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Introduction 
The purpose of this essay is to highlight an observed critical incident in a primary school setting in Wales. Critical incidents, in the context of education, are everyday events which happen in the classroom, or wider school environment. These events can be normal in nature or unique. An incident is critical if it is evaluated to form a judgement (Tripp, 1993; Shapira-Lishchinsky, 2011). Understanding critical incidents in pedagogy enables practitioners to cope with them better in the future (Shapira-Lishchinsky, 2011). A critical incident observed from a classroom observation will be evaluated and analysed with criticality to inform new ideas and approaches to pedagogy. To reflect on this criticaly, an appropriate literature review has been selected. These ideas will be key in identifying next teaching and learning steps which enhance best practice. Classroom observations are an important in teaching as practitioners can reflect on pedagogy which develops new and innovative ways of teaching, and practitioners can share best practice with others. Critical reflection identifies and confirms the accuracy and validity of teaching assumptions (Brookfield, 2017) and thus improves the educational experiences and outcomes for pupils (Estyn, 2014; Welsh Government, 2019). Reflective practice is a key component of the Professional Teaching Standards (2019) which must be adhered to throughout the PGCE course and the wider teaching profession. 

Observation
The school sampled in this study is based within an affluent area of South Wales. It is a small school, with under 200 pupils on register (Estyn, 2017). Three per-cent of pupils at the school receive Free School Meals (Estyn, 2017), compared to the national average of nineteen per-cent (Estyn, 2017; Welsh Government, 2020). Therefore, the school is not a representation of most schools in Wales, and the question of validity could be raised. The school was rated Excellent during their most recent Estyn inspection (Estyn, 2017), with almost all pupils making exceptional progress throughout the school in literacy, numeracy, ICT and problem solving. To improve their standards further, the school was advised to share best practice (Estyn, 2017). The school in this sample is a pioneer school, which has been working collaboratively with the Welsh Government and other agencies to form an all-Wales partnership towards the design and development of the new Curriculum for Wales (2022). Pioneer schools are encouraged to trial new and alternative pedagogical approaches for the new curriculum design and therefore some teaching methods and learning strategies observed in this sample may not be apparent throughout other schools in Wales. The class observed in this study consisted of 28 pupils, compromising of Year 5 and 6 pupils, with ages ranging from 9 to 11 years. Four observations were conducted over one academic day (due to COVID-19 restrictions). Please see the Appendix for a detailed description of the four observations, along with a detailed record of the critical incidents. BERA (2018) guidelines have been adhered to throughout this study to protect and respect the privacy of individuals, their beliefs and values.

Methodology
Educational research looks at the issues that arise in teaching and learning (Cohen et al, 2011) and although educational research is diverse and complex, it is an essential aspect for improving educational standards (BERA, 2018). Appropriate research methods should be selected with consideration when conducting educational research to ensure the outcomes are honest and reliable (Denscombe, 2014; BERA, 2018). The selected research strategy must ensure the aims of the research are collected successfully and the reasons behind the selected method should be justified clearly. The collection of data must be viable and ethical to all participants (Denscombe, 2014; BERA, 2018). The approaches to consider when conducting educational research include the positivist and interpretivist approach (Denscombe, 2014). The interpretivist approach is involved with qualitative data such as texts and images, which allows the researcher to oversee experiences and actions first-hand. The positivist approach is associated with quantitative data such as facts and figures. The aim of the assignment is to evaluate pedagogy, making the interpretivist stance an appropriate methodology to choose. However, it is valuable to use a combination of both methods for some research projects, where the collection of both text and data is necessary (Cohen et al, 2011; Denscombe, 2014).
The use of questionnaire’s in educational research is valuable when collecting information which is numerical and when the presence of the researcher is not required. However, planning and creating questionnaires is time consuming and does not set out to change the opinion or attitude of an individual (Cohen et al, 2011; Denscombe, 2014). Questionnaire’s would therefore be an inappropriate methodology for this study. Although surveys collect information about people, they are an inappropriate methodology for this research enquiry because they are rarely used for small-scale research projects (Denscombe, 2014). However, a case study design allows the researcher to conduct a thorough investigation into a small-scale research project. The researcher can criticise the findings through an in-depth and detailed description (Cohen et al, 2011; Thomas, 2013; Denscombe 2014). This is beneficial for analysing the cause and effect of a situation, although there can be discrepancies in the collected data, as the researcher may form a bias towards the case, due to the close contact they have with each other. A ‘case’ can be defined as a group, person, organisation or event (Cohen et al, 2011). Using a case study design is advantageous because it allows the research to take place in a naturally occurring setting. The researcher oversees natural occurrences and can evaluate these accordingly (Cohen et al, 2011). Evaluation is a key component of the assignment, so it is useful to select a case study design for this research project. The method used to collect the data for this study was non-participant observation. The observations were structured, following an adapted template (Fletcher-Wood, 2016) and can be found in the Appendix. Conducting observations requires minimum preparation, allowing the collection of data to be efficient. However, the descriptive ‘write up’ process can be time consuming. Using a case study is accessible to most, and easy to understand by a wide audience (Yin, 2009). However, the findings can be difficult to generalise, unless other readers can see the application suits them. 

