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Assignment Title: Critically reflect on your pedagogical progress demonstrated through required elements of the Professional Learning Passport, identifying a specific area for professional development and justifying next steps for improvement.

	
	Target
	What I have done in this assignment...

	Target 1
	Referencing technique is correct.
	I have followed the University Harvard referencing handbook to ensure that this is correct.

	Target 2
	Always back up work with a reference.
	Throughout my assignment I have aimed for statements to be referenced as appropriate.

	Target 3
	Proofread your work.
	I have proof read my work several times as well as invited a peer to double check my spelling and punctuation in the second completed draft of my essay.





Part 1: Professional Learning Passport
https://v3.pebblepad.co.uk/spa/#/public/kwhG4Zphncnd6jyqbsnxqWZ4jZ

Bridging 2 Reflection
Meet
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect

	The MEET day with our network school consisted of three sections. 
Part 1: we read and discussed aspects of 'Successful Futures' and 'The Great Teaching Toolkit'.
Part 2: We had a lecture on Assessment for Learning from a teacher within our lead school.
Part 3: We were given four pieces of work as examples to analyse and give appropriate levels to, working collaboratively with our peers.

	Assessment for Learning determines where the learner is in their learning and how they are going to progress forward. The teacher needs to demonstrate effective feedback; this requires giving a concise, manageable, purposeful and personalised response to the individual pupil. Moreover, the teacher should encourage self-reflection which can be beneficial to the students by influencing meta-moments. The technique will vary dependant on age or ability; however, the thinking process will remain the same. For example, a reflective write-back is appropriate for higher KS2 learners whereas verbal is preferable for foundation phase.



Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	During the TEST phase, my partner and I introduced two strategies within our year 1 classrooms: Think-Pair-Share and No hands up. This phase consisted of eight days in total.
Think-Pair-Share: The pupils think about the question, discuss with a partner then feedback to the class.
No hands up: Using an increased wait-time this strategy allows all children to think about an answer then they can be randomly selected using lollipop sticks or a random name generator.
	I found that some of my lower ability pupils struggled with the concept of think-pair-share. They were easily distracted throughout the process, and the atmosphere became very noisy which some pupils found overwhelming. Moreover, in my partner’s classroom circumstance they found that some of their pupils were getting frustrated due to their mixed ability groupings. Despite this, some researchers have found this method successful and hugely beneficial to their students (Bamiro, 2015, p. 6), this was due to the technique providing a structure to their thinking which enhanced problem-solving skills.

The implementation of no hands up was successful both as an AfL technique and for behaviour management. I observed that wait-time was very important, as too long or too short can impact the effectiveness of the strategy. This method increases concentration and engagement, it gives all children the opportunity to be heard and gives instant feedback to the teacher (Wiliam, 2015). Despite being used to identify gaps in knowledge, this can be problematic as the teacher cannot measure the whole class at one time (Education Rickshaw, 2018). Moreover, it can cause emotional distress for those that do not know the answer or frustration for those that do (Espinoza, 2015).


Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	On the SHARE day, our network joined to present our personal findings from the TEST period. We were given the opportunity to offer feedback and theories to our peers. There were a variety of techniques used such as pathways, higher level questioning and WAGOLL (what a good one looks like).
	During a peers’ presentation on the AfL technique "Think-Pair-Share", restorative justice was referenced. The student had experienced their teacher using the technique as a method for the pupils to discuss how their behaviour was disruptive with a supply teacher. Restorative justice encourages those that have been in the wrong to acknowledge the impact of their actions and consider ways in which they can resolve the situation (Liebmann, 2007, p. 25). By creating an open dialogue, the pupils are given the opportunity to take responsibility for what they have done (Liebmann, 2007, p. 26).  Whilst this may not be appropriate for foundation learners, I believe this could be greatly beneficial for older key stage 2 learners as it would develop them as an individual holistically and draws on their awareness of critical thinking.




