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Teaching is a complex profession requiring theoretical underpinning to every action, and every
plan (Gibbs, 2002; Krokfors et al., 2011; Donaldson, 2015). To supplement the theory,
teaching should be research-based, research-informed, evaluative and reflective (Donaldson,
2015; Webster and Whelen, 2019). Arguably, the ability to reflect upon oneself in terms of
performance and outcome is the most important skill in teaching (Webster and Whelen, 2019).
At this current time, education in Wales is undergoing huge change in the form of a curriculum
reform. The new curriculum, based upon recommendations from Graham Donaldson (2015)
and his work Successful Futures. This assignment will investigate and analyse one observed
critical incident (Tripp, 2012), relating back to Donaldson’s (2015) four purposes of education
alongside literature. Furthermore, the assignment will suggest recommendations for future
practice and discuss the role of critical reflection using models from Schon (1991) and Kolb
(1984).

The observation took place in a primary school located in a small town in South Wales. The
school is a Roman Catholic faith school which serves children from across the Vale of
Glamorgan. The primary school currently has 222 pupils on roll across seven single-aged
classes with a single form entry. There is a nursery on site which shares a building with an
external additional learning needs (ALN) unit (reference omitted to ensure anonymity). The
school is in an affluent area of South Wales and this is highlighted in statistics — the number
of pupils receiving free school meals (FSM) is below the national average at 12.1% (reference
omitted to ensure anonymity) . The school received a rating ‘Good’ for current performance
and ‘Good’ for prospects in improvement, in their last inspection by Estyn (reference omitted
to ensure anonymity). The school is a pioneer school for the new curriculum and is working
closely with Impact Wales throughout their transition (reference omitted to ensure anonymity).
The witnessed critical incident occurred in an observation within a Year 2, foundation phase
class of approximately 30 children. Within the class there is one child who is classified as
English as an Additional Language (EAL) and one child who is classed as ALN for autistic
spectrum condition (reference omitted to ensure anonymity). It is unknown as to how many of
the children are FSM.

A critical incident can be described as a seemingly insignificant occurrence or behaviour within

the classroom which can be critically analysed to become more significant (Tripp, 2012). The
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critical incident concerned a Year 2 pupil in the aforementioned school. The learner was
displaying traits of a more able and talented (MAT) pupil. They were disengaged from the
teacher input and became disruptive. Suggested reasons, implications and solutions will be

discussed further in this assignment.

The critical incident was observed using a case-study observation methodology. This method
of research consists of data gathered by a researcher directly recording behaviours displayed
by participants (Kumar, 2019). The observation was conducted as a non-participant, overt
method of observation. This involved the observer being known to the pupils in the class as
well as the teacher. The class teacher was aware of the observation, what the observer(s)
were looking for and the purpose of the observation. However, the children did not know for
what they were being observed for, or why they were being observed, just that they were. A
weakness of this model is that the teacher could display social desirability bias, whereby they
are fully aware of the situation and therefore modify their behaviour to reflect what they believe
is desirable (Cohen, Manion and Morrison, 2002; Kaminska and Foulsham, 2013). Despite
the possible weakness, it can be suggested that the method used is the most appropriate as
the children were the participants being observed and they were unaware of the research.
Furthermore, the nature of the observation was to witness a critical incident to analyse further

and this would be largely unaffected by social desirability bias.

This method of research is a cross-sectional snapshot observation; the observation is
reflective of the behaviours displayed at one particular point in time. Therefore, the displayed
behaviour — the critical incident — can only be generalisable to that particular pupil, at that
particular point of their schooling (Cohen, Manion and Morrison, 2002; Tripp, 2012; Kumar,
2019). However, to conduct a longitudinal study would be inappropriate for the observation of
a critical incident due to the nature of such. The findings and conclusions drawn for the incident

can only be hypothetically applied to the specific observed behaviour.

A significant limitation of the observational method is the Hawthorne effect. Although this is
similar to social desirability bias, it is more profound. The Hawthorne effect is whereby the
individuals who are being observed change their behaviour because they are being observed
(Diaper, 1990; Sedgewick and Greenwood, 2015). This is not necessarily ‘positive’ behaviour
change which defines social desirability bias (Kaminska and Foulsham, 2013). The pupils in
the observed lesson knew they were being observed having been informed by their teacher.
Furthermore, there were three known observers in the classroom writing on clipboards, a
constant visual reminder for the pupils. These factors could contribute significantly to the

Hawthorne effect.
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The data collected was a qualitative written prose of information gathered in the observation.
Both strengths and weaknesses of the data type arise. From the use of qualitative data, more
depth and detail can be recorded into the critical incident. However, the use of qualitative over
guantitative data can lead to less objectivity and show subjectivity from the researcher (Cohen,
Manion and Morrison, 2002). Furthermore, the assignment required an Assisted Reflective
Conclusions (ARC) model (Appendices 2,4,6,8), within which thoughts and feelings are
recorded. This creates an emotive element to the observation which could create further bias

in subjectivity (Cochran and Rubin, 1973).

