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Abstract
This paper describes a case study concerning a student teacher at risk of failing a teaching
placement, who was supported by colleagues and university tutors through the use of a diagnostic
tool in the form of a checklist. The checklist comprised a number of categories relating to aspects of
teaching and learning within the classroom and was used consistently by staff to provide feedback to
the student and as a basis for discussion and evaluation of his lessons. Scrutiny of the checklists,
completed over a four week period, staff questionnaires and staff and student interviews indicate
that the student and teaching staff found the tool user friendly and helpful in identifying areas of
good practice and those requiring development. Other benefits for the student included the
development of a pro-active approach to planning lessons and reflection on practice. The tool may
be useful as a means of providing formative feedback and initiating dialogue relating to practice,
particularly at an early stage of a teaching career.
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Introduction
Checklists are seen as a necessity in many professions. In aviation, checklists are crucial in ensuring
safety and the smooth operation of navigation, take-off and landing (Degani & Wiener, 1993). In
healthcare, checklists ‘have tremendous potential to improve patient outcomes’ (Winters et al.,
2009:210) in areas such as surgical procedures (Verdaasdonk et al., 2009), intensive care units
(Simpson et al., 2007), pre-and post-operative briefing (Paull et al., 2010) and paediatric medicine
(Cheng et al., 1996). Checklists are frequently used in audits and inspections (Seoane, 2001)
throughout a number of industries. Checklists appear, therefore, to play a large part in quality
assurance and improvement in a variety of areas and occupations. However, it is important to note
the difference between what may be described as mechanistic checklists, such as the ones above,
and ones which are the basis for underpinning 'professional judgements' and which therefore
require shared understanding, a common language, time for discussion and involvement of
everyone involved. A quantitative/qualitative tension may arise when the move is made from more
scientific areas such as aviation, medical procedures and business towards more interpretative areas
such as education.
In education, checklists are used every day. School inspectors usually have a list of criteria that they
use to assess the quality of teaching, learning and ethos in a school (HMIe, 2007) and which schools
themselves use for self-evaluation. In the classroom, checklists are seen as vital for health and safety
in certain subjects such as the sciences and technology (HSE, 2011). Checklists are often used by
teachers to map pupils’ achievements and provide feedback (Knipper & Duggan, 2006).
Observational checklists can help develop successful literacy strategies (Hsieh et al., 2009),
communication skills (Bishop & Baird, 2001) and effective assessment practices (Mintah, 2003).
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DiPerna (2006) suggests that teachers use ‘academic enabler’ observational checklists to assist
learners to manage their learning and drive up academic standards. Teachers are advised to use
checklists to enhance pupils’ behaviour (DfE, 2011a) and to identify particular barriers to learning.
Peer and self-assessment in the classroom are facilitated by checklists (Andrade & Du, 2007; Carless,
2005) in order to involve learners in assessing their understanding and progress. In the field of
Education, therefore, it could be considered that checklists form a context not only for enhancing
the learning process for learners but also the professional development of teachers.
In order to become registered practitioners in the UK, student teachers must meet a set of standards
which can be considered as a checklist of competences (GTCS, 2012; DfE, 2011b). In Scotland, where
this study took place, the Standard for Registration comprises three overarching spheres:
Professional Values and Personal Commitment; Professional Knowledge and Understanding and
Professional Skills and Abilities, each of which includes a range of ‘professional actions’ the
practitioner must demonstrate s/he has achieved before registration can take place. A number of
these ‘professional actions’ relate to social justice and integrity; others to theory and the curriculum,
while others are concerned with planning and delivery of lessons, including communication,
assessment and classroom management.
However, despite awareness of the overarching levels of expertise required to be effective, there
exists sometimes among student teachers a lack of understanding of how best to operate in the
practical setting of the classroom to achieve the necessary standard. Supervising teachers may also
experience difficulty in disaggregating the complex procedures involved in delivering a successful
lesson in order to provide appropriate feedback. Although school based mentors in a study by Hall et
al. (2008) stressed the need for positive feedback, they appeared to find difficulty in defining exactly
what feedback and ‘constructive criticism’ entailed. What may be required is a tool which
deconstructs the component tasks involved in teaching so that clear, achievable goals can be set and
realised.
