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[bookmark: _GoBack]M6X02149. Assignment Title: A critical analysis of the relationship between teacher subject knowledge and effective learning and teaching in the primary school.

Introduction
The following essay is a critical analysis of the relationship between teacher subject knowledge and effective teaching and learning in the primary school. In this essay I will discuss and examine the importance of content knowledge and the impact that various teaching methods have on children’s learning. I will also reflect on aspects of my own teaching practice and analyse my own experience of subject knowledge within a lesson, in relation to the effectiveness of the children’s learning. I will support my discussion by drawing upon the appropriate literature, using research and relate these studies to my own Professional Teaching Experiences (PTE).
I completed the first part of my PTE in a small primary school, with 82 pupils, from 3 to 11 years of age (Estyn, 2012). The school is in a community with a high level of social deprivation (Estyn, 2012). In the school, ‘thirty-six per cent of pupils are eligible for free school meals, which is significantly higher than the average for the local authority and Wales’ (Estyn, 2012, p. 1). ‘No pupils speak Welsh as their first language or have English as an additional language’ (Estyn, 2012, p. 1). The school has identified about 40% of pupils as having additional learning needs and this is also considerably higher than the average for Wales (Estyn, 2012). 

I was placed in a mixed class of Year one and two pupils, aged between five and seven years old, with 17 children; 10 boys and 7 girls. The class teacher, who was also my mentor, was assisted by one teaching assistant and two support assistants. I will respect the identities of the children and staff within the school, in order to protect their anonymity and to maintain my ethical responsibility. I will not name the school in this essay, in order for the school to remain confidential. 


Literature Review
The National curriculum generates significant expectations with respect to teacher subject knowledge (Pollard, 2008), however the new curriculum in Wales (2015) places significant emphasis on teaching and learning approaches, in favour of subject knowledge. The new curriculum’s fundamental aim is for teachers to select good quality teaching and learning approaches, and to embed the cross-curricular responsibilities across all areas, whilst being creative in providing ‘rich learning for children and young people (Donaldson, 2015, p. 64).

In the 1980s, Shulman identified research on the content knowledge of teachers and of their teaching instruction, as the missing paradigm of research on teaching and learning (Shulman, 1986, 1987). According to Shulman (1986, p. 9), ‘the teacher need not only understand that something is so, the teacher must further understand why it is so.’ Shulman believed that the grasping of ideas by students, delivered by teachers, was not a passive act, but that students need to actively engage with the ideas, enabling teachers to ‘provoke the constructive processes of the students’ (Shulman, 1986, p. 14). Shulman (1986) created a model of pedagogical reasoning and action and this model is built on six elements, the first one being comprehension; which meant that a teacher should critically comprehend the set of ideas to be taught, to understand how the idea relates to other ideas and, to understand its purpose. The second stage of Shulman’s (1986) model is transformation; meaning, the way in which the knowledge is transformed from teacher to pupils, or similarly, the mode of instruction. The next stage of the model is instruction; and the means in which the teacher is observed during the instruction, such as, group work or questioning (Shulman, 1986). The next stage Shulman (1986) suggested was evaluation; which means, checking for understanding and adjusting the teaching if required, similar to assessment. Lastly, the final element of Shulman’s (1986) pedagogical model is reflection; meaning, to analyse, to collect evidence and to critically review. Above all, Shulman (1986) believed that pedagogical content knowledge was paramount to the knowledge base for teachers, believing, that it represented the ‘blending of content and pedagogy’ (1986, p. 8) into an understanding of issues, to be adapted and presented for instruction to the learners. 

