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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 (equivalent to 5000 words).

Introduction
Through this assignment I will critically evaluate and identify next teaching and learning steps by focusing on a case study of an individual learner, based on a critical incident which I have observed within the classroom. Critical reflection has long been recognised as a vital aspect of a teacher’s professional development (Dewey, 1933; Schoen, 1984), however, until recently and the implementation of the New Curriculum for Wales, the role of the teacher as a reflective practitioner was often neglected as a fundamental part of teacher training in Wales (Furlong, 2015; Winch, et al., 2013). In order to think critically and reflectively teachers need to actively and persistently engage with experiences within their educational environments. By isolating specific incidents for reflective analysis and then applying both prior teaching knowledge and evidence from empirical research to these experiences – thus making these scenarios ‘critical incidents’ - they can develop better strategies and techniques for future incidents, while also developing and strengthening their ability to be reflective and critical of their professional performance.  
It is this critical and professional development that I intend to discuss throughout this assignment, with a particular focus on the role of critical incidents within a teacher’s development pathway. As is evident within the title, I will pay particular focus to a case study that I have observed personally and will use several areas for potential research – identified from the critical incident - to reveal and engage with contemporary scholarly research and debate and demonstrate its relationship with Graham Donaldson’s Four Purposes.
The Role of Critical Reflection 
As aforementioned, critical reflection has been consistently recognised as an important tool in the development of effective educators. Critical thinking, using evidence observed through experiential learning and reflected upon critically, can help ground and consolidate the educator’s professional beliefs, which can then be built upon by further experiences and reflections (Dewey, 1938). A good teacher can understand that a child’s inability to learn may not be down to a problem with the child, but more a problem with the teacher’s practices, and through critical reflection the teacher becomes a researcher of their own right, developing new theories and techniques relating to each unique critical incident (Schoen, 1984). Several models of reflective practise exist and have been developed by leading educational theorists. Kolb’s Learning Cycle, Gibb’s Reflective Cycle, Brookfield’s four lenses of critical reflection, and Schoen’s writings on reflection-in-action and reflection-in-hindsight and, while they all promote slightly different approaches, they all encourage the process of identifying a singular, concrete experience, revisiting and reassessing the incident, incorporating new educational theory and to then apply your reflections into future actions and techniques. However, while critical reflection has been considered by educationalists as an important aspect of a teacher’s professional development, the education system in Wales had followed the same curricular foundations since the implementation of the National Curriculum in 1988 and by the twenty-first century the systematic structure of education in Wales, including teacher training and professional standards, were in urgent need of review and redirection (OECD, 2014). Following the recommendations of Professor Graham Donaldson’s Review of Curriculum and Assessment and influenced by international research on effective curriculum, a major reconceptualisation of education was undertaken by the Welsh Labour government in 2016, which also incorporated much of Professor John Furlong’s recommendations for the future of initial teacher education in Wales from his Teaching Tomorrow’s Teachers report. It was within this report that Furlong identified that ‘there is virtually no explicit recognition of the role of research or critical reflection in teachers’ professional learning’ (Furlong, 2015, p. 12). 
The new purpose-orientated Curriculum for Wales puts a greater emphasis on the role of the teacher not only as an educator but as a promoter of greater social and ethical understanding that will ‘enable people to lead fulfilling personal, civic and professional lives’ (Gatley, 2020). The old educational conservatism that prioritised technical knowledge and practical teaching techniques, and the splintered curricular changes made to the old National Curriculum in Wales since devolution in 1998 have been superseded by a practitioner-guided curriculum that should be constantly evolving, changing and developing as schools and practitioners engage with the national Four Purposes (Welsh Government, 2020). Therefore, if the curriculum is constantly in development, then so too must the practitioner. The modern teacher has to be able to adapt ‘to the changing nature of knowledge in society’ and they need to be not only be an expert in their subject area but ‘experts in teaching their students to ‘learn how to learn’ (Furlong, 2015, p. 5). This can be achieved by dedication to lifelong professional development, ‘in which teachers develop their conceptions and change their teaching practice’ through a process of critical reflection ‘that involves the teacher’s personal, professional and social dimension and represents the teacher’s progress towards critical independent, responsible decision-making and behavior’ (Valencic, 2001 cited in Makovec, 2018).