Bamiro, A. (2015) ‘Effects of Guided Discovery and Think-Pair-Share Strategies on Secondary School Student’s Achievements in Chemistry’, SAGE Open, 5(1), pp. 1-7. Available at: https://journals.sagepub.com/doi/full/10.1177/2158244014564754 (Accessed: 23 November 2020).
Education Rickshaw (2018) Does Hands-up Damage Classrooms? Available at: https://educationrickshaw.com/2018/01/01/does-hands-up-damage-classrooms/ (Accessed: 23 November 2020).

Espinoza, J. (2015) ’Hands up: Bring Back the Practice into the Classroom’, The Telegraph, 8th September. Available at: https://www.telegraph.co.uk/education/educationnews/11850350/Hands-up-Bring-back-the-practice-into-the-classroom-says-government-behavioural-tsar.html (Accessed: 23 November 2020).

Liebmann, M. (2007) Restorative Justice: How it Works. Kindle edn. London: Jessica Kingsley Publishers.

Wiliam, D. (2015) Practical Ideas for Classroom Formative Assessment. Available at: https://www.dylanwiliamcenter.com/2015/02/03/practical-ideas-for-classroom-formative-assessment/ (Accessed: 23 November 2020).


DGB/SKD
Llythrennedd / Literacy
Evidenced by an asset? ☐
N/A

Rhifedd / Numeracy
Evidenced by an asset? 
[bookmark: _Hlk65320397]Asset title: Y5 Maths: Time zones – 03.02.2021
I taught an online lesson on time zones for a year 5 class, the aim was for the students to understand different time zones, the context as well as being able to answer maths related questions on time differences. This lesson was planned by another teacher in the team, and I delivered this to my placement class. When I was given the PowerPoint to familiarise myself with prior to the session; it became apparent I did not understand this subject myself. For the children to have the best possible learning experience, it was crucial that I was clear in my personal understanding. Additionally, I researched wider than I was teaching as I realise that children are curious and learn in a variety of ways. Therefore, I was prepared by having alternative explanations for the children that may have difficulty in understanding as well as if there were any other questions surrounding the topic.

Cymhwysedd Digidol / Digital competence
Evidenced by an asset? 
Asset title: DCF: Internet Safety Research – 05.01.2021
In October I completed a self-audit to assess my understandings towards aspects of Literacy, Numeracy and Digital Competency. There were statements to rate how confident I felt about sub-categories within each subject, I then had to identify two targets for each subject to improve before the second self-audit. I recognized that I am less aware of the impact technology has on children and how they can protect themselves from the risks or dangers caused on the internet. As technology is a significant aspect to modern life, it was important that I am able to improve my knowledge in order to teach and discuss these impacts with my future class. 
/Welsh Development
Evidenced by an asset? ☐
N/A


Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? 
Asset Title: Science: Renewable and Non-renewable Energy – 09.01.2021
In my year 5 placement class, the topic this term was “Humans Vs the World”, therefore a large amount of the online lessons and asynchronous sessions had the theme of renewable and non-renewable energy. This is something I am interested in; however, I am unfamiliar with the various types of energy as well as understanding how they function. It was important that I had conducted my own research to avoid any possible issues within my teaching, any unfamiliarity and that I understand the context of any lesson I plan or teach. Moreover, I am aware that science is a weaker subject for me therefore it is essential that I prioritise researching to improve my knowledge.



Safonau/ Standards

Professional Experience Template 1: Y5 Maths – Timetables: 27.01.2021
Pedagogy Standard: Advancing: Progression in Learning
What did you do and why?
This professional experience consisted of an online maths lesson for my year 5 placement class including an asynchronous worksheet to be completed after the live session. The content consisted of learning to read timetables using the 24-hour clock and to practice using time in this real-life context. The lesson was the third session I had taught on 'time' therefore I was confident in my awareness of the student's knowledge-level which I had planned accordingly. It is important that progression is respected as building on the pupils’ prior learning experiences can develop their proficiency or understanding in life-long learning (Hughes, Makara and Stacey, 2020, p. 278). Moreover, progression needs to be based on evidence this could be through formative assessment. The teachers understanding of the aspects to progression and its relationship to effective feedback is essential to move the pupil’s learning forward (Hughes, Makara and Stacey, 2020, p. 278). This was something I was not considering when I first began my teaching placement however, through advice, practice and academic reading I now realise the value of asking ‘what next’ and then planning my lessons in response. Rawling (2018, p. 129) suggests that teachers who understand their subject content can plan for progression more effectively as they can plan out appropriate experiences which progression then occurs naturally. 