Several studies have found that there is a relationship between the teacher’s content knowledge and their students’ learning gains, with Ball (1991, p. 5) stating that ‘teachers cannot help children learn things they themselves do not understand’. However, studies into these relationships, such as academic qualifications held by a teacher relating to student performance, have been found to be very small (Rockoff et al, 2011). Nevertheless, there is a growing body of evidence that can link more specific measures of content knowledge, in particular, pedagogical content knowledge in relation to student gains. For example, Sadler et al (2013) tested some teachers in relation to their students, and generally, their understanding of the content was good and overall there was a positive relationship between the teachers’ understandings and their students’ gains. Another study was done by Hill et al (2005), in which they investigated the importance of teachers’ pedagogical content knowledge in mathematics, and they also found that teachers’ understanding of their content knowledge in mathematics is related to the students’ level of learning. In their analysis, they found that the difference between high and low scoring teachers on their content knowledge was associated with more than a month’s learning for students and was similar to the relationship between socioeconomic circumstance and academic attainment (Hill et al, 2005). However, other studies have shown that there is no direct relationship between content knowledge and qualifications held in mathematics and how effective the teachers are in teaching it (Askew et al, 1997; Begel, 1979). Nonetheless, with Shulman’s (1986) model of transformation, it would seem obvious that teachers are unable to teach something they do not understand themselves. Ball (1988) stated that possessing a knowledge of mathematics was fundamental to being able to assist a learner, and that in order for teachers to select activities and tasks for pupils, they ‘must understand the mathematical concepts and procedures themselves. (Ball, 1988, p. 17). Further studies have shown, however, that it is knowledge specific to teaching or pedagogical knowledge, that facilitates effective teaching and learning and Hill et al (2005) noted that where teachers had stronger pedagogical knowledge, the pupils made better progress. Therefore, what is meant by knowledge specific to teaching? Knowledge specific to teaching in mathematics, was defined by Ma (1999, cited in, Murphy, 2001, p. 189) as having a ‘Profound Understanding in Fundamental Mathematics (PUFM).’ Evidence has also shown that many student or new teachers, with a good knowledge of primary mathematics are more effective (Rowland, Martyn. Barber and Heal, 2001). Rowland et al (2001) indicated in their investigations, that there was a positive correlation between student teachers’ audit scores and their effective teaching practices within schools. Studies have also indicated that teachers who have a greater skill of knowing how children understand mathematics, were far more effective (Aubrey, 1997). 

All this evidence highlights the suggestion that there is a distinction between having a good subject knowledge in mathematics, to having a knowledge of how best to teach it (Murphy, 2011). Appleton (1995) opposes this view and states that there is no simple association between effective teaching and subject knowledge and suggests that possessing a sound subject knowledge is only one factor contributing to effective teaching. He suggests that the most important role is to be able to understand how children learn and to empathise with them, in order to move their learning forward (Appleton, 1995). 

In a social constructivist model of teaching, and one which Rowland (1987) suggested, negotiation is followed by activity and discussion by children, with the teacher providing support and instruction, through constructive interventions, and the role of dialogue is paramount in the learning process. During this process, however, any intervention must be appropriate and must connect with the purposes of the learners, so their thinking is extended (Pollard, 2008). During this period, teachers need to draw on their subject knowledge and their knowledge of the learners, ensuring accurate judgement about the most appropriate form of input and various techniques of formative assessment (Rowland, 1987). Nonetheless, this also illustrates the important role of the teacher in scaffolding children’s understanding and the teacher’s crucial role in explaining, as an instructional facilitator of learning (Rowland, 1987). However, this is only possible when the teacher’s own subject knowledge is secure, as Alexander, Rose and Woodhead (1992) once put it, 

subject knowledge is a critical factor at every point in the teaching process: in planning, assessing and diagnosing, task setting, questioning, explaining and giving feedback (1992, para. 77).

Again, Shulman’s (1986) model and the most influential model of research-based support is appropriate, through the effective teaching of knowledge and also a view supported by Harlen (1996), Osborne and Simon (1996) and Watt (1996). From this empirical data, Ball et al; (2001) suggest that educationalists should question the development of teacher education, specifically in relation to the development of their subject-specific knowledge as this is crucial to educational reform. 

In the new curriculum in Wales (Donaldson, 2015), embedding of the pedagogical skills needed within classrooms is vital, in order for children to learn and to succeed as productive citizens in today’s society. The new curriculum for Wales recommends that the correct teaching methods are used, combining theory and practical knowledge skills, with each teacher selecting the pedagogical knowledge required for the developmental and learning stage of each individual child (Donaldson, 2015). 

