
Assignment Title: Prepare a portfolio (as though you were sharing with a mentor or student 
colleagues) which illustrates a critical reflection of progress made on the planning and 
implementation of three pedagogical principles. 

Name: Ryan Bradshaw

Student number: 1903170

Pathway: Primary PGCE 

Targets from previous assignment: 

Target What I have done in this assignment...

Target 1 Compare and contrast 
viewpoints more often.

I have used certain comparative phrases to show how 
sources agree or disagree with each other and aimed 
to seek multiple viewpoints surrounding each 
pedagogical principle.  

Target 2 Avoid writing in the first person 
where possible. 

In the critical reflection, where possible, I have 
rearranged sentence structures in order to change the 
subject and direct and indirect objects of the 
sentence, so that the first person does not have to be 
used. 

Target 3 Avoid being over critical of 
sources and observations. 

I have ensured that the language I have used in this 
assignment has had an element of criticality, yet has 
not been overly condemnatory or negative. 

Dolen i OneNote/Link to OneNote: https://uowtsd-my.sharepoint.com/:o:/g/personal/1903170
_student_uwtsd_ac_uk/Eg0rA1qS-plOs-7cgPdUVYYBdGU0GRrq2RKjE-G4eM-TJQ?e=MuVwew 
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This APK quiz for a Year 4 class formed the introduction for a lesson that took place 
after two informational lessons on teeth and their functions. The class was split in 
half and each half was asked three questions; pupils raised their hands to answer 