The observation formed the basis of this assignment in the form of a critical incident case
study. The use of a case study allows for in-depth evaluation of an individual learner. This can
give insight into how a learner is thinking and why they are displaying the behaviours they are
(Kumar, 2019) . Despite the limitation of a lack of generalisability in the method (Cohen,
Manion and Morrison, 2002), the case study is the appropriate method to use to critically

analyse a single occurrence of behaviour, i.e. a critical incident (Tripp, 2012).

This assignment has focussed on Donaldson’s pedagogical recommendations written in the
Successful Futures report (2015). within the report, a recommendation is made that all
practice should be ‘evidence-based’ upon best, shared practice from across Wales, and
indeed, the world. Evidence is wholly dependent on research, without research, there would
be no evidence to draw on. This supports the importance of observational research being
conducted across schools. Furthermore, Graham Donaldson (2015) suggested the new
curriculum for Wales incorporates four core purposes to develop:

“ambitious, capable learners ready to learn throughout their lives;

enterprising, creative contributors ready to play a full part in life and work;

healthy, confident individuals ready to lead fulfilling lives as valued members of

society;

ethical, informed citizens ready to be citizens of Wales and the world.”

(Donaldson, 2015 pg. 29)

From observation, there are two clear defined links to these four purposes, these are ‘capable’
and ‘confident’. However, through further analysis, it is evident there are more links to
Donaldson’s (2015) four purposes. The four purposes are umbrella terms with several, more
specific examples of what the individual should be able to achieve. These allowed for more
insight into the potential links. These links will be discussed further at the appropriate points

during the assignment.
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The constructivist theory of learning is particularly relevant when discussing the critical
incident — it delves into knowledge acquisition and therefore allows for conclusions to be made
on how to best support a MAT child. Despite the theory being largely developed throughout
the nineteenth and twentieth centuries, it is still researched and debated upon in current
literature (Piaget, 1954, McPhail, 2015). This theory suggests that everyone is born with an
innate base of knowledge which can be described as the foundation to the individual’s lifetime
accumulation of knowledge and understanding of the world (Schraw, 2006). Constructivists
go on to suggest that all acquired knowledge is built upon to existing prior knowledge
(Alexander and Winne, 2006).

Psychosocial research has begun to gain biological underpinning in the form of neuroscience.
This research gains insight into the theory of memory formation. When a learner acquires new
learning through knowledge acquisition or cognitive engagement the information is stored into
the short-term memory. The information is then processed through the hippocampus whereby
if the new information is deemed to be of value, sent onto the long-term memory, ready to be
accessed when needed (Bear et al., 2015). Memory of both knowledge and experiences vary
between each individual occurrence. If a memory has stronger emotive hold or is of a
significant value to the individual, the longer the memory will last (Schraw, 2006). A particular
theory of constructivism focuses on active engagement. This involves the process of using
concrete materials or physically completing a task to solve a cognitive problem. Active
engagement is a process which uses more neurons in the brain to complete the task, which
in turn commits more information to long-term memory (Bear et al., 2015). Furthermore, it is
theorised that the interaction between cognition and life experience creates meaning to the
knowledge acquisition and therefore creates longer lasting, emotive memories (Bodner, 1986;
Bear et al., 2015; MacBlain and Gray, 2015).

Both the psychological and biological research into the constructivist theories can give insight
for a teacher into how their pupils learn. Furthermore, to implement Donaldson’s (2015) core
principles, the teacher must have knowledge of how their pupils learn. This knowledge enables
the teacher to facilitating the learning of all pupils - promoting knowledge acquisition and
ensuring information retention. This theory of learning can be useful in its application to MAT
pupils. There is research to suggest that in some instances, the more able pupils are not
making the same level of progress as their lesser able peers (Smith, 2005; Smith and
Campbell, 2016). This could be due to the fact that the more able pupils are being over-looked
because they are achieving national standards with ease and the teacher feels they must bring

the rest of the class up to national standard (Goodhew, 2009). Another possible reason for the
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lesser progress could be due to challenge from the task, encouragement from the teacher or

a lack of motivation from the MAT pupil to learn (Campbell, 2016; Bakx, 2019).

