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Introduction  
This  critical  evaluation  will  focus  on  the  case  study  of  an  individual  learner,  based  on  an  

observed  critical  incident  within  the  classroom,  and  will  endeavor  to  identify  appropriate  next  

teaching  and  learning  steps.  The  identification  of  next  teaching  and  learning  steps  will  be  

informed  by  in-­depth  analysis  of  the  observed  incident  based  upon  thorough  research  and  

synthesis  of  relevant  pedagogical  literature.  A  critical  incident  can  be  seen  as  an  evaluation  

of  the  importance  of  a  particular  event  which  may  be  illustrative  of  underlying  patterns  

(Joshi,  2018;;  Tripp,  1993).  Richards  and  Farrell  (2010)  state  that  in  the  context  of  education,    

A  critical  incident  is  an  unplanned  and  unanticipated  event  that  occurs  

during  a  lesson  and  that  serves  to  trigger  insights  about  some  aspects  of  

teaching  and  learning.  

Critical  incidents  can  be  used  as  an  important  tool  for  the  development  of  reflective  practice  

in  teaching  (Tripp,  2012;;  Shapira-­Lishchinsky,  2011;;  Fook,  2015).  Research  carried  out  by  

Griffin  (2003)  highlighted  that  reflecting  on  critical  incidents  can  lead  to  an  improved  mindset  

of  growth  and  inquiry.  This  improved  mindset  is  an  important  consequence  of  reflective  

practice  in  teaching  as  it  encourages  analysis  of  particular  incidents  which  may  have  

previously  been  deemed  merely  as  typical  and  inevitable,  rather  than  as  potentially  

preventable  and  with  room  for  progression.  Research  into  ways  in  which  to  best  progress,  in  

terms  of  the  future  prevention  of  or  response  to  particular  critical  incidents,  enables  the  next  

steps  and  actions  taken  to  be  well  informed,  benefitting  both  teaching  and  learning  (Joshi,  

2018).  This  indicates  that  the  evaluation  of  critical  incidents  is  able  to  inform  and  develop  

best  pedagogical  practice  in  response  to  particular  scenarios  that  arise  within  the  classroom.    

  

School  and  class  context    
The  observations  which  were  conducted  for  this  investigation  were  carried  out  in  a  mixed  

gender  comprehensive  school  in  Wales  (Welsh  Government,  2019a).  For  the  purposes  of  

this  document  the  school  will  be  referred  to  as  ‘School  X’  in  accordance  with  the  anonymity  

guidelines  published  in  the  2018  British  Educational  Research  Association  (BERA)  

document,  Ethical  Guidelines  for  Educational  Research.    

  

School  X  is  located  within  a  relatively  affluent  catchment  area  with  only  6.8%  of  its  pupils  

eligible  for  free  school  meals  (Welsh  Government,  2019a),  considerably  lower  than  the  

Welsh  national  average  of  16%  (The  Children’s  Society,  2018).  School  X  also  has  a  high  

percentage  of  attendance,  at  above  94%  and  high  performance  outcomes  (Welsh  

Government,  2019a).  The  observations  carried  out  took  place  in  Year  8  and  Year  9  classes.  
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School  X  uses  a  streaming  system,  within  which  pupils  are  set  into  classes  based  on  their  

individual  academic  ability  and  performance  within  their  year  group.  Please  refer  to  the  

‘lesson  details’  sections  on  the  ‘observation  /  field  notes’  (appendices  1,  2,  3  and  4)  for  the  

relevant  contextual  information  relating  to  each  of  the  critical  incidents  observed.      

