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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 a 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.
	Within this assignment I engaged further with the literature by ensuring to explore more resources when identifying points.

	Target 2
	Try not to miss opportunities to further develop and elaborate on the counter arguments presented.
	I ensured to back up all counter arguments and criticisms with research.

	Target 3
	Be more concise within writing and less wordy.
	I tried to reflect upon my writing more deeply and use fewer two and three letter words.





Part 1: Professional Learning Passport

Bridging 2 Reflection
Meet
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect

	 During the meet phase of this bridging session we met at Cadle primary school. Prior to the session, each student was allocated a section of 'The great teaching toolkit’ to read and make notes on. During the session we listened to our peers and discussed the four broad dimensions of the paper. Following this we were presented with a PowerPoint on Assessment for learning and we discussed the purpose of AFL and what these different strategies may look like within a classroom. We talked about 4 different areas of AFL, including sharing criteria with others, quality of questioning/quality of talk, quality and use of feedback and peer and self-assessment. We also had a talk from the Assistant head teacher at Cadle on the AFL strategies used within the school.	 The meet stage was beneficial as it allowed us to engage in deep discussions about the different elements within the classroom that are important in creating a safe, positive, learning environment and the different things that we, as students have experienced. Additionally, I picked up on many different techniques that could be used within the class and ideas that I would like to trial.


Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Following on from the meet phase, I decided to focus on the quality of questioning and self-assessment, this was also agreed upon by 2 other students who are in my PTE school. In regard to questioning, I trialled presenting true or false questions during my maths lessons to learners in my class. I gave them an equation with an answer, to which pupils explained to me whether it was true or false and why this was the case. I also trialled no hands up in the classroom when carrying out introductions and plenaries. In regard to self-assessment, due to being in a foundation phase class, I used smiley faces and thumbs up/down to assess how pupils felt about their work.
	I found that using true and false questions in maths was very effective in showing whether pupils understood the concept being taught to them, as they had to explain why the answer was correct or not, as opposed to maybe just remembering facts (e.g., 5 + 5 = 10) and not actually understand what they are doing when they add. Using no hands up was effective in engaging all learners during time on the carpet. Self-assessment in foundation phase is a little more difficult and I found that using smiley faces did not yield a lot of detail about how they felt, and sometimes they just wanted to colour in a smiley face even though I supported them throughout the work.



Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Myself and two other students from my PTE school prepared a PowerPoint of the AFL strategies that we used. We compared them across the different age groups as I was in foundation phase, one was in year 4/5 and the other 5/6. Although on the day, one student was not able to make the share day and so we presented as a two. We talked through the reflections from the test phase and answered questions from the mentors. In turn, we then watched and listened to our peers’ reflections on their test phase.

	The share phase was a very beneficial experience as many students looked at different strategies. It was interesting to find out what other people found effective within their classrooms and what were the disadvantages. For example, one student carried out a cold and hot write to monitor progress in a reception class, but this wasn't a success. Whereas it was in the year 5 class. Many students trialled using lollipop sticks and found this to be really effective in relation to classroom management, and so was something that I then used after the share day was finished in my lessons, to which I also found very effective.





DGB/SKD
Llythrennedd / Literacy
Evidenced by an asset? 
BBC bitesize - In my KS2 placement the genre for English is instructional writing and as part of that, pupils needed to learn about imperative verbs. I used BBC bitesize to improve upon my knowledge of what they were and what their purpose was within instructional writing. I also used BBC bitesize as an insight into how to teach them and activities to support this.  

Cymhwysedd Digidol / Digital competence
Evidenced by an asset? 
Nearpod online tool - My KS2 placement was all online and so I had researched different tools in order to teach pupils remotely. I discovered Nearpod which is an online learning tool that can be used during live lessons with live participation from pupils or it can be student-paced and is accessed through a unique code for that presentation. As this tool was new to myself, I had to watch a tutorial provided by the website on how to use the different elements and then I created a trial PowerPoint. Following this, I then had a teams meeting with my class to demonstrate how to use the tool, to which they then had a go in their own time, completing the second PowerPoint made, which included information, games and quizzes on instructional writing. This online tool can be adapted to face-to-face teaching, by having pupils work through the presentations in the class in small groups as an independent task.  

Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? 
 

Safonau/ Standards
Professional Experience Template 1: Addition Lesson plan - year 1/2
Pedagogy Standard: Advancing: Blended learning
What did you do and why?
Firstly, a variety of different approaches were taken for introduction activities, these included using a PowerPoint, an addition song, post-it notes, question and answer cards and numicon. I wrote out questions on post-it notes and walked around the carpet sticking these on pupils, they then had to stick their post-it notes onto the correct answer on the whiteboard. For a separate introduction, each pupil in the class was given either a question or answer card, pupils then had to walk around the class talking to each other, to find their pair. The variation of introduction activities used were effective in engaging all pupils within the beginning of the lesson. In relation to focus activities, as mentioned above, circles first practical activity involved using paints, to which they finger printed rain drops underneath the clouds to work out the correct answer. Then, they moved on to completing a worksheet adding up to 10 objects. The pentagon’s firstly practiced with dienes tens and units’ blocks, writing the sum out on a whiteboard. They then progressed onto writing out the questions in their books, and most pupils in the group were able to do this mentally. Providing pupils with the opportunity to practice with concrete objects first, had a positive impact on their ability to independently complete worksheets. 
What have you learned?
Employing a range of teaching approaches during these maths lessons was effective in engaging all learners within the lesson, as some pupils are better suited to more practical activities. In relation to my professional teaching development, it was beneficial to try out different techniques within the classroom and assess how children responded to different methods of teaching. I believe that all pupils benefitted from these activities which enabled them to meet the intended outcomes of the lesson, as reflected within their maths books. One lesson learned from trying out a range of activities during the introduction would be to utilise the teaching assistant more effectively when carrying out practical whole class actives, in order to help the flow of the lesson. 
What next?
I will further implement different learning activities during my introductions and focus activities to effectively engage all learners. I will ensure to utilise the teaching assistant in a beneficial way for the learners during the introductions. 
Professional Experience Template 2: Welsh lesson on 'Pwy wyt ti?' - Year 1/2
Pedagogy Standard: Refining: Differentiation
What did you do and why?
My welsh lesson involved teaching pupils how to ask and answer who are you in welsh. Following this, I then taught pupils the names of different family members in welsh, in order to help them create a family tree. Pupils brought in photos of family members in order to create this. I differentiated this lesson by asking higher ability pupils to create their family tree using paper, drawing and then cutting around their hands to form the greenery of the tree. Pupils had a word mat to support them, and they wrote out the correct label and stuck it next to the appropriate picture, this part was completed independently. Lower ability pupils created their tree using outdoor materials such as sticks and leaves. Many pupils within the lower ability group struggle to write in English and so after placing their photos on the tree, they placed pre-cut labels next to the corresponding picture. This was completed with support from the teaching assistant. All pupils were then videoed talking about their family tree and a QR code was stuck in their books, linking to the video.
What have you learned?
From this experience I have learned that it is important to always differentiate all lesson plans. Differentiating the welsh lesson in this way was beneficial to all pupils and each learner met the set learning objective. Additionally, it was effective in controlling the classroom management because all pupils were able to engage fully with their task, as opposed to becoming unfocused due to the task being too challenging.
What next?
If I were to carry out this lesson plan again in the future, I would have split the lower ability group into two, so I would have differentiated in three ways instead of 2. Some pupils in the lower group were not being challenged enough and might have benefitted more from practicing writing the welsh words.


