
Good teaching and learning regularly 
reinforces cross-curriculum responsibilities, 

including literacy, numeracy and digital 
competence, and provides opportunities to 

practice them.

P.P 1.1: Literacy in the Nursery classroom: Welsh and Literacy

P.P 1.2: Numeracy in the Nursery classroom

P.P 1.3: Digital Competence in the Nursery classroom
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Age	of	Children:	3-4	Years	Old
Group:	Focus	group	of	5	children
Focus	of	the	Lesson: The	focus	of	the	session	was	the	Personal	and	Social	
Development	of	the	children,	beginning	to	recognise	the	thoughts	and	feelings	
of	others.	Literacy	based:	Read	the	story	of	Goldilocks	and	the	Three	Bears-
begin	questioning	to	the	children	about	how	characters	would	have	felt	during	
certain	parts	of	the	book.
Cross-Curricular	Links:	Welsh	Language	Development;	Language,	Literacy	and	
Communication;	Personal	and	Social	Development	(Welsh	Government,	2015).	
Literacy	strands	were	evidenced	throughout	Welsh	sessions,	introducing	both	
the	Welsh	and	the	English	vocabulary	to	the	children.	Through	this,	children	had	
the	opportunity	to	link	the	vocabulary	to	the	images,	in	order	to	choose	the	
feeling	of	the	character	within	the	book.

Throughout	lesson	plans,	links	to	the	Literacy	and	Numeracy	Framework	are	
made.	This	allows	the	children	and	the	children	teacher	to	focus	on	certain	
aspects	of	their	oracy,	in	order	to	develop	their	literacy	skills	(Whitehead,	2009).

Through	these	links,	aims	and	expectations	are	set	and	these	strands	are	aspects	
of	what	is	taken	into	account	during	the	observational	notes.	These	notes	allow	
the	differentiation	strands	to	be	discussed,	and	these	are	what	children	are	
monitored	against.	
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Age	of	Children:	3-4	Years	Old
Group:	Focus	group	of	5	children
Focus	of	the	Lesson: The	focus	of	the	session	was	the	Personal	and	Social	
Development	of	the	children,	beginning	to	recognise	the	thoughts	and	feelings	
of	others.	Literacy	based:	Read	the	story	of	Goldilocks	and	the	Three	Bears-
begin	questioning	to	the	children	about	how	characters	would	have	felt	during	
certain	parts	of	the	book.
Cross-Curricular	Links:	Welsh	Language	Development;	Language,	Literacy	and	
Communication;	Personal	and	Social	Development	(Welsh	Government,	2015).	
Literacy	strands	were	evidenced	throughout	Welsh	sessions,	introducing	both	
the	Welsh	and	the	English	vocabulary	to	the	children.	Through	this,	children	had	
the	opportunity	to	link	the	vocabulary	to	the	images,	in	order	to	choose	the	
feeling	of	the	character	within	the	book.

Throughout	lesson	plans,	links	to	the	Literacy	and	Numeracy	Framework	are	
made.	This	allows	the	children	and	the	children	teacher	to	focus	on	certain	
aspects	of	their	oracy,	in	order	to	develop	their	literacy	skills	(Whitehead,	2009).

Through	these	links,	aims	and	expectations	are	set	and	these	strands	are	aspects	
of	what	is	taken	into	account	during	the	observational	notes.	These	notes	allow	
the	differentiation	strands	to	be	discussed,	and	these	are	what	children	are	
monitored	against.	
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Age	of	pupils:	Three	to	Four	years	old
Focus	of	the	session:	The	focus	of	the	session	was	to	engage
children	in		a	numeracy	lesson	focusing	on	comparing	their	heights.	For	this,	
the	children	were	required	to	use	non-standard	units	of	measurement	to	be	
aware	of	the	heights	of	themselves	and	their	friends.
Cross-Curricular	Links:	The	cross-curricular	links	evidenced	in	the	numeracy	
focus	session,	discover	a	focus	on	both	Physical	Development	and	Personal	
and	Social	Development,	tying	into	Language,	Literacy	and	Communication	
(Welsh	Government,	2015).	The	children	were	enabled	to	develop	fine	
manipulative	skills,	whilst	also	forming	relationships	to	feel	confident	to	play	
and	work	co-operatively	with	their	peers.	In	the	literacy	aspect	of	the	session,	
the	children	were	able	to	answer	simple	'who,	what	and	why'	questions.	

The	activity	required	the	children	to	engage	in	a	cross-curricular	focus	
session,	where	they	were	to	work	in	teams	to	compare	heights.	For	this,	the	
children	used	plastic	blocks	to	measure	who	was	taller	out	of	the	pair,	which	
develop	their	fine	motor	skills.	From	this,	the	children	implemented	their	
literacy	skills,	in	order	to	pick	the	correct	whiteboard	label.	The	children	
engaged	in	teamwork	and	co-operation	through	working	as	a	team	to
measure	who	was	the	shortest	and	the	tallest	out	of	
the	focus	group,	and	then	putting	them	into	a	line	
from	shortest	to	tallest.
The	activity	emphasised	the	importance	of	using	cross-curricular	links	across	
the	Foundation	Phase	curriculum,	whilst	also	implementing	aspects	of	the	
Literacy	and	Numeracy	Framework	(Welsh	Government,	2014).	
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Age	of	pupils:	Three	to	Four	years	old
Focus	of	the	session:	The	focus	of	the	session	was	to	engage
children	in		a	numeracy	lesson	focusing	on	comparing	their	heights.	For	this,	
the	children	were	required	to	use	non-standard	units	of	measurement	to	be	
aware	of	the	heights	of	themselves	and	their	friends.
Cross-Curricular	Links:	The	cross-curricular	links	evidenced	in	the	numeracy	
focus	session,	discover	a	focus	on	both	Physical	Development	and	Personal	
and	Social	Development,	tying	into	Language,	Literacy	and	Communication	
(Welsh	Government,	2015).	The	children	were	enabled	to	develop	fine	
manipulative	skills,	whilst	also	forming	relationships	to	feel	confident	to	play	
and	work	co-operatively	with	their	peers.	In	the	literacy	aspect	of	the	session,	
the	children	were	able	to	answer	simple	'who,	what	and	why'	questions.	

