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	Targets
	How you have worked on this
	An example can be found on

	[bookmark: cysill]Target 1
Greater critical engagement with the ideas that you explore, including limitations and competing perspectives.
	I have analysed literature based around my area of development, offering limitations and opposing views where possible.
	Throughout the main body of my assignment.

	Target 2
Try to consistently make explicit links between theory and how it is applied in practice in your specific context or study.
	I have made explicit links to theory throughout the assignment and then related to my practice.
	Throughout the main body of assignment, and in my conclusion.



Cycle 3: Professional and Pedagogic Studies: Leading the Learning: what, how and why am I teaching?

Lauren Bourne 3C







Critically reflect on your progress in planning, preparing and teaching lessons that incorporate specific pedagogical principles. Identify up to three of these pedagogical principles as an area for development and justify the next steps in your development.

Part One

ECAD6008 Assignment: Part 1
	Professional Experience Template 1
	

	Pedagogy Standard
	Assessment for learning

	What did you do and why?

	Throughout my PTE, but especially after receiving feedback after my joint observation, I utilised a range of assessment for learning (AfL) strategies (Black and Wiliam, 1998; 2009; 2018) within the classroom. My report feedback included a target to incorporate the use of AfL strategies to improve my teaching further. I then began to use the strategies within every lesson plan, which included the following:
· Think Pair Share – I used this predominantly within my introductions as a way to activate prior knowledge and to assess pupils’ understanding of a topic so far.
· Lollipop Sticks – I used these throughout my introductions to randomise the pupils selected to answer questions.
· Skill Slips – I used these within my focus groups to ensure pupils were aware of the skills they hoped to achieve and show them how successful they were in achieving them at the end of the activity.
· Mr Men Stickers – These were utilised at the end of focus activities to assess how pupils felt about their work and offer them a chance for self-reflection.
· Mr Marker – This was used as both a teacher assessment and a self-assessment tool at the end of focus writing activities.

	What have you learned?

	· By using Think Pair Share, I was able to activate pupils’ prior knowledge during the introductions and assess understanding so that I could adjust my teaching accordingly. 
· By using Lollipop Sticks, I was able to randomise the pupils selected to answer posed questions, meaning that all pupils would have to be prepared to give an answer, ensuring engagement. 
· By using Skill Slips in my marking, I was able to make the skills of the lesson explicit to the pupils, and show them if and how they had met them at the end of the activity. These also were helpful when self/peer assessing, as pupils were aware of what they were hoping to achieve. These were also instrumental in showing pupils their next steps for learning, and in turn showing me as a teacher the next steps to take in the classroom.
· By using Mr Men Stickers, I was able to assess how pupils felt about their work and give them a chance for self-reflection on how they had done. 
· By using Mr Marker, pupils were aware of the expectations when writing and were able to self/peer assess using the scheme.

These strategies used in every lesson at different points helped me to build my teaching throughout the lesson and guide me in where to go next. For example, if I found that in the introduction that several pupils were struggling with a concept, I was able to ensure that they were assisted further in the focused group activities, and check back in on them during the plenary to assess once again. If pupils were struggling to meet the lesson goals in the focused activities, I would then reflect and change the lesson accordingly for the next day to ensure a better understanding was gained. Assessment for Learning is crucial in guiding teaching and learning, and keeps the assessments minute by minute (Black and Wiliam, 1998; 2009; 2018).


	What next?

	Use of Assessment for Learning strategies is something that during my final placement I have now embedded within my daily practice and all lesson plans. I believe that to deliver good teaching, assessments and judgements must be made throughout the lesson to avoid loss of learning and ensure that both teacher and pupil are on the right track. You must meet the learner where they are, and guide them into where they are heading next (Black and Wiliam, 1998; 2009; 2018). I also think that AfL strategies not only inform the teacher of next steps, but also the pupil, giving them the chance to take the learning into their own hands. 




	Professional Experience Template 2
	

	Pedagogy Standard
	Blended learning experiences


	What did you do and why?