Illustrative Example 1
Friday, December 13, 2019 5:30 PM

   Assessment for Learning Page 2    



half and each half was asked three questions; pupils raised their hands to answer 
either A, B, or C and the answer with the most hands raised was chosen. Every 
member of the winning team gained a house point. 
There was a twofold motive for employing this AfL strategy: firstly, to determine 
whether or not the class had understood all of the content from the previous two 
lessons, and secondly, to capture the engagement of the class from the beginning 
of the lesson. 
This was an extremely effective lesson starter and I will certainly endeavour to use 
this again where possible. Since it was presented as a small competition, and 
rewards were on offer for the winning team, the entirety of the class was 
immediately engaged by this activity. In addition, the speed and confidence of most 
pupil answers assured me that this content knowledge had been firmly embedded 
into their learning. 
On the other hand, a small number of pupils followed the overall consensus when 
answering and therefore it was difficult to assess the learning of each individual 
pupil through this strategy. In the future, I could either make the teams smaller or 
ask individual pupils for answers, in order to establish whether any specific pupils 
have not grasped the content. 
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During these instructional writing lessons with a Year 4 class, I incorporated a number of AfL 
strategies (highlighted in yellow in Picture 1) as part of my weekly reflection targets. During 
the first couple of weeks of PTE1 I had used AfL within my lessons, but decided to use some 
small group sessions to specifically develop the use of success criteria. Using differentiated 
WAGOLLs as a baseline (Picture 2), the class analysed examples in order to determine specific 
success criteria (Picture 3) for the extended writing they had been tasked with carrying out. 
This was displayed on a working wall in the classroom. 
I found that having set success criteria for the extended writing gave the pupils more 
independence and resilience, as they knew they needed to meet all of the criteria before their 
work was complete. It also proved useful for the pupils to analyse a WAGOLL in order to elicit 
the criteria, as they could see first-hand how effective the language features were when used 
accurately. 
In future lessons, I must aim to explain specific features of a WAGOLL more clearly, as during 
the writing stage some students were still unsure as to what an adjective or adverb was. 
Moreover, while it was beneficial to have displayed some examples of each word class on 
working walls in the classroom, many pupils became over-dependent on these and 
consequently some work repetition was present. 
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This Year 4 lesson took place during a week where my main reflection target was
to improve on written and verbal feedback. This was the final piece of work in the 
same sequence of lessons as Illustrative Example 2. 
I felt it was extremely important to use verbal and written feedback throughout 
this extended writing process, as the ongoing feedback kept the pupils on track 
and they were able to respond to the comments immediately after receiving them. 
Additionally, peer feedback was given at the beginning of the second session (as 
seen by the green ticks in Picture 1).
These regular mini formative assessments proved extremely beneficial in maintaining a
high standard of work and ensuring that the success criteria was closely followed. 
The pupils found it useful to analyse each other's work and take tips for their own
writing, while it gave me the opportunity to monitor every student's progress. In 
addition, the pupils were very eager to respond to any challenges they were given
(as seen by the green responses in Picture 2) and this consequently led to a 
productive teaching and learning environment. 
The main negative aspect of this AfL strategy was that pupils continuously asked 
for assistance and thus independence levels were not as high as I would have wished
for. Going forward, I would ensure that pupils are fully aware that the success criteria
must be met before they are able to seek peer or teacher feedback. 
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During my first week of PTE1 in Year 4, I led a series of Health and Wellbeing lessons about 
planning, selling and making smoothies, which incorporated many cross-curricular 
responsibilities. Although this particular lesson plan was primarily part of a number of 
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responsibilities. Although this particular lesson plan was primarily part of a number of 
literacy-based lessons, my mentor teacher and I felt that it would have been a missed 
opportunity had we not included obvious elements of numeracy and digital work. 
Consequently, each of the four lessons throughout this progression included at least one 
component that directly linked to each of the three Cross-Curriculum Responsibilities (as 
highlighted in yellow). 
Throughout these lessons, the pupils engaged extremely well with database searching and 
the researching of fruit prices; as a consequence the digital competency aspect of these 
lessons proved very instrumental. Moreover, the instructional writing of recipes coincided 
with instructional work in LLC lessons. As a consequence, the work was easily 
comprehensible for the pupils and they were able to draw clear comparisons of the work 
across the two AoLEs. 
Conversely, the use of money and addition with larger numbers proved quite difficult for 
many students, especially as these topics had not yet been covered within the school year. 
Therefore, in the future when planning cross-curricular activities within a Health and 
Wellbeing lesson, I will endeavour to align literacy and numeracy work with the work that is 
being concurrently done in those AoLEs. 
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During planning of this Year 4 lesson about making advent calendars, I decided it was 
necessary to include cross-curricular responsibilities (in yellow) in order to ensure that the 
lesson was neither one-dimensional nor tedious. Although the writing of the calendars was 
the main activity within the lesson, I introduced two main directives that ensured the lesson 
became cross-curricular. Firstly, the students were challenged to copy the order of numbers 
on the reverse of the calendar as dates (see last two pictures), which worked on their 
chronology and symmetry skills. Secondly, during the lesson I tasked the pupils with creating 
at least 6 "Action Statements" through the use of online search engines. 
