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Part B (i): Literature Review (1,577 words)

The planning of my micro-teach lesson and scheme of work was influenced by many different areas of education, but certain aspects stood out to me particularly and played a huge part in steering my lesson in a particular direction. This essay will explore three areas which I feel had the biggest impact on the planning and delivery of my micro-teach: learning theories, assessment and The Cwricwlwm Cymreig.

When considering learning theories, Lev Vygotsky’s theory had a strong influence on my planning. Vygotsky (1978) claimed that thoughts are constructed through co-operation in learning and that all learners have a Zone of Proximal Development. In this zone, they can understand new information which they would normally struggle to learn independently, providing someone who is more knowledgeable and skilled than they are intervenes to aid the learning process. In the classroom context, this more skilled person could refer to the teacher or a peer. Although Muijs & Reynolds (2011) claim Vygotsky’s theories are quite broad and not fully fleshed out, they do acknowledge the huge influence they have had on the development of learning programmes which focus on collaboration. This idea of co-operation between peers of differing ability levels influencing learning was one of the main reasons I organised my students into groups for my main activity. In this task, they worked together to identify strengths and weaknesses in Medieval siege weapons and evaluate their overall effectiveness. By setting up the class like this, learners could benefit by gaining new knowledge from fellow more knowledgeable learners, enhancing their own skills and learning in that particular area as a result. 
Intervention in the Zone of Proximal Development by a teacher comes in the form of “scaffolding” (Muijs & Reynolds, 2011, 26). Bates (2016) states the use of scaffolding places an emphasis on the teacher as a facilitator of knowledge who provides support to learners in order to help them gain new knowledge and expand on it. Kirschner et al (2006) support the use of scaffolding, claiming that when strong guidance is given by a teacher, a much greater amount of learning occurs. In my lesson, scaffolding came at the start of the lesson through the use of questioning to activate prior knowledge, while using an example model answer before the main task established a foundation for students to follow and develop. Bates (2016) implies there is a risk of unintentionally giving too much help when using scaffolding, so careful modelling is vital. When developing questioning strategies, I took great care to ensure I did not give away too much information which would result in spoon-feeding the answers to the learners. By drawing in other relevant knowledge and using subtle hints to guide them in the right direction, they were able solve some of the more difficult problems presented and develop their own thinking.
The cognitive load theory also influenced how I organised the learning environment for different activities. Sweller (1988) claims that our working memory can only deal with a limited amount of information at any particular time and trying to process too much material can obstruct learning. Kirschner et al (2006) assert that when weaker learners work in an environment with very little guidance, it can result in a large cognitive load, which directly affects successful learning. Hattie & Yates (2014) agree with this idea and build upon it, arguing that learning tasks which are too challenging force students to struggle with heavy cognitive load. Group work can reduce this load, as it becomes spread across each learner. By making my activities group-focused, my students could combine their knowledge and resources, work together through the challenges and share the cognitive load.

In considering assessment, I ensured that formative assessment, defined by Dixon & Worrall (2016) as an ongoing, informal type of assessment which occurs throughout the lesson to gauge what students have learned, was carefully built into my micro-teach, particularly in my question and answer sessions. Black & Wiliam (1998) strongly support the use of questioning in the classroom to assess student understanding but argue that it needs to be carefully thought out, as executing it poorly can hinder learning. They suggest a way to overcome this is by giving pupils more time to respond to questions, a technique which they claim is not always implemented effectively (Black & Wiliam, 1998). Allison & Tharby (2015) also support the idea that good questioning is essential to strengthen learning and claim that questions should be created with the intention of encouraging deeper student thinking and understanding. The formative assessment strategies which I used followed this idea, as I modelled my questioning sessions beforehand to ensure I avoided questions which only required ‘yes’ or ‘no’ answers, as they would not have enabled me to find out how much students had learned or inspire them to develop a greater degree of thinking. Additionally, I made a conscious effort to give struggling students a considerable amount of time to answer each question before prompting them in the right direction or asking another student to help them out.
The development of success criteria, which Wiliam & Leahy (2015) define as laying out standards for teachers to use to determine whether students were successful in the learning activities, was another area of assessment which I paid close attention to. Clarke (2005) highlights how success criteria can sometimes consist of extensive lists, implying that designing good standards can be difficult. For this reason, Wiliam & Leahy (2015) suggest that when teachers create success criteria, they should make them quite broad so that students can use them to develop their own learning, rather than simply follow a step-by-step list. I attempted this with the students before they started the main task. Without being too detailed about what I expected, I gave them an idea of what kind of information needed to be included in order to achieve a high degree of success in the activity.
 Additionally, Wiliam & Leahy (2015) propose that using rubrics and samples of work help to strengthen success criteria because they communicate different levels of quality to learners. Kohn (2006) argues that creating a rubric which is too detailed can be detrimental to learning, as it gives students less freedom to expand on the key success criteria. A possible way to avoid this problem is suggested by Wiliam (2013), who proposes creating a rubric with students because it makes teaching and setting goals for assessment more effective. I tried to incorporate this into my micro-teach, as I actively looked for student input when considering what a model answer might look like before displaying my own success criteria. By working through an example together, a clear idea of what learners needed to work towards to succeed in the main task was established. 

