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Introduction 
This study investigates teachers and pupils' perspectives of Assessment for Learning (AfL), with particular focus on one element of AfL. According to Donaldson (2015, p.67-68), an AfL approach involves ‘’providing regular and meaningful feedback and adapting teaching and materials to meet the needs of individuals’’. The importance of AfL is highlighted within the Welsh Curriculum, with the seventh of twelve pedagogical principles stating that good teaching and learning means employing AfL principles (Welsh Government, 2023a). It is stated that these pedagogical principles should be built upon by practitioners to support learner progression.  
The rationale behind this study, evaluates whether a particular element of AfL is effective within the classroom and aids pupil progression. The research question underpinning this study, ‘’What are staff and year five pupils’ perceptions of peer and self-assessment?’’ identifies this element of AfL. Before this study, it was hypothesised that peer and self-assessment are not used as often as other AfL strategies in the classroom, such as the use of feedback. This was drawn from previous teaching experiences. The purpose of this study was to gain a better understanding of teachers and year five pupils’ views towards the use of AfL in the classroom, specifically peer and self-assessment, and to evaluate whether the hypothesis was valid. The study also aimed to improve professional practice to improve outcomes for learners. To conduct the research, the ‘Mosaic Approach’ was adopted. This involved using interviews and a questionnaire as research tools to collect information and data for analysis. 
Literature review 
Allen (2004, cited in Westminster College, n.d), refers to assessment as the use of empirical data on pupil learning to refine programs and to improve learning. There are two types of assessment used in education, summative and formative. Summative assessment takes place at the end of a course of study and aims to summarise what has been learned, whilst formative assessment occurs during the course of study and is concerned with identifying what has been learned, what is being learnt and what the next steps in learning might be (Lambert and Lines, 2000). AfL mainly focusses on formative assessment. Broadfoot (2007) suggests that formative assessment provides opportunities to practice skills, to consolidate learning and to provide reinforcement. There are four elements of AfL: the use of talk and discussion, sharing criteria and learning intentions with learners, peer and self-assessment and use of feedback. This study focusses on peer and self-assessment. Self-assessment involves learners critically reflecting on and recording the progress of their own learning whilst peer assessment refers to learners critically reflecting on the learning of their peers (Roberts, 2006, cited in University of Bristol, n.d).
Peer and self-assessment are seen as being very closely related (Harris and Bell, 1986).  The two share many advantages and disadvantages as well as their own individual strengths and limitations which raises the question of whether one is more effective and preferred. According to Black et al (2003) peer and self-assessment can enrich pupils’ learning and makes unique contributions to the development of their learning. For example, peer assessment can improve pupils’ motivation to work carefully and can make teachers’ tasks more manageable by helping pupils to recognize their own learning needs which they can inform the teacher about (Black et al, 2003). This suggests that peer and self-assessment has benefits towards both learners and teachers. Similarly, peer and self-assessment allows learners to take more responsibility for their own learning, to become more self-directed and engage in collaborative processes (Heritage, 2010). This implies that peer and self-assessment helps develop independence and collaboration. According to Donaldson (2015) young people need to be able to reflect and identify their own progress and learning needs to develop the capacity to learn throughout life. This could argue that peer and self-assessment are an essential part of the learning process. The Welsh Government encourage pupils taking an active role in learning. Within the ‘pedagogy’ standard, QTS descriptors include that teacher’s should show an awareness of the importance of encouraging pupils to reflect on their learning and should promote learners’ self-motivation and self-direction (Welsh Government, 2019). Furthermore, teachers should provide engaging experiences which promote independence and active learning (Welsh Government, 2023b). 
The Northern Ireland Curriculum (2007) suggests that peer and self-assessment are influential in improving pupils’ self-esteem and confidence, improving understanding, and strengthening pupil voice. It also provides opportunities for pupils to learn from each other and to identify their own areas to improve on through recognising them in other’s work. However, some learners may find it challenging to peer and self-assess and may provide inappropriate negative feedback (Northern Illinois University Centre for Innovative Teaching and Learning, 2012). Potentially, this negative feedback could impact self-esteem. In addition, Black et al (2003) state that in one project, self-assessment was not successful as learners’ lacked skills required to judge specific problems in understanding and to set achievable targets. Black et al further suggest that peer and self-assessment will only be successful if teachers help learners, particularly the low attainers, to develop the skill. Possibly, if pupils find it difficult and lack the skills required, they may incorrectly mark the work. The Welsh Assembly Government (2010) suggests that pupils must understand and have been involved in the construction of success criteria for peer and self-assessment to be meaningful because if not, they would not have a frame of reference to assess against. Thus, teachers need to ensure that a clear success criteria is provided. Furthermore, Chan (2010) suggests that friendships and peer pressure can influence the reliability of marks and there can be unequal scores as sometimes scores from self-assessing can be higher than peer scores. This suggests that marks given can be unreliable therefore, teachers may need to spend time re-marking work which can be time consuming. 