As Shulman (1986) found, pedagogical content knowledge is needed to make this knowledge available to students. Likewise, in recent years, and stimulated by Shulman’s ideas, research in education has provided compelling evidence that the quality of teaching from teachers, affects students’ learning (Hattie, 2009; McCaffrey, Lockwood, Koretz, Louis, and Hamilton, 2004). Specific interest has been directed on teachers’ content knowledge (CK) and pedagogical content knowledge (PCK), with both types of knowledge being shown to have affected students’ learning particularly in the domain of mathematics (Baumert et al., 2010; Hill, Rowan, and Ball, 2005). Drawing on data and evidence from the Programme for International Student Assessment (PISA) in Germany, Baumert et al; (2010) indicated that CK and PCK affect student learning, however, despite the correlation between both CK and PCK, CK had a lower influence for student progress than PCK. Furthermore, PCK had the conclusive influence on the key characteristics of the quality of instruction and evidence of good teaching.

[bookmark: _Hlk534818559][bookmark: _Hlk534797520]In 2014 the Sutton Trust conducted a review of the research that underpins ‘Great Teaching’ (Coe, Aloisi, Higgins and Major, 2014). Great teaching is defined as teaching that leads to improved student outcomes and schools currently use frameworks which describe the core elements which form the basis for effective teaching (Coe, et al, 2014). Coe et al (2014) suggest that the best teachers demonstrate the six components of effective teaching, the first one being pedagogical content knowledge, and is the one that has the strongest impact on student outcomes. The most productive teachers have a strong knowledge of the subjects they teach and must also understand the way in which the students think about the content being taught and must also be able to identify students’ misconceptions (Coe et al, 2014). Grigg (2010) notes that teachers who possess a secure subject knowledge are of no value to their pupils unless they can communicate this knowledge in a way that the pupils can understand and access it, in short, what Shulman (1986) also refers to as pedagogical content knowledge. 

Following on from this view, the ways in which ineffective teaching impacts on children’s learning in the field of mathematics, has long been an issue amongst matters of educational policy and reform (Walshaw, 2012). Effective teaching is in some sense, a logical consequence of this new policy (Walshaw, 2012). The new curriculum in Wales (2015) recommends that teachers reinforce numeracy skills across the curriculum. Government recognise that young people need skills in mathematics, as numeracy competence, along with literacy and digital competence, are essential skills needed in life and work (Donaldson, 2015).  Mathematics plays a crucial role within society and historically, governments in Western countries have been put under pressure to do more to increase student performance, when compared with their international counterparts (Walshaw, 2012). International evidence shows that young people cannot do mathematics sufficient enough to thrive in the modern world, and particularly in the UK, the Government response was for educational reform and the call for evidence, which led to the introduction of the new Donaldson (2015) curriculum. In Wales, during the last century, it is generally believed that subject knowledge teaching is the best way to a relevant education (Donaldson, 2015). However, an increasingly common international approach, focusses more on learning outcomes than subject teaching and it is this approach that has shaped the new curriculum (Donaldson, 2015). Yet another influence on the new curriculum, has been globalisation and the increasing pressure in society to keep up with the modern world, leading to social changes, highlighted through people’s home and work lives. 

Myhill and Fisher (2005) believe that a nation’s curriculum is influenced by personal beliefs, values and attitudes, and international research supports this view of the curriculum being socially and culturally situated. For example, a highly successful literacy programme was led by Paulo Freire in the 1960s and was aimed at Brazilian sugarcane workers in order to liberate them by teaching them how to read, which would ultimately raise their political awareness (Larson and Marsh, 2005). The personal beliefs you hold can shape your teaching and Grigg (2010) advises teachers to be self-aware, by knowing their own beliefs and ideas and more importantly, to understand how these beliefs might influence what pupils learn. From the research by Coe, et al, 2014, regarding what makes great teaching, they note that teacher beliefs have some evidence of impact on student outcomes, therefore, they suggest that teachers should think about the reasons behind why they are teaching in specific ways and whether their beliefs are underpinning their pedagogy. A view also shared by Hattie (2012), who states that ‘teachers’ beliefs and commitments are the greatest influence on student achievement over which we can have some control’ (Hattie, 2012, p. 25).