Observation School & Class Context
Following the guidelines published by the British Educational Research Association (BERA) in their 2018 report Ethical Guidelines for Education Research, in particular guideline 40:
‘Researchers should recognise the entitlement of both institutions and individual participants to privacy, and should accord them their rights to confidentiality and anonymity.’ (BERA, 2018)
I will accord the institution, the pupils, and the practitioners involved in my critical incident their right to anonymity. I will refer to the observed pupil as Pupil X, the class teacher as Teacher X, and the teaching assistant as TA. 
The incident I will discuss within this assignment occurred while I was observing a Year 7 Humanities class in a designated Welsh-medium secondary school for pupils aged between 11 and 18 years. The school, including Sixth Form, educates approximately 1000 students and permits pupils from the full ability range, with 20% of the pupils on the Additional Learning Needs register. Over 60% of children at the school come from Welsh-speaking backgrounds and, naturally, classes are held through the medium of Welsh.[footnoteRef:1]  [1:  All statistics were taken from the institution’s 2016 Estyn Report. ] 

The incident took place during a mixed-ability Humanities lesson focussing on the stories of Genesis 1 and Genesis 2. There were approximately 20 children in the class, and they sat in an arranged seating plan. Pupil X has Additional Learning Needs (ALN) and had a personal TA present. As a Year 7 class this would have been during their first couple of months within a secondary education setting, having had the previous eighteen months of traditional in-class education disrupted by the Covid-19 pandemic.
Critical Incident Linked to Donaldson’s Four Purposes (See Appendix 1).
In this section, you will need to describe the critical incident but make sure that you link it to at least one of the Four Purposes. This will allow there to be criticality as opposed to pure description.
The incident which I observed took place around half-way through an hour-long Humanities lesson, in which the pupils had to watch and understand a video telling the stories of Genesis I and Genesis II and then highlight the main similarities and differences between the key images and concepts of the two biblical chapters. The incident took place while the children were meant to be completing their second task of the lesson – completing a Venn diagram to isolate the similarities and differences between Genesis I and Genesis II. 
Pupil X had shown earlier signs of disinterest during the lesson, he had been scribbling on his book cover and playing with his pens and pencils throughout, however, Pupil X became completely disengaged when told to complete the task by Teacher X. It was then that Pupil X closed his exercise book and laid his head and arms upon the table, refusing to attempt the task, even with the assistance of the TA. Teacher X then approached Pupil X, crouched down in front of his desk, and began explaining the task to him personally, in more simplified Welsh and encouraging him to attempt the work. Teacher X asked him whether he could identify five concepts unique to both Genesis I and Genesis II and three similarities, to which Pupil X stated that he could try and do three points for each. After this brief discussion, during which Teacher X and the TA helped Pupil X identify one concept for each area of the Venn diagram, Pupil X proceeded to complete the entire task. He then contributed confidently to the whole class discussion regarding their answers to the task. 
This incident is deeply-linked with Donaldson’s purpose for the curriculum supporting learners to become ‘ambitious, capable learners, ready to learn throughout their lives’ (Welsh Government, 2020). Teacher X’s actions will be incredibly important in developing Pupil X’s confidence, especially for Pupil X to achieve Donaldson’s target of learners setting themselves higher standards and to engage with, and to enjoy, challenges. Educators must respond to despondence of learners and ensure that the learner is not struggling because they fail to understand what is required of them or because they do not believe they are capable of completing the set tasks. The incident also highlights the significance of aiding learners to successfully develop another of Donaldson’s key purposes, whereby the learner builds up a ‘body of knowledge and have the skills to connect and apply that knowledge in different contexts’ (Welsh Government, 2020). Pupil X was eventually able to apply the knowledge he had absorbed through earlier activities into a separate, more abstract context and Pupil X developed new summary and analytical skills through completing the Venn diagram. Most importantly, although his communication was originally poor, once he had completed the task to standards he himself had helped determine, he could confidently communicate his ideas to not only Teacher X but his peers too. The incident proves the impact and importance of educators supporting children and young people to become ambitious, capable learners, regardless of ability. 




