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	Target
	What I have done in this assignment….

	Target 1
	Use clear and concise language to ensure your writing has clarity of expression.
	I tried to ensure that sentences and paragraphs were structured well along with using simple and more complex sentences to vary the pacing of my assignment. 

	Target 2
	Ensure I have read and included enough critical writing from researchers. 
	I tried to ensure I read a lot of different literature when completing my bridging presentation on AFL which allowed me to build a base for this assignment. This, alongside the reading list, helped to inform and lead me towards other writers and theories that I was able to incorporate into my assignment. 

	Target 3
	Write more critically than my first assignment by backing up/challenging any points with critical theories.
	In the first assignment I was not nearly critical enough. I simply made points and backed them up with one writer. This time, I tried to bring in a lot more critical writing that supported/challenged theories and ideas to help me present a more well-rounded and informed assignment. 
















ECAD6008 Assignment: Part 1 

	Professional Experience Template 1 
	 

	Pedagogy Standard 
	Assessment for learning 

	What did you do and why? 
 
	I utilised the sea creature (self-assessment) AFL strategy for several lessons across my time in my placement school. This strategy allows children to honestly reflect on their own experiences of the lesson and their learning in a safe environment.  
The reflection came at the end of the lesson with different sea creatures adorning the small sheet of paper that was stuck at the top of their page. Children, who know what each sea creature refers to, will then circle this creature, and write a reason why they chose it, such as ‘I feel I worked well even though I found it hard.’ 

	What have you learned? 
 
	This type of AFL strategy worked best out of the four I used for my Bridging experience, with the others being talk partners, thumbs up/down/in the middle and open-ended questions. The school in question has been able to create an environment in which the students feel comfortable being honest in their reflection which helps to ensure that their self-assessment is both honest and (usually) genuinely reflective. I have therefore learnt about the importance of ensuring that the pupils are given the platform to talk about their experiences in a way in which they know they will not receive criticism for being honest. Of course, this does not preclude them from sometimes having to go back over their work with a teacher, but if this means that their own understanding of a topic is improved upon, then it is ideal.  

	What next? 
 
	In my future practices I have earmarked the sea creature self-assessment as an excellent way to have the learners assess themselves. It also allows me to gain a better understanding of what they think went well, what was difficult and what can be improved upon.  
Primarily, this will help to ensure that the learners are getting the right help and feedback that they need. It will also enable me to ensure that my own practices are constantly improving, with the children often highlighting specific elements of the lesson or tasks that they found difficult or confusing. By highlighting these, I can augment the work in the right way for all learners to progress in a way that is ideal for them.  


 
	Professional Experience Template 2 
	 

	Pedagogy Standard 
	Blended learning experiences 
 

	What did you do and why? 
 
	I was able to utilise blended learning in the classroom environment through ‘Mathletics’ and ‘Reading Eggs’ with the children. The former is a maths-based program that is augmented so the tasks that are given are apt for the type of learning that has been provided for them. For example, in lessons delivered on division, the lesson would start with a whole class lesson on the carpet on the topic. This would outline the process that should be undertaken along with explanations of why this works and other ways to come to the correct conclusion depending on the group/learner. A specific group is then sent out into the corridor to use the desks outside where laptops/iPads have been logged in and have Mathletics set-up on them. The learners will then utilise what they have learnt in the whole class lesson to complete computer-based tasks on the specific subject which, in this scenario, is division.  
For Reading Eggs meanwhile, the process follows a similar pattern. The lesson is taught to the whole of the class with a specific group being sent out to work on the computers. The tasks set for them on their computers will follow what has been done in the lesson. This included a lesson on discussion features in-class, reinforced by tasks on discussion features on the Reading Eggs application. Use of the applications in numeracy and literacy will change from day-to-day, with each of the four groups having the chance to go on the computers between Monday-Thursday.  
This type of provision was already used often in the specific class, but its continued use proved helpful in supplementing the learning of the children in a style that was different from simply using traditional writing techniques.  

	What have you learned? 
 
