Melissa Carter-Evans ID: 1900214

ECAD6007 — The Learner: Who Am | Teaching

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.

Word Count: 4379



Melissa Carter-Evans ID: 1900214

There have been many investigations into the theory of how we learn, most agreeing that we
each have our own learning style. One particular theorist, David Kolb (1984), has
rationalised the learning approach as the ‘Experiential Learning Cycle’, citing that there are
four stages of the process and the learner will experience them all. This four-step approach
starts with doing or having an experience, taking time to reflect on it, drawing conclusions
from the experience then finally putting any new found learnings/findings into practice. In
conjunction with this, Dewey (1997) explains that reflective thought can be considered as a
continual, almost relentless contemplation that lends itself to establishing wider inferences
from predisposed beliefs or knowledge. By examining a particular ‘critical incident’ observed
in the school environment, this learning approach will be utilised in alongside Professor
Donaldson’s ‘Successful Futures’ (2015) framework to reflect upon three specific areas; the
significance of the growth mindset (Dweck 2006), the cultivation of self-efficacy (Bandura
1997) and whether operant conditioning (Skinner 1938) is an effective technique for the

Foundation Phase.

The aforementioned critical incident is explained by Tripp (2012) as a one-off observation or
event that may appear innocent on the surface, but once you delve deeper there are many
attributes worth investigating to establish cause, effect, impacts and possible improvements.
Key considerations such as, what can be learnt from the event and how the event could
shape future practice will be explored, along with an investigation of the question, is the

growth mindset critical to a child’s learning?

The school in which the incident was observed is primary school located in the north west
area of Cardiff, with an average of 240 full time pupils registered, aged between 3-11. The
school also houses a specialist autism base, catering for around 16 pupils from outside of
the catchment area. According to the school prospectus, on average, 45.1% of pupils are
eligible for free school meals which is well above the Welsh average (21%) and 30% of
pupils are identified as having additional learning needs (ALN). The school prides itself on
being a ‘dyslexia friendly school’ and is also holds an ‘Eco-Schools Green Flag'. According
to the school’s last Estyn report in 2015, the school was ranked 4™ out of 95 Cardiff schools
in terms of its budget per pupil and received a ‘Good’ rating in relation to its current and
prospective performances. For the purposes of confidentiality and data protection, the
school will be referred to as the ‘placement school’ and no names will be provided in

conjunction with the event.

The observation (see Appendix 1 and 2) took place during a year 2 numeracy lesson on ‘fact
families’ where the pupils were split into small groups of 5 or 6 to undertake specific tasks.

The lower ability group were set to work with the teaching assistant (TA), where the group of
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6 children were set in pairs, each doing a different task related to maths. One child, who
was doing the same task as their peer, was meant to be tracing numbers on a whiteboard
but instead was colouring the numbers in saying, “we don’t know our numbers”. The TA did
not intervene at any point until they wanted the child and their peer to start doing a task with

them.

The critical incident was observed from a non-participant perspective in a semi-structured
way, focusing on ‘communication’ within the classroom. This case study approach allowed
for qualitative output viewed from a non-obtrusive vantage point. Macfarlan (2017) explains
that the non-participant enters the environment, but stays away from the specific activities
taking place to observe and make notes. By standing back and taking an objective view, not
interfering with the lesson surely presents a strong position for the overarching benefit and
value of the approach. Gussow (1964, cited in Mercatoris and Craighead, 1974, p512)
challenges this view, explaining that even when an observer is not playing an active role, the
affiliation to the observed is “linked in a continuous and developing relationship”. Effectively,
the observed is influenced by the observer and possibly adapts their behaviour to appear
more favourable. This change in behaviour is known as the ‘Hawthorne Effect’, which
Draper (2002) summarises as the observed being overtly aware of the observer and
consciously considering what they want and importantly, whether they want to please the

observer or not.

The idea of the observed choosing whether they want to please the observer or not is an
interesting point worth considering in conjunction with the critical event mentioned above.
Did the child want to appear deliberately asinine to generate a reaction or were they offering
up a sincere perspective to elicit more support for the task they were undertaking? Masling
and Stern (1969) drew a comparison with the situation of a non-participant observation to a
physics experiment, where equilibrium is disturbed and that outcomes can be varied, thus
being more complex than initially perceived. By thinking of the critical incident in these
terms, would the child have behaved differently without an observer in the room? Are there
other mitigating factors that caused the child to behave in the way that they did? Masling
and Stern conducted their tests over time, to determine whether observational impact
reduced, they were not able to safely conclude this, arguably presenting a case that non-

participant observations do not consistently generate an adverse impact.

Would there have been any difference to the critical incident had the observer been a
participant and had engaged with the child and/or the TA? It could be argued that the child
would have benefited from a steer in relation to the task they were undertaking or could

possibly have rebuffed the offer of assistance, either way, the observer would have had
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more evidence to consider in conjunction with the event. Cohen et al (2003, p313), however
suggest this approach could be “biased, impressionistic, idiosyncratic and lacking in the
precise quantifiable measures that are the hallmark of survey research.” By engaging in the
situation, the observer effectively dives into the scenario and becomes the teacher as well as
observer. This could generate a disingenuous reaction from the observed or perhaps allow
the observer to lose neutrality. Schensul et al (1999), support the belief, however, that the
guality of an observation is based on the “skill of the researcher to observe, document, and
interpret what has been observed” (p95), utilising their theoretical knowledge and attention to

establish a particular outcome.

By neutrally observing this event, it was clear that the child was missing out on an
opportunity to learn. Being given an opportunity to work with TA support is a clear chance
for the child to develop and as Bruner’s ‘scaffolding learning theory’ (1976) suggests, build
on the knowledge they already have, eluding to the social constructivist theory, that the child
can learn through the help of others. As Professor Graham Donaldson (2015, p31)
recommends as part of his reform of the Welsh curriculum, within his ‘Four Purposes’,
children in Wales should be given every opportunity to become “ambitious, capable learners,
ready to learn throughout their lives”. It could be argued that the child at the centre of the
incident is not fulfilling this purpose, specifically because of the lack of challenge, self-belief,
self-efficacy, commitment and apparent disengagement with the class ethos of every child

“trying their very best”.

