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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.
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Part 2

Introduction and Justification

This section is an opportunity to look deeper into the experiences I have reflected on in ‘Part 1’. I will attempt to identify an area to develop for my own practice by not only reflecting on this myself but applying relevant literature to inform potential next steps I can take. The steps identified will provide a perfect path and guide to continue my development throughout my time studying to become a teacher.

Throughout my time working on my first placement this year, I have had the opportunity to explore and experience the pedagogical principles (Donaldson, 2015). Having exposure to these in a school environment has been invaluable, though I have identified ‘assessment for learning’ (AfL) as a specific area for development, after considering my experiences so far. In ‘experience template 1’ in the appendix, I outline the success I had when concentrating on using and blending different methods of AfL in lessons. It is important to note that before the second bridging activity, I had not focused my efforts on experimenting with different forms of AfL. As a result of the focus needed for bridging, I noticed an immediate impact and benefit of the use of the tested techniques, which is why I have chosen this as an area to develop. The lesson reflected on in ‘Part 1’ used ‘sharing success criteria’ and ‘peer assessment’ (Black and Wiliam, 1998) and I feel improving my understanding of the others, and how they can be used will be beneficial. I believe that gaining a deeper understanding and having more experience with the many forms of AfL used in the classroom will allow me to continue to make progress for both my own development and the standard of learning in the class.

As further justification for my chosen area, I have only experienced a few of these methods for AfL in school and only in Key Stage 2. As part of my studies, I will also be experiencing Foundation Stage, and believe developing my knowledge of assessment for learning will enable me to discover the best practice for different age groups, as well as different abilities. I am confident that consuming the plethora of literature for this area will only help me in my development.


Critical Discussion

Quality of Questioning

It has been suggested that assessment for learning has four main areas, one of which being ‘quality of questions’ or ‘quality of talk’ (Black and Wiliam, 1998). The process of asking questions in a classroom context is essential and is included in Rosenshine’s (2012) principles of instruction. He explains that asking a large number of questions is an avenue teachers should use to determine understanding in students. This in itself could lead to further questions however, regarding the actual standard and type of questions being utilised in the classroom. Rosenshine points out that more imaginative teachers have used questioning in a way that includes all of the students, such as sharing answers to partners or groups. It is also important to note that this is just one aspect of many principles of instruction, which insinuates that the use of questioning for AfL does not need to be exclusive and could be blended with other methods in a lesson.

Bloom’s Taxonomy (1956) further reinforces the need for questioning in the classroom, underpinning different levels of understanding in the students. This is an example of how teachers are encouraged to ask different types of questions. For example, a teacher may ask short and closed questions to a class in order to reach the ‘remember’ level of the model, and on the other hand a teacher could ask broad and open-ended questions for children to reach the ‘analysis’ section. This model gives clear guidance to teachers as to how to ask appropriate questions, with the purpose of these questions in mind. This is a hierarchical model, suggesting that having the ability to answer short recall answers is essential before being able to progress and answer open questions. Again, this suggests that there is not an exclusivity in the type of questions used and that more than one type is necessary. If the standard of questioning is high then this is likely to promote more deep thinking in students (Coe et al, 2020). Hattie (2012) explains that questioning should achieve deeper levels of thinking, and once this has been achieved then the children are more likely to ‘reinvest’ this thinking. Again, this evidences the importance of effective questioning and how desirable it is in the classroom. 

Whilst questioning is to be expected in school, there should be a purpose and goal in mind when doing so. It is exactly this idea that needs to be in the head of a teacher when preparing and delivering lessons, specifically targeting questions to stimulate critical and deep thinking. This statement is supported by the literature explored above, that collectively suggests that questioning has a more important role than some would think and influences the thinking and progression of the children.