	I have learned that utilising blended learning in the modern teaching space can be incredibly beneficial to the children’s learning. For the children, using a computer is commonplace in their lives. By letting them complete tasks online, it gives them a chance to get away from the busy classroom and they do not feel as though they are always having to complete work in the classic written way.  
It also allows them to become more proficient with simple ICT. However, this does come with its own challenges. Many children would come to different class leaders while they were teaching a different group to present them with a problem that had stopped them in their tracks. Upon further inspection, the problem was often quite simple, with it usually being something like the learner clicking the minimise button on the page or they had not clicked in the correct place to type. While these technical problems seemed simple enough, for the children, this was a big learning experience, as many of the learners that had been helped and shown how to do a certain process would then teach their peers how they could fix that problem too. In this circumstance, this type of learning is beneficial for all the outlined reasons.  

	What next? 
 
	In all subsequent teaching practices and beyond, I will look to provide continuous online provision for the children regardless of their age. For younger years, the provision will usually have to come alongside a teacher sitting with them and providing a lot of help which will be time consuming and only possible in the right teaching environment that lends itself to the class leaders having a lot of time.  
In Key Stage 2, I would be inclined to utilise applications like Reading Eggs and Mathletics, yet, Hwb does have excellent resources like J2E, which has proved successful in the past. Minecraft is also another very promising tool for learning, and this is something that could also be incorporated too, with it providing children with the chance to complete different tasks and learning through online lessons, whilst it can be used as a reward for children that have excelled in their work, giving them a chance to play one of their favourite games in an educational sense that also helps them to improve their ICT.  


 
 
	Professional Experience Template 3 
	 

	Pedagogy Standard 
	Real life authentic contexts 
 

	What did you do and why? 
 
	A literacy lesson was used to reinforce learning on discussion features with one specific question revolving around real-life contexts. Instead of it being something along the lines of ‘what is better, literacy or numeracy?’, which is not really a question that has real context in the children’s lives, the questions pertained more to subjects like ‘Should we have less presents at Christmas?’, ‘Should we have school on a Saturday?’ and ‘Should children be allowed mobile phones?.’ 
By posing the children these questions, not only was I able to get the learners to really engage with discussion features and write a discussion text, but I was also able to enable them to discuss topics that impacted them, or they would have thought about outside of the confines of a lesson. 
 

	What have you learned? 
 
	I learned that by utilising these authentic contexts, it can help to improve engagement amongst the children as it allows them to connect the lesson objectives and success criteria with something that is real to them in their own lives.  
In particular, I found the ‘Should we have less presents at Christmas?’ question to be particularly effective. Many of the children claimed that they liked opening presents on Christmas day and that was a major reason as to why they enjoyed it so much. However, there was a small selection of children that cited that having too many presents had made them feel greedy, while others still questioned whether we should have so much when there are people out there that have so little. This type of discussion felt as though it should be way above the age that I was teaching, and so it displayed to me that they were thinking and discussing things that they had clearly thought about before at an elevated level.  
As far as being ethically informed citizens goes, I feel this works perfectly with these real-life contexts as the children displayed a high level of understanding when it came to matters that many other people simply will not try to address.  

	What next? 
 
	I want to ensure that the learners understand and consider the reasons why real-life authentic contexts are so important. When I was in school, the focus of the learning was on specific functions rather than how that would be applicable for later life. Utilising authentic contexts in numeracy, for example, enables the children to understand how that lesson could and is used in everyday life. Understanding this means the learners will hopefully link these practices better to their current and future lives, with this helping to make school less about functions they see as meaningless in later life, and more as giving them the tools to be functioning members of society.  


 
 
	Professional Experience Template 4 
	 

	Pedagogy Standard 
	Cross-curricular themes 
 

	What did you do and why? 
 
	I created and implemented a humanities lesson that incorporated both numeracy and literacy at their core. The lesson itself was a geography lesson that linked into the topic of Guatemala, which was what the class was focussing on for the term. In conjunction with the class teacher doing a lesson on the climate (including trees and flowers) in Guatemala, I did a lesson that was taught alongside this that focussed on the trees that grow in the UK and why they grow there. A tally chart with images of a number of the most popular trees in the UK was created for the learners to use.  
For numeracy, the learners had to display their ability to record the amount of a specific type of tree that they saw in the school grounds on a tally chart. Following this, they then had to work out how many of that specific tree there are in the grounds and write the numerical value on their sheets. From there, they then had to work out which was the most popular tree in the grounds.  
For literacy, children had to use these skills to first read the sheet, before then thinking about, discussing, and recording the reasons why certain trees grow in the UK. The learners also had to use their oral skills to talk to one another and discuss what they thought trees were using the images provided, before then talking in a large group with the class leader about the reasons particular trees grow in this country and not in others.  

