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	Target 1
	Develop criticality in your writing, rather than being too descriptive.



Design and conduct a small-scale research study, and critically evaluate the chosen research tools and the impact of findings on the learner and on your professional practice.

What are pupil’s and staff perceptions of feedback within the classroom?
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This study aims to explore how feedback is given to pupils from the class teacher in the school environment, and how that feedback is perceived and used by the pupil to aid their learning and progression. Feedback and AFL (assessment for learning) has been of paramount importance for the Welsh Government in their development of the new ‘Curriculum for Wales 2022’, emphasised in  the spearhead work of Professor Graham Donaldson in his ‘Successful Futures’; “The Welsh Government has shown consistent support for the kind of assessment for learning approach” (Donaldson, 2015, pp. 73). This ‘support’ for AFL and by extension feedback as an AFL strategy demonstrates the need for this researcher’s study as it provides a means to gauge and assess how feedback is currently being used in the school environment prior to the new curriculum for Wales’ implementation in 2022. The study aims to identify the effectiveness of giving feedback through the teacher’s use of next step comments and live marking strategies, and to measure the impact this feedback can have on pupil well-being. The next step comments and the live marking approach used by the teacher would be classified as ‘’Closing the gap’ comments’ (WAG, 2010, p.44) whereby the feedback comments are ‘used to help the learner in ‘closing the gap’ between what they have achieved and what they could have achieved’ (WAG, 2010, p.44). The rationale of this study is to verify if AFL- and the implementation of AFL strategies such as feedback - has a positive impact on the learner as academics such as John Hattie would suggest in their ‘effect size model’, where feedback is said to have a positive effect size of ‘1.13’ (Hattie, 2003, p. 4). This researcher agrees with educational theories and findings proposed by Hattie and others on the importance and impact that feedback can have on learners, as it is theory which has undeniable due to the evidence that supports it. However, Wiliams (2006) clearly states that for AFL and feedback to be implemented successfully, practitioners need to possess the relevant knowledge regarding AFL and feedback to be able to propel student achievement. Without this knowledge, Black and Williams (1998) feel that teachers may become lost in their focus on that which occurs outside of the ‘black box’ (Black and Wiliam, 1998, p. 1)  with little attention on how those in the internal system of education (the pupils) react and progress regards their learning and emotional and physical well-being. It is hoped that this researcher’s study can ascertain - through the use and trialling of different research tools in practice, including observations, questionnaires and interviews - whether Black and Williams’ worries are for nought, or have some validity in the idea that school practitioners are becoming lost in the ‘most difficult piece of the standards‐raising puzzle’ (Black and Wiliam, 1998, p. 2), and the bureaucracy that is rife within schooling and education today.
For many, the use of feedback as an AFL strategy within education is undoubtedly beneficial to those pupils receiving feedback as they are instructed and advised on where they need to improve or how additional help/resources could be allocated to help them; it is also beneficial to those practitioners who use feedback effectively as it allows teachers to ‘pay closer attention to what students do and do not understand well’ helping to ‘adjust teaching strategies to meet identified student needs’ (OECD, 2008, p.10). This effective use of feedback can help to free teachers from becoming ‘slaves to schemes of work’ (WAG, 2010, p. 25) and provide more opportunity for the adaptation of ‘teaching and materials’ and help to ‘raise standards and nurture ambition’ for learners (Donaldson, 2015, p. 68). However as the Welsh education system evolves through the implementation of the ‘Curriculum for Wales 2022’, schemes of work related to a specific subject will be replaced by areas of learning which will promote ‘collaboration and cross-disciplinary planning, learning and teaching’ (Welsh Government, 2020, p. 6). These areas of learning however could provide shallow opportunity for purposeful AFL and feedback to pupils as the content of the learning is too broad to address a specific avenue for development; as stated, the ‘Welsh Government has acknowledged weaknesses in its assessment framework’ (Donaldson, 2015, p. 73).  This ‘weakness’ is as Graue (1993, cited in Fautley and Savage, 2008) suggests down to how we currently implement assessment within teaching and learning in education. Graue (1993, cited in Fautley and Savage, 2008) offers the view that assessment within teaching and learning does not currently coexist with education; both seem like two separate parts regarding their purpose within education and how they are implemented. It can be interpreted that Graue offers the view that assessment to merely understand where current learning within an educational environment is, is futile if it is not paired with an equally informed decision of how those who are assessed can progress and develop. The embryotic stage of the new curriculum could also hamper effective AFL and feedback from teachers, as they struggle to navigate and effectively teach from the new curriculum. This concern was realised in the recent feedback analysis of the Curriculum for Wales 2022, where it was stated that ‘many respondents felt that more detail with respect to how this [formative assessment] is achieved in practice, including exemplars, would be especially valuable.’ (Wavehill, 2019, p.iv).
