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	Professional Experience Template 1

	Pedagogy Standard
	Assessment for learning

	What did you do and why?

	General Weekly Plan (Context): 
Throughout the week, year 1 have been learning about Remembrance Day and its significance to our Welsh Heritage, whilst also improving upon their empathy skills. Throughout the week, the success criteria has been; 

To understand what Remembrance Day is and why it is important.
To develop descriptive skills both written and verbal.
To know how Wales played a part in WWI.

This was differentiated into accessible language for the pupils;
What is Remembrance Day?
Is it important? Why?
How did Wales help in the war?
Can we write a poem about WWI?

What I did:
During the first lesson, the introduction consisted of a PowerPoint presentation that displayed the success criteria, and then gave the pupils the information to answer these. I paused on each slide, asking pupils to reiterate what I had said or answer a question such as, ‘so, in what year was WWI?’. 
Why:
This encouraged a quality of questioning and allowed the pupils to activate their hard thinking. We then returned to this PowerPoint and success criteria each day to gain familiarity with the content and expectations.

What I did:
At the end of Monday’s lesson during the plenary, I asked one pupil from each group to explain to the class what they had learned. 
Why:
This gave their peers an idea of ‘what a good one looks like’ and encouraged pupil-led learning. Pupils were then able to access one another as learning resources. 

What I did:
Throughout the week, I also encouraged plenty of verbal feedback from the pupils, including mini-quizzes during lesson plenaries that encouraged them to remember facts from the PowerPoint. I also did this during the second and third lesson introductions, so that those who were unsure knew what they may need to focus on during the lesson. Pupils were also encouraged to ‘think, pair, share’ to encourage peers to use each other as learning resources. 

What I did: 
Pupils were encouraged to lead their learning and collaborate during the teacher-led and LSA-led tasks, as pupils were asked to guess or have a go before the adult may have supported their answers. For instance, ‘how did the soldier feel?’, or, ‘what do we think this part of the poppy is called?’. 

What I did:
During the teacher-led task, which was to write a poem for Remembrance Day as a group, I would ask pupils to challenge or further their thinking by taking their language higher, i.e. ‘what is a better word for sad?’. 
Why:
This allowed the pupils to collaborate and once again, activate their hard-thinking skills to scaffold knowledge of what they already know, and then how to build upon it. 

What I did: 
After the higher and middle ability groups lessons, I reflected on the pupils' engagement and what they had produced and questioned whether the lower ability group would perhaps struggle with this task. 
Why:
This was due to not having the literacy knowledge needed to scaffold upon, as many of them still are not able to read or write. 
Instead, I wrote a poem that had missing words. These words tried to include the current phonics sounds they were using. They then had to work as a group, with teacher support, to read the missing word cards and categorise them into those that were related to Remembrance Day, and those that were not. They were then read a sentence at a time from the interactive board and had to think which word would go in that space, and then try to find the right one using their phonics knowledge. This task appeared much more appropriate and the correct choice to make after assessing how the other pupils had engaged with the task. 

What I did:
We revisited the success criteria at the beginning and end of each lesson, and pupils were asked to self-assess, either by a show of thumbs or answering an open question, as to whether they thought they understood their learning. I also introduced the class to lolly-pop sticks that were coloured similar to traffic lights. These were handed out at the end of our final lesson, and I asked the pupils to show me green if they think they knew the answer, red if they did not, and in the middle, if they thought so, but were not entirely sure. 


	What have you learned?

	What I did:
The lolly-pop method was inspired by a student-led discussion about the effectiveness of traffic lights during AFL. I wanted to develop this idea further, so I looked into Rajiv Sidhu's paper, 'Why use AfL? Dusting off the black box' (2011) noted that pupils did not like the traffic light system as it did not benefit their further thinking or learning. 