LITERATURE REVIEW (See Appendix 1) 
Having critically reflected upon the observed incident, I have identified a number of areas that are necessary for further research. Firstly, I will engage with literature relating to the inclusion of pupils with ALN into the mainstream environment and the importance of differentiated instruction in inclusive, mixed-ability classrooms. Then I will discuss whether COVID-19 has disrupted the education of children going from primary to secondary education. In Wales, following global trends, inclusive education has become a vital component of educational research, policy and practice and the ALN system has developed alongside the new Curriculum for Wales (Knight & Crick, 2021). An educational system that provides equity and inclusion within a quality mainstream environment is the right of all children and international policy encourages educators to provide effective strategies and approaches for a diverse cohort of learners, while, with the implementation of the Additional Learning Needs and Education Tribunal Act, the Senedd has attempted to streamline ‘the complex, bewildering, and adversarial’ quality of the previous Special Educational Needs (SEN) policy (Welsh Government, 2018). The total inclusion of children with ALN into the mainstream environment has provided educators with new challenges when preparing and planning lessons, with a much greater attention having to be paid to the individual abilities of the pupils. The differentiation of content, activities, and assessment, represents a key proponent of Salend’s four principles, through which the philosophy of inclusion is exercised (Salend, 2011). In addition, Salend contends that the use of reflective practice is vital in developing a challenging and engaging curriculum for all learners. Inclusive teaching, therefore, requires the teacher to have a deeper understanding of every child’s individual needs and through this understanding teachers can afford to adapt their teaching strategies dependent upon their students’ pace of learning (Knight & Crick, 2021). The new Curriculum for Wales allows practitioners the flexibility and the autonomy to adapt their content and activities across the curriculum. 
Inclusive education highlights the developing roles of teachers within modern education. Inclusive teachers must constantly assess their students in order to recognise their individual learning needs and abilities and to identify their students’ position along their progression pathways (Florain & Graham, 2014). Thus, teachers have become ‘agents of change’, not only in education but society as well, by embracing an inclusive and progressive pedagogy that confronts traditional structural and cultural barriers in education that children with ALN face (Pantic & Florain, 2015). While the new competency-based curriculum is adapted to real-life settings and has helped diversify the range of learning objectives and assessments, competency-based learning has its own limitations towards completely inclusive education. Osberg and Biesta argued that as long as an educational system demands children to be assessed upon them reaching an “educated state” it then “becomes an obstacle to inclusive education: because there is no longer a place for those who do not conform or cannot confirm to its specifications” (Osberg & Biesta, 2010). Other critics of inclusive education, such as Cooper and Jacobs, argued that, “the delusion that being present in a school equates with being socially and educationally included, is one of the most dishonest and insidious forms of exclusion” (Cooper & Jacobs, 2011). Furthermore, David Mitchell, himself a proponent of inclusive education, asserts that we must be aware of the difference between inclusive education and integration (Mitchell, 2008). Inclusive education represents a ‘multi-component strategy’ or ‘mega-strategy’, developed from several provisions, including ‘adapted curriculum, adapted teaching methods, modified assessment techniques and accessibility arrangements, all of which require support for the educator’, while, on the other hand, integration is simply the placement of children with ALN part-time in mainstream classrooms (Mitchell, 2008, p. 27). Yet, such disadvantages can be resolved primarily through effective training of educators (Avramidis, et al., 2000). Inclusive education has to be more than simply the attendance of children with ALN into mainstream classrooms, provisions have to be made to intrigue and challenge the children too. As international research and studies into inclusive education is undertaken and educators better their understanding of their responsibilities within an inclusive system, inclusion, in both theory and practice, has now become more complex with multiple meanings and many, differing approaches (Norwich, 2013). 
Inclusive learning within the new curricular frameworks in Wales means that the methods of education have diversified alongside the diversification of the students in the classroom. Differentiation and the preparation of differentiated materials have, therefore, become an incredibly important aspect of modern teaching. Parsons et al., described how adapting approaches and activities towards the needs of the individual student is “a cornerstone of effective instruction” (Parsons, et al., 2018).  Differentiation plays a significant role in UNESCO’s urge for educators to embrace diversity in their classrooms and the inclusive educational policies that they wish to encourage globally (UNESCO, 2017). The idea that students should be supported in their development of knowledge and skills at their own pace and level is growing in popularity, especially amongst international policy makers (Schleicher, 2016). Carol Ann Tomlinson, a leading advocate of differentiated instruction, described how weaker learners in an undifferentiated classroom may be struggling to complete higher-level activities, while stronger learners may be unchallenged, practising skills they have already mastered (Tomlinson, 2014). From Tomlinson’s collaborative research, the evidence contends that students achieve better results in mixed-ability classrooms in which the teacher differentiates instruction than in a classroom where the teacher uses a single-sized approach (Tomlinson, et al., 2003). While Hattie’s large meta-analysis of instructional strategies on student attainment showed a small, positive correlation between successful outcomes and in-class ability grouping (Hattie, 2009). Therefore, teachers must be prepared, beforehand, with differentiated material for children who are working at both higher and lower levels. Although there may be no need for the differentiated instruction on the day of the lesson, it is vital that the teacher is prepared, as differentiated instruction is, by nature, planned and deliberate (Tomlinson, 2014). There are many forms of organising the differentiated instruction, classes can be supported by ability-based groupings, tiering of same curriculum materials for all learners, heterogeneous grouping, and individualised instruction, and the evidence does suggest that differentiated instruction has the potential to affect the academic achievement of students, however, there have not been extensive studies on the effects of differentiated instruction in secondary schools and the effectiveness of certain strategies are limited (Smale-Jacobse, et al., 2019). 
