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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% (Estyn, 2014; 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 that “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 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

z‘ g v | Yr Athr Ofa
University of Wales Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities

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

e 26 -Sep -201a @ R 00
Lesson details: st (egsson
Yeor T, English. Once forbughtly  lssonte focus

on litevacy + spelling. “*2 pupds, miced obiliby, 2 ALN
Reus onﬂsggt;gls, rouns angl verbs, - B

Classroom culture

(Are the students focused on learning?)

Students ocusee] o learminy - Almost all are
odwaus doung & one sl '

pupl St \§ e , pup |le|3 distracted and cas

All Pwh‘cc‘?a,h/‘\s W answenag queshHent, nacking eachothars wokl
and ompleting tosks, b

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

purpose?)

C(lear pwposc to the (esson Spdlu'\s. nowuns aadh verbs |

Teadrr wses wovds from u Ay essessmeat

exemples. - S;ng tesks Eo g&;:-l- 9 for spelliny
Wnhing kask — wribe out seatancas — hidllght verh aad noun.

“Direction i

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

- AU studenls appeac o be on task and complebing
fb&kﬁla\ueshons af keaclers roquﬂ"-

= One student slower to understoad tosk but soon 3d8 on task
ofkes fuckhes explosabion.

Lo ‘f t(’ud(n!- Miss hsasy woed p.w S?‘Ul% {'LL” S'MPL‘ ask
ond  teadhes repeats.

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

AU students challe Teadhe f,gfm‘ c\u<sha\ dtfflruﬂﬁ

Occarding to leltl—J l.e. .lhow do Qob M ‘noun' * -

leakj daild auove o '\{’ L\«lélu asl , whax U a 'noun’.

One. AN shudent unosle o L;gP vp ak bimes ¢ whan

:’"‘1:5 ouk sexences. Teacher askc P'P" AT aaxt o
s Wl e Teaclhee allows thald bo Coke fkpfos of
board wrile oul latee
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*" University of Wales

Prifysgol Cymru

¥ Drindod Dewi Sam

Yr Athrofa

Addysg a'r Dyniaethau
Education and Humanities

Trinity Saint David

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

Teacher uses « speld tesk. RAsks peers to Mr,:_aztﬂs

Ramwds the azed for correct mk;ns- Teackars asks wdwiduas
ke spell out the wordh ond wrtes on e loacd. ¢ 3>|’ lofio
‘M to rase wand and quweh o Smn perat on class charts.
Rms‘r\j bhands alse 4o chack | thire was oa wp’“‘em"
from the last test.

Teacher placs b seatences o ool ask pupils to

oub e seatences. sie chan models firsk sentenca
05&/\5 cass ohak words ase apuns ond what a5

vexbs. Hallialh eacia wa da“,uqﬂl. colour- Ask studeats

Eb“ JZ:MP(B- fes:fmm;v\S 5. Than !U o\uzst-'\m and answes

Teather also oo round durmng fasks checking preares

Cachothass pucple pen - rewnlte the correct 5|pel.h./3~ wreny:

Specifics / Critical Incidents

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

Teaches redterates to amalke suce mack eachdtlaass werk
W<H - corr«:ldﬁ even %{.Wktgkaou: (;-\'uds - whodt
\s_tlu. sl of peer Mau-ku\f)y Is v wufu.l !

O child not Comp‘l(-t[3 CW — Teachar cauts on Hodan

‘(’w ANSwee.

. ”
C'OSS chas — p69“’lv¢ and Ac@hubw—b &M‘JOQJ

Corlel ek up qoes ko teaches e doesn't feel well—
Teachar asks "‘—M Mﬁu e svcll 5 uld ‘qﬁ‘ bLS = Teathas

allews hum ¥y leare with TA . Later chuld cebucns and
wuskd (avclved = ¢ cndd o w.m.u[ma' el =S whaks

the affect o ollownnl] A & miss (oks of ,;:9 lesson.

