ECAD6007  Elin Kelly	 	Rhif Myfyriwr / Student Number: 2103046

Core Studies 1:- The Learner: who am I teaching? 
A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.
Introduction
Critical reflection is a multifaceted and subtle tool for teachers to develop effective practice in an ever-changing professional environment. Critical thinking is essential to bring the concepts of educational theory to practice, which is a key skill of the professional teacher (Orchard & Wynch, 2015. This assignment involved observing several critical incidents in a live situation to then investigate and analyse in light of theoretical debates. The task was an opportunity to develop personal practice through engaging with educational theories and reflective models. The choice of what to investigate was a learning experience in itself, as in choosing the incident one makes it critical rather than vice versa (Tripp, 2012). An incident only becomes critical when the practitioner chooses to focus on and analyse it, which reveals something of the perspective of the practitioner. During research, it is important to be aware of the reflexive nature of this dynamic and retain a balanced and open mind, to fulfil the ethical requirements of the professional standards (Welsh Government, 2019). 
The Role of Critical Reflection
The mechanics of the everyday classroom are multi layered, complex and fraught with a range of constantly varying factors that mean the teacher is navigating an extraordinary number of social, intellectual and emotional interactions each moment. Tripp surmises the complexity of the classroom and the pace at which these interactions occur can lead to underlying issues, motivations and myriad outcomes being undetected, misconstrued or dismissed (Tripp, 2012). This is partly due to the nature of the everyday in which practices and routines become automatic and decisions and choices made initially with careful consideration can themselves become routine. Without realising, the teacher can begin to rely on an unconscious assumption or system that has taken on a different effect due to a lack of awareness. Tripp refers to this idea as a ‘Problematic’ which is his way of identifying the system, belief or routine that has become integral without a continued level of scrutiny (Tripp, 2012). Without reflection and analysis, informed by education theory and genuine inquiry and investigation, the presence of these Problematics can cause the teacher to fall into an inertia isolated from the realities that are taking place, and miss opportunities to further the effectiveness of their teaching.  Moreover, reflection is key to an openminded approach whereby the teacher can continue to learn and adapt as they grow in their ability to teach. This returns to John Dewey’s foundational principles, that a teacher with integrity must have the reflective attitudes of open-mindedness, responsibility and wholeheartedness (Dewey, 1933).
Reflections such as these are crucial to achieving the professional standard of pedagogy for Welsh teachers (Education Workforce Council, 2019). It is the personal and professional responsibility of Welsh teachers to reflect on their practice using models of reflection, such as Kolb’s experiential learning cycle which involves thinking about an experience, learning and conceptualising from the experience, then acting on the things you have learned (Kolb, 2014). Gibbs’ reflective model is more complex and has six stages. A notable difference with Gibbs is he makes the acknowledgement of feelings as a separate stage before identifying positive or negative aspects of the experience, as well as another stage to connect the experience to theory before analysing and making an action plan (Gibbs, 1988). Schön’s reflective model includes the concept of ‘reflection in action’ where the teacher responds to the situation in the moment, and can later reflect on this response, as well as other factors similar to the previous reflective models (Schön, 1983). Brookfield approaches the concept with ‘4 lenses’ where the teacher imagines themselves seeing the events from different perspectives: themselves, the learners, colleagues and educational theorists (Brookfield, 2017). 
All of these reflective models could be useful in different situations that require varying methods of reflection. For example, a situation involving conflict or disconnect in the classroom could be helpfully analysed with Gibbs’ model, as it includes the role of feelings and emotions in the situation. Within this context that could be a crucial consideration in assisting the teacher to move forward. Kolb’s learning cycle has less stages, and so could aid an everyday thought process to make sense of many events. Schön could be adapted to situations where the teacher is employing direct instruction, and has to quickly ‘think on their feet.’ Schön was inspired by his own performances as an improvisational musician which gives a helpful insight into the nature of some aspects of teaching (Aubrey, 2019). Brookfield’s model is interesting in that rather than cyclical, the ‘four lenses’ of the self, the learner, peers and educational theory can be viewed simultaneously. This gives another insight into the complex nature of the classroom. 

