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A critical evaluation and the identification of next

teaching and learninq steps focusing on a case

study of an individual learner or a group of learners,

based on an observed critical incident

Introduction

The development of critically reflective practitioners who are actively engaged with research
and constantly enhancing their professional practice is essential for the implementation of the
‘Curriculum 2020’ as proposed in the Successful Futures document (Donaldson, 2015; Lee
and Richings, 2018, p. 2; Welsh Government, 2017a; Welsh Government, 2019). That said,
the new professional standards for teachers encourages all educational practitioners to
critically reflect, evaluate and as a result adjust their teaching practice to promote high-quality
and professional learning (Fook, 2015; Welsh Government, 2017b). This type of practice is
called ‘reflective practice’ and it encourages practitioners to think about their approach to
teaching, determining what went well and what could have been done better and what to do
next. Teachers often reflect on their teaching through the analysis of critical incidents (Farrell,
2008, p. 3). Whilst the word critical may suggest the occurrence of something negative, critical
incidents are simply unplanned and unanticipated events which are rendered critical through
analysis (Joshi, 2018, p. 82 and Tripp, 2011). Tripp (2011) describes a critical incident as the
“interpretation of the significance of an event.” Critical incidents are therefore events which
can be used proactively to inform practitioners of why an event occurred and what could be
done to enhance learning or avoid the situation from reoccurring (Heikonen et al., 2017, p.
537). This critical evaluation will describe how an observed critical incident relates to the
current literature surrounding the theories of teaching and will be reflected upon and critically

evaluated in order to inform the future practice of the observer.
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Observation

Four observations were carried out within a school setting in order to identify a critical incident.
According to point 40 of the BERA guidelines, the school discussed in this critical incident
evaluation is entitled to remain confidential and will therefore be referred to as School X to
ensure anonymity (BERA, 2018). School X is an English-medium comprehensive school in
South Wales for approximately 480 pupils between the ages of 11 and 16. The school is made
up of 5-year groups: years 7-11, 2 special teaching facilities (STFs) and 35 teaching and
support staff. The percentage of pupils eligible for free school meals is around 27.2%, which
is above the national average of 16.6% for Wales and also above the Swansea local authority
average of 18.3% (Welsh Government, 2018).

In short, School X’s vision is to provide high quality, inclusive teaching and learning
experiences whilst simultaneously developing the pupil’s social skills and engagement with
the local environment. The school has high expectations for every pupil and aims to maximise
every pupil’'s potential within a safe, caring and supportive environment in order to prepare
them for their lives as young adults and beyond. In order to aid the development of these skills,
School X uses a school wide ethos of, “READY, RESPECTFUL and SAFE.” READY meaning
that the pupils are ready and prepared to learn, RESPECTFUL being that the students behave
in @ manner which is respectful to those around them, whether they are teachers or other
pupils and SAFE meaning that the pupils are safe in the manner they move about the school
and in the way that they work (School X, 2019).

In order to identify a critical incident a case study was performed. Yin (1984) and Merriam
(1988) (summarised in Cohen and Manion, 2011) both describe a case study as consisting of
three steps. Yin (1984) describes a case study using the following three steps: exploratory,
descriptive and explanatory. Merriam (1988) is also in agreement with Yin (1984) by
describing a case study as being: descriptive, interpretive and evaluative. This particular
critical evaluation focuses on a case study which was performed following the steps as laid

out by Merriam (see Figure 1).
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Figure 1: A description of the steps taken to complete this particular case study

The case study involved a year 7 form group who were observed for the entire day and in
particular one gifted and talented (GAT) pupil. The case study was performed by capturing a
real-life incident (Cohen and Manion, 2011) within the classroom through the means of non-
participant observation and descriptive note-taking. Once the incident had been identified, it
was critically evaluated. In the first instance, information associated with the incident was
gathered from all available sources, such as academic literature and professional publications.
The incident was then analysed and interpreted according to the literature in order to develop
a more deep and holistic understanding of the incident to evaluate the outcome and to inform

the next teaching steps (Kumar, 2011).

Even though found to be incredibly useful, case studies by observation may also allow for the
introduction of bias if the observer is not careful, as a result the following steps were taken in
order to minimise these risks. Written observation field notes (see Appendices) were taken at
the time of the observation in order to avoid overlooking data through the influence of a
selective memory and potential selective data entry. The observer also attempted to remove
any personal bias from the note taking by recording exactly what was observed or verbalised
at the exact time it was observed where ever possible (Cohen and Manion, 2011). This method
of quick and accurate note taking was used in accordance with suggestions laid out by Lofland
(1971) as summarised by Cohen and Manion (2011). The observer then also reflected on the
situation immediately after the observation occurred using the Assisted Reflective Conclusions
(ARC) model provided by the University of Wales, Trinity St. David (see Appendices). This
was done whilst the event was at the forefront of the observer's memory to ensure an accurate
and valid reflection. However, even with all these controls in place, some bias such as the
change in the behaviour of the pupils due to the awareness of being observed, otherwise

known as the Hawthorn effect (McCambridge, Witton and Elbourne, 2014, p. 267) was harder
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to control. The method of non-participant observation method was therefore chosen over the
method of participant observation. Kumar (2011) describes participant observation as a
research method that is advantageous for developing a deeper and more accurate
understanding of the situation. However, Kumar (2011) also highlights the disadvantage which
is the potential to introduce bias. As a result, non-participant observation was chosen to ensure
minimal bias by the observer and to maintain the spontaneity and authenticity of the event
(Cohen & Manion, 2011).

