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[bookmark: _GoBack]To what extent is peer assessment an effective method of assessment for learning to raise attainment in Religious Education?
According to Rudge (2000), assessment should be seen as something that is an essential part of raising attainment, but there is more than one way to assess. He argues that within Religious Education (RE) a teacher must be using formative assessment throughout all lessons; assessment should never been seen as something to add on at the end of teaching, it should always been embedded to support attainment. In light of this, this research investigation will analyse the extent to which peer assessment may be an effective method of assessing pupils’ learning in RE, answering the question, ‘To what extent is peer assessment an effective method of assessment for learning to raise attainment in Religious Education?’. As peer assessment is a form of formative assessment I have seen used in RE throughout my time as a PGCE student and something I had tried briefly before, I wanted to test how effective this activity is in raising pupil attainment. I wanted to know if peer assessment could be something useful to all abilities of pupils or whether only higher ability would benefit from it. I also aimed to investigate what guidance is needed from the teacher to support pupils in completing peer assessment successfully. 
I carried out my investigation at my placement school, School X school in Caerphilly. The school is an 11-19 school which had 1, 011 pupils in 2017. The school has a percentage of around 25.7% eFSM (Welsh Government, 2018), and is highly interested in raising the attainment of these pupils in particular. To carry out my research investigation, I implemented very similar peer assessment activities with a top set year 9 class and a year 9 ALN class which I had been teaching for a few weeks in the school, to compare how successful it was with each and whether the abilities of the classes contributed to the effectiveness. I chose to do this with these two classes in particular, as both classes are covering GCSE content a year early and examination techniques was something pupils were finding challenging. I wanted the class to become aware of how the questions would be marked, to inform and improve the answering of these questions in the future. Through engaging in peer assessment, I wanted to assess the effects of the comments and advice given to each other on their learning. 
A body of literature proves that assessment for learning is an extremely important factor in enabling learner to raise their attainment as it allows them to see their own progress, and direct them to future improvement. Effective assessment for learning does not only have a positive effect on the learner, but on the teacher also. When assessment for learning is carried out well, teachers are able to identify areas of their teaching which need development to support learners and higher attainment through focused, informed learning (Haydn, 2016). There is significant evidence from research that improving methods of formative assessment can raise attainment (Black and William, 2001). I will answer my main research question above, through three sub-questions; ‘what is effective peer assessment’, ‘Is peer assessment feedback more effective in improving attainment than the feedback of a teacher?’ and ‘what guidance do pupils need to peer assess?’ 
Much research shows that a key component of assessment for learning is involving pupils in their own learning, as this gives them a much deeper insight into their own progress and learning, through developing reflective, independent learners who can identify the strategies needed to improve their own learning (Jones and Tanner, 2006). The Assessment Reform Group (2002) points out what successful assessment for learning should look like through 10 principles as they believe that assessment for learning is one of the most important factors of raising pupil attainment, so should be done well. What interested me about this, and encourages me to look at peer assessment was the notion that learners should be given constructive guidance to improve, and that the skills of self-assessment (closely related to peer assessment) is a powerful tool in pupils gaining good reflective skills which will benefit them in the future through taking charge of their own learning. 
Peer assessment, closely related to self assessment is the exercise of pupils assessing each others work. Boud and Falchikov describe peer assessment as follows: “Peer assessment requires students to provide either feedback or grades (or both) to their peers on a product or a performance, based on the criteria of excellence for that product or event which students may have been involved in determining” (2007, p.132).  There are many different approaches to peer assessment, such as working as whole class to critique a piece of work belonging to another member of the class (Didau, 2013) and pupils swapping work to assess the quality or accuracy of a piece of work. This can be done through using things such as success criteria to allow pupils to see what a good piece of work may look like which can allow pupils to develop future work through engaging with success criteria (Wragg, 2001). Both Jones and Tanner (2006) and Haydn (2016) agree that involving learners in their own learning is vital in assessment for learning as it allows the learners to understand the process of learning and assessment themselves which can be carried forward to improve future work. Peer assessment, when taught in the correct way, can be a prime example of including pupils in their own learning (Tillema, 2014) and something which I was keen to explore further through this study.  Some of the limitations and drawbacks of peer assessment will be discussed throughout this essay.
One of the main conditions to encouraging good peer assessment in the classroom is the use of a success criteria (Clough, Davies and Sumner, 1984). Research suggests that pupils need supervision and support before engaging in peer assessment activities as this is a skill that must be developed, and without this, results may not be successful. One way which Jones and Tanner (2006) suggests that pupils should be guided to peer assess is through the practice of whole-class marking of an anonymous piece first as this will establish rules of how peer assessment must be done. This also allows teachers to address any misconceptions that pupils have, explaining the process of assessment before they are left to their own devices. In my own research, I did this by displaying a response to a question of the same marks but with different content. For example, with the top set year 9 class chosen for my study, I displayed a model response to a 15 mark question about the Synagogue. I gave it to the pupils and asked them to highlight any key words in the answer, the evidence used to support points in the answer, and the explanations linking back to the question in different colour highlighters using a key. Pupils were then given the band descriptors from the WJEC for 15 mark answers. I explained to pupils how they use the ban descriptors and explained to them how what they highlighted in the model answer is a good indicator to what band and mark it would have achieved. As a class we then talked through the answer, discussing different viewpoints and justifying why they thought it deserved a certain mark. Eventually pupils came to the agreement that the answer was of a high quality and would achieve full marks in the exam, showing their understanding of the success criteria. The pupils then used the skills developed in this activity to write a response to a question of a different content, but still worth 15 marks. After this, pupils again used these skills to mark each others work using the band descriptors as success criteria (see appendix 8 and 10), something which Wragg (2001) explains to be the main component of successful peer assessment as pupils need to have a structure to know what makes a good answer before being able to develop it themselves. Jones and Tanner (2006) points out how modelling in this way is a good start to engaging in pupils own peer assessment activities as by critiquing an anonymous piece of work, the students are allowed to be totally honest about what they think of the work without offending anyone. In contrast though, this could do the alternative. If pupils have been trained to assess an anonymous piece of work, they may feel that they can remain objective to other classmates feelings, maybe knocking the confidence of the person they are assessing, which may be a contributing factor to a decrease in attainment. Another drawback in terms of success criteria is the fact that pupils may ignore the success criteria and write whatever they would like as they may have the view that it is not actually benefiting them by giving feedback. This is something that can become very difficult in dealing with as there are often many inconsistencies when it comes to peer assessment through different natures and abilities of pupils.
As mentioned, in contemporary education, the responsibility of the learner has become increasingly more popular in the classroom. Many professionals have tested the benefits and drawbacks of this through peer assessment (Spiller, 2012) as much research shows that pupils learn best from each other and working collaboratively, also creating positive relationships within the classroom (Bates, 2016). 
Vygostky (1978) is one of the main influencers concerned with the theory of the benefits of social interaction in the classroom. Vygosky (1978) explains how interactions and assisting each other in the classroom can help pupils to raise their attainment with the correct scaffolding, one of which being the pupils themselves. This is something I took inspiration from when planning and modelling peer assessment at the start of the lessons through anonymous answers. I structured this as a class discussion where I acted as the facilitator, allowing pupils to share their thoughts and justifications of what an explanation and example looked like in an answer and why they think the answer would be worth a certain mark. Through this task and communication of pupils, they were able to learn more about how to assess this answer through listening to each other.
It is not surprising that a collaborative activity of this kind developed for pupils to support each other’s learning, relying on each other to gain feedback and improvement, can lead to a blame culture in the classroom. A difficulty of this, drawn on by Clarke (2011). She explains how through the practice of peer assessment, if the teacher cannot initially achieve the positive learning environment, the benefits gained from peer assessment cannot be obtained. For example, pupils may start to have a negative opinion of peer assessment if their feedback is bad or inaccurate which as mentioned can create a culture of blame and bad feelings in the classroom. 
As I briefly explained, I carried out my study with two year 9 classes of completely different abilities, one top set class and one ALN class. I decided to carry my investigation out with these different classes to enable me to develop my skills in peer assessment through testing differentiated strategies with these classes as Clarke (2011) activities must be catered to develop peer assessment with the individual needs of your class or needs within your class. For example, the top set class took part in the investigation over just one lesson as it was far easier for them to grasp the concept and peer assess effectively using the success criteria. I contrast, the ALN class took two lessons to understand how to peer assess each others work as this was far more difficult for them. Different strategies were put into place for both which was informed by a body of literature informed my research, for example from Wiliam and Black (2001) and David Didau (2013) which will be discussed in more detail throughout the essay, along with other theorists. Due to the difference in abilities in the classes chosen for this intervention, I took a different approach in guiding pupils to peer assess with the ALN class. With this class, they were given an 8 mark answer of a lower quality with spelling errors, incorrect content and lack of content. Pupils were asked to independently point of spelling errors and incorrect information in the answer. We then went through this as a class and pupils were introduced with the band descriptors. Using the band descriptors, I then asked pupils where they think the answer would be on the band descriptors, which most worked out correctly. After this pupils were challenged to write a better answer than the one we looked at. This was done with the intention of increasing confidence in the pupils, and by marking the answer with a red pen they felt as though they were acting as the teacher, which allowed them to engage in the activity more (Jones and Tanner, 2006).