Overall, reflection is a way of working which constantly brings the everyday into focus and heightens salient points of connection to theory that can energize practice with life and authenticity. 
School Context
In adherence to the official guidelines for ethical research, anonymity of the organisation is preserved (British Educational Research Association, 2018). The observation took place in the reception class of a rural Primary School, on the morning of 23rd September 2021. The school has a community focus, a Christian ethos, and is also a Pioneer School for the Welsh curriculum 2022 (Welsh Government, 2020). There are classes ranging from Nursery to Key Stage 2, with two classes in each year group. Estyn reported in 2019 that the school performed highly in all areas and was categorised for support at Green level. The school has a higher-than-average number of pupils on free school meals, and additional learning needs. Present during this observation were 16 children, the class teacher and teaching assistant. The observation was taken as children had recently arrived and were assembled on the mat. The teacher had led them through their morning routine activities which included a welcome song and an interactive activity exploring the day of the week and the weather. The next activity was a continuation of a theme introduced at assembly the previous day, which had been held with the whole primary school via zoom. During this assembly the Deputy Head teacher had introduced the idea of kindness and friendship by means of a story. It was then promised that the whole school would learn a song that further explored these concepts. The idea was greeted with openness by the class teacher who encouraged the children with her enthusiasm. 
Critical Incident
The incident involved the learning of the song and the mechanics of how this unfolded, which suggested some interesting questions for the researcher to critically investigate. The activity can be easily linked to some of the Four Purposes of the Welsh Curriculum (Donaldson, 2015). This was a communal task that promoted the value of individuals, as well as developing performance and oracy (Healthy, Confident Individuals). Respect and kindness was a strong theme of the language content, and sign language promoted an inclusive mindset in the delivery of curriculum (Ethical, Informed Citizens). 
The song was introduced on a video including both subtitles and Makaton sign language, which was watched all the way through (4 verses) as children were encouraged to join in. Once the song had finished, the teacher repeated the video, suggesting the children join in again, but not to worry about the signs yet. The children appeared focused and attentive and were physically quite still. During this replay, some children moved their mouths a bit, a few mirrored some signs (it seemed to the researcher unintentionally), but still remained attentive. The song was repeated a third time, and the teacher was sensitive that children were not able to carry out her request of joining in, and paused the video after the first verse. She then said it was a difficult song in a reassuring tone, and suggested they look at the words first. The words were put up on the screen, and after reading the first verse the teacher suggested the children copy her line by line in a call and echo pattern. The children were responsive and attempted to echo the lyrics, with limited accuracy. 
Aware of the difficulty of some of the language, the teacher paused on certain words to break them down and explore meaning with the children, asking them to say some words again once they understood them. For example, there was a fun discussion about ‘turtle dove’ – one child responded by saying this lived in water. The teacher replied that a turtle does indeed live in water, but what is a dove? The children did not know the word ‘dove’, and so the teacher explained, demonstrating a bird with her hands in a creative way, suggesting the children try. The children cooperated joyfully repeating ‘turtle dove.’ It seemed the teacher was sensitive that there was a lot of figurative language in the lyrics which was slowing the progress to learn the song itself. She adapted to this by concentrating on the first verse. 
Then she suggested they try the song with a piano backing track that had been recorded by a member of staff. However, the backing track had no vocals, which was disconcerting for the teacher, who explained she wasn’t very good at singing, and some things were always too high for her, but she did like singing along if she could clearly hear the tune. The children were attentive and by the third run through some were singing some notes, others were doing some actions. The teacher was singing more confidently (she actually had a lovely voice) and the children were joining in with her.
Literature Review
The Role of Music in the Primary Classroom
Since the Education Reform Act 1988, music has been a foundation subject in the primary school curriculum (HM Government, 1988). It is also prominent in the Curriculum for Wales 2022 (CfW2022) as part of the Expressive Arts Area of Learning and Experience (AoLE) (Welsh Government, 2020). Successful Futures includes the recommendation to make Expressive Arts a core focus for the new curriculum (Donaldson, 2015). In doing so Donaldson refers to the Arts Education in Wales 2013 report which suggests the arts should be as central as literacy and numeracy, due to the unique and powerful ability of arts subjects to enhance learning and wellbeing in all areas of curriculum (Smith, 2013). Elliot Eisner discusses the unique importance of the arts in education as a means for children to understand multiple perspectives (Eisner, 2002). He argues that arts subjects help learners to appreciate that not all can be known or explained, that some things cannot be expressed in words, and that some outcomes are open ended. This suggests that although arts subjects do provide ample opportunity for cross curricular learning outcomes, they also hold intrinsic educational value.
The Progression Steps in the Welsh Curriculum refer to both an appreciation and performance or creation of music, and it is up to teachers themselves to use this framework to meet the needs of learners (Welsh Government, 2020). The guidance allows for many interpretations of possible ways to explore music in the classroom. For example, music can be a vehicle for concepts transmission such as a science song about the names of bones in the human body. Music could also be used as a device to aid routines such as a tidy up song. Another possibility would be that music is explored with musical learning outcomes as a priority, and cross curricular outcomes as secondary. 
