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	Target
	What I have done in this assignment...

	Target 1
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	My opinion has been given responding to the research with links, rather than always: research suggests….

	Target 2
	The reflective section does a fairly good job of moving beyond the anecdotal and descriptive, towards a more coherent consideration of the pedagogic literature.

	Form my own reflections on the literature I have researched.

	Target 3
	The literature review shares some of the strengths and weakness of the proceeding sections. That is to say, an ability to consider and synthesis a range of relevant scholarly discussion, but with a limited degree of criticality. Developing your critical engagement will be key to enhancing future coursework you undertake. 

	Highlight and act on areas identified as weak following research.





Part 1: Professional Learning Passport
Bridging 2 Reflection
Meet
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect

	 We met with the school network lead and network mentor to discuss what and how the school uses Assessment for learning to develop learning and teacher's pedagogy.
2015 The school used their PDG Grant on a training and research programme that was carried out throughout the school. Visible Learning. John Hattie.
Displays throughout the school. All staff understand and were trained to use it. Understand the research.
Staff all relfect. If something isn’t working = STOP.
Visible Teaching = When teachers see learning through the eyes of the student and when students see themselves as their own teachers.
To make learning visible, the pupils have to be involved.
Examples of what the school now use:
The Pit.
Displays in every wing sharing the Learning Pit. A clear representation to all learners of the route to learning. Celebrating and embracing a Growth Mindset. (Dweck)
Solo Taxonomy – “We are going solo.” (Solo = Structure of Observed Learning Outcomes.)
Linking prior knowledge before we start topic.
FLIP Learning. Videos posted online on the school website for parents to watch with their children before the lesson, so the children have a base understanding or an introduction to the topic/skill area.
SKILL SLIP:
Contains Lesson Objective and Success Criteria. 
Children can gain a better understanding of their learning skills.
Feedback and Feedforward.
RAG Rate their learning: Red =Struggle; Amber = Ok; Green = I’ve got it.

