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Part 1
 
My lesson has been created based on the specifications of education policy and curriculum documents alongside a number of pedogeological theories, strategies and practices. The lesson that I am going to teach has been devised is for a Year 8 who are developing their creative writing skills. 
Following the guidance of the Curriculum for Wales’ Programme for English Key Stage 3, I have created a mid-term plan designed to progress the class’s writing skills from high level 4 to a firm level 5 as per the specification in the curriculum for wales (Curriculum For Wales, 2014, p.29). I used Assessment for Learning (Assessment reform group; 2002) to determine the class’s skill level through marking a summative assessment based on the Programme for English Key Stage 3 specification (Programme for English, 2014, p. 29). I noted during marking that students need to reinforce their use of sentence structure, paragraphing as well as using more ‘adventurous’ vocabulary (Programme for English, 2014, p.29).  My observed lesson will be the third in the series of this midterm and will focus on using more adventurous vocabulary. 
I have designed my mid-term plan in this way because I want to ensure that there is a clear and manageable progression for my learners. This was inspired by Social Constructivist, Vygotsky’s, theory of the Zone of Proximal Development (ZPD), which suggests that learners make progress in manageable steps, and that the job of the teacher is to guide the learner through this next step (Vygotsky cited in Pritchard, A. Ways of Learning, 2009). More recently, Allison and Tharby have stated that it is essential for learners to be kept in, what they call, ‘the struggle zone’ to ensure they are learning (2015). They argue that; if students are not being challenged enough, they will not learn anything because they are in the ‘comfort zone’, and alternatively; if the learning is too challenging, they will not learn either, as they will be in the ‘panic zone’ (Allison and Tharby, 2015). Moreover, Allison and Tharby suggest that each lesson should make up one small part of a greater whole, or that there should be an overarching aim for a scheme of lessons (2015). Consequently, I have carefully considered the order of my lessons within the mid-term in order for my learners to keep building creative writing skills with the overarching aim of writing a horror story for a Formative Assessment at the end (Boyle, B and Charles, M; Formative Assessment for Teaching and Learning, 2014).
Moreover, I deliberately devised my mid-term plan to cover skills in a logical step-by-step development so that scope of the learning will stay within the reach of the child (with my support) (Allison and Tharby, 2015; Vygotsky cited in Pritchard, 2009). As Nuthall states: “what creates or shapes learning is a sequence of events or experiences, each one building on the effects of the previous one’ (Nuthall, 2005, p.904). The idea is that this will ensure that the students are already equipped with the knowledge and skills required for each progressing lesson and prevent them falling into the ‘panic zone’ (Allison and Tharby, 2015). This is supported by Brown et al. who stipulate that there must be a foundation of prior knowledge for the learner to be able to build on (Brown et al., 2014).
Furthermore, the ZPD (Vygotsky cited in Pritchard, 2009) or the Struggle Zone (Allison and Tharby, 2015) have helped me to consider how I will pitch my lesson, and how I will make the learning accessible. For instance, as the subject focus for my lesson is very wide, I have attempted to make it more accessible by focusing on adventurous verbs and adjectives which I will deal with separately in a step-by-step fashion before bringing both together at the end.  Further to this, I have also been inspired by Bruner’s theory of cognitive development as I will be providing scaffolding through prompts, discussion and questioning (Bruner cited in Bates, Learning Theories Simplified, 2016). One of my activities is for my students to create a word bank. The word bank will provide scaffolding for my learners, helping them to apply their knowledge in the next activity (Bruner cited in Bates, 2016); in which they will need to improve their drafted stories by adding in adventurous verbs and adjectives. 
I have developed the objective and content of my lesson by referring to Bloom’s Taxonomy to ensure my learners will progress (Bloom and Krathwohl cited in Bates 2016). Bloom’s taxonomy theorises that learning can be seen as hierarchical stages, where the learner begins with the skill of remembering (or having knowledge of the topic being discussed); moving to understanding; and on to applying, analysing, and finally, creating (Bloom and Krathwohl cited in Pritchard, 2009). I have used this idea when considering where my learners are in their educational journey (Bruner cited in Bates, 2016). For instance, my settler activity is designed activate their memory - to get them to remember their sentence structures, punctuation and paragraphing skills that have been taught in my previous lessons – and apply them by correcting the paragraphs. 

