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Describe a learning event which has happened during your recent school experience. Reflect upon what took place, connecting events to theories of learning and teaching. Make recommendations about how you could improve your own practice in the light of this. Produce a poster to illustrate how you would develop the elements of an effective learning environment. 


[image: Macintosh HD:Users:hannahevans:Desktop:Screen Shot 2018-10-13 at 17.05.20.png]

























Word Count: 5,300
Student Number: 1800129









Learning Event and Theory

[image: Macintosh HD:Users:hannahevans:Desktop:Screen Shot 2018-10-14 at 11.47.20.png]Learning is the process by which a child absorbs new information, grasps an understanding of the information, and the ability to apply the information. The role of the teacher is to be the facilitator and the enabler, providing children with the experiences and opportunities to facilitate knowledge and development. There are a large number of theories on how learning occurs. One of these includes behaviourism, a theory developed out of Ivan Pavlov’s work, which emphasises the role of positive and negative reinforcement in learning and development (Watson, 2013 Grigg, 2015). Another learning is that of social constructivism, which emphasises the role of social interaction in cognitive development and learning (Vygotsky, 1962). With the new curriculum in development inspired by Donaldson’s ‘Successful Futures’ Report (2015), education will shortly go through an exciting transformation period. To meet the requirements of the new curriculum, it is important practitioners develop a solid understanding of the learning process and how to meet individual learners needs. Throughout this essay, I will analyse a learning event I witnessed, linking it to relevant theory and current academic opinion, using this to reflect on how I will incorporate strategies and learning methods into my own practice. 






Figure 1: The four purposes that the new curriculum aims to develop, as suggested by Donaldson (2015).

The learning event I witnessed occurred during an observation in Cadoxton Primary School. The school has a number of mixed year group classrooms due to its sheer size of 410 pupils, and has an on-site Flying Start. The specific learning event I will be discussing took place in a mixed Year 4/5 classroom of 32 children (References will not be used to maintain anonymity and abide by the guidelines in the BERA 2018 Report). Before conducting the observation, a full reading of the BERA Ethical Guidelines of Educational Research Report was undertaken, to ensure the observation abided by the report (BERA, 2018). The school, gender, and `names of both pupils and teachers in the observation undertaken will remain anonymous throughout the write-up and analysis of the observation, to ensure the safeguarding of those within the observation. The head teacher, classroom teacher and children were fully aware they were being observed and verbal consent was given from the teacher and children before making observation notes.

During the learning event I observed, the children were continuing their exploration of Shackelton’s Antarctic Adventure after previously being introduced to the story and watching some brief clips of Antarctica on the interactive whiteboard using YouTube. The children were simply given the questions “What is Antarctica made of?” and “What do you and don’t you know about Antarctica?” They were encouraged to think about the questions and discuss within pairs. The teacher then gave a few discussion prompts encouraging the children to use their senses, directing them to think about what they may see, hear, smell, taste, or feel in Antarctica. The children produced a lot of interesting discussion, which I recorded using a written observation method. A useful observation method could have been a recording device to ensure that no parts of the conversation were left out, which can happen when using a written method. However, as noted by Barnes (2008), the presence of such a device can encourage children to put on a performance. This can also be the case with a teacher or researcher clearly taking notes in view of the children. For this reason I subtly positioned myself on a chair with a notepad close enough to tables to hear conversations clearly, but far enough away to avoid influencing conversations. This was to ensure the material I noted was as authentic as possible. See Figure 2 for a summary of the pros and cons of a written observation method. During the observation, I made detailed notes of a conversation between two children in a notepad. The children seemed unaware their conversation was being observed, and upon reflection I feel a written observation proved most effective for capturing this learning event. I was able to make notes on the tones used by the children, when they interrupted one another and even the pauses and signs of uncertainty in their statements. Figure 3 is a transcript of the conversation I observed. 




Written Observation Method
CONS

Can be difficult to write at the same pace of the events occurring

Can miss important details in conversations 

Not being subtle can lead to children putting on a ‘show’

PROS

Can be subtler than a recording device - Easier to blend into the background with a notepad

Can capture spontaneous learning events you may spot

Can write down important details such as ages of children, aim of lesson etc  





Figure 2: Pros and cons of using a written observation method.