Overall, I found it was really beneficial to include these subtle cross-curricular elements in 
this lesson, as it not only made the lesson more exciting and engaging for the pupils, but 
also allowed them greater independence and adaptability. Particularly as this was a discrete 
lesson, planning for multiple activities guaranteed that the pupils were engaging with a 
variety of cross-curricular learning, and their fascination with the content was reflected in 
the high standard of their work. 
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In this Year 4 LLC vocabulary based lesson, I focused on including the digital competency cross-curricular 
responsibility, mainly through the use of online search engines. I wanted to include digital competency 
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responsibility, mainly through the use of online search engines. I wanted to include digital competency 
because of the criteria for use of a dictionary within Progression Step 3 in the LLC section of the draft 
curriculum for 2022. Pupils should also use 'other strategies' in order to learn about new words and I 
interpreted this as using online mediums to find out word meanings (Welsh Government, 2019).
I found that most pupils were very eager to use the online search engines and therefore in order to 
prevent an overuse of this, I verified that they were able to effectively use a physical dictionary before 
allowing them to move onto using the internet. I think that this plan of action was particularly beneficial 
as pupils would have over-relied on the Chromebooks and the lesson would have inevitably become a 
digital competency lesson. Consequently, this lesson produced a sound balance between literacy and 
digital competency, and overall the pupils' ability to use dictionaries effectively, both online and offline, 
improved a great deal. In the future, I aim to maintain that a mixture of online and offline dictionaries 
should be used harmoniously, and in doing this I hope that a number of LLC lessons will comprise 
palpable cross-curricular elements.
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For two weeks during PTE1, I led a series of lessons in Year 4 surrounding fundraising for Children in 
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For two weeks during PTE1, I led a series of lessons in Year 4 surrounding fundraising for Children in 
Need. The year group topic for the term was 'Being the Best Version of Myself' and therefore it 
seemed relatively straightforward to create a variety of authentic contexts during these lessons. 
After reading some of Mick Waters' work earlier in the course, which suggests that charity work is 
extremely beneficial in committing pupils to an authentic purpose, I was keen to ensure that these 
activities were consistently linked to real-life circumstances (Waters, 2013). 
As selected solely by the pupils, the four activities that we planned and carried out as a year group 
can be seen in greater detail in the second picture. The first picture shows the 'working wall', which 
showcased some of the children's work towards this large project, such as: advertising posters, 
persuasive letters, fundraising forms, and picture collages of the completed activities. 
In addition to the fundraising activities, I decided that in order to make the experience more 
authentic, the pupils needed to find out about the smaller charities that their money would 
contribute towards. I therefore delivered multiple lessons where pupils were tasked with persuading 
a member of their family to donate, using local charity examples to promote their argument. 
The fundraising events raised over £940 in Year 4 alone, and the pupils were able to see the real-life 
upshot of their fundraising when the year group's total was broadcast live during the BBC Children in 
Need TV programme. 
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These lesson plans illustrate (in yellow) how I was able to incorporate authentic learning 
contexts into two Year 4 Science and Technology lessons about teeth and oral hygiene. 
My mentor teacher and I decided that I would lead all lessons on teeth given that I have 
previous experience of working in a dental practice; consequently I was able to draw on 
this prior knowledge and experience during lesson delivery. 
In the first lesson, I scanned in photos of the dental practice that instantly gained the 
attention of the classroom and gave rise to an engaging, detailed question and answer 
session between me and the pupils.  In the second lesson, I was able to give more in-
depth information regarding other types of dental workers and surgeries, which I 
believe allowed the pupils to have a better insight into the inner workings of the setting. 
Thus, the pupils were able to see the relevance of their learning of this topic and my 
expertise allowed the lessons to 'forge links' to the world of work (Donaldson, 2015).   
In hindsight, I would have liked to have drawn upon the superior knowledge of a 
colleague within the field in order to further augment authenticity, but from this 
experience I have seen first-hand how effective authentic contexts can be in producing 
improved engagement and involvement levels.    
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                This assignment will critically reflect upon progress made within the planning and 
implementation of three pedagogical principles, as outlined by Professor Graham Donaldson’s 
Successful Futures (2015). The pedagogical principles concentrated upon are specifically related to 
Assessment for Learning (AfL), Cross-Curriculum Responsibilities (CCR) and creating authentic 
contexts (AC) for learning. Each principle will firstly be analysed within the context of secondary 
literature, before drawing conclusions about the progression of application, with specific reference 
to the illustrative examples; finally, recommendations for further personal teaching development 
will be made. Throughout this portfolio, academic anonymity, privacy and confidentiality has been 
afforded to the school and all persons involved, as per the British Educational Research Association’s 
Ethical Guidelines for Educational Research (2018). The examples given are all taken from work that 
was carried out in a Year Four class within School X; the class consisted of 29 students, 3 of which 
held an Additional Learning Needs (ALN) statement. In 2019, School X comprised 504 students, with 
almost 40% of the student body consisting of English as an Additional Language (EAL) students 
(Welsh Government, 2019b). The most recent Estyn report was optimistic, describing the school’s 
current performance as “Good”, and the school was praised particularly for its positive learning 
environment and pupil wellbeing (Estyn, 2014).

