning.  Therefore, to avoid ineffective questioning, teachers should adopt a ‘No Hands Up’, ‘All-Students Respond System’ or Planning Questions’ rule as an approach to effective questioning to facilitate learning. Wiliam (2011) outlines that no hands up is a simple way to improve the effectiveness of questions used in a classroom. This approach requires the teacher to avoid asking questions where students are expected to volunteer an answer. Instead, students raise their hands to ask the teacher questions, or the teacher selects students at random to answer questions. Additionally, if the teacher allows sufficient ‘wait time’ after asking the question, this enables pupils to have time to think about how they could respond; therefore, engagement with the question occurs at a deeper level. Rowe (1986) discusses the importance of ‘Wait Time’, where teachers give students time to think about the question and come up with their own response. This can be achieved through pausing after asking pupils a question and making sure the teacher pauses after the pupil’s response. As a result, allowing ‘Wait Time’ can enhance the quality of teachers questioning techniques and thus has a more positive effect pupils’ learning outcome. Furthermore, the ‘All-students Response System’ can use technology or a whiteboard to write answers to show the teacher. This approach provides teachers with an effective way of assessing pupils understanding and gives the opportunity to make changes immediately if the style of teaching needs to be adapted. Finally, the third approach Wiliam’s provides is ’Planning questions’. Thus, argues that when teachers plan questions this can be used to help gain evidence of students understanding. These approaches provide a more effective way of assessing pupils’ learning and is a more inclusive way to engage pupils in question-and-answer sessions.

Further literature that supports Wiliam (2011) views on questioning is Rosenshine (2012). Rosenshine (2012) adopts this method of questioning and further asks pupils how they arrived at their response; this improves level of engagement. In addition to questioning, asking pupils the explain how they arrived at their response is seen as equally effective in Rosenshine’s view. 

Similarly, Didau (2012), recognises the importance of questioning and states that even if teachers use an approach of randomly selecting students, it can also be ineffective if teachers are not allowing students enough time to think. Didau (2012) suggests that in addition to using effective questions throughout the lesson, teachers should consider using ‘hinge questions’ in order to check pupils’ level of understanding, thus allowing the teacher to evaluate if they need to recap or adjust their lesson plan.

Harrison and Howard (2009) discuss the importance of open and closed questions, stating that using open questions encourages pupils to think more deeply about how they will respond.  They claim that asking too many closed questions can have a negative effect on the learner because the use of closed questions (i.e., questions that demand a yes or no response) are far less effective in initiating learning. Whilst they acknowledge the negative effect too many closed questions can have on learners; they also highlight closed questions do have a place in the classroom and when used correctly in the right way they can be effective. 

Petty (2004) also supports the literature surrounding the use of effective questioning strategies. Petty’s (2004) main argument is that questions should encourage the whole class to think and should avoid creating a negative environment where learners feel the teacher is just trying to catch them out. Instead, questioning should be used by teachers to create a safe space for pupils to challenge themselves and give learners the opportunity to receive positive feedback in order to acknowledge their learning achievements. Also, within the same publication, evidence is provided to support the severe limitations that ‘students volunteering to answer questions’ approach has on learners. Petty (2004) therefore suggests that educators should use assertive questioning as a more positive and effective questioning method. Therefore, the advantages to using this approach is that student involvement is much greater than using a volunteer to answer the question approach. Furthermore, this approach requires students to understand the topic rather than just know the answer. Learners are more encouraged to concentrate throughout the whole lesson because they will expect to be questioned and know they will have to respond. 

