Peer assessment v teacher assessment: an exploration of impact on pupil attainment in Religious Education at Key Stage 3

Introduction 

In order to provide a context for the study of peer assessment v teacher assessment, the following statistics are true of that of School X. School X is an 11-18 co-educational, voluntary aided comprehensive school on the outskirts of a city centre. At present, 1,236 learners attend the school including 276 learners within the Sixth Form. 4% of learners have statements of special educational needs; this figure is higher than the national average. Just under 6% of learners are entitled to free school meals; in comparison to the national average of 17.4%. A very small number of learners are looked after by the local authority. The vast majority of learners have English as their first language; approximately 10% of learners come from minority ethnic backgrounds and approximately 1% of learners come from Welsh speaking homes (Estyn, 2011).
Whilst studying the impact upon peer assessment and teacher assessment in Religious Education, this research enquiry will be predominantly concerned with learners of two mixed ability Year 7 classes; from this point forward, these classes shall be referred to as class A and class B. To provide a frame of reference for the exploration of the impact of assessment, the following details will briefly outline the nature of the learners within each class. Class A compromises of 30 learners; with regards to learner Special Educational Needs (SEN) provision, class A has 3 learners supported by School Action, 7 learners supported by School Action Plus and 2 learners supported by Statement (Department for Education , 2013). English as an Additional Language (EAL) statistics for class A are as follows: 2 learners are developing competence, 1 learner is recognised as competent and 1 learner is fluent (Department for Education , 2017). In addition to this, class A has 3 learners who have been recognised as gifted/talented and 3 learners are entitled to Free School Meals (FSM). Class B compromises of 31 learners; with regards to learner SEN provision, class B has 2 learners supported by School Action, 3 learners supported by School Action Plus and 3 supported by Statement. EAL statistics for class B are as follows: 2 learners are competent. In addition to this, class B has 6 learners who have been recognised as gifted/talented and 3 learners are entitled to FSM.
I have chosen to study the application, and results, of implementing peer assessment as an Assessment for Learning (AfL) strategy. As part of my role as an enquiring teacher and a reflective practitioner, I am continually developing my understanding of the importance of feedback within the classroom; as a crucial aspect of peer assessment. I propose to research how learners respond and engage with feedback that they receive from their peers and compare this with how they would respond and engage with teacher feedback. Furthermore, I will investigate the relationship between peer feedback and learner attainment in comparison to teacher feedback. Professional Standards for Teaching and Leadership, designed to be used from 1 September 2018 by all practicing teachers and school leaders in Wales, also outline the significance of professional learning; with particular focus on wider reading and research findings and continuance of professional learning (Welsh Government , 2017). 

Literature Review
Whilst placing my enquiry in a research context, it can be noted that assessment implementation and its purpose are most definitely at the foreground of the Welsh policy agenda. Welsh Government documentation such as Donaldson’s report, ‘Successful Futures’ addresses the case for change within the curriculum in Wales and the significance of assessment is emphasised. This asserts that the current assessment arrangements fail to meet the needs of today’s learners; therefore, the curriculum in Wales is evidentially based on sound research. Assessment, according to Donaldson, should be available to every learner, meet their current needs in the most advantageous way whilst preparing them for their future (Donaldson, 2015). The Welsh Government has recognised the need to increase the quality of teaching and learning by focusing on the development of thinking and AfL by publishing a guidance document; highlighting the importance of implementing AfL techniques throughout the learning process. The Government outline their expectations for teachers to ensure learners remain focused and to develop a wide range of strategies that can be used throughout the lesson, which instigate learners to make continuous improvements; peer assessment is defined as one of the exemplar strategies (Welsh Assembly Government, 2010). Therefore, with regards to my personal teaching and learning, I believe assessment should be developed in an appropriate manner in order to satisfy the needs of each individual learner.
Furthermore, Kirsty Williams, Cabinet Secretary for Education, recently produced a written statement predominantly concerned with assessment. The national mission to raise standards and reduce the attainment gap took precedence; Williams highlighted accountability and assessment as areas of concern throughout schools in Wales; and saw their role as vital in order to raise standards. For Williams, the main purpose of assessment should be to ‘…provide information that can guide decisions about how best to progress pupils’ learning and report to their parents…assessment should improve learners’ learning, teachers’ teaching and parents’ understanding.’ (Williams, 2017). However, Williams also recognises that, at present, assessment is a component in the educational accountability system and the boundaries between these two concepts have been far too frequently merged (Williams, 2017). Once again, the advancement of assessment is required and can benefit learners, teachers and parents alike; reiterating the importance of assessment within my own teaching and learning.
