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

	Target 1
	‘Consider greater synthesis of a range of different authors for each main point identified. Using multiple sources can save words and demonstrate further engagement with literature.’
	I have endeavoured to include relevant sources to the aims and themes of my reflection. Ensuring I’ve referenced key documents to construct my writing, such as the professional standards, successful futures, and the Great Teaching toolkit: Evidence Review. 

	Target 2
	‘Greater originality of thought and detail of elaboration when applying principles learned from the critical reflection to improve personal pedagogy.’
	I’ve endeavoured to use literature to support my reflection whilst making it adaptable and applicable to my own personal experiences. This has helped me in professionally learning, whilst constructing a plan to move forward. 

	Target 3
	/
	/



Wordcount for part 2: 2,184

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

	The meet phase took place during an online Bridging session with the Network Lead school via Microsoft Teams (due to Covid-19).
During the meet, the Network Lead outlined to us:
The 'four broad dimensions of great teaching' (The Great Teaching Toolkit: Evidence review, 2020)
The area of focus for the test phase, which was Assessment for Learning (AFL)
The link the bridging experience will have with Module ECAD6008
Deadlines for the bridging test and share feedback	Meet day:  We were guided to find out about the 'four broad dimensions for great teaching' by looking at  The Great Teaching Toolkit: Evidence review (2020). Through this, we were able to expand our knowledge, understanding and discussion on the four 'best bets':
1. ​​​​​​​Understand the content they are teaching and how it is learnt
2. Create a supportive environment for learning
3. Manage the classroom to maximise the opportunity to learn
4. Present content, activities and interactions that activate their students' thinking
From focusing on these key elements of teaching, we were then able to determine which were most applicable for our focus area during the test phase: Assessment for Learning (AFL).
After peer and whole group discussion, we determined that elements 2 and 4 were the focal areas to guide AFL, and these should be referred to during the test phase.
We were then presented with a variety of AFL strategies by the Network Lead from the Lead school. These were great in stimulating our own ideas and gave us the initial platform to go and research two ideas that we were intending to implement within our schools.
We were then informed of the important link that the Bridging experience had with the progression of university Module ECAD6008. This helped place the experience into context.
Deadlines for the test and share experience were shared and any issues or questions were answered before the end of the session.



Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	· I read the Great Teaching Toolkit: Evidence review (2020), especially focusing on  dimensions 2 and 4. I then carried out further research into the two prospective AFL strategies I was thinking of using.
· Used collaboration to meet with relevant colleagues to discuss the prospective AFL strategies (fellow student in different phase and class mentor).
· Once decided, implemented both strategies:
1. 'Green for getting better', pencil and
2. Face indicators
In the class on several different occasions and across different curriculum subjects throughout the test phase.

	Looking at dimensions 2 and 4 prior to the test phase enabled me to ensure that my AFL strategies embodied some of these 'Great teaching elements'. This was particularly relevant when ensuring students felt they were in a safe and supportive environment and giving students a structure to their work and tools to self-improve and self-assess. 
This then enabled me to:

· Meet with fellow student and agree on a strategy that we would trial in both the foundation phase and KS2. We decided on Green pen/pencil for self-improvement and another of choice.
· Meet with class mentor to discuss strategy and get their perspective and guidance as part of collaborative process.

From the next day, I began to implement strategies within the classroom, after carefully explaining both and giving practical examples.
Throughout the test period my strategies evolved. I found that students explanations of what they did well and areas to improve corresponding to their choice of face indicator, were more constructive verbally as opposed to writing them down. From this, I decided to start recording the student’s feedback. They were much more comfortable in discussing the strengths and weaknesses of their work, in this manner. Another bonus to this was that, if needed, the recordings could be easily uploaded to the students online learning journals. Enabling this meant that teachers, students, and their parents, could access it at any time and  reference the assessment as a point of improvement.
Videos and pictures for evidence of the two strategies were taken throughout the test period.


Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	An online share day took place on Wednesday the 25th of November via Microsoft Teams.
In groups, we produced PowerPoints which included evidence of using our 2 AFL strategies throughout the test period.

We were expected to:
· Discuss our strategies in detail, assessing what we did well, and areas of improvement.
· Link the strategies to the Great Teaching Toolkit (2020) with particular focus on dimensions 2 (creating a supportive environment) and dimension 4 (activating hard thinking).
· Be expected to answer questions about our chosen strategies.
After the session we were advised to use the share experience to create a relevant target, moving forward.

	During the week before the share day, my group members and I created a collaborative PowerPoint presentation via Microsoft Teams. This enabled us to upload evidence in advance of the share day. We also had a group chat which enabled us to further prepare our presentations.

