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

	
	Target
(FROM 6007 ASSIGNMENT)
	What I have done in this assignment...

	Target 1
	Be more analytical and critical of the literature
	During Part 2 of this assignment, I have considered whether what I am reading correlates with what I have seen on PTE. 

	Target 2
	Stop using sentences that are too long
	I have completed my assignment earlier, to give myself extra time to proofread and edit my longer sentences. 

	Target 3
	Sort out a number of small in -text referencing issues
	I have downloaded and used a copy of the UWTSD Referencing guide.  





Part 1: Professional Learning Passport
Bridging 2 Reflection 
Meet
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect

	Bridging activity in Host School (online). Topic is Assessment for Learning, on 11th November 2020.
	Our first speaker, Ms Lewis, spoke of her experiences in using Assessment for Learning in Early Years, and how Visible Learning (John Hattie) is being used to make the children more independent.  The priorities were to ensure children:
· Understand the learning intentions
· Know what skills they are practicing
· Seek ‘3 before me’ – ask for help from peers and self-help before asking the adults. 
I was introduced to :
· Wriggle to success (children can see what level reading band they are on, and what colour would be next)
· Mr Marker Assessment tool. 
· Solo Taxonomy (Learners self assess: I have no idea, one idea, I have many ideas, I can relate my ideas, I can extend my ideas)


Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	I experimented with a range of AfL:

* Asking learners "How was my teaching?" as plenary to small group activities.
* Asking learners "What have we learned?" and collaborating with them on an online Padlet at the end of the school day
* No hands up / lollipop sticks
* "Ask an Expert"
* Online Quizzes
* Emotional check-in

I read up on Tom Bennett's behaviour management strategies to encourage desirable learning behaviours, and also Dr Stuart Shanker's guidance and research on preparing learners to be in an emotional state in which they are ready to learn.

	I really enjoyed the feedback opportunities from learners when I asked them "How was my teaching?". This started as a questionnaire during focus group plenary, but the learners quickly viewed it as an extra piece of work, so it was more effective when delivered orally. I had some useful 'feed-forwards' given from learners when asking how I can best help them in their learning. Suggestions included - more difficult maths questions, more colourful WAGOLLs and less wandering around the room.

The Padlet was a really useful tool for getting learners to reflect on their learning. I wanted them to really think about what they had achieved, and what they were finding challenging. This was done as an end of day activity, and I would ask 2-3 learners from each group to contribute. Initially responses centred on what they liked or enjoyed, but after a week the quality of talk had improved significantly and they were able to share learning as well as tips and tricks with other learners. This was also useful as a tool to find out what learners were doing when they left for small intervention groups, and helped with relationship building as it gave me an insight into which parts of the school day were important to learners.

The 'no hands up/lollipop sticks' was a difficult one for me to enjoy using. I practiced using this in mental maths, and found that I would sometimes pick out a learner for whom the question would be too challenging, or a learner for whom the question would be too easy and not challenge them enough. I can see this method as being useful when the questioning is less focused on prior knowledge and understanding, but not for differentiated levels of challenge when learners are in a mixed ability grouping.

The "ask an expert" is something I would really like to continue with going forward. It was particularly useful in craft projects to appoint someone who had finished their activity as 'expert' (if they had achieved the skills to a high standard) who could support those who were finding things more challenging, as it gave them a sense of accomplishment and helped consolidate their learning as they revisited the skills, and also freed up some of my time too.

The online quiz was a useful form of summative assessment - this was done as an end of topic quiz in maths. The learners enjoyed playing along, and I was able to identify areas of strength and weakness. All learners had a good understanding of coins, and I could identify that there were still misconceptions regarding giving change. This is something that I would have liked to see inform further planning, however the class have since moved onto Length.

The emotional check in was a good way to gauge learner's readiness to learn. I was able to use the check-in as a quick way to assess which learners needed support in regulating themselves from playtime, and the supporting LSA would often take the time to speak to those learners who identified that they were not in a position to be ready to learn. This strategy needs to be taken further, and implemented with a way of teaching learners how to self-regulate and bring themselves into a calm and ready state.


Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	On Wednesday 25th November I shared with fellow students and to Mr Cox (Lecturer) and Mrs Crockford-Morris (Network Lead). This took the form of a ten minute PowerPoint presentation over Teams, where I presented using slides and notes my findings of two of the practiced Assessment for Learning strategies. I decided to share how I have introduced an afternoon check-in as part of an intervention to improve behavior and student readiness following lunchtime play, and also my experiences using Padlet as a tool for reflection at the end of the school day. 
	It was really useful to see presentations from other students. I especially liked two ideas:

One student had provided space in their classroom for learners to sit and gather their thoughts. This was called 'lost in the woods'. I really thought that this would fit well with an ethos of promoting wellbeing, recognising emotions and supporting learners to self-regulate.

Another student had used a variation of 'See three before me' called SNOT. This is an acronym meaning that the first person to come to for help is Self - can I help myself? the next is Neighbour - can the person next to me help me? and the third is Others in my group. The final step is to ask the Teacher. I think this would be a useful tool to introduce to my learners to help them become more independent in their learning.

It was interesting to see that many of the AfL strategies used were centred on the learner self-assessing, such as RAG rating / Solo Taxonomy. 

I was given feedback from Mr Cox to investigate further into the Theory of Flow as a means of bringing learners who are in a state of hyper-alert into a state more appropriate for learning. This can be achieved in activities that are high skill, but low challenge. I will look into implementing this investigation as a future target. I found that my Padlet experiences were well received, as it allows time for reflecting and makes it a focus rather than being in the middle of an activity, which is something that students in Foundation Phase placements found difficult. 






DGB/SKD 
The words and phrases in bold denote an asset has been uploaded to show evidence.
Llythrennedd / Literacy
Evidenced by an asset? 
I joined the Swansea Reading for Pleasure Group, and attended several Reading for Pleasure meetings, arranged by Jayne Morgan. These were a regular opportunity to find out about useful and interesting books to share with children of all ages and to share literacy resources with fellow student teachers, as well as to find out about good classroom practice. This included discussion on class texts, reading across the curriculum and independent reading, as well as the differences in choice of reading material between boys and girls.  

Rhifedd / Numeracy
Evidenced by an asset? 
During PTE 1 I found that the strategies being used in class were very different to those that I would use from my own schooling (such as column addition and column subtraction). Instead, learners were learning strategies to support them in mental maths techniques. I arranged to observe a maths lesson and have included my observation notes where I recorded the different strategies being used and also the specific language being used by the Teacher.  I wanted to practice the strategies used, and bought a Singapore Maths workbook to work through so that I could better understand the processes the learners needed to go through to reach a conclusion to a mathematical problem in this way.  I also joined a Facebook support group for practitioners during this time, so that I could identify common misconceptions, and get ideas and inspiration from teachers also using the Singapore Maths style of problem solving.   

Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? 
 



Safonau/ Standards
Professional Experience Template 1: PTE1 – Planning a sequence of skills lessons (Measuring) and collaborating with others. 
Pedagogy Standard: Advancing: Progression in Learning
What did you do and why?
Every Monday evening during PTE block One, I attended a Year Group meeting. This involved myself and three teachers who teach Year 3, and the purpose of these weekly meetings was to reflect on progress and to plan together for the following weeks’ learning.  

I decided to take responsibility for the Numeracy Skills planning during this time, and planned a block of three consecutive lessons for Week Four of my placement, focussing on teaching a numeracy skill, and three differentiated plans for Week Five, where learners utilised those skills in a practical way, linked to the class Topic. 

This was to provide me with experience and evidence in the Teaching Standard of Advancing Learning. I wanted to take responsibility for the introduction and progression of learning a skill from the beginning, the Numeracy skill was to measure accurately using a ruler. To plan well for this, I needed to think about all of the smaller steps involved, such as ensuring learners were able to hold the ruler, knew where to start measuring from (a misconception was that they would measure from the edge of the ruler, not from the zero) and could read the ruler accurately, and understood mm and cm.  In order to extend opportunities for learning, and to engage learners in meaningful and interesting lessons, I ensured that my numeracy plans were closely linked to the Topic (religious artefacts for Judaism and Hinduism). I utilised the LNF as a tool to help me identify where the learners should be aiming towards, and also used the Mathematics and Numeracy AoLE to identify progression steps 1-3, so that I could differentiate to a more or less challenging task. 

