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A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.​

Introduction
As teachers, we have the responsibility to constantly improve our practice and act based upon the needs of the learners. This can be done through the observation and analysis of Critical Incidents. Introduced by Tripp (2011), Critical Incidents are not, as we might expect, something dramatic or explosive, but in fact, can be viewed as rather mundane and straightforward. Tripp explains that what makes an incident critical, is the way that we, the researcher and practitioner, analyse and use it to reflect upon our practice. What Tripp is discussing, is that there will be many potential Critical Incidents throughout the day, from how a teacher presents work, to how a child behaves as a result of a classroom situation. We as practitioners have the responsibility to analyse these situations in order to see the deeper meaning behind them, and how we can learn from them. 
Therefore, this assignment will seek to use an observed Critical Incident to identify the next teaching and learning steps within personal teaching methods. The incident will be used as a focus of analysis, to reflect upon how practice can be enhanced or improved. The Critical Incident that will be discussed will question the usefulness of non-verbal cues as a whole school approach, and the idea of classroom inclusivity, whilst reflecting upon what these ideas mean for further teaching development. 

The Role of Critical Reflection
Rushton and Suter (2012, p. 1) define ‘reflection’ in the context of education as the teacher ‘thinking, mediating or pondering’ over what has happened during the day. In this respect, reflection is something that every teacher should be doing naturally by evaluating the success of their lessons. However, Malthouse and Roffey-Barentsen (2013, p. 4) describe the above method of reflection as ‘common sense reflection’ but explain that further, more detailed and ordered reflection is needed to be defined as ‘reflective practice’. They explain that this reflective practice can be achieved through working with models of reflection that have been developed over many decades. Therefore, it appears useful that teachers are undertaking an everyday, ‘common sense reflection’ upon their practice, but delving further into this reflection and working with reflective models for enhancing their teaching and improving pedagogical methods. There are many reflective models that can apply to education, such as Schön’s model of Reflection in Action (1992) and Gibbs (1988) Reflective Cycle. However, one of the models that Malthouse and Roffey-Barentsen specifically suggest is that of David A. Kolb. Geoff Petty (2014) explains Kolb’s idea of the Experiential Learning Cycle and how reflection impacts on learning (see diagram A). Petty explains that the reflective part of Kolb’s cycle includes the practitioner evaluating whether their initial experience was successful, with openness to self-criticism. Therefore, the role of critical reflection, if focussing on Kolb, is integral to our acquisition of knowledge and skill, and without it, we are unable to progress onto the next stages of learning. This is the next step of Abstract conceptualisation, in which the practitioner finds ‘generalised reasons’ for their ‘success or failure’ (Petty, 2014, p. 563). This can be related to education, as reflecting upon our lessons and practices form new avenues and ideas for teaching and delve deeper into the how’s and why’s of teaching and pupil behaviour. 
Teaching practice needs to be constantly reflected upon and reformed as does education as a whole. We can see this in practice from the OECD report from 2016 in which new policies and standards were formulated for teaching in Wales. (OECD 2017). Working from this example, practitioners must reform and improve their teaching in order to successfully develop as a professional and optimise the effectiveness of teaching for the learners. One way of performing this reflection is ensuring that personal teaching practice meets the Professional Standards for Teaching and Leadership in Wales. For example, in the ‘Professional Learning’ standard, it is described that the teacher demonstrates how personal reflection can ‘progressively develop pedagogy’ (Welsh Government, 2019). This means that, relating back to Kolb, by using critical reflection and being open to constructive self-criticism, steps are taken to demonstrate that the practitioner is becoming an effective teacher in accordance with the Welsh Government. This is vital in ensuring that our practices align with the vision of excellent teaching that is laid out in Wales. 
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Observation
The British Educational Research Association (BERA) ethical guidelines (2018), state that during educational research, participant’s data should be kept confidential, understanding the participant’s right to privacy. Therefore, in keeping with these guidelines, all identifiable information about the school and pupils within this section will be kept anonymous.
The school visited for observation of classes resides in the Vale of Glamorgan Local Authority and is a considerably large school comprising of three-form entry with over 700 pupils. This is made up of 21 single-age classes that are full time, and 4 nursery classes that are part time. The school is comprised of pupils that mostly speak English in their home and few that speak Welsh. The school is in a rather affluent area with just over 11% of children eligible for free school meals (FSM), which is considerably lower than the national figure of 21%. Furthermore, within the school there are 10% of children that are identified as having Additional Learning Needs (ALN), once again noticeably lower than the national figure of 22% (Estyn, 2015). 
Observations took place throughout the school, with lessons in Year 5, Year 3 and Nursery spread over one day, therefore a large range of ages, abilities and teaching methods were witnessed. The Critical Incident that this assignment will focus on was observed in the Year 3 class.