In our share presentation, I discussed my two chosen strategies in detail with pictures/videos for evidence (please see the asset PowerPoint for Bridging 2):
1) 'Green for getting better' pencil:
· Formative improvement strategy
· Use green pencil to highlight future improvements
· used for self and peer assessment
2) Face indicators:
· Self-assessment strategy
· Can be used to determine how a student feels about the learning or with the success criteria for completed work
· Students look at different points in the success criteria and choose a face to indicate how well they’ve succeeded.

Then I analysed what I did well for both strategies, in reference to the Great teaching toolkit (2020):
'Green for getting better': 
· Great versatile tool used in literacy and numeracy
· Documented students' improvements and progress
· Engaged Great Teaching Toolkit (2020) Dimensions 2 and 4: students benefit from peer interactions as well as self-motivation and meeting teachers' expectations by correcting work. 'Activating' work is engaged as students monitor learning and have tools to improve their work.


Face indicators: 
· Students enjoyed using these which made them even more attracted to want to use them more consistently.
· Adapted their use with success criteria to cater to the age of the students through recorded explanations.
· Engaged Great Teaching Toolkit (2020) Dimensions 2 and 4: students’ express thoughts and feelings towards an activity or work and teacher can support from there. Dimension 4 is engaged as it works with 'structure' as face indicators can work alongside success criteria ensuring the initial LO of work is met, which helps students follow steps of success through their work.

Post share feedback, I was then intending to use this learning to complete the target document of the Steer document, which will be uploaded to my One Drive PTE file.



DGB/SKD
Rhifedd / Numeracy
Evidenced by an asset? 
‘Capacity (Maths)’: In order to plan and design a series of year 5/6 Maths lessons on capacity, it required me to first re-teach myself the topic of capacity. This is a topic, that I had not revisited since school, so I needed to build my confidence and advance my knowledge of it, before translating that knowledge into pupil work. To undertake this, I used sites such as BBC Bitesize, Maths is fun, YouTube and Topmarks to guide my learning. After studying on these platforms, I used my knowledge to create lessons and resources which I subsequently sent out to my learners. Without the essential subject knowledge development that I undertook, I would not have been able to complete these lessons, have the required knowledge to scaffold my pupils learning effectively and respond to pupil work with constructive feedback in assisting them with any improvements. 
Cymhwysedd Digidol / Digital competence
Evidenced by an asset? 
‘Hour of Code’: After my assessing my digital competence skills during the Autumn, it was made clear to me that they needed advancement. One area that I had little to no knowledge about was coding. This was problematic as I know, this has become increasingly utilised within schools. I was made aware that the pupils in KS2 that I was due to teach had been enjoying using this area of digital competence. I therefore undertook a basic 'hour of code' session to begin to build my competence.  I successfully coded a 'Dance party' whilst learning basic coding and expanding my digital awareness. This was a great starting point to build on my coding skills and generate interest in this area of DCF. The certificate proves completion of this learning.

Gwybodaeth bynciol / Subject knowledge (Welsh)
Evidenced by an asset? 
‘Welsh micro-teach’: Here is evidence of my Welsh micro-teach experience, which took place with peers from the PGCE course. This required us to create a 10-minute Welsh presentation, which demonstrated our progress in Welsh. To complete this, I used the work supplied to us through our 'Cymraeg I bawb' sessions and my further knowledge research, from apps like Duolingo, as well as my classroom experience of using incidental Welsh in placement one. I aimed to develop the use of simple classroom commands, instructions, and praise. As well as this, I revised and taught specific knowledge as part of the micro-teach, which was the weather and how someone is feeling. These are areas I began to practice with pupils in school, so it was beneficial to enhance these further. My progress has been documented within the written evidence of my work (micro-teach script) as well as my speaking and listening progress, evidenced by the video and my communication and response with colleagues. 