Hughes, S., Makara, K. and Stacey, D. (2020) ‘Learning Progression in the Humanities: Identifying Tensions in Articulating Progression in Humanities in Wales’, The Curriculum Journal, 31(2), pp. 276-289. Available at: https://bera-journals-onlinelibrary-wiley-com.ezproxy.uwtsd.ac.uk/doi/epdf/10.1002/curj.28 (Accessed: 02 March 2021).

What have you learned?
The lesson itself was successful, the engagement levels were higher than my previous taught online sessions with the class. The pupils were able to apply their understanding from the previous day’s work and the majority of questions were correct. Moreover, from the worksheets that were handed in, the children were writing in the 24-hour clock as well as had an understanding to calculate simple elapsed time and time differences. The lesson was longer than usual with some children having to leave due to siblings having their online lessons; this caused them to miss some slides. My teacher expressed that I should consider giving them an appropriate timer per question or set of questions dependent on difficulty, as we were waiting for X number of hands to go up before signalling to move on. This would save time, which is important for all learners to have that equal opportunity to reach their full potential.

What next?
The lesson taught me how important interaction is when teaching a lesson online. Therefore, by involving the children using interactive games as well as the strategy of no hands up, the engagement levels were higher than my previous sessions. Moreover, over-preparing for these sessions is necessary as when asked an awkward question I was having to rely solely on my verbal explanation as opposed to using a whiteboard, interactive whiteboard or further examples to scaffold the learning. To help combat this for my future online lessons, I have accessed a mini-white board and coloured pens, as well as to research and note wider aspects of the lesson to anticipate any possible gaps in their knowledge. This research will directly impact my students as the learning becomes a conceptual process rather than memorizing facts (Rawling, 2018, p. 129).

Rawling, E. (2018) ‘Reflections on Progression in Learning about Place’, Journal of Geography, 117(3), pp. 128-132. Available from: https://www-tandfonline-com.ezproxy.uwtsd.ac.uk/doi/full/10.1080/00221341.2017.1398772 (Accessed: 02 March 2021).


Professional Experience Template 2: Y1 Maths – temperature 2: w/c 30.11.2020
Pedagogy Standard: Refining: Managing Learning Environment
What did you do and why?
I had planned a mathematics and numeracy lesson for my TA to lead as I was teaching the focus to another group. The lesson was about Temperature aimed at my year 1 placement class. In the task I prepared for the pupils to cut out imagery of hot and cold objects, this was then differentiated where challenge 1 would stick under the headings HOT and COLD, and challenge 2 the learners would stick in order from hottest to coolest. This would then be further differentiated through the scaffolding that the teacher would provide. During my placement, it has been my ongoing target to improve my behaviour and class management. As I was teaching the main focus and the three other groups were either working independently or with my TA it was important to be aware of the whole class not only my focused group. Wolff, Jarodzka and Boshuizen (2017, p. 296) says that the purpose of classroom management is to expand the learning, therefore diminishing disruptive behaviour is one aspect to achieving this aim. Moreover, that the teacher needs to develop their understanding of why and how an incident arises. Therefore, to get the best out of my pupils, I had to ensure that my TA was comfortable, confident and understood my level of expectations from each group as well as what scaffolding I wanted them to include to support or prevent potential problems. 

Wolff, C., Jarodzka, H. and Boshuizen, H. (2017) ‘See and Tell: Differences Between Expert and Novice Teachers’ Interpretations of Problematic Classroom Management Events’, Teaching and Teacher Education, 66(1), pp. 295-308. Available at: https://www-sciencedirect-com.ezproxy.uwtsd.ac.uk/science/article/pii/S0742051X17306832 (Accessed: 02 March 2021).