Critical Incident linked to Four Purposes
The observation took place at 11.30am during a Year 3 maths lesson. The children were engaged in separate activities across the classroom, relating to the maths topic. It was observed that the teacher was using non-verbal cues throughout the classroom. For example, to set the expectation for levels of noise in the lesson, the teacher had a quartered wheel above the board reading ‘silent work, partner voices, table voices and classroom voices’, with the arrow pointing to ‘partner voices’. Children were engaged in discussions with peers close to them. 
At the end of the lesson, the teacher also used a non-verbal hand signal; holding his hand in the air, palm facing out, as a signal for ‘stop’. The children understood this signal and stopped talking, turning to look at him. After a discussion with the senior mentor, it was explained that these non-verbal cues are part of a whole school approach to support children with Additional Learning Needs (ALN) such as Speech, Language and Communication Needs (SLCN), and to make these cues a normal part of school life to promote inclusivity (See Appendix 1c).
Donaldson’s Successful Futures Report (2015) in which the Four Purposes are found, is the basis on which the New Welsh Curriculum has been formulated. Within these purposes, Donaldson sets out what he believes all children should be achieving within their school life. 
This incident relates to Donaldson’s notion of Healthy Confident Individuals as, in Successful Futures, this purpose is to educate pupils that ‘are ready to lead fulfilling lives as valued members of society.’ Donaldson also explains that this can be done through teaching children ways that they can become confident and independent members of society (2015, p. 30). This links to the incident, as children who needed additional support were given these tools to work independently and understand their expectations. This was particularly effective as can be observed through the fact that all children were talking to a peer close to them, in accordance with the ‘partner voices’ visual cue. Therefore, this visual cue proved successful for all pupils in the classroom, including those with ALN. The fact that these cues are a whole school approach also promotes the notion of inclusion and supports the purpose that children will be valued members of society, as they are treated as equals to their peers. 
This also links to Donaldson’s Ethical, Informed, Citizens purpose which states that children should ‘respect the rights and needs of others, as a member of a diverse society’ (2015, p. 30). The whole school approach allows children to understand that there are peers in their class, and indeed humans in the wider world, that are different, therefore understanding their role in a ‘diverse society’. Children are engaging with these visual cues even though they themselves may understand verbal instructions, as they are aware that there are others in class who need information relayed in a different way. The fact that this becomes a normal part of school demonstrates to children that their peers are of just as much importance as they are, successfully instilling ethical values of inclusion, and creating Ethical, Informed Citizens.

