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Introduction
School X is located along the M4 corridor, with just over 1500 pupils currently on role, and 32.2% of these pupils are eligible for Free School Meals (eFSM) compared to the national average of 16.4% (Estyn, 2018).  I conducted my research on a year 10 class, with 15 pupils, of which four eFSM, three More Able and Talented (MAT) and one pupil with Additional Learning Needs (ALN) Autistic Spectrum Disorder (ASD).  During my time at the school I identified that peer assessment was missing from the scheme of work, it was present within the school policy, however it had not been incorporated into the planning of the Business scheme of work for the term ahead.  After extensive reading on the assessment strategy I decided to study this within my classroom, and selected the higher ability class with a smaller number of pupils with 15 in the class, I thought this would be the perfect opportunity to study the effectiveness of the strategy and wanted to see first-hand the impact and influence it has on the learning within a classroom. 

Literature Review
Flexible lifelong learning is now becoming increasingly present in the twenty-first century that we live in and with that is the added pressure on the education system to progress and equip learners with the skills to adapt and develop these vital transferable skills to prepare them for life after school, developing these essential skills and knowledge before they enter the job market (Dumont and Istance 2010).  With this, is the notion of collaboration and self-learning as important factors to incorporate into the learning to develop the chance of individuals future success (Boud, Cohen, and Sampson 1999).  This leads onto the theory according to Birenbaum (2003) that the system is moving from a testing ethos to an assessment one and from ‘assessment of learning’ to ‘assessment for learning’, where it can require pupils to play an active role in their learning enhance the environment.  This theory clearly identifies the shift which is happening around us, with the competition and economy increasingly growing, it is vital to ensure pupils experience a valuable time during school to enhance their chance of becoming a successful valued member of society.  The focus is no longer on learning about, it is now moving towards a culture of learning to, ensuring our learners are learning to succeed (Donaldson 2015). By incorporating a variety of methods and by encouraging pupils to take more of an active responsibility in their learning is adding valuable skills and enhancing the learning of pupils along with equipping the teacher with the knowledge to develop their future planning to contribute towards the experience. 
This thinking is supported by the theory of ‘assessment for learning’, when teachers use assessment generated data to inform their future lesson planning (Black and Wiliam, 2018).  They believe that assessment plays a vital role in the education system, learners do not learn everything that we teach, otherwise it would be simple to measure achievement by what is taught.  Therefore it is essential to understand that processes, like assessment, are so important to gather knowledge about the actual learning taking place not the teaching, and this can be interpreted in many useful ways to help develop the learning by both the pupil and the teacher (Black and Wiliam, 2018).  Assessment is the crucial element enabling teachers to visibly see what learning is taking place and it is thought of that this needs to be consistent at every opportunity to ensure the learning environment is as efficient as it can be.  There is the idea then that it could be beneficial to both the pupils and the teacher by involving the learners in this process to take on some of this responsibility.  Positive impacts of this could mean it may improve the transparency for the pupils of what is expected, and increase the knowledge of the learning objectives and quality of work the learners around them are producing.  
Black and Wiliam (1998) support the idea that teachers require knowledge of their learners progress and struggles within the classroom so that they can adapt their planning to meet the differing needs and achievements within a classroom to maximise the learning environment. Both of these ideas and thinking are supported by John Hattie, as stated: 
‘What is most important is that teaching is visible to the student, and that the learning is visible to the teacher. The more the student becomes the teacher and the more the teacher becomes the learner, then the more successful are the outcomes’ (Hattie 2010: 25). 
The model of visible teaching and learning by Hattie (2010) is suggested that it should combine instead of contrast between the teacher centred and student centre learning.  John Hattie uses a similar model to that of Popper, the ‘three worlds of knowledge’ in the classroom learning.  Popper extends the thinking, by suggesting there needs to be a movement from a focused view of surface information to a focus on both the deep understanding and the developing of thinking skills, however more in the direction of a balance of these two and then the valuable link to the reality of the learning will enhance the experience (Hattie, 2010).  Along with this is the thought that both learners and teachers should be able to see the learning clearly, so the learners learning is visible to the pupil and also the learning of the teacher about the impact of their teaching (Terhart, 2011).  It is significant to highlight that this theory may focus too much on the assessment and a teacher centred environment, however Hattie aimed to encourage learners own learning and the teacher supporting and encouraging the transparency of this. 
This leads onto the theory of assessment, and underlines the fact that assessment becomes formative assessment when it is used in this manner as discussed above. When it is used to amend the teaching to suit the learners.  Ashenafi (2017) supports this by stating that formative assessment is a strategy to inform teacher planning of the learners progress and used for pupils to identify their strengths and weaknesses of their work during the learning process.
Shavelson et al (2008) extends this thinking, formative assessment advises the learner and teacher of what has been learnt, what they have missed and how they can progress to move the learner on.   It enhances the construction of knowledge, building on prior learning and connecting ideas to improve the mental store and engagement in learning (Gilbert et al, 2011).  By ensuring formative assessment is at the forefront will help to make the learning more meaningful. 
There has been a substantial turn in assessment, moving from measuring outcome to now providing targets to improve learners performance (Klenowski, 1995).  Therefore, the expansion of ‘assessment of learning’ to ‘assessment for learning’ as briefly mentioned earlier (Tillema et al, 2011).  It has resulted in learners now taking an active role and responsibility in the assessment process alongside the teachers (Dochy et al, 1999).  This process is encouraging learners to engage in higher level thinking, seen a hugely valuable skills to develop to improve learning, by going back over the learning objective increasing the clarity of what was required, improving the understanding and developing the learning by assessing one’s own and others work (Hovardas et al, 2014; Ross, 2006).
