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	Targed/target
	What I have done in this assignment...


	[bookmark: cysill]Targed/Target 1
	Ensure that you define key terms in your work when introducing them.

	I have worked hard to try and define and introduce key terms in this assignment to ensure clarity for the reader. 

	Targed/Target 2
	Ensure that you write critically. Compare sources and question some of the findings.

	I feel again that this is an area I am improving in each time I research, however I know I still have a long way to go with my criticality. I will continue to work towards this in any future study.



Researching the Learning – Word Count (4380)
Introduction to Assignment:
The aim of this research assignment is to investigate how implementing a structured peer feedback strategy affects the confidence of drama students when evaluating their peers' work. It delves into students' perceptions of peer feedback and assessment to uncover the benefits, limitations, and pedagogical implications of this approach. By examining students' perspectives, this research seeks to shed light on the effectiveness of peer assessment strategies and their implications for teaching and learning practices. The underlying motivation for this research lies in understanding how interpersonal dynamics within the classroom influence individuals' capacity to provide constructive feedback that fosters growth.
The emphasis on understanding students' perceptions, exploring the interplay between structured feedback strategies and confidence levels, and promoting collaborative learning environments resonates with constructivist theories of learning. Piaget and Vygotsky highlight the significance of social interactions and scaffolding in learning processes. While Piaget emphasises peer engagement and mutual learning among young people, Vygotsky underscores the importance of interactions between individuals with varying levels of knowledge, advocating for scaffolded support. (Kouicem Khadidja, 2020). Both theories, despite their differences, align with the research into structured peer feedback and its potential to bolster students' confidence.
This study is situated in an English-medium 11-19 school located in the north of Swansea, accommodating 1034 pupils, with 34% entitled to Free School Meals and an average attendance of 87%. These figures provide contextual information, with attendance acknowledged as a potential limitation affecting the results. The research participants consist of twenty-four Key Stage 3 drama students selected from six classes (two each from Year 7, Year 8, and Year 9). The purposive sampling method, further explained in the forthcoming case study, ensured a representative sample reflective of diverse perspectives.
Implementing structured peer feedback in school links directly to Wales's Professional Standards in teaching, as outlined by the Welsh Government (2019), which underscores its alignment with enhancing pedagogical principles. It fosters collaboration, demonstrates leadership, promotes innovation, and facilitates ongoing professional learning. By embracing structured peer feedback, educators cultivate dynamic and supportive learning environments where students actively engage, collaborate, and develop critical skills. This approach empowers students to take ownership of their learning journey while encouraging teachers to refine their instructional practices to meet evolving educational needs within the New Curriculum for Wales (Welsh Government, 2022).
Literature Review:
Peer assessment, a process where students evaluate each other's work, has gained significant attention in educational research for its potential to enhance learning outcomes and foster a collaborative learning environment. This critical literature review aims to analyse key findings from various studies on peer assessment, focusing on its advantages, challenges, implications for teaching and learning, and the building of pupil confidence in its process, particularly in the subject of drama.
Peer Assessment Literature Analysis:
Peer assessment provides numerous benefits within educational contexts. It facilitates a deeper understanding of individual learning journeys, promoting personal growth (Donaldson, 2015). Moreover, it cultivates critical thinking skills, enhances self-regulation, and encourages students to take responsibility for their own learning (Estyn, 2022). The evidence suggests that Peer assessment is not just about assessing each other's work, as it encourages students to grow as people and thinkers. When students take part in peer assessment, they not only improve and develop their schoolwork but also begin to adopt fundamental life skills.
Peer assessment is widely acknowledged for its role in enhancing self-assessment abilities and, nurturing critical thinking skills among students (O’Donovan, 2016). It fosters active participation and collaboration, thereby deepening students' engagement with both the school community and course material (Wiliam, 2012). Additionally, peer feedback provides diverse perspectives, fostering a greater sense of community and teamwork within the classroom (Grammenos et al., n.d.). Moreover, peer assessment contributes to the development of feedback literacy skills, which are essential for students' academic growth (Ketonen, Nieminen & Hähkiöniemi, 2020). These scholars collectively emphasise that peer assessment transcends mere evaluation of students' learning; it plays a pivotal role in fostering holistic development by nurturing critical thinking, social, and academic abilities (Topping, 2009). Furthermore, it facilitates collaborative learning environments where students engage in meaningful dialogue and peer-to-peer support, promoting the exchange of feedback and the presentation of arguments supported by evidence and reasoning (Welsh Government, 2020; Carless and Boud, 2018). Through the process of providing and receiving feedback, students not only develop essential skills but also gain a heightened awareness of their learning processes, thereby contributing to their overall academic growth and success (Ibarra-Sáiz et al., 2020).
Overall, it seems evident in research that peer assessment offers a multitude of benefits, these benefits include improvements in academic achievements, self-regulation, critical thinking, and collaboration skills (Hogan, 2018; Li et al., 2019; Black and Wiliam, 1998). Moreover, it fosters an environment conducive to independent engagement with learning materials and encourages deeper experiences through reflective practice (Panadero and Alqassab, 2019). By harnessing the transformative power of peer assessment, educators can create dynamic learning environments that empower students to take ownership of their learning and develop essential skills for success.
Challenges and Limitations:
Peer assessment, while offering significant benefits, presents a complex landscape of challenges and limitations. One prominent concern revolves around the reliability, biases, and social influences inherent in evaluation processes (OECD, 2014). This raises questions not only about the fairness and accuracy of assessments but also about their emotional impact on students (Sridharan, McKay, and Boud, 2023). These challenges are compounded by issues such as inadequate feedback quality and time constraints, both of which threaten the effectiveness of peer assessment initiatives (Hattie and Timperley, 2007). Additionally, the reliability and equity of feedback provision may be compromised as students struggle to offer constructive feedback effectively, potentially influenced by social dynamics like gender and socioeconomic disparities (Carlsson Hauff & Nilsson, 2021; Crossouard, 2012). Despite efforts to address these concerns, reliability, bias, and the complexity of assessment procedures persist, posing ongoing challenges (Hogan, 2018; Li et al., 2019; Panadero and Alqassab, 2019). These challenges are exacerbated by group dynamics and subjective perceptions, which can significantly impact assessment outcomes and students' ability to provide accurate feedback (Hogan, 2018). Moreover, issues such as anonymity and accountability further complicate the process, affecting the quality and fairness of evaluations (Panadero and Alqassab, 2019). However, despite the multifaceted nature of these challenges, peer assessment remains a valuable tool for enhancing student learning outcomes, if educators can effectively address and mitigate these obstacles.
Implications for Teaching and Learning:
Peer assessment has profound implications for teaching and learning practices, as it enhances interaction between students and teachers, fosters collaboration, and improves educational outcomes (Garcia-Souto et al., 2015; Welsh Government 2020). By implementing peer assessment effectively, educators can promote a more collaborative and supportive learning environment, leading to improved academic performance and outcomes for students. However, incorporating social equity considerations into peer assessment practices remains a challenge, highlighting the need for inclusive pedagogical approaches (Crossouard, 2012). This underscores the importance of addressing fairness and equity in peer assessment processes to ensure that all students have equal opportunities for success. Teachers play a crucial role in this endeavour by promoting feedback literacy, continuous assessment, and formative feedback, thus creating a supportive learning environment conducive to effective peer assessment (Li et al., 2019; Black and Wiliam, 2018).
Building Confidence in Peer Assessment:
Building confidence in peer assessment, particularly in the context of drama, is essential for its effective implementation and positive impact on student learning (Donaldson, 2015; Topping, 2009; Welsh Government, 2020). Peer assessment not only helps students understand the depth and nature of their learning but also fosters resilience by enabling them to identify strengths and weaknesses, thereby enhancing metacognitive and personal skills development (Sridharan, McKay, and Boud, 2023). However, peer assessment interactions may uncover apprehensions about potential ridicule from peers, underscoring the need for a supportive learning environment (Rohmah, Priyatni & Suwignyo, 2021). To address this, strategies such as providing structured constructive feedback and encouraging reflective activities are crucial for boosting students' confidence levels in peer assessment processes (Redesigning Pedagogy International Conference, 2022). While peer assessment holds significant potential for building students' confidence and improving learning outcomes, challenges such as interpersonal tensions must be carefully addressed to create an environment conducive to effective peer assessment (Hogan, 2018; Panadero and Alqassab, 2019).
Conclusion:
In summary, this critical analysis emphasises the importance of peer assessment in educational settings, highlighting its role not only as an evaluation tool but also as a catalyst for personal development, critical thinking, and collaborative skills among students. While acknowledging its advantages, notable challenges such as reliability issues and social influences are identified. Nonetheless, by employing effective strategies for implementation, adopting inclusive teaching methods, and promoting confidence-building initiatives, these obstacles can be overcome. This literature review underscores the benefits of peer assessment and the challenges such as reliability issues and social influences, which resonate with the obstacles faced in the presented case study. By addressing these challenges through effective implementation strategies and confidence-building initiatives, the study can leverage the transformative potential of peer assessment to enhance student confidence and learning outcomes, thus fostering a supportive learning environment. Overall, the literature review provides a robust foundation for the investigation into structured peer feedback strategies within the drama classroom, setting the stage for more research into the strategies that are working successfully in education.
