ECAD6008	2004464	Rachel Anne Rees
Name: Rachel Anne Rees
Student number: 2004464
Assignment Title: Critically reflect on your pedagogical progress demonstrated through required elements of the Professional Learning Passport, identifying a specific area for professional development and justifying next steps for improvement
	
	Target
	What I have done in this assignment...

	Target 1
	Avoid sweeping overstatements.
	I have taken measures not to generalise or overstate my conclusions. Instead, I have worked to develop a more tentative, academic style of writing. I have deliberately become less definitive in my wording – using vocabulary such as ‘potentially’ and ‘it could’ instead of ‘absolutely’ and ‘it will’. This shift in approach has helped me to realise that no argument I put forward is conclusive – and therefore should not be made to sound as such - but is simply another theory which can be added to the ever-growing wealth of academic research findings.

	Target 2
	Ensure you build on relevant current policy documents.
	In this essay, I have made sure to frequently refer to, and build on, the information I have found in relevant current policy. I have used multiple strands of the Curriculum for Wales (Statements of What Matters; Principles of Progression; Supporting learner progression: assessment guidance; etc.) to support and further my arguments and to influence my thinking on this assignment. I have found that this approach has allowed me to develop into a better informed and more reflective practitioner.

	Target 3
	N/A 
	N/A (At the time of writing, I have only received two targets aimed at improving my written assignments.)




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

	 I attended a six-hour online Microsoft Teams meeting with my Curriculum Tutor and a representative of the lead school in my network. During this time, we studied professional development, the Great Teacher Toolkit and AfLs. The outline of the second bridging experience was also clearly explained to us, including the dates of the test and share elements along with what we were required to do to fulfil our obligations in these areas.	 I found this experience highly informative and beneficial. The Great Teaching Toolkit was a very valuable resource, helping to break down professional development into clear and easy to follow sections which are purported to have the greatest impact on classroom learning and teacher effectiveness. We were also provided with a wealth of practical examples of AfLs. These examples were presented to us by two experienced and dynamic teachers and many of them came accompanied by helpful visual representations of these AfLs being put into practice in the classroom. We also spoke of the value of integrating regular AfLs into our teaching and the key differences between formative and summative assessment. I came away from the day both with a greater understanding of current, popular AfL techniques and a desire to conduct further research in order to discover and develop some of my own.


Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Aided and inspired by what I had learnt during the Meet portion of the Bridging experience, I returned to my placement class and spent the next two weeks trialling numerous AfLs on the learners to gain a better understanding of what did and did not work in this particular practical setting. Over the course of the fortnight, I tested out 'Talk to your partner', 'Colour-coded lollipop sticks' and 'Emotional check-ins' on the learners. I also linked the latter technique to the woodland theme we are currently exploring in our class by using the woodland area as a place the children could go to when they were feeling overwhelmed.
	The first AfL I tried out was 'Talk to your partner'. Initially, this was not very effective as the children were unfamiliar with the strategy and took some time to become acquainted with it. The first few occasions I tested it, many of the children failed to talk to the person sitting next to them. Of those who did, most answered with their own thoughts rather than their partner's. For Nursery-age children, this concept is quite a difficult one to grasp, especially as it transpired that some of the children did not know each other's names and so looked blank when asked 'what did ? say they learnt in our lesson?'. This is an important skill to develop in the children, however, and one that myself and my Class Mentor decided to persevere with, particularly as it also hones vital social skills such as good listening and empathy. To augment the AfL, I designed a lesson where the learners built a template of a 'good friend' using these desired attributes to allow them to become more familiar with skills such as listening, communication and kindness. Having continued to use 'Talk to your partner' regularly over the course of the two weeks, the children have improved greatly and I am excited to see what sorts of conversations and friendships this strategy will lead to in the future.
The second AfL I trialled was ’Colour-coded lollipop sticks’. This allowed me to randomly select children to answer instead of calling out their names. It helped to stop the children from shouting out during question time and from getting upset if they were not chosen to answer. As a teacher, it also helped me to be truly random, as it is sometimes difficult to remember who you have and have not called on recently and I would not want to be accused of favouritism for accidentally selecting some children more often than others. I also colour-coded the lollipops by ability (using red, orange and green dots) and chose MAT pupils (green dots) to respond first so that they might model an answer for those pupils who may have struggled to fully grasp what was being asked of them. MAT pupils did this by providing their fellow learners with good vocabulary and relevant examples which they could then use to help formulate their own answers. On the whole, this approach worked very well and led to deeper discussions. This is definitely a technique I would use again in the future, although I would not colour-code so obviously in older year groups where the children might be able to deduce what their colour said about their current attainment level. Instead I'd use a subtler method such as a discreet dot or a different style of handwriting to mark out my MAT pupils.
Thirdly, I conducted regular ‘Emotional check-ins’. To do this, I made use of the class' emotion board which has happy, tired and sad pictures and which the children already use to record their feelings when they first enter the classroom every morning. I did this by using it throughout the lesson to monitor how the children were feeling at different parts of the day and to take the time to talk to those who identified themselves as being sad at any point. I also took inspiration from our current topic of woodland, a woodland classroom display and the film Frozen 2 (specifically the song 'Lost in the Woods') so that when children were feeling overwhelmed they could go into the woodland area and have a moment to themselves. It's a very simple but effective way of gauging emotions, but it is not without its issues. I noticed that quite a few children picked the same emotion as their friend, or chose happy and then looked back at me as if seeking approval, making me question whether they were recording how they actually felt or how they thought their friend/I wanted them to feel. Also, of the minority who identified as sad, most could not tell me why they felt this way when I asked, going quiet and/or shaking their head and moving away. This makes me wonder if a wider selection of emotions would be useful and if I should wait longer between the children selecting their emotion and asking them why they did so to allow them more time to process their feelings. The 'lost in the woods' idea also has some downsides in that it can sometimes take away from teaching time and can be used by children who just want to go and play instead of those who genuinely need a time out. However, overall, I believe it is a sensitive and holistic approach to teaching that aligns well with the principles of the new Curriculum for Wales. In encouraging learners to be reflective and open regarding their emotions, I feel that the positives of this method mostly outweigh the potential negatives.


Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	I attended an online Teams meeting in which each of the 8 PGCE students in my network gave a 10-minute presentation on two of the AfLs they had tested out in the last fortnight. A short discussion then took place after each presentation in which we had the opportunity to reflect on each other’s approaches and to ask any questions/offer any suggestions we felt would be beneficial. I chose to speak on the subjects of ‘Talk to your partner’ and ‘Emotional check-ins’ as these were the two AfLs I tested in the last fortnight which I felt most passionate about.
	I found this exercise incredibly valuable. Being in Nursery, I have not seen as many AfLs in practice as some of the other students and being given the opportunity to listen to them discuss their different strategies and offer up their honest reflections on which parts of said strategies did and did not work was very useful to my own future practice. It allowed me to gain a head-start almost, as I can now move onto my second placement in a Key Stage 2 class with a wealth of AfL ideas at my disposal which I would otherwise have been largely ignorant of. It also allowed me to gain some awareness of the possible pitfalls and adaptations I may have to make to these ideas to get the most out of them. Among the wide range of AfL techniques presented, I found certain ones particularly inspiring. For example, I learnt about marking during the lesson which allows for immediate feedback and can also save you valuable time after school. This is something I am very keen to test out when I move to Key Stage 2 in the second half of PTE1. I also drew inspiration from a fellow student’s personalised approach to solo taxonomy in which they asked their learners to create their own individual LEGO character to move up the ladder of effort and success. I found this creative, personalised approach to the AfL very appealing and am eager to see how my future learners respond to it. I will definitely be using and moulding these techniques – along with others such as RAG rating, skill slips and Padlet reflections - to fit the needs of my current and future classes. The day also gave me the opportunity to hone my own presenting skills and to tackle some of the nervousness I feel when addressing my peers publically. The hugely positive response I received - particularly regarding my woodland area and good friend template, with which my Network Lead was so impressed that she called back my Curriculum Tutor and asked me to present the ideas again to him - was very validating and something I will hold onto in the future when I have to present again. Finally, I spoke about some of the academic research I had conducted around AfL and learnt about the research my fellow PGCE students had undertaken. Their insights have inspired me to undertake further research into this area in order to become a more informed practitioner. This spirit of collaboration is also a vital component of teaching and one which I enjoy very much indeed. I am very keen to use what I have learnt today to help build up my own professional network in which teachers come together to explore, test and reflect upon new and different strategies so that we can all learn together and help each other to improve our practice. 





DGB/SKD
Rhifedd / Numeracy
Evidenced by an asset? 
When brushing up on my addition, subtraction, multiplication and division skills, I noticed that my abilities in division were weaker than in any of the other three disciplines. In order to try and rectify this, I undertook some research into helpful division strategies which could aid me in improving my skills in this area. Looking back on my own school homework, I rediscovered  my grandfather had taught me to make division easier. I relearnt the technique and practiced it multiple times which increasingly difficult numbers in order to become familiar with it once again. I also tried explaining the strategy to other family members to improve my confidence and clarity when teaching division to others. I then researched how my current placement school approaches the teaching of division and came across something called the ' to better acquaint myself with this previously unheard of technique. I found it very straightforward as it helped to break down complex ideas into easy to digest chunks. As a result of my independent study, I now feel far more confident in my own division skills and in my ability to teach division correctly and engagingly to learners. It has also helped to re-establish a love of numeracy which I have allowed to lay dormant for some years, but which I intend to re-engage with now in a bid to become a better, more accomplished teacher and mathematician.  


Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? 
 

Datblygu’r Gymraeg / Welsh Language Development
Evidenced by an asset? 
 