Placement Teaching Experience
The topic that I was asked to teach was ‘The Great Fire of London.’ I read and researched all the facts regarding the event and using Shulman’s (1986) guide of pedagogical reasoning and action, I began with comprehension, with my understanding of the material that I needed to present to the children for effective instruction. Shulman (1986, p. 14) described the comprehension of the subject matter, ‘as a vehicle for the accomplishment of other educational purposes.’ As Shulman (1987, p. 7) emphasized, ‘teaching necessarily begins with a teacher’s understanding of what is to be learned and how it is to be taught’. I also believed this fact, although it seemed obvious at the time, however, I was apprehensive about the way in which I would transfer this knowledge to the pupils in an innovative way, resonating with Shulman (1987, p. 15) again when he stated that teachers should have the capacity to transform the ‘content knowledge he or she possesses into forms that are pedagogically powerful.’ Before I planned the lessons, I thought about the best way that the children could think about and remember the facts of the Great Fire. I decided upon role play and aimed for a lesson in which the children could imagine themselves there, during the time of the fire. According to Shulman (1987), this next element in the sequence of pedagogic knowledge is transformation and subsequently, the form of instruction. According to the psychologist Mayer (2011) the teaching-learning process is complex, and he explains this by stating that from a cognitive standpoint, instruction is defined as a manipulation of the learner’s environment which causes a change in the learner’s experience. This change is interpreted as new knowledge and therefore is the actual process of learning (Mayer, 2011). Mayer (2011) continues to explain his hypothesis and states that the success of the teaching is reliant upon assessment and how the learner has interpreted the teaching, and this is highlighted by the learner’s future performance and effectiveness. Prior to this lesson, the children already had the facts of the Great Fire presented to them, from various contexts, such as lessons and facts from books and also from tasks in enhanced provision. Therefore, I believed they already had enough facts and all the information they needed for my lesson. The objective of the lesson was for the children to ‘build on previous experience, speaking confidently and making themselves clear…’ (Learning Wales, p. 14). (Appendix 1). For this lesson, my focus was to improve the children’s understanding and learning, through providing model responses and effective questioning, evaluating and developing their responses, in the same way that Coe et al (2014) suggest that pedagogical content knowledge and the quality of instruction can improve children’s outcomes. Using Shulman’s (1987) model, the next element in my thinking was transformation, therefore, I had to select a mode of teaching within the focused task I delivered. I presented the children with a treasure chest (which we imagined had belonged to Samuel Pepys). The children were split into three groups, and together with their chosen group leader, guided by support staff, they had to choose an item from the chest to take with them, as they fled to the field alongside the river. The room had been set up with small tents dotted around the room, in order to re-enact the days of the Great Fire and the items they had to choose from were; blankets, money, cheese, books and leather buckets. I was quite apprehensive before the lesson as I knew that the children sometimes behaved quite erratically in certain group situations, however, there was a member of support staff with each group, in order to keep the children on task. The children had to think carefully about the items they chose and had to present their ideas and reasons for each item to the rest of the class. Child A sometimes complains when having to do structured tasks, therefore I asked him to be one of the team leaders, and by giving him this responsibility, he then excelled in the activity. For example; he came up with some thoughtful ideas about the blanket, as he said that the blanket could be used for a few people by keeping them comfortable, instead of just one person. Therefore, I made a note of this for future teaching approaches (RAG rating), to give him more responsibility, as previously, I had been unable to find ways in which to engage him. Donaldson (2015) suggests that teachers must use their pedagogical knowledge to facilitate children’s learning, enabling them to ‘apply their knowledge and skills to create ideas… and to think creatively to reframe and solve problems …and to lead and play different roles in teams effectively and responsibly’ (2015, p. 29). The children were encouraged to give their own ideas and suggestions and to justify their decisions and to respect each team member’s contribution, therefore, fostering independence. Fisher (2005) suggests that working together in challenges, using independent thinking abilities and identifying outcomes within groups, are the most effective pedagogical strategies. Additionally, the new curriculum in Wales (2015) states that a pedagogy that encourages group working and team working, is a good teaching and learning environment. An important feature of the Donaldson Review (2015) is the ability to function effectively as a member of a team, for these skills to be transferred to the workplace. There is also a range of research evidence indicating that cooperative learning is important and effective and there are positive effects of peer learning on motivation and achievement (Hattie, 2009). I assessed the children’s learning, through questions and observation, which is Shulman’s (1986) next stage of the pedagogical model. I ascertained where the children were situated in their understanding, at each stage of the learning process, as this was crucial for the success criteria and the effectiveness of their learning. Donaldson’s review (2015) strongly advocates an emphasis on progression, therefore, in my thinking and planning before the lesson, I wanted to set tasks that would build on the children’s previous knowledge, in order to engage their interest. The activity was interesting for the children and it had meaning for them, as they acted out their roles when they fled from the fire, and the new curriculum in Wales (Donaldson, 2015) suggests that lessons should be meaningful experiences for each child. Child B however, struggled to grasp the context of the activity. For example, he wanted to take the money from the fire as he wanted to buy a new game for his computer. I kept explaining to him that he was supposed to imagine himself hundreds of years ago, when there were not any computers or electricity. On reflection, and as this child normally had a one to one support, I should not have spent so much time panicking about him not understanding the concept, as in a later lesson in which we used role play and hot seating, he was the child that asked the most questions to the hot seater and he was able to grasp the concept perfectly. This led me to reflect on my assessment arrangements and also made me understand the reasons for assessment and highlighted the need to constantly adapt my teaching to meet the needs of individual learners.


