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Part 1
	Templed Profiad Proffesiynol 1:
	

	Safon Addysgeg
	Asesu ar gyfer dysgu 

	Beth wnaethoch chi a pham?

	Ar ôl gwario ychydig amser yn yr ysgol penderfynais i gyflwyno strategaeth newydd o ddefnyddio goleuadau traffig fel ffordd o hunan-asesu yn ogystal â pharatoi cyfres o gwestiynau (wedi’u trefnu yn ôl gallu) wrth gynllunio i gyfeirio atynt trwy gydol y wers i sicrhau bod dysgwyr yn cyrraedd eu llawn potensial.  

Gan fod dysgu’n datblygu yn raddol neu gam wrth gam, gan adeiladu ar yr hyn a ddysgwyd o’r blaen neu ar brofiadau blaenorol, roedd yn bwysig fy mod yn gwerthuso gyda’r disgyblion am ei gwaith a’i dealltwriaeth er mwyn gwybod y cam nesaf. Wnes i annog y dysgwyr i fyfyrio am eu dysgu ei hunain trwy gael trafodaethau un-i-un (heb wrthdyniadau neu’r pwysau o fod o flaen grŵp cyfan) gan ofyn cwestiynau am sut ffeindion nhw’r dasg ac os oeddynt yn ffeindio hi’n anodd, beth allem ni ein dau ei wneud i'w wella ar gyfer y tro nesaf. 

Mae cynnal y trafodaethau hyn hefyd wedi agor drysau newydd o ran ansawdd a’r defnydd o adborth gan fy mod yn mynd trwy’r gwaith gyda’r dysgwyr gan ateb cwestiynau ac esbonio pan fo angen. Tynnais gylch bach yn eu llyfrau ac ar ddiwedd y sesiynau gofynnais iddynt edrych dros eu gwaith a meddwl a oedd yn anodd, yn iawn neu'n hawdd. Fe wnaethant ymateb yn dda iawn iddo a mwynhau'r trafodaethau lle gofynnais gwestiynau agored am sut roeddent yn teimlo am y gwaith. Caniata’r strategaeth gwell mewnwelediad i sut mae’r dysgwyr yn teimlo am y gwaith ac mae eu meysydd i'w gwella yn cael eu penderfynu gyda'n gilydd. Mae hefyd yn fy ngalluogi i herio unigolion pan fyddant yn barod, er y gallai pawb fod ar gyflymder gwahanol, mae'r dysgwyr yn mwynhau'r her ychwanegol ac yn ymdrechu tuag ati. Mae hefyd yn caniatáu imi gael mewnwelediad i bwy sy'n ei chael hi'n anodd ac yn bwysicach fyth pam eu bod yn cael trafferth. 



	Beth rydych chi wedi’i ddysgu?

	Ni allwn wadu pwysigrwydd asesu er mwyn sicrhau datblygiad y dysgwyr. Er hyn, mae’n holl bwysig ei bod yn cael ei weithredu mewn modd perthnasol a chyson. Dysgais fod cysondeb yn ystod gwersi o ran rhannu adborth a chwestiynu yn angenrheidiol nid yn unig er mwyn cyflawni’r meini prawf llwyddiant ond yn bwysicach byth, i sicrhau cyfathrebu agored ac effeithiol gyda dysgwyr fel eu bod yn deall ac yn teimlo eu bod yn cael eu gweld a'u clywed.

Yn ystod y trafodaethau ac wrth lenwi’r goleuadau traffig, mae’r dysgwyr yn cael eu annog i werthfawrogi’r hyn maent wedi cyflawni sydd wedi dysgu iddynt cymryd fwy o gyfrifoldeb am eu datblygiad a perfformiad personol. I ategu at hyn, mae’n rhoi’r cyfle i ddysgwyr cyfathrebu’r hyn maent eisiau gwella, datblygu neu newid. 

Mae’r strategaeth yma yn werthfawr iawn wrth gynllunio’r tasgau canlynol gan ei fod yn cyfle i adfyfyrio ar anghenion y dysgwyr.

	Beth nesaf?

	Rydw i’n bwriadu olrhain cynnydd y dysgwyr trwy gadw nodyn o sut maen nhw'n ymateb i gwestiynau gan fod hyn yn ffordd o asesu dealltwriaeth. Bydd hyn yn fuddiol wrth gynllunio, gan gadw anghenion y dysgwyr ac unigolion mewn cof. Credaf y byddai hefyd yn fuddiol nodi pethau allweddol y mae'r dysgwyr yn eu dweud yn ystod y drafodaeth un i un ar ddiwedd y wers.