Safonau/ Standards

Professional Experience Template 1: Austin's butterfly-Inspired Art Lesson
Pedagogy Standard: Influencing: Sustained effort and resilience in learners
What did you do and why?
I used the Austin's butterfly template and adapted it to fit an art lesson in which learners painted, critiqued and then re-painted their own Gruffalo pictures. Having been greatly inspired by Dweck's (2012) work on the notion of Growth Mindset and particularly by the idea that struggle is not only a necessary part of learning, but often the most valuable part of the process, I was keen to try out this approach with my learners and to catalogue the impact this change in approach had on their learning, their confidence and their resilience. I was also influenced by the strategy of the Learning Pit (2007) created by James Nottingham which I was introduced to during my second Bridging Experience. The Learning Pit is a concept which encourages learners to view their struggle to complete a certain task or to learn a certain idea as a natural part of the learning process - only by entering the pit and persevering through it can you succeed in climbing out the other side, emerging as a stronger, more knowledgeable learner. I introduced this concept to my learners during this lesson inspired by Austin's butterfly, along with the notion of sustained effort. When the children were finished with their first Gruffalo drawing, many - used to moving straight from one task to another in their school life, often with little or no reflection/polishing of their work - were keen to leave this activity and start another one. To prevent this, I had to instil the idea of sustained effort into their minds, helping them to understand that work should not simply be abandoned once it had been completed, but that it is important to look back over what we have done and to see if we can improve upon it. This was quite a difficult concept to impart to Nursery children, but the use of the group feedback helped greatly as the learners appeared excited by this novel opportunity to comment on each other’s work and to work together to make the artwork better. The Austin's butterfly structure also worked well to encourage resilience as the learners have a particular love of painting and the prospect of being allowed to do more of it kept them at the task longer than perhaps would have been possible had I tried this activity with a numeracy or literacy activity. In this way, knowing my learners allowed me to craft the most appropriate lesson to allow them to learn the advantages of sustained effort and resilience.
What have you learned?
I have learnt that trying to teach Nursery-age learners to develop sustained effort and resilience can be a difficult undertaking. Limited attention spans and the fact that they are accustomed to moving swiftly from one activity to the next with little or no reflection on the work they have just completed both proved to be potential barriers to learning. If I did this again, I would spend more time introducing the concept of reflecting on your work as a means of improving it before I introduced this particular activity. That said, most children were hooked by the chance to continue painting, as this is an activity the learners always enjoy and one they have previously asked to do more of. This taught me that it is important to always craft lessons to your learners' prior interests when trying to incorporate something new as it has a much better chance of being accepted by them and of being a success. As a result, the learners began to understand that work does not have to be set aside the moment you have finished it, but that there are advantages and valid reasons for going back to it and working hard to make it better. I think having this be a group task also encouraged the children to be more resilient as they fed off each other and were less inclined to give up and walk away when their friends were still participating. Also, I found that holding up evidence of their improvement side by side (first attempt and second attempt) really helped to motivate learners and bring them back on task when they grew distracted. It taught me that visual evidence of progress is a very useful tool when trying to build resilience in pupils. I shared my findings with my Class Mentor and the TAs who all agreed that they had seen a significant improvement in the children's resilience and effort and that this was a facet of learning which should perhaps be promoted more explicitly in order to help prepare them for Reception and beyond.
What next?
Following on from this experience, I now intend to make the concept of sustained effort a far more prominent part of my practice. This experience and my research into Growth Mindset and the Learning Pit has shown me how important a trait resilience is and how I should strive to actively promote it in my learners. It is particularly useful for those learners who are quick to give up on a task as it provides them with an authentic reason for persevering with their work. I have also seen how it can be used to help MAT learners look over and polish their work, encouraging them to extend their learning and push themselves to do better. In the past I have been guilty of allowing them to finish as their work is already of a comparatively high standard, and this is something I will actively prevent myself from doing from this moment on. I have also learnt how the Austin's butterfly model has the potential to prevent learners with lower attainment levels from becoming disheartened when they compare their work to their MAT classmates, by shifting the emphasis from competing with your classmates to competing with yourself - something I believe could prove to be a very positive adjustment and do much to support learners’ self-esteem and motivation levels. This mindset is something I intend to promote in my classes going forward.  I will share my findings with my Senior Mentor in my upcoming progress review and also with my fellow PGCE students in the group chats we have set up to share good practice and teaching tips. 

