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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.

Word Count: 4297

The practices within a classroom can appear mundane and
insignificant to the untrained eye. However, for somebody enthralled in
pedagogical research, the most simplistic incident can be critical for
the learning process (Shapira-Lishchinsky, 2011). The purpose of this
assignment is to evaluate an observed critical incident by making
appropriate links with educational theorists. Furthermore, | will identify
the next teaching and learning steps derived from the critical incident
which was witnessed in a secondary setting.

Critical incidents are an approach to learning according to Tripp
(1993). Critical incidents may be misconstrued as having to be a
serious or noticeable occurrence within a classroom. Rather, a critical
incident is an incidence that you can make important and relevant
through analysis even though it may appear trivial at the outset. This
is fitting with the description offered by Tripp in that the observer
“creates” the incident through their focus and analysis on an occurrence,
and the impact it can have on educational research (Tripp, 2012:25). It
causes an observer to contemplate their actions and pedagogical
methods, with an idealistic outcome of progressive educational change
(Pui-lan et al, 2005).

This assignment will first and foremost contextualise the scene in
which the critical incident was observed. Then, reasoning behind the
chosen observation model will be discussed. From this, the incident
will be evaluation in relation to the four purposes set out by
Donaldson, 2015 (See appendix 1). The core of the essay will examine
the critical incident in detail, referring to aspects of pedagogy such as
behaviour management, inclusivity and assessment for learning.
Lastly, | will reflect on the findings and make suggestions to what next
steps are applicable and how the issues raised are linked with
professional teaching standards.

The observation was conducted in an 11-18 English-medium secondary
school, situated in Cardiff. The comprehensive was founded with the
intention of providing a faith-based education to all students; however,
students of all backgrounds, culture and religion are welcomed. For
the purpose of this assignment and to adhere to the BERA guidelines
which state that anonymity is the standard within research (2018:21),
the school will be referred to as ‘school X’.
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The school population is just short of 1300, with a pupil to teacher
ratio of 17.2. School X is situated within an affluent area and this is
illustrated with their ‘GREEN’ rating for support; along with the
percentage of children on free school meals being well below the
national average. School X has 8.3% of children in receipt of free
school meals with the average across England and Wales being 12.4%
(Department of Education, 2018). Moreover, the school received a
mark of excellence in every single category following their most recent
Estyn inspection (2018). The school community represents the
multicultural city in which it resides, in that 23.6% of the school
population identify as an ethnic minority. This is comparable with the
Welsh average being 9.8%. The attainment record conveys impressive
results with 82.4% of pupils achieving the level 2 threshold including
English/Welsh and maths at Key Stage 4, illustrating apt literacy and
numeracy skills imbedded into the teaching regime. Data has been
collected from the ‘My Local School’ (2018) website.

The specific critical incident that will be examined for this assignment
took place in a Year 10 English lesson that focused on the analysis of
Macbeth Act One, Scene Five. The class were engaged and
enthusiastic, with mutual respect between the teacher and students.

Research is a fundamental element of good pedagogy. It allows for
more profound understanding resulting in enhanced practice (Kumar,
2014:2). For the parameters of this research, an unobtrusive
participant observer method was utilised. This form of enquiry refers to
an observation whereby the observer has no interaction with
participants and the focus is solely on note taking (Cohen et all,
2011). Observations are forms of enquiry that are used to gather
relevant information on real life data (Cohen et al, 2011., Hobart and
Frankel, 2004., Sharman et al, 2007). The collated data consisted of
gualitative research, which was most suitable in this line of study.
Qualitative researcher is written information that focuses on the
reasoning behind an occurrence through the description of an incident
(Litchman, 2013). Atkinson and Hammersley (2007) exclaim that
guantitative data and statistical analysis is inferior regarding
ethnographic research as it limits the ability to interpreted findings in
relation to the context, which is a fundamental aspect in educational
research.

The researcher had permission to observe a variety of lessons,
ranging from year 8 pupils who were seen throughout various areas of
learning (See appendices B, C and D) to a class of year 10 learners. A
distinction is made between pupils and learners in compliance with the
Estyn report that defines a learner as key stage 4, whereas a pupil
related to those in key stage 3. The Welsh Assembly Government
(2008) conveys the positives associated with spontaneous
observations in contrast to planned observations. Spontaneous
observations lead to a lack of disruption to the usual schooling day.
Wragg (1999) discusses the limitations with planned observations, for
example they are very time consuming with a vast degree of planning
required, making planned observations undesirable in this instance.
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For these reasons, the observation conducted in ‘School X’ was
carried out on a typical school day with a convenient sample. Here, the
advantage is that the spontaneity creates unbiased results. This is
supported by the concept of naturalism which poses that the social
sphere should be researched within its natural realm, free from
disruption of the researcher (Atkinson and Hammersley, 2007:7).
Furthermore, naturalism supports unobtrusive or non-participant
observations as they strive for an authentic context.