Enhancing my knowledge and understanding of AfL through the lens of peer assessment will be significant in my continual development and improvement of my future practice as a teacher; producing results that could potentially be shared with other practitioners. Furlong strongly supports the belief that teachers, in Wales, should be personally and collectively accountable for their professional development (Furlong, 2015). In addition to this, teachers should be capable of evaluation; using a variety of evidence appropriate to the nature of their practice. Leading international teacher education programmes, according to Furlong, establish effective links between educational theory and classroom practice. Therefore, a teacher, in Wales, is required to be a professional with increased responsibility and fully comprehends the what, why and how of their teaching practice (Furlong, 2015). Continual professional development, as a teacher, relies heavily upon the notion of reflective practice. Similarly, the concept of reflection, for Smyth, places great importance on learning through the medium of questioning and research in order to result in an advancement of understanding (Smyth, 1992). However, Loughran would argue that experience is unable to be solely responsible for learning. Reflection, upon that experience, is imperative (Loughran, 2002); ‘If learning through practice matters, then reflection on practice is crucial, and teacher preparation is the obvious place for it to be initiated and nurtured.’ (Loughran, 2002, p. 42). Therefore, throughout this research enquiry and my practice, I will continue to self-reflect for this reason.
Assessment is often viewed as a collaborative learning partnership; where the learner plays a proactive role (Tremaine Baker, 2017). There is a need for learners to understand that assessment and feedback are tools which guide them as opposed to something which is simply just done to them. Therefore, it could be claimed that the mind-sets of learners need to be altered in order for them to think in this way. In a rather similar way, learners require encouragement to review their own work and work of peers and provide feedback. According to Baker, this has the potential to create conditions where learning is of more value than the concept of achievement (Tremaine Baker, 2017). This would be rather similar to the view of both Hattie and Timperley; feedback creates an environment for continuous learning (Timperley, 2007).
Whilst researching the impact upon both peer and teacher assessment, feedback plays a crucial role. For Hattie and Timperley, the concept of feedback can be theorised as ‘…information provided by an agent [e.g. teacher, peer or self] regarding aspects of one’s performance or understanding.’ (Timperley, 2007, p. 81). A teacher is able to provide feedback that encapsulates corrective advice. Contrastingly, a peer has the ability to provide a different approach all together. Therefore, the notion of feedback can be seen as an outcome of performance. However, Kulhavy would claim that when feedback is merged with correctional assessment, the feedback and instruction can become convoluted (Kulhavy, 1977). Hence, for feedback to take on an instructional role, it needs to be able to produce information that explicitly relates to the task at hand or the development of learning. This would result in bridging the gap between what is currently understood by the learner and what is anticipated to be understood and, for Sadler, this can be carried out in a variety of different ways (Sadler, 1989).  
Sadler also notes that feedback has the potential to characterised in terms of its effect as opposed to its informational substance (Sadler, 1989). This would complement Ramaprasad’s definition of feedback as ‘…information about the gap between the actual level and the reference level of a system parameter which is used to alter the gap in some way.’ (Ramaprasad, 1983, p. 4). Therefore, for Ramaprasad, information about the ‘gap’ can only be defined as feedback when it is used as a tool to amend the gap. Consequentially, Sadler would argue that if the information is just documented, delivered to a third party who is unable to change the outcome due to absence of either knowledge or power or is complexly coded (e.g. a grade provided by the teacher) to result in a relevant response this ‘gap’ is unable to be altered (Sadler, 1989). Therefore, assigning a grade to a piece of work may be counterproductive insomuch that learners require more than a grade to develop their self-evaluation skillset. As Sadler claims the fundamental circumstances required for learner improvement ‘…are that the student comes to hold a concept of quality roughly similar to that held by the teacher, is able to monitor continuously the quality of what is being produced…and has a repertoire of alternative moves or strategies from which to draw at any given point.’ (Sadler, 1989, p. 121). This would complement Donaldson’s view; every individual learner, in Wales, should be able to prosper from assessment that will accommodate their current needs whilst preparing them for their future. In addition to this, Donaldson claims that good teaching and learning enables learners to become independent in their learning and to take responsibility for their own development (Donaldson, 2015). 
The, most commonly, behaviourists’ belief of the student becoming independent and responsible for the development of their own learning can also be strongly linked to the concept of self-regulated learning (SLR) in which Winne and Butler address. Winne and Butler provide a concise description of the purpose of feedback as ‘…information with which a learner can confirm, add to, overwrite, tune or restructure…’ (Winne, 1995, p. 245). Dissimilarly, Kulhavy claims that feedback cannot always be viewed as an instructional tool that can be used and then acted upon accordingly; feedback has the potential to either be acknowledged, amended or even disregarded by the receiver. Feedback, exclusively, may not be sufficient to drive further performance (Kulhavy, 1977). Therefore, for feedback to be at its most effective Hattie and Timperley assert that it must be able to acknowledge and address the following questions: where am I going, how am I going and where I am going to next? (Timperley, 2007). An ideal learning environment encapsulates the pursuing of answers, to these questions, by both the teacher and the learner. Black and Wiliam would agree insomuch that comprehensive feedback has the potential to be responsible for increased learner engagement and greater achievement (Wiliam P. B., 1998). However, interestingly Sadler argues that these three questions should not work in confinement; they should work collaboratively to ensure that the gap between where the learner is currently at and where the learner would like to be is reduced. That is when feedback is most efficacious (Sadler, 1989). Whilst discussing the importance of the learning environment, this can be considered fundamental in ensuring learners are well-disposed to feedback. A teacher’s aim should be to create an environment where mistakes are viewed as learning opportunities and feedback is adopted as a vehicle to advance (Tremaine Baker, 2017). Hattie and Yates’ view would be consistent with this approach; learners should be nurtured to positively perceive assessment and feedback (Yates, 2014). 