Gld A ko has AL s o wp, teackar asks duld
" us(-r\mr:s keep wp

Gnuld B hides work. Culd A saus “aven'} we sufposed o wov b

fogfw?‘ Chid & dhan s:uS "Uas but o can't just m,ﬁouucd

to at Lewst t"ﬁ f-l"‘l'-\

1901603
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@cw;m Yr Athrofa
S University of Wales |  Addysg a'r Dyniaethau
Trinity Saint David Education and Humanities

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

P 26-Sep-2014 @, 10:00

Lesson details: _

Year 1. 2ad lesson. 1T ~22 pupils - \Aced obclnh,. 2 AN
Focus on US. word funcbion, making table, addung heoders+
fectess and swvple foavatians . PsSesSing pupils letals wrtbinthe dass.
Classroom culture b -

(Are the students focused on learning?)

Chldren not focused at stark. Pupls wn o computer bl
ﬁule(»oft backs to teac har. Storter (s to |3°’*° H"-w"?"k‘r‘
Guldven (om cn and open wp wntemel

Once. Hat sbudunts sracted <ad tasts mswmmfmdwk
howoies o exoup of students albing next o eachothes were onand

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

Ueor pwf purpose, shudenks were o wse Ms. word Ho Py
e bructables from planrens ke o btable n a doament, sove

docunaant and print & copy Por teaches ko mask. By end of-
wssien shudents should be abls” ko uge werd aad make o l'«!-a
Direction

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

Students are clear ook tu tost howeves Acecl ;M

Swda.nqq:kpwbdotfﬂ\'knkackucswuksﬁ
N'MA

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

Sonas S"ud.b\(-s {ouo\d Yhe task fnr eoster bhan obhars

Some students took Haa. enbire (esson bo complate one
ack and winke haatalls |

Olduass Comphhd bolh wesk | aad week ']-, P‘M“M.
added a q:::ute from W intermat ond addod word ok

Teadrer always hod an extra dad for dhose move oble.
O ange o4 dighal competence (n b class .
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et | Yr Athrofa
University of Wales Addysg a'r Dyniaethau
Trinity Saint David ion and Humanities
Assessment

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

Teadnes walks ocound class to chock frﬁress
Acco,d'.,5 ko F"’JO“ leacher ou}c.s oid whare aseded or
Mere tasks whare ru‘u.:red :

TTeackas collects Prnkl'ed wort at ead and wud malt

and vetum o,

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

Teachss bkas by wse & loudes \Jc;o

4 ct - Bia oo — Cluldren’
beacks bo ‘-(ndq_‘-_ ” J - ’

Teachar constantl Wh'j asovnd = Posihve vv.u:qioramu‘l-
T’“““"‘yf‘é"\j aiscance plie §
C.vmp % Su-ls 5!(‘(.'73 }cy&\g\- (’ultms and nob an‘\j Sanda

Preyess os othaes &n de class — No sakiny plan in place
> Stould thare we 7

?:IS packs bca &rlﬂ and goes to leave os he |(us .(JNSM
tasts — Teachar osks volase ha s Ln asks hum
fo ok down awd gpve s bey anothes fast | >

Lo\fes vanee of 1T competenco, widhin Hae class =

ot -5 Teochker qua\\'w\.s 0 now shudinly’

Hodtion 2

- Teachas u:ins tosk o ?\u{“mu com(xma.
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@ Vores oo | YT AthrOfa
Addysg a'r Dyniaethau
Education and Humanities

University of Wales
Trinty Saint Davie

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

e 2b-Sep-2014 @ 11:20

Lesson details: 3.4 |esson . )

Hear ?.""DT (Texhlu) ~ 16 Puells, Mntd awliby -

besSen to begin tha protess of designing . paject for Ha
Year a ‘fabrZ monster Mr«dnnp(ju\&dcsy\t\ '\du\‘:“ ¥
Classroom culture -

(Are the students focused on learning?)