In addition, a structured written method was selected for this research.
This was the preferred choice as it establishes a clear aim; to observe
a critical incident within a lesson (Sharman et al, 2007). The
structured written record questions were developed from Fletcher
Wood (2016) and afford the researcher with clarity and guidance
during the observation (Punch and Oancea, 2014). However, Cohen et
al (2011) convey that written observations may obscure the
researcher’s findings, distorting the validity of the research. The
structured written record will limit the scope of the observer’s
investigation, leading to misdirected attention and the possibility or
overlooking a vital incident (Hobart and Frankel, 2004).

Perhaps a more fitting method of research would be video observation.
This would eliminate the possibility of a crucial incident being
overlooked as previously mentioned. Moreover, it would ensure the
observation is accurate and provides the researcher the ability to
explore and reflect on the observation at a later date. Arguably, a
video observation may eradicate the undesirable implications of the
Hawthorne effect. The Hawthorne effect is where the presence of
another, in this case the researcher, alters the situation as the
participants adjust their behaviour whether consciously or
unconsciously (Cohen et al, 2011:189). Although video observations
exclude the presence of another, they would only avoid the Hawthorne
effect and be successful when the class have become accustomed to
the notion of the filming and thus, conditioned to behave as usual
(Myhill et al, 2006). Recording without consent is not an option and
causes several issues relating to the ethics of research.

For contextual purposes, a brief description of the lesson objectives
where the critical incident was observed will be given. Learners were
divided into groups of between 4 and 6. The teacher assigned each
group an extract from Macbeth Act one Scene five. Learners built on
their previous knowledge to analyse and evaluate the text within the
time limits given. The teacher then used a visualiser for the whole
class to contribute to the annotation collaboratively. There was an
expectation for every learner to contribute to the class annotation and
so the teacher cold called on the learners. The class would then use
the agree-build- challenge strategy to delve deeper into analysis. The
teacher would listen to the comments made and use these to complete
the annotation under the visualiser for the whole class to have unified
understanding of the text.
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The specific critical incident occurred when the teacher addressed a
learner to give her analysis of a phrase, for the purposes of this
assignment the learner will be referred to as ‘learner A’. Learner A
was hesitant to answer and after a few moments another learner
(learner B) interrupted to answer the question. The teacher used a
hand gesture to stop learner B and proceeded to redirect the question
back to learner A with encouragement that the learner had the ability
to contribute; see appendix A. Comments were eventually given by
learner A and they were commended upon. No further attention was
given to learner B’s interruption. This incident is complex as it is
critical for both learners involved.

Graham Donaldson conducted an educational review in 2015. This
review establishes four purposes of quality education in Wales.
Education minister, Kirsty Williams ensures that the implementation of
the new curriculum based on the Donaldson review will raise schooling
standards and promote the holistic development of the Welsh citizens.
The four purposes are as follows:

1. Ambitious, capable learners, ready to learn throughout their lives

2. Enterprising, creative contributors, ready to play a full part in life
and work

3. Healthy, confident individuals, ready to lead fulfilling lives as
valued members of society.

4. Ethical, informed citizens of Wales and around the world.

Regarding the critical incident, purpose 1 and 3 are of particular
significance. Carol Dweck (2006) coined the terms growth mindset and
fixed mindset. Growth mindset falls into Donaldson’s first purpose; to
create ambitious, capable learners ready to learn throughout their
lives. One of the main principles in cultivating growth mindset is effort.
The teacher encourages learner A to participate and collaborate with
the task, the effort made by the learner is valued by all the class.
Instilling the growth mindset principles into learners ensures their
potential is not dictated by talent alone; but rather their effort, attitude
and mindset is what will contribute to success. Arguably, bringing
learner B’s comments to a standstill devalues growth mindset
principles. However, part of learning is knowing when to refrain and
giving others the opportunity to contribute. The message of the
teacher to learner B is to give learner A fair opportunity to answer the
guestion; or in other words, teaching learner B to manage impulsivity
which will be discussed further on.

Barnes and Todd (1997) discovered that the teacher does not always
need to be present or the person directing conversation for learning to
occur. In relation to Donaldson’s third principle, the critical incident
encourages all learners to value one another as resources. The
teacher facilitated the learning by guiding the questioning but resisted
the common strategy of direct teaching. The redirection of the question
to learner A aided the development of intellectual confidence and set
an example to all learners that everyone deserves to be listened to
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and all opinions matter. The occurrence supports the holistic
development of not only the primary participants but all those who
have secondary involvement through witnessing the incident.

In order to effectively analyse the critical incident, the review will be
separated into two components. The first will focus on the incident in
relation to Learner A, the second will contrast this with learner B.
Theories of learning play a pivotal role in influencing school culture.
This critical incident was observed within a school where
constructivism was heavily adopted. Piaget established the notion of
constructivist learning which holds the view that human beings learn
through cognitive conflict at the core of the theory (Piaget, 1972). This
conflict occurs when prior knowledge is challenged by new experience.
The phrase ‘one scientists’ was used to describe children in that they are
able to formulate ideas and knowledge without the guidance and input
of another (Fosnot, 2013). Contrasting the constructivist theory
devised by Piaget, Vygotsky placed value on social interaction which
led to the development of the social constructivist theory. Social
constructivists imply that knowledge is absorbed through interaction
and dialogue (Vygotsky, 1978). This argument is backed by Mercer
(1995) who believed that social learning results in the development of
higher order thinking skills. This theory is what built the learning
environment in which the observation took place.

