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1b. Trainee curriculum example
[1500 words] (25% of assessment weighting)

Please provide an example of how you would support trainees to understand the following concept on assessment set out in section 6.2 of the CCF:

“Good assessment helps teachers avoid being over-influenced by potentially misleading factors, such as how busy pupils appear.”

Include up to 3 samples of the curriculum materials that you would develop to teach this concept.[footnoteRef:2] [2:  Sample materials are not included in the word count. Sample materials need not include every moment that statement 6.2 is covered within the trainee curriculum, but should provide detail of at least one teaching moment and some indication of how this moment fits within the wider teaching sequence. ] 


Your written response should explain the accompanying materials, should cover the following criteria and include supporting evidence and rationale:
i. Where this content would be situated within the curriculum and how you plan on delivering it to trainees (please refer to the curriculum map developed in question 1a, briefly explaining the choice of sequencing).

ii. How this content will be covered across provider-led teaching and on-placement experiences.

iii. How you will ensure trainees learn to apply this insight across subjects/phases and contexts and how you will support struggling trainees to improve.

iv. Your integration of the evidence base within the CCF and an explanation of any supplementary evidence (in addition to the CCF) that will be incorporated within your curriculum to teach this content, and how this evidence is relevant, robust and will contribute to the delivery of high-quality ITT.




	Save your question response template as a Word document using the following naming format:
“[name_of_organisation]_[Question Number]_ITT_accreditation_Round_[insert number of Round]”.
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	Name of organisation 
	Click or tap here to enter text.
	Please click below to type your response
(i)  As a partnership the practice, theory and design of assessment are fundamental to our vision of enabling trainees to become self-regulating and autonomous professionals able to make discerning judgements and informed decisions in the classroom.  This is contingent on trainees gaining a comprehensive, and critical understanding of concepts and practices relating to assessment.  This will build on curriculum content covered previously in the programme related to engagement, mental health, workload management, high expectations, the discipline of noticing (curriculum enquiry phase 1) as well as curriculum design and notions of progression within different subject areas (curriculum enquiry phase 2).  This curriculum enquiry focus on assessment and responsive teaching represents among the most complex set of skills and knowledge a teacher can attain.  This third focus can only feasibly be undertaken once knowledge, skills and practices relating to building relationships, setting high expectations and building coherent subject curricula are secure.
Fundamental to this focus on assessment will be the question: How do teachers use all forms of assessment to inform their teaching, responding to how children learn, retain and continue to acquire knowledge?  Enabling trainees to respond to this both in their practice and in their academic submissions requires establishing cycles of critical reflection that comprise three overlapping processes, namely:  
1. Securing trainees’ understanding of theoretical concepts relating to assessment and their research basis (e.g. summative, formative, assessment for learning, validity, reliability, dialogue, questioning, retrieval practice, prior knowledge, high/low stakes, feedback, feedforward, among others) (Harlen, 2006b; James, 2006; Mercer & Littleton, 2007; Black & Wiliam, 2009; 2012; Sweller, 2016; Christodoulou, 2017; Alexander, 2019).  
2. Observe and plan teaching in which practical enactments of these concepts are intensively practised to enable trainees to illicit evidence of children’s learning (Dudley et al., 2019; Hanfstingl et al., 2019).  
3. Reflection on triangulations of this data to inform modifications to teaching and curriculum design and to develop professional knowledge (Mason, 2001; Burn & Mutton, 2015; Pollard, 2019). 
Focused inputs relating to these processes will take place in school placement and centre-based training, for the purpose of modelling and demonstration. It will be expected that trainees engage in all three processes continually, consistently, confidently and, by the end, autonomously.
(ii) Additionally, there will be focused inputs into pitfalls of assessment (e.g. how children may conceal disengagement, the overuse of summative assessment, creating unnecessary workload, inappropriate privileging of one source of data over others, validity and reliability etc.) (Harlen, 2006a; Black & Wiliam, 2012; Chritodoulou, 2017). Trainees will also understand the heritage and assumptions associated with assessment in the past and how these can sometimes still affect enacted beliefs and practices at school level (Black et al., 2007; James et al., 2007).  This is critical to ensuring trainees’ uses of assessment allow them to elicit the data needed to respond positively to the progress of pupils and preserve positive and inclusive relationships with all pupils.  In this way, trainees will develop the tools, knowledge, and understanding to design curricula that extend inclusivity to all pupils, including those with SEND, EAL, who are from BAME communities, or who may be disadvantaged or disengaged (Young & Lambert, 2014; Essex et al., 2019). 
The sample session plan (Appendix 1bi) is an example maths session that trainees would engage with prior to participating in the phase 3 intensive placement and draws on the best evidence available and helps trainees understand the importance of effective questioning. This will prepare them to observe and practice this in school. With an understanding of how to use effectively sequenced verbal and written questions, trainees will have a vital assessment tool for assessing pupil learning accurately and see through superficial feedback that may impede good judgement such as how busy pupils appear, or reassurances from pupils that they understand.  It is anticipated that other sessions of the curriculum, including English and Science will extend and enhance this experience and explore other areas of Assessment for Learning, Cognitive Load and other areas that enable effective assessment to be a part of the learning and teaching process (Black et al., 2003; Sweller, 2016). 
Intensive placement training will be a focused programme of practice and inputs relating to Assessment for Learning and responsive teaching and will incorporate:
· Intensive input into design, theory, practice and application of Assessment for Learning;
· Guided microteaching to practice, and prepare dialogic teaching, and questioning and anticipating likely barriers to learning and misconception in content;
· Lesson study cycles modelling the three processes outlined in (i) with expert and specialist practitioners.  This will incorporate additional specific focuses on the impact of these cycles on inclusivity, and SEND pupils.
This period of intensive placement (Appendix 1bii) will be accompanied by submissions of academic work, whereby trainees will be expected to demonstrate engagement with assessment research, theory and be able to deploy methodologies for eliciting and interpreting feedback from pupils that go beyond immediately observable outcomes.
(iii) High-quality expert mentoring is critical to successful ITT partnership. Our mentor curriculum, developed in partnership with our school-based mentors, will ensure mentors become experts in providing purposeful practice to support trainees' understanding of assessment through focused observations on assessment practice, modelling effective feedback, developing effective questioning and identifying and responding to misconceptions.