Professional Experience Template 2: Pattern Lesson
Pedagogy Standard: Refining: Differentiation
What did you do and why?
A fully differentiated lesson plan on the subject of patterns. During my time in my first placement, I have been able to closely observe and better appreciate the differences between learners’ current attainment levels. After a mid-placement review with my Senior Mentor, it was suggested that I might benefit from using this knowledge to fully differentiate my lesson plans. Keen to try this out, I took the advice on board and used it when planning my next lesson on the subject of patterns. I split each activity up into three levels: red, orange and green (representing low, medium and high attainment) and carefully set out the resources, lesson objectives and success criteria for each of the three levels. This allowed me to differentiate between the learners based on their current levels and to ensure I was supporting those who needed extra scaffolding, whilst also extending the knowledge of the MAT learners. I also included extension tasks for each coloured-tier, meaning that children were not limited by their current level and - if during the course of the lesson they were able to progress further - the planning and provisions were already in place to allow them to challenge themselves by moving on to an extension task. I was influenced in my decision to do this by my Class Mentor, who herself uses the red, orange and green system - and by my Senior Mentor who suggested I should fully differentiate my lesson plans in addition to the lesson activities themselves. I was also guided by my independent research into the benefits of differentiated learning. In particular, John F. Pane's (2015) assertion that personalising learning to meet the specific needs of individual learners generates positive results. However, as Hatcher (1998) warns, it is important never to differentiate on anything other than current attainment levels (such as gender, class, etc.) and this is something I work hard not to do. I try to achieve this by being careful not to make prior judgements about which learners belong in which colour category in any one lesson, but instead am guided entirely by their work on the day. In this way, it is the learners themselves who determine their current level, rather than having the teacher impose a level onto them. I feel this approach is particularly important in Nursery, as many of the activities undertaken and the skills being taught are entirely new to the learners and so I as their teacher have no evidence of their previous attainment levels in this area on which to base my judgements. As such, it is important to provide appropriate differentiation and then allow the learners the space to determine which level of provision best matches their current abilities. This helps me to avoid making any premature judgements which may prove to be false and which could potentially hinder a learner’s ability to engage fully with the lesson as a direct result. 
What have you learned?
In fully differentiating my planning for this lesson, I felt I had a much clearer sense of what I wanted the learners to do. I also felt I had a better idea of what level they were subsequently working at as I could simply compare their engagement during the lesson against my lesson plans to assess their current attainment. This saved me precious time and also made my assessments more accurate as they were backed up by hard evidence rather than anything subjective. I found this way of working very valuable and am keen to continue on in this vein for the remainder of my placement and beyond. Although I am aware that some in education are against the notion of any ability grouping (Boaler, Wiliam and Brown, 2000), I believe that differentiated lesson plans - and allowing the learners themselves to determine which group they fall into through their own actions throughout the lesson, is a fair and productive way of teaching and learning. I felt the learners benefited from this approach as it allowed them to work at a pace and a level that was challenging but not stressful for them, helping them to extend their learning without compromising their wellbeing or impeding their enjoyment of the activity. It also allowed me to identify their strengths and weaknesses more quickly and to adapt my teaching accordingly to meet the needs of each learner in an individualistic and holistic manner. Differentiating my plans also enabled me to feel better prepared and more confident during the lesson as I had a clearer sense of what I wanted from the learners and what I would use to assess their understanding as the lesson progressed. 
What next?
As a result of this experience, I have now seen how differentiating my planning can benefit my learners, myself and my colleagues by making it easier to assess each learners' current attainment. This then allows me to mould the scaffolding and provisions I provide them with accordingly to meet their individual needs. This approach was particularly useful when delegating activities to TAs as it gave them a clearer structure to follow and allowed them to monitor each learners’ understanding more accurately and less subjectively by checking them directly against the differentiated plans. I have also seen the benefits of including an extension task in each differentiated level so that no learner is left to stagnate once they have finished their work, but is instead challenged to push themselves and increase their skills by engaging in further participation. I would now like to research how to help extend my MAT students even further so that I am not limiting their learning in any way, but am actively putting measures in place to ensure they reach their full potential. I will share these findings with my Senior Mentor during our next meeting, as she was the person who first suggested I differentiate my lesson plans in this way and I am keen to let her know how helpful I have found this strategy and how it has enabled me to better serve the needs of my learners and TAs as well as significantly improving my own practice. 

Professional Experience Template 3: Microteach
Pedagogy Standard: Advancing: Blended learning
What did you do and why?
A collaborative exercise in which myself and two fellow PGCE students came together to design and teach a short lesson on a subject of our choice. Due to the restrictions surrounding the Coronavirus pandemic, we were unable to deliver our lesson in person. Instead, we endeavoured to overcome the pedagogical challenges involved in delivering an online lesson by devising and using a range of imaginative approaches to ensure our session remained as interactive and engaging as possible. To this end, I suggested beginning the lesson on plastic waste with a scavenger hunt (slide one) in which the learners had to search their houses and bring back three items made of plastic. The intention behind this was both to demonstrate how prevalent plastic is in our lives and to hook learners' interest through a practical task. My decision was influenced by the Constructivist theory that individuals learn best through independently building links between objects and ideas (Piaget, 1951). I was also conscious of Whitehead's (2010) assertion that physical literacy is a valuable way of supporting learners' connections with each other and the wider world around them. This felt particularly important given that the pandemic meant we all had isolate in our own houses and so finding a way to create a sense of community and interaction between the learners was crucial. I did this by creating a shared, physical experience. We also created a PowerPoint presentation and used Microsoft Teams to deliver it as a group, with each of us taking turns to present. We chose to use a blend of visual aids, videos, quizzes and animation in our PowerPoint to make the lesson engaging and current and to work around the barriers put in place by the Coronavirus restrictions. Similarly, we ensured that the learners engaged with the lesson and the learning using a wide variety of methods. Learners worked individually and in groups and gave answers by raising their hands, writing in the chat function and/or by being called on to provide an answer. In using both pictures and words throughout the PowerPoint we were guided by the principle of dual coding (Paivlo, 1971), which states that pairing text and images can increase the digestion and retention of knowledge. We used this technique throughout the PowerPoint to underline our lesson and to try and help the learners to understand and remember the knowledge being imparted more readily.
What have you learned?
​​​​​​​The experience taught me that being imaginative in your approach as a teacher is crucial. It has taught me how to adapt a lesson and the range of teaching methods I employ during it to better meet the needs of the learners and to navigate around potential barriers to learning. It also enabled me to improve my digital skills by refining and expanding my knowledge of useful applications such as Microsoft Teams and Kahoot! quiz  (slide twelve), both of which should stand me in good stead going forwards. We successfully used blended learning techniques by including a varied mixture of teacher-led, individual and group work into our lesson. As a result, the learners were presented with an engaging and interactive lesson which aimed to deliver the serious content in a relevant and interesting way. In addition to sharing the lesson with my fellow PGCE students, I will take the techniques I have learnt with me into my placements and use them to inform and augment my practice. I am particularly keen to incorporate hooks and physical literacy elements into my lessons now that the Microteach has taught me how valuable they can be. The experience has also taught me how blended learning techniques have the potential to expand the scope of a lesson and allow it to more easily incorporate the Four Purposes (Donaldson, 2015). For example, the scavenger hunt allowed us to address the healthy, confident individuals portion of the Four Purposes in a relevant and authentic way, by encouraging the learners to move around and engage in some physical exercise. Equally, the Kahoot! Quiz allowed us to address the need for learners to be ambitious, capable learners and also enabled us to bring in AfL by assessing the learners’ answers in the moment and immediately evaluating which teaching points needed clarifying and which they understood well. In this way, widening the range of teaching methods we employed not only made the lesson more dynamic and engaging, but also allowed us to impart more knowledge to the learners within that one lesson than otherwise would have been possible. I feel that this experience has helped me to become a more flexible, resourceful and innovative teacher and I am excited to use these newfound skills when I begin my placements.
What next?
From undertaking this experience, I now intend to spend more time developing hooks for my lessons as I have seen firsthand the positive impact they can have on learners' engagement levels. I am keen to explore apps such as Talkr in my upcoming Nursery placement and use them to provide the lesson with a valid, authentic context and hopefully encourage greater levels of participation and commitment in the learners. Similarly, when I move on Year 4 in the latter half of PTE1, I am eager to bring what I have learnt during the Microteach regarding how employing a wide repertoire of teaching methods can encourage learners to engage more fully and meaningfully with the Four Purposes to bear on a daily basis. I will also seek to identify potential barriers to learning and create imaginative and innovative solutions to overcome these hurdles just as I did during the Microteach. The experience has given me the confidence to trust in my instincts and to believe in my abilities as a teacher. I intend to develop my expertise in this area by seeking advice from the teachers in my school placements, picking up practical tips and techniques from experienced staff members and working hard to refine my practice in light of what I learn from them. I know there will also be the opportunity to attend after school staff meetings on Blended Learning, and I am keen to participate in these in any way I can - perhaps even sharing what I have learnt during the Miroteach in a bid to aid my colleagues’ development in this area. I will also share my findings through my lesson plans which will be directly influenced by my research into this area, allowing learners to benefit from my expanding knowledge base.