Bydd yr arfer o ddefnyddio goleuadau traffig yn annog y dysgwyr i ddechrau gwirio ac asesu gwaith eu hunain gan feddwl yn fwy annibynnol am dargedau personol yn hytrach na dibynnu ar athro. Gobeithiaf y bydd hyn yn hybu’r dysgwyr i gymryd mwy o gyfrifoldeb dros yr hyn y maent yn cynhyrchu wrth iddynt ddysgu am bwysigrwydd gwirio a gwella gwaith.

Yn y pendraw, hoffwn weld y dysgwyr yn ceisio gwirio gwaith eu hunain ac yn feddwl am y system goleuadau traffig yn fwy annibynnol.



	[bookmark: tblHere]Templed Profiad Proffesiynol 2:
	

	Safon Addysgeg
	Profiadau dysgu cyfunol


	Beth wnaethoch chi a pham?

	Er mwyn sicrhau profiadau dysgu cyfunol, ceisiais cynllunio gwersi tu allan i bedwar wal yr ystafell dosbarth arferol. Mae newid yr amgylchedd dysgu yn bwysig er mwyn cyfleu’r ffaith bod dysgu medru digwydd unrhywle a does dim angen fod yn yr un man, yn dysgu yn ur modd er mwyn dysgu rhywbeth. Mae amlinelliad o ddisgwyliadau ymddygiad yn allweddol i wersi tu allan i’r amgylchedd arferol gan fod dysgwyr yn cynhyrfu. 

Mae newid yr amgylchedd dysgu yn bwysig oherwydd mae gwahanol ardaloedd yn galluogi chi i gyflawni gwahanol gwersi. Yn ystod yr wythnos olaf, parataoais gwers ymarferol gwyddoniaeth. Y bwriad gwreiddiol oedd i gynnal y gwers tu allan fel bod dim angen poeni am greu llanast gyda’r dŵr neu creu gormod o sŵn. Bydd gwers tu allan hefyd wedi fy ngalluogi i gynnal gwers mwy ymarferol gan ddefnyddio gwagle i alluogi’r dysgwyr i redeg o gwmpas, cerdded a sefyll yn llonydd er mwyn teimlo’r gwahaniaeth yng nghuriad y galon a chyflymder anadlu. Yn anffodus, oherwydd y tywydd roedd angen cynnal y gwers tu mewn. Er hyn, cynhaliais y wers yn yr ardal allanol yn hytrach nag yn yr ystafell dosbarth arferol. Defnyddiais drar er mwyn lleihau’r llanast ond dal rhoddodd y cyfle i’r dysgwyr cael hwyl yn defnyddio model o’r galon. 

I ategu at hyn, sylweddolais yn fuan bod rhai dysgwyr yn colli sylw a diddordeb wrth ddarllen wrth fwrdd yn y dosbarth ac yn ei weld fel tasg yn hytrach na chyfle nid yn unig i ymarfer a gwella’i sgiliau darllen a chyfathrebu ond cyfle i ddefnyddio’r dychymyg ac i fwynhau. Er mwyn ceisio datrys hyn, penderfynais i gynnal sesiynau darllen grŵp yn yr ardal allanol. Cynnigodd yr ardal allanol y cyfle i ddysgwyr i wneud mwy o benderfyniadau ar sut hoffen nhw ddarllen megis symud o gwmpas tra’n ateb cwestiynau, bod yn fwy mynegiannol gan actio rhai golygfeydd. Ar yr un pryd, sicrhaodd amgylchedd darllen tawel, cyfforddus ac heb unrhyw wrthdyniadau. 

	Beth rydych chi wedi’i ddysgu?

	Dysgais gwir pwysigrwydd profiadau dysgu cyfunol tra’n cynllunio a chyflawni’r gwersi hyn yn enwedig wrth ystyried cyfyngiadau’r ystafell dosbarth arferol wrth ddysgu rhai gwersi. 

Rydw i hefyd wedi dysgu am fanteision gwahanol amgylcheddau. Er mwyn ceisio sicrhau bod dysgwyr yn canolbwyntio, mae amgylchedd tawel yn fanteisiol. Mae’r amgylchedd hyn hefyd yn ddelfrydol er mwyn dysgu disgyblaeth a gweithio’n fwy annibynnol. Yn ogystal â hyn, mae amgylchedd swnllyd a phrysur yn fanteisiol wrth ddysgu gwersi fwy ymarferol; mae’r amgylchedd hyn hefyd yn rhoi’r cyfle i ddysgwyr symud o gwmpas a bod yn fwy swnllyd nag sy’n dderbyniol o fewn ystafell dosbarth arferol. Mae gan y ddau nifer o fanteision gwahanol sydd wedi dod yn fwy amlwg wrth i mi gynllunio a gweithredu’r gwersi gwyddoniaeth a sesiynau darllen.