Whilst we do not have full context of the child’s circumstances, we can still question whether
they are they demonstrating any signs of being ready to learn throughout their life. Holt
(1982) defines intelligence as not what we know but how we act when we don’t know
something, using previous knowledge and experience to learn and move forward. It would
appear the child is working within their own comfort zone, happily colouring in, it appears,
with no previous experience to learn from. Has the child ever been corrected and told that
colouring in is not an acceptable approach to the task? It could be argued that correcting the
child could instil a fear or embarrassment, meaning that they may not actually learn but put
their guard up and as Holt explains, we may annihilate the “intellectual and creative capacity
of children...by making them afraid of not doing what other people want” (p274). Children

can become afraid of failing, doing something incorrectly or simply being wrong.

Surely feeding back to this child on their approach to the task would be a simple form of
assessment for learning (AFL). The approach to feeding back to a child is critical to the
learning process, if we want the child to build their knowledge, develop their skills, challenge

themselves and enjoy the problem-solving process. All of these factors underpin what it is to
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be an ‘ambitious, capable learner’ (Donaldson, 2015). Black and Wiliam (1998) clearly
demonstrated the enormous benefits of formative assessment in raising standards and
closing the gap between the differing levels of ability. By giving relevant and timely feedback
in an eclectic range of ways empowers children to learn more effectively, in turn sparking

enthusiasm and encouraging broader understanding.

The TA in this scenario was working in a child/adult ratio of 6:1, arguably an ideal
opportunity to encourage a lower ability group of children to enter the realms of problem
solving and questioning as a team. Whereas, the children were undertaking tasks in pairs,
but not completing them together, an opening may have been missed to get all 6 children
working on a specifically tailored (for their ability) task on the numeracy subject of the day,
‘fact families’. The colouring in/tracing of numbers appeared totally redundant to the lesson
introduction given earlier by the class teacher. Could this have caused confusion,
disengagement, demotivation for the pupil? Hattie (2012) advocates group work and
supports the characteristic that Donaldson (2015, p31) lays out under his ‘ambitious capable
learners’ purpose, that children need to be able to “communicate effectively”. By
encouraging group work can allow children to experiment and bounce ideas around in a safe
environment, helping them build their confidence, develop new experiences, which they can

call on in future.

Hattie (2012) also concurs with Donaldson (2015) in relation to encouraging children to face
challenges, to take them on with an aim to succeed but the child will need support from
those around them, including their peers. Social constructivism, can play a key role in
relation to how a child reacts to a challenge, as Vygotsky (cited in MacBlain 2014) points out,
children mirror adult behaviour, in seeing impressionable adults behave in a certain way,
perhaps deflecting challenges or not taking risks, they are likely to model that behaviour,
whether consciously or subconsciously. It is important that as part of Donaldson’s purposes,
children are encouraged to develop themselves and not simply stick with the familiar but to

build on it and challenge it.
Literature Review

In order to develop and build we need to believe in ourselves and abilities, to be able to
understand that if we fail, it doesn’t matter, we can pick ourselves up, dust ourselves down
and try again, this process is linked to Carol Dweck’s (2006) ‘growth mindset’ ethos. How
easy is this for a child? During the critical incident the child in question made the comment,
“we don’t know our numbers”, what do these negative, pessimistic words actually tell us
about the child? Is it as simple as the child doesn’t believe in themselves or perhaps was

attention seeking as they knew they were being observed, or is there a deeper-rooted issue
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relating to the words and the behaviour? Considering Kolb’s (1984) ‘Experiential Learning
Cycle’ lens, how is the child progressing? Arguably, the child has completed this task before
in the same way with no consequence, thus reflecting on their approach to the task as ‘ok’
as there were no repercussions to their output, therefore they are continuing to work in their
comfort zone. Prooday (2019) in a recent blog, talks about children of today being wrapped
in cotton wool, and refers to an “artificial reality” that is created for those children who are not
encouraged to step outside of their comfort zone and take on new challenges and
responsibilities. This certainly does not demonstrate Donaldson’s (2015) desire to generate

“enterprising, creative learners”, in fact, it encourages the opposite.

As Dweck (2006) explains, if a child is continually successful at an easy task then it doesn’t
embolden them to take on more challenging ones if problems are never in their path.
Children have stronger learning experiences if faced with tasks that they don’t find straight
forward or easy, it helps build resilience and encourage them to seek out more challenges
and not be intimidated by bigger problems. If a child has a fixed mindset, they believe that
they can or can’t do something, it appears very black and white. If something is too
challenging, they won’t do it, the fear of failure is too much. Didau (2015, p310) elaborates
on this by describing the fixed mindset as one that focusses on “personal failure” and that
graft to success is not worth it. The question that is being asked by the fixed mindset is, why
bother if it doesn’t come easy to me? The child felt comfortable colouring in, tracing the
numbers was simply too challenging. If the growth mindset was present the child would
have, as Dweck (2006) points out, been comfortable accepting the challenge, curious to
understand about any mistakes they may have made and fully immersed themselves in the
learning process. In order for the child to develop a growth mindset, intervention is
necessary. The teacher or TA needs to provide formative feedback focussing on the
success criteria, Clarke (2005) suggests doing this by providing encouragement and giving
constructive guidance which Dweck (2006, p177) insists should be “messages about
processes and growth”, feeding back on the effort rather than the intellect displayed.

Hymer and Gershon (2014) explore the concept of the importance of failing, that this a great
thing, not something that a child should be ashamed or embarrassed about, instead, these
events are critical to our learning. The fact that the child was colouring in numbers doesn’t
actually matter, as long as they learn from it, so that next time a fresh, authentic attempt is
made. Didau (2015) advises that to encourage and advance the growth mindset within
schools, for both pupils and teachers, the “consequences of failure” (p317) need to be
eradicated. If children are encouraged to adopt an air of resilience and to engage in setting
the success criteria for the next time they undertake the challenge, it could generate a sense

of enthusiasm and thirst for challenge, encapsulating the growth mindset.

6



Melissa Carter-Evans ID: 1900214

This approach of persistence in overcoming failure by learning from mistakes interlink with
the 16 ‘habits of mind’ (Costa, 2001), which focusses on response to challenge. Successful
people don’t give up at the sign of a problem, they will adopt a particular positive behaviour
or skill to overcome it. This fluidly links to Donaldson’s (2015) four purposes, which looks for
children to be creative, ambitious, enterprising, confident and informed. By demonstrating a
fixed mindset, as in the critical incident referred to here, it is almost impossible to see any of
these traits on display, it is therefore crucial that teachers adopt the growth mindset in order
to instil a love of learning in their pupils, which in turn will allow children to “eventually learn

and think for themselves. And to work hard on the fundamentals” (Dweck, 2006, p197).