However, in the mentioned work by Coe et al (2020), the authors mention that ‘great teachers’ use long and drawn out questioning in lessons to stimulate the type of critical thinking mentioned already. Although this has been supported by the literature, it seems to contradict the hierarchical nature of Bloom’s Taxonomy model (1956). Implying that ‘great teachers’ use this form of questioning would seem to skip over the ‘remember’ level of the taxonomy and could create issues with students who have not mastered material and progressed to a level of understanding that allows them to answer deeper questions. With the knowledge from these authors, it could be argued that ‘great teachers’ use both short questions designed for recall and memorisation, as well as open-ended questions that promote discussion and critical thinking. Of course, this would depend on the context of the classroom, age and ability of the children, though it is something to consider when using quality questioning as a form of assessment for learning in school.

The notion that questioning in schools should be varied is supported by Shimamura (2018), who explores the idea that learning requires all parts of the brain, moving away from segregated learning styles. This could be interpreted as evidence that learners will need to engage their recall memory, as well as use their creative and critical thinking. However, the ‘relate’ section of the ‘MARGE’ model directly relates to elaborative questioning, asking how and why when offering questions to students. It seems this encourages the use of open-ended and expansive questioning that would lead students to create meaningful links to the material taught. 

Further from this, it would also be in the best interests of the teacher to encourage open and expansive questioning from the children. Butler et al (2020) looks at the benefit of questioning from the children’s point of view and explains the benefits of the children themselves seeking to explore and expand of answers. From this, teachers could gather that there are developmental benefits from creating an environment in school that encourages students to ask their own questions, further from what the teacher offers in lessons. Stokhof et al (2017) reinforces this idea and states that a supportive classroom culture is key to achieving effective questioning in school. 

This idea seems to support the point that broad questions in the classroom are more beneficial than short, recall questions. In line with this, it is suggested that using co-operative techniques could further encourage deep thinking and more expansive questioning (Taufiqur and Murtono, 2021). This study concluded that the use of ‘think, pair, share’ as a strategy had a good impact on the students’ interest in learning. From this, it can be deduced that creating an atmosphere that promotes questioning and sharing ideas could lead to higher interest and development in learners. It could also be said, however, that this was concluded in mathematics alone. Further, it is not possible to conclude that the success of ‘think, pair, share’ was due to the benefits of expansive questioning and discussion, though this could be seen as an encouraging sign to teachers who are looking to utilise this strategy. 

On the other hand, it is important to consider the potential benefits of using short and closed questions in the classroom. These short questions could include those with multiple choice answers. A study was completed to assess the difference between teacher and student created multiple-choice questions, where it was found that there was a better attitude to student-based questions (Fu-Yun and Chiao-Yi, 2021). This coincides well with the previous paragraph that suggested student interaction was beneficial in increasing interest. This study shows that shorter form questions can also be positive for students, if the teacher utilises them carefully. In some subjects in school, it could be argued that using low order thinking and closed questions would be helpful, in mathematics for example (Shahrill, 2013). Though this journal tends to favour open questions, it is pointed out that closed questions that do not require high levels of thinking can be useful, when the teacher aims to achieve this. From this, it is clear that the teacher and their purpose for asking the questions determines the best form of question to use. This places a responsibility on the teacher, but it could also be seen as a freedom of choice for a practitioner, who can blend different styles of questions into their lessons depending on the goals.

Moreover, short and closed questions closely relate to precision teaching, which is a structured approach to behaviour and education used in schools (Evans et al, 2021). This technique is often used for interventions in school and comprises of short, repetitive sessions that aim to improve students’ abilities in aspects such as writing, reading and numeracy. This method has been seen to result in significant improvements in reading levels in primary aged children (Lambe, 2015). This provides more evidence that there is a need for short and repetitive questioning in schools, though this does not necessarily translate into higher levels of education. It is inconclusive as to whether the need for a method such as precision teaching would be as great in secondary schools and college, in comparison to primary schools. As a result, the literature and research still heavily favour questioning that inspires discussion and higher-level thinking.

The main pitfall of closed questioning is expressed by Eliasson et al (2017), in that the very nature of these questions do not allow for the same cognitive levels as expansive questions. They go on to mention that it also does not give students the opportunity to talk about their work. Though this is study is specific to science, it could be applied to other subjects and instances in school and underpins the need for open-ended questions in school. In line with this point, as a by-product of short and closed questioning, the student answering the question has limited time to provide an answer. Black et al (2003) name this ‘wait time’ between question and answer as something to consider when questioning students. Increasing this time leads to longer and more varied answers, as well as increased confidence and participation. This idea to give more thinking time is something that naturally happens with expansive questions, though it could be a strategy implemented in different types of questioning too.