Critical Incident
The critical incident observed occurred during a double Maths lesson which began at 10 a.m. Ten pupils were taken out of the classroom to complete the lesson with another teacher, and one pupil was working outside the classroom with the teaching assistant for one-to-one assistance. Therefore, 17 pupils and the class teacher were observed during this lesson. Please see Appendix 4 for a detailed account of the observation and critical incident. 

After the lesson introduction, the teacher told the pupils to choose their own task for the morning using coloured ‘chillies’: green, orange, red or double red. The tasks differed in difficulty, and the pupils were aware of the differentiation in advance of the lesson. The tasks were available to the pupils on Chromebooks and these were shared between the pupils (at least one between two). The pupils were asked to bring their books to the teacher after they had completed five questions from the task. The teacher then provided on the spot feedback using ‘Steps of Progress’, where the pupils corrected their mistakes, or they were challenged further. Afterwards, the teacher explained the ‘Steps of Progress’ marking scheme to me, stressing the importance of ‘mistake making’ adding: “…if the pupils’ work is all correct, then what have they learned? They haven’t learned anything new. Our aim is to push children forward, to challenge them- they aren’t being challenged if they know everything.” 

Young people need skills, knowledge and experiences in order to become active citizens of Wales and the wider World of employment and lifelong learning. The Curriculum for Wales (2022) is designed to ensure an equal balance and broad education for all learners regardless of their age, ability and aptitude (Welsh Government, 2020). There are general requirements which all maintained schools in Wales are required to adhere to when designing their curriculum. These requirements include learner progression towards the Four Purposes. The Four Purposes are at the heart of the curriculum, and schools and teachers should strive to have them entrenched in all aspects of curriculum design and lesson planning (Welsh Government, 2020). The Four Purposes include 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; healthy, confident individuals, ready to lead fulfilling lives as valued members of society. 
The ambitious, capable learners Purpose encourages pupils to set high standards, seeking and enjoying challenge. The teacher provides this opportunity to the pupils by giving them a choice in their learning. Having this choice could test their mental resilience and build upon their confidence and prior knowledge of Maths. Having this choice encourages the pupils to take responsibility for their actions which relates to the ethical, informed citizen of Wales and the World Purpose. This could lead to independence which correlates with the healthy, confident individuals’ Purpose. The use of Chromebooks within the lesson highlighted the importance of sustainability for the planet, since no paper resources were required or wasted, and this associates with the ethical, informed citizen of Wales and the World Purpose. 
	Although the Four Purposes were entwined throughout the lesson design and structure, there are key questions to consider when evaluating the critical incident. Are the pupils actively choosing tasks that are suitable for their ability? Are they choosing tasks which are too easy for them, thus not being challenged? It appears the teacher considered the pupils’ needs and the possibility for unexpected scenarios by asking to see their work after five completed questions. Marking the work throughout the lesson allows the teacher to spot mistakes in the learning, and he can evaluate the pupils’ understanding and next steps are provided to the pupil. However, did the teacher manage to mark all the pupils’ work during the lesson? Some pupils may have been left out of the feedback process if they did not complete five questions, or if the teacher did not ask to see their book. Although, it is important to note that these questions were not raised to the teacher so assumptions should not be made. This proves to be a flaw within a case study design as assumptions can be made without further enquiry. Whereas a survey or questionnaire would explain this information in a clear way. An example question for this in a survey could be: Do you keep a note of the pupils’ books you have marked throughout the lesson? In which you would have a straightforward, yes or no reply. 