Literature Review
From this experience, the approaches of using non-verbal cues, and the notion of inclusivity have been identified and will be further explored.
The notion of non-verbal cues being pertinent to children’s understanding and development has been in literature for decades, stemming from the theories of developmental and evolutionary psychology. For example, Frank and Solbu (2020) explore the idea of non-verbal interaction being human’s first form of communication, before a verbal language had been developed. Similarly, both Burgoon, Manusov and Guerrero (2021) and Lawson-Adams and Dickinson (2021) discuss the notion of non-verbal communication being babies first experience of language, from the interaction that they have with their mothers, to the way that they express themselves before they can speak. This suggests that non-verbal communication is the paving stone for all human interaction, therefore is a vital tool to use in classrooms and is just as fundamental to children’s language and expression as verbal communication. If non-verbal communication preceded verbal, then it is something to be utilised with children of all ages through primary school, who are still developing their use of language. It can support those who’s language is still developing, and enhance those who’s language is thriving, through utilising the theories in developmental psychology. Rose and Howley (2007, p. 63) explain how these non-verbal cues can be used in every classroom to support the children’s understanding in all aspects of school. Furthermore, verbal communication in the classroom such as class rules and expectations should be presented to children ‘with additional visual cues and supports to ensure that all pupils understand their meaning’ (Rose and Howley, 2007, p. 63). This idea is something that can be seen in many classrooms across Wales using non-verbal cues such as visual timetables, noise o’meters, and traffic light cards. Rose and Howley articulate the idea that one form of language does not fit all pupils, and therefore a holistic approach that considers the needs of all children should be used. This holistic approach can then support those children with ALN as Fin O’Regan (2011, p. 249) explains that children with Attention Deficit Hyperactivity Disorder (ADHD) cope better with non-verbal instructions than verbal ones. This show that where children struggle to process spoken language, visual and non-verbal cues should be used to allow them to access the same understanding as others. 
However, an opposing view must be addressed, such as the work of Lev Vygotsky who, as Aubrey and Riley (2016) explain, believed that speech was integral to children’s development and understanding. He believed that children develop from their social communications, amongst other aspects such as imaginative play. Vygotsky is still thought as one of the most influential educational theorists and his ideas are used in classrooms as we can see through ideas such as peer discussion and peer reviews. If we consider Vygostky’s theory, it must be noted that verbal is the most important form of language in children’s school-age development, and we must allow them to talk and guide each other through verbal communication, as opposed to through non-verbal communication. This is further informed by Vygotsky’s notion of ‘the more knowledgeable other’, where children can learn through verbally communicating with someone who can teach them, whether adult or child (Vygotsky, 1978). Vygotsky’s ideas are the reason why schools today have such a heavy emphasis on classroom discussions, group work, buddy systems etc. allowing children to learn through communicating with each other. This idea is developed further by Dobinson and Dockrell (2021) who note a correlation between good oracy and communication skills, and the academic success of children. This demonstrates the superiority of oral language in children’s development and academic attainment and promotes a view that verbal communication should be valued over non-verbal. Although non-verbal cues may be beneficial in supporting children’s language acquisition and understanding, these views promote the idea that it is verbal communication and oracy that will help children to excel. 
However, it must be noted that for some children, visual communication is the only form available, such as those who communicate through British Sign Language (BSL) and Makaton, so the view of oracy as superior leaves no room for individuality. Therefore, the idea of the two theories working in conjunction seems to be the most beneficial for all children. 
