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What impact does practical demonstration (as a visual resource) have on pupils’ learning and engagement?

	
	Targed/Target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn.

What I have done in this assignment.

	[bookmark: cysill]Targed/Target 1
	Consider developing counter arguments when critically evaluating the impact of your practice.
	I have ensured that counter arguments are addressed. Although the research was largely successful, I sought to provide alternative counter arguments to the research experience and addressed the weaknesses, with recommendations on how to mitigate against these in future. Moreover, although the consensus of much of the current thinking supports the idea of task modelling, I was particularly robust in finding other points of view that outlined potential pitfalls and risks.

	Targed/Target 2
	Engage with a wider range of relevant literature to inform and build your personal viewpoint.
	I sought to read as widely as was possible on this specific subject.  Moreover, I sought to expand my reading so that wider issues, which impacted on the subject, were addressed as part of the review (e.g. classroom culture, encouraging creativity etc.)

	Targed/Target 3
	
	



Research project:
Researching the Learning.

Aims, Focus and Purpose.
	
	In determining my research project, I first considered the aim, focus and purpose of an appropriate project and as a key part of this I sought to identify a classroom issue that interested me. The issue that most struck me centred on the impact of conducting practical demonstrations in relation to learning and understanding in an art lesson. In my practice school, I ensured that practical demonstrations were included as an integral component of every lesson I taught and as such, I was interested to learn about the value of classroom demonstrations as an enabler that may enhance learning for pupils.

Research Context.
	 
	In terms of context, the class in question consisted of 28 pupils. The class were Year 8 Key Stage 3 and there were 3 pupils with additional learning needs (ALN), one of whom had a teaching assistant (TA) in support of their distinct requirements. I discussed the issue of classroom demonstrations and the contextual setting of my class with my student teacher partner, and we agreed that for his research he would also concentrate on the issue and would focus on a class of a similar size, background and circumstance. In the interests of formulating a body of research that would help us become better informed and cognisant with this specific issue, we developed the following research question: 

· What impact does practical demonstration (as a visual resource) have on pupils’ learning and engagement?

Literature Review

	To find out more about the value of classroom demonstrations and their impact on pupils’ learning and engagement, I undertook an investigation into the current thinking by reading relevant literature available on the subject. 
	In their examination of learning in art and design education, Addison et al (2015, p. 35) suggest that teachers may find ways of accessing visual and tactile thought by encouraging students to explore through practice. Moreover, they argue that physical and semiotic skills can be learned via imitation, instruction or self-regulation and that in the formal setting of the classroom it may develop increased motivation. In consideration of their arguments, I am struck that the relationship between teacher and pupils is clearly of an interactive and collaborative nature and that in this context, learning is thus mediated rather than directed. In summarising these ideas, Addison et al comment:
	
	The important thing to realise is that deep learning does not take place through 	transmission, the passing of knowledge from one to another; rather knowledge is 	constructed between people (2015, p. 35).