  

Methodology  
This  investigation  focuses  on  the  in-­depth  analysis  and  evaluation  of  a  selected  critical  

incident  which  took  place  during  one  of  four  non-­participant  classroom  observations  which  

were  carried  out.  Firstly,  the  decision  to  conduct  non-­participant  classroom  observations  was  

taken  because  any  interactions  between  the  pupils  and  the  observer  may  have  influenced  

pupil  behavior,  creating  an  inauthentic  classroom  environment  (Welsh  Assembly  

Government,  2008;;  Kumar,  2014).  However,  it  cannot  be  ignored  that  even  during  non-­

participant  observations,  the  individuals  being  observed  are  aware  of  the  presence  of  the  

observer  which  can  also  influence  behaviour.  This  phenomenon  is  known  as  the  Hawthorne  

effect  (Wallace,  2009;;  Kumar,  2014).  To  minimise  the  influences  of  the  observer’s  presence  

on  pupil  behaviour  as  much  as  possible,  efforts  were  taken  to  carry  out  the  observations  

quietly  and  towards  the  back  of  the  classrooms,  out  of  the  field  of  sight  of  the  pupils  who  

were  sat  facing  the  teacher  at  the  front.    

  

The  method  chosen  for  the  recording  of  the  observations  was  to  keep  a  written  record  on  

structured  observation  forms  (appendices  1,  2,  3  and  4),  based  on  questions  from  Fletcher  

Wood  (2016).  The  use  of  these  observation  forms  allowed  for  the  collection  of  qualitative  

information  in  a  structured  and  focused  manner  (Estyn,  2014;;  Frankel  and  Hobart,  2004).  

There  are  both  advantages  and  disadvantages  to  this  qualitative  form  of  observation  

recording.  Advantages  include  the  ability  to  record  detailed  information,  giving  a  greater  

insight  into  the  events  which  took  place  as  well  as  important  contextual  information  (Estyn,  

2014;;  Kumar  2014;;  Wragg,  1999).  Comparatively,  quantitative  methods  of  observation  

recording  (such  as  tick  charts  and  time  and  event  sampling),  though  providing  the  potential  

to  give  objective  insights  into  classroom  dynamics,  fail  to  provide  important  detail  and  

contextual  information  afforded  by  qualitative  methods  (Hartas,  2010;;  Estyn,  2014;;  Wragg,  

1999).  However,  disadvantages  of  written  records  made  during  observations  include  the  

potential  difficulty  of  recording  detailed  information  if  events  are  unfolding  quickly  and  

simultaneously  in  different  areas  of  the  classroom  (Frankel  and  Hobart,  2004).  Additionally,  

the  process  of  writing  in  order  to  record  information  means  that  the  observer’s  attention  is  

momentarily  averted  away  from  the  classroom,  potentially  giving  rise  to  the  failure  to  notice  

particular  developments  (Frankel  and  Hobart,  2004).  One  way  to  avoid  this  would  have  been  
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to  video  record  the  lessons,  which  could  then  be  replayed  and  paused  as  many  times  as  

required  to  acquire  all  the  necessary  detail  (Estyn,  2014;;  Wragg,  1999).  However,  this  

method  was  not  used  because  of  time  constraints  which  did  not  allow  for  appropriate  

permission  to  be  sought  from  the  school  and  pupil  guardians,  inline  with  privacy  and  

confidentiality  guidelines  (BERA,  2018).  The  nature  of  the  collection  of  qualitative  data  

means  that  the  written  record  may  be  subjective  and  influenced  by  observer  bias  (Kumar,  

2014).  While  this  can  be  a  problematic  aspect  of  qualitative  data  collection,  the  observer’s  

acknowledgment  of  the  potential  for  observer  bias  can  help  to  limit  its  influence  (Hartas,  

2010).  In  addition,  the  value  of  detailed  contextual  information  offered  by  qualitative  data  

collection  means  that  the  written  record  method  was  still  preferable  to  quantitative  methods  

for  the  purposes  of  this  investigation.    

  

An  observed  critical  incident  (appendix  1)  has  been  selected  for  analysis  later  on  in  this  

document.    Critical  incidents  take  the  form  of  case  study  methodology  as  they  can  be  

described  as  a  single  event  which  took  place  within  a  bounded  system  (Creswell,  2013).  In  

this  example  the  critical  incident  can  be  seen  as  the  single  event  and  the  observed  lesson  in  

which  it  took  place,  as  the  bounded  system.  Case  studies  can  be  very  useful  for  providing  in-­

depth  and  detailed  insights  into  a  particular  event  within  a  particular  context  (Kumar,  2014).  