Black and Wiliam (1998) suggest that due to already cumbersome workload that is placed upon teachers, additional support should be made available for practitioners which could then help to improve the outcomes of learning within the classroom environment.  Black and Wiliam argue that it would be wrong to ‘leave the most difficult piece of the standards‐ raising puzzle entirely to teachers’ (Black and Wiliam, 1998, p. 2), so adamantly suggest that policy should be changed so that it provides help and guidance for the successful implementation of AFL strategies in education. Iram Siraj states that, ‘teachers in excellent and good schools provided more evaluative feedback’ and provided ‘opportunities for their pupils to reflect on their learning through review’ (Iram Siraj et al, 2014, p. 33). It is this opportunity where pupils are able to  ‘reflect’ and ‘review’ on their learning which, as Sadler (1989) suggests, helps pupils to understand and appreciate their work and the quality of that work to the standard expected from the teacher, which in turn could help the pupil to ‘develop a store of tactics or moves which can be drawn upon to help modify their work’ (Sadler, 1989, p. 119). This ‘store of tactics could then provide ‘direct authentic evaluative experience’ (Sadler, 1989, p. 119) for the pupil to progress and improve upon their learning using methods relevant to them provided through AFL strategies such as feedback. This may allow pupils to become the ‘ambitious, capable learners, ready to learn throughout their lives’ (Donaldson, 2015, p .29) as the pupils are able to recognise that  those ‘repeatable observations, prototypes or experimental results [which] do not support an idea […] should be rejected or modified and tested again’ (Welsh Government, 2019, p. 5).   
This researcher used various research tools and methods in the undertaking of this study as it is hoped that teachers can then make ‘reasoned pedagogic decisions based upon relevant reading and research findings’ (Welsh Government, 2019a). As Donaldson states, sound pedagogy ‘requires high-quality teachers with a sound understanding of the ‘why’ and ‘how’ of teaching as well as the ‘what’’ (Donaldson, 2015, p. 71) Through the use of a variety of research methods, the ‘why’, ‘how’ and ‘what’ of teaching can be answered in a precise and fair way, taking into account the many views and perceptions of feedback within the school environment from both pupils and staff.
The researcher addressed the ethical implications within this research, understanding that the ethics within research ‘refers to rules of conduct; typically, to conformity to a code or set of principles’ (Robson, 2002, p. 65). However, as McGinn states, ethical practice in research is ‘more than simply the avoidance of being unethical or conforming to regulations’ (McGinn, 2014, p.159) The researcher therefore understands that ethical practice is more than just being ethical in namesake only; it is the understanding that to be ethical the researcher must value the contributions of those participating and understand that they are not only participants, they are people who have value regardless of their contributions in this research. It was important that the researcher abided by ethical norms within education. As stated in the ‘United Nations Convention on the Rights of the Child’ (UNCRC), ‘basic requirements for appropriate ways to give due weight to children’s views in all matters that affect them.’ (UNCRC, 2009, p.5) was understood by the researcher, and those who participated within the research study were made aware that they could choose to not participate or withdraw from the study at any point. This understanding that all participants should be heard and their decisions respected was at the forefront of this study, with the researcher endeavouring to ‘remain sensitive and open to the possibility that participants may wish, for any reason and at any time, to withdraw their consent’ (BERA, 2018, p.9).
Confidentiality within the researcher’s study was also a key tenet that must be understood and respected: ‘The confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research.’ (BERA, 2018, p. 21), therefore this theme of anonymity and confidentiality was recognised and implemented throughout this research study.
The study incorporates both quantitative (numerical) and qualitative (narrative) data as ‘both methods seek to discover the truth’ (Taylor, 2005, p. 7). The researcher planned and piloted a range of research techniques that follow a ‘systematic plan and format’ (Taylor, 2005, p.  17). Through this planning, the researcher believes that the evidence and data provided is reliable and varied. The data sample that the researcher looked at is a year 5 class in a semi-rural school in West Wales. The researcher used questionnaires to provide data for the research study. As Bell (2010, p. 140 cited in Cobb, 2016, p.86) states, questionnaires are ‘fiendishly difficult to design’; The researcher accounted for this ‘difficult’ nature of questionnaire design by piloting the questionnaire prior to its distribution and amending where necessary, and understood the nature of questions that should and should not be involved in the production of a questionnaire. The researcher ensured that all questions did not covertly lead the participant in any way, and regularly provided options for the participant to choose ‘other’ as an option if no option was appropriate. This was done as Cohen et al. state that a complicated questionnaire ‘may place undue demands on the comprehension skills’ of a child (Cohen, Manion and Morrison, 2007, p. 56), and the researcher wanted to ensure that all information provided by participants was accurate, not simply a collection of random and unsure answers. The questionnaire was made available to participants in the form of an ‘QR’ code (see appendix 6, 7). This was done as it allowed for the researcher to carry out other parts of the study whilst those participating with the questionnaire could do so freely at a time of their choosing. The use of a virtual questionnaire also provided the researcher with valuable data that was converted on the questionnaire platform to be analysed and interpreted (see appendix 6, 7).
