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This section repeats in brief the common assessment criteria detailed on previous pages. The extent 
to which these are demonstrated by you determines your mark. Using these criteria, tick the box that 
best indicates the level of achievement you feel you have achieved with regard to each of them.  
 

Common Assessment 

Criteria Applied REFER D C B A 

 OUTRIGHT FAIL UNSATISFACTORY SATISFACTORY GOOD VERY GOOD EXCELLENT 

1. Subject Knowledge and 

Understanding (which includes 

using research-informed 

literature and knowledge and 

understanding of the subject) 

   ✓   

2. Intellectual Skills (Analysis)    ✓   

3. Pedagogic and Professional 

Applications 

(Practical Application and 

Deployment) 

    ✓  

4. Key Transferable Skills     ✓  

 

PLEASE COMMENT ON AREAS IN WHICH YOU FEEL THAT YOU HAVE 

PERFORMED WELL  

PLEASE COMMENT ON AREAS YOU FEEL THAT YOU NEED TO DEVELOP 

I feel that I was able to effectively present and analyse 

the results obtain from the lesson study process, along 

with making useful and effective observations and 

recommendations.  

I feel as though I could have read wider on the topic 

and used a wider range of sources to back my 

argument presented in this study.  

 

Student Self Evaluation Form 
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Lesson Study: Introduction  

This study aims to critically assess the effectiveness of using self-assessment, in the 

form of ‘mini-plenaries’, on levels of pupil engagement. Research will be based upon 

the ‘lesson study’ model, in which I the researcher will work with another practioner 

in jointly planning, delivering and assessing a lesson each. We chose to focus upon 

self-assessment as we identified the implementation and use of Assessment for 

Learning (AfL) during our respective teaching placement experiences as an 

intriguing area which could be examined and adapted to produce effective results. I 

personally identified AfL as an area of weakness upon reflecting on my own teaching 

experience and felt that this study could improve my teaching practice as well as 

being an area which would promote critical discussion in the context of this 

assignment. The research will aim to build upon studies relating to AfL strategies and 

the impact that using AfL can have on pupils’ learning. Existing research has found 

that through AfL, teachers are able to find out numerous things such as what their 

pupils know, things they only partly know and things that they do not know, enabling 

the teacher to devise suitable future activities which can advance pupil learning 

(Hodgson and Pyle, 2010). AfL aims to encourage pupils to discuss their learning, 

which can lead to them forming a more accurate understanding about what they 

understand and need to learn more about (Harrison, 2013). 

In order to assess the effectiveness of AfL in this particular study, we decided that 

four target pupils would be assessed throughout the duration of a given lesson which 

was planned with the aim of implementing defined mini-plenaries which were 

referred to as ‘pit-stops’. As one of us taught the lesson, the other acted as a passive 

researcher in assessing the engagement of each of the pupils at five minute intervals 

throughout the lesson, using the Leuven scale as a way of assessing the 

engagement of pupils. At the end of the lesson, the four target pupils partook in an 

informal interview and were questioned about their understanding and their opinions 

about the outcome of the lesson, the results of which will be analysed later. 

Literature Review 

Upon establishing a working theory about which area to research for the study, the 

next step involved researching the topic in question in more detail. This involved 

reading around the current literature related to and critically evaluating the use of AfL 
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in teaching. The University of Cambridge (UoC, 2018) describes AfL as a process 

which allows learners to become more involved in the learning process through 

enabling them to understand what is expected of them and how they are expected to 

achieve the desired outcome set by the teacher. As such, AfL enables pupils to 

become ‘active’ learners and encourages pupils to think about what they understand 

and areas on which they need to improve. AfL is most effective when it is integrated 

into a lesson and exists as part of the natural flow of teaching (UoC, 2018). AfL is 

highly adaptable and can be applied to a variety of educational phases and subjects, 

meaning it is highly versatile and a useful tool which can be utilised in a wide range 

of educational settings. The UoC (2018) highlighted five main process which take 

place through AfL, the first being the questioning by a student, which enables them 

to independently discover what level their learning is at with any given topic; 

secondly, a teacher must provide feedback to outline how a student can improve 

their work; this will then lead to a student understanding what a successful piece of 

work looks like, thus providing a template of what is expected of them in a given 

task; peer and self-assessment is the next stage in which students will again become 

more independent in their learning and it will help them understand the steps 

required of them; and finally, summative assessment is required to formally test the 

student and provide them with an overall view of their work, providing them with an 

outline of their understanding and how they can improve (UoC, 2018).  