Social constructivism is better understood when looking at the methods
employed to encourage learner A to deliver a response. The learners
were given freedom to interact with one another in analysing the text.
They were able to deconstruct concepts through dialogue and apply
prior knowledge in order to gain deeper understanding of
Shakespearean literacy. A fundamental principle found in social
constructivism is the notion of the zone of proximal development, or
ZPD. Vygotsky describes ZPD as “.. the distance between the actual development
level as determined by independent problem solving under the adult guidance or in collaboration
with more capable peers” (1978:86). Essentially, ZPD outlines how cognitive
development arises in children when a more knowledgeable other is
present (MKO) to provide appropriate assistance. In this scenario, the
MKO is the teacher whom facilitates discussions and stimulates
participation. Recent research has portrayed the impact of the ZPD in
that two children that score the same on a summative test do not
necessarily have similar intellect. Under the guidance of an adult, one
child may be able to outperform in complex tasks (Fani and Ghaemmi,
2011). Although this research implies that an MKO, whether an adult or
more superior other, can advance learning, Cowie and Van der
Aalsvort (2000) discovered that children of similar ability can progress
learning. This finding supports ZPD but challenged the notion of an
MKO. Arguably it is the social interaction that leads to pedagogical
advancement.

Teachers regularly utilise the ZPD through scaffolding the learning.
Bruner (1978) defines scaffolding as the cognitive support used to help
learner’s problem solve that would be difficult to accomplish by
themselves. Scaffolding is a form of assessment for learning (AFL) as
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it encompasses positive feedback, the use of quality questioning, as
well as informing learners of the lesson objectives and how to succeed
(Fernandez et al, 2015). The research by Dylan Wiliam into the
professional development of teachers primarily focuses on the power
of assessment of learning. The research he conducted found that when
guality AFL techniques are implemented, it can result of an extra 8
months of teaching per year. This is more effective than reducing the
class size by 30% which affords an extra 2 months of teaching.
Moreover, successful implementation of AFL is more beneficial than
increasing the teacher’s subject knowledge from weak to strong which
results in an extra 4 months (Wiliam, 2009). Consequently, the
research of Wiliam suggests that consistent use of AFL techniques are
more practical in improving the relationship between teaching and
learning than having expertise in the area you educate. Thus, when it
comes down to employability the more successful schools will seek out
candidates who are experts in AFL not solely their subject.
Furthermore, the AFL stand of questioning is relatable to the scenario
presented. The pause between posing a question and receiving a
response is vital. Smith et al (2009) found that thinking time improves
understanding. Giving time to the learning to compose an answer
increases the coherence of an answer. This would lead to positive
feedback from the teacher and therefore, inflicts growth mindset into
the learners.

Growth mindset is a theory coined by Carol Dweck. The theory
promotes the power of effort. When children are of a fixed mindset,
they assume they are either intellectually capable or not. A fixed
mindset is portrayed through the left-brain vs right-brain theory. This
concept came to light from the research of Roger W. Sperry in the
1960s and proposes that the two hemispheres within the brain function
differently. This research resulted in many learners believing they
were less capable in an area of learning depending on which side of
their brain was most dominant. Examples of this belief are still
prominent today. Many learners will exclaim that they can only excel in
either mathematics or English and accordingly, lack effort in building
on their weaker subjects. Dweck (2006) contradicts this research in
suggesting children excel when they believe they can achieve and so
put in the effort to progress. In relation to the critical incident, the
encouragement of the teacher to get learner A to respond, preventing
another from impulsively interrupting and then congratulating the
learner for their effort once a response was given is an apt example of
how to infuse growth mindset; creating healthy and confident
individuals (Donaldson, 2015)

A learning theory that would interpret the critical incident as
undesirable would be the Humanistic approach. the theory suggests
that learning arises from observation. John Holt (1964) argued that the
fear of failure and rejection children can experience within the
schooling system, can cause maladjustments and emotional instability.
This is particularly poignant for both learnings discussed in the
observation. The pressure for learner A to deliver an answer may have
caused fear of making a mistake; the rejection of learner B’s



1902866

participation may have caused emotional instability according to Holt.
The fear or failure and rejection results in two scenarios; either the
learner would withdraw and disengage with the environment, or they
would retaliate and become disruptive. Not only does this argument
undermine the importance of growth mindset, but it does not consider
the culture in which the learners are acclimatised to. The learners of
school X are conditioned to behave and perform in line with the
school’s expectations. Conditioning is a notion that belongs to the
Behaviourism theory of learning that suggests learners can adapt to
their environment when consistency is present. The learners have
been exposed to collaboration, participation and methods such as cold
calling for many years, and so they are less likely to experience the
fears Holt discussed. In addition, if the use of cold calling was not
implemented within the classroom, AFL principles would not have been
adhered to. Class rules such as hands up to answer limit engagement
and effort levels from learners as conveyed by Wiliam in the classroom
experiment (2010). With a proportion of the learners refraining from
putting their hands up, instilling growth mindset becomes unfeasible.

