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Write a Critical and Analytical Essay that Discusses your Practitioner Research ‘Lesson Study’ in Relation to a Chosen Field.

Aim, Focus and Purpose:
The focus of this research is investigating how we can improve pupils’ self-reflection skills through the use of self-Assessment for Learning strategies in the Foundation Phase. During my recent Professional Teaching Experience (PTE) placement, both my senior mentor and I believed that Assessment for Learning (AfL) was an area of my personal practice that required further development and improvement for teaching, with particular emphasis on extending these skills for the Foundation Phase. Formative assessment is a necessity in the teaching profession, and the child-centred element of AfL will be a significant feature of the new curriculum (Harrison and Howard, 2009; Donaldson, 2015). My personal aim, therefore, was to further develop AfL techniques suitable for the age group, which will allow me to improve my understanding of children’s reflection of their own learning.  However, in addition to these personal aims, classroom-based research is now a Governmental requirement for teachers obtaining Qualified Teacher Status (QTS) in Wales (Welsh Government, 2017), providing foundation skills for future and continuing professional development. 
	
Research Context:
After discussing possible topics for the research with my two partners, we chose to focus on pupil reflection and self-assessment. We agreed that the purpose of this research was to enable Foundation Phase pupils to reflect on the quality of their learning, including lesson objectives and methodology, at a deeper and more accurate level. This was to be achieved by building on the existing AfL practices of the respective schools to support pupil self-assessment through a Red, Amber, Green (RAG) scaling system, and providing the pupils involved in the research with the tools, interaction and feedback required to improve their abilities to reflect on their learning experiences. We therefore agreed on the research question: ‘how can we improve pupil self-reflection through self-Assessment for Learning strategies in the Foundation Phase?’
However, we all had experienced different levels of AfL in our respective schools. My first partner (hereafter labelled Partner 1) and I were placed together in a small, rural primary school in South Wales that does not follow specific formative assessment programmes or courses in the Foundation Phase, with AfL varying depending on the teacher and their personal teaching practice. Nevertheless, there is currently an existing difference in the pupils’ level of reflection between the children in our two classes. My class consists of 30 Reception and Year 1 pupils, while Partner 1’s class is made up of 30 children in Year 1 and Year 2. The latter class undertake self-assessment using the RAG-based strategy more frequently than my class, as they have the ability to do so more independently due to their age. However, my second research partner (hereafter labelled Partner 2) attended a large, rural primary school in West Wales that did follow specific procedures for AfL in the daily routine across the whole Foundation Phase. Partner 2’s class is made up of 22 Reception pupils. While these pupils are obviously much younger than those in Partner 1’s class, these Reception children use the self-assessment strategies far more often than the previous two classes. We therefore believed that this would be an interesting topic to investigate. Understanding the current differences between the three classes, we would assess if enhancing existing techniques can improve the children’s reflective skills that are recognised by scholars as essential for their future learning.  