	This view clearly supports the central idea behind our research question. Indeed, analysis of other theoretical texts reveals an emerging consensus of opinion on the matter. In particular, Riva and Korinek (2004, pp. 55-63) believe instructional modelling can accrue significant benefits to students. They maintain that through modelling, pupils may develop a clear understanding of both process and product and that when pupils observe a teacher demonstrating how to perform tasks, they are more likely to become successful in applying the skills learned. In addition, instructional modelling amongst peers within the class, whereby pupils may instruct each other on a given task, can deliver palpable benefits. Not least amongst these benefits is a development of strong peer relationships and increased self-esteem amongst the group and individuals. Based on these ideas, it seems to me that the potential synergy that may be achieved through such an environment is highly desirable. At its best, modelling may encourage pupils to learn intuitively and may allow pupils to develop to a position of independence, whereby teaching and learning becomes seamless and continuous.
	In contrast, other viewpoints are alert to some of some of the potential pitfalls of instructional modelling. Gardner (1994, quoted in Loeser, 2014, p. 46) argues that modelling, if overused, may suppress individuality and creativity. Whilst Gardner recognises the benefits of modelling in helping to construct knowledge and shape beliefs, it is argued that we should, “be careful with regard to the extent that modelling practices are employed in the classroom as students cannot always imitate what they see and hear”. Moreover, we are reminded that it is also the role of teachers to ensure that pupils grow into becoming creative and independent thinkers. It is perhaps pertinent to regularly remind ourselves that although modelling may have distinct benefits, it should never be at the cost of inhibiting a pupil’s uniqueness or creativity. 
	Modelling a procedure for students, requires the teacher to share their ideas in open plenary, which may often involve a strategy of ‘thinking aloud’. It is a strategy that involves significant investment for the teacher and Walker (2005) expresses concerns that some teachers maybe reluctant to adopting think-aloud strategies. Indeed, rather than simply demonstrating a task, in some classroom settings a teacher may be required to explain the process they use to establish meaning from the task (Loeser, 2014, p.46). Nevertheless, it seems to me that if one is committed to making that real investment, a dynamic learning environment may occur, whereby the teacher not only explains the process, but can also ask the class to articulate their understanding, in an atmosphere of shared openness.  
	Although research indicates that instructional modelling is highly effective, it is perhaps also important to consider how teachers may use this opportunity to demonstrate attitudes, beliefs and behaviours. The idea of the teacher as a role model in these circumstances is discussed in Higgs and McMillan (2006), who argue that most pupils regard teachers as competent adults and may thus adopt the behaviours they observe within the classroom. If used correctly, this can be an influential teaching tool and may have a powerful effect on the culture of the classroom and the wider school. In considering the cultural opportunities for teachers, one is mindful of the work of the cognitive psychologist Jerome Bruner (1977) and his development of scaffolding theory. Bruner’s work which built on the ideas of Vygotsky’s (1934) concept of experts supporting learners, found that children may be more effective when learning new concepts by active support from competent adults. Indeed, whilst support may be needed at the outset of the learning, a teacher may adjust the amount of invention required, in an environment that supports the pupil to a position of greater independence and autonomy. Clearly with scaffolding structures present, the fluidity between teacher, pupil and class in an atmosphere of positivity, can accrue discernible benefits for the learner.
		Ultimately, the consensus resulting from a wide range of literature and research on this subject, suggests that demonstrating a process or method can have significant benefits in art and other subjects within education. Nevertheless, as Lowenfeld and Brittan (1987, quoted in Addison et al, 2015, p. 41) argue, care should be taken not to stymie a pupil’s personal experience or to inhibit their motivation by being too prescriptive. Arguing that the teacher’s role is to find ways for pupils to take on responsibility for their learning, Lowenfeld and Brittan comment:
	The child draws only actively what is in their mind… A child knows a great deal more 	in a passive way than is included in the drawing. Part of the teacher’s responsibility is 	to make this passive knowledge more active.





Methodology.

	The methodology employed is Lesson Study research, which is a form of classroom action research. As described on my ethics form (submitted separately), Lesson Study is a model that centres on research led by teacher experience and originates from the Japanese education system (DfE, 2009, p. 5). The model can assist teachers to observe learning in clear detail and can help distinguish the gaps between assumptions and the reality of learning. In this way, teachers are more informed and can thus plan with greater accuracy to ensure that student’s needs are appropriately met. It is a collaborative methodology and as such learning is regularly reviewed in partnership with peers and students, with adjustments designed to meet the evolving needs of the class (Dudley, 2014). Moreover, one’s findings may be shared with wider stakeholders throughout the teaching community (DfE, 2009, pp. 5-6). In his research paper on Lesson Study, Olson finds that teachers who participated in studies, reflected on their pedagogy and as a consequence of sharing their findings with peers, notably improved their practice (2012, p. 599). 
	There were three methods of data collection employed within the research methodology. They were reflection, observation (non-participant) and focus group. In addition, my observational notes were taken from my mentor’s feedback (see appendix) and from my personal observations, which were written following the lesson, thus the data was qualitative in nature. The methodology was undertaken as a collaborative study and the agreed way forward was designed as follows: 

· Two distinct lessons, although similar in content and shape were planned.
· One partner would teach a lesson, whilst the other would assume a role of observation.
· Following this, the roles of each partner was then switched for the next lesson.

