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	Targed/Target 1
	Try to maintain a critical style and develop and extend it even further. 

	Targed/Target 2
	Try to extend your writing into more research-based work, you certainly have the skills to engage with and interrogate this sort of text. 

	Targed/Target 3
	Watch out for comma use - there are some splices in this assignment.  


What are the pupils and staff perceptions of Assessment for Learning?
Do focus groups affect the quantity and quality of feedback?
A research disposition is arguably paramount to the professional development of teachers (Austin, 2016; Grigg, 2014; WG, 2017a; Robinson, Orchard & Winch, 2015; Lingard & Renshaw, 2010) and will perhaps become increasingly important in Wales as Curriculum 2022 enables teachers more autonomy in how and what to teach (WG, 2020). Robinson (2003, p.1) has criticised the traditional role of the teacher as merely ‘’consumers rather than producers of research’’ and several academics have also suggested that practitioner research, or action research is the most effective approach in advancing and developing practice (Campbell & Groundwater-Smith, 2010; Hong & Lawrence, 2011; Wall and Hall, 2017). In 2017, the Welsh Government set out the responsibility of all teachers to engage with research in order to deepen their understanding of pedagogies and practices (WG, 2017a). As part of developing professional development, the researcher will devise a small-scale research study to critically evaluate feedback, as an assessment for learning (AfL) tool and to analyse the effectiveness of feedback in focus groups in comparison to whole class learning. For the purpose of this research, the term ‘focus group’ refers to the grouping of learners in a lesson whereby they received focused teacher attention in a small learning group. Hattie’s ‘Visible Learning’ Meta–Study noted feedback as one of the main features that improved learner outcomes (2009). Controversially to Hattie’s research (2009), that stated class size had very little impact on learner outcomes, the hypothesis anticipates that learners receive more quality and quantity feedback in focus groups than in whole class learning. Feedback can be defined as the written or verbal information given to either the teacher or learner about the performance; it is related to the learning outcomes and aims to lead to improvement in the learning (EEF, 2018). 
The overarching theme for this research study is AfL, or in the latter known as formative assessment. Summative assessment, or Assessment of Learning differs to AfL as it summarises the learning that has taken place, in order to record or confirm achievements (EPPI, 2002). In the seminal review of the research on formative assessment, Black and Wiliam (1998) indicated that AfL aims to progress the learning, rather than judge the learning. The research concluded that the achievement gains associated with AfL were amongst the largest ever reported for educational intervention. Four elements of AfL were proposed by Black and Wiliam (1998): questioning, sharing criteria, peer and self-assessment and feedback. Fautley and Savage suggest that these elements should not be isolated from the integrated pedagogical practises (2008). Perhaps it is this misconception of utilising AfL that proves difficulty for practitioners to embed it into the daily teaching and learning routine (OECD, 2013). Didau has also challenged the effectiveness of AfL in assessing the learning and argues that AfL is an indication of performance, rather than progression in learning (2016). His writing is supported by Bjork’s concept of ‘desirable difficulties’ in learning and his findings that performance within the lesson itself is a weak indicator of consolidated learning due to the cues and prompts in the classroom (1994).
[bookmark: _GoBack]The AfL theme that the study aims to explore is feedback in two different learning settings. Fautley and Savage (2008) devised a diagram to illustrate the impact that immediate feedback can have on learners’ future learning and progression.  As demonstrated, the process of feedback involves a dialogue between the teacher and learners based on the present learner activity.
Figure 1 – The process of immediate feedback.
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(Fautley and Savage, 2008, p.42)

Several academics have also indicated that feedback is most effective when it is delivered timely and identifies the specific suggestions of improvement for learners to progress (Hattie and Timperley, 2007; Clarke, 2003; Black and Wiliam, 1998). Askew (2000) offers a framework for feedback that stems from three different models of teaching: instruction or receptive; constructive; co-constructive (See Appendix 1).  Feedback in the instructive or receptive teaching model is characterised as the ‘’gift’’; it is a one-way communication from the teacher to learner. According to Askew (2000) target setting and other educational priorities are largely based on this mechanism because feedback is delivered in order to impart a judgement on learners. Sadler (2010) however argues that this form of feedback limits the learners’ progression because it assumes that the transmitter of feedback is more knowledgeable than the receiver. Whereas in the constructivist model feedback, the purpose of feedback is to develop understanding and to identify the connections through discussions. This process of dialogue between teacher and learner is depicted in the term ‘’ping-pong’’ feedback; Vygotsky (1978) is likely to support this model due to the social nature of feedback. The co-constructive model positions feedback at the centre of the learning. Feedback in this model is a free flow of dialogue and feedback, constructed through ‘’loops’’ of information between the teacher and learners (Askew, 2000). This form of feedback is perhaps supported by Hattie and Zierer (2018) who indicate the importance of dialogue rather than monologue in the classroom. 