Literature Review: 
	Our two main themes of self-assessment and metacognition are intrinsically interlinked, as developing pupils’ ability to reflect and discuss are vital components of the self-assessment skills. Elements of these are feedback and self-regulation, which are the two highest rated interventions on the Sutton Trust’s Teaching and Learning Toolkit, both having high impact ratings, each with a gain of 8 months (Sutton Trust-EEF, 2018). This is also an area that has been looked at in increasing detail over the last few decades, with pioneering research from scholars such as Sadler (1989), Black and Wiliam (1998a, 1998b, 2006) and Clarke (2001, 2008). While these are now considered older works, teaching practitioners and researchers still consider them to be vital readings for understanding formative and summative assessment, with particular emphasis on the benefits of the former.
	In 1989, Sadler established the need to include the children in AfL strategies. He asserted that pupils need to have an understanding of three ‘conditions’: firstly, the ‘goal’ or lesson objective and success criteria of the learning; secondly, their ‘actual level of performance’; and finally, the required next steps to progress further and ‘close the gap’ from their current attainment and where they desire to be (Sadler, 1989: 121). Essentially, Sadler (1989) emphasised that the child-centred approach that the government were advocating also needed to be carried out in assessments to ensure that pupils learn from their misconceptions and previous work to understand how and why they needed to improve (Harrison and Howard, 2009). One limitation of this work is that the author simply stated the areas that needed development to enhance the learning of students and provided suggestions to combat this, instead of noting what actually works with children and what strategies constitute as good practice in the classroom. 
	While Black and Wiliam (2006) recognised the importance of Sadler’s (1989) findings ten years earlier, it was their work produced in 1998 that would be considered the turning point in the field, establishing AfL into classroom practice (Pollard et al, 2008). This ensured that educators ‘acknowledge the power of formative’ assessment in raising pupil attainment, motivation and cognitive thinking, instead of placing the emphasis on quantitative data derived from results and scores from summative assessments (Clarke, 2001; 2). In the absence of evidence of a single, successful strategy, Black and Wiliam (2006) promoted the use of a collection of approaches that, when made effective, had the ability to reform the educational system. The authors asserted that self-assessment in particular is ‘essential’ and should be undertaken by pupils from young ages to enhance their reflective skills, in addition to being good classroom practice (Black et al. 2004: 14; Black and Wiliam, 1998b). However, their original research discussed investigated AfL in Key Stage 2 ages and above, and as formative assessment was still relatively new, these approaches were often recommendations based on prior practice that they believed needed evolving (Black and Wiliam, 2006). Their suggestion for more qualitative-based assessment was still regarded as new in literature at the time (Black and Wiliam, 1998a). Even now, schools that are praised for good practice due to their use of self-assessment techniques still rely on some quantitative data collection to show improvement (Estyn, 2017). Nevertheless, their research found that formative assessment did ‘raise standards of achievement’ overall, and that the key areas that can accomplish this can also be undertaken in the primary classroom (Black and Wiliam, 2006: 21).
	While Black and Wiliam (1998b) established what needed to be done to enforce this change in education to achieve the ‘significant [and] substantial’ benefits of effective formative assessment (Black and Wiliam, 2006: 11), Clarke’s work (2001, 2008) examined putting these findings into practice. Her work was designed to aid teachers in implementing effective and successful formative strategies, which she showed through numerous case studies, enhanced children’s learning to significant degrees (Clarke, 2001, 2008). She also stated that metacognition is one of the key elements of formative assessment and promotes that growth mindset ideology (Clarke, 2014: 4). One of the strengths of Clarke’s proposed strategies is that she has been trialling her theory in schools. Additionally, they adapted the methods used in practice as research progressed to ensure that educators undertake the most relevant and successful formative approaches today. Clarke’s work (2001, 2008) has also influenced other researchers (Loxley et al. 2014; Faragher, 2014) in recognising how teachers can adjust their current practice to make the most from the benefits of formative strategies that include pupils in their own assessment, such as sharing success criteria, developing a more open questioning style and providing more effective feedback.
	Self-assessment and reflection in particular for younger learners can be quite difficult, as they are still developing the communication and basic cognitive skills that are necessary for self-evaluation during reflection. Adapting Black and Wiliam’s 1998 work to focus specifically on primary school children, Harrison and Howard (2009) state that teachers have used the popular traffic-light strategies to ensure that pupils’ self-assessment skills can be honed from a young age. This also ensures that their judgements can be used for the pupils’ personal next steps, in addition to informing the teacher’s assessment of their students through qualitative findings (Harrison and Howard, 2009). While this may seem a basic system, it can be adapted to suit the age of the children. Additionally, researchers have acknowledged that metacognition in young children to be influenced by a number of aspects, such as social factors natural for children at this stage in education (Whitebread et al., 2007). For Foundation Phase pupils, it gives an indicator of their confidence with certain topics, while adding specific questions and criteria can enhance the reflective techniques of the Key Stage 2 students (Larkin, 2009).
The influence of these works has been shown in both current curricular documents (Welsh Government, 2013) and the developing curriculum for Wales. Like Black and Wiliam (2006) and Clarke (2008), Donaldson (2015) emphasises the need for pupils to be more independent and take more responsibility for their learning. Taking all of this information into consideration, we were able to structure our methodology to enhance the interventions effectively to assert whether they can improve self-reflection among Foundation Phase students.

Methodology: Lesson Study 
The methodology used to undergo this research is based on Peter Dudley’s (2016) Lesson Study model. Lesson Study is a ‘classroom action research’ approach that aims to improve teacher practice, which in turn will improve the quality of learning available for pupils and the progress they make in their lessons (Department for Children, Schools and Families, 2009; Dudley, 2014). The main aspect of Lesson Study is that it incorporates collaborated teaching to plan, reflect and adapt teaching approaches to improve a specific aspect of learning and/or teaching practice. It also allows teachers to benefits from the non-participatory practitioners observations of children’s learning and report back any areas that need more exploration or development, enabling the practicing teacher to have a fuller understanding of their class’  (Dudley, 2014). The findings of the collaborative research are designed to aid inexperienced teachers as well as experienced teachers, and to use the knowledge of others to improve their pedagogy and general classroom teaching (Dudley, 2015; 2014). 
The Interventions:
Despite the fact that self-assessment is generally carried out in more depth in Key Stage 2, pupils from the Foundation Phase can still benefit from these skills (Larkin, 2010). Not only does it prepare them for their future learning experiences, but exposure to self-assessment and developing metacognitive thinking at a much younger age has been recognised by theorists to have a significant impact on their understanding and problem solving skills, even if this exposure is only small-scale (Hodgen and Wiliam, 2006). As previously stated, the aim of this research is to improve pupil reflection through the use of specific self-assessment tools for Foundation Phase pupils. These tools all derive from the RAG-based self-assessment strategy, whereby the children use the provided intervention to rate their understanding, confidence and general learning experience. This strategy is used in both schools in the everyday classroom practice. Our RAG interventions would be used at the four stages identified in the observation schedule, spanning from the introduction to the plenary (appendix x), to support pupil reflection on their current learning. As indicated in previous studies, this would include their current levels of understanding of the specific topic and provide us, as the researchers, with insight into the pupils’ confidence and comprehension of the self-assessment used (Harrison and Howard, 2009). The RAG strategies differed slightly between the three members of the group. My self-assessment tool was a visual method using a RAG fan for pupils to present their coloured face to represent their personal rating. Partner 1’s strategy was a verbal method, using the words ‘sizzle’ for green, ‘crackle’ for amber and ‘pop’ for red. Finally, Partner 2’s intervention was more practical in nature, as the children are provided with lollypop sticks which they then place into one of the three coloured buckets representing the RAG ratings. Effective feedback and questioning would also be integrated into the lesson to support the pupils in their reflections. The aspect from the research that would feature so prominently in this study would be the children’s direct inclusion in reflecting upon and evaluating their own learning, achieved through pupils’ self-assessment that would be enhanced through discussion with the participating practitioner and their peers.

