Critically reflect on your progress in planning, preparing, and teaching lessons that incorporate specific pedagogical principles
Part One 

	Professional Experience Template 1
	

	Pedagogy Standard
	Assessment for learning

	 What did you do and why?

	I utilised assessment for learning as a concept to judge the children’s understanding on measuring length during a mathematics and numeracy lesson. Over the period of five days, every child was provided with access to differentiated learning tasks which were utilised to assess their understanding, in accordance with the school's assessment policy. Adopting this approach provides opportunities for learners to embed and re-visit the concept over a set period, before moving to a recorded task. Furthermore, it provides an opportunity for the teacher to observe the children's understanding. Over the period of a week, the pupils were engaged in activities that promoted the concept of measuring length. At the beginning of each session, I shared the lesson criteria with the class using ‘We Are Learning To’ (WALT). During each lesson, I utilised several questioning techniques to assess the children’s understanding. Initially, the children made visual observations whilst walking around the yard with regards to how long or short things were. As the lesson involved lots of use of oracy, I asked the children to explain their observations using a mix of open and closed questions. I listened to their answers, provided feedback, and re-visited any areas that required more focus the next day, to build upon their prior learning. During the next session, the children practically measured the length of assorted sizes of sticks, using multi-cubes. During the task I again observed the children’s level of understanding by asking them to form pairs with another child and explain to each other how they would measure length. To extend and challenge the learners, I then asked them to measure the sticks using multi-cubes. Each child then shared their findings with their partner who subsequently provided verbal feedback with regards to the success of the task. During the recorded task, the children were provided with an opportunity to individually record their understanding of the concept of measurement, using differentiated worksheets. Marking took place in-action with verbal feedback provided to each child. Where appropriate, the children make corrections to their work following engagement in a period of reflection. Throughout the week, I utilised praise and reward as an additional strategy to provide verbal feedback to the children.

	What have you learned?

	Assessment for learning is key to assessing a child's understanding. With reference to the concept of measuring length, the children were assessed on their understanding utilising lengths of stick. Lower ability children were initially recording measurements using a maximum of ten multi-cubes. Whereas middle and higher ability children were measuring sticks using a maximum of twenty multi-cubes. Children were pre-assessed utilising observation and questioning techniques before the initiation of the recorded task. Adopting this approach enabled me to identify any children who could be struggling with their understanding. Where appropriate, I reinforced and embedded the concept before moving to the recording of the task. Therefore, every child was provided with an opportunity to succeed with their learning. Effective, flexible planning utilising differentiation was an essential tool that was used alongside assessment, to prove work in a partnership.

	What next?

	 In future, I will continually utilise the concept of assessment throughout every lesson. To do this, I intend to move around the pupils and actively engage in conversations, asking the pupils to show me how to do something. I will also continue to use differentiated worksheets as they are also an effective way of recording children's capabilities. However, in the future I would not use several forms of evidence as assessment does not have to take place within the recording of a task. Upon completion of the recorded task, I would encourage the children to strive further with their learning by engaging in tasks that require active learning. Adopting this approach would also encourage the children to move forward independently with their learning.




	Professional Experience Template 2
	

	Pedagogy Standard
	Blended learning experiences


	What did you do and why?

	During a science and technology lesson, the children were to investigate how places change in shape (the weather) alongside investigating how everyday materials change in shape. The lesson focus was to show curiosity and question how things work by using everyday materials to create a snowstorm in a jar. During the experiment, the children were expected to engage in various tasks as stipulated in the success criteria: 
I can explore and experiment
I can listen to others' ideas
I can think about what might happen if materials are mixed 
I can make observations 
I can think about questions and listen to answers
Throughout the lesson, I encouraged the children to use various questioning techniques to predict what might happen next. Adopting this approach, encouraged the children to engage and show their curiosity. In addition, it promoted child-centred learning as the children were directing the next steps of their learning journey. Physical changes during the experiment were observed and recorded on the corresponding worksheets. During the lesson, the children were animated and focused throughout and were able to record how oil and water do not mix. Following the addition of a sodium bicarbonate tablet, the children was fascinated to see white bubbles of carbon dioxide arise from the white-water mixture at the bottom of the jar. I initially chose this activity as I was previously employed as an industrial chemist and wanted to share my past knowledge and experiences with science, in a bid to grasp children's attention to this Area of Learning. To further encourage the children to make observations, think about questions and listen to others' ideas, I asked them to create their own snowstorm in a bottle using the materials supplied on the table (water bottle, silver shapes, laminated pictures of figures from 'We're Going on a Bear Hunt'. As no instructions were supplied, the children had to work out what to do and when to create their own versions. To ensure all the children would succeed, I moved away from the usual academic class groupings and instead opted to split the children into two groupings of mixed ability. This approach was adopted so that children of higher ability could share their knowledge with children of lower ability.