Figure 2: Pros and cons of written observation method.
Figure 3: Transcript of the conversation observed. 
Child A: Polar bears live there don’t th-…
Child B: (Interrupts) Yeah and penguins… and… it’s cold, because penguins like cold 
Child A: I… I don’t think… polar bears and penguins don’t live in the same place
Child A: Yes they do… they both like… like cold... I hate the cold… but… they probably hated the cold as well (Referring to Shackelton and his crew) 
Child B: Antarctica is always snowy too… I bet it was slippery… it felt slippery 
Child A: Like an ice-rink! It feels cold and slippery… (Excited tone) It was probably dangerous, you could slip.
Child B: It could be a big ice cube like on the Titanic 
Child A: An iceberg! It’s not an ice cube 
Child B: Do you think… I think it was windy. You would hear the blowing of the wind
Child A: And you would hear the penguins squawking as well!  
Child B: You could make massive snowballs… We could have a big snowball fight! (Excited tone)
Child A: But… I think… Maybe the snow will be too hard… because… I think it’s colder than our snow (Disappointed tone)
Child B: Mmmm. Yeah okay. 
Child A: Do people live on Antarctica? I think…
Child B: (Interrupts) No! I would be freezing. Why would you want to have a house there for?
Child A: I don’t want one there… But… Some people might like it.
Child B: Maybe… 




I have chosen to focus on this particular dialogue in Figure 3 between two children I observed because it is an incredibly interesting example of ‘exploratory talk’, by which children discuss and debate an idea to develop their learning and understanding. Talk as a tool has always been essential to teaching, but its significance goes way beyond that. If we provide children with a rich diet of spoken language enabling them to think, communicate and learn, we are giving them solid foundations to support their learning and development throughout their lifetime (Alexander, 2017). Reading, writing and numerical skills are recognised as the ‘basics’ of the curriculum, but talk is the foundation upon which learning is built (Alexander, 2017). Mercer has identified three types of talk amongst learners in the classroom (Mercer, 1995). Disputational talk usually includes a great deal of disagreement, and is a competitive rather than co-operative. Cumulative talk involves children sharing knowledge but in an uncritical way with no challenges to one another’s ideas. Finally, exploratory talk involves pupils engaging with each other’s ideas in both a critical and constructive way (Mercer, 1999). 

Figure 3 is a clear example of exploratory talk since discussion was being used to work on learners understanding during the introduction of a new topic, and furthermore, it contains many characteristics of exploratory talk (Barnes, 2008). Exploratory talk is hesitant, with many incomplete and incoherent sentences. Children are thinking of and exploring new ideas out loud while trying to make sense of others ideas and opinions and justify their own (Barnes, 2008). We see these characteristics clearly within this dialogue, as the learners frequently interrupt one another, pause mid-sentence, challenge each other’s ideas and get excited over new thoughts and ideas they uncover. In the process of unpicking the question and forming their own understandings, the children rely on their existing knowledge of weather and ideas about the Antarctica to construct further meaning and understanding. We see how Leaner B associates the cold weather with an ice rink, creating meaning by associating new ideas with things that are familiar to them. Learner A also challenges Learner B when the learner suggests they are unsure whether penguins and polar bears live in the same area. They also begin to explore their feelings on living somewhere with cold weather all year round. 

According to the theory of social constructivism and influential psychologist, Lev Vygotksy, the process of development for children is not an individual process but instead it is a result of social relations ‘embodied within the individual’, thus emphasising the fundamental role of talk within the learning environment (Gray and MacBlain, 2015). It is suggested that children develop within a ‘social matrix’, made up of various social relationships and interactions with other children (Gray and MacBlain, 2015). To best observe child development, Vygotsky suggested we must observe the social context of the child (Flewitt and Ang, 2015; Gray and MacBlain, 2015). Social interactions enable children to collaborate to meet a shared goal, emphasising why talk as a learning tool and why creating a dialogic communication friendly learning environment are so important (Gray and MacBlain, 2015). 

In order to practice to the best of my ability, I will aim to develop a dialogic community of inquiry within my learning environment by using a balance of teacher-led and collaborative pupil talk during lessons to allow learners to investigate and solve problems (Mercer and Davies, 2008). I aim to continue developing my own and my learners’ awareness and skill of using talk, to develop communicative effectiveness and use talk as a ‘tool for joint enquiry’. I will do this by using modelling strategies, creating a set of ground rules for ‘talk’, and by using well designed group activities to stimulate rich discussion (Mercer and Davies, 2008). I aim to support my learners’ speech development and development of a rich vocabulary, since an understanding of the meanings, purposes and social relationships that words are embedded within are key to effective use of talk as a tool of learning (Vygotsky, 1962). Vygotsky’s influence can be seen influencing the development of the curriculum even today particularly within Donaldson’s ‘Successful Futures’ Report, which emphasises the need to creating a learning environment in which children are given opportunities to explore new ideas and collaborate with their peers to construct new meanings (Donaldson, 2015). The upcoming curriculum will focus on creating ‘ambitious, capable learners’ who can communicate effectively using both Welsh and English and solve problems, and in creating ‘enterprising creative contributors’ who can think creatively, express ideas and emotions and work collaboratively (Donaldson, 2015). 