The	activity	required	the	children	to	engage	in	a	cross-curricular	focus	
session,	where	they	were	to	work	in	teams	to	compare	heights.	For	this,	the	
children	used	plastic	blocks	to	measure	who	was	taller	out	of	the	pair,	which	
develop	their	fine	motor	skills.	From	this,	the	children	implemented	their	
literacy	skills,	in	order	to	pick	the	correct	whiteboard	label.	The	children	
engaged	in	teamwork	and	co-operation	through	working	as	a	team	to
measure	who	was	the	shortest	and	the	tallest	out	of	
the	focus	group,	and	then	putting	them	into	a	line	
from	shortest	to	tallest.
The	activity	emphasised	the	importance	of	using	cross-curricular	links	across	
the	Foundation	Phase	curriculum,	whilst	also	implementing	aspects	of	the	
Literacy	and	Numeracy	Framework	(Welsh	Government,	2014).	
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Age	of	Pupils:	Three	to	Four	Years	Old
Within	nursery,	the	children	are	encouraged	to	interact	with	technology	as	
much	as	possible.	This	is	evidenced	through	their	'Hairy	Letters'	games	on	
the	iPad,	which	supports	the	children	in	letter	formation;	being	
encouraged	to	take	images	of	models	or	work	they	have	done	on	the	iPad	
and	displaying	their	work	in	different	formats	on	the	interactive	
Whiteboard.
Focus	of	the	session	and	Cross-Curricular	Links:	As	evidenced,	the	children	
use	Digital	Competence	during	their	Creative	Development	sessions.	This	
was	a	session	provided	for	the	children	to	draw	themselves	on	the	
whiteboard	for	their	Christmas	calendars.	Along	with	this,	I	delivered	a	
session	to	the	children	where	they	were	to	make	a	human	pictogram	of	
the	eye	colours	within	their	group.	This	enhanced	their	Mathematical	
Development	and	were	required	to	create	a	more	accurate	sense	of	data	
on	the	whiteboard.	They	made	an	interactive	pictogram	with	the	whole	
class.	The	children	were	able	to	build	on	their	Personal	and	Social	
Development	through	working	collaboratively	with	their	peers.

For	the	pictogram	lesson,	the	
children	counted	the	colour	
of	their	eyes.	To	make	the	
human	pictogram,	the	
children	used	the	correct	
colour	block	that	matched	
their	eye	colour	and	then	sat	
behind	it.	The	children	were	
then	encouraged	to	click	to	
correct	eye	colour	on	the	
interactive	whiteboard	in	
order	to	add	their	data	to	
the	pictogram.	
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Age	of	Pupils:	Three	to	Four	Years	Old
Within	nursery,	the	children	are	encouraged	to	interact	with	technology	as	
much	as	possible.	This	is	evidenced	through	their	'Hairy	Letters'	games	on	
the	iPad,	which	supports	the	children	in	letter	formation;	being	
encouraged	to	take	images	of	models	or	work	they	have	done	on	the	iPad	
and	displaying	their	work	in	different	formats	on	the	interactive	
Whiteboard.
Focus	of	the	session	and	Cross-Curricular	Links:	As	evidenced,	the	children	
use	Digital	Competence	during	their	Creative	Development	sessions.	This	
was	a	session	provided	for	the	children	to	draw	themselves	on	the	
whiteboard	for	their	Christmas	calendars.	Along	with	this,	I	delivered	a	
session	to	the	children	where	they	were	to	make	a	human	pictogram	of	
the	eye	colours	within	their	group.	This	enhanced	their	Mathematical	
Development	and	were	required	to	create	a	more	accurate	sense	of	data	
on	the	whiteboard.	They	made	an	interactive	pictogram	with	the	whole	
class.	The	children	were	able	to	build	on	their	Personal	and	Social	
Development	through	working	collaboratively	with	their	peers.

For	the	pictogram	lesson,	the	
children	counted	the	colour	
of	their	eyes.	To	make	the	
human	pictogram,	the	
children	used	the	correct	
colour	block	that	matched	
their	eye	colour	and	then	sat	
behind	it.	The	children	were	
then	encouraged	to	click	to	
correct	eye	colour	on	the	
interactive	whiteboard	in	
order	to	add	their	data	to	
the	pictogram.	
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Good teaching and learning means employing 
assessment for learning principles

P.P	2.1:	Peer	and	Self	Assessment	in	the	Nursery	classroom

P.P	2.2:	Success	Criteria	in	the	Nursery	classroom

P.P	2.3:	Feedback	in	the	Nursery	classroom
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Age	Group:	Nursery	– Three	to	Four	Years
Group:	Focus	groups	of	four	children
Focus	of	the	session:	The	focus	of	the	session	was	to	make	a	baby	rattle	using	
materials	provided.	The	children	made	this	rattle	based	on	their	topic	'Amazing	
Me'	- and	focused	on	babies	for	this	week.	Following	a	visit	from	a	parent	and	their	
children,	the	children	were	aware	of	what	toys	babies	played	with.	They	then	made	
these	rattles	and	the	rattles	were	used	during	their	Christmas	Concert.