There is an argument that in relation to learner B growth mindset
strategies were lacking. Although the learner was prevented from
expressing themselves, this could be perceived as a behaviour
management issue. Behaviour must be managed in order to create a
climate where it is safe for learning to flourish. In this case, learner A
had not been given fair chance to respond before learner B
interrupted. The technique used to control learner B’s behaviour
resembles the Logical Consequence model derived from Dreikurs
(1968). The undesirable behaviour was the interruption, and so a
logical consequence of preventing further interruption was used. Any
arbitrary punishment or any further penalty would have negatively
impacted on the teacher learner relationship. The Ginott behaviour
model illustrates the importance of positive teacher interaction and
communication, the classroom must be a safe place to encounter
mistakes.

Perhaps preventing learner B was less about behaviour management
and more about improving their holistic development by tackling one of
the 16 habits of mind. Habits of mind are necessary to master for
effective operation within society. The 16 habits when mastered give
an internal compass that can be used to problem solve and resolve
conflicts. Costa and Kallick (1996) identified that managing impulsivity
is a life skill that enables us to be patient and thoughtful. There are
numerous reasons why learner B felt compelled to rescue learner A
from responding, however, learner B was exposed to a life skill when
halted in their response. Managing impulsivity is perhaps in line with
Donaldson’s 11" pedagogical principle; good teaching must support
emotional development. A 2013 OECD report suggested that “.. practitioners
need to be aware of and responsive to students’ emotions and motivations”. By modelling
when patience must be demonstrated over acting rashly, the critical
incident with regards to learner B is not as negative as assumed.
Furthermore, recognising one’s traits that need improving relates to
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metacognition as becoming aware of one’s awareness (or lack of),
results in more cognitively equipped citizens in that the learner can
regulate their cognition and actions (Pritchard, 2015). Teaching
learners to be informed and responsible prepares them for life as
valued members of society.

Critical incidents and general observations are beneficial to the
continuing of professional development. Brookfield (1995) highlights
the impact reflective practice can have on refining pedagogy. He
implies that reflective teaching is “transformative” in that it enables a
practitioner to unearth assumptions which may impact our practice
unintentionally. Overall, the intention of reflective practice is to break
down the preconceived ideas we hold that are possibly restricting our
progression. Harrison (2004) reiterated the point that professional
learning and development is advanced through reflective practice.
Humanistic psychologist Carl Rogers explains how self-awareness is
pivotal when developing reflective practice, conveying how difficult of
a skill it Is to master (1967). Brookfield illustrated how developing
reflective skills can cause anxiety, scepticism and possible
intimidation when observing or being observed. Incorporating reflective
practice into working life is not about overwhelming yourself with
critigues, but rather grasping a deeper level of understanding and
reasoning behind the pedagogical strategies utilised. Comprehending
the approaches adopted and the benefits they have is perhaps a form
of metacognition; understanding our brain function and making
judgements in order to adapt and grow, results in the ability to
regulate cognition. Van Manen (1977) identifies a hierarchy in
reflective practice. Eventually, it becomes natural to reflect outside of
the usual scope of education and more on societal and ethical aspects
of your work. When considering the Donaldson review, it becomes
apparent that reflecting on practice encompasses the four purposes of
pedagogy. The most effective teachers are able to employ a range of
methods to deliver content, they are able to differentiate their teaching
as well as resources, they build strong relationships with their class in
order to create a safe environment for healthy and confident
individuals to thrive. Ultimately, the most profound method ‘in
transforming education’ is being an accomplished reflective
practitioner (Carr and Kemmis, 1986: 156).

My participation in observing critical incidents has led me to question
the next steps in my teaching practice. Fortunately, school x had
embedded the Donaldson review into its function and so | was able to
catch a glimpse of how the principles are being interpreted and
operated in a schooling environment, in order to form a generation of
citizens who excel holistically. The school environment must facilitate
and enrich learning, and practitioners should hold a repertoire of
technigues to ensure this (Jonassen and Land, 2012). During my
teaching practice | will indulge in a variety of teaching styles and
reflect on them in a journal to conclude upon what went well and what
needs improvements. Even though as Myhill et al (2006) exhibits, class
dialogue is often misinterpreted as social function rather than
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cognitive function, it is widely accepted that social interaction
advances cognitive development (Vygotsky, 2978: Brunner and Haste,
1987). | will include group learning and opportunity for talk in the
classroom when suitable to support the social constructivist theory of
learning.

Teaching practice with enhance my ethnography in that participant
observations will be a daily occurrence and thus, the elimination of the
hawthorn effect with render the research more reliable. From this my
reflective practice will continue my professional development and the
deliverance of lessons will be with the interests of the learners at the
forefront, backed by evidenced pedagogical research.