HMI – Higher, Middle, Independent  How much help have you received in your learning? Do you need more?
Carol Dweck – Growth Mindset – Lots of displays around the school.  Introduced in FP and shared throughout the school.
FAIL
F – First
A – Attempt
I – In
L – Learning
Brainology – How that made us fail. What negative and positive growth mindset.
Effort
Creates
Ability
Learning Journey.
Create a learning journey together; like a story map. This is valuable on refelcting, sharing content and showing progression. You can refelct and recap on what you have done.
Traffic Cups. Red: I don’t understand; Orange: I need a little help, or to ask a few quesitons; Green: I have got this. Give children each a set of traffic cone cups for their desks and they indicate to you via a visible colour who needs help.
MR MARKER. Use of visual references so children understand feedback.  Used for chidren at different levels. 
In a Nut Shell:
Write in as few words as possible, what you have learned.
Lolly-pop sticks. Names (can use coloured dots of cooured pen so the question is adapted to the needs or level of the learner) ALL names in the jar. Students don’t know who will be required to answer.
Understand where the lesson could go wrong. ASK the teacher – include this in your planning. Allow time for questionning. Plan for uncertainty and have strong content knowledge to be able to answer questions.
Create a climate of high expectations. Ask 'How' and 'What if' questions. 
Use rules and expectations and consequesnces for behaviour – making sure these are explicit and clear, and consistently applied. 
PRACTISE what you are going to say and how you are going to explain it. Have notes in your plans to help, or cue cards. 
Relationship Building. Having a good, respectful replationship with the children is essential before feedback is given. Talk to the child only when they are feeling calmer.
If something doesn’t need to be dealt with in the moment, then have a question or a Worry Jar, where things can be addressed at a later date. MAKE time for this. Show it is important, keep building that respect.
Green pen for Growth, Tickle Pink. Purple for marking. – Never put a cross, this is seen as negative. Use a dot. Instead highlight green for growth, so the child doesn't see the mistake. (I’d like to research if the child will just associate the Green with a negative, is highlighting a wrong answer going to increase stress?)
If verbal feedback has been given, Put a V in a circle in the book.
Marking during the lesson. Shirely Clarke = Evaluation, feedback and marking needs to be constant – as the learing happens – so that changes can be made or new thinking can be applied WHILE THE WORK IS IN PROGRESS RATHER THAN RETROSPECIVELY.
Aim for feedback at where the pupils have best demonstrated the learning, not just when they have completed the task. To see this, you need to observe the pupil in the moment and discuss the thought processes and difficulties.
Reflective Questions: (Making Every Primary Lesson Count)
Am I using immeditae verbal feedback as often as possible?
Is the feedback the pupils recieve kind, specific and helpful?
Are my pupils working harder than I am?
Do I ensure that the chiuldren have time to read, respond to and reflect on written feedback?
Are my lessons flexible and based on feedback form the performance of the pupils?
Does my feedback foster a growth mindset and encourage children to aim for excellence?
Pile books in order of understanding so that when you return the books, you can quickly identify those who need extra support or addressing any misconceptions.
Use bookmarks or post-it-notes in the pupil’s books so that you are not writing anything lengthy or feedback that invovles addressing misconceptions.
Use bookmarks to highlight pupil progress.
Frequently CHECK rather than mark to see the errors during the lesson and praise pupil’s in the moment. 
Keep a Feedback journal. Refer to it the next day for praise and to go over any misconceptions. DO this rather than writing any misconceptions in the children’s books.
Teachers need to model what good feedback should be – how to give and how to recieve feedback. Model of good practice.
Is feedback about the task?
Is feedback aimed at the process?
Is feedback aimed at self evaluation?
Is personal feedback effective? Hattie.
Where am I going? How am I going to get there? Where next?
Educate Learners not finishers.
Choose 1 thing that the pupils should go back to edit.
Provide achievable goals.
	 Content knowledge needs to be fluent for teachers to teach children, with a developing knowledge, based on research as to how children learn. For both of these to happen effectively, the classroom must be managed in such a way that maximises opportunity for all pupils to learn with content activating pupil's thinking.
The sequence of progression is essential in the teacher building and scaffolding new information. Although progression steps are malleable, the sequence of lessons needs to build on prior learning and thinking so the children can bring into their working memory secure strategies for progressing knowledge.
Due to the teacher's thorough understanding of content, they are able to change and adapt their explanation, giving multiple examples, whilst being aware of any potential misconceptions that may hinder them in the future.
Content Knowledge and Pedagogical Content Knowledge are vital. (Ball et al. 2008). Explanation, variety and strategy needs to match the content of the curriculum. Great Teachers Toolkit. Suggestions of explanations include:
· Well crafted, and scripted descriptions.
· Models and diagrams
· Analogies
· Representations
· Examples.
· Have more than 1 way of saying something.
· Use great materials rather than make their own.
Great teachers use knowledge of their pupils and classroom to build into their lesson common misconceptions and by building these into their presentation and lesson can help the children avoid them. (Creemers et al. 2013)
This environment is built from a supportive learning environment. (Also see Bridging 1, knowing your learners, their background, support network etc). 
Positive interactions between teachers and pupils, trust, a safe space to work and learn, with strong attachment. Learner motivation needs to be promoted, through feeling they can do, self belief and competence. The lessons need to have a high expectation, with high challenge, and high trust, to develop and progress learners, who feel they can change. Praetoris et al (2018). Self-determination theory prioritises wellbeing and development. Deci and Ryan's (2008) model encourage motivation. Autonomous motivation is reached through: autonomy, competence and relatedness. Autonomy: they are in control of their learning and their behaviour is in harmony with their interests and values. Competence: they are able to achieve. Relatedness: learning makes sense and is connected to real life, and community. Motivation can be affected by feedback, praise where praise is not due will not challenge students and potentially stop them from aiming higher (Dweck, 2000, Hattie, 2009)
None of the above would be possible without classroom management. The teacher needs to respond to this in relation to the needs of their pupils (see Bridging 1). 
Time needs to be managed effectively, rehearsing what you are teaching will help this. Maximise productivity and minimising wasted time by giving clear instructions, establishing and sticking to strict routine, make transitions between activities as smooth as possible. Classroom rules must be understood, obtainable and practiced by all (Bridging 1) and dealing with bad behaviour by removing or responding to a situation before it has happened will help sustain a positive learning environment (Bridging 1).
Time must be managed and effective, with all activities thoroughly planned and resources ready to ease participation and engagement. Resources include instruction, that must be exact, so pupils know precisely what they are doing. All activities should reinforce how you expect the pupils to behave.
This behaviour is replicated in fair, and consistent class rules. As emphasised in Bridging 1, consequences for poor behaviour and good behaviour should be separate. Praising rules being met and positive rewards are more effective than only punishing poor behaviour (Calderella et al. 2020). Knowing the pupils, their backgrounds and needs, will help the teacher predict when poor behaviour is about to occur and eliminate or prevent it from happening in the first place. (Kern and Clemens (2007) 'antecedent strategies' for all in the classroom, teachers and pupils are involved in establishing strategies to maintain a positive learning environment.
Great Teachers Toolkit
Structuring:
Teachers who use open questions and promote dialogue will increase flexible thinking and further collaboration in the learners. 
Interacting with feedback from students about their knowledge and understanding, and providing students with 'actionable' feedback will develop and support their learning. (Hattie, 2012). 
Tasks should embed learning, through practicing, until learning is secure. Frequently revisiting tasks will prevent it from being forgotten. 
Feedback can also help children to plan and monitor their own learning. This process will structure more independent learners and develop expertise. 
Through developed content knowledge, teachers can help pupils understand WHY, and learn to experience what success looks and feels like. Here, learning must be set at the level for each child to achieve. Differentiating difficulty, for the child to be in control of their learning will help create a safe space, enabling the child to progress at the right level for them. All in the class need to achieve, and scaffolding levels of work will help all pupils to achieve this. Wiliam (2018) suggests that all classes have a 'bell curve' of attainment, but a good teacher will attempt to disrupt that, so that all are able to progress and achieve. Scaffolding allows all to build upon their knowledge, until ideas become fluent. 
Explaining:
Cognitive overload theory (CLT Sweller et al, 1998, 2019) suggests that the brain can only process a certain amount of new material. Explaining needs to connect learning to relevant prior knowledge. Through making schemas, knowledge can be 'chunked' together. Examples are key to introducing new ideas (Booth et al, 2017). Equally effective are presenting pupils with 'partial solutions' so they must problem solve. 
Questioning:
Pupils should be asked a large amount of questions to help cement learning (Rosenshine 2010). However Hattie (2012) reinforces this by suggesting the quality of the questions are equally important. It is a glance between deep questioning and bringing to light the surface level thinking so the teacher can respond and assess the individual's needs. Open questions should be used and closed questions avoided. 
Interacting:
Wiliam, interactions can also be taken as feedback. Feedback needs to happen in both ways. Feedback to the teacher about how to develop or alter their lesson and feedback to the learner, in ways that will help them progress in their learning. (Hattie, 2012)
Emedding:
Practice and familiarity will allow learning to stick. Continuing to practice, even when learning has 'reached a specific standard' will make learning durable and flexible (Soderstrom and Bjork, 2015). Testing can help embed new information, moving it into the working memory. 
Activating:
Students need to become independent in their own learning, to be able to regulate and activate strategies and motivation that will help them learn. Students need to understand strategies available to them and be able to apply them in different contexts. Planning and self-regulating will help the learners complete tasks; this includes encouraging students to explain their thinking, encouraging children to become the teacher. 
CONCLUSION:
It is fascinating to be in the position as a student teacher to experience all of the emotions and techniques of learning, both personally and in construction of lesson plans. Reading about all of the areas that form a great teacher makes complete sense, but I am aware that in action, it is a very different story. Thinking about what I have learned, I feel that I understand it, but I can only tell this when I put it into action in the classroom.
Areas that I am most keen to explore is: Independence, encouraging the pupil to use their own feedback and self reflection to progress their own learning. I am aware that the school uses feedback and feedforward and I am keen to explore this further. The importance of feedback in the lesson, to use to adapt the lesson and to allow the pupil to see their own learning is vital.
Questioning pupils, asking useful open questions that will develop thinking. Developing my own Content Knowledge will help build worthwhile questions, as I will be able to tease out thinking form the learners. I need to focus on my maths and numeracy.
Black, P., Wiliam, D. (1998) Inside the black box : raising standards through classroom assessment, London: Nelson.
Hattie, J., 2012. Visible learning for teachers : maximizing impact on learning, London ; New York: Routledge.



