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	Target
	What I have done in this assignment...

	Target 1
	Ensure you are using the Harvard referencing method accurately in the text.
	I have consistently consulted the University’s Harvard Referencing Handbook whilst writing this assignment to ensure that I am using the appropriate referencing style for each type of source, within the text.

	Target 2
	Use a reference list correctly. List your references alphabetically.
	I have kept a list of full references, whilst conducting my initial research, to which I regularly add further references and ensure they are correctly formatted. This has not only allowed me to revisit the sources more easily, when needed, but has allowed more time for proof-reading the formatting of each reference and ensuring they are ordered alphabetically.

	Target 3
	
	





Part 1: Professional Learning Passport
Bridging 2 Reflection
Meet
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect

	On the first day of Bridge 2, we met with our Network Lead, via Teams, to discuss our thoughts on the Great Teaching Toolkit (Evidence Based Education, 2020) and how we may implement some of its ideas within our own teaching practice.  A variety of Assessment for Learning (AFL) strategies were shared with us by the Network Lead as a tool for activating the ‘hard thinking’ that makes great teaching so effective (Evidence Based Education, 2020). We were encouraged to test out two strategies, either from those shared with us or from our own research, within our classrooms over the next two weeks and to reflect on their impact on teaching and learning. Before implementing these strategies, we were asked to spend the rest of the afternoon observing our class mentor and making notes on any AFL strategies that were already in place.	 The Great Teaching Toolkit provided a great source of inspiration for both myself and many of my peers. We shared how we had already witnessed many examples of the types of great practice, recommended by the Toolkit, within our schools. We also discussed, openly and honestly, in a trusting environment, any elements of the Toolkit that were new to us or that we had not yet been able to fully implement. This may have been for a variety of reasons: building confidence, limitations of the classroom environment, pre-existing rules or structures within our placement classrooms etc. 

The AFL strategies shared with us by our Network Lead were incredibly inspiring. Many were already being successfully used within my placement school and so it was useful to see that the school's approach has been well-informed. It also became clear that AFL encompasses a variety of strategies that can range from whole-class activities to more discreet methods, such as effective questioning and marking codes. Many ideas were, however, new to me and so I was very much keen to test out some of these strategies. 
From here, I discussed with my Class Mentor the various AFL strategies that I was interested to test out and which I felt would be best suited to the year group I was working with. We agreed that some strategies would be more difficult to implement and their effectiveness more difficult to fully evaluate midway through the term, as they would require more time to instil. We, therefore, decided to link my strategy to my weekly targets, one of which was to introduce plenaries and to refine my learning objectives.



Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Following my discussion with my class mentor, I began to research engaging plenaries. I considered a variety of the strategies that had been presented during the 'Meet' phase and looked into further options. Through research and collaboration, the two AFL strategies I decided upon were:
· Plenary Grids.
· W.A.L.T. and W.I.L.F. 
Plenary Grid
During an informal discussion about plenaries with a colleague at a secondary school, I was introduced to a game that involved the use of 'plenary grids.' The teacher had used this strategy to great effect over the last four years and had seen colleagues implement it in their teaching, both in primary and secondary settings. The plenary grid involves using a PowerPoint presentation with the numbers 1-9 on the first slide. Children are chosen, at random, by the teacher to select a number. Clicking on this number then takes the child to a question. The questions all relate to the lesson objectives but can range in difficulty. They can be used to identify gaps in understanding and to identify next steps. For instance, at the end of my lesson on 'Where does our food come from,' questions included: 'What was one new thing you learnt today?' 'What was the new word we learnt for planting?' 'When the vegetables are ready, it is time to h_____. Fill in the blank,’ and 'What is one thing you would like to know more about from today's lesson?'
W.A.L.T. and W.I.L.F.
Inspired by the Microteach session, held by the university during the October half-term, I also decided to implement the W.A.L.T. and W.I.L.F. strategies for sharing Lesson Objectives and Success Criteria with the children. During one group’s Microteach, I found myself very much engaged by their use of a cartoon character to represent W.A.L.T. and W.I.L.F. and was eager to see whether this would engage children in the Foundation Phase, as I imagined it would. I decided to relate my character to the subject of the lesson, 'Where Does my Food Come From,' by using an image of a potato with eyes, as W.A.L.T., and a carrot with eyes, as W.I.L.F. 
From my first weekly reflection, my target was to work on improving my Lesson Objectives to make them clearer to the children. I found that using W.A.L.T. and W.I.L.F. helped me to focus my own thinking around the objective of the lesson and to break the success criteria down into exactly what I was expecting the pupils to do to demonstrate they had achieved this objective. This, I hoped, would help the children to better understand the purpose of the lesson and to retain the information provided. I was able to assess whether this had been effective through the implementation of the plenary grid, discussed above.