In conclusion, critical incidents often appear insignificant and yet with
some analysis they can result in deep exploration of pedagogy and
how to refine teaching practice effectively. This particular incident has
underlying subtle positivity. In addition, it is in coincidence with the
new curriculum changes derived from a review carried out by Graham
Donaldson. The way in which the incident was handled was appropriate
within its context. However, in more challenging environments where
possible additional learning needs are present, methods of
communication and the encouragement of high expectations would
need to be altered to compliment the context. There shall be no
objective strategy to pedagogy. Instead, subjective methods must be
employed by practitioners in order to competently differentiate and
meet the needs of each individual learner. Article 28 of the UNCRC
illustrates that every child and young person has a right to education.
Education not only consists of academic progression, but the
development of social function and life skills. Striving to support the
holistic development of every child could possibly improve current
issues such as mental health. A generation of children will be
educated to understand metacognition, a self-awareness that may lead
to the ability to regulate oneself. In addition, growth mindset principles
do not limit learners in the restrictive boundaries that they once
perceived as being part of their identity. A new approach to pedagogy
ensures learners recognise the importance of making mistakes; it is
how we learn. Mistakes shall be encouraged within the learning
environment and assessment for learning principles are most effective
in accelerating learning capabilities.

To align with current teaching standards, reflective practice is central
to pedagogy “the teacher constantly extends knowledge, skills and understanding and can show
how reflection...informs professional learning” (Welsh Government, 2019). The
professional standards interlink to form a structure that when
implemented supports quality teaching. Through the study of the
importance of becoming a reflective practitioner, my understanding of
planning has advanced. Each lesson must be guided to achieve the
learning outcome, therefore reasoning behind techniques used within a
lesson must be supported by evidence conveying a positive impact on
education. The professional teaching standards will support my
practice and the utilisation of reflection will enhance my practice;
subsequently, leading to continuous professional development.
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https://s3-eu-west-1.amazonaws.com/hwb-live-storage/7e/4a/08/4a/d77248e6bf47bab5625s06a3/professional-standards-for-assisting-teaching-interactive-pdf-for-pc.pdf
https://www.youtube.com/watch?v=J25d9aC1GZA&t=114s
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Trinity Saint David

OBSERVATION / FIELD NOTES

(Questions adapted from Fletcher Wood (2016)
Date: 25(6"‘0‘ '
Lesson details: \eax \O LA \esseN, ook ke

MocioeXN Ack |, Scene VS foxbn o, e
Lo vea\L .

Classroom culture
(Are the students focused on learning?)

Cwidren o oaued ‘on . od ey well
WA SaciNver . Teoeyer Lses urrone fo

fenswons. v € < ‘\ec«e}m‘.«ﬂ S‘crakﬂi)\cg
eﬁr\p\o\jed OveradA a Oos\iue  CAGSS
e ronnaenk
Objectives
(Is there a clear purpose to the lesson? How do the lesson activities promote that
purpose?)

leamning dojeckves oere  ddivered Oearty |
ook of \eston ad  \oeen OJ&RG\'\K\\:\ uhed),
Quccess otenar Mok W Sy e gtendowds
o AW |, vody ond Somme, .

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

Veosonvnoy FOf Ane AcSt bies  SUEMNES, ConMRImg |
e -\‘\:? Lore difeck\y Lned o C&Sﬁ's@mﬂm%

Soderts vere CongrNaldR® +o oSt guesthions Ween
unsuce ' . ;
Plenlsy ©F  geer asmenunicadaon |

Access and ci'\allenge
(Are all students able to engage in the lesson? Are all students challenged?)

T Cdéco.s._kiv\a C\Pe%"‘m“’{-) &’CX\‘\'*cque used
) *ne Aeacicer appored O R olkered n
trak  Confidenk , W e‘)o'\\i‘t\ﬁ Ct\xde'\%"egwm
osNed Commph efieny LWon vl

Qo»decz\xs \oe:r% C:;l&d e e
QMESTNY
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Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

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

N\ A phof
Tre formck oF “he vesson Mot
nowredoe oS osesied  wne appudekien R'S
ok uwec)qe,-\oﬁm fqu,urfé Yo\ - Qo\L-.

during and after the

Tec\miqpes uged v o8 nini, P Shove
¥or oralusis aengy ibn ogyree SAow\d o
Sreddencye WNTN ENCOWragySs  Paar osseSpen
ond  cat adowvedive \eoﬂ\ivtj-

Craate Used veNosliy) vsughout \essen.-

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

T@C)r\erS\SeoF o\ cg.uvg \ed t©
reernved \eosnel ‘Qe“\wg NeftS s 4o vnzuED
Anchrer thdent Hed 1O Weipbond orguer
ho S0 e sdenk ond oewd;mg, gty : e
avestion do  ofigmel L &

Puoi\ wes et iy : |

The Sdok LN Wrerupled wos ok ponigved

]
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Prifysgol
W | Yr Athrofa
o D!::lahn Addysg a'r Dyninﬂuu_ u
inity Education and Humanities

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

Dyddiad/ :
iad/Date: a@/ 0\ ’ \ C\ 6\30-\‘5“ ,
Digwyddiad critigol (Ffocws)/Critical incident (focus):

e e |
Profiad/ Experience
Teimladau/ e Thne dwene oPproa o teacs Lept e
:::Iings Oy enc oD ol o sense ’2 CACN\ oo,
ich teimlodau . \ =
proﬁay:?e G o Tre  \nGidert WNSXOM3 tve M\ S ek e
"What are your feelings regarding _— = M
the experience?” ¢ Pesitoe AOSS OWIIRR. ond eppecVe '
Cofio a Deall/ e \\se of ca\d esx 1 o G
S T fof
Remember and Aol , Mwm S \I\‘QONXE -
Understand ' a o o o f)t
“Allwch chi restru elfennau’ g S 6@ .
V"q"ghyd;su::;dysgz?:adms CO\M"\ = one K SR T:I\:‘:a.ul\z o€ .rvv-é
“Can you list the aspects of the ¢ Tre % S'\o NO'\C%Q Ana \Iiﬂ
incident in the context of learning?” | b s e oed

Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fath i
sicrhau addysgu a dysgu effeithiol
yn y dyfodol?”

