Critically reflect on your progress in planning, preparing, and teaching lessons that incorporate specific pedagogical principles. Identify one of these pedagogical principles as an area for development and justify the next steps in your development.
	 
	Targed/Target 
	Yr hyn yr wyf wedi’i wneud yn yr aseiniad hwn…. 
What I have done in this assignment…. 

	Targed/Target 1 
	 Try not to be too over-reliant on key texts.
	 I used a wide range of literature and tried to avoid referencing any text more than twice.


 
Part 1
	Professional Experience Template 1
	Multiplication and division lessons (KS2) 

	Pedagogy Standard
	Assessment for learning

	What did you do and why?

	Over the course of three mathematic lessons, I utilised several different assessments for learning (AfL) strategies. The approaches I found most effective were the use of mini whiteboards for answers, growth mindset learning zones and reflective writebacks. I decided to use mini whiteboards after reading research on the concept of active responding and the role whiteboards can play in this (Gimbutas, 2019). Active responding allows for quicker student response and teacher feedback and increases learner engagement in the lesson. I utilised mini whiteboards in the opening phase of the lessons, writing a question on the board and asking pupils to work it out and show me their answer on their whiteboards. This not only allowed pupils to attempt a question with the ability to easily erase any errors – something I found that frequently worried pupils when working in their books – but it also allowed myself to gauge learners’ individual understanding of the topic before they attempted the main task. I could make several decisions based off this – I might spend longer on the opening phase; I might assign the TA to a particular pupil/s etc. Reflective writebacks and growth mindset learning zones involve a more student-directed approach to assessment. Pupils can decide what differentiated level or ‘challenge’ they work at based on how confident they feel in their abilities. Reflective writebacks were written during the plenary of a lesson using sentence starters provided by myself, with pupils noting what zone they felt they worked in today, one new thing they learnt in the lesson and how they feel they could progress next lesson. These two latter approaches allowed me to see how pupils assess themselves and their own capability in the topic, which I can then use to plan my next lesson. These approaches are used throughout the school and are familiar to the pupils, so I decided to utilise them after observing how well they worked as an AfL strategy. 

	What have you learned?

	I have learnt the value and witnessed the clear benefits of employing AfL strategies into lessons; using mini whiteboards allowed me to get an idea of pupils understanding before they started any work rather than after. This allowed me to help any pupils who were struggling with any confusion or misconceptions before the main lesson task, leading to them being more successful in their answers. Reflective writebacks allowed not just me to see how a pupil felt about a topic and use this to plan for their progress, but also provided a reference point for pupils to revisit when we did the next lesson e.g., if they felt they were in their danger zone with the challenge they picked last time, they could try a slightly easier challenge this time and put themselves in their stretch zone. 

	What next?

	Moving forward, I will continue to use these three approaches as I found them to be extremely effective. I plan to research more AfL strategies, as certain ones may work better within other AoLEs and in another phase. This research will include both reading literature around the topic and observing colleagues during my placement as I found that the familiarity of a strategy improved its effectiveness.  In the future, I will ensure that I use reflective writebacks or whole-class discussions in my plenary as a reference point when planning to ensure that progression is not hindered because pupils are not fully ready to move forward with a topic.



	Professional Experience Template 2
	Utilising Minecraft in a Science and Technology lesson (KS2)


	Pedagogy Standard
	Blended learning experiences


	What did you do and why?

	In this lesson, the pupils were carrying on from a previous lesson where they had designed a marble run in their books with a partner.
They then used Minecraft Education to build this design on Minecraft and use the tools on there to make the design function in the way they imagined. Learners were able to use Minecraft to not only visually view a 3D model of their design but could also observe how it might function. I chose to do this after attending a lecture on how Minecraft can be used in schools and reading about the skills pupils can develop through using computer games in teaching. Šajben, Kvaššayová Klimová and Lovászová (2020) stated that by playing a computer game, pupils can develop their spatial imagination, logic and strategic thinking and factual knowledge. This definitely applies to this lesson in particular, as the class virtually constructed a drawn design and had to consider the size of the model and how it would work. 

	What have you learned?