Data Collection:
	As a group of three, we were able to follow the process illustrated by Dudley (see appendix x), at it is a tested method that has seen results in numerous case studies (Dudley, 2014: 5). This encompassed the step-by-step process of planning the use of our AfL intervention for research lesson 1, teaching/observing this lesson, interviewing the three selected focus pupils and finally the post-lesson discussion and final evaluation of the pupils’ use of the intervention provided and their respective level of reflection throughout the session, and the adjustment of our methods to ensure the most effective practice (Dudley, 2016: 5). This process was then repeated for lessons 2 and 3, with the latter’s post-lesson discussion also discussing the overall results from all three lessons.
	The methods of data collection for the research were observations and field notes from non-participating practitioners, the questions and feedback from the pupils during the focus group interview, and finally our personal reflections on specific aspects of the sessions. All these elements were included in our overall evaluation of the session that were discussed with all researchers. To record our findings, we adapted Dudley’s ‘observation and discussion sheet’ (2016: 11) to create our own observation schedule (see appendix x). The non-participating practitioners used this in each lesson to record the field notes collected on the three focus pupils. The observation notes made by the practitioner leading the session were integrated into the ‘brief observer reflections’ at the end of the observation schedule (appendix x).
In accordance with Dudley’s Lesson Study style, the data that would be collected during this research would largely be qualitative. This data would be compiled of the pupils’ opinions, reflections, discussions with either the researching practitioner or with their peers, and any additional observation notes made by the non-participating practitioners. However, to measure the pupils’ level of reflection at the specific points in the lesson study (identified in appendix x), we created a scale of reflection based upon the Leuven Scale of Involvement (Leavers, 2011). The scale of reflection (see appendix x) was used throughout the lessons by the non-participating observers when collecting data through their their field notes, but also when the lessons were concluded, to come to a decision about the pupils’ level of reflection for the interview and their overall level of reflection for the lesson. We believed that this would give a general indication of the pupils’ reflective abilities to highlight at what stages they were their strongest, for example during the main focus task, or discussing their intervention’s effectiveness in the group interview. While this could be considered quantitative data, it would represent a summary of the qualitative data that was collected at each stage of the lesson. 
	 
Questioning
While we developed specific questions for the focus group interview (see appendix x), we also believed that we would need to plan certain questions for the main activity. The nature of the qualitative methodology allowed for a style of questioning that would be open-ended, making provision for the children to take their time in answering (Mack et al. 2005). While we understood that this may be time-consuming, research had told us that it is only through this approach to questioning pupils that they can develop their opinions to truly reflect on their learning, while also providing them with opportunities to have any problems or misconceptions explained to them (Black et al. 2004). The responses from the questioning during the main activity would allow both the participating and non-participating practitioners to assess the pupils’ reflective skills and their use of the intervention resource in place.
Sampling:
To select our focus children, we adopted a combination sampling approach. Purposeful, or purposive, sampling was the method used when selecting the pupils, a method particularly useful and popular for qualitative research (Mack et al. 2005). This allows the researchers to select a small number of ‘information-rich’ participants who adhere to specific criteria that are directly related to the research question, providing an in-depth case study instead of less focused evaluations of a larger group (Patton, 2002: 230; Mack et al., 2005). This strategy was particularly suitable for this research, as all the children in these classes use the AfL interventions in their usual classroom routine, and would therefore be able to provide us with detailed qualitative data specifically about the self-assessment tools. 
However, the children involved in the research had to have obtained parental consent and freely given their personal assent to participate in the Lesson Study. Purposeful sampling strategies have their limitations, largely due to subjectivity (Patton, 2002). However, the considerations made for the children due to consent and assent arguably lessened the issue of bias for the purposeful sampling strategy. Those involved would all share the characteristics required to be informative case studies for the research into AfL, but could only be selected if the appropriate consent was provided.
Mack et al. (2005) also suggest consulting local experts, meaning the class teachers, as to the sample selected, as they were more knowledgeable about the pupils’ nature and willingness to participate. While this was a consideration that was discussed during the planning of the methodology, it bared little difference on the day, as all teachers involved confirmed that the pre-selected pupils would be suitable for the research. All these considerations resulted in having two boys and one girl in lesson one; two girls and one boy in lesson two; and two girls and one boy in lesson three.
Practitioner’s Reflections of the Lesson:
	The personal reflections of each member of the research group was recorded in an Assisted Reflective Conclusions (ARC) model (appendix x). Each practitioner completed an ARC evaluation of their own lessons, detailing the strengths and weaknesses of the lesson, focusing on the effectiveness of the intervention in relation to the research question, and what required further development for the next research lesson. The ARCs also show the participating practitioner observations made throughout their session, evaluating and recording their own view of the lesson, in addition to that made by the non-participating members in the observation schedules. Therefore, the ARCs completed following Lesson 1 and Lesson 2 also influenced any refining necessary regarding the implementation of the intervention, or level of interaction necessary, for the following research lesson. 

