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How can we improve pupils’ engagement with their own learning through the use of a self-assessment strategy?
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Aim, Focus and Purpose of the Research

Self-assessment strategies are fundamental for pupils and their teachers to understand and assess learning. As a result, self-assessment strategies can create opportunities to be a catalyst for children to achieve and exceed their targets. Self-assessment strategies interested me in particular after teaching a number of lessons in school. Through gaging pupils understanding of their own learning, I was able to plan future lessons which would accommodate the gaps in their understanding. 
As a result of our school’s (school A) last inspection in 2015, ESTYN recommended that assessment should be made a priority. Whilst on teaching placement, myself and my research partner became aware that self-assessment strategies were implemented in practice, however they were not used on a daily basis. Furthermore, the results of self-assessments were generally not accounted for in future lesson planning. As a result, both myself and my research partner decided that the field of self-assessment was an area of research which would be beneficial to school A’s professional practice, supporting in particular; next steps for learning through identifying gaps in understanding. 


Research Context

This study took place in a large school situated in South Wales. Both myself and my research partner were in the same placement school and were placed in year 3/4 classes. The classes were grouped according to ability; my class (Class A) were higher ability, and my partner’s class (Class B) were mid ability.  Both classes consisted of 29 children with an age ranging from 7-9 years. Class A was made up of 14 females and 15 males and Class B was comprised of 17 females and 12 males. All pupils from both classes were present for the research lessons. 

This study deliberates how can we improve pupils’ engagement with their own learning through the use of a self-assessment strategy. The Welsh Government identifies ‘wider skills’ which are thought necessary for children and young people for modern life and work. One skill is “personal effectiveness” consisting of “reflecting on and understanding oneself and others” (Donaldson, 2015, p. 42). Under the new curriculum reform in Wales, Donaldson (2015) also recognises the importance of ‘self’ and summarises it as being a key theme to be addressed within the four purposes. Furthermore, he acknowledges that “assessment is a vital and integral part of learning and teaching and so needs to be fundamentally linked to the curriculum” (Donaldson, 2015, p.6). 

In line with the BERA (2018) guidelines, all children that participated in the research had received informed parental consent (See appendix A) and all children also gave their assent (See appendix B). Children were informed of what would be required of them and they were to signal whether or not they wished to participate in the research which was also overseen by the class teacher. Three children from each class were selected as a representative sample. Each child was of a different ability in hope to give a clear representation of the scope of attainment in each class.  


Overview of Relevant Literature

According to Black et al. (2007, p.2), “formative assessment practice is an integral and intimate part of a teacher’s daily work”. I looked further into this by reading books, journal articles, government documents and other on-line material. What this showed me was that 
Assessment for Learning (AFL) is a form of formative assessment which can be performed in various ways, on numerous occasions during a lesson (Black et al., 2007; Bowen & Ellis, 2009; Spendlove, 2015). As part of their research in a number of schools, Black and William (1998) discovered that in order to establish plausible formative assessment strategies, teachers had to take risks, trying out new ideas. Findings show that “changes involved will raise the scores of their students”, changes are “feasible”, teachers enjoy their work as “it resonates with their professional values” and children also enjoy and begin to “understand and value their learning more” (Black et al., 2007, p.2).

With the underling aim of the present study to find out how we can improve pupils’ engagement with their own learning, we devised a self-assessment strategy which conforms with AFL. Assessment for learning, according to Black and William (1998) is formative assessment aims to identify what the student knows; the gaps in their knowledge, skill and understanding and it also informs how to close the gap between the two. Black and William (1998) are two leading professors who undertook extensive, worldwide research in order to define what underpins effective formative assessment. The impetus behind their research stemmed from the lack of direction for teachers to tackle complicated and demanding situations. They concluded that “present policy seems to treat the classroom as a black box” providing new inputs, yet with no support for implementation. As a result, Black and William (1998) wanted to study what happened ‘inside the black box’. Findings from their research established that firstly, in order for self-assessment strategies to be successful, pupils must be aware of their own targets and have a clear understanding of how they can achieve this learning. Additionally, opportunities for expression of understanding should be implemented into all teaching accounting for verbalisation of how formative assessment aids learning. Furthermore, Black and William (1998) concluded that self and peer assessment is essential for learning as it requires students to understand the learning that is expected of them in order to meet their targets. 