	Beth nesaf?

	Rydw i’n bwriadu cynllunio fwy o wersi sy’n cynnig profiadau dysgu cyfunol a’i wneud yn wythnosol; bydd hyn yn helpu gyda disgyblaeth oherwydd bydd y dysgwyr yn dod i’r arfer â bod tu allan i’r ystafell dosbarth.

I ategu at hyn, hoffwn drefnu trip megis trip i’r goedwig er mwyn cynnig profiad o ddysgu cyfunol hollol newydd i’r dysgwyr. 







	Templed Profiad Proffesiynol 3
	

	Safon Addysgeg
	Cyd-destunau dilys bywyd go iawn


	Beth wnaethoch chi a pham?

	Ar ôl treulio ychydig amser yn yr ysgol, sylweddolais gwir pwysigrwydd creu cyd-destunau dilys bywyd go iawn er mwyn ehangu gorwelion y dysgwyr wrth ddysgu am ystod eang o bynciau. Penderfynais i ffocysu ar y safon yma ar ôl treulio ychydig amser ar ddyletswydd yn ystod amseroedd egwyl ac wrth arsylwi sut mae’r dysgwyr yn rhyngweithio wrth gwblhau heriau yn annibynnol ac yn ystod chwarae rhydd. 

Yn dilyn y profiadau hyn, sylweddolais fod llawer o ddysgwyr yn trafferthu i gysylltu’r hyn y maent yn dysgu mewn cyd-destun addysg â’u profiadau bywyd go iawn sydd tu hwnt yr ystafell dosbarth. Er mwyn ceisio meithrin sgiliau’r dysgwyr i greu’r cysylltiadau hanfodol hyn, penderfynais i ddefnyddio sbardunau gweledol megis straeon, caneuon a rhaglenni. Roedd y defnydd o sbardunau yn cymorth mawr wrth esbonio’r thema o fewn cyd-destun bywyd go iawn gan fod y dysgwyr yn eu ffeindio’n fwy hwylus a diddorol. Yng nghyd-destun y safon yma, mae’r cysylltiad rhwng cael hwyl ac addysg hefyd yn hanfodol wrth geisio sicrhau diddordeb a brwdfrydedd a fydd yn eu tro yn galluogi’r dysgwyr i gofio a ddefnyddio’r hyn y maent yn ei ddysgu yn eu bywydau pob dydd. 

Enghraifft o wersi â ffocws ar y safon yma oedd gwersi ar deimladau a diolchgarwch. Ar ôl sylwi bod y dysgwyr yn trafferthu i adnabod, egluro a chyfleu eu teimladau, penderfynais y byddai sesiwn ar deimladau yn fuddiol. Dechreuais trwy gyflwyno cân am deimladau ac yna defnyddiais gymeriadau a lliwiau cyfarwydd i gynrychioli’r prif teimladau gan gynnal trafodaethau gyda'r dysgwyr am bob un ohonynt, beth oeddent, pam roeddem yn eu teimlo, sut i ymdopi gyda’r gwahanol teimladau, a sut orau i’w gyfleu. Ar ôl y sesiwn, cafodd pob unigolyn gyfle i ddylunio ei ffon lolipop ei hun. Bob bore roeddent yn cael cyfle i roi eu ffon lolipop yn y pot cyfatebol gyda'r opsiwn i gael sgwrs er mwyn esbonio pam. Trwy gydol y dydd, cawsant y rhyddid i newid ym mha bot yr oedd eu ffon. Ymatebodd y dysgwyr yn dda iawn i hyn ac roedd llawer yn mwynhau’r broses o esbonio sut a pham roeddynt yn teimlo. Yn y sesiwn dilynol ar ddiwrnod Plant Mewn Angen, cefais y cyfle i gyflwyno ac egluro ystyr diolchgarwch. Gan ddefnyddio’r hyn dysgon nhw yn y sesiynau teimladau, llwyddodd y dysgwyr i gyfrannu’n llwyddiannus i’r gwahanol trafodaethau.

Yn ogystal â hyn, er mwyn cyflwyno ac esbonio diogelwch tân gwyllt, dewisais stori fel sbardun. Wrth ddarllen y stori, gofynnais amrywiaeth o gwestiynau, nid yn unig ynglyn â’r hyn roedd y cymeriadau yn gwneud, megis gwisgo’n gynnes a chadw anifeiliaid tu mewn, ond yn gofyn iddynt rhannu unrhyw profiadau personol a syniadau am sut i gadw’n ddiogel. 



	Beth rydych chi wedi’i ddysgu?

