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	Target
	What I have done in this assignment.

	[bookmark: cysill]Target 1
	Ensure you synthesise and reflect - you have started to do this in a few places but in other places you tend to be descriptive.
	I’ve tried not to be so descriptive through this essay.

	Target 2
	Be as specific as possible when making recommendations - this will allow you to show knowledge and understanding.
	I have tried to be more specific in my recommendations. 

	Target 3
	Please proofread your work as I am sure you would have corrected these prior to submission.
	I have proof read this essay multiple times. 















The issue that was of interest to be researched for the purposes of this essay was peer-assessment, specifically looking at the quality of feedback given from it. The placement school being discussed throughout this essay is a primary school based in the upper Swansea Valley. According to the last Estyn (2015) inspection, there are two hundred and eight pupils enrolled in the school. The school has a high number of children receiving Free School Meals and several children identified as having Additional Learning Needs. The class in which the research was carried out was a mixed year four and five class with one teacher and one part-time teaching assistant. 
In the school, both researchers had observed methods of peer-assessment. Both felt that this was an important feedback strategy and that it would be of benefit, both to the researchers and the students, if more research was undertaken on the subject. An inquiry was conducted to find out if there was any current research on the subject and whether it would be of benefit to carry out the research on the topic. The research question which was decided upon was “How can we improve the feedback given to Year 4 and 5 pupils through peer-assessment?”. For the class this meant that the children would have more information on the best form of giving, and receiving, feedback for them.
Donaldson (2015), in his report Successful Futures, suggests twelve pedagogical principles. One of the pedagogies, “Good teaching and learning means employing assessment for learning principles”, concentrates on the use of Assessment for Learning (AfL) in schools in Wales. The Welsh Government (2014) admits that Wales has a weakness in the area of AfL. They believe the principles of AfL are not embedded in the ways that practitioners teach. AfL, as apposed to assessment of learning, is a formative assessment style which allows a practitioner to identify a child’s weaknesses in their work and recognise how to move on and support them further in that area (Heitink et al., 2016). Donaldson (2015) states that by involving children and young people in the assessment of their own work it will encourage them to take charge and see more value of their own work. He believes schools should implement this through self-assessment and peer-assessment and, in turn, children and young people will take greater responsibility for their own learning. Both peer-assessment and self-assessment are methods widely used by practitioners as AfL techniques. Jones (2005) supports this in admitting that when children are involved in their own learning then the outcomes from learning increase. She believes that peer-assessment is vital for the involvement of children in their own learning. However, she goes on to acknowledge that if there is not enough help given to the children to facilitate peer-assessment across the class then it will not be effective. 
Peer-assessment is a pair, or group, of learners looking at the work of another and assessing the piece of work against a success criterion previously discussed. Often the learners will give feedback with new ideas and ways that the learner could improve their work (McDonald, 2015). Peer-assessment can take shape in a number of different ways such as, physically marking the work of another, verbally marking a piece of work, giving verbal feedback for a presentation or even giving a thumbs up, or down, to a peer’s efforts. Hatzipanagos and Rochon (2014) suggest that not only does the learner, who created the piece of work, benefit from peer-assessment but the learner marking the work also learns from this method. They may gain self-confidence through marking the work of others. 
According to Hattie (2012), feedback is one of the top ten contributors to better a child’s learning. He spent a lot of time researching feedback and puts great emphasis on the positive impact that peer-assessment has on a child’s learning. Black and Wiliam (1998) support this in saying that if formative assessment was used more in schools by practitioners then it would double the rate in which children learn. Black et al. (2004) found that through involving pupils in peer-assessment, pupils were more motivated and gained higher results in tests and classroom work. Many teachers choose to use the method of peer-assessment to help their students have a deeper understanding of the assessment criterion (Rovegno and Bandhauer, 2016). A learner would need to have a good understanding of the success criterion in order to mark the work of others and this is likely to aid them in remembering it when they come to carrying out their own work.
Before allowing leaners to use the method of peer-assessment, they must have sound knowledge of the success criterion and understand how the teacher would like them to mark the work. An idea opted for by many teachers is when first introducing peer-assessment, the teacher could model the way they would expect peer-assessment to be executed. The children could be given examples of a child’s work and asked to assess the work in a way in which they would like their own work marked. A class discussion could be had to ensure that everyone feels that they are aware of how to carry out a peer-assessment. According to NFER (2018) modelling peer-assessment on a whiteboard or with the class teaching assistant is one of the best ways to introduce peer-assessment for the first time. They believe that the children should be shown how to give good, constructive feedback that is both informative and respectful to the learner. They go on to state that in order to have effective peer-assessment then the peers should be of the same levels of ability. A study was carried out by Ay and Bartan (2010) who wanted to discover if there was any correlation between the marks given by pupils in the same ability groups and those given by a teacher. It was discovered that pupils in a higher ability group gave marks like those of the teacher however, the marks given by lower ability pupils did not correlate with the teachers. They state that more time and effort may need to be given to pupils of a lower ability to allow to them to assess the work of others more accurately. They go on to admit that more training on peer-assessment needs to be given to pupils of a lower ability before they can assess the work of others along with their own work. 