The researcher used observations as a research method as it is a method that ‘does not rely on what people say they do, or what they say they think’, rather it ‘draws on the direct evidence of the eye witness’ (Denscombe, 2010, p. 196). This method of data gathering was invaluable as the researcher was able to focus their attention on a key aspect to observe (see appendix 1, 2 and 3). This allowed the researcher to collect key data without being distracted by tangential avenues of research – it provided a good grounding for focused research. However, as Dewey states, ‘Observation alone is not enough. We have to understand the significance of what we see, hear and touch.’ (Dewey, 1938, p. 68) As a result of this, the researcher thought it prudent to follow up their observations on pupil wellbeing with a short discussion with each pupil they observed (see appendix 1, 2 and 3). This was done as the researcher wanted to have a second interpretation of the same experience counter to their own as it could then provide the ‘significance’ in understanding that Dewey states is absent in isolated observation. This theory is echoed in the work of Clark and Moss, who believe that the researcher should value and acknowledge ‘children and adults as co-constructers of meaning’ (Clark and Moss, 2011, p.1) so the researcher therefore felt that it was necessary for those who were observed – and those who were interviewed- to be allowed dialogue with the researcher to help them be those ‘co-constructers of meaning’ as the research should be an ‘integrated approach which combines the visual with the verbal’ (Clark and Moss, 2011, p. 1), the observation with dialogue. The sample size was significantly smaller than that of the questionnaire sample size, as the researcher felt that observing only three pupils in greater depth was more valuable than trying to observe many pupils. The researcher observed three pupils from three different ability groups that had been set by the class teacher prior to the research day. The researcher chose to do this as they felt it would provide the best overall interpretation of the impact and effect of feedback on pupil wellbeing within the class across abilities. The researcher understood the issue related to observer bias but felt that there would be no issue of bias with those children who were observed as the observation was viewing pupil wellbeing. However, the researcher understands that their specific ‘looking’ for an impact on pupil wellbeing could provide some issue with the results collected as they were actively seeking to find any positive or negative observed impacts; as a result the researcher endeavoured to remain as impartial as possible throughout their observation research. 
For the third method of research, the researcher conducted interviews with both the class teacher and one child within the class. The researcher chose to only conduct two interviews as time limitations of the study did not provide adequate time to effectively interview more than two people. Kumar emphasises the importance of formulating questions within an interview stating that, 
‘The way you formulate a question (open-ended or closed) and the wording you use in its framing in an interview schedule or questionnaire are extremely important as they influence the type and quality of information you obtain from your respondents.’ 
(Kumar, 2014) 
The researcher therefore ensured that the interview with both pupil and teacher were formulated in such a way so they did not lead or ‘influence’ information; Kumar also states that a structured interview ‘provides uniform information’ (Kumar, 2019) so the researcher also ensured that questions provided in the interview were planned prior to the interview (see appendix 4 and 5). However, the questions within the interview were subject to adaptation as the ‘interaction between an interviewer and interviewee is likely to affect the quality of information obtained.’ (Kumar, 2019) making an interview limited by a confined structure in some ways ineffective as it could miss information provided by the interviewee if it does not allow for further discussion in an area not covered by the interview plan – this was an aspect that came to fruition in the interview with the pupil (see appendix 5). The researcher understands that within this study there are certain limitations such as the inadequacy of time. The researcher also understands that the frame of research is limited as it only focuses on one-year group within a primary school setting – this year group is also from a rural school, which could also limit the studies relevance to other schools. To counteract these limitations, the researcher would suggest more time be invested in carrying out this study. In addition, the researcher would recommend that this study be carried out in several varied school settings across Wales.