The Cwricwlwm Cymreig, which aims to give education in Wales a strong local focus, particularly with regards to history and culture, hugely influenced the planning of my overall scheme of work on Medieval castles. The Estyn Report (2006, 10) claims that few schools in Wales have schemes of work that “show clear, coherent continuity and progression in knowledge, skills and understanding of the Cwricwlwm Cymreig.” Through examining castles within Wales, I was able to build up a scheme of work which not only had a clear idea of continuity and change over time, but also referred to many local examples, such as Chepstow Castle and Caerphilly Castle. I drew inspiration here from a case study published in the Estyn Report (2006), which required students to evaluate the strengths and weaknesses of Dolforwyn and Montgomery Castles. The reported outcome of this study was that learners gained a better understanding of the political and historical importance of castles in Wales. By developing a scheme of work which closely examined the history of local castles, I believe I was able to further strengthen knowledge and understanding in the areas highlighted above.
Furthermore, The ACCAC (Qualifications, Curriculum and Assessment Authority for Wales) Report (2003) stresses there are many opportunities for The Cwricwlwm Cymreig to be incorporated into the area which encompasses history. The lesson which I delivered included a large amount of local history, as learners were required to study Welsh castles throughout. During the main task, they examined an image of Cardiff Castle, identified key features, strengths and weaknesses before thinking about how they might successfully attack it. Using this local context meets ACCAC’s (2003) aim to make subjects such as history and geography more relevant to pupils by incorporating local content into studies.
	Additionally, ACCAC (2003, 5) highlights how a key aspect of The Cwricwlwm Cymreig is “teaching through the medium of Welsh and using incidental Welsh in the life of the school.” Donaldson (2015, 27) also supports the idea of having a “thriving Welsh language” and believes that language should remain a compulsory feature in Welsh Secondary school education until the age of sixteen. Although my use of Welsh was not a main feature of my lesson, I made a conscious effort to include important phrases which all students are required to learn, such as greetings and other key classroom expressions.

To conclude, although there were many other important themes in education which were clearly evident in my micro-teach, I believe that learning theories, assessment and The Cwricwlwm Cymreig were the aspects which featured most strongly. By thoroughly familiarising myself with their key features, I had very clear aims when it came to plan and create a lesson along with a detailed scheme of work.
.






















Part B (ii): Critical Reflection (2,022 words)

My initial thoughts after completing my micro-teach lesson was that I had planned and delivered it very well. The participants were engaged from the outset and worked co-operatively through each task, producing pleasing results. Since I have started PTE1, I have reflected on many different ways in which I could have altered and improved my micro-teach practice. In this section, I will address some key areas which I believe could have been improved upon, such as time management, differentiation and numeracy. I will also explore how I may have changed things if I was to do the lesson again and how my time out on PTE1 so far has caused my thinking to develop as a teacher.  

Firstly, time management was one area which, although dealt with well in certain aspects, still needed improvement. My effective use of PowerPoint and the way I set up the lesson made transitions between each activity go very smoothly and reduced the amount of time where students had little to do and may have been distracted as a result. I also took advantage of periods where the students were engaged in activities to distribute resources effectively, an example of this being the time I handed out materials for later tasks while students were doing the starter activity. My experience so far on PTE1 has led me to realise that efficiency when switching between tasks is crucial. Muijs & Reynolds (2011) claim from research that in some cases, over 15% of lesson time was wasted due to poor transitioning.
	On the other hand, although transitions went well, I felt immediately after the lesson that my overall timing needed to be handled better, as the lesson ran over the assigned time by several minutes. My thoughts towards this have only been strengthened further on PTE1, as I have noticed that a lesson consists of many small parts, including but not limited to: taking the register, handing out resources and sticking them into books, and students arriving late to class. When these small incidents accumulate, they can reduce the learning time significantly. If my micro-teach lesson was transferred to a normal classroom environment, these extra issues would have given students less time to complete what was already a content-heavy main activity. Although the task itself was pitched well towards a Year 7 class, the amount of content which I presented would have been excessive for a younger age group. With the benefit of hindsight, I now know that I would reduce the amount of content to ensure students were challenged, yet able to complete the activity within the allotted period of time.