                The employment of AfL principles within the classroom aims to provide regular and 
meaningful feedback to learners, while also giving practitioners the opportunity to assess learner 
progress towards achieving objectives (Donaldson, 2015). Moreover, many researchers suggest that 
this type of formative assessment easily allows teachers to elicit and interpret information 
surrounding student achievement and are therefore able to make better informed decisions in terms 
of next steps within the classroom (Black and Wiliam, 2009). AfL Example 1 illustrates a quiz that 
activated student prior knowledge from the previous two lessons, allowing for the assessment of full 
understanding of the lesson content. This engineered task allowed evidence of learning to be easily 
elicited and meant that one of Wiliam and Thompson’s (2008) five key strategies had been met 
within the opening few minutes of the lesson. Furthermore, by gauging student recollection of the 
content, fresh learning intentions were then able to be shared and criteria for new learning 
objectives could be created in the knowledge that the previous work had been apprehended. 

                The creation of effective success criteria is also noted by many as a core aspect of 
competent AfL practice. Students are required to have a clear idea of what they should be aiming for 
before conducting work so that they are able to independently carry out the task (Assessment 
Reform Group, 1999). This notion has been supported more recently by Heritage (2018), who infers 
that independence and self-assessment are unable to be completed without detailed “performance 
criteria” and thus students need to know what “meeting their learning goal entails.” Andersson and 
Palm (2017) take success criteria one step further by suggesting that student-teacher collaboration 
allows criteria to be created for the attainment of goals at different levels. It could be argued that 
this method of determining success criteria is more practical for the whole class, rather than 
providing the same information for all, as it ensures that every individual is challenged to meet their 
own specific attainment level. AfL Example 2 illustrates how this technique was employed: students 
were split into three predefined ability groups and each group collaboratively identified their own 
success criteria. Consequently, three contrasting benchmarks were created and each group worked 
towards their own end goals; this suggests that having differentiated success criteria, as well as 
differentiated WAGOLLs that the students based their criteria on, ensured that all learners were 
equally challenged to meet their individual targets.  

                Additionally, the quality and quantity of feedback is extremely important in ensuring the 
skilful delivery of AfL. According to Hattie (2012), students should be able to both give and receive 
feedback effectively so that they can “become their own teachers.” Similarly, Donaldson (2015) 
suggests that both self-assessment and peer-assessment are ways of ensuring that learners “take 
greater responsibility for their own learning.” The idea of pupil autonomy is an intrinsic aspect of 
AfL, which is greatly promoted by delivering feedback to peers and in-depth assessments of one’s 
own work (Marshall and Drummond, 2006). AfL Example 3 demonstrates how within an extended 

Critical Reflection
Friday, December 13, 2019 5:32 PM

   Critical Reflection Page 18    



own work (Marshall and Drummond, 2006). AfL Example 3 demonstrates how within an extended 
writing lesson, teacher feedback and individual reflection were extremely effective in maintaining 
high work standards and learner engagement levels. This “co-regulation” distributed formative 
assessment evenly between the learner and teacher and it could be suggested that as a 
consequence learners will begin to undertake independent practice that they previously would not 
have been able to do without assistance or guidance (Heritage, 2018). Black and Wiliam (1998) 
similarly argue that once the gap between the desired goal and present attainment has been 
identified by the teacher, the second core activity of AfL is the action taken by the learner to close 
that gap. Therefore it could be contended that regular, effective teacher feedback combined with 
encouragement of and opportunities for student self-assessment productively allows that gap to be 
diminished. 