Test
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	In a Nutshell:
In a Nutshell Feedback – Monday 16th
At the end of the day all children were given a nutshell template to complete, what have they learned today, what did they most enjoyed, on the back: what didn’t they enjoy. (I took the pupil's feedback and turned it into a poem each week to show I had listened but also to show how much I valued what they had shared. Where possible and relevant, I acted on their feedback and told them what I had learned.) 
In a nutshell,
What was learned:
“Maths, art”, “ICT”,
“measuring and literacy”
What wasn’t liked,
And I agree
“The rain” and “lunch,
I’m still hungry.”
Managing the Learning Environment:
I didn’t expect this method of feedback to affect my teaching, which perhaps is why I gained so much from it. I was surprised to hear how many children enjoyed the maths in the morning. I repeated this a few times in my placement and every time, the children mentioned how much they enjoyed the maths – particularly the mental maths in the morning. This completely transformed my outlook of it. Following from hearing their eagerness and enjoyment, I made sure that there was enough time given to maths and as many pupils were called out (using the lolly pop sticks) to go through their method.
I discussed with my mentor, using mental maths in the afternoon as well, when the children return from break to see if it had a better effect on the class settling, but the teacher didn’t want to trial this and I was told not to change her rota. Given the opportunity, I would like to try this in the future.
In a nutshell was the last activity, so it would be interesting to try this AFL at different times of the day. 
Listening to Learners:
The pupils responded really well to being asked to give their opinions. Repeated, it is a good way of having feedback on a number of different lessons and teaching styles. I was only able to factor in the time on a Tuesday afternoon after topic, when I had completely planned and delivered the lesson so it wouldn’t take up the teachers time. 
Reflection on Learners:
Only one learner correctly described what they had learnt. This indicates that a focus needs to be given on feedback. Although skill slips are completed, the answer is regularly ‘magpied’ so the majority of children do not need to think for themselves.
Wellbeing:
This was one of the best aspects of this AFL, as I was able to gain a deeper insight into the areas of the day the children enjoyed. Break time was mentioned negatively in a number of their nutshells and will need to be addressed. Often the children are upset after breaktime or the boys are in trouble. It has to be noted that currently the children aren’t given any apparatus to play with, and no teachers are on the yard with them to oversee behaviour, only a TA. 
Traffic Light Cups.
Managing the learning environment
The traffic light cups were given to pairs and first used to check if children had understood the learning objective and success criteria. Children were instructed to indicate if they needed help by changing the colour of the top cup. 
By doing this, they were encouraged to keeping an eye on their group’s cup and if they are confident, to check and see if they could help. Equally, if you see someone with a green cup, you know you can ask that person for help.
This enabled myself and the learners to quickly and visually recognize who needed help, quickly working with those who most needed it. It also aimed to encourage each other to support each others learning.
HOWEVER, it didn’t show any children who were happily working away thinking they knew what they were doing, but doing it wrong.
For children who are easily distracted, it gave them something to mess around with, and two children used their cups as pen pots, rather than their intended use.
Involving partners in learning.
Children were able to help each other or ask for help by seeing the colour of their partner’s cup. This worked to a certain extent and should be repeated to solidify a routine and familiarity with the process.
Progression in learning
Identifying those who needed help allowed me and others to work with them. It also allowed the learner to identify for themselves that they didn’t understand something. This only worked if the child was clear that they needed help. 
Listening to learners
Identifying those who needed help, I was able to give verbal feedback and help those who needed it. It also allowed me to target pupils who identified themselves as Green and I was able to further their learning and progression.
Feedback:
I practiced giving feedback in the moment. This had brilliant consequences with preventing any misconceptions and progressing learners. The children enjoyed my interaction and I had purpose moving around the class. 
Also, marking the pupils books, I ordered them in such a way that when I handed the books back out, the children who needed extra support were easily identified and I could speak to them in person or address the whole class and go over any common misconceptions easily and quickly. This was very effective.