Mdscﬁha of studonts ace {o(used. One  kaule o‘. thees

508 v(v-S d}c(u?h\’t’t‘kfow(rj f"\,u\ff s\qﬂ'\'ﬁl vk Shaclends
also asking aMiss, do 30“ Uporo- -+ - He's My COUSIAS cte -
Students on task ok s Sueh as dunng geoap work .

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

purpose?)
‘Pw?osg s <leac. ?ws&\:s 6 shactec & used ko redreate hoallh

+ Sofg rules, Than teache- mode|s a ndmag «w i Sh»d)“”’
arcuad% Mnbul"mj. Shaaeab® dan :ork well wn qrovps to .
complete mindmoPs dan™ tolla ideas from arove miad maps to prodwe. Khaie own -
Direction = )
(Are the students clear about what they are doing and how to do it well?)

Students sppear to be cloar what e task s as teachar

modals tha task witte studeaks sueroundi Lu— Teacher asky

é‘\ld.ll\h 4o M'h‘le. bo e basl & Gmrg \doay to add o the

mMind MQ.P. Teachas mﬂcrm‘ tha ;\gga o weilft Ha rlou wo.uuo

Ra t* be alle o readas o poster. Al shudents congly:

Whan moving ko wadvidual task reacher uses o Previous puptls work
© ond W nOF 4o do.

Access and challenge

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

AU students ace cbele fy aw\_‘n tha lessSon. AW conbrduted

to madmapping tast whan the teacler modslled ot

euqi“ all dncms‘/\:)o-ud vnvolved in dgva\opmj Al amind
Map un Grovgs .

Pueil( o LWkle Lless on fask dur'.-\s Wdwiduad mind ma Pl.

'V“l"\‘t Pupils dn.v-'w\s tha ‘moarber' evon whan d,recked o sce%
Y o draw & wind ana mal.
‘ A}
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S Prifysgol Cymru

» N Y Drindod Dewl Sant

Yr Athrofa

of Wales Addysg a'r Dyniacthau
Trinity Saint David Education and Humanities
Assessment

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

/ ’rc.at—ksr wied o storker Ghick was a ?ldult CAn(-o.u\:%
: ho3prds ond asked Pup-ls b coll out hazards Teaches

'Ot\\.\“"d c before naow P’M This was used to “"‘{-‘"k
sbudents booudat fren la'ﬁ el .

Teadhar modelled Hue lask as o class (atd snmf!dfowvb

how sbedints @ntnlude o Haa wd.db.u\ j b ensure studint.
umpel'm o task .

Teachar constantl wk\i\\.s asovnd talle¢ bo chaclk on
Pregyess of tha sltaealy througlout tin lasson -

Specifics / Critical Incidents

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

.3 bop msbckml::») = No ety plan —> Allowag for auteomiy
= Teochar saus i DT Hu studeat is requiced be Le créadive
Perhaps verie with friends wold help bhis | = Teadhes
vl rwove ¢ ot worony -

gP“?d asks miss do Yoo know " bretues = Avotlaar puptl asks
and angthar — Avo.du\j veorl /Mu.ol Eor attention ?

.&nd ak Mls\w.knm.j#o.mo.sbb{ hus own accord o bo
Moved.  Apker el 503 works better.

'.Tcadu: threatens caa o‘f*dd LOFR L s?('(m e o 5‘3 who
S wnsistent wslnchm}u\i-—a Studask apologtses = teachar
Conhinues o peint bhan @-vinbs $ budlent as@c bhow ha's lh'r:s
0N > tracker ‘4&3 G(C&u-l.l* ~ell done -'—b Qﬁhﬂ -tmforocmu\l—?
r Tea s cakl WS e ‘
l"-b\:’ $ws who wese PhlS‘\QJ ue for Srua' ‘“k - 2¢.r"—
ko continue work a : har
st o Arsbivadiny for & pericd of hma efore teac
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Prifysgol Cymru
‘\nvmwm Yr Athl'Ofa
¥ " University of Wales |  Addysg a'r Dynisethau
Trinity Saint David Education and Humanities

OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
e 26-Sep -2019 @, 12: 20
Lesson detalls: ¢ LeSSon

Mear 71, Music, ~ 22 pupils. Mived abliby .
&a&arwﬂts = Skuconts Sinking 'n Polikm'ﬂaud FoUcml &y triady

Cad-n ) 21& OO

ssroom culture
(Are the students focused on learning?) .
Students all o for e most pact all actively wavolved
U Siqing tht najory of e time One shucleat puliing face s
Lt s g vany addmssed |

*_“b “Mm&s then spli off ‘tato seporate rooms Lo fmdla,
en . t - { alteo~ain \
n*on!wtﬁok"::d ;pggu\s ves to nadsad ose thargor
Objectives

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

Cleoe puepose of leoen pel hasmonics oad triads.
Studonts sbowsn video t:&.ﬁ.h%,} whadt o(n'/o.rmpfuo ose from
Pravitus 3«\/‘: han aktewpt s 3 MRE,"

Studaats slown kows ko P‘q% 3 on ﬁw than sent o Pmchcl .
Direction

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

Shudents ore cleas reqording tha po harmanices tha do ot
(omzctln m’stt a t?ﬂud?nh ..,a‘;.‘? d ( videos o{. previeus
Hear frovps te M(’ witl tlhis

Shudents less cleas wutl Hae brads as howd 4o damonshade to

22 postudants neds o one pianc. TTeadhas walks around Lo
explain on o more WwAVidued Lasis Onca splt .

3

Access and challenge
(Are all students able to engage in the lesson? Are all students challenged?)
AUl students able 4o en . All sbudents we _5“0"3 and

do-vaols duf\!é pet )\R"MWIO esson a,chv;ha.'ﬂu student s
Swn o &?s acd [plane each t® prackice briads
s

Sowsa. shudon d tu play briads and because w ol
students wese ¢ out + was d'H"“N’ {b(ﬁu teackhsar to
\m\? ne .

Teaches dses & MAT pupil to halp pihorg as the task was not
challengpny enafl for tia AT B &.ﬂ

One pup student o1 e MS\;Lw\dild o stort but
P"E?“““‘g&sqn by fed et sengagd
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L4 ] Prifysgol Cymru

» ¥ Drindod Dews Sant

¥ University of Wales
Trinity Saint David

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
Teackar asks stuclents who knows what o pel barmonic 15 .
Teachas explacas wn detaul (Wil 5“:5:"3 o;u.wg vt Apo‘aktm"ﬂ“
V. Teacksas teen shows 4 vedeos o(. previcus QQ” cuq:
e '\4\5 4 explaia fw“u.r‘. Neaduor tesks malg:sh‘agzs "
o.s?"r\j shudeats ot o eolswic s SN
“&"'3 Shudents +0 Gxﬂu: eround pranc +o Smj Tests W\MHM;’U
ba SN&S\'S.
TTeadhar demonshrates 4nads ' .
b, $tudonts brow OO S o Sona
Asts chnldren L shaw thay understond hasd L
Mld‘:"j “P haad un 4the eoko‘-ou, peation Ls
Teacther Haon sPlil—s up class and valks between roonns
Conmd-\:S witconceplions wbulsh gracticang.

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

discuss?
“| Student enters rcom begore. teaches osvrives - othar students
5“‘-&"\1 U not allowed —> Studant ' vPanoMM&N‘—u

= teachar araves allows othar shudlabs tn and instead of-

"'w‘,’bf"\& sbudleat off Hu keackas sits at planc ond stosts

P‘a““\_j the howvaony to tha 80’5"’ Fraised nim .For plnd1£.~
PRtages cklunssh o prackice” owd uSes kla Song ko~
whoduce Polyhoamionics ko the class. Q