What I did:
I then considered the developmental age of the pupils in my class and what information they needed access to. I wanted the traffic lights to be a point of discussion and engagement, not just a way of pupils using self-assessment. ​

Why:
This method of AFL has allowed me to try something new, and also assess how the pupils feel about it through their feedback. Other than a slight bit of excitement at the start, they did work effectively, and I found pupils being more honest about their self-assessment of learning. It allowed the pupils to voice their concerns or silently show they needed more help without having to say it out loud. ​​
I felt that this was successful in being able to see which pupils may have lacked confidence, or those that were engaged in the topic and could remember the answers, and those who needed more support. It also allowed me to cold-call on some pupils and ask them to tell me what they thought. This was a good way of seeing where more support would need to be given during certain skills-based activities also. 


Rajiv Sidhu, 2011. 'Why use AfL? Dusting off the black box'. [Online]. Available at: ​
https://www.open.edu/openlearn/ocw/pluginfile.php/690349/mod_resource/content/4/Section%202.2%2C%20Activity%204%2C%20Why%20use%20AfL.%20Dusting%20off%20the%20black%20box.pdf (Accessed: 11th November 2021) 


	What next?

	I am going to keep using the lolly-pop sticks but perhaps with the smaller carousel groups at the end of my teacher task or with the LSA at the end of that group task, rather than with the whole class. This allows the pupils to express any concerns or verbalise their understanding so that we can solve these problems before we have packed everything away. It also may allow for some pupils to feel more comfortable with asking questions or being honest if they have not understood a certain aspect. This can then impact my future planning to be more effective, and cover any repetitive issues during the introduction the next day, or whether I need to re-think an activity. 

To adjust my teaching to the feedback received during the last plenary, I must ensure that the pupils can access the success criteria from the very beginning of the topic. At first, I used language that was perhaps too comprehensive, but I did adapt this for Tuesday’s lesson. However, I felt that I needed to be more repetitive with the criteria at an accessible level from the very first introduction. I will consider this moving forward. 



	
	Professional Experience Template 2

	Pedagogy Standard
	Blended learning experiences


	What did you do and why?

	General Weekly Plan (Context): 
During our whole school topic of ‘Healthy Individuals’ which spanned one week, my class were focusing on healthy eating. I had to plan for three different year groups; reception, year 1 and year 2. 

What I did: 
I planned 6 activities for each afternoon that were differentiated per year group, as well as per ability in each year group. Each group started with an introduction on the interactive board which introduced the pupils to healthy eating, went through an ‘odd one out’ challenge, and gave time for an open discussion. 
The carousel activities consisted of a teacher-led task, an LSA-led task, and four independent activities. One of these activities included using the iPad’s to go around the independent group and create their own pictographs by asking each other which fruits and vegetables they liked. They then had to explain which had the ‘most’ and which had the ‘least’ amount of votes. 
Another independent activity was to draw what their favourite healthy plate would look like on the iPad, and then use the microphone tool to record themselves explaining what was on the plate. 
Why: 
This encouraged independent learning through the use of online facilities and resources. 
To differentiate this task for the reception group, we made a pictograph as a whole class of which fruits and vegetables they liked the most on the interactive board. 

	What have you learned?

	Some pupils can work on the iPad’s independently with no issue. However, I have found that other pupils need a lot of support on the iPad’s, even with things such as logging on to their HWB profiles or finding the correct app. I think more time needs to be spent sitting with pupils on the iPad’s and supporting them to become familiar with it. 
However, having incorporated blended learning into the carousel activities has encouraged pupils to spend independent time on the iPad completing educational games and challenges. 

	What next?

	Due to the school catchment area being one of high deprivation, it is important to note that access to technology at home is limited. Furthermore, there is a strain on parental abilities to support ‘home-learning’, due to limited educational skills. For this reason, challenges/tasks set via google classrooms to complete school work remotely has been discouraged by the majority of staff. This is why blended learning happens predominantly in the classroom, and cannot be set as an independent task to be done outside of the classroom. 
I think incorporating more chances for blended-learning experiences is important in making pupils aware of the technology they have access to. Looking at ‘Project-Based Blended-Learning’ may be an interesting way of encouraging collaboration through teamwork, and blending physical tasks alongside digital tasks. This could be carried out in the form of team research projects or group ‘missions’. 

Teach Thought, 2021. ’12 Types of Blended Learning’. [Oline]. Available at: https://www.teachthought.com/learning/12-types-of-blended-learning/ (Accessed 26th November 2021).