Ethical Considerations:
To complete the Lesson Study research, each member of the group had to complete an ethics form that was reviewed and accepted by the university’s ethics board.  The lessons themselves were characterised as normal classroom practice, as the aim of the research was to adjust existing tools and intervention within the respective schools and enhancing them through extended questioning and discussion, both between the pupil and the participating practitioner and also between the pupils themselves. Throughout the research, the children, teachers and schools engaged in the study have remained anonymous to protect the confidentially of all involved. Additionally, the ethical codes of the British Educational Research Association (2011) and the university’s own ethical code of practice (2017) were followed throughout the research, in addition to the safeguarding policies of the respective schools. 
Pupil comfort and wellbeing was the most vital element of the ethical considerations. For the safety and protection of both the pupils and ourselves, a teacher was present at all times and the interview was conducted in the same style as normal classroom practice, ensuring that the pupils felt relaxed at all times. Therefore, a significant element of ethical consideration for this research was the pupil’s assent and comfort throughout the lesson study. Only children who had obtained parental consent and given their personal assent participated in the research. Nevertheless, we still asked the whole class to provide assent, despite knowing that only the pupils with parental consent would be eligible to participate. Asking for the assent of the whole class prevented the specific children advised for the research to be singled out, while also reassuring the other children that they were not being left out or isolated (ref). In each lesson, the children provided a yes or no answer in the form of circling a smiley face or a sad face, as some of the children are still not able to write their names independently and to conserve time. The participating practitioner also had to maintain observations of the body language of the children to ensure that they seemed comfortable throughout the entire session, reminding the children that they did not have to answer or participate if they did not feel comfortable in doing so. 
	An introductory statement was provided at the beginning of the session to inform the children about the nature of the research session, and how it differed to a normal lesson. Informed consent is a vital element of qualitative research in particular, as it directly focuses on the person rather than the data they provide the researchers (Mack et al. 2005). Similarly to the questioning discussed in the methodology section, this statement was always done in language that the children could understand, to ensure that the research incorporated an inclusive element between the researchers and the pupils. 
	Finally, it was imperative that the opinions and discussions of the children were appreciated and accepted. Not only would our research be based on these responses, but also the freedom to have and express opinions is a fundamental right included in Articles 12, 13 and 14 of the United Nation’s Convention of the Rights of the Child treaty (United Nations General Assembly, 1989). As outlined in the various ethical codes (BERA, 2011; UWTSD, 2017; Education Workforce Council, 2017), the responses provided by the children during the interview would not be fabricated and would be in accordance of the safeguarding policies of both the university and the schools involved. It was important to gain the children’s honest opinions about the interventions and their effectiveness from the point-of-view of the pupils involved for the research. 