Believing in oneself is critical to the growth mindset, if a child is told they are useless or
stupid, they unintentionally start to act out their own self-fulfilling prophecy of not achieving
and believing what they are being told (Merton, 2014). It is important that all children are
encouraged and supported in school, it has to be a stereotype free zone, high expectations
should exist for all children focusing on effort and progress, as opposed to monopolising
ability (Hattie, 2012). An experiment was conducted in 1968 by Rosenthal and Jacobson
who told a group of teachers that 20% of students they would be teaching that year had
taken a particularly challenging test and had been identified as ‘growth spurters’ and were
expected to do well. At the end of the year, the children were all retested, and indeed, the
20% test group made the most significant gains, demonstrating that teachers’ expectations

influenced the test group’s results (Ackerman 2018).

This experiment helps to demonstrate the huge amount of influence teachers have in
developing their pupil’s attitudes to learning. When the child at the centre of the critical
incident says “we don’t know our numbers’, it immediately demonstrates a low level of self-
efficacy. Albert Bandura (1997) defines this as our belief in our ability to complete a task,
how successful we think we will be. Bandura cites four sources of self-efficacy; ‘mastery
experiences’, ‘vicarious experiences’, ‘verbal persuasion’ and ‘emotional and physiological
states’. If one or more of these sources are adversely impacted then there is a likelihood
that self-efficacy will be low. For example, saying “we don’t know our numbers” will have a
root embedded in one of these sources, perhaps in the ‘mastery experiences’ branch as the
child may have struggled with counting, identifying numbers and even writing them in the
past. A negative experience can have a detrimental impact on a child’s learning, stunting
their ability to move forward, reflect and develop their metacognition skills. These are core
attributes that Donaldson (2015) eludes to within his four purposes. Is this child
demonstrating that they can become an “ethically, informed citizen”, are they showing any
signs that they “understand and consider the impact of their actions when making choices

and acting” (Donaldson, 2015, p32). It would appear not, at this point in time. The choice the

7
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child is making is to say they can’t do something, rather than to ask for help from their TA or

peer, or just have a go.

Low self-efficacy can result in children seeing tasks as dangers that need to be avoided, so
avoid committing to objectives as they do not feel they can achieve them. They also throw in
the towel more quickly than those children with high self-efficacy as they don’t believe in
themselves so want to avoid feelings of failure (Cherry 2019). By working with children to
set out goals that are SMART, can surely help build up levels of confidence and self-belief,
Schunk and Pajares (cited in Denby, 2015) suggest that by measuring pupil progress
against their own personalised objective we can increase self-efficacy. King (2010) refers to
the journey we take in climbing Maslow’s pyramid as starting from developing and
understanding our own self-worth. He refers to the results of a survey where 96% of
teachers believed a child’s self-esteem was the responsibility of the parents and 94% of
parents believed it was the responsibility of the teacher (King, 2010, p24). It would be safe
to conclude that both parties have a responsibility in helping a child develop this as they are

key adults in the child’s life from whom children take huge influence.

If we consider Skinner’s ‘operant conditioning’ (OC) model (1938) in relation to the child’'s
behaviour during the critical incident, we can see that the negative words and behaviour
were ignored, the child received no reward or punishment for them. However, as part of the
class reward system, if all children worked hard and displayed a ‘can do’ attitude toward their
work, they would receive a marble for their class jar. This reward process was not
something that the child was considering during the incident, choosing not to display the
rewardable behaviours. But why? Perhaps the child has worked out they are a small cog in
a big wheel and that just because they are not doing what they should be doing, that doesn’t
mean that the whole class won’t succeed (Lumen Learning, N.D.). The practical issue here
is that the child is not using OC as a motivator to help them learn. As Kohn (1999) explains,
neither the extrinsic motivator — the class marble/reward, nor the intrinsic motivator —
personal gratification, is working here. He continues to explain that extrinsic motivators are
much less effective than intrinsic ones and can actually “undermine the intrinsic motivation
that promotes optimal performance” (Kohn, 1999, p69). In essence supporting the argument

that challenge is in fact the biggest motivator a child can be given.

As Skinner suggests though, OC could be applied at an individual level rather at a broader
classroom level that is evident here. Would the child have changed or increased their effort
if there was a reward or a punishment at each mini plenary? McLeod (2018), upon
reviewing Skinner's OC theory suggests that frequent feedback on how the learner is

performing should be given, particularly on a new task, and as performance starts to improve
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the frequency of the feedback should be reduced until only outstanding work is reinforced.
This approach supports building a child’s confidence and encouraging Dweck’s growth
mindset, demonstrating that OC is dependent upon the learner triggers the change to

behaviour as opposed to the reward (MacBlain, 2014).

Reflecting on the incident, it could be suggested that the child would benefit from more
personalised OC to focus on short term goals. Rewarding the child for hitting goals could
stimulate their learning as they start to repeat or challenge themselves due to the positive
response they have received (Renner, 2018). Rewards do not need to be material, praise
can be more than enough, which can also lead to stronger self-belief and encourage the
child to step outside of their comfort zone as they discover more about the limitless

opportunities ahead of them.

It is also worth considering that if child had been shown ‘what good looks like’ prior to
starting the task, we may have seen a very different outcome. The child had obviously
decided it was acceptable to colour in the numbers, possibly as they had not been told it
wasn’t. By incorporating AFL into the task, and discussing what good looks like, this could
have generated a more favourable outcome and more positive approach to their work.
Royce Sadler (1989) is a key advocate of this approach expressing that the child and
teacher must share a mutual understanding of the requirements. The child needs to
understand what is expected of them, without this they are potentially being set up to fail.
Dylan Wiliam (2011) suggests a good practical idea of agreeing success criteria by looking
at a previously produced piece of work and for pupils to look for strengths and weaknesses
within it, as they are better at critiquing the work of others as opposed to their own. If the
child within the critical incident was shown two boards, one with numbers coloured and one
with numbers traced, there would be a strong likelihood that the child would be able to

identify the work that they are being asked to emulate.