Arguing in favour of AfL, John Hattie believes that the process enables learning to 

become ‘visible’, in that it allows learners to understand what a successful piece of 

work looks like and how they can develop their own learning to achieve it (Hattie, 

2012). Hattie was a strong advocate for the use of feedback in improving learner 

achievement, with his own seminal research outlined in ‘Visible Learning for 

Teachers’ (2012) finding that AfL strategies which relied upon learner feedback on 

their own work yielded the most positive results (Hattie, 2012). The benefits of AfL, 

backed by research, have been shown to improve learner outcomes through the 

effective use of both formative and summative assessment which provides learners 

with a clear idea of what excellent work looks like and provides them with a ‘map’ of 

how to achieve it (UoC, 2018). Further to this, effective AfL implementation can lead 

to an increase in learner confidence and independence, through task-specific 

feedback which can encourage a leaner to improve through active measures as 
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opposed to simply highlighting their weaknesses and offering no way forward, 

leading to passive learners who may become ‘lost’ in the learning process (UoC, 

2018). A further benefit of AfL as proposed by Carol Dweck (2012), is that when 

used effectively, AfL can improve the culture of a classroom environment in allowing 

teachers the opportunity to present mistakes as an opportunity for further learning as 

opposed to viewing them in a negative light (Dweck, 2012). Dweck argued that some 

high-ability students are afraid of making mistakes which leads to the avoidance of 

taking risks in their learning; by implementing effective AfL strategies, teachers can 

encourage learners to learn from their failures, which can also improve outcomes in 

later life (Dweck, 2012). 

Whilst the benefits of AfL are clear, it is important to acknowledge possible 

drawbacks of its use, as argued by Ninomiya (2016). The author acknowledges the 

value of AfL when used effectively as a tool for preparing future learning, but argues 

that in some cases it is simply a tool used to gauge pupil performance, which is of 

little value to the pupil’s learning (Ninomiya, 2016). The author highlights the 

argument of Torrance (2012) who believes that AfL has increasingly become a 

process of formative assessment which simply monitors pupils progress and is used 

as a way of coaching techniques to improve test results (Ninomiya, 2016). The 

authors argue that the increasingly accountability driven culture of education in the 

United Kingdom, in which both teachers and schools are constantly monitored on 

their test results and outcomes, leads to the misuse of AfL as a cynical tool to help 

‘teach to the test’ (Torrance, 2012). Ninomiya goes as far as to label this practice as 

‘convergent assessment’, arguing that the current education system is more 

concerned with meeting targets as opposed to improving the learning of its pupils, 

which is enabled by the misuse of AfL as a coaching practice to ensure the pupils 

meet said targets, regardless of their understanding of the topic (Ninomiya, 2016, 

p.88). With that in mind, it was key that a balanced view of the implementation and 

use of AfL in the classroom was taken prior to research being conducted for the 

study. The review of literature enabled us as researchers to pick up upon points of 

consideration, such as AfL being used as a tool to ‘teach to the test’ or as an 

effective way of engaging and moving a pupils learning forward. These 

considerations enabled to us to form a working title of “Does the use of self-

assessment in mini-plenaries effect levels of pupil engagement?” 
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Methodology: The Lesson Study  

The methodology of the study involved the use of the lesson study model, which 

requires collaborative learning between classroom professionals. The lesson study 

model was developed in Japan in the 1870s and has since been used in western 

countries as a method of classroom action research (Dudley, 2014). Lesson study 

requires two or more teachers to work together in developing classroom practice, 

which is achieved through collaborative planning, teaching, observing and analysis 

of results (Dudley, 2014). The model focuses on the needs of real pupils (as 

opposed to theoretical scenarios) and allows the practitioners to participate in an 

organic example of problem based learning. The aim of the study is to develop the 

teaching practice and technique of practitioners through mutual observation and 

analysis of each other’s teaching in the context of a learning problem, often as part 

of a regular classroom lesson (Fernandez and Yoshida, 2004).  