The Donaldson Review (2015) describes the importance of educating and developing children
and young people according to the following four purposes. Children and young people should
be 1) ambitious, capable learners, 2) enterprising, creative contributors, 3) ethical, informed
citizens and 4) healthy, confident individuals. The review also states that these four purposes
should “guide all future decisions about national and local educational priorities and underpin
all teaching and learning in Wales” (Donaldson, 2015). With this is mind, the critical incident
described here will be evaluated with the following three of the four purposes in mind: All
children and young people will be ambitious, capable learners, enterprising, creative

contributors and ethical, informed citizens.

It was the last lesson of the morning before lunch and the year 7 pupils were making their way
to their music lesson. It quickly became clear that pupil A was very excited, he was running
down the corridor singing, “music, music, music.” When the year 7 class arrived at the
classroom, they found that the teacher was late to the lesson. All of the pupils, apart from pupil
A automatically followed the school ethos of being “READY, RESPECTFUL and SAFE” and
lined up outside to wait for the teacher to arrive. However, pupil A entered the classroom and
started playing a difficult piece on the piano with ease. Moments later the teacher arrived and
instructed the rest of the class to enter the room. It was at this point that instead of disciplining
pupil A, the teacher praised him and took a seat beside him at the piano. The teacher then
instructed pupil A to carry on playing and began to play the harmony to the piece. The teacher
used this incident which had the potential to disrupt the start of the lesson and the learning to
benefit the lesson and to introduce the lesson objectives which was to learn ‘poly-harmonics’
and perform a piece using harmonies. As a result, the lesson started with minimal disruption
and the other pupils took their seats and settled very quickly, all of them watching and listening
to what was happening at the piano. The teacher’s response to this incident avoided a
negative start to the lesson and resulted in the lesson starting with ease. However, a question
can be raised as to whether pupil A was encouraged to act like an ethically, informed citizen
(Donaldson, 2015) by breaking the rule of lining up outside the class and whether this fair on

the other pupils who had followed the rules?
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The teacher also used this incident to model the importance of practice to the other pupils by
stating the “pupil A can play a piece like this because he practices, each and every one of you
are also capable of this but you need to practice.” In doing so, the teacher addressed two of
the purposes laid out by Donaldson; that all children and young people should be ambitious,

capable learners and enterprising, creative contributors (Donaldson, 2015).

Literature Review

Traditionally, classroom management and learning has often been based on the well-
established learning theory associated with the model of behaviourism. Here the student’s
behaviour and learning are managed and taught through the implementation of consequences
(Garrett, 2008, p. 34). This behaviourist school of thought first developed as a result of
research carried out by Ivan Pavlov in the early 20" century. Pavlov conducted a series of
experiments in dogs, through which he first described the theory of classical conditioning.
Pavlov’s experiments were designed after he first observed the unconditioned response of
saliva production in dogs when laboratory assistants entered the room. Pavlov determined
that the dogs associated the entrance of the laboratory assistants with the arrival of food and
therefore salivated as a response to the unconditioned stimulus. He gave this the term
“associated learning”. Pavlov then showed that learning could also be achieved through
conditioning. By pairing a conditioned stimulus with an unconditioned stimulus, Pavlov was
able to show a form of learning which he gave the term classical conditioning. This theory of
classical conditioning and associated learning later became the basis on which the
behaviourist school of thought was established (Gray and Macblain, 2012). However, the
theory of classical conditioning suggested that the learner was passive in the learning process
and was later critiqued by Thorndike and Skinner who both believed that learning was in fact

an active process where an association is made between a behaviour and a consequence.

The work of Skinner (1953) resulted in the further development of the behaviourist school of
thought where learning was now thought to occur via operant conditioning (Figure 2). Here
correct and desirable behaviour is rewarded and positively reinforced whilst poor or

undesirable behaviour is negatively reinforced and even punished (Payne, 2015, p. 484).
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Figure 2: The use of positive and negative reinforcement to enhance desired behaviour

This is widely used today for behaviour and classroom management where positive
reinforcement, often in the form of praise is used to strengthen a desired behaviour.
Alternatively, negative reinforcement or punishment such as detention is used to prevent an
undesirable behaviour from continuing (Gray and Macblain, 2012). The behaviourist approach
can almost always be seen in action on a school-wide basis through the enactment of school
behavioural policies and the reinforcement of the school-wide expectations (Payne, 2015,
p486). In School X, the behaviourist approach can clearly be seen through the implementation
of the school ethos of being “READY, RESPECTFUL and SAFE”. If pupils begin to stray from
these expectations, they are first reminded of the school ethos and asked if their behaviour is
in line with the expectations. If the behaviour continues the pupils are then warned, with the
potential consequence of detention should their behaviour continue and if the behaviour is still
present after consistent negative reinforcement the student is punished through the means of
detention (School X, 2019).

The influence of behaviourism can also be observed within the traditional, teacher-centred
method of teaching by direct instruction (Figure 3) where the student is often solely seen as a
knowledge receiver and the teacher as a knowledge transmitter (Garrett, 2008, p. 34 and Lee
and Hannafin, 2016, p. 710). In this teacher-centred approach, learning is frequently
performed through reinforcement of the concept through instruction, recitation, practice and
often the motivation to learn and engage in the learning is influenced by the expectation of
reward (Garrett, 2008, p. 36). However, this may leave little opportunity for the student to
actively construct their own individual and meaningful connections to the concepts and
therefore students may fail to transfer from surface learning to developing a deeper

understanding of the material (Brouwer et al., 2019, p. 119).