Links to Feedback

A recurring theme from the literature explored is that the use of quality questioning is very rarely seen as an exclusive strategy and is usually accompanied with more stages or sections to achieve success. The use of quality feedback is another area of AfL (Black and Wiliam, 1998) that may tie in well with the implementation of quality questioning. In fact, Black et al (2003) explain that these two areas were the first to be identified and presented success in the early stages of the implementation of formative assessment. This provides encouragement that blending these areas together in lessons could result in successful development and better levels of thinking.

Feedback can come in different forms, such as written feedback in marking and verbal feedback. An example of a written feedback method is ‘feed forward’ marking that provides comments and advice to raise the level of work to what is desired (Lipnevich and Smith, 2018). It seems that the content of the comments can vary, so adopting open ended questions that stimulate thinking in the students could be an avenue of blending this method with the robust benefits of expansive questioning. Burns and Griffith (2014) say that feedback is timely, which would be benefit of using verbal feedback. Further, the authors mention the importance of reflecting on feedback and that this should become a habit. These insights into questioning placed significance on achieving a high level of thinking. This relates to this point in that reflecting on work forces students to revisit their thought process when completing work. This is an example of how good use of feedback can partner with quality questioning to achieve a desired goal.

Clarke and Hattie (2018) mention that feedback can, however, lead to students becoming reliant. This happens as a result of providing too much feedback and therefore taking the opportunity for deeper thinking away. The authors suggest that using ‘stuck strategies’ is a way to avoid the over reliance on feedback from teachers. Having a protocol in place for situations like this could be excellent practice for teachers trying to instil an independent and deep-thinking culture into the classroom. This links back to the ideas from Stokhof et al (2017) regarding the necessity of a supportive classroom in the effectiveness of questioning. It could be argued that this principle relates to the implementation of feedback too.

In summary, it is clear that there is an abundance in work that suggests open and expansive questioning leads to students who achieve high levels of thinking and that this positively effects their development. With this, there are also situations where short and closed questioning can be beneficial, though the goal that is trying to be achieved is the determining factor in which path a teacher should choose. In any instance, it is not necessary to utilise quality questioning in isolation and blending this with quality feedback can also help achieve the goals of the teacher.


Conclusion

In this piece of writing, I have attempted to identify potential areas within AfL that I can develop and utilise in school. I have identified and explored literature regarding the impact questioning and feedback can have on students’ development, as well as the best ways for a teacher to exploit these strategies. Using the ideas discovered, constructing steps to take in my future practice will help me develop during my training.

The first step I have identified is to improve the use of questioning in my lessons. It has been very clear from the research that the use of expansive questions promotes deep thinking, which is desirable for students’ development (Hattie, 2012). To ensure this is implemented, I will plan questions before the lessons, rather than planning the lesson alone and delivering it without any prior preparation. I believe this will allow me to create more specific questioning at a higher quality and will also provide me with time to decide on the purpose of the questioning. To promote participation for these questions, I will utilise ‘think, pair, share’ so that open discussion is encouraged, as well as providing more time for the children to consider their answers.

Second, I will attempt to blend both quality questioning and feedback together and use them both in lessons as my strategy for AfL. Throughout the research, the use of quality questioning was not exclusive and was often accompanied by more steps or strategies in order to be effective (Rosenshine, 2012). Further, the lesson template provided for AfL was also based on using more than one strategy. Though these were different forms of AfL, the concept of mixing more than one together was relatively successful and could be seen as encouragement to continue experimenting. To implement this, I will provide reflective and open-ended questions in feedback by marking. Inspired by feed forward marking (Lipnevich and Smith, 2018), I will pose a question within this marking to stimulate thinking in the students. An example of this would be to ask a student for the reasons behind their answers in marking and provide a space for them to write their thoughts. I believe this will not only encourage deeper thinking, but also encourages the children to reflect on their work and become more independent. As a result, students could achieve higher levels on Bloom’s Taxonomy (1956) and improve development.