Talk as an educational tool in the classroom can involve talk between teachers and pupils, and between pupils. Talk between teacher and pupil is usually ‘asymmetrical’, as the teacher leads the discussion and is usually in control (Mercer and Davies, 2008). However, asymmetrical talk also takes place in mixed ability and mixed age group discussions. More ‘symmetrical’ talk can be observed between pupils usually of the same age and ability. Talk does not always fit into these two categories due to alternative variables differentiating, such as difference in age or interest in topic. However, it is important that both forms of dialogue occur within the classroom. The reality, however, is that most talk in classrooms involves teachers posing closed questions, children giving answers which the teacher briefly evaluates. According to Mercer and Davies (2008), this is unsatisfactory, and represents the ‘limited use of the powerful educational tool of language’. Vygotsky was one of the first psychologists to see the significance in talk and language, emphasising the benefits of children engaging discussion to create their own meanings of ideas being presented to them (Vygotsky, 1962). As children listen to and explore each other’s ideas they begin to develop their own understanding (Gray and MacBlain, 2015). This is evident in Figure 3 as the learners build on each other’s ideas by contributing to and connecting new ideas to the discussion. With his emphasis on spoken language, Vygotsky ignores the impact of sign language on the cognitive development of a child, unlike the Reggio Emilia approach that acknowledges the role of systematic symbolic language and interaction (Edwards et al, 2012; Gray and MacBlain, 2015).

Vygotsky, like his contemporary Jean Piaget, believed children are active agents in constructing their own knowledge and skillset (Gray and MacBlain, 2015). Piaget, an influential proponent of constructivism, believed cognitive development was a natural biological process, and focused on the individual (Jordan et al., 2008). In contrast to this, Vygotsky believed development in children is the result of the social interactions of the child, emphasising how collaborative interaction helps to extend knowledge and focusing on the key influence of language in cognitive development  (Grigg, 2015). Vygotsky has argued lower-order thinking stems from our unconscious biological functions, those being intelligence, attention and memory. Vygotsky labelled these ‘psychobiological functions’, because they are influenced by our feelings and emotions, and by social and cultural factors (Gray and MacBlain, 2015). Contrastingly, higher order thinking stems from our deliberate intentions such as problem solving.

Vygotsky saw talk, the tool by which language, speech and communication are developed as the bridge by which children move from lower-order thinking, described as concrete, to higher-order thinking, described as abstract. Giving children freedom in collaboration and exploration of new ideas using language and communication builds up their skills in problem solving (Slavin, 2003). Donaldson has emphasised how peer collaboration provides pupils with a safe space in which they can test out new ideas without the fear of getting things wrong (Donaldson, 2015). Learners are unlikely to share if they feel uncomfortable and unconfident, so creating a positive dialogic learning environment in which children are confident to share is key (Barnes, 2008). Children are able to learn in solitude, however, collaborative work is extremely beneficial to learning and development. The influence of social constructivism in this way meant that collaborative pupil work became an underlying principle behind the literacy and numeracy strategies in English schools introduced in 1998. Furthermore, influencing scientific investigation during which children are encouraged to test and trial different ideas, before questioning and evaluating findings (Grigg, 2015).

The theory of constructivism has emphasised how children should be given the freedom to explore new ideas before being given the correct answers. Social constructivism emphasises how discussion and explanation by learners ought to be a fundamental element of all lessons. Pupils should be encouraged to ask and answer questions, to challenge ideas and to explore new ones with confidence (Barnes, 2008). Constructivism views the teacher as a facilitator, whose purpose is to scaffold learning and be the ‘guide on the side’ rather than the ‘sage on the stage’ (Grigg, 2015). Social constructivism takes this a step further with Vygotsky suggesting that having learners work with others who are higher ability than them is extremely beneficial, as the higher ability individuals can help pull the other learners forward in their thinking. We can see how Vygotsky’s ideas have influenced teaching practice, with the common practice of mixed ability grouping and peer tutors being used in this way. Collaborative work amongst pupils is linked to Vygotsky’s zone of proximal development. This explains the gap between what learners can already do and their potential to do more with the support of more knowledgeable or skilled individuals, whether that be an adult, or other children (Grigg, 2015). As a result, the pedagogic approach of using small mixed ability groups in class has its theoretical basis from the neo-Vygotskian field.