	To assist with the capture of appropriate and meaningful data, we developed an observation schedule, using a revised version of the Leuven scale. The Leuven scale is an assessment model developed by Ferre Leavers (1995) at Leaven University in Belgium. It is a graduated scale that allows practitioners to measure children’s well-being and engagement. An example of our observational model based on Leuven, can be found in the appendix.
	Using an observation key, three pupils were randomly selected by our mentor and identified as A, B and C. Their levels of engagement were graded and recorded on a graduated scale of 1 to 5, with descriptors for each grade identified as follows: 
· Grade 1 = Extremely Low (Typically a pupil who shows no level of engagement), 
· Grade 2 = Low (Typically a child slightly engaged in part with some of the activity, but with a with lack of concentration), 
· Grade 3 = Moderate (Typically a child who appears to be engaged with the activity, but was easily distracted), 
· Grade 4 = High (Typically a child who was completely engaged with the activity) 
· Grade 5 = Extremely High (Typically a child completely engaged with the activity; and was creative and enthusiastic).

In addition, the observer was asked to look for and record the following during the demonstration:
· Signs of the pupils’ readiness and preparation for the demonstration (i.e. how long did it take them to gather around the table and was the demonstration clearly visible to each of them?)  
· The level of attention and engagement observed during the stages of the demonstration (i.e. beginning, middle and end).
· The focus of each pupil, when other students were being asked to describe the demonstration and the task at hand.
· Did the pupils need further explanation (or one to one support) following the demonstration?
· Did the pupils understand and meet the lesson objectives?

Following each lesson, one partner conducted a focus group with the three designated pupils, whilst the other took notes of proceedings. The focus group discussion was based around the following four questions/topics:

· Could you explain what you have learnt from this demonstration?
· How has this demonstration helped you achieve the success criteria?
· What suggestions could you give to make the demonstration more effective?
· If a practical demonstration hadn’t been provided, how do you think you would have completed the task?

After the first focus group, we reflected upon the feedback received and decided to factor in an extra question. The additional question was, what do you think of the length of the demonstration?
Our personal reflections on our demonstration were captured using a reflection model. This was adapted from the Gibbs Reflective Cycle (1988), which is a framework developed by Graham Gibbs to help structure how we learn from experience. Our model focussed on the following points:
· Description (describe what happened)
· Feelings (what are your feelings and thoughts regarding the experience?)
· Evaluation (what aspects of the learning experience went well and what were the elements of the learning experience that were not as expected?)
· Analysis (what would you keep the same in the future and what was the most unsuccessful and disappointing element of the demo?)
· Conclusions and actions (what are your possible solutions to the disappointing issues identified? What will you do next?).

Ethical Considerations.

	The British Educational Research Association (BERA) makes it clear that ethical approval must be sought and gained before beginning any research in education (2018). Emphasising the critical importance of ethics within research, McGinn reminds us that: 
	
	Ethical practice in research involves thoughtful reflection about how one ought 	to 	proceed in any given situation … it is more than simply the avoidance of 	being 	unethical or conforming to regulations. (2014, p. 159)

Responsibilities to participants are paramount and should consider issues of consent, transparency, the right to withdraw, incentivisation, identification of potential risk through participation, privacy, data storage and disclosure.
	
To avoid accusations of favouritism, pupils were chosen at random. The parents/guardians of all pupils in the class were sent consent forms. The names of pupils and school remained anonymous and information was kept confidential at all times. In addition, the pupils were informed that they had the right to withdraw their participation at any time throughout the process. When the research has been completed, all data will be securely destroyed. Details of this are outlined on the ethics form (submitted separately).




Lesson Study 1 Results and Analysis.

