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INTRODUCTION 

 

With the aim of identifying the areas of teaching and learning which require further 

development, student teachers can undertake classroom observations from which they can 

create a critical incident.  Within the realms of education, critical incidents and the process of 

recording and reflecting on them is recognised as an important means for developing and 

improving a teacher’s professional awareness and practice (Tripp, 2011).   

Unlike the name implies, these events do not have to be critical in nature, that is an event or 

incident which results in serious consequences.  The event may simply be a common place 

event or incident that stimulates a practitioner’s interest or generates further questions.  It is 

only through the key processes of critical analysis and reflection, the process during which 

all aspects of the event and influencing factors surrounding it are scrutinised, that an event 

or incident develops into a critical incident (Tripp, 2011, Mohammed, 2016). 

In this instance a critical incident was created by observing a number of pre-recorded 

classroom experiences.  Once created the critical incident then enabled the areas of 

differentiation and metacognition to be identified as areas suitable for further research within 

a literature review.  Following on from this a process of consideration of the Professional 

Standards for Teaching and Leadership, alongside the evaluation and critical reflection on 

the critical incident and areas of research enabled the successful identification of the 

researchers next teaching and learning steps. 
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The Role of Critical Reflection 
 

The defining quality of a professional teacher is having the ability to critically reflect (Winch 

et al,2015; Bassot, 2016).  This view has long been recognised throughout the international 

education community (OECD, 2014; BERA, 2014).  The practice of critical reflection 

stimulated by classroom occurrences and practice, is upheld to be important as it can 

improve a teacher’s knowledge, skills and attitudes. By the critical consideration of the many 

extenuating factors that influence a teachers practice, critical reflection can facilitate a 

teacher’s progressive development and advance the quality of their teaching and learning 

thus improving learners’ outcomes and the quality of the education system (OECD, 2014; 

Furlong, 2015).   

During the recent educational reforms in Wales, the absence of critical reflection within initial 

teacher education and professional learning for teachers was highlighted by Furlong (2015).  

Subsequently, to increase the professional perception, standing and quality of teachers’ the 

revised Initial Teacher Education criteria and the Professional Standards for Teachers, now 

include direct reference to the practice of critical reflection.  Both recognise the key function 

of critical reflection and the role that it has not only in supporting the ongoing development 

and professional growth of teachers but also in supporting the learner on their learning 

journey (Welsh Government, 2018 and Welsh Government, 2019). 

Larivee (2000) defines critical reflection as a process which combines systematic critical 

inquiry and self-reflection, a process which allows an individual to explore and examine their 

personal beliefs, values and feelings, whilst also considering the implications of theory, 

legislation, political, cultural and societal beliefs prior to making alterations and 

enhancements to future practice.  Whilst beneficial to teacher training and developing 

teaching practice, Brookfield (1995) and Ghaye (2011) urge caution, stating that the ‘critical’ 

process can be perceived by some to mean ‘negative’ and may adversely impact on the 

emotional wellbeing of the reflecting individual.  It is, therefore, important that educators and 

mentors are mindful of these consequences and highlight that ‘critical’ in this context serves 

only to deepen and inform the understanding of practice through critical theory (Thompson 

and Thompson, 2018). 

Although Dewey (1933) was the first to introduce the concept of reflection in education, it 

was Schön (1983) who then built upon the concept of questioning to aid reflection and alter 

future practice.  According to Winch et al (2015) Schön (1983) developed the first critically 

reflective model (see figure 1).  Schön (1983) introduced the two-stage process of critical 

reflection; reflection-in-action and reflection-on-action.   
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As the terms suggest, reflection-in-action occurs as teaching takes place; with reflection 

occurring in real time.  The consequential alterations to practice are then based upon tacit 

knowledge (that is existing knowledge and aptitude developed through personal experience) 

and previous practice.  Further reflection-on-action then occurs after teaching with this then 

informing and enhancing future practice.  This process is regarded as cyclical and ongoing 

(Schön, 1983; Winch et al, 2015).  However, this two-stage model criticised as Winch et al 

(2015) indicate that it fails to acknowledge the role of theory in reflection, one that Larrivee 

(2008) sees as pertinent for critical reflection. 

Subsequently, further models of reflection have been developed. They are considered as 

one of the easiest ways of engaging with the process of reflection as they provide a 

framework of questions for systematic review (University of Edinburgh, 2021).  However, 

Hayes (2014) states that several of these models, for example Kolb’s Reflective Cycle 

(1984) and Gibb’s Reflective Cycle (1988) are too simplistic and consequently fail to address 

the complex process of critical reflection. With the aim of understanding a learning 

experience, the cyclical 5R framework leads an individual through reporting, responding, 

relating, reasoning and reconstructing (see figure 2). 

 

 

 

 

 

 

 

Figure 1. Schön’s Reflection-in-action and reflection-on-action (Gordon, 2017) 
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Devised by Bain et al. (2002), it concentrates on five core stages with each one focusing on 

one aspect of reflection. Individual consideration of each of the 5 stages allows an individual 

to examine all the important aspects of reflection which in turn assists with the creation of a 

critical reflection and is beneficial when planning and producing reflective writing (Bain et al, 

2002). 

