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Can traffic light cups be used in year 2 and 3 for pupils to self-assess their understanding of the task?


	
	Target
	What I have done in this assignment.

	Target 1
	When recommending future developments try to be explicit in your actions (and why those actions are supported).
	When making recommendations in this assignment I have referenced when possible to support my arguments and ensured that I have explicitly stated what actions could be taken.

	Target 2
	Check use of apostrophes when using abbreviations.
	I have checked my use of punctuation throughout this assignment.
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During Professional Teaching Experience (PTE) 1, my mentor suggested that I needed to develop my use of self-assessment as an assessment for learning (AFL) strategy. As a result, I wanted to delve into examining how particular strategies might help the learners in my class self-assess. My research partner had similar interests and so we explored the pioneering work by Dylan William and were particularly intrigued by the use of traffic light cups to self-assess one’s understanding in The Classroom Experiment (Doc Zoo, 2012). As the use of traffic lighting throughout the lesson appeared to work well with KS3 and KS4, we decided to focus our research on whether these results could be replicated with younger children in years 2 and 3. 
Thereafter, we refined our research question and sought to investigate to what extent the AFL strategy of using traffic light cups can be used for learners to self-assess their understanding of a task in years 2 and 3. For my class this meant being able to evaluate themselves continuously during their learning, rather than as a reflective process (Clarke, 2008), and taking more control in their learning by signalling that they need support (Wiliam, 2018).
Lesson study 1 (see Appendices A, B and C) was carried out in a semi-rural school, which will be referred to as School B in accordance with BERA (2018). The participants were in a Year 2 class comprising of 25 pupils and will be referred to as Child T, U and V. The teacher will be referred to as Teacher D. The following day, Lesson study 2 (see Appendices D, E and F) was conducted in School A, with Year 3 pupils in an urban school setting. The participants in this study will be referred to as Child X, Y and Z, and the teacher as Teacher E.
It is widely regarded that AFL is essential in good teaching and learning (Donaldson, 2015; Black and Wiliam; 1998; Welsh Assembly Government, 2010). Donaldson (2015) emphasises that AFL must be embedded into teacher’s everyday practice to be effective, and Pedder and James (2012) build on this by stating that where AFL is part of classroom culture, learners take control of their own learning and even teaching. However, McIntyre (2000, cited in Pedder and James, 2012, p. 36) contended this view of AFL and believed that it added to the hectic environment of the classroom. Nonetheless, advocators for AFL argue that it encourages active participation and thereby learners are more engaged and involved in their own learning (Clarke, 2008).
In contrast, Bennett (2015) argues that although AFL has ‘considerable promise’, practitioners have accepted its effectiveness and implemented strategies without due consideration and research. However, much of the literature which highlights AFL as an integral part of practice state that teachers should get opinions from their pupils on what AFL techniques work for them (Hayward, 2012, p. 128; Pedder and James, 2012, p. 40). If, therefore, teachers consider their learners views when implementing AFL into their classrooms, the techniques that they use will be proven, to a certain extent, to be effective with their learners. 
AFL allows the teacher to discover how to progress their learners as they can identify where that learner currently is and subsequently assess what they need to do next (Black and Wiliam, 1998; Gardner, 2012; Wiliam, 2018). In addition, educational philosopher John Dewey claimed that the greatest responsibility for schools is to ‘develop their [learners] ability to think’ (1966, p. 152), and researchers insist that AFL exemplifies learners having autonomy over their learning and thinking (Black and Wiliam, 1998; Pedder and James, 2012). Some educators argue that this is most explicit in peer- and self-assessment as learners begin to understand what they need to do to be successful (Hayward, 2012).
Teaching and learning should occur in a reciprocal process (Black and Wiliam, 1998, p. 2) and self-assessment in a formative manner allows for this interaction to occur (Spendlove, 2009, p. 58). Clarke (2008, p.134) builds upon this by arguing that self-assessment occurring at the end of a lesson becomes summative, as learners are still unable to make the necessary changes to improve their work. But more importantly, if learners are not reflecting upon their learning until the plenary, they have missed the opportunity to further develop their skills and understand how to meet the success criteria (Kirkman and Wallace, 2014); Welsh Assesmbly Government, 2010). Therefore, teachers need to provide opportunities for learners to self-assess and self-evaluate as the learning is taking place (Spendlove, 2009; Welsh Assembly Government, 2010).