Finally, the notion of ‘stuck strategies’ was mentioned by Clarke and Hattie (2018) with the aim to prevent students becoming over reliant on feedback and guidance from teachers. This is an intriguing concept and is something that I will look to use in my own practice by using the ‘eavesdrop’ strategy, where children who need help listen to other children to improve understanding. This strategy is usually used in group tasks that include group discussion, though I feel it can be adapted where children seek advice from peers in other situations and tasks. I am confident that this would be very helpful in creating a supportive classroom, which has been pointed out as key to reaching higher levels of questioning (Stokhof et al, 2017). This point relates to creating sustained effort and resilience in learners, deriving from the professional teaching standards (Welsh Government, 2021).

A ‘stuck strategy’ could also tie in with the previous step identified, incorporating feed forward marking. I feel that promoting the use of the feed forward marking from previous lessons could provide stimulus for thought, encouraging students to think fully about what they already know before asking for help. However, it is important to reassure children that help is always available from the teacher to avoid any circumstance where they feel completely lost in a lesson. This could be seen as a risk, asking children to try and solve problems before asking for help and is something that I will keep in mind when implementing. This is crucial in ensuring the well-being of the students is good, once again relating to the professional standards that need to be met by teachers, posed by the Welsh Government (2021).

In order to reflect on the impact these steps have on my practice, I will include the outcomes in my weekly reflections in my professional learning passport (PLP), giving me the opportunity to make alterations and continue improving. This is important in working in line with the professional standards for teaching, specifically relating to becoming a reflective practitioner and continuing my professional learning (Welsh Government, 2021).

In summary, I have identified potential next steps to continue the development of my own practice and have been enlightened by some very interesting literature. I believe that having explored this area, I am in a fantastic position to gain more experience in school and improve my skills as a teacher.
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Appendix
	Professional Experience Template 1
	

	Pedagogy Standard
	Assessment for learning

	What did you do and why?

	On Wednesday November 17th, I delivered a literacy lesson to the Year 5/6 class I have been working in. This lesson was time I had allocated to plan and prepare for a persuasive letter that the children are writing based on the topic for this term.

As a class, we went through two example letters. One of these was very generic and the other was very details, structured well and included interesting facts, solutions and persuasive writing. As we went through these, I directed the children to note the differences between the two examples. We used the ideas noted to create success criteria as a class. This was ‘sharing success criteria’ as part of the AfL pillars.

Further, I used ‘peer assessment’. Once the children have completed their first draft of the letter, they begin by self-assessing their work, searching for grammar, checking spellings and ensuring all of the sections needed have been included. They would then find someone in the class to swap books with, and peer assess. The peer assessment was to read the work and complete 2 stars and a wish. I encouraged the children to refer to the success criteria when doing this, searching for the more specific points we agreed to include. For example, the class agreed that using a rhetorical question in the letter would work well, so if this was not included, the wish would be to add one.


	What have you learned?

	In relation to ‘sharing success criteria’ which I used at the beginning of the task, this strategy was extremely effective, and made a really big difference in the understanding of persuasive writing from the discussion prior to the examples, and the success criteria created afterwards

The pupils showed a willingness to search for the key points to take out of the examples and had direct exposure to a letter that was very general, and one that showed exactly how a persuasive letter should look. I think this gave them a good comparison and evidenced the difference that the choice of language and level of detail makes.

Peer assessment was a very good method of AfL and was a big help in assessing the work. This added another layer to the assessment process and was a good way to filter the work before I had to mark it before the final draft. I also think it was a good opportunity for the children to read other’s work and pick some ideas up for themselves.

I learned that the children enjoy having the responsibility of checking work and did this to a good standard.

The points raised were a good opportunity for me to see how the work had been edited an improved through no input from myself at all – it clearly links to learners leading the learning, and created an atmosphere that facilitated learning and development

Using more than one form of AfL is possible and was beneficial in this task. I have learned that linking these two methods provided a broad, widespread opportunity for the children to lead their own learning. They did this by identifying what makes a good letter from examples, then ensuring this was being done by assessing each other’s work. 