                            The Lesson Study Cycle (Dudley, 2014) 

The process of a lesson study in the context of the research discussed in this essay 

involved myself and my research partner discussing and formulating a learning 

problem, as discussed in the previous chapter, in which we concluded that the use of 

AfL in the classroom would be our primary focus. The lesson study model requires 

the identification of a learning problem (AfL) which needs to reflect the needs of the 

pupils we will be teaching. I identified AfL as an area of weakness during my earlier 

teaching practice and felt that this was an area that I could improve upon as a 
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practitioner; as such, I felt that by using the implementation of AfL in a lesson as part 

of a lesson study would allow me to improve my own practice as well as providing us 

with an area of interest to analyse. Following our identification of a problem, we were 

then able to jointly plan a lesson in which we could embed our chosen AfL 

techniques, which would be presented as ‘learning pit stops’ or mini-plenaries.  

As part of the lesson study design, we would need to choose target pupils which 

would be observed during the lesson as an indicator of engagement (Dudley, 2014). 

The reason for this is that it would allow us to focus our observations on the target 

pupils as opposed to taking an overall view of the engagement of the class, which 

would have led to our observations being too broad. We decided to focus on four 

target pupils in each lesson, two of which we identified as being lower ability learners 

and the other two being higher ability learners. We each relied upon our respective 

experiences of teaching in each of the classes to identify the pupils whom we felt 

would offer the most representative view of the classroom as a whole. As part of the 

lesson study process, as a collaborative research pair, we would each need to teach 

the planned lesson, whilst being observed by the other as a non-participant 

researcher. As such, the non-participant researcher needed to observe the four 

target pupils to assess their levels of engagement in the lesson and then 

collaboratively reflect upon the impact of mini-plenaries on the levels of pupil 

engagement at the end of the lessons.  

As part of this process, we decided that we would use the Leuven scale of 

involvement as a way of observing the target pupils, which we felt would allow us to 

effectively assess the levels of engagement of each of the target pupils. The Leuven 

scale (Appendix D) enables researchers to assess the level of involvement of 

participants against a five-point scale which measures engagement levels from low 

activity through to sustained intense activity (Laevers, 2005). The scale provides 

guidance about what features participants will display through these varying levels of 

engagement, allowing the researcher to easily assess and provide each participant 

with a numbered rating depending on their level of participation at any given time 

(Laevers, 2005). We decided that in order to obtain fair and structured results, we 

would use the Leuven scale assessments at a set time of five minute intervals 

throughout the lesson. We acknowledged the need to have this structure in place, as 

without a set schedule of observation times, observation and assessments made by 
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the non-participant researcher could be considered to be ad hoc and inconsistent, 

which would not offer fair results. With this in mind, we prepared an observation 

schedule which enabled the non-participant researcher to rate the involvement levels 

of each target pupil at the chosen five minute intervals.   

At the end of each of the lessons, the four target pupils took part in a focus group 

interview; the questions asked were prepared beforehand with the intention of 

assessing the pupils’ understand and reflections on the lesson. The four pupils were 

each asked to give their opinion on certain elements of the lesson, focusing mainly 

on the use of the learning pit stops and whether they felt that their use benefited their 

learning and led to greater engagement (the results of which will be discussed in 

detail in a later chapter). In accordance with the lesson study model, the feedback 

received from the first lesson was collated and used to modify the second lesson 

with the second focus group, with the aim of improving the implementation and use 

of mini-plenaries.  