The new curriculum review in Wales (2015) also highlighted a need for more effective assessment arrangements in schools, as concerns had already been raised by the OECD report (2014) stating, that student assessments were not supporting learning for all children, in line with national objectives. Assessment for learning is as relevant to effective learning as it is to assessment as it involves teachers providing regular feedback to learners, and adapting the teaching, to meet the learners needs (Donaldson, 2015). In the same way, peer collaboration and feedback, can provide a safe alternative to test ideas and concepts. The children felt safe in their learning environment and were not afraid to work together, checking with their friends, suggesting and testing out the different ideas. Dylan William (2006, cited in, Donaldson, 2015, p. 67) has suggested that effective teacher assessment can double each pupil’s rate of learning. Good teaching and learning, as defined by Donaldson (2015) must adopt the principles of assessment for learning, consistently embedding them into classroom practice (William, 2006, cited in, Donaldson, 2015, p. 68). Teachers should regularly reflect on their teaching practices and their individual children’s learning needs and learning successes, for each child to progress in their learning. Dewey (1933) studied the conscious process of reflection as a tool, which would help teachers throughout the learning process. I found the Assisted Reflective Conclusion models (Appendix 2) particularly helpful as they enabled me to critically analyse and adjust my teaching, in order to improve. Likewise, the final stage of Shulman’s (1986) model is concerned with the act of reflection and new comprehensions. Finally, I consolidated all the results and adapted my next plans to reflect what I had learnt. As I reflected on the lesson, I realised that by teaching through experience and through a theme, it was easier to extend the theme and to teach the core subjects of Language, Mathematics and Digital Technology throughout each lesson. For example, I decided to change the role play area into the ‘Pudding Lane Bakery’, and the children were again able to role play, communicating and structuring their play, whilst at the same time, learning money skills and communication. The children also made bread with a bread machine, comparing how bread was made hundreds of years ago to modern day, listing ingredients, weighing them, operating the machine, then eating their finished product. The curriculum purposes give prominence to developing the ability of children to ‘critically evaluate information, make connections, develop deep conceptual understanding and transfer knowledge and skills to new situations, making connections to real life experiences (OECD, 2008, cited in, Donaldson, 2015, p. 65). On another occasion, the children played a game on the computer about the ‘Great Fire’ in which they had to use skills and reasoning to explain their answers. Another lesson I planned, was one in which the children each wrote a diary (as did Samuel Pepys), in which they had to describe their feelings and actions as the events of the four days unfolded. The children thoroughly enjoyed each of the lessons connected to this theme and I felt that by the children learning in this way, they were able to fully engage with the lessons. I was able to engage with the curriculum by fulfilling its purposes (Donaldson, 2015), experimenting with ideas, through ‘rich, stimulating environments’ (2015, p. 66).



Conclusion

In the 21st Century, information can be easily accessed via the internet, through various modes of technology. However, in order to be an effective teacher, what is significant, as resonated by Shulman (1987) is the ability to transfer this knowledge into the minds and motivations of learners. The transformation model designed by Shulman (1986), emphasized how content knowledge is transformed into pedagogical content knowledge, making the knowledge accessible to the learner, so the learner is able to understand, explain and make sense of an idea or concept. Acknowledging this idea however, it is also clear, that teachers need a sound knowledge in all subjects, and this is critically important within the area of mathematics. As numerous studies have indicated, if a teacher demonstrates a limited understanding of material relevant to any lesson, then it would lead to their students to being unable to grasp the concepts. Teachers who are unclear or unconfident in certain areas may struggle to transfer those ideas to their students, preventing them from developing in those areas (Walshaw, 2012). 
In my own PTE experience to date, I have been confident in my subject knowledge, however, as I reflect, I think that teaching in the Foundation Phase contributed to this confidence. As I progress to my next PTE experience within Key Stage Two, I need to ensure that the cross-curriculum responsibilities are reflected in my teaching, promoting powerful connections across each Area of Learning and Experience (Donaldson, 2015). I will achieve this by facilitating the children’s learning, through careful planning and the correct pedagogical subject knowledge, and subsequently, by engaging them in meaningful learning experiences, this will enable them to reach their full learning potential. 
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Appendix 1
Lesson Plan 

