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Literature Review 
The scheme of work, resources and the teaching session I developed were underpinned by several different theoretical aspects of teaching, learning and government directives. This literature review gives particular reference to the Literacy and Numeracy Framework, the Digital Competence Framework and Y Cwricwlwm Cymreig, all of which are instrumental in the development and move towards the new curriculum for Wales and Donaldson’s Successful Futures report. 
The ordering of the scheme of work was mostly based around the second order concept of chronology, change and continuity. The idea of including factors which they think most sped up, slowed down or changed the nature of the progression of women’s rights came from Rachel Foster’s (2008) article. And is intended to encourage the development of pupils’ historical thinking skills. In terms of the lesson which was taught, which was the first in the sequence, beginning with initial stimulus material, in this case a picture of a woman being force-fed, is a pedagogical technique which is intended to be a motivator for pupils to go on and do extended tasks (Phillips, 2001). When used in combination with the enquiry question “how did we get to this point?” the opening of the lesson was designed to ‘plant’ the enquiry question into pupils minds and also fulfil the criteria of a successful enquiry question; to capture the interest of pupils, place an aspect of historical thinking or concept at the forefront of pupils’ minds and finally, to result in a substantial and enjoyable outcome activity through which pupils can answer the enquiry (Riley , 2000:8 ; Phillips, 2001). 