Part 2: Critical Reflection
Critically reflect on your pedagogical progress, identifying a specific area for professional development and justifying next steps for improvement.

Introduction
“The validity of any assessment rests on its relationship to the purposes and intended outcomes of the teaching and learning process.” (Donaldson, 2015, p. 75). Guided by this principle, whilst engaging with my Professional Learning Passport (PLP) and the second Bridging experience, I began to identify a marked interest in Assessment for Learning (AfL), along with a growing desire to undertake further professional development in this area. In particular, I was struck by the potential AfL offers teachers to use assessment not just as a means of monitoring progress, but also of actively promoting it in learners. While I initially conducted research into this area during the ‘Test’ component of the Bridging experience, the ‘Share’ day, in which myself and seven fellow PGCE students came together to present our findings, revealed that there was far more to this aspect of teaching and learning than I had yet to explore. The need for teachers to become better acquainted with AfL is a pressing one as the incoming Curriculum for Wales intends to embed it into all aspects of future practice, to the extent that it should eventually become impossible to distinguish between assessment and teaching and learning (Welsh Government, 2020a).  On my school placements, I also observed the effects of AfL on the learners and identified potential areas for improvement in my current practice – particularly surrounding feedback, questioning and the strategy of ‘Think, Pair, Share’ which I view as being a natural progression from the ‘Talk to your partner’ strategy I have engaged with previously. In this critical reflection, I shall investigate some of the academic literature surrounding AfL, evaluate contrasting perspectives and draw conclusions from my findings. I will then move on to discuss how these findings could be used to inform my own future practice. I will also outline specific actions which I intend to incorporate into my teaching in order to better engage with AfL in the classroom.  