Gaining a deeper understanding of the material being learnt is vital for developing the ability
to transfer the knowledge to other areas of life and to allow for future, lifelong learning.
Whereas the behaviourist approach to teaching may be necessary for classroom management

and to ensure retention of certain material it may lead to students being over-reliant on the
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teacher and therefore failing to develop as autonomous, capable learners (Reid, 2005). It is
for these aforementioned reasons that the behaviourist approach to teaching has been
challenged by the student-centred learning approach (Figure 3). The student-centred learning
approach is based on the constructivist school of thought where the teacher takes more of a
facilitator role and the students are placed directly at the centre of the learning experience
(Marvell et al., 2013, p. 548).

A) B)
Knowledge Experience

Teacher

Teacher

Student-centred:

Knowledge Experience

Direct teaching: - Peer teaching
- Group work

- Chalk-and-talk
- Talk and listen

Students

Students

Figure 3: A schematic depiction of the differences between A) direct teaching and B) student-centred

learning.

In this approach the students are responsible for their own learning and are allowed to develop
and pursue their own learning opportunities according to their own individual goals (Lee and
Hannafin, 2016, p. 708). This type of co-operative learning and teaching ensures that students
are actively learning by enabling them to be free to explore, reflect and develop their own
connections to the concepts being taught (Garrett, 2008, p. 36). This simultaneously takes
into account the student’s right and need to be heard, respected and supported (McCombs
and Miller, 2007; UNICEF, No Date). As the name suggests the learner is the driver of the
learning experience, leading to an increase in self-motivated learning (McCombs and Miller,
2007). In addition to this, self-motivated learning also enhances student ambition and self-
confidence, falling in line with the four purposes of the new curriculum that were laid out by
Prof. Donaldson in the Successful Futures document (Donaldson, 2015). This form of active
learning also allows for students to experience real-life, non-linear learning, often realised

through the means of peer teaching. Learning experiences such as these enables the students
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to develop meaningful and memorable connections to the content (McCombs and Miller, 2007)
by enabling the students to build on their own individual knowledge and experiences (Lee and
Hannafin, 2016, p. 708).

Coe and Smyth (2010) have summarised student-centred learning as being dependent on
interactive teaching and an interdependence between the individuals involved in the learning
experience. A common misconception with this approach is that the teachers have no control
over what is being taught, however in order for this teaching method to be successful the
teacher must remain actively involved in the learning process. The teacher must strategically
influence the student’s learning by allowing for autonomy and authenticity whilst also providing
support and structure for the students to follow. This is often in the form of modelling and
scaffolding where the teacher demonstrates what to do and how to do it well by providing
detailed instructions on how succeed (Lee and Hannafin, 2016, p. 716). In order for a teacher
to teach in a student-centred approach they must first understand that they themselves are
also learners and must be willing to take a collaborative role with the students. This allows the
teachers to model effective learning by providing the students with the tools to develop the
knowledge and skills needed for lifelong learning whilst also being able to assume a leadership
role when needed (McCombs and Miller, 2007). By taking a collaborative role with the
students, teachers are also meeting one of the twelve pedagogical principles laid out by Prof.
Donaldson that “good teaching and learning encourages collaboration” (Donaldson, 2015).
For this to be successful teachers are required to be flexible in their approach to teaching,
putting the student at the centre of the decision making and therefore being able to adapt and

adjust their lessons according to the student’s ability and needs (McCombs and Miller, 2007).

In reality meeting the needs of all students whether of high ability or low ability can be
challenging to put into practice as each learner is vastly different (Reid, 2005), and so the
importance of the student-teacher relationship must be considered. Student-teacher
relationships are crucial to the success of learning and positive student-teacher relationships
have been found to be highly influential on the motivation and engagement of the learner
(Newberry, 2010, p. 1695; Engels et al., 2016, p. 1193). Positive student-teacher relationships
are often based on the teacher knowing the student and their capabilities and their needs in
order to encourage a supportive and caring environment where each student is treated fairly
and with low levels of conflict. By knowing the students and developing positive student-
teacher relationships, teachers are more easily able to adjust and adapt their teaching to allow
for students to feel comfortable and confident and to develop the skills needed to become self-
efficient and motivated learners (Porter, 2007). These relationships have also been shown to

influence behaviour of the students, with positive student-teacher relationships contributing to
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better student behaviour. On the other hand, negative-student relationships have been shown
to result in higher levels of conflict between the student and the teacher and a decrease in the
student’'s engagement with the learning (Engels et al., 2016, p. 1193). A conclusion can
therefore be made that there needs to be a delicate balance between maintaining a positive

relationship and ensuring that poor behaviour is not overlooked.

Effective teaching can therefore be said to consist of a continuum of teaching where multiple
approaches work simultaneously (Donaldson, 2015). That said, implementing the behaviourist
teaching model, student-centred learning model and positive student-teacher relationships are

all vital to ensure the holistic development and learning of a student.

Reflection, Evaluation and next steps

One of the main challenges in implementing student-centred learning within a classroom is
being able to create authentic, real-life situations where learning can occur. That said, the
music teacher in School X was able to take advantage of the authentic situation created by
the student in order to benefit the lesson and enhance the learning experience. Instead of
delaying the start of the lesson to discipline pupil A, the teacher quickly adapted the structure
of his lesson and by doing so the teacher was able to clearly model the lesson objectives and
the importance of practice to the pupils. The teacher was able to avoid a negative start to the
lesson where potential conflict could have arisen and instead transform the situation into a
memorable and real-life learning experience that was student-driven (McCombs and Miller,
2007) and in which all the pupils were all fully engaged. This relied on the teacher’s willingness
to be flexible and adaptable and perhaps changing the planned teaching style from direct
teaching into student-centred learning. Donaldson (2015) states that good teaching requires
the teacher to utilise a blend of approaches in their teaching; the teacher’s ability to adapt and
the response of the pupils to the situation clearly showed this to be true. The teacher’s
response also suggested that the teacher had a positive relationship with the pupil and was
aware of the pupil’s capabilities as a musician. The teacher praised the pupil and immediately
used the pupil to drive the learning by asking the pupil to continue playing. By reacting to the
action of pupil A in this positive way, the teacher was also able to maintain a positive student-
teacher relationship with the pupil by showing support and encouragement (Porter, 2007).
Alternatively, the pupil may have felt discouraged and their love and excitement for the music