“What could be kept the same to
ensure effective teaching and
learning in the future?”

¢ Ve \aox of Mw =l re \ennax
Whe  WNIEMOLE N3Nt Ne eV -
; e AN S = o e 2 Y
: Qe AT
W dnox b \GA @"‘W‘Wé Be i Fock 33%"‘

Casgliadau a chamau
gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i'r

mater a nodwyd?”
“Beth y gellid ei wneud nesof?”

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




1902866

Appendix B

Pri ol
o

/ University of
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
™ %6Joaha

Lesson details: \eas Lie\Sn C{Zh(

aeg \esson. \earning 3¢S
O wewn, B | SVe QI TN 0{&; Lw*dn-g\"“‘&
R S S A.«zu;\d o \escon SOy e e |

Classroom culture

(Are the students focused on learning?) Oina e oce \.\Er% fouased ond

SOORGINA LA 'h\m\«ghc\a.k YR \essonT Tepoher deesnt
{aise ;ér VO, Uses posibne RN\ E (B G~ 1S encowege]

WEENer WO NSk Balnc end =~xoracged U\ Ao
e e Sun m;u\\.\s -\V\W\ Qe WIS |
Objectives
(Is there a clear pur
purpose?)
(schwg Soet ke WisScraked 6 soreen ok N ok of
ALemor Y. Ackunaes  die Ued 1 SoEtlnes  Ua ek

; 6“\3 Yo  uadentend ond L™N\O~ce .

Pose to the lesson? How do the lesson activities promote that

(Are the students clear about what they are doing and how to do it well?)
Sdents were Cullyy cnare of Ane kage ond

T@00rer OO doon elorerhs of e \escan
\ e“_p\w\eg) M@&k{}.’;\N}g .
CronQ woome WAk Learnirgy wies WAd e )

Access and challenge

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

An asts 00 Woveuson el UShaus \ewels soc
e fudeds Yo e fran, Tae &eoc.\ner E ] v
cornidenta \egels Soear on cJo"\\,\\n LA \ed) tv
MOe studenky Q):kw\-ng Mnore o«mgqmj LI3OML end
ackwines . )
Chldren e quen WO\Q e opparonigy \b
direck twaiv SN \ec\fﬁvﬁ dedsion WoMs
SUEN oy Pty \ewel of pefren euéwﬁ W\ eyoeps
hZWow ‘eesr o ate PronaenGakion |
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oo | YT Athrofa
" University of Wales Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities
R e

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

(35 \Mmfb((&mc forn \nko tMe  elon, twe
O \s Ae Y o °\Q\‘”d“"éij agess “twe
Studenky  \evel of Underkanding. Twhe grup
WAL oldewed X Peer agestviert NS feedan,
WkeN oM . \oodNg  vacs PromnElg vl
Rouse o AN FC (xveck  Eondenon ond
Pronouaution N \ed) to (et |

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

o Skurdenis p\&g\ G- (O o \/‘O\J\wo\) o Anorce
Towords  “vea \M\\/\S

* Houws Peer astesirank o~d APt
CreoXes, ‘(\ea,\kw:j CoMmiPASWNELS and o
C‘b{)er*\&s ‘o \wwOreve

k & &Wﬁ . fesave RTINS
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Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dyddiad/Date: g\ o |y A Gy

Digwyddiad critigol (Ffocws)/Critical incident (focus):

o et v

Profiad/ Experience

Teimladau/
Feelings
Beth yw eich teimladau ynghylchy
profiad?

"What are your feelings regarding
the experience?”

* The il VWE&T ok o € Levse
e W vproved  crassyoorn elnassicur

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

Cofio a Deall/ s e of  Assessra~ic o &M » Feeo ML
Remember and o Furekt use) | Mﬂ

Understand 5 \b.\p.x& W -\geg 1203
“Allwch chi restru elfennau’r achos | ® On\drene 'Feel Lwe of

yng nghyd-destun y dysqu?” S\

MW\H» :
* e wse o WC@T@%W@

Gwerthuso a dadansoddi/
Evaluate and analyse

“Beth y gellid ei gadw yr un fathi
sicrhau addysgu a dysgu effeithiol
yny dyfodol?”

“What could be kept the same to
ensure effective teaching and
learning in the future?”

SoONeS\
veed "’C\'\(Sgh'A

Mpaki on e~ epﬁ.gde\nc\.\

o < os e o8 &
‘\‘N%‘c. =ne< s

g R
AN

awﬁ%e
. pf‘o:asﬁxﬁ

Casgliadau a chamau
gweithredu/
Conclusions and actions
“Beth yw eich atebion posibl i'r

mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”

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

ensNes

wAle S @ d sk Qd\c,\.-:, T\noily axkawnyvos |
o \n2 wWorked wel fbf‘ .gs.

