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Critically reflect on your progress in planning, preparing and teaching lessons that incorporate specific pedagogical principles. (This evidence should be taken from your Professional Learning Passport –PLP.) 
Identify one of these pedagogical principles as an area for development and justify the next steps in your development.

Mezirow defines critical reflection as, “a critique of the presuppositions on which our beliefs have been built.” (Mezirow, 1990) He goes on to further elaborate that:
“What we perceive and fail to perceive, and what we think and fail to think are powerfully influenced by habits of expectation that constitute our frame of reference, that is, a set of assumptions that structure the way we interpret our experiences.”
 (Mezirow, 1990)
As such, it can be drawn that the purpose of critical reflection in the context of teaching is to enable the practitioner to identify their own prejudices or ‘blind spots’, in order to form a more whole interpretation of events transpiring within a classroom. This can then be analysed to give specific next steps for development, without the threat of judgement being clouded by preconceived ideas about factors such as a specific child, learning technique, or variable.
Pedagogy consists of “the study of the methods and activities of teaching” (Cambridge.org, 2019). From this, we can see that pedagogy is not just related to the practical act of teaching itself, but the study of it – and therefore effective pedagogy-centred teaching necessitates critical reflection. The twelve pedagogical principles that form the basis for curriculum design across the 2022 Welsh Curriculum are identified by Donaldson in the 2015 report, Successful Futures Independent Review of Curriculum and Assessment Arrangements in Wales. These state that good teaching:
1. maintains a consistent focus on the overall purposes of the curriculum
2. challenges all learners by encouraging them to recognise the importance of sustained effort in meeting expectations that are high but achievable for them
3. means employing a blend of approaches including direct teaching
4. means employing a blend of approaches including those that promote problem-solving, creative and critical thinking
5. sets tasks and selects resources that build on previous knowledge and experience and engage interest
6. creates authentic contexts for learning
7. means employing assessment for learning principles
8. ranges within and across Areas
9. regularly reinforces the cross-curricular skills of literacy, numeracy and digital competence, and provides opportunities to practise them
10. encourages learners to take increasing responsibility for their own learning
11. supports social and emotional development and positive relationships
12. encourages collaboration
(hwb.gov.wales, 2020)
The specific professional standards chosen to meet these principles for the purposes of this critical reflection are Cross-curricular Themes, Assessment, Blended Learning Experiences and Real-Life Authentic Contexts. These standards have been discussed within the lesson reflections found within the Appendix. The professional standard selected as an area for development is Assessment, which will form the basis of this critical reflection. This area for development was chosen due to the recording of Exit Ticket results as described in the Appendix, which has raised questions regarding the application of this form of Assessment being used in the upcoming swap to Foundation Phase, due to the existing lesson plans having taken place within Key Stage 2, and therefore have a written component that would not be easily transferred to a younger age range.