By initially encouraging the child in the critical incident to focus on the first 3 numbers, as
opposed to the entire sheet may have resulted in a mini-achievement being hit, with the child
perhaps conveying a positive response by trying the next 3 numbers. This is obviously
hypothetical, but a consideration in conjunction with Bandura’s (1997) self-efficacy theory
and Hattie’s (2012) viewpoint that with transparent goals and rapid AFL, changes in
behaviour can be taught. It may be that the child feels intimidated by lots of numbers, so
breaking down the task into bitesize chunks for them to attempt at a pace suited to them, so
that when they start to succeed, they will feel motivated to carry on as their confidence starts

to rise. Positive feedback about the effort they are making would also be beneficial; helping
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to stimulate the growth mindset, provide a nurturing environment and contribute to a positive

emotional stimulus.

The negativity displayed by the child could be a signal of a behavioural problem, deliberately
being obtuse to provoke a response from the teacher, as Colverd and Hodgkin (2011, p20)
suggest, the child “may be working hard to make you not like them, so as not to confirm their
feelings of worthlessness”. It is important to not rise to this behaviour and instead to contrive
a space in which clear boundaries are laid out so that the child understands what is
expected of them. Without unpacking the critical incident, this reflection may not seem

obvious, but it is certainly one that is worth exploring.

In conclusion, Brookfield (2017, p80) explains, critical reflection allows us to take “informed
actions” as we have undertaken comprehensive investigation to understand the incident as
clearly as possible. Many avenues may be explored in order for next steps to be reached, in
the instance of a possible behavioural problem, it may be that the child has a particular
additional learning need that their behaviour is a symptom of. The words and actions of the
child during the incident could just been the tip of the iceberg, but by critically evaluating the

moment, a deeper-rooted problem may emerge requiring further review or support.

By observing, reflecting and drawing inferences from one particular ‘critical incident’ creates
an array of possible opportunities to put into practice during placement, as per Kolb’s (1984)
four stage learning process. An initial observation can hold so much information that
warrants further inspection and analysis, so that reflection becomes a pivotal teacher
attribute in order to inform and develop one’s own skills and experience. The ability to reflect
has a direct impact on the learning process of a child, how else can you adapt and change
your approach, strategies or teaching style in order to enhance or unlock a child’s learning

potential?

By scratching the surface of an event can open a huge can of worms by revealing the
multifaceted diversity of the class, but without it teachers would not gain such huge insight
into their pupils and their learning needs, enabling them to adapt accordingly (Brookfield
(2017). The Professional Standards for School Practitioners in Wales (2019) calls on core 5
values and dispositions, focussing on teachers developing a deeper professional
pedagogical learning along with adopting innovative ways of developing approaches to
improve them. This is ultimately where the real work starts, where reflections translate into

dynamic teaching practice.
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Appendices
Appendix 1

Nemene | Yr Athrofa

OBSERVATION / FIELD NOTES|

[(Questions adapted from Fletcher Wood (2016)

Date: 26509719

Lesson details:
YWear 2, Mathematics/Humeracy, Fact Famili=s

Observation foous: Communication

Classroom culture
{&re the students focused on learnminag?})

Children brought to carpet with countdown “5-17, all sitting down, silently, before 1
reached.

Students zat on carpet for imtroduction to lesson.

*1,2,3 All eyes on mea™, 1,2 3, All eyes on you™ - attention getting for whole class at
start and during lesson to recall attention wihen teacher wanted to show children
something.

Children putting up hands to answer questions, 75% hands up, 25% ot

B5% of class focu=zed on task, some children distracted and looking arcumnd, playing with
other childrem’s hair, stretching out. Tescher did not react to any of thesse behaviours.

Ome child moved to sit by TA as fidgeting on the carpet, teacher advized “you haven™t
done anything wrong, but wou can hear better thers™.

Children engaged in specific numeracy/maths activities both independently and with
teacher/TA.

Good level of working noise within the clazsroom when teacher set children off to
complete work.

Children asking questions of teacher and TA, taking work boobks to show work and ask
for “sumsEs.

Objectives
{Is thers a clear purpose to the lesson? How do the lesson activities promote that
purpose?)

Teacher adwised children that they would be looking at ‘fact families’, following on
from previous Lesson where they have started learning about the subject.

Activities are known to children so they are able to undertaks tasks with
independ=ntly.

Mot all activities were strictly related to “fact families”
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Direction
(&re the students clear about what they are doing and how to do it well?)

Teacher provided clear explanation of each of the activities including fact families,
using number bonds, interlocking blocks, tracing numbers, both independent tasks and
teacher/TA lad tashs.

Children undertaking independent tazks able to approach teacher/ TA to show
prograssion of work and to ask questions.

Access and challenge
(&re all students able to engage in the lesson? Are all students challenged?)

Mixed ability class. Teacher aware of previous subject attainment of children and able
to target children appropriately during lesson introduction.

Recap of previous knowladge, times, tables, fact families and how to work them out.

Lesson started with group task (all recount 10X tabla) then moved to guestioning
(teacher/pupil ‘ping pong') building to more challenging questions.

Tazks assigned based on ability, higher level group given individual cards to creata
sums, medium ability children given partitioning sums to complete with interlocking
blocks available to assist - both groups of children working independently.

Lowear ability children working on specific tasks with TA including tracing numbers -
children colouring in the numbers rather than tracing them, saying “we don't know our

numbers”, T4 did not correct children by advising them to trace not colowr.

Some children reguesting challenges from teacher/TA

Assessment
How does the teacher assess student understanding before, during and after the
lesson? How is this used in their teaching?

Teacher engaged full class in saying their 10 timeas table forwards and backwards. All
class engaged with enthusiasm, teacher introduced “we are really good at our 10X

table now, let's see if we can all do it together” - positive reinforcemsnt.

Teacher used ‘bead bar® with T4 holding at front of class to show groups of ten, used
questioning of children (choosing names).

At start of lesson, regular questioning used, "What do we need to do next?” children
putting hands up and teaching selecting child to answer.

Think, Pair, Share used for children to discuss a ‘Fact Family® sum. Teacher selected
children to answer guestion.

‘When a child wasn't sure of an answer ‘phone a friend’ strategy used, same child was
selected later and subsequently got the answer right. Thinking time allowad.

‘Dojo’ rewards given to two children who got answer right.
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Teacher and TA supporting specific groups of children with specific tazks, direct
queastioning and challenging children in those groups. Children doing independent work
able to show teacher work and ask for help.

Ho end of lesson sumimary fassessment/ plenary.

Specifics f Critical Incidents
Arz there particular telling moments and examplas which it would be helpful to
discuss?