Although critical reflection has been identified by many as a beneficial and essential practice 

for initial teacher education and professional teachers learning and development, Bain et al 

(2002) and Bassot (2016) assert that reflection is not an innate skill. It is one that some 

struggle to grasp as to be mastered it needs to be taught, developed and have time set 

aside for it to be practised.  Nevertheless, Larrivee advocates that critical reflection should 

not just be reserved for teaching, it should be incorporated into all aspects of life (Larrivee, 

2000). 

OBSERVATION School and Class Context 
 

The observation process for this assignment took place online. It involved the viewing of 

several pre-recorded video clips of teaching and learning taking place in classroom 

environments.  The pre-recorded clip which led to the identification of the critical incident 

used to inform this assignment featured a year two class of 24 mixed ability learners. Further 

contextual information such as the size of the school, the background of the pupils, how 

many were eligible for free school meals and the percentage of those who had additional 

learning needs was not available.   

When it comes to reporting on school experiences it is important to adhere and comply with 

the confidentiality and anonymity guidelines as set out in the Ethical Guidelines for 

Educational Research (BERA, 2018).  All staff and pupils should be anonymised by using 

terms such as practitioner A or practitioner B or pupil A and pupil B, with any possible 

identifying information such as specifics regarding a pupil’s gender, religion or ethnic group 

not being mentioned unless the school and parent or carer specifically waives their right and 

written consent from both parties is gained. Whilst within the school respect should also be 

shown in relation to privacy, autonomy, diversity, values and dignity of individuals, groups 

and communities (BERA, 2018). 
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Critical Incident and Its Links to Donaldson’s Four Purposes 
 

The language used by a teacher when summarising her year two multiplication teaching and 

learning plans caused me to stop, think. Certain words and phrases stood out, they sparked 

interest as I recognised some of the words from lectures, and this started me thinking about 

the possible avenues of research I could pursue (Appendix 1.1). 

The critical incident for this assignment was created when the researcher observed a 

teacher discussing the multiplication learning objectives for a year two class of mixed ability 

learners.  The teacher said that they were revisiting the early stages of multiplication 

previously covered earlier in the academic year.   At the beginning of the week the teacher 

had posted the word ‘multiplication’, and this had prompted a discussion and the creation of 

a poster where the learners stated what they already knew about multiplication and what 

they wanted to find out about it. To ‘narrow down a method that each learner needed to 

focus on’ the teacher aimed to ‘unpick what the learner already knew’ and in doing so 

address any ‘gaps that the learners may have’.  

The teacher then proceeded to say that the class had then been split into three groups, one 

group of learners were working on repeated addition, another group were working on a 

different area of multiplication and then the higher ability group were working to ‘consolidate 

their knowledge’.  The teacher hoped that by addressing ‘their misconceptions’ and what the 

‘learners didn’t know’ that by the end of the week the learners would be able to recall some 

of their previously learnt multiplication facts by memory. 

The teachers process of creating a poster enabled the learners to reflect on what they 

already knew about multiplication which then allowed them to think about and identify what 

they then wanted to find out about multiplication.  In doing so the teacher was engaging the 

learners in the process of reflection, encouraging them to focus upon their own learning and 

then in asking them what they would like to know was facilitating them in identifying their 

next mathematical and numeracy learning steps that would improve their performance.   

On closer examination it could be considered that the teacher used the principles of the 

ambitious capable learners’ purpose to guide and plan her multiplication teaching and 

learning experience. In asking the learners about what they knew about multiplication the 

teacher was getting them to explain and demonstrate their understanding and ideas 

surrounding the concepts behind their mathematical learning.   In then asking them what 

they would like to know the teacher was encouraging the learners to enjoy challenge and 

problem solving.  In getting the learners to identify their areas for improvement and setting 
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goals the teacher then proceeded to develop the learner’s integral skills of personal 

effectiveness, planning and organising respectively.  The inclusion of these skills is also 

significant as they underpin the four purposes (Welsh Government, 2015; Welsh 

Government, 2020). 

LITERATURE REVIEW 
 

The purpose of this literature review is to explore the areas of differentiation and 

metacognition.  These areas were highlighted by the critical incident through the use of the 

phrases ‘group work’, ‘each child’ and ‘their method’ and the words ‘consolidate’, ‘recall facts 

by memory’, ‘establish existing knowledge’ and ‘what learners would like to find out’ 

respectively.  A preliminary investigation of these areas indicated that they required deeper 

research due to the valuable professional learning and development opportunities that they 

afforded the researcher but also as they are regarded as significant in delivering the new 

curriculum and improved outcomes for all learners.  