Feedback in the form of judgement is evident in the receptive teaching mode and is perhaps aligned to the ego-focused type of feedback associated with Dylan Wiliam (Education Scotland, 2016). Wiliam presented two different types of feedback, ego-focused and task-focused (Education Scotland, 2016). He concluded that task-focused feedback is a more effective approach as it requires cognitive engagement that should lead to enhanced learner outcomes (Wiliam, 2016). Similarities can be drawn between task-focused feedback and feedback in the constructive and co-constructive teaching model as both promote progression through this ‘loop’’ or ‘’ping-pong’’ of feedback dialogue. 
In the next chapter the researcher will identify the ethical considerations in the study (See Appendix 2). The researcher will adhere to the ethical guidelines set out by the British Educational Research Association (BERA), known as the ‘’hub’’ of educational research in the United Kingdom. Prior to undertaking the research study, the researcher gained voluntary informed consent from the three teacher participants (See Appendix 3) and assent from the child participants. Blackburn (2018) indicates that gaining children’s consent to participate in research is perhaps one of the most challenging considerations. Further issues related to the cognitive and linguistic ability of the children may also prove difficult in gaining their consent (Blackburn, 2018). Illustrative assent from learners will therefore be utilised, this is discussed further in the Ethics Form (See Appendix 2). Ethical procedures in involving child participants in research studies are underpinned by UNICEF (ND); Article 12 states that children should have a say in matters that affect them. BERA (2018) guidelines furthermore emphasis the child’s holistic well-being as the paramount consideration and a duty of care of all researchers.  Confidentiality and anonymity are also key ethical considerations when conducting research (BERA, 2018). All participants in this study will be anonymised and as BERA outline, ‘’The confidential and anonymous treatment of participants’ data is considered the norm for the conduct of research’’ (2018, p.21). That is, not disclosing information from a participant that may identify an individual and the researcher, or others will not be able to identify the participant from the information discussed (Thomas, 2017). The researcher should also recognise that both adult and child participants have the right to ‘’withdraw from the research for any or no reason, and at any time, and participants should be informed of this right’’ (BERA, 2018, p.18). 
In the next section of the chapter, the researcher will discuss the study’s methodology and research design. This study will adopt a mixed-method approach in order to triangulate the findings (Arthur 2012). Several academics have discussed the strengths of utilising the mixed-method approach in research, such as the opportunity to integrate and validate the data and how the generated data can enable the researcher to formulate strengthened findings (Austin, 2016, Bell and Waters, 2018 and Ponce, Omar & Pagán Maldonado, Nellie, 2015). Austin (2016) however recognises that this approach is more challenging and requires a skilled researcher. Bell and Waters furthermore supports Austin (2016) in arguing that in the mixed method approach ‘’findings often have an influence on each other as well as being significant in their own right’’ (2017, p.39). 
Creswell and Creswell (2017) identified three core mixed method designs; figure 2 illustrates the convergent mixed method design that will be utilised in this study. As recommended by Creswell and Creswell (2017), the two forms of data collected will use the same variables and will both investigate the key theme; feedback in focus groups and whole class learning. In the convergent design, the researcher simultaneously collects the quantitative and qualitative data in the same phase of the research process, compares and relates the findings, analyses the quantitative and qualitative data independently, then interprets the results together (Creswell & Plano-Clark, 2011). This design is most appropriate for this research study due to the scale and time restraints. 
[image: ]Figure 2. The research process in this study using the convergent design. 