	Plenary Grid
My Class Mentor and I were both really pleased with the effect of the plenary grid. The game-like nature, firstly, appeared to increase engagement and involvement in their learning. Each child wanted a turn, including pupils who were often reluctant to speak aloud. Pupils would visibly take time to consider their answers, suggesting they appreciated the purpose of the game rather than simply seeing it as a competition. The freedom to choose their own number gave the children had a sense of ownership over their learning; feeling as though they had some 
However, this did prove somewhat problematic as there are only 9 questions, but the children were so eager to participate that I was reluctant to limit the number of students able to participate. In the first instance, we ran out of time meaning not everyone was able to try the game. Time management is crucial to ensuring these plenaries can be used effectively as the Great Teaching Toolkit suggests (Evidence Based Education, 2020). The following day, I therefore made sure to leave enough time. This meant all pupils were able to participate. On one hand, this allowed me to effectively assess the learning of all pupils in the class and to notice any gaps in knowledge for individual student. On the other hand, it did increase the excitability of the pupils which, though positive, may mean that some of the purpose of the plenary began to be lost as it became more of a game. Nonetheless, the children still continued to demonstrate a keen interest in reflecting on their learning and posing new questions. 
W.A.L.T. & W.I.L.F.
Upon reflection, I wouldn't use a character that relates specifically to the lesson. In order to ensure consistency, I kept the same in all other lessons e.g. maths. Keeping the same character was effective, in that it appeared to sustain engagement and the children soon began to recognise exactly who W.A.L.T. and W.I.L.F. were and why they were present (to tell them what to the objectives were and how they'd achieve them). However, the character itself may risk confusing some pupils who still associate him with the lesson on food. One pupil continued to refer to W.A.L.T. as 'chippy' which, whilst demonstrating how they were interested by and engaging with the character, also suggested he would continue to be associated with one particular topic. Moving forward, I would choose a character that does not have associations with a particular topic, to be used throughout the year.




Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Having trialled our AFL strategies, we met at our Network Lead’s school to share our findings. Due to covid restrictions only myself and one other student, currently working in the same school as me, were able to present our findings to one another and to the Network Lead, Deputy Head Teacher and our Module Tutor. Unfortunately, due to some technical issues, I was unable to access photographs as evidence of the children's learning. I had, therefore, adapted my presentation on “Where Does My Food Come From,” the first lesson in which I introduced both of these strategies, so as to demonstrate to my peers how they look in practice.
	We noted that the success of these strategies may have been partly due to the topic and the activities involved, as they would be growing their own cress and so intrigue and excitement may have been higher than usual. However, the Network Lead indicated that my clear delivery of the lesson objectives and success criteria, through W.A.L.T. and W.I.L.F., and the way in which this helped me to establish a clear aim within my own mind, will have positively impacted the children. We also discussed the potential use of physical toy characters as W.A.L.T. and W.I.L.F. This could be used to remind the children at various points in the lesson of what the objectives or success criteria are. 
Alternatively, I would allow the children to choose their character for each term when we start a new topic so as to allow them to have more choice. This would require well-planned explanations of what their purpose is and how the purpose/role of the characters stays the same each term but the character may chance. This may prove more confusing for younger children and so the need for a consistent character throughout the year may be necessary. Similarly, explaining such concepts would also require a deep understanding of the class and how best to differentiate explanations to make it clear.
We further discussed using differentiated questions for the plenary; perhaps having three different colours on the buttons, each reflecting the difficulty of the questions. The teacher would indicate from which set of colours the pupils should choose. This would be based on their ability and the question would be at an appropriate level to challenge but not overwhelm the pupil. This would make the differentiation discreet and ensure that all pupils feel involved without feeling overwhelmed.  








DGB/SKD
Llythrennedd / Literacy
Evidenced by an asset? 
Over the course of PTE1 (Part 1), I had the privilege of observing daily Read, Write Inc. (RWInc) lessons; a program used by many schools to improve Languages, Literacy and Communication skills Unfortunately, due to Coronavirus restrictions, many pupils within my school have missed out on several weeks’ worth of RWInc this year. The importance of daily practice upon returning has, therefore, been emphasised by the school.  From early on, my class mentor and I discussed the possibility of gradually taking on more responsibility in these lessons, with the aim of eventually leading some sessions. I was eager to make the most of this opportunity, as the benefits of RWInc. within the school appeared to be vast (School Development Plan). I spent the first three weeks observing the three different ability groups (Red, Purple and Yellow) with my class mentor and the Learning Support Assistant (LSA). I watched how RWInc’s creatively uses a character to help children sound out, or ‘Fred Talk,’ words in their head, before blending the letters to make the whole word. I then witnessed how the use of pair work and oracy skills facilitated the connection between, reading, writing, and speaking. During my short time with the pupils, this appeared to have a positive impact on their spelling. Pupils would often sound out words they came across in other areas of their learning by referring to the strategies they had learnt in RWInc. I made comprehensive notes on the structure of these lessons, some of which are attached here, and researched these further in my own time. During my third week, I began to lead the 'red group' sessions myself. I used videos of RWInc. members modelling the various strategies to initiate the lessons, as suggested by my class mentor, and then proceeded to follow the guidance in the helpful support books and my notes from observations to conduct the rest of the session. In my fourth and fifth weeks, I team-taught the 'Yellow’ and ‘Purple' groups. The experience was invaluable in improving my subject knowledge development, as it meant that I was able to obtain a real understanding of some of the ways children learn to read, speak and write in English. The mnemonic strategies appeared to be very successful within this school context. However, it is important to note that not all schools use RWInc. to teach phonics. Nonetheless, I have learnt that phonics can be highly useful even in schools where this program is not used, as it provides the teacher with both an understanding of current research on the way language is learnt and encourages the teacher to embrace a love of language learning themselves. Moving forward, I intend to conduct further research into pnemonic strategies. I will engage with the RWInc. programme by investigating its online resources and would certainly be interested in participating in training in the future.  I would also like to investigate other strategies used by different schools and consider different methods.  This could also involve looking at second language learning, whether this would be English as a second language, Welsh, or the introduction of Modern Foreign Languages (MFL) to children at younger ages.     