Black and Wiliam (1998) believe that regular feedback will boost learning and in their eyes can really benefit the lower achievers and so help to reduce the achievement gap between learners within a classroom.  It is significant to notice that too much emphasis on achievement could lead to learners trying their best to achieve higher marks rather than improve their learning.  Black and Wiliam (1998) suggest that within the classroom pupils will happily avoid difficult activities and may invest their time and energy looking for hints to the right answer dismissing the learning taking place if the emphasis is too much on the achievement.  They also suggested that individuals can have a fear of failure so can quite often choose to stay quiet in class so not to embarrass themselves at their fixed mind set of ‘lack of ability’.  This common scenario could encourage the learner to seek other ways to build self-esteem rather than investing in effort to learn if they are not seeking their desired rewards.  These situations are thought to be avoided if teachers adopt a culture that supports the thinking that all pupils can achieve, as reinforced by the work of Dweck (1986) to praise effort and to encourage a ‘growth mindset’ within the classroom.  It is important to raise the awareness that formative assessment can become a very useful process to overcome these factors however it is vital to note that it may only benefit the learning if it is communicated in the correct way, clear direction and instruction and constructive feedback to move the learner on is critical and it should definitely be avoided as a method to compare learners so not to create a negative impact.
Within formative assessment there are a number of methods, such as peer and self-assessment which could be used as valuable ways to develop the strategy.  Black and Wiliam (1998) support the essential aspect of these assessment strategies by outlining the advice to provide the learners with a clear set of objectives to enhance the process and have also found in their research that pupils tend to be reliable in their assessment however it is important to think about how the validity could decrease if they do not have a clear direction of what success looks like.  Both methods promote reflection by the learner to improve one’s learning, providing them with a purpose of their learning so achievement is made more visible.  They present the picture that if classrooms look to increase the student responsibility as a form a formative assessment then this could have positive impacts on many aspects of the learning environment such as the encouragement of pupils to take a greater responsibility in their achievements, improve pupil and teacher interactions and move towards an environment to encourage pupils to be lifelong successful learners being able to maximise the use of these transferable skills.
Furthermore, it is thought of by some that education is lacking the importance of essential skills like collaboration and problem solving, Schelfhout et all (2004) who believe a combination of self, peer and teacher assessment combined with comprehensive feedback is a crucial aspect of education to help develop skills.  They found there needs to be a balance between giving learners the freedom but also guiding them in a way to build knowledge and development to improve learning.  These views are supported by Tynjala (1999) who believes society needs the learners of today to be equipped with skills to ensure they can efficiently problem solve, work in a team and communicate a shared common goal with the ability to reflect and continually improve.  In addition, De Corte (2000) emphasises the vital role of assessment in learning and teaching to guide development in a direction to progress towards a more successful future.  Many researchers support the balance within a learning environment of independent and teacher guidance to form a more rounded learner giving them the guided opportunity to progress successfully and the chance to play an independent role in this process (Greeno, 1991; Scardamalia and Bereiter, 1991; Carpenter and Fennema, 1992; Schwartz and Bransford 1998). 
However it is important to note that learning collaboratively can lead to issues within a group scenario, but this may be seen essential to equip learners with real life experiences (Salomon and Globerson, 1989), it is a process that may not work first time, and that may need some time and direction to advance into a more meaningful exercise to move the learners on.  Topping (1998:250) deﬁnes peer assessment more formally as 
‘an arrangement in which individuals consider the amount, level, value, worth, quality, or success of the products or outcomes of learning of peers of similar status’.
There are numerous advantages of self and peer assessment which are seen to have a positive impact on learners motivation to learn, transferable skills for life after school as mentioned above and also an opportunity for learners to play a part in thinking about their thinking, involving themselves in their own learning process, a way for individuals to have some control on ones learning activities (Sadler & Good, 2006; Topping, 1998; Wang et al 1990).
Carmen et al (2017) welcomes the opportunity of self and peer assessment and how the process can improve many transferable skills, including communication, collaboration and the ability to evaluate ones work.  They can lead learners to improved awareness and critical thinking ability along with encouraging a growth mind-set for learners to understand how to progress in attainment and achieve a sense of autonomy (Andrade & Valtcheva, 2009; Dweck, 1986).  Ryan and Deci (2000) believe this sense of autonomy can really motivate learners to learn for learnings sake.  In addition Brookhart (1997) trusts that the shared responsibility and control of assessment will enhance effort and achievement of learning.  Evans and Engelberg (1988) support that it is also a chance to encourage learners to see the grading system as a reflection of actual learning taken place not just the result.  It increases their understanding of how grades are obtained and the expectations of performance become more transparent for the learner (Sadler and Good, 2006).  Peer assessment provides the learner with a chance to apply their knowledge and understand the quality of work of another student (Topping, 2009; Dunning et al, 2004).  
When we think about deep and surface learning, it is proven that deep learning is usually linked to improved knowledge outcomes (Trigwell, Prosser, and Waterhouse 1999).  Deep learning is associated with deeper pedagogical strategies, to progress the teaching for understanding and boost individual learning (Entwistle 2000).  This links itself well to the theory that peer assessment improves understanding and therefore leads to deeper thinking and learning.  Therefore assessment methods which encourage learners to be creative and critical is the assessment that pushes the class towards deeper learning, as they are being challenged to think and assess others work (Scouller 1998).  Consequently more of a summative assessment strategy will adopt more of a surface learning (Gunderman et al. 2003).  Subsequently it is vital to ensure peer assessment, if it is to be used wisely, it should be more of a formative approach to develop learners.  Bloom (1971) extends this thinking by stating that it enables the learners to have an opportunity to deepen understanding about the topic and encourage enhanced thinking skills to evaluate others work. 
However, Carmen et al (2017) suggests there are two vital parts to consider when conducting self and peer assessment in the classroom, these are the use of a clear success criteria, and the training of learners through the use of modelling and instruction.  They emphasise the importance for teachers to be crystal clear with instruction and what success looks like, and therefore believe there is possibly a higher chance that the number of teachers using self and peer assessment as a formative strategy will begin clearer learning objectives to start with than those who may not be using the assessment method.  Furthermore, it is significant to notice that the study provided evidence that self-assessment seemed to enhance ones cognitive ability more than peer assessment, by giving the individual more of an opportunity to reflect on ones work.  Along with this it also found that marks awarded by the learners in secondary classrooms did not differ much at all from the teacher, therefore this could support the idea that self and peer assessment is essential in the classroom to not only improve learning but may also decrease teachers workload to enable them to then spend more time on a higher quality of lesson planning.  To summarise, the research collected evidence to present a positive picture of an improved learning environment, encouraging learning retention and understanding more than if the pupils were not involved in the assessment process at al. Tseng and Tsai (2007) study extends this with their findings that between student and teacher assessment, peer assessment seemed to provide better effectiveness gained by the learners. 