It is also recognised by Black and William (1998) as well as other academics (Race, 2001; Hinett & Thoman, 1999; Li & Chen, 2016) that self/ peer assessment cannot stand alone, the teacher is required to understand the next steps for learning following this formative assessment in order for progress to be made. Similarly, Aricò & Lancaster (2018, p. 9) recognise that self-assessment doesn’t stand alone and that it “is embedded in the experiential learning process that unravels through our teaching algorithm. 
 Black and William (1998, p.8) states that the teacher should be realistic and should confront the question ““Do I really know enough about the understanding of my pupils to be able to help each of them?”.
Black et al. (2007) also recognises that teachers should be at the heart of the implementation of assessment for learning. In their study consisting of making changes and implementing assessment strategies, one teacher stated that assessment for learning is almost a “philosophy” (Black et al., 2007, p.80) and focusing on this philosophy is a contrast from the usual government expectations of “performance”. As a result, teachers who took part in this study had the shared interpretation that with a philosophical outlook, they were more aware of their students’ learning rather than focusing on “getting through the curriculum” (Black et al., 2007, p.91). 

With regards to self-assessment in particular, Hall and Burke (2003) recognises its impact, stating that the use of self-assessment has proven to increase children’s engagement with their own learning and it is believed to enhance children’s sense of responsibility. Contrary to this however literature by Kruger and Dunning (1999) and Dunning et al. (2003) affirmed that children who are low performers, are in general, unable to assess their own learning correctly, therefore suggesting that self-assessment isn’t as effective for children of a low capacity. Butt (2010, p.80) expands on this stating that supporting such children to make “realistic and accurate judgements of their accomplishments” whilst not “being too harsh or lenient… takes sensitivity and time”. 

According to Butt (2010), when children are taught to self-assess correctly- arguably, teachers have a lower workload due to children being more autonomous. As a result of this, teachers’ feedback consists more of keeping systems “on track” rather that making corrections as such (Butt, 2010, p.4). Giving children more freedom and ownership of their learning according to Butt (2010, p.79) is the ultimate goal of self-assessment, although it requires them to “do more”. 

Kolb’s (1984) experiential learning model supported our research question. Kolb’s (1984) ‘Experiential Learning Cycle’ consists of reflecting upon a new experience, modifying what has been learned from the experience and finally, learning from this and applying this new knowledge to other situations. Our self-assessment strategy relates to this theory as pupils are able to stop mid lesson, take time to identify any mistakes or anything which they need to add from the success criteria and finally make any necessary changes. In line with Kolb’s (1984) experiential learning theory, our self-assessment strategy allows individuals to “create knowledge from experience rather than just from received instruction” (Bergsteiner, Avery and Neumann, 2010, p.30). 



Explanation of Lesson Study Design

The methodology used for this research is a form of action research called lesson study. Lesson study research methodology according to Dudley (2013, p.1) “is a highly specified form of classroom action research focusing on the development of teacher practice knowledge”. Lesson study is conducted over a cycle of lessons, where teachers are able to collaboratively plan, teach, observe and analyse lessons. Although in most cases, lesson study is a process which takes multiple years (Yoshida, 1999), due to time constraints in my study, my partner and I conducted our research during the same week.  
Over the cycle of lessons, teachers may “innovate or refine a pedagogical approach” in order to reach the shared goal of promoting and improving learning (Dudley, 2013). Furthermore, Dudley (2013, p.1) states that in the past, lesson study research has been successful in developing teaching techniques and “approaches such as assessment for learning (AfL)” which relates directly to my research study. 