	It is too easy in a lesson to say Well Done, or say Brilliant, when you can see a child is trying, but these words won’t actually benefit the child at all. Infact, it could make them lazy or misguided. It could also negatively impact those around who then see that a lower level of work is seen as brilliant.
I need to practise and rehearse a series of feedback statements that will help progress the individual’s learning, without criticism. So still encouraging, but more effective.
I have also recognised that I tend to praise when work is completed. I have found this more difficult, I am more telling myself well done that I must have explained it well and planned it well for someone to have achieved! It’s more of a Thank you than a well done. This needs to stop.
Feedback to any pupil should be about the particular qualities of his or her work, with advice on what he or she can do to improve, and should avoid comparisons with other pupils.
Wiliam & Black
I hope the impact will be greater confidence in my own teaching ablity that I am verbally encouraging the child to move forawrd and see their own learning, rather than passing off a cheery remark. 
In a nutshell encouraged me to expand my own content knowledge to develop the children further in maths. Their enjoyment of the subject has increased my own enjoyment of the subject. 
In a nutshell was used a few times over the course of three weeks, so lessons were able to be adjusted from the feedback.
I didn’t use the traffic cups again, as I felt that children weren’t honest with their identifying their need.




Share
	Tystiolaeth / Evidence
	Adfyfyrio / Reflect


	Meeting online, the students in my cohort all presented our AfL strategies that we tested in the classroom. These are the notes from the presentations:
C3B4Me – Self, Table, Partner, Other
Know where to ask for help
· Phone a Friend. = (Pick up the phone – imaginary – to ask More Knowldgeable Other.)
The main problem is that pupils can assess themselves only when they have a sufficiently clear picture of the targets that their learning is meant to attain. Surprisingly, and sadly, many pupils do not have such a picture, and they appear to have become accustomed to receiving classroom teaching as an arbitrary sequence of exercises with no overarching rationale. 
(Dylan Wiliam )
· The Thinking chair – Have a space in the classroom, where pupils are able to take themselves to think something through. This will have to be carefully managed, to ensure children are still conforming to their ownership of thier learning in this space. Use a clear water bottle also containing glitter as a timer. When the glitter settles, it’s time to either discuss or share your ideas/answers.
· Buzzers. Noisy spots that children can sound when they have the answer. (Difficult to use well, children enjoy the noise, but don’t know the answer, or may not have even listened to the question!) Expensive to buy. Difficult to have to hand during COVID.
· Think, Pair, Share.
ALLOW FOR THINKING TIME. Report back to the class the thoughts of your partner.
Write different suggestions on the board, so that children can magpie if needed. Careful waiting for an answer to magpie isn’t relied on.
Children work at their best when they can see their work will be seen by others.
· EXPERTS. Allocate experts in the group who are willing to help and support others in their learning. (C3B4Me)
· Emoji Stickers – Hold up a visible icon to see where the pupils are in their learning.
· Ancient Greece – Fist in the air – I have a grasp on my learning. Hand up – I can’t yet grasp it.
· Children to mark their own or another’s work. They highlight Green or Pink for where they feel they have done well, or where there may be a misconception. Berger – Children need to learn to spot their own mistakes. “An ethic of excellence.”
· Identify Targets. Children should be placed together who have similar targets.
· Read Respond Reflect. Victoria Elliot “Children will only reposnd to marking IF time is given to go over the marking.”
· SNOT – encourage children to find the answer for themselves rather than rely on asking the teacher.
Self
Neighbour
Other in my group
Teacher.

	I was very inspired hearing the other teachers and their AFL techniques. Many of them seemed so fun, compared to mine that was based on feedback. I am aware I am a deep thinker. I'm quite a serious person. I need to try and bring a bit more fun into my lessons and ideas, as I can see that in the others' classrooms this has had a really positive impact on the learners. I did feel restricted due to the requirements of my mentor.
There are many ideas that I will take from their learning: Leaving thinking time is essential. I want to try Think, Pair, Share again, as I don't feel this was used effectively when I tried it, due to the partners being paired who were different levels of previous ability. This is an area I aim to develop further, as the class is constructed on mixed ability. I can see the complications in teaching in this way, such as during the think, pair, share situation, the lower ability pupils, even though she had her question correct, didn't give reason to her ideas, but on hearing her partner's ideas (a high achieving pupil) changed her answer. 
I think the idea of having a space in the classroom to go and think, have a bit of time out is brilliant. A safe space that pupil's can go to where they won't be judged or questioned. I can see this level of self management can help some learners. Difficult to manage with pupils who abuse the area? Potentially.