Research Question: How does the implementation of a structured peer feedback strategy impact the confidence of drama students in evaluating their peers’ work?
Case Study Theory
Case study methodology is a versatile research approach with varying perspectives and no singular, agreed-upon definition. Priya (2020), Merriam (2009), and Stake (1995) view case studies as qualitative research methods that delve deeply into specific subjects. In contrast, Yin (2014) suggests case study needs a blended approach integrating both quantitative and qualitative evidence. This diversity underscores the ongoing debate about balancing quantitative and qualitative methods in case study research. Hammond and Wellington (2012) argue that case study definitions remain elusive due to their unique nature, highlighting the need for researchers to critically evaluate different approaches.
Despite serving various purposes, case study research faces criticism. While Ebneyamini and Moghadam (2018) emphasise its role in enriching theoretical frameworks, criticisms regarding subjectivity, limited generalisability, and study reliability persist (Harrison et al., 2017; Hammond & Wellington, 2012). Acknowledging both strengths and limitations is crucial for researchers to enhance the credibility and relevance of their findings.
Exploratory case study research, as highlighted by Sheppard (2020), involves unbiased data exploration, aligning with this research project's methodology. This approach, incorporating qualitative and quantitative methodologies, enables comprehensive analysis without bias towards predetermined outcomes. Furthermore the combination of qualitative and quantitative methods allows for flexibility (Roberts, Roche, & Sainani, 2023). However, challenges such as false positives and subjective interpretations must be addressed to ensure validity (Paparini et al., 2020; McKinley & Rose, 2019). Researchers can mitigate these risks through robust methodological techniques like data triangulation (Denzin, 1978), which enhances the credibility and reliability of research outcomes (Roberts, Roche, & Sainani, 2023).
To ensure the validity and credibility of this research project, the triangulation method involving multiple data sources was employed, including observation by more than one practitioner, questionnaires, and feedback. Triangulating data helps corroborate evidence from different sources, mitigating the risks of false positives and subjective interpretations (Denzin, 1978; Roberts, Roche, & Sainani, 2023).
Sample Selection:
In conducting the research project, purposive sampling was utilised following structured group observation (see Appendix A) and discussion with teacher, to select participants, ensuring a diverse representation of confidence levels in drama, and maintaining a balanced mix of genders and abilities (Grafström and Schelin, 2013). This methodological choice aimed to enrich the understanding of how structured peer feedback impacts individuals across various demographic profiles (Rai and Thapa, 2015; Sharma, 2017).
Purposive sampling involves the deliberate selection of participants based on specific attributes or characteristics relevant to the research inquiries. For instance, students who actively engaged in drama productions or demonstrated proficiency in providing constructive feedback during previous drama activities were included in the sample. This strategic approach facilitated the representation of students from different proficiency levels, including More Able and Talented (MAT) pupils, those with average abilities, and reluctant learners, thereby contributing to a nuanced understanding of peer feedback dynamics. While acknowledging the potential risk of biased interpretations, this sampling method enhanced the depth and relevance of the collected data. It allowed research to focus on gathering insights from participants possessing key perspectives related to the research topic, particularly their confidence in evaluating their peers' work. This approach proved valuable, especially given the constraints of time and sample size within the research project (Andrade, 2020; Etikan et al., 2016).
Ethical Considerations: 
Ensuring ethical conduct was paramount throughout the research project, with several key aspects observed to uphold lawful practice. (See Appendix B) Firstly, obtaining consent from parents or guardians for students under 16 years was crucial (See Appendix C), ensuring their participation was voluntary and informed. This involved distributing consent forms via class charts to the selected sample, providing detailed information about the study's nature, procedures, and any potential risks or benefits (Bera, 2018). Additionally, students provided verbal assent throughout the study and indicated their willingness to participate and their right to withdraw on the first page of each digital questionnaire. Anonymity and confidentiality were paramount to protect participants' privacy. To maintain anonymity, participants' identities were anonymised, and data was securely stored, accessible only to authorised personnel via a password-protected Google account with 2-step verification, there were no personal details recorded. Confidentiality was ensured by using unique identifiers or codes rather than participants' names on all research documents and datasets. (MAT) – More Able and Talented. (AA) – Average Ability and (RL) – Reluctant Learner. The pupil assent process ensured that students understood the study's purpose and procedures and voluntarily agreed to participate. Furthermore, the research project adhered to internal and external ethical guidelines, including the UWTSD Research Ethics & Integrity Code of Practice (UWTSD, 2022b), the UWTSD Research Data Management Policy (UWTSD, 2022a), and the British Educational Research Association guidelines (Bera, 2018). In summary, these measures were essential for obtaining informed consent, maintaining anonymity and confidentiality, ensuring pupil assent, and adhering to internal and external ethical guidelines, upholding ethical standards and integrity in research conduct.
Research methods and analysis:
In designing the exploratory research case study, a combination of methods, including observation, digital questionnaires, and structured intervention, were employed to provide a comprehensive understanding using both qualitative and quantitative measures. This holistic approach, advocated by Almalki (2016), helps build a more reliable and comprehensive perspective (Ibarra-Sáiz, Rodríguez-Gómez, and Boud, 2020; Zohrabi, 2013). However, it's essential to note that mixing observation with questionnaires can pose certain limitations, as observation allows for data collection in natural settings without interference, while questionnaires gather more structured responses, potentially introducing response bias (Ridder, 2017). Therefore, researchers must carefully consider these limitations when combining observation and questionnaires to ensure the validity and reliability of their study results (Grammenos et al., n.d.).
Furthermore, each method in the given project was selected based on its appropriateness for addressing the research question and focusing on the specific context of the study (Rohmah, Priyatni, & Suwignyo, 2021). This involves implementing assessment strategies tailored to individual case studies.
Observation:
Observation serves as a pivotal tool in unravelling the intricate dynamics of students' behaviours and interactions within the classroom environment. Smit and Onwuegbuzie (2018) express the diverse nature of observation, drawing upon Werner and Schoepfle's (1987) depiction of three distinct observational methods: descriptive, focused, and selective. Notably, descriptive observation, characterised by unbiased scrutiny of all elements, fosters a beginner's mindset to challenge assumptions, a method particularly conducive to enhancing awareness within the research project.
However, observational research is not devoid of limitations. Concerns are reported such as observer bias and the Hawthorne effect (Cook, 1962), where participants may modify their behaviour due to being observed. To address these concerns, structured observation schedules focusing on specific aspects of the drama sessions were adopted, as advocated by Hancock and Algozzine (2021). These schedules aimed to capture interaction patterns and changes in confidence levels before and after the intervention, with the additional layer of objective moderation by an impartial observer utilising the same structured observation sheet to mitigate bias and identify potential interpretational limitations.
Pre-intervention observation analysis
During the pre-intervention observation of peer assessment and feedback sessions in Year 7/8/9 drama lessons (See Appendix D), clear dynamics emerged. Peer assessment sessions heavily relied on teacher direction, with students displaying hesitancy in taking the lead, even among those identified as More Able and Talented (MAT). Notably, MAT students exhibited some openness to feedback, actively seeking opportunities for learning and improvement, while average learners displayed a mix of receptiveness and defensiveness. Conversely, students requiring support often appeared disengaged or disruptive during feedback sessions, indicating varying levels of comprehension and expression in the classroom.
Moreover, peer interactions during feedback sessions were influenced by social hierarchies and peer pressure, with students from all three learner groups experiencing marginalisation. 
Digital Questionnaires: 
Digital questionnaires were employed as a tool to self-assess participants' confidence levels and perceptions of peer feedback both before and after the intervention. The use of digital questionnaires offers efficiency and anonymity (Patten, 2016; Cadieux Boulden, Hurt, & Richardson, 2017; Crick, 2022), aligning with the need for streamlined data collection processes. However, concerns regarding response accuracy, especially in cases of careless or inaccurate responses, have been raised (Seema & Varik-Maasik, 2023). To mitigate this issue, the questionnaire was designed with a combination of simple closed and open-ended questions. This approach allows for quantitative analysis through frameworks like the Leuven Scale (See Appendix E), enabling the calculation of descriptive statistics such as frequencies and percentages (Learning Journals, 2021; MacRae and Jones, 2020). Additionally, the questionnaire facilitates qualitative insights into students' perceptions of peer assessment activities through open-ended questioning, enabling a deeper exploration of individual insights and emotions (Braun & Clarke, 2022). Thematic analysis (See Appendix F) was employed to identify and explain patterns in the qualitative data, a crucial method in qualitative research (Maguire and Delahunt, 2017; Castleberry and Nolen, 2018). This structured approach ensures accurate interpretation of themes, contributing to a comprehensive understanding of students' experiences with peer feedback. Overall, the integration of digital questionnaires and thematic analysis provides a robust framework for evaluating the effectiveness of the intervention and gaining insights into students' perspectives.
