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APPENDIX GA36c

	LEVEL 6 ASSESSMENT SPECIFICATION 



	Student name:
	[bookmark: _GoBack]     
	Student ID number:
	1800445

	Programme:
	Primary

	Module:
	Principles of Pedagogy

	Module code:
	M6X01438/C
	Contribution to Overall Module Assessment (%):
	100%

	Lecturer:
	Siân Brooks
	Internal Verifier:
	Siân Brooks

	Assignment Title:
	‘Describe a learning event which has happened during your recent school experience. Reflect upon what took place, connecting events to theories of learning and teaching. Make recommendations about how you could improve your own practice in the light of this. Produce a poster to illustrate how you would develop the elements of an effective learning environment.’
	Word count (or equivalent):
	5,000 or equivalent.

	Submission deadline:
	17/10/18 (23.59)

	Return date of provisional marks & written feedback:
	14/11/18

	Submission method:
	All written assessments, where practical and possible, must be submitted via Turnitin unless otherwise instructed by the Lecturer. (Please DO NOT put this assessment specification into Turnitin or it will match many similarities with other students’ submissions.)
Alternative submission method (if applicable): 
Late submission of the assessment will result in a late penalty mark.  Penalties for late submission: Up to one week late, maximum mark of 40%.  Over one week late, 0%.  Only the Extenuating Circumstances Panel may approve a change to submission dates.

	Academic honesty / referencing:
	Academic honesty is required. In the main body of your submission you must give credit to authors on whose research and ideas your work is based. Append to your submission a reference list that indicates the books, articles, etc. that you have used, cited or quoted in order to complete this assessment.  






	Module Learning Outcomes 
(from module syllabus)

	
1.	understand, synthesise and evaluate the main theories that underpinning learning, behaviour and assessment in the primary school
2.	reflect critically on how learning theories inform the planning and provision of high quality learning environments, demonstrating a clear understanding of how theory and practice are interrelated
3.	organise knowledge and learning through the use of a range of information sources, and present work appropriately.






	
TASK DESCRIPTION



Title: ‘Describe a learning event which has happened during your classroom observation.  Reflect upon what took place, connecting events to theories of learning and teaching. Make recommendations about how you could improve your own practice in the light of this, and produce a digital poster to illustrate how you would use all of this information to develop the elements of an effective learning environment.’

Word count: 
5,000 words including 1,500 word equivalence for the digital poster and commentary. This means that the written assignment should be 3,500 words (or 10% above or below) and the digital poster and commentary should be 1,500 or equivalent.

This assignment requires you to:
· critically reflect on key theories underpinning physical, social and cognitive development.
· show how you are able to apply these theories to classroom contexts. 
· demonstrate your own reflective development when you describe and evaluate what you have observed. Remember that this assessment asks you to do more than just describe the critical incident. 
· show that you can consider what you observed in an analytical and evaluative way, and that you demonstrate how this has impacted on your awareness as a teacher through the creation of your own ideal.


Essential Reading 

This assignment requires that you show knowledge and understanding of theories and key readings underpinning the particular focus you have chosen in the critical incident. Readings have been provided on Moodle and you could also use other readings that you identify independently. 













Assignment Structure: 
This section provides a suggested structure for your assignment although please note that it is guidance only; you should therefore not allow the guidance to limit your writing.

Introduction and conclusions.

Include BRIEF introduction and conclusions where you outline the context in which you carried out your observation – showing an awareness of ethical issues you have considered eg anonymity. When you conclude, summarise the key points that you wish the reader to be aware of (approx. 500 words).
TIP – referring back to the aims of the assignment and explaining how you have met these will focus the reader’s attention.

Part 1: Observe.

Complete a vignette (a retelling of something that happened) to describe a learning experience, behavioural incident or social interaction that took place during your classroom observation. Explain why you selected this as a significant event, relating to module content eg exploratory talk; metacognition; inclusive practices (approx. 1500 words).
TIP – ensure that you move from the purely descriptive. For example, explain the reasons for the choosing specific tools eg checklists/ written records or time sampling for completing the observations. Evaluate the strengths and limitations of the selected approach.

Part 2: Connect.

Using the lens of a particular learning theory or theories, explain how consideration of these has helped you to understand what went on during this event, and how this could impact on outcomes for pupils in your future practice (approx 1500 words).
TIP – ensure that you connect to relevant theories and theorists, but that you also reflect on the critiques that have been made of some theories. Ensure that you cite references appropriately.

Part 3: Reflect and Innovate.

Create a digital poster that exemplifies your ideal learning environment, and submit a commentary to explain and justify the pedagogical principles underpinning this provision (equivalent to 1500 words).
TIP - Ensure that you refer to your observations and research in order to justify your decisions within your ideal environment. Present your poster professionally.



















	GUIDANCE FOR STUDENTS IN THE COMPLETION OF TASKS



NOTE: The guidance offered below is linked to the five generic assessment criteria overleaf.

1. Engagement with Literature Skills
Your work must be informed and supported by scholarly material that is relevant to and focused on the task(s) set; you should make use of scholarly reviews and primary sources, where appropriate (for example, refereed research articles and/or original materials appropriate to the discipline).    You should provide evidence that you have accessed a wide range of sources, which may be academic, governmental and industrial; these sources may include academic journal articles, textbooks, current news articles, organisational documents, and websites.  You should consider the credibility of your sources; academic journals are normally highly credible sources while websites require careful consideration/selection and should be used sparingly.   Any sources you use should be current and up-to-date, mostly published within the last five years or so, though seminal/important works in the field may be older.  You must provide evidence of your research/own reading throughout your work, using a suitable referencing system, including in-text citations in the main body of your work and a reference list at the end of your work. 

Guidance specific to this assessment: 
Use the essential and recommended readings on the theories underpinning teaching and learning that are provided on Moodle and apply these to your discussion.  You might also use other relevant sources independently.  Make sure you reference by following the University referencing guide (Harvard). Welsh Government or Estyn documentation and publications in relation to the developing curriculum could also be useful. 