} wWrXNesr AR Ao

,\h 5 Prciend retngorenAie \Car

o\ yeos ‘N’NPS‘ .
e T NS\ 10()\,’\ oA ‘\oe waRsed
Gs M =3 ORI\ fu StAe
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)

Date: a6 ,oq , \Q

Lesson details: ear & VW tessen. Q\ass Vouée been‘ i )
locing Ak 4ne Tudoss. s \esso | S o.w\ﬁé’
on AC G\(& 936(2 of Lainen u:or‘\L,foC,\A A an

Was Tne wasst  sacesful Bade?,

Classroom culture \Meang ‘oseosl
(Are the students focused on learning?) \esse\ b\mg t seoxh e\eNn
vos \ed 4o excitad Studeks. Tnere S ~e WAL
W plake o> o do redue oS

Suderks Aale O Liae to weiie Ao, ouk  feguun
foons wven on koS

Objectives o
(Is ]there a clear purpose to the lesson? How do the lesson activities pro:\cc;ie g\st
purpose?) Trye Skacter dasW 1S wied Yo ‘\;’?\ S
Creisas \essons. The purpose o W Wen g

Poild on preitns  Lrassedoe ord MPOo>R e N
Piece of LsAten oML A son u.x\o)c‘\'\muj ;

ey l bout what they are doing and how to do it well?)

Are the students clear a wha )

Léy; eocner ex(:\c-.iv\so@ Sd:sco‘o.k ’f\ne Qoyeckes F
e Soy O&ﬂii Tae sulcess tikenaa \§ d‘S?\m:seé
ond ConsiStenkly VE(erced Lol Y. e L &
woen dows O SIMEUEd 4o enSue Aeor »
woemkeding . AN 6oy for QUEIROAL L Hpven
vefose stork of ke, s wdll a8 Aeuling vroung
COND e Cosswoces Yo YEe nudenis Anvsugnso s
4+he Aos\C.

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

o Serkence stocvers @r Ang W \Ten woart ore
d\s’?\o_%ed as Go\)\,\l\de , Qldwag Trose NS ONASA
g m usaA TN wos\L

e Sudenks ofe O\ to ust pPreuices
Vos +o R\ neiy  cSseuy/ noesses e
Orakencye , kerxlooals ere offeced for ne
SRS WO wek Yo  dnalls Tvormselrrey

i oA Ca dee?ﬁ \J\GQFSEC-'\ \“\3»

warY A
as <K
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Yr Athrofa

Addysg a'r Dyniaethau

) University of Wales au
Education and Humanities

Trinity Saint David

Assessment . j d after the
How does the teacher assess student t{nderstandmg before, during an
lesson? How is this used in their teaching? e scuderys

> Teotires cnwes ofourd Aagswann od  feads Students
v\ O gpuetiry ter on VI M ﬁe
Wen o specife  sedece o s ey ~\C

b culd ve wproned.

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

discuss? :
. | Qdent asts  Aecorer hows Ao seelh awa@. S\ae
cPEess ALso  A\ednvnuqpes  to wowugf WA Ak
leornivey Eilbver Ve o use o, Ak oc
‘Y\ecb\:-\g oderdk Yo spell &t \ewsellg N '
A ©f u.wers AoXenes ’
SN SRS o) OreasE

Yealheosr CO
if\depewwm
Wolk | stude~k doet

MooddS Ak 5 OW(DG.QM W (S N S\f\b&:\k}
NEONE of  LWRle Aass &S Studek w SR\

d/‘eu)oc\;) ocd GonA  Breck. STy Yo OrReser
unbtil Ve \eg gt @rnmaaasceiaes |, clessg

W/ \OCM\M W
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Sart
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@"&."‘.ﬂ.‘?""" Yr Athrofa

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

Dyddiad/Date: a\b / q /,q His\ox
Di ddiad critigol (Ffocws)/Critical incident (focus):

I Profiad/ Experience
Teimladau/ . .M‘ proacn vsed Vol o fns‘\\-i« npals
Feelings -y o rner oond ClASS.

Beth yw eich teimladau ynghylch y .

profiad? e \d S M“j enouL OCFS ‘

“What are your feelings regarding

the experience?” :

Cofio a Deall/ .y NP !e@ oS ne '3 \oefore e

Remember and e@j 3 1o \d

Understand Aol usad W edaauioN e/ (mes‘ 9
bonerx {0 reaXe use of odk (eSO -

“Allwch chi restru elfennau’r achos

yng nghyd-destun y dysgu?” . \ \ lb 9"'?‘ ses paal

“Can you list the aspects of the

incident in the context of learning?” N
assesonark, As  weidert

Gwerthuso a dadansoddi/
Evaluate and analyse <

wipn oM vexosus ¢©
wgmek- Thus oS dgxx\eco-p ;‘b\d‘ orlang

“Beth y gellid ei gadw yr un fath i
sicrhau addysqu a dysqu effeithiol | Ve LSS IO O
n y dyfodol?” e
4 NSNS
“What could be kept the same to 4o nJored ofF
ensure effective teaching and L pw

learning in the futuré?”
Casgliadau a chamau . \F 2 \oefore et was e oS oA
gweithredu/ ) X
Conclusions and actions Cl\ass (W,
OB Yore  exsRCiise )
3 A beeeter

“Beth yw eich atebion posibl i'r

mater o nodwyd?”
e washw\oa b\
e e )SSS LS Al

“Beth y gellid ei wneud nesaf?”
e us
“What are your possible solutions "\'U\Q
to the issue identified?” VN Ak
“What could be done next?” W wion qw P \\CS
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)

Date: '&6'00\ ' \C\

Lesson details: “Yeoe 8 T
: e\ o\
Coney S veomly Avey

w\\ e SNCe c\ee,\&’f\s ofle
PO Ao \uAckA.

