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Introduction
As part of the bridging experience, I had the opportunity to spend two days in the classroom observing various pedagogical strategies used by the teachers. From this experience I have been able to focus on a case study and observe a critical incident which I will reflect upon during this critical evaluation. 
Adelman et al (1976) defines a case study as the ‘study of an instance in action’ where a real-world situation is used as the basis of learning. Hamilton (2011) suggests that to capture key components of the instance, it must be observed, described and analysed. This ‘instance’ can be referred to as a ‘critical incident’ which is not a dramatic, explosive event, but is often quite straightforward, passes unnoticed and happens routinely in professional practice. It is the observer who makes the incident critical by analysing the event and thinking about the underlying motives, trends, and structures (Tripp, 2011, p. 24-25). Reflecting upon critical incidents can be hugely valuable for teacher judgement as the events can produce an interpretative approach to future practice and have important implications for classroom teaching (Tripp, 2011, p. 28). The process of observing, describing, and analysing a critical incident can also provide a deeper understanding of personal professional development and pedagogy. 
I will begin by explaining the role of critical reflection in teaching practice by referring to Kolb’s model of ‘experiential learning cycle’ (1984) and Brookfield’s lenses (2017), reforms in education and the developing role of teachers and the profession. Secondly, I will provide a brief overview of the context of the school and classroom where I observed the incident and describe the critical incident in detail making relevant links to Donaldson (2015)’s four purposes. I will then critically evaluate research with regards to children’s rights and wellbeing and reflect upon my experience in relation to theoretical literature using Brookfield’s lenses (2017). By doing so, I will identify the next teaching steps and explain how this will inform my own personal and professional practice. 
The role of critical reflection
Critical reflection in teaching provides an opportunity to rethink and question the relationship between theory and practice by reviewing what has been done in the past and how it can be sustained or improved in future (Winch, Oancea, Orchard, 2015). It combines the ideas of learning through experience with previous knowledge to form new ideas, by challenging traditional modes of practice. These ideas can be evaluated to determine their effectiveness, before being implemented in the classroom (Zwozdiak-Myers, 2012). 
Kolb (1984) developed a model of critical reflection called ‘the experiential learning cycle.’ It emphasises that reflective observation is based on our own personal experience and that each experience has four systematic stages (see appendix 7). It has been determined that Kolb’s work provides a positive reflective structure that gives teachers the chance to develop their own professional practice (Aubrey and Riley, 2019, p. 204). However, Dennison (2010) argues that the model only focuses on learning based on actions. It also represents a linear, simplistic way of learning and fails to consider diverse cultural experiences/conditions (McClay et al., 2010). 
Brookfield (2017) states that the critical reflective process happens when teachers view their practice through four interconnecting lenses rather than reflecting on a personal experience independently. These lenses include the autobiographical, the students' eyes, our colleagues' experiences, and theoretical literature (see appendix 8). This model proposes that reflective practice in teaching is inclusive and considers the viewpoint of pupils and peers who are directly involved in the teacher's performance. By receiving feedback from others, it can help the teacher identify any habits or behaviours that they have been engaging in that may need altering and that they may not have been able to recognise alone (Brookfield, 2017).  
These models can help shape reflections and allow teachers to use professional judgement and provide the most appropriate learning experience for the pupils and to improve the quality of the teaching (Zwozdiak-Myers, 2012). By being critically reflective, teachers become more active and deliberate in their actions and behaviours, rather than random and reactive. Consequently, it raises educational standards and increases levels of self-awareness and higher order thinking. Without critical reflection, Brookfield (2004) argues that teachers' risk making poor decisions and bad judgments. 
When considering the developing role of teachers, the Furlong report (Stock, 2015) suggests that there is a need for change and improvement in the delivery of initial education and training (ITET) in Wales. With the evolving nature of knowledge and society, rapid advances in technology (Amin, 2016), teachers are no longer ‘givers of knowledge’ (Cheng, 2014; Nadan et al., 2011). It is suggested that they must facilitate and allow pupils to take more responsibility for their own learning. The Furlong report suggests 9 recommendations to raise the standards of provision and create a new form of professionalism amongst teachers that emphasises the long-term professional development of teaching as a profession. This will be in line with the recommendations of the Donaldson review (2015) which highlights a need to re-conceptualise all teaching standards in Wales as well as a need for a new curriculum to ensure that children are prepared to thrive in a future where adaptability, creativity and digital skills are crucial. 
It is key that teachers are open-minded, responsible and give wholeheartedly to the profession (Dewey, 1933). Being critically reflective allows teachers to take personal responsibility for their professional development and allows them to challenge traditional views in order to adapt to the ever-changing demands of society.
Observation – school and class context 
The British Educational Research Association (BERA) is the home of educational research in the United Kingdom. BERA (2018)’s guidelines indicate that the norm for conducting any research is to respect the anonymity and confidentiality of all involved, therefore the school, staff and pupils will remain anonymous throughout.