Children supposed to be tracing numbers using whiteboard and pen but colouring in
numbars instead and not pulled up on this by TA.

What is the impact of this? Whiy i the child doing this? What could the repercussions
be? Iz thers an underlying isswe or concern here? How can these children becoms maore
engaged? |z there a lack of focus/fattention/support?

Mo end of lesson assessment/plenary.

How does Teacher know childrem are on track and understanding topic? Children
undertaking different tasks, is it important to summarise and gauge collective
understanding before the end of the lesson? What additional AFL could take place

during lesson to support learning? What plans can be put in place for next session to
assess learming from this lesson?
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Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dyddiad/Date: 26/09/19

- Child colouring rather than tracing outline of

Profiad/ Experience

Teimladau/
Feslings

ety yw evch telmindaw pnghplch
profiad?

“What are pour feelngs regarding
e experionoe

| didn't feel that the child was learning anything, | felt like the child was missing out
an opportunity to achieve something. | fielt frustrated that the child was not being
corrected by the TA. The TA was working with other children at the table, so
perhaps diffioult to monitor all children's behaviour az they were zll doing a
micture of tasks.

The child appeared comfortable colouring in, and was happy with what she was
doing, te me this lacks challenge and opportunity for the child to develop her
maths ability so was missing out on a key developmental opportunity by taking her
out of her comfort zone.

Cofio 2 Deally
Remember and
Understand

“ANwart ch restrw effennow’s ochas
g ngtpd-deston y dysgus”

“Cow pou kst the erpects of the
iwcident in the cantest of arming 7

The child was doing what she wanted to do as opposed to what she was expected
to do, making her own choice (behaviowralist approach), what are the
consequences of not doing what was expected both from a class and personal

perspective?

The child is not being challenged or stretched, the growth mindset is absent,
particularly when the child in guestion said “we don't know our numbers”. Even if
this was not true, and the child was just being obtuse, the language used iz
nzgative and is not forward thinking, enthusiastic or keen to achieve. Tied
together with the colouring rather tham tracing, this child's attitude to learning is 2
negative one and needs foous.

Gwerthuso & dadansoddi/
Evaluware gnd onalyse

“Beth y gelid e goavw pr un fistf §
sicrhau addyegu a disgu sffeithiol
¥ dyfodal M

“What coufd be kept the sowe bo
ensure effective teaching and
leayning in the futuwee 2

Waorking in groups of children of similzar ability has huge benefits as you can give
much more bespoke attention to those children as well az identifying and
supporting specific leaming styles. The technigue of tracing numbers using a white
board is a strong one which encourages children to develop writing =kills as well a=
number identification. With reinforcement from the teacher,/TA about what good
looks like and what they don't want to see (i.e. coloured in numbers) this can be an
effective tool for learning-

Reminding children of the reward mechanism in place for the class when achieving
great work, is 2 strong reinforcement tool to keep children focused on the end
gosl.
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Casgliadau a chamau

sweithredu,
Conclusions ongd actions
“Beth yw alch afetion posd!
mater o noovepd

“Beth y geilid ef wnead nesaf™

“What are pour passihie sadations
to the kssue identified
“What couid be dane nest

Working with a small group of children would benefit from the task being the zame
for all as it would be eazier to observe, manage and keep children on task. In this
instance all children were of the zame ability, o0 by focusing on one task you would
be able to encourage group work, highlighting good work when it's been done so
that the other children can see what good looks like. Working on the same tazk in
a zmazll group also allows children to focus, help and motivate each other as they
wiark things out together. It can create 2 collaborative mindsat

¥ profiad m@f Transformed experience
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OBSERVATIOHN / FIELD NOTES
(Questions adapted from Fletcher Wood (2016])

Date: 28,0919
Lesson details:
Year I, Literacy, Rhyrming Words

Observation focus: Child behaviour

Classroom culture
[&re the students focused on leaming?]

Students sat on canpet for introduction to lesson. Teacher introduced lesson and

reiterated rules for putting hands wp if they have any riyming words that they want to
share. Good adherence to rules, very little showting aut, children waited patiently to
b= selected by teacher to answer.

Teacher advized that they would be playing ‘Buried Treazure' game on the interactive
whiteboard. Teacher selected children who had their hands up to take a3 turn. Whole
clazz engagerment. Teacher sat in chair, children leading the leaming.

Child making clicking noises with his tongue during introduction and task, teacher did
not ask to stop for some time, initially, child did stop, then continued with no further
reprimand.

Children engaged in literacy tasks both independently and with teacher/TA. Good
level of working noise within the classroom when teacher set children off to complete
wiork. Children asking guestions of teacher and TA, taking work books to show work.

Objectives
(15 thera a clear purpose to the lessan? How do the lesson activities promote that

purpose?]

Teacher advized children that they would be continuing with their literacy tasks,
focuzing on fhwming words.

Two groups selected to work with teach and TA, remaining children given free choice
of all other tasks (humanist approach).

Teacher provided clear explanation of each of the activities including using thinking
wiall to come wp with rhyrning words, using rhyming words to describe crocadile, to
read & booksbooks of their choice, play buried treasure (to identify real words/mads
up words). Children aware of activities due to previous lesson knowledge (constructivist
approach].

Artivities are known to children so they are able to undertake tasks with
independentiy.

Cirection
[&re the students clear abaut what they are doing and haw to dao it well?)
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Children wndertaking independent tasks able to approach teachersTA to show
progression of work and to ask questions.  shost children focused and working.

Children aware of tasks set a5 continuation, tasks have been available thraughout the
wieek.

some children distracted and going off task; dangling fish words and swinging these
toward amother child's head, a child flicking a word block at another child. This was
towards the end of the lesson.

Access and challenge
[&re all students able to engage in the lessaon? Are all students challenged?)

Carpusel of activities around the classraom, children rotated based on groups, working
independently and with teacher and TA, each group got the opportunity to wark with
teacher and TA.

some children reguesting challenges from teacher/ TA.

Ho rubbers available to the children, they have to ask teacher or find altemative ways
of changing something (crossing ouwt, sticking sormething over the top).

one child undertaking independent tazk flicked small block at another child, not
spotted by teachser ar TA, during free time ance tasks complated.

Asseszment
Hiow does the teacher assess student understanding before, during and after the
lesson? How i thiz used in their teaching?

During introduction to lesson, teacher asking children for words that rhyme with the
wiard praduced by the *Burisd Treasure’ game. Children put their hands up and
selected by teacher.