Critical Discussion 
There is some debate in academic literature surrounding the relationship between summative assessment (SA) and AfL or formative assessment (FA). Some educators have come to view SA in an increasingly negative light, believing it can result in the prioritization of goals over learning (Torrance and Pryor, 2001). These sources tend to regard AfL as a preferable, more holistic alternative (Taras, 2005). Sadler seems to support this idea by defining AfL as a progressive process in which the learner measures their work against the learning objectives and identifies the steps they need to take in order to ensure the former comes to more closely resemble the latter (1989).  Ramaprasad echoes this by implying that AfL aims to close the gap between what is expected or required of a learner and the work that they actually produce (1983). AfL is therefore seen by some in the education sector to be in direct contrast to SA in that it is seemingly less concerned with judging where the learner currently is in their learning than it is with helping them to move forward. 
However, Weurlander et al. state that SA and AfL are in fact more closely connected than some would suggest (2012). Scriven also takes this view, arguing that it is untrue to claim that AfL is a mode of assessment which makes no judgements about learners’ current ‘worth’ and ability levels as these are still primary concerns of the process (1967, p. 42). This claim is seemingly supported by Black et al.’s reassurance that the effective deployment of AfL strategies should lead to learners gaining better exam results (2007). That they cited this as an attractive benefit of the strategy implies that improving learners’ test scores is still very much a motivating factor for teachers who choose to incorporate AfL into their practice. Wiliam even goes as far as to suggest that it is dangerous to view SA and AfL as two wholly separate entities (2000) as teachers who do so risk neglecting the benefits of the former in pursuit of the latter. Yet, while it can be important to remember that AfL ‘encompasses’ SA (Taras, 2005, p. 470) we should perhaps also remember that AfL has the potential to extend beyond the comparatively narrower confines of SA, by not just collecting results, but also actively attempting to use them to improve learners’ levels of understanding (Ahmedi, 2019).  In this way, it could be suggested that AfL is a more pupil-orientated strategy than SA, something which brings it in line with the new Curriculum for Wales which views assessment as a means of assisting each individual learner to improve by identifying how they can progress and what measures need to be put in place to help them do so (2020b). 
A key way in which AfL can be employed to improve learner understanding is through the provision of feedback (Ramaprasad, 1983). Wiliam implies that this process of assessment and feedback should be continual and constant if it is to have a measurable effect on learning (2002). A notion supported by Hattie who contends that feedback is at its most useful when it is provided instantly (2012). However, Hattie and Timperley argue that, by itself, feedback is not sufficient to develop learning and should instead aim to answer these three vital questions: ‘Where am I going?...How am I going?...Where to next?’ (2007, p. 86). Wiliam goes further still, stating that feedback is less important than learners’ responses to it (2010). He purports that focusing on these responses helps to ensure that such feedback does not become formulaic and abstract, but remains a practical and specific tool for improvement (2010). Coe et al. support and extend this idea by stating that feedback which is not theoretical, but which can be acted upon by the learner has the greatest potential of moving them forward in their learning (2020). Petty agrees, arguing that feedback should be rebranded as a series of ‘missions’ which learners must undertake in order to improve (2009, p. 175) As such, it could be suggested that feedback is at its most useful when it is immediate, actionable and directly targeted towards the needs of each individual learner. A notion which is supported by the Curriculum for Wales’ assertion that assessment should acknowledge learners’ differences and allow teachers to alter the guidance they provide quickly and accordingly (Welsh Government, 2020b).
One possible means of generating this form of instantaneous, personalised feedback would be to employ the framework of ‘Think, Pair, Share’. Having researched ‘Talk to your partner’ during the second Bridging experience, it is a valuable exercise to now move on to explore this potentially complementary AfL strategy and to weigh up some of its benefits and drawbacks. Shirley Clarke champions the ‘Think, Pair, Share’ approach, stating that the sort of discussions it generates can provide teachers with a clear sense of where their class is currently and where they need to be taken next (2003). It can also be a popular strategy with learners; in one recent experiment conducted on medical students, 86% of those surveyed felt ‘Think, Pair, Share’ was a valuable exercise and the report found the underlying pedagogy could easily be adapted to suit a vast range of other disciplines (Carpenter et al., 2020). While Ahmedi suggests some AfL strategies can be used by teachers to keep their pupils in line (2019), in allowing learners to openly air their views, ‘Think, Pair, Share’ has the potential to become an empowering activity for the pupil (Welsh Assembly Government, 2010a). This freedom over – and increased responsibility for - their own learning is something which Black and Wiliam allege is vital if learners’ efficiency levels in the classroom are to be raised (1998). Equally, this AfL technique could also help to promote a classroom environment in which all voices and contributions are heard and in which collaboration and respect are key (Welsh Assembly Government, 2010b). In this way, the incorporation of AfL strategies such as ‘Think, Pair, Share’ could be used by schools as an engaging and relevant way of introducing learners to many of the underlying values of the Four Purposes – such as confidence, ambition and ethical behaviour (Welsh Government, 2020a). 
However, Hatch warns there is a possibility that learners might only engage with this sort of exercise in a rudimentary, simplistic way which adds little to their overall understanding (2020). She suggests one way of trying to ward against this would be to include teacher modelling of appropriate language and examples prior to the learners speaking out. Lemov also puts the emphasis on the teacher, suggesting they can improve the quality of feedback received by providing learners with strong, open-ended questions (2015) which have the potential to inspire a deeper level of critical reflection. This focus on broadening learners’ understanding could also be seen to align the AfL with the Curriculum for Wales, which states that assessments should view progression as the acquisition of a greater degree of sophistication rather than a learner’s ability to retain a larger amount of information (Welsh Government, 2020b). Furthermore, by attempting to improve the quality of talk, the ‘Think, Pair, Share’ AfL strategy could help to contribute towards the LLC Statement of What Matters which speaks of the need to support learners to be able to express themselves more clearly and reflectively through language (Welsh Government, 2019b). 
This suggestion that questioning plays a significant role in AfL deployment is echoed by Petty who contends that strong questioning is essential if AfL is to have an effective and measurable impact on learning (2009). Yet, despite the strength of the questioning being vital, Kerry states that it is often weaker in inexperienced teachers who make common mistakes such as asking convoluted questions, or failing to prompt learners towards developing a more detailed response, thereby limiting the AfL’s effectiveness (1982). Contrastingly, Yu et al. argue that the benefits of questioning are limited less by inexperienced teachers than they are by teachers who are not sufficiently knowledgeable in the area being discussed (2018). In this way, teachers may need to develop their own subject knowledge and questioning skills before they can hope to use AfLs to generate a positive impact in their learners’ understanding. However, Black and Wiliam argue that this teacher development may still not be enough. Instead, they claim that the questioning process can also be hampered by some learners equating asking a question with being seen to not know the answer, and therefore refrain from doing so to avoid appearing uninformed or ignorant (1998). One possible solution to this problem could be to engage in classroom questioning activities such as ‘basketball not ping pong’ or ‘big questions’ (Welsh Assembly Government, 2010a, p. 42) in which the intent behind asking a question is shifted from finding one, definitive answer, to creating a safe, collaborative space in which multiple answers can be provided and many different questions posed. As such, before the questioning component of AfL can be used to its full potential, work may have to be done by the teacher to improve their own knowledge and capabilities and to cultivate a classroom culture built on inquisitiveness and openness. In this way, if employed correctly, AfL can also help to promote the enterprising, creative contributors strand of the Four Purposes (Welsh Government, 2020a). 