Due to my interest in whether redrafting exam questions based on feedback from peer assessment can raise marks I took inspiration from David Didau (2013) who claims that it is vital to ensure that pupils understand that a piece of work should be re-done or edited until it is perfect, something which is important in the school where the this study was conducted through the motto of ‘if it’s not yet excellent, it’s not complete’. Due to this, I decided to look at the effects of peer assessment through pre and post testing of an exam question before peer assessed and testing the result of a redraft after peer assessment when pupils had taken on advice from their peers. By doing this, reflective learners are created and these skills can be carried forward once practiced and fully understood (Wiliam and Black, 1998). 
The Welsh Government (2010) also points out that there are conditions to how peer assessment works effectively. One of the main factors to promoting successful, meaningful peer assessment is training learners to peer assess over a prolonged period. This is one thing I found to be evident in my research, as comments were often not focused and despite going through the process as a class, pupils were often unsure of how to peer assess as they had not done this for a while. This shows that modelling just once in a lesson before pupils peer assess is not sufficient. For the optimum results of peer assessment to show they must be embedder into your classroom culture and lessons (Jones and Tanner, 2006).
William and Black (2001) and Spiller (2012) agree that the giving of marks and grading is overrated by teachers and many do not seem to understand the negative effects this may have on learners in terms of self-esteem and confidence as this can often mean that the pupil is focused on their mark, rather than looking how to improve it. This is something I was intrigued about and chose to analyse as part of my research. Because of this I decided to incorporate two different types of peer assessment into the lesson. Firstly, I was interested in the effects of pupils marking each other’s work with bands and grades using the GCSE mark scheme criteria, and how accurate this was. To fully understand what aspects of peer assessment my class could perform better, I also asked pupils to use the model answers we had talked about and prompts on the board to give feedback through two stars and a wish (see appendix 9). 
The Welsh government (2010) have indicated peer assessment Welsh Government as an extremely valuable tool in raising attainment through developing thinking skills in the classroom (2010). One main benefit of peer assessment pointed out by the Welsh Government is that peer assessment is valuable to learners as they may accept criticisms better from their peers. There may be many reasons for this. One put forward by the Welsh Government (2010) is the fact that pupils respond better to criticism from each other than the teacher due to pupils language being far more basic which could mean that pupils would take this advice more seriously. This is a similar opinion to both that of Jones and Tanner (2006) and Clarke (2011) as they agree that pupil friendly language can give them a greater understanding of how they must improve.
On the other hand, whether pupil’s feedback is taken on board more than a teacher’s feedback, it could be an issue if the feedback is not meaningful. Bad feedback, where pupils have not followed the guidelines discussed, and can be an issue to the receiver of the feedback as it may mean that this pupil is now responding to bad feedback and incorporating this bad practice into their future work, which may lead to lowering attainment of this pupil (Wragg, 2001). 
There may also be an inconsistency in peer assessment, also. As some pupils may be giving better feedback than others, some students can become disadvantaged, not having received effective, constructive advice to raise the attainment. This is something I was very aware of when completing my study as even within set classes, there are different abilities.
Ron Berger (2003) highlights some factors of how peer assessment can be effective under certain conditions. For example, he explains that all feedback given must be kind (but honest), helpful (so that..) and specific (be precise). He also explains that it is vital that learners are always reminded to be kind to the person they are providing feedback to, but always content based ‘hard on the content, soft on the person’ (Didau, 2013). In light of this, I ensured a conversation was had with the pupils before beginning the task, informing them that at no point should they be making comments about handwriting and effort. I ensured that the pupils knew that this was not about putting each other down, but working together to improve and help each other. In terms of Ron Berger’s (2003) principles for effective peer assessment, I decided that a ‘two stars and a wish’ system (Haydn, 2016) where pupils indicated two good things about another’s work before giving the pupils something to improve on to ensure that pupils know that we are also celebrating their success, boosting confidence and morale. Similarly, pupils were encouraged to be mindful when giving positive feedback also as this must be honest to ensure pupil progress is made, as dishonest comments could lead to pupils believing that they are doing something well and continuing to do this in other work, when this is not the reality and could become a problem later on. Peer assessment could be effective as pupils often start to mirror the teachers style of feedback, which provides pupils with valuable feedback, and to understand the process much more, in particular the nature of feedback which should be given to help pupils improve (Jones and Tanner, 2006). In contrast, Clarke (2011) states that simply stating that a high quality of feedback from pupils under these conditions of being kind, helpful and specific mean absolutely nothing, and will have no benefit at all if the receiver of the feedback is unwilling to reflect on their feedback (Ratminingsih, Artini and Padadewi, 2017), which is the whole point of the exercise and will make the whole process completely worthless.
Due to the nature of RE, it is possible that peer and self-assessment may be increasingly difficult to carry out as the subject does not always have obvious correct answer as pupils do in Mathematics for example, as they must identify right or wrong answers and clear patterns of inaccuracy can be seen through this, whereas in a subject such as RE, where pupils are more likely to be assessing pieces of extended writing (Jones and Tanner, 2006), testing things such as empathy, evaluation and comparisons, all these complex skills then come with peer assessment as they are asked to look for these aspects in others with (Rudge, 2000). Clarke (2011) disagrees with this though, claiming that peer assessment can become a powerful form of assessment for learning in any class or context when pupils are given the correct support, scaffolding (Bates, 2016) and positive learning environment (Clarke, 2011). Clarke (2011) identifies three key stages that should be followed for successful peer assessment. First, pupils must develop; this means that they must be involved in the planning process also. Pupils must be prepared for the reasons why they are doing this to understand why they must approach the exercise with a positive attitude. Next, Clarke (2011) says that the outcomes should eb established through a success criteria, pupils need to know what they are assessing each other against, something which Clarke explains can be tailored to the subject. For optimum results though, learners should be further involved in the process of peer assessment by creating their own success criteria as a class, as collaborative work can allow pupils to reach the zone of proximal development through the experiences and value of communication and the sharing of ideas with others to come to an agreement (Bates, 2016).
School X values peer assessment as a valuable strategy of formative assessment due to the self-evaluation skills learners develop from it. As a whole-school, all subjects are encouraged to use peer assessment where applicable because of this benefit (see appendix 3). Coinciding with my research of literature, School X is clear with staff about how peer assessment can only be successful when teachers have planned accordingly to peer assess in the classroom (Wragg, 2001) discussing how this task should be done with the learners beforehand. School X sets guidelines for the use of peer assessment for their staff to follow to ensure that peer assessment is always meaningful and beneficial to pupil outcomes. One particular piece of advice that the Common Operating Procedures document of School X suggests is the necessity of pupils understanding the success criteria before allowing them to mark the work of a peer, as the point of peer assessment is to understand what makes ‘good’ pieces of work to ensure improvement in future work (see appendix 3).
Under school policy, pupils must use blue pen when peer assessing each other’s work to ensure this is easily identified in books and teachers are able to see if learners have responded to the recommendations which may have been made by a peer for improvement, as peer assessment must include an element of reflection, something which School X focuses on in all aspects of assessment through their ‘wow, how, now’ marking policy which requires learners to complete a task tailored to their individual needs, which learners are familiar with and continue to develop reflection skills from this policy (see appendix 3). Teachers at school X use peer assessment to train pupils to complete their own ‘wow, how, now’ feedback for each other to ensure they are giving each other meaningful tasks to improve, making peer assessment a valuable tool for improving attainment, complying with the opinions of Haydn (2016), that pupils must learn from teachers’ examples before allowing pupils to be actively involved in their own assessment process. This is done in School X through modelling of ‘wow, how, now’ feedback on anonymous work, and through the process of pupils responding to ‘wow, how, now’ feedback from their teacher to familiarise themselves with the system.
The RE department in School X follows this policy strictly, and I have seen through observations and marking pupil books that the department see peer assessment as a valuable tool in pupil attainment. This is evident through their Department Self-Evaluation Report (DSER) from 2015-16 (see appendix 4) as peer assessment was identified as a strength within the department. Despite the report being from 2015-2016, it is evident that these standards have continued due to my observations of the strategy being used regularly and pupil books. I have also observed that the department use a lot of casual peer assessment, marking worksheet answers such as quizzes and questions. Through this, pupils are involved in the learning and there is little planning and explaining involved and may have more accurate results as pupils simply need to tick or cross their peers’ answer depending on what the teacher explains to be the correct answer. On the other hand, it may not carry the benefits that peer assessment using success criteria can be in terms of future improvement of pupils.
When conducting educational research, it is important to ensure that methodologies has been chosen to ensure validity and truth in the findings and evaluations (Cohen, Manion and Morrison, 2007). A way of doing this is by using a triangulation of data, which I used when collecting data from my intervention. This involves collecting data from three different types of methods to ensure that I have the most realistic and reliable results ensuring validity. As this can be using different methods of gathering data will ensure that there is variety in the results so that an informed analysis can be made, considering that the research has been looked at from many different angles (Cohen, Manion and Morrison, 2007). A triangulation of data must include both qualitative and quantitative approaches were used to gather data to understand whether my test was successful or not. Both Newby (2014) and Cohen, Manion and Morrison (2007) research suggests that data collection should always involve both qualitative and quantitative methodologies. As these methods vary so greatly, it allows the researcher to look into findings more deeply when analysing, making more informed and valid evaluation (Cohen, Manion and Morrison, 2007).
 When planning my intervention, I decided on using two qualitative methods of data collection; professional observations and pupil evaluations and one quantitative approach; pre and post testing of pupil work. 