This paper describes a case study concerning a student teacher at risk of failing to meet the
necessary standards while on school placement and the measures taken to address her/his areas of
weakness, using a checklist as a diagnostic tool to improve feedback with a view to improving
her/his performance in the classroom. The student was studying the Postgraduate Diploma of
Education (PGDE), aiming to become a secondary school teacher of French. As a native speaker of
French, s/ he had had some experience teaching French to adults before starting the course. S/he
had also worked in a school in England as a foreign conversation assistant. S/he therefore had some
experience of the UK school system. However, during her/his first placement, her/his development
as a teacher of secondary aged pupils was causing concern. Departmental staff complained that
feedback on her/his performance did not seem to be addressed in subsequent lessons and they
were concerned about her/his lack of progress. This paper begins with a discussion of issues
surrounding failing students and the support available from colleagues and mentors in school. The
strategy put in place to support this student’s improvement through the use of a checklist will then
be described, before presentation of the results of the project.
Underperforming students: possible causes
The student’s poor performance may have been because of a lack of awareness on her/his part.
Many underperforming students do not realise that they are less than competent (Cleland et al.,
2005). In this student’s case, her/his previous experience as a teacher of adults and working in a UK
school may have instilled a false confidence in her/his classroom skills. Schwartz et al. (2011)
highlight the problem of overconfidence as a potential barrier to learning. It has been suggested that
confident students are more likely to underperform than their less self-assured peers (Dunlosky &
Rawson, 2012; Chui & Klaasen 2009). For example, Rawson and Dunlosky (2007) found that in recall
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tasks students overestimated their performance 43% of the time. The qualified teachers in Kos et
al.’s (2004) study substantially overestimated their understanding of a learning disability, and
therefore, it is suggested, did not feel any need to enhance their knowledge further through
professional development courses. In Yariv’s study (2009), poorly performing teachers assessed
themselves positively, perceiving themselves to be effective, while their supervisors stated they
were not. Overconfidence and lack of self-awareness regarding teacher efficacy suggests that these
practitioners are less able to self-evaluate (Langendyk, 2006), a crucial attribute in teaching, where
the reflective practitioner (Schön. 1983; Brookfield, 1995) is seen as the model for professional
development. Student teachers in particular may find it difficult to ‘read’ a class and thus are unable
to reflect on what learners’ responses are telling them (Kennedy, 2002). Consequently, at risk
students are unaware of how to improve (Yariv, 2011).
At the same time, Wragg et al. (2000) question whether ‘weak’ teachers are adequately supported
by their line managers. All teaching students are, in principle, allocated mentors while on school
placement. These tend to be more experienced practitioners, whose role is to support students to
evaluate their lessons, enabling reflection on their performance and identification of next steps for
improvement (Danielson, 2002). In theory, mentors undergo training to ensure some degree of
consistency across the sector; in reality a number of issues have been identified which mean that
mentoring may not be beneficial in all cases (Hobson et al., 2009). This may be particularly relevant
to the situation described in this paper, as in the Scottish initial teacher education context, there is
no training programme for school-based mentors. Instead, subject specialists in schools work in
close partnership with university tutors and both have equal responsibility for assessment of
students’ practical skills.
It is acknowledged that mentor support may be inconsistent (Hudson, 2014) and levels of support
may vary (Hudson, 2010). There may be a number of reasons for inadequate support. Many teaching
staff in schools are time-poor (Swaim & Swaim, 1999) and may not have the opportunity to provide
immediate, in-depth feedback to students on their lessons. Duffy’s study (2003) of mentoring in
nursing found that workload issues meant that, in some cases, mentors passed students whom they
did not consider fully competent, rather than engage in the additional time which supporting them
might involve.
In addition, some teachers may have concerns about appearing too critical and subsequently
undermining student teachers’ confidence (Yariv, 2006; Timperley, 2001). Duffy’s study (2003)
indicated that mentors tended to err towards the positive if confronted with doubts about students’
efficacy. Yariv (2006) describes this as the ‘mum’ effect, when line managers or mentors are
reluctant to highlight the mentee’s shortcomings. Delivering criticism is viewed as ‘face threatening’
(Erbert & Floyd, 2004) and mentors may be unwilling to jeopardise a working relationship by
appearing to offend. In a situation where the student teacher is underperforming, student mentors
may overemphasise the positive aspects of his/her practice and gloss over perceived failings, in the
hope that the student will improve over time (Yariv, 2006).
Mentors may also be reluctant to judge too quickly, feeling that the student needs some ‘settling in’
time, particularly in the first placement (Scanlan et al., 2001), thus dedicating the first week or so to
observation. School placements in the PGDE programme generally last a maximum of six weeks and
it can take up to three weeks before problems can be identified, thus leaving little time to work
systematically on the issue(s) identified, with the result that the student fails. This scenario,
fortunately, was not an issue in the department within which the student in this study was placed.