As	evidence	throughout	the	lesson	plans,	the	children	use	Assessment	for	Learning	
through	familiar	strategies	within	the	class	(Hattie,	2009).
The	children	are	most	familiar	with	a	star	and	a	wish	policy,	when	'marking'	their	
peers	work.	This	is	done	through	a	comment	and	questioning	with	their	peers,	such	
as	'Do	you	like	____'s	work?'	And	'What	do	you	think	they	could	do	to	make	it	
better?'

Time	for	their	Assessment	for	Learning	is	scheduled	within	the	lesson	plan,	to	
ensure	that	all	children	are	become	familiar	with	the	consistency	of	the	Assessment	
for	Learning	strategy	within	their	learning	(Hattie,	2009).

P.P	2.1:	Peer	and	Self	Assessment
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Age	Group:	Nursery	– Three	to	Four	Years
Group:	Focus	groups	of	four	children
Focus	of	the	session:	The	focus	of	the	session	was	to	make	a	baby	rattle	using	
materials	provided.	The	children	made	this	rattle	based	on	their	topic	'Amazing	
Me'	- and	focused	on	babies	for	this	week.	Following	a	visit	from	a	parent	and	their	
children,	the	children	were	aware	of	what	toys	babies	played	with.	They	then	made	
these	rattles	and	the	rattles	were	used	during	their	Christmas	Concert.

As	evidence	throughout	the	lesson	plans,	the	children	use	Assessment	for	Learning	
through	familiar	strategies	within	the	class	(Hattie,	2009).
The	children	are	most	familiar	with	a	star	and	a	wish	policy,	when	'marking'	their	
peers	work.	This	is	done	through	a	comment	and	questioning	with	their	peers,	such	
as	'Do	you	like	____'s	work?'	And	'What	do	you	think	they	could	do	to	make	it	
better?'

Time	for	their	Assessment	for	Learning	is	scheduled	within	the	lesson	plan,	to	
ensure	that	all	children	are	become	familiar	with	the	consistency	of	the	Assessment	
for	Learning	strategy	within	their	learning	(Hattie,	2009).
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Age	of	Children:	Three	to	Four	Years	Old

Success	Criteria	in	Nursery:	Within	the	school,	
they	set	their	Success	Criteria	through	their	
differentiation	stars.	Within	nursery,	Literacy	and	
Mathematical	Development	sessions	are	set	their	
success	criteria	with	three	stars.	These	stars	
evidence	the	higher	attaining	objective;	the	middle	

attaining	objective	and	the	lower	attaining	objective.	Within	Context	for	Learning	sessions	
which	evidence	focuses	such	as	Knowledge	and	Understanding	of	the	World;	Physical	
Development;	Creative	Development	and	Personal	and	Social	Development,	there	is	an	
extra	differentiation	star	which	evidences	the	attaining	objective	for	the	children	who	are	
recognised	as	the	More	Able	and	Talented	children.	

Recording	the	Success	Criteria:	Whilst	completing	the	observation	sheets,	the	teachers	and	
the	teaching	assistants	in	the	classroom	selected	the	differentiation	asterisk	in	which	the	
child	met.	This	is	then	evidenced	on	their	SeeSaw	account	with	a	general	learning	objective.

P.P	2.2:	Success	Criteria
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Age	of	Children:	Three	to	Four	Years	Old

Success	Criteria	in	Nursery:	Within	the	school,	
they	set	their	Success	Criteria	through	their	
differentiation	stars.	Within	nursery,	Literacy	and	
Mathematical	Development	sessions	are	set	their	
success	criteria	with	three	stars.	These	stars	
evidence	the	higher	attaining	objective;	the	middle	

attaining	objective	and	the	lower	attaining	objective.	Within	Context	for	Learning	sessions	
which	evidence	focuses	such	as	Knowledge	and	Understanding	of	the	World;	Physical	
Development;	Creative	Development	and	Personal	and	Social	Development,	there	is	an	
extra	differentiation	star	which	evidences	the	attaining	objective	for	the	children	who	are	
recognised	as	the	More	Able	and	Talented	children.	

Recording	the	Success	Criteria:	Whilst	completing	the	observation	sheets,	the	teachers	and	
the	teaching	assistants	in	the	classroom	selected	the	differentiation	asterisk	in	which	the	
child	met.	This	is	then	evidenced	on	their	SeeSaw	account	with	a	general	learning	objective.
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Age	of	Children:	Three	to	Four	Years	Old.
Focus	of	the	Session:	For	the	activity,	the	children	were	required	to	
complete	a	bridge	map	evidencing	the	differences	between	a	baby	and	
an	older	child.	This	was	done	through	images,	such	as	milk	bottle	- cup;	
high	chair	- chair;	cot	- bed.
Feedback:	Following	the	session,	the	children	were	asked	to	give	
feedback	on	their	partners	work,	similar	to	peer	assessment.	This	was	
done	through	the	thumb	indicators	which	the	children	are	very	familiar	
with.	As	evidenced	in	the	lesson	plan,	the	children	were	to	give	three	
thumb	indicators	based	on	their	friends	work.	Along	with	this,	the	
children	gave	verbal	feedback	if	the	work	was	incorrect	in	order	to	
support	the	other	child	to	make	some	changes.	The	activity	was	set	
with	the	MAT	children	working	as	the	More	Knowledgeable	Other,	in	
order	for	other	children	to	be	supported.	

Feedback	in	the	nursery	classroom:	The	children	are	given	feedback	
from	the	teachers	and	the	teaching	assistants	within	the	classroom	in	
order	to	improve	their	work.	Along	with	this,	the	children	are	
encouraged	to	provide	this	feedback	to	their	friends	in	their	peer	
assessments	too.