In terms of qualitative research, I felt that professional observations from my subject mentor would be extremely beneficial to conducting my research as advice from professionals with much experience in teaching and learner progress as a trainee has been a valuable tool in improving and developing other areas of my practice. Research does not seem to hold this form of educational research as valid though. As pointed out by Cohen, Manion and Morrison (2007) there are many different factors, which can have a negative effect on the validity of the research and data collected. For example, both positive and negative relationships between the observer and the trainee can cause issues, as it is possible that the observer could be inclined to give feedback based on these factors, which are not reliable and open to interpretation and opinion. For example, depending on who is observing that intervention, different professionals would all have very different opinions on the lesson based on relationships, opinions and preferences in their own practice and experience, (Cohen, Manion and Morrison, 2007) which was taken into consideration when undertaking my research. Making assumptions on the research from observing the class myself can also come with complications of validity for the similar reasons, such as relationship with the pupils and the particular mood of the pupils on that day. This also make me aware of the need to not rely on just qualitative approaches as data such as marks of questions would have to analysed also to be able to draw up valid conclusions about whether the intervention actually raised the attainment of the pupils. 

Another qualitative method used was pupil evaluations. I was sceptical about this method being reliable, though the understanding the drawbacks of using questionnaires as pupils may not understand the question asked through formal questionnaires, and the type of questions may misleading which may provide unreliable results (Cohen, Manion and Morrison, 2007). I did feel that pupil feedback would be valuable to be used as part of my research though, so I decided on approaching asking for feedback in a different and more casual way. I did this through the form of an exit ticket. Both classes had slightly different exit tickets. For example, the top set year 9 class were asked to fill in the colour on the traffic light which represented how they confident they feel about answering the question before and after the lesson (see appendix 5). After pupils had peer assessed each other’s work, I asked them to fill in the ‘after lesson’ part of the exit ticket. I used the results from this to judge whether peer assessment had improved their understanding of the exam question ready to redraft and improve their answer. 

As the ALN class took two lessons to do this intervention, two forms of exit tickets were used. After the first lesson, due to this group working a little slower than the top set year 9 class, I spent the first lesson modelling an answer with them and explain how we mark an answer using the band descriptors to ensure that the assessment process has been modelled first as Jones and Tanner (2006) indicated. I also felt that the I needed to take more time explaining and modelling the process with an ALN class as the concept was a little more difficult for them. After this lesson, pupils were asked how confident they now felt about improving their answer and circled the smiley face relevant to them. The next lesson, the pupils completed the peer assessment task after more explanation and preparation and redrafted their answer based on the peer assessment feedback. At the end of this lesson, they received a slightly extended exit ticket where they had to decide what band they thought their answer was after they had redrafted, whether the answer was better, and whether the found the peer assessment exercise was useful in improving their answer (see appendix 7). The limitations of this could be comparable to that of the questionnaires. Despite being a more casual approach to gathering results from the class, they still may not have understood the questions asked. Qualitative methods such as this also run the risk of pupils not answering questions honestly and giving the teacher the answers they want to hear. Despite this, the method was used alongside other methods that are deemed more accurate in literature. 
 
The quantitative method of research used in this study was pre and post testing. As I was testing the effect of peer assessment using GCSE exam questions, I did this by analysing pre-existing data of pupil’s attainment before implementing peer assessment through collecting data from learner’s books of a question of the same mark which has not been peer assessed. As pupils had to redraft their responses based on the comments from the peer assessment activity, I also marked their first draft of the response. This tested the initial mark to compare to the redraft result, but also allowed me to test how accurately the pupils had marked each other’s work while using the band descriptors for the particular questions. Greg La Barge (2007) says that this procedure can provide very clear links, and comparisons and patterns can easily be identified, as we must know where the particular pupil has started to understand whether the intervention was successful or not. 
All research methods and data collection used were ethically considered to make the study fair for the pupils involved. To ensure I was doing this, I followed the British Educational Research Association (BERA) guidelines (BERA, 2011) and university policy (University of Wales Trinity Saint David, 2017) of gathering data and information when pupils are involved. Newby (2014) indicates that there are many dilemmas that can become problematic if ethical considerations are not taken. For example, he states that involving learners without their knowledge is ethically wrong, as it violates the rights of a participant. To overcome this, I ensured that all pupils were aware of the intervention and that their data would be used, although it would be anonymised. 
Cohen, Manion and Morrison (2007) points out that without the correct ethical considerations, educational research can be ‘inducing them to commit acts diminishing their self-esteem’ (Newby, 2014, p. 63). I was very aware of this in terms of an intervention such as peer assessment, as I needed to ensure that pupils knew that it was OK if the peer assessment tested did not show an improvement of results. I did this by ensuring pupils knew that they should try their best but be mindful that this strategy will be something we may need to practice as a class for a while before perfecting it. 
Anonymity is something I knew to be a must throughout my research. Research suggests that all participants have the right to remain anonymous, and their confidentiality must be protected by the researcher, as violating this would be violating a professional agreement with participants (Newby, 2014). To ensure this requirement was fulfilled, I employed suggestions make by Frankfort-Nachmias and Nachimas (1992). For example, to ensure the data I was storing would always be protected, I used and encrypted USB stick to ensure I was the only one able to access the data. Additionally, I used codes/identification numbers for each pupil when collecting the data. This was done in a random order, not in the order of the register list as this gives optimum anonymity. This was then used when writing up my data also, to ensure the learners are protected throughout the whole process. 
[bookmark: _Hlk513989984]The findings of my research were not as I anticipated. After reading literature of the subject, I felt as though it was likely that most of the pupils would raise their attainment when redrafting their work as it would involve a process of practicing and perfecting (Didau, 2013).
In relation to the main research question of ‘To what extent is peer assessment an effective method of assessment for learning to raise attainment in Religious Education?’, according to my small scale study, I found that peer assessment I tested in the two selected classes did not show a rise in attainment across the class, although I found that there were major differences in how each of the classes performed in different aspects of the interventions. In the top set year 9 class, for example around 42% of this class improved their mark after they had peer assessed each others work. In comparison, around 36% of the ALN class raised their marks. From my research, I feel that there may have been many different factors contributing to this. The main factor being the nature of the advice given to the pupils from their peers; if they were not provided with constructive feedback then they have nothing to use to improve their answer. I also believe that as discussed earlier, peer assessment can sometimes be misleading, which can limit the effects on attainment, and worryingly, it can put some students at a disadvantage (Wragg, 2001). For example, if a pupil who has understood the concept of peer assessment as has provided their peers with useful, meaningful advice, there is no guarantee that this pupil will have good feedback to improve their answer and although they understand the process of assessing, this person will not have the opportunity to improve their own work (Didau, 2013). 
What I found to be interesting when analysing my data was that the top set class did not seem to use the band descriptors accurately. There is much debate about whether giving pupils free reign to assess their own work is to give them too much independence as the advice they give to others may not always be accurate and meaningful. I found this out through marking the answers myself and comparing the results with what the pupils had marked that particular answer as. I found that a lot of pupils in the top set class were giving marks away to their peers too generously, giving unrealistic results; only one pupil in the whole class marked the question accurately. I found this was a similar case with the ALN class as only two pupils marked accurately, also. I think that this is likely that this happened due to the relationships within the class (Didau, 2013). Another reason why the accuracy of the marking was not completely successful may be due to the fact that the assessment process and use of the band descriptors were not modelled well enough (the Welsh government, 2010). Although these were displayed on the board and handed out, particularly for the ALN class, they had not engaged with a mark scheme before may have found this difficult. As mentioned earlier in the essay, peer assessment can be a complex skill for all pupils, and the effects will not be evident straight away, as stated by Wragg (2001) it can take pupils a long time to peer assess effectively and they need to be trained by the teacher with the correct support to do this. With persistence and continued scaffolding as literature suggests, pupils can eventually successfully understand and engage in the assessment process (Didau, 2013). Despite the majority of the answers from both classes not being marked correctly, a lowered confidence suggested by Wiliam and Black (2001) was not evident as positive responses were seen on the pupil’s evaluation forms and exit tickets were seen. This may be through a good classroom culture where pupils work well together and can take criticism well (Clarke, 2011). If this is the case, as pointed out by Clarke (2011), this classroom environment could be one of the factors of achieving good practices of peer assessment which could see an improvement in the results of peer assessment in the future. 
As mentioned, my findings pointed out that the qualitative method of using pupil evaluations proved to be very positive. For example, out of all 31 pupils in the top set class, just 4 selected the red traffic light on the ‘before’ and ‘after’ sections on the exit tickets providing. All pupils who made this judgement though, did not complete their redraft for homework as instructed; an issue I found when collecting my data. In contrast, 10 pupils from this class selected the green traffic light on the exit ticket, showing that they had an increase in confidence. After peer assessing each others work, these pupils believed that the advice given to them by their peer would allow them to write an improved answer. A similar result was found within the ALN class. For example, seven pupils said that they thought their redraft was better, and eight said that they found the peer assessment activity was useful. It is important to note though that although these are very positive results, it did not corelate with the quantitative data collected as a lot of these pupils made not progress in improving their mark at all, showing limitations in the accuracy of my study, and the usefulness of collecting  pupil opinions. This also may come down to the boost in confidence the pupils had from using the ‘two stars and a wish’ (Haydn, 2016) system.
Another qualitative research method used was professional observations. After these lessons, I received feedback from my subject mentor regarding how effective this method of peer assessment was. The feedback on this was positive, comments in my comments booklet confirm that my subject mentor though that the lessons were well organised, and the correct support was put in place for peer assessment to be carried out effectively. In hindsight, comparing all methods of data, it is clear that not all results were positive and encouraging. Again, questioning the validity of this method of data collection 
Drawing on my research, when performing peer assessment, there is always a risk that the feedback pupils give will not be valuable. Although none of the comments of peer assessment were offensive or unkind as Wragg (2001) points out often happens when peer assessing with secondary school pupils, I found that the pupils did not follow teacher instruction by ensuring their responses were focused on improvement of their peer. For example, many pupils from both classes wrote general comments such as ‘write more’ or ‘check your spelling’, which was not focused on content and ultimately would not raise the attainment of the pupil, which resulted in marks dropping in the redraft aspect of the exercise (Didau, 2013). It is clear from the responses written that pupils not receiving useful advice from the peer assessment exercise could be a main contributor to the poor results of attainment after peer assessment was performed. In reflection of my intervention, in terms of the feedback pupils were giving each other, my own observations and observations from my subject mentor confirmed that many pupils claiming that they did not know what advice they should give to their partner as a ‘wish’. Before even formally marking the pupils work to analyse the nature of their comments and accuracy of their marking, I was able to see that particularly in the top set year 9 class that pupils were awarding marks higher than what they were in reality. This may be because of the relationships within the class, or genuine lack of understanding of the peer assessment task. This also complies with previous research by Wiliam and Black (2001) and Spiller (2012) who both say that peer assessment in the classroom can be damaging, as it labels a pupil to a mark which can mean that pupils feel there is no need to take on advice to improve, which is damaging to progress and may have had an knock on effect on the success of their redraft after peer assessment, as many pupils may think that they are finished. On the other hand, the process can also go the other way. If a pupil is not happy with their grade or mark, this can cause them to feel as though they have failed, and can mean that they do not take on advice; again, having a negative impact on the success of their redraft in this example (Bates, 2016).
[bookmark: _Hlk513990007]In hindsight, I realise that there were several limitations to my research which could have affected the validity of the findings which I had to consider when drawing up conclusions. As pointed out by Cohen, Manion and Morrison (2007), the sample size may cause limitations to my study. It is important to understand that this was just a small-scale study. Although I have trailed peer assessment with other classes throughout my professional teaching experience, this data was not recorded, neither did it follow the same patters to make comparisons and draw up conclusions. Because the sample size was so small, just two classes; 45 participants, it is difficult to answer the question ‘To what extent is peer assessment an effective method of assessment for learning to raise attainment in Religious Education?’ fully as the numbers of examples to analyse are small, the variety of results may not be as diverse. This also may be true through the fact that the research took place with just one year group. It may be that the year 9 groups in School X are generally of a low or high ability which could have influenced results and not given an average development in attainment because the sample size was too small and too similar. 
Despite no pupils deciding to opt out of having their data used for this investigation, I came across many problems in terms of data that I received. Pupil absences meant that my study decreased in size than I first planned which as previously discussed may have influenced the validity of the results. For example, as I did this intervention with the ALN class over two lessons, I faced problems of pupils being present on the second lesson and being unable to peer assess as they needed to spend the time to answer the question first.
One thing that may have limited my research is that of the nature of question tested. Both classes taking part in the study answered the question ‘Jesus was an ordinary man’. From observation, I noticed that pupils struggled to answer this particular question and were unsure of the content they should be covering in their answer, despite going through the possible answers. This could have had an effect on the results from the peer assessment exercise and could be one of the reasons that little improvement was seen from peer assessment. 
Another factor affecting the validity of the results from the study to do with the question, is the fact that despite both classes answering the same question, and peer assessing using the same structure, I tailored the question to the ability of the classes. For example, the top set year 9 class’ question was 15 marks, where as the ALN year 9 class were given the question as an 8 mark question. I felt that this was necessary as the abilities of both classes differed so much, but this could have had a negative effect on the result of the test due to the incontinency and difference in marks and difficulty in comparing the results as there were more marks at stake for the top set class. This also means that two different band descriptors had to be used because of the difference in marks. In hindsight, I should have given the questions exactly the same despite the ability of the pupils and provided extra scaffolding for the lower ability as this may give more fair, valuable and comparable results.
Due to the difference in abilities in the classes chosen for this intervention, I took a different approach in guiding pupils to peer assess with the ALN class. With this class, they were given an 8 mark answer of a lower quality with spelling errors, incorrect content and lack of content. Pupils were asked to independently point of spelling errors and incorrect information in the answer. We then went through this as a class and pupils were introduced with the band descriptors. Using the band descriptors, I then asked pupils where they think the answer would be on the band descriptors, which most worked out correctly. After this pupils were challenged to write a better answer than the one we looked at. This was done with the intention of increasing confidence in the pupils, and by marking the answer with a red pen they felt as though they were acting as the teacher, which allowed them to engage in the activity more (Jones and Tanner, 2006).
As discussed previously in this writing, peer assessment is a technique which must be practiced and pupils must be trained to perform this skill to ensure the marking is both accurate and beneficial to the receiver of the feedback (Jones and Tanner, 2006). This was the first time I had tried peer assessment with both of these classes, and as discussed with my subject mentor, these particular classes had little experience in. Because of this, it may be difficult for my results to truly answer my question of how peer assessment can raise attainment as the study may not be able to be done with accuracy and show the true reflection of the benefits of peer assessment from just one lesson and two in terms of the ALN class. As mentioned earlier, much research suggests that peer assessment can raise attainment significantly if carried out correctly with the correct teacher support and persistence in training pupils to peer assess effectively, something which I do not believe was reflected in my study as majority of pupils did not raise their marks after they peer assessed (Black and William, 2001). This study was also limited because it was tested with just one question, the pupil did not have the opportunity to carry this skill forward to truly see if they knew how to peer assess effectively. To improve the quality and validity of the results of the study and to truly see the benefits of peer assessment, I would measure the effects of peer assessment throughout the school year and monitor the progress over time, using different questions with different content and marks to develop the skill of peer assessment, rather than simply knowing how to peer assess an 8 or 15 mark question about Jesus. To develop this skill further and make it more transferable, involving pupils in their own learning even more, I plan to take a different take on peer assessment through asking pupils to develop their own success criteria as a class, suggested by Clarke (2011) to enhance the learning experience, and again involving learners in their own learning By doing this, I hope that pupils will be able to easier identify strong and weak parts of each other’s work to improve their own attainment as they have been active participants in identifying what makes a good answer.
In conclusion, the question of ‘To what extent is peer assessment an effective method of assessment for learning to raise attainment in Religious Education?’ is difficult to answer as there are so many different factors that can have an effect on research and limitations are inevitable in any form of educational research (Cohen, Manion and Morrison, 2007). Despite the fact that my data did not show a significant rise in attainment, I believe that the intervention was a starting point in developing a more pupil led approach to learning and development, pointed out to be a successful approach in educational literature. As said by Jones and Tanner ‘if assessment is to have maximum impact on the learning process, then students must be active participants’ (2006, p. 64). To continue my professional development and improve the use of peer assessment in the classroom to raise attainment, I personally feel that the main factor in raising attainment and confidence in answering exam questions, persistence and practice of this skill will be most important factor.
I also feel that the investigations taken place during this study will be extremely beneficial to my future professional development. I have learnt that educational research cannot always give you the positive results expected from readings of other research but can inform teaching for positive results in the future. I will ensure that peer assessment is something which I continue to try to develop throughout my career to encourage and support a modern way of learning and assessment where pupils lead their learning to become reflective learners (Yurdabakan, 2016), and perfectionists when coming to developing and improving work through feedback having positive effects for life ling learning (Reinholdz, 2016).
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Appendices
Appendix 1 - Quantitative and qualitative data for top set year 9 class.
[image: ]