(Creswell & Creswell, 2017, p.343)
[bookmark: _Hlk35767693]Three research tools will be utilised in the research study. The first tool that will be discussed is the interview; the researcher aims to interview two groups of five learners, as recommended in Morgan’s writing (2002). It is suggested that same-age group interviews are effective and can minimise a potential power dynamic; the researcher will therefore conduct a Year 5 (Y5) and Year 6 (YR6) group interview. The interview aims to gain an insight to the learners’ perspective of feedback in small groups and whole class teaching, considering the learners as active participants in the research study. Pupil voice is championed in the Mosaic Approach whereby young children are key participants in a research study (Clark, 2005). The United Nations Conventions of the Rights of the Child advocates pupil voice and recognises that children are capable social actors (UNICEF, ND). The UNCRC (UNICEF, ND) sets out the statutory duty of adults to respect the views of children, this will be an important ethical consideration when conducting the interviews. An unstructured interview approach will be adopted; participants will ‘’retains control of the agenda by responding to mostly open questions’’ (Sharp, 2009 p.72). Several research experts (Punch, 2014, Arthur, 2012, Bell, 2010, Einarsdottir, 2007) suggest that the effectiveness of group interviews is heavily dependent on social interaction. Punch indicates that this can be advantageous as it ‘’assists in bringing to the surface aspects of a situation that might not otherwise be exposed’’ because individuals are able to prompt each other’s memory (2014, p.147). However, this could lead to the discussion easily leading off focus. Interviews are an inexpensive, flexible tool (Punch, 2014, Cohen, et al., 2013) that can also address topics that may not naturally occur in observations (Danby et al., 2011). The purpose of utilising interviews in this study is to gain pupils’ perspective that would otherwise be difficult to observe. Sharp (2009) recommends that the researcher should avoid presenting themselves as an authoritative figure, however in Ey’s study the adult-child power dynamic enabled the researcher to ‘’guide the children’s social behaviour’’ (2016, p.41). 
Questionnaires will be distributed to the same sample involved in the interviews and to three teachers. Although Bell and Waters (2018) suggests that manual data analysis methods are more effective in small-scale research, Microsoft Forms will be utilised in the study as the researcher will adopt a server-side approach (Punch, 2014), using a URL to distribute. Internet questionnaires are perhaps an advance from paper questionnaires due to the reduced time and cost involved in the process (Cohen, et al., 2013, Bell and Waters, 2018, Thomas, 2017). Advantages of internet questionnaires may also include the reduced possibility of human error in processing and inputting the data (Austin, 2016). Responses are arguably collected more ‘’rapidly’’ and the data can be analysed automatically, producing immediate data statistics(Cohen et al. (2018, p.230). In devising the questionnaire, the researcher may also consider the presentation; the term ‘’preattentive processing’’ is a term associated with online questionnaires (Symth et al., 2004, p.2). That is, researchers can use visual features such as large fonts, spacing and brightness to support the participants navigation through the questionnaire (Symth et al., 2004). Cohen’s literature however argues that the configuration on an online questionnaire may differ amongst devices (2013). Cohen, supported by a wealth of experts, suggests that questionnaires should be tested on a range of devices to ‘’ensure consistency’’ (2013, p.233). However, this is time-consuming and perhaps contradicts the previous statement that online questionnaires are timelier than paper.  Furthermore, the researcher should perhaps consider the vocabulary, Austin (2016) indicates that questionnaires should be inclusive and accessible for all abilities. As the sample in this study is a mixed ability group of children, the immersive reader tool will be available for all participants to use. 
The third research tool that will be utilised in the study is observation. This will offer the researcher an opportunity to collect ‘’live data’’ from the natural classroom environment (Cohen et al., 2013, p.396). This type of research tool is arguably the most valid due to the first-hand insight that the researcher can gain (Cohen et al., 2013, Denscombe, 2010, Sharp 2009). Due to the unpredictable nature of the school context, the observation will adopt a semi-structured approach. Two observation schedules will be devised to set out the agenda; to observe feedback in a focus group and whole class teaching episode. A recording technique that will also be utilised is a tally-count, to record the feedback interactions in each learning episode. This is a simple technique to easily compare data. During the observation process the researcher will be overt, Sharp may argue that this is the most effective strategy in observing children because they are ‘’naturally curious’’ (2009, p.91). Observations are however perhaps interpretative; researchers may observe selectively, or what they ‘’want’’ to see (Sharp, 2009).  Sharp (2009) and Austin (2016) may also agree that researchers should be mindful that actions may change due to the researcher’s presence in the classroom, indicating that observation should be used in conjunction, or in triangulation of data. The Hawthorne Effect (cited in Thomas, 2016) would support the suggestion that individuals may act differently in response to an awareness of an observer present, suggesting that this may undermine the integrity of the data. 