	[bookmark: _Hlk103076739]As some learners within the Reception class I was placed in for PTE were not yet at a level to write, I ensured that most activities that I planned were hands on in nature and more oracy based while they improved their phonics and fine motor skills. 

This included discussion based tasks, concrete manipulatives, art work and practical experiments designed to benefit all learners within the class. Pupils with a higher ability in writing were able to do so as extension activities if they completed their work and the expectations for each child remained the same in regards to the skills for the lesson. 

	What have you learned?

	[bookmark: _Hlk103076753]While using these hands on approaches, I believe pupils were in a better position to achieve their potentials. 

For example, when learning about volcanic eruptions, I planned a hands on activity in which pupils created their own eruption chemical reactions. Pupils who were not yet able to write competently, were still able to meet the learning intentions by using the vocabulary accurately and describing the reaction, e.g. eruption, lava, magma, it moves fast and then slowly. Pupils fully understood the concept and were able to orally describe the process after completing the experiment.

I attempted to ensure lessons were exciting and imaginative as often as possible to keep learners engaged, as well as using hands on approaches with discussion being heavily utilised in order to meet the skills for each lesson. I found that then when implementing a writing focused task, pupils were more engaged and ready to try to get something onto paper as they were confident in their subject knowledge.

	What next?

	[bookmark: _Hlk103076781]In the future, I intend to continue meeting learners where they are and giving them the best chance to succeed. Each child is an individual and may need a more practical approach to meeting the skill than a more academically able child would. I found that these hands on lessons were extremely successful, with pupils highly engaged and achieving the skills well. This also helped to prepare pupils when attempting more academic activities. 
If teaching at another age level, I would still attempt to give pupils more hands on opportunities before attempting academic tasks so help solidify concept knowledge and ensure understanding. 



	Professional Experience Template 3
	



	Pedagogy Standard
	Real life authentic contexts


	What did you do and why?

	In my third PTE school, there was a whole school approach to thematic learning. The whole school focus was looking at the Global Goals, with year groups taking their own direction on how to approach this.
After discussion with my class mentor, we decided to explore the theme of ‘Life On Our Planet’ with the Reception class I had been placed in. The idea behind this was that it was a real life authentic theme, which was current in context. However, as the class was of a young age, I attempted to make more specific links to their lives wherever possible due to the topic being a 'big concept'. This included showing examples of products containing palm oil which the pupils could recognise and exploring the causes of climate change and making links to things that we can do to help, e.g. switching off lights, recycling in the right bins, walking instead of driving to school. 

	What have you learned?

	By making links to the learners’ lives, pupils became more engaged with the subject and had a deeper level of understanding as they could relate it to something familiar. For example, when looking at palm oil products, pupils could identify which ones they used at home regularly and even began to find more sustainable alternatives or cut down in how much they consumed after conversations at home. We were asked lots of questions at lunch time in class about which foods in their lunchboxes had palm oil in them! When asked how can we help to reduce deforestation, they were then able to make this link and explain how cutting down the palm oil products we use may help lower demand. 
This also gave purpose to the activities, for example when creating posters about saving the orangutans, pupils could understand the reasons why they were doing it, and understood it was a real life problem that they were trying to help solve. 
By using authentic contexts when planning under a theme, it has shown me that the more purposeful the activities are, the more engaged and meaningful the learning becomes for pupils. Pupils also appeared more engaged as they realised the issues we were looking at were real life - they were mature enough to understand the importance of the topic, with me ensuring that it was age appropriate. 


	What next?

	In future, I will ensure to use authentic contexts for my teaching as much as possible, as I believe for a truly meaningful learning experience, pupils must be able to apply contexts to their lives.



	Professional Experience Template 4
	

	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	During my third Professional Teaching Experience (PTE), I contributed toward the planning for a cross-curricular theme used by the whole school. With a focus on Global Goals, in my Reception class, we chose the theme ‘Life on our Planet’ – linked to Sir David Attenborough’s documentary on the effects of climate change. All lessons subsequently planned linked back to this theme and we covered topics such as coral reef bleaching, deforestation and melting polar ice caps. 