© | b S tuchonts s‘c"(:v\.j around leacher not ot a dosk

= W0 seakiny plan

o |01 studeat W = kuwo = bheee. . - Teacker qives epkions

t‘:d o "m’k [ not St wavelved /ac to eashwd = Shndeat

danc::gs W @nbinued wibl 1€5S0W = Gob invelved —> Sing g

® | Whaza M.!,Ssm.'q arovnd teaclor Haeakeas boolk work ,

. fhdenh becoma vcr:s kapu l:q-ofe 5?"”’"3 o use | boosds =
hacher has tham sit and breathe on and ol on hes Zount
and explains vmportance ©f W{"‘lﬁ sb"‘"ﬁ‘b “":j catm.
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Appendix 2: ARCs of critical incidents based on the observation field notes (appendix 1)

@:::.-*..eﬂ.:" Yr Athrofa
Usivermty of Wales

Addyng o Dynacthau
Vevn Nma ene Education and ithes

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

5); Chuld B ko hos ALV s sh@&h":} ‘o ‘f&lruf

VIEWYGGIaa Critigo) LICar incia OCH
veochss asks chid 8 ks halp Guld n . (hld B ey tha Chld A txpec
Profiad/ Experience

Teimiadau/ This wos a o halp child Aas chidd B8
m . , |was aread  However ended up Md“%ﬂ“"f“"“‘f”’
orofind” Culd . “Thare wosa't clear directi@ns | nsbuckhion
ot are o feings oy | {0 Lot Qhild A and Cinld B of whadt nalp i bhas .
e e context seant, How mucl balp was ded.&_smcitgﬂu
Cofio a Deall/ P
Remember and would C"% duld B act 'MJ? Undd A to wdeslald
Understand whak were dd would child A act leorn

“ANweh chi restru elfesnoy’r aches

g nghye destun 97 and ndesPrand HaaToncephs of nouns oud vedbs .
Canpouisteapesane | WIS w0uld be useful i chuld B was alls ko explan

wcident n the content of warming?” | QADoK thvougl Hie problems with Chuld AL .
Howeler ¢wld A o724 8 Bott mSursd;:’s‘(’otﬂ Hra castuction

gwenhus:n:dadaw The feachar could be more specific on Hhals
WNStvuck .
m‘“““’"’w“m"‘”"m’;i cn ond ask Chldd B 4o Lok Hmma’\. tla

w | ©mplS  allpnasida
aadysgu 0 dysgu effethvol U\A'd A Or
oy fodl Problem Poactvé:‘. et WA‘GL fee

Whot ok be keptthesome s Teachar could ensure Haot child £ s «:wf<>l"°~1>(4L

Jearning in the future > n working /he Child A by vewsik g usue
Lates ¢n @1 Lgsk;o’; 3 3

Casgliadau a chamau .

gweithredu/ “The teackher could provide vesources for

Conclusions and actions

“Beth yw eich atedion posidl 7 child A to bu.lf speed up e wnh ProClSS
“Beth y gedic & weud nesaf>” e the seatences Mr% P,-,Mcd chrarefort

“What are your possible sakeions chld A wcl .Sompl:j howe. & \ ours aad
WGt couid be dove neet > VW"’S"D gL Lk.af‘nu\\j olo;lut\ 3 00 aaed.

Y profiad newydd / Transformed experience
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o | Yr Athrofa

Ursvarsity of Walos Adulysg a'r Dyriwihan
oty Sawi Daved U dhac athon and Voumamithes

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

Dyddiad/Date: 2 &- Sep - 2019
ocus): Stacenty Locks to feackars, Stucleats

aars teaclhsr's agick wstrueticn due *““‘%5 disfracted Lg ompuies)
Profiad/ Experience