The observation took place in a Welsh medium, mixed gender, 3–16-year-old school based in Haverfordwest, in the local authority of Pembrokeshire. The school opened in 2018 and there are currently 705 pupils that are on roll, which is likely to increase to 750 by the summer term. Around 95% of these pupils come from English speaking family homes. There are two classes for every year group from nursery to year 6, three classes of pupils in year 7, 8 and 9 and there are two classes of pupils in year 10. The incident took place in a busy, mixed ability classroom with 28 children present. The school has identified that 16.45% of pupils have additional learning needs and 10.07% of children are eligible for free school meals which is considerably lower than the Welsh average of around 18.3% (Welsh Government, 2019). 
The school has a varied curriculum that aims to recognise the personal and social development of students. It is tailored to the needs of each individual pupil, aiming to reflect the unique character and community the school serves. It meets the requirements of the national curriculum and strives to gradually introduce the Successful Futures curriculum recommended by Professor Graham Donaldson and the Welsh Assembly Government. 
Critical incident linked to Donaldson’s Four Purposes 
Donaldson’s four purposes (see appendix 4) should be used to design the school's curriculum and should be the focus of all learning. If schools are successful in implementing these common purposes into their curriculum, it is suggested that children and young people will be prepared to thrive in the ever-changing, complex world (Donaldson, 2015). The critical incident that will be described will be linked to at least one of these purposes. 
The critical incident is one that happened in a Year 4 Welsh language class. The lesson was after break, and it took some time for the children to settle. As they started to quieten down the teacher started to explain the task to the class. It was explained clearly and involved reading a piece of text about the Tudors. The teacher handed out an individual copy of the text to each pupil. As the teacher gave a copy to child1, child1 spoke out in English and said that he couldn’t read the text. The teacher responded to child1 in Welsh and asked him to try and read as much as he could. He also said that if he didn’t understand something to ask child2 who was sat next to him if he could explain it to him, which he later did. Child1 had moved to the school at the start of term, 3 weeks ago. His first language was English, and he had started learning some basic Welsh. 
It could be suggested that the teacher was encouraging child1 to become an “ambitious, capable learner who is ready to learn throughout his life” (Donaldson, 2015) by supporting him to set himself high standards and to enjoy the challenge of the task. As part of this purpose, teachers are also required to support children to use both English and Welsh effectively in different settings and it could be suggested that it was the teacher's intention to develop child1’s Welsh language skills. However, it is proposed that individuals must have prior background knowledge on a subject or a skill in order to for them to solve a problem or complete a task. Without this knowledge the task becomes undesirably difficult for them and provides too much of a challenge (Bjork and Bjork, 2011). 
The incident can also be linked to the purpose that suggests that children should develop to be “healthy and confident individuals who are ready to lead fulfilling lives as valued members of society” (Donaldson, 2015). By encouraging child1 to face and overcome the challenge of reading the text, he is developing his confidence and building resilience. In addition to this, child1 and child2 are being encouraged to form positive relationships based on trust and mutual respect. Creating these relationships in the classroom will hopefully ensure that children behave in a similar way in situations outside of school and become valued members of society. 
Literature Review 
Whilst considering the critical incident discussed above, the areas of research that will be reviewed are children’s rights and their wellbeing. 
In 1992, The United Nations Convention on the Rights of the Child (UNCRC) was developed and has become the most widely accepted human right treaty in the world that focuses on the best interests of the child (UNICEF, n.d). Some important rights to consider for the purpose of this analysis are that children have a right to education (article 28), to non-discrimination (article 2) to express their views and wishes in educational decisions that affect them (article 12) and that the goal of education is to develop the child to the full and encourage their respect for human rights (article 29) (UNICEF, n.d). 
Even though UNCRC is so widely recognised, there are still several challenges that exist when implementing children’s rights, particularly in schools. One argument is around the teacher-pupil relationship, where teachers have been considered hierarchical, and children as dependent (Urinboyev, Wickenberg, and Leo, 2016). This is where the teacher uses traditional techniques of power to shape the classroom. Harcourt and Mazzoni (2012) state that some teachers do not fully accept that children are right holders because of concerns that it may weaken their authoritative status. However, these traditional teaching practices conflict with children's rights and do not conform to the rights stated in article 12 and 29. Wickenberg et al., (2012) emphasise the importance of educating children about human rights to counter these hierarchical, traditional strategies that are used in schools. More recent research suggests that there is a need to foster a learning environment and curriculum that is based upon participatory pedagogies and shared decision-making agenda for greater social justice (Moody, 2020; Nelson, 2018). To implement this, teachers and pupils could work together to create classroom rules. Schools could also ensure that there are sessions where children can provide ideas about areas of learning that they would like to see in the curriculum as well as methods of teaching. Sessions like these would allow children to use their voice to express how they feel about the work being provided. This could have been beneficial for the child in the incident as it would have given him the opportunity to express his feelings about the task that was given and its level of difficulty. 