The choice of subject to combine music with could also have a big impact on musical learning outcomes. For example, choosing to use movement (Health and Wellbeing) with music (Expressive Arts) could enhance musical learning outcomes, as opposed to using music to remember or learn a series of facts or a concept in language. One article shows how a music teacher systematically uses movement to enhance musical learning (Maeker Garner, 2009). The type of movement noted here is distinct from actions based on words, and more about music in the body or the body expressing music. 
Cross Curricular Opportunities
The physical aspect of music could be seen as movement, but also singing itself. The voice is unique to every individual, and to use it effectively a person must be physically aligned and free of tension (McCallion, 1998). Therefore, it follows that effective singing would come with some physical health, and some benefit to wellbeing. 
Once music was made a foundation subject of the National Curriculum, it became clear that schools were struggling to fulfil the brief (Lawson, Plummeridge & Swanwick, 1994). By the 2000’s a national singing strategy was introduced in England with a drive to support schools to fulfil the requirements (Welch et al, 2009). The response from younger children was universally positive, but this decreased with age as a trend emerged for older children to prefer singing in their personal time rather than in school (Welch et al, 2009). Another study also noted a decreasing interest in performing, specifically singing and dancing, and links it to the development of theory of mind (Chaplin & Norton, 2015). A correlation between increased theory of mind and lower self-esteem was also observed, due to awareness of the potential criticism of peers (Chaplin & Norton, 2015). Findings of the second study could be questioned due to the conditions in which children were asked to sing and dance. The children were interviewed alone and asked to choose from a range of tasks, with noticeably fewer older children choosing to carry out performance tasks. However, this could have been because older children are less willing to engage in performance without context, which would not necessarily indicate a lack of desire to perform in general. 
How do Children Become Musically Literate?
If it is assumed musical development is important in the Primary classroom, it follows to question how children learn and process music and what teaching strategies can be used to meet their needs. Jerome Bruner believed that all children had a high potential to obtain mastery of any subject as long as they experienced effective teaching (Aubrey, 2019). In the same vein, Edwin E. Gordon asserts that most children can achieve a high level of musical ability, and that effective teaching in early to mid-childhood is more important than innate musical talent (Gordon, 2003). In this regard, Vygotsky’s zone of proximal development is also relevant here, as for Gordon, the quality and sensitivity of the teacher guides and extends learning though musical exploration and play (Vygotszky, 1978).
To identify and personalise this for each child, Gordon designed a series of musical aptitude tests as a formative assessment to tailor individual approaches within a class setting. Meta-analysis of a broad body of studies into the Gordon approach asserts these tests to be useful and sometimes accurate tools (Hanson, 2019). There is also reference to the Gordon method being adopted by a wide range of music teachers and the success of the ‘Jump right in’ curriculum (Valerio, et al., 1998).
Gordon’s ideas could also be considered in terms of Bronfenbrenner’s ecological system (Bronfrenbrenner, 1979), Each child, and teacher, will come to the subject with a completely different musical experience according to the influences in his or her life. For example, a child who has grown up in a music rich home (with caregivers who sang and engaged in musical play regularly) is likely to have reached a more sophisticated level of musical understanding than those who have little experiences. However, as part of the microsystem, schools could play a crucial role in redressing any unbalances as they do in other key areas such as literacy and language. The mesosystem also comes into play, if teachers can help caregivers to understand how beneficial simple singing and chanting can be, not only for musical outcomes, but to build connection in relationships leading to an increase in wellbeing. 
Gordon likens music to language, and in his Music Learning Theory considers tonality and meter as musical vocabulary and grammar (Gordon, 2003). Moreover, he asserts that children acquire music in a similar way to language, through interaction with adults and children using it. He also makes the point that musical progress can be hindered when spoken language is repeatedly given priority over musical language. For example, when learning a song, more attention is paid to lyrics rather than tonality and meter, giving the incidental message that spoken language is the most important. Repeated over time, this causes children to pay more attention to spoken language and less attention to tonality and meter, resulting in lower musical literacy. One study shows that children initially picked up words to songs very quickly but had a lower ability to sing the melody accurately (Welch et al, 2009). Only after repeated attention to tonal and rhythmic structures is applied over a period of time does accuracy improve (Welch et al, 2009). Gordon argues for using a variety of songs with and without words and with a range of diverse tonality and meter (for examples, see appendix). 
Philpot has a different understanding of the idea of music as language however, and in recounting a history of the attempts of various theorists to establish the idea, explores some of its shortcomings. The constructs of language as a sign system of meaning are dissected to see if they apply to music, with varying results (Philpott, 2015). Musical meaning is debated as difficult to define, and any possible definitions become limiting. For example, the idea that certain sequences or tonalities relate to emotion could be justified from one perspective but would exclude a diverse interpretation of such tonalities. In other words, the same sound could suggest opposite emotions to different people depending on their cultural background. 
Music by Non-music Specialists