P.P	2.3:	Feedback
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Age	of	Children:	Three	to	Four	Years	Old.
Focus	of	the	Session:	For	the	activity,	the	children	were	required	to	
complete	a	bridge	map	evidencing	the	differences	between	a	baby	and	
an	older	child.	This	was	done	through	images,	such	as	milk	bottle	- cup;	
high	chair	- chair;	cot	- bed.
Feedback:	Following	the	session,	the	children	were	asked	to	give	
feedback	on	their	partners	work,	similar	to	peer	assessment.	This	was	
done	through	the	thumb	indicators	which	the	children	are	very	familiar	
with.	As	evidenced	in	the	lesson	plan,	the	children	were	to	give	three	
thumb	indicators	based	on	their	friends	work.	Along	with	this,	the	
children	gave	verbal	feedback	if	the	work	was	incorrect	in	order	to	
support	the	other	child	to	make	some	changes.	The	activity	was	set	
with	the	MAT	children	working	as	the	More	Knowledgeable	Other,	in	
order	for	other	children	to	be	supported.	

Feedback	in	the	nursery	classroom:	The	children	are	given	feedback	
from	the	teachers	and	the	teaching	assistants	within	the	classroom	in	
order	to	improve	their	work.	Along	with	this,	the	children	are	
encouraged	to	provide	this	feedback	to	their	friends	in	their	peer	
assessments	too.
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Good teaching and learning sets tasks 
and selects resources that build on 

previous knowledge and experience and 
engage interest

P.P	3.1:	Topic	work	in	the	Nursery	classroom

P.P	3.2:	Welsh	in	the	Nursery	classroom

P.P	3.3:	Maths	in	the	Nursery	Classroom
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Age	of	Children:	Three	to	Four	Years	Old
Focus	of	the	session:	The	children	were	
introduced	to	their	Amazing	Me	topic	at	the	
start	of	the	Autumn	term.	Through	this,	the	
children	completed	a	Pupil	Voice	sheet,	
evidencing	the	activities	they	would	like	to	do	
in	nursery	or	information	they	would	like	to	
find	out	in	regard	to	the	'Amazing	Me'	topic.	
One	of	the	focuses	was	to	understand	how	
the	children	looked	when	they	were	younger	
and	how	they	looked	now.	I	planned	an	
activity	where	the	children	were	to	sequence	
images	of	themselves	from	being	a	baby,	to	a	
toddler	and	then	to	a	recent	photo	of	
themselves.

Building	on	Previous	Knowledge:	The	
children	had	been	focusing	on	the	Amazing	
Me	topic	since	the	beginning	of	November.	
With	this,	the	children	had	taken	part	in	visits	
where	babies	came	to	visit	the	nursery.	They	
asked	the	parents	questions	about	what	they	
eat	and	how	they	sleep.	Along	with	this,	the	
children	had	experienced	a	baby	clinic	in	the	
role	play	area	which	I	had	created.	The	
children	took	part	in	cross-curricular	themes,	
using	the	babies	in	numeracy	to	measure	the	
size,	and	within	literacy	to	describe	babies.

P.P	3.1:	Photos:	Amazing	Me
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Age	of	Children:	Three	to	Four	Years	Old
Focus	of	the	session:	The	children	were	
introduced	to	their	Amazing	Me	topic	at	the	
start	of	the	Autumn	term.	Through	this,	the	
children	completed	a	Pupil	Voice	sheet,	
evidencing	the	activities	they	would	like	to	do	
in	nursery	or	information	they	would	like	to	
find	out	in	regard	to	the	'Amazing	Me'	topic.	
One	of	the	focuses	was	to	understand	how	
the	children	looked	when	they	were	younger	
and	how	they	looked	now.	I	planned	an	
activity	where	the	children	were	to	sequence	
images	of	themselves	from	being	a	baby,	to	a	
toddler	and	then	to	a	recent	photo	of	
themselves.

Building	on	Previous	Knowledge:	The	
children	had	been	focusing	on	the	Amazing	
Me	topic	since	the	beginning	of	November.	
With	this,	the	children	had	taken	part	in	visits	
where	babies	came	to	visit	the	nursery.	They	
asked	the	parents	questions	about	what	they	
eat	and	how	they	sleep.	Along	with	this,	the	
children	had	experienced	a	baby	clinic	in	the	
role	play	area	which	I	had	created.	The	
children	took	part	in	cross-curricular	themes,	
using	the	babies	in	numeracy	to	measure	the	
size,	and	within	literacy	to	describe	babies.
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Age	of	Children:	Three	to	Four	Years	Old
Focus	of	the	session:	Introduce	a	new	sentence	pattern	to	the	
children	building	on	their	previous	knowledge	of	a	similar	
sentence	pattern.
Arrangement	of	the	session:	The	children	were	required	to	be	in	
groups	of	three	or	four	to	carry	out	the	session.	This	allowed	each	
children	to	pick	an	image	out	of	the	box	and	ask	then	respond	to	
the	question.	