Structured Intervention:
The structured intervention aimed to introduce a novel peer feedback strategy and cultivate a classroom environment conducive to growth and development. Building upon the insights of researchers such as Black and Wiliam, (1998;2018) Hattie and Timperley (2007) and Yeager and Dweck (2020), who underscore the transformative nature of feedback and the importance of fostering resilient mindsets. The intervention targeted improvements in both learning outcomes and confidence levels through informative material and training sessions. (See Appendix G,H,I) However, despite the literature supporting structured approaches, encountering resistance from participants posed significant challenges during implementation (Tait, 2018). To address these hurdles effectively, the intervention underwent adaptations to accommodate the diverse dynamics of the classroom and cater to individual student needs, in line with principles of differentiated and individualised instruction (Tomlinson & Allan, 2000).
Moreover, it became increasingly apparent that the influence of attendance on student achievement could not be underestimated (Gottfried, 2010). With many students being absent during critical instructional periods, vital information was missed, thereby limiting the intervention's potential to boost student abilities. Consequently, addressing challenges related to attendance emerged as a pivotal aspect in ultimately enhancing overall student outcomes. These observations also underscore the interconnectedness between attendance and reporting results, emphasising the need for a comprehensive approach to address attendance-related issues and maximise the impact of interventions on student learning and development.
Research Analysis - Post-Intervention Observation Data Analysis
During the post-intervention observation, notable progressions were evident in various facets of peer assessment and feedback within the previously observed classes. Firstly, there was a distinct uptick in students' proactive engagement during peer assessment sessions, as a greater number of individuals took the lead in initiating feedback discussions. Particularly noteworthy was the increased independent confidence exhibited by MAT students in leading assessment sessions, indicating a marked improvement in their assertiveness and leadership skills. Moreover, enhancements were observed in the utilisation of drama-specific terminology, especially among average learners, who displayed more refined articulation of feedback. Even students initially requiring support showcased progress by incorporating basic drama terminology into their feedback, underscoring advancements in their comprehension. Furthermore, there was a notable positive shift in attitude and receptiveness among students, evidenced by their heightened openness to both giving and receiving constructive criticism. Average learners displayed more consistent responses to feedback, with a reduction in instances of defensiveness noted. Additionally, peer relationships exhibited improvement, with students demonstrating heightened support and respect towards each other during feedback exchanges. MAT students also received a more equitable distribution of attention, fostering a more inclusive classroom environment. Moreover, there was a surge in engagement levels across the board, with all students demonstrating increased participation and involvement in peer assessment discussions. Even students requiring support actively contributed to discussions, indicating progress in their willingness to engage with feedback processes. Overall, the observation underscores the significant advancements facilitated by the intervention, fostering inclusivity and supportiveness among students. It emphasises the importance of continued reinforcement to sustain and further enhance the overall development of the class (Hattie & Timperley, 2007; Yeager & Dweck, 2020).
Pre- and Post-Intervention Questionnaire Analysis (See Appendix J/K/L/M)
Pre-intervention data revealed distinct variations in students' confidence levels across the MAT, average, and support-need categories. MAT students exhibited higher initial confidence levels in peer assessment and feedback, consistent with their proactive engagement observed during classroom sessions. In contrast, average learners displayed lower confidence levels, often citing apprehensions regarding their ability to provide meaningful feedback. Students requiring support expressed the lowest confidence levels, reflecting their limited engagement and understanding of assessment processes. These disparities underscore the need for targeted interventions to address confidence differentials and ensure equitable participation in peer assessment activities.
Post-intervention analysis of questionnaire responses highlighted significant improvements in students' confidence levels across all learner categories. MAT students demonstrated enhanced confidence in their ability to lead peer assessment sessions and provide constructive feedback, aligning with observations of increased assertiveness and leadership during classroom interactions. Average learners exhibited notable progress in their confidence levels, displaying greater assurance in articulating feedback and engaging in peer assessment discussions. Similarly, students requiring support showcased advancements in their confidence levels, indicating a heightened willingness to participate in feedback exchanges and a more positive attitude towards peer assessment activities. These findings underscore the transformative impact of the intervention on students' confidence levels, highlighting its effectiveness in fostering a supportive learning environment conducive to growth and development.
Overall, the triangulation of observation and questionnaire data provides robust evidence of the intervention's success in enhancing students' confidence levels and fostering positive peer assessment experiences. By addressing variations in confidence across different learner categories, the intervention promotes inclusivity and equity within the classroom, ensuring that all students have equal opportunities to succeed (Black and Wiliam, 2018). Moreover, the findings underscore the importance of continued reinforcement and support to sustain achievement and further enhance students' confidence and proficiency in peer assessment activities.
Strengths and Limitations:
The research project demonstrates several notable strengths, including the adoption of a mixed-methods approach combining observation and digital questionnaires to gather comprehensive insights into the impact of the intervention. By triangulating data from multiple sources, the study enhances the credibility and validity of its findings, contributing to a well-rounded understanding of students' experiences with peer assessment (Denzin, 1978; Roberts, Roche, & Sainani, 2023). Moreover, the structured intervention targeting variations in confidence levels across different learner categories underscores the project's commitment to inclusivity and equity within the classroom, addressing individual student needs and promoting positive peer relationships. 
However, the research project is not without limitations. One notable limitation is the small sample size, which may limit the generalisability of findings beyond the specific context of the study. Moreover, the use of purposive sampling, while appropriate for capturing diverse perspectives, may introduce selection bias, potentially influencing the representativeness of the sample (Andrade, 2020; Etikan et al., 2016). Furthermore, challenges related to attendance and participant engagement during the intervention phase may have affected the consistency and reliability of data collection, potentially impacting the validity of study outcomes. Despite these limitations, the research project provides valuable insights into the power of structured interventions in enhancing students' confidence levels and fostering positive peer assessment experiences, laying the groundwork for future research in this area.
Conclusion:
In conclusion, the research project demonstrates the transformative impact of structured peer feedback interventions on students' confidence levels in drama classrooms. Through a combination of observation, digital questionnaires, and structured intervention, the study provides compelling evidence of the intervention's value in promoting inclusivity, equity, and positive peer relationships. By addressing variations in confidence across different learner categories and fostering a supportive learning environment, the intervention equips students with the skills and attitudes necessary for success in peer assessment activities. Moreover, the attention to ethical considerations ensures the integrity and ethicality of the research conduct, enhancing the credibility and validity of study findings. Despite limitations related to sample size and data collection challenges, the research project offers valuable insights into the potential of structured interventions to enhance students' confidence and proficiency in peer assessment, laying the groundwork for future research in this area. Overall, the findings underscore the importance of continued reinforcement and support in further enhancing students' confidence and learning outcomes in drama classrooms.
Recommendations:
Based on the findings and limitations identified in this research project, several recommendations can be made for future studies and classroom practice. Firstly, future research should aim to address the limitations related to sample size and selection bias by employing larger and more diverse samples, potentially incorporating random sampling methods to enhance the representativeness of the sample. Additionally, interventions targeting attendance and participant engagement should be developed and implemented to mitigate challenges related to data collection reliability and validity. Furthermore, ongoing professional development opportunities for teachers should be provided to enhance their knowledge and skills in implementing structured peer feedback interventions effectively. Lastly, educators should continue to prioritise ethical considerations in research and practice, ensuring the protection of participants' rights and well-being while maintaining the integrity and validity of research findings. By addressing these recommendations, future research and classroom practice can build upon the findings of this study and further enhance students' confidence and learning outcomes in drama education.
________________________________
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« Monitoring changes in students’ confidence levels following the intervention again through
observation.
« Analysing the effectiveness of the structured approach in enhancing students’ confidence in
evaluating their peers’ work through repeating digital questionnaires.
« Identifying any challenges or limitations associated with the implementation of structured
peer feedback within the drama setting.
By addressing these objectives, the research aims to provide comprehensive insights into the
dynamics of peer feedback within the drama classroom, with a focus on its impact on student
confidence and learning outcomes.