What have you learned?
I have learned that when planning a block of lessons, it is important to break down the skills into smaller steps. In the case of measuring, this meant allowing learners to consider how best to use a tool, and opportunity to practice using and refining this. This began with teaching and re-capping learning to ensure that all learners knew how to hold a ruler the correct way up, and where to begin measuring from. This was done as instruction, before allowing concrete experiences for real-life objects, and for some learners, progressing onto the abstract (calculating the proposed changes in length). Most learners were at progression step two in their learning, although for some I encouraged half-measurements and increased their accuracy to include millimetres. 

What next?
Going forward I will follow the advice to plan for the majority of learner's skills levels, then differentiate up for MAT and make accessible for ALN, as this approach meant that all learners were considered. I will also take forward the process of breaking down a skill into many smaller steps, as this gave me the opportunity to address misconceptions. As a result of this experience, I have observed and questioned my Class Mentor to find out how this process of breaking a skill down into smaller steps works across the curriculum, and found a very similar approach was being used when teaching letter writing and instructional writing.   I would like to read further about how the process of presenting information in smaller steps either assists or complicates tasks for learners, particularly those that experience cognitive overload, as there seems to be a lot more information provided using this teaching method, but there is less pressure on the learner to use their own initiative and reach a conclusion independently. 




Professional Experience Template 2: Paste text here FROM REFINING PEDAGOGY 
Pedagogy Standard: Refining: Managing Learning Environment
What did you do and why?
I taught 'live check-in' sessions which were open to all of the Year One learners every Thursday during my PTE. During the first week, I worked with my Class Mentor and Year One teachers to establish online-etiquette that was appropriate for the learners. The learners had access to their microphones, cameras, hands-up and the chat function but were not able to present. 
From the beginning I set clear expectations for when learners should turn their microphones on and off. This was to limit background noise, and during normal classroom input learners would be expected to raise their hand and not interrupt the classroom teacher, so it seemed like a sensible extension of this. I found that I needed to 'teach' learners how to do this, and it became apparent that there were many different interfaces depending on whether the learners had accessed Teams through a laptop, mobile app, device or through HWB, so I was unable to say 'the icon at the top' since the interfaces all had different layouts. Fortunately, Teams is consistent in the icons it uses across all interfaces, so I made flashcards with each of the Teams icons on (hands up, hands down, chat, send message, microphone on, microphone off) so that I could show the corresponding flashcard when I gave an instruction. For example, when I wanted learners to raise their hand, I would show the 'hands up' flashcard. 
The reason this was so important was because there was only a short amount of time each day allocated to live-teaching, and we needed to maximise this opportunity by having minimal disruptions. For learners who persisted in switching their microphones on during a shared class read, myself and the other teachers who were not presenting were able to remotely switch off microphones. This was to ensure that other learners were not negatively impacted by learning loss due to noise from other households. Learners were actively encouraged to speak during the session at certain points, and we did provide a short amount of time towards the end of each session to allow learners to speak to their friends, so it was equally important that learners were aware of how, why and when they needed to behave in a certain way.
What have you learned?
I have learned that online it is especially important to have good behaviour strategies to allow all learners the opportunity to engage in their learning without disruption and distraction from others, just as I would in a face-to-face learning situation. I have learned that it is important to teach children how to adhere to the rules, and have seen the benefit of visual aids as reminders. I have learned that not all devices will show the same screen depending on the interface a learner is using, but that there are universal icons. The learners responded well to the flashcards and it helped them participate more effectively in the online lessons. The visual aid is an effective way to consolidate an instruction, just as in the face-to-face classroom, learners respond to visual prompts to remind them of desirable behaviours, and sets out clear expectations. 
I shared the flashcard resource that I had created with other student teachers during the course of PTE1, and when we gathered with our Personal Tutor to meet to discuss PTE I shared the resource as a useful tool. 
What next?
I will continue to utilise my Teams flashcards when delivering online learning. When I am in a face-to-face teaching situation I will look at ways to utilise visual prompts in the environment to remind learners of how I expect them to present themselves. I will have high expectations for learners so that there is minimal disruption to learning, but I also wish to look further into how best to address low-level disruptive behaviours, as this can be communication for an unmet need in the learner. 