Whilst the importance of feedback and its impact upon the learner has been discussed, the content of that feedback is imperative. During the study of the impact of both peer and teacher assessment, I have noted that it is crucially important that feedback provides the following: a comment outlining exact aspects of the student work that has been completed significantly well, a comment including a possible way in which their work could be improved upon and finally, an outlined task that can be completed to ensure that the student is reacting to the feedback that has been provided.
The Department for Education’s Workload Challenge survey, 2014, ascertained the frequency and extent of marking requirements, from teaching staff, was a significant cause of considerable workloads (Department for Education, 2015). In addition to this, the Independent Teacher Workload Review Group report, 2016, illustrated that written marking had developed into an unessential onerous task and that marking should be ‘…meaningful, manageable and motivating’ (Victoria Elliott, 2016, p. 4). The main findings of the 2016 report were to create specific and actionable feedback in order to increase learner progression. For written feedback to be at its most effective, students need the required time to respond. Likewise, Wiliam asserts that marking and assessment time should be viewed as planning time. Therefore, structured time for learners to process feedback should be integrated into lesson time; in doing so, learners address feedback as opposed to discounting or paying little attention to it (Wiliam D. , 2011). Hence, Wiliam saw it was essential for feedback to cause thinking; feedback should provide an increase in work for the recipient as opposed to the donor (Wiliam D. , 2009). Donaldson’s stance would provide a supportive viewpoint; learning has the potential to be greatly influential when students are provided with feedback that can assist them in reflecting upon the issues and also presents advice on how to progress (Donaldson, 2015). The Professional Standards for Teaching and Leadership, previously mentioned, also place importance upon the concept of reflection on learning. Sharing reflection with learners is noted as a responsibility of the teacher and is viewed as a familiar segment of the whole learning experience (Welsh Government, 2017). 

Similarly, redrafting of work should be advocated in order for learners to be acquainted with how to improve their own work. Baker provides an example of how to implement this theory within classroom practice; to ask learners to redraft a particular piece of work subsequent to teacher feedback including comments specifically outlining ways to improve (Tremaine Baker, 2017). When discussing the subject of reacting to feedback, it is imperative to look at when this feedback is given to the learner. Evidence retrieved from particular studies has proved to suggest that learners who receive feedback at a mid-point, within a longer piece of work, are more likely to respond to the feedback and consider it to be beneficial (Victoria Elliott, 2016). Therefore, literature has heavily influenced my decisions whilst studying the impact of both peer and teacher assessment; each individual learner in both class A and B were given feedback at a mid-point of their extended writing task for this reason. Learners then had the opportunity to engage with the feedback which contained guidance on how best to progress in this task and were given an allocated amount of time to respond to this feedback. 
While examining the practice of peer assessment, similar to that of teacher assessment, is it of great importance to understand how to produce the most beneficial peer feedback in order to result in the greatest increase in the rate of learning and progression. As outlined in a guidance document supplied by the Welsh Assembly Government, for peer-assessment to be purposeful, learners must understand and be involved in the creation of the success criteria. Without the concept of success criteria, a frame of reference will be absent, learners will be unable to successfully assess their peers work resulting in insignificant feedback (Government, 2010). Hattie and Yates would take a similar stance regarding success criteria; by disclosing learning outcomes and success criteria to all learners within the classroom, an opportunity is created for each learner to progress from where they currently are to where they want to be (Yates, 2014). This notion would complement Furlong’s belief that teachers need to be experts in teaching students to ‘learn how to learn’ (Furlong, 2015). Therefore, teachers are required to ensure students are aware of how to assess the work of their peers in order to develop their own learning.
Interestingly, it has been noted that peer-assessment may prove to be distinctively valuable in that learners may favour judgement received from their peers as opposed to that of their teacher. In addition to this, exchange between peers will occur in a language that learners would commonly use and if a situation arose where a learner was unsure of their peer’s explanation, they would be more inclined to question said peer as opposed to questioning an explanation received from a teacher (Government, 2010). The concept of peer assessment allocates the work to the learner. An obvious benefit of this is the fact that the teacher is then available to observe and reflect upon assessment practices within the classroom and to assist and intervene when required. Donaldson would also agree with creating opportunities for the involvement and engagement of learners in their own assessment, whilst favouring a wide variety of assessment strategies that are relevant to their specific purpose. Peer collaboration and feedback has the ability to create a safe learning environment where learners can communicate and experiment with different ways of thinking (Donaldson, 2015). The inclusion of learners within the assessment process could also change the mind-set of learners; erasing the belief that they are simply ‘victims of testing’ to understanding the benefit of assessment to develop their own learning (Government, 2010). The use of peer-assessment within the classroom can enable learners to become resources for one another and also assign ownership, to themselves, of their own learning (Cambridge International Examinations, 2015). This notion would be complemented with the Berger’s claim that the most valuable assessment that occurs within the classroom is not performed to the students but occurs inside the students (Michele Berger, 2003).