It is important to acknowledge that this use of qualitative methods in the gathering of 

data for the study was chosen as the most appropriate form due to the nature of the 

study; whilst the use quantitative data can be a very useful tool in studies such as 

this, the time constraints placed upon the study (the overall study taking place over 

two lessons as opposed a series of lessons) meant that the broader nature of 

qualitative data gathering was more appropriate. This process of naturalistic data 

gathering allowed for a broader scope of research, which in turn led to the need for 

the interpretation of results by the researchers, which in itself can be seen as a 

limitation (Cohen and Manion, 2011). As with any form of interpretation, analysis of 

results is subjective and can be subject to further scrutiny from a wider audience. 

However, qualitative data gathering is geared towards the understanding of the 

social world through observing the way in which participants interact with each other 

and their environment, which was a key element of this research as participant 

observation, naturalistic talk and an informal interview were all used (Cohen and 

Manion, 2011). The benefits of using these research techniques meant there was 

little disruption caused to the natural flow of the lesson, which meant that a 

naturalistic and organic view was presented; the non-participant observer was able 

to watch from afar and enable the target pupils to behave naturally without feeling 

the pressure of being observed. Nonetheless, one must acknowledge a limitation of 
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this process as the mere presence of any type of ‘stranger’ in the classroom is likely 

to have an effect on the way pupils behave, in that some may feel as though they 

need to behave in an artificial way due to the consciousness of being observed; 

despite this, one must note that all pupils who participated in this study appeared 

comfortable throughout the study and their behaviour was typical in comparison to 

previous lessons delivered during earlier teaching practice.  

Ethical Considerations 

Prior to the beginning of the study, a number of ethical issue were taken in to 

consideration. Utmost care was taken to adhere to ethical guidelines set out by the 

British Educational Research Association (BERA, 2011), along with complying with 

the university guidelines relating to educational research. During the planning phase 

of the study, an ethics form was submitted which outlined the aims of the study and 

the proposed methodology that would be used to obtain the results (Appendix A). 

Upon being granted ethical approval by the university board of ethics, consent was 

also gained from the participating schools through sending a consent letter home to 

the parents of participants, which complies with the Data Protection Act (1998), 

stating that participants must be made fully aware of the purposes for which the data 

gathered about them is to be used for. Along with this, both researchers provided 

proof of a Disclosure and Barring Service (DBS) check which certifies eligibility to 

work with children. 

One of the ethical issues considered prior to the first lesson study was questioning 

how the pupils would behave during the study (Oliver, 2003). As discussed, it is 

important to note the behaviour and characteristics of pupils as participants can be 

influenced by the attendance of the researcher as a stranger in the classroom which 

can lead to the results being affected and not a true representation of the classroom 

environment. In response to this consideration, pupils were assured that they were 

under no obligation to participate in the lesson or to behave in a particular fashion; 

pupils were asked to sign a consent form at the beginning of the lesson and were 

asked to provide continued assent throughout the duration of the lesson (pupils were 

told that they could opt out of the lesson at any point and were under no obligation to 

remain in the study against their will). Participants were at no point pressurised to 

provide a specific answer which may provide an unfair weighting to the results of the 
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study and were encouraged to offer their own opinions both during the lesson and 

during the focus group interview (Oliver, 2003). 

Furthermore, great care was taken to ensure that no child was exploited during the 

study; with children being considered as vulnerable parties, it was a key 

responsibility of the researchers to ensure their wellbeing and safety at all times 

during the study, as outlined by Punch (1994, p.89) noting “avoidance of harm, fully 

informed consent, and the need for privacy and confidentiality” were paramount 

throughout the duration of the study.   

Lesson Study One 

To provide context, School A is an urban primary school with 289 pupils on roll. 

Approximately 37% of pupils are eligible for free school meals (FSM) and around 

46% of pupils have additional learning needs (ALN); the class in which the study 

took place was a year five, mixed ability class made up of 27 pupils.  

As part of the planning process, it was decided that the two lessons which would be 

part of the study would be literacy lessons, with a focus on persuasive language. 