Rhifedd / Numeracy
Evidenced by an asset? 
Mathematics and Numeracy – First Lesson. Upon arriving at my placement school, my Class Mentor and I discussed which areas of the curriculum I felt most and least confident in teaching. I identified Mathematics and Numeracy as an area I would like tod develop my Subject Discipline Knowledge. I expressed my worry that, whilst I understood most of the concepts required to teach in this area, my explanations may not be as clear and may risk confusing the pupils even more. My Class Mentor was incredibly supportive and suggested that one of the best ways to improve subject knowledge is through practice. This would, of course, involve researching evidence-based ideas of how to teach various skills but it is through putting those ideas into practice that I would be able to gain more confidence in my explanations. She also indicated that, often, this allows us to learn from the students, as it can be highly informative to see how one pupil will explain a concept to another. We then spent time discussing LNF targets for the class. We discussed where they were going next and what outcome from the LNF I could plan to teach in order to build on their prior knowledge. We decided upon ‘Ten More and Ten Less’ for the first week back after half-term, as the children had already learnt ‘One More and One Less’.. Sitting down with my class mentor and working through the LNF in this way was extremely beneficial to my Subject Development Knowledge. These discussions involved considerations of the real-life, practical application of more abstract theories about the teaching of Mathematics and Numeracy that I had already researched (such as Boaler’s application of Dweck’s ‘Growth Mindset’ in ‘Mathematical Mindsets’). It also enabled me to find ideas for further, informal research into different ideas for practical, experiential activities in Mathematics and Numeracy.  We decided I would plan a 30-minute activity, to be carouselled throughout the week. We discussed various ways of using physical objects, such as Numicon and base ten, to help the children understand the concept of ten more or ten less. We discussed the need to differentiate the task and, as I was beginning to identify and familiarise myself with the abilities of the individual pupils, we discussed ways in which I could scaffold the learning of individual students. Our conversation was incredibly productive. Over the course of the INSET day before half-term, I drew up a detailed lesson plan and explained to my class mentor how I intended to conduct the lesson. As this was going to be my first activity with the children, I kept it simple and closely followed the guidance of my class mentor. I then created three differentiated worksheets. I kept the images very simple so as not to distract from the objective and to reduce the extraneous load (Cognitive Overload Theory). My class mentor reviewed these during the holiday and was very pleased with my ideas and how I had created my own worksheets that were relatable and relevant but were informed by evidence of the children's needs. I had been informed that the children usually choose the level (learning zone) they would like to attempt and that these levels are marked by the words "BAM," "WHAM" and "KAPOW." These words were chosen by the children and signified the level of difficulty. Being able to choose the level allowed the children a sense of ownership over their own learning and, often, encouraged the children to challenge themselves without feeling pressured. The effectiveness of this strategy became evident when I taught the pupils. By sending the resources to my class mentor well in advance, she was able to check whether the numbers on the worksheets were suitable for the abilities and I was able to slightly tweak the numbers included on the lower ability sheets. Due to the class having to self-isolate for a week, my lesson was moved to the following Monday. This meant all four groups were taught in succession, rather than over the course of the week as initially planned. This proved incredibly beneficial, as it meant that I was able to adapt my approach throughout the course of the afternoon upon discovering areas that could be improved. For instance, pupils in the first group were keen to write the examples I used on something, as I was explaining. Initially, I gave them paper and pens to meet this need. However, I asked the next group to bring their personal whiteboards with them. It appeared the freedom to make mistakes and correct them more freely on a whiteboard encouraged the children to tackle trickier ideas. Although mistakes are important in learning, as they can identify gaps in knowledge and help us find ways of bridging those gaps, the fear of making mistakes so early on in learning a concept seemed to inhibit the children from volunteering responses. Using whiteboards in the second group meant they more readily asked for assistance and clarification. I also begun to notice how Vygotsky's ‘More Knowledgeable Other’  came into play, in some instances, as those pupils who had grasped the concept from the outset appeared keen to assist their peers and their peers appeared to benefit greatly from their explanations. With the third group, I therefore asked the children to work in pairs. I also drew on explanations that the children had given to one another in previous groups to aid my own explanations, as it was extremely useful to witness the way in which varying explanations can assist individual learners. This session was very useful in informing my understanding of how to vary and even differentiate explanations within Maths. It encouraged me to look further into ways of engaging lower ability students using tactile, visual representations.  