Appendix 2 – Quantitative and qualitative data for year 9 ALN class.
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Appendix 3 – School X’s Common Operating Procedures.
St Cenydd Community School Common Operating Procedures
At St Cenydd:
· Student work is assessed thoroughly, constructively and regularly.
· Assessment is used to inform planning and target setting to meet the individual needs of individual students and groups.
· Appropriately challenging targets are set for students.
· Students understand how well they are doing and how they can improve.
· Students are regularly involved in helping to assess their own work.  They are helped to judge the success of their work and to set targets for improvements.
· In books / written work:
the work relates to the learning objectives.
the teacher’s comments recognise the achievement against the expected outcomes.
comments are constructive. 
students are required to respond to comments and progress points made by the teacher.


Presentation, Marking and Assessment
Common Operating Procedures
Principles and procedures:
· As a school we strive to develop a consistent approach to presentation and marking to help ensure that pupils do not get confused by different procedures in different subject areas. Therefore, all pupil exercise books are the same, with only limited exceptions.  They are the same size, all have clear plastic covers and have uniform stickers on the front cover (name, form, subject, teacher, room) inside the front cover (presentation and marking procedures  and tracking grid) and on the rear of the book (Common Correction Code).  Exceptions to this may be subjects like DT which use folders.  However, these subjects are expected to follow the same procedures as all other subjects and to have the same sticker sheets in the appropriate areas of their files.
· All teachers use a Common Correction Code (CCC) when marking pupils’ work for literacy. 
· All books include a pupil tracker sheet.  This will include an ambitious target for pupils to work towards attaining. 
· Marking is a waste of time if it has no impact. Marking should praise, but also give guidance, consolidation and challenge. Marking should be used to support, consolidate, accelerate and challenge.
· All staff use developmental or “Next Steps” marking (also called closing the gap marking).
· Wherever appropriate and possible students have Directed Improvement Reflection Time (DIRT) at the start of a lesson.  This will take the form of acting on the “WOW, HOW, NOW” marking (see below).  
· It may be appropriate to even have “nothing new, let’s review” lessons as and when necessary (once per term or once per half term  - depending on time allocation).  During these lessons pupils go back through their books ensuring that all NOW (see below) tasks have been completed.  It may also be an opportunity for pupils to reflect on the progress they have made and how they could make further progress.
· As well as giving written feedback on pupil work, teachers give verbal feedback where it is appropriate.  The work is marked with a “Verbal Feedback” stamp and it is the responsibility of the pupil to write down what has been said and to act on the advice given.
· Designated departments will, on identified pieces of work (and, when appropriate, on other pieces of work), comment on pupils progress on the part of the LNF appropriate to the task being assessed.  These comments will be linked to the age appropriate expectation statements in the LNF and will offer specific advice on what the student needs to do to improve.
Developmental or “Next Steps” Marking
·  Developmental or “Next Steps” marking (also called closing the gap marking). This is the most effective form of marking and the one that helps the student move on in their learning. It is used as an assessment tool and should contain constructive comments that clearly identify the next step in learning.  In St Cenydd this is achieved by using the “WOW, HOW, NOW” approach to marking (see Appendix A for examples).  
· This marking should relate to the learning objective(s) of the lesson and /or class targets and should propel the student to the next steps of their learning. 
· There is no expectation that staff mark every piece of work a student produces in this way; however, developmental marking with “next steps” is expected regularly and should be used to help inform progress data entered onto SIMS on a half termly basis.  For all subjects, therefore, at least one piece of work per half term will need detailed marking, for some subjects more pieces of work will be marked in detail commensurate with a subject’s time allocation.  There is not a set frequency to be given to departments.  Staff should use their professional judgement and should bear in mind the principle that the purpose of any marking is to help pupils make progress.



Common Correction Code
· All staff  use the same symbols when marking pupils work (see separate sheets)
· These symbols are displayed in the classroom and discussed with the pupils.
	