The current framework for Welsh aspects of the curriculum is known as “Cwricwlwm Cymreig, history and the story of Wales”, from this it is evident that there is a clear and obvious link between the History and delivering Y Cwricwlwm Cymreig (Donaldson, 2015:38). There has been a move away from this link with Donaldson’s new curriculum for Wales, which emphasises the cross curriculum responsibility of developing Welsh language and cultural awareness (Donaldson, 2015). Nevertheless, the historical development of Wales is distinct from that of England and as such should be treated with a degree of autonomy and separation which has often been missing; ‘British history’ has too often become synonomous with ‘English history’ (Welsh Government , 2013). Resources commissioned by the Government to support learning and teaching of history are available through the Welsh Books Council & HWB, suggests that there is a significant emphasis on welsh aspects of the curriculum which is being supported. While the scheme of work developed was not designed with an overarching Welsh theme, there was opportunity to include welsh aspects in order to allow pupils to better engage with contemporary issues around them, based on knowledge they have developed within this scheme of work (Donaldson, 2015:33). 
One of the key ways in which a pupil progresses in history is through the improvement of their literacy skills. The results of PISA tests from 2006 to 2015 is evidence of a downward trend in Wales across science, maths and reading and as a result of this, literacy and numeracy have become important across whole school curriculum (Jerrim & Shure, 2016:191). Further to this, in their 2016-17 annual report ESTYN have reported an increase in secondary schools which have a systematic plan to increase literacy throughout the school, from one-in-eitght to seven-in-10. The dramatic inrease shows a marked shift in focus towards improving literacy, as well developed literacy skills not only improve a pupils ability to access the whole curriulum but also allows them to communicate effectively outside of their school life (ESTYN, 2017:18-19). Schools have shifted to embed literacy and numeracy education as a cross curricula responsibility, this has been done through the Literacy and Numeracy Framework (LNF) in Wales (Welsh Government , 2014). History at Key Stage 3 and above, lends itself well to developing literacy skills, as it can effectively develop communication skills, whether that is done by forming a well developed argument or the extenisve reading of often complex historical sources (Welsh Government , 2008). Reading as a faundamental way to develop skills in literacy is often undervalued, despite the reoccurring notion in studies, cited by Otta, that suggest pupils learn more, or more effectively from reading than they do listening (Otto, 1992:54). Skills such as reading and arguing, developed in history, should enable a lifelong readiness to learn, as per the purpose of the curriculum (Donaldson, 2015:31). 
Alongside the Literacy and Numeracy Framework the government has developed the Digital Competence Framework, which is intended to be the third cross curricula responsibility and is deemed as important in the twentyfirst century as literacy or numeracy (Welsh Government , 2018:2 ; Donaldson, 2015:24).However, the framework does face several challenges as some schools do not have sufficient resources to support in class digital education and setting digital homework may be marginalising those who do not have access to technology at home. The challenge for history teachers is to insert digital aspects into history classrooms without it feeling artificially imposed (Welsh Government , 2018:2). In most cases within the history classroom, as in this scheme of work, it appears that the ‘producing strand’ is the most relevant as it covers sourcing’s information, creating and evaluating content (Welsh Government 2018:7). Within the context of the his scheme of work the final project fully encourages the use of technology in varying and complex ways (Welsh government 2018). 
A number of theorists have comeup with the expression ‘historical literacy’ as something seperate from the standard literacy education in other subjects, which combines “content-rich curriculum with good literacy practices” in order to make history lessons meaningful, building a complete picture of the past by encourging them to think (Goudvis & Harvey, 2012:52 ; Otto, 1992). While others suggest a concept which is very similar, although not named as historical literacy, whereby the focus of a history education is knowledge accompanied by an understanding of where that knowedge has come from, the problems faced in contructing them (Rogers, Shemilt and Lee cited in: Ashby, 2012:137-138). Ultimately, this amounts to pupils understanding what makes a historical account and how it is distinct from other forms of knowledge through the use of evidence  (Ashby, 2012:138 ; Lee 1994:45). Deconstructing knowledge at Key Stage 3 is conducted through sourcework. The scheme of work is directed at Year 9 pupils who should have had experience of source work before in history, yet they’re levels of engagement with those sources are likely to be very different, as it is not a skill which can be practiced but a concept which must be understood (Ashby, 2012). This allows for development and understanding the usefulness of multiple sources of varying biases, which cannot be measured against the national curriculum rigidly as there is no suggestion that levels in using sources as evidence should be fixed by a certain age (Lee & Shemilt, 2003 ; Smith, 2001: 12). Using sources should encourage students to evaluate their first thoughts more than once and not stick with their first idea and allows them to develop more sophisticated thinking. This is what is being achieved by repeatedly using source work throughout the scheme of work.
Finally, measuring the progression, or assessment, of pupils is an essential aspect to a scheme of work. Progress and progression in history have taken on very different meanings, where progress had come to mean aggregation of knowledge, progression has emphasised more than acquiring new facts but rather, it emphasises second order concepts and how pupil’s ideas about the past develop (Lee & Shemilt, 2003). These second order concepts, which measure progression in history, exist in a dynamic relationship to the substantive knowledge they support, and consequently, understanding in one second order concept, within the context of one period of history, does not progress to understanding of the same concept in another context (Kitson, et al., 2011:99). Thus, assessing learning in history has also become problematic. Assessment for learning research, by Black and Wiliam, demonstrates that summative assessment alone is not enough to improve quality of learning, but rather, it promotes teaching to the test, emphasising marks and short-term recall, none of which promote deeper understanding of second order concepts (Kitson, et al., 2011). As a result, formative assessment is becoming increasingly important, particularly for the lesson taught within this scheme of work, no hands up questioning was a key strategy, as it promotes careful collection of what information pupils know and understand. Caution must be employed where assessment for learning is used at the end of lessons, where plenaries assess what has been learned in simple right or wrong terms, as often things are not so black and white in history and as such tactics must be adapted to suit the subject specific needs of history (Kitson, et al., 2011).  As such, it has become clear that research-based models of progression, such as assessment for learning, and attainment targets in the National Curriculum, which are used as a snapshot of progression, do not work in isolation and best practice is to use both in conjunction (Lee & Shemilt, 2003; Kitson, et al., 2011). In terms of the final assessment for this scheme of work, it was difficult to find value in an essay-based assessment, as it would systematically regurgitate the information they had learned, rather than place value on the progress they had made with the concept of change and continuity. 

There are many aspects of the scheme of work which have not been discussed here, however, I have attempted to cover those most relevant to the creation of an effective scheme of work and the development of the new curriculum. What can be established from this literature review is that despite various academic literature proposing things in different ways, promoting historical thinking and enquiry (or historical literacy) is one of the key features of forming a successful, engaging scheme of work.  