Piaget believed that peer interaction was most effective when a member of the group had already achieved an understanding of the concept (Gray and MacBlain, 2015). Similarly, Vygotsky emphasised how collaboration was most effective when one learner is more experienced than the other learner. Piaget’s focus was on peer interaction, whereas Vygotsky emphasised adult-led interaction between teacher and learner. Vygotsky saw the adult as the enabler that provides children with activities and learning opportunities, such as collaborative learning (Gray and MacBlain, 2015). It can be difficult for the learner to take the next step in their developmental process if they are not supported in the zone of proximal development, and this is where the adult comes to provide the necessary scaffolding. A combination of appropriate scaffolding by teachers that provides children with collaborative learning opportunities in mixed ability groupings is an incredibly effective set-up. In order to practice successfully, I will use scaffolding methods such as guiding, prompting, collaborative discussion, questioning and various other materials such as digital technology to support my learners, ensuring scaffolds are removed and replaced regularly to ensure development is not halted. 

A central theme to the theory’s of both Piaget and Vygotsky is the positive influence of asymmetrical relationships. For Piaget and Vygotsky, symmetrical relationships including learners with the same knowledge level is no more useful than a learner trying to solve a problem alone. In an asymmetrical relationship the transfer of knowledge between a learner with more knowledge than the other helps to bring the less knowledgeable forward in their development. For both theorists the process of higher-order thinking was more important than the product. Vygotsky particularly focuses on the social interaction that benefits the development of the learners (Gray and MacBlain, 2015). However, theorists fail to acknowledge that studies have shown that learning and development can, and do, occur during symmetrical interactions between learners (Cowie and van der Aalsvort, 2000). The benefits of mixed ability grouping are clear, but that is not to say that having symmetrical groups to collaborate will not work positively either.

Figure 3 is an example an asymmetrical interaction since the teacher, as a facilitator, introduced a new concept to the children in groups of mixed ability and year groups 4 and 5. They are encouraged to discuss and debate their ideas in partners and, as a result, Learner A proposes some challenges to Learner B’s ideas during the discussion. Learner B is from year 4 and has an additional learning need, wearing two hearing aids that can sometimes be a barrier to this individuals learning. Learner A is from year 5 and is of higher ability within the classroom. We can see how Learner A is largely guiding the conversation and encouraging Leaner B to think deeply, resulting in both learners making valuable contributions to the discussion. 

A large number of studies support the benefits of mixed-ability grouping for collaborative work over similar-ability groups. These include the recent study by Kutnick and Blatchford (2014). Their study found that within the most effective examples of collaborative learning the groups tended to have teacher involvement, include a mix of genders and a mixture of age ranges and abilities. The less effective groups were more exclusionary, in that they were very small or contained children of similar ability/age and gender. A much earlier study by Roazzi and Bryant (1998) also confirm Vygotsky’s ideas, despite never mentioning his name in their study. They conducted an experiment during which 4 and 5 ½ year olds were given a box of sweets and a scale, to solve the problem of how many sweets were in the box. There were some older, higher ability children present who gave the younger children tips on how to solve the problem. Working collaboratively in mixed ability groups helped the younger children solve the problem quickly and efficiently (Cohen, 2002). 

In conclusion, the learning event I observed demonstrates the benefits of ‘exploratory talk’, and of using talk as a tool for learning and development within the learning environment. This essay has demonstrated how talk is the fundamental foundation for learning and development, as noted by Alexander (2017). Encouraging learners to engage in collaborative interaction produces exploratory talk, in which pupil’s effectively engage in each other’s ideas in a critical and constructive way (Mercer, 1999). Social constructivism, and psychologist Vygotsky, emphasise the role of social interaction in the developmental process, arguing that development is a social process (Vygotsky, 1962). Talk, communication and collaboration are fundamental part of and development and peer collaboration is an important element of the upcoming curriculum. Inspired by Donaldson, it outlines the need to create ‘ambitious capable learners’ and ‘enterprising creative contributors’, who need to be able to collaborate with their peers and communicate effectively to become these things (Donaldson, 2015). Vygotsky’s ideas continue to influence the curriculum and the world of learning, and the role of talk and collaboration within the classroom is seen as fundamental to pupil development and learning.






