	What have you learned?

	During the lesson, the children were completely focused and transfixed by the creation of a snowstorm in jar experiment. They were visually engaged and were excited to see how the experiment progressed. They were able to follow the science methodology and referred to how it was like following a cooking recipe and was therefore linked to real life, authentic contexts extending the children's experiences. In addition, the lesson adopted a cross-curricular approach and included elements of expressive arts, mathematics and language, literacy, and communication. During the second part of the lesson, the children were expected to independently investigate how they were to create their own snowstorm. The children formed a series of questions and listened to the ideas of others. I adopted this approach to promote the children as active participants in their learning. Whilst the children were exploring assorted options, I listened and took analysis of their suggestions. Where suggestions were inappropriate, I encouraged them to reflect upon their suggestion and think about what would happen if they were to adopt that approach. Subsequently, this further encouraged the children to be active participants in their learning journey. Reflecting on the lesson as whole, I successfully implemented a range of imaginative teaching approaches which appeared to encapsulate and benefit all the learners. 

	What next?

	Adopting an imaginative approach to my science lesson, appeared to benefit all the pupils. However, reflecting upon the experience I have concluded that it may be easier in practical situations to implement the use of such strategies when compared to more formal focused lessons. However, I will continue to seek the use of other strategies by engaging with available research. In addition, I will speak to university lecturers and fellow colleagues to see how it could be implemented into other areas of learning.





	Professional Experience Template 3
	

	Pedagogy Standard
	Real life authentic contexts


	What did you do and why?

	Following engagement with the story 'We're Going on a Bear Hunt', I took the children on a real-life bear hunt to the school's nature reserve. Whilst at the reserve, the children adopted the role of explorers and partook in a bear hunt. They engaged in a singing activity which involved repeating the repetitive lines of the story. The children were animated throughout and utilised their senses to experience the real-life hunt. The children recorded and discussed amongst their peers what they saw, heard, and smelt whilst at the reserve. In addition, children utilised props to make the experience more authentic and real. Following engagement with an explorer's hat, binoculars, and magnifying glass the selected child took on the role of 'Hot Seater' whilst the others prepared a list of questions. I have decided to utilise this experience to engage with several elements of my professional standards including real-life authentic context, assessment, children leading the learning and reflection on learning.

	What have you learned?

	The authentic experience provided an opportunity for the children to partake in active experiential learning. Furthermore, the experience was child centred with the children leading the learning. The experience involved a visit to the school's nature reserve and provided an excellent opportunity for learning within the outdoor classroom environment. Engagement with the 'Hot Seating' activity provide an opportunity for the children to engage in role play. In addition, the strategy was a perfect opportunity to assess the children's understanding on the story before they partook in a re-tell of the story the following day. The lesson met all my intended objectives. Following its success, I have shared my experience with fellow colleagues. As a result, the other student teacher decided to utilise the area to promote a health and well-being activity during anti-bullying week.

	What next?

	Next time, I would allow the children to explore the whole area of the nature reserve. Reflecting upon this experience, I only allowed the children to engage with a small section of the reserve. However, a wider engagement with the area would have provided the children with an opportunity to explore the larger area and engage with more experiences. Furthermore, it would extend the children’s cultural and linguistic knowledge, whilst illustrating the relationship between concepts and abstracts.





	Professional Experience Template 4
	

	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	Adopted a cross-curricular approach to an Expressive Arts lesson. This lesson task was to create a portrait picture of our partner. To promote Language, Literacy and Communication, I initially asked the children to partner up and using Snap 2, Snap Back they were to observe each other's facial features and discuss them promoting the development of oratorical skills. Secondly, the children looked at word cards I had produced repeating what was written on them - eyes, nose, ears, mouth, head, hair. Adopting a cross-curricular approach I turned the cards over to reveal the Welsh words and got the children to repeat them. We then discussed colours of each features adopting a cross-curricular approach repeating the Welsh alternative words verbally. Before engaging in the practical task, I accessed a video online looking at the teen-sensation lockdown Welsh artist ‘Makenzy Beard' who created portraits during the lockdown period of 2020. Continuing with this theme, we looked at other famous historical portraits including 'Guy Fawkes' and 'Mona Lisa' utilising the interactive board. We discussed the origins of the painters and whether they were based in Britain or in other countries. The children were animated and engaged throughout.