Within the Reception timetable, there were two opportunities for carousel focus group activities every day, one to have a mathematics focus, and one labelled cross-curricular which could cover any of the six Areas of Learning and Experience (AoLE). Throughout my placement I taught a range of AoLE within these lessons, with incidental cross-curricular links to the Literacy, Numeracy and Digital Competency Frameworks (LNF + DCF). 

	What have you learned?

	There were several opportunities for me to plan for cross curricular lessons due to the timetable including specific slots for these types of sessions. Many of my lessons included aspects from the Humanities AoLE due to the theme being based around the real world and climate change, with links then coming from Languages, Literacy and Communication, Expressive Arts and Science and Technology etc. 
Some examples were:
· a lesson on volcanoes with a Humanities/Science and Technology focus - making chemical reactions (eruptions) and discussing the key features of volcanoes, also making volcano cakes with the features
· a lesson on coral reef bleaching with a Humanities/Languages Literacy and Communication/Expressive Arts focus - writing sentences about beautiful healthy coral reefs and making coral reef aquariums
· a lesson on life cycles of butterflies with a Science and Technology/Mathematics and Numeracy focus - creating the life cycle with pasta shapes and sorting and classifying minibeasts
By implementing these styles of lessons, pupils had many different experiences during the carousel week to gain deeper understanding of the concept while also applying in different contexts and with different mediums. The cross curricular aspect of the lessons allowed them to make key links, for example the link between chemical reactions and volcanic eruptions. Within life, everything is 'cross curricular' and we must learn to adapt and navigate between concepts and themes (Barnes, 2007). It is important to allow pupils to learn this skill early and have a range of experiences while in school. 


	What next?

	In my future practice, I will continue to teach cross curricular lessons wherever possible, as this is considered good practice within the 12 pedagogical principles of Curriculum for Wales (Welsh Government, 2020). I want to be able to give a range of exciting experiences to the pupils in my class, and allow them to learn how to adapt to different mediums, contexts and ways of learning under one theme. If we give children as many experiences as possible they will be able to make more and more links and build a bigger and better body of knowledge across the AoLEs.



Word count: Approximately 2,000



Part Two

Within the Curriculum for Wales (CfW) (Welsh Government, 2020), there are twelve recommendations of good practice based on Donaldson’s report ‘Successful Futures’ (2015). Among these pedagogical principles, teachers are encouraged to employ “a blend of approaches including direct teaching.” (Welsh Government, p50, 2020). After observation and participation in the teaching of a Reception class, this principle has been selected as an area for development in teaching for the purpose of this assignment. 

At Reception level, pupils’ ages can span from having just turned four to be shortly turning five at the start of the school year, meaning there can be a wide range of abilities and developmental differences between children in the class (Teszenyi, 2016). This can prove challenging for practitioners when delivering a structured curriculum if all pupils are performing at different levels. 

It is recommended that early years practitioners should support pupils’ development holistically (Welsh Government, 2020), with pedagogy encompassing the earlier philosophy of the Foundation Phase Framework (Welsh Government, 2015). Although the Foundation Phase is typically more child-led and play-focused in comparison to Key Stage 2, teachers now must use the Progression Steps to inform planning and measure pupil attainment (Welsh Government, 2020). In order for all pupils to achieve, a range of approaches must be taken to support the range of abilities and developmental stages present. 