Professional Experience Template 3: Re-arranging maths groups
Pedagogy Standard: Influencing: Challenge & Expectations
What did you do and why?
In regard to the year 1 pupil, he was not being provided with the appropriate level of work and so was not being challenged, preventing him from progressing further. On the other hand, the work given to the year 2 pupil was too challenging, leading the pupil to become quickly de-motivated. She was not achieving the set learning objective which resulted in a lack of progress within maths due to the work being too difficult. Therefore, both pupils were re-arranged for maths.
What have you learned?
This experience was important as it led to appropriate and challenging expectations for both of the learners. 1 week after the re-grouping, it was clear that the year 1 pupil was more challenged, he took longer to complete his work, but it was still done to a very high standard. The year 2 pupil was now being challenged at an appropriate level and she was able to meet the required learning objectives.
What next?
Following this experience, I will try to discuss with learners how they feel in regard to the level of challenge they are facing, and the expectations placed on them. This would provide me with feedback from the learners in how they feel they can best be supported if they are completing work too quick or not understanding the concepts. However, this may be more appropriate for learners within key stage 2. 



Part 2: Critical Reflection
Word count: 2129

Introduction
	I have decided to critically reflect upon my experience within bridge 2, looking further into assessment for learning (AFL) strategies. This activity was undertaken whilst in a Foundation Phase placement and the strategies used were targeted towards this age group. A recent target from my placement review links to further developing my use of AFL strategies, which reinforces the reasoning behind my decision to identify this specific area to develop and improve. AFL can be defined as the procedure of gathering and interpreting evidence, to inform learners and their teachers of where they are within their learning, where they need to go next and the actions needed to achieve this (Broadfoot et al. 2002). There are four elements to AFL, these comprise of sharing criteria with learners, questioning, use and quality of feedback and self-and peer-assessment (Black et al. 2003). Within the bridging activity I focused on self-assessment and questioning, as a result of this I want to broaden my pedagogical knowledge and further explore strategies relating to the use and quality of feedback. Providing effective feedback is an important skill for teachers to master in relation to good AFL (Brookhart, 2017) and so focusing on one element will allow me to critically evaluate with greater clarity.

