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Kagan Structures

Speak Less, Teach Less, Learn MORE???
Optimising Engagement with Kagan Structures.
Easy Kagan
Structures


Pair-Share — pupils
take it in turns to
generate an oral response for a predetermined amount of time.



Round Robin—
pupils in groups take
turns to respond to a
question or a task



Rally Coach—pupils
in pairs, one works on
solving a problem/
question and the other
coaches.



Sequencing— pupils
working in pairs to
sequence an answer, or
prepared fact cards



Send a Problem—
pupils design a question
each and pass to another pupil to solve



Paired Heads
Together—
pupils individually
respond to a question
in a predetermined
amount of time. They
then turn to their
partner to compare.
They can then turn to
another partner to
compare once more.

Previous to joining the
Innovation Unit, I hadn’t
invested too much time in
planning lessons utilising
Kagan Structures. I decided to look into this style of
co-operative learning to try
a new approach to teaching.
Whilst researching, it became apparent that a lot
of structures described are
teaching approaches that
many of us probably use
without even realising they
come under the ‘Kagan’
umbrella. Some of these
examples are on the left,
under ‘Easy Kagan Structures’. As I started to explore further, I was inspired to implement more
co-operative learning tasks
into my lessons to encourage whole class engagement. It is so easy to ask
pupils to raise their hands
to answer, pick one of
them, and presume that
that all understand—which
isn’t always the case! Kagan Structures eliminate
this problem and allow all
pupils to actively participate in the lesson.

The Task.
Pupils were issued with a
card from a pack of playing cards before entering
the classroom. They were
then told to go to the correct table that had their
number on it—ensuring
that there was one of
each suit sat at a table
(4pupils per table, 8 tables
in total).
The starter activity contained 5 questions on

previously learnt facts,
that pupils had to collaboratively answer as a group.
They were given 5 minutes
to complete this, which
was counted down on the
board. Answers were discussed with the whole
class, taking a response
from most tables.
The main activity for the
lesson was group work,
where pupils had to use
their existing knowledge to
answer exam style questions as a group confidently, so that they could then
teach other pupils in the
class how to answer them.
Each table had a different
question to answer. They
were given 3 minutes to
collectively answer the
question. Once this time
was up, they were then
given instructions on
where to move to. One
pupil, decided by the
group, had to remain on
that table to ‘teach’ other
pupils how to answer that
specific question. The
other three pupils were
instructed which table to
go to. They had to listen to
the ‘teacher’ on that table
explain how to answer
their question. They were
given another 3 minutes
for this. Once time was up,
they went back to their
original table and were
given a printout of all the
questions. Each pupil took
it in turns to explain how
to answer the question
that they had been taught.
The task was rounded off
with whole class listening,
where one person from

each table was asked to
come out to the board and
show their working out for
each answer. It was only at
this point towards the end
of the lesson that I actively
contributed to the pupils’
learning—the rest, they
had done for themselves.

Quality of learning?
During the lesson, every
pupil had to actively participate in the mathematical
learning that occurred. The
groups took collective
responsibility in their
learning and felt motivated
to understand in detail the
maths behind the question. Pupils were excited
and engaged, and there
was a buzz in the classroom. The quality of the
responses shared as a
group was fantastic and
mathematically correct.
Despite being pushed for
time, the lesson had gone
very smoothly and pupils
walked away with new
mathematical knowledge
and a sense of ownership
for their own learning.

Planning Time?
As with any lesson, this
task meant I had to create
my own resources for each
group and each pupil to
use. Despite this, the planning time for the lesson as
a whole was short—the
pupils facilitated their own
learning and the time I
spent ‘teaching’ was limited. Not only this, but I
thoroughly enjoyed hearing the pupils communicate their understanding
extremely well and with
pride.

So What Did The Pupils Think?
“I feel it helped me because I had different ideas from different people and if you were stuck you could find the answer together”
Brad Price
“I enjoyed the moving about and adapting other groups information. It made me feel more confident to answer questions.”
Jason Dhadral
“It helped me working in a group because I get to know what I need to do by listening to others.”
Chloe Pallas.