2. Knowledge and Understanding Skills
At level 6, you should be able to demonstrate coherent and detailed knowledge and a systematic understanding of the subject area, at least some of which is informed by the latest research and/or advanced scholarship within the discipline. You should be aware of the uncertainty, ambiguity and limits of knowledge. Your work must demonstrate the growing extent of your knowledge and systematic understanding of concepts and underlying principles associated with the subject area.  Knowledge relates to the facts, information and skills you have acquired through your learning.  You demonstrate your understanding by interpreting the meaning of the facts and information (knowledge). This means that you need to select and include in your work the concepts, techniques, models, theories, etc. appropriate to the task(s) set.  You should be able to explain the theories, concepts, etc. meaningfully to show your understanding.  Your mark/grade will also depend upon the extent to which you demonstrate your knowledge and understanding; ideally each should be complete and detailed, with comprehensive coverage. 

Guidance specific to this assessment: 
You need to show that you are aware of the theories of learning. You will also need to show understanding of key aspects of your chosen focus within the literature. You will need to show that you understand how the curriculum is evolving in Wales and consider how this might have implications for the critical incident you observed.

3. Cognitive and Intellectual Skills
You should be able to: critically evaluate evidence, arguments, assumptions, abstract concepts and data some of which are at the forefront of a discipline (and that may be incomplete) to devise and sustain arguments, to make judgements and/or solve problems; describe and comment upon particular aspects of current research, or equivalent advanced scholarship, in the discipline Your work must contain evidence of logical, analytical thinking, evaluation and synthesis. For example, to examine and break information down into parts, make inferences, compile, compare and contrast information.  This means not just describing what! But also justifying: Why? How? When? Who? Where? At what cost? At all times, you must provide justification for your arguments and judgements.  Evidence that you have reflected upon the ideas of others within the subject area is crucial to you providing a reasoned and informed debate within your work.  Furthermore, you should provide evidence that you are able to make sound judgements and convincing arguments using data and concepts.  Sound, valid conclusions are necessary and must be derived from the content of your work.   Where relevant, alternative solutions and recommendations may be proposed.

Guidance specific to this assessment: 
You should show that you can consider differing perspectives/theories/arguments around your chosen focus and its relationship to teaching and learning.  You should also ensure that you justify judgements you might make about your chosen focus and its relation to teaching and learning, by referring to evidence (e.g. things that may have happened in school/lessons) or educational research. 


4. Practical Skills
At level 6, you should be able to apply the methods and techniques that you have learned to review, consolidate, extend and apply your knowledge and understanding, and to initiate and carry out projects. You will deploy accurately established techniques of analysis and enquiry relevant to the discipline, and apply them in complex and unpredictable contexts, to devise and sustain arguments and/or to solve problems. You should be able to frame appropriate questions to achieve a solution - or identify a range of solutions. You should be able to demonstrate how the subject-related concepts and ideas relate to real world situations and/or a particular context.  How do they work in practice?  You will deploy models, methods, techniques, and/or theories, in that context or circumstances, to assess current situations, perhaps to formulate plans or solutions to solve problems, or to create artefacts, some of which may be innovative and creative.  This is likely to involve, for instance, the use of real world artefacts, examples and cases, the application of a model within an organisation and/or benchmarking one theory or organisation against others based on stated criteria.  You should show awareness of the limitations of concepts and theories when applied in particular contexts.

Guidance specific to this assessment: 
For your commentary on your digital poster and your conclusion, it is suggested that you use a Reflective Model to guide your reflection and analysis. In your conclusion and commentary, you should be able to identify areas for further development.

5. Transferable Skills for Life and Professional Practice 
Your work must provide evidence of the qualities and transferable skills necessary for graduate-level employment requiring the exercise of initiative and personal responsibility and decision-making in complex and unpredictable circumstances.  This includes demonstrating: the learning ability for professional development to advance existing skills and acquire new competences of a professional nature that will enable you to assume significant responsibility within organisations; that you can initiate and complete tasks and procedures, whether individually and/or collaboratively; that you can use appropriate media to effectively communicate information, arguments and analysis in a variety of forms to specialist and non-specialist audiences; fluency of expression; clarity and effectiveness in presentation and organisation. Work should be coherent and well-structured in presentation and organisation.


Guidance specific to this assessment: 

This should be a well written and referenced work which brings together information from the wider research literature as well as personal experience which includes a creative and well-presented poster which conveys information in an engaging and informative manner. As a possible future teacher you should ensure that work is grammatically correct, with professional, precise and accurate use of language.



	
     STUDENT FEEDBACK FORM



This section details the extent to which the assessment criteria are demonstrated by you, which in turn determines your mark. The marks available for each category of skill are shown. Lecturers will use the space provided to comment on the achievement of the task(s), including those areas in which you have performed well and areas that would benefit from development/improvement.
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	Generic Assessment Criteria 
	Marks available
	Marks 
awarded

	1. Engagement with Literature Skills
.
	
	

	





	
	

	
	
	

	2. Knowledge and Understanding Skills

	
	

	





	
	

	
	
	

	3. Cognitive and Intellectual Skills

	
	

	





	
	

	
	
	

	4. Practical Application Skills

	
	

	





	
	

	
	
	

	5. Transferable Skills for Life and Professional Practice

	
	

	



	
	

	
	
	



	Assessment Mark (Assessment marks are subject to ratification at the Exam Board.  These comments and marks are to give feedback on module work and are for guidance only until they are confirmed. )
	Late Submission Penalties (tick if appropriate)
	%

	
	Up to 1 week late (40% Max)
	
	

	
	Over 1 week late (0%)
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	GENERIC ASSESSMENT CRITERIA