Literature Review 
The critical incident identified a further exploration into Assessment for Learning and Differentiated Learning. Learning is a complex process but can be defined as the acquirement of knowledge or skills (Woolfolk, Davis and Anderman, 2013; Gray and MacBlain, 2015; Brookfield, 2017). Learning in the classroom is gained by the actions teachers and pupils take (Black and Wiliam, 1998).
Assessment is the gap between learning and knowledge (Black and Wiliam, 1998; Welsh Assembly Government, 2010). Assessment includes collecting information and achievement, and can be collected through tests, observations, workbooks, relationships and conversations (Black and Wiliam, 1998). Summative Assessment is the collection of data which evaluates a learners’ achievement and is usually provided as a grade or score, often later used in reports (Assessment Reform Group, 2002). Formative Assessment does not end in a result but provides context about pupils’ knowledge and understanding, or highlights areas for further development (Assessment Reform Group, 2002; Welsh Assembly Government, 2010; Mills et al, 2014; Headington, 2018). Formative Assessment is used by both teacher and learner to pinpoint where the learner is in their learning and how to achieve their future learning goals. (Assessment Reform Group, 2002; Welsh Assembly Government, 2010; Headington, 2018). Teachers require this information to adjust the work to suit the needs of their learners (Black and Wiliam, 1998; Welsh Government, 2019). Assessment should focus on the identification of each learner’s individual strengths, achievements, areas to improve and barriers to learning (Welsh Government, 2020). There are three core elements to consider within Formative Assessment: Where learners are in their learning; Where they need to go in their learning; What needs to be done for them to get there (Assessment Reform Group, 2002; Hattie and Timperley, 2007; Black and Wiliam, 2009; Welsh Government, 2020). 
The key elements within Assessment for Learning include the use of questioning, effective teacher feedback, peer feedback and student self-assessment (Black and Wiliam, 1998). The teacher’s use of feedback was evidenced in the critical incident. Like assessment, feedback is information which closes the gap between where a student is in their learning and where they need to be (Sadler, 1989; Hattie and Clarke, 2018; Welsh Government, 2020; Black and Wiliam, 1998). Teachers need to provide effective feedback which is specific and immediate to pupils in order for them to understand what they have learned and how to move their learning forward (Hattie and Clarke, 2018; Welsh Government, 2020). Providing pupils with appropriate information on next steps can lead to an increase in motivation, effort and engagement (Hattie and Clarke, 2018). Allowing pupils to provide their own feedback to teachers can be powerful as the pupil can identify what they understand, or their uncertainties and the teacher can adapt the learning accordingly (Hattie, 2012). 
Feedback to pupils can be provided in a variety of ways. These include comments, marks or a combination of the two (Butler, 1988). Some pupils have suggested feedback helps them know where to go next (Hattie and Clarke, 2018). It has been suggested that providing feedback which uses comments can raise pupil achievement (Butler, 1988) and is useful if it guides the learning further (Welsh Assembly Government, 2010). However, providing pupils with comments can be time consuming, brief and repetitive (Butler, 1988; Black et al, 2007). However, time should be allocated and planned into the learning process for pupils so they can engage with comments and use them to move their learning forward (Black et al, 2007). Comments can assist parents with support in their child’s learning since the interpretation of a grade is not required, and this does not lead to them expecting more from their child (Black et al, 2007). 
Most pupils view written feedback comments as useful, although the comments are not always consistently effective. Teachers can have minimal training in providing feedback to pupils, and most teachers prefer to give direct feedback to pupils, where they correct their mistakes for them (Lucera, Fernandes and Montanero, 2018). However, learners who receive indirect feedback, correcting their own mistakes, improve in grammatical tasks rather than those who receive direct feedback (Ferris and Roberts, 2001). The quality of the dialogue between teacher and pupil is more effective that the quantity (Welsh Assembly Government, 2010). Feedback which uses praise is ineffective (Kluger and DeNissi, 1996) and praising a child’s intelligence can harm their motivation. However, praising learners is effective if it focuses on what the child has achieved through perseverance or strategy (Dweck, 2012). 
Feedback in the form of grades has a negative effect on learning (Welsh Assembly Government, 2010). Marking can reinforce underachievement as the teacher can be too generous or unfocused on the outcome (Black and Wiliam, 1998). Providing pupils with a numerical mark does not provide learners with advice on how to improve and the learning can get lost (OFSTED, 1996; Black et al, 2007). Feedback given as a reward in the form of a grade can enhance a pupils’ ego and focuses on ability rather than effort which could damage self-esteem and confidence (Black et al, 2007; Dweck, 2012). Pupils work productively if comments are provided alongside targets, without giving grades (Black et al, 2007). However, pupils often ignore positive comments when they are given alongside a grade as they use the grade to compare it with their peers which can interfere with the learning (Butler, 1988; Hattie and Clarke, 2018). When pupils were asked about their feelings towards marks, they said they preferred having a good mark rather than the understanding behind why it was good (Lee and Johnston-Wilder, 2012). 
Each individual learner has varying needs and interests. Differentiated learning is how the teacher adapts the complexity of the task to a learner’s individual needs or interests (Tomlinson et al, 2003; Subban, 2006; Mills et al, 2014). Differentiated learning can include separating a class into small groups based on ability, providing learners with individual learning activities or modifying the curriculum materials to suit the needs of pupils (Mills et al, 2014). Differentiation is a key aspect within the Pedagogy component of the Professional Teaching Standards (2019). Each learner should be appropriately challenged and should understand why they are being challenged or supported (Tomlinson, 2005; Welsh Government, 2019) and the teacher should use appropriate time, space and materials to support learners (Tomlinson, 2005). 
Using differentiated learning in pedagogy can positively impact pupils’ motivation and learning (Maulana, Helms-Lorenz and Van de Grift, 2015). However, effective classroom management skills must be developed in order to adapt the learning to suit each individual learner (De Neve and Devos, 2015). Teachers who are new to the profession can have difficulties with this organisation due to the demands and responsibilities of the job requirements (van de Grift, 2014) and there can be a lack of curriculum support, resources and time for teachers to effectively use differentiated learning in the classroom (DeNeve and Devos, 2015; Westbroek et al, 2020). Teachers may need extensive professional development to enhance their knowledge and skills in using differentiated learning effectively (Kennedy, 2010; Westbroek et al, 2020). 
Differentiation could encourage teachers to have low expectations of their pupils (Mills et al, 2014). However, differentiated learning does not always have to be controlled by the teacher. Teachers can provide pupils with a choice of activities, with each one varying in difficulty. Pupils should be encouraged to make mistakes in their learning and should not be put off by them (Boaler and Dweck, 2016). Article 12 of the UNCRC (2019) emphasises the importance choice for children. They state children should have their views, feelings and wishes considered and taken seriously. However, providing pupils with a choice in their learning can be challenging for the teacher as they need to ensure the pupil chooses a level which is appropriate for them (Westbroek et al, 2020; Usher, 2019). When learners are encouraged to choose a suitable task, their self-knowledge and metacognitive skills can improve (Loibl et al, 2017). Giving pupils a choice allows them to take ownership of their learning and encourages them to be self-motivated (Usher, 2019). It has been suggested pupils enjoy challenges and feel more engaged when they are pushed further (Lee and Johnston-Wilder, 2012; Dweck, 2012). Pupils understand that effort results in success and their understanding in Maths can improve (Lee and Johnston-Wilder, 2012).
To summarise, feedback is most effective when a pupils’ success is reinforced, mistakes are corrected, misconceptions are highlighted and advice is clear and specific with suggestions on next steps (Crooks, 2001; Hattie, 2012). Feedback should keep pupils on track and should be provided throughout the lesson so ongoing improvements can be made, and these should be within the lesson rather than at the end of it (Welsh Assembly Government, 2010). Although assessment and differentiated learning are vital to a child’s learning progress, Summative Assessment primarily should not be differentiated as this would not provide a fair indication of pupil attainment (Tomlinson, 2005). Every child has different needs which need to be met in the classroom, therefore differentiation is appropriate as it adapts the learning to these needs. However, allowing pupils to have their own input on this decision can be motivating for them and allows them to take responsibility in their own learning. 