If the way in which children learn music can be the difference between a high or low achievement level, it follows to ask questions about the role of the class teacher and appropriate teacher training at primary level. Although specialist music lessons are sometimes available, music experiences in the everyday could be the only ones some children receive, and therefore extremely important. This places a certain amount of pressure on the Primary Teacher who might not feel comfortable or confident in music (Atkinson, 2018), (Seddon, 2008). The 2013 report on arts education for Wales also recommends strategic and continued professional development for teachers across primary and secondary, as well as setting up networks of arts organisations and education providers to enhance the creative skills of teachers (Smith, 2013). It can be difficult to get away from the idea that elite knowledge is needed to implement some aspects. According to another study, primary teachers thought only those who were musically talented could teach it effectively (Holden, 2006). Pitching can also cause some difficulty as the vocal range of young children is smaller and higher than adults (Welch et al, 2009). If a song is pitched too low, it affects the ability of children to learn comfortably, but a comfortable pitch for children can be uncomfortable for the teacher (Welch et al, 2009)..
Although the responsibility can seem daunting, the pedagogy suggests that class teachers are crucial in the musical development of young children, and that with simple and systematic pedagogical approaches, effective music teaching can be accessible and naturally appropriated. Gordon is another theorist to take a constructivist approach in the power of relationship to facilitate musical learning, emphasising the importance of the classroom practitioner. 
Reflection/ Evaluation and Next Steps
The critical incident highlighted the way music can be used as a vehicle for concepts in curriculum, and how the words or language of a song can be the focus of learning. During the activity the teacher seemed to employ Schön’s model of reflection in action, by observing the response of the children, being sensitive and interpreting what was going on, and quickly adapting a new strategy to help them process and learn from the material. This was effective in that it began some interesting and fun discussion, and the children learned and understood new words, which lead to better comprehension of the concepts. By reducing the activity to one verse the teacher also made the overall aim more achievable, thus helping the learners to succeed and maintain self-efficacy. The repetition of the video at intervals gave the children time to process and absorb, and the teacher’s strong relationship with them meant that there was intrinsic desire to cooperate. This strength ensured their concentration and a positive atmosphere, meaning that by the end of the day some children were singing. 
In this activity, language was one of several learning outcomes that were possible due to the richness of its content: The potential learning outcomes could be dissected into three elements: poetic and figurative lyrics, Makaton Sign Language and the music (which in itself can be broken down into tonality and meter). This meant that the amount of information being put across was multi-layered and in fact quite varied and sophisticated. Because of her sensitivity to the children’s needs and ability to think on her feet the teacher zoned in on the content of the language, which after all, was the purpose of the exercise because it was part of the assembly that focussed on values. 
However, I think the question of how music is most often used, is crucial. If the focus on lyrics is a kind of default, it follows that musical literacy will be underdeveloped. A tendency among teachers to feel more comfortable with words and low confidence in delivering music as a specialist subject can be a barrier, but the literature seems to encourage a more democratic view. It could be argued that the class teacher is better placed than the specialist teacher because of the strength and depth of relationship, and frequency of contact. It could transform the situation if the subject could be demystified somewhat, and a growth mindset applied (Dweck, 2006). Once teachers develop self-efficacy in singing they would be more likely to concentrate some attention on simple singing and chanting.
For my next steps I will think about how I can develop in each area of the professional standards in light of my strong interest in music. Firstly, I would like to bring music pedagogy into my general teaching practice, and continue to explore and research effective techniques. I will be looking for ways to innovate through blending activities compatible with musical outcomes in various ways. For example, I could bring some songs without words and incorporate phonics activities. This could be simple such as playing with the “read write inc” cards to get the children to combine consonants with ‘a’ and then sing, for example with ‘Ma’ or Ba, La, Ta.’ The sounds are neutral and therefore do not compete with the tonality, but the activity would nevertheless have a solid learning outcome for literacy. 
For collaboration I would look for musical material that would support topic work in the classroom and see if there are any projects I could support. For leadership I would hope to encourage both children and adults, that their own singing voice is a unique instrument that can be developed, enjoyed and valued. I think it is very liberating and exciting that Gordon even says there is no such thing as tone deafness – it is possible for everyone to learn to sing, at any stage, and is just a matter of focussed singing in the everyday. For Professional Development, I would like to deepen my understanding and skills with maths and numeracy. I am very interested in how maths is connected to music, and perhaps there are some exciting avenues to explore here in my ongoing teaching journey.
Conclusion
If music has been made an integral part of the curriculum, it means that it is important not just as a vehicle for other ideas, but as a mode of self-expression, a pathway to higher self-esteem and confidence, as well as one way to build community and strong relationships. Perhaps music in the Primary Classroom can be considered in light of Tripp’s concept of the ‘Problematic’ – in that quite often, music is used for the purposes of language development by default. Although this outcome is also valuable, it is important to be conscious that there is a wide range of possibility that can enrich the development of children when they have diverse musical experiences. Concentrating on music as a focus can also bring considerable cross curricular benefits in physical health and wellbeing. In this regard, it is advantageous to consciously look for and pursue open ended and artistic learning outcomes as well as literacy and language outcomes for children to experience a wide range of educational opportunities. 