DGB/SKD
Llythrennedd / Literacy
Evidenced by an asset? a
Being new to Read, Write, Inc schemes, I watched videos and read up about Phonics. I have concerns with the programme, as they use mixed ability grouping. It was also difficult to see or hear if the children were sounding along with me. I can potentially see the benefit for some children. Course on how to help and support parents and their children. Great meeting with Dandelion Learning looking at how to instil Reading for Pleasure in your school. Great tips, games and advice for schools. Looking at social justice in literacy, globally and how it can be supported in schools. How literacy is more than just reading, it is more than just teaching technical skills to pupils, but a passion for reading. Practicing the 9 parts of speech to familiarise children with the terminology during literacy lessons.  

Rhifedd / Numeracy
Evidenced by an asset? a
Maths was self identified as my weakest area, so I have been regularly practicing arithmetic and learning new methods of working. I am beginning to feel more confident. I have read a few books on developing maths, one I have found very useful in linking to all areas of pedagogy I have been completing maths practice books.  

Cymhwysedd Digidol / Digital competence
Evidenced by an asset? ☐
Paste text here or n/a 

Gwybodaeth bynciol / Subject knowledge
Evidenced by an asset? ☐
 

Datblygu’r Gymraeg / Welsh Language Development
Evidenced by an asset? a
 


Safonau/ Standards

Professional Experience Template 1: Paste text here
Pedagogy Standard: Refining: Recording and reporting
What did you do and why?
Aware that I wasn't receiving any feedback from the pupils as to how they found the lessons, or how much help they had received. As it was impossible to know who was having what support, a simple sentence asking for the pupils to add a HMI and RAG rate to their work, either in the comments section or on the work, was added to the instructions for the literacy for the last week. This really emphasised how important feedback was for the teacher  so that not only the pupil could reflect back how they felt they were working, but I could see any potential negative feelings, or practice that needed to be returned to in other lessons. When I was in the classroom, with the pupils, I monitored who had help and who struggled and developed strategies to list the children's level of support, however online this was unknown. Although only 5 pupils added feedback, it changed my view of the lessons, what had worked and what needed more practice. It provided greater insight into who needed extra support and I was disappointed that this was my week to be able to explore this further.
Interestingly, all of the pupils who responded were the pupils who were in the HWB. This suggests to me two things: that it was the TA's in the class who carefully read through the instructions for the class and so noticed the feedback request, OR that the pupils at home did not upload their own work, but the parents, who may not understand the terminology HMI or RAG RATE. It is very easy to not read text that is the same every day, and when a change to that text is made, I can understand why pupils missed reading it. Although I did mention it in a live lesson, it was not rehearsed or explicitly shown how to give the feedback, which may have improved participation. 
Alarmingly however, was this was a task that had been altered from previous lessons (I was instructed, guided and had it approved by the other teachers) it was an activity that was weekly, occasionally twice a week! So the children should be well rehearsed? As the pupils in the HUB were predominantly pupils who needed extra support, this had to be taken into consideration, yet their work was similar quality to others in the class. The pupils appeared to enjoy 'literacy' in terms that they were enthusiastic when it came to sharing their books and hear stories/poems. Yet, they didn't appear to see the task as benefitting their reading skills during a comprehension, literacy activity.

What have you learned?
I learned which children were struggling or had more help than others. Therefore I was able to adapt my feedback to encourage them to progress, I could see if they had stuck with difficulty and could adapt my live lessons to go over any misconceptions. Seeing how the children rated themselves really highlighted the importance of feedback in the lessons. This seemed almost redundant last placement when I could see how they were working, but online it was essential.
Progression in Learning:
Judging the pupils by if they answered the questions didn't help me progress their learning as much as receiving feedback from them as to how they found the activity. Recording how they fed back on the activity will help me better prepare their future lessons.
Recording and Reporting:
Keeping a record of the pupils' work was easier to achieve being on HWB as I could look back quickly and easily to view all of their work. Making notes of areas that needed to be returned to or any frequent or shared misconceptions. However, receiving feedback from them raised my interpretation of their work, as I could see if they had struggled. It would have been more effective to receive more than just a HMI or a RAG rating, but these were the most basic forms, and online activity was already restricted to be as simple and fluid as possible.
Listening to Learners: 
Providing the pupils with the opportunity to feedback on the lessons gave them a sense of ownership and control over their learning. This could be strengthened, but was tricky online, given the pupils' ages. Listening to what they fed back, allowed me to alter my future lessons and learn more about how/what I had taught.
Refection on learning:
I am curious about the fact that the pupils found it challenging, yet enjoyed stories/books. The questions and task should be familiar to them, as it is a format frequently used in the school. Yet challenge suggests they struggled with it. When I was in the HUB, the students were disengaged from the literacy activities, yet enjoyed reading.

What next?
I wanted to bring discussion into the lessons about the pupils' learning, what they enjoyed etc. However, my mentor was reluctant to bring anything into the already full live lessons. Seeing how the children have reflected on their learning, we agreed that it is important for these pupils to develop and see progress, to potentially motivate them to stick at their work, seeing what they had achieved, as it was quite monotonous (being stuck inside due to lock-down). The teachers wanted to celebrate what they have achieved. This inspired a film celebrating their work and their successes to be shown on the last day of term which I made, and was shared with them on their last lesson and on social media. It was great to see the children celebrating, but I am unconvinced if this is the success that I was wanting to achieve by asking for feedback. I am keen to research further how children learn more about literacy and if an enjoyment of books and reading will help to foster and motivate comprehension activities. They all appear to enjoy books? Yet struggle with literacy.
I can see that this would be easier to achieve in a classroom.