Analysis of the Lesson Studies
Lesson 1:
[bookmark: _GoBack]	Our first research lesson was a Maths morning session with Reception/Year 1, taken by myself. The self-assessment tool used in this lesson was the RAG fan, made up of the three colours and stating the general level of understanding associated with each colour (see appendix x). In accordance with the ethical codes and planned methodological approach of the research, the session began with selecting the focus children who had obtained the necessary parental/guardian consent, explaining the nature of the Lesson Study to the children and obtaining the pupils’ assent. Pupils A, B and C were selected and they freely provided assent to participate in the Lesson Study. The introduction also explained that the class would be using their RAG fans to self-assess their work, but that it would be used throughout the lesson, instead of being used only at the end of the focus task.
	The content of the lesson itself was based on calculating ‘one more’ and ‘one less’ of a number (see lesson plan in appendix x). When the children were not doing the focus activity, they were in independent, enhanced or continuous provision areas on a rotational business. The topic itself was one that the class teacher had recently visited with both Reception and Year 1, although at different levels. The pupils were given different situations in which they could apply this skill and self-assess their understanding of the content using their RAG fans. The non-participating researchers were observing and recording the data provided by the focus children in the observation schedule. Also, as previously stated the scale of reflection would be used throughout the lesson, largely by the non-participating observers, to judge the level of the pupil’s reflective skills at the specified stages.
The first instance of testing the class’ knowledge and reflective abilities was during the introduction. As described in the lesson plan (appendix x), a group of children stood at the front and the rest of the class were instructed to calculate how many children would be standing if one more was added, or if one was taken away. This was generally met with correct calculations and significant engagement, and the children were then asked individually to calculate specific sums. I asked Pupils A and B to show me one more of specific numbers, which they answer correctly. Following this brief introduction, the children were asked to use their RAG fans to self-assess their understanding of the task. Pupil A quickly presented their colour, showing a green face. When questioned why they chose this rating, they visually justified their understanding by moving the counting chick resource from the 0 on the number line up to the number 1. Pupil B showed some confusion when using the fan, initially holding up all three colours. After some clarification of the purpose of the fan, Pupil B holds up the green face. Pupil C was the last to present their rating, as they were initially preoccupied and using the fan as a toy with some other pupils. After I regained their attention, Pupil C held up green, but did not present any reasoning for choosing this particular rating. At this level, all three pupils were still deemed to have a very low level of reflection. Although Pupil A justified her rating, it was considered to be impulsive self-assessment with little reflection, while Pupils B and C seemed to simply copy the ratings of other children.
The focus activity was a worksheet that aimed to make the children use the appropriate language in addition to applying the calculation skills (appendix x). They were also provided with their fans, along with number lines and chicken counters to represent the physical movement of adding one more on to a number and taking one away. This proved effective as the children saw the chick moving up and down the number line in accordance with the calculation presented. They were asked to choose a number and move the chick to the appropriate place to show that it had taken one more step. As Pupil A and Pupil B are in the same ability group, they underwent the task at the same time, while Pupil C completed this task with his group later in the lesson. Pupil A once again demonstrated a strong understanding of adding one more to various numbers and quickly moved on to the one less questions. However, Pupil A continued to add instead of subtract for these questions. When this was clarified and the pupil seemed to understand, Pupil A began counting backwards on the timeline, but became temporarily distracted by the toy chick. When Pupil A returned to work, they once again began to add for the ‘one less’ questions without using the number line resource to help. When asked to RAG rate their work so far, Pupil A once again selected Green. When questioned if they thought the ‘one less’ questions were correct, Pupil A responded ‘no’. It was suggested that this would indicate the Amber rating, as an ‘almost there’ evaluation. The pupil agreed but did not seem to fully understand the significance of the Amber rating, insinuating that little progress in developing their reflective skills had been made since the introductory activity. 
This also seemed to be the situation with Pupil B, who had been watching Pupil A calculate the ‘one more’ sums. Pupil B also needed more guidance with the content from myself. When it came to their self-assessment, Pupil B once again held up all the faces from the fan. The colours were once again clarified, and Pupil B recognised that at this stage they were Amber. While this showed some acknowledgement of their own ability during the task, the pupil still showed limited reflection on their progress. They presented only what they thought they could do presently, rather than thinking about what they needed to do to improve, showing fixed mindset characteristics instead of the metacognitive thinking required to progress on to the next step. Therefore, both Pupil A and B were still deemed at this stage to be at a very low level of reflection. The main difference with Pupil C, however, was that the child recognised his mistakes. Similar to Pupil B, Pupil C was initially struggling, both with the content and the self-assessment resource (see appendix x, stage 2). However, when I went through the RAG colours again, and asked the pupil questions about the work, Pupil C accepted that the connotations of the Amber rating mostly matched their current learning, stating that only some aspects of the work was easy. Pupil C showed more consideration at this stage of the lesson than the other two students, and was consequently ranked as a low level of reflection, despite the previous lack of engagement.
Probing in questioning (Mack et al. 2005).
Dunphy (2010) has claimed that interviews a beneficial in making the pupil more involved with discussions with their teachers, in addition to ascertaining the cognitive understanding of the children. This was certainly true for Pupil B, as they contributed more information as the interview progressed, showing a full engagement with the discussion, despite being unable to reflect beyond basic terms of identify what they did with the intervention tools. The need to adapt teaching approaches when necessary is widely recognised as good practice, but… 
Lesson 2:
Again, the pupils in Lesson 2 seemed more willing to participate in discussions as the interview progressed. …

Lesson 3:
The findings of the second research lesson showed that the integration of learning partners into the self-assessment process aided pupils in their reflections. This did not transform into peer-assessment whereby the pupils grade each other on their learning, but rather that it provided the children with a method to justify their RAG ratings to another person, and thereby enhancing their assessment experience and also reflecting upon their learning at a deeper level. This was demonstrated in the literature consulted, as practitioners have recognised that children can often show their understanding of a skill or fact by explaining it to another person, in particular to a peer where they feel most comfortable and in control, which in turn reinforces their reflective abilities (Loxley et al. 2014; Clarke, 2008). Therefore, prior to the commencement of the final research lesson, our triad decided to maintain the element of peer-discussion to reinforce self-assessment that was first used in Lesson 2. However, we would further develop their reflections by providing the children with sentence starters to scaffold their responses. Although Partner 2’s class were more accustomed to using the RAG resources and reflection, they were still younger than Partner 1’s class, and therefore required help with the language element of the self-assessment, rather than the actual cognitive skills. 