Therefore, peer and self-assessment has many benefits such as developing independence. However, there are limitations, for example it can be challenging. Despite research highlighting advantages of using peer and self-assessment, according to Estyn (2022), an annual report in 2020 found that assessment methods to engage pupils in their learning remained limited. This raises the question of how often techniques such as peer and self-assessment are used.
Methodology 
To conduct research for this study, the Mosaic Approach was adopted. The Mosaic Approach, designed by Clarke and Moss (2011, cited in Mukherji and Albon, 2015), uses different research tools which combine to form a fuller picture of perceptions and aims to improve the work of early childhood settings by ensuring that views of all participants in the setting are included. It was decided to use interviews and a questionnaire as they provide qualitative and quantitative data. Qualitative and quantitative data can be used to ‘’provide an insight into the nature of the real, complex world of teaching and learning within schools’’ (Forster and Eperjesi, 2021 p72).
Research was conducted in a school in an urban location within South Wales, consisting of approximately 350 pupils. For confidential purposes this school will be addressed as ‘School X’. Two interviews were conducted, each involving four pupils from a year 5 class randomly selected using lollipop sticks with names on and a questionnaire was distributed to all teachers through an online link. Involving the pupils in the research, followed Article 12 of the United Nations on the Rights of the Child, which states that children have the right to have opinions about issues which concern them (UN, 1989, cited in Roberts-Holmes, 2018). 
The justification behind using interviews is that interviews have various advantages. Interviews require simple equipment, produce data on topics in depth and have a more personal element than other methods (Denscombe, 2021). However, interviews can be time consuming and may not be suitable for children with language problems or not confident speakers (Koshy, 2010). Furthermore, due to the imbalance of power between a teacher and children, there is risk of coercion, and children may feel under pressure to give correct answers (Forster and Eperjesi, 2021). These limitations were considered, for example pupils were encouraged to provide honest answers. This study used semi-structured interviews which involve a set of prepared questions and sub-questions to probe ideas further (Koshy, 2010). Prior to the interviews, a list of key questions and prompts was prepared (See appendix 1). Semi-structured interviews allow interviewers to adapt questioning to suit the needs of the interviewee such as their level of understanding (Fielding and Thomas, 2008, cited in Mukherji and Albon, 2015). This suggests that wording can be adapted to enable interviewees to better understand questions. Robert-Holmes (2018) suggests that children can feel intimidated in one-to one interviews whilst groups make children feel more comfortable and generate new ideas through interactions. Therefore, it was decided to conduct group interviews. However, people behave differently in groups, for example some may become more talkative and take the lead, whilst others are less talkative (Thomas, 2023). This became apparent following the interviews as individuals provided more detailed answers whilst others provided short answers. Despite this, all pupils were given time to answer each question. The interviews allowed participants to provide individual answers which they could expand on and to also build on each other’s ideas. The interviews were audio recorded to ensure data was reliable. It is recommended to electronically record interviews as note-taking can be slow and questionable regarding validity (Fielding and Thomas, 2008, cited in Mukherji and Albon, 2015). Coding can be used for analysing qualitative data and is used to identify key features, themes, and categories of data (University of Melbourne, n.d). Qualitative data from the interviews was transcribed and colour coded to identify recurring themes (see appendix 2).  
The second research tool used was a questionnaire. Questionnaires can include closed or open-ended questions or a combination (Hall, 2020). The questionnaire consisted of 10 questions, both open and closed, to gather qualitative and quantitative data (see appendix 3). Questionnaires are good for finding out discrete facts and gathering quantifiable data, and the data from questionnaires can often be represented in tables and graphs (Austin, 2016). Microsoft Forms was used to design the questionnaire which was sent to staff through an online link. Online surveys are less time consuming, eliminate costs of printing, can speed up data processing and provide an environmentally friendly approach to conducting research (Denscombe, 2021). However, there are potential limitations to using questionnaires. Response rates can be too low to ensure a valid research outcome and responses can be influenced by what respondents think the researchers wants to hear (Koshy, 2010). This suggests that the validity of data can be unreliable. Furthermore, respondents can lose enthusiasm as they progress through the questions, which can result in questionnaires being returned not fully completed (Denscombe, 2021). Following the questionnaire, it became apparent that this is a limitation as one respondent did not fully complete the questionnaire, with responses provided to only half of the questions. Despite this the questionnaire was able to be easily and quickly distributed. Data from the questionnaire has been imported into tables and graphs for ease of analysis (see appendices 4 - 11). 