Professional Experience Template 2: Paste text here
Pedagogy Standard: Influencing: Learners Leading Learning
What did you do and why?
The school has a focus on improving reading. Following a wing meeting where all foundation phase teachers discussed the framework for literacy, reading was mentioned several times in how to engage the children in reading. Speaking with the class teacher, only a handful of pupils in the whole of yr2 were uploading their books onto their HWB accounts. So I suggested having a reading focus and invited the children to bring their favourite book, to show and share on the Friday live lesson. This gave an opportunity to celebrate reading and suggest new books to each other, our 'recommended reads'. The children were very enthusiastic and everyone brought a book and I ensured all had the opportunity to share why they enjoyed it and if they would recommend it. I asked if they would like to know more about what other people are reading and why, and they were excited to find out about people in their community.

What have you learned?
I am interested to further research the importance of reading for pleasure and how this will/could impact literacy skills. It was interesting that many of the children don't say on their HWB that they are reading, yet all brought their own book. The books ranged, from comics, to football related annuals to paper back fiction. There was great excitement about all of the books, which suggests the children do enjoy reading, and can read, but this isn't evident in their work in literacy. I hope that opening up the book group wider to the rest of the school and the wider community, that the children will see other key people in their community enjoying reading, and this will encourage them to read more. I have tried to read a story or a poem every day, and will keep this up.
None of the children shared their school reading book. All shared a different book.
Listening to Learners:
The children were all allowed to bring their own book and voice their own opinions about the book.
Learners Leading Learning:
As above, the discussion about the books flowed from the discussion with the pupils and their choices of books. It was great to have such a range. No one was without a book.
Professional Networks and Communities:
The idea for this lesson came from a Wing meeting I attended and the staff were focusing on how they will improve literacy standards in the Wing.
Welsh Language Skills:
One of the books I shared was a Welsh language story.

What next?
I will contact people in the wider community to invite them to share with the children what they are reading. We have thought about making a poster sharing recommended reads. The children are all keen to do this and the teachers are focusing next term on reading, so will use it as a resource.




Professional Experience Template 3: Paste text here
Pedagogy Standard: Influencing: Listening to learners
What did you do and why?
Following from the 'Reading for Pleasure' I created a 'Bookflix' PDF sharing stories and books that people within the pupil's community were reading. We had a slow response to sharing books, but I am grateful for the police and fire dept for getting involved, also the head mistress and Yr 2 teachers. This PDF was created to encourage children to hear different stories and invite them to film themselves reading or giving a book review.  I added another line on to the PDF for the other student teacher in Foundation Phase to join in. There were Welsh stories as well as English stories.
I am passionate about reading and aware that not all children can access books. The school is in an area of high deprivation and for children who may not have books at home, or anyone who could or may read them a story, I hoped this would help instil a love of reading and foster valuing books and motivation to read more.

What have you learned?
Bookflix was added to the school's HWB so that all children could access the stories. The teachers decided they would share it with the children the following term, and use it to add new books to, and focus on the children adding their stories. It was good to include the wider community to the children and I hope this will be used by the teachers.
Involving Partners in Learning:
The concept of this was to involve as many people as possible and for the Bookflix to grow. To introduce this, I involved teachers in the school, and my fellow student teacher who was also in Foundation Phase. I would like to see parents and other year groups also getting involved in this.
Listening to Learners:
This idea came from the pupils during the Book Group, where they were curious about who was reading what in the class and in the school. They were very eager to hear about who read in their community and it is hoped that this would encourage more reluctant readers to pick up a book should significant key role models get involved. E.g. the Fire Fighters and police.
Leading Colleagues:
I made a template and instructions for how the staff can change, update and add to this page. All were invited to record reading a story, but only the other student teacher achieved this, as the others didn't have children's books at home.
Enabling Improvement:
This format could be used to recommend a book, then give feedback or reasoning to their recommended book, then read the book aloud and develop how they read aloud.
Learners Leading Learning:
The pupils will be control of what they choose to read.

What next?
This was finished in the final week of my placement, but the teachers took it and uploaded it to HWB, for all of the pupils to see. I am very interested to replicate this again in the future. I can see it would provide a brilliant resource for a Book Group and be used by the whole school. It will also be useful for evidencing oral skills and reflecting back on a book as to why you would or would not recommend it. 
This has been shared on the schools Twitter page and has it's own tile on the schools HWB.



Part 2: Critical Reflection
A critical discussion into the correlation between intrinsic and extrinsic motivation to literacy and suggestions for adapting pedagogy in order to improve attainment.

Introduction
According to The Reading Agency, ‘everything changes when we read’. It is easy to feel empowered reading their website that states how reading can improve peoples’ lives, social mobility, relationships, wellbeing and promote better health (The Reading Agency, 2021, 2015). As an avid reader, these beliefs are reflected in my own philosophy of education and evidenced in my Professional Learning Passport (PLP) through: setting up book groups, reading novels and short stories to my classes, reading a poem a day, making bookmarks with the pupils, purchasing books for the class and reaching out to the community to promote reading by making a ‘Bookflix’.  
However, tracking pupils’ enthusiasm towards these activities, compared to their lack of engagement in comprehension tasks prompted this research into the correlation between intrinsic motivation, reading for pleasure, and extrinsic motivation, completing reading comprehensions for educational gains. Any assessment, that will provide pupils with an attainment level for literacy, will be acquired from a comprehension task. In time, a low level of attainment in literacy could damage the pupil’s self-perception by believing they are not good at reading. This research aims to identify how children are motivated when it comes to reading and if there is a correlation between reading for pleasure and literacy attainment levels.