	
	Professional Experience Template 3

	Pedagogy Standard
	Real-life authentic contexts

	What did you do and why?

	General Weekly Plan (Context): 
During my last week of placement, I was given the opportunity to plan a weekly topic of my own choice. I wanted to keep to the Christmas theme that we had been building up to, whilst still linking this to an authentic context that could develop life-long learning. 

What I did: 
Christmas time is an opportunity to discuss some vital topics with pupils, and I chose to focus on sustainability. 
Why: 
In a time of excess, I felt it was important to highlight what is meaningful about the time of year and how we can think about being kinder to the world at Christmas. 

What I did:
This began with sustainability and a message about being more eco-friendly. I wrote a story about a penguin named Bo who travelled the world to find a new home, as his home in the South Pole was melting. The story discussed topics such as deforestation, polluted waters and global warming. However, there was a separate message about finding where we ‘belong’, which related to the Welsh sense of ‘Cynefin’. The character, Bo, introduced Cynefin to the pupils and described to them what it means to feel at home. 
Why:
This story guided the planned weekly activities, including lessons that discussed, in groups, how to be more eco-friendly at Christmas, as well as learning more about Welsh heritage and Cynefin, and using STEM-based activities to independently build an understanding of Cynefin. 

On the second day, pupils thought further about how they could relate this knowledge to nature and the ‘cynefin’ of animals. They also thought further about things that they do that may harm the environment. Pupils were encouraged to think of problems and solutions in their groups, which introduced them to new terminology such as ‘deforestation’, ‘CO2’ and ‘atmosphere’. 

What I did:
During our last session of the week, the pupils created their own sustainable gift wrapping, made toys out of recycled materials and had to draw what their ideal healthy world would look like. 
Why:
I planned these activities as I wanted to introduce the pupils to a vital and authentic topic that will impact their learning throughout their time in school. I also wanted to cover many cross-curricular areas of learning, such as expressive arts, geography, science and literacy. 


	What have you learned?

	I learned that the pupils thrive off of having well-planned activities, and this is demonstrated in their engagement and ability to explain what they have learnt. The independent activities offered the pupils a chance to delve into mini-authentic contexts, such as construction, and recognising what Christmas will look like to different people. This increased levels of empathy, particularly as they discussed in their independent groups how Christmas was different for them all. 

I also found that pupils were very intrigued about the globe I brought out for demonstrations during Bo’s story (where the South Pole and the North Pole were, etc). I allowed for our teacher-led task to become slightly side-tracked by this, as it was fantastic to see their inquiry and curiosity about where Wales was and how far Bo had travelled. Due to the school being situated in a catchment area of deprivation, not many of the pupils have been out of Wales or the UK. Their interest in the globe and questions about geography was very intriguing to see. 

	What next?

	Taking this into consideration, I would like to include using the globe and allowing for pupil enquiry to lead the lesson in future planning. Unfortunately, this was my last week with this class, otherwise, this would have been something to plan into future lessons with them. However, during my next placement block, I think it would be interesting to allow the next class more exposure to the globe. 

Furthermore, the topic for next term is, ‘There is no Planet B’, which ties in nicely to some of the activities I have planned. 
Reflecting upon this, I feel it may have been worth allowing more time for pupil discussion to just ask questions about what they may have been curious to know. The school are prioritising oracy development at the moment, so this could factor in well with having open, pupil-led discussions. They could then go away in groups to produce research projects about their questioning. 




	
	
Professional Experience Template 4

	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	General Weekly Plan (Context):
I was asked to plan the weekly maths and numeracy activities, and I chose to focus on developing knowledge of directions, movement and space.

What I did:
To ensure that the maths and numeracy activities supported cross-curricular learning, I included a range of tasks including physical activity, oracy challenges and digital technology tasks. For instance, on Monday, the pupils had to go outside after the introduction and follow commands of ‘directions’.
Why:
This encouraged them to move around, be aware of their personal space and practice using directions.