Critical Discussion of Chosen Aspect
Formative assessment is an important element within the classroom and the feedback received from this can significantly impact a child’s achievements in a positive way (Moss and Brookhart, 2019). Wiliam (2011) reported that information given to learners will be ineffective feedback, unless accompanied by a system that will positively impact on future performance. To emphasise, feedback given should mainly involve ways pupils can improve and develop on tasks yet to be completed (Black and William, 2018). This outlines the necessity to possess a comprehensive understanding of AFL strategies, ensuring techniques used are purposeful and enable progression. The recent body of literature referring to assessment now uses the terms AFL and assessment of learning (AOL), as opposed to formative and summative (Bennett, 2011). These definitions may be misleading and could suggest that only AFL strategies contribute to a child’s progression, however research has drawn upon ways to contest this claim. Preparation for these tests can provide students with a valuable learning experience if there is a deep consolidation and organisation of knowledge, developing a child’s expertise (Bennett, 2011), with summative tests having long lasting benefits for knowledge (Rawson and Dunlosky, 2012). Teachers can use these tests to identify gaps and target these areas. This highlights the importance to be mindful that AFL is not the only route to effectively progress learning, and often AFL and AOL work best when combined (Houston and Thompson, 2017). 
[bookmark: _GoBack]Further exploring the AFL element, use and quality of feedback, research denotes that it should contain three elements, these include evidence of where the pupil is currently, the desired goal and practical next steps to close the gap (CCEA, 2007). There is a large body of literature which supports the effectiveness of providing specific guidance and quality feedback in order to progress pupils with their learning (Black and Wiliam, 2001 and Wiliam, 2011). It is firstly critical not to overlook the different theories of intelligence and how these may affect the uptake of feedback. Dweck (2000) identified two theories of intelligence, the entity theory sees intelligence as fixed and concrete, and the incremental theory views intelligence as dynamic and malleable. The related study discovered pupils who were manipulated to view intelligence as fixed, were more likely to dismiss help for improvement after receiving a poor mark, those who were manipulated to view intelligence as malleable took up the opportunity for improvements regardless of their score. Intelligence and learning are separate concepts; however, this research shows that the way we view intelligence can impact on learning and progression. Taking this into consideration, teachers should aim to project a malleable view of intelligence, focusing feedback on rewarding efforts and not intelligence (Dweck, 2006).
Teacher-student relationships play a vital part in how receptive learners are to this feedback, with interaction being a primary link to AFL (Heritage, 2016). An environment that promotes positive teacher-student relationships allows for better quality support and development, creating a safer space for learners to engage with feedback, especially if critical or corrective (Watling and Ginsburg, 2019). Along with fostering a positive classroom environment, it is essential teachers use vocabulary that is accessible and appropriate for all learners. Studies have shown if students do not understand feedback given, as a consequence they do not act upon it (Pokorny and Pickford, 2010). To overcome this, teachers should check for understanding after giving feedback, whether this be using repetition methods or observing the learner implementing the feedback. Adding to this, it is important teachers maintain their knowledge of feedback given. Reports from students note they are aware some teachers do not follow-up on their comments which causes a negative opinion on the use of feedback (Carless, 2007). 
Looking specifically into ways of delivering feedback, this can be done orally or in writing. Oral feedback involves a spoken dialogue between student and teacher, providing learners the opportunity to verify their interpretation of advice given (Van der Schaaf, et al. 2013) and make improvements. Feedback may be addressed individually through methods such as ‘on the spot marking’ which is an interactive process. This method elicits a strength of the approach as it offers immediate verbal feedback to the learner, which can be argued as the optimal time and preferred method of delivery (Brown, Harris and Harnett, 2012). This would allow learners to make corrections before proceeding with the remaining work. Supporting this further, research has demonstrated that receiving one to one verbal feedback led to positive outcomes for the learning process (Van der Schaaf, et al. 2013). Alternatively, oral feedback can be given as a whole class through implementing pit-stops during the lesson. During this time the teacher could address common misconceptions and areas for improvement that relate to the whole class, proving next steps. 
Whilst immediate feedback is seen as a strength, it has been contested that delayed feedback led to better learning outcomes and produced a superior transfer of knowledge (Mullet et al. 2014). It should be noted that this research was applied to summative assessments, although as previously mentioned by Houston and Thompson (2017) the two strategies are linked and so the findings should not be completely disregarded. Adding to this, Shute (2008) discovered that the appropriate timing for feedback can vary depending on the individual, with high ability learners benefiting from delayed and low ability requiring immediate. 
For feedback to become effective, it is critical that learners are aware of its purpose, as they will interact with formative assessment based on their understanding (Watling and Ginsburg, 2019). Researchers discovered that when addressing the whole class to provide oral feedback, many pupils did not recognise this as feedback, and those who did had a tendency to perceive it differently to how the teacher intended (Van Der Kleij and Adie, 2020). This highlights the need to ensure pupils know the purpose of the pit-stop and that it is linked to the three elements, so they can engage with the information, apply the feedback and action the next steps to move learning forward. 