Traffic light systems are used in various forms as a self-assessment tool for learners to demonstrate whether they think they have fully understood, partially understood and have no understand displaying the colours green, orange and red respectively (Kirkman and Wallace, 2014; Wiliam, 2018). Using traffic light cups as a formative tool for self-assessment allows the teacher to prioritise learners that need more support and help groups of learners who need support at the same time (Gilbert, 2010). This is exemplified in The Classroom Experiment (Doc Zoo, 2012) as a teacher gathers all learners displaying a red cup and works with them as a group to tackle their misunderstandings. This can be done with more ease using cups over other traffic light systems as they are more visible on the table for teachers to notice (Wiliam, 2018, p. 183). 
Nonetheless, there are practitioners who do not advocate the use of traffic light systems, such as Dabell (2019) who claims that one cannot rely on the learners to give a realistic and truthful assessment of themselves. Dabell’s argument is in line with Hattie and Yates’ theory (2014, p. 231) that the greatest assessor of a person is not themselves, but rather someone who knows them well, for example a teacher. Hattie and Yates (2014, p. 237) assert that this could be a result of internal factors such as egocentricity or depression, and so people may assume they are more or less capable than they actually are. Therefore, there is a danger that teachers may not check for understanding if learners signal a green traffic light cup and so learners may not get the support that they need. Thus, teachers must take responsibility for circulating learners to ensure that their use of traffic light cups reflect the work they are producing. 
Kirkman and Wallace (2014, p. 26) warn against teachers presuming learners are effective self-assessors, however, they advocate for the use of a traffic light system for learners to signal when they need support during a lesson. In addition, they argue that this particular technique makes progression of learning the responsibility of the learner because the teacher will have high expectations of their work if they display the green cup for the entirety of the lesson (Kirkman and Wallace, 2014, p.26). Furthermore, supporters of this self-assessment technique state that using traffic light cups, as opposed to other traffic light systems such as disks or stickers, is preferable as the teacher will easily spot them in the classroom (Wiliam, 2018). 
In The Classroom Experiment (Doc Zoo, 2012), the power of the cups to alter the teaching of a lesson is exposed during Miss Obi’s lesson. If several learners are displaying the red cup, this might indicate that the teaching has not been effective and needs to be adjusted. One of the core purposes of AFL is to meet the needs of the learner by altering teaching where necessary (Donaldson, 2015; Spendlove, 2009; Welsh Assembly Government, 2010), therefore it might be argued that traffic lighting throughout a lesson is an effective AFL tool for learners to assess their learning whilst also indirectly assessing the teaching (Wiliam, 2018). The literature surrounding traffic lighting as a self-assessment tool engaged our interest as we wanted to examine to what extent the conflicting viewpoints would manifest in our classes.
This research was conducted following a lesson study method, which gives teachers the autonomy to conduct classroom research that will inform the teaching and learning in their classrooms (Dudley, 2015; Lewis and Hurd, 2011). Also, it gives teachers the opportunity to closely study a phenomenon and explore whether it will improve the teaching and learning in their own classroom (Desforges, 2015). In addition, Pedder (2015) argues that lesson study gives power to the learners to have an impact on teaching and learning in unison with teachers. Lesson study is a type of action-research as it involves the process of ‘planning, action and the evaluation of action’, while the teacher becomes a researcher in their own classroom (Wilson, 2013, p. 232). 
In accordance with the lesson study method, three learners were considered during the designing and planning of the research and lesson (Dudley, 2015, p. 8). After discussion, we concluded that in order to answer the research aims, we needed to use a sampling method which would best represent the specified populations (Coe, 2012; Flewitt, 2014). The learners selected for the focus group represented the spread of prior attainment in the classroom. We agreed that this sampling method would provide the most accurate representation of the respective classes. Whilst it is imperative to note that any sample will not provide a completely true reflection of a population (Jose and Szabo, 2017), some researchers argue that if the sample is representative then it would be reasonable for the findings to be generalised (Solano-Flores, 2017).
While one research partner taught the participants and the class, the other observed the focus learners. This observation was conducted using an observation schedule, which was designed with the advantages and limitations of this method in mind. We chose to collect both qualitative and quantitative data, as we felt it was important to observe how many times the cups were used during the lesson while also noting which cups were used, whether the work they produced reflected their use of the cups and also any general observations. One limitation of observation as a research method is that observers have subconscious biases, and this might affect the data that they collect (Angrosino, 2012; Kumar, 2014). Also, the observer may be selective in what they observe (Cohen, Manion and Morrison, 2011, p. 473), and consequently, we decided to specify on the observation schedule what the observer needed to focus on, in an attempt to mitigate these factors.