This was decided as both researchers had delivered such lessons during teaching 

practice and felt that both sets of pupils would respond well to the task set and would 

likely provide a range of observable data. The lesson would focus on the pupils 

being given a fictional letter from the local council which outlines a proposal in which 

the pupils would need to make up time lost from school closures due to recent 

adverse weather conditions through the implementation of a ‘weekend school’ 

(Appendix B). This letter was intended to inflame the pupils’ emotional response, 

with the expected reaction being strongly against the idea of a weekend school. The 

pupils were placed in six separate groups, each made up of mixed abilities, with 

three of the groups being asked to argue in favour of the weekend school, whilst the 

other three needed to argue against it. As part of the introduction, a PowerPoint was 

delivered which recapped the features of persuasive writing, a lesson delivered by 

the author during teaching practice. Further to this, pupils were provided with a ‘word 

mat’ which included useful words and connectives which would aid them in forming a 

persuasive argument. A success criteria was displayed so that pupils were made 

aware of what was expected of them in the lesson and provided an outline of how to 

formulate and achieve the expected outcome. Each group was given an A3 sheet of 
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paper in order to create a visual accompaniment to their argument, which they would 

then use at the end of the lesson to present to the rest of the class. Each group was 

also given either an iPad or laptop which they were encouraged to use 

independently to research and gather facts which they could use to support their 

arguments. Groups were encouraged to communicate with each other in order to 

form a consensus and construct their argument in a democratic manner, which also 

enabled the researchers to assess their oracy skills throughout the lesson. Finally, 

along with gaining assent to conform to ethical standards, it was explained that the 

use of mini-plenaries or ‘learning pit stops’ would be a key element of the lesson and 

the reasoning for using them was explained to the pupils so that they would be 

aware of their implementation and value.     

The lesson plan (Appendix C) outlined the structure of the lesson and indicated 

when the mini-plenaries would be introduced; the first being after the lesson 

introduction, which felt like a natural point to introduce a pit stop to get an initial 

impression of the pupils’ understanding; the second would be introduced 

approximately half way through the lesson, after the pupils had made progress on 

the task- this mini-plenary would involve examples of good work being shown to the 

rest of the class, along with pupils sharing their ideas orally with the aim of providing 

the other groups with some key points they may not have thought of; the next mini-

plenary was delivered approximately five minutes before the groups had to deliver 

their presentations- this acted as a way of recapping the task and ensuring that the 

groups had included all of the key features set out in their success criteria (such as 

including the use of persuasive language, connectives and using facts to back their 

argument). The final plenary was delivered at the end of the lesson, which involved 

the use of lollipop sticks to pick pupils at random to feedback what they learnt in the 

lesson, elements of their work that they were proud of and things they would like to 

improve upon.   

In analysing the use of AfL in the lesson, the use of the Leuven scale provided a 

useful representation of how the four target pupils engaged with the lesson 

(Appendix D). Child 1, a lower ability pupil who was chosen due to her quiet nature 

and usual manner in which she avoids speaking up in class, demonstrated 

surprisingly high levels of engagement throughout the lesson, displaying mainly 

continuous activity and continuous activity with intense moments throughout the 
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lesson (Laevers, 2005). Analysis also shows that Child 1’s level of engagement 

increased after the first mini-plenary, moving from a level three to a level four. This 

level was sustained through to the third mini-plenary, dropping back to a level three 

for the remainder of the lesson; this would indicate that through initial observation, 

Child 1 benefited from the use of the mini-plenaries as her engagement increased, 

which is supported by Hattie’s views that AfL strategies which relied upon learner 

feedback often lead to positive results (Hattie, 2012). This was a trend also seen with 

Child 2, also a lower ability pupil who initially demonstrated very low levels of 

engagement (often observed during teaching practice), demonstrating low activity 

and frequently interrupted activity (Laevers, 2005). However, Child 2’s level of 

engagement increased to level three after the first mini-plenary and increased to 

level four after the second and third. This again demonstrates a trend in which the 

two lower ability pupils benefited from the use of mini-plenaries during this lesson. 