Conclusion
To conclude, AfL is increasingly viewed as an important strand of teaching and learning which can be embedded into lessons to improve learner understanding. It can help teachers to align their practice more closely with the concerns of the Curriculum for Wales by viewing assessment as a means of improving learner understanding on an individual, targeted level (Welsh Government, 2020a). It could also enable teachers to better meet the Professional Standards for Teaching and Leadership by allowing them to engage with Professional Learning and to use the research they undertake to inform their pedagogical principles with a view to advancing the learning in their classrooms (Welsh Government, 2017). Having engaged with some of the literature surrounding AfL, I have identified the potential benefits of using the ‘Think, Pair, Share’ strategy and now intend to introduce this technique regularly into my lessons in order to deepen discussions and promote further engagement. I am particularly inspired by its potential to foster stronger collaboration and relationships between learners, thereby allowing me to authentically incorporate two of the key concerns of the new Health and Well-being AoLE (Welsh Government, 2019). As a result of the insights gleaned from my critical analysis, I also intend to focus on delivering and creating more oppportunities for feedback in lessons. I am very interested in Petty’s notion that feedback should be seen as a ‘mission’ and am keen to invoke this idea in the classroom by reglularly delivering clear, actionable feedback to each learner (2009, p. 175). I have also been inspired to strengthen my questioning skills as the literature has demonstrated how significantly this can impact upon the effectiveness of AfL. I shall do this by conducting further research into resources such as Blank’s Levels of Questions (Blank, 2002) and Bloom’s revised taxonomy (Anderson et al., 2001) before modifying my AfL practice to promote a deeper level of discussion and understanding in and around the classroom. 


Word Count: 2190

Reference List
Ahmedi, Vjollca (2019) ‘Teachers’ Attitudes and Practices Towards Formative Assessment in Primary Schools’, Journal of social studies education research, 10.3, pp. 161–175. Available at: https://web-b-ebscohost-com.ezproxy.uwtsd.ac.uk/ehost/detail/detail?vid=0&sid=06492854-050f-4ddc-844f-f38a1ad1cd9a%40pdc-v-sessmgr01&bdata=JnNpdGU9ZWhvc3QtbGl2ZQ%3d%3d#AN=139132101&db=eue (Accessed: 2nd March 2021).

Anderson, L. W. et al. (2001) A taxonomy for learning, teaching, and assessing: a revision of Bloom’s taxonomy of educational objectives. New York: Longman.

Black, P. and Wiliam, D. (1998) Inside the Black Box: Raising Standards through Classroom Assessment. London: King’s College London, School of Education.

Black, P. et al. (2007) Assessment for Learning. Maidenhead: McGraw-Hill Education.

Blank, M. (2002) ‘Classroom discourse: A key to literacy’ in Butler, K. and Silliman, E. (eds.), Speaking, reading and writing in children with learning disabilities: New paradigms in research and practice. Malwah, NJ: Erlbaum, pp. 151-173.

Carpenter, Phillip B et al. (2020) ‘Improved performance in and preference for using think‐pair‐share in a flipped classroom.’, Medical education, 54.5, pp. 449–450. Available at: https://onlinelibrary-wiley-com.ezproxy.uwtsd.ac.uk/doi/full/10.1111/medu.14085 (Accessed: 2nd March 2021).
Clarke, Shirley (2003) Enriching feedback in the primary classroom: oral and written feedback from teachers and children. London: Hodder & Stoughton.

Coe, Rob et al. (2020) ‘Great Teaching Toolkit Evidence Review’, Evidence Based Education. Available at: https://www.gepacademies.com/wp-content/uploads/2020/06/Great-Teaching-Toolkit.pdf (Accessed: 26th February 2021).

Donaldson, Graham (2015) Successful Futures. Available at: https://gov.wales/sites/default/files/publications/2018-03/successful-futures.pdf (Accessed: 23rd February 2021).

Hatch, Emily (2020) ‘Going Beyond “It Sounds Good”: Developing Student Capacity to Give Meaningful Feedback’, General music today, 33.3, pp. 29–35. Available at: https://journals-sagepub-com.ezproxy.uwtsd.ac.uk/doi/full/10.1177/1048371319892241 (Accessed: 2nd March 2021).

Hattie, John and Timperley, Helen (2007) ‘The Power of Feedback’, Review of educational research, 77.1, pp. 81–112. Available at: https://www-jstor-org.ezproxy.uwtsd.ac.uk/stable/4624888?seq=1#metadata_info_tab_contents (Accessed: 2nd March 2021).

Hattie, John (2012) Visible Learning for Teachers: Maximizing Impact on Learning. London: Routledge. 

Kerry, Trevor (1982) Effective Questioning. London: MacMillan. 