	The reflections, results and analysis for Lesson Study 1 are from the lesson taken by me. The lesson was based on monoprinting (see my lesson plan in appendix). The classroom was prepared for the pupils with books and printing resources on their desks ready for their arrival. Before the demonstration, the pupils viewed a PowerPoint presentation which described what monoprinting was and how to do it.  I began by asking what ‘mono’ meant in the context of ‘monoprint’. I then showed some examples of both artists’ and pupil’s work. I used questioning throughout the lesson, to stimulate prior learning and to reinforce new learning and understanding.
 	Next, I gathered pupils around the central table for the demonstration. I asked them to talk me through the processes and introduced them to key words like ‘noise’ and ‘lateral inversion’. All pupils were engaged and focused throughout the demonstration. I asked them about the success criteria displayed on the board and then asked them to repeat the set task back to me to check on their understanding and learning. My demonstration was backed up by printed resources, a PowerPoint presentation and verbal questioning throughout.
	I feel the demonstration was very successful. There was a good use of questioning throughout and this allowed the pupils to express what they already knew thus activating prior learning. In my opinion, by activating prior learning and by using questioning before I demonstrated the practical task, the pupils were suitably engaged and eager to learn. I believe it was extremely important to ensure that my resources and workspace were fully prepared. This ‘modelling’ of the workspace enabled the pupils to have confidence in me as a teacher, which in turn allowed them to fully focus on the demonstration and lesson. My organised approach avoided any risk of an untidy or disruptive environment and thus an atmosphere of calm and conscientiousness was ensured. My mentor commented that the pupils were fully engaged with the demonstration, that they were quiet, listened and watched throughout.
	What has become evident is that a demonstration is vital within an art lesson, so as to actively show the pupils what is expected of them and also to demonstrate how a successful piece may look. However, it is critical that all this is scaffolded with other resources, such as an informative PowerPoint with examples and a success criteria which defines exactly what is expected of them. As a teacher it was important that I also engaged with the pupils throughout the lesson, by asking appropriate questions. As an example, whenever I introduced a new ‘key word’ or a subject specific word, I asked the pupils to tell me what they thought it meant and how it related to the topic. The pupils understood the new key words and were able to recall them at the end of the demonstration. They were also able to explain what was required of them and to recall the success criteria.
	Following the demonstration, we asked the focus group questions as detailed in our methodology (above). Their answers to these questions were as follows:

· The pupils agreed they had learned about all aspects of monoprinting. They learned some keywords and how to make a monoprint.
· The pupils said it helped them understand what monoprint meant and how to complete the success criteria, which they were able to repeat. 
· The pupils all agreed that the demonstration was useful, but they felt that the drawing part of the demonstration could have been longer. On clarifying why, their response indicated they would like to see a good example in front of them, rather than displayed on the board.
· The pupils all agreed that although they had done a monoprint before, they would have been unable to complete the task again without watching the practical demonstration provided. They could all remember some aspects of the task (e.g. how to roll out the ink) but they needed the demonstration to take them through the other steps. They also felt the PowerPoint slides and questioning before and during the demonstration, enabled them to carry out the task.

	In analysis, I would employ much the same format for the demonstration element of my lesson. However, I would extend the main element of the demonstration, whilst still ensuring there would not be a negative impact on the lesson as a whole. The main task (monoprinting) in this instance, takes a lot of time and to encroach on the pupils ‘making’ would have had a detrimental effect on the pupils learning. It was important that most of the pupils were able to complete one monoprint. It was also important that the pupils had enough time to demonstrate learning, understanding and to fulfill success criteria by the end of the lesson.