	Name of Trainee:
	Paula Hollands
	Session ref:
	7
	Date:
	13.11.2018
	Class:
	Yr 1/2
	Cynllun Ffocws y Cyfnod Sylfaen

2d


	
	
	
	
	
	
	

	Targed(au) Hyfforddi Personol
	To start organising tasks and activities for enhanced provision. 

3.1Good ability to plan activities to secure pupil engagement and enjoyment
	Number of learners:
	17
	Age:
	5-7yrs
	

	
	

	Learning objectives/intentions: 
	build on previous experience,
speaking  confidently and making themselves clear by: – organising what they say – choosing words deliberately – including relevant detail

 speak audibly, conveying meaning to listeners beyond their friendship group

	Success Criteria
	I can choose items from a chest in my escape from the Great Fire of London, giving reasons for my choices.


	Meeting learners’ needs:
	Trainee to place children into groups of three, making sure that Lo, R, L and J are supported by other children in their peer group and the support staff and they can all give answers based on the group discussions.

	Introduction/plenary tasks
	Main activities
	Resources/ 
Key Vocabulary
	Assessment for Learning (strategies and opportunities)


	Introduction

Ask the children what they remember about the Great Fire of London, from the story in class yesterday. Write facts the children remember on the board. Read the story ‘Vlad and the Great Fire’, which is a story telling the events of the Great Fire through the eyes of a flea. After the story, ask children questions, making sure they remember some facts.
	Trainee focused task (purpose, outline of trainee’s role and children’s learning):  

Trainee will split all the class into 3 groups, making sure there are a mix of abilities in each group. Trainee will choose team leaders for each group, making sure Child A is one of the leaders.
Trainee will present a box (chest) containing; pieces of cheese, blankets, some pennies and books. Trainee will ask the groups to think carefully about the items in the chest and to pick 2 items for their group that they would salvage from their homes, if they were in the Great Fire of London. The trainee will then list on the board all the answers by questioning the children and asking them to give reasons for their choices.  Mr Sullivan and Miss John and trainee will work with each group and the spokesperson in each group, (the leader) will present the answers to the rest of the class, with the support of their time and support staff. I, C and Lo to present the answers.

	Treasure chest
Choose
Give reasons
Justify
Items
Understanding facts
Relate to present day
Compare life
Hundreds of years ago
Life in 1666
Fire/ spreading
Flee




	Trainee will question the children to check for understanding and the facts they have remembered.

Ask the children why they would take certain items. Check for understanding of the context. 
Ask what would happen today if we had a fire, compared to hundreds of years ago.

Ask: Open Questions.
Why? For what purpose? What would you do differently? For how long? How did this make you feel? When? (Bloom’s Taxonomy) – Refer to leaflet and question dice if needed.

	
	Additional adult tasks (purpose, outline of additional adults’ role and children’s learning):
The support staff can assist the children when deciding on their items. Support staff to note down anyone struggling or not understanding concept or any children not able to give reasons for taking certain items. 

	
	

	Plenary

Gather the children on the mat, in order to generate questions about the Great Fire to see what they can remember. 
Play, would you rather, relating the questions to present day and 1666 and ask questions about life in that time, compared to today.
Enable children to use their thinking skills, giving reasons for why they say certain answers. 
	Independent learning opportunities: 
Children can also give reasons why they didn’t choose the other items in the chest to salvage from the fire, can use this opportunity to write extended sentences in their books, especially C, Rh and Iy. (Keep checking who else found the task easy and give written work). Refer to the ICT game.
	