	






 Peer Marking 
Why use peer assessment?  When it is done well it has a number of benefits:
· One of the major benefits of peer assessment to students is the impact that this type of deep learning and the self-evaluation skills derived from peer assessment can have on their subsequent performance. In order to properly assess the work of their peers, students need to have a good understanding of the assessment criteria and the assignment task, both of which promote a deeper approach to learning.
· Peer assessment necessitates a transparent marking system, as the criteria must be clear to your students in order for them to assess the work of their peers. Through this they learn to understand what constitutes 'good work' and can learn from their peers, for example in terms of the different approaches to an assessment. These are fundamental skills, which can be carried forward into later pieces of work, possibly promoting greater engagement throughout a course of study. It's not just your students that can benefit from the use of peer assessment. The process of explicitly defining and explaining assessment criteria can be of benefit to your own assessment practices. 
· Peer assessment has the potential to reduce your marking workload by handing over some responsibility to students. Use of peer assessment can, in some circumstances, help to alleviate the pressures of larger class sizes and other constraints on your time. Much of the effort in designing peer assessment is front-loaded, because in order to make it work successfully, you first have to explain to students what it is, why you're doing it and how it will work, then provide them with opportunities to acquire the relevant assessment (and feedback) skills.
· Feedback is a hugely important part of peer assessment. It has been shown that in some cases students respond better and engage more fully with the feedback they get from their peers than they do with comments from their teachers.  Peer assessment can therefore be a valuable way of providing more frequent and relevant formative feedback that students can act upon.
· We actively encourage peer marking as an Assessment for Learning strategy.  All the research shows that, along with teacher feedback, peer marking greatly facilitates pupil progress.
· Pupils use highlighters and blue pens to mark the work of other pupils and to show how they can improve. They use a green highlighter to show that they are pleased with a particular aspect of the work and pink to highlight areas that need attention. 
· Where possible peer marking is completed as a paired activity where both pupils examine one book at a time, allowing high-quality discussion and feedback. As with teacher marking, pupils should mark in relation to the success criteria and should initial and date their own comments.
Marking/Presentation Procedures 
· All class teachers use red ink to mark. 
· Pupils use black ink to write in. 
· Pupils use green pen when making corrections / acting on the “Now” marking task.
· Pupils use green pen when self assessing.
· Pupils use blue pen when peer assessing.
· All dates and titles should be underlined.
· The date should be in Welsh (except in French lesson where it should be in French)
· Drawings and diagrams should be in pencil, labels in pen.
· A display of marking and presentation procedures should be in each classroom. 
· The title should be written at the beginning of each piece of work, and underlined.
· Each piece of work should be clearly labelled as either classwork (Gwaith Dosbarth) or homework (Gwaith Cartref) - preferably in Welsh.



Appendix A
Examples of marking using “Wow, How, Now”:
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	Appendix B – Stickers for the books
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	This goes on the outside front cover of the books.
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	This goes on the outside of the back cover.
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	This goes on the inside of the front cover.









Appendix 4 – Religious Studies Department Self-Evaluation Report for School X.
St Cenydd Community School
Religious Studies Department Self-Evaluation Report 2015-2016
	Y13 A*-E
	Y11 L2 
(A* - C)
	Y11 L1
(A* - G)
	KS4 Subject Residual
	L5+
	L6+
	BM Quartile

	
	
	
	
	
	
	KS3
	KS4	

	94.1% 
	75%
42% GCSE
	100%
	-0.12 (FC)

	94%
	61%
	Benchmarking data unavailable


	
	Information

	Outcomes KS3 Religious Studies









	Strengths:
· The data indicates that performance at L5+ and L6+ is following an upward trend. 
· The increase in boy’s performance at both L5+ (91) and L6+ (58). This is likely due to the work that departmental staff have carried out on improving the quality of extended written work, the increased vigilance in chasing up non completion of homework, and in rewarding good work. The continued implementation of the COP across the school will surely maintain this trend. 
· Performance of boys at L6+ is pleasing, with a significant rise over the last three years being evidenced, resulting in a much reduced gender gap between boys and girls. 
· Performance of eFSM pupils at both L5+ and L6+ is also pleasing – an upward trend is evidenced, resulting in a much reduced gap between the two groups (nFSM/eFSM). The gap between eFSM and nFSM pupils at L5+ is -10, lower than in 2015 (-18). The gap between FSM and NFSM pupils at L6+ is -25, again lower than in 2015 (-43). More effective tracking and monitoring has resulted in earlier interventions and improved pupil accountability.
· Introduction of new resources (textbooks) and new assessment approach (standardised/differentiated) has surely improved pupil outcomes.
· Extended written tasks especially when completed for homework are the precise areas boys and eFSM pupils struggle with. The department will continue to insist that all homework is completed to a high standard and will provide additional support to those requiring it outside of lessons. In addition, the department will continue to develop a wider variety of assessment tasks. Furthermore, the common operating procedures recently embedded across the school will promote consistency in assessment strategies and help pupils to progress through assessment for learning.  

	
	Areas for Development:
· Boys’ performance is steadily increasing at both L5+ and L6+, but is still below girls’ performance. The gender gap at L5+ is -6, which is less significant than in 2015 when it was -14. The gender gap at L6+ is -7, again, less significant than in 2015 when it was -22. Girls’ performance seems to be steadily increasing at both L5+ and remains static at L6+. However, the gender gap remains an issue for the department.  

	
	Evidence considered: KS3 data

	
	2014
	2015
	2016

	
	L5+
	L6+
	L5+
	L6+
	L5+
	L6+

	School
	84
	49
	87
	57
	94
	61




	
	2014
	2015
	2016

	
	L5+
	L6+
	L5+
	L6+
	L5+
	L6+

	Boys
	79
	34
	80
	46
	91
	58

	Girls
	91
	67
	94
	68
	97
	65



	
	2014
	2015
	2016

	
	L5+
	L6+
	L5+
	L6+
	L5+
	L6+

	FSM
	77
	35
	73
	23
	87
	44

	NFSM
	87
	54
	91
	66
	97
	69




	Outcomes KS4 Religious Studies
	Strengths:
· The average residual for RS FC is -0.12. The equivalent national figure is -0.06, with a difference between the school and the national figure being -0.06.
· The average residual for RS SC is -0.54.
· Many pupils achieved a grade in RS that was comparative to their average grade for all examinations sat. 

FULL COURSE
· 2016 results are good. 100% of pupils achieved a L1 qulaification.
· At L2, 75% of students achieved a L2 qualification. The results show a downward trend (82% in 2015, 85% in 2014 and 87% in 2013). However, the results remain higher at L2 in comparison to 2012 (71%). 
· It also needs to be remembered that most pupils entered for FC RS, have studied the subject in one hour a week as part of their compulsory RS lessons and as a department we are entering a higher number of pupls each year, so therefore, there will be a slight decline in the % of L2 qulaiifcations gained. 
· Pleasingly 57% of pupils entered for GCSE FC RS achieved an A* - B grade. 
· 23.81% of pupils achieved an A* - A grade. 


eFSM and nFSM COMPARISON – FC
· There was no gender gap at L1 – all pupils achived a qualification. This is pleasing and reflects the hard work staff have put into this area. 

COMPARISON OF LOCAL AND NATIONAL AVERAGES - FC
· There are consistently good entry figures – 84 entires in 2016, eight further entries than in 2015 (76). At the national entry rate for RS, 80 candidadtes would have entered.  
· The average residual for RS FC is -0.12. The equivalent national figure is -0.06. The difference between school and national results is -0.06. 
· These candidates achieved an average point score of 42.86, which compares with 41.24 natioanlly. 
· 63 pupils (75%) achieved a grade C or better. At the national rate for RS FC there would have been 59 passes at A* - C. 

SUMMARY

· Staff are committed to the subject and run revision sessions to support pupils’ learning – weekly and Easter revision sessions are held for Year 11 pupils. 
· It is fortunate that RS is taught by experienced teachers – three members of the department are subject specialists and the other has a good deal of experience of teaching RS at KS4. 
· The HOD has examiner experience.
· Pupils studying FC and SC are provided with revision resources. 
· Regular use of the data tracking system allows staff to monitor and identify underperforming pupils.
· Results for FC in 2016 were pleasing – as a department we are delighted that the department can offer the opportunity for pupils to gain a full GCSE in one hour per week. 

	
	Areas for Development:
GENDER GAP – FC
· 34 boys and 50 girls were entered for the FC examination. Their average scores are 39.47 and 45.16 respectively, a difference of -5.69.  The national difference between boys and girls for FC is -4.8. 
· Girls did comparatively better than boys at L2 – the gender gap at L2 was -27.

	Girls
	
	Boys
	
	Difference
	

	L1
	L2
	L1
	L2
	L1
	L2

	100
	86
	100
	59
	0
	-27




GENDER GAP – SC
· The gender gap at L1 is -7.
· The gender gap at L2 is -8, remaining the same as 2015 and significantly lower than in 2013 (-26).

	Girls
	
	Boys
	
	Difference
	

	L1
	L2
	L1
	L2
	L1
	L2

	96
	36
	89
	28
	-7
	-8




eFSM/nFSM GAP - FC
· The FSM gap at L1 was 0
· The FSM gap at L2 was +12

	NFSM
	
	FSM
	
	Difference
	

	L1
	L2
	L1
	L2
	L1
	L2

	100
	74
	100
	86
	0
	+12




eFSM/nFSM GAP - SC
· There was no FSM gap at L1.
· The FSM gap at L2 was -27.