However,  this  means  that  findings  from  case  studies  are  often  not  appropriate  to  generalise  

and  apply  to  different  pupil  and  classroom  contexts  (Hartas,  2010).  Nevertheless,  case  

studies  can  allow  for  real  life  and  practical  application  of  findings  within  particular  settings  

(Wellington,  2015;;  Richards  and  Farrell,  2010).  This  can  give  useful  and  specific  insight  into  

what  could  be  considered  best  pedagogical  practice  when  confronted  with  specific  situations  

(Fook,  2015;;  David  and  Kinloch,  2000;;  Tripp,  1993).    

  
Critical  incident  linked  to  Donaldson’s  Four  Purposes  
Though  the  selected  critical  incident  will  be  described  in  this  section,  please  refer  to  

appendix  1  for  more  specific  and  detailed  contextual  information.  The  critical  incident  

involved  a  male  pupil  (who  will  be  referred  to  as  ‘Pupil  A’  in  line  with  the  BERA  2018  

anonymity  guidelines)  in  a  top-­set  Year  9  science  class.    

  

As  described  in  the  observation  notes,  at  around  20  minutes  in  to  the  lesson,  Pupil  A  

stopped  working  and  sat  quietly  with  his  hand  up.  The  teacher  was  walking  around  the  

classroom  checking  pupils’  progress  with  the  work  and  did  not  notice  that  Pupil  A  had  his  

hand  up  until  10  minutes  later.  For  this  whole  period  of  time  Pupil  A  did  not  complete  any  

more  work.  Classroom  chat  was  allowed  amongst  pupils  while  they  were  working  and  most  
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pupils  appeared  to  be  focused  and  to  be  making  progress,  but  Pupil  A  did  not  ask  any  of  his  

peers  for  help.  This  aspect  of  the  critical  incident  can  be  linked  to  one  of  Donaldson’s  Four  

Purposes  –  “enterprising,  creative  contributors”  (Donaldson,  2018,  p.  29).  Successful  

Futures  refers  to  this  purpose  of  the  new  proposed  curriculum  as  being  important  in  terms  of  

aiding  learners  to  be  able  to  have  the  confidence  to  support  other  people,  think  creatively  to  

solve  problems  and  to  identify  opportunities  (Donaldson,  2018).  In  the  example  of  this  

particular  incident,  had  Pupil  A’s  peers  noticed  that  they  may  have  been  able  to  effectively  

support  Pupil  A  in  terms  of  giving  him  guidance  in  relation  to  his  question  about  the  work,  

Pupil  A  may  not  have  spent  as  long  making  no  progress.  Alternatively,  Pupil  A  himself  may  

have  been  able  to  identify  that  taking  the  opportunity  to  direct  his  question  about  the  work  to  

his  peers,  may  have  effectively  answered  his  question  in  a  shorter  period  of  time.    

  

  The  teacher  had  given  brief  guidelines  at  the  start  of  the  lesson  on  the  sequence  of  work  

the  pupils  were  expected  to  complete  independently  throughout  the  lesson  and  had  

projected  the  success  criteria  for  the  attainment  of  high  levels  in  science  work  on  the  board.  

These  success  criteria  outlined  the  standard  of  work  required  but  did  not  outline  what  tasks  

the  pupils  had  to  complete.  However,  there  were  booklets,  containing  guidelines  on  the  

sections  of  work  to  be  completed  and  how  to  successfully  complete  them,  available  for  

pupils  to  use.  Pupil  A  did  not  try  to  refer  to  these  in  order  to  address  his  query  which  

appeared  to  be  stopping  him  from  progressing  with  his  work.  The  teacher  did  not  tell  the  

pupils  that  these  booklets  were  available  to  help  them  with  their  work,  though  she  may  have  

done  so  in  a  previous  lesson.  Rather  than  simply  raising  his  hand  and  waiting  for  the  

teacher,  had  Pupil  A  thought  about  ways  in  which  he  could  have  endeavored  to  solve  his  

problem  independently  and  identified  the  available  guideline  booklets,  Pupil  A  may  also  have  

been  able  to  have  found  the  answer  to  his  own  query,  thereby  spending  less  time  making  no  

progress.  Again,  this  second  aspect  of  this  incident  is  also  linked  to  the  “enterprising,  

creative  contributor”  purpose  outlined  in  the  Donaldson  Report  in  terms  of  being  able  to  