	Level 6

	In accordance with the Framework for Higher Education Qualifications, at the end of Level 6 students should have coherent and detailed knowledge and a systematic understanding of their subject area, at least some of which is informed by the latest research and/or advanced scholarship within the discipline. They will be able to accurately deploy established techniques of analysis and enquiry within a discipline, using their conceptual understanding to devise and sustain arguments and/or to solve problems. They should be aware of the uncertainty, ambiguity and limits of knowledge. They should be able to critically evaluate evidence, arguments, assumptions, abstract concepts and data (that may be incomplete), to make judgements, and to frame appropriate questions to achieve a solution - or identify a range of solutions. They will apply the methods and techniques that they have learned to review, consolidate, extend and apply their knowledge and understanding, and to initiate and carry out projects. They will have the ability to manage their own learning, and to make use of scholarly reviews and primary sources (for example, refereed research articles and/or original materials appropriate to the discipline). They will demonstrate the qualities and transferable skills necessary for employment requiring: the exercise of initiative and personal responsibility; decision-making in complex and unpredictable contexts; the learning ability needed to undertake appropriate further training of a professional or equivalent nature.



	Level 6
	FAIL
	MARGINAL FAIL
	
SATISFACTORY

	
GOOD

	
VERY GOOD

	
EXCELLENT


	Category
	F
	E
	D
	C
	B
	A

	Engagement with literature (including reading, referencing,
academic conventions and
academic honesty) 
	Little or no evidence of reading and/or reliance on inappropriate sources.
Views and findings mostly unsupported and non-authoritative.
Referencing conventions used incoherently or largely absent.
	Poor engagement with essential reading. No evidence of wider reading. Reliance on inappropriate sources, and/or indiscriminate use of sources. Heavily reliant on information gained through class contact. Inconsistent and weak use of referencing.
	Engagement with a limited range of mostly relevant and credible sources. Some omissions and minor errors.
Referencing conventions evident though not always applied accurately or consistently.
	Engagement with an appropriate range of research-informed literature, including sources retrieved independently. Some over-reliance on texts. Referencing may show minor inaccuracies or inconsistencies.
	Engagement with a wide range of research-informed literature, including sources retrieved independently.
Selection of relevant and credible sources.  Very good use of referencing, with no/very few inaccuracies or inconsistencies.
	Engagement with an extensive range of relevant and credible literature, informed by the latest research. Consistently accurate application of referencing. 

	Knowledge and understanding (Coherent and detailed knowledge and systematic understanding of the subject area, at least some of which is informed by the latest research and/or advanced scholarship within the discipline.)

	Major gaps in knowledge and systematic understanding of the subject matter. Substantial inaccuracies. No awareness of knowledge of the latest research and/or advanced scholarship within the discipline.

	Gaps in knowledge, with only superficial systematic understanding. Some significant inaccuracies and/or irrelevant material.  No awareness of knowledge of the latest research and/or advanced scholarship within the discipline.
	Limited knowledge and systematic understanding of the relevant concepts and principles within the subject area which to some limited extent, is informed by current research and scholarship. 
	Knowledge is reasonably detailed, accurate with a good systematic understanding of the field of study and to some extent, current research and scholarship.
	Knowledge is reasonably extensive coherent and detailed.  Exhibits very good understanding of the breadth and depth of established views, and the work is, at least in part, well-informed by current research and scholarship. 
	Excellent coherent and detailed knowledge and systematic understanding of the principles and theories of current research and scholarship. Clear awareness of challenges to established views and the limitations of the knowledge base.

	Cognitive and intellectual skills 
(Conceptual and critical thinking, analysis, synthesis and evaluation of research, assumptions, abstract concepts and data (that may be incomplete); logic, argument and judgement.) 
	Wholly or almost wholly descriptive work. Little or no analysis, synthesis or evaluation.
Failure to develop arguments, leading to illogical or invalid judgements. Unsubstantiated generalisations, made without use of any credible evidence.

	Largely descriptive work, with superficial use of critical evaluation. Weak development of arguments and judgements. Information accepted uncritically, uses generalised statements made with scant evidence and unsubstantiated opinions. Ideas sometimes illogical and contradictory.
	Limited attempt at critical thinking, analysis, synthesis and evaluation, tending towards description.
Some evidence to support emerging arguments and judgements but these may be underdeveloped or with a little inconsistency / mis-interpretation.
Asserts rather than argues a case.

	Some critical thinking, analysis, synthesis and evaluation. Can analyse new and/or abstract concepts and data without guidance.
An emerging awareness of different stances and ability to use evidence (that may be incomplete) to support the argument.
Mostly valid arguments and logical judgements. Some tendency to assert/state opinion rather than argue on the basis of reason and evidence.
	Sound critical thinking, analysis, synthesis and evaluation demonstrating critical thinking. Ability to devise and sustain persuasive arguments, and to review the reliability, validity and significance of evidence (that may be incomplete) to make mostly appropriate and valid judgements. 

	Excellent critical thinking, analysis, synthesis and evaluation. Ability to investigate contradictory or incomplete information and make strong, persuasive, arguments and sophisticated judgements. Some evidence of independent thought and ability to ‘see beyond the question’, suggesting a grasp of the broader field and wider concepts.


	Practical skills
(Apply/deploy accurately established tools and techniques; initiate and carry out projects; formulate solutions to solve problems in complex and unpredictable contexts.)
	Limited or no use of methods, materials, tools and/or techniques.
Little or no appreciation of the context of the application.
Limited understanding of the application of theory to practice or making appropriate links between the two.
Very weak problem-solving skills in complex and unpredictable contexts. 
	Rudimentary application of methods, materials, tools and/or techniques but without consideration and competence. Flawed appreciation of the context of the application.
Weak understanding of the application of theory to practice, with only occasional evidence of making appropriate links between the two. Weak problem-solving skills in complex and unpredictable contexts. 