	What have you learned?

	Adopting a cross-curricular approach appeared to animate the children allowing them to be focused and on task. Furthermore, the children were inspired by the painting of others, creating feelings of self-belief that they could also replicate the task. In addition, the children were given access to Language, Literacy and communication, Humanities and Welsh but not in the traditional subject led provision. Adopting this approach appears to provide opportunities for children to develop an interest in several areas of learning.

	What next?

	Next time, I would ask the children to create a portrait picture using pencil rather than paint. Using pencil will allow the children to refine their drawing skills and apply tone to facial features. In addition, the application of pencil enables the children to draw the portraits in finer detail. This activity could also be linked to the Four Purposes and the creation of an ethical citizen as it promoted the development of the Welsh language whilst recognising that as individuals, we are all different. To encourage children to strive further, I would provide an extension activity where they would have access to I.T. to seek out other famous portrait artists.
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Part Two
Introduction
To ensure future teachers are bound to professionalism, excellence, and high-quality teaching, initial teacher education programmes in Wales provide opportunities for student teachers to work in schools, whilst undertaking professional education. The programmes are practical and academically challenging, providing opportunities for students to build upon their prior knowledge by engaging with research. Adopting this approach allows the student teacher to build dispositions and attitudes that can be utilised to inform their future classroom practices (Furlong, 2015). Furthermore, all student teachers in Wales are legislatively required to conform to the professional standards for teaching and learning (3Welsh Government, 2021).
Within the Yr Athrofa Institute of Education for Wales, student teachers are provided with opportunities to engage in Bridging experiences as a strategy to link theory with practice (University of Wales Trinity Saint David, 2021). Each bridging experience provides student teachers with opportunities to exemplify an assortment of professional standards for teaching. During selected periods in the timetable, students undertake three phases of practice, followed by a period of reflection. Engagement in bridging experiences provides student teachers with opportunities to set personal targets to develop their future teaching practice (University of Wales Trinity Saint David, 2021). During the most recent Bridging experience, whilst developing an understanding on the four dimensions of ‘Great Teaching’ (Coe et al., 2020), students were expected to identify and trial out a series of Assessment for Learning (AfL) strategies within their classroom environment.
During the test phase of the bridging experience, I adopted the utilisation of several AfL strategies whilst on Professional Teaching Experience (PTE). Furthermore, to link theory with practice, I undertook research to identify the purpose of AfL within the Curriculum for Wales 2022 (1Welsh Government, 2021). Subsequently, I have an improved awareness regarding the four elements of AfL (2Black and Wiliam, 1998). Furthermore, it has enabled me to conceptualise how assessment is often referred to as a platform for teaching and learning (Wiliam, 2011). Subsequently, this assignment will focus on AfL with reference to Professional Experience Template 1.
Literature Review
To create an effective learner, educational institutes adopt assorted styles of teaching and learning theories to promote depth and breadth of learning (Wortham, 2003). An effective learner will conceptualise their educational experiences by engaging in learning processes that adopt the use of employed styles of teaching, and measures of assessment (Carnell et al., 2002). According to Wiliam (2013), assessments are utilised by educational settings to identify children’s levels of understanding and engagement, to promote effective learning. Furthermore, they are utilised as a diagnostic tool to identify both strengths and weaknesses amongst pupils, enabling teachers to adjust their practices accordingly (Tosuncuoglu, 2018). Subsequently, assessments are critical to processes of education and effectively form a link between teaching and learning (Prasanthi and Vijetha Inti, 2019).
Following a review of empirical evidence, the Assessment Reform Group (ARG) (2002) identified AfL as a powerful classroom strategy that can be utilised to improve learning and raise attainment levels. However, many educationalists have since questioned whether the research literature presented during the review was too broad and diverse, to form any conclusive results (Dunn and Mulvenon (2009), Bennett (2011). In support of this criticism, it could be argued that despite engaging in processes associated with AfL for many years, the United Kingdom has only recently sustained improved PISA attainment levels in reading, maths, and science in 2018 (Coughlan, 2019). In contrast, Crooks (2011) undertook empirical research on AfL and identified six key features which encompassed many of Black and Wiliam’s original research findings (1Black and Wiliam, 1998). However, to fully validate the impact of engaging with AfL, additional empirical evidence is required. 
Regardless of the criticism 1Black and Wiliam (1998) amassed, AfL has continued to gain prominence within the classroom environment. In 2005, the Organisation for Economic Co-operation and Development (OECD) published a policy brief article, identifying the benefits of engaging with AfL (OECD, 2005). According to the OECD (2005), engagement with AfL provides opportunities for learners to acquire new skills by ensuring pupils are partners in their learning process. According to the ARG (2002), AfL pursues and interprets evidence that is utilised by teachers and pupils, to identify where individuals are in relation to their educational journey and what they need to do, to move forward. Essential to this process, is the provision of feedback which is explicitly linked to the success criteria. According to Tosuncuoglu (2018), identification of suitable assessment strategies is key to the processes of AfL.