Literature Review
Assessment for Learning & Constructivism
Assessment for Learning, as explained by The National Foundation for Educational Research in England and Wales, 
“[…] refers to any assessment activity that guides learning. Unlike summative assessment which evaluates pupil knowledge and achievement after a period of learning is complete, assessment for learning involves evaluating small content areas as part of the ongoing learning process.”
(NFER, 2010)
According to the CFBT education trust, previously the Centre for British Teachers, the origins of Assessment for Learning arose due to Constructivist influenced pedagogical teaching becoming more mainstream and revealing flaws with traditional ideas of assessment (Flórez and Sammons, 2013). Constructivism, “[…] supports alternative assessment practices that are at odds with traditional instruction and assessment.” (Anderson, 1998). According to Short and Burke, traditional forms of assessment have, 
 “[…] been seen as an outside force that is imposed upon the curriculum generally and the learner specifically. It has been externally imposed because of several assumptions—that the questions which drive the curriculum must be supplied by outside recognized experts, that the vast majority of what is to be learned is already known, digested, and organized, and that there are acknowledged correct responses to the curricular questions which are to be asked.”
(Short & Burke, 1991)
This idea that there are set, specific answers that must be acquired by all students in the same manner is rejected by Anderson. She states that traditional assessment’s focus on standardised testing and ‘product’ rather than ‘process’ based goals does not mesh successfully with the idea of the individualised learner experience favoured by Constructivist thinking (Anderson, 1998).
The CFBT education trust goes on to further explain that Assessment for Learning consists of 4 pillars (Flórez and Sammons, 2013). These pillars are questioning, feedback, peer and self-assessment, and the formative use of summative assessment. As formative and summative assessment have been the focus of the lesson plan included in the Appendix, they will be the focus of this critical reflection. Assessment for Learning’s effects and impacts have been explored in depth, with one recent study in Sweden of 22 Year 4 Maths teachers. The results showed that the classes in the intervention group utilising Assessment for Learning methods significantly outperformed the classes in the control group (Andersson and Palm, 2017). Another recent study of formative assessment in the context of the 2009 PISA assessment found that, 
“[…] formative assessment is positively related to students’ reading achievement directly and indirectly (through teacher–student relationship and attitude towards reading) for all students. […] Using a nationally representative data-set, this study provides empirical evidence that formative assessment is positively related to students’ reading achievement in general. In addition, this study provides preliminary evidence to show the potential of formative assessment to help reduce achievement gaps between Black and White students.”
(Li, 2016)
This study, however, relied upon a questionnaire issued after the assessment to teachers and students, which gave some room for inaccuracies. As the study took place over 65 countries, ensuring the same conditions and criteria for each is impossible, making the data less reliable.
Whilst there is a predominately positive reception to Assessment for Learning across current literature, there are significant questions raised by the nature of the studies undertaken. Most studies of Assessment for Learning, according to the CFBT education trust, have been undertaken as, 
“[…] relatively small-scale professional development programmes, with voluntary participants who are keen to try out the new approach. Thus, most studies have worked to a greater or lesser extent with ideal groups in ideal circumstances, which are not always the ones found in the wider population of teachers and schools.”
(Flórez and Sammons, 2013)
As such, there has been less opportunity for the testing of techniques in alternative settings, with little guidance on the wider introduction of Assessment for Learning. In addition to this, the CFBT education trust identify three specific reviews in which there is consideration of,
“[…] the lack of theoretical precision as a major problem in research processes carried out by the ARG in England.”
(Flórez and Sammons, 2013)
This means that, despite the promising results and response to Assessment for Learning, it may be problematic for schools to blindly introduce Assessment for Learning techniques without a more thorough understanding of the theory backing it up.
In Stocks and Prospects: Research on Formative Assessment in Secondary Classrooms, a paper presented at the Annual Meeting of the American Educational Research Association by Tierney and Charland, an average was taken of a total of 30 studies, conducted across 13 countries and exclusively within a Secondary school setting.  
By comparing data taken from the studies, Tierney and Charland put forward that the range of research published on Assessment for Learning,
“[…] can best be described as international and diversely focused, but a stronger interest in the subject of Science, and a reliance on qualitative methods are seen.”
(Tierney and Charland, 2007)
Whilst Tierney and Charland do not take a specific viewpoint on this, at minimum it can be drawn that there is a general bias towards the study of Assessment for Learning techniques within Science subjects, which hypothetically may see a greater rate of success due to their tendency for student-led investigation and discussion. Qualitative methods have the benefit of an open-ended approach, which generates unique perspectives in contrast to a multiple-choice style approach. However, the reliance on qualitative methods reduces the amount of statistical data available, and this makes the results difficult to measure or compare. This means that, as studies have been conducted in unique learning environments, it is difficult to draw specific recommendations or see the scale of the benefits offered by Assessment for Learning outside of these environments. 
Another concern highlighted by Tierney and Charland is that there is a relatively low number of studies where student opinion is considered or even recorded, whilst there is a higher quantity with recorded educator opinion (Tierney and Charland, 2007). Whilst clearly, the educators’ opinion on Assessment for Learning techniques is important as they are the ones putting the techniques into practice, students play an even bigger role as the subjects. As such, student perception needs to be considered in order to form a full view of the impacts of Assessment for Learning.