	I have learnt the benefits of using programmes that differ from the norm in my teaching. I was apprehensive at first and assumed that pupils would be distracted and simply see the activity as free play, but what I observed were the learners being fully engaged in the task and working with their partner to bring their designs to life virtually. I felt pupils were more interested in the task as I was using something they were familiar with and enjoyed.

	What next?

	I will continue to use Minecraft Education in future, across as many AoLEs as appropriate. I also plan to research into similar programmes I could use to encourage excitement in the pupils for their lessons. 




	Professional Experience Template 3
	Multilingualism lesson (KS2). 

	Pedagogy Standard
	Real life authentic contexts


	What did you do and why?

	In this lesson, we discussed the languages we hear and see around us in and outside of school. Focusing first on outside environments, we had a whole class discussion on where we may experience different languages and why we think it might be important that other languages/cultures are represented in places we frequent e.g., supermarkets. The purpose of this part of the discussion was to get pupils talking about why they feel it is important to experience many different cultures/languages in Wales. We then discussed the different languages present in school, and pupils were asked if they could think of any ways the school could be more inclusive. Lessons that utilise community members have been shown to not only improve pupil understanding, but also strengthen that relationship between the school and the wider community (Willems and Gonzalez-DeHass, 2012). In a pre-pandemic world, parents and community figures could have been invited in to voice their opinions on inclusion, but as this isn’t possible, I decided to ask pupils within the classroom if they would be willing to act as representatives of the diverse community. Around 20% of the class spoke English as a Second Language, and these pupils were very willing to vocalise their opinions, stating that they would like to see their language represented more around the school. This led very well into the main task of the lesson – pupils were placed in groups with at least 1 EAL learner and asked to design a poster to be placed around the school. By the end of the lesson, EAL pupils had taught their groups school-based words in their first language through the poster design. In the plenary, I asked pupils what they felt they had learnt this lesson. The non-EAL pupils voiced that they now realised that, although the school has some inclusion of languages in displays, their EAL peers would benefit from seeing more representation especially in the classroom e.g., where a word may be translated into Welsh, there could also be other translations of the world in the languages of the class. This lesson was focused on learners becoming ethical, informed citizens and I feel that by providing inside and outside contexts to their learning, it helped pupils gain a deeper understanding of the importance of representing everyone in a diverse society. 

	What have you learned?

	I have learnt the positive impact that placing a topic into an authentic context can have on pupils’ learning. By providing real contexts to learners about multilingualism both in the school and in their classroom, pupils were much more engaged in the lesson than I think they would’ve been if it was just telling them about multilingualism around us. Being able to speak to peers who were multilingual about how they felt the school could be more inclusive really provided an insight that I could not and led to learners having a deeper understanding of the topic. 

	What next?

	I will incorporate more authentic contexts into future lessons, potentially bringing visitors into the school and going on trips to fully immerse pupils in what they are learning. I would also like to bring in authentic contexts in smaller ways, e.g., connecting a math topic to a real life application.



	Professional Experience Template 4
	Guy Fawkes week – building the Houses of Parliament (KS2).

	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	The school decided to focus on Bonfire Night and relevant themes for the week of Nov 5th. As part of this, I introduced the story of Guy Fawkes to the class. As part of this we discussed the religious reasons behind the gunpowder plot and the religious conflict that they were aware of today, bringing in aspects of the Humanities AoLE. The Humanities AoLE was also present as Guy Fawkes is a historical figure, and other historical figures (such as King James I). Although the pupils had heard the Guy Fawkes story before, I felt it was important to retell not only to establish context for the week’s lessons, but also as they were now older (KS2) they were able to understand the story with more depth provided by the historical and cultural context. For the lesson’s main task, pupils were asked to build their own Houses of Parliament using recycled materials in groups. To enable them to be more successful in their task, I decided to bring in Numeracy to the lesson. Pupils discussed what shapes they could see in the reference image of the Houses, how they could create these 2D and 3D shapes, any symmetry they could see and the scale of their models. I chose to do this after reading an article by Hickman and Huckstep (2003) which stated that integrating math into art or vice versa can ‘illuminate pupils’ understanding of some of its purpose by, at the very least, allowing them to recognise instances of mathematics at work, often in unsuspecting contexts’ (p. 2). Following the encouragement of the Curriculum for Wales 2022 to utilise numeracy across the AoLEs, I found this was the perfect opportunity to get learners to use these mathematical concepts that they may not get to use very often. I found this worked well, with pupils carefully measuring their models to get the scale right and having discussions as a group of what shapes they could see and replicate within their own model. 