In support of 2Black and William (1998), the 2Welsh Assembly Government (2010) introduced AfL as a strategy to improve learners’ engagement and performance. To support the implementation of AfL within educational pedagogy in Wales, the 1Welsh Assembly Government (2015) published a range of suitable strategies that could be adopted for utilisation within the classroom environment. Furthermore, Professor Graham Donaldson identified AfL as a natural and essential element to the process of teaching, during a review of curriculum and assessment arrangements in Wales (Donaldson, 2015). In accordance with the work of 2Black and Wiliam (1998), Donaldson (2015) recommended the continued utilisation of AfL within the classroom, to determine pupils next steps of learning. Subsequently, AfL has been adopted as a strategy for utilisation within the Curriculum for Wales 2022 (1Welsh Government, 2021). 
According to 1Black and Wiliam (1998), AfL encompasses the sharing of lesson criteria, the effective utilisation of classroom talk and questioning, engaging learners in peer and self-assessment and the provision of effective feedback to pupils. Engaging with AfL, provides opportunities for teachers to adapt their teaching practices to meet the needs of the learner (Black et al. 2003). Reflecting a socio-constructivist approach to education, an AfL classroom would encompass learners that are guided by a teacher or peer, otherwise known as a more knowledgeable other. Adopting this approach appears to support the zone of proximal development theory as evidenced by Vygotsky (1978). However, key to AfL is the engagement of the active learner as advocated in the theories of John Dewey (1938).
In accordance with the work of Dewey (1938), engaging the active learner in motivational and meaningful experiences provides opportunities for students to participate in discussions, debates, and questioning sessions, with their teachers and peers to evolve into partners of learning (Black et al., 2002). Adopting this approach enables the pupil to become actively involved in their learning, providing opportunities for progression. Access to success criteria is essential to this process, as it enables pupils to set future learning goals in accordance with self-regulated learning (Assessment Reform Group, 2002). However, to create an effective learner, students would require a clear understanding on how to use the success criteria to formulate learning goals.
According to Black et al. (2003), the sharing of learning goals forms the framework that helps learners to decide how they can make improvements to their work. According to Adam (2004), learning outcomes inform the pupils of what they are expected to achieve at the end of the lesson, and are aligned to curricular goals. Furthermore, within educational systems they represent transparency and are utilised as a building block tool to promote pupil progression. To explain the learning process, the outcomes need to be specific to the learning process and measurable, in accordance with Bloom’s Taxonomy (Mahajan and Singh, 2017). Learning outcomes are a distinct set of objectives which the pupil utilises during the lesson, to improve their academic success (Spady, 1994). 
Teachers adopt the utilisation of learning objectives as a strategy to assist with methods of teaching (Derntl, 2010). Furthermore, they guide what is taught during the lesson following engagement with planning and appropriate teaching methods. As evidenced in the constructivist theories of Dewey (1938), adopting this approach, encompasses a student-centred approach to learning. A constructivist approach to education would perceive the teacher as a facilitator of learning and the pupil as a constructor of knowledge, who is responsible for their individual learning journey (McMahon and O’Neill, 2005). However, Dewey’s theories have been critiqued for lacking a clear direction regarding its implementation within the classroom environment (Knoll, 2016). Subsequently, this could affect how teachers and schools interpret his theoretical approaches, leading to variations amongst educational establishments.
Following identification of criteria, pupils are provided with opportunities to set learning goals. However, to ensure pupils understand the criteria for success, they need to engage in classroom dialogue (Assessment Reform Group, 2002). Effective questioning techniques can be utilised as a strategy to promote classroom dialogue amongst pupils (Pollard, 2014). According to 2Black and Wiliam (1998), classroom dialogue should provide opportunities to evoke periods of reflection, in accordance with AfL. In addition, developing a culture of questioning evokes deeper thought processes, providing opportunities for pupils to gain additional knowledge following engagement in shared discussions with peers and teachers.
According to Burnett and Cremin (2018) effective questioning is an essential element of AfL. However, the quality of questions asked is key to effective questioning and AfL processes. To aid progression in questioning techniques, Bloom’s Taxonomy (1956) can be adopted for utilisation within schools to promote the development of higher order questioning and thinking. According to Pollard (2014), teachers utilise differentiation as a strategy within their planning, to provide opportunities for pupils to increase the levels of questioning, in accordance with Bloom’s Taxonomy (1956). To extend pupils’ imagination and provoke speculation, open ended questions can be adopted as a strategy to develop higher-order thinking. Furthermore, they make provision for children to participate in opinion-based classroom dialogue (Harris and Williams, 2012). In contrast, closed questions solely prompt the recall of information from pupils which limits the development of higher order skills (Pollard, 2014).