	What have you learned? 
 
	I have learned that children will often highlight excellent abilities in AoLE’s that they are not strictly participating in at the time. For example, a child will show excellent literacy skills when they are embarking upon a discussion when it comes to numeracy. While they may also display numeracy skills when taking part in a science and technology lesson. 
[bookmark: _Int_NWnIdPAo]To try to force children to only feel as though they are learning about literacy in a literacy lesson would go against the values of trying to ensure that no AoLE is seen as more important than another. With this in mind, it is especially important to ensure that children understand they are also learning about the humanities AoLE in a literacy lesson that is utilising elements of geography-based study.  
This has simply displayed to me the importance of ensuring that no lesson is ever confined to a single AoLE, with it generally being the case that one AoLE will have strong elements of one other area or more.  

	What next? 
 
	In subsequent PTE and teaching experience, I will look to highlight and utilise cross-curricular themes in each lesson that I can. This will ensure that no AoLE is left without proper representation across the days/weeks/months. While this is not always particularly easy to do, this will often be a seamless process, especially when it comes to including literacy and numeracy.  















































ECAD6008 Assignment: Part 2

Critically reflect on your progress in planning, preparing, and teaching lessons that incorporate specific pedagogical principles. (This evidence should be taken from you Professional Learning Passport –PLP.) Identify one of these pedagogical principles as an area for development and justify the next steps in your development.

Introduction 
This assignment will look to critically identify and analyse a particular pedagogical principle that has been utilised in the planning, preparation, and teaching of lessons across the first professional teaching experience of the PGCE course in a placement school. This assignment will therefore focus on assessment for learning (AFL), how it was used in a specific placement school, the literature that both supports and challenges its implementation and how it can be employed in later teaching experiences. 
The specific pedagogical principle that this assignment will explore is self-assessment, which falls under the umbrella of AFL. The particular style of AFL saw the children at this school utilising a self-assessment sheet when they had completed a lesson, allowing them to evaluate how they felt they had performed in that time. This evaluation takes place through the circling of different sea creatures before giving a reason why they picked that creature (see Appendix 1). Each creature has a different meaning behind it, with the descriptions ranging from ‘I tried hard’ to ‘I could have worked harder.’ The children will then write something in green pen that corroborates their decision for choosing that creature. This is a key part of the sea creature self-assessment, with the written reflection allowing the children to expand on their thoughts and assessment, whilst also giving the teachers the ability to gain some form of insight through the child’s own words and reasoning. 
Assessment itself is, according to Berry (2008), an important part of learning, with its implementation vital in the continued growth and understanding that learners are building. Meanwhile, self-assessment, as defined by Pandero et al (2016), is a process that allows learners to utilise different techniques to rate their own learning and the work they have created. The use of self-assessment at an early age such as in the placement school could be vital in helping with the consistent growth both in a personal and academic sense. 
The notion of self-assessment is one that Bond (2013) argues all students do as, whenever they hand in a piece of work, the learner will have some idea of how good it is. However, Andrade and Valtcheva (2009) claim that students at an earlier age can assess themselves, but question whether they have the right tools to do so adequately because they are yet to learn the main components of self-assessment. With this in mind, it would appear beneficial that the classroom leaders clearly set out the conditions that are required to self-assess effectively. Kearney and Perkins (2014) and Lamprianou and Athanasou (2009) state that for many learners, correctly assessing themselves is the most important part of their work, meaning it should be treated with time and respect. In the following section, this assignment will explore the benefits and limitations of self-assessment in primary school-age children, and factors teachers should consider when looking to implement it. 

