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How can we improve pupils’ engagement through the use of a traffic light strategy?
	
	Target
	What have I done in this assignment

	Target 1 (Only 1 target given)
	Develop your critical thinking further by not only presenting arguments but synthesising your own based on them.
	I have tried to develop my critical thinking by synthesising my own arguments with existing literature. I have also tried to be critical when considering the findings and implications of the research, in order to present a balanced argument. 
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Introduction 
For the purpose of this small-scale research project, I was most interested in the use of Assessment for Learning (AFL) strategies within the classroom and whether these strategies help children to develop their own learning. When observing my class, I found that there was not much emphasis on the consistent or regular use of AFL and hardly any form of self-assessment. I was therefore interested in looking at how AFL could improve classroom practice and engagement. This research will therefore enable me to develop my teaching practice and potentially help improve learning outcomes of children in the future. 
Research context 
[bookmark: _GoBack]My class was a mixed Year 3/4 class. I discussed the use of AFL strategies with my research partner, who was teaching a mixed Year 5/6 class in the same school and had also not seen AFL used frequently in her class. Myself and my research partner felt that it would be interesting to compare our implementation of AFL in classes where it was not regularly used. Our research question is ‘How can we improve pupil engagement through the use of a traffic light strategy?’. For my class, this means I will evaluate how children engage with the AFL strategy to assess their own learning throughout the lesson.

Literature Review
In order to ground the project within an existing body of research, this review of literature will highlight previous work surrounding AFL. Black and William (1998) first developed the concept of AFL. It built on the principles of formative assessment, which is a continuous regulation of classroom learning. The assumption of AFL is firstly to find out where a learner is in their learning, knowing where the learner needs to get to and then showing the learner how to get there (ARG, 2002). AFL is about improving learning through constant feedback and support.
It was concluded from Black and Wiliam’s (1998) research that the following four areas would enable AFL research to develop in classroom practice: sharing criteria with learners; questioning; quality of feedback; peer and self-assessment (Black et al., 2003). It is within these areas that AFL became the major means of raising standards (Cambridge Assessment International Education, 2020). Further support of an AFL approach is shown by Stiggins (2002, p. 764) who asserts that there is ‘no other school innovation that compares to the effects of AFL’. However, it must be acknowledged that it is difficult to implement AFL consistently. I investigated this issue further by researching Welsh Government findings. The findings showed that there was considerable variation within and between Welsh schools in terms of how much AFL is used (Welsh Government, 2010). My observations within my school supports this finding. It is also important to consider how implementing AFL in my class where it is not frequently used could affect the research results. 
[bookmark: _Hlk32770466]As previously discussed, Black and Wiliam’s (1998) work identified self-assessment as a central component of AFL in the classroom. Self-assessment involves students evaluating their own understanding, work and learning progress in the classroom (Harris and Brown, 2018). It is as much a valuable learning tool, as it is an assessment tool because it encourages learners to take responsibility for their own learning and encourages reflection (Davis et al., 2018). In this way, self-assessment enables students to take an active role in improving their own learning by answering three essential questions: ‘Where am I going?’, ‘Where am I now?’ and ‘How can I get there?’ (Stiggins et al., 2004). This is something that can be accomplished from an on-going cycle of self-assessment. Self-assessment has been shown to be extremely powerful in the classroom as the process occurs internally and feedback from the self can continually be accessed (Harris and Brown, 2018). This links to the main function of self-assessment which is to engage students at a deep level with their learning goals and fosters progression which is essential in AFL (Brookhart 2017). 
Self-assessment makes understanding and knowledge more visible (Hattie, 2012). There are many self-assessment strategies that can be used in the classroom. A self-assessment strategy that enables learners to visibly depict their understanding is the traffic light strategy. The traffic light strategy requires learners to evaluate their current level of understanding. Students can signal a low, medium or high level of understanding by showing a red, orange or green light (Black et al., 2003). My class have used traffic lights on a few occasions before, by assessing written work by filling in a traffic light, so therefore it seemed appropriate to build on and develop a familiar form of self-assessment.
It is important to acknowledge that a tension lies between the introduction of self-assessment and establishing a classroom culture conducive to self-criticism. It must be acknowledged that unless a culture of honesty and openness about learning has been developed, then self-assessment can put pressure on students and can have a negative effect (Webb and Jones, 2009, p.180). This study highlights a major issue in relation to my research, as if this culture has not been established, it can place students in situations where they may feel uncomfortable. If classroom culture has not been established, it may impact the validity of the results if learners are reluctant to traffic light honestly because they fear judgement from their teacher or peers (Raider-Roth 2005, p.596). 