Trainees will critically consider the application of different assessment methods across different subjects and the complete 5-11 age range. Trainees will thus be empowered to make informed judgements and decisions as trainee teachers and then early career teachers. In university-based sessions, research-informed experts will guide trainees to share and reflect critically on assessment approaches used in different age-phases, for a variety of children and within schools that have different contexts. Trainees will pursue on-going enquiries through professional dialogues with mentors in school to support the development of their understanding and practice, providing trainees with a balance of general prerequisite knowledge in assessment practices and more specific school case study contexts. From these, trainees will develop a wealth of pedagogical techniques for formative assessment, as well as understanding of school policy factors or constraints, noting diversity in approaches to assessment. These practices will inform trainee development in purposeful assessment during later placement experiences.
QA, monitoring, auditing and trainee-led reflection will ensure a breadth of experience in school across the 5-11 age range, and across all curriculum subjects. Trainees will be able to identify gaps in experience through self-monitoring and direct, ongoing engagement with the Core Content Framework.
Trainees struggling to improve will have access to high-quality and well-trained, school-based mentors, well versed in the training curriculum, the CCF and research-informed practices related to assessment. Lead mentors will support mentors in designing specific and purposeful targets to support trainees needing further support. School-based practice guidance documents will include reference to research and guidance to support both trainee and mentor in making progress in this area. The intensive placement handbook will carefully structure expectations of the trainee and mentor at different stages and make explicit links to key learning from university-based sessions and the CCF. 
(iv) As part of our aspiration for our trainees to become critical and autonomous decision makers, an important part of the academic assessment of the training in this phase of the programme will be to exercise a critical reflection on assessment processes, theory and research. This will involve trainees demonstrating their critical capacities in line with level 7 expectations. This requires trainees to be engaged in rigorous testing of claims to knowledge and research evidence, but crucially they can critically reflect on this from practical applicability too, thus enabling the precious interaction between theory and practice which is the mark of a high-performing professional.  As stated, crucial concepts that can be applied to the gathering of assessment data (validity, reliability) can be applied to the findings of research. Any attempt to exercise discernment requires people not to take claims at face value. Teachers have an ethical obligation to enact this approach to safeguard outcomes for pupils. The included indicative reference list (Appendix 1biii) demonstrates how the evidence base within the CCF and supplementary evidence is incorporated within the curriculum to teach CCF statement 6.2. Exemplification is provided of both general classroom research and mathematics subject-specific research that will be used. Our evidence base incorporates seminal research by Black and Wiliam that provided the foundation for best practice formative assessment that current research, such as the Education Endowment Foundation (EEF) (2018), still relates to. Materials from the EEF are scrutinised for efficacy which will enable trainees to ascertain the degree of reliability of the research findings. Use of the EEF toolkits will help prepare trainees to use such robust assessment systems in schools, where they can evaluate the impact of these on pupil progress. ‘Impact,’ the quarterly journal of the Chartered College of Teaching, is included to engage trainees further in evidence-based research. Chartered College of Teaching resources also support trainees in developing practice in the key transition of their training, aligned with the CCF (DFE, 2019) to the ECF (DFE, 2021), supporting induction, ongoing practice and career development.
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