This highlights that the role of the pupil’s voice is paramount (Bourke and O’Neill, 2021) and has been shown to strengthen classroom practice (Mitra, 2018). Research shows how even young children can make informed decisions about their learning (Flutter, 2007) and how important their voice is in contributing to educational and social improvements. In addition to this, pupil’s voice has been recognised as an important contributor to children’s wellbeing. Anderson and Graham (2016) determined that children felt respected when they were given a chance to have their say and were recognised. However, Warwick et al., (2019) argue that pupil voice can provide a challenge for teachers when it comes to the pedagogy, lesson planning and evaluating. Nonetheless, Nelson (2015) feels that teachers should embrace the experience of learning from the pupils and view it as a reflexive process. Pupil voice could add such value to a teacher's pedagogy, it could positively impact their beliefs or ideas about their practice that they may not have been able to reflect upon individually. 
An effective way of integrating the student voice in schools is through school councils (Cheminais, 2011). This role gives the pupils a chance to express their opinions and concerns as well as gives them a chance to actively engage with the teachers and the school. Some teachers are uncertain about how much of an impact they can have on the wider school population (Lafferty-Jenkins, 2017). However, pupils feel that school councils are beneficial, as they see it as a chance for their perspective to be taken into consideration and a tool for promoting pupil voice and participation (Urinboyev, Wickenberg, and Leo 2016). For the child in the incident, using something like a school council could give him the opportunity to voice his opinion about his experience and how he would like to be supported in future. 
In addition to the importance of children’s rights in the classroom, another key factor to consider is their health and wellbeing. As one of the four purposes (Donaldson, 2015) states that children should be encouraged to “be healthy and confident individuals who are ready to lead fulfilling lives as valued members of society” it is essential to understand how teachers can support children to build self-confidence, particularly when learning a second language. 
Learning a second language can be a difficult skill to master (McLaughlin, 2013). It can leave students feeling vulnerable if they are having to participate in activities using their second language when they don’t feel confident enough to engage in the learning (Doiz and Lasagabaster, 2018). A key factor that could help increase student’s confidence and motivation to progress in their second language is their relationship with their teacher (Henry and Thorsen, 2018). According to Bronfenbrenner’s ecological systems theory (1992), teachers are individuals who can build active, bidirectional relationships with the children and are part of their ‘microsystem’ (see appendix 5). Therefore, ensuring that these positive teacher-student relationships are formed can have huge implications for many aspects of the child’s development. 
Positive teacher-student relationships have also been shown to have a beneficial effect on educational achievement and can help create a positive classroom environment (Wubbels et al., 2016). The classroom environment has a direct impact on communication confidence (Khajavy et al., 2016) therefore, if the child feels comfortable in the classroom and is willing to engage, it can increase their self-perceptions of communicative competence. When thinking about the classroom environment, a strategy that has a positive impact on students, is working in small groups as it builds confidence and eases tension when students are learning their second language (Doiz and Lasabagaster, 2018). This can be done by using the think-pair-share strategy (Lyman, 1981). This is an idea that involves thinking individually about the problem, being paired with another student to discuss answers and then sharing ideas with the larger group or class (Mundelsee and Jurkowski 2021). It has been shown to increase interaction between students and more importantly increase their self-confidence and responsibility toward their own learning (Raba, 2017). However, Khaled et al., (2020) argue that individuals may be unable to focus on the task or area of interest when working in pairs. In addition to this, the students who are asked to work together may work at different speeds and have different cognitive processing styles which may be considered a limitation. Nonetheless, a strategy that has been used to overcome this limitation is something called ‘scaffolding’ (Bruner, 1977). It is proposed that a more capable peer assists a child to understand and solve a problem. Once the child has been supported, the hope is that they will feel confident enough to solve the next problem without the support (Scott, 2008). Scaffolding was developed by using the early work of Vygotsky (1962) and his idea of the ‘zone of proximal development’ (ZPD) (see appendix 6). When thinking about the incident, it could be suggested that the teacher was using this strategy in the classroom. It could be proposed that child1 was in his zone of achieved development when he attempted to read as much of the text as he could unaided, as the teacher suggested. When he reached out to child2 for assistance, he then reached his zone of proximal development which is the level of potential development that can be achieved with support from others. This is an example of peer scaffolding which has been found to have a positive effect on student’s second language development (Dong and Liu, 2020; Fakher, and Panahifar, 2020). Students have reported that peer scaffolding enables them to exchange opinions with peers in a second language without being worried about proficiency level (Dong and Liu, 2020). 
An additional strategy that can increase children’s confidence in the classroom is using student response system-facilitated learning conditions like mini-whiteboards (Wiliam, 2011). It is a form of inclusive formative assessment, where the teacher can assess each child’s understanding by receiving quick, short responses. It creates a culture where mistakes are encouraged and one that builds the children’s confidence to engage in the learning. These types of strategies have been shown to yield better outcomes and academic performance than hand-raising or non-student response systems (Huang, 2021). A disadvantage of using this type of strategy is that students can copy from each other, and the answers are not anonymous (Gustafsson and Ryve, 2021). However, the benefits of using such a strategy not only increases confidence but improves the classroom environment and the quality and quantity of classroom discussion (Egelandsdal, Ludvigsen, and Ness, 2019).
