                                     [image: A close-up of black text

Description automatically generated]


Module Code:  ECAD5014

Assignment Title: 
Design and conduct a small-scale research study, and critically evaluate the chosen research tools, and the impact of your findings on your professional practice.
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I acknowledge the use of Chatgpt on [30th March to transcribe my interviews. And to help me research. I used the prompt(s): 
1. Can you please transcribe these audio files.
2. Who agrees that success criteria help students. 
3. Find me some studies on success criteria in the classroom. 
I confirm that I have not presented any AI generated text as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used before and after the use of AI tools which I may be asked to provide in evidence. 



	Targets from previous module
	How I have worked on these?
	An example can be seen on…


	Endeavour to select a greater depth of appropriate peer-reviewed sources of research for your writing to aid academic support of your key points.”


	I have used a wider rnage of peer-reviwed sources.
	An example is Vrichton & McDaid who spoke about real classorom percpetions.

	
“Continue to develop a critical approach throughout, offering the opposing view/ aspects to be cautious with and limitations whenever possible. Try to avoid the large descriptive summaries where possible.”

	I questioned Success criteria and Leanring objecties 
	

	
Further elaborate on the very good points identified with even greater critical reflection.”

	I have expanded on more of my key points 
	I asked questions such as  “why does this mean your leanring?”





Exploring the perspective of year six students and teachers on how showing a clear learning objective and success criteria effects the learners, learning outcome.

Introduction
Assessment for Learning (AfL) is widely recognised as a key strategy in promoting effective pupil progress. AfL encompasses a range of approaches, including self-assessment and peer assessment. This research, however, focuses specifically on the use of clear success criteria (SC) and learning objectives (LOs), which aim to help learners understand expectations and take ownership of their learning. Conducted in a Welsh primary school and aligned with the principles of the Curriculum for Wales, this study investigates the perspectives of Year 6 learners and their teachers on how clearly communicated LOs and SC influence engagement, understanding, and overall learning outcomes. By exploring both student and teacher perspectives, this research aims to identify key benefits, practical challenges, and implications for reflective classroom practice.

Literature review
Many studies identify success criteria and learning objectives as central components of Assessment for Learning, designed to help pupils set learning goals, monitor their progress, and reflect on their learning. These strategies are widely endorsed across the educational literature as tools that can enhance metacognition, encourage learner autonomy, and support formative assessment practices (Black & Wiliam, 1998; Clarke, 2014; Hattie, 2009). However, despite the strong theoretical and policy-level endorsement of SC and LOs, their impact in real classroom settings relies heavily on how they are interpreted, communicated, and embedded in daily practice. Importantly, both teacher and pupil perceptions significantly shape their value and effectiveness, suggesting that implementation alone is not sufficient, therefore stating that contextual understanding is key.

Clear LOs and SC are frequently regarded as powerful tools for improving pupil motivation, engagement, and attainment. Hattie (2012), cited in Eagan (2023), found that success criteria can significantly boost achievement, with an effect size of 0.88, indicating a potentially transformative impact on learning outcomes when used effectively. These tools are designed to give pupils a clearer sense of what they are learning and what success looks like, contributing to a more purposeful and focused classroom environment. Snow (2022) further supports this by reporting that primary learners who understood the purpose of SC and LOs felt more confident, independent, and willing to take ownership of their learning.

However, other studies suggest that the potential of these tools is not always realised in everyday practice. Crichton and McDaid (2016), for instance, observed that many pupils perceived SC and LOs as superficial tasks, for example routine features of a lesson’s opening, but rarely revisited or used to support reflection. In such cases, the criteria often became a performative exercise, disconnected from the learning process. This finding aligns with concerns raised by Wiliam (2011), who emphasised that AfL must be embedded throughout the learning cycle rather than treated as a checklist at the start of a lesson. When SC and LOs are not revisited, or when pupils are not encouraged to engage with them meaningfully, their potential to encourage deep learning and critical thinking may be lost. These findings underscore the importance of investigating how Year 6 learners and their teachers perceive the use and clarity of SC and LOs in the flow of daily classroom interactions, not just in theory.

Equally important is the role of the teacher in shaping how SC and LOs are implemented and experienced. Teachers’ understanding, confidence, and training in using these tools meaningfully can greatly influence their classroom impact. Adesanya and Graham (2022), researching in South African classrooms, found that teachers often struggled to use SC and LOs in a way that truly supported formative assessment. However, professional development interventions such as MERLO were shown to enhance teacher clarity and confidence in applying these strategies. Similarly, Crichton and McDaid (2016) reported that UK teachers’ interpretations of SC and LOs were inconsistent, with some aligning more closely with policy mandates than with pedagogically sound practice. These inconsistencies are often compounded by systemic pressures such as time constraints, curriculum coverage demands, and insufficient professional learning. As such, while the theoretical benefits of AfL are widely accepted, the translation of these concepts into everyday practice is far more complex. This study aims to examine how Year 6 teachers interpret and use SC and LOs in their own classrooms, and whether their approaches align with pupils’ experiences and needs.