Proposed methods {maximum 600 words)

Provide 3 hrief suromary of all the methods that may be usad in the research activity. making it clear
what specific techniques may be used. If methods other than those listed in this section are deemed
appropriate Iater. additional ethical approval for those methods will be needed. You do not ne=d to
justify the methods here, but should instead describe how you intend to collect the data necessary
for you to complete your project.

Parental Consent and Pupil Assent: Cbtaining parental consent for students’ participation in the
research will be carried out through consent forms which will be distributed to parents/guardians,
outlining the nature of the study. the procadures involved, and any potential risks or bensfits.
Additionally. students will provide assent both verbally throughout the study and on the first page of
each digital questionnaire, indicating their willingness to participate in the research actwities and
their right to withdraw. Both parental consent and student assent are essential for ensuring ethical
conduct and adherence to research guidelines. {Bera, 2018).

Observation: The research will involve observing students during their drama classes where peer
feedback actiities take place. Observations will focus on students’ interactions during feedback
sessions, their engagement levels, and any visible changes in their confidence before and after the
intervention. Observations will be recordad through note taking where appropriate.

Digital Questionnaires: Pre- and post-intervention questionnaires will be administered to the
participating students to gauge their confidence levels in providing quality peer feedback. The
questionnaires will be designed to assess students’ perceptions of their own abilities to evaluate
their peers’ work, their comfort level with and without the structured feedback approach, and any
changes in their confidence following the intervention. Questions will be tailored to capture varying
aspects of confidence in peer evaluation using both qualitative and quantitative questions. The data
will be analysed to inform and evidencs research outcomes.

Intervention: The research involves implementing 3 structured peer feedback strategy in the drama
classroom. The intervention will introduce specific rules and terminclogy for providing feedback on
peers’ performances. This structured approach may include predefined criteria for evaluation,
rubrics, or structured feedback forms. The intervention will b2 conducted over a short period,
allowing time for students to engage with the structured feedback process to potentially observe
changes in their confidence levels.

Location of research activity
Identify all locations where research activity will take placs.

Secondary school in South Wales

Research activity outside of the UK

If research activity will take place overseas, you are responsible for ensuring that local ethical
considerations are complied with and that the relevant permissions are sought. Specify any local
guidelines (2.g. from local professional associations/earned societies/universities) that exist and
whether these involve any ethical stipulations beyond those usual in the UK (provide details of any
licenses or permissions required). Also specify whether there are any specific ethical issues raised
by the local context in which the research activity is taking place. for example. padiculac culiual
and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do
the research then please state this.

w Prifysgol Cymru
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NiA
]
(this box should expand 55 vou type)
Use of documentation not in the public domain: Are any documents NOT NO =
10 | publicly available?
YES =]
If ¥as, please provide details here of how you will gain access to specific documentation that is not
in the public domain and that this is in accordance with the current data protection law of the
country in gquestion and that of England and Wales.
11
(Vs box Showd expand 55 you fypel
Does your research relate to one or more of the seven aims of the Well-being
of Future Generations (Wales) Act 20152 YES NO
12 | A prosperous Wales o o
13 | A resilient Wales = o
14 | A healthier Wales = (=]
15 | A more egual Wales o (=}
16 | A Wales of cohesive communities = (=]
17 | A Wales of vibrant culture and thriving Welsh language D o
18 | A globally responsible Wales =] o
12 | If YES to any of the above, please give details:
A Viales of Conesive COMMUNITes: By fostering @ culture Of peer SUPROM and collaborasan within the
classroom, the research has potential to promate the development of cohesive communities. Students who
$zel canfident in ther abilities to interact and help others develop are more ikely to actively participate n
qroup activities, contribute 1o the leaming of their peers, and foster 3 sense of belonqing within the classroom
and wider community. This sense of cohesicn strengthens social bands and promotes inclusivity, creating a
mare cohesive and cannected soziety.
A reslllent Wales: By empawering students to give and receive constructive criticism, the research has the
potential to cultivate resilience by teaching valable skills in handling feedback and embracing challenges as
oppartunities for growth.
A Healthler Wales: Confidence iz 3 crucial aspect of mental health, and by empawering students 1o provide
constructive feedback and engage n comfortable collaborative leaming environments, the research could
potentially contribute to fostering heakhier individuals within the classraom, leading 1o reduced anxiety and
siress levels, and promoting overall psychological well-being among students.