What I did:
The LSA-led activity was to similarly take a group of pupils outside and collect a range of flags from ‘around the world’.
Why:
Not only did this introduce pupils to a geography-based activity, looking at countries and their maps, it also encouraged them to work as a group or in pairs to collaborate. This encouraged pupils to use directional language, as well as use physical skills, and see if they could match the flag to the country.

What I did:
During the introduction on Wednesday and Thursday, the whole class had to sit on the carpet and pretend they were on a bus. One pupil was then asked to sit at the front and be the bus driver, telling the pupils which direction they were going in looking at a video on the interactive whiteboard.
Why:
Not only did this provide an authentic context for the pupils, as some had never been on a bus before, it also allowed them to develop their oracy skills in explaining, teamwork and using directional language.

What I did:
Another activity was to work in pairs to ‘Get Santa to Wales’ using a grid and directions. The higher-ability pupils were able to use North, South, East and West, whereas the others were able to use left and right. After they had finished, they had to explain to another pair how they got to Wales using the directional vocabulary.
Why:
This emphasised the use of language and communications, and also worked as a form of peer assessment as they used this opportunity to check each other’s work.

	What have you learned?

	This week’s activities have demonstrated that cross-curricular activities work well when the topic itself has a wider context to it. I was able to relate directions to lots of authentic contexts, which made it easier to plan activities that worked across different AoLe’s. 

I feel that I could have made the independent tasks slightly more accessible to cross-curricular themes, as I predominantly focused on maths and numeracy for each of the four independent activities. However, I felt it was important to recap some aspects from last week’s maths lessons, and the BeeBots did bring in a STEM activity that still focused on directions. However, that may have needed more adult supervision as there were some problems with their functioning. 

	What next?

	Next time I plan a maths lesson, I will look for as many cross-curricular links as possible, as I feel it makes the content more tangible and recognisable to the pupils. 

I would like to re-use the bus activity as that was thoroughly enjoyed by the pupils, and maybe think of new ways to introduce an authentic context that links to a different AoLe, yet still supports the topic or learning objective. 












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

	Targed/Target 1
	To build an argument. 
	I have focused on building an argument by researching literature that both agrees and conflicts with the ideology being presented. I have then used this research and theory to support my thoughts whilst continuously finding the gaps in knowledge or drawing awareness to disagreement. 

	Targed/Target 2
	Develop a critical voice. 
	I have achieved this by bringing awareness to the literature and how it either supports or opposes the argument at hand. I have then used wider reading to gain a firm understanding of the theoretical arguments, which has, in turn, clarified my critical voice throughout. 

	Targed/Target 3
	
	




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.


Introduction 

Assessment for Learning (AfL), in an educational context, is the process by which professional educators can dynamically adapt their method of teaching to support pupil progression and learning needs (Black and Wiliam, 1998, p. 2). This aspect of ‘assessment’ is also a Professional Standard for Teaching and Leadership, as specified by the Welsh Government (2019). Teachers have a duty to carry out AfL that is beneficial for all pupils’ individual progression (ibid), facilitating a process that indicates “where learners are in their learning, where they need to go next, and how best to get them there” (Broadfield et al, 2002).
 	Having implemented AfL strategies in the classroom to progress pupil learning, I have chosen to reflect on this pedagogical principle, as I have identified improvement is required to develop my future teaching practice. 
By understanding the process as defined by The Assessment Reform Group above (Broadfield et al, 2002), teachers can implement five AfL strategies to benefit pupil progression. These are defined by Dylan Wiliam (2018a) as; questioning, feedback, success criteria, peer assessment and self-assessment. Wiliam suggests educators should use these five elements to form the basis of AfL strategies within their educational setting. It must be recognised that there are both benefits and limitations to AfL, particularly when creating an inclusive learning environment (Black and Wiliam, 1998, p.9). Teachers should differentiate each AfL strategy to suit the varying needs of all pupils and support their next steps in progression of learning (Daniels, 2019). 
Subsequent to a critical analysis of strengths and weaknesses I have identified in teaching practice (see Appendix 1), two elements of AfL have been identified for further, detailed examination; self-assessment and feedback. These elements will underpin theoretical research that will inform my next steps to improve future teaching practice.