To develop higher order skills, teachers should make provision for children to think before responding to questions (Anazifa et al., 2018). Adopting this approach encourages a deeper thought process, fostering the development of higher-order thinking. Furthermore, it provides opportunities for children to develop confidence in their own ability. According to Mary Budd Rowe (1974), to improve the quality and depth of classroom discussions, teachers should wait at least three seconds before responding to children. Additional benefits include increased pupil participation in classroom discussions and peer-to-peer interaction. However, effective use of questioning techniques is time-consuming and resource intensive, requiring detailed planning (Burnett and Cremin, 2018). In contrast, effective use of questioning techniques provides the teacher with immediate feedback on the pupils’ levels of understanding. Subsequently, evidence-based feedback should be descriptive and intricately linked to the lesson’s success criteria and learning outcomes. Key to this process, is pupil engagement in peer and self-assessed learning (ARG, 2002).
Peer-assessment is often referred to as a variant of self-assessment, as it makes provision for pupils to provide feedback on the work of their contemporaries (Chin, 2016). According to Coombs (2013), both forms of assessment are key to the acquisition of meta-cognitive skills. However, Black et al. (2003) suggests peer-assessment is an invaluable AfL tool, that is utilised to evoke motivational responses amongst pupils. In addition, engaging with processes associated with peer-assessment, provides opportunities for the class teacher to observe and reflect what is happening live in the classroom. However, concerns have been expressed by several educationalists that engaging in peer-assessment tasks provokes anxiety amongst some pupils (Hargreaves, 2015). To prevent the emergence of anxiety, children could be actively engaged in the development of success criteria and assessment criteria. Despite such concerns, peer assessment is perceived as an essential bridging skill to self-assessment (Black et al., 2003). According to 1Black and Wiliam (1998), self-assessment provides opportunities for pupils to learn from their errors and successes, following engagement with pre-established success criteria.
Self-assessment is an effective AfL strategy if pupils engage with it from their initial point of learning. Pupils can utilise self-monitoring as a strategy to adjust their work, following engagement with the success criteria (Alonso-Tapia and Panadero, 2013). According to Panadero (2011), self-regulation is key to self-assessment as pupils are more aware of the learning process via reflection. Furthermore, self-assessment incorporates all three domains of self-regulated learning: affective, cognitive, and motivational (Paris and Paris, 2001). However, schools have been previously criticised for not accessing the affective domain which correlates with pupils' attitudes to learning (Savickienė,  2010). Empirical research undertaken by (Schunk and Zimmerman, 1998), identified a positive correlation with pupil engagement in self-regulation and academic success. However, key to improving pupils’ quality of work is constructive feedback from the teacher (Gulley, 2012).
Constructive feedback is a core component of AfL that enables teachers to communicate to their pupils, areas of improvement and learning goals (Hattie and Timperley, 2007). Informing students of their achievements and what they need to do to move forward with their learning, feedback is a reciprocal process that is utilised to improve pupils’ future successes (Coombs et al., 2013). However, to ensure pupils’ enthusiasm and confidence is not detrimentally impacted upon, feedback should be constructive, sensitive, and focused (ARG, 2002). Furthermore, it should encompass information with regards to in-class contributions, task completion and pupil motivation (Hargreaves, 2010). Subsequently, feedback should be purposely timed to avoid cognitive overload (Mayer and Moreno, 2002).
In accordance with Kolb’s Learning Cycle (1984), effective feedback is utilised as a strategy to promote positive learning experiences (Akella. 2010). Furthermore, it provides opportunities for pupils to reflect upon their learning experiences (Miettinen, 2000). However, it has attracted criticism from many educationalists who suggest there is insufficient research evidence to support its pedagogical impact (Coffield et al., 2014). To move pupils closer towards their intended learning goals, descriptive feedback is utilised as a strategy to shorten the gap between pupils’ present knowledge, skills and understanding (Baird et al., 2014). However, feedback should encompass a student-centred approach to learning and be meaningful, clear, and consistent with the pupils’ prior knowledge (Coombs et al., 2013). Adopting this approach, provides opportunities for teachers to adjust their teaching strategies to ensure needs of their pupils are met. Subsequently, feedback is an essential element of AfL that can be utilised as a communication tool amongst pupils and teachers (Wiliam, 2009).
Conclusion
Following engagement with the bridging experience I undertook research as to how I could utilise AfL in accordance with the work of 2Black and Wiliam (1998), within the classroom and the Curriculum for Wales 2022 (2Welsh Government, 2021). Subsequently, at the beginning of lessons I shared details of the success criteria using ‘We Are Learning To’ (WALT) with the pupils to identify their learning goals (Appendix 1). To support this, I ensured my planning included a definitive set of objectives, which the pupils could use to aid their academic success (Appendix 2). However, upon reflection I intend to develop my teaching practice further by involving the learners when writing the lesson objective, using ‘think-pair-share' as advocated by the 1Welsh Assembly Government (2010). Adopting this approach, will promote the engagement of active learners as advocated in the work of John Dewey (1938).