With the evolution of the Welsh curriculum, global shifts in educational practises and, now, the influence of coronavirus, students as well as teachers are facing changing and challenging times. For Year 7 students in Wales the first term of the 2021/22 academic year will have been their first taste of in-person secondary school education, following a year full of disruptions and online education. Therefore, perhaps for many children, the step up to secondary school has been made more drastic by the largest disruption to education in history ( United Nations, 2020). Some children have become disadvantaged by the disruptions in education and have fallen behind academically, in particular the infection control measures of social distancing and self-isolation have had harmful effects that have yet to be fully realised (Nuffield Foundation, 2021). With the Covid-19 pandemic still persisting, very little research has been completed as of yet, however, initial research from the Netherlands suggests that students made little or no progress while learning online from home and the results revealed a learning loss almost equivalent to the amount of in-class teaching they had lost (Engzell, et al., 2021). What is more concerning is that learning loss was up to 60 percent larger in less-educated households. In Wales, this means that a holistic approach to education – that addresses students’ learning, social and emotional needs – has been made much more difficult by the pandemic, as much of the learning has been transferred to an environment outside the controls of the education system. The OECD has stated that COVID-19-related school closures have meant that ‘students from diverse backgrounds who are more at risk of increased vulnerability’ are less likely to have received the services and support they required, and the gap between students who experience additional barriers and those who do not might have widened (OECD, 2020). Additionally, in a study conducted in schools across the United Kingdom, teachers reported that 62% of “vulnerable students” and 58% of students with ALN were less engaged in remote learning than their classmates (Lucas, et al., 2020). Unfortunately, that means that even greater consideration must be put in place for the differentiation of materials for students, with many children coming to secondary school with a serious gap in their educational development and progress. The UK government have released extensive guidelines and advice for the return to in-class education with some attention paid to disadvantaged children and children with ALN. However, as aforementioned, the true extent of the attainment gap that has developed due to the Covid-19 pandemic on Welsh children has not been made apparent yet, in research or in assessment. What is evident is the classroom has become much more diverse, with students working to a larger range of levels in their educational progression and development.
Reflection / Evaluation & Next Steps 
Having reflected on the critical incident I have identified several next steps that could be pursued. The primary narrative of the further research I conducted regarding the critical incident is that the preparation of differentiated material is important, especially in an inclusive educational environment. In the case of the observed critical incident, Teacher X will begin to better understand Pupil X’s educational level as the Humanities course continues. Other the course of the academic year, Pupil X will demonstrate what activities they can complete and what activities they may find too challenging, allowing Teacher X to better prepare differentiated lesson materials more suited to Pupil X’s current ability. Although unplanned, immediate material changes during the lesson as a response to the students’ needs are always necessary - so-called “micro-adaptations” (Corno, 2008) – pre-planned, differentiated materials made deliberately either for specific students or for different in-class ability-groupings is much more important. Through planning differentiated instruction, the teacher is already prepared for the eventuality of students finding the given activities and content knowledge too challenging or not challenging enough. It also gives the opportunity for students to show their educational progress if they begin to complete work at a higher-level. Ensuring that I have prepared differentiated materials and instructions for my students will be a vital aspect of my personal and professional development, especially as differentiation is one of the professional standards the Welsh Government expect trainee practitioners to have proven within their placement (Welsh Government, 2017). In addition to differentiation, by encouraging the children to engage with challenging material at their level and allowing them to complete activities intended for higher-level students, the teacher is allowing the students to take growing responsibility for their own learning – an important factor in demonstrating the teacher’s professional management of the learning environment. I will not be able to fully develop, personally and professionally, as a teacher if I do not pursue a holistic approach to education. I must first try to understand the learning, social and emotional needs of my students, if I am to provide differentiated materials and instructions that will challenge them. 
The most important aspect of this critical incident was taking the time and consideration to reflect upon it. Kolb’s Learning Cycle has remained a prominent theoretical approach for the practise of critical reflection for learning since David Kolb published the learning style model in 1984. I followed Kolb’s process for my own critical reflection. Kolb stated that, “learning is the process whereby knowledge is created through the transformation of experience” (Kolb, 1984, p. 38), and it was following this philosophy that Kolb designed his model for learning. Effective learning, according to Kolb, can only take place when the individual has successfully progressed through the four stages of the cycle. Firstly, you take the concrete evidence (the observed critical incident), then you must complete a reflective observation of the incident, whereby you review and reflect on the incident and what happened. It is during this reflective observation that any inconsistencies between the evidence and what is understood are identified. Through the stage of abstract conceptualisation, analyses and conclusions are drawn. These generalisations can be formed through further research into the inconsistencies identified in the reflective observation stage. Finally, these conclusions are put into action in the active experimentation stage of the cycle, in which the learner applies what they have learnt to the world around them. In my personal learning cycle, the critical observation has allowed me to develop new ideas and hypotheses relating to many different aspects of secondary education, which I will now incorporate into future experiences in the classroom, in turn potentially creating more concrete evidence for reflective observation. The wider reading and research I will undertake while reflecting on my experiences will allow me to develop my professional learning, satisfying yet another professional standard set by the Welsh Government. More importantly however, through my personal, professional learning and development I can pass on what I have learned to my peers and colleagues, developing their pedagogical and theoretical understanding. Critical reflection can then represent an experience that encourages not only myself, but my colleagues too, to flourish and develop.  