Critical Discussion of Chosen Aspect
Reading is linked to several positive long-term effects, including: increased levels of empathy (Mar, Oatley and Peterson, 2009),  wellbeing (The Reading Agency, 2015),  protection against cognitive deterioration (Bravishi et al., 2016) and academic achievement (Suárez-Fernández, 2019). Alongside maths, literacy in Wales is considered as vital for ensuring individuals have independence and the best chance for a successful future. Therefore, schools should aim for their learners to leave education with a ‘sound command of literacy skills’ (Donaldson, 2015). 
However, although the latest Pisa results (BBC, 2019) show an increase in reading levels in the UK, Wales is still performing lower than the other UK countries and lower than the OECD Average. It will be interesting to see the results for 2021, as reported in ‘The Guardian’ (2021) that pupils in schools in England, since the Covid outbreak, are now performing significantly lower in writing, reading and maths. The worst affected are children in Year 1 who will have missed essential learning foundations. Organisations such as Juniper Education (2021) call for all UK schools to upload their data on pupils, upon their return to school, so that the true impact of the Covid-19 outbreak can be rapidly identified and recovery plans can be instituted (Juniper Education, 2021). The educational forecast looks bleak, with an additional 120,000 pupils expected to be now living in poverty, as a result of the pandemic (Guardian, 2020). 
Although this research recognises the correlation between deprivation and literacy attainment, such as the ownership of books (Clarence, 2018, Garces-Bacsal and Yeo, 2017, Sammons et al., 2013, Gamrell, 2005 and Bronfenbrenner, 1979) the focus for this research is on the teacher’s role in encouraging motivation levels towards reading (Northrop, 2017). Something that, given the data of literacy levels and changes in society, will be essential to support pupils to recover academically from the pandemic and drive to improve literacy standards in Wales. In 2019, The National Literacy Trust published that 383,755 children in the UK didn’t own a book. Disadvantage for these pupils is suggested to be cumulative (Northrop, 2017) with the gap of achievement gradually widening between high and low attaining readers, as they progress through education (Stanovich, 1986). Therefore, it is essential for schools to value reading and make literature accessible to all.
Excluding economic factors, classroom management is suggested to be essential to pupils’ levels of attainment. Self-perception of ability, regarding pupils’ awareness of attainment level and the detrimental effect that this can have, when they compare themselves to others, has been widely researched (Wigfield et al., 2020, Gerber et al., 2018, Troyer et al., 2018, Bradbury, 2018, Marks, 2013, Hamilton and O’Hara, 2011). Building on this, other research draws attention to when students compare their ability levels to their own ability in another subject, suggesting how it can cause a bias towards a subject, at the cost of neglecting another (Wigfield, 2016, Eccles, 2009).
Research measuring brain activity during learning has directly linked cognitive ability to emotions (Li et al., 2020). Motivation derived from inspiration, such as personal interests, comes from positive emotions, for example, pride and hope and therefore is deeply interwoven with attention (Raymond, 2009, Pekrun et al., 2002). This also provides a framework for why pupils find learning enjoyable (Li et al., 2020). They report that intrinsic rewards, doing something you enjoy, creates a spontaneous feeling of satisfaction; whereas extrinsic rewards, such as positive feedback, or grades, satisfy social values, ‘doing something because of what it can get you’(Li et al., 2020). 
These emotions have been linked directly to the literacy tasks: Reading for pleasure (or silent reading activities in school) and comprehension activities. Intrinsic motivation is linked to reading for pleasure being, enjoyable, driven by curiosity following your own agenda and interests, whilst extrinsic motivation is linked to comprehension activities and are rewarded through assessment level and teacher feedback (McGeown et al., 2015, Becker et al., 2010, Guthrie et al., 1999). Other research indicates how pupils’ motivation levels between these two reading activities can vary significantly (Ryan and Deci, 2000). 
Although reading is essential to educational success, if the pupil fails to actively engage, then the activity falls short of its potential. As independent reading (silent reading or reading for pleasure) is essentially an invisible activity, disengaged pupils can easily be seen to be reading by pretending to read (Clarence, 2018). For reading to equate learning, high levels of effort, concentration and persistence are needed to be engaged (Kennedy, 2018). Time spent reading is often used by teachers in Key Stage 2 (KS2) to gauge levels of motivation and to predict ability (Baker and Wigfield, 1999). Clarence (2018) reported that to improve intrinsic motivation in reading for pleasure, the teacher has to adapt the timetable and the lesson design to accommodate pupil voice. Pupils engaged more in reading when they shared what they had read with others, read as a group, or shared their choice of book with the teacher. This collaborative style of reading is seen through the popularity of book groups and suggests an emotive sense of approval or belonging, providing positive intrinsic rewards (Li et al., 2020).
The dialogic nature of collaboratively examining literature, develops a critical perspective to reading (McLaughlin and DeVoodgd, 2020). This enables the reader to reflect and examine the issues of power that can motivate action and change (Freire, 1970). When pedagogy welcomes critical discussion of literature, rather than a ‘recitation-style interrogation of the text’ (Kennedy, 2018), depending on quality of talk, the discussion will enhance comprehension achievement (Troyer et al., 2018). Responding to one another’s ideas and co-constructing meaning will allow all to progress, including previously low attaining students (Kennedy, 2018). Students can benefit extrinsically from improving a deeper understanding of the literature, encouraged by the specific feedback of the teacher (Hattie, 2009, Fishback, et al., 2010) but equally, intrinsically, as they internalise the expectations of their peers. This opens up the classroom to become an interpretive space, regarding the ‘efferent reading’ (Garces-Bacsal, R. and Yeo, 2017) as an enjoyable activity (Garces-Bacsal and Yeo, 2017, Serafini and Ladd, 2008). This high level of intrinsic motivation is usual for high engaging pupils (Ryan and Deci, 2000) who harness metacognitive strategies to sustain effort and accomplish targets (Kennedy, 2018, Dweck et al., 1978).
	During comprehension activities, research suggests similar strategies of developing engagement and motivation are achieved. When students were given choice of comprehension, perceived the task as useful or it related to their own sense of identity or if the activity acknowledged perspectives and feelings of others, then motivation and engagement was increased (Rosenzweig et al., 2018, Assor et al., 2002, Eccles and Wigfield, 1995). Whereas, if the students regarded the text as difficult or boring, they would become disengaged (McGeown et al., 2015, Assor, 2002). Research suggests that this is common in lessons such as science and history (Assor, 2002) and reiterates the difficulty that, if pupils identify themselves as being poor readers, due to a disengagement with the text, they are likely to then potentially ‘opt-out’ of literacy (Wigfield, 2016, Eccles, 2009). McGeown et al. (2015) suggest that reading comprehensions should be relevant and in order to support pupils’ academic reading, a wide range of literature should be encouraged for tasks such as reading for pleasure, not just fiction. Supportive of this, Krashen (2004) suggests that subject specific texts e.g science literature, should be taught as they would during a literacy lesson e.g. ensuring the text is understood and dialogically analysed (Soemer and Schiefele, 2019). This calls for the teacher to recognise reading in all subjects aside from literacy as still reading, as it will enhance vocabulary and reading comprehension skills (Garces-Bacsal and Yeo, 2017, Rosenzweig and Wigfield, 2017, Krashen, 2004).
	Continuing this discussion are findings that report that pupils are increasingly acknowledging their reading habits to be digital (McGeown et al., 2016, Gambrell, 2005). Interestingly, these pupils do not report to identify themselves as ‘readers’, perceiving a ‘reader’ as someone who reads books.  However, research suggests that literacy and vocabulary skills will still be improved through reading emails, computer game narratives or subtitles (ITV, 2021, Clark, 2011). This may explain why findings from students in Singapore, one of the top PISA scoring countries, are able to be high achievers, labelled as ‘gifted students’, yet who claim not to read books (Garces-Bacsal and Yeo, 2017). This is supported by Malloy et al. (2017) who place the importance of the cognitive elements needed to progress reading skills to the teacher’s quality of instruction and eagerness to motivate their pupils through pupil voice. They recommend making the literature relevant to the pupils’ interests and developing reading fluency through ‘Readers’ Theatre’, which focuses on dialogue and building confidence (Reading Rockets, 2021). Therefore, although reading for pleasure has multiple benefits, it is not how avid the reader is that predicts ability, but the level of understanding. Therefore, intrinsic and extrinsic motivation towards reading should be developed through the teacher’s quality of instruction, discussion and feedback regarding all literature. 