Their pro-active approach in encouraging her/him to start teaching within the first week of
placement meant that by the end of the second week, their concern was based on observations of a
number of lessons. It was fortunate too, that the mentor contacted the university tutors regarding
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their concerns, as there exists sometimes a ‘disconnect’ between the two partners who support a
student teacher, due to the perceived different focus of school and university (Zeichner, 2010). The
mentor expressed her department’s concern about the student’s lack of authority in the classroom,
poor organisation and lack of coherence in her/his lessons. More concerning for her/him and the
department was an apparent absence of meaningful reflection on her/his lessons and perceived
refusal or inability to act on the feedback he received.
The project
The university tutors met with the student to discuss her/his progress. During the meeting s/he
accepted that there was a need for greater focus on her/his part. However, while acknowledging the
meaningful feedback s/he was receiving from her/his mentor, s/he revealed that the mentor was
only really able to comment in detail about the one class of hers/his with which the student was
working. The rest of the classes on her/his timetable belonged to the three other teachers in the
department, who, s/he maintained, did not provide such comprehensive feedback. S/he stated that
s/he was unsure of what steps to take to improve, as feedback from the other teachers had not been
specific as to which areas of practice s/he needed to work on, often characterised by brief
comments such as ‘That was ok, but you could have done … better’. Feedback that is unclear or nonspecific can result in confusion and a lack of confidence, leading to negative outcomes (Hattie &
Timperley, 2007). Occasionally the student felt that different teachers’ feedback was contradictory
and sometimes non-existent as s/he or they rushed to prepare for the next class. S/he admitted that
s/he found it difficult to evaluate the success or otherwise of her/his lessons her/himself. Student
teachers often find reflection difficult (Spalding and Wilson, 2002) and although able to identify
whether a lesson is successful or not, may not be able to move from description to analysis in order
to recognise causes and possible steps for improvement (Parsons and Stephenson, 2005).
The tutors and the school-based mentor met to consider a well-defined support strategy with the
purpose of helping the student identify different important elements within the lesson, and permit
the teachers in the department to focus their comments, so that the student was in no doubt about
areas s/he needed to develop. In discussing the students’ needs, it was clear that s/he required
focused and immediate feedback on her/his performance in order for it to be most effective (Seeler
et al., 2004). In addition, clear objectives for development were essential, so that the student was
clear as to expectations regarding her/his performance (Dean et al., 2012) as well as opportunities to
try out different approaches to meet the objectives. Finally, feedback needed to be consistent and
regular to underline the agreement by all the teachers in the department on the student’s next steps
for progress (Wiggins, 2012; Crisp, 2007). The challenge was to make the whole process manageable,
so that the busy teachers were not overburdened. Since teacher time was acknowledged to be an
issue, after some discussion the decision was taken to provide the student and the departmental
teachers with a checklist, which could be filled in during the observation of the lesson and which
would provide instant feedback to the student afterwards.
The university tutors and the mentor drew up a checklist, which was correlated to the knowledge,
understanding, practices and skills required by the Standard for Registration (GTCS, 2012). The
mentor then discussed the contents with the department. Further discussion took place between
the mentor and the university tutors by email and telephone to finalise the list. The university tutors
discussed the use of the checklist with the student who agreed to its use as a feedback mechanism
and prompt for reflection. When constructing the checklist it was important that it should be not
only user friendly, but that there should be a shared understanding of what was looked for in each of
the categories. The department undertook to use the list systematically so that the student would
have a written record of her/his performance for each lesson taught and any areas causing concern
that required to be addressed. It was also envisaged that, if the student did not prove able to attend
to areas necessitating improvement and subsequently failed the placement, the checklists would
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serve as evidence that the department had drawn these to her/his attention. The list can be seen in
Table 1.
Table 1. Student Observation Checklist
Teaching area
Subject knowledge
Curriculum knowledge
Lesson plan
Links to unit aims
Coherence of lesson
Links made to previous
learning
ICT use
Instructions
Variety of skills
practised
Links between
activities
Questioning
Target language
Classroom
management
Pupils’ contributions
Homework
Recap
Assessment/Feedback
Pace of activities
Overall Timing
Learning intentions
achieved

Good

Acceptable

Needs attention

The checklist covered the key skills and attributes considered by the tutors and the department
necessary to be an effective teacher of French. It was designed so that positive as well as negative
feedback could be transmitted, thus providing a balanced response to the student’s actions in the
classroom. The checklist aimed to recognise good practice in order to provide encouragement as
well as providing pointers for action. The majority of the content related to generic skills, such as
planning, use of ICT, instructions, questioning and pace, although all were related to the French
classroom context. There were also certain elements particular to the teaching of French, for
example, the variety of skills practised (listening, speaking, reading and writing activities) and the use
of the target language. Supervising teachers merely had to tick the appropriate box to indicate
whether they regarded an area of classroom practice as good, acceptable or needed attention.
