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Discuss the importance and effectiveness of developing Assessment for Learning throughout the primary school, including critical analysis of personal implementation of ONE AfL strategy from Professional Teaching Experience.
Assessment for learning (AFL) is a form of ongoing formative assessment in which the main aim is to inform both teachers and students of the progress of the current learning (Black et al., 2011) this method of assessment however, is completely opposite to that of summative which occurs at the end of the learning to prove what the students know, also known as assessment of learning (AOL). OFSTED (1998) The Assessment Reform Group (1999) and Gardener (2012) both agree that assessment, in various forms, has always been present in schools however, up until recently this assessment has been used to compare children and schools opposed to improving the learning. On the contrary, Donaldson’s new curriculum ‘Successful Futures’ (2015) recommends that children’s performance should no longer be reported to the Welsh Government in order to move away from the league table comparison and have greater focus on a continuum of learning. AFL is comprised of 4 elements, use and quality of feedback, peer and self-assessment, quality of questioning and sharing criteria (Black and William, 1998).
[bookmark: _GoBack]AFL is a feedback tool that can be used continuously and therefore provides minute to minute guidance which can impact the learning immediately and assist with the planning of future learning (Claxton, 2005). This method is not exclusively for the student but for the teacher also, as the feedback provided can affect how things are delivered in the future (Hattie, 2012). Black (1998) Wiliam (2009) and Hattie (2009) all agree that the main focus for ALF is to establish where the children are, where they need to go and how as the teacher, you will facilitate to get them there. This method of establishing the children’s learning needs is supported by Vygotsky’s method of the zone of proximal development in which children use what they know in order to understand what they don’t (Miller, 2011). In order for children and teachers to use AFL effectively the children need to be taught to do so (Claxton, 2005) and this is also the case with regards to affectively responding to feedback and the ability provide and receive feedback for themselves and others constructively (Black and William, 1998). Dylan Wiliam (2009) also states that affective and well planned AFL methods can add an extra 8 months of learning time which will benefit all learners; it is important to note that this emphasis of bridging the gap between learning doesn’t just focus on children who are below the outcome for their age, but also for those more able and talented (MAT) students who have the potential to work at a higher level and need to be challenged, as focused upon within the Welsh Government guidance (2016) in which they advise that there should be an investment in a range of strategies to support these students. With the use of AFL, students will develop their skills and begin to use higher order thinking traits (Darwazeh, 2017) this will allow them to do something with any information given to or sought out by them. AFL encompasses itself in letting the children know how to succeed and what they are being judged on (Black and Wiliam, 1998 and Smith and Gilbert, 2010), providing quality feedback which demonstrates to learners how to improve, encouraging feedback by learners and teachers and is “underpinned by the confidence that every student can improve” (The Assessment Reform Group, 1999, p.7). All of which create an ideal of how AFL can be carried out within the classroom to ensure the optimum amount of learning. 
As has been evidenced, assessment for learning has many benefits however AOL and summative assessment methods have been highly criticized in recent years, within The Black Box (1998) Williams and Black emphasize the lack of “useful advice” when marking assessments, with the priority focusing on the overall mark, which in turn can demoralize those who don’t perform well under pressurized assessment circumstances (Claxton, 2005). This method of branding a child good or bad based on one assessment goes against the humanistic approach, this potential failing can cause ‘maladjustment’ causing children to withdraw from education or lash out against it (Holt, 1964). This repeated feeling of failure can lead to further, more permanent behavioral issues which could be detrimental to the child’s mental health and this emphasizes the importance of creating a safe and accepting atmosphere within the classroom in order for all learners to actively participate (Barrell et al., 2017). Another barrier challenging effective ALF is secure teacher knowledge, in relation to providing students with quality feedback, tasks must be rich and allow for students to explore and exhibit their understanding (Black et al., 2003), if the tasks only allow for yes or no answers then the answer must simply be right or wrong, this will stunt the growth of feedback and again affect the mental health of students; therefore validating the importance of secure teacher subject knowledge as supported by Steiner (1919),  Alexander, Rose and Woodhead (1992) and Black et al (2003). In order for the forthcoming AFL to be affective teachers need to ensure that they have understood the previous learning of their students and used this to impact future planning, as ignoring it makes any previous AFL meaningless (Black et al., 2003; Black and Wiliam, 1998). This is also true for the social learning of the children as it related to the progression of verbal feedback and discussion both as a class and towards teachers, Alexander (2008) states that children need to be given time to elaborate their thoughts to verbally communicate them, Vygotsky also agrees within the importance of talk and states that children need to engage in conversation with both adults and children to develop their language skills (Miller, 2011). 