This leads into the idea of inclusivity in the classroom. When looking at this idea, we must first start with John Dewey. Aubrey and Riley (2016, p. 15) explain that Dewey believed in supporting all learners and celebrating the differences amongst them. This is supported by Gray and Macblain (2012) who note that Dewey believed that education has a wider importance than simply learning and should support all children as part of an inclusive society. From this summary, we can see that Dewey believed classrooms should be vessels for promoting inclusivity, and that no child should be left behind because of differences. This is something outlined in the United Nations Convention on the Rights of the Child, Article 2: Non-discrimination, that states all children have the right to the convention irrelevant of any ethnic, religious, physical etc differences they may have (UNICEF, 2017). These ideas promote the view that classrooms should be suitable for all children and that they should be supported in any way that they need. Furthermore, other children should be taught the importance of accepting and supporting their peers who may be different to themselves, as Donaldson (2015) would describe as being Ethical, Informed Citizens. Again, Rose and Howley (2007) demonstrate how this inclusive theory would look in classrooms. They note that specific strategies and routines may be needed for pupils with ALN, but that these strategies would also be useful for the classroom as whole. This view demonstrates that while children with ALN may need specialist provision and support, this support can be adapted for the whole classroom, meaning that children receive what they need, without being singled out. This is the inclusive practice that Dewey promoted; that children should all be valued no matter their differences. However, a new element of inclusion is added, whereby children are being valued and supported despite their differences and these means of support are applied to the whole class, so all children can benefit. 
This idea of inclusivity is hard to disagree with, but there is literature that demonstrates the difficulty of achieving it in the current school system. Murdoch, English, Hintz and Tyson (2020, p. 679) observe that a lot of classroom inclusivity today is simply viewed as having ALN pupils in a mainstream classroom. This view explains that although society fosters inclusivity as something that should be integral to every classroom, the current practice in some schools is not actually successful. Simply having children with ALN in a mainstream class is not inclusive, it is how you support these children that demonstrates inclusivity. If these children are simply placed in mainstream classrooms and expected to learn in the same way as others, then this is not inclusive. Similarly, Grimes and Ekins (2009, p. 4) discuss the ‘tension’ that exists between including children with ALN in mainstream classes ‘while at the same time focusing upon raising attainment.’ This refers to the fact that inclusivity in mainstream classes does not consider the individuality of the learner and the fact that their personal achievement may not align with age expected targets and attainment. However, as this piece was written in 2009, it is important to note the changes that have happened since. The New Welsh Curriculum incorporation of Progression Steps and the focus on ‘stage not age’ will minimise this tension by creating a system in which children are not expected to meet a target based on their age, but rather the individual stage of development they are at (Welsh Government, 2020). Although, Grimes and Ekins (2009, p. 4) do also go on to discuss the ‘segregationary’ nature of removing children from class for targeted interventions. Removing children from their environment and singling them out as needing extra help could be seen as non-inclusive, although it could also be argued that these children are receiving the help needed to allow them to be included in the whole class development and to support their personal progress. Although inclusivity appears to be a delicate balance, the literature proposes the view that children need a model that combines both individual support, and whole school/class approaches to be able to thrive in the system in which they are learning. Children need to be valued and included within their classes and supported outside them to thrive.