The Progression Steps in CfW (Welsh Government, 2020) are designed for the learner to progress at their own pace with an emphasis on each child developing as an individual. Currently in the process of reform, the ALN Code for Wales (Welsh Government, 2021a) puts a further onus on supporting the individual child. Universal provision must be provided by schools in order to support pupils with additional learning needs (ALN) in the classroom.  Differentiation is a key aspect of universal provision. However, care must be taken to ensure that pupils’ potential achievements are not limited due to incorrect implementation (Dunne et al., 2007). For example, within the specified Reception class, some pupils struggled with writing-based tasks as their fine motor skills were not sufficient enough yet to grasp a pencil securely (Matheis and Estabillo, 2018). When initially planning for writing-based activities, differentiation was put in place for these pupils to draw rather than write, with encouragement to attempt to copy the starting sound modelled by the teacher. Although this may have been developmentally more appropriate for the pupils who may still be at a mark-making phase, the expectations and level of learning were being limited compared to pupils who were able to write full sentences. In this example, the Area of Learning and Experience (AoLE) for the lesson was Humanities, with the learning objective being to show an understanding of the causes of climate change. By choosing a writing-based activity, the learners who had developmental differences were limited in the medium in which they were asked to meet the learning objective. This example shows that the choice in approach is important when planning so that all pupils have the tools to succeed.

The pedagogical principle of using a range of approaches in teaching (Welsh Government, 2020) is also echoed in the Professional Teaching Standards set out for student-teachers; one of the standards encourages the use of “a range of imaginative approaches to meet pedagogic challenges to the benefit of all learners.” (EWC, 2022). In order to benefit all learners, equal opportunities made equitable should be provided. For example, the same learning objective should be given to every pupil taking part in an activity so that they have the same opportunity for success, with appropriate support being put in place for learners who require it. Referring to the example given previously of pupils being given a writing-based task during a Humanities lesson, if I were to improve my practice, I would assess pupils’ pre-requisite learning so that when planning I could be more realistic about pupils’ capabilities. If pupils were not yet at a level in which they were able to demonstrate their understanding through a written medium, I could use a discussion-based oracy approach in collaboration with something more practical to aid fine motor skills. This way, pupils would be able to achieve their learning objectives in addition to preparing them with pre-requisite skills. 

Tensions may arise when planning for all pupils to have the same learning objectives for the lesson due to differences in development and age-related expectations. The Foundation Phase Framework (Welsh Government, 2015) highlights the importance of learners progressing at their own rate and not being assessed against age-related outcomes. As noted previously, the Progression Steps in CfW (Welsh Government, 2020) are designed to be fluid for the individual learner. However, contradictory to this, the first step is posited to be broadly related to pupils at age five. While Reception pupils can be working on a continuum leading up to Progression Step one, there needs to be support in place for pupils who are not yet solidly achieving at that level. Differentiated support must be used as an approach to ensure all learners reach their individual potentials (Munro, 2012) without simply using it as a scaffolding technique for less ‘able’ learners (Hertberg-Davis, 2009). 

CfW (Welsh Government, 2020) suggests that the Foundation Phase philosophy (Welsh Government, 2015) should be upheld while teaching the early Progression Steps. This includes a balance of didactic or direct teaching, socratic teaching and facilitating child-led learning, reiterating the pedagogical principle in question (Welsh Government, 2015; Ofsted, 2015; Welsh Government, 2020). Malaguzzi, the founder of the child-led Reggio Emilia approach, postulated that teachers may need to play different roles and facilitate to different extents depending on the context of the lesson (Rinaldi, 2006). During teacher-led focus group activities in the Reception class, the balance between teaching and facilitating varied. It can be challenging to allow pupils to be independent in their learning when delivering an activity that requires teacher instruction, however, it is something that is considered good practice by Estyn (2020a).

One strategy that could be used to help foster independence during focus activities is the sharing of success criteria. Highlighted by Black and Wiliam (1998; 2009; 2018) as one of the four key strands of Assessment for Learning (AfL), it is widely accepted to be an effective practice to ensure learners are made aware of how to achieve their learning objectives (Welsh Government, 2020). This can be approached in many different ways; for example, by providing a ‘what a good one looks like’ (WAGOLL), pupils are given an example of how to succeed within the lesson’s context and are more likely to succeed themselves (Chapman, Garnett and Jervis, 2011; Rosenshine, 2012). However, there has been criticism of the generalised view of ‘sharing success criteria’ by Didau (2014; 2015), in which he warns of using vague ‘checklist-type’ criteria as this will only be helpful to pupils who are already competent. Instead, he advises creating criteria based on modelled practices and concurs with Clarke’s (2008) view that pupil generated success criteria is most effective as it is a product of teaching.