In addition to this thinking, it has been highlighted in many studies the idea and the importance of involving the learners in creating the success criteria, so they are included and are clear of the whole assessment process to keep them on track and work more effectively (Falchikov, 2003; Tillema, Leenknecht and Segers, 2011; Bloxham and West, 2004; Sluijsmans et al, 2004).  By them being involved in writing the success criteria with the teacher they are more likely to understand expectations and remember these when conducting the assessment so should therefore improve the quality of the outcome from this activity. Although, with any process or new strategy there are always possible downsides and it is significant to highlight that Topping (2010) fears peer relationships could have a negative influence on the strategy.  This links also to the environment in which is it conducted, the classroom should echo a growth mindset and all learners should be comfortable in a safe and encouraging learning environment, without these surroundings it is thought that the benefits we have studied may not become present and could consequently result in a chance of it becoming a useless exercise. 
Furthermore to this, it has become visible in many studies that peer assessment is not easy, if learners are not familiar with the process or have not had sufficient training into how best to conduct it then it could have a negative impact, or at least may take some time to develop these skills so it becomes a positive experience eventually.  Miller (2003) supports the need for a specific criteria when initiating peer assessment with learners to gain a higher quality of feedback aimed to develop the learner on.  In addition to this, the skilling up of learners to peer assess has also been seen to advance the quality of the strategy and amend work at the end (Hu, 2005; Min, 2006; Sluijsmans and Prins, 2006; Saito, 2008).  It is suggested that it is not possible to simply provide the learners with the task of peer assessment and expect a positive result, it is essential to ensure for clear expectations and how to tackle it.
Van den Berge et al (2006), suggested from their findings that peer assessment is most effective in smaller classes and written feedback should be discussed face to face, and questions how effective it is in larger groups.  Additionally, Van Gennip et al (2009) categorises interpersonal variables which they feel could impact on the learning obtained from peer assessment strategies, these include psychological safety, value diversity, interdependence and trust.  These key variables becoming increasingly visible when the teacher knows their learners, therefore supporting the thinking that peer assessment should be used wisely and in an environment that the teacher believes will benefit from the method. 
It can also be advantageous to the learners as well as the teachers, by giving them an increased sense of responsibility for peers and their own which should result in enhanced learning (Papinczak, Young, and Groves 2007).  Still there is no avoiding the fact that when introduced it will take time, possibly longer than teacher assessment and possibly an increased socially awkward environment for the learners to read through and assess each other’s work (Topping et al. 2000; Hanrahan and Isaacs 2001; Arnold et al. 2005; Praver, Rouault, and Eidswick 2011).  A significant point raised by Li et al (2010) that higher quality feedback tended to be provided by learners whose work was at a higher quality too, there seems to be a correlation between the two.  This provides a picture that the higher quality of work produced by a pupil means they are more likely to produce a higher quality of peer feedback, therefore when selecting the class it may be useful to use the method in a smaller class with a higher prior attainment overall to hopefully maximise the strategy being used to its full potential. 
In addition, important to notice Gan and Hattie’s (2004) thinking that it may not be all students who play such a helpful role within this and suggest it is the more able and dedicated students who blossom during critical feedback, they tend to provide more valuable assessments and benefit more from the interactions associated with the formative feedback.  It has been suggested that they may value the process and development of learning more, making it possibly more worthwhile with these pupils.
When looking at the negative points, for example as suggested by Falchikov (2003) and Sung et al (2010), one vital influence is ultimately the peer pressure of pupils, which in more obvious scenarios can lead to possible decreased accuracy and therefore trustworthiness of the feedback, due to these pressures learners may feel obliged to give better feedback, and this then relates to the comfortableness of the environment in which the peer assessment is taking place and the clarity of the importance for reliability. 
As suggested by Raes et al (2015) to smooth the negative factors of peer assessment and therefore improve reliability would be to possibly increase the anonymity and therefore decrease the peer pressure and ensure learners feel a bit more comfortable in the assessing environment and encourage a more positive outcome. 
Hsieh et al (2011) present that it is necessary to provide pupils with extensive guidance and support to enable them to reflect deeply.  Topping (1998) supports this by highlighting the importance of clear success criteria to guide pupils in evaluating work against the assigned task.  Peer assessment is seen as an effective learning strategy for pupils to engage in reflection (Freeman and McKenzie, 2002). 
Sluijsmans et al (2002) found if you skill up during the peer assessment process to ensure clear criteria and definition to develop assessment then the results presented a more positive picture including higher thinking skills, valuable comments and less simple ineffective language and ultimately improving the situation to move the learner on and deepen the learning, enhancing the usefulness of peer feedback.  Chen et al (2009) supports the use of scaffolding in the form of prompts such as sentence starters or structures, possible questions to consider and suggestions to assist learners completing the task, these are some variety which may be useful to maximise the potential of the strategy. 
Studies have proposed that peer assessment engagement for pupils is a successful method in motivating learners, as it is a strategy to assess the outcome of others learning which could be a way of motivating them to advance achievements (Bouzidi and Jailet, 2009; Tsai and Liang, 2009; Yang and Tsai, 2010).  Liu and Carless (2006) support this by also suggesting that it can boost learners into knowing how to make appropriate judgements.  Tseng and Tsai (2007) found implementing peer assessment into science courses resulted in a huge improvements. 
My teaching and learning decisions have emerged from these readings as an area I felt I needed to explore further and put these theories into practice to find out for myself.  Looking into the use of peer assessment within the classroom and whether the scaffolding and interventions had much of a positive impact on the quality of the feedback produced. 