Piaget (1954) theorises that to gain conceptual understanding of new information, the
individual must establish equilibration. This is the balance between internal cognition and
external input. To learn, an individual must be in dis-equilibration. The imbalance is what
stimulates interest and motivation into understanding the concept and strive for the
equilibration. If the new information or concept does not create enough dis-equilibration, this
will create too little cognitive stimulation, therefore reducing the amount of information being
stored into the long-term memory (Bear et al., 2015). This supports the statements of more
able pupils making lesser progress than their peers (Smith, 2005; Smith and Campbell, 2016).
Therefore, it can be suggested that teachers must be aware of the cognitive processes their
pupils are undergoing to ensure they are best facilitating the learning, and information recall,
for their pupils (Nuthall and Alton-Lee, 1990; Gibbs, 2002).

Studies have shown that up to 50% of high ability pupils don’t reach their full academic
potential (Morisano and Shore, 2010). A lack of motivation among high ability pupils is one
suggested reason as to why this is the case (Driessen et al., 2007). A theory of motivation that
can be applied in relevance to the critical incident is the self-determination theory (SDT) (Ryan
and Deci, 2001). SDT theorises that teaching should support the needs of the pupils to both
gain and maintain motivation towards their learning (Stroet et al., 2013). Furthermore, SDT
describes three basic psychological needs: relatedness, autonomy and competence. These
three needs must be supported to ensure pupils are motivated to learn (Ryan and Deci, 2006).
Hornstra (et al., 2015) suggests that the high ability pupils will have ‘specific educational
needs’ to their peers therefore teachers can find it challenging to support these pupils in

relation to their autonomic needs.

Another theory for amotivation is due to a fixed mindset (Dweck, 2013). Research has shown
that a view of intelligence as a fixed trait can be a significant contributor to a lack of motivation.
This can be enhanced through praise for academic achievement. However, if a pupil is praised
for cognitive processes rather than the outcome, this can create a view that intelligence is a
changeable trait, therefore, resulting in more motivation and a ‘growth mindset’ (Haimovitz
and Dweck, 2017). This can be related in context to the critical incident, and can be seen as
a significant theory when considering how to best support a disengaged, unmotivated, high
ability pupil. The amotivation of a pupil has strong links to Donaldson’s (2015) core purposes.
Under the umbrella term of ambitious capable learners, lies a point about pupils actively

seeking challenge. If a pupil is unmotivated for learning, it could be said that they should be
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introduced to the concept of independence in seeking out challenge for themselves. This could
be a key solution to achieving Donaldson’s (2015) purposes and progressing the individuals

learning and development.

Another key factor of the critical incident could be said to be the behavioural issues that arose
through the disengagement and amotivation of the pupil. It can be suggested that boredom is
a key contributor to these issues (Welsh Government, 2010; Cowley, 2014). Classrooms are
experiencing more frequent low-level disruptions as the most significant behavioural issue and
research suggest that this is due to a combination of amotivation and boredom (Watkins and
Wagner, 2000; Cowley, 2014). Canter (2010) suggests that the boredom arises through a lack
of stimulation in the school environment compared to technology-based recreational activities.
It could be suggested that multiple methods should be used to enhance engagement in the
task (Van Der Meij and De Jong, 2006) However, a learning environment that consists of too
much stimuli can distract the pupil from the task given. If the classroom has too many displays
and activities set out waiting, the pupil could easily become overwhelmed therefore not fully
engaging with the teacher (Dixon et al., 2006). This could be observed in the critical incident,
the MAT pupil was reaching up and grabbing at items close to them which were not involved
in that part of the lesson, and part of the continuous provision. This highlights the relevance
and potential application of (Dixon et al., 2006) research into the classroom environment and
pupil engagement. Although it would seem obvious to increase the stimuli present in learning
activities, this is not always appropriate or possible, therefore the use of target setting can be

a vital strategy to motivate pupils and in turn, reduce low level disruption (Cowley, 2014).

Despite target setting being presented as a successful solution to combat amotivation and
boredom, they have several weaknesses and potential to be unsuccessful. Targets must be
set at the appropriate level for the individual — a target set as either too easy, or too difficult,
for a pupil will act as a demotivator (Duda and Nicholls, 1992). This can prove to be a challenge
for the class teacher (Perry et al., 2018). Furthermore, the type of target set must be
appropriate for the individual learner's needs. For example, a MAT pupil would not benefit
from an attainment target, rather so a process or behavioural target (Morisano and Shore,
2010; Archer, 2018). As mentioned earlier, the MAT pupil may have a view of intelligence that
it is fixed and perhaps is over-confident in their cognitive abilities (Haimovitz and Dweck,
2017). If a teacher were to set an attainment target, that perhaps would not stimulate any
challenge or motivation, therefore, the benefit of target setting would not be presented in this
scenario (Duda and Nicholls, 1992).
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A strategy closely linked with target setting is the use of a rewards system. Rewards can be
said to be particularly useful when trying to motivate a disengaged pupil and come hand in
hand with target setting (Dweck, 2007; Cowley, 2014; Payne, 2015). The pupil discussed in
the critical incident was showing behaviours of an individual who is not intrinsically motivated
and needed extrinsic motivation. A disruptive behaviour displayed by the individual was to
‘shout-out’ to the teacher to gain confirmation and praise. Therefore, it could be suggested
that the pupil was completing their learning activities to gain the extrinsic reward of praise.
Praise can be describes as a form of positive reinforcement and operant conditioning (Skinner,
1948). Positive reinforcement, when used successfully and consistently, can shape
behaviours of an individual. For example, a teacher giving regular, consistent praise for a pupil
for not disrupting their input can create a ‘learned behaviour’ of the pupil not disrupting their
lesson as their normal, learned behaviour (Bandura, 2010). Research has shown that this can