Reflection 
The Professional Teaching Standards (2019) require all teachers to use reflection to expand on their knowledge, skills and understanding. Reflecting critically on pedagogy can be viewed through four lenses to make suitable judgements. These lenses include teachers’ autobiographic lens, students’ eyes, colleagues’ views and educational literature (Brookefield, 2002). 
The educational literature explains the reasons behind different pedagogical approaches and is useful because it relates to familiar situations which practitioners and researchers experience (Brookfield, 2017). Within the literature review, feedback in the form of comments was seen as beneficial when used effectively. The literature did indicate issues new teachers experience with this so it would be wise for me to extend my reading on effective comments further. The literature noted the importance of planning comments into the lesson, and this was noted in the observation, where the teacher checked the work after five questions. This is a useful strategy as it is specific and clear for the pupils. Using a strategy like this would help me stay on top of comments throughout the lesson, but it would be wise for me to take note of the pupils I have given feedback to as some children could be overlooked if they do not reach the timescale. 
The literature indicated the use of praise to focus on pupils’ perseverance and strategy, rather than their intelligence, so this is something I will strive to achieve in the classroom. The literature stressed the negative implications that marks have on pupils’ self-esteem and achievement, so this should be used sparingly and for reports only. However, providing marks to pupils and parents may be a school policy and unavoidable.
The curriculum and lesson design should complement the needs and interests of all pupils for them to do the best they can. Using the Four Purposes as a basis for the development of lessons is essential as they form the structure which guides the best learning outcomes for pupils as they are relevant for all pupils to succeed in an ever-demanding society. The use of resources in the classroom allows learners to be independent in their learning and trusting pupils to make decisions is valuable. However, although the class I observed had a vast use of Chromebooks, I understand that many schools across Wales and the World do not have the funding for this. This should not be seen as a barrier to learning though, as there are many great resources available to pupils in the classroom and I will make use of them by staying up to date by speaking to other practitioners and peers about the resources they use.
Allowing learners to take risks in their learning encourages them to take responsibility and can be motivating. Pupils should be challenged and should be encouraged to make mistakes. However, good classroom management skills are required to ensure children are being challenged, and differentiation is present. I could improve my classroom management skills by observing other experienced practitioners and by doing further reading on this. 
Finally, I need to remember that I do not need to control every aspect of pupils’ learning- they should be given the freedom to learn at a level which they think is suitable for them. However, this may be challenging as it can be time consuming and hard to gauge when pupils are choosing appropriate work for themselves. I must ensure I take the time to work with pupils to enable them to make appropriate choices so they can take responsibility for themselves. I will do this by highlighting the outcomes for each differentiated task. I will also encourage my pupils to make mistakes in their learning, as this is part of the learning process, and stress that they are not expected to know everything. 
The autobiographic lens looks at the personal experiences of learning which is interlinked with teaching. There can be similarities in individual learning experiences, and these can influence how teachers approach their pedagogical methods. What some teachers did not engage with as a learner themselves may be similar to an individual in their class, so certain methods may be adapted because of the teacher’s personal experience, which in turn would benefit a learner who shares the same feelings. (Brookefield, 2017). As a learner in primary school, I was not given a choice with different work to complete and I have not observed pupils choosing their own task level in my previous teaching experience. Prior to this research project, I would have assumed it would be a chaotic and confusing environment to have the pupils choose their own learning, but on reflection the learning environment was calm, and the pupils were trusted to make their own decisions. This shows when good classroom management strategies are present, the outcome is effective.
In primary school, I do not remember the comments teacher provided me with as being of much use. They were usually followed at the end of a piece of work with a comment such as ‘Good’. This did not provide me with any indication on what to learn next, or what specific park of my work was good. From the research, and the observation, using comments which provide next steps, allows pupils to move the learning forward. I will ensure that my pupils get more of an explanation than ‘Good’ and know what to do next. This will be provided during the lesson, rather than at the end, or days later. 
The critical incident recorded could be seen as engaging from the pupils’ point of view because they had the freedom to choose their own activity. This allows them to be independent and they may have preferred this than being told what to do.
Sharing best practice is a key component within the Professional Teaching Standards (2019) and sharing this critical incident with peers could be valuable for their personal development too. They too will need to have effective classroom management strategies to help them control pupils’ learning effectively. Sharing this critical incident will allow peers to gain insight into Assessment for Learning, specifically the feedback component, and they can see the benefits of effective comments. Differentiated learning is essential in the classroom as it adapts the learning to the needs of all pupils, and having the pupils’ choose their level appropriate will be useful to a new teacher who will need to ensure appropriate training and reading is completed in advance. 