However, it must be acknowledged that research has challenged these criticisms and showed that self-assessment can produce effective learning outcomes if certain actions are taken by the teacher (Webb and Jones, 2009, p.180). It has been recognised that teacher encouragement and praise are essential to create a culture where students feel comfortable to display honesty and to remind learners that mistakes are ‘an essential part of learning’ (Webb and Jones, 2009, p.176). This finding is vital to consider when carrying out the research lesson. Volante and Beckett (2011, p.247) also support this, and show that traffic lights can be successfully implemented, if the teacher introduces the lesson clearly so that the student has a good understanding of the lesson task. It is important to acknowledge however, that the findings from these studies can only be generalised to an extent, as self-assessment is context-dependent and engagement with AFL is likely to differ on an individual basis. 
It is important to consider that self-assessment plays a role in developing positive perceptions of self (Wentzel & Miele, 2016). Considering this, it is essential that students engage in self-assessment to develop resilience and to take responsibility in learning from their own experiences (Joyce, Weil and Calhoun, 2005). This shows an increase of engagement and motivation emerging from self-assessment, as learners become more actively responsible for their own learning outcomes (McMillan and Hearn, 2008, p.48). Supporting this, it has been shown that when learners choose to set their own goals, instead of goals being set for them, they show deeper learning (Vansteenkiste, Lens and Deci, 2006, p.25). Furthermore, in response to criticism, when AFL has been implemented previously, it has been shown that students also show more engagement and higher persistence at learning activities (Fluckiger, 2010, p.19). These studies highlight the positive learning outcomes that can emerge from self-assessment strategies like traffic lights. It was further highlighted by Wentzel and Miele (2016) that the link between self-assessment and higher engagement in learning is profound. These readings helped us to refine our research question and focus on how the use of a traffic light strategy improves pupils’ engagement. 
Methodology 
The methodology used in this project is lesson study. Lesson study is a form of action research with the main aim of developing teacher practice knowledge (Dudley, 2014). Lesson study involves teachers collaboratively planning, observing pupil learning, and discussing and reflecting on research lessons in order to refine a teaching approach and improving learning (Dudley, 2015). Changes in teaching can therefore improve understanding of the needs of pupils (Norwich, Dudley and Ylonen, 2014, p.193). Lesson study creates a continuous cycle of sharing good practice and informing future practice (Fernandez, Cannon and Chokshi, 2003, p.182). An advantage of lesson study methodology is that it enables teachers to collaboratively set goals and improve their practice to influence student learning positively (Chassels and Melville, 2009, p.742). However, it is questionable how much the findings could be generalised to other classes as results are specific to the children observed and may differ significantly in another context (Chassels and Melville, 2009, p.742).  
The methods of data collection used were observation, a focus group and reflection. The non-participant observation notes were captured using an observation schedule that was created by myself and my research partner and contained criteria that were to be answered within the lesson (Appendix 1 and 4). The qualitative data formed most of the observation notes. The quantitative data collected includes the Leuven Scale of involvement to identify the selected children’s level of engagement (Appendix 3). 
There were 25 children present in my class on the day. Myself and my research partner had a sample size of three children in each of our classes who formed most of the research data. The sample was based on prior attainment, and therefore featured a range of abilities. The first child (A) in each lesson study was a lower ability child, the second child (B) was middle ability and the third child (C) was higher ability. I sorted the childrens’ names randomly and selected one name from each attainment group. These children were observed in the lesson and then interviewed afterwards.
Observation is a way of collecting data about things that happen in real time (Wagner, Kawulich & Garner, 2012). A non-participant observation was carried out. Non-participant observation involves a researcher simply ‘watching and recording without personal involvement in the context’ (Burns, 1999). In the lesson observation, the non-participant observer did not actively engage with students in the class (Williams, 2015). The lesson observation involved the researcher partner observing the selected children, while the research partner taught their lesson. Non-participant observation allows for objectivity, as the observer can simply concentrate on the events as they happen and record them (Haynes and O’Brien, 2000). The non-participant observer does not participate in the lesson and therefore can observe more neutrally (Rwegoshora, 2014). A weakness of using a non-participant observation method relates to ‘The Hawthorne Effect’, whereby participants are aware that they are being observed and may alter their behaviour (Kirby, 2000). This means that results are somewhat unrepresentative if an inaccurate picture of the usual behaviour is observed. 