The lesson study method was used to conduct the research project. A lesson study is many teachers, or educators, coming together to plan collaboratively, followed by teaching where there is an observer present to observe the lesson and following this the outcomes of the observations can be analysed in line with the research question (Dudley, 2014). The findings should be recorded and then another lesson can be planned based on the findings of the initial lesson. 
Ming Cheung and Yee Wong (2014) conducted a systematic review looking at the effects of lesson studies on teachers and students. They found that lesson studies were of help to support teachers in exploring their own practices and developing the learning of their students. Godfrey et al. (2018) supported this. They too found that the outcomes of lesson studies carried out were of benefit to both the educators in improving their own practice and the students in their learning as a result of the lesson study. However, caution should be taken when exploring this journal as the study was carried out solely in London. It could be difficult to generalise the findings of this study. 
The lesson study carried out by the researchers was initiated by a discussion to decide the aim of the study - to find out how feedback could be improved for children in years four and five through peer-assessment. The researchers then created a lesson plan (Appendix 5) for a grammar lesson. The lesson would be conducted in the usual manor, so that the children would not be affected by the study, and then the lesson would be finished by asking the children to swap books with a partner and peer assess each other’s work. 
To determine which children would be observed during the lesson, it was decided that random sampling would give the highest validity to the study as it would not give any bias from the researchers and would give a representative of the class (Martino, Luengo and Miguez, 2019). Three students from the class were chosen by a randomising online website. It selected one year four boy, one year four girl and one year five boy. Stratified sampling could have been used where the class would have been split into main categories and then a percentage of each category could be chosen based on the number of pupils in the class. This would have meant that both years four and five would have been represented in equal proportion to their class numbers and would have been easier to generalise (Blair and Blair, 2014). This would have been time consuming to arrange.  
The first lesson was conducted by Student Teacher One and observed by Student Teacher Two. Student Teacher Two would conduct a non-participant observation of the lesson from the back of the classroom. Non-participant observations would ensure that the researcher had the time and privacy to make any notes that they found. However, variables on the day cannot be controlled and could mean that it would be difficult for the research to be repeated (Bloomer et al., 2017). Participant observations could have been used whereby the observer would be involved in the lesson. This method of observation was not used for fear that the observer could become too involved with the students and cause observer bias (Campos et al., 2018). 
An observation sheet was created, which would be used by the observer, to suit the lessons (Appendix 1). This was simple but asked the five appropriate questions to follow up any findings during the interviews. A pre-created observation form allows plentiful room for running descriptions of the lesson but it can often be difficult to fit a specific finding under a pre-created heading and therefore a vital observation may be omitted as a result of it not suiting a specific heading (McNabb, 2014). 
Following the lesson, the researchers studied the observation notes and noted any findings. To collect data one-to-one semi-structured interviews with the children would be carried out. A Dictaphone would be used to record the interviews, along with the researchers making notes. A semi-structured interview technique was used to make the interview more flexible. If a child gave an answer that the researchers wanted to explore further, then this interview technique gave the option to do that. It also allowed the researchers to add, or omit, any planned questions if they felt they needed to (Beidel et al., 2014). Although this interview technique gives more freedom to expand on questions, the interviewers must ensure that the questions being asked are not leading or prescriptive, which could cause bias (Bayens and Roberson, 2011). Unstructured interviews could have been used which would have allowed the researchers freedom to discuss the lesson, although discussions may have led away from the main topic (Galindo and Lewis, 2018). Qualitative results were taken from the observations and interviews. This gave the researchers the thoughts and feelings of the pupils involved and allowed the researchers to explore more areas (Rahman, 2016). 
The researchers went on to explore the findings from the interviews and created another lesson plan (Appendix 10) for the same class which would be taught the next day. During this period, new semi-structured interview questions were devised to suit the new lesson plan. Amendments would be made as a result of the findings from lesson one. Observations would be carried out in the same was as previously. Following the lesson, the researchers would discuss the findings from the observations and then conduct interviews with the children to discuss lesson two. 