Continuing to promote the engagement of the active learner, I intend to develop the use of questioning as an AfL strategy. Following engagement with research, I noted how the development of higher order thinking skills, was key to a successful education (Mahajan and Singh, 2017). Reflecting upon my recent bridging experience, I used a mix of open-ended and closed questions (PTE template 1). However, upon reflection it has become apparent that I never allocated a period of ‘thinking time.’ Moving forward, I intend to allocate a minimum of three seconds thinking time in accordance with the work of Rowe (1974). Adopting this approach will improve the quality and depth of classroom discussions. In addition, I intend to adopt the utilisation of effective questioning techniques to promote classroom dialogue. However, I will be mindful and select purposeful questions that provide opportunities for immediate feedback on the pupils’ understanding.
Following engagement with the work of Black and Wiliam et al. (2002), it has become apparent that feedback is key to pupils’ development. In accordance with the school’s assessment policy, all pupils’ work is marked during the lesson. Adopting this approach, provided an opportunity for me to link success criteria to verbal and written feedback. In addition, the pupils were able to make immediate corrections to their work. However, upon review of the 1Welsh Government (2010) document on AfL strategies, I will adopt a slightly different approach in the future and ask the pupils to engage in one focused improvement, to avoid them becoming overwhelmed with corrections (Appendix 3). To develop my practice, I am going to introduce mini whiteboards as a strategy to assess pupils’ understanding, as advocated by the 1Welsh Government (2010). Mini whiteboards provide opportunities for children to display their individual answers, providing opportunities for immediate feedback following the identification of any incorrect answers.
Reflecting on my teaching experiences to date, it has become apparent that I have not engaged with many self-assessment strategies. However, following a conversation with my class teacher, I am going to adopt the utilisation of ‘thumbs up, thumbs down,’ in my future lessons. However, I will be mindful when implementing this approach as it may not truly reflect the pupils’ levels of understanding as some children may choose to follow their friend's choice of either thumbs up or thumbs down. To complement this approach, I intend to implement the post-it challenge 2 as strategy for peer assessment, as advocated by 1Welsh Government (2010). The challenge provides opportunities for pupils to evaluate their learning, in groups or pairs. In addition, to support the development of my teaching practice, I intend to seek advice from fellow colleagues as to what AfL strategies are utilised across the school. 
Within educational settings, AfL is a process which is utilised to enhance pupils’ learning by identifying levels of engagement and understanding, providing opportunities for teachers to adapt their teaching practices to meet the needs of the learner (Black et al. 2003). According to 1Black and Wiliam (1998), AfL encompasses the sharing of lesson criteria, promoting the effective utilisation of classroom talk and questioning, engaging learners in peer and self-assessment and the provision of effective feedback to pupils. Following identification of the success criteria, pupils can set learning goals. However, indicative to its success is the role of the active pupil. An active learner will engage in classroom dialogue utilising concepts associated with self-regulation. Effective questioning is a key element of AfL that can be utilised as a strategy to promote classroom dialogue amongst pupils (Burnett and Cremin (2018). Furthermore, it provides the teacher with opportunities to provide immediate feedback to the pupils on their levels of understanding.
Feedback is a reciprocal process that notifies pupils of what they need to do to improve their attainment levels. However, feedback should be descriptive and intricately linked to the lesson’s success criteria and learning outcomes. Key to this process, is pupil engagement in peer and self-assessed learning (ARG, 2002). Peer-assessment is often referred to as a strand of self-assessment, as it makes provision for pupils to provide feedback on the work of their contemporaries Chin (2016). However, concerns have been expressed by several educationalists that engaging in peer-assessment tasks provokes anxiety amongst some pupils (Hargreaves, 2015). Despite such concerns, peer assessment is perceived as an essential bridging skill to self-assessment (Black et al., 2003). According to 1Black and Wiliam (1998), self-assessment provides opportunities for pupils to learn from their errors and successes, following engagement with success criteria. 
According to Tosuncuoglu (2018), the identification of suitable assessment strategies is key to ensure an effective learner can improve upon their future successes. To support the implementation of AfL within educational pedagogy in Wales, the 1Welsh Assembly Government (2015) published a range of suitable strategies that can be adopted for utilisation within the classroom environment. Furthermore, in accordance with the work of Black and Wiliam (8888), AfL has been adopted for utilisation as a strategy within the Curriculum for Wales 2022 (1Welsh Government, 2021).
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Appendix 1
Using ‘WALT,’ I shared details of the success criteria at the beginning of the lesson. Adopting this approach ensured the pupils were able to identify their learning goals in accordance with AfL processes. 
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Appendix 2
Planning included a definitive set of objectives, which the pupils utilised to aid their academic success.
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Appendix 3
Following marking of the pupils’ worksheets, I provided verbal and written feedback to each child. However, upon review of the 1Welsh Government (2010) document on AfL strategies, I will adopt a slightly different approach in the future and ask the pupils to engage in one focused improvement, to avoid them becoming overwhelmed with corrections.
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Learning Objectives (focus on Learning- use accessible vocabulary):