Professional Experience Template 3: PTE1- Changing a lesson plan to improve learner outcomes
Pedagogy Standard: Influencing: Challenge & Expectations
What did you do and why?
I had planned a lesson where learners would need to carefully study the Islamic symbol, and re-create the symbol in a variety of different media (coloured pencils, oil pastels and watercolour paint). This lesson was delivered three times, each time to a different group of learners. I found that the first group were really keen to experiment with the different media, however they did not thoroughly engage with looking at the religious symbol, and as a result their work was very colourful, rushed and not sympathetic to the learning about Islam. They drew a quick symbol, used a medium to colour it, then progressed onto the next without careful consideration. Some learners had chosen to use just paint or just oil pastel, as these were exciting options. 

As a result of this teaching experience, I altered the way in which I delivered the lesson to the following two groups. I did this by providing a template for learners to complete, and by  demonstrating to the learners that they must firstly draw the symbol three times, and only when they are happy with all three can they progress onto adding colour. I used environmental instruction (on the dry-wipe board) to show the learners clear expectations of where I would like them to use each medium. I used pictorial instructions for this to minimise cognitive overload. As a result, the lesson became much more structured and the learners behaved in a considerably less impulsive manner. There was a significant difference in quality of line, form and use of colour between the first time I delivered this lesson, and the third time where I had made those changes. 

I had a discussion with my Class Mentor about this, and they considered that it is possible that learners are not having enough 'play' experiences earlier in their learning journey. This was echoed a few weeks later when I delivered a lesson wherein learners had to sculpt a Diva lamp made from salt-dough. I observed that learners were able to create intricate designs, but would purposefully sabotage their efforts repeatedly, in order for them to have another attempt at the enjoyable experience of manipulating dough. The learners' focus in both experiences seemed to be more on discovering the properties of a creative media, and experimenting with it, rather than the prescribed learning objectives. 

What have you learned?
I have found that the learners have a need for the adults to make expectations made explicitly clear. They need to know the standard of work that is expected of them, and this needs to be high. Learners will respond well to clear expectations, and will challenge themselves to meet those. When the expectations are explicit, learners are able to follow the instructions well. 

What next?
As a result of this experience, I set myself a weekly Target of ensuring that I included a range of instructional sources for learners (pictorial, video, verbal and written). I also looked at ways in which I could better demonstrate my expectations to learners, and utilised WAGOLLs in future lesson planning. 
I will use my understanding of challenge and expectations to ensure that in future lessons, I am very clear about what I expect to see. I will continue to present instructions in the environment through pictures, as I think that this is something that made the biggest impact in helping learners to understand the expectations on them. I have also considered that sometimes, learners need opportunity to experiment with media in a less structured way outside of their formal instruction time, so that during their directed tasks they are already familiar with the properties of different media. In future planning I will be considering whether learners have had enough opportunity to play with a media/ resource before expecting that they will use the media to a high standard. 



Part 2: Critical Reflection
Word count: 2019 words (not including subheadings / references)

Introduction
I started attending the Reading for Pleasure group to become more aware of relevant and contemporary children’s literature to share with learners, yet the group was also a catalyst for self-reflecting on how and why I should encourage learners to read in order to have the biggest impact on their attainment and enjoyment of reading. A theme running through many of the Reading For Pleasure sessions, particularly in the latest on the 16th February, was the need to have different approaches to reading with boys than with girls. This idea has formed the basis for this investigation into how I can improve in my practice to ensure that boys and girls both receive the benefits of rich and inspiring literature diet, supported by statistical evidence and current research. 