	Dysgais werth defnyddio sbardunau hwylus, rhyngweithiol a gweledol wrth greu cyd-destunau bywyd go iawn gan fod y dysgwyr yn fwy tebygol o’u cofio a’u gweithredu. Mae’r dysgwyr hefyd yn mwynhau rhannu profiadau sydd yn debyg i’r hyn sydd yn digwydd yn y stori (er enghraifft).

Credaf fod cyd-destunau dilys bywyd go iawn yn angenrheidiol o fewn addysg er mwyn ehangu dealltwriaeth a sicrhau ymgysylltiad i’r byd o’u cwmpas gan gynnwys ei gilydd.

Roedd gan y dysgwyr y potensial i adnabod a mynegi eu teimladau ond nid oedd ganddynt yr eirfa, digon o ddealltwriaeth na'r hyder yr oedd eu hangen i allu cyfathrebu'n effeithiol. Mae’r ffyn lolipop yn rhoi’r dysgwyr y cyfle i adnabod eu teimladau, cyfathrebu’r teimlad hyn yn glir gydag eraill a chynnal trafodaethau am sut maen nhw’n teimlo a pham. Bydd hyn yn hollbwysig nid yn unig o fewn cyd-destun yr ysgol, ond yn y byd go iawn, yn enwedig wrth iddynt dysgu bod pawb yn teimlo’n wahanol ac yn ymdopi’n wahanol. Rydw i’n gwerthfawrogi’r mewnwelediad hyn ac mae’n effeithio ar weddill y dydd gan gynnwys penderfyniadau ar sut i gyflwyno tasgau megis dewis unigolion ar hap neu rhoi’r cyfle i bob un cyfrannu neu hyd yn oed y cynllun eistedd, naillai mewn rhesi neu cylch mwy agored.


	Beth nesaf?

	Bydd yr arfer o ddefnyddio ffyn lolipop i gyfathrebu teimladau yn parhau i fod yn ddull defnyddiol gan sbarduno trafodaethau a fydd yn cynnig gwell mewnwelediad i brofiadau a bywydau’r dysgwyr yn ogystal â’r ffyrdd gorau i’w cefnogi. Bydd yr arfer yma hefyd yn hybu’r dysgwyr i feddwl am sut y maent yn teimlo a pham yn ogystal â’r ffordd gorau i naillai ymdopi gyda’r teimlad, rhannu’r teimlad neu cyfathrebu’r teimlad.

Dros amser, hoffwn weld y dysgwyr yn dangos dealltwriaeth o bwysigrwydd cyfathrebu teimladau trwy gyfathrebu teimladau mewn modd fwy naturiol gan ddibynnu’n llai ar y ffyn lolipop; megis gofyn am amser tawel yn hytrach na cham ymddwyn neu gweiddi. 

Er mwyn meistroli’r safon yma, hoffwn drefnu tripiau allanol, gweithdai neu trafodaethau gydag ymwelwyr er mwyn ehangu eu gorwelion ymhellach trwy gynnig profiad personol.




	Templed Profiad Proffesiynol 4
	

	Safon Addysgeg
	Themâu traws-gwricwlaidd


	Beth wnaethoch chi a pham?

	Er mwyn cyfuno gwahanol pynciau, cynlluniais cyfres o wersi yn seiliedig ar thema’r corff. Mae’r cysondeb ar draws gwahanol gwersi yn creu cysylltiadau hwylus i’r dysgwyr ac yn dangos iddynt bod dysgu medru cymryd llawer o ffurf gwahanol. 

Dechreuais y wers cyntaf gyda gêm o ‘mae Seimwn yn dweud’ ac yna tasg llythrennedd o labelu gwahanol rhannau’r corff. Yn ystod yr wythnosau canlynol, fel rhan o’r un thema, cynlluniais gwers rhifedd gan ddefnyddio’r rhaglen Sgerbyde fel sbardun. Yn ystod y wers yma, wnes i gwestiynu’r dysgwyr ar rannau’r corff er mwyn sicrhau dealltwriaeth o’r wers blaenorol ac yna cynhaliais sgwrs ynglyn ag esgyrn a sgerbydau. Ffocws y wers rhifedd oedd dysgu sut i adnabod, trefnu a mesur gwahanol cymeriadau o’r rhaglen sgerbydau o’r mwyaf i’r lleiaf. Dysgon nhw geirfa a strwythurau iaith newydd yn ystod y ddwy wers gan gynnwys y gallu i adrodd a disgrifio straeon.