	What next?

	To increase the amount of engagement in future instances, I would use whiteboard and ask the children to write down persuasive/emotive words from the example as we go and share what words they noted at the end. This would allow a bit more interaction and avoid long class discussions that can be difficult keeping the children engaged.

I will also use progress clocks to record the actual progression of understanding, to gain actual evidence of progression that can be recorded.

I would also consider printing the examples and having the children work in groups, allowing them more opportunity to recognize the good practice themselves, potentially making a whole lesson of it which could link again to Rosenshine’s principle of using more time to provide explanations to ensure understanding.










	Professional Experience Template 2
	

	Pedagogy Standard
	Blended learning experiences


	What did you do and why?

	On Wednesday 17th November, I delivered a numeracy lesson to the Year 5/6 class I have been working with. The class is split into 6 different groups for maths. These are based on ability and year group (Y6 G1-3 Y5 G1-3). A common theme for the high ability Year 6 group is that they understand and master the work a lot quicker than the rest of the class, and therefore can move on to more difficult topics throughout the week.

In this instance, the whole class were working on graphs, specifically line and bar. By Tuesday, Y6 Group 1 had mastered interpreting these and were ready to move on to scatter graphs. The use of blended learning here allowed me to continue working on line graphs with the rest of the class and utilise Chromebooks and Google Classrooms for the high ability group. I provided learning materials for this group and allowed them to watch instructional videos and browse materials whilst I gave the input to the rest of the class.

The class teacher uses this method frequently, so the group are very efficient in signing in, selecting their resources and starting their work.

After completing the input and setting the rest of the class off to start their tasks, I go to Y6 G1 and answer any questions they have, as well as ensuring they have a good understanding of the material. In this lesson, the whole group had consumed the resources and started the task for the day already, showing a great attitude to learning, as well as great understanding.

	What have you learned?

	In using blended learning in this instance, I have learned that providing resources for higher ability groups to consume independently not only allows the children to progress at a pace that suits them, but also gives me the chance to continue working with those struggling with the material without hindering others’ progress.

As the children in Y6 G1 use this blended learning method a lot, they have become accustomed to simply logging in to the Chromebook and opening their resources for the day. This is something that would need to be learned for future classes I have. It may also be a learning process for me to understand which children will be able to digest these resources from the Chromebooks and who would need a more personal delivery.

I have also learned that making the most of the facilities you have in school is vitally important to help the children progress as much as possible. The children in Y6 G1 were more than able to make use of the Chromebooks and headphones. Before this placement, I had not used Google Classrooms, but I have found this to be very useful in setting tasks, homework and providing resources. It is also great that the resources stay on the site indefinitely, so they are readily available if the children need to refer back to them at a later date.

	What next?

	To develop the use of blended learning, I could try creating my own resources (videos/photos) in a way that best suits the needs of the children. 

The resources used for this lesson were slightly broader, taken from YouTube or resource sites, so I think providing more personalised material might increase the level of understanding further. This may also help with the children who aren’t in the higher ability groups comprehend the work better.




	Professional Experience Template 3
	

	Pedagogy Standard
	Real life authentic contexts


	What did you do and why?

	In order to create a real-life context for the children, a task was set to create a persuasive letter to send to the COP26 president Alok Sharma about the issues surrounding climate change.

As stimulus for this piece of work, the children watched videos from COP26 and Newsround, gathering as much information they could as well as completing their own research on Chromebooks. This was a current event which really engaged the children. When completing their own research online, we discussed what types of information are appropriate and why. I feel it is very important for the children to understand not everything they read will be correct, and where they can find reliable information.

The fact that all the issues occurring around climate change are real gave the children extra motivation to create the best letter possible, doing their best to make a difference. Further, the potential solutions that they came up with were things that we could do in school. The children agreed to bring a re-usable water bottle into school rather than single use plastic, which I believe is exactly the impact we want to make when linking learning to real life context. 

Learning about COP26 was a great opportunity to link real life, current events to the children’s learning and exhibit the impact we all make on the world we live in. It is also a topic that we can take part in practically, making changes to our own daily lives as a result of the work we are doing in school. The example above about the water bottles we use in school is evidence that the children really took onboard the information and content of the lessons.