Critical Discussion of Chosen Aspect

Wales’ performance in National Testing shows an equity of educational experience, as the gap between the highest and lowest attaining scores is smaller then in all other areas of the United Kingdom, however this can be attributed to having less learners attaining the top scores (Chzen and Rees, 2018). This shows that there is equity of reading education, yet for Wales to compare favourably with the other countries within the United Kingdom it is important to raise that average, and while there is less difference between the highest and lowest attaining learners, girls perform better in reading assessments in all National Curriculum year groups (Welsh Government, 2018b) and there are 4% more girls attaining the higher banding scores in the Standardised National Tests than boys (Welsh Government, 2019). The recent policy focus has been to raise the number of pupils meeting the higher attainment band (Senedd Research, 2017). 
The difference in scores by gender is not unique to Wales, the OECD Data shows an average difference of 30 points between the reading scores of boys and girls in Nations who use the PISA assessments (OECD, 2021), which suggests that the approaches used to teach and assess reading worldwide is favourable to girls. Singapore scores fifth highest in reading in the PISA assessments (OECD, 2021). The highest attaining readers view literature as an enjoyable activity and the highest attaining boys reported that their home and school environments both valued reading, despite Singapore citizens rarely engaging in reading for pleasure (Garces-Bascal and Yeo, 2017).  This shows a clear link between academic success in reading, which was also found in an international study comparing attitudes towards reading. It was found that school resources accounted for a 2% variance in reading scores, but socio-economic status and parental attitude towards reading accounted for a 15% variance (Chiu and Chow, 2015). 

Reading for pleasure at home as opposed to at school was found to be preferable for learners in an East London school. The reasons behind this were suggested to include the quiet nature of independent reading at home as opposed to reading in a group situation in school (Reedy & Carvalho, 2021). Since participants in the Reedy and Carvalho study (2019) found the noise from peers to be of detriment to the pleasure derived from reading in school, practitioners must consider if such calm and private reading opportunities can be found in the school environment. It could be suggested that a school library or reading room be utilised in such a way to include small areas for a single child to read, or whether there could be a space in the classroom suitably furnished for readers to enclose themselves in. It is likely that both boys and girls will benefit from an inspiring learning environment such as a quiet reading corner, although it would be expected that boys in the classroom would have the biggest gains, as a study in 2018 found that boys are more sensitive than girls to the distractions of a poorly thought out learning environment (Hek et al, 2018). 

Another consideration is whether the resources provided in the classroom are conducive to promoting reading for pleasure in boys. Generally boys may prefer non-fiction texts on areas of interest, in addition to slapstick or humorous fiction books (Serefini, 2013). This is contradicted by the recommendations that teachers disregard stereotypes and potentially discriminative behaviour when assigning reading material and eluding expectations to learners, as the higher expectations placed on girls could lead to them feeling under pressure, which in turn can result in their lower academic performance (Retelsdorf et al, 2015). In order to facilitate a classroom environment where the expectations on readers are not dependent on gender, the available resources should be those that appeal to boys and girls, and not labelled as such so that the learner has the freedom to select as they wish. Books are usually more challenging than magazines, which are designed to be easily accessible for a wider audience, and are likely to expose learners to new and more sophisticated vocabulary and sentence structures (Jerrim et al, 2020). A Spanish study has found little evidence to support the idea that reading magazines and newspapers have measurable impact on children’s academic achievements (Jerrim et al, 2020). This suggests that academic achievement linked to reading for pleasure would be dependent on the types of literature children routinely read, which could explain the attainment gap that if boys are often choosing magazines and comic books to read for pleasure, and girls are often choosing more vocabulary-rich books. 

Often, the reading books provided in classrooms are part of a literacy scheme or reading programme, where colours or banding indicates a learners current reading level. This constraint has been found to limit the variety of available texts, and cause learners to question whether they are able to, or should, read other types of reading material (Krause, 2013).  This denotes a fixed mindset, while a growth mindset has been show to be a significantly beneficial reading intervention, particularly when parents were encouraged to use growth mindset techniques when supporting reading at home (Anderson and Nielson, 2016). In contrast to this, it has been found that reading aloud more complex texts to learners at a fast pace  can accelerate progress in lower attaining readers, and gives them an uninterrupted reading experience. When reading those same texts independently, the reading becomes incoherent and the pace is stilted, which means lower attaining readers are unlikely to assimilate as much information (Westbrook et al, 2019).  In practice, this would mean it is inefficient to give complex texts to low attaining readers for the purpose of reading comprehension, when reading the texts aloud to the learners allows them to grasp the concepts and also increases their vocabulary. 