While acknowledging that there might have been some subjective differences as to what individual
teachers might consider ‘good’ ‘acceptable’ or ‘needing attention’, the discussions about the criteria
held beforehand aimed to ensure that a collective understanding was established and that the
teachers applied the criteria systematically, using their professional judgement. The list was then
returned to the student at the end of the lesson and was either used immediately as a basis for
discussion about the lesson or, if the teacher or the student was immediately occupied after the
lesson, to stimulate later discussion at a mutually convenient time. The checklist was used for the
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four remaining weeks of the placement. The student subsequently passed all the practical
assessments for the placement.
In order to ascertain whether the checklist had been helpful in improving the student’s performance,
and if so, in what ways, the tutors collected evidence from a variety of sources. With the teachers’
and student’s permission, copies of the completed checklists from every lesson were scrutinised, to
see if a pattern emerged regarding progress through the different categories. The teachers in the
department agreed to complete questionnaires, comprising closed and open questions about the
use of the checklist and the mentor and the student were each interviewed about their perceptions
of its usefulness or not. In a case study such as this, the importance of gathering data reflecting as
many perspectives as possible means that the findings may be considered more ‘trustworthy’ (Yin,
2003). The multiple angles from which the effectiveness or not of the checklist were viewed could be
said to enhance the credibility of the findings (Baxter & Jack, 2008).
Each tutor scrutinised the data individually, before coming together to discuss the main themes that
each had identified as appearing to arise from the data. Coding the data separately aimed to ensure
rigour in the process. The themes were then classified under two main categories; the teachers’ and
the student’s perceptions of the effectiveness or otherwise of the checklist. Each perspective will
now be discussed below.
Teacher perspectives
The teachers were very positive about the checklist as a diagnostic tool. They all mentioned that it
was easy to use and allowed them to provide targeted feedback quickly, without the need to spend
a lot of time either thinking of appropriate written expression or explaining orally to the student
particular areas they wished to comment on. The ease and rapidity of use was seen as an advantage.
The teachers liked the designation of the different components in the lesson and found them very
useful in identifying areas of good or not so good practice. As one commented, ‘Often you know that
the lesson’s not going well, but it’s not always easy to recognise exactly where the problem is’.
Teachers often act intuitively in the classroom, without always being able to explain why they have
chosen a particular course of action (Fairbairn, 1999). For these experienced teachers, used to
making decisions instinctively, the clear classifications on the checklist enabled them to identify the
different elements of the student’s lesson and provide clear guidance as to her/his strengths and
development needs. One teacher also stated that the list made her more aware of her own teaching
and the need to ensure that each area was addressed: ‘It’s made me more aware of all the things I
should be thinking of when planning a lesson. Most of them I do automatically, but there are some
on the list that got me thinking about just how often I do that’.
The teachers liked the written evidence the checklist provided, particularly when there was no
opportunity to discuss the lesson until later in the day. As busy teachers, their attention was often
distracted by concerns relating to their own classes or other events happening in the school, so that
two or three hours after the student’s lesson had taken place, the prompt that the checklist
provided was seen as invaluable. ‘It really helped to have the ticks there to remind me of what had
happened in the lesson. You have so many other things happening that you forget the details quite
quickly’. The visual evidence the checklist offered not only helped jog the teachers’ memories, it also
allowed the student time to think about the issues highlighted before the discussion took place. The
teachers reported that s/he appeared more engaged with the subsequent discussion, asking
questions and supplying possible solutions to issues flagged up for attention in future lessons.
The checklist appeared to mitigate the ‘mum’ effect mentioned earlier (Yariv, 2006), as teachers
committed their concerns to paper during the lesson, although they continued to stress the positive.
‘At first it was a bit brutal, as the majority of ticks were in the central and far right columns
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(‘acceptable’ and ‘needs attention’) and I was struggling to find good things, but when we talked
about it, I helped her/him to see how s/he could move into the good column, with just some tweaks
to her/his practice’. It seems that the teachers, while not relishing providing negative feedback,
might also have benefited from having the greater focus on different classroom elements that the
checklist provided, to engage the student in discussion of how to improve, but at the same time
highlighting positive elements that they had noted.
The mentor met with the student once a week to review the feedback noted in the checklists and set
targets for the coming week. Each week, the three areas most consistently observed by staff as
requiring attention were designated target areas which the student was encouraged to address. The
target areas were then shared with staff. This meant that the objectives the student had to meet
were manageable, the whole department was aware of them and support could be focused
accordingly. Explicit objectives are seen to be effective, as they focus the student’s and the teachers’
attention by providing a stated domain which will be the area for directed feedback (Hattie &
Timperley, 2007). While not ignoring other areas requiring attention, teachers were able to address
their feedback to the specific areas identified for that week.