	What have you learned?

	I have learnt that cross- curricular themes are easier to bring in than I had expected, and that they can really compliment the main topic rather than overshadow it. Although the focus of the lesson was an Expressive Arts task, I found that I could successfully incorporate both Humanities and Numeracy without disrupting the lesson. This ultimately benefited the learners, as they received a lesson in history, religious studies, and mathematics alongside art. 

	What next?

	I plan to continue integrating cross curricular themes into my lessons where appropriate, allowing pupils to develop their understanding in numerous topics within one lesson. I think it can seem difficult to involve numeracy into a lesson, whereas literacy can be incorporated in areas such as group and pair work, so I would like to focus on how I could bring in mathematical concepts to help improve learners’ knowledge. Similarly, I will attempt to cross over a few AoLEs in my lessons where appropriate to benefit pupils. 



Part 2
Introduction
[bookmark: _Hlk92130182]In the latter part of this assignment, I will be focusing on one of the above pedagogical principles and using literature to critically evaluate how I can develop my teaching practice in this area and what my next steps will be. The pedagogical principle I have chosen to focus on is the employment of assessment for learning practices, referred to in both the Successful Futures review (Donaldson, 2015) and the professional standards for teaching and leadership (Welsh Government, 2020). I have identified this principle as an aspect I need to develop further after reflection using my Professional Learning Passport (PLP) and believe that the research I will conduct as part of this essay will help me to improve my teaching and subsequently the learning of pupils. This was the principle that I used the most during the end of my most recent placement, and although I found it very useful, I feel more thorough research was needed to ensure it is being used as effectively as possible. The assessment for learning (AfL) approach was developed as a response to ‘the need for assessment more consistent with current pedagogical tendencies that link with constructivist – rather than traditional – approaches to teaching and learning’ (Flórez and Sammons, 2013, p. 3). A constructivist learning approach views learning as an ‘active, constructive process’ with the learner being a non-passive participant and often involves building on prior knowledge (Gray and MacBlain, 2015, p. 66). Paul Black and Dylan Wiliam, who are arguably two of the most recognised champions of formative assessment, developed the below definition for both formative assessment and AfL as they are often used interchangeably:
Practice in a classroom is formative to the extent that evidence about student achievement is elicited, interpreted, and used by teachers, learners, or their peers, to make decisions about the next steps in instruction that are likely to be better, or better founded, than the decisions they would have taken in the absence of the evidence that was elicited. 
(Black and William, 2009, p. 9)
The following essay will explore the literature around two AfL elements, questioning and self/peer-assessment, and critically discuss the benefits and limitations of the various approaches that may be used in each one. I will then use the knowledge gained from this critical discussion to inform and justify my next steps in future teaching experiences. 