The inclusion of digital texts and mixed media literacy resources are considered to be of increasing importance in the future of education (Kucirkova et al, 2017). The literature has also found that there is a need to revolutionise the definition of literacy to include multimedia literacy experiences, such as the reading that occurs when children partake in video gaming (Roswell and Kendrick, 2013). This definition can also be extended to include other modes of electronic communications, such as social media sites, blogging and digital messaging (Watson et al, 2010). This concept could be implemented as a cross-curricular learning experience for learners in Wales, by linking the Digital Competence Framework to literacy learning. Learners are expected to combine their digital and literacy skills to be competent at skimming through internet searches in year three, and by year seven be able to critically evaluate the information they find during online investigations (Welsh Government, 2008).

Cremin and Thomson (2021) speak of the value of teachers sharing their reading values and reading behaviours with their learners, and the importance of seeing teacher engrossed in a book so that learners can see how reading can form part of their identity. An enthusiasm and an enjoyment of literature inspires learners and portrays reading as an enjoyable activity (Knight, 2019). In practice, this means sharing books with learners, perhaps as a Class Book, and having discussions about the feelings arising from reading, making the focus on the reading itself and not on the information obtained from a text or the process of decoding letters and sounds. This social aspect of reading is noted in a study across five Local Authorities in England in 27 schools that found teachers who had a repertoire of children’s books and read them themselves, were able to use their knowledge to join in open-ended discussions with learners and were more able to make book recommendations to individual readers. It was also found that reluctant readers would become drawn in to the discussions and became motivated to participate in reading and reading discussions (Cremin et al, 2009).  

Some schools utilise the Class Book idea as an opportunity to discuss bigger themes, such as racism and equality, as part of their empathy curriculum, and as such use books that have been recommended as significant reads from Empathy Lab who provide schools with a collection of books as well as teaching materials to support discussion around empathy (Empathy Lab, 2021). This provides literacy across the curriculum, and will link effectively with the ‘ethically informed citizens’ aspect of the four purposes of the Welsh Curriculum (Welsh Government, 2018c).  There is also evidence that reading daily at age seven is conducive to statistically significant lower levels of hyperactivity in children at age eleven (Mak and Fancourt, 2020), something that would be beneficial to a learners’ health and wellbeing throughout their lives, particularly if they can identify reading as a behavior tool for improving their health and wellbeing (Welsh Government, 2020). 

Conclusion

I have found that there are numerous benefits to both reading to learners and encouraging learners to read independently each day. In my teaching it will be important for me to find and allocate time for a class story. During my first Professional Teaching Experience (PTE), I was fortunate to be in a class where the teacher enjoyed reading dramatically to his class, and the children sat enthralled. This was not scheduled for, and so the delivery was sporadic, and only if time in the day needed to be filled. I think it would be more beneficial to make this reading time a priority rather than an afterthought. In Foundation Phase, a snack and milk time session could be an ideal time where learners are seated and fairly quiet, for them to enjoy a chapter of a class story book with minimal outside disruption. 

This will be even more important in over the next few years, as the majority of teachers responding to a survey were concerned that Lockdown has caused pupils to read less widely, and as reading for pleasure is referred to as an effective way to reduce the vocabulary gap between pupils, the differences are likely to be acute (The Centre for Education and Youth, 2020). 

One of my targets from my end of placement Interim Report is to continue to build upon my use of the four purposes to inform my planning. I have included in the literature review ways in which reading for pleasure can help learners develop into ethically informed citizens, and will use the resources available from Empathy Lab to guide my reading choices. I also need to gather evidence for my Professional Learning Passport (PLP) wherein I am providing real life, authentic contexts for learners (Welsh Government, 2018c). I will consider whether the material I provide to learners is relevant to the leaners’ lived experiences  when providing non fiction texts for information gathering, comprehension tasks or instructional purposes.  

I am aware that there needs to be a balance between providing books to read for pleasure that appeal, and those that can make the biggest impact on vocabulary and reading attainment. It is possibly a question of whether there is greater value in encouraging children to have an lifelong enjoyment in reading from an early age, or from narrowing choices to restrict learners into only the books that would make the biggest impact on their attainment in testing, and I feel that the benefits of encouraging reading behaviours are perhaps more important for learners in the earlier years to establish a strong foundation of viewing reading as an enjoyable and worthwhile activity. 
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