In contrast to these results, the higher ability pupils produced data which shows a 

different trend; Child 3 began the lesson showing engagement levels fluctuating 

between level two and level three. Child 3 increased to level four after the first mini-

plenary, but then steadily returns to level three for the remainder of the lesson, with 

the exception of a brief return to level four after mini-plenary three, followed by a 

drop to level two at the end of the lesson. These results appear to indicate some 

levels of improved engagement as a result of the mini-plenaries, but not as strong a 

trend as with the previous two pupils, producing mixed and inconclusive results. 

Child 4 demonstrated very low levels of engagement throughout the entire lesson, 

consistently demonstrating levels of one and two, with a brief period of mainly 

continuous activity (Laevers, 2005). This brief period at level three appears to be 

unrelated to the use of AfL, instead reflecting an intervention by the teacher in which 

the pupil was questioned about his understanding and involvement in the task. This 

would indicate that the use of AfL had no effect on Child 4 and their lack of 

engagement in the lesson may be due to reasons beyond what was being 

considered in this study (such as a lack of interest in the topic or a lesson which may 

have been below their standard of learning ability, leading to boredom) and may also 

be indicative of Dweck’s view that some high-ability students are afraid of making 

mistakes which leads to the avoidance of taking risks in their learning (Dweck, 2012).  
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The second stage of analysis involved interviewing the four target pupils as a group 

at the end of the lesson. The questions were prepared beforehand with the aim of 

obtaining organic views and opinions from the pupils about how they felt the lesson 

went and if the mini-plenaries were of any benefit to them. The interview (Appendix 

E) yielded mixed results; Child 1, who demonstrated increased levels of engagement 

after the use of AfL, acknowledged the benefit of the mini-plenaries when 

questioned, explaining that it was helpful and provided her with some new ideas, 

which supports the theory that effective AfL implementation can lead to an increase 

in learner confidence and independence through task-specific feedback (UoC, 2018). 

Child 2 however, who also demonstrated increased levels of engagement after the 

mini-plenaries, declared that he did not find them useful and that he was happy with 

his own ideas and did not benefit from hearing other pupils’ ideas, explaining that he 

found the pit-stops ‘distracting’. This was echoed by the two higher ability pupils, who 

declared that they did not find the mini-plenaries useful, also finding them 

‘distracting’ and in some cases, causing them to forget their own ideas and lose 

focus; this does however comply with the results obtained from the observation, 

which imply that the higher ability pupils did not benefit from the AfL as much as the 

lower ability pupils. Despite this, all pupils agreed that they enjoyed the lesson and 

were all able to give examples of elements they learnt, all demonstrating that they 

had achieved the lesson goals. Finally, we asked the pupils for guidance in 

improving the lesson if it was be delivered again; the guidance they gave included 

using less mini-plenaries, to avoid distraction and allow the lesson to ‘flow’ more 

naturally- the pupils all advised that one pit-stop placed in the middle of the lesson 

would be ample.      

Lesson Study Two 

School B is an inner-city primary school which has 611 pupil aged 3-11 on roll. 

Approximately 16% of the pupils are entitled to FSM and around 28% of pupils are 

considered to have ALN; the group was again a mixed ability year five class made 

up 31 pupils. In line with the lesson study design, the results from the first lesson 

were used to modify and improve the second lesson. One of the main indicators 

taken from lesson one was that a) AfL appeared to be most effective in improving the 

engagement of lower ability pupils and that b) all target pupils fed back that they felt 

only one mini-plenary implemented in the middle of the lesson would be more useful 



M7X2152  1401667 

13 
 

than the multiple implementations of AfL used during the first lesson. As such, it was 

decided that a mini-plenary would only be used once in the middle of lesson two 

(along with a natural mini-plenary which occurs after the introduction to the task and 

the main plenary at the end of the lesson). The theme of the lesson was exactly the 

same of the last, with a focus on using persuasive language to argue for or against 

the introduction of a weekend school. The only differences were that as this was a 

higher ability class, the researchers felt that the pupils could work without the 

assistance of a word mat and iPads/laptops to assist in their research; they were 

however all given an A3 sheet of paper and asked to work in groups to present an 

argument. 