Cymhwysedd Digidol / Digital competence
Evidenced by an asset? 
Having already had a meeting with my Class Mentor and Senior Mentor regarding the different functions of SeeSaw and how they are used by the school, I was keen to learn more. I therefore signed up to attend a live SeeSaw professional development session. I hoped to learn some new ideas for how to use SeeSaw most effectively, providing the best blended learning opportunities possible for the students. I was keen to see if there were any more suggestions on ways to make lessons even more interactive and engaging for students. I was also eager to share any insights gained from this experience with my Class Mentor and my PGCE colleagues, so as to help them deliver effective distance-learning. Not only would this be beneficial for innovating ways of maintaining effective teaching and learning from a distance but of increasing our digital competences and awareness of the ways these skills can be brought into the classroom when in-school teaching returns. The training session was extremely useful. It was truly inspiring to see enthusiastic, passionate leaders from across the world sharing innovative ways to use this platform. Much of what was discussed was already familiar to me but this reinforced the good practice already in place at my current school. However, there were some interesting new ideas shared, for instance, how to make video recordings more interactive on SeeSaw. Although I already knew how to record a video directly through the app, I didn't know how to shrink the videos down and them to the corner of a page, with an arrow to indicate "click here".  This may seem a simple tool but it is one which means that learners have the choice to either watch the videos for guidance or, if they prefer, they can work through the activities independently. This allows the children to have a sense of agency in their learning. This is particularly important as we cannot know how much support is provided at home. The guidance videos can provide helpful scaffolding for learners who may struggle to understand the content by simply reading the slides.   There were also some useful tips, regarding the use of folders on SeeSaw, presented. Using folders, it was suggested, helps to manage a 'virtual' learning environment. In addition, privacy and collaboration options were detailed, and the pros and cons of allowing pupils to access and comment on one another's work, debated. We were then shown how to make specific tasks collaborative rather than every piece of work. This is important as school working towards more collaborative work and I was eager to create a task that allowed the children to connect with their peers during potentially isolating times. As my placement school also uses SeeSaw within the classroom and to set homework, these tips will be particularly helpful even when schools return. I would even consider teaching the skills to students so that they, too, could create their own engaging content. For instance, videos summing up what they have learnt, in a fun and creative way, could be used as innovative plenaries. Parents would have access to these videos at home and this would allow them to feel more involved in their children's learning.    

Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? ☐
 



Safonau/ Standards

Professional Experience Template 1: Paste text here
Pedagogy Standard: Advancing: Progression in Learning
What did you do and why?
Upon starting the first part of PTE1, my Class Mentor and I discussed which areas of the curriculum I felt slightly more confident in and which I would like to work on. We agreed that it was important to embrace challenge, just as we encourage our learners to. I was, therefore, keen to gain experience in teaching Mathematics. Although I was reasonably confident in my own mathematics skills, it was probably the area within which I was very conscious that my explanations may not be as clear and, therefore, less effective and impactful for our learners. I was eager to find out more about the variety of effective ways in which Mathematics can be brought to life for pupils, especially as this was my focus for my 6007 assignment. Throughout my research for the assignment, I discovered that it is important that teacher's model their own fallibility within any AoLE whilt also ensuring that this is seen as a starting block for progress rather than a barrier. This was particularly important in the area of Mathematics, where there has long been a misconception that some people have 'mathematical brains' and others do not.  It was this research and many productive conversations with my Class Mentor that lead me to take the lead for planning a series of maths lessons during this period of remote learning; lessons which built on one of my initial lessons from November. 
​​​​​​​
I sought the advice and support of my Class Mentor from the very beginning in creating resources that met the needs of all learners. My Class Mentor was able to help me think about the various manipulatives that would help learners visualise the maths at work (when we were in the classroom) and how we could translate this to online learning (in the new term). I discussed my concerns that I may be overcomplicating my explanations and, together, we discussed the ways in which we could ensure the outcomes of the lesson were understood by all learns and how we could scaffold the learning where appropriate and further the learning of those who had already grasped the initial concepts. We discussed the need to create and provide extra resources for some learners. This was also informed by a communication with one parent had indicated that their child was struggling to remember the basic mathematical concepts. We therefore decided to split the lesson on counting on into two separate lessons to really focus on the initial foundations of addition and subtraction. We also decided that we would further create an extra lesson for both of these lessons that was focussed on individual pupils, in response to this communication. For these two lessons we focussed on the Y1 outcome of the 2008 curriculum and discussed the importance of understanding that progression is linear and, therefore, we must consider the needs of each child and where they are at on their journey. This reflects the ethos of the new curriculum progression steps.

What have you learned?
From my initial lesson in November, I was able to develop and improve my explanation over the course of the carousel activity by listening to what was working for the learners and adapting accordingly. This helped to inform my recap lesson in January and subsequent lessons that built upon this skill.  It was highly encouraging to see their progress and to find that pupils who had been reluctant to try all of the challenges initially, were now more confident.

What next?
Continue to research various ways of teaching Mathematics and Numeracy. Seek advice and support of mentors and informal resources as well as academic literature. Actively seek to experience another strand of the Mathematics and Numeracy AoLE and particularly within KS2 so as to gain an insight into how the learning progresses and builds upon the foundations we have already established. 