	NFSM
	
	FSM
	
	Difference
	

	L1
	L2
	L1
	L2
	L1
	L2

	92
	30
	92
	59
	0
	-27



SHORT COURSE
· 92% of pupils achieved a L1 qualification, a slightly dip in relation to results in 2015.  
· At L2, the results show a significant downward trend (46% in year 2013 and 38% in 2014 and 31% in 2015). The results remain markedly up at L2 in comparison to 2012 (26%).
· These results are to be expected in consideration of the department enterning a higher number of pupils for the FC qualification, however, improvements can be made. The department has already met to discuss the provision of revision resources and revision  sessions for the academic year 2016-2017 (due to start following February half term). 
SUMMARY
· Staff need to consistently use extension tasks, provide diagnostic feedback (WOW, HOW, NOW), utilise suitably challenging GCSE style questions and provide model answers to facilitate the middle ability learners in achieving or exceeding their predicted grades. 
· The examination board states that 70 hours of study are required to fulfil the SC specification, and 140 hours are required to fulfil the FC specifications. With the majority of pupils entered for FC following a course delivered in SC time, lack of performance in some cases is to be expected. However, consideration of additional targeting and revision sessions/weekly catch up workshops is imperative.
· All staff need to ensure that they are using the data tracking system to identify pupils who are underperforming. D-C borderline pupils also need to be highlighted and targeted.
· Increased assessment at KS4 can help identify areas for skill development.
· All pupils are to be provided with revision resources. 
· Pupils’ performance in paper 1 (Religion and Life Issues) was noticeable better in comparison to performance in paper 2 (Religion and Human Experience). An increased number of revision sessions and use of exam style questions (past papers) will allow pupils the opportunity to consolidate learning. 
· Consistency in teaching and assessment, particularly within SC groups - KM to provide increased opportunities for the sharing of good practice and moderation exercises within departmental meeting time – time in departmental meetings needs to be more strategic and KS4 focused. 
· Use of the WJEC secure website has highlighted the lack of evaluation skills in the ‘e’ type questions – these typical GCSE style questions are now being embedded in the KS3 learning plans to aid skill development at an earlier stage. 
· Staff to inform parents via the text messaging system when revision sessions are to start. Staff can regularly inform parents of the time and location of the revision session – attendance to revision sessions by SC pupils was particularly low in 2016.



	
	Evidence considered: KS4 data
	
	All pupils %
	Boys %
	Girls %
	FSM %
	Non FSM %

	L2 FC
	75
	56
	86
	86
	74

	L1 FC
	100
	100
	100
	100
	100

	L2 SC
	31
	28
	36
	32
	30

	L1 SC
	92
	89
	96
	92
	92



RS Full Course and Short Course examination results (%) - trend over last 3 years






	Outcomes post 16 Religious Studies
	Strengths:
· The number of pupils taking Religious Studies at A Level remains popular. 
· It can be seen that the targets were broadly met. Targets set on individual pupil basis (due to smaller numbers at A level).  There were 17 pupils in the group. 
· 2 pupils achieved a grade higher than their ALIS prediction.  
· 7 pupils achieved their ALIS prediction. 
· 7 pupils did not achieve their ALIS prediction (achieving one grade lower than their target grade).
· 1 pupil did not have an ALIS prediction

· Of the 17 students, 1 achieved an A, 5 a B, 3 a C, 6 a D, 1 an E. One pupil failed to achieve a grade.  This equates to: 
5.88       % A
35.29     % B or higher
52.94 % C or higher
88.24 % D or higher
94.21    % E or higher




· LA and National averages are not available. However, in terms of the three year trend within this subject, this is illustrated in the table below. Overall results are pleasing and the differences the grade distribution are likely due to the different abilities within the cohort.

	
	2013
	2014
	2015
	2016

	A* - A
	36
	8.3
	1.1
	5.9

	A* - B
	36
	25
	27.7
	35.2

	A* - C
	79
	91.6
	74.4
	52.9

	A* - D
	93
	100
	100
	88.2

	A* - E
	100
	100
	100
	94.1




SUMMARY
· Need for increased focus on the synoptic paper. In the ethics paper, strengths are Kant and Virtue theory.  Religion and Medicine or Religion and Conflict need to be developed more to provide alternative question choices for pupils in the examination.

	
	Areas for Development:
· Supporting interventions at AS and A level need to be revised to ensure impact.
· Performance of pupils in the new specifications being delivered in Year 12.
Evidence considered:
Number of pupils taking Religious Studies at A Level
RS outcomes at Post 16




	Provision









	Strengths:
TEACHING AND LEARNING
· At KS3 lessons are stimulating, engaging and challenging. This is mainly because the thinking skills agenda has been well implemented into the learning plans across each Key Stage, which has led the implementation of interesting tasks for pupils. For example, teachers within the RS department make use of a range of thinking skills activities/strategies: diamond nines, fortune line graphs, freeze frames, hot seating, jigsaw activities, maps from memory, mind maps, snowball strategies, Venn diagrams are to name but a few. Furthermore, current learning plans allow opportunities for teachers to follow the Philosophy for Children approach, which has provided pupils with a wider variety of learning experiences and has the potential to be developed further. The links to the LNF are now evident across KS3 learning plans and teachers make explicit links to the development of literacy and numeracy skills within their lesson objectives and throughout their lessons. 
· At KS4 the fact that pupils doing full course (often in short course time) achieve good results and that they often opt for A level RS (21 opted for it in the current year 12 – 17 pupils have remained on the course and have been entered for the AS examination in May) suggests pupils enjoy lessons. Again, the expected number of those wishing to study A-Level RS is above 20. The learning plans demonstrate the challenges pupils are faced with and the means by which knowledge, skills and understanding are conveyed to pupils, through both the teacher and the pupils themselves. 
· At KS3, historically, RS has been taught to mixed ability classes. In a whole class approach, mixed ability classes has allowed the opportunity to accept, discuss and listen to others’ diverse perspectives. Our more able pupils have experienced the satisfaction of helping less able pupils and have had the opportunity to model complex ideas. This practice has helped develop the confidence of the more able. However, the RS department has welcomed the changes regarding the grouping of pupils at KS3. The data suggests that pupil progression has accelerated in comparison to when pupils where taught within a mixed ability setting.
· At KS4 pupils in RS are taught in ‘sets’ according to their ability. Setting pupils according to their ability allows teachers to match the level, content and pace of the pace of lesson to all pupils within the class. This is particularly pertinent now that all KS4 pupils attempt the full course GCSE. Also, all pupils have the opportunity to challenge each other in a comfortable environment as they share their expertise. 
· The quality of teaching and learning observed in the Religious Studies Department Review week was good or better in all of the lessons seen (3 excellent/1 good).
· Teachers in the department are well used to having LSAs in the classroom and use them well. Strategies identified in pupils’ IEPs are adhered to and LSAs are integral to enabling this to happen. Mrs Lloyd Davies is the SEN/MAT link for the department and is well experienced in teaching those with additional learning needs. There are designated SEN classes in KS3 and KS4, and the work is differentiated. In all other classes the teacher will differentiate as necessary as per the departmental handbook. Teachers in the department differentiate the aims of the lessons and ensure that there are differentiated activities – either by outcome or by task etc. This has been developed over the last year and is now of a good standard. Mrs Lloyd-Davies has contributed to the school electronic toolkit on differentiation. 
· Teachers within the department are good language models for pupils. Teaching staff correct pupils when they talk incorrectly and assess work not only in terms of the religious content, but also for the correct use of grammar etc. The RS department was relocated for the academic year 2015-2016, and now all RS classrooms incorporate display boards which model good language, e.g. key word walls, key quotations, VCOP, exemplar work. 

ASSESSMENT
· Pupils at KS3 consistently review their performance in assessments and set targets after each one (this is done at least once per term). Pupils also do this throughout lessons (e.g. through the use of PMI sheets etc). This is a feature of nearly every lesson where pupils are encouraged to evaluate their progress towards the learning objectives (both subject content and skill development) and to consider ways they can improve further.
· Different forms of feedback are used to inform pupils about their learning. For example, verbal feedback, written feedback, peer assessment, interim data, annual reports. 
· Oral feedback is of a very good standard. Feedback following assessments is very good and offers pupils a way to move forward in their learning. Marking is generally of a very good standard.
· DIRT has been implemented into the revised learning plans. The HOD ensures that all staff are adhering to the changes in relation to the school’s marking and assessment policy. The use of the COP (wow, how, now) is now embedded across the department - pupils improving their work has been made explicit through using a green pen when acting on teacher feedback.
· All teachers use AfL techniques in lessons to evaluate the effectiveness of learning. Teachers always ensure that pupils understand the learning objectives. Teachers ensure pupils are assessed not only at the end of each lesson but intermittently throughout each lesson. 
· Future lessons are then planned accordingly.   Results of more formal assessments are also used to inform lesson planning.
· External examinations consist of the GCSE examination at KS4. It is the responsibility of each teacher in the department to conduct a class analysis and to consider areas for improvement. The HOD has access to the WJEC secure site and is able to access the examiner’s report and examination data for each pupil in the exam cohort. This is essential in considering which questions/topics/areas of the exam were found to be poorly answered and therefore in need of more tuition. 
· Departmental reports are consistently clear and informative and set out ways pupils can improve. 

EXTRA-CURRICULAR ACTIVITIES
· During the last three years, the RS department has had the opportunity to visit Prague (2013) and Rome (2015). Activities such as these offer an invaluable opportunity to enrich our pupils’ learning, raise their self-esteem, and increase their motivation and appetite for learning. We feel that having the opportunity to visit new places and having the opportunity to explore new environments broadens pupils’ horizons and can deepen their awareness of their own abilities and needs. Visits can improve the understanding between pupils and teaching staff, resulting in improved working relationships on return to the classroom.  
· Furthermore, the RS department has always been keen to develop learning experiences outside of the classroom. Historically, the RS department has invited several guest speakers to the school, e.g. Joanna Millan, the Holocaust survivor. Historically, guest speakers within the classroom have had multiple advantages, for instance, guest speakers help to raise cultural awareness, they encourage pupils to listen to the perspectives of someone else, and encourage our pupils to engage with unfamiliar people and get comfortable talking to other adults. Currently, the RS department has links with Alyson Godfrey of Bethel Baptist Church. Alyson and her team attend St Cenydd every Monday lunchtime to run a discussion group with pupils from Years 7 and 8. The number of pupils has consistently been around the 20 mark. Links have also been made with Reverend Mark Greenaway-Robbins of St Martins Church, who is keen to develop school-church links. 

RESCOURCES
· New textbook resources (purchased through a successful bid for SCC funding) for KS3 and KS4 have enhanced T+L and given further resources to challenge pupils and differentiate work.