For peer-assessment to be effective, learners are required to be aware and have experience of working collaboratively in a positive learning environment; this, however, cannot be achieved quickly. A significant amount of time is required to ensure all learners are competent in the effective application of working with their peers compared to the skillset required to work individually (Government, 2010). Jones and Tanner would agree with the stance taken by the Welsh Government, in so much that the skills required for successful peer assessment are demanding in both a cognitive and emotional sense (Jones, 2006). Therefore, the development of these skills is necessary in addition to ensuring learners are aware of the predominant focus of assessment as improvement of learning. 
School Policy and Practice
When exploring the impact of teacher and peer assessment within School X is it essential to examine the guidance provided by the school in relation to the field of assessment. Throughout the Department of Religious Education at School X, there is a Programme of Study (PoS) for students in each year group. The PoS for Year 7 outlines the topics studied throughout the academic year and their corresponding assessment opportunities; these opportunities are divided into three predominant sections – peer assessment, teacher assessment and self-assessment. These assessment arrangements would advocate that of Donaldson’s purpose of assessment; ‘Assessment is a vital and integral part of learning and teaching and so needs to be fundamentally linked to the curriculum.’ (Donaldson, Successful Futures, 2015). In addition to this, the clear structure and pairing of the subject topics and assessment opportunities is consistent with that of the view taken by the National Foundation for Educational Research (NFER). The NFER claim that assessment is at its most effective when the systems of the School are logical and clear cut (SSAT, ASCL and NFER, 2017).   
Opportunities for peer assessment, within Year 7, have particular focus upon students assessing each other’s written work whilst correctly using success criteria that has been created prior to the completion of the task. At School X, is it common practice for learners to be involved in the creation of success criteria through collaboratively creating ‘top tips’ for a specific piece of written work. Therefore, the learning environment of collaborative working is one which all learners are familiar with; satisfying the need for experience that the Welsh Government (Government, 2010) and Jones and Tanner recognise, as previously mentioned (Jones, 2006).
The concept of teacher assessment, throughout Year 7, encompasses student work being marked according to departmental policy. The Religious Education Department have a marking comment bank that is used consistently throughout Key Stage 3; this is used when assessing student work (see Appendix A. Teacher assessment, at School X, consists of providing each learner with the following: a comment outlining What Went Well (W3) with their written work, a comment identifying what could have made the written piece of work even better (Even Better If – EBI) and finally a task the learner can complete to improve their work and demonstrate that they have responded and reacted to the feedback provided by the teacher (R.E.Act). It is important to note that the students are given sufficient time to complete the R.E.Act task that has been outlined for them. Within Year 7, learners are provided with 10 minutes of Development, Improvement and Redrafting Time (DIRT). In this allocated time, learners are to attempt their R.E.Act task using a green coloured pen to ensure their response can be easily recognised by the teacher (see Appendix B). This teaching and learning strategy would be strongly supported by the Welsh Government’s ideal vision of effective AfL; assessment is formative when it has the ability to inform future learning through the sense of developing a culture where dialogue, reflection and feedback exist and embellish the development of learning (Welsh Government , 2013).
The prospect of self-assessment within Year 7, at School X, outlines the importance of students reviewing and reflecting upon their own work following teacher assessment using the R.E.Act process previously mentioned. Broadfoot would recognise this as ‘reflective intelligence’ relating to the notion that self-assessment allows the learner to be able to monitor their own learning and this is a tool that can be used throughout their future learning (Broadfoot, 2007). Tan would offer a similar viewpoint, as learners who are capable of self-assessing have the potential to establish an increased sense of command over their own learning (Bourke, 2016). 
The assessed task completed towards the end of the PoS is marked according to the levels recognised in the National Exemplar Framework for Religious Education levels for 3-19-year olds in Wales (Welsh Assembly Government , 2008) and in accordance with the Literacy and Numeracy Framework levels (Welsh Assembly Government , 2014). Therefore, the Religious Education Department at School X is successful in their understanding of the LNF being a cross-curricular responsibility. ‘Assessment should be truly across the curriculum rather than just through English, Welsh and mathematics. Schools will need to ensure whole-school systems are in place to support the consistent and rigorous assessment of literacy and numeracy skills across the curriculum.’ (Welsh Government , 2013, p. p8). Even though the LNF is principally a curriculum planning tool, the LNF can also be recognised and utilised as an assessment tool that informs teacher assessment. Formal assessment made in accordance with the LNF became a statutory requirement in Wales from September 2014 (Welsh Government , 2013). Universal adoption of the LNF is capable of ensuring fairness and reliability of assessment and also creating a consistent approach, not only across classes within a year group, but schools and even regions (Welsh Government , 2013). 
Methodology and Ethics
For Punch, the fundamental concept of any type of research is that its aims, questions and methods are wholly compatible with each other. Therefore, suggesting that the first step in research should be to predominantly concentrate on the aim of the research prior to focussing upon how the research will be undertaken i.e. the methods used (Punch, 2009). Punch drew a distinction between pre-empirical and empirical phases of research. The pre-empirical phase contains precise examination of the problem and its frame of reference and of the research aims. The empirical phase places emphasis upon the questions surrounding the research which clarify the empirical and procedural considerations i.e. specific methods chosen (Punch, 2009). Therefore, the creation of the research questions is the ultimate objective of the pre-empirical phase; providing the foundation for the empirical methods.