Professional Experience Template 2: Paste text here
Pedagogy Standard: Refining: Managing Learning Environment
What did you do and why?
Pedagogy Refining: Managing the learning environment
The student-teacher understands the importance and demonstrates the effective establishment and on-going management of the learning environment, in promoting positive learning habits and behaviours that meet the four purposes and are understood by learners in that context.

During weekly reflections, my Class Mentor expressed that she was very happy with the way I engage with the pupils.  From the outset, I sought to establish a positive environment and establish connections with all learners. However, the busy rush of the classroom can mean it often becomes difficult to balance meeting the needs of individual learner's and whilst also ensuring group learning is possible.  I discussed with my class mentor that I did not yet feel confident in my behaviour management skills. Though I had not experienced any major behavioural issues, and simply experienced more low-level disruptions; such as chatter and occasional impatience of learners; this often meant that the valuable learning time was lost. The Great Teacher Toolkit indicates that minimising wasted time is essential to effective teaching. This is something I felt I initially struggled with. I had a strong desire to hear what each child has to say and to give all children a chance to speak. Indeed, ensuring children feel heard and understood can be an effective behaviour management strategy, in itself, as well as a essential to allowing them to feel involved in their learning. However,  this could be seen as idealistic and is not always benefitial to the children. To allow every question, comment or idea to be spoken at any time, or noise to exceed levels which allow others to be heard, does not leave to effective teaching and learning. Similarly, it does not teach students the important skills needed to respect other people's voices.

Through productive discussions with my Class Mentor and through further research, it became clear that children need stability, structure and clear expectations as much as they need teachers who can empathise and relate to them. High expectations show students that we believe in them, no matter what their ability or their background. My Class Mentor, therefore, suggested I trial some different, basic classroom management strategies to begin to instil this sense of structure. It was hoped that doing so would allow me to gain confidence with my day-to-day classroom management. From there, I could then look into how to anticipate and respond to more severe incidents. 

Strategies we discussed and trialled included some that my Class Mentor already uses with the class. This was particularly useful as the children were aware of the expectations already and, as my Class Mentor highlighted, it can take time to familiarise children with new strategies and, therefore, it can also be difficult to determine how effective they are in such a short space of time. Behavioural management strategies included, but weren't limited to:
- Non verbal cues to signal silence such as holding hand to show I'm waiting for silence. 
- I also adapted this towards the end of my placement to use some 'superhero poses' that I had practiced with the 
Children during my first P.E. lesson with them. As soon as the children saw me forming, for example, a Superman 
Pose, they knew that the noise had become too loud and so they all needed to stop and do the pose too. 
- Waiting for silence. 
- Countdowns such as "un, dau, tri, eyes on me."

General classroom management strategies included:
- Using timers to ensure that explanations, whole class-teaching and carousel activities are kept clear and succinct. and that interest is not lost. Also ensures all students are able to get the full amount of time on each activity.
- Planning which resources needed to be ready at the table, in order to make smoother transitions
- Clearer learning objectives and success criteria to help children understand what the purpose of the lesson is and, therefore, minimise questions that will be answered shortly.
- Detailing the structure of the lesson from the outset
What have you learned?
Once I began to implement these changes, it was incredible just how much of an impact even these small changes can have on behaviour. This, in turn, meant pupils were able to access the learning more easily. Pupils appeared more confident in the structure of the lesson and were less inclined to shout out or ask questions that were about to be addressed. This did not mean that they were afraid to ask questions but that, rather, that their questions were more relevant. Reducing the number of small disruptions meant that there was more time to recap at the end, using AFL strategies to see if learning had been effective. It also meant that the idea of building those connections with the children, that I had sought to establish early on, was still possible as there was more time at the beginning and end of the day, instead of mid-lesson, to find out what the students were interested in and their 'burning questions'. The children appeared to feel empowered by the more coherent structure, as it allowed them to visualise how the day would go. They also seemed to listen more intently, knowing that there was a clear trajectory to each part of whole-class teaching. 

What next?
My class mentor and I both agreed that these changes resulted in a significant improvement in my classroom management. However, we discussed the need to research and trial more strategies in future placements and to continue to improve my confidence so that I can apply these strategies consistently. Although I always aimed for consistency, having more confidence in and awareness of the strategies available to me, and a clear grasp on expectations, would improve this. I will also look into behaviour management, in particular, as it is an area that can seem daunting but is vital in order to support individuals on their learning journey and help them to navigate the variety of experiences and people they will encounter in life. This will include looking at responses to more severe behaviour management issues.  I will also ensure I continue to collaborate with my Class Mentor on future placements, as they will have already worked hard to establish routines and expectations that I can incorporate so as to ensure consistency whilst also integrating new approaches in a way that does not confuse children. Having listened to several informal but highly informative education podcasts, such as the Pivotal Podcast (Dix and Mulyerne, 2013), it is clear collaboration with mentors and senior management is very important for effective behaviour management. 