By Chloe Downer
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Carousel activities to facilitate independent learning
By Faye Shilvock
Aim: encouraging independent learning
Many of my innovation lessons have focused on encouraging independent learning. Several lessons have
included kinaesthetic activities to facilitate independent learning. These kinaesthetic activities have enabled
me to hand the control of learning back to pupils, rather than the teacher taking control over pupils’ learning.
Circus Time
I read about Circus Time in The Teacher Toolkit by Paul Ginnis. Circus Time is similar to any carousel activity.
The idea is pupils work through a number of tasks at different ‘stations’; the tasks ideally cover a range of
learning styles and may differ in conceptual sophistication. As Ginnis states, “It is an example of structured
independent learning”, but pupils “…exercise a degree of control over their learning…” It can be used in lots
of subjects and the idea is that pupils learn about a topic or consolidate their understanding of a topic by
completing a number of independent tasks.
How did I use Circus Time?
There are variations of Circus Time and class teachers can vary the activity so that is suitable to the needs of
their pupils. I used variations of Circus Time with one year ten class and one year seven class. Because of the
needs of my pupils, I preferred to vary the activity so that it was slightly more structured- a variation explained
by Ginnis. Both classes were put into groups and were moved at set intervals from one task to another. I also
chose to have pupils working collaboratively rather than individually completing tasks- another variation
outlined by Ginnis. Ginnis also suggests ideas to record pupils’ progress and allow teachers to monitor the
standard at which the activities are completed; he suggests pupils report back to teachers and teachers ‘sign
off’ activities but I approached this differently. I created a resource for pupils to record what they had learnt at
each station before moving on to the next station and chose to monitor the completion of activities by
circulating the classroom. At the end of both lessons, pupils then reflected on whether they had achieved the
objectives and recorded what skills they needed to develop in future lessons. It is important that pupils’
learning is consolidated during the activity and assessed against the original learning objectives at the end of
the lesson. Both times I used Circus Time, I moved around the classroom and was able to monitor, challenge
and support pupils- this is another reason I find this activity useful as I could target pupils/ groups.
Circus Time with my year ten class
I was drawn to the activity because I wanted my year ten pupils to practise a number of writing skills that they
had to use to achieve highly on their creative writing assessment. Pupils had already completed one creative
writing assessment and were moving on to their second so I also wanted pupils to evaluate their writing skills
and identify the skills what they needed to focus.
Based on their first set of writing assessments, I identified four writing skills that my pupils needed to
develop and practise: the spelling of homophones and complex vocabulary, using high level punctuation,
sentence structure and grammar. I then planned activities for pupils to complete at the four stations. As the
class are a large class, I doubled up the stations and split the class in half so that pupils could easily move to
the activities.
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Circus Time with my year seven class
Ginnis suggests that the tasks set cover a range of learning styles. The second time I used Circus Time, based
on the learning objectives, it was necessary to include visual, auditory and kinaesthetic activities. Again I split
the class in half and ‘doubled up’ the tasks so that stations did not become overcrowded. Although pupils
moved around the stations at set intervals and in order, the activities could be completed in any order e.g.
they should not increase in difficulty- this is important in order for Circus Time and variations of Circus Time to
work. As the class were smaller and I wanted pupils to spend longer on tasks, there were three tasks each
group had to complete: a visual, auditory and kinaesthetic task. At the visual station, pupils had to describe a
character which would be found in a horror story; the station included laminated images of horror characters
that pupils had to describe. The kinaesthetic station included pupils reading a model descriptive paragraph
from a horror story; pupils then had the choice whether they wanted to write their own paragraph on sugar
paper or record their paragraph using a Pencam (handheld video recorder) - most pupils chose to plan it first
and then record it. The auditory station played a number of horror sounds which pupils had to describe; next
they selected one sound and this then inspired a horror moment which they had to describe.
Impact on pupils
Both classes responded well to Circus Time. Pupils were engaged by the activities, stayed on task, enjoyed
working in groups and enjoyed the variety of tasks provided, particularly the year seven class. I will continue to
use Circus Time as it allowed me to monitor pupils and assess the progress of individuals; I was then able to
work with individuals or groups who needed additional support. However, I think it is important to keep the
activities short, provide clear instructions at each station and not include too many stations so as to engage
pupils and keep them on task.