Evaluation 
Following on from the literature above, and having both observed effective practice and begin to deliver and create lessons, it is clear that there are several aspects of the micro-teach that could have been better developed in order to improve the teaching and learning process in the classroom. Many of the factors were less prevalent within the context of the micro-teach but would need to be addressed if the lesson were to be taught to a real group of Year 9 students. Overall, the feedback I received was positive and the criticisms were highly constructive for my future teaching practice.
One of the main aspects of the micro-teaching lesson which would need to be worked on, and was mentioned to me during feedback, is differentiating between key events and causes for change, splitting the two apart would be beneficial for pupil learning as it would enable students to understand the differences between events which happened around changes and the causes for change themselves. In order to improve my practice in future, there would be two distinct parts of the lesson, if not two separate lessons, which would then be joined together in a plenary, in order to promote the kind of joined up historical thinking and understanding which is being promoted by the developments in the new curriculum. Pupils thinking and learning would also be improved as they would have a clearer understanding of the differences between causation, which is a second order concept, and key events which is knowledge they will use in order to engage with those concepts in relation to the topic being studied. This would be relevant to QTS standard 3.1.2 ‘Planning lessons’, which is continually developing as the first teaching practice continues, as it is a new skill which must be developed. Planning lessons should involve taking manageable, logical steps towards one outcome, and must take into consideration the ability of learners and how to make it as easy for them to understand as possible, rather than aiming for an unachievable or confused outcome, which is, to a degree what happened during the micro-teach. 
Another feature of the micro-teach which was under-developed was the card sorting activity, while a well-constructed card-sorting activity would benefit the pupils learning, in its current form it was not challenging enough for the pupils in front of me and too short to be beneficial for heightened thinking or developing ideas. As mentioned in feedback for the lesson, it was largely a repeat of what had been said and was completed without much engagement with the text itself, thus removing a key aspect of the activity, and whilst I was talking them through it, so they neither engaged with the text nor with the explanation of what the timeline was attempting to explain. Additionally, by handing them the cards to be sorted after I had finished talking, rather than before, I would ensure that all pupils were engaged in the explanation of the timeline, rather than the activity. In future, I would develop an activity like this further by adding a wider range of events, explanations and dates and including more opportunities to categorise, rearrange and classify information. If I were to make these changes to the activity it should facilitate increased retention of the information and enable them to structure the information in their minds in a way which would all them to write an extended piece of work. 
There were no other resources used in the micro-teach except for the PowerPoint, this was because I did not want to overload a short lesson with lots of different sheets of paper, which could be easily misplaced both by a teacher or pupil. Within the PowerPoint, there was a distinct attempt to keep it simple enough so as not to distract from the learning, yet interesting enough that pupils are not bored by looking at it. This is a fine balance, which I have seen put into practice during teaching placement one. In particular this happens, when colour is used effectively on slides. This was observed in the feedback for the micro-teach lesson, and is something which I intend to improve on during the first teaching placement in order to improve the learners’ experience. 
Using picture sources facilitated good discussion within the context of the pupils I had. However, as they were post-graduate students not year 9, if I were to teach this lesson again I would ensure that the discussion was more structured, by posing questions for them to answer, in order to allow them to form their own ideas and challenge misconceptions they may have. The benefit of this would be twofold. Firstly, it would direct students thinking and allow them to fully engage with the picture sources and secondly it would have the potential to improve behaviour as each pupil would be able to access the sources and so be less tempted to talk about something off topic. Despite the extensive and valuable discussions which were had around the class, it could have been beneficial to embed the task in an anticipation grid, so they could measure what they expected and what they eventually learned, in order to cement what they had found out. Changing the activity in this way would help develop QTS 3.2.4 and 2.7 as it would be scaffolded in a way which would enable lower ability learners to access the sources more easily while still facilitating those higher level discussions, the increased engagement should result in better behaviour and promote a purposeful learning environment. 
As mentioned, I would structure discussions more carefully and similarly, if I were to rewrite the lesson plan, I would pay more attention to the questions and types of questions which I asked, whether they needed simple factual recall or whether they required any deeper thinking. Additionally, it is wise to have prepared answers to questions which were likely to come up, so that not only are you prepared should a pupil ask, but also if it seems relevant you can ask the question yourself. On the topic of questioning, positives which came from the micro-teach were pedagogical techniques regarding questioning. Addressing some questions as a whole class, which were asked directly to me during group discussions, enabled all of the pupils to benefit from a good question and praise should be given for such questions as it will help encourage others to ask questions, which will improve not only their learning but potentially many others in the class as well. Other questions can be turned back on the class, where it is expected that other people in the class will likely know the answer. This is a technique which requires knowing the ability of those in the class in front of you, and is something I am looking to develop further as I go through the first teaching placement as it can benefit student’s learning to hear something in the words of their peers rather than from teachers.
When receiving feedback from the learners in the class, many of them commented that there could have been one more activity to fill the time, as a lot of it was spent discussing and feeding back answers to the class as a whole. This would be partially achieved by extending the card sorting task and could be furthered to include a real plenary. In the original lesson plan, the plenary was intended to focus on what the pupils thought was the most significant cause of change to women’s rights in the late 18th century, however, in the context of Year 9 class this could have caused some confusion. Introducing a new second order concept so late in the lesson did not allow enough time to fully explain the concept or for pupils to fully explore.  Additionally, as it was introducing a new concept it did not efficiently sum up what they had learned during the lesson, but rather gave them something more to think about. In future the concept of significance would be covered in a different lesson, where the activities more clearly lead up to ordering them.  While the plenary for this lesson would need to be something more summative, perhaps an “exit ticket” type activity, whereby pupils must fill in what they have learned before they are allowed to leave. Although, as referenced in the above literature review, there can be problems with simplifying historical concepts in this way, nevertheless, intention behind this is that it solidifies and consolidates what they have learned in a beneficial way. Furthermore, a plenary would have been a good opportunity for the pupils to self-assess or peer-assess the work they had done, which could have also included a short written task. Without any written work or plenary to refer to at the end of the micro-teach it was difficult to assess the learning of pupils in the class, and this is something which I am very aware of while planning lessons now. With regards to the teaching standards, this again relates to planning and QTS 3.1.2 and developing a more thorough approach to working through and reviewing a lesson plan, in order to work out any issues with it. 
Another aspect of the lesson, which I had useful feedback on was the need to explain key terms which are used. Had it not been for my feedback it may have gone unrealised that many of the terms used during the micro-teach were acceptable when teaching a class of post-graduates, but would have needed clarification for a year 9 class. One activity which I have seen used well on several occasions is a glossary sheet, which contains the key words for the whole scheme of work and is either completed for homework, or completed in every lesson when new areas are covered. The result of this is that the key words are frequently referred to and thus it creates a learned behaviour in pupils, which should help to improve their thinking and learning.  My professional development in this area would be considered through QTS 2.1 and 2.2, by developing an understanding the national curriculum and the national guidance set out in the LNF regarding literacy and thinking,  in order to better appreciate what things year groups are likely to be able to comprehend and what they may need additional hep with. 
As demonstrated in this evaluation many of the issues addressed here could be solved by better planning and consideration of the abilities and personalities of pupils in the class. Overall, the content within the micro-teach lesson was largely well delivered and clear instructions and explanations were given for most things, despite the fact that many of those things could have been more carefully considered. The evaluation of my first teaching experience will be beneficial moving through the PGCE year, as it, along with the comments from teachers and mentors on my in school teaching practices, has forced me to consider which parts of my pedagogy need to be re-evaluated and which can be built upon. 
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OBJECTIVES
(relate to QTS Standards
 Where appropriate).
	