Research Findings in Relation to Research: 
Larkin (2010) states that the teaching of young children in particular is often distracted from enhancing metacognitive skills due to the practicalities of the classroom practice, such as keeping the children focused on the task at hand and ensuring that the children truly think about their learning instead of simply trying to finish as soon as possible. This results in the ‘slowing down of the process of thinking’ that prevents children from assessing their skills and methods in any sense of developing reflective practice (Larkin, 2010: 5). This was certainly evident at times across all three research lessons, but particularly prevalent with Pupil A and Pupil C in Lesson 1. While Pupil A simply repeated the same RAG rating, Pupil C was distracted by other children and with the fans themselves. It is evident why scholars have therefore generally focused on the use of formative assessment strategies with older pupils, as these children are still predominantly interested in the resources instead of the cognitive skill of reflection. In contrast, the children involved in Lesson 3 were far more familiar with the process involved with self-assessment using the lollipop sticks, and while they occasionally had to be reminded as to what each colour represented, these pupils generally were able to ascertain and discuss their strengths and weaknesses with their peers quite naturally. This is something that Black and Wiliam (1998b) and Clarke (2008) states should occur to further develop the pupils’ manner of thinking and, by extension, improve their general attainment and enthusiasm for learning.
	It is also evident that there are benefits to teacher participation during the self-assessment and reflection of these young children. While the more practised children in lessons two and three were able to use their peers to help justify their RAG ratings, the children in lesson one who are less familiar with reflection and self-assessment needed the participating practitioner to truly access the required metacognitive thinking to evaluate their work (Whitebread et al. 2007; Robson, 2016). The findings also show that the children who were more practised in using their RAG resources still benefited from the extra input of the practitioner, as they honed their reflections in further and began to truly understand what reflection is for and how it can help them with their learning. This supports Clarke’s (2008) findings in utilising all assets available to ensure that the AfL strategies in place are effective in ensuring that the children can see the direct benefits of such interventions. 

Conclusions 
While the ARC detailed my immediate reflections following my research lesson (Lesson 1), analysing the data from the whole three lessons has been of significant use in understanding the effectiveness of the intervention provided, and also the effectiveness of the intervention in my class specifically regarding the aid provided by the resources to improve pupil reflection. Continual reflection upon prior practice is required by all teachers to ensure that there is development and refinement in teaching approaches that will inevitably achieve the most effective learning experiences for the children (Pollard et al., 2008).
	Additionally, one limitation of using the scale of reflection, and therefore any qualitative data, in this type of research is that some of the children are still at a very young age and their metacognitive thinking is only one element of their overall learning and general skills that are still in early stages of development. For example, Pupil A was deemed to have a level 1 (very low) on the scale of reflection, while the other two students in the class had level 2 (low). Although the analysis justifies the overall rating based on the qualitative data collected, it was largely the pupil’s inability to explain their self-assessment ratings that influenced this final conclusion. However, what must be taken into consideration is that this Reception pupil is still developing communication and language skills. While this is invariably considered for Foundation Phase research, when contrasted with other pupils, a new observer who does not know the child in question may view this as a lack in metacognitive skills rather than communication skills. Therefore, there are some things that are taken for granted when observing for one session and for a specific purpose, as is the nature of this Lesson Study. Longer periods of time would make the data more reliable to ensure that the full picture is considered when assessing children’s abilities. 

Recommendations:
The combination of the lesson study practice and the supporting literature has enhanced my personal understanding and appreciation of the use of AfL strategies, especially when directly involving the children in their own assessment to enhance their understanding of their current level of learning to reflect at a more accurate and deeper level. The nature of this particular research was to investigate the AfL strategies’ impact for one session per participant. Larkin (2010) emphasises that developing children’s reflection and metacognitive thinking requires time to see true results. Therefore, if this lesson study was to be repeated, it would ideally span a number of sessions to investigate if the enhanced intervention through discussion and effective feedback has impacted the reflection of these particular pupils, and their ability to self-assess their work critically. 
	Additionally, if we were to repeat the lesson study, I believe that more should be done to ensure that the children are more involved in creating their personal next steps to access the next level of both the contextual, subject learning, and also their appreciation and development of their cognitive thinking and reflection. Despite discussing what the immediate next steps were for the children, for example to correct a misconception, the next steps recorded in the observation schedules (appendix x) were ones that we ascertained were appropriate. This element of AfL needs to be more inclusive to ensure that the children can understand the reasons for adjusting their methodology (Sadler, 1989). 
This experience will certainly help me in future practice, by expanding the different types of formative assessment that will aid learners to appreciate their work and understand what they need to do to progress further, adopting a growth mindset through metacognition and reflection (Clarke, 2014). This will hopefully ensure that the pupils begin to become more independent at a younger age, and therefore take more responsibility for their learning. 
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	Name of trainee:
	Bethan Evans
	Session ref:
	n/a
	Date:
	27/03/18
	Class:    
	Reception / Y1
	Foundation Phase Focus Plan
2d

	Personal target(s)
	n/a 
	Number of learners:
	30
	Age:
	4-6 yrs.
	

	Learning objectives/intentions: 
	Calculate and recall ‘one more’ and ‘one less’ of a number 
	Success criteria
	Reception: a) recall ‘one more’ and ‘one less’ of numbers within 5; b) calculate ‘one more’ and ‘one less’ of numbers within 10; c) use the number line to show addition and subtraction
HA/Year 1: a) recall ‘one more’ and ‘one less’ of numbers within 10; b) calculate ‘two more’ and ‘one less’ of numbers within 20; c) use the number line correctly to show addition and subtraction; d) identify the direction of addition/subtraction on the number line
	Meeting learners’ needs:
	Differentiated for Reception and Year 1 Curriculum Requirements

	Introduction/plenary tasks
	Main activities
	Resources
	Assessment for Learning (strategies and opportunities)

	This session is building on from prior lessons on the topic of addition and subtraction. The task of this lesson is to see if the children can reflect on their learning efficiently.