There are arguments made  against child-centred learning, such as that it can promote a skills-based curriculum being taught and that these skills are difficult to obtain and use correctly without core academic knowledge (Gibb, 2017). Gersten, Woodward and Darch (1986) suggest that direct teaching is a highly successful approach to instruction and curriculum design. They explain that although there is a wealth of support for child-led activity, there is a need for structured direction in order to teach higher order skills. For example, when teaching phonics and reading schemes, a form of rigidity is needed for these to work together sequentially as planned and for pupils to become decoders. 

When delivering teacher-led focus group activities, I found it challenging to create a balance between facilitating the pupils’ independence and giving explicit instructions. In the future, I believe that by modelling what is expected of pupils and being clear with initial instructions and success criteria, particularly criteria that pupils contribute to formulating through the scaffolding process, pupils will be better equipped to succeed in the activity. Pupils must then be allowed time and space to be independent in their learning, with support being given if requested. I must learn to facilitate and supervise learning without offering assistance too frequently and ensure that the pupils are aware of how to succeed before setting them off on their tasks.

A specific child-led approach that could be taken to benefit learners could be the use of pupil voice. Bruner (1977) suggested that the best stimuli for learning is the learners’ interest in the subject (Gray and MacBlain, 2012). Estyn has shared best practice examples of pupil voice being used within schools (2020b; 2020c), and it is widely believed that it can improve attitudes toward learning and promote engagement in learners (Mitra, 2001; Rudduck et al., 2003; Rudduck and Flutter, 2004; Flutter, 2007). McIntyre, Pedder and Rudduck (2005) explored pupil voice and, as well as promoting the potential of the strategy, highlighted some areas of caution and criticism regarding the subject. They believed that when using pupil voice in the classroom, the pupils who are the most articulate and usually within the highest ability tend to contribute more to the discussions. This would mean that not all pupils may benefit from the strategy, so thought must be given to its implementation to ensure all learners are given a voice. There is also an element of how invested the teacher is in the process, as if the pupil voice is merely tokenistic in nature, results for learners will not prove as effective (Hart, 1992). Pupil voice could be used within the classroom for future practice as one of a range of approaches including a balance of child-led and teacher initiated activities, but care must be taken to ensure that the strategy is used in a genuine way to reap effective results. 

With the global Covid-19 pandemic, schools in Wales were required to switch to online home learning during the national lockdown periods (Welsh Government, 2021b). This, together with guidance released on school’s reopening, meant teachers began to use a new range of approaches to teaching. One of which is the concept of blended learning, a mix of traditional teaching within the classroom alongside ICT-based activity, online or offline (Lalima and Dangwal, 2017). For its successful implementation, Lalima and Dangwal (2017) suggest that as well as a healthy budget for the components needed, teachers must be highly motivated and secure in their technical knowledge as it can be complex to organise effectively. With digital competency being named as one of the cross curricular responsibilities of the CfW (Welsh Government, 2020), blended learning now has a place in most classrooms. This could be considered as a different approach to teaching that can be beneficial to learners, and going forward, as we move into a technology-based world, it is more important than ever to incorporate this into future planning (Cowen, 2013). Cowen (2013) believes that by giving pupils the tools to use technology now will ensure a future generation is ready for the modern workplace. 

Gardner (1993) believed that you could not accurately measure intelligence through the use of testing or summative assessment as there are ‘multiple intelligences.’ He suggested that a truer reflection of intelligence could be gained if pupils were supported and given the chance to work to their strengths, as each pupil would show intelligence in other ways (Pritchard, 2005). Applying this theory to practice, it could be argued that teaching must happen with a range of approaches in order to benefit the multiple intelligences of the pupils, as teaching with a one-size fits all approach may limit learners’ potentials (Brighton et al., 2005; Hertberg-Davis, 2009; Westwood, 2013; Wu, 2013). This would be something else to consider for future teaching practice, especially with the example of pupils struggling with academic tasks; it is possible that their intelligence may need to be supported through a different approach for them to succeed. 