Ethics was essential to this study, with the British Educational Research Association (BERA, 2018) guidelines followed throughout. Prior to the research day, an ethics form was completed (see appendix 12) to ensure that ethical guidelines were being followed correctly. A blanket consent form and letter of information (see appendix 13) was sent to and approved by school X to obtain fully informed consent and to provide information about the research and role of participants. This adhered to the BERA (2018, p.9 - 17) guidelines which emphasise the importance of gaining consent, which apply to both adults and children. Staff were informed that their participation was completely voluntary. In addition to gaining blanket consent, it was decided to gain the pupils’ assent. According to BERA (2018, p.15), researchers should fully explore ways in which participants can be supported to participate whose age may limit the ‘’extent to which they can be expected to understand or voluntarily agree to participate’’. Participants were also informed of their right to ‘’withdraw from the research for any or no reason, and at any time’’ (BERA, 2018, p.18). The pupils were provided with a ‘happy and sad face card’ (see appendix 14) which they could use to show their decision to withdraw and were informed that no negative consequences would come from this decision. The ‘’confidential and anonymous treatment of participants data’’ (BERA, 2018 p.21) was also considered. School X and the names of participants have been kept anonymous throughout, with pseudonyms being used. Staff were informed that their responses would remain anonymous and audio-recordings of the interviews were kept on a password protected device and destroyed after being transcribed. With consideration of ethical concerns, as the interviews took place during lessons, it was aimed that they were to be kept to ten minutes. Furthermore, considering the workload and busy schedules of teachers, the decision was made to keep the questionnaire to ten questions, with an estimate of five to ten minutes to complete. 
There are limitations to this study. There were only six responses to the questionnaire and data was gathered from participants within the same school. Therefore, there are no comparisons between perceptions of participants in different schools. To prevent these limitations in the future, a larger sample from various schools could be selected to gain a more diverse range of perceptions. In addition, whilst audio-recordings allowed the interviews to be transcribed, audio recording’s do not pick up behavioural cues in interviews (Thomas, 2023). Whilst some behavioural cues such as nodding were noted, in the future it would be useful to consider video-recording interviews. Furthermore, examples of work from books were not collected. Therefore, it could be useful in future research to observe pupils partaking in lessons and to collect images of completed work. 
Discussion and Findings 
There were six responses to the questionnaire, one however was not fully completed, therefore some questions have six responses whilst others have five. Question one of the questionnaire (see appendix 3 for copy of questionnaire) found that all participants use AfL within their classrooms. However, only 20% use peer and self-assessment often (see appendix 4). Perhaps this is because peer and self-assessment are seen by 83% as the least effective element of AfL (see appendix 5). Reasons for this included ‘’peer and self-assessment don’t have as much of an impact’’ and other techniques such as questioning are more preferred (see appendix 6). This does not necessarily mean that staff do not value peer and self-assessment, but they value other methods more. Pupils’ responses to how often peer and self-assessment is used were varied (see appendix 2 for interview transcriptions). Pupils in the first group suggested that it is used frequently, contradicting the questionnaire findings. However, pupils expanded on their answers and suggested that peer assessment is not used as often as self-assessment. Responses from the second interview were varied, with some pupils suggesting that it is done once or twice a week and the teacher usually marks work, whilst another pupil suggested that they have been engaging more, the week of the interview, in peer and self-assessment. These findings, particularly from the questionnaire, correlate to the finding by Estyn (2022) in their 2020 annual report that assessment techniques which engage pupils in the learning remain limited. 
In general, pupils appeared to hold a positive attitude towards peer and self-assessment. As highlighted yellow within the interview transcripts (see appendix 2), one recurring theme was that peer and self-assessment allow pupils to become more independent and to take repsonsibility for their own learning. Pupils provided views such as ‘’I love to mark my own work because it helps us become more independent’’ and ‘’it helps us become quite independent.’’ Staff responses to question 6 of the questionnaire correlate with these responses, with one participant stating that a benefit of peer and self assessment is that ‘’students take control of their own learning’’ (see appendix 7). This reinforces the view of Heritage (2010) who suggests that peer and self-assessment provide opportunities for learners to become self-directed and to take more responsibility in their own learning.
In response to question five of the questionnaire (see appendix 3), 50% agreed and 50% were neutral in agreeing that peer and self-assessment helps aid pupil progression. Responses to question 6 of the questionnaire (see appendix 7) included that peer and self-assessment is beneficial for learners as ‘’it really helps them reflect on where they are on their learning’’ and ‘’to look at other examples of work and to decide what they feel their next steps should be.’’ When asked what it means to peer assess, one pupil suggested that if a pupil is doing something incorrectly ‘’you can put a dot there and they know what they can do better next time’’(see appendix 2). Similarly, another pupil stated ‘’It’s really nice peer assessing other work because you can tell them what they need to do next time’’. This indicates that participants believe that peer and self-assessment allow pupils to identify next steps in their learning. This reinforces the view of Black et al (2003) that peer and self-assessment helps learners to recognize their own learning needs which can make teachers tasks more manageable. This also reinforces the view of the Northern Ireland Curriculum (2007) that peer and self-assessment provides opportunities for learners to identify their own areas to improve on through recognising them in one another’s work.  