The researchers used a reflective cycle to reflect upon each lesson, the observations and the interviews. The reflective cycle was created based on Kolb’s (1984) Experiential Learning Cycle. He believed that a learner could enter his cycle at any stage but would need to complete all four stages for it to have the desired outcome of a reflective practice. Kolb’s (1984) cycle only has four stages, rather than the six that Gibbs (1988) cycle has, however it is fluid and learners can easily follow it step by step. Although, Huseb et al. (2015) believe that it fails to take in to account any social aspects, or the learners’ thoughts and feelings. 
Before any research was carried out, ethical considerations were made by the researchers. An ethics form was submitted to the university ethics board which needed to be approved before any information on the research could be given to pupils and parents. The ethics form was completed in line with UWTSD policies and BERA (2018) ethical guidelines. Before conducting the research, the project was explained to the class pupils so that they were fully aware of what would be expected of them. The children were then given a letter and a consent form (Appendix 2 & 3) to take home and be read by their parents. Further to this, the children were given assent forms (Appendix 4) to read and confirm that they were happy to take part. Finally, children were given red cards on the table to opt out of the research project at any time. It was explained that they only needed to hold up the card and they were able to leave. 
Student Teacher One carried out a lesson which was planned on verbs (Appendix 5). The aim of the lesson, in terms of the research project, was to find out how peer-assessment supported learning. The children were introduced to past tense verbs and played a video. Before asking the children to complete their work, as a class, a success criterion was made. This supported McDonald’s (2015) idea of using a success criterion to create the feedback. Student Teacher One explained that this could be used for them to peer assess each other’s work following the lesson. The children contributed most of the suggestions for this. The children were fully engaged in the lesson and were not distracted. Student Teacher One then asked the children to complete the question they were on and explained that they would be carrying out peer-assessment. The answers were put on the interactive board to mark each other’s work and Student Teacher One modelled how she would expect the children to carry out peer-assessment. It was decided to use the AfL technique “What Went Well… (WWW…), Even Better If… (EBI…)”. This is a popular technique suggested by Donaldson (2015). This method allowed the children to give one point that they thought that the other child had excelled in and one point that they could have improved in their work. The children were asked to swap books with someone else (Appendix 6). While the peer-assessment was being carried out, Student Teacher Two observed the three children on how they carried out peer-assessment. 
On completion of the lesson both researchers analysed the observation notes (Appendix 7) that were taken. It was discovered none of the children gave verbal feedback when they gave the books back, all had written the feedback in their peer’s book. All children had used the success criteria to create at least one point of their feedback, but it was noted that two of the children had given additional feedback that was not included in the success criterion. 
The researchers interviewed children individually in a semi-structured interview style (Appendix 8). The children all stated they liked peer-assessment. They explained that they felt they could improve their own work from marking the work of others and enjoyed looking for improvements. This supports Jones’ (2005) theory that children who enjoy being involved in their own learning are likely to have higher outcomes from their work. All stated that they enjoyed marking each other’s work and, when asked, explained that they preferred peer-assessment to self-assessment. Child B gave the reason that it was “boring just looking at your own work”. This leads back to Black et al.’s (2004) point stating that children who were involved in peer-assessment were more motivated. The three children were able to explain how to peer assess and that they used the bullet points (earlier made success criteria) on the board. The children were then asked if they read the feedback that they were given from their peers. Child A stated that she read it and used it to improve their work. Child B said he didn’t read it immediately but would read it “later on”. Finally, Child C explained that he would sometimes look at the previous feedback when looking for a new page in his book. When questioned about feedback they had received, they clarified that they did not always agree with the feedback they were given but when asked what they did if they dis-agreed with the feedback they each, again, gave different answers. Child A did not do anything about the feedback but both Child B and C expressed that they questioned the peer on the feedback and asked them to correct it. Finally, the children were asked how peer-assessment could be improved. Child A suggested that they marked more than one book each. For example, Child A would mark the books of both Child B and C so that each child had two versions of feedback and to see if both children gave the same feedback. Child B suggested that they give verbal feedback if they were asked by their peer to do so. Finally, Child C suggested that as well as giving written feedback, the children should give one-to-one verbal feedback to give further explanation of the written feedback. 
A joint reflection pro-forma on the lesson and interviews was carried out (Appendix 9). Upon reflection, it was obvious that the children felt that verbal feedback was key to successful peer-assessment. It was decided to carry out another lesson finishing with peer-assessment. However, for the second lesson the pupils would be asked to carry out the peer-assessment in the same form as the first lesson but would then need to give verbal feedback and further explanation of their written feedback. Again, the children would be able to use the success criterion to help support their feedback. Giving verbal feedback would also give the children a chance to agree or disagree with the feedback given by discussing it with the peer who had assessed their work. 