What have you learned?
This was a good opportunity to experience giving clear instructions such as, what needs to be produced, to what standard, and what the relevant key vocabulary to promote in the session. Moreover, this benefitted my behaviour management skills as I learned the importance of checking in frequently with my team throughout the lesson to review how comfortable they were and to look over books to assess the work produced - whether a child has rushed through the activity. Korpershoek et al. (2016, p. 645) indicates that classroom management refers to the supportive relationships a teacher has with their pupils. This is also relevant to the relationships within the team, by developing positive and open interactions throughout the class we can enhance the access to learning and improve pupils social and behavioural skills.
This experience was really positive for my confidence in taking responsibility as I was fairly apprehensive and tentative at the beginning of my placement. This improved throughout the weeks as I was beginning to measure the team’s strengths and weaknesses and gain more confidence and understanding in giving clear instructions without being rude or unprofessional. Additionally, I observed that the pupils respond well to positive reinforcement or models of good behaviour. Lebor (2016, p. 577) suggested this can help pupils understand what is expected of them within the school environment and how to conduct themselves socially which may alter from their experiences at home. 

Korpershoek, H. et al (2016) ‘A Meta-Analysis of the Effects of Classroom Management Strategies and Classroom Management Programs on Students’ Academic, Behavioral, Emotional, and Motivational Outcomes’, American Educational Research Association, 86(3), pp. 643-680. Available at: https://www-jstor-org.ezproxy.uwtsd.ac.uk/stable/24752878?sid=primo&seq=1#metadata_info_tab_contents (Accessed: 02 March 2021).

Lebor, M. (2016) ‘So, What do Managers Say About Classroom Management’, Journal of Futher and Higher Education, 40(4), pp. 568-583. Available at: https://www-tandfonline-com.ezproxy.uwtsd.ac.uk/doi/full/10.1080/0309877X.2015.1014322 (Accessed: 02 March 2021).

What next?
Next time I am planning a must stop for a TA to teach I need to consider differentiating these three ways not two. I originally did this due to not teaching the task myself however, the higher ability students did find this easier than I was expecting. To improve this, I will consider adding another aspect to the activity for example, more images to make the decision of the hottest/coolest more challenging. I will also consider changing the format of the activity for example, writing the objects which would include the cross curricular theme of literacy. Despite using imagery of warm and cool things, if I were to teach a temperature lesson again, I would like to involve the physicality of objects for the pupils to experience through touch or using a thermometer in glasses of water. 


Professional Experience Template 3: Y1 Literacy - research and subheadings: w/c 23.11.2020
Pedagogy Standard: Influencing: Reflection in Learning
What did you do and why?
This professional experience involves a literacy lesson that I planned and taught my year 1 placement class. The literacy this half-term has been centered around the national bird of Wales: the red kite. This lesson included organising facts about the red kite under three subheadings. The children activated their prior knowledge by brainstorming facts as a group; I was there to aid by asking questions or giving clues and keep the pupils on task. This was a natural progression from the previous week where they created mind maps about the red kite and learned about different subheadings and what that means. I had planned to learn a Pie-Corbett fact file in the following week as learning develops tangentially and I am aware that growth is key when planning. As I am developing my practice, I wanted to give the opportunity to reflect upon their learning. This was particularly important for my lower ability groups as they were not writing their findings. Russell (2020, p. 9) discusses that learning from experience is more effective than observing or being told, therefore by reflecting on a lesson the children are conceptualizing their experience by thinking about the relevance this new knowledge has. Furthermore, that reflection impacts ones personal, professional and academic competence thus improving the ability to implement skilled judgement (Ruge and Mackintosh, 2020, p. 164).

Ruge, G. and Mackintosh, L. (2020) ‘Facilitating Reflective Practice: Developing Built Environment Educators’ Capacity for Teaching and Learning’, Construction Economics and Building, 20(3), pp. 160-174. Available at: https://epress.lib.uts.edu.au/journals/index.php/AJCEB/article/view/7035 (Accessed: 02 March 2021).