Differentiation 

 

The differentiated delivery of education is not a new concept, it is supported by theory and 

research which substantiates its endorsement and application within education not only here 

in Wales but also internationally (Dixon et al, 2014; OECD, 2014; Sousa and Tomlinson, 

2020).  Following recent education reviews, the OECD (2014) recommended the use of 

differentiated teaching here in Wales.  It highlighted that a whole-class, single subject 

didactic approach, implemented following the Education Reform Act 1988, was no longer fit 

for purpose and recommended that due to the increasing diversity of learners a more 

individualised approach to teaching and learning should be taken (OECD, 2014).  Whilst not 

without its challenges, differentiation of teaching and learning affords this opportunity and 

assists teachers in the creation of equitable, inclusive learning opportunities that meets the 

needs of all learners so facilitating them on their journey to become their best possible 

selves (Linder and Schwab, 2020).  

The roots of differentiation can be found within the theories of social constructivism (Dewey, 

1910; Vygotsky 1978) and humanist theory of Maslow (1962). The individualised approach 

to learning taken by differentiation is supported by the philosophical ideas of the learner-

centred pedagogy of Dewey (1910).  He asserted that learning was facilitated and optimised 

when presented in such a way that it would rouse a learner’s interest and meet with their 

needs.  Cowley (2018) states that successful differentiation depends the identifying the 
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current knowledge level of a learner and then building upon it through interaction with an 

adult or more knowledgeable peer.  The theories of Vygotsky (1978) uphold Cowley’s 

perspective as he believed that learners built upon their knowledge through collaborating 

with more knowledgeable others, a teacher for example or a more knowledgeable peer, 

within their zone of proximal development (the area that occurs in between what a learner 

finds simplistic and too complex to achieve without the help of a more experienced other).   

For differentiation to be carried out efficaciously by teachers, attention should be paid to the 

curriculum associated components of “content, process, product and affect – which are 

based on three categories of student needs and variances – readiness, interest and learning 

profile” (Tomlinson and Imbeau, 2010, p15). The humanist theory of Maslow (1962) supports 

this, with Maslow asserting that a learner’s outcomes will be optimised if the learning 

process supports and meets their holistic needs.  

Differentiation is recognised as an important, complex and desirable pedagogical skill which, 

once mastered, enables teachers to modify their pedagogy in accordance with the learners 

needs thus improving learner’s outcomes (Tomlinson, 2015; Cowley, 2018, van Geel et al., 

2019). Parsons et al. (2018) research synthesis regarding teacher’s modifications to 

pedagogy found that differentiation resulted in improved learning outcomes, motivation and 

behaviour for learners. Hattie (2009) also found that differentiation was linked to effectual 

pedagogy.  Nonetheless, due to varying definitions, its complexity and the restrictions of time 

during the working day, Dixon et al. (2014) and Van Geel et al. (2019) reports that many 

teachers have not become proficient in differentiation and that student teachers feel ill-

prepared for it. 

Parsons et al. (2018) further casts doubt on the methods used to analyse differentiation and 

questions whether the true effectiveness of differentiation can indeed be measured given its 

complexity and the ever-changing aspects of its process. He raises concerns regarding the 

inconsistency and multiple methods and instruments used to analyse differentiation 

suggesting that adequate assessment of differentiation would need a highly skilled assessor 

who was able to spend a considerable period of time gaining and analysing information 

collated from various sources.   However, Dixon et al. (2014) and Tomlison (2015) indicate 

that the key to successful differentiation is teacher efficiency and the professional 

development of both student teachers and teachers. 

Differentiation is grounded in and supported by the theories of Dewey, Vygotsky and Maslow 

(Dewey, 1910; Vygotsky 1978; Maslow 1962).  The implementation of differentiation here in 

Wales was recommended following education reviews so that the learning needs of an ever-

increasing diversity of learners could be met and learning outcomes improved. Whilst Hattie 
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(2009) and Parsons et al. (2018) assert that differentiation delivers improved learning 

outcomes, Dixon et al. (2014), Parsons et al. (2018) and Van Geel et al. (2019) report 

challenges in respect of the complexities of the application of differentiation and the 

gathering of evidence to demonstrate its effective practice.  However, these challenges are 

not insurmountable and with provision already having been made for the inclusion of 

differentiation within the revised Professional Standards (Welsh Government, 2019) and 

initial teacher training guidance (Welsh Government, 2018) student teachers’ and teachers 

should now be able to gain the professional development and support necessary to master 

what is considered to be an essential pedagogical skill (Parsons et al, 2018).  

Metacognition 

 

Metacognition is simplistically defined as “thinking about thinking” (Flavell, 1979, Welsh 

Government, 2010) whose origin dates back over 50 years. Whilst there are challenges to its 

implementation, there now exists a substantial body of evidence to support metacognition as 

a beneficial life skill for learners to acquire as it improves educational outcomes and is 

predictive of academic achievement (Hattie, 2012; Webb, 2021).  More recently, and with a 

growing body of evidence to support it, metacognition has been linked to improvements in 

outcomes for learners from a low socio-economic background (Manion and Mercer, 2016; 

Quigley et al, 2018).  This literature review will consider what metacognition is, its 

challenges, the supporting studies and evidence relating to its effectiveness and the 

advantageous effects it can have on learner’s outcomes for minimal monetary outlay 

(Quigley et al, 2018; Perry et al, 2018). 