Building	on	the	knowledge:	The	children	are	aware	of	the	'sut	
wyt	ti?'	question.	This	is	due	to	the	self-registration	session	in	the	
morning,	where	children	are	required	to	find	their	name	off	the	
mat	and	put	it	on	the	feeling	that	they	are:	hapus,	bendegdig,	
ddig,	trist,	wedi	blino,	sal.
For	the	pwy	wyt	ti	session,	a	story	was	reading	to	the	children	
introducing	the	sentence	pattern	to	the	children,	and	then	the	
children	were	required	to	carry	out	the	activity.	With	this,	the	
children	played	'Beth	sy	yn	y	bocs?'	and	then	the	children	had	to	
take	an	image	out	of	the	box	and	ask	the	children	'pwy	wyt	ti?'.	
The	children	in	the	focus	group	were	then	required	to	answer	the	
question	using	the	sentence	pattern.
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Age	of	Children:	Three	to	Four	Years	Old
Focus	of	the	session:	Introduce	a	new	sentence	pattern	to	the	
children	building	on	their	previous	knowledge	of	a	similar	
sentence	pattern.
Arrangement	of	the	session:	The	children	were	required	to	be	in	
groups	of	three	or	four	to	carry	out	the	session.	This	allowed	each	
children	to	pick	an	image	out	of	the	box	and	ask	then	respond	to	
the	question.	

Building	on	the	knowledge:	The	children	are	aware	of	the	'sut	
wyt	ti?'	question.	This	is	due	to	the	self-registration	session	in	the	
morning,	where	children	are	required	to	find	their	name	off	the	
mat	and	put	it	on	the	feeling	that	they	are:	hapus,	bendegdig,	
ddig,	trist,	wedi	blino,	sal.
For	the	pwy	wyt	ti	session,	a	story	was	reading	to	the	children	
introducing	the	sentence	pattern	to	the	children,	and	then	the	
children	were	required	to	carry	out	the	activity.	With	this,	the	
children	played	'Beth	sy	yn	y	bocs?'	and	then	the	children	had	to	
take	an	image	out	of	the	box	and	ask	the	children	'pwy	wyt	ti?'.	
The	children	in	the	focus	group	were	then	required	to	answer	the	
question	using	the	sentence	pattern.
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Age	of	Children:	Three	to	Four	Years	Old
Analysis:	The	school	takes	part	in	the	Big	Maths	and	the	Little	Big	Maths	scheme	
in	order	to	develop	the	children's	numeracy	skills.	In	nursery,	the	children	have	
their	Little	Big	Maths	sessions	once	a	day	during	their	snack	time.	With	this,	we	
deliver	the	lessons	in	focus	groups	of	13.	The	children	learn	a	new	focus	each	
week,	building	up	to	10	by	the	end	of	the	week.	Building	on	previous	knowledge	
is	evidenced	through	the	Little	Big	Maths	sessions,	where	the	children	reflect	
each	day	on	what	they	learnt	the	previous	day,	and	then	build	on	this.

P.P	3.3:	Little	Big	Maths
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Age	of	Children:	Three	to	Four	Years	Old
Analysis:	The	school	takes	part	in	the	Big	Maths	and	the	Little	Big	Maths	scheme	
in	order	to	develop	the	children's	numeracy	skills.	In	nursery,	the	children	have	
their	Little	Big	Maths	sessions	once	a	day	during	their	snack	time.	With	this,	we	
deliver	the	lessons	in	focus	groups	of	13.	The	children	learn	a	new	focus	each	
week,	building	up	to	10	by	the	end	of	the	week.	Building	on	previous	knowledge	
is	evidenced	through	the	Little	Big	Maths	sessions,	where	the	children	reflect	
each	day	on	what	they	learnt	the	previous	day,	and	then	build	on	this.
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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Donaldson's Pedagogical Principles can be evidenced as the pinnacle of the Future 
Curriculum for Wales (2022). The Successful Futures report evidenced that the 
pedagogical principles encourage teachers to implement the principles themselves, 
due to being context and purpose decisions, rather than implying particular teaching 
approaches (Welsh Government, 2019). Donaldson's Twelve Pedagogical Principles 
propose the need for a straightforward, enduring statement of curriculum purposes in 
Wales (Donaldson, 2015) and further elaborates the Four Purposes of the 
Curriculum, in terms of their characteristics, demonstrating the need of practice that 
should be developed (Donaldson, 2015). 

The school in which PTE1 was undertaken in is situated within the suburbs of Cardiff 
and categorised in ‘Green’ (Welsh Government, 2018). It is a pioneer school for the 
new Welsh Curriculum of 2022 (Welsh Government, 2018), and is managed on a 
three-form entry with 705 pupils on roll (Welsh Government, 2018). Statistics 
exemplify that 11.5% of children receive Free School Meals, situated significantly 
lower than the Local Authority statistic. Figures demonstrate that 13.5% of children 
are considered to have an Additional Learning Need: 1.5% statemented; 5.4% are on 
School Action Plus and 8.9% of children on School Action support (Welsh 
Government, 2018). Figures from the recent Estyn report state that 4.1% of pupils 
are identified as children with English as an Additional Language (Estyn, 2015). 

The critical writing piece will delve into the analysis of lesson plans and images taken 
from sessions within PTE1. The writing will evidence a critical analysis of the 
illustrative examples, linking to each pedagogical principle and the focuses of the 
curriculum. Along with this, the Literacy and Numeracy Framework (2014) and the 
Digital Competence Framework (2016) will be utilised, further supported by academic 
literature and theories evidenced in professional practice. 

Effective teaching within primary education has been defined as a mechanism where 
expectations are achieved, or exceeded (Hayes, 2008). Perrott (1982) outlined 
'observable indications' of effective teaching, where children demonstrate their 
knowledge and understanding, along with skills and attitudes, measured against the 
requirements of the curriculum. Effective teaching and learning takes into 
consideration the context of the teaching, alongside the pedagogy of the teacher’s 
delivery (Dean, 2003). Effective teaching has been advocated as the most important 
determinant of how children progress following the influence of their own 
achievement level, after the teaching (Mujis and Reynolds, 2017). 