The mentor was also convinced that the checklist had made a difference to the student’s confidence
by highlighting the ‘good’ elements of her/his lessons. ‘It was good to be able to praise the progress
s/he was making in certain areas. You could identify what the department thought was good about
her/his lessons and make a big thing about it, so that when you came to the bits needing attention,
s/he was keen to rectify them’. When students are actively involved in discussion of feedback, they
are more likely to take steps to achieve the goals set for them (Locke & Latham, 1990). The apparent
enthusiasm that the student evinced seemed to the mentor to stem from having a clear picture of
the progress s/he was making and what s/he was trying to achieve. In all, the teachers seemed to
find the checklist a useful tool to diagnose issues in the student’s lessons, which then prompted
valuable professional dialogue about perceived faults and how they might be remedied in future
lessons.
Student perspective
The student also valued the professional dialogue that the checklist stimulated. In the interview s/he
admitted that her/his confidence had been shaken in the first two weeks of the placement as a
result of the department’s negativity relating to her/his lessons. A loss of confidence due to adverse
criticism appears to be a common occurrence for student teachers according to Murray-Harvey et al.
(2000). Of the coping mechanisms of the students in their study, the most important was discussing
problems and having a meaningful debrief on their lessons. The student claimed that s/he had felt
confused as to how to improve her/his practice due to an initial lack of meaningful feedback from
the majority of the teachers in the department. The use of the checklist had improved the feedback,
despite a fairly large proportion of ‘needs attention’ boxes ticked initially. Perhaps because the
teachers were more focused by the checklist categories, many had also written short comments to
accompany the ticks, which had clarified their meaning for the student. ‘It made me think about why
I had done some things and how I should have done them to make pupils learn better’.
At first, s/he had found the checklist daunting, as s/he attempted to take all the elements into
account when planning. However, s/he acknowledged that the items on the list contained elements
that s/he had not previously considered important, such as links to previous learning and between
each activity. In attempting to address all the categories listed, her/his planning had improved as a
result. S/he claimed that the checklist made it easier to discuss lessons with the departmental staff,
who were able to point out in greater detail areas that needed attention, both in the planning stage
and after the lesson. Her/his perception was that staff were more willing to discuss her/his planning
and delivery because they had a ‘script’ to which they could refer.
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As the placement continued, s/he claimed that s/he started to enjoy the weekly meetings with the
mentor, as the ticks on the checklists started to move towards the middle and left hand side of the
page (‘acceptable’ and ‘good’). Her/his confidence levels rose, based on the evidence that the
checklists provided. S/he also stated that s/he used a blank checklist to evaluate the success or
otherwise of the lessons s/he taught, using it as a stimulus for reflection.
Conclusions
We acknowledge that this study, the focus of which was on one student who was supported to
success through the use of the checklist cannot be generalised, as it is very limited. However, the
positive response from all those involved may be of interest to those with a responsibility for
student teachers in similar circumstances. All the participants in the project appeared satisfied that
the use of a diagnostic tool such as the checklist enabled the teachers in the department to provide
focused feedback which also served as a stimulus for discussion between student and teachers and,
at a later stage of the placement, as a stimulus for reflection for the student. The collaboration
between the university tutors and the school staff was also viewed positively, as both had worked in
partnership to introduce a mechanism to ensure that the student was aware of the areas in which
s/he was performing well and those which required improvement, thus improving the effectiveness
of the feedback.
It is acknowledged that there are some who may see this approach to the complex role of the
teacher as reductionist, rigid and lacking in creativity or flexibility, both vital features of classroom
practice (Kerka, 1998). However, these arguments may be countered if the checklist is wellconstructed, as this one appeared to be, with detailed categories, with the intention of stimulating
discussion, rather than a stand-alone assessment (Gullickson, 2001). A real strength appeared to be
the shared understanding of what each heading meant and how improvement in practice could be
achieved The student clearly stated that s/he had used the checklist as an aid to her/his planning, so
that s/he was aware of all the elements noted and the importance of addressing them in her/his
lessons. The checklist therefore also provided a framework which allowed her/him to prepare as
fully as possible before and reflect on the outcomes after each lesson. It is envisaged that eventually,
this process would become less consciously applied and more an automatic part of planning. The
checklist also provides a well-defined basis for discussion between school and university tutors as
both work in partnership to support student teachers.