Whilst conducting this small scale pedagogic action research enquiry, I have followed Punch’s model of research. This model firstly addresses the conceptualisation of the research enquiry in relation to a series of research questions. Secondly, the type of data required to answer these questions is ascertained. Data collection and investigation is then carried out and this data is adopted to answer the research questions posed (Punch, 2009). 
Throughout this study, my aim was to adopt further development of peer assessment in my practice within Religious Education in Year 7 at School X.  The aim of my research was to find out whether the impact of peer assessment differs between that of teacher feedback; particularly focussing upon assessment results. In order to ensure the reliability of data collection, I conducted pre and post-tests whilst using primary data. As mentioned previously, comparison will be made between two mixed ability Year 7 classes. Both classes were set an extended writing task and were provided with the same resources and given the same amount of time to complete a first draft. Class A peer assessed the writing task. Class B received teacher feedback in relation to their first draft. Both Year 7 classes then completed their final drafts of the writing task and were assessed according to a specific National Exemplar Level in accordance with the Framework for Religious Education for 3-19-year olds in Wales. 

The following methods, of both qualitative and quantitative nature, were used to indicate the level of success of peer assessment:

· Comments recorded by my Subject Mentor, outlined in my observation booklet. 
· Comparison between assessment results (pre and post-test) obtained from both classes. 
· Weekly reflection log.

Therefore, a triangulation of data was implemented throughout my research. 

When conducting the above-mentioned research, I consistently followed the British Education Research Association (BERA) Ethical Guidelines for Educational Research (British Educational Research Association , 2011) and the University of Wales Trinity Saint David (UWTSD) Research Integrity and Ethics Code of Practice (University of Wales Trinity Saint David, 2017-2020). Consent from all participants and relevant key members of staff, including my Subject Mentor, were received prior to the conduction. Participation, from learners, was voluntary. All learners involved in this small-scale research project were asked to complete and return a consent form (please see Appendix G). This ensured learners were fully aware of their participation in the study, understood why the research was being carried out and their right to withdraw their results from the study at any given time. Johnson and Christensen recognise this right and directly relate it to the freedom to withdraw principle (Christensen, 2014).  Information such as the corresponding school name and assessment results are anonymised throughout this report.
As stated, methods of both qualitative and quantitative nature were used; therefore, a mixed methods approach was taken. Mixed Method Research (MMR) has been recognised as an integral method to understand a particular situation; as opposed to attempting to understand separate entities. For Cohen, MMR acknowledges that the world is not entirely quantitative or qualitative in nature; the character of the world is diverse and mixed (Cohen, 2011). Similarly, Creswell and Plano Clark recognised MMR as a tool to blend both quantitative and qualitative data with the primary purpose of gaining an enhanced understanding of the specific topic; this understanding was recognised to be greater than that gained by simply using a quantitative or qualitative approach exclusively (Clark, 2011). Research questions are not independently quantitative or qualitative; therefore, to use one type of data has the potential to limit the justness of the issue in question (Clark, 2011). 
However, whilst recognising MMR as a successful approach to educational research, it is important to note that nineteen definitions of MMR have been identified. Alternative definitions are applied depending on what is being mixed, where and when the mixing occurs and the broadness and extent (Burke Johnson, 2007). Contrastingly, Biesta challenges the notion of MMR by questioning whether it is possible for research to honestly mix distinct components or simply connects them whilst keeping them independent of each other (Biesta, 2010). Whilst offering an alternative viewpoint regarding MMR, Hesse-Biber questions whether this paradigm can be considered as an innovative approach when MMR simply combines two previously existing paradigms; however, Hesse-Biber does recognise the capability of MMR to beneficially address different types of research questions (Hesse-Biber, 2010). Dissimilarly, De Lisle expresses concern surrounding MMR potentially creating issues if data retrieved from various methods do not verify each other placing a demand on the researcher to examine the reasoning behind such results. Therefore, in this instance, data could prove to be contradictory in nature as opposed to complimentary (Lisle, 2011). 

Evaluation
The following will provide an overview of the sequence of lessons in relation to the assessed task. The unit which relates to this research enquiry is entitled ‘The Life of Jesus’ and is designed to develop learners’ understanding of the life of Jesus and the significance of his biography for Christians today. Learners were expected to re-evaluate the meanings and interpretations of the traditional stories they are likely to have studied in their childhood and begin to engage with key concepts of redemption and salvation; which will be studied in further depth throughout Key Stage 3. The unit is designed to develop learners’ explanation of key events, focusing particularly on the crucifixion of Jesus. Prior to the extended writing assessed task, learners closely studied the above topic throughout a sequence of 11 lessons. The assessed task concentrated upon the following question: ‘who killed Jesus?’. The following learning objectives were devised in relation to this assessed task: all learners will be able to devise and express a personal response on who was responsible for the death of Jesus, most learners will be able to work collaboratively to assess evidence on who was responsible for the death of Jesus and reach a conclusion based on sound reasoning and some learners will be able to persuade an audience of who was the most accountable for the death of Jesus, giving reasons and evidence to support their points.