Both children’s rights and their wellbeing should be considered a priority. Teachers should be encouraged to discuss and reflect upon any matters that arise in these areas to ensure that they are providing the best possible support, experience and education possible for everyone in the classroom. 
Reflection/evaluation and next steps
As mentioned previously, the role of critical reflection is key to the developing role of teaching as a profession. It is important to reflect upon my experience of the critical incident to understand how I would behave if I was in a similar position in the future. This will inform my own professional and personal development. When reflecting upon this incident, I have learnt how important it is to consider children’s rights in the classroom, particularly the use of pupil voice (Anderson and Graham, 2016; Bourke and O’Neill, 2021; Flutter, 2007; Mitra, 2018). If I was in a similar situation in future, I would aim to understand how each child needed to be supported by encouraging them to use their voice to express how they were feeling about the tasks that they had been given. This would create a collaborative working environment where we would have a shared decision-making agenda (Moody, 2020; Nelson, 2018). If I succeed in doing this, the classroom will be a safe environment where the children feel comfortable to share their views and opinions and provide some input into how they would like to learn, and how I could best support their needs. To successfully encourage the use of pupil voice in the classroom and create this safe space, it will be vital that I build a positive relationship with the pupils, which Henry and Thorsen (2018) consider to be a key factor to build confidence and support development. 
In addition to encouraging the use of pupil voice in the classroom, I will aim to use the ‘think-pair-share' strategy (Lyman, 1981). Based on previous findings (Doiz and Lasabagaster, 2018; Raba, 2017) it has been shown to increase student’s confidence when using their second language, as well as increasing interaction and allowing students to take more responsibility towards their learning. By using this strategy, the children will have the opportunity to build connections with each other and engage in discussion. If I am successful in using this strategy, the children will hopefully feel more confident to share their ideas with the rest of the class in future. One factor to consider when using ‘think-pair-share' is that I ensure that everyone contributes and understands the tasks when in their pairs. Therefore, at the end of the lesson, I could use the mini whiteboard strategy (Wiliam, 2011) to assess each child’s understanding of the task. This will allow me to identify who fully understood what had been discussed and who may need extra support in the next lesson. 
Lastly, peer scaffolding is a tool that I would like to implement in the classroom as it has been determined to have a positive effect on student’s second language development (Dong and Liu, 2020; Fakher, and Panahifar, 2020). However, if I was in a similar situation as the incident, before using this strategy, I would prepare a task that is suitable for each child. I would ensure that the child had some previous knowledge of the language or context of the task and that it was at a level of ‘desirable difficulty’ and not unachievable (Bjork and Bjork, 2011). I could do this by ensuring that I differentiate in my lesson plans to provide texts that are suitable for the stage of Welsh language development that the child had reached. If I was successful in differentiating the tasks, the child may feel more confident in his ability to fully engage in the learning and better develop his Welsh language skills. I would then consider using peer scaffolding if the student was struggling and needed some extra support to complete the task. If I use peer scaffolding successfully, children may feel confident enough to solve problems independently in the future, they will learn how to be empathetic, and it will allow them to develop connections with each other.
For these reflections, is has been useful to refer to Brookfield’s lenses. I have been able to reflect on the observation in relation to my own personal experience. I have also taken into consideration how the experience can impact the students and reviewed the situation through their eyes. I have considered the view of the teacher, and what they may have intended by their actions. Lastly, I have referred to theoretical literature to gain a better understanding of the experience. By using this model for reflection, it has allowed me to establish the next steps and how I can apply theory into practice. 
Conclusion 
In conclusion, the critical incident that was observed led to a critical evaluation of children’s rights and their wellbeing in the classroom. It has been determined that peer scaffolding is a tool that can be used effectively when teaching. The importance of children’s rights and using the pupil voice for a shared decision-making agenda when it comes to planning the curriculum was also noted. In addition to this, creating a safe space for children to reach their full potential by building their confidence in the classroom plays a key part in creating healthy, confident individuals who will thrive in an everchanging society. This can be achieved by using the think-pair-share strategy and by developing positive teacher-student relationships. 
Furthermore, the importance of being a critical reflective practitioner has been discussed with reference to Brookfield’s lenses and Kolb’s experiential learning cycle. When considering the professional standards and the requirements to enter the teaching profession, it is evident that they enable practitioners to be reflective individually and with others. These five standards (see appendix 9) set clear expectations for effective practice throughout a teacher’s career (Welsh Government, 2020). One of these standards is Pedagogy and within this segment is differentiation which has relevance to the critical incident that has been discussed. Providing appropriate experiences, materials and challenges to every learner ensures that the practice is highly effective and ensures that the teacher meets the needs of every individual.
Having the opportunity to reflect upon what I have observed using Brookfield’s lenses has allowed me to consider the experience from various viewpoints. It has enabled me to think about what I would do if I were in a similar situation, as well as allowing me to consider some potential strategies for future practice in my developing role as a teacher. 
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Appendices 
Appendix 1
	Dyddiad ac amser, grŵp blwyddyn: 11.30am ar 22/09/2021. Dosbarth blwyddyn 4. 