lesson may have been weakened.
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That said, positive student-teacher relationships also rely on fairness and equal treatment of
all pupils within the class (Porter, 2007). Praising the pupil’s disregard of the school-wide
‘READY, RESPECTFUL and SAFE” policy could potentially be considered unfair on the pupils
who followed the rules and received no praise for doing so. It would be interesting to see if the
outcome would be different had a different pupil entered the room without permission. Student-
teacher relationships are also reliant on the presence of professional boundaries and the pupil
should never be treated with bias or shown favouritism. This is also relevant when addressing
a pupil’s behaviour. According to Skinner’s theory of operant behaviour (Skinner, 1953),
positive reinforcement of behaviour causes behaviour to be strengthened and to continue. By
positively reacting to pupil A’s actions, the behaviour may have unintentionally been positively
reinforced and may continue and even impact on the pupil’s behaviour across the rest of the
school, therefore, a question can be raised as to whether pupil A’s behaviour should have
been negatively reinforced? That is not to say that pupil A should’ve have been punished but
rather perhaps pupil A could have been quietly reminded of the school ethos and the
consequences of not following the rules in order to negatively reinforce the behaviour.
However, the teacher was able to quickly assess what was more important and vital for the
lesson, whether to discipline pupil A immediately or to use the situation for the benefit for the
lesson. In doing so, the teacher was able to effectively take advantage of a student-centred
learning opportunity and to therefore enhance the learning whilst also following the

pedagogical principle of creating authentic contexts for learning (Donaldson, 2015).

It is essential for all educational practitioners to part-take in critical reflection in order for them
to further develop and inform their practice (Fook, 2015). It is for this reason that this
observation and critical reflection was performed. Moving forward, the importance of using a
blend of teaching approaches such as student-centred learning and direct teaching will
influence the observer’s practice. The observer will consider their need to be flexible in their
approach to teaching, understanding that authentic, collaborative learning opportunities are
vital for pupils to form memorable links to the content being studied (Donaldson, 2015; Welsh
Government, 2017a). That said, the observer will also ensure that negative reinforcement is
used when most appropriate in order to prevent undesired behaviour from continuing, even if
not immediately. However, the observer will do this knowing that it is important to pick their

battles, ensuring that the effectiveness of the learning experience is of primary concern.
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Conclusion

To conclude, the professional standards and development of educational practitioners is
highly reliant on the engagement of teachers with the critical reflection of their practice
according to the literature, including both theory and current research. Through a teacher’s
engagement with reflective practice, critical evaluation and continuous professional learning,
the teacher’s practice may be adjusted and improved in order to ensure the effectiveness of
the learning experiences for both the pupils and the teachers. It was for these reasons that
this critical evaluation was performed and will subsequently be used to inform the observer’s
practice in accordance with the professional standards (Welsh Government, 2017b). The
critical incident that has been discussed agrees with Donaldson’s suggestion that effective
teaching requires the use of a blend of approaches, creates authentic contexts and
encourages collaboration which are all found in the twelve pedagogical principles. This
particular critical incident showed the effectiveness of using a blend of approaches
(Donaldson, 2015), through the use of both behaviourist methods in the form of positive
reinforcement and student-centred learning methods in the form of peer teaching and
collaborative learning. The critical incident also highlighted the importance of teacher flexibility
and adaptability in implementing these different approaches of teaching since the learning that
took place as a result of this event required the teacher to quickly adapt and adjust the lesson
in order to benefit the learning. This indicated that a teacher should pick their battles in order
to maintain a positive student-teacher relationship whilst simultaneously assessing whether
not addressing the behaviour would be beneficial or detrimental to the learning of the individual
and also the entire class. In this case the behaviour actually benefited the learning experience
of every individual. However, by addressing the behaviour post learning experience the
teacher could potential mitigate any further issues. Following the observation and reflection of
this critical incident a more holistic understanding of good practice has been achieved and this

new awareness will be used to improve future practice.
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Appendices

Appendix 1: Observation / Field notes
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OBSERVATION / FIELD NOTES

(Questions adapted from Fletcher Wood (2016)

2o -Sep -201q @ 0o

Lesson details: 1st (esson

Yeor 1, inslisb\. Once ,Coer@hHﬁ Lsson ko focus
on l-‘l'ema,& + spelling. a2 pupds, Mixed 01""(&3‘ 2 ALN

Rcus on  spelling “rnouns anol verbs .
Classroom culture =
(Are the students focused on learning?)

ShAdéV)‘f'S 36&’[Q EoCMSQd (% IQQ.\"VUI . 'AIMOS"QUCN‘L

adways doung i ; . i ‘ ‘
ol id(j. NG Ehe wort | one pupl Shalkhj distracted and one

Date:

All Po\rh'c({)a,h/\\_s w cmswo_rw\é quefHGMi, Wk“’ﬂ eachotirars work]
and wmpleting tosks,

Objectives

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

purpose?)