I ategu at hyn, cynlluniais gwers gwyddoniaeth ar thema’r corff fel bod y dysgwyr medru cael profiad o wers ymarferol a rhyngweithiol. Yn ystod y dilyniant o wersi ar thema’r corff, cafodd y dysgwyr y cyfle i ddysgu mewn gwahanol ffyrdd ar draws y cwricwlwm; gwyddoniaeth, rhifedd a llythrennedd gan gynnwys gwylio rhaglenni Sgerbyde a darllen, adrodd a ddisgrifio stori Sgerbyde.


	Beth rydych chi wedi’i ddysgu?

	Y prif peth rydw i wedi dysgu wrth ffocysu ar y safon yma yw pwysigrwydd themâu traws-gwricwlaidd i ddatblygiad personol y dysgwyr oherwydd mae’n rhoi’r cyfle iddynt arbrofi a chael profiad o’r gwahanol ffyrdd o ddysgu. Gan fod pob unigolyn yn dysgu mewn modd hollol unigryw, mae plethu amrywiaeth o bynciau a themâu mewn i wersi yn cyfle gwych i bawb cael cyfle i’w profi a darganfod y ffordd gorau iddyn nhw i ddysgu.

Dysgais hefyd bod y dysgwyr yn mwynhau’r cysylltiadau rhwng gwersi gan eu bod medru arddangos eu gwybodaeth a dealltwriaeth o’r gwersi blaenorol. Yn ogystal â hyn, mae archwilio'r un thema ar draws amrywiaeth o bynciau yn ffordd dda o sicrhau dealltwriaeth amrywiol a chadarn o'r pwnc dan sylw.

	Beth nesaf?

	Er mwyn gwella fy ngafael ar y safon yma, rydw i’n bwriadu gwneud mwy o ymchwil ar fanteision themâu traws-gwricwlaidd gan gynnwys y ffyrdd gorau o’i gyflawni yng nghyfnod allweddol 2, yn enwedig o fewn gwersi mathemateg a rhifedd a gwyddoniaeth.



Part 2 
Introduction 

The focus of this essay will be the exploration and critical reflection of the progress made whilst planning, preparing, and teaching lessons, with particular emphasis on the pedagogical principle: the use of assessment for learning to accelerate progress. With the shared notion that reflection is the key to the progression and evolution of learning and teaching in mind (Dewey, 1933; Schön, 1983; Kolb, 2015), I opted to focus on assessment for learning as a main area for development. Within this pedagogical principle there are various important strategies to explore; sharing criteria with others, quality of questioning, quality of talk, quality and use of feedback and peer and self-assessment. Having nurtured my prior knowledge and understanding through the process of critical reflection, I identified that more care and focus needed to be given to sharing criteria with others and the quality and use of feedback to ensure the success of assessment for learning, particularly in the long-term. Literature surrounding the topic of assessment for learning will not only aid my growth as both an individual and professional by broadening my knowledge and understanding but also through guiding my critical reflection and decision-making moving forward. With further critical analysis of my teaching experience alongside the literature surrounding the chosen pedagogical principle, this essay will explore the plethora of questions and debates evoked by such a topic as well as identifying and justifying the next steps of my development. 










Critical discussion of chosen aspect 

Thorough analysis of literature in the field, with particular emphasis on discussions surrounding assessment for learning and consideration given to the vast number of benefits and possible limitations, is a central and crucial aspect to not only developing a sound understanding but to achieving an effective critical reflection. 

The most widely accepted definition of assessment for learning was developed by the Assessment Reform Group in the UK (2002, quoted in Gardner, 2012, p. 3), “the process of seeking and interpreting evidence for use by learners and their teachers, to identify where the learners are in their learning, where they need to go and how best to get there.” One could argue that this definition encompasses all assessment types, be it summative, formative or assessment for learning, however the emphasis in today’s society on success and gaining the highest marks has led to the learning journey being overlooked and, in some cases, abandoned altogether (Caplan, 2018, p. 39; Berry, 2008, p. 2). According to research on the topic, traditional testing and marking practices are linked to the reduction of student motivation and engagement with learning (Berry, 2008). Unequivocally, the prioritisation of traditional testing and assessment practices place the memorisation and regurgitation of information before the development of a sound understanding and thus, the application and retention of said knowledge (Caplan, 2018, pp. 39-40). Conformity to “accountability culture” (Ninomiya, 2016, p. 81) has therefore led to learners prioritising becoming high achievers rather than autonomous and knowledgeable learners. 