Literature Review
Using self-assessment to guide the continued development of children is something that Briggs (2008) describes as a process that can help learners to understand the ways in which they will learn best. The two distinctive styles of assessment that this essay will discuss in differing detail are summative and formative assessment. According to Guo and Yan (2019), summative assessment - which measures the outcome of what a student is learning - was the de facto choice for many practitioners in the past, but there has since been a switch towards formative assessment, which provides continuous feedback, in education. While summative assessment has been widely used, Black and William (1998) state that this type of assessment is a process that can sometimes offer little real guidance due to the fact a student will be given a grade after a set amount of time rather than consistent feedback. Therefore, there has been a switch towards formative assessment, with self-assessment falling under this banner, with Heritage (2010) stating that formative assessment is something the teachers do with their students, meaning it is not just a one-way process in which students receive feedback from classroom leaders, instead, they are assisting one-another in the development of the learner. It may be claimed that the use of formative assessment is a more consistent and fair way of assessing learners, with summative assessment sometimes proving difficult for some learners to truly prove how well they have understood a particular topic, with Gardner (2012) citing that summative assessment does not happen often enough, with a tendency for this assessment to be confined to a few chosen topics that are tested. 
Furthermore, Black and William (1998) see formative assessment as a large component of good teaching, with self-assessment a principal factor in this type of reflection. This links in well with growth mindset, as coined by Dweck (2006), which sees learners looking towards incremental forward growth that can be attributed to self-assessment. The learners in this placement school were challenged to continually reflect upon their own work by using the sea creature sheets with classroom leaders then able to talk to those learners about how they felt they had developed their own understanding across the lesson(s). Meanwhile, the use of summative assessment can, according to Law (2007), put pressure on the student via excessive workloads alongside other exam strains that some students struggle with. Therefore, formative assessment has become a valuable tool for teachers as they look to continually assess the needs of their students, rather than just how they perform under exam circumstances. 
The use of summative assessment may be one that can, according to Knight (2002), lead to learners trying to simply memorise things rather than understanding them, which hinders their own learning. However, it should not be totally discounted as Sridharan, Tai and Boud (2019) claim that the use of regular formative assessment should precede and inform a final summative reflection. This might suggest that the continued use of summative assessment is made less effective if it is not backed up by consistent formative assessment, of which the sea creature reflection falls under. The practices that the placement school have undertaken are in line with this, with the continued use of sea creatures (formative assessment) helping to back up any final tests at the end of the year (summative assessment).
Regardless of whether both formative and summative assessment are to be used, or just one of the two, Verkleij (2000) claims self-assessment needs to be conducted in an environment in which those being assessed do not feel like they are being targeted, as this does not usually culminate in any reflection at all. Tremblay and Gardner (1995) reinforce this point by saying that self-assessment needs to be performed in an area in which the learners can both revel in their successes and acknowledge and learn from their failures. Therefore, the teacher needs to create an atmosphere in which the learner feels that they can reflect honestly, without fearing punishment for admittance to adverse behaviour or a lack of understanding. 
[bookmark: _Int_vH1SjHjV]Alongside creating the right environment for learners to reflect, Panadero, Jonsson, and Botella (2017) claim that teachers should not try to utilise self-assessment solely for the purpose of seeing how well a child understands a concept or how happy they are with how they were instructed in the lesson, with the major focus on the assessment of the student’s own work. Self-assessment, in any capacity, should likely be viewed alongside what Panadero, Jonsson, and Strijbos (2016) claim, which is that it is imperative for self-assessment not to be used towards grading students in any way. Therefore, the use of any AFL strategy in future teaching needs to incorporate a safe environment which will then likely culminate in more honest and constructive feedback for both student and teacher. 
However, the use of this one specific type of self-assessment may not be sufficient in evaluating the progress of the learners as Verkleij (2000) cites that self-assessment is not a one size fits all process, with the context of this assessment important. This could be very problematic when looking to accurately assess children across education. Shriki and Lavy (2014) echo this by questioning how far different research goes when only focussing on one self-assessment, with the idea that certain reflections will not be perfect for every type of learner. This brings into question how effective self-assessment can be if a teacher is unable to allocate specific amounts of time to students, with Galton and MacBeath (2008) noting that teachers are already under an extreme amount of work orientated pressure, with the size and complex nature of this pressure something that has become unreasonable. This therefore points to the fact that with teachers already under so much strain from everyday life both inside and outside of the classroom, it might be unlikely they will have the time to then evaluate all learners fairly. This may mean that the use of both formative and summative assessment, rather than just a single type of self-assessment may be more beneficial, with Biggs (1998) claiming that the relationship between both formative and summative assessment should see the two utilised together, rather than it being a case of one or the other. 