Formative Assessment
As described previously, the four pillars of Assessment for Learning are questioning, feedback, peer and self-assessment, and the formative use of summative assessment.
In order to be able to understand the best application of assessment, it is important to distinguish between formative assessment, and the above description of summative assessment as conducted “after a period of learning is complete” (NFER, 2010). The term formative assessment is defined differently across the field of research, and as such for the purposes of this critical analysis, the definition given by Black and Wiliam in the 1998 article, Assessment and Classroom Learning is used as follows.
“We use the general term assessment to refer to all those activities undertaken by teachers—and by their students in assessing themselves—that provide information to be used as feedback to modify teaching and learning activities. Such assessment becomes formative assessment when the evidence is actually used to adapt the teaching to meet student needs”
(Black & Wiliam, 1998)
Whilst the above definition of formative assessment implies that it is the adaptation of subsequent teaching by the educator that differentiates formative assessment from summative assessment, Black and Wiliam later go on to distinguish the process of formative assessment from the student’s perspective. Within the article, it is paraphrased from previous studies as:
“[…] the sequence of two actions. The first is the perception by the learner of a gap between a desired goal and his or her present state (of knowledge, and/or understanding, and/or skill). The second is the action taken by the learner to close that gap in order to attain the desired goal.”
(Ramaprasad, 1983)
As such, for assessment to be formative, there must be a direct influence on the learner’s ability to recognise the goal and progress towards it, rather than the educator orchestrating the changes by themselves. 

Teach Like a Champion
Whilst there are many areas to explore within the broad field of Assessment for Learning, the school referenced in the Appendix primarily uses techniques found within the Teach Like a Champion instructional series of books authored by Doug Lemov. Within Teach Like a Champion, both formative and summative assessment is broadly referred to as Checking for Understanding. The aim of this is for students to develop confidence in making mistakes and learning from error.
Whilst there is very little peer reviewed data or discussion regarding the successes or shortcomings of Teach Like a Champion, the methods described within have been used in schools under different names to a large degree already. Methods such as Turn and Talk, Exit Tickets, the use of mini whiteboards and cold calling are a few of the most used. These also appear within most literature describing Assessment for Learning, and as such have formed the focus of the lesson reflection found within the Appendix.

Cold Calling
It is generally expected that all lessons will involve some degree of classroom discussion. Whether this is through questions asked to students, with students volunteering answers, or through a general group discussion format, there will always be a certain number of students less willing to join in. This could be due to several factors such as a lack of confidence or subject knowledge. It has been implied in Constructivist theory that students will not gain a full understanding of what is being taught when simply sitting and listening- it is the active participation in the task that constructs their knowledge, whether this is through discussion, or another means (Hyslop-Margison and Strobel, 2007). As such, the educator has a responsibility to ensure that all learners are receiving equal opportunities for expansion of their knowledge. Simply relying on a ‘hands up’ approach is not sufficient, as those less willing students will not engage. This necessitates the method of Cold Calling, in which the teacher selects students to answer, whether they have volunteered or not. In a 2018 paper exploring The Effects of Practice-Based Training on Graduate Teaching Assistants’ Classroom Practices, it was found that,
“When participation is enforced, students should be more likely to hold themselves and each other accountable, leading to an increase in focused time on task.”
(Becker et al., 2017)
This has two effects, the first of which is that students must all listen to ensure that, if they are cold called, they have an answer. The second is that by formatively assessing students through other methods, the educator can then target specific students for questioning. This may be to gain a further understanding of the student’s level of understanding but may also be a means to gain another opportunity to explain a misconception or mistake that certain students are continually making. 
A downside to Cold Calling, however, is that students may feel picked on or targeted by the teacher. According to S. Hlas in a 2014 journal article exploring Formative Assessment,
“Creating a supportive environment in which "pupils are comfortable with giving a wrong answer" is also important to improve dialogue in the classroom (Black, et al., 2004, p. 12). [Cold calling] should be saved for classrooms in which a supportive environment is already established.”
(S. Hlas, PhD, 2014)
This may especially be the case in classrooms with students who are frequently slower to understand new information, as they are less likely to have a correct answer if Cold Called. Cold Calling may also be disheartening to students keen to show off their knowledge- if a child who does not have their hand up and is chosen gives an incorrect answer and the educator moves on, a child who had their hand up with the correct answer may feel that the educator is deliberately ignoring them. 

Exit Tickets
Another way to engage with students that do not commonly volunteer within the public lesson setting is using Exit Tickets. Exit Tickets are short tasks given to students either after an introductory activity, or at the end of a lesson. They are focused on the content that has been covered in the preceding activity or lesson and are a formative assessment of understanding. The Exit Tickets are not graded (although a record of the results may be kept for the purposes of evaluating progress) and as such are a low stakes activity for the students. This relieves the pressure for students in feeling like they are being tested and form a written record for the educator to refer to when planning their next steps. 
Within the lesson reflection found in the Appendix, Exit Tickets form an important element of planning the next lesson and influenced seating plans and referral to additional support in areas such as literacy or numeracy.