be effective in the classroom context (Evans et al., 2003).

Assessment for learning (AfL) strategies could be another tool for improving motivation
(Walters et al., 2017). The principles of AfL are that the learners are actively involved in their
own learning through the use of feedback. There are four components of AfL: questioning,
quality of talk, quality of feedback, peer and self-assessment. It could be suggested that the
use of all of these elements can help a disengaged pupil (Stiggins, 2005; Walters et al., 2017).
An AfL strategy called ‘turn and talk’ whereby children are asked to discuss answers to an
open question with a partner could prove useful in the given scenario. This has strong links to
Vygotsky’s (1930-1934/1978) theory of the zone of proximal development. This theory
suggests that a learner has an optimal level of challenge and they must be within this to
achieve the learning aim (Vygotsky, 1930-1934/1978; Harland, 2003) . However, an individual
can move through the use of a more knowledgeable other (MKO). The MAT child can be used
as a MKO to support their peers in learning, therefore ingraining the MAT’s knowledge into

long term memory as well as benefiting others in a class (Stiggins, 2005; Bear et al., 2015).

Being a reflective practitioner is vital in teaching. The professional standards for teaching and
leadership in Wales (2018) describe the need for reflective practice. Therefore it is important
to discuss different reflective models. Although many reflective models exist, the aim of
reflection remains constant — to evaluate to inform future practice (REF). The first model of
reflection discussed in this assignment was developed by Schén (1991). This model describes
two different forms of reflection: ‘reflection in action’ and ‘reflection on action’. Reflection in
action is immediate feedback and reflection occurring concurrently with the live practice. This

creates opportunity for immediate change if required therefore can be considered the most
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efficient type of reflection. However, this does not translate as the most effective type of
reflection. A limitation to this particular type of reflection is that actions and reflection can be
emotionally biased as the practitioner is experiencing the event at that moment in time. It can
be difficult for the teacher to think objectively in that scenario (Zwozdiak-Myers, 2018). The
other form of reflection described by Schén (1991), reflection on action, is conducted after the
event has taken place. This type of reflection allows for the experience to be evaluated in
retrospect therefore removing some emotive bias. However, it does not allow for direct change
to the event that has occurred, only allowing for future change. It can be argued that these

methods should be used in unison for the most positive impact on practice.

However, the reflective cycle which could be deemed most appropriate and beneficial for the
observation of a critical incident is David Kolb’s (1984) learning cycle. This consists of four
stages and has an aim of drawing conclusions from different experiences and evaluation. It
uses retrospective evaluation, comparable, albeit in more detailed stages, to Schén’s (1991)
reflection on action. The four stages are organised into a cyclical structure and are as follows:

1. Concrete Experience. This stage is whereby the learner experiences a concept,
behaviour or practice for themselves. In the example of this assignment, that would be
the classroom observation.

2. Reflective Observation. This stage is the evaluations of the experience made by the
learner upon reflections of the concept, behaviour or practice. Within this stage, the
learner should gain an understanding to the motives of particular occurrences. In this
example, that would be the ARC reflections (Appendices 2,4,6,8).

3. Abstract Conceptualization. This stage consists of the learner drawing conclusions and
suggesting recommendations for future practice. During this stage, the learner should
draw upon research and support and recommendations from their peers. This
assignment would fulfil this stage of reflection.

4. Active Experimentation. This stage is whereby the learner tries out the
recommendations in either the same, or a new environment. This creates a new
learning experience and therefore the cycle should start again from concrete
experience.

This reflective model links directly to the professional standards for teaching and leadership
in Wales (2018). The standards support all teaching staff to engage in personal and
professional development based upon collaboration, reflection and evaluation to create a
“sustainable research-led impact on all learners”. This link secured my decision to use this

model in my personal reflection both now and in future practice.
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Upon reflection using Kolb’s (1984) learning cycle, an evaluation of the critical incident can
inform my personal future practice. As this assignment draws on the abstract
conceptualisation stage, detailed research has been conducted into how | could prevent an
incident of a disengaged MAT pupil. Strategies identified in reflection include target setting
with extrinsic rewards upon achievement to increase levels of motivation. However, it must be
considered that MAT pupils are not a homogenous group, rather so individual learners, with
differing needs (Eyre, 2012).