Mini plenary resource given to year ten pupils to complete (a similar resource was provided to year seven
pupils).
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(By Jodie Bond)
Introduction
The concept of kinaesthetic learning within this document will be used in
relation to an activity which is physical and intended to stimulate and deepen
thinking.
“Games lubricate the body and the mind” – Benjamin Franklin.

There are many variations of activity which can be used alongside the “standard”
visual and auditory learning activities we use in everyday lessons. The pupils
who are fidgety, constantly tapping, doodling and appear creative would
probably benefit more from kinaesthetic activities. Below, highlights how
kinaesthetic learning can be implemented in the classroom, along with the
benefits and challenges of these activities.
Aim:
To develop the retention of information through a “party” of kinaesthetic
learning methods using balloons.
Overview:
Within the AS Physical Education specification
there is a large emphasis on using keyword
definitions to answer examination questions.
These keywords give the pupils a firm starting
point to begin to create a thought process
regarding the subject within the exam
question. Within one small chapter on
nutrition there are a total of fifteen key terms. I
wanted to engage the class and help them to
retain this information without simply reciting
the terms on paper, or repeating them to a partner.

There is a variety of ways in which balloons can be used to engage pupils in fun,
kinaesthetic activities to enhance learning. All activities when carefully planned
can allow for differentiation, teacher assessment and active class participation. I
will outline now a successful lesson example which I have delivered and then
how balloons can be used in a variety of ways, the benefits and the challenges.
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Starter Task:
The group were split into smaller groups; this was to facilitate more contribution
from each individual. There were 5 pupils in each group. The groups were then
given a balloon with one keyword on. They had to say one thing about the topic
on the balloon and bat the balloon to the next person.
Differentiation – After all ideas were exhausted they were able to nominate
themselves to have the balloon so they could add to the information the group
had developed so far.

Positives –
• Allowed for teacher assessment of current knowledge on a topic
• The teacher could direct the balloon pathway if required to ensure
all pupils were engaged and contributed
• All pupils must be engaged otherwise they would repeat information
other pupils had revealed
• Allowed for a scaffolding of information.
Main Task:
The group were split into smaller teams.
They were then provided with the task of
learning fifteen key terms as a group. This
means that all pupils should learn five
definitions and be able to recite them. They
were also tasked to have some knowledge of
the other definitions for the purposes of the
competition at the end. They were given time
to plan the definitions and retain five
definitions and other information.
Positives:
• As the group could split the definitions themselves they
differentiated the task without realising it
• Allowed for them to become familiar with a wide variety of topic
information
• Developed the use of reciprocal teaching (testing the knowledge of
others in their team)
Main Task 2 “Let’s get the party started”
The groups then lined up one behind the other. The person at the front had to
run to the “balloon pit (an area with labelled balloons)” pick up a balloon and run
back to the front of the line, pass it over their head to the next person who
Page 2
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passed it under their legs to the last person. They then had to reach me, tap the
desk and recite the definition that was written on the balloon they had picked.
They had criteria to meet which were key words from the definition and if they
did not recite all key words they had to take the balloon back to the beginning of
their line. If they recited all of the keywords they could stamp on the balloon. The
team with the most balloons stamped out in a timed period won the competition.
Plenary

The words they have used and definitions they have retained can then be used to
help answer simple examination questions – this can be modelled by the teacher
and completed as a group activity.
Using Balloons as a Tool to Promote Learning
Variations:
•

•

•

•

Use them to allow pupils to express their confidence on a subject –
o Smiley face  Confident with the subject knowledge,
o Straight face:-/ I know some but not all of the subject knowledge, Sad
face
o Sad face -  I am completely confused

For questioning, put questions inside of the balloons – pop the balloon to find
out what question needs to be answered. This can be organised in a variety of
ways.

To practice topic words in pairs. For
example one pair will start with the balloon
that says “human bones.” They have to put
bat the balloon to each other recalling bones
of the human body e.g. “femur, scapula,
vertebrae…” etc. The person to get stuck first
loses the game.
High, middle, low ability games using
different coloured balloons can be
developed.