School Policy and Practice 
The School Marking and Feedback Policy (see appendix A) links well with the reading examined, they encourage a formative approach to move learners on to progress, they welcome the use of a variety of methods to assess and improve learners learning.  The policy ensures pupils are aware of their own progress and how they can improve, encouraging them to take ownership for their own learning.  It states the usefulness to improve teachers future planning, along with the aim to raise achievement and motivate learners by providing regular opportunities to acknowledge progress which is developing the learning.  They ensure that the peer assessment strategy is to provide a clear picture of the learning objectives to follow and the vital importance of using a success criteria to guide the assessment for pupils.  The policy encourages a range of strategies to be used to include both teacher and pupils in the assessment process to enhance the learning environment of the school and classrooms. 
Having looked into and followed the scheme of work for the business class to create my resources and lesson planning, I noticed a gap, and this gap included the lack of pupil involvement in their assessment strategies.  Having read extensively around the differing methods to enhance the learning taking place in the classroom I therefore decided to introduce the method of peer assessment inline with the school policy.

Methodology and Ethics 
The objection of this study was to identify what I had researched and how I could explore this within my teaching and the classroom I was working in, and it fitted perfectly that the strategy I was most interested in was in fact missing from the plan for the term ahead. 
The research question,
Will a planned intervention on enhancing pupils ability to peer assess show any progress from a benchmark?
Research aims and objectives are centred around enhancing pupil ability to peer assess in a case study approach only applicable to this group of learners at the specific times.
The research will analyse if the intervention has any impact on pupils work.
In order to conduct my research I considered a variety of methods to best capture a clear picture and ensure the pupils benefitted from the process as much as I did, so I consequently decided to use the method of Action Research.  Action research as mentioned by Koshy (2010), is a strategy which is aimed at developing practice which linked nicely to my experience and what I wanted to achieve. 
The process of Action Research involves the gathering of data and evaluation and then based on these findings a reflection and then alterations created to then apply to enhance the method.  Koshy (2010) proposes that the research is usually collaborative by individuals who are working towards a common goal.  It is hugely based on the situation at that time of the research, and it is also useful to be seen as problem solving, where like in this instance, the focus is to enhance practice involved, hence a useful way of conducting the research in order to improve my practice and the learning of the learners. 
Kumar (2014) extend this thinking by suggesting that the Action Research either involves the solving of a problem or is a method to enhance current practice taking place.  The way it should work is in a reflective cycle, as labelled by Kemmis and McTaggart (2000) as ‘particularly research’.  This is where you plan for something, entertain this change and then oversee what was involved in the process leading to a reflection of this and a plan again to begin the cycle which can continue and continue depending on the differing needs and requirements and how much you wish to amend and solve problems and the length of time the research is taking place over.
In addition to this, as suggested by Christ (2015) and Mertler (2015), action research includes a repeated cycle to plan; action/intervene; observe; reflect; revise and repeat, the process being intended to result in improved practice. 
Quoted by Kurt Lewin (1948),
“proceeds in spiral of steps, each of which is composed of a circle of planning, action, and fact finding about the results of the action” (1948: 206). 
Allen and Calhoun (1998) advise it as a method to acknowledge problems, possible resolutions and develop teaching practice, so therefore a very useful strategy for me to implement.
Christ (2018) encourages the use of Action Research within teaching, as it enables teachers to create opportunities to develop their skills and can help enhance methods, teachers who involve themselves in Action Research are enabling themselves to become makers of their own learning and development of practice rather than just using others effort and consequently continually learning to become a more enhanced teacher to benefit the learning of the learners. 
Hendricks (2013: 10) explained that,
“action research does not have an end; rather it is an unending reflective process”. 
Herr and Anderson (2015) describe Action Research as an active flexible process involving the study of an intervention to develop the method.
Honan (2015) highlights the fact that quantitative data collection is unable to present the comprehensive picture of teacher, pupil and policy relationships.  On the other hand qualitative data within a classroom captures the essence of learning and achievement, a view that cannot be collected through sole use of quantitative data collection and analysis, this supports the reasoning as to why I decided to focus more on the qualitative data capture.  Although, Patton (2002) additional to the thinking by Honan, suggests sometimes the contradictory findings of both quantitative and qualitative data collection can frequently encourage researchers to discount qualitative discoveries.  This is why Action Research as a sole method to obtain qualitative data was used during this study.  Streubert and Carpenter (1995) propose the reasoning for qualitative methods is to define and recognise as opposed to the forecast and control which is why I chose the method of acquiring qualitative, to capture the real life interactions and results, a more enriched data caption rather than just a number.
Lincoln (1992) argues qualitative strategies are more realistic and collaborative to capture experiences.  Further to this, Greenhalgh and Taylor (1997) propose that researchers who adopt the method are aiming to secure deeper meaning in a more natural setting to make sense of what is happening to improve the situation.  Lewin presented the method of Action Research as a strategy to study a social system at the same time of trying to introduce development change to collaboratively solve a social problem (Gillis and Jackson, 2002). 
Alongside the thinking of Action Research is the notion of pre and post testing, involved in the cycle of improvement, I decided to use a pre and post testing model to capture the picture of the assessment strategy.  Kumar (2014) outlines some benefits of using pre and post testing, that it is useful to assess a change in something whether it be a situation, issue or problem, it is useful for determining an impact of this change and intervention.  Kumar (2014) also suggests some possible negatives of using this method of research is that because it is assessed over different times this allows for an element of change to the participants, along with this is the lack of control over external influences of the change, and sometimes it is even the process itself which will develop the participants rather than the actual intervention.  I therefore needed to take account of this and take into account that these factors will occur and could influence the results I was gathering.
When undertaking any research it is essential to consider the ethical implications, especially for Action Research which involves participants, as noted in the BERA (2018) report, researchers have a key responsibility to make the process transparent and inform the participants of why they would be using the data collected.  It is crucial that participants provide consent to be involved in the research and they are fully aware of the reasoning behind it, they have the right to withdraw their data from the research study at any point during the process and it was essential for me to make this all transparent to the pupils before I conducted any research in the way we worked as a class. 
I think a vital element to notice as part of the study is my position of seniority being the teacher and how this could influence the participants taking part and the results collected, this may suggest pupils may fear to not withdraw or may withdraw more freely if it was someone of a different status conducting the research.  I had to ensure all of these factors were clearly laid out for all involved to ensure clarity of what was going to take place.  As well as ensuring transparency I had to also ensure that all data was anonymous, again ensuring this was communicated thoroughly and that participants were kept as comfortable as possible during the study and the data collection, so to keep the study as natural and authentic as possible to ensure data was as reliable as it could be.
A criticism of the pre and post-testing which should be discussed is that in previous studies it has shown it is more than likely that learners will perform better post-test due to the intervention in-between to increase results (Warren 1984; Pascarella and Wolniak 2004).  Therefore does this question the useful of this as a method we may question.  However it is a useful measure of how effective the instruction, criteria and intervention conducted.  It is critical to understand that the purpose of the study is not just to look at the viewpoint that pre testing only took place to improve the end results and that no effort was made initially. 