	An adequate awareness and mostly appropriate application of well-established methods, materials, tools and/or techniques.
Basic appreciation of the context of the application. Theoretical knowledge and understanding applied in practice, but not always making logical links between the two.
Can identify problems and propose basic solutions in complex and unpredictable contexts without fully appreciating the complexity. 
	A good and appropriate application of standard methods, materials, tools and/or techniques.
Clear appreciation of the context of the application. Mainly consistent, accurate and logical application of theory to practice, making appropriate links between the two
Can identify problems and propose mostly appropriate solutions in complex and unpredictable contexts.
	A very good application of a range of methods, materials, tools and/or techniques.
Very good consideration of the context of the application, with perceptive insights. Can identify problems and propose appropriate solutions in complex and unpredictable contexts.
Evidence of some innovation and creativity. 
	An advanced application of a range of methods, materials, tools and/or techniques.
The context of the application is well considered, and insightful.
Application and deployment extend beyond established conventions.  Can identify complex problems and propose excellent solutions. Innovation and creativity evident.

	Transferable skills for life and professional practice
(Exercise of initiative and personal responsibility; professional development; initiate and complete tasks and procedures: individually and/or collaboratively; use appropriate media to communicate effectively; fluency of expression; clarity and effectiveness in presentation and organisation.)
	Communication medium is inappropriate or misapplied.
Work is poorly structured, disorganised and/or confusingly expressed. Very weak use of language and/or very inappropriate style. Little or no evidence of autonomy (or collaboration, where relevant) in the completion of tasks. Little or no evidence of the skills required in graduate employment.


	Communication medium is poorly designed and/or not suitable for the audience. 
Work is poorly presented in a disjointed manner. It is loosely, and at times incoherently, structured, with information and ideas often poorly expressed. Weak use of language and/or inappropriate style. Weak independent initiative (or collaboration, if relevant). Limited evidence of the skills required in graduate employment.
	Can communicate in a suitable medium but with some room for improvement. 
Mostly ordered presentation and structure in which relevant ideas / concepts are reasonably expressed. Work may lack coherence in places. Can work as part of a team, but with limited involvement in group activities. 
Demonstrates the basic skills required in graduate employment, with some areas of minor weakness.
	Can communicate effectively in a suitable format, but may have minor errors.
Mostly coherent, organised work, in a suitable structure and is for the most part clearly expressed. Can work effectively independently and/or as part of a team, with clear contribution to group activities. 
Demonstrates the skills required in graduate employment, with some areas of strength and some of minor weakness.
	Can communicate well, confidently and consistently in a suitable format.
Work is coherent, fluent, well-structured and organised. Can work very well autonomously and/or as part of a team, with very good contribution to group activities. 
Demonstrates very good graduate employment skills, with just occasional minor weakness.
	Can communicate professionally confidently and consistently in a suitable format.
Work is coherent, very fluent and is presented professionally. Can work autonomously with initiative. Where relevant can work professionally within a team, showing leadership skills as appropriate, managing conflict and meeting obligations. Demonstrates excellent graduate employment skills and an appetite for further development.






Introduction
‘Learning’ is an ever-developing extremely wide topic, which has always highlighted differing viewpoints on its meaning and how it takes place. However, a main theme that seems to arise with theorists like Vygotsky, Dewey, Piaget and Montessori, as Mooney (2000) presents, is that the child should be centre to the learning. This is also mentioned in The Foundation Phase Curriculum (2015) and in Donaldson’s Successful Futures report (2015). In order for teachers to teach alongside this, including the Donaldson (2015) four purposes (figure 1), it is important that the teacher knows pedagogy surrounding teaching and learning in order to support the child’s development. Grigg (2015, p.131) reiterates, ‘all teachers are expected to have a broad professional knowledge of teaching, learning, assessment and behaviour management strategies, a secure grasp of the curriculum that they are to teach, and knowledge of their own professional development needs’. This essay will focus on a specific learning event which I observed during classroom observations. In this case, my observation focuses on questioning and explorative talk, which predominantly supports the Constructivist and Social Constructivism schools of thought, which are child-centred too. Tandon (2017, p.1) uses Bruner as an example, ‘the constructivist learning approach emphasises upon the learner and their construction of their reality through their interaction with world and discussions with others (Bruner, 1986)’.

[image: ../../../../Desktop/Screen%20Shot%202018-10-13%20at%2016.32.31.png]Figure 1: Four purposes of new pending curriculum. Taken from Donaldson (2015)’s Successful Futures report.





Donaldson (2015)

While carrying out my observations I made sure I considered BERA (2018)’s Ethical Guidelines for Educational Research. Examples of this is that I chose to anonymise both the school and the children involved, consent was given by the parents of the children in the class to the class teacher and School X gave me consent to carry out my observations also; all in coherence with these BERA (2018) guidelines.

As some background context, ‘School X’ has 417 pupils in total, aged 3-11 years old and is located to the East of a city in South Wales. The last Estyn inspection was carried out in September 2014 and School X scored an Estyn grade of 2 which results to ‘good’ overall. It is mentionable that School X have a 26.6% free school meal rate, which is higher than the national average. The reference for the information on School X has been removed for the purpose of protecting the school’s identity, but it has been gathered from the official Estyn report and the school’s website.

During my time at School X, I realised the importance of the learning environment playing a massive part in the role of facilitating the learning. As Leimanis-Wyatt (2010, p.12) writes, ‘a stimulated environment makes for a stimulated child’. If the child is not in a learning enriched, facilitated classroom then their learning will not develop as well, which I will focus on in this assignment too.