CONCLUSION
To conclude, the approach I have taken has been incredibly successful. I have engaged extensively with relevant and up-to-date literature relating to my observed incident and through this I have developed a critically-supported conclusion that I can put into practise in the future. I have also reflected heavily upon my role as an educator within the new curriculum and the pedagogical strategies I would like to pursue. While, perhaps, the extent to which reflective learning is successful is limited to the learner’s own ability to engage with suitable and relatable literature, or indeed limited by the limitations to free-access knowledge and information, the role of the reflective practitioner in Wales has never been so prominent, both within teacher education and the curriculum. A teacher is unable to develop and flourish professionally without committing to reflective practises and this is made clear through the many standards that require reflective approaches in the new Professional Standards for Teaching and Leadership. As discussed in the previous chapter, the reflective practitioner fulfils several standards through reflective learning. Taking responsibility for self through developing positive relationships with learners and leading colleagues, projects and programmes through deepening their understanding and commitment to leading learning and through sharing new knowledge to others are just two examples of standards the reflective practitioner can achieve in leadership. While the opportunities to develop standards in pedagogy, professional learning, innovation and collaboration are far greater. I engaged in wider research and readings, and I feel that if I were to continue with this reflective approach, I would become confident in all areas of professional development. By continuing to be self-reflective, and even willing to be self-critical, I will be prepared to seek advice, not only from the writings of experts, but from the great practical experiences of other educators – my lecturers, my colleagues, and my fellow student teachers. 
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Appendix 1
ARSLYWAD / NODIADAU MAES 