The concept of metacognition was created by John Flavell over 50 years ago.  He developed 

and enhanced Vygotsky’s concept of the Zone of Proximal Development (ZPD) (Vygotsky, 

1978).  Whilst metacognition was initially studied within the field of psychology, studies 

quickly branched out into the field of education where it was quickly established that the 

learners who gained higher achievement levels had better developed metacognitive skills 

(Perry et al, 2018).    

Metacognition is a subject domain where essential elements of pedagogy and neuroscience 

come together.  It is here that the association and maturation of the developing neurological 

and learning pathways are studied side by side (Saukila, 2021, p.10).  To date there have 

been various definitions of metacognition, however, Mevarech and Kramarski provide a clear 

and articulate definition stating that metacognition is: 
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…a second or higher order thinking process which involves active 

control over cognitive processes.  It allows learners to plan and 

allocate learning resources, monitor their current knowledge and skill 

levels and evaluate their learning level at various points during 

problem solving, knowledge acquisition or while achieving personal 

goals. 

(Mevarech and Kramarski (2014, pp. 36) 

The research literature indicates substantial evidence of metacognition being responsible for 

improvement in learning outcomes in children of all ages and can enhance learning across 

the curriculum (Van der Stel and Veenman, 2010; Hattie 2009; Education Endowment 

Foundation, 2021).  Globally, the countries whose education systems perform best in the 

Programme for International Student Assessment (PISA) tests, that is Canada, Hong Kong 

and Finland all place emphasis on thinking skills; critical thinking and higher order thinking 

skills (Ontario Ministry of Education, 2020; Finnish National Board of Education, 2016; 

Cheng and Wan, 2017).  Marcel Veenman, the Education Endowment Foundation (EEF) 

and John Hattie have carried out extensive research within the area of metacognition and 

the effect that it has on children’s learning.  In order to analyses their research Hattie and 

Veenman use meta-analysis techniques that are grounded in quantitative and qualitative 

methods and are able to calculate effect size to indicate influence on learner outcomes.    

In 2018, Hattie (2018) reported that metacognitive strategies had an effect size of 0.6 (Hattie 

considers anything above 0.4 as having a positive influence on learner outcomes), with Van 

der Stel and Veenman (2010) asserting that metacognition was appropriate for use with 

learners of all ages, while Bernard et al. (2015) claim that learners as young as three can 

participate in the application of metacognitive strategies.  This positive outcome was also 

substantiated by the EEF who indicate that for minimal monetary outlay, secondary and 

primary school learners can make up to seven and eight months of additional progress 

respectively (EEF, 2020).  Whilst evidence is still limited, Manion and Mercer (2016) and 

Quigley et al. (2018) indicate that metacognition also brings improvement to the outcomes of 

learners from low socio-economic backgrounds.   

However, the introduction of metacognitive strategies is not without challenge.  Quigley et al. 

(2018) and Mujis (2020) indicate that learners have to take an active role in their learning 

and understanding of metacognition upon its implementation and development.  Mujis (2020) 

also indicates that a lack of time and support, and the many definitions of metacognition has 

caused confusion.  Unfortunately, Webb (2021) suggests that this has generated a 

reluctance from teachers to integrate it into their teaching. Furthermore, Quigley et al. (2018) 
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assert that metacognition can only be successfully implemented by teachers who have 

attained a sound knowledge and understanding of metacognition and its complex practices.  

Welsh Government (2010) then suggest that once this has been achieved, teachers must 

formulate a teaching approach and then develop a shared language with their learners whilst 

assisting them with the structuring of their thoughts.  Afterall, metacognition is a collection of 

purposeful and enduring behaviours which must be blended into the learning process 

overtime and cannot be swiftly acquired by following a simple tick list of instructions (Mujis, 

2020; Webb, 2021). 

In conclusion a review of the international literature reveals that the incorporation of 

metacognitive strategies across the curriculum has an advantageous effect on outcomes for 

learners of all ages and there is now an increasing body of evidence that it benefits those 

learners from low socio-economic backgrounds also (Mannion and Mercer, 2016; EEF, 

2021).   These positive improvements can be achieved for minimal monetary outlay and with 

the advent of the new Curriculum for Wales 2022 the importance of metacognition, thinking 

and problem-solving skills has been recognised and guidance put in place for their 

implementation throughout (Welsh Government, 2020). 

 

REFLECTION/ EVALUATION AND NEXT STEPS 
 

Prior to the completion of this assignment great emphasis had been placed on critical 

reflection as an important process not only for completing this assignment but also as a 

necessary and essential ‘tool’ for my professional learning and developmental as a teacher.  