Reflection/Evaluation
In terms of Kolb’s Experiential Learning Cycle, the next step I will need to undertake from this experience is that of ‘Plan Active Experimentation’ (See Appendix 1), or, as Malthouse and Roffey-Barensten (2013, p. 6) describe, ‘Plan the next stage’ (See Diagram B). This model was particularly useful during this experience as I found it was the most natural and straightforward way of reflection. Firstly, I went out on Bridging Practice, fulfilling the Concrete Experience/Do it phase. After that, through my observation notes, I was able to reflect upon what I saw in this experience, including thinking about any reasons behind behaviours that I witnessed, and any avenues for exploration that presented themselves (See Appendices 1a, 1b and 1c). I then, through this assignment, have gone on research my topics, through wider reading both on the internet and through the library, to explore professional opinions, theories and principles relating to the topics that I identified of non-verbal cues and inclusion. Therefore, I am now onto the stage in which I will plan the next steps. Kolb’s model has subsequently proved extremely useful in collecting my thoughts and organising them in such a way that would take me from ‘common sense reflection’, to ‘reflective practice’, (Malthouse and Roffey-Barensten, 2013, p. 4).
From the literature observed, it has become clear that there are mixed opinions around the importance of non-verbal cues vs. verbal communication. It must, therefore, be noted that a collaborative approach between the two methods of communication is vital. For example, using story maps. Through using simple pictures to represent important moments in a story, children may find it easier to verbally relay this story and remember significant parts that happened, therefore demonstrating the way that the two forms of communication can work together. 
When linking this to my personal teaching practice, through responding to leadership within the school and following the whole school approach, I want to be able to demonstrate ability to use non-verbal cues within my teaching practice, by both seeking advice from fellow teachers, and researching my own ideas. This, if successful, will support children with ALN including SLCN, but also set expectations that are easy to understand for all children, making my classroom successfully inclusive and encouraging children to be Ethical, Informed Citizens (Donaldson, 2015). I found the visual cues that I witnessed in my Critical Incident proved successful, as children understood their noise expectations without verbal instruction. Furthermore, when the teacher used the non-verbal hand signal for the children to stop, all children understood the meaning and stopped to face the front, again with no verbal communication. This clearly demonstrates how effective these cues were in the classroom in which I observed, and therefore led naturally to an inclusive classroom and indeed school, where these non-verbal cues were used for all children. 
For this to prove successful in my own personal practice, I will need to talk to my class teacher and senior mentor in order to ensure I am following the whole school approach that is laid out and using appropriate visual cues that are consistent throughout the school. I will need to learn the hand signals that are being used universally throughout classrooms, in order to ensure that children find these signals consistent when they move to different classes. I also would like to explore this idea further, through my own knowledge of BSL and possibly develop an aspect of leadership in passing on these skills to my fellow teachers, if this proves useful. This will positively impact my personal teaching practice through allowing me to gain confidence in my personal abilities to include all children, and to help those with ALN. This will link to the Professional Teaching and Leadership Standards by allowing me to access the standards of Collaboration, through taking advice and knowledge from teachers throughout the school, and possibly Leadership, through sharing my own skills with others (Welsh Government, 2019). Therefore, through this practice, I will be closer to gaining my Qualified Teacher Status and becoming a successful and professional practitioner.
This act of planning my next steps in school and the impact that this will have on both myself and learners is finally fulfilling the last step in Kolb’s method; that of ‘Plan Active Experimentation’ (see diagram A). This model therefore has allowed me to become a reflective practitioner and understanding the way in which evaluating pedagogical methodologies, researching them, and applying this new knowledge to my own practice will impact upon me to become a more successful teacher. 
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Conclusion
To conclude, this assignment has demonstrated the identification of next teaching and learning steps from observing a Critical Incident. The Critical Incident demonstrates the successful use of non-verbal cues with children understanding their behaviour expectations and knowing when to stop and look at the teacher, which created a successfully inclusive classroom environment. Therefore, the next teaching and learning steps for my personal practice will be being able to successfully use non-verbal cues in a classroom setting and therefore produce inclusive teaching practice. This links to the Professional Teaching and Leadership Standard of Pedagogy, as I am understanding the needs of all learners and differentiating the demonstration of expectations and instructions. However, from the literature engaged with, it is important to note that the importance of speech and verbal communication cannot be forgotten, and that non-verbal and visual cues should be used in conjunction with spoken language in order to support understanding and independence. It is also vital to remember that inclusivity is a delicate balance and therefore steps must be taken to ensure that every child is given an equal opportunity for education without being negatively singled out or expected to learn and behave in the same way as others. Kolb’s Experiential Learning Cycle informed this process in allowing successful, natural reflection and encouraging questioning about what had been observed, wider research and ultimately creating a plan of action to go forward. Without following this model, reflection could have been simply, as Malthouse and Roffey-Barensten (2013, p. 4) described ‘common sense’, without moving onto anything deeper and more meaningful. Finally, this experience of reflection has involved active engagement with some of the Teaching and Leadership Standards for Wales, including Pedagogy and Collaboration, and possible exploration of Leadership (Welsh Government, 2019) meaning that my practice will be informed by the expectations set out by Welsh Government and will align with the standards in order to ensure I am a successful practitioner taking part in such a vital and rewarding career. 
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Appendix 1a
	Date and time, year group:  22/09/21   1.15pm    Year 1