Russell, T. (2018) ‘A Teacher Educator’s Lessons Learned From Reflective Practice’, European Journal of Teacher Education, 41(1), pp. 4-14. Available at: https://web-a-ebscohost-com.ezproxy.uwtsd.ac.uk/ehost/pdfviewer/pdfviewer?vid=1&sid=73e21549-1fd3-438d-bec6-728d48278139%40sessionmgr4006 (Accessed: 02 March 2021).

What have you learned?
My intended lesson outcomes were fairly successful as the majority of children understood what was expected of them and produced work accordingly. This session cemented and put into action their conceptual understanding of headings and subheadings. To promote learner’s reflection, I used the AfL technique think-pair-share in which they discussed what they had learned then relayed their discussions to the group and myself. Reflection is extended and enhanced through collaboration as they gather diverse perceptions through their active communication (Burhan-Horasanli and Ortactepe, 2016, p. 373). Before the implementation of the technique, I posed some high order questions which were ability appropriate to support and inspire their thinking. It was useful for me to gather where the children were and to consider whether the lesson had been effective. Through their reflection, discussion and engagement I wanted to promote the children being ambitious, capable learners in this lesson. The pupils were beginning to make decisions by critically evaluating what information is useful to them. 

Burhan-Horasanli, E. and Ortactepe, D. (2016) ‘Reflective Practice-Oriented Online Discussions: A Study on EFL Teachers’ Reflections-on, in and for Action’, Teaching and Teacher Education, 59(1), pp. 372-382. Available at: https://www-sciencedirect-com.ezproxy.uwtsd.ac.uk/science/article/pii/S0742051X16301305 (Accessed: 02 March 2021).

What next?
This lesson taught me how important effective reflection is when learning and therefore, how valuable it is for the teacher to give time and encourage this form of critical thinking. As I progress in my teaching, I would like to continue introducing or developing upon new techniques within the classroom to benefit each individual and this form of processing. This will further improve my ability to include alternative methods, approaches or explanations for those children that need them. 


Part 2: Critical Reflection
Introduction
The environment of the classroom will impact on the students and their relationship to learning. It is important to create a learning-rich environment, as structures that are insufficient may limit educational experiences. The purpose of conducting this research is to consider strategies to improve engagement and the impact that positive relationships have on behaviour. On my PTE1 placement, I was given the target of “Pedagogy refining learning: managing the learning environment” (Welsh Government, 2019, p. 23). Throughout my lessons I began to build positive and supportive relationships with my pupils and my teaching team. This benefitted my confidence in leading and organisation as well as increased how the lessons functioned. Despite this, I would like to continue improving my professional development to avoid becoming complacent with my teaching techniques. 