This made me very nervous, I felt a huge pressure to gain an understanding of what critical 

reflection was and just what I need to do in order to get it right so that my teaching practice 

would bring benefit to my future learners.  During my research I discovered that critical 

reflection is considered to be a skill, which just like any other skill, first has to be learnt and 

then developed.  This discovery reassured me, and it reduced my apprehension and 

nervousness regarding the process of critical reflection.  I now understand that as with the 

learning of all new skills I will have to first practice it, then be assessed upon it so to gain 

feedback which will then allow me to amend and refine my practice in order to continue to 

improve and master it. 

Following some careful research, I decided to use the 5R framework for the purposes of my 

critical reflection (see figure 2 for reference).  The 5R framework was developed by Bain et 

al. (2002) and given my inexperience I felt that engagement with the systematic 5 stage 
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framework would assist my process of critical reflection and support my reflective writing.  

However, having now started my professional teaching experience, and being in the 

classroom engaging with learners and other teachers, I would like to progress to using 

Brookfield’s four lenses as shown in figure 3 (Brookfield, 2017).  

 

 

 

 

 

 

 

 

 

 

 

Future use of this critically reflective model would enable me to gain and consider the 

important perspectives of the learner and my fellow teachers.  When it comes to my future 

practice, I feel that their perspectives are imperative and when considered alongside my own 

previous learning experience and that of the theoretical literature I will then be better able to 

comprehensively inform my critically reflective processes and professional learning and 

development. 

The observations which led to the identification of my critical incident were a little different in 

that they took place outside of a classroom environment and were in fact pre-recorded clips 

of classroom footage.  Whilst this experience limited my contextual, personal choice of a 

critical incident by making it feel a little two dimensional and staged, it did nonetheless 

enable me to identify my critical incident and progress my assignment as required. For me it 

was the use of certain words and phrases by the teacher that stood out and tiggered my 

thoughts.  From my existing knowledge, knowledge that I had acquired through reading for 

my undergraduate degree and from recent personal reading in preparation for my PGCE, I 
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Figure 3. Brookfield Four Lenses (Brookfield, 2017). 
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recognised certain words and phrases and they then enabled me to identify the research 

areas which formed the basis of my assignment.   

When I heard the words ‘each child’, ‘their method’ and references to group work with 

children of differing abilities it immediately stimulated my thoughts regarding the process of 

differentiation.  Likewise, the use of the words ‘revisiting’, ‘asked learners what they already 

know’ and ‘what they would like to know’ stimulated my thoughts of metacognition. Through 

my research and reading I have learnt that both differentiation and metacognition are 

complex but crucial areas of practice (OECD, 2014; Welsh Government, 2018; Webb, 2021).  

There is a strong international evidence base to indicate that their considered and informed 

implementation in the classroom improves learner’s educational achievements and 

outcomes (Quigley et al, 2018; Hattie, 2012; Sousa and Tomlinson, 2018).  This is further 

strengthened when time for professional learning and long-term development are recognised 

(Dixon et al, 2014; Webb, 2021), as once teachers have gained a comprehensive 

understanding of metacognition and differentiation, they are more able to meet the individual 

needs of their diversifying learners (OECD; 2014; Cowley, 2018; Quigley et al, 2018).  

Through critical reflection and evaluation of the Professional Standards for Learning 

alongside the research literature for differentiation and metacognition, I have identified the 

areas of assessment and feedback as my next teaching and learning steps. My research 

identified that these areas are interdependent upon one another and required for the 

successful implementation of differentiation and metacognition (Welsh Government, 2010, 

Cowley, 2018; Mujis, 2020).  Assessment and feedback are essential elements as they 

enable the teacher to establish a learner’s current knowledge and then work out what 

learning steps are required in order to progress learning. 

 

CONCLUSION 
 

The completion of this assignment has highlighted the international high regard for the part 

that critical reflection plays for a professional teacher.  It serves not only to inform a teacher’s 

progressive professional development but is also pivotal in improving learner’s outcomes 

and the quality of the education system. 

The experience of creating a critical incident has served to contextualise the essential 

relationship between theory, research and practice.  It has introduced the Professional 

Standards for Teaching and Learning and has brought to my attention the importance of how 

critically reflecting upon research, learning theory and my existing knowledge can serve to 



2104891 
 

13 
 

develop my future understanding, knowledge and skills and provide evidence of this for my 

Professional Learning Passport. 

Moving forward I now have an awareness of the importance of keeping a reflective learning 

journal and how this can assist in the identification of future critical incidents which can 

further serve to inform my future teaching and learning.  I am also aware of how through 

collaboration with other practitioners I can not only serve to inform my learning and 

development but can also aid other practitioners and serve to develop their knowledge, skills 

and pedagogy too.   

However, most importantly, it has highlighted to me the value and relevance of observation 

and critical reflection and how through considering the research and theory surrounding an 

observed incident or an event of interest, I have been able to identify assessment and 

feedback as my next teaching and learning steps that require further development to build 

upon my existing knowledge and further my learning and pedagogy. 