“think  creatively  to  solve  problems”  and  to  “identify  and  grasp  opportunities”  (Donaldson,  

2018,  p.  29).  Pupil  A  only  continued  with  his  work  once  the  teacher  had  provided  individual  

support,  meaning  that  for  over  10  minutes  of  the  lesson  Pupil  A  did  not  make  any  progress.  

  

  
Literature  review  
The  selected  critical  incident  brings  to  light  a  number  of  relevant  areas  for  potential  research.  

One  of  these  identified  areas  is  ‘assessment  for  learning’,  which  will  be  referred  to  in  this  text  

as  ‘AfL’.  AfL  can  be  described  as  a  range  of  techniques  and  methods  which  can  be  drawn  
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upon  to  establish  what  stage  pupils  are  at  with  their  learning  and  identify  the  ways  in  which  

pupils  can  progress,  due  to  the  provision  of  formative  feedback  (Bowen  and  Ellis,  2009;;  

Tillema,  Leenknecht  and  Segers,  2011).  AfL  links  to  the  critical  incident  as  the  pupil  

concerned  was  not  able  to  identify  how  to  progress  with  his  work  until  the  stage  he  was  at  

with  his  learning  had  been  addressed  by  the  teacher  10  minutes  later.  The  second  identified  

area  includes  the  social  constructivist  theory  of  the  Zone  of  Proximal  Development,  which  

will  be  referred  to  as  the  ‘ZPD’.  The  ZPD  was  established  by  Lev  Vygotsky  and  it  highlighted  

that  learners  are  able  to  better  proceed  with  tasks  just  outside  of  their  comfort  zone  if  they  

are  assisted  with  support  from  a  ‘more  knowledgeable  other’  (MKO)  (Wallace,  2009).  This  

also  links  to  the  critical  incident  discussed  previously  because  Pupil  A  felt  he  was  unable  to  

progress  with  the  task  independently  and  required  the  support  of  an  MKO,  which  was  the  

teacher  in  this  instance.    

  

The  theory  of  the  ZPD  is  an  integral  part  of  AfL  techniques  which  focus  on  the  importance  of  

social  interactions.  This  is  in  contrast  to  the  previous  foundations  of  constructivist  learning  

theory,  established  by  Jean  Piaget,  which  proposed  that  learning  took  place  as  an  individual  

process,  as  a  result  of  the  independent  and  internal  construction  of  concepts,  based  on  

personal  experience  (Wallace,  2009).  The  importance  of  social  interactions  in  development  

and  learning  is  now  widely  accepted  and  provides  the  basis  of  many  learning  strategies.  

One  AfL  technique  which  is  based  on  social  interactions  within  the  classroom,  aiding  the  

progression  of  learners  through  the  ZPD,  is  peer  assessment  (Powell  and  Cody,  2009).    

  

Peer  assessment  is  frequently  employed  as  a  strategy  for  AfL.  Peer  assessment  involves  

the  evaluation  of  a  pupil’s  work  by  a  fellow  pupil  (Welsh  Assembly  Government,  2010;;  