Evaluation 
I decided to use the method of Action Research with pre and post testing as mentioned above to collect my qualitative data to find out if by using an intervention I could improve the quality of pupils peer assessment within the classroom.  I conducted the research over a two week period, I provided the class with some information about the research to ensure they were clear on what was involved, explained why I was collecting data and ensured to try and put them at ease that it would all be anonymous, once this was all communicated clearly and everyone was happy to proceed I then provided them with an extended question to answer as they usually would within class.  The higher order thinking question was used to outline learning and develop their thinking, they had time to complete this before it was assessed. 
Once they had completed the question I then asked the pupils to swap devices, I directed them to peer assess as they do in other subjects and under the school policy advisory and reminded them of the method of ensuring they used the strategy of ‘what went well and even better if’ to outline three aspects of the answer they thought the pupils had done well and then a target to move the learner on for next time.  This was the extent to which I trained them within the classroom on how to provide feedback and assess one another’s work. 
I carefully selected who would swap work with who and made a note of this so that they could swap with the same pupils next time round, ensuring consistency within the study.  Pupils seemed to take well to the instruction of peer assessment and completed the task quickly, however it seemed quite clear at this stage that there may have been a huge variety of the quality of feedback produced.  Once it was completed we then moved on to the next part of the lesson and the answers and assessment were left to one side for the time being. 
As supported by Van Den Berge et al (2010), I decided to select my smallest class to conduct the research with, as they suggest that peer assessment is more effective in smaller class sizes.  I also chose this class because it was one of my higher prior attainment classes and Li et al (2010) recommend that the more able pupils tend to produce a higher quality outcome with peer assessment making it more of a valuable strategy for them to use, therefore this is the reasoning behind why I selected the smaller higher prior attainment class that I did.  
I revisited the study a week later where I provided the intervention (see appendix B), in this I included some more detailed instruction and training on how to peer assess, reminding them of what is included in the school policy.  I also presented some key qualities and skills we should all adopt when successfully peer assessing to remind them of expectations and creating a more comfortable safe learning environment for them.
 Along with this I also provided scaffolding on how to tackle the assessment feedback with some ideas on the sort of things they should come up with.  I did this by using a few methods, one was by modelling answers by two of the pupils who had answered the question well and provided the meaningful peer assessment I was looking for in the pre-test.  As stated by Orsmond et al (2002), exemplars of previous work by pupils or tutor generated work can be used as a model answer to assist feedback and provide a clearer picture of what was expected, presenting particular standard expectations and the type of quality of answers I was looking for.  I presented these to the class and read through them, breaking them down so to make it easier for the pupils to understand what aspects were completed well and the expectations of the learning objective. 
After the method of modelling I provided a success criteria of how to peer assess, I broke down the importance of it and how they should go about it and reminded them of the method of writing three points of what the pupil did well and how this should relate to the learning objective, ‘what went well’, and ‘even better if’ so encouraging them to provide the pupil with a useful target to do next time to improve the answer and develop the learner on in line with the learning objective of the question.  I decided to use this method inline with my reading and research gathered, Carmen et al (2017) and Topping (1998) both support the huge usefulness of providing a success criteria to pupils when conducting peer assessment to improve the quality of feedback.
In addition to these methods, I also provided additional scaffolding for all pupils, I created a page with sentence starters, a model peer assessment and prompt questions to consider when assessing peers work.  Chen et al (2009) believe scaffolding, such as sentence starters, is a useful tool when peer assessing, furthermore to this, Sluijsmans et al (2002) emphasis the huge importance to skill up our learners if we want to maximise the worth of the strategy of peer assessment and so that all involved are benefitted in the most valuable way. 
Going back to the study, once I had provided this intervention I then provided the pupils with a second question to answer, it was tiered to the same level as the previous question to provide consistency.  Once completed I then requested the same pupils to swap work and now peer assess their work using the intervention instructions and training of what was outlined on the board and hopefully benefitting from this change where I had spent time introducing them to it in order to skill them up to enhance the quality of the results. 
My class were undertaking the BTEC course and currently writing a business plan, the extended questions I created was to enhance their knowledge to then be able to apply to their coursework.  If the class had been undertaking the GCSE course, I could of used an exam question as the resource, the pupils would be more skilled upon answering this style of question and so therefore may of produced slightly different data with regards to length and quality of writing and may be more used to using mark schemes to assess and mark each other’s work.  Also by using the exam style question they would have been able to award marks for the written answer which may of affected the feedback they provided.  By awarding both marks and feedback this would of created both qualitative and quantitative date results which may have been easier for the pupils to assess and for me as the researcher to analyse the data.  On the other hand, as noted above, some theorists have found by using both types of data this can sometimes contradict the picture created.
Looking back at the intervention used, even though it was supported by readings and other studies, perhaps I could of built the success criteria with the pupils rather than providing them with a finished product, this may of embedded the criteria more and ensured better understanding and quality of data.  Also a printed copy given to the students to use while assessing may of also been a good idea to enhance the intervention, they would have had it at hand to easily relate to so possibly producing a higher quality assessment.
I found the pre and post testing method very useful in assessing the impact of the intervention, however there are limitations of this method and influences on the results that may have been out of my control, such as the method being used over a weeks period, so the influences during the week I would not of been able to control. 
As you can see from the sample of three pupils work (see appendix C), they present a picture very in line with the reading, there seemed to be a substantial improvement in the quality of assessment after the intervention used train the learners.
In all three examples you can clearly see a dramatical improvement in the quality of assessment, proving a clear picture that skilling up and reminding pupils of the success criteria and what is expected as an intervention is a valuable beneficial process.  So if this is something which is used time and time again would we need as much of an intervention or would it slowly imbed so they are clear of how to achieve the most out of the process.  With all teaching it is never a negative thing to remind pupils of expectations and to scaffold when required to ensure you get the best out of strategies and processes to develop learning being the ultimate goal.  It would be interesting to find out if a third test with no more intervention a week later would produce the same picture, would the pupils remember the expectations and criteria they need to use to assess and how would the picture look.