[bookmark: _Hlk33091236]Following the lesson observation, a focus group interview was conducted to obtain further qualitative data. A schedule of interview questions was designed by myself and my research partner that we would ask the children from our own classes (Appendix 6). A focus group is an informal discussion among selected individuals about specific topics (Beck, Trombetta and Share, 1986, p.73). It is asserted that focus groups foster a more complete understanding to be obtained, due to the inclusive atmosphere and help to offer explanation for people’s behaviour (Vaughn, Schumm and Sinagub, 1996). Specifically, a semi-structured interview was used. These are structured so that specific elements of the research question can be addressed, but there is room for participants to offer further opinion if need be (Galletta, 2013). This enables a more natural dialogue to emerge. The semi-structured interview was designed with open questions that enabled the children to expand upon the questions (Wengraf, 2001). Semi-structured interviews obtain rich, qualitative data, as questions and answers can be expanded upon to obtain clarification (Smith, Harre & Langenhove, 1995). Conversely, the interviewer has less control over the situation, which can make data harder to analyse if a narrative develops (Smith, Harre & Langenhove, 1995). 

There are many ways of recording observations and the method identified as most appropriate to this research project was notetaking. Notetaking observation method enables the recording of relevant information from another source. Notetaking requires observers to make immediate decisions what parts of an observation are relevant to record (Wragg, 2012). An advantage of the notetaking method is that allows for thorough and detailed notes to be recorded (Wragg, 2012). A weakness of notetaking is that it is likely that some information will be un-noticed, as a level of concentration is given to notetaking sequentially (Kolk et al., 2002, p.277). 

After the observation and interviews were conducted, there was time set aside for reflection. The reflections were captured using Gibbs’ (1988) reflective model to structure the reflection in six stages, with questions within this model designed by myself and my research partner (Appendix 8). The term reflection means to look back and become more aware of a past issue (Farrell, 2015). Reflection is associated with thinking consciously about what we are doing and why we are doing it (Farrell, 2015). Significantly, reflection is a process that can be embarked on individually or collaboratively, where important elements are discussed in a dialogue alongside one’s thoughts (Jay and Johnson, 2002, p.76). Reflective practice has emerged whereby teachers gather data about their teaching beliefs and practices and use this to influence and direct future teaching decisions (Richards and Lockhart, 1994). By using an evidence-based approach, future teaching is subsequently based on more objective reflections from past practice (Farrell, 2015). Reflection in teaching is therefore extremely valuable because it encourages viewing problems from different perspectives (Loughran, 1996). 
Ethical Considerations
There are ethical considerations with doing research in a classroom and the following ethical considerations are in accordance with BERA (2018) research guidelines. Additionally, our research project was approved by the ethics committee, after submitting an ethics form. It is vital that there is opportunity to de-brief participants at the end of the research. At the end of the interview, participants were reminded of the research aims. The researchers also read the participants interview answers back to them, to ensure that they were satisfied that what they had said would be used in the research. It was imperative to obtain informed consent before doing the research. A letter was sent to parents explaining about the research and parents had to sign this to give permission for their child to take part in the research. The children who were used in the sample had returned the forms and therefore given consent. To obtain assent from the children themselves, I informed the children about the research activity and aims and they gave verbal assent after listening to the brief by agreeing to take part. I also made the children aware that they could withdraw at any time from having their data used. Confidentiality was obtained as the lesson observation and interview data was be kept confidential and stored securely. To ensure anonymity, pupils names were anonymised as Child A, Child B, Child C, instead of their real names, in both the lesson notes and write-up, so that they cannot be identified personally.
Lesson Study 1 - results and analysis
I took the role of non-participant observer for the first lesson study and my research partner taught the mathematics lesson. I observed how the children engaged with traffic light fans which they held up throughout, and traffic light exit trays which they put their name into. The following analysis refers to information included in the observation schedule in Appendix 1.                            