In support of the Draft Curriculum 2022 (Welsh Government, 2018), Donaldson 
introduced the twelve pedagogical principles; progression steps and four key 
purposes. Expectations which are embedded within the progression steps of the 
curriculum are identified through the effective teaching which engages children's 
curiosity and enthusiasm through a blend of learning and teaching approaches, 
recognised as the Pedagogical Principles (Welsh Government, 2015).  

Pedagogical Principle: “Good teaching and learning regularly reinforces cross-
curriculum responsibilities, including literacy, numeracy and digital competence, and 
provides opportunities to practice them”

Arguments surrounding the merits of both cross-curricular and thematic links within 
education (Kelly, 2013) have been characterised in the press for some considerable 
time. Debates surrounding the notions of ‘progressive’ or ‘child-centred’ teaching, in 
comparison to ‘traditional’ didactic pedagogies, provide an emphasis on the 
importance of making cross-curricular links in education (Kelly, 2013). Constructivist 
views of both Bruner and Vygotsky reinforce the importance of children making 
sense of the world surrounding them, through a collaborative process with the 
teacher (Alexander, 2008). 

Cross-curricular links in education (Boyle and Bragg, 2008) are further embedded by 
the Welsh Governments’ Literacy and Numeracy statutory Framework (2015), 
intended to become a curriculum planning tool (Thomas and Lewis, 2016), in support 
of expected annual outcomes. The Digital Competency Framework (Welsh 
Government, 2016), also became a statutory responsibility across all areas of 
Learning and Experience (Welsh Government, 2019). 

Within the nursery classroom, cross-curricular links play a significant role within 
planning. Through research, it has been suggested that effective planning provides 
the foundation in which high-quality teaching and learning can be delivered (Laurie, 
2011). The beginning of the Professional Teaching Experience evidenced 
misconceptions about the importance of embedding cross-curricular links within 
planning. Through identification of the teachers planning, the cross-curricular links, 
intertwined with aspects of the Literacy and Numeracy Framework (Welsh 
Government, 2014), were evidenced across weekly planning. The student-teacher 
found great difficulty when planning began for lessons across the curriculum. 
Identifying cross-curricular links and themes to incorporate into all aspects of 
planning was costly on time, proving difficult to the student-teacher when planning 
40% of sessions for the week, whilst ensuring the learning was relevant (Barnes, 
2007).

The planning and the pedagogical delivery of numeracy and literacy sessions within 
the nursery classroom evidenced focus group teaching (Stewart, Shamdasani and 
Rook, 2007). The student-teacher identified the importance of children working 
together, encouraging the development of Personal and Social skills (Sheppy, 2012; 
Welsh Government, 2015). 

As demonstrated in P.P 1.1, the student-teacher planned literacy sessions, with a 
heavy focus of Welsh Language Development within, to develop Welsh oracy skills 
(Whitehead, 2009). The literacy links within the nursery enabled children to become 
confident individuals, planned and supported by the New Curriculum Key Purposes 
(Welsh Government, 2019). Misconceptions were met during the planning and 
delivery of both literacy and Welsh sessions, illuminating an issue with children who 
are recognised as having English as an Additional Language (Conteh, 2015), or 
Speech and Language Difficulties (Hudson, 2015), being excluded from specific 
subject focuses. The student teacher identified pupils who had become withdrawn 
from these sessions, and implemented supported to divert from arguments which 
suggested that cross-curricular teaching lacked progression, which later resulted in 
fragmented teaching (Dean, 2011).

Numeracy within the classroom was delivered mainly through curriculum focus 
sessions, whilst incorporating literacy links within (Ogier, 2019), as evidenced in P.P 
1.2. Using numeracy links with sessions brought great focus on encouraging children 
to count. Throughout the time of Professional Teaching Experience One, the children 
grew in confidence when counting to ten and recognising numbers. However, the 
student-teacher struggled when identifying areas in which the numeracy skills could 
be further developed, whilst ensuring the mathematical focus was driving enthusiasm 
(Jarvis, 2009). The ‘Three Wise Men’ report, criticised poorly planned topic focus, 
resulting in superficial learning (Alexander, Rose and Woodhead, 1992). This was 
evidenced when attempting to plan enticing focuses within the sessions, with cross-
curricular links. This research was further supported by the Plowden Report of 1967 
(CACE, 1967), stating that learning does not fit into ‘neat subject categories’, due to 
knowledge being ‘interrelated’ (Dewey, 2007). 

The Digital Competency Framework deemed to be difficult when implementing it 
within planning, as the student-teacher struggled for time to fit the IT sessions into 
learning. Within nursery, the children did not have the skills to read or write their 
work, due to the abilities within the class. The planning was embedded to reinforce 
the importance of physical, child-led learning. The Digital Competency Framework 
was evidenced over a small fraction of sessions during the Professional Teaching 
Experience. Displayed in P.P 1.3, the student-teacher embedded the Digital 
Competence Framework is two sessions. This enabled the children to become 
familiar with ever-changing technology within the classroom. The sessions 
illuminated the children’s technological skills, whilst displaying paths for further 
development and room for incorporation in other curricula areas. 

Pedagogical Principle: “Good teaching and learning means employing assessment 
for learning principles”

Research has defined Assessment for Learning as the integral to outstanding 
teaching, whilst developing outstanding learning (Bartlett, 2015). Bartlett (2015) 
explores the notion of Assessment for Learning, having always been a part of 
educational practices, which has evolved alongside teaching pedagogies, such as 
Donaldson (2015). Assessment for Learning can be utilised to support the learning of 
individuals (Bartlett, 2015). Scriven (1967) recognised formative assessment as the 
‘on-going improvement of the curriculum’, where Black and William (1998) defined it 
as the monitoring of encompassing all activities undertaken by teachers or pupils. 
Black and William's ‘Inside the Black Box’, brought assessment for learning principles 
into the forefront of the ‘raising achievement agenda’ (Bartlett, 2015). William (1998) 
as citied in Leahy et.al. (2005) identifies the key elements of Assessment for 
Learning as success criteria, effective classroom discussions and formative 
feedback. 