The Primary School in which the following events and experiences took place will remain anonymous (Article 40, BERA, 2018).

Literature Review

Principle of Self-Assessment 

Self-assessment can be described as an individual learner evaluating their learning journey to understand which direction they may need to take next, or whether they have met the expectations of the success criteria (Panadero, et al., 2015, p. 804). 
Research carried out by Black and Wiliam (Inside The Black Box, 1998) suggests that when implemented successfully, self-assessment can be highly effective in pupil progression and understanding of expectations within learning, resulting in improved attainment and self-esteem. David Kolb suggests that reflection of learning can result in pupils taking ownership of their understanding, thereby distancing themselves from complete reliance on teacher feedback (Kolb, 2015). 
However, alternative research suggests that when self-assessment is not facilitated correctly by teachers, pupils can feel ‘ranked’ amongst peers, thus damaging self-esteem (Jones, 2005). Information gathered via formative assessment must allow teaching to be adapted to better support the learning moving forward (Black and Wiliam, 1998). The implications of this suggest that not using pupil feedback alongside learning outcomes may therefore lead to the prevention of learning progression. 

Benefits of Self-Assessment

Theorists have acknowledged that there are many benefits to self-assessment, including authenticity in transferrable skills for life-long learning, and how receiving immediate feedback encourages the identification of next steps at an effective pace, rather than having a summative approach (Adachi, et al., 2018, pp. 295-296). The use of meta-cognitive strategies may also support pupils in giving them a clear set of goals or criteria they need to assess themselves upon to reflect on their learning and attainment (Education Endowment Foundation (EEF), 2021). However, teachers cannot assume that all pupils have the same cognitive abilities, and so ‘closing the gap’ of those socio-economic differences can be achieved by first teaching pupils how to self-assess effectively (Muijs and Bokhove, 2020).

Benefits of Self-Assessment in Practice
  
When trialling an effective method of self-assessment, pupils were instructed to ‘traffic-light’ their understanding using coloured lolly-pop sticks (see Appendix 2). During the lesson plenary, some pupils would put up ‘red’ or ‘amber’ when questioned on the success criteria, indicating a need for further provision. These pupils were then encouraged to think of a question they could ask a friend to find out the answer, providing an opportunity for ‘think, pair, share’, a pedagogical AfL approach established by Frank Lyman (Lyman, 1981 in Shih and Reynolds, 2015, p. 221). This allowed pupils to rely on their peers as additional learning resources having recognised the gaps in their understanding. 
Discussing what they have learnt with others introduces pupils to new ways of understanding the learning themselves, forming a relationship between self and peer assessment (Reinholz 2015). This creates an opportunity for collaboration, a key feature of the Pedagogical Principles of Teaching Standards in Wales (Donaldson, 2015). It also provides pupils with an opportunity to reflect on their learning, and independently assess their engagement. Pupils can then scaffold their learning and knowledge moving forward, once they have utilised the support from both teacher and peer, thus increasing the pupils’ confidence in identifying the route towards improvement (Vygotsky, 1978). This could be measured by teachers against the Four Purposes, as pupils aim to achieve these skills throughout their learning experiences (Donaldson, 2015). The placement school uses ‘Purpose Heroes’, which are fictional embodiments of the Four Purposes of the Curriculum (ibid, 2015). 

Limitations of Self-Assessment

There has been criticism of the ‘traffic light’ strategy, suggesting it may be “a barrier to development” (Webb and Jones, 2009). Introducing ‘artefacts’ for assessment has also been critiqued by Webb and Jones, who expressed that without first building a safe and honest environment for pupils to be open about their feedback, then they are mostly ineffective (ibid). 
David Didau (2014) also expressed concerns about whether ‘traffic light’ methods of assessment support and develop metacognition in pupils. Metacognitive abilities allow pupils to independently assess their learning, which Didau believes can be limited by such strategies, as pupils need to access a suitable and effective method of self-assessment for their specific needs (ibid). The result of these findings can then be acted upon by allowing the teaching to be adjusted accordingly (Geary, 2012).  