When asked what the benefits of peer and self-assessment are from their experience, staff included responses such as it ‘’provides learners with opportunities to share their skills’’ and ‘’peer assessment is also good to get the children talking about each other’s learning’’ (see appendix 7). This reinforces the view of Heritage (2010) that peer and self-assessment allows learners to engage in collaborative processes as well as view of the Northern Ireland Curriculum (2007) that peer and self-assessment provides opportunities for pupils to learn from each other. 
In response to question 8 of the questionnaire, 50% choose self-assessment as the most effective out of peer and self-assessment, whilst 50% claimed that both are equally effective (see appendix 8). When asked their reasonings behind this choice one response stated ‘’I find that children don’t like marking each other’s work, they tend to make unfair comments to each other’’ (see appendix 9). This reinforces the view of Northern Illinois University Centre for Innovative Teaching and Learning (2012) that learners may provide inappropriate and negative feedback when peer and self-assessing. The response to the questionnaire both correlate and contradict the findings of pupil’s attitudes towards peer assessment. In general, the pupils appeared to like peer assessment, with several suggesting that it can build friendships (see appendix 2). Only one pupil from the sample did not like peer assessment. However, the data found that some of the pupils seem to like marking their classmates work but do not feel as comfortable when a classmate marks their work. One pupil in particular stated that they prefer when a friend marks their work but when somebody else does they do not feel as comfortable. Therefore, this finding could correlate with the response from the questionnaire. 
In response to question 7, staff provided limitations of peer and self-assessment (see appendix 10). This included ‘’it isn’t impactful as some children don’t know what to write’’, children might not ‘’have the knowledge to do it correctly’’, it is ‘’hard for lower ability children’’ and ‘’pupils are not experienced in marking’’. In the interviews, (see appendix 2) one pupil stated ‘’if other people mark your work, sometimes if they rush it’s quite bad because say they get it wrong, they might mark it as right and you will never learn’’. This reinforces the view that learners may find peer and self-assessment to be challenging (Northern Illinois University Centre for Teaching and Innovation, 2011). This also relates to Black et al (2003) who found that in one project pupils lacked the skills required to self-assess. Despite this, the findings suggest that the pupils understand what peer and self-assessment is, with 87% of staff suggesting that it is somewhat/maybe true that learners are confident in their understanding of peer and self-assessment (see appendix 11). The pupils provided various definitions of peer assessment and provided examples of peer and self-assessment work that they do (see appendix 2). 
Overall, the data found that whilst staff believe that peer and self-assessment has advantages, other AfL methods are more preferred. However, the pupils in general, appear to see peer and self-assessment in a more positive light, with the majority stating that they would like to peer and self-assess more often. This shows quite a difference between the perceptions of staff and the perceptions of pupils on peer and self-assessment. 
Conclusion 
The aim of this study was to investigate staff and pupils’ perspectives on peer and self-assessment. It was hypothesised that peer and self-assessment are not used as often as other AfL techniques in classrooms. From conducting the research, the findings appear to support this hypothesis. The data found that teachers within School X do not use peer and self-assessment very often (see appendix 4), with other methods of AfL being preferred and peer and self-assessment ranked as the least effective element (see appendix 5). However, data from the interviews (see appendix 2) suggest that pupils hold a more positive perspective on peer and self-assessment, with many stating that they would like to peer and self-assess more often. The findings appear to suggest that views on peer and self-assessment differ. Furthermore, from conducting the literature review and analysing the data, the findings highlight that peer and self-assessment has many advantages such as developing independence and allowing learners to identify their next steps. However, there are also limitations, for example marks provided can be unreliable (Chan, 2010). Despite the limitations, the research does portray peer and self-assessment to be an important part of the learning process. This is highlighted by Donaldson (2015) who states that children need to reflect on their own progress to develop the capacity to learn throughout life. Therefore, effective use of peer and self-assessment will be implemented into future placements and teaching practice, as well as other elements of AfL. 
Throughout this study, professional learning has been developed. knowledge of peer and self-assessment and research skills have been developed. Research on AfL will be continued to improve practice to aid learner progression. Whilst the research tools worked well to gather data, there were limitations. Therefore, there are recommendations which will be considered within future research. For example, the sample was limited as research took place in one school, therefore in the future it would be beneficial to gather a larger sample from various schools and other educational settings to collect a more diverse range of perspectives. Furthermore, some pupils gave limited answers, therefore it could be useful to consider trailing individual interviews as some participants may prefer this. Following the questionnaire, as one response was not fully completed, it would be useful to distribute questionnaires at an earlier date to provide additional time to complete it.
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