This case study demonstrates the effectiveness of a diagnostic tool in the form of a checklist which
can be used to provide a focus for teachers to provide ‘instant’ feedback to student teachers, which
can also be employed to promote further discussion about teaching and learning practices in the
classroom. Although the project concerned one student teacher at risk of failing, it may resonate
with supervising teachers and university tutors, who may be faced with students or newly qualified
teachers in a similar situation. Not all students may require the framework provided by the checklist,
but its use can be seen as a constructive approach to providing formative feedback, while stressing
the positive. Since the project took place, the checklist has been adopted within the School of
Education of the university concerned for all PGDE students, although schools have the option to use
their own forms of feedback.
In addition, the checklist was seen by one teacher in the school as being helpful in thinking about her
own planning. Although this was an unintended consequence, using a checklist may be also helpful
for teachers themselves, when sharing good practice through learning rounds or interdisciplinary
observations. It seems that, if used to initiate discussion and promote reflection, a checklist may be a
useful diagnostic instrument. However, care should be exercised so that it does not become a
reductionist ‘tick-box’ inflexible procedure and the emphasis in its use should be on shared
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understandings of its purpose. It is always difficult in education to get an appropriate balance
between a quantitative and a qualitative system which provides meaningful feedback and this case
study represents an attempt to find balance between an approach that is user friendly but not
merely ticking boxes.
References
Andrade, H., Du, Y. (2007) ‘Student responses to criteria-referenced self-assessment’, Assessment
and Evaluation in Higher Education, 32(2), pp. 159-181.
Baxter, P., Jack, S. (2008) ‘Qualitative Case Study Methodology: Study Design and Implementation
for Novice Researchers’, The Qualitative Report, 13(4), pp. 544-559.
Bishop, D.V.M., Baird, G. (2001) ‘Parent and teacher report of pragmatic aspects of communication:
use of the Children's Communication Checklist in a clinical setting’, Developmental Medicine
and Child Neurology, 43(12), pp. 809-818.
Brookfield, S. (1995) Becoming a Critically Reflective Teacher. San Francisco: Jossey Bass.
Carless D. (2005) ‘Prospects for the implementation of assessment for learning’, Assessment in
Education: Principles, Policy & Practice, 12(1), pp.39-54.
Cheng, T., Perrin, E.C., DeWitt, T. G., O’Connor (1996) ‘Use of Checklists in Pediatric Practice’, Arch
Pediatr Adolesc Med, 150(7), pp. 768-769.
Chui, M. M. & Klaasen, R. (2009) ‘Calibration of reading self-concept and reading achievement
among 15-year-olds: Cultural differences in 34 countries’, Learning and Individual Differences,
19(3), pp. 372-386.
Cleland J, Arnold R, Chesser A. (2005) ‘Failing finals is often a surprise for the student but not the
teacher: Identifying difficulties and supporting students with academic difficulties’, Medical
Teacher, 27(2), pp. 504–508.
Crisp, B.R. (2007) ‘Is it worth the effort? How feedback influences students’ subsequent submission
of assessable work’, Assessment & Evaluation in Higher Education, 32(5), pp. 571-581.
Danielson, L. M. (2002) ‘Developing and Retaining Quality Classroom Teachers through Mentoring’,
The Clearing House: A Journal of Educational Strategies, Issues and Ideas, 75(4), pp. 183-185.
Dean, C. B., Hubbell, E. R., Pitler, H. & Stone, B. (2012) Classroom Instruction that works: ResearchBased Strategies for increasing Student Achievement. 2nd Edition. Alexandria USA: ASCD.
Degani, A. & Wiener, E. (1993) ‘Cockpit Checklists: Concepts, Design and Use’, Human Factors: The
Journal of the Human Factors and Ergonomics Society, 35(2), pp. 345-359.
Department for Education (DfE) (2011a) Improving Behaviour and Attendance in Schools: Simple
behaviour checklist to help teachers maintain discipline in school. Available at:
https://www.gov.uk/government/news/simple-behaviour-checklist-to-help-teachersmaintain-discipline-in-school (Accessed 18 June 2014).
Department for Education DfE (2011b) Teachers’ Standards. Available at:
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/301107/Tea
chers__Standards.pdf (Accessed 18 June 2014).
DiPerna, J. C. (2006) ‘Academic enablers and student achievement: Implications for assessment and
intervention services in the schools’, Psychology in the Schools, 43, pp.7-17.
Duffy, K, (2003) Failing students: a qualitative study of factors that influence the decisions regarding
assessment of students competence in practice. Available at: http://www.nmcuk.org/aDisplayDocument.aspx?DocumentID=1330 (Accessed 13 July 2014).