Appendix
Examples of Music Play Activities with and without words
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Figure 1:  To The Window, p.106 (Valerio, et al., 1998)
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Figure 2:  Pennsylvania Dreamin’, p.62 from (Valerio, et al., 1998)





Alternative Incidents reports
Record 2
	23.9.21, during break time (12noon) Reception class

	Where and When: Context of the observation – subject/AOLE, general classroom context
The children were on lunchbreak outside with one teacher and the researcher and the teaching assistant were in the classroom eating lunch, before taking the children to the hall for their lunch when the teacher would eat hers. 


	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work)
A child from another class came into the classroom to say that someone was hitting and slapping everyone outside. The TA asked the child if she had told the teacher who said that she had. The TA told the child that she had done the right thing and that the teacher would be dealing with that. The child left, and a few minutes later the teacher came in with the child and told the TA she was to have two minutes on the mat. The child sat on the mat facing away from the adults. She seemed calm and fairly still. She cradled her head on her knees. The Teacher said very quietly by means of explanation ‘she’s just slapping everyone, still I’m worried that’s what she is used to.’ The child was itching her head and it was clear she had a severe case of headlice. Her head was scratched and in places bleeding very slightly. The teacher left to take care of the children outside and the child remained on the rug. After a few minutes the researcher asked the TA what happens next, if there is a discussion or if that has already taken place. The TA said we talk to her now. The TA approached the child and gently said:  “(NAME), did you say sorry to {name)? Did you say sorry to everyone? Yes?” The child nods. TA opens her palms to the child and says “Show me your hands. We have kind hands, yes? Right.“ The TA walks away and the child continues to sit on the rug. After a few minutes the teacher returns and the TA asks if the child may return to the playground. She replies that she can, and the child runs back outside.’