SECTION F: Scope of Research Activity

Will the research activity include: YES NO
Use of a questionnaire or similar research instrument? = o
Use of interviews? o =
Use of focus groups? o =
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il iaries? =B
23| \0sw of pesiicipnt ey ¢ = Details of any other parficipant Droups:
5 Use of video or audio recording? =] =B
(-] Use of computer-generated log files? =2 =}
this box should expand as you type
7 Participant observation with their knowledge? = jm} -
E) Participant observation without their knowledge? o = g"ﬁ,‘:ipa"‘ “:"‘be'sfa:d ”""’t:d e - idents et
ovid mate of ¢ . How rt
o Access to personal or confidential information without the participants’ specific o = hmr ™ “;f:e;sbe ,ewznedgmec e ekl o youcent ¥y peri iy =
O o any Questions, t25t SGmul. presentation that may be Ko aritnyipen olpan s
3 . 1 2 - i :
10 oo 5 physically, or emofionally harmful / offensive? o =2 0 | expected’ Approximately 20-30 students depending on consent response.
11 | Performance of any acts which may cause embarrassment or affect self-esteem? o = Sci
i L 11 Who will the pasticipants be? KS3 drama students in one class.
12 | Investigation of participants involved in illegal activities? o =
131)|tiselof peocedares Riat Invohie:de cephion = = How will you identify the Depending on scheme of work. the class will be chosen based on
14 | Administration of any substance. 3gent or placebo? o = 12 participants? ;he'm;hum ofdperformanee-based lessons they will undertake
uring the study.
15 | Working with fve vertebrate animals? o =
16 | Procedures that may have a negative impact on the environment? (=] =
Other primary data collection methods. Please indicate the type of data collection Information for participants:
17 _| method(s) bejow. = ves | No | wa
Details of any other primary data collection method: 13 ‘Will you describe the main research procedures to participants in 2 o o
=} = advance. so that they are informed about what to expect?
14 | Will you tell participants that their participation is voluntary? = =3 =}
{this box should expand as you type) 15 | Will you obtain written consent for participation? = (=] (=]
If NO to every question. then the research activity is {ethically) low risk and may be exempt from some of the - — — -
N 'Will you explain to participants that refusal to participate in the
following sections (please fefer:to Geldance Nates). 10 research will not affect their treatment or education (if relevant)? = o o
If YES to any question. then no research activity should be undertaken until full ethical spproval has been 7 | R k=sanscivio hsemealion stwIR YO s i paricipants fog ek = o o
obtained. consent to being observed?
18 Will you tell participants that they may withdraw from the research at = o o
SECTION G: Intended Participants 3ny time and for any reason? o . e
10 With questionnaires, will you give participants the option of omitting o 2 o
If there are no participants then do not complete this section, but go directly to section H. guestions they do not want to answer? _ -
20 | WWill you tell pariicipants that their data will be freated with full — = = =
Who are the intended parficipants: confudentlaly and tr!a_l, if published. it will not be |d_ervmﬁiabie-as theirs?
YES NO 21 | WWill you debrief participants at the end of their participation. in 3 way =2 o o
St o S s R T ey = appropriate to the type of research undertaken?
=i = 22 | If NO to any of above questions, please give an explanation
2 | Adults {over the age of 18 and competent to give consent)? 1=} = If consent and assent have been given to complete questionnaires, all questions will ne=d fo be
3 | Vulnerable adults? = = answered to ensure accurate data collection. If students are unhappy with any of the questions,
5 they have the option not to partake in the questionnaire sample.
2 Children and Young People under the age of 187 (Consent from Parent, Carer or =2 o Additionally. while the option to participate in the study is voluntary. all pupils will be expected to
Guardian will be required) engage in the lesson following their school's policy for engagement in lessons. Pupils will be made
5 | Prisoners? o = aware that the option of non-participation only applies to cbservation and data, not lesson content
and interaction.
8 | Young offenders? [=} =
7 | Those who could be considered to have a particularly dependent relationship with = = Information for participants: YES NO NIA
the investipator or a gatekeeper? 24 | Will partich S haTa? =
8 | People engaged in dllegal activities? =] =B P g = =
Others. Please indicate the participants below. and specifically any group who 25 | Is specialist electrical or other equipment to be used with participants? = =] =]
9 | may be unable to give consent. =} = 2 | Are there any financial or other interests 1o the investigator or = = =
University anising from this study?
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'Will the research actiity involve deliberately misleading participants in 5 v TEut 5
27 any way. or the partial or full concealment of the specific study 3ims? = = = 5 Unsvassiyerstitiionalishs

2 z For example: adverse publicity, financial loss. data protection
28 | If YES to any question. please provide full details Risk to the University: gﬁ)w VAU Mitigate e ik 10 1he Uversty:
School Iaptops will b2 used to complete Microsoft forms questionnaires at the start and end of NA
study.
{tr¥s bax Showd expand 55 you type) (NS bax Shoid expand 55 you type)
Expand 55 you type)l g | Environmental risks

For example: accidental spillage of pollutants. damage to local ecosystems
Risk to the environment: 'ﬁ)"" VAU mitigete e risk 10 envircnment.

(tis box showd

SECTION H: Anticipated Risks

Paper used for consent and note taking. \r:\./h:re ;;'Dssi:lc-:‘ was‘:;cmpu,m;ugnal.;mfns using
B e e e e T s e L
If you have completed a full risk assessment (for example as required by a laboratory. or external {2r2's DOx ShOUND EXPaNd 55 VOU (YD)
research collaborator) you may sppend that to this form.
1 Full risk assessment completed and appended? :es s Disclosume and Haring Sewvice)
—~ — L If the research activity involves children or vulnerable adults, 3 Disclosure
Risks to participants . 5 o 5 and Barring Service (DBS) certificate must be obtained before any YES NO N/A
2 For example: sector-specific health & safety. emotional distress, financial disclosure, physical harm. contact with such participants.
transfer of personal data, sensitive organisational information =
Risk to participants: WW 7 | Does your research require you to hold a current DES Certificate? = o o
1. The potential for discomfort and . 2 f:" ‘,::::""::: "‘":sa“"‘“’_‘f’"’:":z:m: S f YES. please give the cerificate number. If the certiicate number is not
disagreement among participants during O A B i I A Enet s, 8 | sumilable please write “Pending”: in this case any ethical approval will be 001841901317
i i " = e :
group discussions may pose emotional parScipants to express their opinions freely subject to providing the appropriate certificate number.
risks m't'he individuals involved in the while maintaining empathy and courtesy.
RERSBICN. < . _ . . 2. Create an enviranment where participants
2. Disruption to interpersonal relationships. seel camfortatle expressing diverse SECTION I: Feedback. Consent and Confidentiality
2. There is a risk that participants may feel Viewpoints 1o encourage Fmprovement.
pressured to provide Posﬁiv_e or qiased Encouraqe active listening and ensure that 1 Feedback
responses due to their relationships or everyone can contribute withaut fear of What de-briefing and feedback will be provided to participants. how will this be done and when?
positions within the classroom. judament or reprisal

Participants will receive debriefing and feedback sessions at two key junctures during the ressarch
process. Firstly, before the intervention, participants will be briefed on the research objectives,
procedures, and their role in the study. They will have the opportunity to ask questions and clarify

3. Offer structured training on effective
communication and confiict resclution
technigques to equip participants with the

skills neaded to navigate discussions any concems. Ft_)llowir_bg tr_|e imetvenyion, paﬂicipapis \'n_ll reoerve fee_dback on the_ovefall ﬁr}ding_s
respectfully and constructively. Provide of the research, including insights gained from their participation. This feedback will be provided in
suppart for individuals who may struqoke with a clear and accessible manner, ensuring that participants understand the significance of their
feedback 1o peers. contribution to the study.
If research actnnty may include sensitive, ecnhanassm or upsetting topics (e.g. sexusal activity, v Informed consent
drug use) or issues Ilkeby to disciose information requiring further action (e.g. criminal activity). give Describe the arrangements to inform potential participants, before providing consent. of what is
3 details of the procedures to de_aj with these issues, including any support/advice (2.g. helpline involved in participating. Describe the arrangemems for participants to provide full consent before
numbers) to be offered to participants. Note that where applicable, consent procedures should data collection begins. If gaining consent in this way is inappropriate, explain how consent will be
make it clear that if something potentially or actualw.d.leaal is discovered in the course of a project. obtained and recorded in accordance with prevailing data protection legisiation.
it may need to be disclosed to the proper authorities Fotential participants will be informed about the research through an initial discussion, followsd by 3
written information sheet distributed alongside the parenticarer consent form. These information
The research does not explore topics of this nature. sheets will detail the purpose of the study, procedures involved. and their rights as participants. The
(Vs box showd expand 53 you type) consent forms provided will allow parents/carers to provide full consent before data collection
Risks to the investigator begins due to all participants being under 18 years old. The consent process will comply with data
4 For example: personal health & safety, physical harm, emotional distress, risk of accusation of protection legislation, ensuring that participants are fully informed and consenting.
harm/impropriety. conflict of interest
Risk to the mvestigator. Fow jou val mtigese e rieK [0 the mvesagasor. | 3 Confidentiality ] Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If
N/A anonymity is not being offered, explain why this is the case.
(s box shows expand a5 you type) (TS Do ShOWD EXpand 55 Jou type) Anonymity of participants will be ensured in any research outputs by using numerical codes to

protect identities. Any personal information collected during the research process. such as consent
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forms or demographic data, will be kept confidential and stored securely in compliance with data
protection regulations. Participants will be assured that their responses and identities will remain
confidential and will not be shared with anyone outside the research team.
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SECTION J: Data Protection and Storage

Does the research activity involve personal data (as defined by the General
Data Protection Regulation 2016 “GDFPR" and the Data Protection Act 2018 YES NO
"DPATY?