Ideal Learning Environment
A positive and effective learning environment that is focused on the learner is fundamental in pupil development, excellent teaching practice and in fostering a progressive environment. These environments scaffold student learning and thinking, are communication friendly spaces and place wellbeing and inclusivity as priorities to create an environment in which children feel confident and safe. (Jonassen and Land, 2012)  As Donaldson noted, ‘rich stimulating environments’ provide children with the tools they need to ‘explore and experiment with ideas and resources, collaborate actively with their peers and make dynamic connections with a clear sense of purpose to construct meaning’ (Donaldson, 2015). My ideal LE demonstrates my ideal visualisation of a Reception Class LE. It encompasses many key elements of a Foundation Phase LE, including varying outdoor and indoor provisions, playful learning opportunities, digital technology, role-play areas, and opportunities for active and collaborative learning. These elements allow the teacher to become a facilitator in a dialogic environment, to scaffold learning while children explore independently while collaborating and discussing. 

Learning in the Foundation Phase and in Key Stage Two must be approached in a holistic manner. The world is not split into neat subjects, so children need to engage in activities that develop knowledge and a wide range of skills (Donaldson, 2015). My ideal LE would take a Reggio Emilia approach to learning, since I have observed this work with huge success at Cadoxton Primary School. This emphasises the use of space to encourage collaboration, communication and the building of relationships (Cadwell, 1997). Every aspect of the LE has a purpose, with a great deal of potential for children to communicate and engaged with one another. My LE contains a number of playful learning and role-play opportunities that would alternate based on topics being explored. This gives the learning a concrete meaning for the children, meaning they can engage with it more effectively. The social constructivist model views the learner as a collaborator, in that all learning takes place in a social context. To encourage children to communicate effectively practioners must incorporate symbolic representation in their LE, using words, painting and drawing, building, role-play and opportunities for creativity, which are celebrated by Malaguzzi as The Hundred Languages of Children (Hall et al., 2010). Having a chill out zone and a sensory pod within my classroom will also benefit all learners, but particularly those with additional learning needs or behavioural issues. Foundation Phase environments are particularly busy. I have observed how beneficial time out from such an environment can be for children. 
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Figure 4: Image 1 – Sensory corner. Available at: https://www.pinterest.co.uk/pin/516084438519661248/ [Accessed on 10th October 2018]. Image 2 – Water bead sensory window. Available at: https://www.pinterest.co.uk/pin/273101164884341995/ [Accessed on 10th October 2018]. Image 3 – Bubble tube. Available at: https://www.pinterest.co.uk/pin/330873903863885816/ [Accessed on 10th October 2018].

My ideal LE has a digital suite equipped an interactive whiteboard, computers, iPad’s and a green screen to ensure digital competence is being developed. Grigg argues that giving children access to digital technologies, but more importantly, teaching them the skills to use these technologies means students grasp the significance of such cultural tools within society (Grigg, 2015). Furthermore, digital technology can present varying representations, enabling learners to gain richer perspectives (Jonassen et al., 2012). Donaldson outlines the significance of digital competence, along with literacy and numeracy, being implemented in a cross-curricular manner within areas of learning and experience (Donaldson, 2015; Leask and Meadows, 2000). The Digital Competence Framework guidance outlines how digital competence is key for children ‘if they are to be informed, capable and have the potential to be successful in today’s society’ (Welsh Assembly Government, 2018). Therefore, developing digital competence will aid in fulfilling the four key purposes to develop children and young people as outlined by Donaldson in ‘Successful Futures’ (Donaldson, 2015). 

While there is current stigma regarding children and the over-use of technology, when used correctly and effectively in the classroom, it can greatly benefit both teaching and learning. The ‘potential’ of digital technology being used in schools to transform learning experiences has been acknowledged since computers were first being used in classroom in the 1980s (Grigg, 2015; Barron and Curnow, 1989). It is important that digital technology is used only to enhance learning experiences, rather than being used simply because it is available. Anita Starker outlined fundamental questions regarding digital technology in her pioneering book ‘Children Using Computers’, which are central to the development of current digital pedagogy (Starker, 1989). They outline key things to consider when using digital technology in the classroom, such as will the use of digital technology have the maximum impact on learning these particular things? Will the learning taking place using this resource be worthwhile for students? And finally, are we using the digital technology in the most purposeful and meaningful way? (Starker, 1989).