Observation
My chosen observation took place in a year two classroom within School X, consisting of children ages 6-7 years old. Year two is the highest age of children in the Foundation Phase, so this curriculum is still being followed, but at the most difficult levels of the learning strands.
The children in my class had been looking at ‘outer space’ as their topic of the term. This topic was suggested by the children, Pluckrose (2000, p.68) highlights the reasoning behind doing this, ‘it has not been chosen by the teacher because s/he believes it will interest the class’. The children obviously have an interest in said topic to want to focus on it for a prolonged period of time, therefore, it should engage them and they will connect to the learning better.
As part of this topical work, the class had previously read a book together called ‘Man on the Moon’ by Simon Bartram (Figure 2).
[image: mage result for man on the moon book]Figure 2: Man on the Moon book by Simon Barton, front cover. Taken from Goodreads website (no date).





Goodreads (no date)
Leimanis-Wyatt (2010) emphasises the importance of the carpet area of the classroom as a ‘whole-class gathering area’, I saw this to be true as during the classroom activity of my observation, the children all gathered on the carpet area with the teacher and she re-read the book to the children. This action of re-reading the book, coheres to Watson (1930)’s laws of learning, which he proclaimed two of these being ‘frequency’ and ‘recency’; so, from this stance, the children would have the book fresh in their memories and should be able to discuss it easily. The book is about a man called Bob who lives on Earth and works on the Moon, his journey to the Moon every day for work and what he gets up to while being there. The teacher then led a class discussion about the book, and some of the things Bob does on the Moon and on his commute. The teacher also then asked what the children would take to the Moon if they were to go themselves. The learning event I observed took place in this class discussion on the carpet with the teacher and three children, in this case I’ve changed the names of the children to keep them anonymous. Figure 3 is a transcript of the talk I recorded. After this class discussion finished, the children returned to sit at their tables and had to write in their work books, either a list or a piece of writing (ability dependant) saying what they would take to the moon with them and why.

Figure 3: Transcript of talk that took place with the teacher and a small group of children during class discussion.
Teacher: Ok, so children, what are some of the things we learn that Bob does in a normal day in his life?
Child A: Crosswords! Bob does crosswords when he drives the rocket on his way to work.
Teacher: Yes, he does do crosswords. Do you think he does a lot of crosswords on his way to work?
Child A: Yes.
Teacher: And why do you think that?
Child A: Because it takes him a long time to get to the Moon.
Child B: A really long time!
Teacher: Why does it take him a long time, do you think?
Child B: The Moon is really far away.
Teacher: Good. And what else does Bob do?
Child C: Miss, if Bob drives the rocket to work, how does he do his crosswords? Because you’re not allowed to drive and do crosswords and if he puts it down then it will press all the buttons on the rocket.
Teacher: That’s a good question because I’m not allowed to drive and use my phone, so I don’t think you’d be allowed to drive and do crosswords.
Child A: My Mammy isn’t allowed on her phone when she drives either.
Teacher: Maybe they have special crossword holders on the rocket?
Child C: I hope they don’t fall off on the floor.
Child B: Maybe his friends hold it for him?
Teacher: But his friends don’t go to the Moon, do they? Where do they go?
Child A: To Mars and Pluto!
Child B: Woah! That’s really far away!
Teacher: So we know Bob takes crosswords to the Moon with him but what would you take to the Moon with you?
Child C: I would take some food so that I could feed myself and the aliens.
Teacher: Child C, you’ve been doing some really good thinking on the carpet today so you can have a Dojo point!
Child B: *Turns around and faces Child C and smiles* Good answer! *Gives Child C a thumbs up*.

I chose to observe this lesson and classroom discussion as I knew the learning style of questioning and explorative talk would be used, and metacognition was touched on. Cubukcu (2009) supports this idea of metacognition and children directing their own learning, which was shown in this example of talk. There were also elements of co-operative learning and big concepts were discussed which involved a lot of thought. As it was a discussion, I noticed the natural ‘flow’ of the conversation and therefore, learning, which is a theory that Csíkszentmihályi (1996, 2008) identifies. I also felt that the discussion that I recorded showed signs of De Bono (1985)’s Six Thinking Hats (Figure 4) which I saw various displays of around School X. I found it interesting that this approach was taken, without the children even being fully aware. In my future practice, if I was to use the Thinking Hats (De Bono, 1985) method, I would make the children aware of it and either have physical hats of the differing colours for children to wear as they go through each step, or ask them to put their (pretend) thinking hats on. I would do this to get the children more actively involved in the learning.



[image: ../../../../Desktop/Screen%20Shot%202018-10-14%20at%2000.54.06.png]Figure 4: Edward de Bono (1985)’s Six Thinking Hats explained.












The de Bono Group (no date)

I thought it was important to observe this kind of talk because as Pluckrose (2000, p.30) states ‘as human beings we relate our thoughts and feelings through language’, so you can gain an understanding of the children’s current knowledge and thoughts surrounding a topic. In coherence with Jablon (2010, p.24), who reiterates that observations ‘provide specific examples of what children know and can do’. This is something I will take with me into my future practice, I now realise the importance of observing children. However, as the children were restricted to the carpet area for this task, some would argue that it may have restricted their thinking ability. Moyles (1992, p.39) presents Jones & Jones’ idea ‘if the teacher is going to work with the whole class from a whiteboard, blackboard or other focal point, then the location of the carpet or the seating arrangements must enable all children to see clearly from a comfortable position without unnecessary movement (Jones and Jones, 1986: 242)’. However, this contrasts with what Moyles (1992, p.60) also presents about Susan Isaacs’ idea ‘’it is stillness we have to justify, not movement’ in the primary classroom (in Smith, 1985: 68)’. This raises the question of if the children had been allowed to move around the classroom while this discussion is going on, would they have come up with deeper thinking, would they have just been distracted or would it just be completely impractical. This is definitely something I would like to trial within my classroom in the future, but I would have to ensure that the furniture layout is considered in order to do this.
So that I could record this talk mentioned, I used a structured observation but with a naturalistic approach, in the sense that the children were in a normal classroom activity but it was still structured as the activity was pre-planned. The specific method I used was a written observation method, in this case, that of note-taking. I found this method to be beneficial as it was quick and easy for me to write down exactly what was being said. On the other hand, this was not the best method in the sense that I did have to rush what I was writing to keep up with the discussion, which could have slightly affected the accuracy of the recording. Also, it raises the potential idea that as some of the children saw me sitting close-by with my notebook, were some of them a little shy around me and this reserved their input to the discussion and if there would have been a slightly different outcome if this observation was carried out by a familiar member of staff or the observation was secretly recorded and I was not present. For example, Myhill et al. (2006) think video observations could be successful, which is a possible tool I could have used. However, The Department for Children, Education, Lifelong Learning and Skills (2008 p.11) at the Welsh Assembly government say, ‘when engrossed in their work children are absorbed in the activity and may appear to be unaware of what is happening around them’, if this is the case then me being there should not have affected the children’s involvement or behaviour within the task. With regards to future practice, if it is suitable to the individual learning activity I am observing, I would use this method again as I did personally find it effective, but I would look into other methods too.