 

 

 

 

 

 

 

 

 

 

 

 

 



2104891 
 

14 
 

APPENDICES 
 

Appendix 1.1 
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Appendix 1.2 

 

 



2104891 
 

18 
 

 

 



2104891 
 

19 
 

 

 



2104891 
 

20 
 

REFERENCES 
 

Baine, J. D., Ballantyne, R., Mills, C. and Lester, N. C. (2002) Reflecting on Practice, Student 

Teachers Perspectives. Brisbane: Post Press. 

Bassot, B. (2016) The Reflective Practice Guide, An Interdisciplinary Approach to Critical 

Reflection. Oxon: Routledge. 

BERA (2014) Research and The Teaching Profession Building the Capacity For A Self-

Improving Education System.  Available at: https://www.thersa.org/globalassets/pdfs/bera-

rsa-research-teaching-profession-full-report-for-web-2.pdf  (Accessed: 3 October 2021). 

BERA (2018) Ethical Guidelines for Educational Research.  Available at: 

https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online  

(Accessed: 3 October 2021). 

Bernard, S., Proust, J. and Clément, F. (2015) ‘Procedural Metacognition and False Belief 

Understanding in 3- to 5-Year-Old Children’, PloS One, 10 (10), pp. e0141321–e0141321, 

DOI: 10.1371/journal.pone.0141321. 

Brookfield, S. D. (1995) Becoming a Critically Reflective Teacher.  San Francisco: John Wiley 

& Sons. 

Brookfield, S. D. (2017) Becoming a Critically Reflective Teacher. 2nd edn. New York: John 

Wiley & Sons.  

Cheng, M, H, M. and Wan, Z, H. (2017) ‘Exploring the Effects of Classroom Learning 

Environment on Critical Thinking Skills and Disposition: A study of Hong Kong 12th Graders 

in Liberal Studies’, Thinking Skills and Creativity, 24, pp. 152-163. 

DOI:10.1016/J.TSC.2017.03.001. 

Cowley, S. (2018) The Ultimate Guide to Differentiation, Achieving Excellence for All. London: 

Bloomsbury Education. 

Dewey, J. (1910) How we Think. New Edition, 1997.New York: Dover Publications. 

Dixon, F. A., Yssel, N., McConnell, J. M., & Hardin, T. (2014) ‘Differentiated Instruction, 

Professional Development, and Teacher Efficacy’, Journal for the Education of the Gifted, 

37(2), pp. 111–127. DOI:10.1177/0162353214529042. 

https://www.thersa.org/globalassets/pdfs/bera-rsa-research-teaching-profession-full-report-for-web-2.pdf
https://www.thersa.org/globalassets/pdfs/bera-rsa-research-teaching-profession-full-report-for-web-2.pdf
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online


2104891 
 

21 
 

Education Endowment Fund (2021) Metacognition and Self-Regulation.  Available at: 

https://educationendowmentfoundation.org.uk/education-evidence/teaching-learning-

toolkit/metacognition-and-self-regulation (Accessed: 17 October 2021). 

Finish National Board of Education (2016) New National Core Curriculum for Basic Education: 

Focus on School Culture and Integrative Approach. Available at: 

https://www.oph.fi/sites/default/files/documents/new-national-core-curriculum-for-basic-

education.pdf (Accessed: 18 October 2021). 

Flavell, J, H. (1979) ‘Metacognition and Cognitive Monitoring: A New Area of Cognitive-

Developmental Inquiry’, American Psychologist, 34(10), pp. 906 – 911.  

Furlong, J. (2015) Teaching Tomorrow’s Teachers. Available at: 

https://gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-

teachers.pdf  (Accessed: 1 October 2021). 

Ghaye, T. (2011) Teaching and Learning Through Reflective Practice, A Practical Guide for 

Positive Action. 2nd edn. Oxon: Routledge. 

Gibbs G (1988). Learning by Doing: A guide to Teaching and Learning Methods. Further 

Education Unit. Oxford Polytechnic: Oxford. 

Hayes, C., Daly, J., Duncan, M., Gill, R and Whitehouse, A. (2014) Developing as a Reflective 

Early Years Professional. Northwich: Critical Publishing. 

Hattie, J. (2009) Visible learning: A synthesis of Over 800 Meta-analyses Relating to 

Achievement. New York, NY: Routledge. 

Hattie, J. (2012) Visible Learning for Teachers: Maximising Impact on Learning. Abingdon: 

Routledge. 

Hattie, J. (2017) Hattie Ranking: 252 Influences And Effect Sizes Related To Student 

Achievement.  Available at: https://visible-learning.org/hattie-ranking-influences-effect-sizes-

learning-achievement/ (Accessed: 27 October 2021). 

Larrivee, B. (2000) ‘Transforming Teaching Practice: Becoming the Critically Reflective 

Teacher’, Reflective Practice. 1, pp. 293– 307. DOI: 10.1080/14623940020025561. 