A Few of the Benefits:
•
•
•
•
•
•

Allows for easy and quick assessment of subject knowledge
Allows for the development and scaffolding of answers within a group,
promoting deepening thinking (searching for more information)
When structured and planned, clear/visible differentiation is possible
Allows for pupils to verbalise their thoughts – what they can say is what
they know
Can help to develop rapport
It is fun and engaging
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A Few of the Challenges:
•
•
•

Depends on group sizes –but when split into smaller groups can be
manipulated
Some pupils could use the balloon as a tool for distraction – this must be
combated by clear instructions, clear task beginning and end times and
highlighted consequences
It may take time and effort to instigate the thought process and this is can
take time to build through completing activities regularly.
FOOD FOR THOUGHT…

“Spoon feeding in the long run teaches us nothing but the shape of the spoon.”
– Edward Morgan Forster
“Some people talk in their sleep. Lecturers talk while other people sleep.”
– Albert Camus
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Developing Knowledge and Understanding in Artist Research through Practical Approaches.
Students taking Art and Design as a study option often wonder why they have to write analysis of artists’
artwork, showing knowledge and understanding of materials and techniques including the wider context
suggesting meaning in art. They much prefer the practical elements of drawing and painting through
development of design ideas. Our students struggle with the written elements when compared to the
practical elements evident within the assessment criteria.
To address this issue I have developed new approaches to artist research which take a more practical
approach to conducting information gathering. Although the internet is a powerful tool in extracting a
wide variety of information it also has unreliable aspects. Especially in relation to contemporary artists in
regards to the information being limited due to copyright issues and limited self -publicity. Also some of
our students show less confidence when handling literacy when compared to visual images. To support
this observation I have used a ‘live’ artist workshop alongside the thinking maps to conduct artist
research to build students confidence in knowledge and understanding through independent enquiry.
Firstly I presented the students with 2 thinking maps, including the Bubble Map for describing artists work
with supporting keywords to focus observations and the Circle Map to analyse the visual qualities in
depth, defining how these elements will be used in their own work to support development of design
ideas. Using the two thinking maps allowed students to breakdown the information and analysis.
Stage 1: Bubble Map to describe the visual qualities observed in the artwork.

Stage 2: Circle Map to relate visual qualities (stage 1) to development of own work including specific
meanings represented.
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Students used the teacher exemplar Bubble Map and Circle Map to create their own based on a graffiti
artist TITLE. He is a local artist living in Birmingham and has created a wide variety of work including
personal pieces and commissions.
Stage 3: ‘Live’ Artist Workshop with TITLE a graffiti artist.

Students attended a day workshop which provided them with the opportunity to work with a ‘live’ artist.
Andy Mills (TITLE) delivered a presentation to the students outlining the origins of graffiti and street art
defining the differences and similarities between the two. He also discussed the nature of his own work
and presented students with images of the artwork he had created showing a variety of approaches to
utilising his skills. Students were given the opportunity to ask questions and chat with the artist
throughout the day whilst fulfilling their own design ideas and producing a collaborative piece under the
instruction of the artist. This process allowed the pupils to actively engage in reproducing the skills and
materials used by ‘TITLE’ through practical exploration rather than written research. All students of all
abilities were able to engage with the theories behind the practical work through having ago themselves,
developing an in depth knowledge and understanding of the materials and techniques used. The process
had allowed for students to explore artists work through a practical approach rather than written, fully
engaging their interest and motivation for looking at artists and the work they conduct.
Pupil Exemplar of Refined Circle Map:

Sample A

Sample B

Following the artist workshop I instructed the students to revisit their circle maps and add anything they
had learned since completing the workshop. I asked the students to add any refinements of information
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using purple pen to show their reflection of the information initially recorded. All students were able to
add additional information demonstrating that the artist workshop had supported them in improving the
depth of the research recorded. The circle map process also allowed students to present their ideas in a
visual format rather than a traditional written format where information is questionable in its relevance
due to no breakdown in the analysis and no focus using keywords/questioning.
Success:
The use of the Bubble Map and the Circle Map has allowed pupils to breakdown the analysis of artists
work. Firstly the Bubble Map is used for visual analysis of the visual qualities seen in the artwork
describing what can be seen in regards to composition, colour, texture, subject matter, etc… Secondly
students use the Circle Map to analyse what has been recorded in the Bubble Map in more depth
attaching specific meaning to the qualities seen and how this can be used to inform their own work.
Following the Thinking Maps with a ‘live’ artist workshop students were able to engage with the initial
research they had conducted. They were able to ask the artist informed and relevant questions to further
answer any misconceptions they had of the materials and techniques. Students were able to visit areas of
curiosity with the artist himself and in depth knowledge and understanding of the artwork was obtained.
Furthermore to the positive research conducted students were fully engaged in the learning process and
were able to make links to the wider professional context of art as a profession. Students completed
questionnaires on their experiences of the day which can be seen below.