Feedback can also be delivered to the learner through writing, strategies including leaving a mark, comment or both. Literature has shown that written feedback is effective at contributing to progression when words and phrases are chosen carefully, showing a good understanding of language (Brookhart, 2017). These comments are written down and will always be there to refer back to, unlike comments made orally. When in-depth written feedback is given using the key three elements, teachers are able to identify common misconceptions amongst work and can plan accordingly for future lessons (Black et al. 2003), benefiting both teacher and the learner. 
 A controversy presents itself within the literature, regarding the benefits of using numerical marks in written feedback. Butler (1988) found leaving comments alone was most beneficial in facilitating the learning process. Along with this, when given a comment and grade, the initial focus is on the grade which leads to comparisons amongst peers (Butler, 1988). Black et al. (2003, p.46) argued that “a numerical mark does not tell a student how to improve their work, so an opportunity to enhance their learning has been lost”. The intended purpose of AFL feedback is to encourage learners to take action and improve on their own work (Swaffield, 2011), not to compare performances with others. It could be argued that providing a mark can create a competitive culture within the class, facilitating desires to compete which causes fear in pupils and may reduce interest and enjoyment in developing learning (Schinske and Tanner, 2014). Opposing this, research by Smith and Gorard (2005) obtained negative opinions on receiving comments only, labelling them as unhelpful, where it was established that marks are what facilitated their learning progression. The social constructivist learning theory underpins what AFL advocates, whereby it recognises that the learner is an active participant in the learning process, which develops through a series of interactions co-constructed in the classroom (Dann, 2014). This research indicates that the learner will interact with the environment in ways that enhance their own cognitive development, which may help explain why there are a proportion of learners who progress further from knowing their mark.
In contrast to the success found when giving written feedback (Butler, 1988), the findings from a student survey discovered four main themes amongst written feedback judged to be unhelpful, these being vague comments, no action steps and unrelated to assessment criteria (Weaver, 2007). The final aspect was linked to the use of negative comments, reflecting that students did not find these useful, postulating the idea that only positive comments should be included. In contrast to this, providing only positive feedback can be interpreted as confusing when work was completed to a poorer standard (Pokorny and Pickford, 2010). The social constructivist learning theory would recommend giving learners balanced feedback that include both positive and negative comments to facilitate progression (Thurlings et al. 2013), ensuring that all comments are directly linked to the learning outcome. 
Additionally, research by Carless (2007) reported a disconnect between intended written feedback by tutors and the way it was received by students. Results showed tutors felt their feedback was detailed and provided next steps for improvement, whereas students felt the opposite with a significant difference in opinion. To improve written feedback CCEA (2007) suggested using a structured approach and applying this consistently to familiarise pupils. This approach involves writing two successes, identify an achievable goal, a prompt on how to improve and then allocate time. Linking to the final element of this structured approach, time is a common limitation discussed in relation to written feedback. It has been argued that written feedback is perceived as useless when no time is allocated to apply it (Pokorny and Pickford, 2010), unlike the immediacy linked to oral feedback. Black et al. (2003) suggested denoting a lesson to re-draft work and allow time for pupils to understand the next steps needed for improvement in preparation for future tasks. Building in time for reflection can demonstrate to pupils the importance of engaging with the feedback and enabling improvement, helping to develop resilience and self-motivation. 

Conclusion
In conclusion, the discussed literature shows that when feedback is given effectively, received as intended by learners and time is allocated, positive impacts on progression are exhibited (Brookhart, 2017 and Black et al. 2003). Potential barriers to prevent the effectiveness of feedback have been discussed, for example balancing grades and comments, fostering good relationships, misinterpretation of feedback and timing. However, all limitations were accompanied with strategies that can be used to overcome these barriers (CCEA, 2007, Schute, 2008 and Dweck, 2006). In relation to my future teaching practice, I will ensure to create an environment that promotes intelligence as a concept that is malleable (Dweck, 2000) and reward effort made to develop learning as opposed to outcomes. When providing both oral and written feedback I will use vocabulary accessible to all learners allowing time for questioning of the comments. To provide purposeful feedback I will use a structured approach when writing comments. Overtime I hope using this process improves my own pedagogy by facilitating the growth of clarity in my feedback. To mediate limitations surrounding time, in the planning of future lessons I will build in slots to allow learners time to reflect on progress made and think about next steps for action. I will ensure that immediate verbal feedback is given frequently to all learners throughout the day, providing small achievable targets that are specific to current work. This will enhance learner’s familiarity with the feedback process, becoming active participants in their own learning. 
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