	ACTIONS TO BE TAKEN
	
	SUCCESS
	CRITERIA
	
TARGET
	DATE

	
S3.3.7 Time management. 
To improve time management during lessons.
	
i. Build in some extra time to tasks which require any extended writing or may require them to draw something.
ii. Discuss with mentor/observing teacher how timing can be improved and where it is that tasks are overrunning. 
iii. Make sure the pupils know they have a time-limit to a task and repeat it throughout so that they are aware and on task. 
	
· Lessons finishing with good time for packing away before the bell.
· All activities will be completed by the end of the lesson.
· Being accepting of any unforeseen circumstances that effect the timing of a lesson (such as interruptions) and adjust lessons accordingly.
· Pupils will be more focused during tasks knowing that they have a time limit to complete something.
	


	
S3.3.9 Managing behaviour. 
To improve low level disruption during lessons. 
	
i. Observe teachers with effective practice in reducing low level disruption to develop my own strategies. 
ii. Ensure every lesson is as engaging as it can be, which mean pupils are less likely to become bored and disruptive. 
iii. Not be afraid to discipline pupils for low level disruption, even though it may seem like a minor issue, it could escalate. 
	
· Pupils are co-operative and engaged in lessons. 
· Reduced levels of disruption during tasks. 
· Reinforcement of behaviour policies where appropriate. 
	


	S3.3.4 Differentiating teaching
	
i. Ensure all activities that can be differentiated have been, including seemingly simple things such as printing off a table to be filled in so tasks are completed on time. 
ii. Discuss with mentor/other teacher how best to differentiate for certain pupils, as they have more experience of them. 
iii. Remember to differentiate for more able and talented pupils, as they will quickly lose interest.
	
· All pupils are able to engage with lessons to the same level.
· Activities are completed on time 
· Greater pupil participation from all pupils, whether SEN or MAT. 
	


	

S3.1.2 Planning lessons 


















	
i. To plan lessons well ahead of time. 
ii. Consider whether any pupils will need to leave (for planned extra curricula activities etc.) and those who may need to catch up from missed lessons. 
iii. Consider the ability of all learners in the class and the support they will need, including resources and timing. 
	
· Lessons will run more smoothly as more eventualities will have been planned for.
· Pupils will be well supported thanks to better planning of time and resources. 
· Pupils will be more engaged with better developed lessons. 
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