The idea of multiple intelligences needing multiple approaches may also provide an argument for the use of cross curricular teaching as an approach in the classroom, as it can provide several different ways of learning for pupils. Cross curricular teaching began to be acknowledged after the Plowden Report (1967) highlighted that teaching exclusively discrete subjects could stifle learning. Barnes (2007) also suggested that by teaching cross curricular lessons, pupils are likely to be more prepared for life outside of education, as he believed life was cross curricular in nature. A relation could also be made to Piaget’s (1952) ‘schema theory’ in which he believed children would accommodate and assimilate information to form connections between basic ideas or ‘schemas’. By learning in a cross curricular format, pupils will be exposed to a wider range of concepts in order to make these connections and form new schemas. This is also echoed within the ‘Relational’ and ‘Extended Abstract’ levels of Biggs and Collis’ (1982) Structure of Observed Learning Outcomes (SOLO) Taxonomy in which pupils are able to form connections between concepts in relation to a ‘bigger picture’.

More recently, Donaldson (2015) included cross curricular teaching within his pedagogical principles of good teaching, now promoted within the CfW (Welsh Government, 2020). As a way of employing a range of strategies to suit multiple intelligences, in future practice I will intend to plan for cross curricular lessons in order to best support individual learners within the class who may benefit from different approaches or aspects of learning. I will also then be able to support learners in forming connections between concepts.


Conclusion 
As a student-teacher, it is my role to aim to be meeting the Professional Standards for Teaching (EWC, 2022). With one of these standards being to understand “the selection, use and justification of a range of imaginative approaches to meet pedagogic challenges to the benefit of all learners.” (EWC, 2022). By exploring the need for a blend of approaches based on the pedagogical principles (Donaldson, 2015; Welsh Government, 2020), I have developed a better understanding of how to implement these approaches within the classroom in order to improve learning for all pupils. 

Drawing conclusions from the above, it is clear that a balanced blend of pedagogical approaches must be taken in order to benefit all learners (Donaldson, 2015; Welsh Government, 2020; EWC, 2022). Looking at my practice and the implications from analysis of literature, I believe I have identified several strategies that may aid improvement:
· the correct use of differentiation (Dunne et al., 2007) and choice of medium in activity;
· the sharing of purposeful success criteria (Black and Wiliam, 1998; 2009; 2018) informed by teaching (Clarke, 2008; Didau, 2014; 2015);
· the use of genuine pupil voice (Mitra, 2001; Rudduck et al., 2003; Rudduck and Flutter, 2004; Flutter, 2007) with opportunity for contribution from all (McIntyre, Pedder and Rudduck; 2005);
· and cross curricular planning (Plowden, 1967; Barnes, 2007).
These strategies are aspects that I will take forward into my future teaching, with the following examples showing possible practical applications:
· When teaching a group of pupils with a range of abilities and developmental differences, I will intend to keep expectations of learning high, with all pupils having the same learning objective but with differentiated support to aid the individual learner. I will also ensure to assess pre-requisite skills prior to choosing a medium of learning in order to give pupils the best chance of succeeding.
· I will make use of pupil generated success criteria so that the standards are set while teaching and will be more purposeful for learners. This will aid pupils’ independence during teacher-led activities.
· I will ensure that when using pupil voice, I think carefully regarding implementation in order to gain contribution from all pupils and then use this information genuinely to inform teaching and learning.
· I will plan lessons that are not discrete in nature, using the cross curricular responsibilities and other Areas of Learning and Experience (AoLE) to ensure pupils have several opportunities to achieve during learning.

Another inference that I have made after critically analysing literature based on my area for development is that there needs to be a balance of structured teacher-initiated learning (Gersten, Woodward and Darch, 1986), as well as child-led opportunities within the classroom in which the teacher becomes the facilitator (Rinaldi, 2006; Welsh Government, 2015; 2020). Within future practice, I aim to think carefully about the pedagogies I use to ensure that I am using the best possible approach to aid learning in that context. 
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