Limitations of Self-Assessment in Practice

Pupils were instructed to self-assess their learning based upon the success criteria during a plenary quiz. Some pupils seemed unsure whether they had gained the knowledge they needed to answer the questions asked. Other pupils did not respond at all, which led me to question whether the success criteria was accessible for all pupils. On reflection, I could have emphasised the success criteria throughout the activities. However, the success criteria is a guideline and perhaps I was measuring learning too closely to it. 

As stated by Flórez and Sammons,

“in the absence of these (success) criteria, students will not have a basis on which to support judgements about their work or that of their peers”.
(2013, p.10)

This is also supported by Black and Wiliam, as the intention of formative assessment should be to support pupils progress and development, not to simply make them aware of any shortcomings (1988, p.5). Without a sound understanding of the success criteria or the aim for learning, pupils cannot relate their learning to any tangible ‘checklist’. This can therefore result in implications for pupils self-esteem, feeling they have not ‘achieved’ what is expected, particularly if pupils are only ‘rewarded’ on physical outcomes of work produced (ibid, p. 9). Daniel Statman (1993) found a delicate balance between a pupils self-worth and the teachers input to encourage self-acceptance and maintains that, “the improvement of self-assessment is a necessary condition for enhancing self-esteem” (ibid, p. 55). The implications of this suggest that if pupils can honestly self-assess their learning and achievements, then self-esteem will increase whilst improving motivation. However, to do this, the pupil must be aware of the criteria they need to accomplish (Flórez and Sammons, 2013).  

Principle of the Quality of Feedback 

Another element of AfL is the implementation of feedback that is carried out effectively to ensure that learning is understood and developed (Leahy, et al., 2005). Hattie and Timperley defined feedback as, 

“information provided by an agent (e.g., teacher, peer, book, parent, self, experience) regarding aspects of one’s performance or understanding”. 
(2007, p. 81) 

Theory further suggests that short-cycle formative assessment is the most effective time scale to seek learner attainment (Leahy, et al., 2005). Considering this statement, perhaps verbal feedback is the quickest method of assessing pupils learning. Wiliam also echoes this idea, proposing that feedback should happen ‘minute-by-minute’ (Wiliam, 2006). Wiliam further advised that feedback must be used effectively to advance learners thinking, not to fulfil an emotional need, as this can lead to pupil disengagement and demotivation (Wiliam, 2018b, p. 131). Kluger and DeNisi (1996, in Wiliam. D., 2018b) explored whether feedback can improve pupil performance, and if so, how. This research was concluded by Dylan Wiliam, who found that, 

“even when the effect of feedback it to increase motivation, this may be a short-term improvement at the expense of a long-term worsening of performance”. 
(Wiliam, 2018b, p. 133)

Benefits of Feedback

Carol Dweck’s theory of ‘growth mindsets’ suggests that pupils who are invested in their learning and can take on feedback to challenge their next steps are in a position to stay motivated, compared to those pupils who may suffer from ‘fixed-mindsets’ (Dweck, 2000). To give effective feedback and maintain this engagement in learning, teachers must consider how they present praise, how they guide learners to achieve, what they ask pupils to learn and develop, and how they can measure the impact of effective feedback (Dweck, 2012). Praising pupils for personal ‘abilities’ can lead pupils to disengage over time, and so feedback should be based upon the attainment of knowledge or effort towards learning (Black and Wiliam, 1998). Furthermore, praising pupils for their efforts instead of the outcome helps them to cultivate a ‘growth mindset’ (Mary Cay Ricci, 2013, p. 20-21).

Benefits of Feedback in Practice 

I planned for three groups of pupils to work collaboratively to write a poem for Remembrance Day. I was able to facilitate their discussion and give short-cycle assessment through the form of feedback, encouraging pupils to take their language further and scaffold on each other’s ideas. The feedback also encouraged pupils to use their ‘hard-thinking’ skills (Coe et al, 2020, p.6) and engagement improved when praised for their ideas and use of vocabulary. The pupils created poems that displayed empathy, a key element of the ‘Statements of What Matters’ for Health and Wellbeing in the Welsh Curriculum (Welsh Government, 2021). The task was differentiated for the lower-ability group, providing a ‘fill in the blank’ challenge to complete a poem. Feedback for this group was also differentiated, praising them for remembering their phonic sounds, understanding word meanings and challenging their understanding. I would not have been able to plan an equitable environment for learning without the feedback from other pupils, as well as observing their discussions.
Mary Cay Ricci echoed the work of Dweck and discusses the importance of differentiating responses to each learners needs and how this creates a ‘responsive learning environment’ (2013, p. 32), She implies that teachers not only need to adjust their feedback for each learners abilities and needs, but also utilise the pupils differing criticisms of their learning experience to adapt the content moving forward. 