Learning Theories
As previously mentioned, the main learning theories that relate most to my learning event and topics of questioning and explorative talk is that of constructivism and social constructivism. Although these share a similar basis and both follow the Socratic way of teaching (Wilberding, 2014), they do have differences, which will become apparent. This section will now focus on these learning theories, but also discuss other views which relate, build on or critique.
As Jordan, Carlile & Stack (2008, p.55) explain, ‘for constructivists, learning is an active process through which leaners ‘construct’ new meaning’. This links to my learning activity as although the children were not physically active while learning, as such, they were active as they were discussing the book all together on the carpet and were actively involved in said discussion. This style of active learning is acknowledged by Brooks (1999) with regards to constructivism, ‘as long as there were people asking each other questions, we have had constructivist classrooms’. Although there are many theorists who are constructivists, the ones I will discuss will be John Dewey, Jean Piaget and Jerome Bruner.
Aubrey & Riley (2016, p.6) summarised Dewey’s theory on learning, ‘he promoted the idea of learning by doing and experimenting’, connecting to the constructivist approach and supporting Piaget’s theories. Although Dewey is predominantly constructivist, he is also slightly social constructivist too as Aubrey & Riley (2016, p.6) identify, ‘he contended that learning should focus on practical life experiences and social interaction rather than the more traditional and staid manner of instruction and rote learning’, which is a social constructivist belief and a belief that is shared with Vygotsky. This also links back to Donaldson (2015)’s Successful Futures report, who emphasised the importance of experiential learning for the upcoming curriculum in Wales. However, Dewey does contrast with this report also as he states in his book that ‘education should address what the person needs to know at the time, not prepare them for the future’ (Dewey, 1897) in Mooney (2000, p.5), which completely disagrees with Donaldson (2015)’s logic on the pending new curriculum and lifelong learning for children. Dewey also agrees with Bruner’s theories because they both acknowledge the importance of socialisation (although differing views on importance) within learning, but also both agree that the learning does still take place without this as learners still construct their own meaning, regardless. Dewey’s theories relate to my observation as the children were ‘doing’ in both the discussion and writing processes within the learning event, and they were using other people to develop thinking, in a non-traditionalist way.
Unlike Dewey, Jean Piaget is very much a true constructivist. He described children as being ‘lone scientists’ (Fosnot, 2013), completely disregarding the possible social aspect to learning. Aubrey & Riley (2016, p.34) explain, ’Piaget saw children as constructors of their own knowledge, taking information from the people and objects in their environment and making meaning from them’. Although he acknowledged that children could get this information from people, he did not refer to the actual social aspect, more so a person as a source of knowledge. This links with my learning activity as the children were taking information from the people in their classroom. Piaget’s emphasis on the learning environment really does make me realise the importance of this and is something I will carefully consider in my future practice. Piaget (1985) also believed that when children learn new information, they try to fit it in to their previous knowledge, which he otherwise referred to as ‘schemas’, (process shown in figure 5).
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(Surgenor, 2010)
This was modelled within my learning event as there was evidence that the children were using their past knowledge in the questions they were asking and through the discussion (Figure 3). For example, Child C had previous knowledge that it is not legal to drive and use a mobile phone, and was exploring that idea through his inquiry of Bob. Pluckrose (2000, p.35) also supports Piaget’s theory on this, ‘children are enquirers, bringing past experience allied to a sharp imagination to almost every situation in which they find themselves’. However, Piaget would disagree with my learning event in the sense that he would not have liked the idea of the adult being so heavily involved, ‘Piaget believed children needed every possible opportunity to do things for themselves’ (Mooney, 2000, p.62). This completely contrasts with social constructivists like Vygotsky, who emphasise other people as a learning support for an individual.
Jerome Bruner ‘was in favour of children constructing knowledge in a scientific manner (Aubrey & Riley, 2016, p.102), which links to Piaget’s belief of children being ‘lone scientists’ (Fosnot, 2013). Bruner was a strong believer in discovery learning and although he was predominantly constructivist, did agree with an idea put forward by Vygotsky called the Zone of Proximal Development (ZPD) (Vygotsky, 1978), and came up with the scaffolding theory. Aubrey & Riley (2016, p.109) clarify, ‘Bruner extended the idea of scaffolding even more, because he considered that scaffolding was flexible and evident in all aspects of a child’s learning’. To put it simply, Bruner believed that when acquiring new knowledge, children may need an adult there to support this and act as a ‘scaffold’. This was evident in my learning event as the teacher was questioning the children and even corrected Child B when he/she thought Bob’s friends went to the Moon with him (figure 3). Jordan, Carlile & Stack (2008, p.55) would support this method, ‘by investigating the origins of a wrong answer, the teacher can uncover the learner’s thinking processes, subsequently challenging and refining faulty mental constructs’. This theory of learning from Bruner does suggest that a higher level of scaffolding, if needed, could have increased the learning outcome; which is something I would like to trail in my future practice.
Social constructivism has the same foundation except it highlights the importance of another person as an aid to get this learning out of an individual. Kim (2001) explains that ‘social constructivists view learning as a social process’ and deepens this explanation with ‘meaningful learning occurs when individuals are engaged in social activities’ (Kim, 2001, p.3). This also supports my chosen learning event as the children were socialising with peers and their teacher, using each other to develop their own knowledge and thinking. The social constructivist theorist I am focusing on is Lev Vygotsky.