Dunlosky, J., & Rawson, K.A. (2012) ‘Overconfidence Produces Underachievement: Inaccurate Self
Evaluations Undermine Students’ Learning and Retention’, Learning and Instruction, 22(4),
271-280.
Erbert, L. A., & Floyd, K. (2004) ‘Affectionate expressions as face-threatening acts:
Receiver assessments’, Communication Studies, 55(2), pp. 254-270.
Fairbairn, G. (1999) ‘Empathy, Intuition and the Development of Expertise in Teaching’, Analytic
Teaching, 19(2), pp. 9-18.
22

CRICHTON & VALDERA GIL: PROFESSIONAL PARTNERSHIP BETWEEN UNIVERSITIES AND SCHOOLS:
THE USE OF A DIAGNOSTIC TOOL TO SUPPORT DEVELOPMENT OF STUDENT TEACHERS’
PROFESSIONAL SKILLS
General Teaching Council Scotland (GTCS) (2012) The Standards for Registration: mandatory
requirements for Registration with the General Teaching Council for Scotland. Available at:
http://www.gtcs.org.uk/web/FILES/the-standards/standards-for-registration-1212.pdf
(Accessed 18 June 2014).
Gullickson, A. (2001) ‘Development of Policy Checklists for Student Evaluation Practices: Application
of a Checklist Development Process’,. American Evaluation Association Meeting. The
Evaluation Center Western Michigan University, St Louis, November.
Hall, K. M., Draper, R. J., Smith, L. K., Bullough Jr. R. V. (2008) ‘More than a place to teach: exploring
the perceptions of the roles and responsibilities of mentor teachers’, Mentoring & Tutoring:
Partnership in Learning, 16(3), pp.328-345.
Hattie, J. & Timperley, H. (2007) ‘The Power of Feedback’, Review of Educational Research,
77(1), pp.81–112.
Health and Safety Executive (HSE) (2011) Health and Safety Checklist for Classrooms. Available at:
http://www.hse.gov.uk/risk/classroom-checklist.pdf (Accessed 18 June 2014).
Her Majesty’s Inspectorate (HMIe), (2007) How Good is Our School part 3. Available at:
https://www.educationscotland.gov.uk/Images/HowgoodisourschoolJtEpart3_tcm4684258.pdf (Accessed 18 June 2014).
Hobson, A. J., Ashby, P., Malderez, A., Tomlinson, P. (2009) ‘Mentoring beginning teachers: What we
know and what we don't’, Teaching and Teacher Education, 25(1), pp. 207-216.
Hsieh, W.-Y., Hemmeter, M.L., McCollum, J.A. and Ostrosky, M.M. (2009) ‘Using Coaching to increase
preschool Teachers’ use of emergent Literacy Teaching Strategies’, Early Childhood Research
Quarterly, 24(3), pp. 229-247.
Hudson, P. (2010) ‘Mentors Report on Their Own Mentoring Practices’, Australian Journal of Teacher
Education, 35(7), pp. 30–42.
Hudson, P. (2014) ‘Feedback consistencies and inconsistencies: eight mentors’ observations on one
pre-service teacher’s lesson’, European Journal of Teacher Education’ 37(1), pp. 63-73.
Kennedy, J. (2002) ‘Developing Intuition in Marginal Trainees on Teaching Practice’, English
Language Teacher Education and Development, 7, Winter, pp. 44-53.
Kerka, S. (1998) Competency-based education and training: Myths and realities. Available at:
http://www.eric.ed.gov/ (Accessed 20 August 2014).
Knipper, K. J., Duggan T. J. (2006) ‘Writing to Learn Across the Curriculum: Tools for Comprehension
in Content Area Classes’, The Reading Teacher, 59(5), pp. 462-470.
Kos, J. M., Richdale, A. L., Jackson, M. S. (2004) ‘Knowledge about attention-deficit/hyperactivity
disorder: A comparison of in-service and pre-service teachers’, Psychology in the Schools, 41
(5), pp. 517–526.
Langendyk V. (2006) ‘Not knowing that they do not know: self-assessment accuracy of third-year
medical students’, Medical Education, 40(2), pp.173-9.
Locke, E. A., Latham, G. P. (1990) A theory of goal setting and task performance. Englewood Cliffs,
NJ: Prentice Hall.
Mintah, J.K. (2003) ‘Authentic Assessment in Physical Education: Prevalence of Use and Perceived
Impact on Students’ Self-Concept, Motivation and Skill Achievement’, Measurement in
Physical Education and Exercise Science, 7(3), pp. 161-174.