Linder, K-T. and Schwab, S. (2020) ‘Differentiation and Individualisation in Inclusive 

Education: A systematic Review and Narrative Synthesis’, International Journal of Inclusive 

Education. DOI: 10.1080/13603116.2020.1813450. 

https://educationendowmentfoundation.org.uk/education-evidence/teaching-learning-toolkit/metacognition-and-self-regulation
https://educationendowmentfoundation.org.uk/education-evidence/teaching-learning-toolkit/metacognition-and-self-regulation
https://www.oph.fi/sites/default/files/documents/new-national-core-curriculum-for-basic-education.pdf
https://www.oph.fi/sites/default/files/documents/new-national-core-curriculum-for-basic-education.pdf
https://gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-teachers.pdf
https://gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-teachers.pdf
https://visible-learning.org/hattie-ranking-influences-effect-sizes-learning-achievement/
https://visible-learning.org/hattie-ranking-influences-effect-sizes-learning-achievement/


2104891 
 

22 
 

Mannion, J. and Mercer, N. (2016) ‘Learning to Learn: Improving Attainment, Closing the Gap 

at Key Stage 3. Curriculum Journal, 27 (2), pp.  246–271. 

DOI:10.1080/09585176.2015.1137778. 

Mevarech, Z. and Kramarski, B. (2014) Critical Maths for Innovative Societies: The Role of 

Metacognitive Pedagogies. Available at:  https://doi.org/10.1787/9789264223561-en 

(Accessed: 20 October 2021) 

Maslow, A. (1962) Towards a Psychology of Being. New York: Van Nostrand Reinhold. 

Mohammed, R. 2016. ‘Critical Incident Analysis: Reflections of a Teacher Educator’, Research 

in Teacher Education. 6 (1), pp. 25-29. DOI:10.15123/PUB.5093. 

Muijs, D. and Bokhove, C. (2020) Metacognition and Self-Regulation: Evidence Review. 

London: Education Endowment Foundation.  Available at: 

https://educationendowmentfoundation.org.uk/evidence-summaries/evidence-reviews/ 

metacognition-and-self-regulation-review/ (Accessed: 10 October 2021).  

OECD (2014) Improving Schools in Wales: An OECD Perspective.  Available at: 

https://www.oecd.org/education/Improving-schools-in-Wales.pdf (Accessed: 29 September 

2021). 

OECD (2017) The Welsh Education Reform Journey, A Rapid Policy Assessment. Available 

at: https://www.oecd.org/education/The-Welsh-Education-Reform-Journey-FINAL.pdf   

(Accessed: 28 September 2021). 

Ontario Ministry of Education (2020) Transferable Skills, Critical Thinking and Problem Solving 

Skills. Available at: https://www.dcp.edu.gov.on.ca/en/program-planning/transferable-

skills/critical-thinking-and-problem-solving (Accessed: 17 October 2021). 

Perry, J., Lundie, D. and Golder, G. (2019) ‘Metacognition in Schools: What Does the 

Literature Suggest About the Effectiveness of Teaching Metacognition in Schools?’, 

Educational Review, 71(4), pp. 483-500. DOI: 10.1080/00131911.2018.1441127. 

Quigley, A., Mujis, D. and Stringer, E. (2018) Metacognition and Self Regulated Learning: 

Guidance Report. Available at: https://d2tic4wvo1iusb.cloudfront.net/guidance-

reports/metacognition-and-self-regulated-learning/EEF_Metacognition_and_self-

regulated_learning.pdf (Accessed: 12 October 2021). 

Saukila, L, F, S. (2021) ‘Foreword’, in Webb, J. The Metacognition Handbook, A Practical 

Guide for Teachers and School Leaders.  Woodbridge: John Catt. 

https://doi.org/10.1787/9789264223561-en
https://www.oecd.org/education/Improving-schools-in-Wales.pdf
https://www.oecd.org/education/The-Welsh-Education-Reform-Journey-FINAL.pdf
https://www.dcp.edu.gov.on.ca/en/program-planning/transferable-skills/critical-thinking-and-problem-solving
https://www.dcp.edu.gov.on.ca/en/program-planning/transferable-skills/critical-thinking-and-problem-solving
https://d2tic4wvo1iusb.cloudfront.net/guidance-reports/metacognition-and-self-regulated-learning/EEF_Metacognition_and_self-regulated_learning.pdf
https://d2tic4wvo1iusb.cloudfront.net/guidance-reports/metacognition-and-self-regulated-learning/EEF_Metacognition_and_self-regulated_learning.pdf
https://d2tic4wvo1iusb.cloudfront.net/guidance-reports/metacognition-and-self-regulated-learning/EEF_Metacognition_and_self-regulated_learning.pdf


2104891 
 

23 
 

Schön, D. A. (1983) The Reflective Practitioner. New York: Basic Books. 

Sousa, D, A. and Tomlinson, C, A. (2018) Differentiation and the Brain: How Neuroscience 

Supports the Learner-Friendly Classroom (Use Brain-Based Learning and Neuroeducation to 

Differentiate Instruction). Solution Tree: Bloomington.  