The use of interactive whiteboards (IWBs) has also faced similar criticism, with some critics arguing that teachers use them as ‘glorified chalkboards’ and fail to embody the ‘key concept of interactivity that covers both technical and pedagogical aspects’ (Grigg, 2015:218). However, IWBs are incredibly beneficial to development and learning if used to challenge pupils to think, justify decisions and use such technology in their learning process. IWBs are flexible and versatile, give teachers access to a huge range of material, present modelling opportunities, and enliven lessons with colour and music (Grigg, 2015). In fact, studies show along with my own observations that pupils enjoy and engage more in lessons with IWBs more than they do without (Smith et al., 2005). They are also incredibly useful for implementing AFL strategies, since pupils can connect and display their work on the whiteboard using an Apple TV device to receive instant feedback. Furthermore, they are useful for Foundation Phase pupils who are still developing their fine motor skills, since they may find using a computer mouse more demanding.

Gaming technologies linked to subjects across the curriculum demonstrate the influence of the theory of Behaviourism. Developed out of Pavlov’s work, it emphasises importance of applying or withholding a stimulus to shape the behaviour of learners (Watson, 2013; Grigg, 2015). Such technologies contain responses and rewards for correct answers, and withhold such stimuli when learners are incorrect. I have observed such applications being used and children thoroughly enjoy receiving the awards. They also use drill exercises for different focus areas for example with number bonds for numeracy. They are therefore implementing this idea of repetition and reward to encourage desired responses and behaviours, also part of the behaviourist approach (Grigg, 2015). Such gaming technologies and software alike are incredibly useful since they allow us to be age specific when selecting exercises, reflecting the influence of cognitive theorists such as Piaget (Grigg, 2015).

Most school children grow up using such digital technology but by giving them the skills to be digitally competent, they understand how such technologies work. We must provide them with opportunities to listen, observe, to use and play with technology and to make mistakes and learn from them. However, important to consider is that classroom conditions can be challenging. Whereas children may receive one on one interaction at home with family in using these technologies it may be difficult to replicate such learning conditions in the classroom, as teachers are managing larger groups of pupils (Plowman et al., 2010).

My ideal LE would contain a large outdoor space to be used to enhance the learning experiences of my pupils when and where appropriate. Outdoor learning provides children with hands on experiences that allow them to take risks and explore (Welsh Assembly Government, 2014). These experiences build the confidence of children and help to develop their self-esteem. Furthermore, children acquire an appreciation and respect for the natural environment. Jan White has pointed out if they do not develop this during the early years of their lives they risk never developing this attitude (White, 2004). This is an incredibly important element of development because we want children to become ethically informed citizens, as outlined by Donaldson in ‘Successful Futures’ (Donaldson, 2015). 

Using the outdoors as a provision for learning and development is hugely important within the Foundation Phrase framework, as it provides children with opportunities to experiment, explore and take risks (Estyn, 2011). Children themselves drive outdoor learning sessions, as they draw upon interest and imagination to make decisions and deal with challenges (Welsh Assembly Government, 2014). According to Estyn, children observed during outdoor learning sessions demonstrate high enjoyment levels as well as strong engagement and, furthermore, show improved behaviour and physical fitness that contributes to their wellbeing (Estyn, 2011).  Estyn also note how beneficial outdoor learning is for the development of children with additional learning needs and for more able and talented children (Estyn, 2011). Furthermore, I have observed how shy and quiet children seem to find their voices outdoors. Furthermore, children who have issues with behaviour tend to behave better when returning to the indoor area of their LE (Estyn, 2011). 