Did you enjoy the workshop?
Strongly
Disagree
Disagree
Agree
Strongly
Agree
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Do you think the workshop was
better than normal classroom
tasks?
Strongly
Disagree
Disagree
Agree
Strongly Agree

Application across other subjects:
Practical approaches to research can be applied across all subjects allowing the students to apply
textbook tasks and knowledge to a wider context making links to the professional world. For example
English may provide a visit from a writer/poet to directly work with the students teaching them skills they
use as a professional in that field. The advice and critique given by the professional may differ from that
of a teacher trained in delivery of Curriculum specifications. Maths could explore the work of engineers,
accountants, architects and demonstrate to students how maths is applied in the wider context of the
professional world, allowing students to see how the skills learned in school transfer to real life.
By Jessica Podmore
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Using De Bono’s 6 Thinking Hat’s to analyse a Team Performance in Physical
Education. By Katherine Crutchley
I have recently been using De Bono’s 6 Thinking Hat’s as a tool in lessons to allow pupils to think in a way
they possibly wouldn’t ordinarily. The hats allow pupils to do this as they force the class think in a parallel
form, for instance if a pupil is ‘wearing’ the yellow hat all the members of the class will be thinking
positively looking at the ‘strengths’ of the issue at hand.
For BTEC Level 2 Sport Award pupils have got to look at sports performances and write about what they
see. This is called observation analysis. Often the pupils are very limited in what they say and will say things
like ‘that was rubbish’ or ‘it was good’ and can only give a few reasons why they think that. Most
performances though have good points and points for improvement. I used the thinking hats to get the
pupils to think in different ways about what the performance they had seen.
The class watched a clip of a football game; it was England playing Brazil in a World Cup Game. I was the
blue hat and explained that after we watched the clip a few times we would begin to use the hats to
describe England’s performance in the game.
The pupils worked in groups of three and discussed each hat as they came on to the board in front of
them.
-These are some examples of what the pupils responded to on the board.

After the discussions on each hat the pupils created a ‘mind
map’ which showed their thinking on each area. They then used the map to scaffold a piece of writing
about England’s performance in the game. The quality of the
pupil’s written work was much improved, and the pupils were
much more successful in analysing a team performance.
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Why did the chicken cross the road? To demonstrate the concept of audience needs in a Media
Studies lesson…. (By Nick Murray)
Analogy: a comparison between two things that are similar in some way, often used to help explain something or make it
easier to understand. Encarta Dictionary English (U.K.)

As an English teacher, I have been both amazed and dismayed at the ability of young people to
create similes. “The sun is as hot as an oven.” - That one arrives every year, like clockwork. The
temptation to place a tick and write ‘good simile’ is always over-whelming, but every year it
invariably becomes a discussion point about why some similes work and some don’t. (Gas mark 5
can cook a cake – not heat a solar system…) On balance, however, I spend more time amazed at the
ingenuity and creativity of children in painting thought-pictures that are emotive and, at times,
provocative. It is with this in mind that I’ve decided to utilise analogy as a teaching tool on a more
regular basis. If a Level 4c Year 7 student can help me and their peers grasp an idea about setting or
character through comparison, perhaps I can engage Media students with an audience theory or
English students with a poet’s message in the same way?