Tillema,  Leenknecht  and  Segers,  2011).  Though  the  pupil  assessing  the  work  may  not  

strictly  be  able  to  be  considered  as  an  MKO,  their  different  perspective  and  feedback  can  

provide  support.  This  can  be  beneficial  to  both  the  pupil  giving  and  receiving  the  feedback  as  

it  engages  the  learner  in  the  analysis  of  whether  they  think  that  certain  criteria  relating  to  the  

standard  of  a  task  have  been  met,  in  turn  reinforcing  the  criteria  needed  to  be  met  for  the  

successful  completion  of  the  particular  task  (Dylan  Wiliam,  2018).  Peer  assessment  has  also  

been  noted  to  motivate  pupils  in  their  schoolwork  due  to  wanting  to  appear  successful  in  the  

eyes  of  their  peers  (Black  et  al.,  2007).  Perhaps  most  importantly  however,  the  formative  

comments  made  and  given  by  peers  are  phrased  in  ways  natural  to  students,  and  therefore,  

may  be  better  understood  and  processed  (Tillema,  Leenknecht  and  Segers,  2011).  In  

addition  to  this,  the  feedback  generated  from  peer  assessment  takes  place  with  greater  

immediacy  and  with  greater  opportunity  for  more  in-­depth  discussion  of  any  
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misunderstandings,  simply  due  to  there  generally  being  a  much  greater  number  of  pupils  

compared  to  the  number  of  teachers  present  within  a  class  (Topping,  2009).  As  highlighted  

by  Dylan  Wiliam  (2018),  the  immediacy  of  feedback  is  of  great  benefit  to  learning.  

Furthermore,  pupils  may  feel  more  confident  to  question  feedback  from  peers,  promoting  

discussion  of  the  learning  and  success  criteria.  This  is  able  to  actively  engage  the  learners  

and  promotes  the  exploration  of  their  ideas,  involving  the  use  of  higher  thinking  skills  (Welsh  

Assembly  Government,  2010).    

  

However,  peer  assessment  is  not  without  its  shortcomings.  The  purpose  of  peer  assessment  

is  to  provide  learners  with  clear  and  formative  comments  to  help  to  assess  the  stage  of  

learning  and  to  identify  the  next  steps  for  progression.  This  of  course  can  be  quite  complex  

to  evaluate.    A  lack  of  understanding  of  the  subject  content  within  a  task  or  its  success  

criteria  would  render  peer  assessment,  and  the  use  of  the  peer  as  the  MKO,  inappropriate  

and  potentially  harmful  to  learning  (Brown,  2019;;  Vu  and  Dall’Alba,  2007).  It’s  argued  that  

this  problem  can  be  remedied  with  the  provision  of  a  clear  set  of  success  criteria  which  

pupils  can  use  as  a  scaffold  to  assess  each  other’s  work  against  (Tillema,  Leenknecht  and  

Segers,  2011).  Teacher  modelling  of  assessing  both  strong  and  weak  examples  of  work  in  

front  of  the  whole  class  is  also  important  in  clarifying  what  standards  have  to  be  reached  to  

be  able  to  deem  whether  it  has  achieved  the  success  criteria.  This  could  involve  the  

projection  of  learners’  work  in  front  of  the  class  or  the  projection  of  the  same  piece  of  work  

from  a  previous  year  (Welsh  Assembly  Government,  2010;;  Black  et  al.,  2007).  

Unfortunately,  this  has  potentially  negative  implications  as  certain  pupils  may  feel  

embarrassed  to  have  their  work  critiqued  in  front  of  their  peers.  While  efforts  could  be  made  

to  anonymise  the  work  displayed,  this  may  not  be  sufficient  to  avoid  identification  and  

subsequent  effects  on  the  pupil’s  self-­esteem  in  relation  to  how  they  think  they  may  be  

viewed  by  their  peers.  A  solution  to  this  would  be  for  the  teacher  to  create  both  strong  and  

weak  examples  of  the  work  and  use  these  to  model  assessment  of  the  work.  Although,  this  

can  create  inauthentic  examples  which  may  not  be  reflective  of  the  range  of  misconceptions  

which  may  be  present  within  the  class,  but  instead  may  be  influenced  by  what  the  teacher  

thinks  the  common  misconceptions  are  within  the  class.  In  order  to  help  to  combat  this  issue  

it  is  of  great  importance  to  create  a  supportive  social  climate  in  which  learners  understand  

that  mistakes  are  not  something  to  be  embarrassed  of,  but  that  exploring  and  understanding  

their  mistakes  can  actually  be  very  useful  to  their  own  learning  and  that  of  their  peers  