Limitations of Feedback

Wiliam and Black suggest that there is a correlation between the quality of questioning and the quality of feedback (1998, p. 12), proposing that feedback can only be as effective as the questions asked. However, if pupils are unable to give or receive effective feedback, this can consequently impact their higher-order thinking skills (Lewis and Smith, 1993, pp. 131-137). These skills allow pupils to find purpose in their learning and develop key skills, such as filling in the ‘gaps’ of their learning (ibid).  

Limitations of Feedback in Practice 

It was observed that when questions requiring pupil feedback were asked to the class, the same few pupils were often the first to put their hands up. Others did not take the time to think and instead, called out an answer, whilst there were others who frequently did not put their hand up at all. Although these pupils could be called upon to demonstrate understanding, there was hesitancy as I did not wish for pupils to feel uncomfortable. 
It has been observed that feedback received from pupils can be limited by their lack of oracy and literacy skills. The catchment area of the primary school is one of high deprivation, as 49% of pupils are eligible for free school meals (eFSM), “well above the (national) average for Wales at 20%” (ESTYN, 2016). The resulting lack of oracy skills was apparent in disengagement and apprehension to talk in front of the class.
Recent studies have explored the impact of COVID-19 on pupils, which has caused limitations in the classroom as many pupils are more hesitant to be involved with oracy based activities (Henshaw, 2021). Differentiation of feedback is thus vital to provide an equitable approach to learning and build a learning environment that is tailored to pupil needs (Ricci, 2013). 
 	This may begin with an emphasis on verbal feedback rather than written, something I have not yet had enough time to trial and measure the impact in my placement school. Furthermore, there are suggestions that ‘wait time’ (Black, et al, 2004), which increases the time for pupils to question and reflect, can allow pupils to retrieve knowledge or find the gap in their learning, which in time may develop confidence in oracy skills. 

Conclusion and Next Steps:  

For pupils to give an honest review of their learning via self-assessment, the learning environment must first be safe and support every learning need (Coe et al, 2020, p.24). This is also one key feature of the Teaching Standards in Wales: to provide assessment that meets the needs of learners and ensures equity amongst all pupils (Welsh Government, 2019). Removing barriers to learning and making success criteria accessible can effectively progress pupils abilities to self-assess their learning, and allow the teacher to adapt the delivery of teaching moving forward (Muijs and Bokhove, 2020). To utilise this research and inform my practice, I will ensure that the foundations for self-assessment are in place and recognised by learners (Education Endowment Foundation (EEF), 2021). 
Firstly, pupils must understand how to self-assess, and so I will first need to familiarise pupils with these skills (Muijs and Bokhove, 2020). This could be done by having pupils mark example pieces of work first to become familiar with assessment strategies, and then attempting to self-assess their own skills or understanding. To do this successfully, pupils must know where the success criteria physically is, i.e. on the interactive board, at the top of a worksheet or, on a whiteboard on the table. However, I may first need to familiarise pupils with what success criteria is and its importance. This could be done by choosing a ‘Purpose Hero’ that best represents the learning outcome, for instance, “today we are going to be Ethical Emily’s”, so that pupils also have a visual representation of their learning (Donaldson, 2015). 
Pupils also need to have a role in defining the success criteria to take ownership of their learning (Kolb, 2015). This could be achieved by facilitating pupil discussions to examine what they need to learn and utilise their pupil voice (Donaldson, 2015). If the pupils can first identify what purpose they are working towards, this can be the first step of measuring understanding. To achieve this, I will also provide pupils with an example piece of work at the beginning of a lesson, demonstrating common misconceptions/mistakes to support learners to understand the content and expectations of the lesson (Black and Wiliam, 1998).
Critically reflecting on my experience and subsequent research, I understand that using lolly-pop sticks to self-assess learning as a whole class has its limitations (Webb and Jones, 2009). It may be better to use them in smaller, carousel groups to allow assessment of pupils learning at an efficient pace, and solve pupils queries during the lesson, not at the end. I will also explain to pupils that they do not have to use the lolly-pop sticks or other ‘artefacts’, and encourage them to strategise their own beneficial and effective way to self-assess learning under guidance from myself and the Learning Support Assistant. 