Lesson Study 2 Results and Analysis

	The reflections, results and analysis for Lesson Study 2 are from the lesson taken by my partner. The lesson was based on monoprinting. My partner chose not to develop their own lesson plan but chose to use the one that I had developed (please see appendix). My partner was not prepared for the lesson. There was a PowerPoint presentation prepared based on the one I had developed, but the printing equipment was not ready for use. The lesson starter, which differed from mine took a long time to complete. As with my PowerPoint presentation, there were slides on how to and what is monoprinting. However, my partner chose not to question the pupils and thus missed the opportunity to trigger prior learning and to engage with the pupils. The pupils were asked to gather around the table, but it was noticeable there was a lot of low-level disruption and a lack of engagement. During the demonstration, my partner questioned the pupils to test understanding and he asked them about the success criteria. 
	In contrast to my lesson study, I feel that the changes my partner made to the drawing part of the demonstration (print making) were very good. My partner produced a good physical example of what a successful monoprint looks like. He also got the pupils to relay back what the success criteria were. However, the demonstration was confused and lacked preparation. The pupils were easily distracted and were talking. After the demonstration, a large percentage of the class questioned what they were meant to be doing.
	Following the demonstration, we asked the focus group questions as detailed in our methodology (above) with the inclusion of the additional question of ‘what do you think of the length of the demonstration?’. Their answers to these questions were as follows:
· The pupils said they learned how not to make ‘noise’ by not pressing hard, not to use too much ink and when prompted to monoprint.
· They felt it helped them to use clear lines, not make noise and fulfil the success criteria which they could repeat.
· They felt there could have been more questioning before and during the demonstration to help them understand the task better and to activate their prior learning (they had made monoprints the previous term).
· Two of the pupils agreed that without the demonstration they would not have been able to complete the task. Although all of the pupils could recall some part of the technique (e.g. how to roll the ink out) only one was able to use their prior learning to carry out the task. This pupil was the one who answered all of the questions during the demonstration.
· All of the pupils agreed that the demonstration was the right length.
	In analysis, I would retain the drawing element of my partner’s demonstration. He gave a little more time, which enabled him to nearly complete a finished example, which was in line with the feedback from my lesson. Whilst the feedback from my lesson study was addressed, the rest of the demonstration was completely different and seemed to lack energy, pupil engagement and also failed to gain the pupils’ confidence.

Discussion of Research Findings.

	With regards to the current thinking as illustrated in the literature review and with the personal experience gained in a classroom setting, I found that demonstrations are a very useful tool and if properly planned, they can offer valuable opportunities for learning. In terms of workspace modelling, it is essential that the teacher should be an example of a good role model. As we have seen in Higgs and McMillan (2006), the majority of school pupils regard teachers as competent experts and against this background, pupils are likely to adopt the attitudes they witness within class. The importance of this cannot be understated, if one is to aim for a learning environment that seeks to establish excellent cultural values and desirable behaviours, whereby learning opportunities can be fully optimized. These values are of particular relevance to Welsh educators, as they are consistent with the values that Donaldson (2015) seeks to embed in Welsh education. Moreover, it is also clear that the full range of scaffolding considerations should be factored in and that the lesson must be taken as a complete entity and not just a demonstration. By aiming for a holistic approach, where discrete needs are considered and responded to in a supportive scaffolded framework, the advantages of Bruner’s (1977) ideas become apparent. Support to pupils may thus be adjusted as and when to suit their individual needs and the pupil can accrue significant learning opportunities in a supportive environment.
	Through the experience of the classroom and from my reading of current literature, it is clear that the relationship between teacher and pupil should be interactive. Teaching and learning should be viewed as a process of mediation, rather than simple direction and this was my experience during the running of the task demonstration. Addison et al (2015) reinforces this idea by reminding us that deep learning is constructed between people, rather than simply passing knowledge on.  Against this background, I found that demonstrating a task clearly benefitted my class. Moreover, it encouraged my pupils to learn intuitively, whereby the atmosphere became almost seamless and continuous in nature.
	The consensus of opinion and my research experience indicates that demonstrating a task can deliver genuine benefits for pupils, if the demonstration is organised properly. Nevertheless, we should remain mindful of potential limitations or risks. A key aspect of our responsibility as teachers, is to develop pupils who are independent and creative thinkers and as Lowenfeld and Brittan (1987) suggest, care should always be taken to avoid negating a pupil’s personal experience by being overly prescriptive. 

Conclusion.
	