Conclusion 
To sum up my findings, it was clear to see my practice aligned with the theory, the intervention made a huge difference to the quality of feedback, if this was repeated and extended over time I think it would have deepen the development of their skills and ensured even better time and time again.  With only 10 pupils on the day of the data collection this limited my findings, as it was a small class anyway, however as my reading and research found it is suggested it works better with a smaller number but this may have been possibly a bit too small.  If this was conducted on a class of 30 pupils would the findings be the same I question, it may of meant the cycle had to of been repeated a number of times to enhance the intervention influence, unlike just the one intervention with my class. 
This research project has highlighted the huge importance of pupils taking responsibility for their own learning and importance of being involved in assessment as part of this learning.  By taking some responsibility it can enhance the learning and understanding of expectation of the learning objectives.  Having conducted the research, it has enabled me to see how valuable the method can be to take forward and also along the way the importance to skill up pupils on a regular basis over a longer period of time to really benefit from its potential.  However it is time consuming and you could question if the impact has been much richer by using the strategy, possibly if this is something which is embedded into continual plans then it would not seem too much of an extra task, it would become more natural and time efficient in the future.
Personally I think it would be very useful to conduct further research on this and within differing subjects, year groups, classes and schools to really discover if the benefits do enhance the learning experience in the way teachers intend and I have found conducting this study. 
This research has made an immense impact on my teaching and it is something I will continually develop and take with me, as supported by Donaldson (2015) who believes it is essential to continually learn and develop, and stretch our learners by using differing methods to improve the learning taking place.  Donaldson believes formative assessment should be included naturally into every teaching and learning, he supports it as an essential element to be used and quite bluntly states it should not be a forced add on, this is something which should be embedded within the work.  In order to develop assessment naturally to enhance a long term impact, it should include, 
‘planning effectively; having clear purposes; understanding the factors influencing learning; making flexible use of different techniques; seeing assessment as an ongoing and constructive part of classroom practice; sharing assessment criteria; early identification of difficulties in learning; giving effective and timely feedback and support to students that focuses on improving learning; and promoting self- and peer assessment’ (Donaldson, 2015).
Donaldson really encompasses the rounded ideas found and supported by so many theorists and studies, including Hattie (2010), the importance of visible learning and makes the curriculum direction of Wales such an exciting time to develop learning and prepare our young people to become successful valued members of society and the community we live in.  The study and thinking behind peer assessment has had a true impact on my career and ever long learning to become the best educator of tomorrow.

Limitations and future development 
When looking back over a study it is so important to capture the true reflection and evaluation of what was conducted and collected, the picture that was painted and how this could have been affected by matters outside of my control.  Ultimately the study was restricted, it was restricted in a number of ways, I had a limited time constraint and sequence of lessons of when I could conduct the research, it seemed to work well overall however may things of been different if I had more flexibility and length of time to capture results.  I feel it was restricted, however it is significant to note whether it would of actually made a huge difference to picture painted if it was conducted over a longer length of time. 
The smaller class selected had a natural attendance fluctuation and therefore this meant only 10 pupils were able to take part in the study on the selected days due to poor attendance on those specific days of data gathering.  With only 10 pupils and therefore 5 pairs, this means a very small sample size to capture a picture of the findings, would it of been beneficial to conduct the research in a number of classes to capture a more rounded number to compare.  Possibly in the future it could be something which is naturally embedded within my scheme of work, pupils will be more familiar with the process and something that we consistently do and in all classes to make more of an impact. 
Reflecting on the pre and post testing method there are ways I may of improved the method.  A longitudinal study may develop a greater meaningful set of results, to really embed the skills of how to benefit best from taking part in peer assessment.  A possible assessment method which could be introduced in the early months of year 10 and continued through to year 11.  However as briefly mentioned above, if the study was conducted over this amount of time I am unsure whether it would of capture a different image, I think the benefits of peer assessment are quite simple to see.  However an extended length of time may embed those skills more deeply for the learners and with increased frequency to enhance the overall achievement from it, they would become more efficient and productive in the process, so overall improving the experience.  These are important things to discuss, especially as the ultimate reasoning behind this research is to improve, and that is to continually learn and advance the learning process.  Therefore if this is a strategy adopted by teachers and completed more often with continued positive results then it should continually develop and become a natural element of the everyday classroom.
Other limitations of the study is that it is almost impossible to generalise from, it was set on specific days, in a specific class, with these pupils in this school, a very small study to generalise from would result in inaccurate data. 
The future development of a study like this may benefit from using the BTEC grading system of pass, merit and distinction in line with the syllabus to help quantify the data and make it easier to analyse, so to capture both quantitative and qualitative data, as well as testing this on GCSE exam styles questions with awarding of marks as well as targets. If I was to expand on this experience and conduct the research again, I think I would create a success criteria with the pupils and then provide them with a printed copy where possible to hopefully would enhance the quality of the results and stabilise my intervention, assisting pupils with this scaffolding to avoid any uncertainty.  I believe the strategies used are useful in all elements of teaching and learning to be continued not just in this research but to use them in other aspects.  I think it would be a very interesting study to continue and develop in other schools, classes, year groups and possibly subjects over a longer length of time to see what findings would be gathered.
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Appendices
Appendix A
School policy - Philosophy 
Verbal feedback and constructive written feedback help raise standards.  These approaches form the most useful and powerful on-going diagnostic record of achievement. Feedback and marking makes tracking of learning objectives and outcomes for individual pupils on a day-to-day basis manageable and feeds into the next cycle of planning for teaching and learning.  It is also an extremely effective medium for ensuring that the pupils are aware of their own progress, how they can improve and for challenging pupils to take ownership of their own learning. 
Aim 
To ensure a consistent and effective approach to diagnostic written and verbal feedback which when shared: 
· Creates a positive dialogue between pupil and teacher. 
· Informs parents/carers of progress and enables them to take an active role in their child’s learning. 
· Identifies areas of achievement and development for teachers and pupils and will inform future planning. 
· Raises the achievement and self-esteem of pupils by providing regular opportunities to celebrate and acknowledge progress and effort which are essential if they are to develop their own learning.