Critical Discussion of Chosen Aspect
Children that externalise problems in school have a higher probability of negative or lower performance outcomes such as educational or social difficulties including possible conflict. If small problems such as breaking rules or being argumentative are not dealt with proactively they can grow into serious or severe issues which can have future impacts on a person’s employability or criminal behaviour (Fernandez et al. 2016, p. 464). These outward disruptive tenancies can alter the dynamic of the class and therefore can destructively impact the performance of their peers. Long term exposure to negative interactions between a child and their environment can impact the progression from minor to extensive externalised problems (Kirkhaug et al. 2016, p. 2). Researchers expressed that effective behaviour and classroom management can minimise this tension as well as increase academic engagement, self-motivation and pro-social interactions with peers and teaching staff (Valente, Monteiro and Lourenco, 2018, p. 743). Affirmative discipline creates supportive teacher and pupil relationships; teachers that promote positive thinking aim to encourage learning and to improve student’s engagement. Furthermore, children that have these close relationships or nurturing connections are likely to have a higher sense of wellbeing (Wang and Kuo, 2019, p. 85). Despite this, research on the effects of behaviour management focus primarily on outward results due to emotional impacts being internal.
	Behaviour-specific praise is a form of positive discipline. Knochel et al. (2020, p. 2) identifies this method as being a feasible and economical way to decrease negative corrective feedback within the classroom. This can consist of a verbal statement that signifies the required or preferred behaviour of the children such as, ‘look how wonderful Alex is sitting on the carpet’. This is a gentle reinforcement of the classroom rules and the appropriate etiquette. Within this model, when issues occur (Wang and Kuo, 2019, p. 93) promotes the idea of teachers listening to their learners. To acknowledge their perspectives and to respond with empathy, a teacher can offer the children suitable strategies for them to adopt. This form of discipline is a prolonged commitment which can avoid short-term retribution. The teacher is leading the children to develop self-restraint and good behaviour. Furthermore, by consistently demonstrating respect, fairness and efficient communication, the children can begin learning how to control their emotions within social interactions (Wang and Kuo, 2019, p. 84). Despite this, Kirkhaug et al. (2016, p. 7) did not find any change in social or emotional difficulties and suggests that multiple strategies need to be executed over time. Moreover, Menzies et al. (2017, p. 205) suggests that inconsistent discipline or strategies can be ineffective and does not facilitate pupil’s understanding of socially appropriate actions. 
	By providing a direct correlation between the praise and the behaviour; it enhances the probability that the conduct will take place again in the future. Behaviour-specific praise is more effective in producing valuable outcomes than general praise such as ‘well done’ (Eaves et al. 2020, p. 17). Therefore, teachers need to understand how to provide this feedback appropriately as the quality of the language used could have a further impact on these outcomes.  O’Handley et al. (2020, p. 1098) proposes that the teacher should give the feedback immediately to the circumstance whilst aiming to be wholehearted and sincere. One recognises that every situation, child and teacher is different, and arguably praise cannot completely replace corrective response or reprimands. Children like rules and boundaries and that negative eventualities are effective for changing behaviour when necessary (Eaves et al. 2020, p. 16). Frequent or overuse of negative comments can create a hostile classroom environment which can provoke insecurity and low confidence thus impacting on the child’s emotional engagement and attitudes towards learning (Split et al. 2016, p. 733). Despite this, behaviour-specific praise can be ineffective with older children. This could be regarded as embarrassing due to the public attention of praise; additionally it could be perceived as insincere with teachers that use it too regularly (O’Handley et al. 2020, p. 1099).  Therefore, it may be preferable to offer the praise carefully or privately. When implementing a strategy or method, it is essential to gather the pupil’s feedback or input as this can determine the emotional impact of the method as well as what outcomes the pupils want to achieve (Ennis et al. 2018, p. 138). This can be collected formally or informally simply by having a class conversation.
	Giving children the opportunity to voice their opinions and listening to them attentively can benefit the classroom environment (Valente, Monteiro and Lourenco, 2018, p. 743). Kirkhaug et al. (2016, p. 3) emphasises the significance of involving children when establishing the class rules such as giving choices and asking for solutions or feedback. Some teachers may struggle to relinquish control with concerns that this transfer of power may affect the student-teacher relationship (Jolivette, Ennis and Swoszowski, 2017, p. 75). However, this collaborative process may increase respect for the rules due to a clearer understanding of the intentions and advantages. There are different aspects to consider that can alter the effectiveness of goals; this can include the density or relevance. This may refer to how the goal is measured such as the time frame or the aim. Cohrs and Shriver (2016, p. 769) found that goals and choices within education are integral and effective whether they were assigned by a teacher, a peer, or the children themselves. Teachers that promote choice-making can build on the children’s confidence and independence. This is essential to their holistic development as some children may not be exposed to this skill within their home environment (Jolivette, Ennis and Swoszowski, 2017, p. 76). While not being as obvious as goal setting, choices can be incorporated into interactions and conversations to use as a behaviour-management tool. The teacher is centring on options that they want the child to achieve and the choice of how they want to achieve it is up to the child; this can improve motivation by refocussing on the task or the reward such as play-time (Fernandez et al. 2015, p. 468). Moreover, for children that struggle to understand the outcomes of their actions this can provide a connection. However, the teacher needs to remain consistent in this methodology and not take choices away, as this can promote further behavioural issues and negatively impact the trust between student and teacher.