The second lesson was planned by both researchers. This lesson would be looking at comprehension, Reading Explorer. Student Teacher Two carried out the lesson. The lesson began by introducing the differentiated text and Student Teacher Two discussing the questions given. Answers were modelled with the children and a discussion was had on the answering of comprehension questions in full sentences. Before the children began writing, a success criterion was created (Appendix 12) with the children in readiness for them to peer assess. 
Having finished the work, answers to the comprehension were put up on the board. Each child was asked to swap books with someone else and mark the work. Following this, Student Teacher Two asked the children to carry out peer-assessment in the WWW… EBI… format (Appendix 11). The success criteria was clarified again and Student Teacher Two explained that on completion of the WWW…EBI… the pupils were to find the person whose work they had assessed and give them verbal feedback on the peer-assessment. While the peer-assessment was being carried out Student Teacher One observed the same three children who had previously been randomly selected. Each child did as they had been advised and gave verbal feedback to the pupil whose book they had assessed. Child A and B both explained the feedback using the book that they had marked. Child C also explained the feedback. He had given a target of spelling. Whilst giving the feedback he pointed out the spelling mistakes to the other pupil. He gave in-depth feedback to the other pupil. All three pupils used the success criteria on the board to form the basis of the feedback and gave additional comments. 
After analysing the observation notes (Appendix 13) both researchers conducted interviews with the children (Appendix 14). All three children agreed that they thought that the peer-assessment in lesson two went better than in lesson one. They explained that it was more positive as they had to talk and explain the feedback rather than just giving the book back. They felt they understood the feedback more. They all felt that they needed the extra time at the end of the lesson to give effective feedback. A drawback to giving verbal feedback was that they felt “bossy” giving the children their “wishes” (target to improve). Child A also said that she found it noisy in the classroom with everyone giving feedback at the same time. When asked if they found it easy or difficult to give verbal feedback Child B said he felt worried in-case he could not explain the feedback or in-case his partner did not agree with it. Child C stated that although he preferred verbal feedback, he felt he could not have given the feedback without the book to refer to. Overall, each child felt that verbal feedback helped them to understand why they were given the targets that they had been given. They felt that they could discuss and have someone point out the mistakes. Although they all said they preferred the method of feedback in lesson two each gave a limitation to verbal feedback. Child A said it was easier to give the book back without explaining although she acknowledged that it did help people better understand where they had gone wrong. Child B and C both said they found it difficult to explain and respond to the comments. Finally, the children were asked how they thought peer-assessment could be further improved. They suggested that extended feedback could be given. Another suggestion was that the children could have their targets on their tables so that they did not have to go back and look in their books - they would always be on view. Finally, the suggestion was given again that more than one child marked each book.
The researchers took time to reflect on the interviews and the observations (Appendix 15). It was clear from both that the children had preferred giving and receiving verbal feedback. However, what had not been anticipated was the worry the children all mentioned about giving verbal feedback in case their partners disagreed with them. To aid the children with their confidence an activity could be run in the classroom to concentrate on the giving, and receiving, of verbal feedback. This would teach the children the best way to give verbal feedback and help them gain confidence in doing so. The activity would support the giving of both written and verbal feedback to their peers, concentrating on giving enough detail in the written feedback so that if it was read again the child would know what the feedback was referring to. This links to a statement made by NFER (2018) in believing that modelling peer-assessment gives the children an idea of how it should be conducted. The researchers could have modelled verbal feedback and shown the children how to confidently voice the feedback.
The research study shows that the children had a strong belief that verbal feedback, alongside written feedback, was better than written feedback alone. Quinn (2019) carried out a study looking at verbal feedback from a teacher and the outcomes from the verbal feedback on the children and the teachers. He believed that the workload of a teacher was too much and that verbal feedback, in place of marking and feedback in books, would have great benefit to the wellbeing and mental health of teachers across the United Kingdom. Although this is not the point trying to be made from this research study, his study found that when verbal feedback was applied well, it made a significant difference to the engagement of students. Quinn (2019) found that children were more willing to ask and answer questions in class, they had better attendance, improved understanding of feedback and, as a result, increased outcomes in their own schoolwork. However, caution should be taken when exploring the results of this study as this study was predominantly carried out to look at the effect of verbal feedback on the workload of teachers.