All three children held a green traffic light in response to the teacher asking how familiar they were with what the traffic lights meant, which was encouraging as the children had not used before. Throughout lesson study 1, it was evident to see that Child A remained engaged and focused. During the lesson introduction, Child A held an orange fan, so perhaps needed further clarification and guidance. I felt that Child A was maintained a high level of involvement throughout the lesson (Appendix 3). This was particularly interesting in the middle of the lesson, when Child A was not distracted by others talking on their table and continued to concentrate on the work. This could perhaps account for why Child A held up a green fan when the teacher checked for understanding mid-lesson. Child A’s traffic light choices seemed to reflect their work produced and progress. Child A put their name in the green exit tray to show their level of understanding after the lesson. Child A’s level of engagement with the teacher’s instructions and lesson task could reflect this.
Throughout Lesson Study 1, Child B showed an interesting trajectory in terms of engagement with the traffic lights and lesson activities. Child B promptly held an orange fan when showing initial understanding of the topic, but then changed the fan to green after looking around at peers’. Perhaps seeing most peers’ holding green prompted Child B to do the same, not to appear different. I felt that Child B showed moderate to high involvement (Appendix 3). During the introduction, Child B tended to get very distracted by the traffic light fans and played with these and did not at the teacher. However, I felt Child B was engaged in the lesson activity significantly and after settling, eventually got on with the lesson task well with almost no distractions. This may therefore account for why Child B held a green fan at the mid-point of the lesson. Perhaps the traffic light check re-focused the child for the remainder of the lesson. Child B’s use of green traffic lights throughout showed sustained progression and engagement with the activity.  
When observing Child C’s engagement in the lesson, they showed the most change throughout. I felt that Child C showed moderate to high involvement (Appendix 3). Child C held a red fan up after the initial question was posed of how the children felt about the lesson topic. Perhaps Child C concentrated well during the introduction because they felt less confident with the topic. During the lesson activity, Child C seemed to find it difficult to work independently and became distracted frequently. Child C needed reassurance from both the teacher and from peers and support was given by the teacher after the child showed a red fan. Interestingly, after having the teacher’s support and asking Child A for help, Child C was able to work productively and then showed a green fan, as the support had clearly benefitted the child. Child C showed a high level of engagement in the plenary and listened well. Child C placed their name in the orange exit tray at the end of the lesson which perhaps was a truer representation of the child’s understanding because they did not have the pressure of peers seeing which colour they had selected.
My research partner used Gibbs’ (1988) reflection cycle to reflect on the lesson and I shared my thoughts on the lesson with my partner (Appendix 2). I had noted that my research partner asked her class to show their traffic light fan after stating the topic of the lesson, and not after the whole introduction. I therefore did this in Lesson Study 2 to compare how the childrens’ initial perceptions changed as they became more familiar with the topic. 
Lesson Study 2 - results and analysis 
My research partner took the role of non-participant observer for the second lesson study, and I taught the mathematics lesson to my class. The following analysis refers to information included in the observation schedule in Appendix 4.                            
During the lesson introduction, it was noted that Child A showed only a moderate level of involvement (Appendix 3). Child A was distracted by the fans, which many explain why Child A needed support to find the answer when questioned. During the lesson activity, Child A showed a high level of engagement and Child A was able to work independently. I felt that the green fans shown by Child A throughout, as well as the green exit tray choice, reflected the progression they had made in the lesson. 
Within Lesson study 2, Child B sustained engagement throughout the lesson. Interestingly, when asked how they initially felt about the topic of the lesson, Child B held up an orange fan first and then after looking around at peers, changed to a green fan, perhaps not wanting to appear different. During the lesson, Child B held an orange fan and after the class TA supported the child, they completed the work confidently. This could explain their choice of the green exit tray, as they remained engaged despite peers’ talking around them and make successful progress. 
During the lesson introduction, Child C had high involvement by offering answers to questions and was visibly paying attention (Appendix 3). This reflected the green fan shown at the start by Child C. Child C was able to work through the worksheet quickly and became distracted by chatted to peers after finishing the main task. Perhaps Child C’s use of the green traffic light during the lesson may have meant that the work set was easy for the child. Child C placed their name in the green exit tray, which reflects their clear understanding of the maths activity. 
The focus group interview followed Lesson Study 2 and consisted of myself and Child A, B and C from my class and I used the question schedule in Appendix 6. The following analysis refers to the interview notes of the childrens’ responses in Appendix 7. I felt encouraged that the children enjoyed the lesson, as well as using the traffic lights. Child A stated that the fans were fun to use because they had not used them before. This perhaps could explain why the class engaged with the self-assessment strategy so well. When asked what they disliked about the traffic lights, Child C suggested that a lot of the class put up green ‘because their friends were’ (Appendix 7). This was insightful as it implied that the strategy did not give a true reflection of some childrens’ understanding. 