	In a critical examination of the lessons learned in undertaking this research exercise, it is apparent that the method of collecting data may not always be entirely reliable. It is clear that one should always be mindful of communication challenges between partners. Within this study, this was characterised when one research partner was unable to provide an observation schedule after the lesson, as agreed within the methodology. Unfortunately, the partner was unable to make immediate sense of their notes and needed to go away to write them up before sharing them. As a consequence, the opportunity to fully discuss the elements that needed amending for the second lesson, never occurred. This resulted in only a minor part of the demonstration being amended and the partner using the same lesson plan, rather than revising it from a newly informed perspective.
	Another limitation centres on the narrowness of the exercise. One may only acquire an understanding of the pupils’ engagement during the actual demonstration. From the data, it doesn’t necessarily follow that learning behaviours and attitudes observed would remain throughout the rest of the entire lesson. Moreover, the fact that participants were conscious of their involvement, in what they know is an exercise, may have meant that the Hawthorne Effect (Oswald et al, 2014) became evident. The Hawthorne Effect is a well-established theory, whereby it is recognized that participants in qualitative research may modify their normal behaviour, due to an awareness that their behaviours are being observed. Indeed, the small size and ratio of our research focus group (3 pupils in the presence of 2 teachers), may have further influenced their behaviour. In a sense, the Hawthorne Effect could be regarded as the ‘Achilles Heel’ of a great deal of qualitative research and to mitigate its impact I would consider an amended approach in future Lesson Study research exercises. It is possible that some mitigation of the Hawthorne Effect could be achieved through increasing the sample size and by running pilot exercises, where the participants become used to be being observed. The data from pilot exercises would of course be discarded.
	Nevertheless, as has previously been discussed there were also some clear strengths to the process, methodology and subsequent findings. An impartial reader of our research would certainly gain a broad-spectrum understanding of pupils’ learning in such an exercise. Moreover, it would inform their understanding of how to test the engagement of pupils during a demonstration of a task. Much of the lessons learned in our study and the overwhelming consensus of literary opinion, suggests there are elements of ‘read across’ to other learning situations. In particular, the findings that focus on role modelling, classroom culture and establishing conscientious and supportive learning environments are highly transferrable.
	Going forward and given the lessons learned, I would be particularly enthusiastic to run another piece of research in my next school experience. However, to ensure that the findings were more robust, I would adjust the procedures and methodology. This would include, running the exercise over a longer period of time, having a larger sample size (more pupils) and running a series of pilots, so that the participants become more familiar with the procedure and may thus behave more naturally. 

Recommendations.

	Based on the research data, the methodology employed, the research findings and the above discussion of current thinking, I would make a series of recommendations for future research. The recommendations to inform further Lesson Study research into the benefits, or otherwise of task demonstrations would be as follows:
· Ensure open lines of communication between all relevant stakeholders are maintained throughout the whole procedure. It is critical that stakeholders are fully aware of their responsibilities and obligations. So that there is a mutual understanding, ideas should be shared and discussed, to ensure the intent avoids nuance and therefore remain verifiable.
· A larger sample size (more participants) should be considered. A bigger sample may result in a greater accuracy of findings. As part of this, the researchers should assess the inherent balance of a focus group. It is arguable that the ratio of two adults (teachers) per three pupils is ‘top heavy” and is thus not appropriate.  
· Related to the above recommendation, steps should be taken to mitigate against the potential influence of the Hawthorne Effect. This may be moderated by running a series of pilot exercises, where participants can familiarize themselves with the research environment and thus feel more comfortable to demonstrate their natural behaviours.
· Explore ways of sharing research findings and good practice. In the case of the above research, a concise summary of findings can be shared amongst our peer group of trainee teachers and our educators. Further methods of sharing findings and good practice should be explored as one’s experience in research becomes greater. This may characteristically involve submissions to academic journals, web sites and presentations to education professionals. 

	If I were to conduct further Lesson Study research, the above measures would be adopted and revisited at regular intervals by all stakeholders, to ensure effectiveness and efficiency are delivered. In the spirit of continuous improvement, it is critical that research such as this, is dynamic and never rests on its laurels. As teachers and researchers of education and learning, it is essential to remain cognisant with the evolving needs of pupils.
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