Safonau/ Standards

Professional Experience Template 1: Pumpkin soup series
Pedagogy Standard: Refining: Differentiation
What did you do and why?
Within my PTE 1 (FP) experience I had the learning objective to include ‘recount’ in the student learning. Acting on this, I designed a series of literacy lessons around the Helen Cooper book ‘Pumpkin soup’. The objective of these lessons was to create a solid progression in learning for my pupils, where they could use each  learning experience presented to them to help them complete the next, building towards the final recount activity, which was to retell the story. This method mirrors the Great Teaching Toolkit: Evidence Review (2020) dimension 2 'explaining' the learning through: ‘connecting new ideas to what has previously been learnt’ and ‘building connections’ (Coe et al, 2020, p.6). To endorse this, pupils began by listening to the story and subsequent formative questioning, pupils then used that knowledge to produce character and setting work, pupils progressed this learning into sequencing the characters and settings through a story map using  relevant symbols to them before using their individual story maps to guide them in the final retell of the story. 
This experience was undertaken in a differentiated manner, acknowledging that in order to make the  journey of progressing the learning successful, it is essential to supply ‘scaffolding and supporting to make tasks accessible to all, but gradually removed so that all students succeed at the required level.’  (Coe et al, 2020, p.6). Therefore, from the offset I included:  differentiated questioning after reading the story, followed by  differentiated character and setting worksheets, allowing the higher students to push themselves and begin to form opinion, which they'd need to complete the final task of the series. Support such as WAGOLLS were given to scaffold the learning here, and drawing and labelling assistance given to those learners who required additional support. All students carried out the story map activity and completed it in varying detail, according to individual level. Students final recount activity was differentiated in approach, the higher-level used their more detailed maps to write a retell of the whole story guided by a differentiated  success-criteria. The middle group used their maps to write a retell of the beginning and middle of the story guided by a differentiated success-criteria specific to them.  After identifying that the lower groups struggled with the writing elements of the initial activities, but had great understanding of the story detail, it was decided that they would use their story maps to retell the story verbally and upload it to their personal learning journals. This group were also guided by a differentiated success-criteria. 
The planning and delivery of the lesson series had a sustained focus on learners leading learning. This was complimentary to the initiative of progression in learning, as it required the individual pupils to use their own work as a basis of reflection which in turn, led them to complete the next. This endorsed the more autonomous perspective of learning which is envisaged in the new curriculum (Donaldson 2015). Furthering this, pupils also lead their own learning by collectively eliciting the success criteria used for the story map task .
All of the tasks within the lesson series demonstrated elements of assessment which endeavoured to supply '…feedback that guides next steps and indicates progress’  (Coe et al, 2020, p.8).  This was implemented through questioning techniques such as purposeful questions included in the lesson plan, chosen to direct and check pupil learning and understanding. Success criteria was used for the story map, which was elicited and agreed together (as a class) beforehand during a WAGOLL and then typed up. Additionally, there was differentiated success criteria for the final retell activity for each learner group that was communicated beforehand which gave pupils extra guidance to complete the work and coincidingly worked as a self-assessment grid after the final task. 
What have you learned?
This experience was important, as it required thoughtful scaffolding of the learning material from the offset to be able to successfully undertake progression in learning and meet the desired outcome. Therefore, this prompted me to plan and prepare my resources and lessons carefully. I would conclude that the pupils thoroughly enjoyed this way of working, using their prior knowledge and work to help them complete the next step. Successfully, this method ensured that the common problem of forgetting important elements of the story was addressed, as the planned activities enabled pupils to have pit stop practice steps in recounting the story, thus increasing confidence in their work. Additionally, this structure echoes the new curriculum's vision of progression steps of learning,  so it's positive to introduce and encourage pupil learning in this manner. 
The differentiation was successful, as on the whole each pupil was given work which led to the same objective but tailored to their individual level. However, even within the three different levels within the class, there was further differentiation and some students needed added support. This was given through one-on-one help and the assistance of WAGOLL's. It was through this process of working closer with certain individuals, that the potential difficulties in learning were made clear for the lower ability students. It was evident that these pupils were very confident in using their story maps and character work, to verbally recount the story in an equivalent level of  detail to the mid and higher-level pupils. However, they struggled to channel this into writing in the early tasks. To suitably differentiate the work to the learner, a better option for these pupils to evidence their recounting skills, was for them to record their final retell verbally instead of written, in their learning journals. This is something I will use in the future and encourage differentiated outcomes for the same learning objective, so no student feels disadvantaged. 
Learners leading the learning  worked well in practice as pupils used their learning to guide them and construct the next task they had to do. This was very interesting when it came to the story maps task as  this was intended to be the learner’s representation of the story through symbols relating to them, which they personally would be able to use to help them to remember. From a teacher perspective, these symbols were not always clear to mem and I worried in some instances that learners wouldn't be able to decipher them in the follow up task. However, this wasn't the case and in allowing learners to explore their own interpretation and vision, it helped them understand greater. 
The work was shared with the class teacher and some work who was very pleased with the final outcomes. A series overview of work has been photographed and attached. 
The questioning techniques that I used through assessment, were successful in directing the learning and assessing pupil understanding of the story. However, I shortly realised that for my formative questions to be useful for all student learning they needed to be more differentiated in approach and delivery, this is something I adapted during the lesson and a target I will consider in reflection of the lesson series. The assessment success criteria worked well for the story map when it was elicited and constructed together on the board during the WAGOLL example which suitably complemented Learning leading their learning. This resulted in an overall high-level of pupil work. I think the wordiness of the success criteria used in the final task could have been simplified, especially for the lower groups to make the self-assessment ​​​​​​​process more independent. 
What next?
I would definitely follow a progression in learning format with future lessons, as it incrementally solidifies pupil learning. I would certainly advocate this in Maths where it is essential to place a solid foundation before building on the learning. As referenced above, this will further expose pupils to the move towards progression steps envisaged in the new curriculum (2022). Differentiation is something I would like to target more acutely, as it's an area of high importance considering the variety of levels in my class. To cater to this, I will make sure that differentiated planning and techniques are continually discussed with my mentor and recorded within my daily learning journal. Additionally, I aim to read around this topic through literature to inform my practice, giving me support to include differentiation in my class with greater ease. Assessment is a target of mine going forward, particularly in looking at further techniques in questioning and in particular, peer-assessment. 