CURRICULUM LINKS
· RE makes a major contribution to ESDGC. In Year 7, pupils consider the Christian and Hindu creation stories and how these religious teachings impact upon the lives of religious believers. In Year 8, pupils follow units of work on Buddhism and furthermore, the concept of the five precepts; this unit strongly promotes sustainability. Education for global citizenship is also a major part of RE with pupils at all key stages investigating the beliefs and practices of a variety of beliefs and cultures. 

· RS makes a significant contribution to pupils’ moral and cultural development. Pupils at all key stages investigate the beliefs and practices of a variety of religions and cultures. In addition, pupils at all key stages are strongly encouraged to consider how we should behave towards others both on a personal level and on a national level, issues such as justice, fairness, discrimination, poverty etc are a major feature of RE/RS in all key stages. If  “spiritual” development is understood to mean pupils reflecting on the meaning of life, their purpose or place in life and pupils exploring questions of meaning concerning the nature of existence or God and the afterlife then RS makes a substantial contribution and the department does this to a good standard. Many aspects of the learning plan cover the areas mentioned. Similarly, our contribution to pupils’ moral development is good with many areas of the learning plan for all key stages encouraging pupils to consider how they make moral decisions and what actions are right or wrong. Teachers enable pupils to discuss these issues in a supportive and non-judgmental environment.

	
	Areas for Development:
· At KS2 and KS3 there are several overlaps regarding the topics studied in RS. For example, the locally agreed syllabus outlines four core units at both KS2 and KS3, with two of these units being very similar in content. Historically, SLD has been responsible for co-ordinating the transition of learning experiences from KS2 to KS3, however, it has been some time since SLD has had the opportunity to consider any changes that may have occurred, and therefore an opportunity to liaise with our feeder primary schools should be a priority this year. 

· At KS5 compulsory RE has been delivered through a series of standalone days. Unfortunately none were organised for the current academic year and this will need to be addressed this year – funding for this has consistently been an issue. 

· KS5 resources need to be purchased in line with the revised AS/A2 specification. 

· Need to coordinate and embed DCF strands to develop digital skills within Religious Studies.
· The department needs to embed new assessments and homework tasks at KS4 in line with the revised GCSE specification. 

· Moderation at KS3 and KS4 will be a priority for this academic year in consideration of the revised specification for KS4. The HOD is the only member of staff with examiner experience. 

· More work is needed on the assessment, tracking, monitoring and reporting of literacy and numeracy. 

· Incidental Welsh is used by teaching staff within the department. More written Welsh could be used to support key words when assessing pupils’ work. The department ensures that Welsh examples are used whenever possible in lessons and these are included in the learning plans, however, there is a lack of Welsh examples in some areas. Provision in the department in this area is probably adequate and needs developing.


	
	Evidence considered:
· Departmental learning plans – KS3 and KS4
· Department review report
· Lesson observations
· Book scrutiny records
· Bank of best practice including exemplar pupil work
· Departmental meeting minutes
· SCC spending plans and bids
· New textbooks
· Newletter and school website publications
· Examples of reports

	Leadership and Management










	Strengths:
· Within the department responsibility is shared so that each teacher takes a responsibility (such MAT, transition etc). All teachers are aware of their responsibilities and how they fit into the departmental improvement plan.
· Departmental meetings have a clear agenda which is followed and action points are agreed and carried out. For 2016-2017, more regular meetings will be chaired by KM to focus on the changes to the KS4 specifications and therefore revisions to the learning plans. Meetings will also focus on the monitoring of pupil data and the identification of underperforming pupils, with the aim of implementing strategies to raise performance. 
· At KS3 targets are set for individual pupils (based on prior performance) and have been reviewed on a half termly basis. We also set targets for the whole cohort about the percentage of pupils (including gender specific targets and FSM targets) achieving a L5+ or L6+. This is monitored throughout the year and during the departmental review.
· FFT D data is used to set minimum targets at KS4 (often pupils are set higher targets). Where pupils underperform during internal assessments and mock examinations the department will take necessary action (e.g. agree targets for improvement with pupils, notifying parents etc). 
· The department is fully aware of trends in performance at all key stages, usually based on a 3 year cycle. As a department we make good use of data to identify and challenge underachievement. We closely track pupil performance at all Key Stages. We closely examine outcomes and analyse examination results every September. The outcome of this analysis is used to inform our planning and teaching.  Following each data collection point each member of staff takes appropriate action when a pupil is identified as underperforming. 
· Department policies reflect whole school policies and, again, are focused on improving the quality of teaching and learning.
· The Leadership Team supports and works effectively with the RS department to review it annually.
· Termly departmental evaluation is conducted by KM (HOD) through book reviews and data analysis (the findings of which are shared in departmental meetings along with the sharing of best practice).
· Targets for improvement are based on data and challenge us to be the best in our ‘family’ of schools.
· The action plan highlights responsibilities within the department for implementing new strategies.
· Members of the department have also worked with learning communities beyond the school, for example the EAS run ‘Securing Good and Aiming for Excellence’ and the ‘Excellent Teacher Program’.
· Members of the department are often invited to lead CPD sessions for staff within the school aimed to improve whole school T+L.
· The department always carries out an annual self-evaluation. Teachers use self evaluation with pupils on a regular basis. Teachers also use self evaluation on a regular basis to evaluate the effectiveness of strategies they have adopted in the classroom. This last point is difficult to evidence as staff do not (like ITTs) keep records of lesson evaluations but the process of Plan Develop Reflect is a professional one which staff use not only with pupils but on themselves.
· Pupils’ views on individual lessons are often gathered through the use of pupil voice worksheets but the focus there is really asking pupils to consider what happened in the lesson which helped them to learn. 
· All staff in the department have been involved in sharing good practice through watching other teachers teach (staff are arranged into cross-curricular triads for this purpose) and through having a professional dialogue and professional self-reflection on their teaching.
· All staff have taken part in whole school INSET. 
· KM is currently completing the final part of her Master in Education programme, and has successfully completed her Leadership and Management Diploma. 
· The department consists mainly of subject specialists (KM, PS, JL) and one non specialist who is a very experienced teacher of the subject (SLD). 
· During the Year 9 and Sixth Form ‘options evenings’ the HOD is available to answer any questions from parents or pupils about the courses offered. The information provided in the course handbooks is up-to-date, correct and detailed.

	
	Areas for Development:
· Data analysis this year has revealed attainment at short course level is an area that needs improving and so this will be an area of priority for the next academic year. 
· The views of parents are gained through parents’ evenings and report feedback. Views of parents on departmental work are not gathered in any other way. This is an area that could be developed but is not a top priority for the department unless it becomes something the school wishes all departments to do.
· Pupil opinion on issues (such as choices of units of work, whether lessons are engaging etc) is an area that could be developed, although, teachers often collect opinions during dedicated lessons at the end of core units of work. 
· Developing ‘Pupil Leaders in RS’ may allow us to gain oral feedback through a focus group and provide more detailed feedback.

	
	Evidence considered:
· Departmental policies
· MLT meetings
· Departmental review
· Departmental results analysis
· Departmental meeting minutes
· Performance management records / CPD records
· Lesson observations
· Pupil books evidencing pupil voice entries
· Departmental self evaluation



	Improvement Plan 2016-2017

	Improvement focus
	Actions to be taken including by whom and when

	Success Criteria / Monitoring and Evaluation 
(RAG colour coding/review in departmental review week)
	Resources

	Improve outcomes at KS4







	· Develop KS4 learning plans to coincide with the revised GCSE specification (KM)
· Develop teaching and learning resources to coincide with the revised GCSE specification (All staff)
· Develop revision materials to coincide with the revised GCSE specification (All staff)
· Embed standardised assessments and homework tasks at KS4 to better track progress across the year groups/courses (KM)
· Embed moderation style activities into departmental meetings (KM)
· Develop support materials for the various questions in the new style examination (ALL staff)
· Ensure a revision programme is planned and delivered (All staff)
· Track, monitor and challenge underperforming pupils (ALL staff)
	· RS departmental meetings 
· Half termly tracking data
· Termly self-evaluation (book sampling and pupil voice)
	· Access to the tracking system data
· WJEC CPD opportunities

	Improve outcomes at KS3






	· Further develop KS3 learning plans to coincide with the revised GCSE specification. Year 9 start the GCSE in the September of each academic year (KM)
· Develop teaching and learning resources to coincide with changes to the KS3 curriculum (All staff)
· New standardised assessments and homework tasks to be assessed in common departmental feedback system to increase frequency and improve standard of feedback given to learners (KM)
· Embed moderation style activities into departmental meetings (KM)
· Continue to embed metacognition tasks to enthuse and challenge pupils; including tasks designed to develop higher order thinking skills and literacy (All staff)
	· RS departmental meetings 
· Half termly tracking data
· Termly self-evaluation (book sampling and pupil voice)
	· Access to the tracking system data
· WJEC CPD opportunities

	
Reduce the gap between eFSM/nFSM and boys/girls






	· Reduce the gender/FSM gap at L6+ (all teachers under leadership of HOD) 
· Ensure best practice in Teaching, Learning and Assessment is shared for greatest impact (KM)
· Track and monitor progress of eFSM pupils and boys in departmental meetings (KM) 
· Book monitoring processes must include books from eFSM pupils/boys (KM)
· Develop individual intervention plans for underperforming pupils (all staff)
	· Termly departmental self-evaluation (book sampling) shows greater consistency in use of COP 
· Half termly tracking data
· Departmental meetings to share and discuss exemplar work and a bank of best practice developed for staff reference using iPads
	· iPads to photograph exemplars
· Access to the tracking system data


	Improved outcomes in post 16 Science






	· Improved communication with parents at an early stage if a pupil is a cause for concern.
· Improve teacher knowledge and understanding of the revised AS/A2 specification
	· All A level pupils make progress towards their personal target grade
	· KS5 CPD opporunties with CPD






















Appendix 5 – Starter and exit ticket given to top set year 9 class regarding their opinion of whether they think they could improve their answer based on peer assessment.
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Appendix 6 – Exit ticket given to year 9 ALN class after marking an anonymous piece of work in the firs lesson.
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Appendix 7 – Exit ticket given to year 9 ALN class after re-drafting their work after peer assessment in the second lesson.
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Appendix 8 – Pupils friendly band descriptor used for 15 mark question (top set class).
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Appendix 9 – Peer assessment structure given to both classes.
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Appendix 10 – Pupil friendly band descriptors for 8 mark answer (year 9 ALN class)
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2013	L1 FC	L2 FC	L1 SC	L2 SC	100	87	95	46	2014	L1 FC	L2 FC	L1 SC	L2 SC	100	85	98	38	2015	L1 FC	L2 FC	L1 SC	L2 SC	97	82	96	58	2016	L1 FC	L2 FC	L1 SC	L2 SC	100	75	92	31	% of results - L1 FC
School	2014	2015	2016	100	97	100	LA (Caerphilly)	2014	2015	2016	99	98.8	98.4	National (Wales)	2014	2015	2016	98	% of results - L2 FC
School	2014	2015	2016	85	82	75	LA (Caerphilly)	2014	2015	2016	64	73	72	National (Wales)	2014	2015	2016	75	% of pupils
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Pupil 1U Abby Mctiffen

7

R

9 10

G

11 1

Peer assessment not useful

Pupil 1X Abigail Owen

14

A

5 4

A

N/A #VALUE!