A well-resourced environment can support pupil led learning and offer new experiences, such as growing vegetables, hence the placement of a vegetable patch within my ideal LE. Taking care of a vegetable patch gives children a sense of responsibility which develops their independence and furthermore, and digging in it enhances their physical development as they use fine motor skills to dig and measure around vegetables (Welsh Assembly Government, 2014). Combining a provision like a vegetable patch with a ‘Snack Shack’ where vegetables can be ‘sold’, encourages role play scenarios, enhancing various areas of learning like language, literacy and communication skills, personal and social development, understanding of the world, and numeracy skills (Estyn, 2011). Both my outdoor and indoor area will focus on elements of the Eco Schools Programme, hence the placement of a compost bin outdoors to help further develop a sense of appreciation for the environment. See Figure 5 for an example of a ‘Snack Shack’ to sell vegetables, and for examples of how vegetables can be used for creative, exploratory and enquiry based learning. 
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Figure 5: Image 4 – Snack shack. Available at: https://www.pinterest.co.uk/pin/113153009359591631/ [Accessed 10th October 2018]. Image 5 – Exploratory play using vegetables. Available at: https://www.pinterest.co.uk/pin/384776361890667962/ [Accessed 10th October 2018]. Image 6 – Vegetable painting. Available at: https://www.pinterest.co.uk/pin/303641199857918957/ [Accessed 10th October 2018]. Image 7 – Cabbage printing. Available at: https://www.pinterest.co.uk/pin/343188434096306034/ [Accessed 10th October 2018]. Image 8 – Vegetable garden labels. Available at: https://www.pinterest.co.uk/pin/192880796524234323/ [Accessed 10th October 2018].
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[image: Macintosh HD:Users:hannahevans:Desktop:PGCE :Briding - Cadaxton Primary :Learning Environment :Screen Shot 2018-10-09 at 16.53.00.png][image: Macintosh HD:Users:hannahevans:Desktop:PGCE :Briding - Cadaxton Primary :Learning Environment :Screen Shot 2018-10-09 at 16.52.33.png][image: Macintosh HD:Users:hannahevans:Desktop:PGCE :Briding - Cadaxton Primary :Learning Environment :Screen Shot 2018-10-09 at 16.52.48.png]Learning outdoors has endless opportunities for development as children come into contact with the natural world. They get to experience natural materials like grass, rocks and mud, come into contact with life, such as insects and birds, experience weather using various senses, hear the sounds of the outdoors and, most importantly, embrace the freedom of opportunities the outdoors offers (Welsh Assembly Government, 2014). A good outdoor LE provides children with opportunities to use their senses to explore the world around them (Estyn, 2011). See some examples of good outdoor provisions in Figure 6. Some examples I have included within my poster are a forest with a fire pit and log circle for forest school lessons and sensory walks, wildlife areas such as the ant farm, butterfly greenhouse and pond, a vegetable garden and a mud kitchen. 
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Figure 6: Image 9 – Handmade cardboard binoculars for bird watching. Available at: https://www.pinterest.co.uk/pin/140878294577221708/ [Accessed on 11th October 2018]. Image 10 – Bird watching tally. Available at: https://www.pinterest.co.uk/pin/380624605983727996/ [Accessed on 11th October 2018]. Image 10 – Butterfly investigation area. Available at: https://www.pinterest.co.uk/pin/437623288769918450/ [Accessed on 11th October 2018]. Image 11 – Mud kitchen. Available at: https://www.pinterest.co.uk/pin/AT8RvDOLPjvdagL7UgvX292Fni-xPeWszPV3_4fNIn2xeJrh_h003Ek/ [Accessed on 11th October 2018]. Image 12 – Bug/minibeast hotel. Available at: https://www.pinterest.co.uk/pin/151503974948031652/ [Accessed on 11th October 2018]. Image 13 – Log circle in forest school. Available at: https://www.pinterest.co.uk/pin/511369732665519953/ [Accessed on 11th October 2018].

Overall, creating a positive learning environment has huge impacts on the learning and development of the children within the environment. To support their development the environment must be pupil-centred, aiming to support the wellbeing of the children. The environment needs to scaffold learning, encourage communication and collaboration, and be stimulating in order to support development. Social constructivism notes how development is a social process and so creating a dialogic environment is fundamental, hence why my ideal learning environment would contain many playful, active, and collaborative learning opportunities. My ideal learning environment would also encompass digital technology, which if used appropriately, has great potential to enrich the learning experience (Donaldson, 2015). A well-utilised outdoor space is also important within a learning environment, as learning outdoors has endless benefits for child development. Outdoor learning can support the creation of ‘ethically informed citizens’, who respect the outdoor environment through learning within it (Donaldson, 2015; White, 2004). Children thrive in the outdoors, take risks and have strong engagement levels as they learn (Estyn, 2011). I aim to take forward these ideas into my future practice in order to best support the learners I encounter and practice to the best of my ability. 






Reference List:

Alexander, R. J. (2017) 5th edition. Towards dialogic teaching: Rethinking classroom talk. York: Dialogos. 

Barron, I. and Curnow, R. (1979) The Future with Microelectronics: Forecasting the Effects of Information Technology, New York: F. Pinter. 

BERA, (2018) Ethical Guidelines for Educational Research. 

Cadwell, B, L. (1997) Brining Reggio Emilia Home: An Innovative Approach to Early Childhood Education. New York: Teachers College Press. 

Cowie, H. and van der Aaslvort, G. (2000) Social Interaction in learning and Instruction. Oxford: Pergamon. 

Donaldson, G. (2015) Successful Futures: Independent review of curriculum and assessment arrangements in Wales. Pp. 29-30, 66. 