A clear relationship between both theory and practice is evident, as the inclusion of the National Literacy and Numeracy Framework (LNF) is most significant as a cross curricular responsibility. This complies with the Welsh Assembly Government’s view that ‘The LNF should also be used to inform your yearly assessment of learners’ literacy and numeracy skills.’ (Welsh Government , 2013). The completion of this assessed task enabled me to enhance my knowledge and understanding of the learners’ current literacy skills. Whilst studying the LNF strand of writing across the curriculum, a clear link can be made between a specific element and the content accessed by the learners whilst completing their assessed task; learners were expected to ‘write a comprehensive account of a topic presenting information…appropriately for the purpose.’ (Welsh Government , 2013). 
Whilst observing the learning objectives related to this task, it can be seen that they have been devised using an ‘all, most and some’ sequence. Therefore, the learning objectives were differentiated in order to accommodate the needs of various learners within the classroom whilst establishing a clear-cut baseline. This differentiation strategy is part of a whole school approach at School X and has been recognised by the Welsh Government as an effective differentiation tool, as a result of research informing practice (Welsh Government, 2016). Capel, Leask and Younie would offer a complementary viewpoint, recognising that ‘Learning objectives are not the same for all pupils, and more often than not your objectives can be differentiated.’ (Susan Capel, 2016, p. 115). However, Bartlett offers an alternative consideration in that differentiated learning objectives, following the ‘all, most, some’ sequence, inevitably hinder the progress of some learners; for example, those learners who are only expected to obtain the ‘all’ learning objective or even those learners who once the ‘all’ objective has been obtained will just decide to stop at this point as they have achieved the bare minimum – the adverse effect of what a teacher would like to gain from their learning objectives and lesson content.
The link between theory and practice with regards to the importance of success criteria can be evidenced. All learners within both class A and class B were involved in the creation of the success criteria prior to the competition of the assessed task; satisfying the Welsh Assembly Government’s stance previously referred to (Government, 2010). Learners collaboratively created ‘live’ success criteria. I displayed an example of a persuasive speech and asked learners what aspects of the speech made it excellent. Learners were able to identify a variety of persuasive writing techniques such as rhetorical questions and repetition within the example. Whilst learners were recognising these techniques, I used the interactive whiteboard to highlight where the learners though these techniques were being used (please see Appendix E). ‘Live’ success criteria were then collaboratively created and displayed on the board for all learners to be aware of. Therefore, success criteria were carefully designed, and all learners understood it in a similar manner and context (Nortcliffe, 2012). 
Prior to learners engaging in peer-assessment, within class A, I ensured I sufficiently modelled the concept of successful peer-assessment. For Allison, Tharby and Lemov, it is the responsibility of the teacher to show learners how to apply and employ their knowledge to create end products of the highest possible standard. Therefore, the concept of modelling is an imperative component to teaching (Shaun Allison, 2015). Modelling was carried out by using a visualizer to display an example of student work, similar to that of the assessed task learners had completed. I initially asked learners their opinion of the example shown; the positive elements of the example piece of work and what could be included within the work to further improve. The positive elements, selected by the learners, were highlighted in one colour. Annotation was then made, again using the visualizer, recording possible additions for improvement. Engaging in whole class discussion, we completed the peer-assessment of the example piece of work by creating written feedback on the live learning board within the classroom. The feedback included a comment outlining what went well (W3), a comment identifying what could have made the written piece of work better (EBI) and finally a task the learner could have completed to improve their work and demonstrate that they have responded and reacted to the feedback (R.E.Act). This proved to be a worthwhile task, as all learners had the opportunity to work collaboratively, in order to motivate one another, whilst affirming their previous knowledge and understanding of the nature and value of peer-assessment. This would complement the view presented by Baker, Evans and Brock as previously mentioned, by creating a learning environment where feedback can be viewed as a vehicle to advance (Tremaine Baker, 2017).
The peer-assessed task compromised of two elements (please see Appendix E for details of tasks). Learners first engaged with the success criteria (outlining four persuasive writing techniques), which were collaboratively created, and asked to use different coloured highlighters to highlight where their partner had used the following persuasive techniques: emotive language, repetition, religious terminology and teachings and rhetorical questions. The use of collaboratively created success criteria would be supported by the view of Brown, Rust and Gibbs; peer assessment allows learners to play an integral part in creating specific criteria to use as a guideline for achievement (McDonald, 2016). This ensured learners were aware of exactly where persuasive writing techniques had been used within their partner’s written work (please see Appendix F). However, whilst reflecting upon this task, I believe additional modelling of successful colour coded peer-assessment would have greatly benefited learner understanding, therefore, providing improved quality of colour-coded peer assessment.