Professional Experience Template 2: Capacity (Maths)
Pedagogy Standard: Advancing: Exploiting Subject Disciplines
What did you do and why?
This experience took place during the second part of PTE1 (KS2), where I was part of the year 5/6 team and working alongside a fellow student teacher from the BA course. We prepared and delivered maths lessons on capacity via Seesaw for two different classes across year 5/6. When planning and preparing these the immediate consideration was the variety of student level and ability that we needed to differentiate.  As the Great Teaching toolkit: Evidence Review (2020), suggests, to adequately support your pupils, 'A knowledge of individual students' needs' (Coe et al, 2020, p.32) is essential in allowing all students to succeed. We therefore sought a list of pupils from the class mentor, which outlined the different levels of Numeracy within the class. From this list we were able to select appropriate learning objectives for the topic of capacity that would engage students from year 4 level to year 6. We then suitably scaffolded Seesaw lessons, to deliver those objectives, with differentiated explanations and activities to support the range of learners. 
Donaldson (2015) reports that elements of good teaching should include 'subject and methodological expertise' (Donaldson, 2015, p.63) Applying this to my personal skillset, a subject are in which I tend to lack confidence, is maths. Therefore prior to designing the lessons on capacity, it was essential for me to undertake subject knowledge development in order for me to enhance my personal understanding of capacity and subsequently, deliver the best lessons I could, for my pupils.  To do this, I used online learning sites such: BBC Bitesize, 'Maths is fun' and Topmarks. This helped me to gain an enhanced understanding of the topic area and as a result I was able to coincidingly target the standard of Exploiting subject disciplines in areas of learning. Through going through the process of learning myself,  I was able to consider and then apply relevant pedagogies for my pupils across the subject content. These elements informed my planning and as a result the lessons included a broad range of approaches such as,  match up activities, explanations (written, verbal and visual), live worksheets via Seesaw, cross-curricular use of experiment and use of plenary maths games. The use of these pedagogies can be  seen within the lesson planning and content.
The capacity lessons were delivered and designed as a pair. An important standard which we believed would benefit the pupils in working under this format was reflection on learning . As we were presenting the topic to pupils from scratch, and via an online platform we were conscious not to deliver a 'cognitive load' (Coe et al, 2020, p.33). Instead, we wanted to be able to include lots of pit stops for pupil reflection, where they had opportunities to evaluate the work so far, before moving on and steadily building on their knowledge. This process complemented the exploiting subject disciplines in areas of learning as through the range of activities provided, the pupils had opportunities to test and reflect upon their learning. Particularly relevant here, was the use of experiment, which allowed pupils to reflect on the broader outlook of capacity. Additionally, asking pupils questions that linked their learning to real life such as, (based on their knowledge insofar), 'why do you think we need capacity?' The reflective learning standard was also used at the end of lesson 1 within a 'recap page' and a subsequent inclusion of a recap page at the end of lesson 2. These inclusions, intended to help the pupils reflect on their learning through "giving students tasks that embed and reinforce learning" (Coe et al, 2020, p.6).  This was important in generating a positive outlook and confidence in their learning whilst studying online, ensuring pupils what they knew and didn't, before expecting them to build on that learning autonomously.  
A significant standard throughout every lesson of the online teaching experience, was recording and reporting . To meet this effectively, I consistently remained online during school hours (between 8am-3pm) and observed the work being sent back to me. I identified any issues and wrote feedback in a timely manner to enhance my learners understanding of any elements of capacity that they were unsure of. This was a challenging task to endeavour, but through being prompt and consistent with my responses, my pupils were able to see quick and helpful feedback which guided them to improve their work. 
What have you learned?
Differentiating for such a large pool of students was quite challenging. To guide us, we had specific learning objectives for the three levels of pupils we were designing work for. Where these overlapped, we were able to design work that was a suitable level for across level pupils, which benefited our workload. However, we still found that within the differentiated levels, there was further differentiation. This was made apparent to us by the class mentor who asked us to include some more challenging work for the highest-level pupils, which we adapted swiftly. In reflection, I think differentiation is a challenging target to address when teaching online and having not personally met the pupils you are differentiating for, as the essence of differentiation lies on understanding your pupils and their differentiated needs. 
Undertaking SKD greatly benefited me in exploiting subject disciplines in areas of learning. It meant that pupils enjoyed exploring the different ways to look at capacity, and as a result it enhanced the level and breadth of understanding, this was shown in the accuracy levels of pupil work. The increased confidence in the SKD also enabled me to give confident and constructive feedback as part of my recording and reporting target. There were a few instances where pupils had missed something important or made a mistake which they needed to remedy to continue their learning. I used the feedback tool on seesaw to effectively record feedback, demonstrating my subject knowledge to explain to pupils or give helpful tips, as to where they might improve their work. Through this approach, I refrained from 'spoon-feeding' the pupils the correct answer, instead I allowed them to further reflect on their learning with some reported guidance. This worked very well, with the majority of  pupils remedying mistakes and sending the correct work back to me. The feedback given to assist pupils through recording and reporting was also noted by my class mentor as being positive in effect. 
I think the activities which allowed pupils reflection on learning were very useful, not only in recapping their knowledge and determining how they felt about their learning before building on that knowledge but in including critical thinking skills about how their learning relates to real life. This is something I believe should be encouraged to push school learning outside the boundaries of the classroom. 
What next?
My experience of differentiation so far has been quite challenging, especially undertaking it via an online environment. I feel that this standard is something that I need to engage with, in more depth with increased knowledge that I can then adapt to my practice. This is something I will aim to target through professional learning including literature,  before placement 2. 
In reference to exploiting subject knowledge in areas of learning, this is something I will continue to develop to have a breadth of knowledge and be able to adapt that effectively into my planning and lesson resources. Furthering this target through SKD will also give me increased subject confidence when teaching subjects like maths, live in the classroom. I will therefore continue my education on sites like BBC bitesize on KS2 maths and year 7 level maths for higher ability pupils.
I will continue to utilise reflection on learning within my daily practice. I think it's a useful to make the learning pupil centric and allows more autonomous learning as pupils can reflect on their personal progress. this is something that should be encouraged to allows pupils to become accustomed to this format as it's very reflective of the new curriculum for wales 2022. I would like further research some methods on how to easily implement this within the classroom. 
Recording and reporting is limited in the current online environment, but I look forward to trialling live varieties of this within placement 2. 