Lesson study consists of planning the lesson and the focus of the research in detail, accounting for “anticipated responses from students” (Stepanek, 2006, p.5). Followed by teaching the lesson while observers make notes and collect data. Within lesson study, the purpose is to observe how effective the lesson or strategy that your researching is rather than evaluating the teacher’s performance. Following on from this, a discussion is necessary between the researchers in order to share thoughts and discuss progress and findings. The next fundamental step is; following on from the discussion, making any necessary changes to the lesson or strategy. As a result of analysing the lesson, misunderstandings, problems or revelations can be arranged for the revising of the lesson. The revised lesson will then be taught to new learners, which will again be observed and analysed following a debrief of findings the second time around. Finally, researchers will record findings, and ideally use the findings to shape future learning and professional development efforts (Stepanek, 2006). 

One method of data collection used in this research is non- participant observation. This method allows for observation in a study, without actively taking part in the situation which is under scrutiny. However, Scott and Marshall (2015) recognise that a criticism of this approach is that participants may act differently due to knowing that they are being observed. In order to try to overcome this, myself and my research partner will be carrying out the research on two separate occasions, although ultimately there is still no way of finding out whether behaviours are a true representation. 
Another method of data collection used in this research is focused group interviews. Focused group interviews underpin qualitative research and aim to collect information from participants (Wilson, 2016). According to Shamdasani and Stewart (2014), in larger focused group interviews there tends to be participants who dominate the discussion more than others who may ‘fade into the background’. In order to try to avoid this, we have a smaller sample of three participants and we will ask each participant the same questions in order to get all participants’ responses on each question. 
The final method of data collection used in this research is reflection. According to McIntosh (2010) reflection is a crucial process in research. Reflection allows for action, providing opportunities to adjust pedagogy as a result of findings in order to create superior learning opportunities. 

The present study consisted of a qualitative approach, seeking to assemble rich and detailed perceptions and experiences of the self-assessment strategy, and its effect on learning. According to Denscombe (2010), research of a qualitative design takes the form of words. Furthermore, Richards (2009, p.108) expands on this, proposing that it is “all about interpretation and individual agency”. 

Three children from each class were selected in accordance with Emmel’s (2013) research on purposeful sampling, where children are selected as a representative sample based on characteristics. In order expect an accurate reflection of the larger entity of the participants, three children from ranging attainment groups were selected for the focus sample. By doing this, we anticipated maximum variation (Given, 2008) and as a result hoped to gain a true reflection of the impact of the trialled self-assessment strategy’s effect on pupil’s engagement with their own learning.

Non-participant observations were collected using a proforma which myself and my research partner devised. Malu (2015) states that as observations can be broad and proformas can be useful in order to refine and extract information which is necessary. The proforma consists of an engagement scale, with signals indicating characteristics of each level. Participants were observed and levelled twice throughout the lesson; mid lesson and end of lesson. Myself and my research partner felt as though using a scale which is similar to the Leuven scale (2008) would be useful for assessing engagement as a levelling system provides clear signals and ultimately concludes how engaged a child is at that point. 

The type data we intended to collect from non-participant observations is ordinal data. Ordinal data is a ranking of opinion. The ranking order is not mathematically determined, and is merely a label for opinion (Ireland, 2010). However, Patton (1990) articulates that proformas can be limiting in the way that they can limit free expression. As a result, alongside using a scale to level engagement against signals, the non-participant observer was also provided with a comment box on each child. We deemed this necessary to note down reasoning behind the levelling of each child, as well as an opportunity to note any additional observations which may be useful to reflect on. 

Reflective practice for teachers, according to Valli (1993) contributes to making more informed decisions based on reconstruction of experiences (Yusko, 2004). Reflections of the proposed research were captured using a Brookfield’s (1995) 4 lenses model alongside ‘ARC’ (Assisted Reflection Conclusions) reflection proformas from UWTSD. Brookfield’s (1995) four lenses model allows reflection through the perspectives of: the teacher as a learner, students, peers and educational literature. 
Therefore, myself and my research peer reflected upon this lesson using the structure of the ARC model to support our thinking. Academic literature was explored and reviewed before undertaking the research project, as well as in the analysis and discussion of the lessons. And finally, students (focus group) were able to reflect on the research in semi-structured interviews conducted by myself and my research partner. 
Semi-structured interviews were beneficial to this study as semi-structured interviews are essentially structured, yet allow scope for further questioning of a common theme if necessary (Kumar, 1011). Denscombe (2010, p.175) confirms this, stating that the schedule allows the “interviewee (to) develop ideas and speak more widely on the issues raised by the researcher”. Interview responses were audio recorded after complying with school A’s policy and transcribed (see Appendix C). Following transcription, I was able to analyse the data collected identifying common themes to discuss in a later section of the present study. 
 