Throughout the PTE experience, aspects of these have been indicated to have had a 
significant impact on children’s learning and development. Delivering these 
Assessment for Learning principles were beneficial to the student teacher, where 
Assessment for Learning is integral to promote good practice within the classroom. 

During the Professional Teaching Experience, Assessment for Learning principles 
were embedded through every lesson. Through the statement of Donaldson’s 
principle (2015), children can provide good teaching and learning to each other by 
assessing their own learning, along with their peers. 
Welsh Government state that along with improving the quality of thinking and 
developing Assessment for Learning in the classroom, it is also important to establish 
effective group work (Welsh Government, 2015). Within the focus groups, the student 
teacher encouraged questioning within the learning, as the driving force of 
developing thinking. Effective responses have been evidenced when both teacher 
and learner understand the cognitive demand of the question. The quality of 
questioning is highly reinforced during Context for Learning sessions, where it is 
used as an aspect of peer and self assessment, where they are asked questions in 
relation to a star and a wish on how to improve their peers work, evidenced in P.P 
2.1. This allows the children to develop their language, and their Personal and Social 
Skills (Welsh Government, 2015).

At the beginning of Professional Teaching Experience, an issue arose when 
becoming familiar with the school’s success criteria, seen in P.P 2.2. Success criteria 
has been stated by the Welsh Government (2015) as a way to provide feedback to 
learners. The Welsh Government states that for a success criteria to be beneficial, it 
needs to be understood by the learners (2015), so that they can assess accurately, 
effectively and helpfully (Welsh Government, 2015). Within nursery, this was difficult 
to maintain due to the vocabulary and understanding of the children. Apart from this, 
the children were familiar with providing feedback of their learning to the teaching, 
and of their friends learning through peer assessment. The student teacher found it 
difficult of how to monitor children’s learning through the success criteria when there 
was little understanding from the pupils. As the Professional Teaching Experience 
continued, the student teacher became more familiar with how to utilise and adapt 
the learning criteria into the focus group sessions, and make notes to monitor the 
children’s learning on the observation sheet. Understanding the success criteria is 
essential for the teacher to tie into the metacognition of the children, allowing children 
to be endorsed into a positive learning environment (Bartlett, 2015). Delivering 
Claxton’s “Four R’s”: resilience; resourcefulness; reflectiveness and reciprocity, 
evidences formative assessment being woven into all aspects of the learner (Bartlett, 
2015). This also evidences Donaldson’s Key Purpose of developing children into 
ethical informed and confident individuals, within practice (Welsh Government, 2015). 

The children were familiar with the thumb indicators and this was applied through 
every planned session. Research has criticised Assessment for Learning techniques, 
where the research and daily classroom practices are often ‘lost in translation’ 
(Bartlett, 2015), or become an exercise. During the beginning of PTE1, remembering 
to facilitate the Assessment for Learning principles into the focus group sessions was 
difficult. Through this, it became apparent that the plenaries of the planned lessons 
were very abrupt, and there was no clear end to the session, leaving the pupils 
confused. As the PTE experience went on, the student teacher became more familiar 
and utilised the Assessment for Learning strategies throughout and at the end of the 
session. This made the sessions more focused; learning was monitored and next 
steps were outlined, and this was reflected in the learning journal. The thumb 
indicators are evidenced P.P 2.3, where the children showed their understanding and 
provided feedback of their peers’ work. This has been evidenced to be beneficial to 
both the children and the student teacher, where understanding and progress can be 
assessed. 

Pedagogical Principle: “Good teaching and learning sets tasks and selects 
resources that build on previous knowledge and experience and engage interest”

Vygotsky’s research strongly supports the notion of children connecting what they 
learn to their previous knowledge (Vygotsky, 1978). It has been argued that children 
interpret incoming information and sensory perception, through the lens of their 
existing knowledge, ideology and assumptions (National Research Council, 2000). 
Researchers have widely agreed that children need to connect their new knowledge 
with their previous knowledge, for them to learn (Bransford and Johnson, 1972; 
Resnick, 1983). Ambrose et.al. (2010) portrays the extent which students are able to 
draw on their prior knowledge, to effectively construct new knowledge. 

At the beginning of the Professional Teaching Experience, the preparation period 
required the student teacher to build relationships with the pupils and to understand 
their prior knowledge of the topics they had been focusing on. This was essential in 
order for the student teacher to plan sessions for the children, enabling children to 
learn and retain more (Kole and Healy, 2007), further supported by Husband and 
Pearce’s (2012) discussion of the importance of understanding prior knowledge. 
Through building relationships with the children and their prior knowledge, the 
student teacher was able to build on what the children had previously learnt and 
activate their prior knowledge, adapting this to suit their individual learning needs 
(Dooling and Lachman, 1971; Bransford and Johnson, 1972). Constructivism has 
been widely discussed by Vygotsky (1978), and supported by further research where 
it is identified as new or modified knowledge from learning experiences (Elliot, et.al., 
2000)