With regards to social interaction, ‘Vygotsky believed that this interaction contributes to children’s construction of knowledge - to their learning’ (Mooney, 2000, p.83). Vygotsky is a true social constructivist, although he did agree with Piaget that personal experience formed knowledge, he added to this view that social experiences were just as important. Vygotsky (1978) created the Zone of Proximal Development (ZPD) (figure 6). Vygotsky explains the ZPD is ‘the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers (Vygotsky, 1978: 86)’ Aubrey & Riley (2016, p.51). In the example of my learning event, the Vygotskian theory would say that the children would not have achieved as high level of learning from the discussion if it had not been for the teacher to facilitate and ask the appropriate questions. However, we will never truly know this as it would be difficult to have the same discussion again but without the adult’s input because the children would already remember what was discussed last time.
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(Edufolio, 2016)
Another learning theory that my learning event touches on is that of Behaviourism, this is due to the ‘Dojo point’ given to the child for good level of thought, hence the positive reinforcement aspect. The idea behind Dojo points is that every child in a class as a profile on the Dojo class website and when they do something good they received a Dojo point to their profile, these points then get exchanged for a reward at the end of term.
Burrhus F. Skinner is a believer of the effectiveness of positive reinforcement (Skinner, 1938) within this school of thought. His theory is called ‘supposed behaviour is determined by consequences, such as positive and negative reinforcers, and the application of these will increase the possibility of a behaviour occurring again’ (Aubrey & Riley, 2016, p.60). With this theory in mind, Child C should contribute to classroom discussions again and share his/her thoughts, as when they did that in my learning, event they were rewarded with a Dojo point for their level of thought (Figure 3). Ollerton (2004, p.73-74) adds to Skinner’s positive view on reward systems, ‘another argument used in favour of a merit mark or reward system is it reflects real life that, as adults, we are rewarded by what we are paid’. This links back and supports Donaldson (2015)’s view that the new curriculum should be relevant to real life. Although, one argument is whether rewards systems are needed or if things should just be expected of children, as Ollerton (2004, p.72) presents, ‘students who come into any classroom are quite capable of working hard without the teacher needing to offer carrots of merit marks to motivate them’. This raises the questions of if rewards systems are encouraging children’s behaviour or if they are placing an expectation within them that they need a reward for something instead of being intrinsically motivated. A head teacher (Crowe, 1995) highlight this negative aspect, ‘’the tables raise aspirations, which is a good thing, but they also foster unhealthy competition; if there are winners there must also be losers’ (Crowe 1995)’ (Ollerton, 2004, p.76).
These theories and theorists are all aspects I will keep in mind for my future practice. I shall use these through trial and error and seeing what works best with my individual class at the present, aspiring to get the most out of my learners, keeping in mind learning theories and their individual needs and taking the learning environment into consideration also.
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Poster Write-Up
The learning environment has always been a vital aspect to children’s learning, Leimanis-Wyatt (2010) explains the importance of this and that ‘much research shows that children who feel engaged in their classroom are more receptive’ (p.12). Bilton (1998, p.35) takes this belief further and states how Blenkin and Whitehead (1988) believe ‘the most neglected and misunderstood dimension of the planned curriculum is the creation of an environment or setting in which education is to take place’. Moyles (1992, p.35) also builds on this idea but brings in Entwhistle (1988, p.249)’s view that the effectiveness of the learning area is the responsibility of the teacher. Due to these beliefs, I have carefully considered my ideal learning environment, in this case for a Foundation Phase classroom; I shall now explore some of its main features.
One of the main aspects of my ideal learning environment is my outdoor learning area. The effectiveness of outdoor learning is obvious through Fiennes et al. (2015) report; and with the Welsh Government’s Foundation Phase (2015) Curriculum emphasising the importance of learning outdoors for children’s learning and development, and Donaldson (2015)’s Successful Futures report highlighting the importance of experiential learning, something which takes place outdoors as White (2014, p.10) identifies, I felt this was vital. Dewey (2011) also talks about the importance of a ‘hands-on’ approach to learning, which is something that takes place naturally outdoors and something that I would provide and facilitate for in my outdoor learning area.
Bilton (1998, p.ix) reiterates the importance of having an outdoor learning environment and how ‘it should be available every day alongside the indoor class and throughout the year. Outdoors, children have space, freedom, fresh air and time to work at their current interests. It is an area to which young children are naturally drawn’. Hence, not only would I have an outdoor learning area but it would also be available for children to use in their free choice time, but there would also be lessons and activities held there. By doing this it would not only support the learning done in the classroom but also make the skills learnt transferrable. Woods (1995, p.57) re-establishes this idea, ‘what we do outside at schools feeds what happens inside and resources it, and vice versa. It has significance for every curriculum area’. Therefore, I think it is important to have this area accessible from within the classroom at all times.
Bilton (1998, p.2) emphasises the importance of the outdoor area being focused on just as much as the indoor area and how it is sometimes overlooked (Blenkin and Whitehead, 1988, p.35). I think that it is important that the outdoor area keeps up with the topical work that goes on inside the classroom too. Both Tann (1988) and Kerry & Eggleston (1988) support the idea of topic work throughout primary education and providing consistency and fluidity through this. Wyse et al. (2018) also provide a more current validation of the benefits of topic work as opposed to more traditional, categorised subjects which don’t promote holistic learning as effectively. Hence, why I have not included any furniture in my academic poster of the ideal learning environment within my outdoor learning area as I would regularly change the layout, equipment and materials. Bilton (1998, p.38) echoes this idea and emphasises how having fixed equipment in the outdoor environment can seriously restrict play, and therefor, learning, and not take into consideration what equipment the children would like, which seriously contrasts with the Welsh Government’s Foundation Phase Curriculum (2015) of child-centeredness. Linda Thornton (2016) explains the importance of this in the outdoor environment for explorative talk within children, ‘providing an interesting and