The second element required learners to re-read their partner’s persuasive speech and, using a green pen, provide feedback including a comment outlining what they had done well (W3), a comment outlining areas to improve (EBI) and finally, a R.E.Act task providing a task to be completed to show engagement with the feedback. This would complement the stance taken by Angelo, as assessment should encompass explicit expectations and criteria should be made clear to all learners. For Angelo, assessment is seen as a continuous effort to improve; therefore, outlining a task to enable learners to engage with feedback would satisfy this belief (McDonald, Peer Assessment That Works: A Guide for Teachers, 2016). Reflecting upon this, I have observed that some learners had not provided their partner with a R.E.Act task. This may reflect the need for further practice of peer-assessment in order for learner knowledge and understanding to be further developed. The Welsh Government’s stance would support this as effective peer-assessment requires all learners to have experience of working in a collaborative environment and, as a practitioner, I am unable to achieve this within a short space of time (Government, 2010). 
As previously mentioned, the results of this research task will draw a comparison between the results taken prior to assessment and feedback, whether that is peer or teacher, and the results after learners were given the opportunity to respond to said feedback. For results of class A, please refer to Appendix C. For results of class B, please refer to Appendix D. Please also note the bar charts below.
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Within class A, it can be noted that 14 learners, 46.6% of the whole class, improved upon their level boundary originally assigned to their written work prior to responding to peer feedback. It is interesting to note that 2 of the 30 students, 6.6% of the whole class, improved by 2 level boundaries; therefore 28 students improved by 1 level boundary. Consequently, the success of peer-assessment can be observed when studying these findings; the belief of Berger would complement this notion of peer-assessment as beneficial and valuable in that effective assessment occurs inside the students (Michele Berger, 2003). In addition to this, I understand the concept of peer assessment allows the teacher to adopt a more supportive role within the classroom as I became more available to provide support to individual learners (Nortcliffe, 2012). This proved to be beneficial, as some learners within class A require additional support and I was able to address misconceptions by circulating the classroom whilst other learners were engaging with the task of peer assessment.
Whilst reflecting upon the impact of peer assessment, it is important to observe the weekly reflection log (please see Appendix H). Learners were able to engage in peer assessment by commenting on the work of their peer; however, learners found it more difficult to highlight particular persuasive techniques that had been outlined within their collaboratively created success criteria. Therefore, within my future practice I will now be aware of the essential requirement for continual practice of such techniques. Particular skills such as highlighting demands both time and practice from learners. Redfern would recognise this as the need to practice thinking skills; a vital element of independent learning is the concept of cognitive skills. Redfern’s view would also satisfy the view of Donaldson; the development of cognitive skills has the potential to create students as life-long learners (Redfern, 2015). 
Within class B, it can be observed that 17 learners, 54.8% of the whole class, improved upon their level boundary originally assigned to their written work prior to responding to teacher feedback. In addition to this, 4 of the 31 students, 12.9% of the whole class, improved by 2 level boundaries; therefore 27 students improved by 1 level boundary. The comparison made between the effectiveness of peer and teacher assessment, within class A and class B, concludes in findings that clearly present a more beneficial improvement made by those students who received teacher feedback within class B. However, peer-assessment within class A also proved to be successful as the percentage of students who showed improvement and progression was fairly significant. These findings could be the result of various decisions made when carrying out this research project. One reason for the lower success rate in class A, where the work was peer-assessed, could be the result of learners not having sufficient experience of collaborative work. The learners within the class have only attended School X for the last 8 months and I have taught the class for a limited period of time. According to the Government’s guidance, a significant amount of time is required to ensure all learners are competent in the effective application of working with their peers (Government, 2010). 
Limitations of the Study & Future Development
Houser notes the importance of distinguishing limitations within educational research; ‘Almost every study has limitations, and the researchers’ acknowledgment of possible limitations demonstrates an understanding of the cautions that should be taken in interpreting the results.’ (Houser, 2015, p. 258). Anderson and Arsenault’s present a similar stance; studies of a high-quality should display limitations of the research conducted, these are aspects which may pose a threat to specific features such as the objectivity and validity (Arsenault, 1998). Whilst evaluating the success of this research enquiry, there are limitations which can be identified. This enquiry was studying the impact of peer and teacher assessment in one specific year group (Year 7). It is difficult to determine whether the results of the enquiry would reflect a similar outcome in various other year groups. In selecting participants, the validity of the results would increase if I were able to carry out this enquiry with a wider range of learners within a range of year groups. A wider range of learners would also lead to a wider variety of learning needs, e.g. MAT and SEN learners, being included within the study and could possibly lead to an increase with regards to validity.
It is important to note the impact of peer assessment was measured with one class and the impact of teacher assessment was measured with the other; results were then accordingly compared. Therefore, it could be argued that this study included the use of a control group insomuch that the impact of peer assessment could have differed between the two Year 7 classes. Lavrakas would define a control group as an ‘…“untreated group” with which an experimental group (or treatment group) is contrasted.’ (Lavrakas, 2008, p. 146). The student data, in both mixed ability classes, vary significantly; therefore, the results of this research enquiry could differ greatly if I were to use both peer assessment and teacher assessment within the two Year 7 classes and then draw comparative findings. 
In addition to this, the timescale of the enquiry was short-term. In order to present more accurate results, the research enquiry could have been delivered across numerous lessons with learners completing a variety of tasks as opposed to one assessed task. This could have the potential to address the enquiry in a more rigorous manner, possibly resulting in an increase in validity of findings. Hartas would recognise time as a requirement for reliability and validity; time has the potential to provide further consistency and the ability to re-test to increase the validity of research findings (Hartas, 2010). 