My settler activity is an unpunctuated set of paragraphs, which the students will need to correct using the skills they have learnt over the past two lessons on sentence structure and paragraphing. This has been based on psychological research findings which suggests that learning happens when knowledge enters the long-term memory (Kirschner, 2006; Nuthall, 2005; Allison and Tharby, 2015). Furthermore, Nuthall’s research findings showed that; as knowledge enters the long-term memory after it has been encountered at least three times and that it is important for the teacher to generate these experiences to ensure this (Nuthall, 2005, pp.910-911). This strategy is also linked to behaviourist theory which suggests that using repetition tactics ensures knowledge is remembered by learners (Pritchard 2009).  My settler creates another encounter for my students with the knowledge they have been introduced to in previous lesson (Nuthall, 2005). It offers them a chance to practise their skills, just as Brown et al. assert that learning is the acquirement of knowledge and skills which become readily available to use from memory (Brown et al., 2014).  This constitutes what Brown et al call ‘retrieval practice’ which requires students to think hard to remember what they have learnt previously in order to utilise; this makes the learner work harder but is a more effective practice (Brown et al., 2014)

Moreover, Willingham theorises that cues help with retrieving memories (Willingham, 2008), so I included cues for key terms such as ‘synonyms’, ‘verbs’ and ‘adjectives’ on my hand outs and PowerPoint. I also devised the term ‘WOW’ words to help signify to my learners the importance of using adventurous vocabulary. Willingham theorises that using such cues helps to convey meaning and retrieve memories (Willingham, 2008). In conjunction with assisting with the storing and retrieval of memory, I believe the cues and scaffolding (Bruner cited in Bates, 2016) will help me differentiate the learning by providing my lesser skilled students with support through accessible scaffolding, which they can choose to use as they need.

Differentiation has been a key concern of mine during the planning of this lesson. Along with scaffolding consideration discussed in the previous paragraph, I have also developed a seating plan which places the students in five clusters of four, and within these clusters; pupils have been grouped based on ability. This has been developed based on the constructivist approach which suggests that learning can be assisted through student interaction (Piaget cited in Bates, 2016). 

The first third of my lesson which will focus on explanation will be conducted through a social constructivist paradigm rather than a behaviourist model (Bates 2016; Pritchard 2009). Behaviourist pedogeological approaches, which are based on the theories of Pavlov and Skinner, see the teacher as the ‘giver ’of information and the student as the more passive taker of that information (Pritchard, 2009). However, I want my learners to be active in the discussion (Bates 2016; Pritchard 2009). The idea is that I will facilitate the learning through discussion and provide scaffolding through examples and questioning. Ultimately, as I am the more knowledgeable other (Bruner cited in Bates 2016) in this situation, and I will be conducting the class and ensuring that the learning moves in the right direction, just as Nuthall describes the Teacher as the conductor keeping their orchestra (the class) in tune and in time (Nuthall, 2005, pp.903-904).

The next third of my lesson will focus on the word bank activity which has been mentioned. This activity has been devised based on the Constructivist paradigm. Constructivists such as Vygotsky, Bruner and Piaget believed that learning happens in the mind of learners who construct meaning for themselves (Bates 2016). They view the teacher as the facilitator of learning, who allow learners to unlock their knowledge in their brains, by guiding them to new information (Pritchard, Ways of Learning, 2009). For instance, Piaget believed people to be ‘lone scientists’ who make meaning for themselves through exploration and interaction with their environments (Pritchard, 2009). Moreover, Vygotsky, specified this exploration and interaction as being social interaction, emphasising language as the central component of the learners making meaning, in a social world (Vygotsky cited in Pritchard, 2009). In the constructivist model, the teacher has a more passive role; they believe the teacher should facilitate, but not instruct, the learning of the student. Rather, it is better for the student to make meaning for themselves in their own brains through investigation and interaction (Pritchard; 2009). In practice, this means giving limited instruction; allowing students to work independently or in groups to construct their own knowledge (Bates, 2016). This theory has inspired my word bank activity as it will be a group work activity, where the learners are provided with the chance to activate their knowledge about adventurous verbs and adjectives, and learn for themselves, through deciphering the correct synonyms and through discussion with their peers. I will be present and provide guidance through my circulation and in the form of cut-out words, but ultimately, they will need to use their own knowledge to complete the task.