This assignment has described and evaluated the method of observation within an educational
setting in relation to a critical incident. Identified limitations with the methodology include:
social desirability bias; emotive bias and subjectivity; and the Hawthorne effect. However, with
all educational research, there are limitations such as the described, and observation is the
most appropriate method of data collection for a critical incident. This assignment has looked
into how learning theory can be applied to a critical incident to understand how and why a
learner may be disengaged from a particular activity with a focus on motivation and behaviour.
It has discussed possible strategies to combat amotivation such as target setting and the
potential limitations in application. Links to drawn Donaldson’s (2015) core purposes have
been identified throughout, particularly relating to confidence and capability. It can be
concluded that the role of the reflective practitioner is vital to teaching in Wales, and can have

a direct positive impact upon children’s learning and development.
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Téimladau/ = _k 5

Feelings VRN rushoen @ Borw Pupl and wacher. |

Beth y;;elch teimlodau ynghylchy | o> Qushrodsd  wak oatc pupls being

e M Shaacke & \o‘s s \>e havi ouy

“What are your feelings regarding

the experience?”

Cofio a Deall/ \ A - \
Remember and B \'e'_‘6 ot P“{)‘\‘ doenqa%ﬁd Qoon ke \eson, F‘d%d\\’\ok.,
Understand md‘\“‘s up, \'\UM% asound and tavener  Nowever, Ve
“Allwch chi restru elfennau’r achos Abg \o answer q woong C‘_)m \Roc . Ow«\ a k‘_‘n

yng nghyd-destun y dysgu?”
Ol eduen. Qonn  Waens gy -

“Con you list the aspects of the
incident in the context of learning?”

Gwerthuso a dadansoddi .
/ Teacher \nwm%%, Muv&:\% e Qupi\ Alosoun

Evaluate and analyse &
O™ onoYRY QUEN WO vaog NI s

"Bethygellldelgadwyrun/alhl (

sicrhau addysgu o dysgu effeithiol be\'thw. N -

oy - reduciag e wMeack o ovwa Pagas)
SRR Caal e e i e AL Comale,

“What could be kept the same to i
the che/ w :
as Sa"ﬁ‘“ﬁ" mzo,Q'.N:Q nonds  ousy -

ensure effective teaching and
learning in the future?”

Casgliadau a chamau A
SSih (VT PN J & S
gweithredu/ POSIDR Soluson ok dumrNatien quandeny s
Conclusions and actions engo Pap\
ok s ‘ous\s%x o5 (\k'c'e bua « taWle B wase daner
- 5 ~ ~
e exRlein ko oSS e

mater o nodwyd?”
“Beth y gellid ei wneud nesaf?”
OPen quatMons direckeon ok eup |

“What are your possible solutions
to the issue identified?”
“What could be done next?”

" Yprofiad newydd / Transformed experie

o s R I
BT

)
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ECAD6007 Student Number: 1900050

Appendix 3a:

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)

//Q
Date: 2ona Soe (Yr Q/
—

Lesson details:
Maths - cadivion.

Classroom culture
(Are the students focused on learning?)

* stack! childwent on co @cus e on task. ncliv:
. AU
X i fex v duok oIk Ow

Teack med Nd:ahm% the ‘eacher.
Minncu c\:seosoaemu\t— Mnost on kasw = Cocussedh
G MAT  Suswackech - S ALY ask €rgoaech .

Objectives
(Is there a clear purpose to the lesson? How do the lesson activities promote that
purpose?)

\le(ba.u;k rQ‘.\QJah'\'\%\ Cha o\-q—\\ec(\ves Coumber senxenen )
LO~ Sonch in Yook, a,ferenk aied .

Direction

(Are the students clear about what they are doing and how to do it well?)
Teaches C\\ew“‘a\ cn\dlven Unows  whnak ey ace. docra :
WERR Signs Witk yoite  tedrded cRps Yo remind  eliduen
Wned b dlo in conknuons + envanced provision

children ey - o one AV whoA Yo Ao

Access and challenge
(Are all students able to engage in the lesson? Are all students challenged?)

EAL- |\ with A shcle elass  counting \oqethes
ALN - deq v na on Whilevooudl . GO: a “:("Q\‘Aﬁ ques\'\m’\ ,
-~ At S%%o%(d |

Chitdeen gieen Qeedon Ol W2 mexhod . Aows alk Pugis &

dO % their owa w“-‘-d SronCrensen  occess .
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Appendix 3b:

) 5 I
I Noeom vy Athrofa
Y University of Wales Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities
Assessment
How does the tea
lesson? How is thi

AGL T Chedg oo eWileleen. auQ 8&#0% o
olo.n& e dual wo i,

S\wﬁs the cass G incRividuals
C{o‘\(\% U\(ov&ﬂ\\ ansSweds - adan

= exear\cx:ﬁ . ancl erg.a.imn&
® D¢ (Bremiphon. Wil o
S more A;\_ Wi th

\AS-r\j M Mon
form

cher assess student under

standing before, during and after the
S used in their teaching?