[bookmark: _Hlk32422404]Although there is an argument for observations to be as ‘unobtrusive as possible’ (Sharman, Cross and Vennis, 2007, p. 2), we agreed with Fine and Sandstorm (1988, cited in Cohen, Manion and Morrison, 2007) that it is unethical not to outline the purpose of any research and thereby not giving participants the information needed to give informed assent or withdrawal. However, we agreed that a non-participant observation would be the most beneficial method to use so that the observer could focus on observing the use of the cups without actively intervening (Kumar, 2014). Nevertheless, as the participants were going to be aware that they were being observed, we were mindful that this might alter their behaviour (Hedges, 2012); this is known as the ‘Hawthorne effect’ (Cohen, Manion and Morrison, 2007, p. 410).
Following the observation, a focus group interview was conducted using a semi-structured interview model. The use of this interview method allows the researcher to become a facilitator of participant discourse (Freie and Marvasti, 2017; Punch, 2014), and also research suggests it creates a more relaxing atmosphere for child participants (Cohen, Manion and Morrison, 2007; Flewitt, 2014). We planned to make the interview as informal and comfortable as possible for the participants by planning for it to take place in their classroom (Cohen, Manion and Morrison, 2007). Despite seeking approval to audio record the interview, we decided not to so that the environment the participants were being interviewed in was not affected and also to limit the potential for the participants to be intimidated (Cohen, Manion and Morrison, 2007). However, there are potential risks to using focus group interviews with children, such as participants trying to give answers that they think the teacher wants (Flewitt, 2014; Wilson, 2013).
Reflecting upon the data collected is the final component of the Lesson Study Cycle (Lewis and Hurd, 2011), and we wanted to ensure that we had a focused reflection that allowed us to think about the observation from both the viewpoint of the observer and the researcher. As a result, the design of the reflection model used was based on Brookfield’s four lenses (Brookfield, 1995) as we felt it would give us the capacity to do this (see Appendices C and F). Firstly, we considered the viewpoint of the teacher, and designed questions to focus the teacher’s reflection on what we perceived to be important. Secondly, following Brookfield’s model, we accounted for the voice of the learners: our participants. Then, we designed further questions for the observer to reflect upon. Finally, we considered how our findings related to literature. 
While planning the lessons for the Lesson Study, my researcher partner and I agreed that it needed to be challenging enough for the participants so that we could observe their interaction with the cups as the process of learning occurred. In addition, we agreed to plan similar lessons to ensure there was consistency between the two lessons. We settled upon teaching column subtraction as it was new to both classes, so it provided a challenge for the participants, while being a natural progression from their previous learning. 
Before undertaking any research, it is crucial that researchers consider any possible ethical implications that might affect their participants and study. Prior to beginning research for this project, an ethics form was completed for approval, which outlined all ethical considerations in regard to this study in accordance with BERA (2018) and UWTSD (2017). Informed consent was gained from both parents and the school, and to gain assent from the child participants we ensured that we used child-friendly language while explaining the research to the participants so that they might understand what they were assenting or withdrawing from (Blackburn, 2018). Participants were asked to give assent by giving a thumbs up or down to demonstrate whether they were happy to be observed, and informed that they could withdraw at any time without explanation (Oancea, 2014). 
While researching with children, it is important to be aware that they might want to please the interviewer, and therefore we stressed to all participants that honesty was essential and that there were no correct answers (Chaplain and Warwick, 2013). Also, anonymity is a key consideration before undertaking any research. Although anonymity could not be promised during the group interview due to other participants being present (Gibbs, 2012), the participants were informed that their names would not be used at any point during or after the research so that they could not be identified (Angrosino, 2012).
Before the observations began, the participants of both lesson studies were given the same information to create continuity between them. All participants were informed of what the research entailed, introduced to the observer who explained their role and asked for their assent and explained their right to withdraw at any stage. Once the participants gave their assent, the use of the traffic light cups as a self-assessment tool was explained to them, and they were informed of the distinct purpose of each cup. 
In lesson study 1 the amount of times the participants engaged with the traffic light cups varied. Child V engaged with the cups more than the other participants, changing colour six times and also balancing the cups at one point, in comparison to five times by Child T and zero times by Child U. The observation schedule states that Child V’s use of the cups did reflect the work this participant was producing, so therefore it seems to suggest that this participant did use the cups effectively to self-assess and signal that support was needed. Child T remained on green for the whole of the main activity and did not require support in order to successfully complete their work (see Appendix A). However, when given an extension task, Child T engaged with the cups five times using all three colours. 