The pupils will learn to:
WALT -
Order objects by length

Find out if something is longer or shorter by comparing different sizes

Use non-standard units to measure length.

Success Criteria (clearly linked to each Learning
Objective and related to the process and/or product
of learning)

Assessment of Pupils’ Learning

Evidence

(What have the learners to say/write/do/produce -
to demonstrate learning)

| can order objects by length.

| can find out if something is longer or shorter
by comparing.

I can use non-standard units to measure.

Practically demonstrate the ability to visually
order sticks by length. Evidence learning via
taking photographs.

Practically demonstrate the ability to find out if
something is longer or shorter by comparing
different sizes of sticks. . Evidence learning via
taking photographs.
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Learning Objectives (focus on Learning- use accessible vocabulary):

The pupils will learn to:
WALT -
Order objects by length

Find out if something is longer or shorter by comparing different sizes

Use non-standard units to measure length

Success Criteria (clearly linked to each Learning
Objective and related to the process and/or product
of learning)

Assessment of Pupils’ Learning

Evidence

(What have the learners to say/write/do/produce —
to demonstrate learning)

| can order objects by length

| can find out if something is longer or shorter
by comparing

| can use non-standard units to measure

Practically demonstrate the ability to visually
order sticks by length. Evidence learning by
taking photographs.

Practically demonstrate the ability to find out if
something is longer or shorter by comparing
different sizes of sticks. Evidence learning via
taking photographs.

Adopt the utilisation of non-standard units
(multi-links) to measure sticks. Evidence by
recording the different sizes of various pictures
of fireworks on an A3 sheet of paper.
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