Conclusion 
Overall, the reflection on a critical incident has been valuable in the preparation of key skills for becoming an effective teacher. Selecting an appropriate methodology was essential to ensure the best outcomes of the study. Using a case study design, with non-participant, structured observations, allowed an in-depth examination into the critical incident. The critical incident highlighted essential aspects of teaching such as appropriate feedback and differentiated learning. The literature review explored these areas further, looking at the benefits of effective feedback to pupils, specifically the use of comments. Using differentiated learning in the classroom is essential as all learners have different needs and learn at different times, so it makes sense to adapt the learning to these requirements. Letting pupils have freedom in the tasks they choose allows them to take responsibility for their actions and encourages independence. Having the Four Purposes at the heart of the curriculum design in Wales ensures learners have the best chance to succeed in an ever-changing society. Judgements should be made in pedagogy to keep approaches and standards up to date, and classroom observations provide an in-depth look into the critical incidents which happen in the classroom. Sharing these with practitioners and the wider school community ensures best practice for all. 
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Appendix 1
a. Observation/Field Notes

	Date and time, year group:
28/09/20
9:05am
½ Year 5 and Year 6

	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).
-Virtual Assembly (Headteacher) – adapted due to COVID 19
-Indoors: inside the classroom
-Mixed ability and ages

Assembly: ‘Article 28 – Your right to learn and go to school’ – Word of the week: Adversity. 

UNCRC
Four Purposes:
-Ethical and Informed Citizens
-Enterprising and Creative (adaptable as it was virtual rather than live)


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
-Relaxed classroom atmosphere
-Before the video began, many students were talking quietly, using Chromebooks, drawing or reading. 


	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 assembly could not take place in person so the Headteacher created a virtual assembly which was pre-recorded.

Focus on the word ‘adversity’ with links to Article 28 UNCRC – Rights to Education.