Barnes, D., (2008) Exploratory Talk for Learning. In Mercer, N., and Hodgkinson, S. (Eds.) Exploring Talk in Schools, London: Sage Publications.

Edwards, C., Gandini, L. and Forman, G. (Eds.) (2012) 3rd edition. The Hundred Languages of Children: The Reggio Emilia Experience in Transformation. Santa Barbara, CA: ABC-CLIO 

Estyn (2011) Outdoor Learning: an evaluation of learning in the outdoors for children under five in the Foundation Phase: Estyn. 

Fox, R. (2001) Constructivism Examined. Oxford Review of Education, 27, 1, 23-35.

Flewitt, R. and Ang, L. (2015) Embracing diversity in the early years and primary classroom: a cross-cultural perspective. In D. Wyse, R. Davies, P. Jones and S. Rogers (Eds.) Exploring Education and Childhood. London: Routledge. 

Gray, C., and MacBlain, S. (2015) 2nd edition, Learning Theories in Childhood. London: SAGE Publications. P.93. 
 
Grigg, R. (2015) 2nd edition, Becoming an Outstanding Primary School Teacher. Oxon: Routledge. Pp. 137, 219. 

Hayes, D. (2006) Inspiring Primary Teaching Exeter: Learning Matters

White, J. (2004) Playing and Learning Outdoors. Oxon: Routledge. 

Jonassen, D., and Land, S. (2012) 2nd edition. Theoretical foundations of learning evironments. London: Routledge. 

Jordan, A., Carlile, O. and Stack, A. (2008) Approaches to learning: a guide for teachers. Maidenhead: Open University Press. 

Kutnick, P. and Blatchford, P. (2014) Can the grouping of children in classrooms affect their learning: an introduction to social pedagogy, Effective Group Work in Primary School Classrooms Professional Learning and Development in Schools and Higher Education, 8, 1-21. New York: Springer. 

Leask, M. and Meadows, J. (2000) Teaching and Learning with ICT in the Primary School, London: RoutledgeFalmer.

Mercer, N. (1995) The guided construction of knowledge: Talk amongst teachers and learners. Clevedon: Multilingual Matters. P.69.

Mercer, N., Hodgkinson, S. (2008) Exploring Talk in School London: SAGE

Mercer, N., Wegerif, R., Dawes, L. (1999) Children’s talk and the development of reasoning. British Educational Research Journal 25 (1) 95-111

Mercer, N., and Davies, L. (2008) The Value of Exploratory Talk’ In Mercer, N., and Hodgkinson, S., (Eds.) Exploring Talk in Schools, London: Sage Publications. P. 57. 

Plowman, L., Stephen, C. and McPake, J. (2010) Growing Up with Technology, London: Routledge.

Pollard, A. (2008) Reflective Teaching London: Continuum. 

Slavin, R. E. (2003) Educational Psychology, New York: Longman. 

Straker, A. (1989) Children Using Computers, Oxford: Blackwell. 

Smith, H., Higgins, S., Wall, K., and Miller, J. (2005) ‘Interactive whiteboards: Boon or bandwagon? A critical review of literature’, Journal of Computer Assisted Learning, 21: 91-101. 

Watson, J B. (2013) Behaviourism, London: Routledge. 

Welsh Assembly Government. (2018) Digital Competence Framework guidance, Cardiff: Welsh Assembly Government. PAGES: 2

Welsh Assembly Government. (2014), Foundation Phase Outdoor Learning Handbook. Cardiff: Welsh Assembly Government.

Vygotsky, L.S. (1962) Thought and Language. Cambridge: MA: MIT.  

image3.png




image4.png




image5.png




image6.jpeg




image7.jpeg




image8.png




image9.png




image10.png




image11.png




image12.png




image13.png




image14.png




image15.png
O P
utterfly - -"5-’ 5SS





image16.png




image17.png
4 Anaiiia.
y A

/17/\





image18.png




image19.png




image20.png




image1.png
Prifysgol Cymru
¥ Drindod Dew Sant

J University of Wales
Trinity Saint David




image2.png
MY ey L Ov

L IIXDI{;I@I]_IQGz_C LouT 0“@
b LE ]
ENVIRONMENT' B~ e
AN . .~ ¥

-






o

ey

e

APPENOI GASEC

e

Coa

E Cerepe e
Eprre
o
et
et
e
Rl

e e T

i e e
[ -
T e e
ERERTEE

. e e

SR, |[EEremEe s e