Notwithstanding, this is not to say that assessment is futile. On the contrary, as Berry (2008) stresses, learning is, in many ways, dependent on assessment due to the irrefutable fact that learning cannot progress in the absence of feedback. Thus, it is entirely possible to dispute that the feedback provided by assessment is one of the main driving forces of learning. As Black (2003, p. 46) notes, the form and quality of the feedback given is of the utmost importance; feedback in the form of rewards and grades can enhance ego and hinder task involvement and individual growth. Rather, the central purpose of assessment and feedback should be to support and encourage the learner on their learning journey (Black et al. 2004; Gardner, 2012; Torrance, 2012). With this purpose, assessment becomes an integral and transformative element of the learning experience (Berry, 2008; Taras, 2005).

The debates surrounding the use of formative and summative assessments are lengthy and often divisive. Taras suggests that this is, in part, a direct consequence of the “terrors” evoked by the term ‘assessment’ that have “distorted its necessity, centrality and its potentially neutral position” (Taras, 2005, p. 469). “Terrors” refer to the potential destructive impacts of assessment; perhaps most notably, the devaluation of self-worth (Black and Wiliam, 2010, p. 5). Adding to the rather rigid dichotomy between summative and formative assessment is the difficult task of finding a healthy balance between them, particularly when one considers the varying deciding factors such as age and ability. In their 2010 survey, Ofsted highlights the importance of each form of assessment on both a stand-alone and collective basis due to the varied approaches and outcomes. Additionally, Ofsted notes that because of the aforementioned fact, all schools visited were eager to achieve a balance between them and also found that summative and external assessments were beneficial in the planning and setting of priorities. 

Lau (2016, p. 509) likens the division between assessments to George Orwell’s slogan in Animal Farm, “four legs good, two legs bad,” and goes on to elaborate that the increasing negativity towards summative assessment has meant a movement towards a preference for formative assessment. Despite formative assessment gaining increasing international prominence following the publication of Black and Wiliam’s reviews in the late nineties, the theory and practice of formative assessment is now at a “crossroads” (Torrance, 2012, p. 323) having been distorted and reduced to, as Ninomiya (2016, p. 79) claims, “a mini-summative assessment.” This distortion paints formative assessment as either an informal version of summative assessment or a necessary evil in the preparatory stage to gain improved marks in the summative assessment (Torrance, 2012, p. 325). Nonetheless, it is crucial to strip back the different forms of assessment to their intended purpose as their collaboration makes for a successful and effective assessment for learning process (Lau, 2016; Ninomiya, 2016) that has the learners’ needs and learning at its heart. Furthermore, Taras (2005) argues that until the centrality and potential of summative assessment is acknowledged, neither formative assessment nor assessment for learning can blossom and fulfil their own purposes. 

Given that the shift away from summative assessment has led to the distortion of formative assessment, assessment for learning is commonly perceived as a more “accessible” (Gardner, 2012, p. 3) and flexible approach to assessment. This is supported by the view that assessment for learning is any assessment, dedicated in both design and practice, to promoting students’ learning (Black et al. 2004, p. 10). In addition to this, not only are the learner and their personal learning journey of the utmost importance to assessment for learning, but it does not conform to the accountability culture that is rampant in today’s education system. With this in mind, it can be contested that assessment for learning has its roots firmly placed in sustainable assessment and has, as Boud (2000, p. 151) highlights, a “double duty” as it must meet the learning needs of the present while not compromising learners’ ability to meet their future learning needs. This alternative form of assessment not only stimulates learners’ abilities to retain and apply a wide range of knowledge, but it motivates learners to take more responsibility over their own learning journey (Berry, 2008, p. 82). Most notably, in contrast to other forms of assessment, assessment for learning is a collaboration between teachers and their learners and so often, learners are not aware of or preoccupied with the fact that they are being assessed. This could suggest that assessment for learning is more reliable and inclusive to individuals who are failed by traditional marking and testing practices such as individuals with additional learning needs.

The principles of assessment for learning as summarised by Gardner (2012, p. 3) such as, focusing on how students learn, developing the capacity for self-assessment and promoting understanding of goals and criteria, are of key importance to my personal growth and became the main focus of my research as areas for development. Encouraging learners to partake in thoughtful reflection, both personally and with peers, is outlined by Black and Wiliam (1998) as an essential element to assessment for learning as it provides them with opportunities to improve throughout their learning journey. This also equips learners with the ability to recognise that they are making “regular incremental improvements” (Welsh Government, 2010, p. 26) that, in turn, can rewire learners’ perspectives and expectations regarding the purpose of both class work and homework (Black et al., 2004, p. 13). During the teaching experience, with the placement school’s marking code in mind and an understanding of the importance of consistent and immediate feedback, I would rotate from learner to learner developing conversations and implementing pre-planned questioning (See Appendix 1). 