Headteacher read ‘The Story of The Carrot, the Egg and The Coffee Bean’ over animation which portrays the meaning of the word. 

After the assembly, the pupils are asked to discuss the word of the week with their friends and to feedback to the whole class. 


	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 pupils watch the assembly on the IWB.

The assembly is pre-recorded and features an animated story. 


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

After the assembly, the class teacher asks the pupils to discuss the word ‘adversity’ with their friends. He asks them to discuss examples of times where they may have faced adversity, and how they overcame it. 

After 3-5 mins, they feedback to the whole class where pupils put their hands up. Initially, however, only few pupils had their hands up. Once pupils started to give answers, more students began to engage by putting their hands up. 



	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)?

Asked to discuss with friends. 
Time to think. 
Walks around students to listen to their discussion but does not engage. 
More pupil engagement after hearing more examples from peers. 


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

Questioning.
Discuss with peers. 
Teacher elicits responses from whole class by asking for examples, this encourages more pupils to engage. 
Virtual assembly – adapting to current circumstances. 




Appendix 1
b. Critical Incident Identification Record
	Details relevant to the research context.

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

	28/09/20 at 9:05 a.m. 

½ Y5 and Y6 combined. 26 pupils in total – 2 absent.

Virtual Assembly (due to COVID 19) held by Headteacher.

Topic: ‘Article 28: Your right to learn and go to school’ including ‘Word of the week: adversity’.

Headteacher retells the story of ‘The Carrot, The Egg and The Coffee Bean’, over animation, students to discuss the meaning of ‘adversity’. 

	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 pre-recorded assembly was held on the IWB in the classroom. Once the assembly finished, the teacher asked the pupils what the word ‘adversity’ meant. He asked them to speak to their friends about it including examples. 

I noticed the teacher was relaxed about who the pupils could talk to and some pupils were turned around, talking to peers behind/across from them.

No clues or input was provided to the pupils (except from the actual assembly), and this enabled the pupils to explore the meaning through discussion. 

After 3-5 minutes, the class fedback to the class by raising their hands to respond. Initially, there was only one pupil who had their hand up. The teacher asked this pupil what they thought and for an example of a time where they have faced adversity. Once the student responded, this encouraged more students to raise their hands and engage in the discussion. 

*Using the assembly was useful in sharing the pupils rights with them 
*Minimum TTT (teacher talk time) was insightful as it allowed the pupils to explore with their friends. 
*Allowing time to think and process the assembly and word ‘adversity’
*Useful to allow the students to choose if they want to share their answer rather than choosing them at random, as in this case it could have been embarrassing for a pupil as the word was challenging.  




Appendix 2
a. Observation Field Notes
	Date and time, year group:

28/09/20 
9:25 a.m.

½ Y5 and Y6 combined 


	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).

‘Challenge Reading’ 
Indoors – classroom
Mixed ability – grouped by table (rows). 

3 groups – not split according to ability

1st group: completing reading task individually on Chromebooks
2nd group: out of the room in the canteen with another teacher
3rd group: working with class teacher ‘Green Giant’

9 Reading Behaviours 
Language, Literacy and Communication
Expressive Arts

Four Purposes:  
-Ambitious, capable learners = applying knowledge in different context (in this case using their listening skills to draw the final product ‘The Green Giant’.
-Enterprising, creative contributors = think creatively during the task.


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

Relaxed learning environment

Pupils encouraged to do things by themselves/help others. E.g. “Pass this to Ben” (Chromebook)

Minimum classroom chatter. 

Behaviour towards is good. All pupils are on task and appear to know what they are doing. 

	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?

LO: To use a range of learning strategies to make sense of what we are reading. 

Teacher uses ‘Visualise’ from the ‘9 Reading Behaviours’ (Curriculum for Wales) and puts the poster with the word in the centre of the WB. He asks the pupils: ‘What does the word visualize mean? Discuss with a partner.’ Minimum TTT. Feedback by eliciting information from students. He does this to gauge an understanding of what they know already (APR).

He reads ‘Green Giant’. Students are to draw their interpretation of the reading. 
The teacher repeats the reading multiple times throughout the lesson. 

	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)? 

‘Visualise’ poster from ‘9 Reading Behaviours’ moved to centre of WB for all to see. 

Students use paper, pencils and colouring pencils to draw their interpretations.
Think creatively. 

Teacher allows students to talk quietly amongst themselves and this enables ideas to bounce between the students. 


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

Teacher assesses at the start of the lesson by asking the pupils to discuss the term ‘visualise’ with friends. Feedback to the whole class so everyone understands the term before they begin the task. 

Teacher asks pupils to share their work to the whole class at the end of the lesson. Compares the work and explains everyone’s is dissimilar as people visualise differently. This reinforces the meaning of the word to the pupils. 