Analogy in Action
Before mentioning anything I’ve done in the classroom I have to insert a disclaimer: not every child
understands every analogy. As with any other strategy in the teacher’s tool-kit, knowledge of the
pupils in your class is paramount to success. Varying stimuli, resource and activity type to cater for
the massive variety of learner needs we face applies to analogy as it does to any other approach.
However, I have found that the ‘penny has dropped’ moment seems to come a little quicker in most
situations when analogy is applied successfully. So, when does it work?
Visualising Processes
In A Level Media Studies students have to make sense of a range of media theories that have their
roots in the world of sociology and literature. One theorist we study, Roland Barthes, suggests that
texts are constructed from components that can have signified meaning or be a signifier of meanings
open to varied interpretations. I’ve given the relevant quotation to a group of students and been
met with nothing but vaguely smiling but largely blank faces. Get a similar group of students to build
something out of lego (a small car, for example) and they can tell me all about the different
components they’ve used and how they actually used the nose-cone from the ‘in-space’ set as an
aesthetically pleasing ornamental roof object on their newly created dune-buggy. This is a
successful exploration of Barthes’ description of texts as “a galaxy of signifiers, not a structure of
signifieds…the codes it mobilizes extend as far as the eye can read.” The nose-cone can be what you
want it to be. The follow-up question “How might this magazine cover be a bit like your dunebuggy?” then becomes a small step on the journey to decoding an otherwise alien-sounding
concept. In this instance, the physical participation in a process enables learners to see the
connections and correlations between a theory and its application. Shifting from lego to magazine or
video production allows an extension of the analogy. “Why is your use of the nose cone a bit like...?”
Familiarity
This week, my Year 9s have been exploring Chinua Achebe’s poem ‘Vultures’. It explores good and
evil and the differences between the human condition and the natural
world. The poem’s content touches upon ideas and knowledge as varied
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as Darwinian theory, determinism, morality and human consciousness. Funnily enough, my Year 9s
aren’t massively familiar with any of those things. Referring to the current and accessible topics at
this point is key: every pupil in this particular lesson were able to have a reaction to the tragedy of
Typhoon Haiyan. A picture of a man holding a young woman, and a woman holding a new-born child
against a backdrop of destruction had Year 9 discussing the choices of humans and the inevitability
of nature, the existence of good and hope versus evil and disaster. They’ve found a way in to the
poem.
Student-centred Learning
Young people come up with some great ideas: “Media production processes are like flowers. You
have to think about when to plant, ensure the right combination of food, sunlight and water, and
then make sure that it grows where it can be seen by someone who will appreciate it.” Yes – I’ve
paraphrased the original spoken response, but that flower analogy engaged and developed the
knowledge of the ‘it’s like a cup of tea’ group in the resulting discussion. Whatever the analogy,
there is usually an opportunity to apply Assessment for Learning to analogy tasks. The ‘cup of tea’
group were moving steadily towards the learning objective, but were clearly struggling to make
sense of some elements of the production process. The analogy process demonstrated both
strengths and areas to target. Fortunately for me, the ‘like a flower’ group did that intervention for
me.
Learner generated analogies give students the chance to express their understanding without having
to apply unfamiliar terminology whilst still requiring them to engage in higher-order thinking:
making lateral links between ideas or processes. Being able to explain how one process or idea is like
another both requires and promotes a development of understanding. Learner led analogies create
a pupil-centric classroom where young people support and teach each other. It’s also very evident
where the ‘don’t get it’ pupils are sitting in this type of task, meaning that in–class intervention can
be super-quick too.
So, that chicken…why did it cross the road? The pupils came
up with the answers, and most of those answers fitted neatly
into Katz and Blumler’s Five Audience Needs as identified in
their Uses and Gratifications theory. Pupil memory lapses in
class simply require a quick cluck, a flap of imaginary wings or
other reference to chicken to ensure a re-enactment of the
original eye-brow raised ‘ooo’ moment that denoted
understanding the first time round.
Figurative language, comparisons and analogies are part of our everyday language. This common
language and common thinking process, in my experience, is a relatively easy tool for students to
use and apply. The ‘I don’t get it’ moments are reduced and the teacher half of the conversation
naturally leans towards questioning. So perhaps teachers if teachers ask themselves ‘What can this
lesson be like?’ we’ll be using and applying that shared language of analogy.
Oh, and one last thought for the road – when reading, did you spot any bad metaphors, similes or
analogies?
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