Differentiation was another area which I felt I could have paid greater attention to. On a positive note, my starter activity could have been pitched to students belonging to a wide range of ability groups as the use of visuals captured attention from the beginning and gave the learning an immediate focus. I have seen the usefulness of Initial Stimulus Material so far on PTE1 and noted how important it is at getting the students, particularly those with behavioural and attention issues, engaged as soon as they enter the classroom.
	In contrast, the rest of my lesson did not have a significant amount of differentiation. Teaching classes of differing ability levels on PTE1 has demonstrated to me how making the learning accessible to all through pitching the lesson correctly and using effective resources is essential to ensure all learners are challenged but not pushed into what Allison & Tharby (2015, 16) define as the “panic zone.” In this region, students suffer from a high degree of challenge, stress and therefore limited learning occurs. I now recognise that each student works at a different pace, with some taking the full allotted time given to complete work and others requiring further challenge. My differentiation on PTE1 so far has, for the most part, been successful, but teaching a group of adults in the micro-teach meant that I did not give as much thought to my extension task for the main activity as I did to the rest of the lesson. Moving forward, I will make sure I use more material which is accessible to all learners yet provides challenge at the same time. 
	Another way in which I tried to differentiate during the questioning stages of my micro-teach was by adopting a combination of a hands up and ‘no-hands’ approach to students answering questions. This also linked in with assessment, as it enabled me to determine each student’s understanding as the lesson progressed. By doing this, I was able to spread questioning and challenge every learner to access the lesson. My use of this so far on PTE1 has produced mixed results, due to issues such as larger class numbers and not knowing student names. In a future situation like this, I would attempt to adopt a complete ‘no-hands’ policy to provide students who may not normally answer with the opportunity to express their opinion. 

Numeracy is another key area which I believe could have been integrated to a greater degree in my scheme of work. The LNF (Literacy and Numeracy Framework) (2013) emphasises the importance of incorporating numeracy across all subjects in the curriculum. After completing my lesson, I realised that the small numeracy challenge which I added did not fit very well within the context of the lesson, disrupting flow and slowing down the pace towards the end. My time so far on PTE1 has proven to me that although History can be used to help learners develop numeracy skills, there is not necessarily a need to force it into every lesson. Numeracy could be incorporated more effectively into a future scheme of work about castles through studying a particular castle in greater depth and establishing a timeline of events over the course of a scheme of work. Through this, students could develop not just their chronology skills but also measuring skills by creating a timeline in their exercise books. This would fit more seamlessly into a lesson than my attempt to include numeracy in the micro-teach.

[bookmark: _GoBack]Furthermore, my inclusion of assessment within the lesson was very effective. Clear learning objectives ensured that all students knew what was expected of them and what they needed to do to reach these expectations, while the success criteria for my main task gave a structure for students to be assessed against while also linking back to the lesson objectives. On PTE1, I have also noticed the considerable effectiveness of peer assessment. Wiliam & Leahy (2015) claim that students find it easier to spot mistakes in work which is not their own. During my plenary, where students had to do a gap fill activity, I not only failed to remind them to mark their work but also wasted a great opportunity to build in peer assessment.  
I have started to use this form of assessment frequently since I started the placement and it is certainly something which I should have built into my micro-teach. In future I would consider using a more challenging peer assessed task which would encourage students to develop their literacy and critical thinking skills. An example of this could be asking students to write a paragraph critically evaluating the effectiveness of a castle’s defences before comparing and contrasting answers with their peers, who can comment on effective use of grammar and other areas, while also suggesting areas of improvement. This is a common form of assessment I have seen on PTE1, where students focus on the positives of their peer’s work through ‘WWW’ (What Went Well), while highlighting targets for improvement, or ‘EBI’s’ (Even Better If’s). This provides an effective way for learners to critically reflect on their own work, develop thinking and set out clear future targets to meet.