	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider?
Was the child able to explain any reason for her behaviour? Why would she be behaving this way, and how did it compare to her behaviour at other times. Could there have been a trigger and was this explored or is this an incident which happens at intervals. Was the child able to understand the connection between her behaviour and the consequence? After the consequence, is this behaviour likely to be repeated or not? What is the purpose of saying sorry and was that fulfilled in this instance. How effective are punishment/rewards systems in general? What is the evidence for and against this kind of approach to behaviour management? Was the nature of reward / punishment in this instance as intended or do this change in the day-to-day administration of the strategies. How can aggressive behaviour relate to the child’s background experiences and what is the role of teachers in safeguarding children when they think there could be an issue of neglect? The balance of reporting / dealing with one problem can lead to the child being punished in another way for example being kept at home as an alternative to treatment. How can teachers navigate the fine lines in this kind of situation?

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here)

The teacher later explained that mostly if there is a problem she would talk to the children in the moment. However, in this instance the child’s behaviour was very extreme and so the strategy is for the child to have a time out to calm down. It was not clear to the teacher in this instance what had caused the behaviour.  The other side of the behaviour management strategy is that children are awarded points on a school app for positive behaviour and achievements. 

The teacher explained that there were a number of issues in the family background of the child, and she had to handle the headlice issue very carefully, or she was afraid that the child would have a long absence from school. 



Record 3
	23/9/2021, 2.15PM, Reception class

	Where and When: During end of day reflective plenary session 

	What happened: The teacher was explaining that some things were missing from the role play corner. She used the exercise to get the children to work out / remember the missing pieces from 2 dish sets. One child said she had seen the missing fork in the water play area in the outdoor classroom. The teacher pointed out that this was the reason for the rule that things needed to stay in their areas, otherwise toys would be lost and we wouldn’t be able to play with them any more. Another child pointed out that they had told the teacher when someone transported some sand to the water area. The teacher said “yes we don’t’ do that, do we? The sand stays in the sand area, and the water stays in the water area. Good boy.” The children who had pointed these things out were rewarded with dojo points. 

	Areas of possible exploration: 
Could there be a reason that children like to mix up resources? It it solely mis care of the resources or are there other things at work in the exploration of the child. For example, if we were at the beach, mixing sand and water is a completely natural phenomenon, that brings a lot of opportunity for all sorts of constructive play. Is a child bringing sand to the water just being disobedient of the rules, or are they following a natural instinct to explore the materials on offer. How could these natural instincts be facilitated and how does how we react effect the further explorations the child will take? For example, by awarding dojo points for keeping them in their place are we discouraging experimentation and exploration at a basic level. How do we expect children to become independent creative thinkers if they are constantly rewarded for conforming to social constructs, instead of following their natural curiosity. Points rewards system – children were rewarded for pointing out an action judged to be wrong, instead of positive or creative actions that showed initiative. The child going against the grain or norm had the message that this was an undesirable behaviour. This encourages children to follow adult instructions at all costs.  Although the classroom as a whole was set up as an open and exploratory space, the manner of this incident suggests and underlying behaviourist framework for behaviour management. 


	Notes: 
The environment was very calm with children sitting on the carpet. As the last input of the day the sanction or message given is reinforced and more likely to be remembered.

Similar incidents to do with personal choice also repeated throughout the day – eg children not wanting to go to the designated area. Two conflicting problems – the need for children’s rights and choices to be respected, whilst also balancing the numbers in all the areas so that that constructive play and exploration is physically possible. How teachers deal with this problem pedagogically can come from opposing theoretical directions which have very different effects. Ie the status quo can be because the teacher is in charge and makes the rules (behaviourist approach) or it could be used as a tool to teach children the need to be cooperative and understand turn taking. (humanist) The framework could make all the difference to how the children view the fact that they sometimes cannot go where they want when they want. 
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