The critical incident observed provided the foundation of the research considered in the literature review. Through observing the use of collaborative learning and effective questioning, literature surrounding the Zonal of Proximal Development was analysed, providing an insight into the importance of understanding pupils’ current level and the level they can achieve either through working with a more capable peer or guidance from the teacher. Through observing this approach within the case study and studying the literature around Vygotsky’s theory, consideration will be given to the benefit of applying this approach in the next step to teaching and learning. Thus, the researcher can consider how ZPD can inform their future practice to assess pupils’ understanding and inform the next steps in the learning process. The next step to teaching and learning to be applied from the case study and research of relevant literature would be to consider planning more group/paired work, thereby assigning the pupils into groups/pairs through Vygotsky’s methodology of novice-expert. During the observation of the incident that was made critical by Tripp’s methodology was the teachers approach to scaffolding.  As a result of the level of support provided, pupils were engaged in the lesson. The researcher was keen to understand how the teacher had supported students and therefore through critical reflection came to understand that the teacher had an informed understanding of the pupils’ abilities, capabilities and personal characteristics traits within the classroom.  This enabled the teacher to provide an appropriate level of support for each pupil, which is heavily linked to ZPD. 

As a result, literature surrounding scaffolding was researched, which informed the researcher of several ways scaffolding can be applied within a lesson plan to support pupils’ learning. On reflecting how the literature links to the critical incident and how both influence future practice, consideration will be given when planning a lesson, thinking about the level of support the class is given at the start of a new topic and adjusting the level of support given. In addition, scaffolding techniques will be applied when differentiating tasks within the lesson. The case study observed will inform the researcher’s next teaching and learning steps by applying scaffolding methods such as modelling, time to talk and pre teach vocabulary (Alber, 2014).  Through considering the literature surrounding effective questioning and reflecting on the critical incident observation, the next steps to future practice will be to apply well planned questions to any future lesson plans.  The research surrounding questioning supports the benefits of applying effective questioning to teaching and learning approaches. Through planning questions, the knowledge gained is transferable and thus helps students become ambitious, capable learners who seek and enjoy challenge and problem solving. Additionally, during the observation the teacher demonstrated how questioning can help pupils apply their knowledge in different contexts. Therefore, identifying opportunities to use effective questioning in order to create an environment where pupils are ready to ask and answer questions will be considered. Through this, evidence of understanding can be assessed, which in turn can inform the next step within that lesson or in future lessons and thus identifying approaches to assessment for learning. 


To conclude, observation was carried out in a year 9 Religious studies lesson and through using Tripp’s (2012) methodology, the incident became ‘critical’ through the analysis of what worked well and asking the question why? Firstly, consideration was given to the role of reflective practice. Thus, an introduction of the work of Dewey (1933) and Schön (1991 & 1988) highlighting the need for reflective practice.  Then, examination of different reflective models was discussed in order to understand the process that is needed to critically reflect and make professional judgement in order in inform future practice. Afterwards, a description was given of the researcher’s observation, discussing the link between the critical incident observed and Donaldson’s Four Purposes (2015). Through the observation, the researcher identified areas for potential research. Therefore, literature in the following areas were considered: Vygotsky’s Zone of Proximal Development, Scaffolding and effective questioning. After reviewing primary sources and current literature surrounding ZPD, scaffolding and questioning, consideration was given to how the research alongside critical reflection could inform the researcher’s next steps to teaching and learning.
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Appendix A

	Date and time, year group:
Religious Education lesson - Year 9

	Where and When: Context of the observation – subject/AOLE, general classroom context
The researcher observed a year 9 Religious Education lesson covering the topic ‘Divine Commands’. The class size was fairly small due to the way the school have set the pupils. There were fifteen pupils and was an ALN class with 6 pupils allocated support from the teaching assistant. 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
The researcher observed a range of imaginative teaching approaches for the benefit of each learner. The teacher used a range of methods from direct questioning, group discussion, paired work and therefore facilitated learning. This did not feel like an ALN bottom set lesson as the level of engagement and in-depth conversation was to a high level. The teacher drew on pupils’ prior knowledge and asked them challenging questions. The pupils were given the platform to lead a peer discussion with small prompts from the teacher to connect knowledge. A strong sense of the whole lesson was the ALN pupils had a voice and as a result, pupils were very engaged in participating. The pupils at one point were asked to watch a film and make notes. The first film they watched the teacher helped them with their notes, modelling how to take notes and put them into bullet point. Then on the second film they watched, pupils were asked to take their own notes, however this time individually or in pairs without prompts from the teacher. The pupils reached well and there seemed to be a level of understanding of what was required as they had already had a go with the help and modelling form the teacher.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
Through analysis of this observation, the researcher has decided to further study Vygotsky’s zone of proximal development, as there was a strong sense the teacher understood the pupil’s ability. Thus, how does this help with the level of engagement? Also, how scaffolding can be used in the classroom and how assessment for learning can be used throughout the lesson. Additionally, how questions can demonstrate learning has taken place. Explore pedagogical links seen in this critical incident and the four purposes linking to learners’ experience.