WRLSL \\'\%'M

qood\ wsaile . LuAGe L
NN\ ikth ANeic hand Lp.

ConerRAe /{ar\@h\! *+ While \pooh .
\owe odo:l-,».a\

w\ist‘or\%\\'or\s

Qow\ PEVIoUAS fess on <
\&'u-’\h‘\c& o\\‘ScusSor\_

<

Specifics / Critical Incidents
Are there particular telling moments and examples which it would be helpful to
discuss?

« DY F&,‘e{\t Methods

- dhowe oA how W e e
¥ Extension tasic given w AT

& ALN déengu%eo\ and dfaw(r\%- T @t plekech
Maxns -

%

B¢ w Yook
G d\'g\,ac\\'(\(& oYW ¢ howewnys \,e‘ml cre A
1) > 13\‘\
Y ovows ¥ v
& \cmae SP:()\O“ Piov€cA to e o auma /e O\'\-b\xmchor\,
Speciolly  p. ALN
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Appendix 4:

P

Student Number: 1900050

retone | Yr Athrofa
N iermrimes | soes: rcons”

Trieity Sawmt Davit

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dyddiad/Date: 7. \O -\ 930 am
Digwyddiad critigol (Ffocws)/Critical incident (focus): Al N d:\senwd Qo \esson -
L Profiad/ Experience
;eir;rladau/ - ccaBdent o Lok ey Solurion. feaN quive wfrvect
eelings
Beth yw eich teimlodau ynghylch y on xne  ALN (AS'BW X
profiad?
"What are your feelings regarding
the experience?”
;oﬁo a ll))ea"/d - pupi\ d‘.se(\gogeo\ Qom keacher inpukt and alSo wae
emember an :
Understand focus  WAS)e, econancech =+ convnous Qevision
“Alhweh chi restru elfennau’r achos - Acavsi o~ e oo % e
yng nghyd-destun y dysqu?” SIS AL ok ook o) o\o.:\% maxhy .
- wWondon argn Qe ho  \ox
“Con you list the ospects of the b %\ S Y e
incident in the context of learning?”

Gwerthuso a dadansoddi/ | _ ST

Qs o/ chiieen o minimnise

Evaluate and analyse At s
“Beth y gellid ei gadw yr un fath i - Bhi\d \Wa \C
sicrhau addysgu a dysgu effeithiol : S oSaetfewn Chauce
yny dyfodol?” % - 3
i o Rt LSSy
“What could be kept the same to - Chono\oaiCaAl ¢ < 4 \ -
e e ki g ) o Q) AtvuckonsS  ‘Aigh, few ¢ Wit
learning in the future?” Vilhad bonegkado . j\
- XiMek on  wooudk ko aid

Casgliadau a chamau ot did o
gweithredu/ - Teéaches A N on\weuag oonee . {\ﬁa-db& <AL o
Conclusions and actions wakdn < oompt  ewid.
“Beth yw eich atebion posibl i'r \ v o G
mater a nodwyd?” - \e§s e DN .
“Beth y gellid ei wneud nesaf?” "\ d‘(aM{S ( i AL V\S\{CX,\ o'k S)

aAsS Wi\ <

(ews\c\ A neuy c}&\uch\\% Xast o Yhak

“What are your possible solutions
to the issue identified?”
“What could be done next?”

tme

SORDY fe

TS T

__ Yprofiad newydd / Transformed e
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Appendix 5a:
g eaeian Y Atthrofa

¥ ' University of Wales Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities

OBSERVATION / FIELD NOTES

(Questions adapted from Fletcher Wood (2016)

Date:
SO WS am
Lesson details:
£ngisN’. nouns. verss ,adyectives N
P

Classroom culture
(Are the students focused on learning?)

Somewnal Askvackkdd Qomm tasHcs

Walleirg o (stovt ok lesson
Shared rendi(\% o)

LalVing ever, C;c\%zh' acy

C\ass  Creeked  pevag@pn - More foeus -

Objectives

(Is there a clear purpose to the lesson? How do the lesson activities promote that
purpose?)

TSKT writR a gralt eretun o oXexk Shnouwe d w(;\'in%,
USing NOUnS, verns, adjeckues . Seared veaom\%,/ class cm:don.cb
@ pevagaph fogetes and POt cuk  Rakuse s

Direction
(Are the students clear about what they are doing and how to do it well?)