                There were both positive and negative aspects to the implementation of the AfL examples. 
For instance, the quiz in AfL Example 1 was unable to gauge the knowledge levels of all students 
because a select few copied responses. Teachers “must be involved in gathering information about 
pupils’ learning” - therefore when this AfL strategy is adopted in the future, smaller teams will be 
used in order to engage every pupil in the classroom; certain individuals may also be directly asked 
to answer if it appears that they are imitating another student (Assessment Reform Group, 1999). A 
weakness of formative assessment highlighted by Black and Wiliam (1998) was that learning had not 
been a criterion-based process and AfL Example 2 illustrates how creating success criteria 
collaboratively with the learners generates greater independence, resilience and motivation to meet 
the end goal. In future practice, distinct examples of work will be removed once the success criteria 
has been finalised in order to prevent the production of repetitive work and to promote 
unconstrained thinking. AfL Example 3 arguably produced the most positive outcome of the 
examples: as a consequence of the ongoing verbal and written feedback the time from assessment 
to action was diminished and students were able to engage in self-regulated learning, rarely 
requiring assistance as they became less dependent on the teacher (Andersson and Palm, 2017). 
Moreover, the combination of AfL Examples 2 and 3 in consecutive lessons produced extremely high 
engagement and independence levels across the class and served to illustrate the importance of 
mindful AfL planning and delivery. Formative assessment has been “infused” into educational policy 
internationally over the last two decades and its prevalence in the classroom is more than justified 
by researchers and the AfL Examples (Birenbaum et al., 2015). 

                The new curriculum for 2022 has placed considerable emphasis on the implementation of 
the three Cross-Curriculum Responsibilities: literacy, numeracy and digital competence. According to 
Donaldson (2015), the incoming curriculum structure must expand learner expertise in all three 
areas, while ensuring that “frequent opportunities to develop, extend and apply” these aspects are 
evident. Furthermore, as a consequence of regular cross-curricular themes, not only may subject 
barriers become disintegrated, but also the “knowledge and skills that pupils learn and apply in one 
area are used to reinforce and expand their learning in other areas” (Hayes, 2010, p. 384). In CCR 
Example 1, the instructional writing that had been included within a series of health and well-being 
lessons provided an ideal framework for similar work that was conducted the following week in 
literacy lessons. Learners were able to draw clear comparisons across the two subject disciplines and 
consequently this writing style had transcended subject barriers. Conversely, the numeracy work 
that was completed for health and well-being was not concurrent with the ongoing tasks in 
numeracy lessons; it was therefore ascertained that cross-curricular themes and activities integrate 
more smoothly and activate learners more effectively when they operate simultaneously. 

                Hayes (2010) also notes that cross-curricular themes often allow for “investigations that 
engage children’s imagination” and encourage initiative and self-enquiry. Similarly, the Rose Review 
(2009) argues that cross-curricular studies better enable learners to develop effective study as part 
of a self-disciplined, self-engaging process. The lesson featured in CCR Example 2 allowed students 
considerable freedom when creating their advent calendars: the cross-curricular elements of literacy 
and digital competency worked in harmony to allow near-total student autonomy. Learners had 
previously been provided with lots of information in literary forms and were encouraged during this 
lesson to further expand their knowledge through digital mediums. As a result, student 
independence and engagement levels were extremely encouraging, which was evidenced by their 
high standard of work. It could therefore be inferred that a cross-curricular approach not only serves 
to augment learner engagement, but can also create a classroom environment that engenders a 
greater sense of independence and self-sufficiency. Moreover, the positive effects of Cross-
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greater sense of independence and self-sufficiency. Moreover, the positive effects of Cross-
Curriculum Responsibilities upon learner independence and inquisitiveness are analogous to that of 
AfL. On the other hand, the lesson in CCR Example 3, which attempted to promote digital 
competency in a literacy-based lesson, produced a focus on technology that proved greater than 
planned. Some students exploited the digital aspect of the lesson and consequently neglected the 
principal objective, which was to improve upon dictionary skills; nevertheless, high independence 
levels were still observed. These two examples illustrate that when planning for cross-curricular 
activities in lessons, a middle ground must be found; while every effort should be made to ensure 
that all three Cross-Curriculum Responsibilities are included, forcing all aspects into a lesson 
unnecessarily can occasionally produce unwanted results. 