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)
The lesson was after morning break and therefore pupils arrived early/on time/late, meaning the teacher paused the beginning of their lesson until everyone had arrived and were ready to start. A calm environment was created which led to a whole class discussion being facilitated by the teacher who handled the discussion in a sensitive way. Very high level of engagement from the pupils throughout the whole lesson. One pupil did not take part in discussion apart from directly with the teacher, however volunteered to read the text out loud that they were looking at. The teacher demonstrated a clear understanding of all the pupils and their individual needs. The teacher has had this class from year 7,8, and 9 and was clear the pupils trusted and respected the teacher who equally respected every answer given on divine commands. 









Appendix B

	Date and time, year group: 23rd September. Lesson 3 at 11:45am


	Where and When: Context of the observation – subject/AOLE, general classroom context
The researcher observed a year 8 English lesson covering poetry and what message the poem gave the learners. The class was a larger year 8 class of 28 pupils, two pupils were in and out of the lesson due to their trumpet lesson taking place. Even though they were in and out a few times, this did not cause any disruption. The class was a year 8 English top set.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work).
The researcher experiences the teacher marking the pupils work while they were on task and offering pupils instant feedback. This allowed students the opportunity to ask necessary questions based on their own individual work. (AfL). After receiving feedback, one pupil seemed to really benefit from the comments given and took the comments on boards and changed the way they were writing.  The pupil’s confidence seemed to grow, leading to more challenging responses from the teacher.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
Possible areas of further study would be assessment for learning and how the feedback was used to improve students’ work and overall performance. Look into links of AfL on pupils’ health and well-being through developing confidence as AfL gives pupils the chance to be more involved in the learning process.

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here).
The classroom was on the main hallway and as the door and windows were open there was a lot of outside noise being heard from inside the classroom. This however has little effect on the pupils and the level of engagement and work was maintained throughout the whole lesson. Very minor disruptions from pupils, however every time a group started to talk about none work related topics, the teacher was straight over and looking/marking their work and giving them more feedback on their next steps. 




















Appendix C. 

	Date and time, year group: 23RD September- Lesson 4. 


	Where and When: Context of the observation – subject/AOLE, general classroom context
The researcher observed a year 10 Mathematics lesson where the first half of the lesson was a homework session. The whole class was given the opportunity to answer the questions and mark their work and the use RAG (red, amber, green) to self-assess how they had done and how they would rate their level of understanding. 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work).
The pupils were asked to raise their hands if they had the answer. After the pupils answered the homework questions, which was displayed on the whiteboard the teacher asked them to RAG their own work (a form of self-assessment). Once they had finished, the teacher asked the pupils to shout out their homework mark and RAG score for their weekly monitoring sheet. A class of 28 and 24 gave the teacher their answer, however four pupils did not want to share their score with the whole class and instead were told they could give their score to the teacher privately at the end of the lesson.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
This incident led the researcher to further study of mixed and growth mindset. Additionally, the teacher gave the whole class the chance to either share their scores publicly or privately. As a result, the researcher has considered the links of health and well-being and the four purposes. For example, healthy confidence individual and ambitious capable learners.


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)
The critical incident observed was only a snapshot of that lesson and the pupils. Therefore, it would be interesting to see how pupils progresses over the year using RAG and self-assessment. One pupil who did not share their grade was new to the school and did not yet have a fixed group of friends. Maybe later in the year, they may have a group of friend and therefore their confidence may change, and they may well share their RAG score. 