	Where and When: Context of the observation – subject/AOLE, general classroom context

Explorative learning using carousel activities. Different areas to explore both inside and outside including building blocks, creative table, water tray and construction area. Class using the Curiosity Approach, so lots of learning based on inquiry and discovery.



	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

I observed a child playing independently outside in the construction area with real life materials such as an old mobile phone, laptop and screwdriver with interchangeable heads. The child picked up the screwdriver, put a new head onto it, turned to me and said, “This is my screwdriver, I need it to fix my laptop!”.
He then went on to mimic ‘fixing’ his laptop by pretending to screw something into it using the screwdriver.



	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

Is the child used to playing independently? Is that why they were playing alone despite the fact that there were a group of children nearby? Had the child seen this type of ‘fixing’ actions being modelled by an adult in their lives?
Further reading into learning through play and the way skills are developed through children’s natural inquiry and natural desire to play.
Further exploration into the Curiosity Approach, what it actually includes and what affect is has for learners.
Piaget’s idea of creating an environment that sparks children’s natural curiosity – how does this link to the Curiosity Approach?
QTS Pedagogy Standard – Real Life, Authentic Contexts: teacher creating an authentic learning experience for the child.



	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

Busy environment outside with lots of children playing different games nearby. There were no explicit directions made by the teacher and children were allowed to choose what they wanted to play with. This event occurred after lunch so children may have been tired and ready to go home. The child was also aware that we were adults nearby observing, so perhaps this is why they decided to turn to me to show what they were doing,






	Date and time, year group:  23/09/21      9:30        Year 5


	Where and When: Context of the observation – subject/AOLE, general classroom context

Morning maths lesson. Teacher was using a range of maths questions on the interactive whiteboard that were part of the ‘chilli challenge’. This was where three different difficulty levels of questions were available for children to independently choose, including mild, medium and hot. The children were able to choose the level of questions they completed, but they were split into ability groups.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

The children were all sat on padded, fabric chairs instead of plastic chairs. I noticed how all the children were very calm and on task, and there was only one incident of brief swinging on chair from a child in the LA group. The teacher also noticed how calm they were when I spoke to her. I then asked a child what they thought about the chairs and they responded, “They’re so cozy”, and said that they preferred these comfy chairs to the normal plastic ones in other classes. 

On further observation later in the afternoon in another class, I witnessed a contrasting incident in which children were sat on hard plastic chairs. There were several incidents of fidgeting, getting up, swinging on chairs and general restlessness.


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

The children in the Year 5 class were not distracted by the discomfort of a hard chair and were therefore able to fully concentrate on their work. This can link to Maslow’s Hierarchy of Needs, as being comfortable relates to the basic element of physiological needs in children.
Further research then needs to be done on different classroom seating for children, what works best? Do children who use comfier chairs perform better? And if so, why?



	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

First lesson of the morning and the classroom was calm and quiet. There were a few colourful displays and a large, impressive mosaic of children playing. Although there was colour, this was not overwhelming and did not seem to be a distraction for children. All children were on task and the teacher was available for support if needed. All children appeared to know what was expected of them, and the work for them was clearly displayed at the front of the class on the interactive white board.





Appendix 1b




Appendix 1c
	Date and time, year group: 23/09/21    11.30am    Year 3


	Where and When: Context of the observation – subject/AOLE, general classroom context

Morning maths lesson, after break. Continuous enhanced provision with children on different activities across the classroom, including a practical activity including beads, an interactive activity with iPads, and a focused activity with a teacher, among others. A TA was supporting the LA group, and once the teacher had finished working with a particular group, he moved around the others to support.


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)

I noticed the teacher using non-verbal cues throughout the classroom. To set the expectation for behaviour in the lesson, the teacher had a wheel above the board that was split into quarters reading ‘silent work, partner voices, table voices and classroom voices. The arrow currently pointed to ‘partner voices’. Upon further investigation, I noticed the teacher also had a ‘noise o’meter’ on his wall, with a moving arrow, and a visual representation of dojo points and what each milestone equated to.
At the end of the lesson, the teacher also used a nonverbal hand signal that including holding his hand in the air, palm facing out, as a signal for ‘stop’. The children understood this signal and stopped talking, turning to look at him.
After speaking to my senior mentor, I learned that these non-verbal cues were part of a whole school approach to support children with SLCN, and to make these cues a normal part of school life.



	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?

In Special Educational Needs (ed. Peer & Reid, 2011) it is stated that Dyslexic children understand and cope with instructions through non-verbal cues more than verbal ones. A TA disclosed to me that a number of children she was working with in that class struggled with their Speech and Language. Therefore, being able to look back at the wheel above the board was an easy reminder for children of their expectations that was concise and easy to read.
This also links to the Cognitive Load Theory, as making simple, concise and clear instructions that didn’t need to be verbalised meant that the extraneous load was kept low for learners, enhancing their ability to learn and focus on the tasks at hand. 


	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The class was quite busy with buzzing noise due to the ‘partner voices’ expected in the classroom. There were bright colours on the displays but these were all consistently purple, meaning that it wasn’t a cacophony of overwhelming colours. The classroom was split into separate ability tables doing separate activities, but all children appeared to be on task and knew what was expected of them. Those children who needed support were seated with a TA
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Do it

YYou teach a lesson. Perhaps the lesson is assessed and so you can read the
feedback.

Reflect on it You think about what went well, what went less well, what you did, what
you didn't do, the reasons for that, etc. You read the feedback. You identify
some topics that require further attention.

Read up on it You attend your library, search the intranet, internet or speak to your tutor

or your peers.

Plan the next stage

Now you have acquainted yourself with the learning theory and suggested
good practice you are able to plan how you will design and deliver your
next teaching session.