Prior to the introductory task, we will be undertaking an assent session, whereby the children who have parental consent to participate in the lesson will either assent or refuse to partake in the lesson study. 3 children will be selected prior to the lesson to be part of the data, and participate in the interview at the end of the session.

Introduction
Is there anything special happening this week and next week? 
I've heard you've all been working hard since I've been away! Miss Burke told me that you have been looking at adding one more and taking away/one less? Can some people come and show me and my friends how you work this out?
Use pupils at the front to demonstrate calculating one more and one less.

RAG rating about the task – predominantly based on their opinions.
	Trainee focused task (purpose, outline of trainee’s role and children’s learning): 
I will be completing a worksheet with the children based on counting ‘one more’ and ‘one less’. Will do a quick revision of the objective using the chicks and the number lines. RAG rate their understanding of this task. 
The children will then be given a worksheet each and also a chick and timeline, one between two.

Differentiation: LA: Will be completing the task with numbers up to 5. Min. 2 examples each (2 for one more and 2 for one less) Extension: numbers up to 10; MA/HA: completing task with numbers up to 10, 3 examples of each. Extension: attempt one more/less with higher number up to 20; HA/Year 1: completing task with numbers up to 20. These children will also be looking at adding on more than one and taking less than one, e.g. 3 more, 2 less. Extension: if this were one more, what would two more be? How can we work this out?/two more/less of other two digit numbers (without number line).

Children will RAG rate after their worksheet task and the extension (if applicable). 
	Number Lines, Worksheets – Focus Task 

RAG fans – Focus Task

Yellow counting chicks – Focus Task

Yellow Eggs, ‘Cracked’ number eggs – Enhanced Provision

PowerPoint - plenary


VOCABULARY
More
Less
Add
Take-away

Self-assess/RAG

I think...
It is... because... 
I found this hard because...
I found this easy because...

Noodles and Rice

	AfL:
This session is a lesson study for a research project focusing on how we can improve pupil self-reflection through the use of self-Assessment for Learning techniques. The main technique to be used will be RAG rating themselves.

The purpose of the session will be to use their RAG rating more frequently within a lesson. There will be a minimum of 4 uses of the RAG fans for self-assessment, 5 uses for pupils who progress on to the extension task. 

How did you work that out? Do you think you could have worked it out a different way? (e.g. number line, putting one number in their head and counting on, etc.) 

How do you feel about this activity? How would you rate yourself at the moment? Explain your rating.

Additional Questions: 
If this were one more, what would two more be? How can we work this out?

Additional AFL:

Lollypop sticks – Questioning for plenary

Dwylo i fyny – Questioning for introduction

	
	Additional adult tasks (purpose, outline of additional adults’ role and children’s learning):
The LSA/Class Teacher will be completing the same task as trainee. 
For more information on additional adults, see attached page.
	
	

	
Mini-Plenary 	
Children will be stopped at specific points and asked to use their RAG fans to self-assess their work.

Plenary
Discuss learning – use name cards to ask children for ‘one more’ or ‘one less’ of a number. 
Using PowerPoint to ask questions. 

Class will RAG rate their main activity.
***
We will also be conducting an interview with 3 pre-selected children who have assented and have provided parental consent.
	
	
	

	
	Independent learning opportunities: 

Enhanced: 
· Writing table: Easter worksheets (counting and colouring)
· Outside learning: one more/one less on the chalk number line. Using the dice to find the number and then finding ‘one more’ and ‘one less’ of that number. (Weather dependent) 
· Maths area: matching up the two halves of the eggs. Using counters to add and take away one more/less. 
Using the yellow egg, take a number and find one more than that number and then one less. Number lines also available to help.
	
	

	Curriculum coverage (range and skills)
RECEPTION: Using Number Skills: Calculate using mental and written methods: mentally recall ‘one more’ of a number within 10; mentally recall ‘one less’ of a number within 10.
YEAR 1:  Using Number Skills: Calculate using mental and written methods: mentally recall ‘one more’ of a number within 20; mentally recall ‘one less’ of a number within 20.

	Literacy (LNF)(AFL)
RECEPTION: Oracy; Developing and Presenting Information and Ideas; Speaking: talk about things from their experience and share information
Oracy; Developing and Presenting Information and Ideas; Collaboration and Discussion: exchange ideas in one-to-one and small group discussions
YEAR 1:  Oracy; Developing and Presenting Information and Ideas; Speaking: talk about things they have made or done, explaining the process.
Oracy; Developing and Presenting Information and Ideas; Collaboration and Discussion: contribute to conversations and respond to others, taking turns when prompted; take part in activities with others and talk about what they are doing
	Numeracy (LNF)
RECEPTION: Using Number Skills; Use Number Facts and Relationships: count reliably up to 10 objects; read and write numbers to at least 10.
YEAR 1:  Using Number Skills; Use Number Facts and Relationships: count reliably up to 20 objects; read and write numbers to at least 20.