Whilst the observer noted that the work produced by Child U correlated with their engagement, or lack thereof, with the traffic light cups (see Appendix A), upon reflection this may reveal something more. Although this appears to be an accurate self-assessment by Child U, perhaps some learners will choose not to engage with the cups even if required. However, during the interview Child U did reply that using the cups in future lessons would be ‘good’ (see Appendix B), and therefore possibly would use them in lessons where support is needed.
Both Child T and Child V used all three colour cups during the lesson (see Appendix A). While using the red cup, both Child T and Child V stop working, perhaps demonstrating that they are unable to continue doing their work without input. This data links with the input from the participants in the interview, as all three participants stated that the use of the cups helped to signal to the teacher when support was required (see Appendix B). However, their use of the orange cup differs slightly. Child T continued to work while displaying the orange cup, suggesting that they understand the use of the orange cup to signify that they might need support. However, Child V’s capability to self-assess and self-resource is revealed through their use of the orange cup by the observer’s notes (see Appendix A). At 11:31 this participant changes their cup to orange for four minutes, then observes other learners using a resource and changes to green. Therefore, this participant appears to be an effective self-assessor, and furthermore, the observers notes state that this participant’s work reflects their use of the cups.
However, at 11:57 (twenty-seven minutes into the lesson) Child V began to balance the cups one on top of the other, exemplifying that tools such as traffic light cups may be used by learners in ways other than their intended purpose (Doc Zoo, 2012). However, the observation schedule shows that this behaviour began seven minutes after Child V displayed the red cup and stopped working while waiting for support. Therefore, it might be possible that Child V was bored of waiting for Teacher D to help, or perhaps was even becoming frustrated. Or, perhaps, Child V was attempting to emphasize to Teacher D that they needed support by physically raising the prominence of the cups. The data here shows that Child V displayed the red cup for seven minutes, then balanced the cups for two minutes, and subsequently displayed the red cup until the end of the lesson. This might reveal that the use of the cups as a self-assessment tool are only effective with teacher input. For example, as Child V was not supported by Teacher D in this instance, Child V was not given the tools to progress in their learning.
In lesson study 2, there was also variation between participants in their use of the traffic light cups (see Appendix D). Child X engaged with the cups more than the other participants, changing the colour of the cup on display seven times in total. As noted by the observer, Child X changed to orange at one point when they were not sure how to draw a pound sign. This might indicate that the use of the traffic light cups and indeed self-assessment itself is subjective to the learner, as this was interpreted as a minor concern by the observer (see Appendix D).
In comparison, Child Y and Child Z both changed the cups two times during the lesson. As the observer noted, Child Z did not amend their work to use the column method after being corrected by Teacher E and continued to display the green cup. Thus, Teacher E was unaware that Child Z was not following the success criteria and therefore it might be argued that this participant was not effectively self-assessing using the traffic light cups. 
As noted by the observer, Child Y remained on green while getting support from Child X before both participants needed support and displayed the red cup. Teacher E was targeting learners displaying the red cups, followed by those showing orange, and as a result of Child Y displaying the green cup while needing help, Teacher E did not check on this participant until Child X was no longer able to assist Child Y. Thus, the cups were not used effectively by Child Y as a self-assessment tool at this moment in the lesson study, and this highlights the argument by Kirkman and Wallace (2014) that self-assessment is not effective when teachers take for granted that learners are able to produce accurate self-assessments.
Furthermore, upon analysis of the results it appears that the use of the traffic light cups as a self-assessment tool may not have been as effective as Teacher E and the participants thought (see Appendices E and F). However, as reflected by Teacher E perhaps with practise learners will become more competent at self-assessing and thus the effectiveness of the cups will be enhanced (see Appendix F). This correlates with Donaldson’s (2015) assertion that AFL techniques and strategies will not be effective unless they are embedded into the culture of the classroom. So, analysing the extent to which traffic light cups are effective with learners who are using them for the very first time may not give an accurate representation. 
However, Teacher E reflected that despite learners on the whole appearing to use the cups effectively to self-assess, they still verbally communicated for the teacher to support them (see Appendix F). This may account for Teacher E not noticing that Child Y and Z’s self-assessments were not accurate, if learners were still calling for help. Although, as already outlined, perhaps with practise and behaviour management strategies to remind learners to use the cups and not interrupt, this could be mitigated. For example, during The Classroom Experiment, Miss Obi brought all learners displaying the red cup together (Doc Zoo, 2012), and this might help the teacher manage the classroom while simultaneously meeting the learners needs.