All collected data, including consent forms and guestionnaires. will be stored securely in password-
protectad electronic files or locked filing cabinets accessible only to authorised personnel
Additionally. electronic data will be encrypted to prevent unauthorised access in case of theft or loss.
of devices. Anonymisation techniques will be employed to protect the identities of participants, with
any personally identifiable information replaced with numerical codes. This ensures that individual
participants cannot be identified from the data.

Regular backups of any digital data will be performed to safeguard against data loss due to
technical failures or unforeseen circumstances.

“Personal data™ mesns any informstion relating to an identified or identifiable
natursl person (‘dats subject’). An identifiable natursl person is one who can
be identified, directly or indirectly, in padiculac by reference to an identifier
such as 8 name, sn identification number, locsfion data, an online identifier or (=] X
fo one or more factors specific to the physicsl physiological, genetic, menfsl,
economic, culfursl or social identify of that naturs! person. Any video or sudio
recordings of participants is coosidered fo ke personsl dats.

Data Protection

If YES, provide a description of the data and explain why this data needs to be collected:

(s bos N expand 5

W type)

Does #t involve special category data (as defined by the GDPR)? YES NO

“Special caTegory daia” IMEans SEnsMVe DErsonal 0515 CONSISng Of NTONMaton &5
{0 the darfa subjects’—

{a) raciai or etnnic ongin,

(b) potical opinions.

(€2 refigious beNers or other belefs of @ simiar nature,

{0) membership of 3 trac0e union (Within the meaning of the Trade Union and Lacour o X
Reiations (ConsoNOation) Act 1002).

() prysical or mentai heaikn or conavion,

{7 sexual ife,

(g) genetics,

(h) blomelric data (35 used for iD surposes).

Will the research activity involve any of the following activities: YES NO
13 | Electronic transfer of data in any form? B
14 ‘Sér;a';i;g of data with others at the University outside of the immediate research o
15 | Sharing of data with other organisations? (=]
16 | Export of data outside the UK or importing of data from outside the UK? =}
17 | Use of personal addresses, postcodes, faxes. emails or telephone numbers? =]
18 | Publication of data that might allow identification of individuals? (=]
12 | Use of data management system? =
20 | Data archiving? =)
If YES to any question, please provide full detsils, explaining how this will be conducted in
21 | accordance with the GDPR and Data Protection Act (2018) (and any international equivalents,

where appropriate):

Microsoft Forms wall transpose data collected from the questionnaires for analysis, however the
forms will not have any identifiable information in accordancs with Data Protection guidelines.

List all who will have access to the data generated by the research activity:

If YES, prowvide 3 description of the special category data and explain why this data needs 1o be
collected:

(this bos

expand 55 you typel

Hayley O'Malley

flee X S xpand 8s you type)

23

List \A;hO will have control of, and act as custodian(s) for. data generated by the research actwvity-

Will data from the research activity (collected data, drafts of the thesis, or
materials for publication) be stored in any of the following ways?

<
m
o)

NO

Hayley O'Malley

(t7¥s bax showd expand 55 you type)

Manual files (i.=. in paper form)?

University computers?

24

Give details of data storage arrangements, including security measures in place to protect the data,
where data will be stored, how long for, and in what form. Will data be archived — if so how and if
not sy not

Private company computers?

Home or other personal computers?

O N O

Laptop computers/ CDs/ Portable disk-drives! memory sticks?

o] B B B o] B

“Cloud” storage or websites?

All collected data, including consent forms and questionnaires, will be stored securely in password-
protectad electronic files or locked filing cabinets accessible only to authorised personnel
Additionally. electronic data will be encrypted to prevent unauthorised access in case of theft or loss.
of devices. Data will only be kept until the end of the study and destroyed in line with data
protection guidance due to nature of the study being time sensitive and specific to university
assignment criteria.

- |-
- lo

Cther — specify:

{=1

25

Please indicate if your data will be stored in the UWTSD Research Data Repository (see
hitps-//researchdata uwtsd.ac uk/ ). If so please explain. (Afosf relevant to scademic sfsff}

a
=2
a
a
a
=2
=
data

For all stored data. explain the measures in placs to ensure the security of the data collectad,
confidentiality, including details of backup procedures, password protection. encryption,

No

anonymisation and pseudonymisation:
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Appendix C -
Consent form

Consent Form for Parents/Guardians

Dear Parent/Guardian,

My name is Hayley O'Malley, | am a Drama PGCE student currently in my second teaching placement at

. 1 am conducting a research project titled "Enhancing Confidence through
Peer Feadback in Drama Education" aimed at investigating the impact of structured peer feedback strategies
on students’ confidence levels in drama classes. Your child has been selected to participate in this study, and |
would like to seek your consent for their involvement.

Study Overview:

The research aims to understand how structured peer feedback influences students’ confidence when
assessing their peers' work in drama classes.

Participation in the study involves your child engaging in drama lessons where structurad peer feedback
activities will be conducted.

The study duration is 4 weeks, and your child's participation is voluntary.
Data Collection:

Data will be collected through ohservations during drama lessons, digital questionnaires, and structurad
intervention activities.

Your child’s identity will remain anonymous, and data will be securely stored in compliance with data
protection regulations.

Benefits of Participation:

Participation may contribute to improving teaching practices in drama education and enhancing students'
confidence levels in providing and receiving feedback.

Risks and Confidentislity:
Thers are minimal risks associated with participation, such as potential discomfort during faedback sessions.

Gonfidentiality will be mgintainad at.all fimas, and no personal or confidential data will be reported in research
findings.

Voluntary Participation:

Your child's participation is entiraly voluntary, and they have the right to withdraw at any time without penalty.

Contact Information:

If you have any questions or concerns about the study, please contact Hayley O'Malley ot [ N N

o I

bonsen!:

| __Parent/Guardian’s name}, give consent for my child,

(Child's Name), to participate in the research projact titlad "Enhancing Confidence through Peer Feedback in
Drama Education.”

Please complete and return this signed consent form to _

Thank you for your cooperation.
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Btructured Observation Sheet:
Peer Assessment and Feedback (KS3 Drama)

Student Information: MAT / AA/RL

Confidence Level: 4 1 2 3 4
Engagement: 1 1 2 3 4
Obaonation Catagorios:

Initiation of Pear Assessment:

Does the student initiate peer assessment and feedback?

Use of Drama Terminology:

Does the student use drama-specific vocabulary?

Are they able to articulate feedback effectively?

Attitude and Recoptivencss:

How do they respond to feedback from pears?

Do they demonstrate openness to constructive criticism?

Overall Observation Notes:
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Audience Evaluation

POSITIVE

- I really liked
how because...

- It was effective when
you because....

- When you did it
was good because..

- You used
well when...

HELPFUL
- To improve you could..

- Try to use
next time

- You could include....
- When you did

you could
have..