Understanding pupil perspectives is vital in evaluating the real-world effectiveness of SC and LOs. Snow (2022) found that while many pupils benefited from the clarity these tools provided, others felt unsure of their purpose—particularly when explanations were unclear or inconsistent. Crichton and McDaid (2016) similarly noted that many pupils viewed SC and LOs as tasks to be written down, but not actively used or revisited during learning. Eagan (2023) warns that poorly explained or tokenistic SC can foster passive, compliant behaviours rather than independent, reflective learning. This highlights a clear gap in the literature: while much attention has been paid to the theoretical benefits of SC and LOs, there is comparatively less focus on how pupils actually make sense of these tools within the realities of their classroom experience. This research responds to that gap by exploring the interpretations and experiences of Year 6 learners, seeking to understand how these tools are perceived, applied, and potentially internalised in their everyday learning journeys.

Methodology
The research was carried out in one mainstream primary school in Wales. Seventeen Year 6 pupils participated by completing questionnaires, and three small-group interviews were conducted with five pupils per group. These group interviews were designed to encourage informal, peer-supported discussions and allow for diverse voices to emerge. Four teaching staff also completed a questionnaire, and one teacher provided additional insights through an asynchronous email interview due to scheduling constraints. Purposive sampling (Etikan et al., 2016) was used to ensure that all participants had direct and recent experience of using SC and LOs in the classroom. This type of sampling was appropriate given the study’s aim to generate insight from those directly involved, rather than aiming for statistical generalisability.
Data collection combined questionnaires and semi-structured interviews, chosen for their flexibility and suitability for capturing both breadth and depth. Pupil and teacher questionnaires were created and delivered using Microsoft Forms, which offered an accessible and efficient way to collect data in an anonymous and user-friendly format. The questionnaires featured a mix of Likert-scale items and open-ended questions. Pupil questions explored how frequently they encountered SC and LOs, their clarity, and how helpful they found them in supporting learning. Teacher questionnaires, in turn, focused on confidence in using SC and LOs, strategies for implementation, and any challenges faced in practice.
Group interviews with pupils were guided by semi-structured prompts developed from the literature and questionnaire findings. This approach allowed for consistency in the topics explored while offering participants the freedom to introduce their own experiences and ideas. As Kvale (1996) notes, semi-structured interviews balance direction with openness, encouraging participants to share authentic perspectives in their own words. The interviews were conducted in a quiet, familiar setting within the school, helping to create a relaxed atmosphere and minimise power imbalances. Efforts were made to establish a respectful, non-judgmental space where pupils felt comfortable speaking honestly.
The email interview with the participating teacher included open questions similar to those in the face-to-face discussions, focusing on how LOs and SC were introduced, explained, adapted, and revisited throughout lessons. While asynchronous formats lack the interactive flow of live interviews, they can be advantageous when time constraints or availability issues prevent in-person engagement (Opdenakker, 2006).
The research adhered closely to the ethical guidelines set out by the British Educational Research Association (BERA, 2024). Informed consent was obtained from all participating teachers, and parental consent and pupil assent were secured in advance of any data collection. Participation was entirely voluntary, and pseudonyms were used to protect participant anonymity. Given the researcher’s existing professional role within the school, particular care was taken to reduce bias and perceived power imbalances—especially during pupil interviews. Strategies included using neutral, open-ended questioning and clarifying that there were no “right” or “wrong” answers, following Robson’s (2011) advice for minimising influence in practitioner research.
Interview transcripts and open-ended questionnaire responses were analysed using thematic analysis, following Braun and Clarke’s (2006) six-phase approach. This involved familiarisation with the data, initial coding, theme development, and ongoing refinement to ensure themes were grounded in the data while remaining focused on the research questions. Codes were generated inductively to allow themes to emerge naturally rather than being constrained by preconceived categories. Meanwhile, quantitative questionnaire data—such as Likert responses—were analysed descriptively using frequency counts and basic comparisons to highlight trends across participants (Field, 2013).
This combination of thematic and descriptive analysis enabled both depth and clarity, and supported triangulation—helping to validate findings by cross-checking themes across different data sources (Denzin & Lincoln, 2011).
A key strength of this study lies in its inclusion of both pupil and teacher perspectives, allowing for comparison between classroom intentions and learner experiences. The use of group interviews supported dynamic discussions, while online questionnaires provided an efficient, accessible tool for gathering diverse data anonymously. The mixed methods design further enhanced the credibility and richness of findings.
However, the study does have limitations. Its small sample size and single-school setting limit the generalisability of results. The asynchronous nature of the teacher interview also restricted the opportunity to probe deeper into certain areas. Furthermore, the researcher’s dual role as insider may have influenced participant responses, despite conscious efforts to remain neutral and reflexive (Robson, 2011). Future studies could build on this work by extending the sample across multiple schools and including follow-up interviews to further explore emerging themes.