Despite Piaget’s framework that suggested the egocentric nature of younger learners would hinder their ability to be able to self-regulate their learning (Butler and Lee, 2010, p. 8), I also recognised that teaching learners the foundational skills of self-assessment at an early age would kick-start their progress with the necessary metacognition and detachment skills. Consequently, I introduced the simple yet effective ‘traffic light’ self-assessment and self-monitoring strategy to the class (see Appendix 2) in the hopes that it would foster feelings of pride, confidence, and responsibility. If it were not for the time constraints of the placement and the age of the learners, I would have liked to develop the traffic light system further so that it incorporated elements of peer assessment. Black et al. (2004, p. 14) explores the idea that peer assessment offers a unique and valuable experience for learners as they may accept peer criticisms better than those offered by a teacher. Moreover, they also suggest that the interchange being in a language more familiar to learners could improve retention and engagement (Black et al. 2004, p. 14; Nikolovska, 2015, pp. 17-20). Peer assessment encourages the development of invaluable skills such as collaboration and the ability to guide and become more aware of their own learning journey; this ultimately aids learners in becoming independent learners and more proficient in their learning. In Vygotsky’s sociocultural theory, learning is characterised as a socially developed process given social interaction’s fundamental role in the production of cognitive functions (Hausfather, 1996). Self-assessment and peer assessment have become increasingly more popular among educators due to their potential to facilitate learning as well as to serve as measurement tools (Boud, 1995, cited in Butler and Lee, 2010, p. 6). 

Another element of assessment for learning that I feel requires further development is sharing criteria with others. This element coincides with self-assessment and peer assessment as learners are unable to assess themselves or others without a sound understanding of the targets and criteria that their learning is supposed to attain (Black and Wiliam, 2010). In order to avoid the passive reception of learning criteria and targets in the future, I will have open discussion with learners and collectively develop a success criterion for each task as a class. Afterwards, a whole-class discussion regarding the task, including successes, difficulties and next steps would not only solidify their understanding of the purpose of success criteria but also guide them on their learning journey. This discussion could eventually be developed as a collaborative assessment that would include learners in the both the learning and assessment process without them even realising. 

Moreover, the effective use of success criteria would facilitate an open discussion regarding personal growth. Comparing one’s work to their peers is extremely common and can have detrimental effects on learners’ mental health, confidence, and self-worth. It has been repeatedly argued that providing learners with a mark or a mark alongside written comments is counterproductive as they become fixated on the number or letter and disregard the written feedback (Welsh Government, 2010, p. 26; Butler 1987, cited in Gardner, 2012, p. 109). To try and combat this issue, I would avoid traditional marking and grading practices and instead prioritise constructive feedback both orally and written. Ensuring that learners understand that the need for improvements does not equate to weakness or failure but rather, an opportunity to grow and develop one’s knowledge will be my focus moving forward. I will strive to provide learners with frequent, deliberate, and meaningful feedback while also providing them with opportunities to respond to comments by taking inspiration from an effective method suggested by Black et al. (2004, p. 13), devoting a certain amount of lesson time to rewriting and correcting certain pieces of work and responding to feedback. Having this dedicated time during lessons will hopefully emphasise the importance of feedback for improvement within a supportive and welcoming environment. Furthermore, the rejection of feedback as an “end-loaded process” (Wiliam, quoted in, Welsh Government, 2010, p. 26) and instead providing learners with feedback during each stage of the learning process will hopefully be encouraging and eliminate their pre-conceived notions about feedback. Alongside meaningful feedback, I will continue to use effective and quality questioning to encourage learners to think and show their understanding. 

Based on the research presented, it can be determined that the key to assessment for learning is ensuring that there is a purpose and that that purpose is fulfilled. Without a clear purpose the core elements of assessment would not suffice and could be detrimental to the learning process. Being purposeful in the planning, preparing, and teaching process especially when focusing on the pedagogical principle, assessment, is critical as it ensures that learners are given the best possible opportunities to learn, reflect and progress. In future teaching experiences, I will strive to better incorporate assessment for learning into the planning process so that it is more meaningful and better formulated; I will continue doing so until it becomes a more natural aspect of my teaching.  







Conclusion
 
Before continuing, it is crucial to note the difference between reflection and critical reflection. Although the terms are often used interchangeably and are connected, critical reflection is more advanced and as the Welsh Government (2015) outlines, it involves evaluating practice and supporting change based on collected evidence such as being critical of one’s own practice and questioning assumptions that stem from personal beliefs and values. Critical reflection can also be perceived as an open-mindedness to constant personal and professional development and the acceptance of what that entails. Having nurtured my prior knowledge and understanding through the process of critical reflection, I hope to enhance my teaching practice moving forward by using foresight to ensure more intelligent, intentional, and deliberate actions (Dewey, 1933, p. 17) and by being research-engaged, giving particular consideration to the significance of assessment for learning. Continuing to engage with relevant literature is vital as research suggests that it plays an important role in effective learning and improved learner outcomes (Lee and Richings, 2018, p. 2). 