In light of Wiliam’s theory that effective feedback should guide next steps and reflection, paralleled to Carol Dweck’s idea of ‘growth-mindsets’, there appears to be a relationship between the purpose of feedback, its content and its impact. As stated in The Great Teaching Toolkit, feedback has two purposes; to inform teachers decisions and to provide feedback that supports pupils learning (Coe et al, 2020). Teachers thus have a duty to utilise feedback, as well as knowledge of their pupils, to help scaffold pupil development and progress their learning (ibid, p. 36)
I will ensure that feedback presents pupils with a challenge, or guidance towards their next steps to encourage higher-order thinking skills and resilience (Coe et al, 2020, pp. 30-41). However, my feedback must be differentiated to each pupil's current abilities whilst considering their next progression steps (Daniels, 2019). Furthermore, the content of such feedback must be considered, for instance, praising pupils not on the outcome of work, but the level of effort, the demonstration of growth in knowledge and the application of ideas and engagement (Black and Wiliam, 1998). I will do this by tracking individual pupil progression via bookwork, engagement in lessons, and application of knowledge. This can also be achieved through the use of questioning that supports pupils to think about why their progression is important to them (ibid). This will ensure my feedback guides appropriate next steps that are fair to each learners abilities. 
The placement primary school has taken on oracy development as a priority to counter the impact of COVID-19 and its effect on oracy skills across all year groups. Therefore, feedback should be verbal where possible to meet the whole-school approach, as well as increase confidence in learners. I will implement this by discussing with pupils the expectations at the beginning of each lesson, and not of the outcome anticipated, but the knowledge and effort that is expected. Having these open discussions not only engages oracy skills, but also gives pupils an opportunity to recognise what effective “praise” should look like, particularly when peer-assessing one another (Voice 21, n.d.).
[bookmark: _GoBack]To date, the marking of books has not been entirely effective in informing pupils of their next steps. There is often little time for pupils to revisit these comments and make adjustments, particularly as the majority of pupils in the class are still learning to read. A more verbal approach can be taken or perhaps a visual strategy, such as asking pupils to compare their work to a template or an image that represents ‘what next’. I will endeavour to find time in class for pupils to mark their work and understand the feedback given, acknowledging what they have done and identify where to go next (GOV, 2016, p. 10). This will create an incremental approach to lessons where pupils themselves can plot progression over time and “celebrate” their development (ibid, p.10). 

This paper has identified specific next steps in planning, preparing and teaching based on the knowledge gained through a detailed examination of the theories surrounding the successful implementation of assessment for learning. I have had the opportunity to reflect on varying theories and perspectives surrounding AfL and specifically, the elements of self-assessment and feedback. The benefits and limitations experienced during school placement have been explored and new approaches have been planned and prepared. The next step in my professional development is to implement these new teaching methods in the classroom, evaluate outcomes and ensure that my learning and progress continues to improve outcomes for pupils.
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Appendix: 

Appendix 1: 
Presentation by Chesterton, H., (2021) ‘Implementing Assessment For Learning Strategies in the Classroom​’. [online]. Available at: https://uowtsd-my.sharepoint.com/:p:/g/personal/2104573_student_uwtsd_ac_uk/EX5gg6e3foBPmK7KpeljnfQBrMyfzfw_l-Waw3-x3QNKHg?e=suYNOO 

Appendix 2:
Traffic-light coloured lolly-pop sticks used for self-assessment of learning. 
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