Professional Experience Template 3: Paste text here
Pedagogy Standard: Influencing: Sustained effort and resilience in learners
What did you do and why?
I shared my ideas for a sequence of engaging lessons on recognising, understanding and responding to our emotions, early on. My Class Mentor and I, therefore, agreed I wou take responsibility for the well-being checks for my class throughout this term. This allowed me to plan for a series of lessons that would build the children's skills of identifying their emotions; not only providing them with a respite from work but also building, incrementally, the skill of resilience. I felt this was important as it is becoming increasingly evident well-being must be at the centre of learning and, more than this, must be taught explicitly in order to ensure all children are given the opportunity to understand themselves and the world around them. It is particularly vital at the moment and even more so given the social-economic area of the school. Uncertainties and anxieties around the impact of Covid, in many households, may impact pupil well-being. This was made all the more visceral through a school ALN meeting I attended, which emphasised the impact of the pandemic on families who were already struggling. 
I, therefore, researched a variety of different mindfulness and well-being activities for children and investigated their benefits. I then shared these with my class mentor who agreed that they were all child-friendly and that the children would very much enjoy the activities, whilst also learning something from them. I then consulted the 2008 Foundation Phase framework and identified some key skills that children should develop throughout the course of Foundation Phase with regards to their personal and social development. I cross referenced this with the 2022 Health and Well-being AoLE’s ‘Statements of What Matters’ and ‘Progression Steps’ to map out a clear guide of the progressive skills that children need to learn and develop throughout Foundation Phase. I chose 3-4 steps from Progression Step 1 and 2 worked backwards from these to plan my series of lessons. From here, I consulted my bank of research from some leading practitioners in this field (Good Morning Miss Foster and Courageous Cubs) for inspiration. I used a variety of different methods to teach these lessons, including: creating poems; using video recordings of myself to provide a more personal and relatable interactions; audio recordings; Google Forms; outdoors activities; and creative arts activities. I experimented with different functions on SeeSaw to ensure each lesson was fun and interactive, whilst also ensuring the focus on creating a calm atmosphere was not lost. Furthermore, I attended a 'Well-being Warriors' live CPD session with Good Morning Miss Foster to further investigate ways of improving well-being amongst children during remote learning. This was extremely beneficial and I shared my findings with my Class Mentor, as well as peers. I used and adapted breathing exercises, 'balls of emotion,' a 'well-being check' form and a 'I will do it' chart, provided by Good Morning Miss Foster, to compliment the lessons I had designed. 


What have you learned?
The well-being check provided an insight into how our pupils were doing during these difficult times and opened up conversation regarding 'uncomfortable' emotions. I chose to use this phrase instead of 'negative' following on from my own productive conversation about the risk of using 'negative emotions' with peers and from watching the afore-mentioned CPD session. I used recorded feedback to address all emotions that pupils had identified, including those that were difficult such as feelings of sadness around the loss of a family member. I felt using my voice would reinforce the importance of talking to people and would feel more relatable than a simple comment in a comment box.   

What next?
In future lessons, I would like to build on these skills to discuss empathy and the consequences of our actions. This would tie in well with how we recognise, manage and respond to our own emotions and would help children to become ethical, informed citizens as well as the healthy, confident individuals they have already been working towards. I would also like to research how the Health and Well-being AoLE will look in primary schools.


Part 2: Critical Reflection
A critical reflection (2000 words, +/-10%). Based on the evidence collected for part 1, identify one specific area for development and justify, with reference to literature, how you will develop this in future teaching.

Introduction
[bookmark: _Hlk66006892]Effective classroom management is essential to effective teaching (Coe et al., 2020). For teaching to be impactful, students must believe in their teacher’s ability to create and sustain engaging, purposeful learning in a supportive environment. However, classroom management is often considered one of the most difficult and daunting skills in the teaching profession (Dix & Mulryne, 2013). The broad spectrum of competences this area of teaching involves can appear difficult to master. However, many experienced teachers often seem to manage a classroom with confidence and ease; making classroom management appear something that teachers must naturally excel in. Dix and Mulryne (2013) suggest that, in reality, this is rarely the case. The appearance of natural classroom management is often exactly just that: an ‘appearance.’ As with any aspect of teaching and learning, classroom management requires investment in time, research and innovation. Indeed, the Welsh Government stresses the importance of continually developing these skills, rather than assuming a one-strategy fits all approach (Welsh Government, 2019). In the Professional Standards for Teaching and Learning (Welsh Government, 2019), it is stated that classroom management does not simply stop at the ‘establishment’ of a positive ‘learning environment’. Instead, it is an ‘on-going’ commitment to ‘promoting positive learning habits and behaviours that meet the four purposes and are understood by learners in that context.’ (Welsh Government, 2019). The purpose of effective classroom management, then, is more than simply maximising learning opportunities. It is about fostering positive attitudes and ‘behaviours.’ During my first teaching placement, behaviour management was an area I struggled in. Low-level disruptions meant that learning time was sometimes interrupted.  Through trialling more general classroom management strategies; such as time-management, clear instructions and nonverbal cues; I was able to see first-hand how effective classroom management can have a powerful impact on behaviour management. It, thus, became apparent that the two are intrinsically linked. Although behaviour management is a more specific area of classroom management, both significantly impact each other. However, the strategies trialled during my placement largely focussed on preventing low-level disruptions to behaviour. As I have yet to experience more severe disruptions to the learning environment and individual behaviour, in this essay, I will further explore strategies for both prevention and response; firstly, by exploring the possible roots of behaviour, to understand how effective classroom management can minimise the barriers behaviour may pose to individual learning and classroom culture; and secondly, by considering the diverse approaches to classroom management that may assist in informing my own choice of strategies. Finally, some practical recommendations for future practice will be explored before reaching a conclusion. 