(Brown,  2019;;  Black  et  al.,  2007).    
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While  the  potential  benefits  and  pitfalls  associated  with  peer  assessment  have  been  

discussed  above,  it  is  important  to  review  the  body  of  evidence  which  has  lead  to  these  

conclusions.  An  extensive  investigation  into  various  AfL  techniques  was  carried  out  by  Black  

et  al.  in  2007  and  looked  into  the  research  findings  of  over  160  research  journals  and  books.  

One  study  the  paper  looked  into  was  an  inquiry  into  whether  the  use  of  peer  assessment  

lead  to  improved  learning  outcomes.  The  study  involved  12  middle-­school  classes  of  30  

students  studying  the  same  module  in  the  science  curriculum,  using  the  same  scheme  of  

work.  Half  of  the  classes  were  used  as  the  control  group,  in  which  part  of  the  lesson  time  

was  spent  generally  discussing  the  module.  The  other  half  of  the  classes  spent  the  same  

length  of  lesson  time  focusing  on  peer  assessment.  At  the  start  of  the  study  all  of  the  

learners  sat  a  basic  skills  test.  After  the  completion  of  the  teaching  of  the  module  the  

learners  sat  the  test  again,  with  the  results  of  the  group  which  focused  on  the  use  of  peer  

assessment  showing  significantly  greater  improvements  than  those  of  the  control  group.    

While  this  is  an  example  of  a  study  with  findings  which  seem  to  demonstrate  the  improved  

learning  outcomes  through  the  use  of  peer  assessment,  it  should  be  noted  that  the  improved  

test  score  outcomes  may  have  not  been  due  to  increased  understanding  of  the  topic,  but  

merely  due  to  improved  superficial  learning  of  how  to  complete  the  test  more  successfully  

(Black  et  al.,  2007).    

  

There  are  many  similar  studies  to  the  one  discussed  above  which  focus  on  the  learning  

outcomes  of  pupils  following  the  implementation  of  various  AfL  techniques.  However,  there  

are  relatively  few  studies  which  investigate  students’  perspectives  on  the  perceived  

helpfulness  of  different  AfL  techniques.  One  investigation  which  looked  into  student  

perspectives  on  AfL  was  carried  out  by  by  Deluca  et  al.  in  2018.  The  investigation  involved  a  

survey  of  1079  pupils  who  had  to  score  the  helpfulness  of  different  AfL  methods.  The  results  

showed  that  learners  scored  teacher  feedback  and  success  criteria  most  highly,  with  peer  

feedback  scoring  the  lowest  result.  This  suggests  that  learners  deem  the  teacher  as  the  

more  useful  MKO  than  their  peers,  in  terms  of  supporting  their  progression  through  their  

ZPD.  Although  when  the  wording  of  each  AfL  method  mentioned  in  the  survey  is  looked  at  in  

closer  detail,  the  survey  asked  how  helpful  “giving  feedback  to  other  students”  is  (Deluca  et  

al.,  2007,  Table  5).  The  way  peer  assessment  has  been  described  in  the  survey  does  not  

encapsulate  the  full  qualities  of  peer  assessment,  which  should  involve  receiving  as  well  as  

giving  feedback  to  and  from  peers.  Therefore,  it  is  likely  that  students  may  have  ranked  this  

differently  if  the  method  was  phrased  in  a  way  that  also  mentioned  receiving  peer  feedback.  

The  paper  however  fails  to  discuss  this  possibility.        
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While  there  is  much  evidence  supporting  and  explaining  both  the  benefits  of  peer  

assessment,  as  well  as  ways  to  try  to  ensure  that  it  is  carried  out  effectively,  it  would  be  

impossible  to  ascertain  exactly  when  it  should  be  used  and  in  exactly  what  way  due  to  the  

many  variables  which  differ  across  schools,  classes  and  individual  pupils  within  each  class.  