ever-changing environment for children to explore is an ideal way to develop their curiosity, provide opportunities for them to ask questions, and to talk about things they have discovered’. As these kinds of provisions within schools provide opportunities for teachers to use questioning and encourage explorative talk with children, this can produce learning events such as the one I have previously explored. Outdoor learning does provide opportunities for the teacher to observe children too, as there is lots of natural play which takes place in outdoor learning areas, which Welsh Assembly Government’s Department for Children, Education Lifelong Learning and Skills (2008) identifies as being good opportunities for observation. Although, Estyn (2011) argue that ‘teachers tend to assess children’s learning less often and less well outdoors than indoors. They do not track the progress children make in developing their skills outdoors well enough’. Therefore, I believe that these opportunities need to be available where possible within my learning environment so that the children’s interests, progress and difficulties can be easily tracked by teachers.
With regards to equipment, one constant would be that I would ensure to include natural materials to provoke heuristic play, identified by Goldschmied & Jackson (2004), which also creates opportunities for child-led play, an approach firmly supported by Montessori (1909, 1949) and her theories. Linda Thornton (2016) also supports this idea and states, ‘natural materials are perfect resources for use in heuristic play sessions when children are developing their creative and critical thinking skills’. This also links back to explorative talk and questioning, not only by teachers but by children too, as these items can give opportunities for the teacher to lead conversations and question children but also encourages the children’s curiosity and thoughts on the materials and hence, create experiential learning that have the potential to lead to learning events. Heuristic play also encourages flow which Csíkszentmihályi (1996, 2008) identifies as being optimal for a child’s learning outcomes.
Another reason I wanted to include an outdoor learning area into my classroom environment is because of the learning opportunities it provides children in relation to high challenges, risk taking and problem solving to make safe and well-thought judgments on these risks. This also links back to developing cognition and explorative talk, and opportunities for questioning. Estyn (2011) highlights how The Foundation Phase (2015) focuses on children ‘using the outdoors to experiment, explore and take risks’, which solidifies this idea. White (2014, p.11) raises concern on the effects of children not learning to manage risks ‘children are seriously disadvantaged if they do not learn how to approach and manage physical and emotional risk. They can become either timid or reckless, or be unable to cope with consequences’. Learning to manage risks is often something which is not addressed within the classroom environment, so it is invaluable to have this taking place in the outdoor learning area. This will provide children with skills for life and starts lifelong learning from an early age.
An outdoor learning environment will also provide children with behavioural difficulties and additional learning needs such as ADHD, a physical outlet for them to release some energy and have time away from the indoor classroom if needed. Austin (2007, p.1) echoes, ‘it has always amazed me how differently children behave outside the classroom. Whatever the purpose of going outdoors the children and I always seemed to return in higher spirits’. This is vital for child centred-ness and children’s wellbeing. With Estyn (2011) and White (2014) both supporting this idea of the outdoors being beneficial for children’s behaviour and wellbeing also.
Wellbeing of children is another main aspect to my ideal learning environment. Children’s wellbeing is highlighted in the Foundation Phase Curriculum (2015) through the area of learning of ‘personal and social development, well-being and cultural diversity’ and has been brought to light by Donaldson (2015) in the Successful Futures Report also. Although, I have kept it in mind throughout the whole planning of my learning environment which Pluckrose (2000) would support, there are several areas it is a focus of.
Moyles (1992, p,38) explains, ‘many primary teachers prefer to have the opportunity to bring the whole class together on to a carpeted area rather than talk to the children when they are seated at tables’. My carpet area is in my learning environment to support the children’s wellbeing and to encourage opportunities for questioning and explorative talk. Mosley (1996)’s Circle Time can also be implemented here, which Bliss, Robinson & Maines (1995) agree with, and it is also a strategy used daily in Primary schools in this country. Children are given time to talk, express feelings and discuss important concepts and topics. By incorporating this into the classroom, and through talking, children have chance to practice their speech and acquire language alongside their thinking and cognitive skills, which turns into explorative talk. Vygotsky (1934) believes that the development and language and thought should cohere and go hand in hand, as it does in Circle time. Hence, the carpet aspect of my learning environment is vital.

Conclusion
To conclude, by observing and witnessing my learning event, I saw how questioning from the teacher and other children, and explorative talk can be used as a catalyst for learning. I observed the children using each other’s contributions to the discussion to develop their own thinking by their responses. Although my observation coheres with several constructivists views, it mostly supported Vygotsky’s theory of learning, as social constructivist, and his Zone of Proximal Development (Vygotsky 1978) which I looked at in this assignment. My learning event was invaluable to me in the way of seeing these school of thoughts in a practical, real-life example and I now feel my understanding of them has improved. I will take this knowledge forward with me when doing my teaching practice and make sure I use my own self to facilitate the learning of children as much as possible, without taking the discovery element away from them.
Also, from spending time in School X, I feel that my knowledge and understanding of the importance of an effective learning environment has significantly gained. I now understand that everything in the learning environment within schools has a purpose and reason. I will be very aware of this when I am on my teaching practice and will make sure I am aware how to use the environment to get the best out of my pupils.
I will also ensure that whatever I do within my teaching and classroom environment, I will always be reflective of it, an idea which Grigg (2016) supports. Some things may not work for individual classes or children so even though something has lots of research, it does not necessarily mean it will always be effective.
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