Teacher questioning children with their hands up for other words that rhyme with the
wiord om the screen. One child offering multiple words.

Teacher and TA supporting specific groups of children with specific tasks, dirsct
questioning and challenging children in those groups. Children doing independent work
able to show teacher wark and ask for help.

specitics S Cntical Incidents
Are there particular telling moments and examples which it would be helpful o
discuss?

Child making clicking noises with his tongue during introduction to lesson and the
interactive whiteboard game. ‘Why was he daing this? What was hiz trigger? He didn't
naticzably impact the children arcund kim, but cowld the children have been distracted
by hiz behaviour and thersfore have been less engaged by the task. Cowld the teacher
have advised him to stop sooner than she did, was she allowing the behaviowr to
continue as this is nat the first gime he has done it and has identified that it & better
to say nothing and let him stop naturally? 1s there a deeper issue with the child, doss
he have learning difficulties) ALWT
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Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions [ARC) Model

Dyddiad/ Date: 26,/09/19

Digwanddiad, critigol |Fiocw sl /Critical incident (focus): Child making clicking noises with his tongue
during introduction to lesson and the interactive whiteboard game.

Profiad) Cxperience

Teirmbasdau

Feaiirgs

drib pr akh irlbnfodeu pa ol p
pefas’?

Whir ove pror [eeinge repardiep
AR Frpatence T

Duwring the teacher's introduction to the literacy lesson, a child started making

dicking Lounds with his tongue, this continued as the whole das started playing
an interactive whiteboard game. The clicking was annaying and | was conoermed

and Frustrated that it took both the teacher and TA wuch a long time to ask child o
stop. It was impartant for me to consider the reasons for this, & they child could
hawe SLN, which the teacher and TA would be aware af.

The clicking noises did not owertly appear ko have an impact on the childrén’s
learming as they all still seemed engaged, which made me wonder whether thic
wias @ regular accurrence that the children had betome desensitized to.

The child making the clicking noices did not appear to be engaged, but distracted

and looking around, this perhaps could haee been dus to the child nat fully
understanding what was happening which made me instinctively want to call the

child ower to sit with me so that | could explsin and encourage a mare inclusie
angapement of the task.

Cafioa Deallf
Remamber ang
Lingerstond

“ANwch ol seeboe @ Fnaeu T echon
g nghycdantae g yage ™

“Car ywou ol e arparte af e
eckisar ot canteat of Soraing™

| baligie that the child was displaying AUN a5 they were unable to facus on the bk

and seemed to be taking comfort in the noiges he was making. Mon-assertve
digcipline (fiarlens and Les Carter) approach appéared to be taken by teacherTA,

implying that this i a common behaviour for the child to undertaks. This was
fallowed after & while by amertiee discipline where the child was agked ta stop ina
calm, clear manner, which the child then adbered to, for a while.

The children did not appear distracted by the clicking sounds and remained an
tazk which was a positive reinfarcemeant af the fact thak the childran wera
interested in the lesson and were enjoying themsehes as well as paying attention
50 that they could get a turn at using the interactive whiteboard.

Guearthiuse & dadansaddy)
Ewmloote and anaiysse
“aik s gwiks' ! godks oo [ofh §

pkrar asdmgu o Sy & el
wn f defos's T

The kandling of the incident by the teachernTA ssemed appropriate as they know
and understand the child in question and appeared to know the best approach to
take in managing the situation. A< mentioned above, the children did not appear
disadwantaged by the naises, but this could just be an the surfscs, with the
distraction having a desper issue for certain children, which could unravel further
inka the lessan ar subject
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Wi could be Erpt e mme
e fecTiee Ieacivog aas
imerning v e laive s

a

Camplisdau a chamau
gweithreduy

"Baik wr alck alwiveo porld) Fr
eaiera neckEps™
“Beik g ek & aread arsaf?”

fa A imew Adea e’ 7™
Whot' cow'e & doow swn ™

Whiv' ove pris pambbly roloiisng

& child with ALN could mesd mare 1-2-1 support to keep their mind and listening

Corncusions ang actians an task. By asking the child to it near the T would allenw the TA to step inand

natice much soamer that the child was distracted in order to encourage them to re-
gaim facus and to play a fuller part in the lesson. By letting the child sit whereeer
they want could allow for distractions that take them away from engaging and
getting the bedt out of the l=oon for themseles.

Sitting the child nearer the teacher or TéA wauld alio allow a quicker reprimand of
any noises to avoid creating further distractions for the rest of the class,

¥ profiad guesnpackl.) Tronsfarmed sxperiance
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OBSERVATION / FIELD NOTES
L+ | (Questions adapted from Fletcher Wood (2016)

Date: 26,509,193

Lezson details:
vear 2, welzh - Helpwr Heddiw

Observation focus: Commumication

Classroom culture
[&re the students focused on leaming?]

seszion led by TA as supply teacher covering for teacher advized he was not
comfartable with welsh,

Students sat on carpet for introduction to lesson - 4 children chosen by TA to stand at
the fromt of the class and lead the Helpwr Heddiw seszion.

Children asking guestions in Welsh and pointing at children sat on the carpet, to answer
(ping pong).

Woices wers very guiet throwghout bath from children asking and children responding.

Hot all children fully engaged, daydreaming, looking around, prodding and whispering
child mext to them.

‘when Wwelsh songs sung, whale class engagement.

Objectives
(1= there a clear purpose to the lesson? How do the lesson activities promote that
purpose?]

Child led learming to encourage children's confidence in commumicating in Welsh.

4 Chosen children asking questions and selecting other children to answer, building
l=tening and speaking skills in Welsh.

Direction
(are the students clear abaut what they are doing and how to da it well?)

Child led, with Ta supporting and encouraging the questions and responses.

Daily task that children undertake, children aware of how they should engage and
Sxpectations.

Access and challenge
[are all students able to engags in the leszon? Are all students challenged?)

Most children asked either ‘pwy wyt tif', “sut wyt ti heddiw? ar *sut mae’r tywydd
heddiw?® by one of the 4 Helpwr Heddiwes.
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spst chaldren able to answer guestions, 1t wnsure, T4 provide a prompeshelp.

TA stepped in to ask questions and repsat the questions asked by the ‘Helpwr Heddiwe.

Hard to hear children's guestions and responzes, very guist.

wielsh zomgs sung canfidently and lowdly.

Assessment
How does the teacher assess student understanding before, during and after the
lez=on? How is thiz uzed in their teaching?