The interview demonstrates that the participants understood the aim of the lesson; to practise using column subtraction (see Appendix E). If this is compared with the interview during lesson study 1, Child T, U and V appeared to have less of an understanding of the learning objective (see Appendix B). For example, Child U who needed no support during the lesson, answered that ‘We learnt that we could do the numbers in the boxes’ (see Appendix B), and Child X, who did need support, answered that they learnt ‘Taking away set out this way’ (see Appendix E). One of the issues with interviewing young children is their ability to articulate their ideas (Cohen, Manion and Morrison, 2007, p. 154), and therefore perhaps this accounts for the contrast between the Year 3 pupils, Child X, Y and Z, and the Year 2 pupils, Child T, U and V, answering this question.
There are distinct similarities between the two lesson studies which appear to suggest a correlation between the effectiveness of the traffic light cups as a mode of self-assessment for these two particular classes. During the interviews all learners stated that they would like to see the cups implemented in future lessons (see Appendices B and E), however as already discussed, child participants might give answers that they feel will please the interviewer despite being explicitly told the importance of honesty so these answers cannot be taken for granted (Wilson, 2013).
Both lesson studies were conducted while the classes were operating a carousel of activities with up to eight learners in one group, so that the observer could focus more intently on the participants, thereby ensuring a degree of continuity between the two observations. As already discussed, in both observations there were moments where participants were displaying red and not changing to green for up to nine minutes in lesson study 1 (see Appendix A), and up to five minutes in lesson study 2 (see Appendix D). In The Classroom Experiment (Doc Zoo, 2012), traffic light cups were used with a whole class, however, the results from this research might suggest the use of these cups would be more beneficial in smaller groups with years 2 and 3 as they might need more support to self-assess.
The teachers of both lesson studies have stated that based on this experience, they would implement the cups in future lessons (see Appendices C and F), however Teacher D stated that the cups would not be implemented in every lesson as to a certain extent it appeared learners were getting distracted by them. In lesson study 1, Child V appeared to be intrigued by the cups and began stacking them prior to Teacher D sitting at the table and later subsequently began to balance the cups (see Appendix A). As highlighted by Teacher D in the reflection, there might be a possibility that learners will find the presence of the cups a distraction and thereby not be used properly (see Appendix C), which was also a concern for Ms. Shepherd who questions whether traffic light cups and other tools will be disrespected and vandalised (Doc Zoo, 2012). Nonetheless, as Dylan Wiliam suggests, this concern might be diminished with classroom and behaviour management (Doc Zoo, 2012).
The use of the traffic light cups appeared to demonstrate, to a certain extent, the view of Kirkman and Wallace (2014), as the participants in Lesson Study 1 suggested that using this method of self-assessment saves time for the teacher because they are given a visual representation of who needs support (see Appendix B). This conflicts with McIntyre’s argument that AFL strategies make teaching and learning more complex for teachers in an already intricate environment (2000, cited in Pedder and James, 2012, p. 36) as the participants are suggesting that it aided the teacher.
Moreover, Teacher D’s reflection (see Appendix C) appears to be in line with the comments made by Ms. Overbury (Doc Zoo, 2012) regarding classroom management. Ms. Overbury expressed that as a result of using the cups learners weren’t sitting with their hands up to get her attention as she could see which learners she needed to prioritise, and likewise Teacher D reflected that this technique stopped learners from leaving their seats to ask the teacher for help. 
Both observations appear to be in contrast to Dabell’s argument (2019) that learners are not effective self-assessors, as the observers in each lesson study stated that the work produced by the learners correlated with their use of the cups (see appendices A and D). Moreover, the observer of lesson study 2 reflected that the cups did help the learners self-assess (see Appendix F). While it is imperative to note here that reflections by any researcher are subjective (Kumar, 2014), Brookfield (2017, p. 69) argues that reflections are a rich source and a valid data method. 
In conclusion, as outlined earlier, this research project was heavily influenced by The Classroom Experiment and a curiosity whether the use of traffic lights as a formative self-assessment technique could be used effectively with younger learners. The findings from both lesson study 1 and 2 appear to suggest that the use of traffic light cups might effectively be used by learners in years 2 and 3 to self-assess with practise and support. Although it is critical to reaffirm here that the results of this study can not necessarily be transferred to other settings (Dana and Yendol-Hoppey).