Teimladau/ Studeats disconnected {rom e teacker and

mmwy e | ng. Teather hos, tobe more actwe aad
e Nﬁdﬁf wwmm front of tlem
et | foks of discussion betiveen students, poteatial lock of- focus
gem:ﬁd Students ~ob al on tast o howe N’C—" +o
Understand eep up fnmove on ko missuy - cashuchions,

myw?:m Loowme e ”‘“fP‘““‘\j G Aaore 0{ an Lno(w(élu.M‘

basis os” teochor s nzpu\,h mouing  freund NL(PU:}
“Can you fist the aspects of the 4 .
incident in the context of learing?” | € budoats \Adwcc\ua,uﬂ il Kok ;L:?x,

EMan::an:layse Teackes nmovemint ovouad the class was ba\l.fntm,(

e ypet gt | AU > AR abuiby of bha shudeals. FPerlaps

mm.ww M'Qj on a  wove wndundual ‘b?\sis /Pa(g is
Wit could be ket the same o V'Q(‘uJ‘C.A bace daa o amuxed Otbdpb.

ensure effective teaching ond
learming i the future

Casgliadau a chama .

gwenhreduj ’ E"‘f““ o rwle of "“”fu“*‘\‘j’ screens ofwku\
Conclusions and actions | +eachas 1s demonshiat (g .

“Beth yw oich atetion posibl 7 ~

mater 3 nodwyd > <

“Bethy gelid ey wneudnesaf> | T AL thours asound whan beacher s 81”":5

“What are your possible sokations U\Mc O’\S?
20 the (850 wlentifed 27
“What could be done nent 2

Y profiad newydd / Transformed experience
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@Kﬁ:’“ Yr Athrofa

of Wales Addysg o' Dyniscthou
Viniy Sawi Oavel Fdwcation and Hamantio

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

Oyddiad/Date: 2b ~Sep-22(q

Digwyddiad critgol (Ffocws)/Critcal incident ffocus); Msdelliny wock as elass, mowng to grop
ek P than wonnd eate aslindusd wov k=
Profiad/ Experience

Teln?bdau/ % (h;'éd(en e d o Hae M’W WWS
m smiodou paghchy | €© aborative & 7t bo create a prodwct as a class
o~ whuck eada w\dwselut%;m take sanstiuny from.
_ |heoners wgre exa ond engpged ot aul steges
What ove our fewlings regarding
the expevience?” of tre basks —hathe as o cass o md’mdua:ﬁ(
Cofio a Deall/ Gatbodwint Collaborative was vibad to Hus fosk
Remember and Mh '
Uederstond whare called deas 23 contnbuted 53 wnbiny

“Allweh chi restry elfesnau’r aches 1“&? oNn a Sw S‘\gd"-
g rghye destun y dysgs” cmv.{-ij w0s encow‘aﬂgd o4 a.uawm._r) srudeats 4o dvas

“Can you lst the aspects of the OF worite.

incident in the context of learming>” gs“f_u‘\’)"‘” used kotnsure shydy i wdesrstood eacl.

Gwerthuso a dadansoddi/ Gllaberat e Leasmirng to create one produck as o class

nd
Evoluate and analyse wals bchCm.\. 35 JSowm ofhes sl'ud,uh ideas

mmmm ead ageed ond Md’“rmb bulld swn (doas. 4o take

yo y dyfodol?” dkmd{?«‘mdwadw wasning -
“Whet could be hept the some to Mu& s a class worked weld to dateming

enswe effective teaching and

iearming in the future?” expec ONS -

Casgliadau a chamau

gweithredu/ Cha.u,uau °of al MSUS the sheed wn one
Conclusions and actions - b

Conclusior action 3:: «M{)S lvutub OrbuF‘ Snaldler o (n.roc,t
x:m‘ e pofes Lol be beatpiaial

“What are your possible sautions Somae GTO\AP’ k_bfl—f-‘;\ betbes thoa M PU;W.PS
o the Jssve entified?” . .
“What could be done next?” &_tt\‘}::) growps Fo wrork un ould Le IaeA.ePctQI to
separate throse who don't work weld éo&a?}su,

Y profiad newydd / Transformed experience
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ECAD6007
&nm-'m Yr Aghrofa
o e s | e o aoaies

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

JENTL [JOCUS
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