It was also interesting that all three children liked the exit tray method the most. Child B stated that the exit trays meant that ‘Miss knows how you were feeling’ (Appendix 7). This was encouraging as Child B showed a clear understanding that self-assessment means that the teacher can provide further support if need be. The issue of honesty with the self-assessment was highlighted again, and Child A implied that perhaps people were more honest when using the exit trays as ‘nobody saw you’ (Appendix 7). 
When asked what colour fan the children held up at the start of the lesson, Child B stated that even though they held an orange fan at the start, they felt they had made good progress in moving to a green by the end. This was interesting as Child B quickly changed their colour from orange to green when they held their first fan up, so the interview clarified that orange was a truer reflection of Child B’s initial understanding. Child C stated that they held a green fan because they found the work ‘easy’ (Appendix 7). This may explain why they became distracted during the lesson task. It was interesting to hear why all the children chose the green exit trays. Child B had stated that once they had practiced doing the questions, they felt they had gone from orange to green. This shows the child had actively thought about their progress. When suggesting how I could improve the strategy, Child C again stated that I should encourage people to be honest when self-assessing because ‘it makes it worse if you aren’t honest’ (Appendix 7). This implies that the children were aware of the value of self-assessment. 
I then used Gibbs (1988) reflection model to reflect on Lesson study 2 and worked through the six phases (Appendix 5). The following section refers to the reflection notes included in Appendix 5. Beginning at the description phase: (Gibbs 1988). The aim of the lesson was to solve worded division problems and the aim of the research was to improve engagement with a traffic light strategy. Moving to the next phase: feelings (Gibbs 1988). Beforehand, I felt unsure about how the lesson would go because the children had not used the fans or exit trays before. During the lesson however, I felt encouraged by how confidently the children engaged with the fans. 
Moving to the next phase of Gibbs (1988) cycle: evaluation. A good point to note is that all the children appeared to engage confidently with both the traffic light fans and exit trays and seemed to have a clear understanding of how to use them. There was however some uncertainty shown by some children who held a fan up and then switched colours after looking other peers’ colours. This therefore meant that a true reflection of some childrens’ understanding was not demonstrated.
The following phase of Gibbs (1988) cycle is the analysis phase. The children who switched their fan colours at the start of the lesson may have felt embarrassed if they were on red or orange and not wanted to display that they needed help. This has implications for the effectiveness of self-assessment which requires children to be honest in order to recognise if they need further support. I also felt that the childrens engagement in the lesson was due to the enjoyment they had from using the traffic lights, as the strategy was new to them. 
The penultimate phase is the conclusion (Gibbs 1988). The most significant reflection is that the traffic light strategy successfully engaged most of the children and this enabled the lesson aims to be achieved. For the children who may not have felt comfortable in self-assessing honestly, it could be concluded that the strategy needs to be used in a different way. For example, the children could put their heads down and hold the fan up so that only the teacher sees their colour. The final phase of Gibbs (1988) cycle is the action plan. I feel it would be beneficial for the class to have more experience of using the traffic light strategy consistently to examine whether it continues to sustain their engagement. 
Discussion in relation to literature
The findings from the research showed that overall the AFL traffic light strategy improved pupil engagement during both lessons. The findings therefore support past research that has shown the positive effects of self-assessment on pupil engagement (Kearney, 2013, p.878). It has previously been evidenced that self-assessment fosters autonomous learning and therefore increases engagement and high-quality learning (Darling-Hammond and Snyder, 2000, p.538). In relation to the lesson study, it was evident that the children were able to independently identify how they felt about their learning at different parts of the lesson. Overall, this demonstrated their engagement because they were having to actively evaluate their own learning by using the traffic lights. 
The strategy also motivated the children as it made the lesson more enjoyable and interactive. It has previously been shown that if students are given more autonomy in their learning, then they are likely to be highly motivated and more engaged. (Wentzel and Miele, 2016). The findings from my research support this, in showing that interactive self-assessment motivated children to take ownership of their learning. 