It  is  important  for  its  potential  benefits  and  potential  failings  to  be  fully  understood  by  

teachers  in  order  to  be  able  to  apply  peer  assessment  as  effectively  as  possible.  Successful  

employment  of  peer  assessment,  in  order  to  aid  pupil  progression  through  the  ZPD,  comes  

with  both  teacher  experience  and  knowledge  of  the  learners  within  a  particular  class  and  

subsequently,  professional  trust  in  teacher  discretion.    

  

Evaluation  and  Next  Steps  
Critical  reflection  is  important  in  developing  best  professional  practice  as  it  promotes  the  

evaluation  and  analysis  of  particular  occurrences  which  helps  to  develop  a  better  

understanding  of  how  best  to  respond  in  the  future  (Tripp,  2012;;  Welsh  Assembly  

Government,  2008;;  Griffin,  2003).  Reflection  models  can  be  useful  to  provide  structure  to  the  

reflection  process,  with  their  use  encouraging  orderly  and  logical  sequencing  of  the  

deconstruction  and  analysis  of  the  various  aspects  of  a  critical  incident  (Shapira-­Lishchinsky,  

2011).  In  this  evaluation,  the  Assisted  Reflected  Conclusions  (ARC)  model  (appendices  5,  6,  

7  and  8)  was  used  to  structure  the  reflection  of  critical  incidents  which  were  observed  in  

different  lessons  (appendices  1,  2,  3  and  4).    

  

The  selected  critical  incident  (appendix  1)  demonstrated  that  Pupil  A  felt  unable  to  progress  

with  the  task  which  had  been  set  due  to  being  unsure  of  what  to  do  next  and  how  to  remedy  

this.  As  described  in  the  ARC  model  (appendix  5),  it  initially  felt  frustrating  that  Pupil  A  did  

not  make  progress  for  10  minutes  of  the  lesson  when  the  rest  of  his  peers  appeared  to  be  

doing  so,  as  it  seemed  that  the  time  period  in  which  no  progression  was  made  could  have  

been  avoided  or  significantly  reduced,  had  Pupil  A  asked  his  peers  for  support.  Upon  

reflection,  the  analysis  of  the  literature  related  to  the  critical  incident  turned  those  feelings  to  

ones  of  positivity  as  possible  solutions  became  apparent.    

  

The  ARC  model  prompts  the  observer  to  reflect  upon  the  aspects  of  the  incident  which  went  

well,  which  in  this  case  was  the  fact  that  the  teacher  was  able  to  offer  clear  and  helpful  

support  to  the  pupil  which  enabled  progression  with  his  learning.  It  is  important  to  reflect  on  

positive  aspects  of  any  incident,  in  order  to  highlight  those  actions  taken  which,  if  kept  the  

same,  may  also  lead  to  positive  teaching  and  learning  outcomes  in  the  future  (Joshi,  2018).    
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However,  it  is  also  necessary  to  take  note  of  areas  which  may  contain  room  for  improvement  

in  order  to  identify  possible  solutions  (Tripp,  2012).  The  main  area  of  the  critical  incident  with  

room  for  improvement  was  the  amount  of  time  which  the  pupil  spent  making  no  progress  

with  his  work  or  learning.  This  can  be  further  broken  down  into  the  fact  that  the  pupil  did  not  

ask  his  peers  for  support  when  classroom  chat  was  permitted  and  his  peers  appeared  to  be  

making  progress.  The  body  of  literature  which  was  analysed  in  relation  to  the  critical  incident  

would  suggest  that  in  order  to  help  the  learner  progress  through  the  ZPD,  social  interaction  

with  an  MKO  is  of  great  importance  (Wallace,  2009).  In  the  critical  incident  outlined,  the  

teacher  took  on  the  role  of  the  MKO,  which  was  effective  in  providing  the  necessary  support  

to  the  learner.  However,  had  a  peer  who  understood  the  task  acted  as  the  MKO  the  learner’s  