Conclusion
Although I was aware of the importance of cross-curricular content to lessons, this research has highlighted how destructive poor delivery and planning can potentially be. Comprehending reading for information is an essential life skill and should be taught to support children, especially those where extra help is needed. Difficulty in reading should not engender shame or make a pupil feel inadequate because their self-perception is critical. It should be recognised that there are additional learning needs (ALN), conditions such as dyslexia, where children need extra support when reading and strategies to help are clearly taught. Here, I aim to further develop my skills, through courses, to understand the needs of an ALN pupil and strategies to support them. The amount or speed at which KS2+ children read should not be an essential part of the teacher’s assessment, but rather reading for comprehension, as that is the essential life skill. 
Literacy should be taught in every subject, with value and context provided to suit the needs and interests of the pupils. This should be made explicit for the pupils to make the connections. If the text is enjoyable, with the right strategies and quality of instruction, extrinsic motivation will help all children progress. Here, many of the teaching standards can be achieved and used as a guide to support and refine my own teaching. Researching resources to support ‘Blended Learning Experiences’ and ‘Exploiting Subject Differences in Areas of Learning’ will enhance my ability to use literacy in all lessons. Alongside Gamble’s ‘Exploring Children’s Literature’, I intend to explore how literacy lessons can be taught using science, instilling not only a love of reading, but a curiosity and relevance to the comprehension tasks (Gamble, 2013, Pottle, 2015, Weavers, 2012).
 Reading for pleasure is a skill to develop intrinsic motivation towards reading fluency and the enjoyment of literacy. Although reading for pleasure will help develop empathy skills, a greater sense of wellbeing and provide an escape, these skills can also be developed in other life experiences. The learning that will come from children who participate in Reading for Pleasure will be through developing critical reflection of the literature that will further develop their comprehension skills. Continuing my professional development in encouraging quality discussion within the classroom, will strengthen my teaching standards of ‘Learners Leading Learning’ and ‘Listening to Learners’, which is where the importance of critical reflection and developing literacy skills occurs.
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