Within nursery, the children were involved with the ‘Amazing Me’ topic, evidenced in 
P.P 3.1. For this, the student teacher took part in discussions with the children and 
the class teachers to understand what the children had already learnt, and what they 
had to learn next. Hattie (2012) indicates the importance of having relationships with 
the children in the class in order to prepare lessons for them, stating the teacher 
needs a deep understanding of the children’s knowledge. This allowed the student 
teacher to plan sessions for children to develop their skills, and make cross-curricular 
links within. Through the delivery of the sessions, it became apparent that children do 
not spontaneously bring their prior knowledge on learning situations (Ambrose et.al, 
2010). This was evidenced through some children being reluctant to join in, leading 
to questions about whether the planned sessions had been to difficult for some 
children, or not challenging enough for children categorised as the More Able and 
Talented. The children were included with what was planned and covered for the 
Amazing Me topic, and the notion of learning being an active process, supported 
through research (Dewey, 1938). The knowledge of the children discovered that the 
More Knowledgeable Other and the Zone of Proximal Development (Vygotsky, 
1978), proved effective through interaction with their class peers (Dewey, 1938). The 
student teacher recognised this throughout the PTE1 experience, and with close links 
to theory, the cognitive development had been evidenced through social interactions 
and co-constructing knowledge (Vygotsky, 1978). 

As the placement developed, the student teacher became more familiar with the 
children and their previous knowledge. This allowed sessions to be planned more 
efficiently, focusing on specific skills. Along with this, the children’s individual learning 
needs could be addressed, through adaptations of lesson plans or differentiation. 
Previous knowledge was evidenced greatly in Welsh Language Development 
sessions, identified in P.P 3.2, where children built on their vocabulary and sentence 
patterns each time. Research states the importance of allowing children to generate 
relevant knowledge, from other aspects of their school life, such as their ‘sut wyt ti’ 
self-registration, facilitates the integration of new material (Peeck, Van Den Bosch 
and Kruepeling, 1982). Welsh Language Development sessions enabled the student 
teacher to plan for the children, developing their oracy and vocabulary. This was 
difficult to understand at the beginning of the PTE experience, where the children did 
not have much confidence when speaking to the student teacher. As the experience 
progressed, the children became more comfortable with the student teacher, and 
there was more understanding on the knowledge of the children. 

Little Big Maths sessions, situated in P.P 3.3, saw the student teacher gain an 
understanding of the use of questioning designed to trigger recall children’s previous 
knowledge to ‘aid the integration and retention of new information’ (Woloshun, Paivio 
and Pressley, 1994). The student teacher recognised the importance of this due to 
research, suggesting that students learn more ‘readily’, when they can make 
connections to prior knowledge (Ambrose et.al., 2010). The importance of 
questioning came further on in the Professional Teaching Experience, when the 
student teacher understood that it should have not been assumed that the children 
were willing to immediately draw on previous knowledge. It became apparent that the 
student teacher had to deliberately activate the student’s prior knowledge, through 
questioning at the beginning of the Little Big Maths sessions, to forge robust links to 
new knowledge (Ambrose, et.al., 2010) focused on in the session of that day. The 
introduction of the Little Big Maths sessions were planned by the student teacher in 
order to recap on what the children had learnt in the previous sessions.

From the reflection of the Professional Teaching Experience One, recommendations 
for further development have been evidenced. In line with cross-curricular 
responsibilities, planning will be streamed with the other Year Six teaching staff, in 
order to focus on children’s’ developmental skills, in preparation for the National 
Tests in May. Literacy, numeracy and digital competence will be a high priority focus 
within planning, implementing these links where possible, in order to develop 
pedagogies and build on Donaldson’s Principles and Key Purposes (Welsh 
Government, 2015). Along with this, Assessment for Learning strategies will be 
further evidenced in the second block of Professional Teaching Experience. The use 
of questioning will be clearer, with more vocabulary and oracy in comparison to the 
Nursery class from PTE1, encouraging peer and self-assessment in written work, 
when recording and monitoring progress (Lemov, 2015). Pupils will be encouraged to 
reflect to the student teacher, in order to develop their skills and QTS standards 
(Cole, 2013). Lastly, the preparation period of Professional Teaching Experience 
Block Two will be utilised to the upmost importance. This allows the student teacher 
to develop relationships with the class and the class teacher (Groom, 2006), in order 
to understand the level of previous knowledge acquired by the children, knowing 
where to adapt knowledge, in order develop understanding (Vygotsky, 1978; Copple 
and Bredekamp, 2009). This has been evidenced to be of sufficient importance, from 
the misconceptions in PTE Block One, where it took a number of weeks to 
understand the children’s prior knowledge significantly. 

In conclusion, the delivery of Donaldson’s Twelve Pedagogical Principles (2015), is 
essential in order to develop children into the Four Key Purposes’ Donaldson’s sets 
to achieve (Donaldson, 2015). Developing the distinctive principles of the curriculum 
allows teachers to plan in accordance to a statutory framework (Welsh Governemnt, 
2015). Reflecting upon the delivery of these purposes enables student-teachers to 
identify next steps for progress, illuminating a clear path to meeting QTS standards in 
their progress. The three purposes in question were evidenced in professional 
practice, however, through reflection, improvements could have been made. 
Improving the pedagogies in which the principles are delivered, will develop the 
values intended to be built on for Wales’ ‘long history and tradition of valuing 
education’ (Donaldson, 2015), through an authentic light. The Professional Teaching 
Experience illuminated the importance of understanding and implementing research 
into learning and planning, supported through aspects of intertwining both the 
Foundation Phase Curriculum (Welsh Government, 2015) and the Future Draft 
curriculum for Wales (Welsh Government, 2019). The second block of the 
professional experience will evidence a clear indication of the principles, in order to 
improve both pupils’ education and the progress of the student teachers professional 
practice. 
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