Professional Experience Template 3: Planning for online learning
Pedagogy Standard: Influencing: Listening to learners
What did you do and why?
This experience is based on my planning for online learning during the second part of my placement one experience with KS2. 
The predominant focus of this experience was the standard of collaboration. This was targeted from the outset, as I have involved with a team of teachers within the year 5/6 Network. Additionally, I was paired with another student to collaboratively design and deliver online lessons. These factors immediately enabled me to target the: working with in school colleagues standard. Through being involved in a team, I conducted myself in a consistently organised and responsive manner, I communicated regularly via the Teams channel, always readily available to offer any personal expertise required from my team members and vice versa, in order to generate the best work for my learners. This was particularly useful when planning for maths. My fellow student and I both assigned tasks to one another through the planning process that enabled us to work on individual and collective expertise, for example in the final week we both researched the topic lessons and then I planned and prepared Literacy whilst they did the same for Maths. 
Seeking advice and support was also consistently sought. This was through consistent communication with my team members, in particular my Class mentor. We would arrange regular Teams meetings where I would ask her and the other year 5/6 teacher for any advice or assistance with planning. As a result of this, they were also able to guide me to other sources to further that advice and support my lesson planning, such as 'Maths is fun' and 'the literacy shed'. 
Enabling improvement was certainly targeted, this was through obtaining feedback on my ideas, lessons and resources from my fellow student teacher and my mentor. I would always ensure that my Seesaw lessons were uploaded to the school library in a timely manner the week before they were due to be sent out. This gave my mentor and student colleague an opportunity to give me some helpful advice and tips on where and how I could improve the lessons to benefit my learners. In addition to this I created a shared folder on OneDrive where we included all the ideas for planning and lesson plans, which could be edited and commented on with improvements from all team members with access. 
Supporting and developing others was channelled through my team teaching with my student colleague. We aimed to build a solid working relationship of support for each other through the online teaching process. To address this, we continually organised teams meetings at the start of each week to brainstorm, plan and develop each other’s ideas. To facilitate the support and development of each other’s work further,  we shared resources to support each other’s planning via the shared OneDrive account. Additionally, we began an email chain, where we sent Seesaw lessons to each other and peer-assessed our work to make it as constructive as we could for our learners, before uploading it to the school library for our mentors and school community. Our mentors commented on the positive relationship we had created and how this enhanced the quality of work for our pupils. 
Before undergoing the collaborative process of planning the online learning I aimed to target the standard of listening to learners. This was a target of mine during the mid-term review for placement 1 and therefore an area that I was keen to address. Once we were told that we would be planning the topic work for year 5/6 we decided to tackle listening to learners by allowing the pupils to choose which celebration they would like us to design the topic work around. This advocated the importance of pupil voice and them paving their learning. To ensure this, we sent a poll of suggested celebrations to the whole of the year 5/6 cohort, where they voted from options and finally chose the Mexican Day of the Dead, for their focal online study. As a result, we listened and planned just under three weeks of work in appreciation of this. To further endorse listening to our learners we decided to give them the opportunity at the end of the topic block, to revisit some of the other celebrations that took their interest. We therefore designed and issued two Seesaw lessons, enabling learners to do this. 
What have you learned?
This experience is important in laying a solid foundation for my collaborative skills, as it allowed me to explore each strand of the collaboration standard within the Professional standards for teaching and leadership. Through immersing myself in the collaboration experience, I learned valuable team skills through: working with in school colleagues, particularly completing my work to a high standard and ensuring everything was always on time and organised. As a result of this I became a trusted team player, this was proven when one of the teachers in the year 5/6 team fell unwell and had to have time off from school. As a result,  my fellow student and I were asked to take on a higher workload, eventually preparing all the work for the final week of practice. Seeking advice and support helped me fine tune my lessons and as a result, I was able to deliver higher quality lessons. This fed in to enabling improvement, which I was very keen to develop. This was particularly prominent, when I received feedback from my class mentor that we needed to make the maths work for the highest-level pupils more challenging, advice which I gladly took and improved the work accordingly. My experience of Supporting and developing others was a highlight of my training insofar, especially considering the current climate of online learning to which we are all still becoming accustom. Through being paired with a fellow student tutor, this added extra reassurance in my work and helped to build confidence. Our collaborative work during this period, was positively noted by my class and senior mentors. This positive experience has made me excited about collaborating work in the future. 
I was very pleased that I got to address my mid-term target of listening to learners. Obtaining a direction from my learners about what they wanted to learn about, motivated me to produce the best work possible for them. I thoroughly enjoyed creating this body of work, and as the learners had chosen it, they too were motivated in the tasks, and lessons which were given to them. This was a key contributor to the success of this experience, as I initially worried about pupil engagement as the whole experience was online, I believe that we wouldn't have received the successful response that we gained from pupils, if we didn't begin the topic by listening to learners. What was lovely to hear, was that my mentor had received feedback from pupils’ parents commenting on how much the pupils were enjoying the topic work set for them. In turn, this is what made us keen to continue to allow space for listening to learners at the end of the topic, by allowing them to revisit other areas of interest that were stemmed from the overarching topic of celebration. Again, allowing pupils to complete their work in this way led to a range of motivated responses and quality work. This is a method I will follow again.
What next?
Overall, this was a very positive experience for me. I thoroughly enjoyed working in a collaborative manner and it gave me increased affirmation and confidence in what I was doing. I look forward to continuing this method of working, I'd love to experience team teaching, and include some peer-observation teaching within my practice in the future as I am to improve my practice as informatively and constructively as I can. I will be on the lookout for some workshops which can assist me on some helpful tips on how to do this. 
I found designing the topic around listening to learners to be a great success. This is something I look forward to endorsing again, especially with topic work, in the future. It's true that listening and being guided by pupil voice makes them increasingly motivated in their work. I would like to include this on a smaller scale and more regularly within lessons as well, giving more opportunity to listen to learners on a day-to-day basis. I have some ideas on how to include this such as using KWL grids, Mentimeter and after this experience, Microsoft forms and the use of polls. However, it is my intention to expand my knowledge on ways in which I can implement this within the classroom in my next practice. 