	What have you learned?

	Through this task, I have learned that the children really enjoyed having a real-life context to the work being completed in lessons. I believe learning about current events also gives the children a good understanding of what is happening in the world, but also allows the material completed in school to be as relevant as possible. This was evidenced by the class’ enthusiasm for the topic, both in the dedicated lessons and the changes being made in real life.

I have also learned that using different ways for the children to consume information allows them to stay engaged. For example, the children watched videos, read articles, researched online and more – all to gain a better understanding of the topic and what we need to do to make a difference for the environment. Previous lessons have been more one-dimensional, which the children found more difficult to engage with.

	What next?

	To develop my skills in linking work to real life, I will stay on top of current events and consider how these would translate into the classroom. I always remember the projects during my time in primary school when the World Cup was on. This is something I would love to use in my own practice, as well as other events. 

Further, I will also look to link more day-to-day skills in my lessons such as the use of money and health and hygiene. The latter relates to the Curriculum for Wales new purposes, and I feel I can integrate this into lessons in PE, as well as science (healthy eating/diet, nutrients etc).




	Professional Experience Template 4
	

	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	On November 25th, I delivered a lesson where the children applied the skills they have been learning in maths to their topic for the term.

In maths, the theme for the 2 weeks prior to this was to interpret and construct different forms of graphs and charts. These include bar, bar-line, line and scatter graphs. The topic for the term was ‘Our World’ and had a lot of material based on the ongoing COP26 conference that was happening. 

In order to create a cross-curricular theme for the lesson, I asked the children to choose an appropriate graph to display data they had found online about the population of orangutans in Borneo. Once they had created these graphs, clearly displaying the data, they were asked to give an explanation as to what was happening in the graph and why this was happening. The work they had completed previously on deforestation and pollution gave them a good foundation to explain the reasons for the decreasing population of orangutans.

The aim of the lesson was to take the skills we had learned in maths and to apply them to another topic we have been looking at. This demonstrated the many uses for graphs and allowed the children to think of graphs in a context outside of pure maths questions.

Further, the children were about to start working on a science experiment, where they would need to display their own data in graphs, so I believe this was a good start in using cross-curricular skills.

	What have you learned?

	From this experience, I have learned that linking the skills we have learned in core subjects to different topics allows the children to understand the uses of these skills. 

There were a lot of instances in the task where the children would notice that using a graph instead of words/paragraphs was a much quicker way to convey information. When explaining how we would be using these skills for the experiment coming up, the children also began to understand that these skills will be used in many different contexts. 

I believe completing this cross-curricular task allowed children to showcase their newly learned skills and use them to identify patterns, not only in a pure maths form (reading from a graph) but for real issues in the world, such as the decreasing population on orangutans. This also links to real-life context, where the children see how skills we learn in school are used in actual life every day.

	What next?

	To develop my skills in this, I think using skills learned in core subjects to practical lessons in the classroom will help solidify their understanding.  The science experiment is a good opportunity for the children to complete the full proves of collecting and recording data, to then displaying it. I would also consider using this as a link to PE, for example creating graphs to display the time the children can run 50m.
































	
	Targed/Target
	Yr hyn yr wyf wedi’i wneud yn yr aseiniad hwn….
What I have done in this assignment….

	Targed/Target 1
	Target 1. You have made a number of errors in your use of in text citations, I have highlighted this on page 3. To work on this target by the next assignment please use this resource https://uwtsd.ac.uk/media/uwtsd-website/content-assets/documents/library-and-learning-resources/infoskills/Harvard-eng_v.1.2.pdf

	I have tried to refer to the resource as much as possible when citing in text.

	Targed/Target 2
	Target 2 You have unnecessarily repeated citations in your work as noted on page 3. To work on this target by the next assignment please use this resource https://uwtsd.ac.uk/media/uwtsd-website/content-assets/documents/library-and-learning-resources/infoskills/Harvard-eng_v.1.2.pdf

	I have tried to structure my work in a way that means I do not have to repeat citations. 