As with lesson one, the four target pupils chosen for this lesson were of mixed ability 

and were chosen due to the belief that they would offer a fair and organic view of 

pupil engagement within the class. The observation element of the study, again 

using the Leuven scale, allowed the non-participant researcher to observe the pupils 

throughout the lesson and rate their engagement at five minute intervals. The 

observation sheet (Appendix F) shows an overall trend of higher engagement 

throughout this lesson, in contrast to lower levels of engagement overall from lesson 

one. This may demonstrate that the improvements made to lesson two through the 

lesson study design may have led to a more engaging and effective lesson. 

However, one could argue that due to the contrasting natures of both classroom, 

with regards to the pupils abilities and other contexts (such as significantly higher 

FSM and pupils with ALN in School A) could have led to a discrepancy in the results 

regardless of changing the lesson; in reflection, it could also be argued that the style 

of teaching may have differed between the two lessons, again causing a difference 

in the levels of engagement. With regards to analysing the effectiveness of using the 

single mini-plenary in the lesson, the observation sheet shows that the two higher 

ability pupils demonstrated higher levels of engagement after the learning pit-stop, 

one of the lower ability pupils showed no change and the final lower ability pupil 

displayed a lower level of engagement after the mini-plenary. These results show 

that overall the mini plenary was effective in engaging the higher ability target pupils, 

but had either no effect or an apparent detrimental effect on the other half of the 

sample group, who were the lower ability pupils; this is in direct contrast to the 

results obtained from lesson study one.   
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The post-lesson interview (Appendix G) again provided useful and varied results with 

regards to the effectiveness of using AfL; unlike the feedback received from lesson 

study one, all the target pupils from lesson study two gave a positive response when 

questioned if the mini-plenary was useful to their learning. The feedback given by the 

pupils outlined that the single mini-plenary delivered in the middle of the lesson 

helped them to understand the lesson and provided them with ideas and examples in 

order to improve their work, which supports the findings presented by the UoC which 

argues that effective AfL provides learners with a clear idea of what excellent work 

looks like and provides them with a map of how to achieve it (UoC, 2018). When 

questioned on whether or not the pit-stop enabled them to become more focused, all 

pupils answered with a resounding ‘yes’. Interestingly, this response does not tally 

with the observations, in that the lower ability pupils did not demonstrate higher 

levels of engagement as a result of the mini-plenary. In analysing this discrepancy, it 

is possible that the observations noted were not accurate, which is a limitation of 

using the Leuven in scale, in that the observations are subjective and based upon 

the judgement of the assessor; it is also possible that due to the nature of the 

interview, where all of the pupils are questioned together as a group, the pupils may 

have felt pressured by their peers to give a positive answer due to the enthusiasm 

and energy in the discussion, whilst not revealing their true feelings. This is again a 

limitation of the study and could be alleviated in future studies by interviewing the 

pupils on an individual basis to provide a more accurate result. The 

recommendations given by the pupils for a future lesson study was to offer the class 

the chance to choose their own groups to work in and for the teacher to assign 

specific roles to members of the group to ensure everyone remains on task and 

knows what they are doing.  

Conclusion and Recommendations     

In evaluating the strength and value of the research conducted in this study, it is 

clear that the lesson study process has provided both measurable and thought-

provoking results. The first key point is that the improvements made to the second 

lesson as a result of analysing and evaluating the first lead to an improvement in 

levels of engagement by the pupils. Whilst this is positive outcome of using the 

lesson study process, one which was the main aim of implementing the process, it is 

important to note some possible limitations to the process. As discussed in an earlier 
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chapter, there are a number of variables which differed between the two lessons, 

many of which could not be controlled by the researchers. The context in which the 

studies took place may have had an impact on the results; whilst great care was 

taken to ensure that both lessons took place in a KS2 year five class, the natural 

differences and disparities which exist in each school are unique and mean that no 

two classrooms are the same and as such, it is possible to argue that the results 

could have been affected by the variations in abilities, attitudes to learning and 

possible ALN variations within each of the classes. This could have been alleviated 

by teaching the same lesson twice to the same class to ensure continuity, however 

this would have offered little value to the participants as they would be taught the 

same content and be expected to perform the same duties which may have led to 

boredom and disengagement, therefore offering an unrepresentative set of results. 