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

Gwers iaith blwyddyn 4 o 11-12.30 yn y bore gyda 28 o blant yn y dosbarth. Wrth i’r plant cyrraedd y dosbarth ar ôl egwyl, fe wnaeth pawb diheintio ei ddwylo, cael sip o ddŵr ac yna eistedd ar ei ddesgiau, oedd wedi ei gwahanu mewn i grwpiau gallu cymysg gyda rhwng 4 i 6 o blant o amgylch pob desg. 


	Beth ddigwyddodd – disgrifiad manwl (gorau po fwyaf y manylion er mwyn cyfeirio atynt yn ddiweddarach yn eich gwaith)
Nod y gwers oedd darllen a deall. Fe wnaeth yr athro darllen pennod o stori a defnyddio cwestiynu fel dull o asesu dealltwriaeth y plant. Roedd y plant yn rhoi ei dwylo lan ac roedd yr athro yn dewis ar hap pwy oedd yn cael ateb y cwestiwn. Fe wnaeth yr athro dewis un o’r plant i ateb, ac fe wnaeth plentyn 1 cael y cwestiwn yn anghywir. Gofynnodd yr athro am rheswm dros rhoi’r ateb hyn ac yna fe wnaeth e parhau i gofyn cwestiynau er mwyn herio plentyn 1 ac er mwyn cael hi feddwl dros ei hun a cyrraedd yr ateb cywir. Fe wnaeth yr athro canmol plentyn 1 am cynnig ateb ac annog y dysgwyr eraill i dysgu wrth gwneud camgymeriadau. 



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

Cysylltu gyda theori adeileddiaeth – Piaget a Dewey 

Effeithiolrwydd gwahanol dulliau o asesu fel techneg bedagogaidd 

Strategaethau cynhwysiant yn y dosbarth

Pa effaith mae dysgu wrth wneud camgymeriadau yn cael ar ddatblygiad cymdeithasol ac emosiynol y plentyn?