Lemov, D. (2015) Teach like a champion 2.0 : 62 techniques that put students on the path to college, 2nd ed. San Francisco: Jossey-Bass. Available at: https://r1.vlereader.com/Reader?ean=9781118898628 (Accessed: 3rd March 2021).

Petty, Geoff. (2009) Evidence-based teaching a practical approach, 2nd ed. Cheltenham: Nelson Thornes. Available at: https://r1.vlereader.com/Reader?ean=9781408507100 (Accessed: 3rd March 2021).

Ramaprasad, A. (1983) ‘On the definition of feedback’ Behaviourial Science, 28, pp. 4-13.

Sadler, D. Royce, ‘Formative assessment and the design of instructional systems’, Instructional Science, 18, pp. 119-144. Available at:  http://michiganassessmentconsortium.org/wp-content/uploads/Formative-Assessment-and-Design-of-Instructional-Systems.pdf (Accessed: 27th February 2021).

Scriven, M. (1967) ‘The methodology of evaluation’ in Gagne, R., Tyler, R. and Scriven M. (eds.) Perspectives on Curriculum Evaluation. Chicago: Rand McNally.

Taras, M. (2005) ‘Assessment: Summative and Formative: Some Theoretical Reflections’, British Journal of Educational Studies, 53.4, pp. 466-478. Available at: http://www.jstor.org/stable/3699279 (Accessed: 2nd March 2021).

Torrance, H. and Pryor J. (2001) ‘Developing formative assessment in the classroom: using action research to explore and modify theory’, British Educational Research Journal, 27.5, pp. 615-631. Available at: https://www-jstor-org.ezproxy.uwtsd.ac.uk/stable/1501956?sid=primo&seq=1#metadata_info_tab_contents (Accessed: 2nd March 2021).

Welsh Assembly Government (2010a) How to develop thinking and assessment for learning in the classroom. Available at: https://hwb.gov.wales/api/storage/663d00fd-9c3b-4003-9a1f-0012bad39fad/how-to-develop-thinking-and-assessment-for-learning-in-the-classroom.pdf (Accessed: 25th February 2021).

Welsh Assembly Government (2010b) Why develop thinking and assessment for learning in the classroom? Available at: https://hwb.gov.wales/storage/2d2b99cd-5431-421e-ac8b-8608fe0edf05/why-develop-thinking-and-assessment-for-learning-in-the-classroom.pdf (Accessed: 25th February 2021).
Welsh Government (2017) Professional standards for teaching. Available at: https://hwb.gov.wales/api/storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-standards-for-teaching-and-leadership-interactive-pdf-for-pc.pdf and leadership. (Accessed: 26th February 2021).
Welsh Government (2019a) Health and Well-being. Available at: hwb.gov.wales/curriculum-for-wales/health-and-well-being/principles-of-progression/ (Accessed: 25th February 2021).
Welsh Government (2019b) Languages, Literacy and Communication. Available at: https://hwb.gov.wales/curriculum-for-wales/languages-literacy-and-communication/statements-of-what-matters/ (Accessed: 25th February 2021).

Welsh Government (2020a) Developing a vision for curriculum design. Available at: https://hwb.gov.wales/curriculum-for-wales/designing-your-curriculum/developing-a-vision-for-curriculum-design/#progression (Accessed: 24th February 2021).

Welsh Government (2020b) Supporting learner progression: assessment guidance. Available at: https://hwb.gov.wales/curriculum-for-wales/supporting-learner-progression-assessment-guidance/#the-purpose-of-assessment (Accessed: 24th February 2021).

Weurlander, Maria et al., (2012) ‘Exploring formative assessment as a tool for learning: students' experiences of different methods of formative assessment.’ Assessment and evaluation in higher education, 37.6, pp. 747–760. Available at: https://web-b-ebscohost-com.ezproxy.uwtsd.ac.uk/ehost/detail/detail?vid=0&sid=d32b98f5-8e83-4004-91c2-e27959c0a148%40pdc-v-sessmgr02&bdata=JnNpdGU9ZWhvc3QtbGl2ZQ%3d%3d#AN=79379255&db=eue (Accessed: 5th March 2021).

Wiliam Dylan (2000) Integrating summative and formative functions of assessment. Available at: https://discovery.ucl.ac.uk/id/eprint/10001151/ (Accessed: 4th March 2021).

Wiliam, Dylan (2002) ‘Thinking Through Assessment: An Interview with Dylan Wiliam’, English in Education, 36.3, pp. 47-60. Available at: https://www-tandfonline-com.ezproxy.uwtsd.ac.uk/doi/pdf/10.1111/j.1754-8845.2002.tb00767.x?needAccess=true (Accessed: 5th March 2021).

Wiliam, Dylan (2011) ‘What is assessment for learning?’, Studies in educational evaluation, 37.1, pp. 3–14. Available at: https://www-sciencedirect-com.ezproxy.uwtsd.ac.uk/science/article/pii/S0191491X11000149 (Accessed: 1st March 2021). 

[bookmark: _GoBack]Yu, Yue et al. (2018) ‘Questioning supports effective transmission of knowledge and increased exploratory learning in pre‐kindergarten children’, Developmental science, 21.6, pp. e12696-12704. Available at: https://onlinelibrary-wiley-com.ezproxy.uwtsd.ac.uk/doi/pdfdirect/10.1111/desc.12696 (Accessed: 3rd March 2021).
29