progress  is  likely  to  have  been  achieved  more  quickly  (Topping,  2009).  As  was  explored  in  

the  literature  review,  the  use  of  peer  assessment  as  a  method  of  AfL  might  be  suggested  as  

a  possible  next  step  in  order  to  avoid  pupils  waiting  for  teacher  feedback  and  feeling  unable  

to  progress.  While  it  would  have  been  possible  for  the  pupil  to  simply  have  asked  his  peers  

for  support,  Pupil  A  did  not  do  so.  This  may  possibly  have  been  due  to  the  pupil  feeling  

embarrassed  or  not  wanting  to  disrupt  his  peers,  or  because  the  pupil  felt  that  the  teacher’s  

feedback  would  be  more  valuable  (Deluca  et  al.,  2018).  This  also  highlights  a  second  

possible  next  step;;  the  fostering  of  a  supportive  social  climate  in  which  mistakes  are  not  

deemed  to  be  negative,  but  instead  are  recognised  as  useful  to  the  individual  and  their  peers  

as  they  can  be  learnt  from.  Firstly,  if  the  pupils  are  instructed  by  the  teacher,  at  various  

intervals  in  the  lesson,  to  peer  assess  each  other’s  progress  with  the  work,  the  chance  of  

pupils  feeling  too  self-­conscious  to  go  out  of  their  way  to  ask  peers  for  support  is  reduced.  

Secondly,  if  the  success  criteria  for  the  tasks  are  clearly  explained  and  displayed  for  pupils  

to  use  to  assess  each  other’s  work  in  a  structured  and  defined  way,  the  value  of  the  

feedback  resulting  from  peer  assessment  is  improved,  reducing  the  need  of  one-­to-­one  

teacher  support  which  takes  time  to  provide  (Welsh  Assembly  Government,  2010).  This  can  

be  of  particular  success  when  used  in  a  top  set  class  (which  the  critical  incident  was  

observed  in)  because  the  pupils  have  a  better  understanding  of  the  work,  allowing  them  to  

provide  more  useful  feedback  (Tillema,  Leenknecht  and  Segers,  2011).    

  

The  approach  used,  in  terms  of  reflecting  on  an  observed  critical  incident  using  the  ARC  

model  has  informed  both  my  professional  and  personal  development.  This  is  because  it  has  

served  to  demonstrate  that  reflection  upon  an  event  can  guide  research  and  analysis  of  

relevant  literature  which  can  provide  better  understanding  and  offer  useful  solutions.    
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Conclusion    
The  process  of  observation,  identification  of  critical  incidents  and  reflection  provided  a  clear  

scaffold  on  which  to  base  further  research.  This  in  turn,  provided  a  wealth  of  relevant  

pedagogical  literature  on  the  role  of  social  interaction  to  guide  learners  through  the  ZPD  and  

linked  this  to  the  practical  ways  in  which  the  pedagogy  could  be  applied  to  classroom  

situations.  Analysis  and  evaluation  of  the  literature  created  a  more  in-­depth  and  better  

informed  understanding  of  the  intricacies  of  the  critical  incident  and  of  the  possible  next  

steps.  It  is  of  great  importance  that  pedagogy  informs  teaching  practice,  with  the  role  of  the  

reflective  practitioner  in  Wales  paramount  to  professional  development  in  teaching  

(Education  Workforce  Council,  2019).  The  importance  of  reflection  in  progressing  

professional  learning  is  further  outlined  in  the  ‘Professional  standards  for  teaching  and  

leadership’  document  (Welsh  Assembly  Government,  2019b)  in  terms  of  overcoming  

challenges  and  enhancing  pedagogy.  Without  critical  reflection  negative  incidents  deemed  

merely  as  typical  or  inevitable  would  be  cultivated  in  a  classroom  environment  which  allows  

them  to  persist.  Reflection  and  improved  understanding  of  pedagogical  principles  instead  

fosters  an  environment  of  growth,  resulting  in  professional  development  and  the  continued  

improvement  of  teaching  practice.    
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