                Besides the aforementioned links between formative assessment and cross-curricular 
approaches, researchers have also suggested that a fusion of concepts also supplements an 
authentic learning environment. A rich variety of experiences across the curriculum is likely to create 
more opportunities for authentic teaching and learning and consequently students are able to 
discover their passions and personal strengths more easily (Barnes, 2015). Moreover, Donaldson 
(2015) suggests that a maintained focus on the Cross-Curriculum Responsibilities would lead to a 
natural application of delivery, rather than artificially structured lessons and tasks. Rose (2009, p. 16) 
largely agrees with this link between cross-curricular themes and authentic learning, but goes one 
step further by arguing that marshalling content into well-planned, cross-curricular lessons allows 
learners to “use and apply what they have learned from the discrete teaching of subjects” in order 
to better understand key concepts and world matters. As a result, distinct subjects that perpetuate 
cross-curricular themes perhaps create a more authentic learning experience. In addition, the 
integrity of subjects is maintained, yet the fixed nature of subject boundaries is largely diminished. It 
could be suggested that this approach is inherently what the 2022 curriculum aims to achieve; Cross-
Curriculum Responsibilities will be embedded both within and across all Areas of Learning and 
Experience (AoLEs), which will likely produce learning environments that contain a great deal of 
authenticity.  

                All three CCR examples illustrate that Cross-Curriculum Responsibilities are instrumental in 
raising pupil independence and engagement levels. The cross-curricular aspects of the lessons also 
worked successfully in allowing for and encouraging authentic experiences to be undertaken. In the 
future, it will not be necessitated that all three competences are to be included in every lesson 
taught; rather, cross-curricular tasks and concepts will be used practically in order to encourage 
active learner enquiry and to demonstrate important relationships between subject areas and skills. 
Additionally, where possible, cross-curricular elements of lessons will be selected based on 
coinciding content in other areas of the syllabus, in order to allow learners to make solid cross-
curricular connections for themselves.  

                The final pedagogical principle that has been scrutinised in this portfolio is that of creating 
authentic contexts for teaching and learning. Donaldson (2015) suggests that learning must become 
more relevant and meaningful for learners in order to build transparent connections between school 
work and life beyond education. Moreover, Waters (2013) argues that students require constant 
examples and a sense of articulation of the real world, in order to become more aspirational and 
captivated; this would suggest that the relevance and authenticity that Donaldson strives for not 
only creates a relationship between school and the real world, but also provides students with a high 
level of engagement that would otherwise not be evident if their education were not so authentic. 
This increased level of engagement with content could be seen throughout AC Example 1: 
fundraising for Children in Need provided learners with a variety of authentic contexts and activities 
and all lessons in this series constantly captured the imagination of the whole class. Taking part in 
charity work allowed the students multiple opportunities to work with and learn about people from 
different backgrounds and generations, and the positive contribution to society gave learners a 
sense of momentous fulfilment (Waters, 2013). Additionally, planning work for students about 
cultures and concepts of which they would not normally be well informed piques interest and 
engenders inquisitiveness (Clayden et al., 1994). Donaldson (2015) concludes that learning should 
not be contrived, and in AC Example 1, the appropriate real-life activities consequently produced a 
sharp increase in learner engagement. 