The effectiveness of Exit Tickets is dependent however on their design. If a task is too long, or complex, students who otherwise have a good understanding of the core knowledge may struggle. Additionally, if the task is too simple or easy, then all students will be able to correctly answer, reducing the amount of useful information for the educator. Most importantly, for the Exit Tickets to be considered a form of formative assessment according to the definition given by Black and Wiliam, they must be used to influence subsequent teaching. Marshall further elaborates on this by explaining that, 

“Ideally, student responses inform the next stages of learning by highlighting whether teachers should clarify ideas, reteach them, extend them, offer practice, introduce new ideas, or restructure future instructional activities”
 (Marshall 2018)
In this case, the students do not necessarily undertake the self-assessment aspect of Assessment for Learning, which means that the educator must make sure that goals are clearly communicated in the next lesson for students to be able to understand what aspects of their work or knowledge must be expanded upon.

Next Steps & Conclusion

The Welsh Government’s Hwb website describes reflective practice as, 

“opportunities to reflect critically and candidly on current practice and being open to others’ reflections on how practice can be improved or developed.”
(hwb.gov.wales, n.d.) 
Throughout my lesson planning, I have received feedback on how best to achieve the Professional Standards, as well as ensure effective teaching. I have then reflected on these following the required Professional Experience template required for the Professional Learning Passport. This reflection has taken the form of a three-part reflection documenting the lesson and reasons for specific elements, what was learned through undertaking the experience, and my next steps for further progress. 

In the duration of my placement with the school described in the Appendix, I have observed and put into practice a wide variety of Assessment for Learning techniques, within the context of the Teach Like a Champion guidance utilised by the school. As the placement was with a class consisting of a wide ability range of Year 3 students, I have been able to record the impact of each of these techniques on a broad sample. One of the complicating elements is that due to the global impact of Coronavirus, the last uninterrupted school year for these students was Reception. There is a very low reading level across the class, with approximately a third of the class having a reading age below their actual age. This has meant that methods such as the use of mini whiteboards and Exit Tickets has necessitated varying degrees of scaffolding, as well as the simplification of tasks. It has also meant that students who struggle with reading and comprehension often tend to observe their peers before answering written questions, which skews the results. This is particularly evident in Maths, where students who are otherwise mid-ability but struggle with reading word problems will copy from a neighbour and obtain an incorrect answer for a problem that they would otherwise be able to do if delivered verbally. However, the success of Exit Tickets to record understanding and influence my lesson planning is significant. My record of maths Exit Ticket results and their subsequent analysis for numeracy understanding was used by the class teacher to refer specific children for maths interventions and was used in planning an upcoming parents’ evening. This is in addition to my own usage of the results to plan my next lessons, which saw an improvement in understanding for 12 of the 16 students who had made fundamental mistakes in the previous lesson. As such, the focus on Exit Tickets alone has contributed to my progress in attaining the Professional Standards of Assessment, Recording and Reporting, and Evaluating the Impact of Changes in Practice.

As my next placement is with a Year 1 class, I anticipate further difficulty in expanding my approach to include peer assessment, as well as the continued use of written formative assessment options. Some ways in which I could develop these for use with a younger age range could include verbal Exit Tickets. As there will be less whole-class teaching and more small-group teaching, this would be executable as a question asked at the end of the session to formatively assess understanding. This could then influence the planning of the next lesson, or impact upon continuous provision by, for example, the provision of numbered blocks to assist with place value recognition. The explanation of the Learning Objective for the day or session is another way in which I could expand my use of Assessment for Learning, as this is not an area that I have previously explored the effects of. This could be verbal, as well as displaying a dual coded written and image-based Learning Objective on the board for children to see throughout the day. 
My identification of Assessment as an area for further development has enabled me to more critically examine the basis and application of Assessment for Learning techniques and has enabled me to have a more detailed plan for next steps I plan to take within the Foundation Phase. I plan to continue with the recording of data relating to formative assessment, as it has proven to be an excellent tool for both my own professional development, but also for supporting the children themselves in their learning.
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