Literature Review/Critical Discussion
[bookmark: _Hlk92217372]Questioning is an important aspect of the learning environment and part of every teacher’s pedagogical toolkit. Questions are also one of the components of effective formative assessment (Black et al., 2003). In order to thoroughly explore and evaluate questioning as an AfL strategy, this essay will look at the two elements that form the strategy separately – the quality of questions and wait time, and the methods of answer collection employed by teachers. Focusing firstly on the quality of questioning, educational research is largely in favour of open-ended questions rather than closed questions (Briggs, 2008; Spendlove, 2009; Boyd, 2015; Çakır and Cengiz, 2016; Salmon and Barrera, 2021). In particular, Briggs (2008) states that research into questioning has found that assessment for learning is much more effective if the questions asked are open ended, rather than closed (p. 116).  While closed questions are often necessary when asking learners to recall facts, they can limit teachers’ ability to assess learning as they do little to illustrate the pupil’s actual understanding. Whereas open-ended questions help learners to ‘explain their thinking and the strategies they used’ as well as promoting ‘reflective thoughts that will help develop conceptual understanding’ (Briggs, 2008, p. 116). Another prominent aspect that papers cite as influential on the successfulness of questioning in regard to AfL is wait time (Brooks and Brooks, 1999; Cohen et al., 2010; Spendlove, 2009).  The concept of wait time refers to the ‘periods of silence that follow teachers’ questions’ where pupils are able to reflect before providing their answer (Stahl, 1994, p. 2). Brooks and Brooks (1999) concluded that classroom environments that call for quick responses prevent learners who are not immediately ready to answer questions from ‘thinking through issues and concepts thoroughly, forcing them, in effect, to become spectators as their quicker peers react’ (p. 11). This can then result in them actively disengaging from the lesson when the teacher asks questions, affecting their overall learning and achievement (Brooks and Brooks, 1999). Cohen et al. (2010) recommend that teachers wait ‘3-5 seconds for a low-order or factual, closed question and up to 15 seconds for an open-ended or higher-order question’ (p. 284). Waiting any longer than these recommended periods may lead to learners becoming ‘restless or impatient’, so there is a limit to wait time before the lesson may start to lose pace (Cohen et al., 2010, p. 284). 
[bookmark: _Hlk92218092]With the evidenced impact of question quality and wait time on the effectiveness of AfL in mind, it is important to also explore the different approaches teachers can take to obtaining answers. If using open-ended questions and extending the wait time is not enough for practitioners to gain an idea of all learners’ abilities and understanding, employing different answer strategies could be the solution. ‘No hands up’ is one of these strategies, which involves a teacher asking a question and then randomly choosing a pupil to answer. This is often done in hopes of increasing engagement in the classroom, by ensuring that pupils who may usually shy away from class discussion are encouraged to participate (William, 2018). This then allows the teacher to observe the progress and understanding of more pupils before the main task of a lesson begins, allowing them to know who may need assistance as opposed to finding out a pupil was struggling after the lesson. However, this strategy has received some criticism. A study by Barry and Hardy (2010, cited in William, 2018, p. 95) found that in a classroom where the teacher used lollipop sticks to select pupils, three high ability pupils secretly removed their sticks and when questioned said that ‘they only raised their hands when they had an answer’ and they ‘found the prospect of being asked to respond when they did not have an answer threatening to their image of themselves as high-performing students’. This is a worrying finding, but William (2018) suggests that teachers could help pupils overcome this worry by reminding learners that the purpose of the strategy is to encourage everyone to be participate in the conversation and that it should make pupils ‘more supportive of each other as learners’ rather than leading learners to be critical of each other over mistakes (p. 95). Another similar and equally popular approach is the use of mini whiteboards. These are usually used when a teacher has asked a subject-specific question that requires a quick response. This can provide teachers ‘with information about every student’s learning during a lesson and thus solves the problem of acquiring information about every individual student in large classes’ (Andersson and Palm, 2017, p. 114). 
[bookmark: _Hlk92218742][bookmark: _Hlk92128792]Another crucial component of AfL is self and peer-assessment. Briggs (2008) stated that self and peer-assessment is a key feature of AfL, as it allows learners to become aware of what and how they learn, as well as what can support their learning. Focusing firstly on self-assessment, Black et al. (2004) note that ‘students can achieve a learning goal only if they understand that goal and can assess what they need to do to reach it’ (p. 14). Involving pupils in assessment this way has been shown to correlate with improvements in academic achievement (Andarde, 2010). In particular, self-assessment has been positively associated with improved writing quality (Andrade and Boulay, 2003; Andrade, Du, and Wang, 2008; Ross, Rolheiser and Hogaboam-Gray, 1999). This included ‘more effective handling of sophisticated qualities such as ideas and context, organisation, and voice’ (Andarde, 2010, p. 5). Improved performance is not only limited to writing quality, as several studies have found a positive correlation between use of self-assessment and academic achievement in a wide range areas and contexts (Sharma et al., 2016; Kostons, 2010; Birjandi and Hadidi, 2012; Clift, 2015; Schunk, 1996; Nikou and Economides, 2016). This AfL technique has also been shown to not only increase learners’ interest and knowledge in a subject, but also their motivation (Sharma et al., 2016). It can also benefit pupils by allowing teachers to have an insight into the way learners learn and process information, making any interventions much more effective (Black and William, 1998).  