The research study was conducted in a school in an urban area within the South Wales region. As research study adopted a convergent research design (Creswell&Creswell, 2017), the first role of the researcher was to analyse the qualitative data by coding it into broad themes. 
Quality Talk
An occurring theme evident in analysing the qualitative data was the quality of talk in focus groups (See Appendix 4). Effective feedback is arguably dependent on quality dialogue between teacher and learner (Askew, 2000). In the learner questionnaire, 3/10 of the learners stated in some form that focus groups promote quality talk. This could reflect Cowie’s study of formative assessment (2009); Cowie found that learners valued the dialogue with teachers in receiving feedback in one-to-one or small group settings. Austin (2016) challenges the validity of data involving children in research and Bell (2007) further suggests that research involving children is feasible from around the age of seven; this research study involved learners aged nine to eleven. The quality of talk in a focus group setting was again expressed in the Y6 interview and further discussions also indicated the that learners valued talk with either a peer or teacher in focus groups. Liu and Carless (2006) differentiation between peer feedback and assessment further links to the communication process involved in feedback. The quantitative data from teacher questionnaire supports the qualitative data as participants indicated on the Likert scale that they ‘’strongly agreed’’ with the given statement. There are however limitations of this questionnaire as only two out of the three participants responded. Despite Thomas (2017) suggesting that online questionnaire should increase the response rate, Sharp may indicate that the low response rate in this study could be because questionnaires are ‘’off-putting’’ (2009, p.25). The researcher should have perhaps distributed the questionnaire link more formally, including an introductory letter explaining its importance. Y5 learners however stated that focus groups are chaotic, and the teacher struggles to support every group. This counteracts the quality of talk discussed and suggests that there is perhaps too much talk, creating a distracting learning environment. However the aim of focus groups is for the teacher to only support the focus group, while the rest of the class works independently. 
Personalised Learning 
Another theme that appeared prevalent in the qualitative data was that focus groups enhance the opportunity for personalised learning (See Appendix 5), an approach advocated by the New Curriculum for Wales. In the Y6 interview, an individual expressed how ‘’one-to-one’’ feedback occurs more in focus group learning. This ‘’one-to-one’’ experience thus echoes that personalised learning is more apparent in focus groups. In support of personalised learning, the study ‘Exploring Effective Pedagogy in Primary Schools’, associated excellent practice with teachers who were able to adapt all aspects of teaching to the specific needs within the class (Siraj and Taggart, 2014). Grigg (2014) also notes that effective feedback should be specifically tailored to the individual. Focus groups are a relatively new concept in Key Stage Two classrooms but may however becoming increasingly popular as the new curriculum for Wales is implemented. The teacher questionnaire suggested that focus groups enable more ‘’individualised’’ learning experiences and that learners are given more quality and quantity feedback in these smaller learning groups. In the supporting quantitative data, the average amount of learners who receive immediate feedback increased significantly to 100% in focus groups. This data suggests that teachers felt able to ‘’individualise’’ feedback in focus groups teaching, indicating that focus groups do impact the quality and quantity of feedback. Thomas (2017) however suggests that researchers should be aware of prestige bias and although the questionnaire was anonymous, the teachers may not feel fully anonymised due to the small scale of the study. The researcher could have perhaps distributed the questionnaire to all teaching staff in the school. Y5 learners seemed to undervalue personalised learning. In the interview a learner explained that feedback was better in whole class learning because the teacher could give feedback to the whole class. Hattie and Clarke (2019) however would criticise this as they discuss the importance of individualised feedback and identifying the specific targets for an individual. 