	DCF
Used as an aid to lesson.
	Thinking
Reviewing the process/method: Show or describe some of what has been done; identify, in response to questions, what worked and what didn’t. 
Evaluate own learning and thinking: show, in response to questions, some of what has been learned/found out.
	ESDGC
Easter themed – understanding of symbols of Easter and how we celebrate it. Verbal - questions in introduction and plenary – recognising symbols.
	YCC























ModBeirniad Wedi Adfyfyrio (BWA)
Assisted Reflective Conclusions (ARC) Model
Dyddiad/Date: 27/03/2018
Digwyddiad critigol (Ffocws)/Critical incident (focus): Use of self-assessment tool (RAG fan) to develop pupils’ reflective skills

	Profiad/ Experience


	Teimladau/
Feelings
Beth yw eich teimladau ynghylch y profiad?
“What are your feelings regarding the experience?”

	Overall, I believe that the lesson went well and the focus of the session was clearly explored. The pupils were engaged with the self-assessment tool, and used them to reflect to levels beyond my personal expectations. It also clearly showed the next steps required to further enhance the children’s reflections and learning.




	Cofio a Deall/
Remember and Understand
Allwch chi restru’r agweddau ar y profiad dysgu a aeth yn dda?
“Can you list the aspects of the learning experience that went well?”

Pa elfennau o’r profiad dysgi oedd yn siomedig?
“What were the elements of the learning experience that were disappointing?”

	What went well:
· Considering that my class don’t often use the self-assessment strategies too frequently (and when used, they are only used in basic terms), the pupils responded well to the RAG fans, particularly the reception groups who have not used them very often at all.
· The interview showed pupils to have a much higher reflection than I initially anticipated. Most understood what the RAGs meant. However, their reflection still requires developing, for example extending through questioning and discussion with either the practitioner or their peers.
· My discussion with the pupils during the tasks ensured that they reflected more frequently and at a deeper level than they would otherwise do.

Disappointing elements:
· Some pupils were simply choosing a colour based on their general preference, as opposed to the basing it on their level of understanding of the topic. This was expected of these children. However, some pupils did show some further reflective development and understanding in the interview and their reasons were justified. 
· I had to continuously remind the children to use their RAG fans, which showed in the interview, as the children recognised that they knew when to use it because I had instructed them to do so. This is clearly something that needs to be developed to ensure that the children reflect more naturally and independently. 
· The Year 1 pupils involved did not have enough time to move on to the extension, which would have provided a different scenario for the children to RAG themselves on, and therefore extending their reflection skills required to move on to the next step.


	Gwerthuso a dadansoddi/
Evaluate and analyse
Beth fyddwch chi’n cadw’r un fath i sicrhau dysgu ac addysgu effeithiol yn y dyfodol?
“What will you keep the same to ensure effective teaching and learning in the future?”

Beth oedd achos yr elfen siomedig bwysicaf?
“What was the cause of the most important disappointing element?”

	Keep:
· While developing and increasing the use of the RAGs, I would ensure that the children would use the tools for a topic that they have previously studied, e.g. the second lesson on adding one more in the fortnight. This will ensure that they reinforce their skill and reflect on what they need to do to take this forward. However, the eventual aim would be that the pupils would naturally reflect upon their learning during any lesson, whether building upon prior knowledge or addressing new topics. However, their skills need to be further developed before these pupils reach this point of self-assessment and self-reflection.
· Prompting by the leading practitioner – this will most likely be required for time to extend the class’ self-assessment and self-reflection. However, with some further development, the level of participation from the practitioner should decrease over time.

Causes of disappointing elements and required changes:
· The lack of frequent use of this AfL technique in this class made the developed reflective process quite unnatural to the pupils, and thus required prompting. 
· Extending pupil reflection through questioning and discussion: this is an aspect that clearly needs developing. This can be done with the practitioner taking the group/session, or discussed with their peers, and then relayed back to the teacher afterwards. 
· The Year 1 pupils required some revision of the topic, i.e. adding x more and taking x less. This required them to think about the problems and the questions more, but left little time for developed reflection. The quantity of work could therefore have been reduced to ensure that the pupils progressed on to the extension task that was more about understanding the method required to add and take away. This would ensure that they truly understood the purpose of the AfL fans to help them in their reflections, and help the pupils calculate their next steps.

	Casgliadau a chamau gweithredu/
Conclusions and actions
Beth yw eich atebion posibl i’r materiaon siomedig a nodwyd?
“What are your possible solutions to the disappointing issues identified?”

Beth ydych yn mynd i’w wneud nesaf?
“What will you do next?”

	Immediately acting for the second and third TET research lessons, I believe that more opportunities need to be provided to the children to discuss their progress. As a group, we have examined the use of peer-discussion for the children further develop their reflections. The pupils would still be self-assessing their work, as opposed to peer-assessment, but the learning partners experience would provide the children with the opportunity to justify their reasoning regarding their RAG ratings with each other, in addition to the trainee. The aim would be that this would provide the children with opportunities to reflect more naturally, despite the reflection activities still being initiated by the trainee. 
Additionally, planning less content may also provide the class more time to reflect upon their learning.
Finally, ensuring that we as trainees are extending the pupils’ reflective skills through the use of questioning is also of vital importance. This will ensure that we can get an accurate estimation of the children’s reflective and self-assessment abilities, which should also ensure that we can provide a honest report of the TET research lessons.






	Y profiad newydd / Transformed experience
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