[bookmark: _Hlk92128872]In the majority of the work cited above, utilising a rubric is the most effective method to achieving the found benefits of self-assessment. Rubrics usually include the criteria of a lesson and is used by teachers to assess pupils’ work. By simplifying these rubrics by using more age-appropriate words and phrases, teachers can help pupils to self-assess themselves more effectively and what they need to improve to reach the next level or grade (Vasileiadou and Karadimitriou, 2021). Additionally, the co-creation of a success criteria as a whole class exercise has been shown to increase academic performance in primary school pupils (Andre et al., 2008).  Hattie and Clarke (2018) suggest using examples of work that would meet the success criteria, as well as work that wouldn’t and asking pupils to decide which is which and explain why. These are more commonly known as a WAGOLL (what a good one looks like) and a WABOLL (what a bad one looks like). By allowing pupils to visually examine a good or bad example of the work they will be doing and identify positive or negative features, pupils are more able to co-construct a success criteria (Hattie and Clarke, 2018). However, despite the numerous studies and papers in support of self-assessment, there have been suggested limitations to the approach. Accuracy is a frequent concern, with Brown and Harris (2013) stating that accuracy is critical as ‘if the self-assessment process leads students to conclude wrongly that they are good or weak in some domain and they base personal decisions on such false interpretations, harm could be done’ (Brown and Harris, 2013, p. 370). They found that in younger pupils, self-assessments tended to ‘be more optimistic, lenient or generous than older students’ (p. 384). The authors suggest that the employment of self-assessment techniques, especially in primary education, require ‘instructional input and caution’ (Brown and Harris, 2013, p. 386). Claes and Salame (1975) also discuss this possibility, concluding from their research results that it is best to give learners a rubric that has definitive goals rather than criteria with subjective language. 
Regarding peer-assessment, Black et al. (2004) remark that it is ‘an important complement to self-assessment’ (p. 14). In that respect, many of the skills needed for self-assessment are transferable to peer-assessment – pupils need to be able to understand the criteria well enough to assess their peer’s work and potentially explain their judgement (To and Panadero, 2019). Research on peer-assessment is limited, as most studies appear to focus only on the perceptions of teachers and students of the strategy (Brown et al., 2009; Young and Jackman, 2014; Adachi, Tai and Dawson, 2018). While this is an important aspect that does need to be studied, there is a lack of exploration and analysis of the impact peer-assessment can have on academic achievement. Although, the few studies that have investigated this have found a positive correlation between peer assessment and performance (Double, McGrane and Hopfenbeck, 2019; Yurdabakan, 2011). Returning to the aforementioned research on the perception of students and teachers, Black et al. (2004) comment on the unique advantage that peer-assessment provides as they suggest pupils may more readily accept criticism from their peers compared to their teacher (Black et al., 2004). Purchase (2000, cited in Yurdabakan, 2011, p. 157) found that, in group settings where peer assessment was use, learners were more engaged in the lesson and ‘expected their group members to take the work more seriously and participate more, thereby strengthening the sense of interdependence’ in their classmates. Flórez and Sammons (2013) also suggest that the similarity in language between peers makes feedback ‘more accessible and understandable’ than it would be coming from a teacher (p. 10). There are many suggested methods of peer-assessment, with most being applicable across age groups, but the most common is often paired marking (Flórez and Sammons, 2013, p. 10). Paired or peer marking involves the basics of peer-assessment, with learners using a rubric or a co-constructed success criteria. This feedback from peers can ‘support learning through an intermediate check on the learner’s performance, which is adapted to their level and is complemented with comments on students’ strengths, weaknesses and perhaps advices for greater improvements’ (Babaii and Adeh, 2004). Clarke (2009) also encourages the usage of the traffic light system for peer-assessment during a lesson rather than at the end. She found that pupils would use the traffic lights with a partner to ‘voice any difficulties during the progression of the lesson without them feeling like they’ve failed in some aspect’ (Clarke, 2009). This differs from approaches such as paired marking as learners are assessing each other’s understanding during a lesson and using their judgement to understand what their peer may need help with. 