                Linked to engagement, some research also suggests that authentic teaching and learning is 
likely to produce more active learners. Relevant, real-life tasks help students to become “actively 
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likely to produce more active learners. Relevant, real-life tasks help students to become “actively 
engaged in the learning process, rather than passive receptors of content knowledge” (Burke, 2009, 
p.10). Moreover, rich contexts and tasks that provide links to the world outside of school create a 
“powerful learning” process that could arguably not be achieved through an engineered teaching 
style (Smeets, 2005). Throughout AC Example 2, within which students learned about teeth and the 
dentist via a series of lessons, prior knowledge and practice was able to be drawn upon to create a 
more organic teaching and learning experience. Authentic photographs, examples and experiences 
were used in all lessons to equip learners with the ability to make clear connections between 
classroom work and professional life beyond education. In addition, students were given the 
opportunity to collectively brush their teeth using genuine resources and tutorials; compelling 
activities such as this were not only engaging for learners but ensured that they played an active part 
in their procurement of knowledge and skills. As a consequence, it could be argued that a more 
dynamic learning environment was utilised to encourage active participation throughout these 
lessons. 

                Another way in which learning can become more authentic is through the medium of 
Information and Communications Technology (ICT). As noted by Donaldson (2015), the internet 
provides practitioners with immense possibilities when planning for real-life content. The abundance 
of viewing information that is available to teachers and students offers a variety of perspectives that 
foster authentic learning environments (Smeets, 2005). In AC Example 1, learners used digital media 
to discover finer details about local charities, in order to persuade a family member to donate to 
their fundraising. A less authentic method of completing this task would have involved asking 
students to focus solely on the umbrella organisation, rather than seeking information about the 
local area; however, allowing learners the opportunity to freely explore the internet championed 
authentic learning in combination with digital competency. Furthermore, CCR Example 1 illustrates 
how using digital mediums in lessons led to a strengthened authentic learning experience: students 
engaged well with searching online databases, researching prices of fruit, and sourcing smoothie 
recipes. This series of lessons highlighted how digital competency not only supplements authentic 
contexts, rather it can often be the origin of the authenticity itself. Consequently, it could be 
concluded that genuine contexts require the use of the internet and its vast resources in order to 
fully establish an authentic teaching and learning structure. 

                Both AC examples, along with other examples in the portfolio, such as CCR Examples 1 and 
2, emphasise the importance of having authentic contexts for teaching and learning where possible; 
not only does this increase relevance and engagement, but also provides learners with the 
opportunity to express themselves and independently strive for creative excellence. It could be 
suggested that the only major way in which the examples may be bettered in the future is to draw 
upon professional, real-life expertise in specific fields. For example, within AC Example 2, enlisting a 
dental practice employee to be present for a lesson would further enhance learner ability to forge 
links between classroom content and its real-life application. More importantly, what the AC 
examples demonstrate is that authentic learning is not especially difficult to plan for or to execute. 
Authentic activities are effectively the ordinary practices involved with the specific lesson theme 
(Burke, 2009). As seen, the best way to learn about charities was simply to undertake activities that 
raised money and investigated the positive effects of fundraising. In the future, therefore, authentic 
experiences will not need to be forced into lessons as they will materialise naturally during both the 
planning and implementation stages. 

                Across the portfolio, some recommendations for further personal development with 
specific relevance to the three featured pedagogical principles can be deduced. The contrasting AfL 
Examples 1 and 2 demonstrate how certain AfL strategies work better in smaller, differentiated 
groups; the groups do not necessarily need to be arranged by ability, but focusing on individual or 
small group work produces a more in-depth formative assessment. In terms of Cross-Curriculum 
Responsibilities, CCR Example 3 proves that all three elements are not required in every lesson, 
rather they should only be included where convenient and organically integrated. Moreover, CCR 
Example 1 illustrates that when a series of lessons within the same theme comprise all elements, it is 
more tangible for learners to make strong connections between them; consequently, this method of 
cross-curricular interweaving will be used regularly to effectively practise this pedagogical principle. 
Finally, AC Examples 1 and 2 have not only proven that planning for authentic contexts is a relatively 
straightforward process that comes naturally, but they have also shown the importance of 
authenticity in providing learners with relevance, curiosity, aspiration and real-world examples. 
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authenticity in providing learners with relevance, curiosity, aspiration and real-world examples. 
Therefore, in future teaching practice, authentic learning shall transpire whenever possible. 

Critical Reflection Word Count: 3004 
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