Part 2: Critical Reflection
Pedagogy focus: (Refining) Differentiation
Introduction
My placement one experience enabled me to initiate an understanding of Differentiation within the Foundation phase and KS2 classrooms. An overview of which included trialling, differentiated teaching instructions, activities, work outcomes and assessment. Despite this, I found myself not fully understanding the whole essence of differentiation and instead, being led by my class mentors who informed me about which pupil required work at which level. To address differentiation critically and confidently throughout the rest of my practice, it’s integral for me to form a personal clear understanding over when and how it should be used, without the reliance of others.
Critical Discussion of Chosen Aspect
In beginning to professionally develop differentiation, it is important to refer to the pedagogical standard, which is aiming to be achieved. At qualified teacher status, the differentiation descriptor states: “the teacher demonstrates knowledge, understanding and experience of high expectations and effective practice in meeting the needs of all learners, whatever their different needs” (Welsh Government, 2019, p.25). 
Whilst this descriptor prompts the practitioner to acknowledge the different needs of their pupils, what should be indicative, is how it highlights the aspiration for high expectations for all. This should be a dominant focus for a practitioner’s pedagogy when tackling differentiation. This is essential to refrain from the common connotation, which frames pupil differentiation referring to difference in ability alone. Approaching differentiation under this pretence, can have potentially dangerous implications for pupil’s well-being as: “when children are corralled together by ability, they learn that they are either ‘bright’ or ‘thick’ and then rise or sink to meet these expectations” (Didau, 2017). Donaldson agrees with this cognitively negative outcome for pupils, as resulting in a “…profoundly negative effect on learning“ (Donaldson, 2015, p.64). To manage this stigma, it is thus important to insist on high expectations for all, achievable with “sustained effort” (Donaldson, 2015, p.64), regardless of ability. 
This aspiration is envisaged within the principles of the new curriculum for Wales (2022), particularly: “ambitious: embodying high expectations and setting no artificial limits on achievement and challenge for each individual child and young person” (Donaldson, 2015, p.14). For this ethos to be transpired within the differentiated classroom, it is the practitioner’s prerogative to facilitate a “climate” (Coe et al, 2020, p.23) of success for all.
In constructing this desired climate it’s proposed that practitioners must first assume the role of investigators of their pupils, as: “Great teachers know their students well as individuals, are well informed about the nature and requirements of their students’ specific needs and have strategies to accommodate them” (Coe et al, 2020, p.23). Tomlinson agrees that a practitioner’s starting point with differentiation, needs to be understanding “who we teach” (Tomlinson, 2005, p.6). This instruction resonates with my present experience of differentiation, which has been initiated through the instruction of others, who have provided guidance lists of pupils and their corresponding levels. This has abstained me from taking sufficient time to understand the “whole child” (Roberts, 2019, p.2), that I am teaching. This includes other factors significant to differentiation aside from ability such as their school and home environments as well as specific learner profiles before implementing the support that they require (Tomlinson, 2005).
This enhanced pupil understanding, forms the foundations of deciding how we supportively steer the pupil learning “expedition” (Coe et al, 2020, p.53) on a quest to achieve high expectations. This metaphorical journey closely links to Vygotsky’s zone of proximal development (ZPD). Using Vygotsky, the practitioner is supported in creating a visual map between the status of an individual’s development and the potential paths towards expanding that development (Vygotsky, 1978). This aligns with Hattie’s ethos of encouraging the practitioner to view the learning through the perspective of their pupils (Hattie, 2012). In doing so, the practitioner can construct a scaffolded plan, personal to that individual. 
The Welsh Assembly Government (WAG) endorse this link between the ZPD and differentiated learning, stating that: “The ZPD is about ‘can do with help’, not as a permanent state but as a stage towards being able to do something on your own” (WAG, 2010, p.6). This reinforces to practitioners that the scaffolding support implemented for their pupil’s needs be individualistic, as its purpose is to provide the correct scaffolding support for each child to confidently achieve autonomous learning of their goals, when the scaffolding is removed. 