As such, it is possible to conclude that the lesson study process is an effective tool in 

offering practioners the opportunity to observe, collaborate and critically assess one 

another with the aim of improving the quality of their teaching and practice, but the 

process is not without fault and the aforementioned limitations to the study must be 

noted. 

With regards to evaluating the results obtained in relation to the use of AfL in the 

form of mini-plenaries throughout a given lesson, a number of outcomes were 

observed; firstly, it is again important to note the diversity of children in any 

educational study, which will naturally lead to a wide range of results and outcomes, 

some of which may not be a true representation of the areas being assessed. In this 

study, great care was taken to select four target pupils of differing learning abilities in 

order to try and gain a fair representation of both cohorts as a whole. The results of 

the first lesson study showed that the lower ability pupils benefited the most from the 

mini-plenaries and their engagement improved as a result of their use; despite this, 

one of the lower ability pupils noted in their post-lesson interview that they did not 

find the mini-plenaries useful despite what was observed of their engagement in the 

lesson. Both higher ability pupils did not show any improvement as result of using 

the mini-plenaries and this was confirmed during their post-lesson interview. The 

recommendations made by the participants in the first lesson in which they agreed 

that a number of mini-plenaries were of little benefit and that a single mini-plenary 

implemented in the middle of the lesson would be of most use, were taken upon 
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board when planning and delivering the second lesson. The results of the second 

less contrasted with the first in that they showed that that overall the mini plenary 

was effective in engaging the higher ability target pupils, but had either no effect or 

an apparent detrimental effect on the lower ability pupils. The interview results 

however indicated that all of the pupils gave a positive response to the use of AfL in 

the lesson and confirmed a benefit of its use. As acknowledged in the previous 

chapter, a possible reason for this discrepancy is that due to the nature of the 

interview, where all of the pupils are questioned together as a group, the pupils may 

have felt pressured by their peers to give a positive answer due to the tone of the 

discussion and may have been afraid of giving an honest answer. It is also important 

to note that the observations made by both researchers during both lessons may not 

have been entirely accurate due to limitations in using the Leuven scale, in that the 

observations are subjective and based upon the personal judgements and opinions 

of the assessor, which is a key issue in analysing the results of this study.  

Moving forward, some key recommendations which can be formed as a result of this 

study would be that AfL has been proven to have an effect on improving the 

engagement of pupils within a learning environment and that it should be 

implemented with care and the consideration for the needs of the pupils within each 

given class (as seen in the difference in response between higher and lower ability 

pupils in each lesson study). The study also showed that a ‘less means more’ 

approach fits best with regards to using AfL in the classroom and that the use of 

mini-plenaries should be kept to a single implementation in the middle of the lesson 

in order to be most effective, in line with the recommendations made by the 

participants of this study. That said, in future studies it would be of value to explore 

further avenues with regards to using AfL in other areas of the curriculum (such as 

numeracy, science or ICT lessons) and within the Foundation Phase in order to 

further assess its impact in a variety of contexts; furthermore, in order to gain a true 

representation of its effect on learning and engagement, further study would be 

required in a wider range of classes and educational settings.  
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Appendix A 

(Ethical approval, parental consent letter and example of pupil assent) 
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Appendix B 

(Literacy exercise introductory letter) 
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Appendix C 

(Lesson plan) 
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Appendix D 

(Leuven observation sheet: lesson one) 
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Appendix E 

(Interview transcript: lesson one) 
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Appendix F 

(Leuven observation sheet: lesson two) 
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Appendix G 

(Interview transcript: lesson two) 

 

 

 