	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)?

Before – what do they know? Time given for them to talk to friends. 

During – can see their images clearly. 

After – looks at final picture and shows some to the class. 

Because it’s a drawing activity, the teacher can see by the end picture who has understood properly by the final image, does it match up to the reading? 


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

‘Visualise’ poster in centre of W.B. 

Time given to pupils to discuss the word meaning. 

Cross curricula – expressive arts in reading – drawing (instead of writing) to show understanding.


Appendix 2
b. Critical Incident Identification Record 
	Details relevant to the research context.

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

	28/09/20 at 9:25 a.m. 

½ Y5 and Y6 combined. 26 pupils in total – 2 absent.

3 groups – not mixed ability due to COVID 19.

1st group = individual reading task on Chromebooks.
2nd group = out of class with TA.
3rd group = group work with the class teacher.

L.0: To use a range of learning strategies to make sense of what we are reading.   

	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.
	Teacher uses ‘visualise’ from the ‘9 Reading Behaviours’. He put the poster for this in the centre of the WB and asked the pupils to think and talk about the meaning with a partner. He is straight into the lesson within 30 seconds. The teacher explained to me afterwards this was for APR and to assess what the children remember from previous lessons. He tries to have minimum input in all lessons.
-Minimum TTT gives pupils the opportunity to explore, links with curriculum purposes: ambitious, capable learners and enterprising, creative contributors.
-Focus on the pupils, child centred.
-Eliciting meaning from pupils gives everyone the opportunity to understand the meaning as different examples are provided and explained a few times. 
-Activity combines LLC through expressive art. Teacher explains the reading tasks are varied to give the pupils varied learning experiences. 
-‘9 Reading Behaviours’ from curriculum. 



Appendix 3
a. Observation/Field Notes 
	Date and time, year group:
28/09/20 – 10 a.m.
½ Year 5 and Year 6 - 

	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).

Maths – ‘Block Teaching’ – continuum from last week. 
Sequencing/ordering numbers – no date/title needed in book
Mixed ability (Links to all 4 purposes)
1 student working with TA out of classroom for extra support with general number facts. 
Maths and numeracy, science and tech, digital skills. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards 

Relaxed atmosphere
Small amount of chatter 
Teacher: 3, 2, 1, yn Gymraeg to get class attention
Children appear focused 
Quiet music playing in the background while the children work.

	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?

L.O. To order and sequence numbers, including odd and even numbers.

-Teacher to pupils ‘What is ordering’, partners to discuss. This is done from the offset. Minimum TTT. 
Pupils talk and look through books.
Teacher elicits – smaller to bigger or bigger to smaller. Then moves onto ascending – descending, vice verca -  using challenging vocab. 
Examples put on main WB. Pupils have a go on their own WB. Teacher checks pupils answers by walking around the room, looking on the WBs. Afl, APR. 
After 5-10 mins Teacher tells pupils to choose their task level, A B or C. Does not tell them which is which. Explains the work is available on Hwb on Chromebooks, says to write in Maths book, continuing from last week – no date or title required. 
Teacher tells them to complete 5 questions, and then bring their work to him to check. 


	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)? 

APR on board = ordering
WBs used for intro. Pupils try individually. 
Language used at first is simpler, then harder vocab is introduced – T draws diagram on WB to show meaning of asc/dec. 
Chromebooks are shared 1 between 2 (at least) where the work is. This reduces paper waste, none required throughout the lesson. 
Books used for the answers. 


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

All pupils have access to the work because there are 3 levels available to them. T considered the 1 pupil who was working with a TA because he know the work would be too difficult for them so he gives them access by working directly with the TA. 

Pupils pick their own task. 
T provides challenge after 5 questions. 
T wants mistakes to be made (tells me this directly). 
‘Steps of Progress’ =
SAIL: second attempt in learning
TAIL: third attempt in learning
NAIL: next attempt in learning
DIN: do it now
TA: target achieved

T explains to me the steps of progress marking scheme and says the school doesn’t use ticks or crosses. 
Pupils complete corrections in purple pen. 

T doesn’t support pupils with their mistakes until they get to TAIL/NAIL stage as he wants the children to figure out the mistakes they’ve made and if they can work out where they went wrong themselves. 



	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)?

Continued work from prev. week. 
What is sequencing? – APR on board to assist = ordering
Students choose their level. 
Challenges provided by T after 5 questions. E.g. move student onto challenge, correct mistakes, or try different task if too hard. 
T doesn’t want to give too much input. Discover by themselves – curiosity/exploration. 
T assess during lesson and moves pupils on accordingly. 