The essence of scaffolding pupils towards autonomous learning zones, is echoed by the new curriculum for Wales (2022). This is through the inclusion of  progression steps, which complement the differentiated classroom as: “Progression Steps will therefore be reference points and not universal expectations of the performance of all children and young people at fixed points”(Donaldson, 2015, p.54). This structure of learning allows ease of differentiation for each pupil, as it encourages not a grouped but individualistic path for learners, retracting from comparison with others. 
Reflecting on my practice, adopting this individualistic progressive approach, would have been valuable when planning for my foundation phase work on time. In hindsight, I can acknowledge that my learning objectives here, were far too universal in expectation (Donaldson, 2015, p.54). Through failing to plan and provide scaffolding that was specific enough for everyone within my class, gaps of understanding were highlighted for some pupils. Further, once withdrawing the scaffolding support provided for my learners, some pupils struggled to independently complete the work. Moving forward, I will appreciate how planning incremental progression steps based on each child’s independent journey, will be more beneficial in supporting sufficient metacognition for my pupils (Donaldson, 2015, p.69). 
When considering how this professional learning looks within a classroom, Coe et al suggest that creating an environment where one approach doesn’t fit all, requires a lot of flexibility within a teacher’s pedagogy (Coe et al, 2020, p.38). Tomlinson recommends some primary methods in how to target this flexibility, within the differentiation classroom. Of particular relevance to my practice, are: content, process, products, and affect (Tomlinson, 2005, p.6). 
In considering content, this helps the practitioner to analyse what is offered to pupils, through the learning. The key to differentiating content effectively, is the ability to be diverse with resources (Tomlinson, 2005, p.8). Petty endorses this, suggesting that a practitioner should allow “using method’s that suit a wide range of learning styles and individual preferences in teaching methods” (Petty, 2009, p.587). The success of this approach again resides with the importance of individually knowing our pupils and what works for them, and in sight of this, being prepared to trial different approaches to discover what works. This is instruction which I will build on in practice, especially in introducing the learning, refraining from just verbal explanation, and including delivery of content via visual, physical, and experimental approaches. This aims to target initial understanding of as many pupils as possible.  
Secondly, Tomlinson considers process, referring to how pupils understand and use the information supplied to them (Tomlinson, 2005, p.8). This prompts me to reflect on how I differentiated, in determining my pupils understanding of the learning. Positively, when checking for understanding, I began to use differentiated questioning, which subsequently created a greater class response. However, this wasn’t utilised consistently enough. Petty (2009) highlights the success of using higher order questioning, referring to Bloom’s Taxonomy (Bloom, 1956). He recommends that following this format, supports the practitioner in designing a style of questioning which supports pupils in achieving the learning goals in an appropriate way for them (Petty,2009). The WAG agree with utilising Bloom’s taxonomy within differentiation, suggesting its use in ensuring that the use of questioning is suitably challenging and thus, provides evaluative opportunities for all learners, regardless of level (WAG, 2010, p.16). This is constructive guidance in how to ensure that the process of learning remains at a high standard for all pupils. 
Another method of scaffolding the learning process is the use of success-criteria. These can enable the scaffolding steps of the learning to be differentiated but are helpful reassurers that the “destination remains the same” (Coe et al, 2020, p.32) for all pupils. Success-criteria are something that I have used in a differentiated manner during placement one. One approach was to supply pupils with differentiated success-criteria made for them and then collectively go through these within pupils levelled groups. An alternative method was giving pupils an example piece of work and allowing them to use this (with teacher help), to elicit and design their own success-criteria which lead their learning process. The latter approach was more successful, in supporting and motivating individual pupils achieve their learning goals. In reflection, this method complies more acutely,  with the independent metacognition envisaged in the new curriculum and thus, will be a process which I will refine and use again (Donaldson, 2015). 