The findings also showed that the strategy was effective in identifying pupils who needed extra support. Child B in Lesson Study 2 showed an orange fan at the mid-point of the lesson and then benefitted from support from the class TA (Appendix 4). The traffic light method has been shown to be effective because when students show a red or orange traffic light, the support they receive is immediate and students begin to realise that what comes from being honest, is improvement in their learning (Black et al., 2003). This links significantly with my research findings, as Child C highlighted in the interview that being honest about your understanding is the best way to benefit your own learning (Appendix 7). 
It could also be inferred from the findings that the classroom culture was not fully established and therefore some childrens’ traffic lights may not have been a true representation of their understanding. It is essential that teachers create an environment that is conducive to self-assessment where honesty is valued (Heritage, 2010). When comparing this to my experience, it was difficult to gauge how comfortable children felt with self-assessment beforehand because the children were not familiar with self-assessment and they were not used to self-assessing in front of peers. This may have had implications for the honesty of some children when using the fans, if they felt uncomfortable in admitting that they needed support. In response to this, the use of the exit trays seemed to enable a more private and honest self-assessment opportunity. The exit trays perhaps lessened the negative feelings associated with being on orange or red. Previous literature supports these findings, as concerns about peer perceptions can have negative effects on learning and enable inaccurate self-assessment to develop (Brown and Harris, 2010, p.9) Significantly, the exit trays were favoured by the observed participants because peers were not looking at where you placed your name and could therefore self-assess more honestly and accurately (Appendix 7). 
Conclusion
It can be concluded from the research that on the whole, the AFL traffic light strategy did improve pupil engagement and therefore benefitted the childrens’ learning outcomes. The children in both classes were able to complete the lesson tasks well and showed a good level of progression in their learning. It was encouraging that the traffic light strategy enabled the children to independently evaluate their own understanding and learning at different points within the lessons. However, it must be acknowledged that the findings showed that some children were not as confident in self-assessing honestly in front of peers and this is perhaps due to the strategy being newly introduced to the children. The strategy could be developed further to see if over time all children feel that they can self-assess confidently and therefore demonstrate a truer reflection of their understanding. Furthermore, the self-assessment strategy was extremely valuable in terms of being able to meet the childrens needs and identifying pupils who needed support.
The findings and reflections gained from this research will help me move forward, as I have been able to gain insight into the benefits of self-assessing and specifically how the traffic light strategy helps children develop as independent learners. I would therefore be confident in implementing this strategy in future practice. 
There are strengths and limitations attached to the methods used in this research project. A a strength of lesson study methodology is that it is evidence-based and therefore the meaningful reflection generated was based solely on what happened in the classroom and can therefore inform my future practice significantly. However, a limitation of lesson study methodology is that it is questionable to what extent the findings that were specific to our classes can be generalised to other classes or contexts. However, due to the observed childrens’ mix of abilities, it could be argued that this was more representative than using children of the same ability. I felt that the method of collecting data used was reliable, because the same observation schedule and reflection meant that consistency was established across both lesson studies. Also, the lesson studies were repeated but with a different class, so therefore the reliability was high because both lesson studies produced similar findings and reflections. 
Furthermore, the non-participant observation method generated in-depth analysis of childrens’ engagement with the traffic lights. However, this method is limited because some of the children may have been aware of the researcher’s presence and may have altered their use of the traffic lights to suit what they thought we were looking for. Therefore, it may not have been an entirely true representation of what would happen in a normal lesson. The focus group interview also had limitations attached, as being interviewed together may have influenced the answers they gave, as on a few occasions the children seemed to copy what the others had said. However, there were significant strengths of the interview method. It enabled the children to talk through their understanding of the self-assessment strategy and lesson in general, which enabled the researcher to gain insight into the childrens’ views on engaging with the traffic lights. 
Recommendations
In light of this research, I think it is important to use AFL consistently and frequently in order to measure childrens’ engagement over time to comprise a more accurate judgement of whether the strategy enables further lesson engagement. I will use the findings to make improvements such as trialling different ways of using traffic lights. For example, ‘heads down, fans up’ may benefit children who feel they can be more honest if their self-assessment is private. I think it would be valuable to vary the use of traffic lights to ensure all children are comfortable with the strategy. This will help me to move forward because I have a clearer understanding of the childrens’ needs. I will continue to use the exit trays, as these are perhaps more appropriate than the fans when initially introducing the traffic light strategy. 
In my next school experience, I think it would be beneficial to develop a greater variety of AFL strategies that suit the needs of the children in my class. This way, children become attuned to engaging with many forms of AFL in order to advance and benefit their own learning. 
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