Clear purose to thhe (esson S‘peiiu'\:s . NoIuNS  aadk varbs |

Teadr wses wovdls from up con wssessament for el
examples. - SPGUL’\;S {‘Q{—S\’S to gi’ou-(' 2 Sl .
Wn hmj bask — ovibe out sentoncas — W\f\l—l (‘c,H’ verb aad noun .

Direction -

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

- Al studenls appeac ko e on task and COMPleh"'S
Cosks { O\ueshons at teachers ra((ues(-.

- One student slewes fo understand loskt bub soon 8&’5 ontaslk
0.("6: furHA.Lr explanation,

a— 'f S'('\)\d'el)“- M‘,S;.L\_q_c.:y \,..\O‘fd Fob' SP&ul% %{Aﬁ.” SIMPLLA as ((
ond. teodres vepeats.

Access and challenge

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

AU students challe

i “-Sf—d Teachar forms question de:FQr
occord i {'O O\EJL‘»-J l.e. ['\Ow do g:u .SPCI* 'f\OMr\‘ + laQLAH\)Uﬂ

S ‘ R . '
C\ID‘I d/“ d meve OV\/ \‘(’ L\*ﬁlf‘qu ) wm’c‘ Lo /nou\y\\,

One. AN shudent anokle o MP

" up otk bimes e,.\s- when
:’\“.h L':S O“JCHS“""{U\C’VV Teacher asks Pupi‘ stbing naxk 4o
tn help M Teaclhee ellows child bo koo ("'\Ofos of

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

Teacher uses « spelt besk. Asks peers +o l‘\/\ggk,.ﬂes
cachothecs » purple pen rewike the corract spellc L(‘wovsj
Remuds ke red for e mk;ﬂs Teachars asks wdwiduals
ko Spell oul tig werdh ond wrkes on 4he koacd, s 3«9" lo/io
QS%-QA to ratse hand ard queh o Qrun potat on_ class charts.
Kﬂ-LS\r\f) hands also s d\.Q_qu. thore was o uv\Prﬂ)me\l'

from  tha last fost.

Teacher places © sentences on bocel ask Fu&pnls to co

cut Llhe sentens. sy cthen models first senkenc

Lu oSk cass coinak words ase nounS oad whot as@
vados. Wiglliglhag <aci v durerenl colour Ask studeats
o Complate ren}\aLAIv\ﬁ 5 Thmn hy questhion and answes

<hades p 5. .
Teadher also ol vound during fosks checlling  prearels

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

Teaches rederates ko male syce %?b\ rmack eachddagrs woerl

honesklo, + corec! even o marlk,

-\S-‘tbw. nsle of- peer fV*C\rb_,\_%’?_ (s 1
One chaild not COMQ(.L&[3 e :\%q_al — Teachar catts on Hro

"’D" answees.,
R - o]
Class chacts — Pesibipe ond ,\Qﬂm,}b Pou\(r_g - Ben_o,f_lacd .

Chuld arets up goes ko teacher sams he doesn't ferd well—
Teacher asks '\(_ we Ml@Lk be svell —  add gaﬁg aLS — Teachas

aMews hm by leave with TR o Lager chald cbucns and 82*5
wrvevt iavolved — (¢ child cea unwall [wo;auﬁ ol > whaks
Phe affect of adlowng dad &5 miss (obs of tha lesson.

CI/)IIA A wsho has AN s S%m:ﬁ[c.:j to &Q{) ‘-"'P, +Q,0~dm QSKS d"“d

[ Ciyl Chagded
Grld B hides work. Cialdd A saus ‘aren't we su_()()ose,c( fo wov b

1901603

*ogzk\ur’.“ Chdd & then saﬁs, Y3 bk jou can't Just copy, You aeed

fo ot Least ‘l:n3 {.\rs{-“
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P Prifysgol Cymru
»* Y Drindod Dewi Sant
University of Wales
Trinity Saint David

Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

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

Date: Q.Q:-SQP-ZO(C( @ 0 0o
Lesson details: )
Year 1. 2nd lesson. 16T ~22 pupils. Miced ablty. 2 Acn

Fecus on s, wovd funchon, MAlkLAG table, addmj heoders+
Loctess and sivple ,FC(MMB/\Q\, p\SS(SS\(\Q P"‘P‘IS iewels withinthe dass.
Classroom culture J

(Are the students focused on learning?)

Children not focused ot starlk. Pupds n o computes lal
'ckwe(»o(@ backs to teachur. Stoartec it Fo | 5 onlo thre computer,
Uildeen LOP on apad DPQA u() unbesng .

Qr\CQ, B studants docted eod besks Lo lbecomne move EocuSul*
"‘&E“’é&&“ eyoup of students .s.l-lﬂ}\q n<E o eachothes were onand
Objectives

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

Cleo«-M Purpose, skudents werme o use MS. word 4o oop\j
Hae Hartable s from planrers ko o boble in a document, sona
doqum\— and prink o copy fov teachor~ ko wmask. By end of
wssion shudents should be abls 4o use werd aad Moake o talls .

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

Students are clear abouk the tosk howeser neodl ]CV&M

Swd\anq ef how o do t as Haa Yeadhar g woodl
oXOURp\ | U’j

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

Some students foundt Yhe task far easter than obhars
Soma s{'ud.e.r\/h‘ took. re enbire (esSon to complate one
black cnd winke Himetablo |

Okhacs comploted bobh wesk | and weelk L, formakted,

added a prckure from bhe internot omd addod word oct

05 on evleasicia

“Teacher always hod an extra kudk fov o move able.

bca rar\&, ' d’t@{l’qﬁ Competente (n Hre class .
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Assessment
How does the teacher assess student understanding before, during and after the
lesson? How is this used in their teaching?