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

Not using ticks or crosses. School don’t use the word ‘wrong’ as connotations with negativity such as a criminal doing something which is wrong. Like mistakes to be made. 
Pupils choosing own task A B or C
Use of ‘Block Teaching’ – double lesson over 2 consecutive days, enables the pupils to spend more time on a topic, fully digest the info.
Steps of progress- Checking after 5 questions. 
No paper used – sustainability of the planet


Appendix 3
b. Critical Incident Identification Record 
	Details relevant to the research context.

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

	28/09/20 at 10:00 a.m. 
½ Y5 and Y6 combined. 26 pupils in total – 2 absent. 
Mixed ability
Block teaching = 2 maths lessons in one morning. Repeated over 2 consecutive days. E.g. Mon and Tues then the same for English for Wed/Thurs. T explains to me that it benefits the children as it gives them more time to process the information rather than stop/start process. 

Lesson linked to all 4 purposes and AoLE Maths and numeracy, digital competency. 
 

	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.
	L.O. To order and sequence numbers, including odd and even numbers. 
T asks pupils to discuss ‘ordering’ with partners. Then elicits, smaller/bigger or biggest/smallest. Then takes lang further. What is ascending/descending? 

T puts examples on WB for pupils to have a go at on their own WBs. 
T does this to assess understanding. 
T then tells pupils they will choose their own Task, A B or C. Explains work is available on Hwb on Chromebooks (1 between 2 at least) – sustainability, no paper wasted. 
T asks to see work after 5 completed questions. 
Music playing quietly in the background while the pupils work. 
T assess work throughout lesson. School don’t use crosses or ticks to mark the work. They use ‘Steps of Progress’ abbreviations:
SAIL: second attempt in learning
TAIL: third attempt in learning
NAIL: next attempt in learning
DIN: do it now
TA: Target achieved 

This gives pupils direction to move forwards onto harder work in necessary, or keep trying if they are making mistakes. 

Child centred, choice, inclusion, critical thinking 
T wants pupils to make mistakes. Doesn’t want to see lots of work correct. He explais if they get everything right then they aren’t learning. The aim of the school is to push pupils further, they aren’t learning anything new if they know it all already. 




Appendix 4
a. Observation/Field Notes

	Date and time, year group:
28/09/20 – 1 p.m.
½ Year 5 and Year 6 – 30 pupils – 2 absent = 28 pupils in attendence 

	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).

Welsh Block Teaching – continuum from last week. 
Mixed ability 
Indoors – 10 pupils taken out of the lesson every 40 minutes for outdoor learning. Not observed due to COVID-19 restrictions
Register taken after lunch, pupils respond in Welsh.

LLC
Expressive Arts

	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards 

Relaxed atmosphere
Pupils talking quietly with friends. 
Teacher asks pupils to put Chromebooks away to those who are not listening. 

	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?

L.O. Use familiar sentence patterns with increasing confidence. 
‘Dyma Fi’ – about me

Students read a paragraph in Welsh and use illustrations to annotate the work. 
This is done as a ‘two page spread’. The paragraph is stuck in the middle of two pages and the illustrations are completed around it, in a mind map format. 

Teacher provides a recap to the pupils who were absent last week. 
The rest get on. Task available in 3 variations – green, yellow, red. Pupils choose their own. 

	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)? 

Welsh prompts around the classroom and pictures. 
Chromebooks on desks for pupils to use but they are not allowed to use Translate. 
WB can be used to practice drawings. 
Students can collaborate with peers. 

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

Students choose their own task level. 
Teacher gives prompts to take their drawings further by use of questioning. 
Teacher reminds pupils of layout, shows examples of others’ work.  

	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)?

Teacher uses assessment throughout the lesson by marking.
DIN = do it now – used to challenge pupils, work extended and to be completed in the lesson.


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

Students choose their own task level using the chilli’s – green, orange or red. 




Appendix 4
b. Critical Incident Identification Record

	Details relevant to the research context.

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

	28/09/20 at 1 p.m. 
½ Y5 and Y6 combined. 30 pupils in total – 2 absent = 28. 
Mixed ability
Block teaching = Double Welsh. 
3 groups of 10 pupils rotate and leave the classroom for outdoor learning. This was not observed due to COVID-19 restrictions. 
Continued work from prev. week.

LLC – Expressive art
 
L.O. Use familiar sentence patterns with increasing confidence.

Lesson format adapted from another school – collaboration for best practice. 

	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.
	Children could choose their own task based on chillies – green, orange red. 
Each task a paragraph in Welsh – red being Y6 level – progression step 3. 

Children to read the paragraph and annotate it using illustrations. 
Links with expressive art.

Letting the children choice promotes 4 purposes, freedom, child centred. 

Questioned teacher about children choosing an appropriate level and he said they do on most occasions.