The final third of the lesson will focus on having the learners practice the skills they have learnt by individually amending their pre-drafted stories to include more adventurous verbs and adjectives based on success criteria defined within the lesson. This activity will actively engage my learners in Assessment for Learning process (Assessment Reform Group; 2002) where they can use the success criteria to self-assess their work and make improvements based on stipulated success criteria.  It also fulfils the ‘apply’ stage of Bloom’s taxonomy (Bloom and Krathwohl cited in Bates 2016), and hence has the purpose of fulfilling the Learning Objective discussed above. Furthermore, that my lesson had a purpose for the learner was a central consideration. I developed this lesson with Biesta’s ethos of purpose in mind:

‘the point of education is never that children or students learn, but that they learn something, that they learn this for particular purposes, and that they learn this from someone’ (Biesta, Giving Back to Education, 2012 p.36)
Influenced by this, my lesson has been devised with a duo of purposes that can be categorised loosely under Cox’s models of ‘adult needs’ and ‘personal growth’ (Cox cited in “The Cox Models Revisited” Goodwyn, A. and Findlay, K. 1999). Firstly, a more utilitarian purpose or ‘adult need’ (cited in Goodwyn, A. and Findlay, K. 1999) to extend the pupils’ vocabulary, to include more ‘adventurous’ words, as stipulated on the Curriculum as Level 5 skills. This is, perhaps, the overarching goal, but may appear a more abstract requirement to the pupils, something outside their periphery; to progress within the education system; something which requires hindsight to understand. Secondly, the purpose of making their already drafted stories more descriptive and interesting to read. This is a purpose is something the leaners can have immediate gratification from. This links with Brown et al. suggestion relating the learning is much easier if you can relate it to real life circumstance (Brown et al., 2014). This purpose is more in line with Cox’s ‘personal growth’ model; it is aimed to promote the pupils’ love of language, and make their stories more interesting for their readers and for themselves (Cox cited in Goodwyn, A. and Findlay, K. 1999).