Cofnod 1
	Dyddiad ac amser, grŵp blwyddyn: 23/09/2021 – 10:50 – Blwyddyn 7


	Ble a phryd : Cyd-destun y digwyddiad – pwnc/MDaPh, cyd-destun cyffredinol y dosbarth

Dosbarth bach, ail wers ychydig ar ôl cinio. Gallu cymysg blwyddyn 7 gyda chynorthwyydd dysgu yn bresennol ar gyfer myfyriwr gyda ADY. Astudio Dyniaethau (AG).




	Beth ddigwyddodd – disgrifiad manwl (gorau po fwyaf y manylion er mwyn cyfeirio atynt yn ddiweddarach yn eich gwaith)

Roedd y dosbarth yn edrych ar y gwahaniaethau a'r tebygrwydd rhwng Genesis I a Genesis II. Gwrthododd bachgen ag ADY gwblhau'r gwaith a roddwyd i'r dosbarth ar ôl dangos arwyddion o ddiffyg diddordeb yn gynharach. Gwrthododd weithio er ceisiodd y Cynorthwyydd Addysgu i ei helpu. Yna aeth yr athro at ei ddesg, cwrcodd i lawr a dwedodd wrtho y dylai gyflawni'r dasg, ond gyda llai o bwyntiau bwled nag yr oedd disgwyl i weddill y disgyblion eu cwblhau. Yna aeth ymlaen i wneud y gwaith ac roedd yn ymddangos yn llawer mwy hyderus, hyd yn oed yn rhoi ei atebion yn y drafodaeth grŵp wedi hynny.


	Meysydd y gellir eu harchwilio – yr hyn rydych chi’n meddwl allai fod “o dan y bonet” yn y digwyddiadau hyn

Efallai bod y bachgen yn dal i ddod i arfer ag addysg uwchradd neu efallai ei fod yn camymddwyn oherwydd ei fod newydd gael egwyl. A yw addysg gynhwysol yn fuddiol i fyfyrwyr ag ADY? Pa heriau y mae Covid-19 wedi'u cyflwyno i athrawon a myfyrwyr yn yr ystafell ddosbarth?





	Nodiadau – unrhyw fanylion y gallwch eu nodi (ydy e’n amgylchedd prysur, ydy e ar ôl cinio, oes yna lawer o wrthdyniadau, ydy cyfarwyddiadau’n glir – gorau po fwyaf y gallwch gyfeirio ato)


Ar ol egwyl cyntaf y dydd. 
Roedd cyfarwyddiadau yr athro yn glir a roedd i gyd o’r plant arall yn cwblhau’r waith heb ffws neu ffwdan. 