Continuation of ‘Helpwr Heddiw® daily tasks, building an children®s previous knowledge
to bwild confidence [constructivist approach).

Ta listensd, repeated and if neceszary, corrected the welsh questions being asked
during session.

‘Whole seszion was done very guistly, hard to hear anything amyone was saying,
including TA.

At the end of the session, Ta encouragsd children to sing “Pwy Wyt Ti' and Ut Masr
Tywydd Heddiw® songs, which the children did comfortably.

specifics £ Cntical Incidents
Are there particular telling moments and exarmples which it would be helpful to
discuss?

Children speaking guietly during whole class, pupil lead learming.

wiould thizs have been a louder more confident lesson if class teacher had besn present
as opposed to supply and TAT

‘what are the implications of children speaking guietly during pupil led tasks? How
could this have been improved? Why did volume and engagement change when pupils
started singing songs?
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Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions {ARCj Model

gﬂdlg{ﬂnﬁ': 26,/09/19
Digwpddiac cpitipol {Ffacws) Critical incident (facusj: Children speaking quietly during whale class,

‘Walsh ‘Helpwr Heddrs' pupil lead learning.

Prafiad) Cxperience

Teimladau

Fesfinugs

drth p ek inbmfodzu pa piaded B
peefiag’?

Whin' ove prier fealnge repardisg
AR Prpaieree T

The entire session was extremely Frustrating as the children wene being challenged
on their Welsh communication with na enthusiasm, projection, confidence or fun,
it smemed like a tick box task that had to be done, as opposed to one that could
help the childran build their Welch and their verbal communication.

The w=ssion was being run by the TA as the supply teacher advised that he was nat
great with Welsh, o this probably wasn't a typical example of how the clas are
usually engaged with the Helpar Heddiw® tasks.

The TA interjected guite a lot, adking questions for children, ar pointing at a child
to anwwer, which deviated fram the pupil-led aim of the sessian. This could have
hean due to the lack of confidence of the cass with Welsh, which the TA waould be

awrare of and want to support.

The Welsh songs that the children wenk on ta sing at the end of the sesdion wene

sung with muich mone confidence and enthusiasm than the conversational Basks,
which made me fesl much happier and more comfartable with the children’s
underitanding of the language that they wers sing.

Cafie & Deallf
Remember ang
Lingerstond

“ANrah ol apelee o fenaau T ockon
g ngbp-deriae p Spege ™

"Coax waa Bri e arpacts af fie
imckisar Jo it casiet of SForakng™

PupiHed lEarning, 4 pupils staod at the front of the class asking the rest of their
dlass questions; Py vt tiY Sutwyt ti beddi? And sut mae bparpdd heddin?
Each child at the front of the class took turng to use ‘ping pong” strategy, pointing
at a child sitting down to answer the question,

The verbal projection of esch child, both asking and responding to questions was
poor, deplaying no confidence or axcitement in the activity at all. There was a lot
af repetition, each question being asked st least 12 times, halping the dhildren to
rememiber the wiords and egually what they mean. Constructivist apprasch as
building on learning that has slready happened, but how engaging is thic
appraach?

Children keen to put their hands up to be sslected to answer the guestion {anound
65% of class) buk not with any enthusizem, how can this session b made mare
axciting? Conditioning, children put their hands up to answer, whether they know
the right answer or not, to get attention.
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‘Whalsh songs are key to helping children jainin together and remember meanings,
sounds and terms. Undertaking the task daily creates aperant conditioning (Art
Cata), with the scheduls af reinforcement happening at set times which
entourages deeper learning.

Guearthuso a dadansoddiy!
Fimumte ang omaijsse

"Baik v gwiks' & gochs v un forh i
nkTiae asdwmgu o Syege oo’
1 s

Wi could be kept ihe nane fo
neE A reaciiiog ass'
earnbeg e i laivre ™

“Helpawr Heddiw® task is a strong way of teaching Welsh sentences, to teach the
letter sounds and words as well & meanings in order to encourage incidental
‘Wialsh imba the school day. "Whao are you?, ‘how are you today? and “what's the
weather like today? are good questions that children becorme familiar with
through repetition and explanation particularly as they need to leam how to
respond in Welsh.

Allowing the task ta be pupil led i a strong way of building confidence and
encauraging children ta sbap aut of their combart zone and be the teacher!

Children enthused by singing Welsh songs, singing helpe develapment, crestas
endarphing, stimulating the brain and gets axygen flowing.

Casplizedau a chamau

gweithredu
Canciusions and octions
"Baik e alck aiwbico poridl Fr
reaiera nedrpe™

"Beik g gk’ @ arwas arsaf?”

Whid' ove pri pamise reheisn
fa e imew Adea e’
Who' o we! be doow gea ™

Teacher nsads to drive enthusiagm of subject, perhaps starting lesson with Singing
to engage and enthuse children, singing the specific songs will act 25 a reminder to
the sentences that will be covernsd in today's session. Helpwr Heddiw could ask
teach the question first <o that the teacher can show what a good response looks
filoes, B vt enpectations and success critéria.

‘Walsh “da iawn’ stickers could be given to children who respond correctly with

#nthutiasm, providing encauragemént to all, offering a réwand for being swoces iful
ichildren leam thraugh reward)conditioning. Tharndike |

Ensure guestions are rotatedchanged regulary to encourage broader learning and
challenging.

¥ profisd peawdkd Tronsfarmed syperience
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OBSERVATIOHN / FIELD HOTES
(Questions adaptad from Fletcher wood (Z016)

Date: 02ADAT

Lessan detanls:
Year 6, Welsh, Helpwr Heddiw Past /7 Present Tense

Observation Faous: Teacher/Pupil Carmmunication

Classroom culture
(&re the students fooused an leaming?]

First leszon of the day, children returning to class after the daily mile, after minor
fussing and chatting with friends, all children returmed to their seats.

Teacher told the class that they wers going to do a new task today and that she had
samething fun for them to do. Mast children engaged and interested in this idea
wanting to know maors.

4 children displaying disruptive behaviour as they moved into their lines; one child
spinning erratically on the teacher's chair, ancther child leaning on wall with legs
directly cut in front of kirm, third child continually tossing and bouncing a large ball
(class resource with welsh words on it), fourth child weaving in and out of his line.
Teacher did naot call out any of these children on their behaviowr. The rest of the class
continued to listen to the task and objectives and did not really pay much attention to
the disruptions.