If I were to ask learners to complete a similar written task again, I could create an additional opportunity for additional modelling of specific strategies such as highlighting to improve upon peer-assessment; therefore, potentially eliminating the chances of learners being unable to recognise and identify particular success criterion. Hattie and Timperley’s view on feedback could be used to support this notion; feedback can include information and advice about the processing of a specific task such as strategies that could be implemented in order to complete the task at hand (Brookhart, 2017). However, I am aware that this would have been time consuming in this study but could implement it within my future practice.
Therefore, I believe the following perspective, recorded by Bridges, is applicable to this type of educational research enquiry: ‘The discipline-based research can therefore, inform, challenge, and refresh educational agents’ understanding of educational practice, but it will rarely be sufficient to point to what they should do in a particular setting and at a particular time.’ (Bridges, 2017, p. 83). Consequently, although the results from this enquiry can be used to inform and assist my future practice and professional development, I am continuously aware that educational research does not exist without its inherent limitations and, as a reflective practitioner, it is my responsibility to adapt to each situation depending on individual requirements. However, Bridges also appreciates the significance of the intentions of the researcher; some will aim for their research to affect their educational practice (Bridges, 2017). 
This research enquiry has most certainly highlighted the importance of the content of feedback and I will continue to ensure my planning incorporates time allowance for learners to effectively respond to feedback. Throughout my future practice I will aim to use a blend of the use of both peer and teacher assessment, as I believe both strategies can benefit the development of learner knowledge and understanding in two distinct ways whilst developing a positive learning environment through inclusive teaching. In creating this blend, I would aim for assessment to determine a foundation for a ‘meaningful dialogue’ with learners about their progress (SSAT, ASCL and NFER, 2017). As a reflective practitioner, I understand that a variety of different pedagogical skills are needed in order for both peer and teacher assessment to be at their most effective. Pedagogical content knowledge, defined by Shulman, can be understood to be teacher understanding and development of individual subject knowledge in the environment of promoting student learning (Shulman, 1987). 

Conclusion
Reflecting upon the research undertaken and its results, one can make the general assumption that the quality of the work that a learner produces is expected to increase as they advance through the stages of education. However, Sadler recognises an issue with this view; if the frequency at which expectations are increased is constantly larger than the frequency of improvement, the inefficiency of the learner to preserver produces little or even no sense of achievement although improvement may be occurring (Sadler, 1989). This has the potential for the performance gap to become increasingly larger as the learner loses motivation in attempting to progress. Therefore, for this reason, I would agree with Sadler insomuch that it would be beneficial to conduct research into the prime gap between the current knowledge and understanding of the learner and their ambition. For if the gap is seen as too great, the learner may perceive this aim to be unachievable. Though, Sadler claims that this same gap could provide an abundance of motivation for a confident learner, who may not be disheartened by a series of drawbacks. By contrast, if the gap is seen as insufficient, a learner may not think that closing the gap is of any benefit (Sadler, 1989).
By reflecting upon my practice, I will aim to collaborate with individual learners to allow both myself and each learner to be aware of their ambition. As Sadler claims ‘The ultimate aim should be to have the student set, internalise and adopt the goal, so that there is some determination to reach it.’ (Sadler, 1989, p. 130). Learners should be encouraged not to be hesitant towards peer-assessment, as it is a strategy and technique used within everyday life (Nortcliffe, 2012). Nortcliffe et al reinforce the importance of peer-assessment; ‘In the future, students will work in teams…and may confront difficulties working alongside individuals. So, they will need to adopt a professional attitude and the ability to evaluate one another’s strengths and weaknesses.’ (Nortcliffe, 2012). This would complement the stance of Donaldson; assessment arrangements should be providing learners with a skillset that can be utilised within their future lives (Donaldson, 2015). 
With regards to my personal and professional development, I aim to adopt a continuously feedback cycle; where the task is introduced to learners, learners practice, feedback is provided to each learner whether this is created by a peer or teacher and then learners practice again (Tremaine Baker, 2017). An additional aim is to develop and promote a positive learning environment and classroom culture. Whilst engaging with both teacher and peer-assessment it is of high importance that the learners’ pride is safeguarded and discouraging comments are eliminated (Sackstein, 2017). By creating a respectful learning culture, I believe the results of both teacher and peer-assessment will reflect this positively. Prior to teaching both classes at School X, I ensured I made all learners aware of three things that create a positive classroom culture; when someone is speaking (be it a teacher/peer) respect them by listening, if a learner has a question to ask then they are to raise their hand and finally everyone in the classroom is of equal importance. I believe the blend of both teacher and peer-assessment strongly reflects these culture ideals; conclusively, I will continue to use both assessment strategies within my professional practice depending on specific circumstances. As Sackstein conveys, ‘For deeper learning to happen, every choice we make should support the dynamic we seek to nurture.’ (Sackstein, 2017, p. 19).
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Class A - Impact of Peer Assessment
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Class B - Impact of Teacher Assessment
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