Conclusion
To conclude this essay, I think it is first important to reflect on the experiences I had of the AfL approaches discussed above prior to this assignment. I had used both questioning and self/peer-assessment in my practise, choosing to do this simply because I had observed the class teacher using. While I do believe that it is essential and often most effective to use approaches and strategies learners are already familiar with, this assignment has offered me the opportunity to reflect on my previous knowledge and application of AfL in the classroom and how I could improve this after reading and evaluating a wide range of literature on the subject. Teaching involves constant and consistent reflection on your practise, including the strategies you choose to use, the research you have undertaken (or lack thereof), and how you can better yourself in order to better help your pupils. In this conclusion I will reflect on my use of each AfL strategy, what I learnt from it, my analysis of the literature around the topic and how this will all impact any future applications of the strategy. Focusing first on questioning, I can admit that I never considering the importance of the quality of the questions I was asking. I frequently asked closed questions and figured that because I was using AfL approaches when collecting responses, that was enough. When reflecting at the end of my lessons, I never evaluated myself on my questions – focusing solely on how I chose learners to answer. After critically evaluating the literature around this topic, I can clearly see the significance of how I am asking pupils questions – the language I use, the form I ask them etc. In future, I will ensure I ask open-ended questions as much as I can, where appropriate, and phrase my questions in a way that make pupils reflect on their thinking and therefore improve their understanding. Another aspect I feel I neglected to consider is wait time. Again, this wasn’t something I ever really considered as important regarding questioning and AfL. Considering the findings of Brooks and Brooks (1999) discussed previously, it is evident that pupils can too easily disengage from a lesson if they feel they are not able to think before I request answers. Therefore, from now on I will be following Cohen et al. ‘s (2010) guidelines for the wait time I should employ after questioning, while being careful not to wait too long and lose lesson pace. I think it is a balance that I will find throughout both practise and continuing my research. 
I had previously employed the three AfL answering strategies discussed, finding the most success with the ‘no hands up’ technique. Using this during the introduction of a topic allowed me to ensure all pupils remained engaged in the discussion and I was able to gather an idea of each pupil’s understanding before the main task of the lesson began. While I am a fan of this approach after witnessing its’ effectiveness, reading the findings of Barry and Hardy (2010, cited in William, 2018) has made me more aware of how this approach may affect pupils’ self-esteem. Before utilising this strategy again, I would ensure pupils are aware that it is fine if they do not know the answer – the class is a supportive space, and the purpose of the approach is to simply allow everyone to have a chance to participate. I have had limited experience of self- and peer-assessment in my position as a student teacher but have observed its’ utilisation and the benefits it can have. The research I read on providing pupils with a rubric and co-construction of a success criteria supports the positive impact I have observed it has in the classroom. Conducting the literature review has shown me the benefits of peer-assessment, an approach I didn’t view as particularly effective before.  I will use different self/peer-assessment approaches in my future practise, while remaining cautious of the findings around how inaccurate they can be (Brown and Harris, 2013). I will make sure I use clear, appropriate language to avoid pupil misconceptions. As part of my goal to always be a reflective practitioner, I think it is beneficial to ensure I am considering the Professional Standards for Teaching and Leadership (Welsh Government, 2020) when making decisions such as what AfL approaches I will utilise. The professional standards require teachers to encourage reflection in learners, a skill that they will learn and develop through self and peer-assessment. If done right, this AfL strategy can help learners develop critical thinking skills and encourages them to take more control over their learning – this can also lead into the ‘sustained effort and resilience in learners’ standard, as pupils become self-motivated and directed (Welsh Government, 2020). To ensure my pupils can achieve this goal, I need to model reflective behaviour by always considering whether the approach I am using is the most effective. As part of this, I need to ensure I am meeting the standards that refer to partaking in wider research and continuing my professional learning. This assignment alone has shown me the importance of constantly reading up on the latest research surrounding the techniques I use in the classroom, so it is essential I keep that going moving forward into my career. 
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