Part 2
As I have now taught the lesson outlined in the early section of this essay and have also spent some time within the school environment teaching a number of classes, this part of the essay will evaluate my teaching practice and the lesson’s attributes by reflecting on my teaching experience so far and referring to the QTS standards. 
As stipulated in the Qualified Teacher Standards (QTS) standards for professional practice (Welsh Government, 2009), invoking high expectations of my class and inspiring them to work hard through encouragement and enthusiasm was a key factor for my Microteach and has continued to be on my placement. As Doug Lemov suggests; student achievement is driven by enthusiasm and high expectations. (Lemov, Teach like a Champion, 2010). From my experience so far, I have found this to be true, and that enthusiasm and setting high expectations is key to learner success.  During my placement, enthusiasm has been a key way of getting students on board. Moreover, that student engagement is key to learning and that purpose is also key to engagement. As Biesta asserts; it is not that the student learns but it is that they learn something for a reason (Biesta, 2012). Without this hook, it is very hard for learners to engage because they don’t know why they need to know what they are being taught. 
When developing my mid-term plan for my Microteach I drew on the Social Constructivist, Vygotsky’s, theory of the Zone of Proximal Development (ZPD) (Vygotsky cited in Pritchard), and Allison and Tharby’s more modern take on it (the struggle zone) (Allison and Tharby, 2015). By following this I thought I could ensure that my learners were in the struggle zone, and not in the panic or comfort zones (Allison and Tharby, 2015). However, it was difficult to assess whether the lesson was pitched correctly for a Year 8 Level 4 in my Microteach, as the learners were my peers whose knowledge surpassed that of this level. 
My experience in school has provided with the opportunity to reflect on this approach. For instance, I have found that, although using the National Curriculum for Wales is essential to planning and preparing lessons that meet the statutory requirements (and the QTS standards) (Welsh Government, 2009), there can be such disparity between individuals’ knowledge that preparing a lesson based on these parameters may not accurately reflect a class’s true ability. This is especially the case with Year 7 who have transitioned from Primary School with a Level that does not reflect the child’s true ability. Furthermore, for older students, I have realised that the level noted on a marksheet does not take into account how much scaffolding the child may have been given to complete the task. Therefore, I have concluded that it is only through a teacher’s developed knowledge of the class’s ability that a lesson can be successfully pitched. This is an interesting reflection of Biesta’s assertion that there is a ’learnification’ in the education system and that it is the teacher who is central to the delivery of learning not the system (Biesta, 2012).
This has raised interesting questions for me regarding the differentiation of lessons to ensure all students are catered for, which is a key skill for me to develop with regard to the QTS standards. Brown et al assert; all new learning requires a foundation of prior knowledge, which suggests that a teacher can only teach effectively if they are building on this prior knowledge (Brown et al., 2014). However, understanding the level of prior knowledge the class has can be difficult, or impossible to identify, as Nuthall iterates in his research; prior knowledge is different for all students. He calls this ‘extreme individuality of student learning’ (Nuthall, 2005, pp.903). As a consequence, it can be surmised that setting realistic objectives, having realistic outcomes, as well as knowing how much time a class is going to need on an activity, is dependent on the teacher’s understanding of every pupils’ ability in that class, and this can only be done by forming a relationship. And, furthermore this relationship is essential for effective differentiation. Therefore, this suggests that a Teacher’s relationship with their class is essential to the child’s learning and therefore an essential standard for obtaining QTS (Welsh Government, 2009). 
This is something that I have learnt first-hand since the Microteach. It has been a steep learning curve, where I have needed to simplify the language of objective and reduce the amount of activities within the class. In real teaching situations, I have learnt that you must allow time for questions and explanation to ensure the learning is secure before moving on. This observation is backed up by Cognitive Load theory presented by Sweller which asserts that when working memory is overloaded it can be detrimental to learning (Kirschner et al. 2006). I believe that the Teacher Led section of my Microteach lacked effective questioning and explanation in order to reinforce, consolidate and challenge learners’ knowledge. Doug Lemov suggests that persistent effective questioning builds up resilience and helps enforce high expectations in learners, as well as aiding memory through activating prior knowledge and challenging it (Lemov, 2010). Lemov argues that ‘higher order’ questioning can ‘stretch’ learners understanding and is a way of differentiating learning for the individual student as well as reinforcing knowledge for the students around them (pp.41 - 42). This is something that I have been testing and developing whilst teaching. I have utilised Doug Lemov’s suggested ‘No-Opt Out Technique’, where the student is not able to avoid answering the question (Lemov, 2010 p.28) and have found it to be effective as it ensures that the learners are engaged consistently.