Appendix 2
Cofnod 2
	Dyddiad ac amser, grŵp blwyddyn: 23/09/21 – 3:10 – Blwyddyn 9


	Ble a phryd : Cyd-destun y digwyddiad – pwnc/MDaPh, cyd-destun cyffredinol y dosbarth

Dosbarth daearyddiaeth blwyddyn 9, gwers olaf y dydd. Dosbarth bach o tua 20 o ddisgyblion, gallu cymysg.


	Beth ddigwyddodd – disgrifiad manwl (gorau po fwyaf y manylion er mwyn cyfeirio atynt yn ddiweddarach yn eich gwaith)

Dywedodd yr athrawes wrth y dosbarth i hunanasesu eu hatebion i daflen waith yr oeddent wedi'i chwblhau. Roeddent i farcio mewn inc gwyrdd; ticio am ateb cywir neu ysgrifennu'r ateb cywir os oedd eu hatebau yn anghywir. Fodd bynnag, ysgrifennodd un ferch yr ateb cywir mewn du ac yna ticio'r ateb mewn gwyrdd, fel petai wedi ateb yn gywir.



	Meysydd y gellir eu harchwilio – yr hyn rydych chi’n meddwl allai fod “o dan y bonet” yn y digwyddiadau hyn

Pam nad oedd y ferch eisiau cyfaddef iddi hi ei hun ac i eraill ei bod yn anghywir? Beth yw'r pwynt mewn hunanasesiad os gall plant newid eu hatebion i'r ateb cywir ac a ydyn nhw'n dysgu ohono?







	Nodiadau – unrhyw fanylion y gallwch eu nodi (ydy e’n amgylchedd prysur, ydy e ar ôl cinio, oes yna lawer o wrthdyniadau, ydy cyfarwyddiadau’n glir – gorau po fwyaf y gallwch gyfeirio ato)
















Appendix 3
Cofnod 3
	Dyddiad ac amser, grŵp blwyddyn: 23/09/21 – 12:15 – Blwyddyn 8


	Ble a phryd : Cyd-destun y digwyddiad – pwnc/MDaPh, cyd-destun cyffredinol y dosbarth

Trydedd wers, dyniaethau, blwyddyn 8. Roedd y dosbarth cyfan yn dod o aelwydydd Cymraeg iaith gyntaf.




	Beth ddigwyddodd – disgrifiad manwl (gorau po fwyaf y manylion er mwyn cyfeirio atynt yn ddiweddarach yn eich gwaith)

Dechreuodd bachgen siarad Saesneg â'r athro. Yna dywedodd yr athro wrth y bachgen y dylai fod yn siarad Cymraeg mewn gwers. Parhaodd y bachgen i siarad Saesneg, gan ddweud ei fod yn siarad Cymraeg gartref yn unig ac nad oedd am fod yn siarad Cymraeg trwy'r dydd yn yr ysgol.





	Meysydd y gellir eu harchwilio – yr hyn rydych chi’n meddwl allai fod “o dan y bonet” yn y digwyddiadau hyn

Efallai bod y bachgen yn teimlo ei fod yn tangyflawni oherwydd nad yw'n cael cyfle i astudio trwy'r Saesneg. A ddylid rhoi dewis i'r plant o ba gyfrwng iaith y maent yn astudio drwyddo. A yw dwyieithrwydd o fudd i blant nad ydynt am astudio trwy'r iaith y addysgir trywddo.





	Nodiadau – unrhyw fanylion y gallwch eu nodi (ydy e’n amgylchedd prysur, ydy e ar ôl cinio, oes yna lawer o wrthdyniadau, ydy cyfarwyddiadau’n glir – gorau po fwyaf y gallwch gyfeirio ato)
