Teadhes waldks owound class to chock froaregs,

ACcord.lV\\!‘) to (bvo‘jveﬁs teachec SU}QS axd whare ageded or
MOore {—O\Ski whece rzc(w:-ed .

Teacha = collects Pp;nkl'e_a' woork ot end and oL matk
and rekum ot

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

Teacheas las "-O use G l

) oudes \)C;lCL—S A ovm ~> Clhuldiren's
backs to teacho. 3

Teachor conskan bl Ncut'u:j osound -> Posihwe m;\[.oramu+

_read/\\}\_yfn‘cwﬁ misconce plicin
Croup of ﬂwls 5(&3»«5 4‘036{:‘\95 (*o.lt(r\f) and not maLAnG Sanix

Proyegs os others G b class — No SQOJC!':B plan i place

— & 7

b;ﬂ;ﬁu(c\ there e 7 5 Yonchac quaa\k\l'\i to now studead]

60»5 PQckS bctts carln and GOQS to leave as ke fwas Lnishaed

o™ Lagls s = | AF
Teachac wsls whase ha s 4

Fo S down and gres ooy anctlres bl sl b

~

Locog vanog of 1CT competency, wddmn e class - D

Aodtion 3

S Veaches G 5\% ol Lo ?\o\q\)ld/\o_‘u COMPC'PGV\CG.
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P Prifysgol Cymru
£ Y Drindod Dewi Sant

¥ University of Wales
Trinity Saint David

Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

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

Pate: 2.b-Sep - 2014 @ \1:20

Lesson details: 3~d |esson ,

Heor T, DT CTQKHlES) ~ 16 Pu?llSA M\?<€Cl x(thf -

lesson ‘o be (A Yhae process e{l desl&mrxj g 5 PYCQCC{‘ {Lor He
Year o '.Folor'\c wonster! Mn\dmpp\r\;‘ dﬁs\lov\ dens .

Classroom culture

(Are the students focused on learning?)

r\j\oscn‘ha of Shdp_/\{’s ace {-ocuseo(. Ona. \—o\\.;u o_‘_ tlen
&m‘js v@—s d\gru(}h\le,kb\v‘ow&s J:l'r\),{lxﬁs s»ou'hrg oud Shaclents

+
olso asley aMiss, do 30;-\ ‘Lnow- s Hels m% cousins ¢te

Students on tast ok mes Such as durng group work .

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

purpose?)
Purpese s clear. Firstly o sharkec © used ko reikesate hoaltl

+ sofeby rules, Then teachur models a mindmar w it stucaff
arouad tuble contribub . M(ﬁ@ than work wvoell wn %"C’Upj Yo

complete mindmops das talle ideas from oroup mindmaps fo produce Khaie own -
Direction : = )
(Are the students clear about what they are doing and how to do it well?)

Students appecs to be clear what the task s as teacher
mode (s the 4ask wita students Surrounol L\,u— Teache r aslo
G‘PHC‘LQA‘\‘S 4o comtribute bo Huo basll b lerg idoos ko add o the
Mind mop . Teaches rederates the need £o write e gl cay up
Tea ke be able o readas a poster. Al studentt congly-

when movi bo tndwidual task feaches ues a Previous PU\P‘(S work
o nnedel o o A0 ond WOt 4y do .

Access and challenge

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

AU students ace able Vo wn e LesSon. AW conbrdoted
o N‘W\dmaeﬁmﬁ bast when 4t teacler modelled. k.

QU\?L\S all dlSCU\SSLISCkNd envolved in ch.vdoPu\:S e wing
M“Q n ﬂmups,

Pu?LLS o Witle less own fask dw“l'j Ndwidwed mind ma ij

“"Om"b P\J\P‘l(s d\rav*\w\i he ‘monster' evain toaan durecked o Second]
LTV, to drars & wand g\MQ‘D-
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Education and Humanities

Assessment

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

/ /lea.cks.r wsed o stortec whicl was o Fnc(-ure QOnEcwn:r\ﬁ
_ haRards and asked pupils fo cotl cut hazards Teaches

“ec\uQS\L@\ c befere row ,?ofw&“(:(. “This was used to CL"'\.FW"»‘
students tmwl.edae from (ast week .

Teather Mool.dle_d ("ML losk as a class (Ckb( aQ)H\QfQO\ v*aur\ab
t‘\c\ut' s bedont (.thﬂlau'k{ to Han d.zﬂ,uuj' i h ensure student
“”\d’—':)?l'cod s Fask . e s

Teackhar constankl el asound kalles bo chaele on

PVOGVESS 0{ tira S‘tud&nlr:\ ttmu&ou{ tha (esson

Specifics / Critical Incidents

Are there particular telling moments and examples which it would be helpful to
discuss?

° boag M«S‘oe(uw;r\:) — No SQat\/S ?[0\,‘_9 ﬁuowu-ts {30\’ c\ubmb

— Teacher sa‘ﬁs in DT tha student is requ;.-gd{ to e crecch ve
perhaps '-“"“V—L'A-S ikl friends weld help Fhas ) = Teachss
totld vove. (.{:, nar{' ool A