Purposes
Effective feedback and marking should: 
· Provide opportunities for prompt and regular written or verbal dialogue with the pupil. 
· Ensure teacher/ support staff and pupils are clear about the learning objectives of the task and the criteria for success and that marking is directly related to these.  Pupils must be frequently reminded of the criteria. 
· Enable teacher/support staff and pupils to provide constructive suggestions about ways in which the pupil might improve his/her work. 
· Provide the teacher/support staff with an evaluation of the lesson and inform the next stage of planning;
· Confirm that the learner is on track and suggest ways for improvement to act as scaffolding;
· Provide a record of pupils’ progress in terms of previous areas for development.
· Allow parents to understand the strengths and areas for development in their child’s work.

Practices of Feedback and marking.
Feedback and marking serves different purposes at different times. Sometimes it takes place to acknowledge learners’ work which may have been assessed as a whole class or by means of peer / self-assessment processes. Sometimes the teacher is checking completion of a task (general marking) which does not require further assessment. Sometimes the teacher may mark work in detail providing diagnostic comments to close the learning gap (deep marking). Feedback and marking may take the form of the following practices:
Pupil-Centred Practices 
· Pupils are encouraged to comment on the work themselves before handing it in or   discussing it with the teachers. 
· Pupils are given the opportunity to self-assess or to peer-assess in pairs/groups. 
· Pupils are given the time to act upon the feedback given (e.g. at the beginning of the next lesson, at the start of the session, or for homework). 
· Pupils are able to write their comments in green ink and consistently use the school’s marking codes. Appendix 1
School Centred Practices 
· School and departmental practice is consistent and in line with the policy. 
· Feedback can take the form of verbal, written or if using the Surface devices recorded.
· Feedback and marking must be manageable: departments should agree what key pieces of work need to be selected for deep marking.
· For key pieces of work identified for deep marking, full formative feedback is provided twice per half term, where appropriate for core subjects and once for non-core subjects.
· Formative feedback uses WWW (What Went Well) and EBI (Even Better If)
· Feedback is provided which is subject specific, it may be literacy/numeracy related, based on skill development or which provides feedback on a practical task e.g. an experiment or presentation.
· The Marking & Feedback Policy must be discussed with all new members of staff. 

Teacher/Support Staff Centred Practices 
· Teachers/support staff are selective in the aspects about which they choose to comment;
· Teachers/support staff provide constructive comments that acknowledge what has been achieved as well as clearly identifying areas for development; 
· Teachers/support staff recognise effort as well as quality. 
· Teachers/support staff are to write their comments in red ink and consistently apply the school’s marking codes (see appendix A)
· Teachers/support staff use the information gained together with other information, to adjust future teaching and learning strategies;
· Teachers/support staff differentiate feedback while ensuring that all pupils know how they can move forward. This can be achieved by modifying the comments to suit the age and ability of the pupils;
· Spelling errors identified through deep marking are copied by the pupil 3 times at the end of the piece of work and these will need to be checked by the teacher for accuracy;

Types of feedback and Marking
When Feedback and Marking for Learning (formative) is used a diagnostic or development comment is given. Marking for learning may involve strategies such as:

· Highlighting points which the pupil has done well against set learning objectives or success criteria;
· Provide close the gap comments to encourage improvement such as “now, next time,.”
· Give clear guidance on how to improve work e.g. “Say more about how …..” “describe something that happened when you”
· Provide opportunities for learners to re-draft work e.g. use of temporary comments using pencil or post it notes;
· When Feedback and Marking of Learning (summative) is used grades, levels, numerical scores are to be used.

Involving Pupils in Feedback
A variety of strategies can be employed to ensure that pupils are part of the assessment process such as:
· Verbal feedback – teacher and pupil;
· Quality focused written marking with follow up time;
· Self-assessment e.g. use of traffic lighting;
· Pupil to pupil feedback – critical friend approach;
· Providing opportunities for pupils to develop their own success criteria to mark their work;
· Use of success criteria ladders, GCSE grade descriptors or previous learners work to model marking process for self / peer assessment;
· Planned opportunities for whole class discussion or groups e.g. to talk about improving the quality of their work and to reflect learning.

Monitoring and Challenge 
The Heads of Departments are responsible for the consistent implementation of this policy.  The SLT lead for Assessment, Marking & Feedback has overall responsibility for ensuring the consistent implementation of the policy at whole-school level.
· HoDs must ensure that all subject teachers consistently implement the policy and monitor its effectiveness (including work sampling through the school’s QA process) and produce a plan prioritising any necessary action/s;
· The SLT lead for Assessment, Marking & Feedback will ensure that best practice, as identified through the QA process book scrutiny, will be shared during HoDs meetings and if the need arises as part of whole school INSET;

Appendix A – codes for staff and pupils
	S
	Spelling error

	P
	Punctuation error (e.g. full stop, capital letter, speech marks, apostrophes missing etc)

	G
	Grammatical error (e.g. their/they’re/there; to/too/two; your/ you’re; its/it’s etc)

	V
	Vocabulary (use subject key words, connectives, extended vocabulary)

	/\
	A word is missing

	SS
	Sentence structure (a sentence is muddled and doesn’t make sense)

	//
	New paragraph

	
	Correct / good point made

	
	Very good point made

	X
	Factual error / numerical error

	MC
	Correct method used but numerical error in answer / workings

	VF
	Verbal feedback given

	PC
	Please complete unfinished work

	L
	Literacy comment

	N
	Numeracy comment

	WWW
	What went well (positive comments about work)

	EBI
	Even better if (targets for further improvement)