Murray-Harvey, R., Slee, P. T., Lawson, M. J., Silins, H., Banfield, G., Russell A. (2000) ‘Under Stress:
The concerns and coping strategies of teacher education students’, European Journal of
Teacher Education, 23(1), pp.1:19-35.
Parsons, M. & Stephenson, M (2005) ‘Developing reflective practice in student teachers:
collaboration and critical partnerships’, Teachers and Teaching: theory and practice, 11(1) pp.
95-116.
Paull, D.E., Mazzia, L.M., Wood, S.D., Theis, M., S., Robinson, L.D., Carney, B., Neily, J., Bagian, J.P.
(2010) ‘Briefing guide study: preoperative briefing and postoperative debriefing checklists in
23

CRICHTON & VALDERA GIL: PROFESSIONAL PARTNERSHIP BETWEEN UNIVERSITIES AND SCHOOLS:
THE USE OF A DIAGNOSTIC TOOL TO SUPPORT DEVELOPMENT OF STUDENT TEACHERS’
PROFESSIONAL SKILLS
the Veterans Health Administration medical team training program’, The American Journal of
Surgery, 200(5), 620-623.
Rawson, K., & Dunlosky, J. (2007) ‘Improving students’ self-evaluation of learning for key concepts in
textbook materials’, European Journal of Cognitive Psychology, 19(1), pp.559 -579.
Scanlan, J.M., Care, W.D., Gessler, S. (2001) ‘Dealing with the unsafe student in clinical practice’,
Nurse Educator, 26,(1), pp. 23-27.
Schön, D. (1983) The Reflective Practitioner. New York: Basic Books.
Schwartz, B., Son, L., Kornell, N., Fin, B. (2011) ‘Four Principles of Memory Improvement: A Guide to
Improving Learning Efficiency’, The International Journal of Creativity & Problem Solving,
21(1), pp. 7-15.
Seeler, M. C., Ruhl, K. L., MacAfee, J. L. (2004) ‘Providing Performance Feedback to Teachers: A
Review’, Teacher Education and Special Education: The Journal of the Teacher Education
Division of the Council for Exceptional Children, 27(4), pp. 396-407.
Seoane, P., J. (2001) ‘Use and limitations of checklists. Other strategies for audits and inspections’,.
The Quality Assurance Journal, 5(3), pp. 133-136.
Simpson, S.Q., Peterson, D. A., Steven Q., O'Brien-Ladner, A. R. (2007) ‘Development and
Implementation of an ICU Quality Improvement Checklist’, AACN Advanced Critical Care,
18(2), pp. 183–189.
Spalding, E. & Wilson, A. (2002) ‘Demystifying Reflection: A Study of Pedagogical Strategies that
Encourage Reflective Journal Writing’, Teachers College Record, 104(7), pp.1393-1421.
Swaim, M.S. & Swaim, C. S. (1999) ‘Teacher Time (or Rather, the Lack of It)’, American Educator,
23(3), pp. 20-26.
Timperley, H. (2001) ‘Mentoring Conversations Designed to Promote Student Teacher Learning’,
Asia-Pacific Journal of Teacher Education, 29(2), pp. 111–123.
Verdaasdonk, E. G. G., Stassen, L. P. S., Widhiasmara, P. P., Dankelman J. (2009) ‘Requirements for
the design and implementation of checklists for surgical processes’, Surgical Endoscopy, 23(2),
pp. 715-726.
Wiggins, G. (2012) ‘Seven Keys to Effective Feedback’, Educational Leadership, 70(1), pp. 10-16.
Winters, B., Gurses, A.P., Lehman, H., Sexton, J.B., Rampersad, C.J., Pronovost, P.J. (2009) ‘Clinical
review: Checklists – translating evidence into practice’, Critical Care, 13(6), pp. 210-219.
Wragg, E.C., Haynes, G.S., Wragg, C.M., Chamberlin, R.P. (2000) Failing Teachers? London:
Routledge.
Yariv, E. (2006) ‘Mum effect: Principals' reluctance to submit negative feedback’, Journal of
Managerial Psychology, 21(6), pp.533-546.
Yariv, E. (2009) ‘The appraisal of teachers' performance and its impact on the mutuality of principalteacher emotions’, School Leadership & Management: Formerly School Organisation, 29(5),
pp. 445-461.
Yariv, E. (2011) ‘Deterioration in Teachers' Performance: Causes and Some Remedies’, World Journal
of Education, 1(1), pp. 81-91.
Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks:
CA: Sage.
Zeichner, K. (2010) ‘Rethinking the Connections Between Campus Courses and Field Experiences in
College- and University-Based Teacher Education’, Journal of Teacher Education, 61(1-2), pp.
89-99.

24