This research has been conducted using more than one method to collect data, which provides a more holistic view of the data collected because the findings from the different methods can be compared (Punch, 2014). In research terms, this is identified as methodological triangulation (Coe, 2012; Cohen, Manion and Morrison, 2007; Punch, 2014), and during this process triangulation has been used more than once. Both an observation and focus group interview were used to gather data and offered two viewpoints of the same phenomenon: the viewpoint of the observer and the viewpoint of the participant. Also, the observer and the teacher have both reflected upon the use of the traffic light cups and hence have provided two perspectives. Thus, by using methodological triangulation the possibility of inference may have been reduced as I have compared the data from all methods (Cohen, Manion and Morrison, 2011; Chaplain and Warwick, 2013).
Giving learners a voice to express what good teaching and learning looks like and to provide feedback on AFL strategies allows teachers to examine the benefits and limitations of different methods (Hayward, 2012; Pedder and James, 2012). Moreover, it gives teachers the opportunity to find out if specific techniques are effective in their own classrooms, rather than implementing techniques that others claim are effective (Dabell, 2019).
Nevertheless, it is not possible to assess the extent to which ‘group think’ has impacted the responses from the participants in either Lesson Study (Cohen, Manion and Morrison, 2007, p. 373; Punch, 2014). Interestingly, there was not much variation between participant’s responses. Was this due to the interview being conducted in a group and therefore an element of peer pressure to conform to the group view being prevalent (Cohen, Manion and Morrison, 2007; Flewitt, 2014)? Or, did the learners try to give answers that they felt would satisfy the interviewer (Chaplain and Warwick, 2013)? 
As explored earlier, one advantage of focus group interviews is that the researcher becomes a facilitator of the conversation (Cohen, Manion and Lawrence, 2007), however possibly due to my research partner and I not being skilled interviewers, there was not much discourse between the participants. Also, upon reflection, there are were times during the interview process where we might have asked participants for more information or to explain their answer more fully, an advantage often considered while designing a semi-structured interview (Cohen, Manion and Morrison, 2007).
It might have been beneficial to have practised conducting an interview with the participants prior to the research to ensure that the process was familiar with both the participants and the researchers (Cohen, Manion and Morrison, 2007). Moreover, it would have provided us the opportunity to ensure that we were using questions which were accessible to the learners and that they were effective questions which had the capability of drawing out in-depth responses.
As I progress into PTE2 I plan to use this self-assessment technique and examine to what extent the findings from this research can be transferred to that particular setting. Although the use of this particular self-assessment strategy appeared to work well to an extent with years 2 and 3 in these particular classes, that is not to say that these findings can be transferred to other schools or even classes within Schools A and B (Dana and Yendol-Hoppey, 2014). Despite this, it has been argued that lesson study allows for teachers to share strategies and good practice which might inform their own teaching (McKinsey, 2007).  
It would be valuable to explore the use of a fourth cup which learners could use to indicate that they have completed the activity, as reflected by the observer in Lesson Study 2 the purpose of the red cup is to signal that help is needed and not that the task is complete (see Appendix F). Moreover, if traffic light cups are to be used as a tool for self-assessment, I would suggest that the teacher needs to ensure that they are being used effectively to avoid learners being tempted to play with the cups and become distracted (see Appendix D). Finally, this research project has highlighted the importance of asking learners to feedback about strategies that are used in the classroom in order to examine whether they are effective (Hayward, 2012). Teachers need to take accountability for the techniques they use on a day-to-day basis and reflect upon the impact they are having in order to become a reflective teacher (Dana and Yendol-Hoppey, 2014).
The new curriculum for Wales will give teachers more autonomy within their classrooms (Education through Regional Working, 2020), and if teachers adopt a lesson study approach to research they can collaborate with colleagues, share good practice and examine what techniques and strategies are effective in fostering good teaching and learning (Dudley, 2015; Lewis and Hurd, 2011). Furthermore, research in the classroom conducted by teachers bridges the gap between practice and theory and gives teachers the opportunity to assess the relationship between the two (Sharman, Cross and Vennis, 2007). Teachers in Wales must reflect upon their day-to-day practice according to new Welsh Government standards (Welsh Government, 2018), and so it is fundamental that the techniques and strategies they use in their practice to achieve good teaching and learning are researched informed (Brookfield, 2017).
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