While on teaching practice the strategy adapted was the use of the ‘purple pen’, the purple pen was used throughout the school by both student and teacher as a marking tool and a way to demonstrate verbal feedback and action taken towards that feedback. In a reception setting it was primarily used to demonstrate the practice of letter and number formation for written tasks; after a student had written their answer in pencil the teacher would assess the work and choose an area of the work that needed further development, this would be modeled; demonstrating the desired outcome assists the child in understanding what is obligatory to succeed (Grigg, 2015). This letter or number is then practiced repeatedly on a whiteboard until there is a substantial improvement in comparison to the original; this method of repetition to achieve an enhanced result each time was developed by ‘J B’ Watson as an extension to the previous works of Thorndike and Skinner in what would later become behaviorist theory (Weibell, 2011). The purple pen would then be introduced and the child would be asked to use this pen in their book to recreate the desired letter or number in the formation that was superlative from their practice attempts. The children were then working from work that they had already modeled and becoming their own teacher (Hattie, 2012). This method of AFL classifies itself within the element of ‘use and quality of feedback’ and is supported by a constructivist viewpoint as the learner has to build their new learning upon their old to develop their understanding. This strategy utilizes Vygotsky’s ‘scaffolding’ as modeling is put in place and slowly removed to allow the child to develop independently (Miller, 2015) and although Piaget is also classified as a constructivist his method of the ‘lone scientist’ (Sigel and Hooper, 1969) opposes the support given by Vygotsky. 
This strategy does have positive outcomes as the children can clearly reflect upon the use of the purple pen and see their improvement of a particular letter or number clearly. It is also clear to see the improvement from teachers and parents perspective. The children are also inadvertently becoming more independent as they are extending their prior knowledge to improve, although they are not doing this independently they are still activity improving upon request, this will then embed itself within the children as they progress through the years and begin to use this strategy independently as a result of this methods early use. This is supported by the Foundation Phase framework (2015) which states that “active learning enhances and extends children’s development”. It is clear to see that by the end of the Foundation phase the children will be able to use this method upon request and the strategy will go beyond number and letter formation and will extend itself to apply to the success criteria and extended pieces of work and topics. 
On the contrary, this strategy is time consuming with such a young age group which is a common obstacle for many teachers as noted in Observation and Assessment (Sage Publications, 2018), many tasks were done so with 1 adult to 10 children it was very difficult to provide quality feedback and ensure each child was not only on the right track with the activity but also aiming to form their letters correctly. It therefore became a case that in order to purple pen any work it was done during other times of the day and not as an instant feedback tool. It also required adult support during every purple pen session as the children were not of an age to work independently and they would need to be guided explicitly in order to complete. Marking and purple pen response to feedback were done so in the same colour and therefore to younger years in the school and outsiders can be confusing. 
It was clear that the children within the early years did not fully understand the purpose of the purple pen and therefore it would be beneficial to exchange dialogue within the Foundation phase when asking the children to use the purple pen so they understand and discuss its necessity, this repetition like mentioned previously, will ingrain itself into the children so they can begin to use it without being prompted.  The use of an alternative colour should be used for teacher marking and feedback and the purple pen should be used as a response, this would easily be distinguishable to all children, parents and outsiders of the school. It is also apparent that there needs to be a set time during the day or session in which children can respond with their purple pen, this understandably is more difficult to accomplish within the Foundation Phase due to the need for more adult support however would be extremely beneficial for those in KS2 and MAT students within the Foundation Phase as it would allow them to control their own learning and develop their own self-assessment. In turn this would develop the type of individual that the new curriculum sets out to create “ambitious, capable learners, ready to learn throughout their lives” (Donaldson, 2015). However to create these ‘capable learners’ we must first teach children how to effectively learn from a young age (Claxton, 2015) as Steinberg (1996) explains that we must engage our children early within education in order to override any outside influences that may lead children to be disinterested with school or learning. Therefore deepening the necessity for the use of effective AFL that will encourage our children to be lifelong learners who strive to improve themselves. In order for this method to be successful as a whole school approach the importance of it needs to be discussed at every age, a growth mindset (Dweck, 2012) needs to be embedded early on and the expectation of a ‘good learner’ (Claxton, 2005) needs to be encompassed as a ‘whole person’ approach and as an ethos that the whole school shares. 
After discussing all the points, it is clear to identify that although effective AFL has its barriers, the positive attributes outweigh any concerns, AFL continues to develop children into active learners who can answer their own questions, tackle complications and reflect on their performance (Claxton, 2005); and with guidance aims to warrant children who are “confident to try new things and not afraid to make mistakes” (ESTYN, 2018). It is the teachers’ responsibility to ensure that the learning environment is conducive for children to learn and feel safe to express themselves (Wright, 2006). With encouragement of the use of a growth mindset from an early age (Dweck, 2012) it will help to eradicate the thought of being ‘unintelligent’ or ‘dumb’ and allow learners to understand that resilience, determination and hard work will result in them achieving their goals. All of which is a requirement of The United Nations Convention on the Rights of the Child which states that every child has the right to develop their “personality, talents and mental and physical abilities to their fullest” (UNICEF UK, 1990). From all of the evidence provided it is clear to understand the importance of AFL and need to reform assessment as a whole so it is integrated within teaching and learning (Fautley and Savage, 2008) in order for assessment to be used as its primary focus; to impact the learning.
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