During the process of critical reflection, my research into theoretical based literature and approaches to critical reflection were vital to both my understanding of its importance and development of my own personalised approach. After researching numerous models and theories in the field of reflective practice as outlined by the Welsh Government (2015, pp. 8-11), I turned to Zwozdiak-Myers’ nine dimensions (2012) and Brookfield’s four lenses of reflective practice (2017, pp. 61-75). Although the models differ, using a combination of both broadened and strengthened my own approach to critical reflection that, when applied to my future teaching experience, will undoubtedly invigorate, and reinforce my teaching practices. These reflective models allowed me to critically reflect on each of the various aspects of assessment for learning effectively and provided me with different perspectives on how best to approach them moving forward.

The Brookfield lens that stood out to me the most was the ‘eyes of our clients’ (2017, p. 48) that referred to the learners’ viewpoints. This was particularly poignant given assessment for learning’s emphasis on the centrality of learners in their own learning. Moving forward, I will ensure that my teaching practice incorporates this lens into each lesson. To achieve this goal, I will utilise and further develop the traffic light system as a form of both self and peer assessment so that learners feel heard and their emotional and academic needs met. Upon reflection, my grasp of peer and self-assessment as an element of assessment of learning could have been better as more emphasis was needed in the planning stages. Furthermore, to further enhance the quality of my teaching I will aim to try out new ideas such as asking learners to correct their work and respond to feedback in a different colour pen. The use of a different colour will make learners’ progress and engagement in their learning journey more visible. My hope is that making learners’ progress more visual will boost their confidence in their own achievements and improve their commitment to their learning journey both academically and personally. This idea of life-long learning is a key factor in supporting learners to harness the necessary skills in order to fulfil the four purposes as outlined by the new Curriculum for Wales (Welsh Government, 2021). Notably, I will devote time in each lesson to these practices and to nurturing a supportive environment that encourages learners to recognise, accept and utilise feedback (Black et al. 2004). 

Alternatively, I need to ensure that sharing success criteria becomes a carefully considered and thoroughly planned aspect of lesson planning and preparation so that it can be purposefully incorporated into lessons. Involving learners in the decision-making process of formulating a success criterion is a simple yet effective way of ensuring and assessing engagement and understanding prior to beginning a task. A transparent discussion with learners regarding success criteria is critical as it will enable them to obtain a clear overview of the aims of their work as well as how to complete it successfully. I will implement this in future teaching practices so that it eventually comes naturally both to learners and as I am planning. 

Despite focusing on providing quality feedback, there is still room for improvement. In future teaching experiences I will utilise the knowledge gained through critical reflection and research to ensure that quality feedback is given as frequently as is necessary and as immediately as possible. Having recognised its usefulness and the importance of quality over quantity (Welsh Government, 2010), I will also give more consideration to oral feedback so that learners do not miss out on valuable feedback that is necessary for progress. I will also continue to strive to adapt my teaching to meet the learning needs of the class by avoiding limited factual questions and instead focusing on questions that evoke and encourage broad discussions and thoughtful reflection (Welsh Government, 2010; Black et al. 2004). As key factors to the productivity and success of this strategy, preparing purposeful questions beforehand and the anticipation of learners’ responses must become routine aspects of my planning. 

The opportunity to critically reflect on my teaching practices was invaluable as it enabled me to better recognise my strengths and weaknesses while the work and theories of numerous scholars in the field guided me to identifying my next steps. It will be beneficial to do my own personal experimentation in future teaching experiences as it will allow me to shape my own ideas and approaches based on my research and experience. Experimentation will also be advantageous as I navigate how best to adapt each approach and strategy depending on factors such as the key stage or specific needs of the class. Moving forward, with consideration given to the teaching experience that has guided my research as well as the relevant literature that has inspired my desire to improve, I will be more mindful of the benefits of expressly embedding the aspects of assessment for learning into my planning. Doing so will ensure that assessment for learning fulfils its greater purpose of encouraging and supporting learners on their learning journey.
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Appendices
Appendix 1
Pre-planned questioning in lesson plan.
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Appendix 2
Example of the use of the traffic light self-assessment strategy.
[image: Text, letter

Description automatically generated]


Page 2

image1.png
30 munud
- Cwestiynu — beth yw’r dasg? Beth yw’r camau? Sut
Addysgu a byddem yn llwyddo?
Dysgu Gwahaniaethu:
Craidd Grwopiau top (Eliffant a lJiraff) a grwpiau canol (Teigr a
Sebra)
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