‘Pu?d asks wmiss do You lnowo g bretesr —> Anotiaar PLAFLL asls
and angthhes —> Av'o.-d'w\ﬁ werl. [Need for attention?
e &\d ok Mls\oe.[/\o:qwj totle OLS'LS Q& hus own accovel Lo ho

nMoved. A,(:l—er MOVU'\:B Loﬂ wovks bettes.
°'VT¢udM: tlhveotens s °{-—(54C&'6J Lo S\Oshm to o 503 who
- “.”“S*&"_ié Wisbebaring =5 Studek apologises = teachar
Conhinues Wl peint Fhan f2-visiks studont  as@3 how he's setbi
o 2 teacker says eacc.e,.l.u,n(— well dope L> Pocibrve veinforcemant?
¢ Teaches deeds wodcl pupds whe were not on tagk by cedl oy

ol S“’M(iﬁ.n\'s who wese Fmisked uF ,For a‘vou? ‘l'v\SK -\5‘ 2(.-“\' =
lq}' o continue work fot a eepacd o{— Hima. \aafme {,,e,kcklr
Calis evenane wp.
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P Prifysgol Cymru
* Y Drindod Dewi Sant
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Addysg a'r Dyniaethau
Education and Humanities

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

Date: 2b-Sep-2019 @ i2:20
Lesson details: ¢+ lLesSon
Mear 71, Music, ~ 22 pupvls. M iwed a.L,\\IF\j ,

(%(&Larmcmcs - Shudonts Sn4nG 10 Palil‘\NMCY\KS poll cveed by triad
entho Plano [ Foubecsd, SFudonks sphik Letveen muttple caoms .
Classroom culture Y \ i

(Are the students focused on learning?) .

Students AU e for Hre M_as(— FuH' ald ac{'tf‘frﬁ) wnvoluved

W SmaLne M""“’J.‘C"L‘] of i, timer One sucleat fol Lr\\,SF&C(&

Lx Hus o€ 5 \lcz.na C\\,Ltck C\clde’rSQ.ds

Tﬁﬁs thon split off t:fo separacte rooms to practice

EVOI} at/!ﬁ{-qsk -(:l,\aky L:i; g_:tg:,(\s oltesnatves 4o bnads end cxre,HM_refoe
jectives

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

Cleo Purpose of leceni pol hosmontics oad riads.

Shudeats sbown vides to Tudl, s ot O(UI"OJWNQ ose ]l;rcm

PTQU(L\M s Haan C\Jctew\(){' Singling thamselie ¢
Skudents “sbowen how o plau,j Erk\:é o Plone dran sent o Pmchce .
Direction

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

SJtude./H's oxre cleac FCE)O\rdLIS s PO l:)kpu-mnic tL\S'L do":(“
Covreck et aioay T Students woakelod ( videos o‘L PrEWOLU
B&r a‘i\ou()f 4o U\Q_(F with this,

Students less cleas wutl e brads as hoacd 4o damonstrate to

22 pg-{_g{-udgm—s trands on one pianc. Teaches salles ocound +o
QKP(&(LV\ on o move wAvidued basis OAC splll- .

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

AU students able 4o en Qae,- All students e Su/@uﬂ and
do."a'\‘s AN poluharmenics sson activiby, AU students
v o keyboacd plano eaclh {o prackice tﬁads
Sonae. studonts s At pl Lriads and becowise »e o
students wese g out - was dlf_{fncul!’ for tra teaches o
Teaches uses a MAT pupil fo W(F ethess as the task was not
chodlsznﬁu\ﬁ e/\aé)_ for the AT ?ug‘s\\‘
One pup student Sayy! thay feel Sicl and & diengaged b stort burt
Pﬂﬁramueb becomss move enaaﬂed‘
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[ Prifysgol Cymru
£ Y Drindod Dewi Sant
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Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

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

| .9
Teacher asks students who enows whot a pol hamonic s . ,
TCQCL\L.S exPla.;.ns \:V\ LLQECLA (_"-"\EL 3"\15:'3 OCM\?LQ: vobat G\Pcvlljl\ofm"‘“c
V. Teackes thein slhoyss I videes ¢ previcus yeos ups
5\';3'\4\5 *o explou'n fuﬂ'kef Neadhor teske mal_o:sl*‘ w3 ID\A
Qst\'V\f) shudents ot o Qoléko:mow((_ s N
G‘Sk"\\‘s Studets +° (ffi’/\k? oround Pldno 4v Smﬁ Tests ‘-*“dﬂf“l""“d;”j
b\a S'QSU\\'S'
“Teadher  demonstrades 4
-ebmldSEe, studoals knovar

Asts chidren fo shows 4l r\_D\Cr‘S‘\'OV\&

. e haad tien b
%o‘d\,rxﬁ “«p haad un {L\Leoﬂ{‘toh, pesm d
Teactner tHren sPlc'Ls up class and wealks betoeen voonss

CcrrechB wisconcephichs wbalst ()mc&-\c.\r:S'

ads on P‘OJ\O U\.SI/"\:S Fu/no_ms somﬂ

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

*| Student enters room before deaclres w-r(vq - other students
So\\ﬁ o U not ollowed —> Studant ‘Akau Y Picu\,o NAM%WQM
= teacher arnves allows obhasr skudeals in and wnstead a{—
"hsbl\’/btb\g Studeat off Ha keaclac Gts ak Piane and stacts
Pla'é”'ﬁ €l hosvaony o ‘HNQ,SOIS*’) Praised nym ‘For Pf‘achz:r\a
encou obhar studoay 4o Practice and vses kha Song to 7]
m*fcduce Qoldl'\wwlonid to the clags.