Researchers Gielen et al, (2010) conducted research to find out how peer-feedback for learning could be improved. They examined how effective peer-feedback was for learning and the style in which the feedback was provided. They found that giving any additional verbal feedback on top of the written feedback did not significantly improve the learning of pupils. This research does not reflect the results found by the researchers. However, this research project was based on secondary children. Zhang (2018) found that verbal feedback gave great support for the students in her research project in allowing them to understand the feedback further. Zhang’s (2018) study was based on Chinese students learning in English. She found that through giving verbal feedback (during peer-assessment) in the native language and written feedback in the English language, it gave the student better understanding and aided their learning. Again, it is difficult to generalise this study as it is based on Chinese students who are older than the students in this study. However, it can be compared in the giving of both verbal and written feedback aiding the understanding for the students. Literature supports the fact that by using a combination of both verbal and written feedback whilst carrying out peer-assessment it heightens the quality of peer-assessment and the feedback given to the students (Vorobel and Kim, 2013).
The lesson study approach worked well for this research as it was used in the same class with the same students. It could be difficult to replicate a way of teaching and gain the same results if the research was conducted in two different classes. The age of the pupils, needs, and levels of ability would be completely different and would need to be taken in to account. Random sampling was used to select students for the research project. The online randomiser chose three very like-minded students who worked at the same levels of ability. Had the randomiser chosen students of different abilities then the findings of the research could have been different (Gerring, 2017). Another method which could have been used is volunteer sampling. Volunteer sampling would mean that the children would have been able to volunteer themselves to be involved in the research project. This would have ensured that the children were all willing and happy to be involved in the project but this could have caused bias in the results if the children had given answers that they thought that the researchers wanted to hear (Corbin and Strauss, 2014). It also would have meant that the findings could not have been generalised. 
The method of collecting data was through non-participant observations. This method of observations could be classed as weak due to observations made may have been observed differently through the eyes of another observer. The observer may have missed something that one of the children had carried out, such as giving feedback in lesson one, and the observer may have noted that no verbal feedback was given. This could have been improved through using two observers so that the observations could have been compared and the validity would have been improved due to the probability of bias being lessened (Tan, 2017). The children could also have been put to sit near each other which would have allowed the observer to see all three children at once. However, in moving the children from their normal seats, this could have changed the way in which the children carried out the peer-assessment. 
To carry out the observations, an observation form (which was pre-created) was used. The observers used the forms to the best of their abilities. It was noted that some of the questions given were not of any significance to the research project. Many of the questions, and observations were not used to compile findings from the research. It is believed that more informative questions could have been asked on the observation form. This may have led to more in-depth findings from the research (Brodie, 2013). However, if an observation form had not been created, and the observer was able to make whatever notes they wanted then this could have meant that vital findings (such as whether verbal feedback was given by the children) were not noted. 
It was decided that one-to-one interviews should be used for the research. Having now used this technique, it is believed that it would have been easier for the children if group interviews had been carried out instead. This would have allowed the children to feel more confident and have someone else to share their ideas with (Lodico, Spaulding and Voegtle, 2010). Although this may have affected the comments given by the children, due to them disagreeing with another child but lacking confidence to say, it may have given the researchers more information to work from. 
It would be difficult for someone to replicate this research project as the researchers used the technique of semi-structured interviews which meant that they were able to ask additional questions as well as those that were planned. The additional questions were asked after being led from pupil responses. It would be unlikely that pupils would give the same responses in a replica interview (Prior and Van Herwegen, 2016). Although the semi-structure interview process worked well for this study as it allowed the researchers to ask open-ended questions and gain answers from the children which would not have been gained from closed questions, it is understood that this technique would not have been successful if the researchers had wanted to conduct a quantitative research project (Edwards and Holland, 2013).
Although the researchers were able to determine the thoughts and feelings of the three pupils from the study, it does not give concreate evidence to support whether peer-assessment improved the learning of the children. However, it does lead back to the research question “How can we improve the feedback given to Year 4 and 5 pupils through peer-assessment?”. It has been shown within this study that, for the children in this year four and five class, verbal feedback, alongside written feedback, improved the feedback given to the pupils.
Considering the research findings, it is recommended that all practitioners experiment using the technique of both verbal and written feedback in both peer-assessment and teacher marking. It has shown that some students have gained better understanding from receiving both forms of feedback. The form of using both verbal and written feedback will be trialled in current and future placement schools that the researchers are placed in. It is believed that in order to become a good practitioner, trialling new methods in the classroom is to be expected and is what allows the practitioner to transition from a normal practitioner to a good practitioner. If the lesson study was to be carried out again, the researchers could use more children and could also trial the peer-assessment technique in the classroom of younger students as well as older students. In future, the researchers would suggest modelling verbal feedback so that children would be more confident in giving verbal feedback themselves as noted in the second interview (Appendix 14). More needs to be done in the classroom to support children who lack confidence in areas such as this. Activities could be carried out in the classroom to promote verbal feedback.
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