[bookmark: _Hlk530909912]On reflection, I believe the structure of my mid-term and my lesson were effective on the whole. This structure was influenced by the idea that knowledge should be seen like building blocks, with every block building onto each other, reinforcing the knowledge (Nuthall, 2005), or can be seen as a progression from understanding to activation, application and so on stipulated in Bloom’s taxonomy (Bloom and Krathwohl cited in Bates 2016). Just as Coe asserts, in my teaching experience I have observed that delivering knowledge in manageable chunks is essential to learning (Coe, 2014). I have also noted that learning sometimes requires the behaviourist technique of repetition (Pritchard, 2009). This is backed up by Nuthall’s research into teaching practice which asserts that a learner needs to encounter the knowledge at least three times before it enters their long-term memory (Nuthall, 2005). This links to the assertion that learning constitutes a change to long-term memory (Kirschner et al, 2006). I have observed that a good way to ensure that these encounters happen is through starter activities and plenaries
The first two activities for my Microteach were influenced by the Social Constructivist theory, such as Bruner’s theory of cognitive development which suggests that scaffolding should be provided by the ‘more knowledgeable other’ to facilitate the learning (Bruner cited in Bates 2016). The scaffolding that I intended to use in my microteach included written and oral prompts (Bruner cited in Bates 2016) in the form of discussion and printed resources. I felt that my Word Bank worked well and provided differentiated support allowing students to access guidance as they required. 
[bookmark: _Hlk530850639]However, I felt that my Teacher Led Explanation section of the Microteach, which I had intended to be more discussion based, became more teacher led. I wasn’t sure if this was something, I was happy with at the time, as I believed that I wanted my learners to have more of an active part in my lessons, but my teaching has provoked me to reflect on this further.Consequently, during my placement, I have observed that it is sometimes better for the teacher to take on the role as the knowledge giver, as suggested in the behaviourist model (Pritchard, 2009).  I have found that the less skilled the class, the more active a role I have to take. Kirschner et al.’s research supports this conclusion, as they suggest that; the less knowledgeable a learner is, the more guidance is required (Kirschner et al., 2006). Similarly, I have noted that group work does not work as well with less able students as they do not seem to be able to focus on the task in hand, just as Nuthall asserts in his research; that peer discussion only works if the students are interested (Nuthall, 2005). 
[bookmark: _Hlk530853312]One major element of teaching practice which the Microteach did not give me experience of, and which is an essential requirement of the QTS standards was; behaviour for learning (Welsh Government, 2009). As the Microteach was taught to peers who did not require any behaviour management, I was unable to assess whether the routines, which I recorded in my lesson plan would work sufficiently in the classroom. Since starting my placement, I have observed how the routines suggested in Danielson framework and others in Robert Coe et al’s exploration of what makes great teaching can be used effectively to promote a positive learning environment (Coe et al, 2014). I have introduced my own routines and values to ensure there is a culture for learning in my classroom (Coe et al, 2014). As Nuthall states ‘ritualised routines are necessary to allow a teacher to manage the experiences of 20 – 30 students simultaneously’ (Nuthall, The Cultural Myth and Realities of Classroom Teaching and Learning pp.895).  
When considering my experience in relation to the QTS standards, it can be observed that I have already started to consider a number of the values outlined. For example, I have shown understanding of the diverse learning needs of my learners in my classroom through my planning and preparation. I have shown understanding in the need to inspire my learners, which I have been doing through my enthusiasm and my setting of high expectations. I have shown that I have awareness and know that I need to work within statutory frameworks relating to teachers’ responsibilities. I have shown knowledge and understanding of the National Curriculum and subject matter of the Keys stages that I have been required to teach. I have also started developing skills to help me monitor and assess my students as I teach to help them improve. Plus, I have begun to develop teaching and class management skills such as routines and values. These are skills which I will continue to develop and reflect upon through my teaching experience going forward.
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	OBJECTIVES
(relate to QTS Standards
 where appropriate).
	
	ACTIONS TO BE TAKEN
	
	SUCCESS
	CRITERIA
	
	TARGET
	DATE

	
Differentiation (S1 & S3)






Time Management (S3 Class management)



Starter and Plenary (S3 Class management)


Continue to develop behaviour management techniques (S3 Class management)
	
Continue to build relationships with pupils so that I can try to give support as much as possible on an individual level


Stick to timings set for activities




Ensure every class has a starter and a plenary



Test and use different behaviour management techniques including routines, sanctions and seating plan create a positive learning environment
	
Know all students by name and know about their strengths and weaknesses




Use time management techniques such as timers to help stick to timings allocated for activities


Make sure starter and plenary are taught in every lesson


Learning environment will become a calmer and easier environment to teach in
	
Dec 2018








Dec 2018




Dec 2018



Dec 2018
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