© | ol S Hudents r«{—{;t"ﬂ around teacher not ot o duesk
— o S&Rk(?ﬁ e\om

o [0ne student (U > Lwe = three . .. = Teache— L\}e_s aPHOnS
head on desl IVLO{' 521“ Lavolved /6c ‘o PCKS{'owu\ — shndent

who was

dr.mci/\j- W conbinued wibl 06s0W =5 Cob ravelved —> S.rtsiy:si

° [ Whan messwy aromd teacler Hweakeas boolk york ,

¢ Pludents become very \"“\')F"" before 591144"'3 to use boasds —
Feacher has tram st and breathe n and obil on has Count
and explaans mportance ©f bvu{'l«‘»x:j Sbwl:\ o Cl’o\j <atm,
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Appendix 2: ARCs of critical incidents based on the observation field notes (appendix 1)

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

Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

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

Dyddiad/Date: 2 L~ Se_(> - 20(qQ

Digwyddiad critigol (Ffocws)/Critical incident (focus): Clild A ohe hos ANV is S*ﬂ«g&h;v:} to tuf ugp
—euchss asks chifd B 4o halp culd A . Chld B doenn '+t naly i the way Chdd A xpecks.
Profiad/ Experience

Teimladau/ “This oS a w o ko_(P child Aas chdd 8
Feelings i | i ; )
Beth yw eich teimladau ynghyich y ma‘kg Md‘ HOWGVL eluied u() &Adt COI'\FMS)Q/\ {'0{
profiad? Clhuld A . “Thare wﬂé‘r\'{" C,L(M C‘n’@('&'lCVIY /U"?\!‘WC{'I‘OV\
“What are your feelings regarding (0" \QO’HA Ci/\l(d A C\l\d Cl/\t.ld 6 a‘;— what MF W\ Ek). s .
the experience? corkext pazant. How much MLP wos culd R SMPMQSWE
Cofio a Deall/ )
Remember and Would CO(’LG\{S culd B actuvoliu L\L(? dmld A 4o wdessiald
l“.igdcehr:ht.an? fornaw's achos whak oo, wee ddw Would cinld A ackuey Lorn

wch chi restru elfennau’r a
yng nghyd-destun y dysqu?” and vnd erst A;\d Has_ CO&'\(_,QP ts o nouns oud 105 .

“Can you list the aspects of the ’ﬂnis would be U.S&{-‘MJ ‘f C,Luld A wad a\b(_g l’O ex lm
incident in the context of learning?” | ouAdl u\xc('t H\r}g L {—L\_L roblems NI‘H'-\ C)’u ‘d A .
However ciald A and B bLod! rasunderstood Haa unstruction

Gwerthuso a dadansoddi/ —([,LL m ) ld be more SP':(;l(-le_ m .

fva:uat:dm.?d analyse | nshuctton and ask Cadd B8 4o toork. HNrowa’k tla
Beth y gellid ei gadw yr un fath i @)CC\MPLU O&J.or@.s'\dk chdld A. Or woork Hav- (:L&

sicrhau addysgu a dysqu effeithiol
yn y dyfodol?” Problep +o

“What could be kept the same to .‘rCOClA-QJ‘ oou(d e/\SU(Qw Cl/\\ld g iS (owft}f('ajDLL

ensure effective teaching and

learning in the future?” n working / Mlp@ Chitd A b‘;& \rgva5|l-lr3 Hue usue
lates en Llessowi

Casgliadau a chamau

gweithredu/ m Pead/uzf cowld ProVIOLQ vesoura§ Fof
Conclusions and actions % o,
“Beth yw eich atebion posibl i'r Th lld A {o et F SP@@,d MP '&l/;.l (SNTg] “{‘\ P volzss

mater a nodwyd?”

“Beth y gellid ei wneud nesaf?” X~ Q . k(/\Q 9(,')&1"1&_5 q’[ C Prl h{. C d mrefo'f{
“What are your possible solutions Chn (d A Si mPLﬂ L\w tU Mﬁ‘«ll@i AOLURS l

to the issue identified?”

“What could be done next?” verlss o encuca LQ_O\FILLS ols Rty o naad .

Y profiad newydd / Transformed experience
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o Prifysgol Cymru
» N Y Drindod Dewi Sant

* " University of Wales
Trinity Sainl David

Yr Athrofa

Addysg a'r Dyniacthau
Education and Humanities

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

Dyddiad/Date: 2.&-Sep -200(9

Digwyddiad critigol (Ffocws)/Critical incident (focus): sStodents bocks ko l—eac(uu‘sé Stucleats
pas teachoc's atiel astrmetion due Yo betng  distracted L:} computes)

Profiad/ Experience ~J
S [ dsemecte g e fendier cod
Beth yw eich teimladau ynghylchy | ‘rarefore  learnting. Teadhes has tobe amore adwe aad
e R R e L L
st || o o dscussion befidecn shudets, pofeanial lockof foos
rememperang | Sredents nof aleous o0tk o howe failed +o
Understand kﬂ/&? up /MOVQ on d €o miss LA\‘S castuckians,

“Allwch chi restru elfennau’r achos

yng nghyd-destun y dysqu?” kQO\S\’LLV\j s L\.D\.PP‘&I\L% @ pnove O’C an Lﬂdtv(dw

Can you lst the aspects of the hasis a8 teacher nap.:;\l-m_j | moving  Found V\Q_LPVS
incident in the context of learning?” | ¢ b deats \-/Ld\\“dtbka,u.ﬂ w L Y\Q—')C“' SP ¢

Gwerthuso a dadansoddi/

Evaluate and analyse Teaches movemint ',:w"‘”\-d tha &wi} wo\; E(M‘Pcw’(
xed abiliby of e studends. fe l«aps

“Beth y gellid ei gadw yr un fath i O\'U‘SL @ i LL' {— ) g

sicrhau addysgu a dysgu effeithiol Lot Qj on o wove wndundueal Logis / PQ R (s

yn y dyfodol?” ; v
r@q@-»re,d\ hare dua T mavced a/mu,ﬁj.

“What could be kept the same to
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