Tomlinson,   C.   A. and  Imbeau,   M.   B.   (2010). Leading   and   Managing   a Differentiated 

Classroom.  Alexandria:  ASCD. 

Tomlinson, C. A. (2015) ‘Teaching for Excellence in Academically Diverse Classrooms’, 

Society (New Brunswick), 52 (3), pp. 203–209. DOI 10.1007/s12115-015-9888-0. 

Thompson, S. and Thompson, N. (2018) The Critically Reflective Practitioner. 2nd edn. 

London: Palgrave. 

Tripp, D. (2011) Critical Incidents in Teaching: Developing Professional Judgement. London: 

Taylor & Francis Group.  

University of Edinburgh (2021) Reflecting on Experience. Available at: 

https://www.ed.ac.uk/reflection/reflectors-toolkit/reflecting-on-experience (Accessed: 14 

October 2021). 

Van Geel, M., Keuning, T., Frèrejean, J., Dolmans, D., van Merriënboer, J. & Visscher, A, J. 

(2019) ‘Capturing the complexity of differentiated instruction’, School Effectiveness and 

School Improvement, (30)1, pp. 51-67. DOI: 10.1080/09243453.2018.1539013. 

Van der Stel, M. and Veenman, M. V.  (2010) Development of Metacognitive Skilfulness: A 

Longitudinal Study. Learning and Individual Differences, 2 (3), pp. 220–224. 

https://doi.org/10.1016/j.lindif.2009.11.005. 

Vygotsky, L.S. (1978) Mind in Society: The Development of Higher Psychological Processes. 

London: Harvard University Press. 

Webb, J. (2021) The Metacognition Handbook, A Practical Guide for Teachers and School 

Leaders. Woodbridge: John Catt. 

Welsh Government (2010) How to Develop Thinking and Assessment for Learning in the 

Classroom 

Welsh Government (2015) Pedwar Diben y Cwricwlwm i Gymru The Four Purposes of the 

Curriculum for Wales. Available at: https://gov.wales/sites/default/files/publications/2018-

03/the-four-purposes-of-the-curriculum-for-wales.pdf (Accessed: 27 September 2021). 

https://www.ed.ac.uk/reflection/reflectors-toolkit/reflecting-on-experience
https://gov.wales/sites/default/files/publications/2018-03/the-four-purposes-of-the-curriculum-for-wales.pdf
https://gov.wales/sites/default/files/publications/2018-03/the-four-purposes-of-the-curriculum-for-wales.pdf


2104891 
 

24 
 

Welsh Government (2018) Criteria for The Accreditation of Initial Teacher Education 

Programmes in Wales Teaching Tomorrow’s Teachers.  Available at: 

https://gov.wales/sites/default/files/publications/2018-09/criteria-for-the-accreditation-of-

initial-teacher-education-programmes-in-wales.pdf   (Accessed: 1 October 2021). 

Welsh Government (2019) Professional Standards for Teaching and Leadership.  Available 

at: https://hwb.gov.wales/api/storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-

standards-for-teaching-and-leadership-interactive-pdf-for-pc.pdf  (Accessed: 28 September 

2021). 

Welsh Government (2020) Curriculum for Wales Guidance. Available at: 

https://hwb.gov.wales/api/storage/afca43eb-5c50-4846-9c2d-0d56fbffba09/curriculum-for-

wales-guidance-120320.pdf (Accessed: 27 September 2021). 

Wheatley, M. (2002) It’s An Interconnected World.  Available at: 

https://margaretwheatley.com/wp-content/uploads/2014/12/Its-An-Interconnected-World.pdf  

(Accessed: 1 October 2021). 

Winch, C., Oancea, A. & Orchard, J. (2015) ‘The Contribution of Educational Research to 

Teachers’ Professional Learning: Philosophical Understandings’, Oxford Review of Education, 

41(2), pp. 202-216. DOI: 10.1080/03054985.2015.1017406.  

 

 

 
 

 

 

 

 

 

 

 

 

https://gov.wales/sites/default/files/publications/2018-09/criteria-for-the-accreditation-of-initial-teacher-education-programmes-in-wales.pdf
https://gov.wales/sites/default/files/publications/2018-09/criteria-for-the-accreditation-of-initial-teacher-education-programmes-in-wales.pdf
https://hwb.gov.wales/api/storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-standards-for-teaching-and-leadership-interactive-pdf-for-pc.pdf
https://hwb.gov.wales/api/storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-standards-for-teaching-and-leadership-interactive-pdf-for-pc.pdf
https://hwb.gov.wales/api/storage/afca43eb-5c50-4846-9c2d-0d56fbffba09/curriculum-for-wales-guidance-120320.pdf
https://hwb.gov.wales/api/storage/afca43eb-5c50-4846-9c2d-0d56fbffba09/curriculum-for-wales-guidance-120320.pdf
https://margaretwheatley.com/wp-content/uploads/2014/12/Its-An-Interconnected-World.pdf


2104891 
 

25 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