	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 ôl amser chwarae oedd y gwers, felly amgylchedd eithaf prysur, cymryd tipyn o amser i setlo ar ôl diheintio dwylo. Pan wnaeth pawb tawelu, fe wnaeth yr athro esbonio cyfarwyddiadau'r dasg yn glir. 











Appendix 2
	Dyddiad ac amser, grŵp blwyddyn: 12.50pm ar 23/09/2021. Dosbarth derbyn. 


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

Amser cofrestru ar ôl amser cinio, cyn gwers trawsgwricwlaidd gyda 30 o blant yn y dosbarth derbyn. Fe ddaeth y plant i gyd mewn i'r dosbarth a golchi ei dwylo cyn eistedd ar y mat yn barod ar gyfer cofrestru.   




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

Tra bod yr athrawes yn ceisio mynd trwy'r cofrestr, roedd mwyafrif o’r plant yn siarad a dal yn chwarae wrth gorwedd ar ben ei gilydd. Roedd yna cwpl o blant yn eistedd yn dawel gyda’i coesau wedi croesi. Fe tynnodd yr athrawes sylw at yr ymddygiad yma gan canmol plentyn 2 a dweud ‘da iawn, rwy’n hoff iawn o’r ffordd rwyt yn eistedd yn dawel ar y mat yn barod i miss.’ Ar ôl I'r athrawes gwneud hyn, fe wnaeth mwyafrif o’r plant arall dechrau eistedd yn llonydd a copïo'r ymddygiad cadarnhaol. 




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

Gysylltiedig gyda theori Skinner a'r model ymddygiadol o cyflyru gweithredol a dysgu trwy cosb/gwobr. Yn ogystal a disgyblaeth bendant a atgyfnerthu cadarnhaol – Lee a Marlene Canter. 

Astudiaeth ddyfnach o strategaethau rheoli ymddygiad 

Sut all atgyfnerthu cadarnhaol effeithio ar ymddygiad plentyn gyda adhd neu ady. 

Ydi defnyddio’r strategaeth yma yn cael effaith ar lles emosiynol y plant? 



	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)

Amgylchedd prysur ar ôl amser cinio, plant yn cymryd sbel i setlo lawr. Roedd y cyfarwyddiadau yn glir gan yr athrawes ac fe esboniodd hi yn union fel oedd hi eisiau’r plant eistedd yn barod ar gyfer amser cofrestru. 







Appendix 3
	Dyddiad ac amser, grŵp blwyddyn: 12pm ar 22/09/2021. Dosbarth blwyddyn 4. 


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

Gwers iaith blwyddyn 4 o 11-12.30 yn y bore gyda 28 o blant yn y dosbarth. Wrth i’r plant cyrraedd y dosbarth ar ôl egwyl, fe wnaeth pawb diheintio ei ddwylo, cael sip o ddŵr ac yna eistedd ar ei ddesgiau, oedd wedi ei gwahanu mewn i grwpiau gallu cymysg gyda rhwng 4 i 6 o blant o amgylch pob desg.



	Beth ddigwyddodd – disgrifiad manwl (gorau po fwyaf y manylion er mwyn cyfeirio atynt yn ddiweddarach yn eich gwaith)
Yn ystod y gwers iaith, fe wnaeth yr athro dosbarthu taflenni gwaith darllen a deall am y Tuduriaid. Fe wnaeth un plentyn codi ei law a dweud ‘i can’t read this.’ Fe wnaeth yr athro ymateb wrth annog y plentyn i ddarllen gymaint ag oedd e’n gallu ac os oedd yna unrhyw beth nad oedd e’n deall, i ofyn i'r plentyn oedd yn eistedd drws nesaf iddo am gymorth. 



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

Cysylltiedig gyda theori Vygotsky - gyda'r plentyn yn y parth datblygiad procsimol cyn iddo cael cymorth wrth y disgybl ‘peer scaffolding’

Hawliau plant a llais y disgybl

Sut mae’r proses o sgaffaldu yn datblygu’r dysgwyr 

Sut i ddatblygu hyder disgyblion pan yn ddefnyddio ei ail iaith. 

Pa fath o effaith wnaeth y profiad cael ar lles y disgybl?

Sut all wahaniaethu cael effaith positif ar profiad dysgu’r disgyblion



	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)

Fe symudoedd y plentyn i'r ysgol ar ddechrau’r tymor (penwythnos yn ol) ac roedd yn hollol di-gymraeg. Dechreuodd mynychu’r canolfan iaith yn yr ysgol er mwyn datblygu sgiliau cymraeg. 
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