Critical Discussion of Chosen Aspect
As stated in the introduction, classroom and behaviour management are interlinked. However, before exploring different strategies for managing both classroom and behaviour, it is important for any practitioner to first understand possible external causes that may impact a child’s behaviour.  In her talk on Restorative Practices, Knapp (2020) suggests that pupils often arrive at school with heavy backpacks, full of experiences that can dramatically impact their behaviour. Adverse Childhood Experiences (ACE), she highlights, can severely impact a child’s experience of and response to the education system. Knapp argues that, whilst there is little teachers can do to stop these outside factors, by taking a more restorative approach to behaviour we may minimise their impact on pupil well-being and, consequently, their learning. Both Hattie (2012) and Siraj-Blatchford et al. (2011) similarly indicate that teachers have a duty to address the negative self-image that detrimentally impacts the learning of many pupils from low social-economic backgrounds. In their (2011) study, Siraj-Blatchford et al. found that learners from low-income backgrounds who were well-supported by teachers, both with their academics and their behaviour, went on to ‘succeed against the odds.’ If we can find a style of classroom management that fosters this safe, trusting, restorative environment, it is far more likely that our pupils will ‘succeed against the odds’ (2011). 
This, too, is supported by the Great Teaching Toolkit (Coe et al., 2020), which cites a ‘supportive environment’ as vital to ‘great teaching’ (Coe et. al, 2020). The Toolkit also, however, clearly indicates that more general classroom management strategies; such as time-management, routines and resources; are essential to maximising learning opportunities and motivating students, reinforcing the link between classroom management, behaviour and learning.  Indeed, as Cowley (2014) and Wright (2005) suggest, there can be a myriad of reasons for changes in a child’s behaviour. These factors include such seemingly trivial changes as the weather or incidents on the playground. It is, therefore, important to consider all areas of classroom management, if we are to begin to navigate the complex and varied factors that impact children’s behaviour and, consequently, their learning. Maintaining this supportive environment whilst also providing a clear sense of order is a balancing act that may feel easier to prescribe than to put into practice. This essay will, therefore, now consider the different approaches to achieving this balance before suggesting some practical strategies for putting effective classroom management into practice.

There exists a wealth of research, theories and practical guides on classroom and behaviour management. As Rogers (2015) highlights, behaviour management involves multiple disciplines, namely ‘philosophic, pedagogic and psychological’ studies.  Questions of ethics, efficacy and the overall purpose of behaviour management often make it difficult to determine one definitive idea of good practice. Even the language of behaviour management can feel uncomfortable or unproductive, including commonplace terminology such as ‘behaviour management,’ (Dix & Mulryne, 2013) ‘negative emotions’ (Foster, 2021) or ‘punishment’ (Rogers, 2015). In the early to mid-20th century, behaviourist theorists, such as Skinner, proposed methods of ‘conditioning’ students to associate undesirable responses with punishments (Aubrey & Riley, 2019). In this theory, classroom management uses rewards as motivation and punishments as deterrents. Educational theory has largely moved away from the more controversial aspects of this theory, but elements of it still influence current thinking and have played an important role in the development of learning theories (Aubrey & Riley, 2019). Rewards and positive reinforcement are often used to encourage engaged behaviour and to motivate students. However, many argue that operant conditioning fails to teach the students why their behaviour is important and to demonstrate its real consequences for both the individual and others (Rogers, 2015). 

It is widely believed, today, that behaviour is a skill that requires thoughtful teaching just as any other skill (Knapp, 2020; Foster, 2020; Roger 2015). Roger (2015) argues that children should be encouraged to take ‘ownership’ of their behaviour, being held accountable for their actions by explicitly teaching them the consequences. Approaches to achieving this vary. Canter’s ‘Assertive Discipline’ model stresses that the teacher, too, has rights (Rogers, 2015). That is not to say that the teacher’s rights are more important than those of the child but, rather, that the teacher’s rights must not be forgotten. The focus is on establishing clear limits which must be respected by both the teacher and the students.  This clear structure is appealing. There is less room for error and there is a sense of fairness in the consistent application of the rules. However, it perhaps fails to recognise the flexibility required when responding to the ‘distinct personalities’ and abilities of a classroom (Rogers, 2015). Like Canter, Lemov suggests that teachers be ‘a stickler for 100%’ (2012); meaning that the moment teachers allow their expectations to drop, pupils may begin to take advantage. Cowley (2014), however, argues that some degree of ‘flexible consistency’ is needed and Foster (2020) suggests we differentiate our approach to behaviour management. This does not mean we lower our expectations, nor that we allow some children to ‘get away with’ disruptive or dangerous behaviour more than others. In fact, much of the literature discussed above shares a key theme: high expectations are vital. It means, however, that we differentiate the way we teach these students about the implications of their behaviour and how to self-regulate their emotions. 