Classroom culture

(Are the students focused on learning?) ’
Closs \$ S Yekauxed Creokwe enuwtnment wanian . WnSkokdny
Facds YO A Loutner Maore enopey Ve U““‘:d‘:
owe SErLCRENL ‘o fo:g Sk S\hewd v b
D exCA! TOSOrAS e~ ekl D Sromivey
CA\AeN. O~ N eceiel ofe Mfo‘o'\tk. \.g)kxécos.
(aacines S\t ook stulanks, —\ex A S
Objectives

(Is there a clear purpose to the lesson? How do the lesson activities promote that
purpose?) Sulenks ore (OCed wbw o Pk Ao

e pryeck studenh
Direction )
(Are the students clear abou:evc;hat they akr;: Ddcoi;g and how to s;l\t we;l:)\ X
OaSents s\ - S A S

oL of —\N&?;% Qese\be i\ \oe,mc:‘ @QQ_\:FC;G\
dne laooscd . \eadnes Spped QGss S Qe
cxplined winax ‘o do o0& Oneced Cor uxde's\c'\é\v?

A S studek \er Qe 88 oy eonple
’\gzsler"ﬁ:!\ oendRD  every wse o asaee

Yeudhenks 'S \estehy.

Access and challenge _
(Are all students able to engage In the

. Loa L 4o \elp Pofbtasloc SW.

CTee etk ofpoids peron Ry oreeknlny O
Acle~k Yo Yoe enpPored:

e Vccess for O3 050‘\1“{‘)'

lesson? Are all students challenged?)
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Assessment

H
le:svovn(*,»of.‘s the teacher assess student understanding before, during and after the
OW is this used in their teaching?

. SM% progyrecs & eakhesoidy e ed
.Qedo‘kk\(. WogeNn Ao \mnErove dﬁ\%‘(\g

* s wemn O-L\\\euvﬁ(l godeks waerl o8 en
VEO\e Rt oners | :
*TetOner wos askokiy @A et ond  roiAngy
SON ¥ tables Evooess.

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

discuss?

e S e~k  Loadnq | Cxlvf\\

s d,\s:é_\)bd\:zﬁfm \:.)C\ly-\
\Df‘\ij OOouar Avsugn m““d\""‘)\
e cedien.  Secendeny  ORNOM A e
19Nered od uaded woog SPTLORad o
booted Loow  Onee  Xined.
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+4] Pritysgol Cymn,
THotty Seint Devi uﬁ-:.;uomfmnm

Mo@el Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dyddiad/Date: QA (o \ Q;C\‘ \ 9
Digwyddiad critigol (Ffocws)/Critical incident (focus):

Profiad/ Experience

Teimladau/ *Tre_ & '
; SCLptve ‘eSO 1S \'\:@h)n
Feelings PRUTETTRYS \"‘j The Ao e \eswn ae
;l:;oy;eich teimladau ynghyich y oo O \oerg asse +*o a\e”\m €5
»The \BMamicwr Wwsas  denlde wibn wovouwouk

“What are your feeli rdii e
Peapoers T TN ’;jg?hw dimugkin @ e fett of “uw

Cofio a Deall/ e Tre uUse o TR VAN BMNOMM ©RIGN W

Zer‘r;emberdand focicoe W Xvak B dovde diteas o Ask
naerstan: 2\pNeD 3 X S

“Allwch chi restru elfennau’r achos of cdde it © s ke

R o detmy dper ¢ \gnenng —Ina ISty S beleunou

"Ca_n you list the aspects of the and P(n-.\“-\a ’“\Q, Swneer oA\ g

incident in the context of learning?” m wosg %M’ (\acws Ave \

el o \oRl@l  conseqyrenQy,

Gwerthuso a dadansoddi/ | , OAIAXBRRTN | S effeckive
Von  \se\oxmlh

Evaluate and analyse Bcss %o.g o SM art welA

"Bethy gellid ei gadwyrun fathi | ANCHEE s

sicrhau addysqu a dysgu effeithiol N

ydfodol?” * Qrousw desired Leousw  meoels

“What could be kept the same to %ﬁ Q&’W .

ensure effective teaching and
learning in the future?”

Casgliadau a chamau e The -Gorch eHes e O\ ae_; a~ oe
gweithredu/ W v otj o%_ efu\.\p B
Conclusions and actions

“Beth yw eich atebion posibl I'r

mater a nodwyd?”
“Beth y gellid ei wneud nesaf?”

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

——

X 7 S35 An e TR A
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