· Marking codes will need to be displayed clearly in page margins apart from /\, , and // which will be inserted in the text.
· When highlighting a specific error (e.g. spelling, punctuation or grammar) the area where the error has occurred can be circled or underlined by the marker
· Where needed WWW and EBI should be written at the end of the piece of work. In some subjects it may however be advantageous to the learner if EBI is written alongside the answer for which specific improvement targets are given.
· Pupils are to use red/green/purple to mark self/peer assessments. Teachers are to use red/green/purple ink.
· For general marking teachers are to initial / sign and date work at the end of the page in acknowledgement that set activities have been completed. The code PC is to be used to highlight incomplete work.
· It is now a requirement at GCSE that pupils write in black ink. Please encourage pupils to write in black ink throughout KS4
· Any teacher feedback via book monitoring exercises carried out for departmental / whole school self-evaluation should be written in blue ink.
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Appendix C
Example pupil 1
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Example pupil 2
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Example pupil 3
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Outline and discuss banks, friends and family as sources of advice.

A bank could be a source of advice by offering services such as relationships
adviser, who sits down with you and discusses all the financing in your
business. They also offer 24 hour free help with anything to do with your
business.

Your friends and family can offer you advice from their past experiences
and what they might be doing for their own businesses.

They can also give you loans if you need extra money as they can trust you

as you are their friend/family member. WWW: You described what a bank can do and

phow it could be helpful.
'WWW: You explained that a friend is a very
good source of advice.
'WWW: You included that you could get loans
from both family and friends and banks.
EBI: If you included more detail on what
programmes the banks offer.
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Outline and discuss banks, friends and family as sources of advice.
Abank could be a source of advice by offering services such as start-up guides to help you start off your business. They
could also offer free support at all hours of the day and give companies and people free trials of sites they could use to
help them start off their business. Family and friends can help as they have good contacts, they can invest in your
business, they have business experience and good guidance and advice on a bad routes, they can become partners in
your business, encourage you to do well at your business, bet there for emotional support and a helping hand and
they can have good creative ideas. They can also help by checking everything for you and making sure you haven't
made any mistakes on your work.
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For example.. I
» Clear knowledge of who they are and what they do

» Good understanding of how they are a source of advice

» Great use of an example to support your answer

» EBIif you provided some facts or figures to support who they are

Could they expand more?
Apply to the questions rather than just describing?
Develop answer to support it as a source of advice?

Did they need to explain more how they help a start up business
specifically?
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Outline and discuss banks, friends and family as sources of advice.

Banks can be a source of advice. They offer relationship manager's and software
to do bookkeeping. They also do courses but that varies from bank to bank.
Friends and family can give you financial support and advice via past experience's
50 they could know what works and what doesn’t they also can support you
emotional support
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Outline who the Prince’s Trust are, what they do and discuss how they can
be a source of advice for a start up business. (please answer in full sentences)
The trust is a organisation that helps young people and young
entrepreneurs with socialising and other things like starting a business
the helps by providing E-mentors and resources along with courses to
get to grips the advice they provide is amatzing according to the people
who have been there and it helps them a lot heres an example from a
lady it took her 3 months to go from an idea to a full working plan her
E-mentor breaks down her documents so she doesn't get confused she
also has access to said mentor via skype the princes trust just want to
help young people succeed because we are the future .

WWW: You have clearly outlined what the Prince's Trust is and how it
can help.

WWW: You have explained what the organisation offers to young
people.

WWW: You have included real life examples of how the Prince's Trist
has previously helped someone.

EBI: You included more information on what other things the
organisation has to offer other than the E-Mentors.
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leuan assessing Callum’s work

Outline and discuss banks, friends and family as sources of advice.
I1earned that banks give a lot of support to people who want to start a bank
account up and friends and family are good for investments

WWW: You showed some benefits and advice given by family, friends and banks.

EBI: You supplied examples of what each individual source provides
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Princes trust s a non-proftabe charty who help 11.30 year
oldsstrt up  busines they offer an enterprse program
which you il have 3 & mentor and 18-30 year olds can get
that package this package s completey ree. they re funded
by NatWest. ince 1983 they have helped 85,000 people start
p there business. The enterprise program wil a0 g you
have .4 day workshop.
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Peer assessment - Please provide feedback below

www:
You used tats to helpthe answer
Vou were concse in your answer
‘Good knouedge o the Prnce’s trust
e

You can expand more on thirprograms and wha they do within them
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Outline and discuss banks, friends and family as sources of advice.

There are many sources of advice for business'. Firstly, banks are very resourceful
iin this department s they deal with people in all situations on a day to day basis.
When you set up with banks they all offer different specialties such as Barclays
offers online training for new entrepreneurs. Secondly, Family and friends are a
major factor for helping new entrepreneurs. Not only are they there to support
you and make sure you're ok, they also can be potential investors. Your friends
should have similar interests and can voice opinions to help you strive to be
better. Constructive criticism from family and friends is always truthful, even if it
hurts, you need to take it all with a pinch of salt

WWW : you went in to detail with your answers

u N Call I k.
EBI: if you keep up this work allum sssessing lagenis wor
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WWW : you went in to detail with your answers

EBI : if you keep up this work
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Prince’s trust are a non-profit charity which help young people aged 11 - 30 and
they help you understand the options you have available to you for your future
and advise you on which career you want to persue and how to achieve it. They
also help young entrepreneurs to start up their businesses and gain the
confidence to runit. Many cases have people gone from idea to launch within 3
‘months. They supply an "e-mentor” to advise you on every step of the way 24
hours a day. You can skype the, facetime and even meet in person. They will
teach you everything to know to start the business and how to do paperwork,
taxes and other miscellaneous payments

Isgans vork

e assessment -Plase provide feedback below

You answered the question ceary with good understanding of who they are
Youput facs and figurs to answer the question

You had good understanding of what the program was an what thy do nthe entrepreneu program
€8t youkeep this work up.

Asessed by Callum Jerkins
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You answered the question cearly with good understandingof who they are
Youput facs and figurs to answer the question

Youhad good understanding of what the program was an what thy do inthe ntrepreneu program
EB1: you keep this work up.
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