Products of learning can also be successfully differentiated (Tomlinson, 2009). Acknowledging this, Coe et al suggest: “supporting competence means differentiating the difficulty level of work” (Coe et al, 2020, p.26). This is applicable to my experience, as through a planned lesson series, pupil’s final product of work was to retell a story using writing skills. However, it became apparent that not all pupils were competent in achieving the same expectation, in the same manner. The requirement to write the retell, disadvantaged the pupils who weren’t as affluent in their writing skills, but who were just as capable in retelling the story in the required detail, verbally. It was thus concluded that these pupils needed to present their work in an alternative way, to suit them. This aligns with Petty’s stance on encouraging different work outcomes for different students (Petty, 2009). Varying product is something that I will utilise in the future, to ensure all pupils have an equitable chance to present their best work to meet the learning goal. 
The final area of Tomlinson’s work to be referenced is the differentiation “affect” (Tomlinson, 2005, p.11). This is the most important element of differentiation, when reflecting on the professional learning that has been considered insofar, as it advocates that for pupils to achieve their envisaged high expectations, they need to feel “affirmed” (Tomlinson, 2005, p.11). It’s the practitioner’s obligation to ensure this, as: “In a differentiated class-room, the teacher is continually attuned to student feelings, just as she is to student knowledge, understanding, and skills.” (Tomlinson, 2005, p.13) Therefore, it should be concluded, that the former elements of content, process, and product, which all refer to pupil’s knowledge, understanding and skills are irrelevant, if pupils feel secluded from the group, on account of their differences (Tomlinson, 2005, p.11).  This draws significant links with the initial analysis on tackling any stigma related to differentiation, which needs to be eradicated by the teacher. To become aware of these factors that can cause ‘affect’, relies on the requirement for a practitioner to have sufficient knowledge of their learners. This is a doctrine I will follow when implementing differentiation. 
Following this, it is useful to consider approaches that can enhance all pupils to feel equally valued within the group. A suggestion could be  to “…delay grouping pupils by ability for as long as possible” (Didau, 2017). This may address the danger of grouping pupils through ability. However, this isn’t to completely deter from using working groups, but instead, a practitioner should ask themselves whether tasks set are “Groupworthy” (Tomlinson, 2018, p.19). Tasks of this nature, “are designed to be rich and complex enough for everyone to contribute to the group’s learning, discussion, and final product;” (Tomlinson, 2018, p.9). This is certainly transferrable to my reflective practice, facilitating  multiple roles within a group, not only encourage different levels of pupils working together, but through ensuring a variety of roles, this will help to engage and motivate a greater proportion of  learners. As each member has a role confidently applicable to them, they will take greater pride and confidence in their work. Working in this manner benefits differentiated learners, as they are more inclined to help each other within the positive environment asserted, thus benefiting learning outcomes for all  (Petty, 2009). 
Conclusion
In conclusion, through enhancing my professional learning of differentiation, I have gathered constructive advice in  informing my practice and guiding me to address differentiation in the future, with confidence. I will endeavour to avoid ability led differentiation, that could cause negative outcomes for my pupils. Instead, I will focus greater attention not  to which levelled grouped the pupil has been placed within, but to them as  individuals with different and unique needs. Through the assistance of the ZPD, I will be able to visualise how I can successfully map out development for my pupils, allowing me to critically think about what scaffolding I need to provide for them to reach the next steps of their progress. This method will become second nature as we move towards the progression steps of the new curriculum. These compliment differentiation and the acknowledgement that pupils progress differently, whilst still envisaging that  high expectations are achievable to all. I will facilitate this ethos within the differentiated learning environment through being flexible in the content, process, products of my lessons. Whilst, ensuring the ‘affect’ of differentiation is always positive for pupils, safeguarding well-being and an ethos of confidence for all to achieve, regardless of the difference in path.
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