The learning theories which I implemented in my lesson also worked quite effectively. I used scaffolding to good effect throughout the lesson, particularly when testing prior knowledge at different stages. The resources which I created were also constructed well enough to give the learners some guidance with the main task, while working in groups for the main activity enabled them to share ideas and learn from one another, building their cumulative knowledge and creating strong answers as a result. 
A different approach which I would be interested in experimenting with in the future would be an inquiry-based approach proposed by Bruner (1971), also known as ‘discovery learning’ (Bates, 2016, 54). This technique involves students finding out new information and learning about the connection between different areas of a topic by themselves. However, it would be heavily dependent on the ability of the learners involved. Kirschner et al (2006) are very critical of this approach, stating that there is little evidence to show that minimal guidance has a considerable impact on learning, particularly with lower ability learners. Providing I modelled the lesson correctly and was able to gauge student understanding, I could present the learners with my enquiry question (‘How hard was it to capture a castle in Medieval Britain?’) and observe how they were able to learn new information without too much teacher guidance. This could result in the students developing problem solving and critical thinking skills to a much greater degree. On the other hand, it could cause them to run into difficulties quite often and feel stuck. For this reason, I would need to have good judgement beforehand about whether the students were capable of undertaking such a task and plan it very carefully.

My approach and thinking towards teaching developed considerably during the preparation of my micro-teach and has been enriched further since I started PTE1. Consulting the QTS standards which I will be measured against has given me a clear direction moving forward as the placement progresses.
	QTS standard 3.3.4 stresses the importance of differentiating teaching and how trainees should apply this to all students across the spectrum. I intend to develop this considerably over the course of PTE1 by working closely with classes of varying ability and determining which teaching strategies work best for them. In particular, I will start thinking more about how to differentiate to not only those with Special Education Needs but also the more able and talented learners who require their thinking to be stretched further.
	QTS standard 3.3.7 emphasises how a trainee must organise and manage teaching and learning time effectively. My experiences so far have greatly shaped my thinking about the importance of time management and they have had a strong influence on my lesson planning. This is something which I can only improve with time as I gain a greater understanding of the needs of individual students and how much work they are able to complete within a given time frame. Moreover, I will have to take into account the more minor issues that reduce learning time and how they can be contained effectively.
	One aspect of teaching which did not feature in my micro-teach, mainly because of my adult audience, was behaviour management. QTS Standard 2.7 stresses the importance of promoting good behaviour and how doing this successfully helps to establish a purposeful learning environment. Teaching during PTE1 has taught me that not only does this have to be in line with policy promoted by the school, but also that bad behaviour can be prevented through being proactive rather than reactive. If lessons are planned carefully and the material is engaging, then behaviour can be managed effectively from the start of the lesson. I often think about this considerably when at the planning stage, taking into account the students as well as small things that can be done to handle tricky behaviour.

To conclude, although I was pleased with the planning and delivery of my micro-teaching lesson, I was immediately aware of areas for improvement and the experience which I have acquired so far over PTE1 has only highlighted the different ways in which I can improve upon these skills to help students learn more effectively. The attached action plan refers to the three standards which I believe are most relevant to me with regards to developing as a teacher in the foreseeable future. 
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	OBJECTIVES
(relate to QTS Standards
 where appropriate).
	
	ACTIONS TO BE TAKEN
	
	SUCCESS
	CRITERIA
	
	TARGET
	DATE

	1. To differentiate to a wide range of learners (QTS Standard 3.3.4)
	· Observe lessons and gauge understanding of ability levels between different classes
· Make use of departmental resources to learn about how to differentiate classes
· Create and prepare resources which present challenge to students of different ability levels without making them too difficult.

	· Pupils are engaged with work and are able to complete it within the time frame allowed.
· Work is completed to a high standard and students show strong understanding of the material with which they are engaging
· Comments from subject mentor/teacher observing the lesson noting effective use of differentiation.

	
End of PTE1


	

	

	

	


	

	

	

	


	
2. To manage time effectively (QTS Standard 3.3.7)























































3. Manage and promote good behaviour effectively and in accordance with school policy
(QTS Standard 2.7)

	
· Observe classes and start to develop an understanding of how much material students are able to complete to a high standard within one lesson.
· While preparing lessons, think about how long each segment is going to take, doing timed practices when possible.









































· Spend time reading up on school policy for dealing with behaviour.
· Read literature on different ways to handle behaviour.
· Plan lessons effectively to ensure there is little downtime during activities where students have finished work and don’t have much to do.
· Implement effectively in class, recalling advice/information which has previously been studied.
· Circulate class during activities and presentations to show presence all over the classroom.







	
· ISM, presentation, main activities and plenary are all completed in the lesson with time to spare.
· Comments by mentor noting effective use of time management when distributing resources, transitioning to different parts of the lesson.










































· Students are focused on work and not given opportunity for distractions or to exhibit any undesirable behaviour.
· Comments from subject mentor/observer on handling management well and letting presence be known.
	

End of PTE1
























































End of PTE1
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