Findings
Findings from this small-scale study revealed that while Year 6 pupils were generally aware of success criteria (SC) and learning objectives (LOs), their engagement with these tools was often limited to the start of lessons. Many pupils described SC and LOs as routine features that were introduced by the teacher but not consistently revisited or used throughout the lesson. One pupil noted, “Sometimes I don’t look at it again after the teacher reads it out,” echoing concerns raised by Crichton and McDaid (2016), who found that learners may view SC and LOs as superficial tasks when not actively embedded into learning processes. This suggests a disconnect between the presence of SC and LOs in lessons and their meaningful use as learning supports, reinforcing the need for purposeful integration.

Despite this, some pupils demonstrated a more active relationship with SC and LOs. A small number referred to using checklists or referring back to the objectives when reviewing their work, indicating that when clarity and relevance are achieved, these tools can support self-regulation and reflection. This aligns with Hattie’s (2012) findings, cited in Eagan (2023), which suggest that clear success criteria can enhance metacognitive skills and learner independence. Pupils who reported understanding the purpose of the objectives also expressed increased motivation and confidence. As one pupil shared, “It helps when I know why we’re learning something – it makes it more interesting.” These reflections echo Snow’s (2022) work, which found that learners are more likely to feel engaged and autonomous when the learning purpose is transparent and accessible.

Teacher data supported the idea that SC and LOs were a consistent feature of classroom practice. All four teachers reported using them regularly, with three stating that they made efforts to revisit the criteria mid-lesson or during plenary discussions. Two teachers highlighted the benefits of co-constructing success criteria with pupils, explaining that this approach promoted ownership and clearer understanding. One teacher noted, “When we create it together, they’re more likely to use it.” This practice aligns with AfL principles and supports the argument that involving learners in the process builds a stronger connection between objectives and outcomes (Wiliam, 2011).

However, the data also revealed variation in how SC and LOs were implemented. While some teachers described using pupil-friendly language and visual aids, others relied on pre-written, abstract objectives drawn directly from curriculum documents. Several highlighted challenges related to time pressures, curriculum coverage, and the difficulty of translating complex concepts into accessible language. These findings reflect those of Adesanya and Graham (2022), who found that without targeted training, teachers may struggle to implement AfL tools effectively. One teacher in the current study noted, “Sometimes it’s just easier to write it myself and move on—it’s not ideal, but there’s not always time.” This tension between policy expectations and practical constraints reinforces the complexity of embedding AfL strategies meaningfully within real-world classrooms.

Overall, the study concludes that SC and LOs are valued by both pupils and teachers, but their effectiveness depends on how clearly they are communicated, how often they are revisited, and the extent to which learners are involved in their development and use. When pupils are passive recipients of objectives rather than active participants, the potential for enhanced metacognition, motivation, and independence is diminished. Conversely, when SC and LOs are integrated into the learning process—through co-construction, regular reference, and scaffolded use—they can support meaningful learning gains.

In light of these findings, several practical implications emerge. Firstly, teachers are encouraged to co-construct SC and LOs with pupils whenever possible. Even brief discussions at the start of a lesson can help clarify expectations and increase pupil engagement. Revisiting these tools during the lesson—either as part of guided work or plenary activities—can support self-assessment and metacognitive thinking, helping pupils track their own progress in relation to clear success criteria. This aligns with Clarke’s (2014) view that formative assessment should be woven throughout the lesson, not restricted to a single point in time.

Secondly, adapting SC and LOs into child-friendly language and visual formats can enhance accessibility, particularly for pupils with additional learning needs or those working below age-related expectations. Some pupils in the study expressed confusion about unfamiliar terms, suggesting that differentiated approaches may be necessary to ensure all learners can engage meaningfully with these tools.

At the school level, findings point to the potential value of professional development focused specifically on SC and LOs, including how to adapt and differentiate them across subjects and learner needs. Time for planning and collaboration among staff could also support more consistent and effective AfL practice. As Adesanya and Graham (2022) demonstrated, structured training initiatives such as MERLO can build teacher confidence and lead to more meaningful use of assessment tools.

While this study provides useful insights, it is important to acknowledge its limitations. The small sample size and single-school focus mean that findings are not generalisable. Additionally, the use of a single asynchronous teacher interview restricted opportunities for follow-up and clarification. Nevertheless, the study offers a valuable snapshot of how SC and LOs are experienced by both learners and educators in a real-world classroom context.



Conclusion 
Further research might expand on this study by including a broader range of schools or year groups, allowing for comparison across different settings. A longitudinal study tracking pupil outcomes in relation to SC and LO use could also offer deeper insight into the long-term impact of these strategies on learner progress and independence. Additionally, exploring the perspectives of pupils with additional learning needs or English as an additional language may offer further understanding of how SC and LOs can be adapted to meet diverse learner profiles.

In conclusion, while SC and LOs are widely promoted as effective AfL tools, their success in practice relies on thoughtful implementation, ongoing reflection, and a commitment to learner inclusion. When used intentionally and collaboratively, they can play a powerful role in promoting ownership, motivation, and deeper learning.
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