Interestingly, the process of self-assessment may change with each student, as Brown and Harris (2016) state, different learners exude differing attitudes towards the process of assessing their work. Indeed, this style of self-assessment would differ between a foundation phase class and a year 6 class, with McMillan (2016) stating that attitudes towards assessment will alter with age. Despite this, Young and Jackman (2014) have claimed that it is possible to create the thirst for prolonged learning at an early age, which seems to go against the idea that certain age groups of learners will have a more specific attitude towards assessment. Perhaps then the use of self-assessment becoming incrementally harder, which is what is done in the placement school, is one way towards helping to create a desire to reflect and improve, with this achieved by foundation phase pupils having less sea creatures available to them with more added to increase the pool of choice as they get older. It is worth noting that as Plant et al (2012) state, it is important in any type of self-assessment to know that learners are different and will likely interpret things differently. Therefore, it is likely important to provide students with the correct tools to access this type of AFL at their own level, with word/phrase banks and sentence starters providing some form of scaffolding to aid in making the reflection as beneficial and meaningful to as many students as possible. 
As mentioned above, in the placement school the children partook in a simple style of reflection, with the articulation of their own views not ever really going further than a simple, single sentence alongside circling a sea creature. However, according to Andrade (2010), there needs to be a movement away from more simple forms of self-assessment that see learners score themselves rather than making a real judgement on their process. It should also be questioned how reliable a child’s own self-reflection and scoring of their performance can be when it comes to such simple techniques. Wragg (2001) discusses how reliability can be a key factor in any self-assessment, with different people scoring the same performances in contrasting ways. If the reliability of the child’s reflection is compromised due to the utilisation of an arbitrary scoring system, then it could become a case of the child’s self-assessment proving to be irrelevant when it comes to trying to assess their abilities. 
Furthermore, Ross (2006) argues that self-assessment can become a pointless exercise when learners are not capable of assessing their own ability, which can sometimes even lead to the creation of lower standards. This theory is a direct contrast to the point of self-assessment which, according to Baldwin (2000), should see learners developing the skills that will help them to reflect upon whether they are at the desired level of understanding yet. This should then help the teacher to assess the child via their own reflections. It is important to note that, as per Boud, Lawson and Thompson (2013), self-assessment that is not consistent and is too simple will struggle to create the desired outcomes for the development of a learner and their ability to reflect. Therefore, in future practices for those looking to utilise self-assessment, it is important to ensure that the criteria are clearly defined, simple enough in the articulation of expectations, and gives learners the opportunity to expand on their own thoughts and ideas where appropriate. 
Moving on from the simple form of self-assessment, Andrade and Cizek (2010) state that a more difficult style of reflection can involve reflecting on flaws and strengths as they try to create their own feedback. However, especially for younger children, as Panadero, Jonsson and Botella (2017) claim, the self-assessment process has not been an area that has seen much research, meaning that the overall effectiveness of either simple or complex assessment has not been widely evaluated. In conjunction with this difficulty is the scope of assessment available, with Sitzmann et al (2010) suggesting that diverse kinds of self-assessment are likely to result in different results. Perhaps then there is merit in ensuring that different age groups can partake in differing types of self-assessment. Although, the lack of truly widespread research in the field of primary school orientated self-assessment does not enable firm judgements to be made on this. 
[bookmark: _Int_nqBnc7oy]Alongside ensuring the right style of self-assessment is used for the participants, Kearney and Perkins (2014) discuss the importance of self-assessment having context with use in the world outside of the classroom. This links with the ‘Curriculum For Wales’ which was outlined by Donaldson (2015), asks learners to build ‘a body of knowledge and have the skills to connect and apply that knowledge in different contexts’ (Donaldson, 2015, p.29). Indeed, Darling-Hammond and Snyder (2000) claim that there is a strong bond between creating those authentic contexts and the learning being of a particularly high standard. Brown, Dewey and Cox (2014) agree that research suggests the most useful self-assessment tends to come when learners can draw links between the task and an experience that they can relate to. Therefore, the move from the Welsh Government towards providing more apt real-life contexts might aid the learners in reflecting upon their own processes through more contextual thinking, rather than all lessons only having context in the school setting. 