Redraft not completed.

Pupil 1Bb Alec Robinson

9

A

8 7

G

7 0

Simplistic peer assessment advice - explain more.

Pupil 1Z Anna Perry

13

A

13 12

A

13 1

Did not take advice of peer assessment to include atheist views but redraft was slightly improved.

Pupil  1H Bethan Gronow

7

A

7 6

A

7 1

Did not redraft - just added to summary from peer ass. Peer assessment advice not useful.

Pupil 1Dd Billy Walkley

R A

0

Pupil  1P Caitlin Jones

14

A

13 12

G

13 1

Peer assessment advice not specific enough.

Pupil 1C Callum Burch

6

R

7 6

A

7 1

Pupil 1W Cian O'Sullivan

R R

0

Pupil 1Ee Connor Westcott

8

R

2 1

R

N/A #VALUE!

Advice - write more.

Pupil  1Y Courtney Owens

A G

0

Pupil 1R Demi Lawrence

15

R

11 12

G

13 1

Peer assessment advice to use 'strong?' not taken on board.

Pupil  1N Dion Hughes

12

A

14 10

G

11 1

Use advice of peer assessment but did not redraft

Pupil  1O Ellis Hughes

8

R

N/A 1

A

N/A #VALUE!

Peer Assessment not fully complete, did not redraft

Pupil 1A Emily Allin

A G

0

Pupil 1Aa Emily Prior

14

A

9 8

A

9 1

Advice from peer assessment to use BEES taken on although not executed correctly - teacher support may have been needed for this.

Pupil 1B Ethan Bone

13

R

8 8

R

N/A #VALUE!

No redraft completed/ peer assessment advice contradictary.

Pupil  1F Jack Davies

8

R

11 10

A

11 1

Peer assessment advice about spelling - not useful. 

Pupil 1T James Macdonald

R A

0

Pupil Ff Joel Edwards

R A

0

Pupil  1G Joseph Evans

R A

0

Pupil 1K Joshua Healan

9 8 4 N/A #VALUE!

Redraft not completed - advice to make evidence stronger not effective.

Pupil 1V Kyle Morris

R A

0

Pupil 1Q Laila Knowles

10

R

11 6

G

7 1

Peer assessment advice not taken on board.

Pupil 1E  Lauren Coakley

4 0

Pupil 1J Libby Harris

12

A

9 5

G

11 6

Took peer assessment advice on board - add more points.

Pupil 1D Mei Ling Choi

14

A

13 9

G

11 2

Took peer assessment advice on board.

Pupil 1M Missy Hollis

A A

0

Pupil  1S Morgan Lougher

14

R

12 11

G

12 1

Advice to add more key words took on board but not executed well.

Pupil  1L Rachel Hector

15

A

9 8

A

N/A #VALUE!

No redraft completed. Peer assessment advice not specific enough.

Pupil 1Cc Tyler Scriven 

R R

0

Pupil 1I William Haley 

N/A

R

6 4

G

6 2
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MARK

EXIT 

TICKET

MARK

EXIT 

TICKET

Pupil 2h Callum Hawkins 4 4 -4

Pupil 2e Cole Graves 4 3 3 4 YES 0 YES

Pupil 2b Furn Whatley 3 3 4 3 YES 1 YES

Pupil 2m Harvey Thomas 1 2 -2

Pupil 2a Keiran Halls 3 2 2 3 YES 0 YES

Pupil 2g Keiran Lewis 0

Pupil 2d Kirsty James 3 2 2 2 UNSURE 0 NOT SURE

Pupil 2f Liam Bird 4 3 5 3 YES 2 YES

Pupil 2c Liam Hardacre 4 3 3 4 YES 0 NOT SURE

Pupil 2i  Luke Stone 4 3 4 4 YES 1 YES

Pupil 2l Megan Bynt 3 2 3 2 UNSURE 1 NOT SURE

Pupil 2J Mitchel Bradbury GIVEN L2 4 N/A N/A 4 N/A

Pupil 2k Rafe Perrett 4 3 2 3 UNSURE -1 YES

Pupil 2j Sion Sims 4 3 3 3 YES 0 YES

ID

LESSON 1 LESSON 2 PEER 

ASSESSMENT 

USEFUL?

IS YOUR REDRAFT 

BETTER?

NAME BASELINE

MARK 

DIFFERENCE
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d) 'Jesus was just an ordinary man’
Discuss this statement showing that you have
considered more than one point of view (15).
(You must refer to religion and belief in this

answer.)

Before After
lesson lesson
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T think jesus was not an ordinary man
becausé he did a lot of god and amasin
Things in his iFe like perform hirccles like
heal people who were sick norma! people
couldent do this. // Other people beleve
that Jesus was ordinary though because he
was still a man, because he slépt and ate
food. there are stories in a book about that.
If Jesus was normal through why do so many
people still follow his teachings?
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What band do you think your answer is now?
0 1 2 3 4

Do you think your re-drafted answer is better
than the one you wrote last lesson?

Yes Not sure No

Do }'ou think the peer assessment exercise was
useful in improving your answer?

Yes Not sure No
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What band
would you give Questions 1, 2, 3 and 4(d) AO2
this answer?
Band Band Descriptor Mark Total
4 | Your evaluation is excellent - highly detailed. 12 - 15
You have made clear judgements about the issue, which are supported with
evidence.
You have used detailed and accurate knowledge of religion and religious
8 teachings to support your evaluation.
Band 4 You h idered a wid f different vi int:
Meets all assessment criteria, ou have considered a wide range o erent viewpoints
 Analysis and evaluation/reaching You use religious/subject specific language, terms and/or sources of
Judgements are clear fo see and the wisdom/authority widely, accurately and appropriately.
topic has been thoroughly discussed by 3 Your evaluation is very good - detailed 8- 11
presenting different viewpoints and
using key language and sources of You have made judgements about the issue, which are supported with evidence.
wisdom.
You have used thoreugh and accurate knowledge of religion and religious
teachings to suppert your evaluation.
LI R Y T T —
TR You have considered a range of different viewpoints.
el You use religious/subject specific language, terms and/or sources of
wisdom/authority accurately and appropriately.
2 Your evaluation is satisfactory. 4 -7
You have made some judgements about the issue, and some are supported with
evidence.
You have used seme accurate knowledge of religion and religious teachings to
support your evaluation.
1,2 Peer Assess PP Y
1. Swap books. You have considered some different viewpoints.
2 G e e You use religious/subject specific language, terms and/or sources of
wisdom/authority with some accuracy.
Py SE— : 1 | Your evaluation is weak. 1-3
S o 15 e
ing e b X
Gasprers You have not made any judgements about the issue.
Your knowledge of religion and religious teachings is limited or inaccurate.
n Gwaith Catref You have not considered different viewpoints.
Re-draft exam question using the
advice from your peer assessment. Your use of religious/subject specific language, terms and/or sources of
I want Yo see an improved version. wisdom/authority is limited or inaccurate.
N O | No relevant point of view stated o
+You can submit your homework:
1. Break/lunch time Thursday.
2. Submit on Google classroom/email
by 3:00pm Thursday.
murrae@stcenydd.co.ul
12
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What band
would you give
this answer?
8

Band 4
Meets all assessment criteria.
Analysis and evaluation/reaching
et o v st e . Swap books.
topic has been thoroughly discussed by
presenting different viewpoints and

using key language and sources of
wisdom.

4. Give your partner 2 stars and a wish

Use blue pens to check 2 things that went well.

SPaG and errors.

E vidence
€ xplanation
S trong?>

Peer Assess

j 1 thing they could have done better.
What must your partner do to meet this
target?

FRE——

Award your partner a
band and mark out of 15
using the band

1 Guaith Catret descriptors.
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A Jesus was an orinary mat Do you agree? (8)
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6
What could I do
to make my
@mmm better?
I need your
advicel
7 P .
~Use your wer from las
lesson bout Josus being
aman an i - T2
il e your excimpls.
+Be careful of your speling,
puncriation and grammar
~Use the sheets provided 1o 8
e i minutes
8
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Band Band Descriptor Mark Total

4 Your explanation is excellent, showing a detailed and insightful awareness of the religious 7-8
idea, belief, practice, teaching or concept.
You use a range of religious/subject specific language, terms and/or sources of
wisdom/authority, accurately and appropriately.

3 Your explanation is very good, showing a sound awareness of the religious idea, belief, 5-6
practice, teaching or concept.
You use religious/subject specific language, terms and/or sources of wisdom/authority
accurately and appropriately.

2 Your explanation is appropriate, showing some awareness of the religious idea, belief, 3-4
practice, teaching or concept.
You use religious/subject specific language, terms and/or sources of wisdom/authority
accurately.

1 Your explanation is limited, showing little awareness of the religious idea, belief, practice, 1-2
teaching or concept.
Your use of religious/subject specific language, terms and/or sources of wisdom/authority is
limited or not accurate.

0 No appropriate information provided. 0
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