Once task started all children engaged, child stoppsd spinning on chair and took part in
task, with teacher oversesing and providing positive encouragesment. Child with ball
continued to wse throughaout task but be still completed objective, answering then
asking his guestion. Once task was over and the children were asked to return to their
seats the child retumed the ball to its home and sat down.

Objectrves
(Is there a clear purpose to the lesson? How do the lesson activities promote that

purpose?]

Teacher advized children that they would be learning to azk and reply to; “What is the
weather like tomormow® and “what was the weather like yesterday?

Practical activity, competition, class split into two teams with each child having the
chance to azk then answer a question. Teacher observing.

Direction
(&re the students clear about what they are doing and how to da it well?)

Teacher split class into two and asked them to stand in a lins on =ach side of the
classroom. Once split teacher advised that the front person of each line was going to
ask their guestion in Welsh [one team had past and one had futurs tense) to the next
perzan in their lime who would then respond to the guestion then twrn and ask the
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question to the next person and 50 on... The Tirst team to get to the end of thew line
and all sit down would win the challengs.

Children cl=ar on task, children comfortably asking guestions of teacher to ensure they
fully understood the objective. (Questions being shouted out. no hands up)

one chilld initially refused to stand up and join his team, instead stayed in his seat.

Teacher did nat force him to maove, he decided to join his ling in his own tirme then
proceeded to pick up a large ball and play with it for the duration of the task

Access and challenge
[#re all students able to engage in the leszan? Are all students challenged?)

Teacher started with present tense guestion that children already knew to warm them
up, children positively ergaged as able to complete the task. Hew challenge set to

lz=am past and present tense so changing =lements of the sentence, building on
children’s knowledge - scaffolding.

All children able to engage, 1-2-1 (child to child) G&a with broader t2am of children
able to help. Sentences written on board for those children wnable to remember them.
Teacher providing ad-hoc support to both teams by dipping in and out as the guestion
travelled down the line.

Asseszment
How doss the teacher assess student understanding before, during and after the
leszon? How is thiz used in their teaching?

Teacher started the lesson using questioning ping pong. asking “Sut mas't tywyedd
heddiw?' alzo asking the children what that meant and to give her soms answers in
wialsh. Miost children able to anewer, teacher provided positive, encouraging feedback.

During the tazk children waorked with each other using the whitsbozrd prompis and
claszroom displays to aid them. Teacher observed children, providing direct feedback
to those who were struggling, helping them with zounds, also praising thase who were
dioing well.

After the lesson, the teacher asked the children to collectively ask the questions then
praised their effort advising that we will have another go tomorrosy, continwing to build
on mew vorabulary.

specifics £ Cntical Incidents
Are there particular telling moments and examples which it would be helpful to
dizscuss?

During the tazk, one child comtinually bounced a ball, teacher did not ask him to put it
diowwni, ignored the primary behaviour. Child still complated the task (his team were
the first to complete) so he contributed to & positive outcome.  Child voluntarity
returned the ball to where he had taken it from and sat back in his seat after the task
whilst distracting and being disruptive, the child did what was asked of him. Teacher
ignared behawiour, what could have happened if she had called the child aut on it?
Conscious decision by teacher to ignore certain behaviours. 15 there an underlying issue
with the child (IBP, ASD, ADHD, ALWT).
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2z | i Athrofe

Model Beirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model

Dy diad f Dt D2/ 10/19

Diggwayeldlad critigob{Ffacws)/ Critical incident ffocus): Child tossing and bouncing a large ball during
a competitive group task.

Praofiad) Experience

Teimladsuf by initial fee lings were frstration in that teacher hadnt spotied the dhild with
Fasfings the ball and aksa that the child should be akad to put the ball seay s he s

drib pweich inimiodau peet v | hedingg o i i . U ppon: néfle dtion, and furthe r ol arvaBion during the leson it
pesast becarme dear that the teadher had spotted the behadbour but had chasen taag none

"Whot ore pour feeing s repardieg it
rhr Frpesience 1T

Cafio a Deall! Child did not want to stand up to take part in task, 20 ball wes pideed up in anger,
Remamber and ‘logical comsequence s mod el | Dreilours |, looking for sttention whidh teadher chose
Understond to ignore. Child =till cntributed and cmplted task; he did not let his team down

""'""‘""; "_:';""""'"'_'.;""“"::""“ —‘social developme nt theony” {Wygotsky]. Behaviour did not derupt anyona’s

11 N [LES Ly k

B 'nq k=arning. Child woluntarily returnad the ball ta where he had got it from,

“Cax yoa Bt e ety af de condtionad to put it back once he had finghad with it then returned to his sast.

feckiear /o it caetest of Srovakng ™

Gwerthuse a dadansaddi | Teacher knows child and what maks s them tick, picking her batthes and allvwing
Crfucte and omalyse cartain behadours to fiy under the radar, this worked in this imtanoe & dhild did
niat disru pt his team and he completed the tack regardbess. Wy natural reaction

ethggeaE g m | s have been toask the child to put the ball away, which culd have resulted in

skrhar ad'dwgu o Spage & eiivod

¥ st thie child becaming totally disengaged or oréeating & further prablem.

"Hisai coukd b Eegt i mame fa

FLILLE AT TR A Knowing your children and being able to focus on the rig bt things L& setting tek

ingming ie the faiune ™ ohjective and questions fram the rest of the cdlas, & opposad toone inappeopriate
hehadiour that was in turn, har miless and probably helped the child remain fooused
an the taesk anyraay.

Camplizdau & chamauw bl initia | sodution would have been to a5k the child o put the ball awey and mk

gweithreduy hinm o edamee ba the frant af the hne, claser B0 e, but upon reflection, the dchild did

Cancfusions and actians what was amked ofhim sodoes his bebhaviour need ta change.
etk mr o'k giwbieo porddl Fr
reaier a nedEps™

e There & a oonsidéeration abaat the behaviour being s&&n by othersin the ol a5
‘wily i he allowed to do that, when Fm not® which mey nééd to be aonsidenad
Wkt ord sl ImAEET | oand managed. Focusing on the teacher/pupil relationship and identifying whether

fa e e oo LifTee' T
“Whor' s &e deow swa1 ™

the child has ALN will allow the teadher to dete rmine what bahaviours ara
aocentable v rsus those that aré not.

¥ profiad pewwdkly’ Trensformed experiance
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