	

	Curriculum coverage (range and skills)
Language, literacy and communication – oracy.       Creative development- children can paint a portrait of themselves as if they were living in 1666. Sing ‘London’s Burning’, at different time stages, with all groups, music and timing.

	Literacy (LNF)
show understanding of what they have heard by asking relevant questions to find out specific information.
 answer more complex questions relating to own experiences, stories or events 
build on previous experience, speaking confidently and making themselves clear by: – organising what they say – choosing words deliberately – including relevant detail
	Numeracy (LNF)
Splitting into 3 groups, working out equal numbers in each group and estimating the size of each group.
Children can talk about timelines and the sequence of events, building up to the next lesson for sequencing a time line
Also, collect the pennies and prepare for the Pudding Lane Bakery and paying for items
Next lesson of weighing ingredients to make bread.
Map of London, map skills


	DCF
Children can draw a portrait on J2E of themselves if they were living in 1666 in enhanced provision. Playing the game of ‘Fire of London’, using skills such as, thinking and searching for correct answers. Using recall and remembering.
	Thinking
Thinking collaboratively, learning from more able others, social constructivism.
Using metacognition, thinking about why they give the answers that they do and giving logical reasons, using reasoning skills.
	ESDGC
To be aware of events in history and the UK and to understand where London is, within the globe. Learning about sustainability and how the fire spread quickly because the houses were made of wood.
	YCC
Children find out about a major event in London’s history and trainee will question children to find out if they have been to London and its distance from Wales.
Use incidental Welsh throughout when giving instructions.





 





















Appendix 2
Assisted Reflective Conclusions Model







Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date:  13.11.2018
Digwyddiad critigol (Ffocws)/Critical incident (focus):  Great Fire of London story and a chest containing 4 items and the children had to choose to take something from it to save from the fire. Le did not understand context.

	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?
“What are your feelings regarding the experience?”

	



The children enjoyed having the story and it brought it more alive for them as I had prepared the area to look like the times during the Great Fire, with resources and materials to hand and tents dotted around the room. These were simple blankets draped over small tents, however, the children loved it and were very excited. Had planned to make Lo the team leader as this would give him some responsibility and tone down his excitement.



	Cofio a Deall/
Remember and Understand
Allwch chi restru’r agweddau ar y profiad dysgu a aeth yn dda?
“Can you list the aspects of the learning experience that went well?”

Pa elfennau o’r profiad dysgi oedd yn siomedig?
“What were the elements of the learning experience that were disappointing?”

	



The children were excited and fully engaged in role play. They were looking forward to see and choose something from the chest. They were also inniovative in their choices, taking care to think of others in the fire when choosing their items. For example, Lo chose a blanket so he could help others.


Some of the children couldn’t choose what to take with them from the fire as they just wanted to play with the items, however with a little guidance from support staff, they eventually made their choices. Le chose money to buy an x box game, therefore I have acknowledged this in the RAG rating. 

	Gwerthuso a dadansoddi/
Evaluate and analyse
Beth fyddwch chi’n cadw’r un fath i sicrhau dysgu ac addysgu effeithiol yn y dyfodol?
“What will you keep the same to ensure effective teaching and learning in the future?”

Beth oedd achos yr elfen siomedig bwysicaf?
“What was the cause of the most important disappointing element?”

	


Teaching them through a theme is much more enjoyable for them and when they learn through role play, it is more meaningful. They were fully immersed and were prepared to learn more about what they would do in today’s time if there was a fire and were able to connect with the past and the differences in time.


Le couldn’t understand the context so I need to take this into account and prepare for Le during role play sessions.  I plan on another role play session and to use Ly in the hot seat so the children can ask her questions. She will be dressed in the clothes of the time to make it seem more authentic and realistic. I intend to focus on Le and to reflect on his understanding.






	Casgliadau a chamau gweithredu/
Conclusions and actions
Beth yw eich atebion posibl i’r materiaon siomedig a nodwyd?
“What are your possible solutions to the disappointing issues identified?”

Beth ydych yn mynd i’w wneud nesaf?
“What will you do next?”

	


To make sure I adapt my teaching for all learners as Le needs a different way in which to use his logic and reasoning skills.




Make sure that learning is more meaningful so that the learning happens naturally. Record on RAG rating for Le and make sure I follow it up. I have already started planning my next lesson, taking into account Le’s difficulties.


	Y profiad newydd / Transformed experience
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