Enhanced Learning and Progression
A third theme identified in the qualitative data was the enhanced learning and progression in focus groups (See Appendix 6). Progression is also fundamental in the New Curriculum for Wales; the progression steps aim to ensure that learners are not ‘’hindered’’ by key stages (Donaldson, 2015, p.52). In the questionnaire, learners stated that ‘’you lurn (learn) more’’, and that it is ‘’easier to work and concentrate’’ in focus groups. This is also echoed in the Y6 group interviews whereby individuals indicated that whole class teaching limits the learning due to different rates at which different learners work. Focus groups arguably support progression as groups are typically organised based on ability, so learners should be working at approximately the same level (DreamBox Learning, 2020). Similarly, in the teacher questionnaire, an individual explained that the individualised learning in focus groups enables learners to progress further than they typically would in whole class teaching. Another comment suggested that focus groups can ensure that the learning objective is met by every individual in the group, or that at least the teacher is able to identify ‘’what particular areas need further support’’. The Y6 interview may also indicate that focus groups do enhance feedback because feedback is immediate as the teacher can distribute their time more efficiently. Black suggested that effective feedback is a ‘’minute to minute process’’ (2002). Again, the quantitative data supports this theme as both teachers indicated that focus groups maximises the learning experience. In the learner questionnaire, 6/10 learners indicated that they learn more in focus groups compared to whole class. The Educational Endowment Foundation (EEF, 2018) indicated that feedback, where successfully implemented, has the potential of producing eight months of additional progress in schools. It therefore could be argued as focus groups seem to enrich feedback this could lead to successful progression of learner outcomes. A Y5 described effective feedback in a different approach in focus group, that involved the teacher comparing two books. Crooks (2001) would perhaps discourage comparison as feedback is motivated by the quality of the individual’s work.
Due to the ‘’live’’ (Cohen et al., 2013, p.369) unplanned variables, the researcher did not observe a focus group (See Appendix 7). This was a significant deterrent to the validity of the study; as Thomas (2017) argues, observation is the most important research tools. Consequently, the researcher could not compare the observation schedules and did not include the observation in the triangulation of data which perhaps weakens the validity of the study as there is limited data to support the findings. It could also be argued, the results of the study are inconclusive, due to limited data collection from the small-scale of the study (Austin, 2016).
A key conclusion drawn from the study is that the impact of focus groups appears dependent on the implementation in the classroom. This is indicated in the variance in responses between the two classes. EEF (2018) and Hattie and Clarke (2019) indicated that the impact of feedback is dependent on the successful implementation. Y6 learners discussed the ‘’bubble’’ in which focus groups work within, this was also echoed in a response from the teacher questionnaire (See Appendix 8). On the other hand, the Y5 learners portrayed a ‘’carousel’’ of activities within the class, and the teacher equally distributing themselves around the class. Feedback in focus groups seems more effective within this ‘’bubble’’ of learning, however the researcher can not be assertive. 
The research study will transform the researcher’s professional practice in utilising and implementing feedback. This should impact learners’ progression, as echoed by Sadler (1989) who saw effective feedback as enabling the next steps in the learning. As a result of the research study, the researcher’s professional academic skills have also been transformed. Hattie (2009) and the new Professional Teaching Standards (WG, 2017b) stated that teachers should commit as learners themselves. 
Key research dispositions highlighted in the work of Orchard and Winch (2015) have been developed as part of undertaking this study. The researcher discussed and considered in depth the ethical considerations of the study and devised an ethics form. Another skill that the researcher developed was scepticism, in the literature the researcher endeavoured to present balanced arguments, as with discussing the methodology. In analysing the data, the researcher was also sceptical in accepting the validity of the data due to the variables. The development as a skilled researcher has furthermore contributed to enhancing professional academic skills, Estyn (ND) and the WG (2017b) recognises the impact of teachers as researchers in transforming practice. This then leads to the next disposition; being part of an inquiring profession. That is, perhaps one of the new curriculums for Wales goals in enhancing the teaching profession. Due to the limited literature surrounding focus group learning the researcher found it a challenge to fully engage with the inquiry of others. This will therefore be an aim of the researcher for future development. In future action research, the researcher will also aim to confer the findings with others, a technique highlighted in Grigg’s (2015) writing. 
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