The research findings within the questionnaire confirmed that 15/16 of the pupils who participated understood what feedback was, with most describing feedback as a way to ‘improve’ (see appendix 6) their work. Most pupils said that they would answer feedback comments (next step comments) that a teacher had left in their book, ranging from 2-4 times per week; however, 2/16 pupils indicated that they did not answer the feedback left in their books at any point during the week (see appendix 6). This could perhaps mean that the pupils did not engage with their feedback comments as they did not physically write in their books, however the researcher understands that the questionnaire’s wording of ‘answer’ leaves room for possible misconceptions, as the pupil may not need to ‘answer’ the comments, they may simply need to recognise how to improve next time. This was further reinforced as 16/16 of the pupils (see appendix 6) found that the ‘next step comments’ were helpful some/all of the time, proving that the pupil perception of ‘next step comments’ are positive as the pupils feel they help with their progression and understanding in learning (see question 6. in appendix 6). Pupils gave an average rating of 4.06 out of ‘5 stars’ (see question 8., appendix 6) regards their perception of how helpful the next step comments are to them, however 3/16 pupils described the purpose of next step comments in a way that counters their actual purpose (see question 9., appendix 6) of acting as an aid to help pupils progress. Many pupils felt that they were given time to answer and respond to the next step comments, however 5/16 pupils suggested that they would like more time to complete the next step comments, with 4/16 of the pupils wanting the teacher to explain their feedback verbally with them (see question 11., appendix 6). The questionnaire’s findings suggest that whilst pupils generally find the feedback left in their books to be helpful, most feel that it could be improved with more verbal feedback from the teacher and would like more time to address feedback. The want for more verbal feedback is of paramount importance as it enables the children and teacher to engage in a verbal dialogue, which in turn would allow the pupil to begin to understand and appreciate their work and the quality of that work to that of the standard expected by the teacher (Sadler, 1989). Through the implementation of more pupil to teacher interaction and discussion of feedback, the pupils would be ‘given the right conditions’, enabling learners to ‘achieve much higher results than expected’ (WAG, 2010, p. 45).
Those teachers that participated in the researcher’s questionnaire (see appendix 7), all stated that they provided feedback to their pupils, however the amount of times that feedback was provided varied across all participants. One teacher provided feedback daily to each pupil, whilst another would only provide feedback to each pupil twice a week. This highlights some possible issues regards the implementation of feedback within schools, which is echoed by Donaldson, who highlights a governmental flaw as the ‘Welsh Government has acknowledged weaknesses in its assessment framework’ (Donaldson, 2015, p. 73) This could therefore be an issue with government leaving ‘the most difficult piece of the standards‐ raising puzzle entirely to teachers’ (Black and Wiliam, 1998, p. 2), or it could be an issue with the effectiveness of feedback left by teachers. It is possible that those teachers that leave more feedback to each pupil have less impactful feedback as they are preoccupied with the quantity of feedback rather than quality of feedback, which in turn could be failing to meet the Welsh governments desire for good ‘quality of questions/ quality of talk’ (WAG, 2010, p. 85). Alternatively, the researcher recognises that the questionnaire focuses solely on the practitioner leaving ‘next step comments’ (closing the gap comments) as a specific form of feedback, which in turn overlooks the many other forms of feedback that teachers can use to help pupil progression.
The observations also provided interesting data (see appendix 1, 2 and 3). The impact that the live marking strategy had on pupil wellbeing ranged from low-high on Leuven’s scale of engagement (see appendix 1, 2 and 3). There was no correlation between impact on pupil wellbeing and pupil ability. All pupils reacted in a positive manner when they were correct, however, the pupils observed managed failure in varying ways. One pupil was visibly distressed at points throughout the observation. The pupil would sigh and bite their nails during the live marking and would often look to her peers for support (see appendix 2). Interestingly, the pupil felt that the live marking was a positive experience to them, demonstrating the need for those who are observed to be the ‘co-constructers’ of meaning (Clark and Moss, 2011, p.1) as it would have otherwise been inferred through observation alone that the experience for the pupils was negative emotionally and educationally. The researcher does however worry that the educational gain that this type of feedback provided to the learner did ultimately come at the cost of the pupil’s wellbeing, clearly visible in the observation (see appendix 2). The researcher recognised that although one of the pupils benefited from the live marking experience, through later discussion with the pupil, they stated that they would ‘like the marking’ to be clearer as they were confused as to which group was being marked (see appendix 3). This confusion caused the pupil to feel somewhat stressed at times, but again, the pupil viewed the live marking experience as a positive experience that aided them in their progression. One pupil (see appendix 1) thought that this feedback strategy was positively impacting on their learning as it ‘doesn’t take ages’. The researcher however feels that the pupil viewed this feedback as disposable as their focus was on the duration of the feedback – the pupil would not want group feedback as it would ‘take the whole day’ - , rather than the beneficial impact it could have on their learning.  
The interviews (see appendix 4 and 5) found that staff felt that feedback had good value in education but was again limited by its time-consuming nature, stating that more time is needed to give verbal feedback. The pupil interviewed (appendix 5) also valued feedback, stating that if they were not given feedback, they ‘wouldn’t know what to do.’ 
To conclude, the researcher places huge value on the importance that feedback has within the educational environment, however it is clearly hampered by the current lack of institutional support in providing the necessary time needed for feedback to be implemented effectively and acted upon. Pupils clearly need more verbal dialogue with their teachers, otherwise feedback can become menial in purpose and simply a paper routine for teachers. 
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