ACTIVE
LISTENING
SKILLS

Gwrandewch
Eisteddwch

Edrychwch

Keywords

Voice
Pace

Accent
Volume
Tone

Pitch

Performance Skills

Body Language
Facial Expressions
Gestures
Proxemics

Gait
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Appendix H- Rubric

Peer Assessment Performance Rubric: Drama Performance

Instructions for Peer Assessment:

Think about how your peer did in each area.

Give them a score of 4, 3, 2, or 1 based on how well they did.

Explain why you gave them that score and what they did well or could improve.

Be helpful and kind in your feedback to help your peer do better next time.

Criteria

Excellent (4)

Good (3)

Fair (2)

Needs Improvement (1)

Score

Acting Skills

Really gets into
character, showing how
they feel and what they

want to do.

Acts well and you can
understand their feelings
and actions.

Tries to act out their
character, but
sometimes it's hard to
follow.

Struggles to act like their
character convincingly.

Stage Presence

Looks confident on stage
and uses their body and

Seems comfortable on
stage and tries to engage

Looks a bit nervous
sometimes but still tries

Appears nervous and
finds it hard to connect

face to tell the story. the audience. to perform. with the audience.
Speaks loudly and
Voice Projection clearly so everyone can arly most of Sometimes hard to hear | Often speaks too quietly

hear them, but nottoo | the time but might be a bit or understand what or unclearly, making it

loud. quiet or unclear at times. they're saying. difficult to follow.
Collaboration Works well with others, Gets along with others Sometimes forgets to Often works alone or
listens to their ideas, and and contributes to the listen or join in with the doesn't cooperate with

helps_ out. group effort. group. others.

Creativity and
Innovation

Comes up with cool
ideas and tries new
things in their
performance.

Shows creativity in their
acting choices and how
they use props or
costumes.

Tries to be creative but
might stick to the usual
way of doing things.

Doesn't show much
creativity and just does
things the same as
everyone else.
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Two Stars & a Wish

© lreally like the way you ...
I really like how you ...
I noticed you ...
My favourite part was when ...
| think the best thing about it was ...
It was interesting how you...
You grabbed my attention when ...
You should be proud of ...

- Ifwould be great if you...

~ I think you might want to ...

~ Iwould recommend it if you...

~ Next time maybe you could fry ...
~ You can improve by...

~ It would be even better if you...
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Summary

a Peer Feedback Questionnaire 1 (Pre intervention)

View in Sheets

Accepting responses .
Question Individual

O copy

On a scale of 1 to 5, how confident do you feel about giving feedback to your peers in
drama class?

24 responses

8 (33.3%)
7 (29.2%)
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1(4.2%)





image28.svg
                              Appendix J Pre - Intervention Questionnaire Results


image29.png
O Copy
How comfortable are you with using drama terminology (for example; facial
expressions/body language/levels) when giving feedback to your peers?

24 responses

8 (33.3%)

7 (29.2%)

4 (16.7%) 4 (16.7%)

1 (4.2%)

How frequently do you use peer feedback during drama class?

24 responses

@ Never

@ Sometimes
@® Often

® Always

D copy
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How do you feel when you are asked to give feedback to your peers in drama class?

23 responses

I don't like it

excited

| feel like | can't say anything in case they will have a go at me.
I'm not sure

Scared

Terrified

Nervous

| feel a bit nervous because | don't always feel as if I'll be listened too. Sometimes the class doesn't feel
like the right space to share feedback
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How do you feel when you are asked to give feedback to your peers in drama class?

23 responses

I don't like it

excited

| feel like | can’t say anything in case they will have a go at me.
I'm not sure

Scared

Terrified

Nervous

| feel a bit nervous because | don't always feel as if I'll be listened too. Sometimes the class doesn’t feel
like the right space to share feedback
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How do you feel when you receive feedback from your peers?

24 responses How do you feel when you are asked to give feedback to your peers in drama class?

23 responses

| don't mind it

| don't like giving feedback
Embarrassed e

Not very confident to speak in front of the class
| feel ok when it's good but it sometimes upsets me if it's not nice

Bad
thankful P ! :
| don't like giving feedback because people laugh or make a big deal out of something you say
| don't like it 1 would rather not say nothing
Happy Nervous, afraid of hurting someone’s feelings, don't want to look like a big head
Not happy
Not sure but i dont wont bad things
Pointless

Sometimes it can be helpful and sometimes it is not nice
No one really wants to

If it's good I'm ok but it upsets me if it's not nice
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How do you feel when you receive feedback from your peers?
24 responses
It depends who it's from- | like feedback only if it's helpful and not nasty
It's ok
| would feel ok if it was helping me improve
Bad

I'm happy to receive feedback but sometimes people just say something is rubbish and that is a waste of
time

Don't really feel like anything
Shy, embarrassed and | don’t take compliments well
Nothing

Sometimes people just say things to make you embarrassed or pick on stupid things to make you feel

Sometimes it's helpful
No one really cares
It's good when it's something nice or a compliment

| feel ok about it. It doesn't bother me.
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Appendix How do you feel when you are asked to give feedback to your peers in drama class?

20 responses

Confident

| feel better because | know what to say

It's ok now

| know what I'm supposed to do

| feel like it's easier with the sentence starters and the two stars and a wish

Since the rubric it feels good

I'm still getting used to it but it feels better with the audience evaluation slide on the board
It feels better

The same sad before
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Appendix How do you feel when you are asked to give feedback to your peers in drama class?

20 responses

I like being able to tell the groups what they did well and be able to give them ideas

It's easier now everyone knows what to say

Shy

| enjoy the feedback at the end but not everyone likes it and it’s still a bit awkward sometimes
| feel more confident but sometimes | can’t think of anything to say and it feels awkward

It is better now we know what to say

I don't enjoy it but it’s a lot better because everyone knows what things they are looking for to be good or
bad

More confident and | enjoy it

I don't like it
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Appendix )
How do you feel when you receive feedback from your peers?

20 responses

It feels good because everyone says nice things and helpful things
Sometimes you get good ideas

Awkward

Itis good

I don't mind it but it can still feel awkward

It works well when people enjoy your scenes

Sometimes they can still be idiots

It feels better and good

It's funny
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Appendix

How do you feel when you receive feedback from your peers?

20 The feedback was fine
responses

I like listening to it
| feel like they are trying to help

| don’t mind it, it's helping

| get a bit embarrassed but | feel ok

| like hearing what went well and what could go better

Good

I know they have watch and have thought about what | did well
Better

I'm happy that they say positive things

The same as before
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Results:

Confidence in Giving Feedback (Question 1):
Mean Confidence Level: 3.2

Standard Deviation: 1.34

Distribution:

1: B responses (33.3%)

2: 5 responses (20.8%)

3: 7 responses (29.2%)

4: 3responses (12.5%)

5: 1 response (4.29%)

Analysis: Tha majority of respondents reported moderate confidence levels in
giving feedback, with a mean score slightly above the midpoint of the scale.
However, there was considerable variability in responses, indicating differing levels
of confidence among students.

Frequency of Using Peer Feedback (Question 2):
Distribution:

Never: 2 responses (8.3%)

Sometimes: 20 responses (83.3%)

Often: 1 response (4.2%)

Always: 1 response (4.29)

Analysis: The overwhelming majority of respondents reported using peer feedback
sometimes during drama class, indicating that peer feedback is a commonly
utilized practice in the classroom.

Comfort with Using Drama Terminology (Question 3):
Mean Comfort Level: 2.9

Standard Deviation: 1.48

Distribution:

1: 7 responses (29.23%)

2: 8 responses (33.3%)

3: 4 responses (16.7%)

4: 4 responses (16.73)
5:1response (4.2%)

Analysis: Responses indicated a moderate level of comfort with using drama
terminology when giving feedback. While the maijertity of respondents reported low
to moderate comfort levels, there was a wide range of responses, suggesting
varying degrees of familiarity with drama terminology.