Ob\;ect\v-e Stuele e Wwoole | ca Mot s ooua and disussed
OO OUNA

Minl boavds 2 veice Cclips SaA.& ~
! whak W Qo .
Piovision - a4 on  Cacine

Access and challenge
(Are all students able to engage in the lesson? Are all students challenged?)
TP\ v (’em‘f\df{\% \owlr O)Ox\u\'la % Whok O o s

+\i8h€.( ab\;ht \oe.r% challanged. 2 PP NouA rokhes Ko st
T\M‘

D‘\-@fer\k-. afRen: Biang e G

Senk ot Stur\wr\ ©r
(’\O\ws

Voo =
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ECADG6007

Appendix 5b:

¥ University of Wales Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities

@.,:x:m.svsm Yr Athrofa

Assessment
How does the teacher assess student understanding before, during and after the
lesson? How is this used in their teaching?

Think | paic ohate - teachec NSening (douns) w enaiens’
ANJecs / discussions.

Atl: Acvons @ No s Qaoct)
AR an, Adyecave e . astant back Qom
all  chodren 2 X

Cor A (h\l'-f\x_ oS\A.na (‘uf AnsSwe €5 /aﬂcl\j\c‘(

Teacner c\\ec\om& A all cwldren  4p theic indogencient
‘-kvans- I\s\ur\& “PEN quenhons  ctbouk wo i .
‘E“W‘é AUing quedions oot \essow.

Specifics / Critical Incidents
Are there particular telling moments and examples which it would be helpful to

discuss? ‘ e
o " > occup /:U"‘;“'”‘k dowe \QNNMB\
Fs B Tnck \\\\e'\:“i_ Nﬂ““% on & C\\ébco:o\ = coping

(d G

& "\uu\;rxa UCUo A anch t“-\lcra\ - noe \"s\e(\‘w\t&__

ot )
opoes a)o‘\«ha_ Pupi \)tné enthus oSt C

® YTeachn 3 ; ;
e Nevs Gkt i laveng . amen

(‘oo‘;f\a.
> likes bhe S\MZ\ s ouA dogs

*  Teaches S\oepiﬂg the wye 01 Uhhers

1 Q\L_ « Mc)\
4 Sy Gom tave AR b B

A -
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Appendix 6:

Nwzmene | Yr Athrofa
@m»« uudcamd um-uinel

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dxddiad[Date: 2.\.0.\A “ |5M\
Digwyddiad critigol (Ffocws)/Critical incident (focus): (o e’ o.)a\&b Srousegy wgh  enthusiasa
Proﬁad/ Experience
T:;Tr:;gaU/ I S e e o} proe and exaeaant QR
Beth yw eich teimladau ynghyich y Pupl. s hagpiness a Wwe tegc was \nfeckuy.
profiod?
“What are your feelings regarding
the experience?”
Cofio a Deall/ A \owue c"o‘.\;\-\% pupil S\r\w‘ﬁﬁ aro.x cpthusasm  in whe
Remember and s : p:
“Sho ) a Wy We Aeqs
Understand COAES esson.  Oved hao "“"‘d\f‘ﬂ | ealty \ cc&‘ 3
TR Wghlighty that the g enjoqecr by re gt

“Allwch chi restru elfennau’r achos

ALUR (N \\;%\\ level af entusiasm

yng nghyd-destun y dysgu?”
FeSoche Po\\oes wSu\‘C\(\a
“Con you list the aspects of the
incident in the context of learning?” | and\.  confdencs .
Gwerthuso a dadansoddi/ | _ <, ng on  engag ngy kg(,; (
Evaluate and analyse Una suekio
= 0\\00-'\3 e & entnusiastc \
“Beth y gellid ei gadw yr un fath i the S\o‘\é Gl © answe ook
sicrhau addysgu a dysgu effeithiol ;
yn y dyfodol?” b\.&.x& rause ’8’ e  cocrect ANSW: o Cowa.%: A Wee
“What could be kept the same to Con\ R deneo . %
ensure effective teaching and
learning in the future?”
Casgliadau a chamau < T A )
gweithredu/ 7% pupils & el of weic  (uakneousa NS
Conclusions and actions WMis  was W doese
“Beth yw eich atebion posibl i'r i i ¢ N e auewo @ USRS
mater a nodwyd?” eONhusiasm
“Beth y gellid ei wneud nesaf?” W
= WUse ne . 3 3
“What are your possible solutions enthy Soh € ?"‘P \S B ok A W
to the issue identified?” c\ass o -
“What could be done next?” SO Aheir enthosicam of twa 3\@“6

P e R
S e ek

iR 'Y profiad ne ewydd /- Transformed
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Appendix 7a:

Yr Athrofa

Addysg a'r Dyniaethau

University of Wales ay
Education and Humanities

Trinity Saint David

P Prifysgol Cymru
& Y Drindod Dowi Sant

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)

DAtE NN NN \.USem

Lesson details:
RE: Signs and Sy s

Classroom culture
(Are the students focused on learning?)

focvaed on tasic - (’Q_\MNA& .s.aw < &\dm\b\s W encik Chuddh

Sem=e  diskocked . @um pecode v s Inreugag afAes
lu.nd\)

Objectives
(Is there a clear purpose to the lesson? How do the lesson activities promote that

purpose?) A = oot Dirierans

T8AT : recognise Signy Ok \ome, ok Scheol A Q\U.KC\-\

(& drawing  Signs/ Syabers J

AQ
6 0 -(Ao\a\ S%N\N\S AT RE
Direction

(Are the students clear about what they are doing and how to do it well?)
thiav Soards  andivoie. weced dlios witwohng e casic
20 < :

Stude ko bom&wm@b&\&&mw.

G O ch\d ¥ oLk
a Asungs 290 = g\l JAsk qQot on waien

Access and challenge
(Are all students able to engage in the lesson? Are all students challenged?)

i\\\apm%\ ORI ANSWeS 1 aMow  cWARA ko chocse
e own c\a\%u&ha_ / Level of elabsrakion .

Diferenatoc woMgheo ks STUCK ko woomves
L NS on 4o qvren ‘o eUPAs Who have Qs A,

=24 -



Student Number: 1900050

ECADG6007

Appendix 7b:

Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

P Prifysgol Cymru
» N Y Drindod Dewi Sant
* ' University of Wales
Trinity Saint David

Assessment )
How does the teacher assess student understanding before, during and after the

lesson? How is this used in their teaching?
Covel a-.u.‘ms qmes\’\o.\m%. Open © C\esedd auemons
A\\ow\n%\ aoora RO\ o answes s

9
C\s\t...t\Qr childien o @akocoke on anctrery an Swex

Teachel aswang  dsldsen  difReent aked quesions  canlsc thauy v
o indopendeay  tave . Agl

Specifics / Critical Incidents
Are there particular telling moments and examples which it would be helpful to
discuss?
* ALN M'\(k_ an apele m% beoehes Trpul
* Shouking ocuk onswer oW othar  cukdren
o AW\l \ay; :
4 Fdouxn awen toackes kol
AL PV en
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Appendix 8:

§.memu Yr Athrofa
e s et | e Dynisethen

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC ) Model

Dyddiad/Date: 2 \O) . \A L LSem
Digwyddiad critigol (Ffocws)/Critical incident (focus): C\w\c\ \Clad'm% on C\a)f .
L Profiad/ Experience
Teimladau/ 3 "\  So
Feelings IS boos m‘\d\\ﬁ b "\3 SBUSER ANhs M
Beth yw eich teimladau ynghyich y ur\c« usec. Y\oweues, \ v \')&N\PC\M\DA\ CSoiNnes
il ANNA'S cbhviouwy Sg\& 0{ Qoudrsaur on .
“What are your feelings regording
the experience ?”
Cofio a Deall/ Lowel ab \ o on Q’\m Aurn feacher nputk .
Remember and a \“t\ gt \O}G %- § ' %
Undercearel il agoesired <O pe Rus\sexndl e tne ‘asie .
“Allwch chi restru elfe ‘rach .
yngnghyd-d’:sr;::;y’;’g':‘;"r % | Rerhogs  anvd Rund e quesiont  too KLUt ~nhe
“Can you list the aspects of the fecidank «Q\\ow@c\ o N(m%‘ anguwes o o w
incident in the context of learning?” a RO G Q . = Gehon
vy : aRdency oclrect 7
Gwerthuso a dadansoddi/ 3
Teeher wienverocoh -\mazama\ o oSk Chad o

Evaluate and analyse

“Beth y gellid ei gadw yr un fath foeus -
th y gellid ei gadw yr un fath i e

skrhau oddysqu o dysqu effeithiol | T€AChes Wopk Locus o ar Qern other pupiy ko
dyfodol?”

4 avo.cl CX\S(LLQ\RO(\ an) (\\S\«:,mﬁor\ ;

“What could be kept the same to

ensure effective teaching and
learning in the future?”

Casgliadau a chamau DiQerery %
‘ Naked quehons  coul

A be used o covel- Coua

gweithredu/ e
o the eupi\ oncCe
““'{j \oezacu\ ol

Conclusions and actions
oo cooaa Be &
YSe  nde- pear -

“Beth yw eich atebion posibl '

mater a nodwyd?” ‘\
anothes

“Beth y gellid ei wneud nesaf?”

"What are your possible solutions
to the issue identified?”
“What could be done next?” (o VY \

e A S T M e XX
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