Finally, another common factor amongst this literature is that most classroom management strategies recommend focussing primarily on Highlighting the positive behaviour demonstrated by the children or, alternatively, explaining what a child could do to behave in a positive, productive manner.  This is often considered far more effective than simply telling a child what they are doing wrong, as children begin to take responsibility for their actions and envisage positive ways forward (Lemov, 2012). For more severe disturbances, restorative practices are another method of achieving this and are, in many ways, encouraged by many of the theories discussed above, if only implicitly. Restorative practices focus on asking the child to reflect on: what happened, who it affected, their thoughts and feelings at the time, how they can correct their mistake and what will they learn moving forward (Knapp, 2020). To establish this positive learning environment, recommendations for my own practice will be outlined below.

The first recommendation is to define and write up my own approach to classroom management. This is important as practical strategies must reflect this approach. Indeed, Cowley (2014) and Wright (2005) indicate that each teacher will have a unique personality which can facilitate effective classroom management. However, each personality can bring with it elements that will not be compatible with all learners (Cowley, 2014). As reflective practitioners who teach our students to empathise with one another, we, too, must consider the needs of all students when developing our approach to classroom management. This means our teacher ‘personality’ and approach to classroom management may require adapting over time. A carefully considered general approach, however, will allow us to feel more confident in our management of the learning environment no matter where that environment may be.

Once an approach is established, it is important to have at our disposal a list of strategies that facilitate this approach. With regards to behaviour management, these can include but are not limited to: meeting and greeting children at the door to make their voices heard immediately (Foster, 2020); taking time to understand each individual and their context in order to prevent, anticipate and respond appropriately to their behaviour (Evidence Based Education, 2020); positive ‘recognition’ of behaviour to embellish other classroom strategies, such as interspersing countdowns with praise (Dix & Mulryne, 2013), co-creating rules and routines to establish shared ownership of behaviours (Lemov, 2012; Rogers, 2015); explicitly teaching consequences to actions, including low-level disruptions (Rogers, 2015); using clear, concise and assertive language (Lemov, 2012);  positive notes or phone-calls home (Dix & Mulryne, 2013); flexible consistency and differentiation (Cowley, 2014) In addition to behaviour management strategies, general classroom management strategies must also be explored. As earlier discussed, effective management of time and resources has been proven to positively impact pupil behaviour as much as specific behaviour management strategies which, consequently, impacts learning. 

General classroom management strategies for consideration include: using visual timetables, which have been shown to help learners visualise how the day will run and consequently reduce anxieties, particularly for pupils with Additional Learning Needs (Foster, 2020); maximising learning time by ensuring resources are effectively distributed and easily accessible (Coe et al., 2020); involving children in routines that could reduce transition times and minimise time wasted (Lemov, 2012); ensuring ‘stimulating’, informative lesson content as this will encourage engaged, on-task behaviour (Wright, 2005); and providing clear structures, learning objectives and success criteria that will enable children to feel confident when working independently and, therefore, reduce the chance of confusion, off-task behaviour or loss of interest (Coe et al, 2020). 

Once a clear approach to classroom management is formulated, and a bank of strategies established, the final step for improving classroom management will be thorough, well-thought-out planning for lessons. Planning is often suggested to be one of the most important areas of behaviour management. Though challenges within the learning environment can never be fully anticipated, it is important to carefully consider potential situations that may arise in order to, firstly, prevent problems where possible and, secondly, respond appropriately. As a result, behaviour management will not be reactive but, instead, purposeful and meaningful.  


Conclusion
[bookmark: _Hlk66012757]In conclusion, this essay has found that classroom management, and all that it encompasses, can have a significant impact on pupils’ behaviour and, consequently, their learning. It is, therefore, vital that teachers continually work to develop and improve their skills in this area. From an analysis of the literature, it is clear that the vast array of skills required to do so should not be seen as daunting but rather an exciting opportunity to inspire a love of learning within children. It should also be a chance to model the kind of behaviours that will help children navigate their way through life; interacting respectfully and positively with others whilst demonstrating resilience and self-belief. To ensure that my own approach to classroom management helps learners to make the most of their time in school, some practical suggestions have also been outlined. These are not exhaustive as it is more useful for a practitioner to have a small bank of effective strategies that work rather than a large list of interchanging approaches; by changing approaches too frequently, routines may become inconsistent and students may not feel safe in their classroom environment. Therefore, from here, it will be valuable to research further strategies and to compile a list of ideas. This will involve: discussions with colleagues; consulting informal sources such as teaching blogs; further researching the philosophy, psychology and sociology of the classroom; regularly reflecting on own experiences; and putting these strategies into practice in future teaching. Upon entering new classrooms, I will, subsequently, be equipped with a series of clear ideas and this will increasingly assist in demonstrating confident, effective classroom management that benefits all learners. 
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