‘Caught Being Good Game’ is a widely implemented behaviour strategy which consists of an interdependent group game in which a timer would go off at random intervals in the lesson. The teacher would recognise and reward the positive behaviours of each group throughout the classroom such as pupils being in their seat, being on-task or talking as appropriate (Bowman-Perrot et al. 2016, p. 181). By grouping the pupils for this activity, it can inspire unity, motivate, and enhance resilience. However, groups may also cause friction as a result of peer-pressure or perceived unfairness when a reward is granted (Clair et al. 2017, p. 223). This could have a further negative impact on the well-being of frequently respectful children due to the frustration of being grouped with disruptive peers. The traditional version of this game included penalty points for inappropriate behaviour. Results have shown that both variants are effective for targeting disruption across the classroom (Wahl et al. 2016). For professional learning a teacher could use this method to improve the balance of positive praise and negative corrective feedback. Clair et al. (2017, p. 233) discusses the increase of teacher’s comments on behaviour during the implementation of either game from the baseline. As teachers experience high demanding pressures, this game could be time-effective when a class has multiple cases of disorder which could reduce the need for individualised interventions. However, the teacher needs to assess what the most appropriate approach is for their environment and pupils as some children do not like attention or will not respond to positive feedback (Wahl et al. 2016, p. 514). Additionally, the strategy could interrupt learning which in some circumstances will decrease the engagement levels due to the distraction when working (Bohan, Smyth and McDowell, 2021 p. 49). Teachers may need to think about the cause for excessive misbehaviour to inform their decisions and judgement as well as continuously assess the effectiveness on their class. Furthermore, consideration of the wider context and events of the school and classroom is equally important to understanding the behaviour of an individual pupil (Menzies et al. 2017, p. 204).
Behaviour management is necessary to create a classroom environment which facilitates learning. The way in which a teacher chooses to discipline their class will have an impact on their cognitive development; laying out rules and consequences is not enough in many cases as it places both the pupils and the teacher at a disadvantage (Valente, Monteiro and Lourenco, 2018, p. 743). A positive and impactful strategy is ‘opportunities to respond’, which ensures that pupils participate with the task. The strategy consists of the teacher presenting a set of stimuli such as flash cards that the pupils respond to rapidly, which is then followed by feedback. The instructional approach and structured tempo of the activity aims to maintain pupil’s concentration and increase engagement; therefore, pupils are less inclined to be disruptive to avoid academic work (Menzies et al. 2017, p. 205). Another objective of the format is to increase the probability for correct answers; this may reduce any stress that children have with class contribution thus becoming less passive in their education (MacSuga-Gage and Simonsen, 2015, p. 9). Common et al. (2020, p. 81) found an increase in academic engagement when the task was introduced compared to the baseline. Furthermore, the teachers in this study found this to be low effort and required minimal additional funding. However, isolated teachers may struggle to assess the success of the strategy as action research requires a pair or group of teachers to observe a lesson. Many teachers may not be prepared to undertake action research due to the concern that it will impede on their time as well as personal anxieties of being judged by their peers (Cajkler and Wood, 2016, p. 13). By working collaboratively, teachers can support and give immediate feedback thus impacting on the effectiveness of alternative approaches such as behaviour-specific praise (Cooper, Whitney and Lingo, 2018, p. 59).

Conclusion
Classroom management is an important feature to teaching and education. By assessing the purpose of a behavioural technique and evaluating its relevance to the pupils within the specific class, it has the potential for motivating learning and increasing academic achievement. Establishing firm and nurturing relationships within the classroom environment can improve wellbeing and promote positive social skills. Furthermore, ‘behaviour-specific praise’, ‘caught being good game’ and ‘opportunities to respond’ are each considered low effort with minimal financial impact. In the future, I would like to apply my findings with my own class as well as continue research regarding alternative strategies for various situations and individuals. Additionally, I would like to investigate praise and positive reinforcement further by progressing from general praise to specific praise for foundation phase learners and using ‘caught being good game’ for higher KS2 learners. I recognise that being consistent is important to children, therefore I would avoid using multiple techniques in such a short space of time as well as to avoid using distinctly different techniques without a break in between. 
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