Conclusion
Whilst completing the groundwork in AFL for this assignment, it became evident that self-assessment was a particularly popular method of assessment in the placement school. The sea creatures form of self-assessment allows the student to critique their own performance whilst using a specific set of criteria to rate themselves, with the teacher then assessing the learners further. Babaii and Pashmforoosh (2016) note that giving learners the chance to self-assess themselves while adhering to a pre-set success criteria is an effective way of deciding upon the performances of the learners. As the literature seems to lean towards, for younger children it is beneficial for them to self-assess, but this needs to be provided at their own level, whilst not requiring excessive time writing and reflecting in the same way an older student might. Perhaps an effective type of assessment for these children will incorporate interactive means whereby they circle different characters allowing for easier access to the reflection before building upon their ability to reflect as they develop, with this an avenue that could prove beneficial to explore in my future practices.
[bookmark: _Int_q7EFvBkC]Meanwhile, Topping (2003) emphasises the importance of self-assessment by saying that there is evidence that shows that it can help to aid improvement of academic experience.  While there seems to be a link between being able to properly self-assess work and continued development in learning, there are flaws with its implementation. As Hill (2017) cites, self-assessment can become a negative process when a student is too harsh on themselves, or if the teacher fails to articulate the criteria by which they should be assessing themselves. This means that in my future practices, I will need to aid and engage in the reflective process itself for both the learner and myself. Of course, this is not always possible for teachers, but in my future practice I will look to ensure that as per the Welsh Government (2019) and the Qualified Teaching Status (QTS) descriptors, I will put into effect a range of practices that will link directly to the assessment section that falls under Pedagogy. It is important to consider the fact that children are at various stages of their development, and so assessment results and taking part, alongside the difficulty and complexity of the reflection process will differ from child to child. 
Importantly, Briggs (2008) claims that when self-assessment is done badly, it can turn into a process in which a lot of data is amalgamated without it ever being used to inform the improvement of the learner(s). When looking to put this process into action, I want to ensure that I am utilising this feedback which helps by listening to learners as they look to feedback via their reflections, alongside continuing my own professional learning, with this potentially culminating in the development of current ideas that can help to inform and guide the learner through new processes that are informed by their self-reflection. This means that it is likely very important to ensure that if formative assessment is utilised, then it should be used to build towards summative assessment that seeks to put what has been learnt into practice. Without the formative assessment to help to continually guide and improve and the summative assessment to test this understanding, the use of either assessment itself could become less effective. 
When looking to partake in reflection, it is important to use a reflective model that can guide this process. Kolb (1984), states that self-assessment is an important part of reflecting on any observation as a person looks to try to improve upon their understanding of an event. Therefore, utilising self-assessment in education will ideally improve the chances of a learner developing a better understanding from a certain process before building upon it, thereby developing their personal and professional abilities. Therefore, in my own practices, I will need to ensure that adequate time is allocated to reflection on learning, while the correct form of reflection alongside continued and helpful guidance needs to take precedent. In conjunction with this, the process of reflection cannot simply become a case of collecting data for the sake of it. When collating self-assessment information, the information needs to be used to inform future processes and decisions, rather than simply being used to tick boxes.
Next, while self-assessment is a key part of the journey for the learner it is not, as Baldwin (2000) states, the only way people learn, instead, it is simply one avenue in which knowledge and understanding can be improved upon. Utilising different methods to help improve the progression of learning will be very important in all my future processes with the learning and the best processes changing with time. 
It is also likely that the style of assessment used for different ages of children is important too. For a younger student, a simple self-assessment practice seems ideal, with emphasis pulling away from longer and more articulate reflections, while the use of the latter is better for older students. Alongside this reflection, ensuring that learners are comfortable as they assess is important as providing a safe space for reflection could result in more honest assessment, with the need to listen to the student’s voice an important part of becoming a modern-day practitioner. 
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Appendix 1
                                                                                                   
               Week Beg: 1st January 2022                                    1:1    TA    T    I   WS


LO: (The learning objective for the lesson is written here)
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