Feelings When Asked to Give Feedback (Question 4):
Thematic Analysis:

Common themes included nervousness, fear of negative reactions, uncertainty,
and discomfort with speaking in front of the class.

Some respondents expressed apprehension due to past experiences of ridicule or
lack of receptiveness from peers.

Feelings When Receiving Feedback (Question 5):
Thematic Analysis:

Common themes included ambivalence, embarrassment, appreciation for
constructive feedback, and discomfort with negative feedback.

Responses varied based on the source of feedback, with some respondents
expressing preferences for feedback from certain peers.
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Structured Observation Sheet (Group)

Research Project: Enhancing Confidence through Peer Feedback in Drama Education

Date:

Observers:

Class:

Year Group:

Lesson Topic:

Duration:

Obsaervation Focus

Peer Assessment Dynamics:

How students engage in providing feedback to their peers.

Confidence Levels:

Levels of confidence displayed by students in delivering and receiving feedback.

Interaction Pattemns:

Patterns of interaction among students during peer assessment activities.

Observation Checklist:

O Students actively participating in feedback discussions.
O Evidence of leadership among students in leading assessment sessions.
O Utilization of drama-specific terminology in feedback.
O Display of openness to giving and receiving constructive criticism.
O Presence of consistent responses to feedback among students.
O Supportive and respectful peer relationships observed.
O Equitable distribution of attention among students.
O Increased engagement levels across the class.
tes

Notes and Observations:
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Analysis Post
Intervention

Thematic Analysis:

Confidence in Giving Feedback:

Responses varied on the scale of confidence in giving feedback.

The majority (45%) rated their confidence as 3 out of 5, indicating moderate
confidence.

Some participants (30%) rated their confidence at 4 out of 5, suggesting a relatively
high level of confidence.

A smaller percentage (10%) rated their confidence at 2 out of 5, indicating low
confidence.

Only 5% rated their confidence at 1 out of 5, reflecting very low confidence.

This suggests a diverse range of confidence levels among participants, with the
majority feeling moderately confident.

Frequency of Using Peer Feedback:

The responses indicated that peer feedback is used to varying degrees.

The majority (55%) reported using peer feedback sometimes, indicating it is not
consistently utilized.

A significant portion (40%) reported never using peer feedback during drama class.

Few participants (8%) reported often using peer feedback, while none reported
always using it.

This suggests that peer feedback is not extensively employed in the drama class,
with a significant portion of participants not utilizing it at all.

Comfort with Using Drama Terminology:

Participants' comfort levels with using drama terminology varied.

The majority (50%) reported feeling comfortable with using drama terminology,
rating itat 3 out of 5.

A smaller percentage (20%) rated their comfort level at 4 out of 5, indicating a
relatively high level of comfort.

A small percentage (8%) reported often using peer feedback, while none reported
always using it.

Comfort with Using Drama Terminology:

The majerity.of participants (50%) felt moderately comfortable (3 out of 5) with
using drama terminology.

A smaller percentage (20%) felt relatively high comfort (4 out of 5), while 15% felt
low comfort (2 out of 5).

Only 5% felt very Low comfort (1 out of 5) with using drama terminology.
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Analysis Post
Intervention

Some participants (15%) rated their comfort level at 2 out of 5, suggesting a lower
level of comfort.

Only a few participants (5%) rated their comfort level at 1 out of 5, reflecting very
low comfort.

This suggests a range of comfort levels among participants, with the majority
feeling moderately comfortable.

Feelings about Giving and Receiving Feedback:

Responses to how participants feel about giving and receiving feedback were
diverse.

Some participants expressed increased confidence and comfort, particularly
when provided with structured guidance and tools.

Others mentioned feeling awkward or shy, indicating discomfort with the process.

Many participants appreciated the constructive nature of feedback and its
potential to improve their performance.

Some participants mentioned feeling embarrassed or awkward when receiving
feedback, suggesting a need for a supportive and respectful feedback
environment.

Overall, participants' feelings about giving and receiving feedback varied,
reflecting individual differences and the influence of contextual factors.

Quantitative Analysis:

Confidence in Giving Feedback:

The maijcerity.of participants (55%) rated their confidence as moderate (3 out of 5),
followed by 30% with relatively high confidence (4 out of 5).

A smaller percentage (10%) reported low confidence (2 out of 5), while only 5%
expressed very low confidence (1 out of 5).

Frequency of Using Peer Feedback:

The maijerity.of participants (55%) reported using peer feedback sometimes,
followed by 40% who reported never using it.




image58.svg
              Appendix M – Data Analysis Post Intervention


image2.svg
            Appendix A - Structured Group Observation


image3.png
Prifysgol Cymru

" University of Wales

APPLICATION FOR ETHICAL APPROVAL

RESEARCH STUDENTS

This form is to be completed by the student within SIX months for full-ime students and TWELVE months
for part time students, after the commencement of the research degree or following progression to Part
Two of your course.

Once complete, submit this form via the MyTSD Doctoral College Portal at (htips://mytsd uwisd.ac.uk).

This document is also available in Welsh.

RESEARCH STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to
paresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.

STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form
(and receive the outcome) via systems explained to you by the supervisor/module leader.

In.order. for research to result in benefit and minimise risk of harm, it must be conducted ethically. A
researcher may not be covered by the University’s insurance if ethical approval has not been obtained
prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken
on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and
society, and the use of this stock of knowledge to devise new applications™. As such this covers activities
undertaken by members of staff, postgraduate research students, and both taught postgraduate and
undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the *principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing
within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see
Checklist for details of process for different categories of application.

SECTION A: About You (Principal Researcher)

1 Full Name: Hayley O'Malley

2 Tick all boxes that apply: Member of staff: o fl-;?'g:lr:avy research a
Underraduat Stusen | 3| ToshiPosoraduate | g |Posordse |

3 | Dcumelcerie: Atfofa

4 Campus: Siwansea

Appendix B — Ethics Form

University of Wales PG2/E1 FORM

7 Student Number: 2107703

8 Programme of Study: PGCE Secondary Drama

2 Director of Studies/Supervisor: | Ishmael Lewis

SECTION B: Approval for Research Activity

1 Has the research activity received approval in principle?
{pleas= check the Guidance Notes as to the appropriate YES =2 NO o
approval process for different levels of research by different
categories of individual)
Date
2 |If ¥es, please indicate source of [ Research Degrees Committze o
approval (and date where known):
Approval In principle must Dbe | Institute Research Committee o
obmined from the. relevant S0UIce |- ey
king emical val
prior to seeking ehical appro Ishmael Lewis. = 14/03/2024

SECTION C: Internal and External Ethical Guidance Materials

Please list the core ethical guidance documents that have been referred to during the compiation of
this form (including any discipline-specific codes of research ethics, location-specific codes of
research ethics, a3pd.alsa any specific ethical guidance relating to the proposed methedology).
Please tick to confirm that your research proposal adheres to these codes and guidelines. You may
3dd rows to this table if needed.

1 UWT SD Research Ethics & Integrity Code of Practice =2
UWTSD Research Data Management Policy =
British Educational Research Association, (2018) =

SECTION D: External Collaborative Research Activity

If there are external collaborators then you should gain consent from the contact persons to share their
personal data with the university. If there are no external collaboratoss then leave this section blank and
continue to saction E.

1 Institution
2 Contact person name
3 Contact person e-mail address
4 Is your research externally funded? YES [=] NO [=]
5 Are you in receipt of a KESS scholarship? YES [=] NO [=]
5] Are you specifically employed to Voluntary YES o NO o
=1 undertake this research in either a Empioved
paid or voluntary capacity? ploye YES =) NO o
8 Is the research being undertaken If ¥ES then the
within an existing UWTSD Athiefa | permission question YES = O =
Professional Learning Partnership below does not need

{APLP)? 10 be answered.
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