Ethical Considerations

There are ethical considerations which researchers need to be aware of when undertaking research in the classroom. Under the BERA (2018) guidelines, all children in the present study received informed parental consent. It is also recognised by UWTSD (2017, p.15) that “it is highly desirable that children themselves should be actively engaged in the consent process”, so as a result, children gave their assent before taking part in the lesson. Also, in line with the guidelines (BERA, 2018), all participants and their parents were made aware of what was expected of the participant, why their participation was necessary, what the research entailed, how the findings would be used and to whom it will be reported. Furthermore, under Article 12 of the UNCRC, (UNICEF) children have the right to express their views freely. Research participants were made aware that they had the right to withdraw from the process at any given point without a need for an explanation. 

To ensure confidentiality in the proposed research, we gave the school the pseudonym ‘School A’. Moreover, all data is anonymised meaning that readers of this document will not be able to identify the school or any children that took part. Furthermore, all raw data collected was shared between myself and my research partner only. Data stored on personal laptops was password protected and documents were shared between myself and my partner using encrypted USB sticks which were stored safely when they were not in use.  
Raw physical data was destroyed using a paper shredder and raw electronic data was erased.  
Additionally, no research was undertaken by myself or my research partner until our ethics forms were approved by an ethics committee who are experts in the field.





Lesson Study 1- Results, Analysis and Discussion 

Both myself and my research partner taught the same lesson when conducting research. Aims of the lesson are outlined in the lesson plan (See appendix D). Children mostly met the learning objective of writing a recount of their trip to Caerleon, although some children had to finish off the piece of writing the next day. Evidence that children were able to recall events, as well as meeting the success criteria (See appendix E) for writing the recount was evident when marking their writing. In general, children were very good at describing the events of the trip as according to Bearne (2002), it is easier for children complete written accounts when they have concrete experience of a situation or an event. 
With regards to engagement, this research study aimed to improve pupils’ engagement with their own learning through the use of a self-assessment strategy. In order to do this, we created a success criteria tick box which children were to complete mid lesson and at the end of the lesson upon re-evaluating their work. This self-assessment strategy encouraged pupils to engage with their own learning, identifying any mistakes or changes to be made. 

During this first lesson, my research partner acted as a non-participant observer. She completed an observation checklist (See appendix F). As highlighted previously in the overview of literature, using a proforma for observation proved to be non-restrictive (Patton, 1990) due to including a box for comments on each child. This box offered opportunity for my peer to give reasoning for the allocated engagement level. She made comments such as: “Read through work identifying what he needs to add” and “Ticked her success criteria successfully, identifying what she has done”. 

Furthermore, my research partner levelled participants as ‘high’ and ‘extremely high’. Hence, due to the participant sample being a representation of the whole class, the levelling of ‘high’ and ‘extremely high’ engagement indicates that the self-assessment strategy that we trialled proved to be successful in general. 

In line with our intended reflection models: Brookfield’s (1995) 4 lenses and the ARC model, we reflected upon the implementation of this self-assessment strategy through the eyes of our peers, self, participants and literature. 

Upon self-reflection (See Appendix G) of the first lesson which I taught using the ARC model, empirical evidence suggests that “the self-assessment strategy proved to be successful”. Positives of the self-assessment strategy included: “Children enjoyed stopping mid-way through the lesson to assess themselves and correct mistakes/ add anything they had forgotten for the remainder of the lesson” and “Children performed well as a whole- from marking books I noticed that almost everyone included everything in the success criteria by the end of the lesson”. 

Discussion of the reasoning behind why self-correcting is appreciated by pupils is explained by Askew (2000) who states that children can feel disheartened if their work- in which they have invested time and effort - is tarnished by copious amounts of red pen correcting their mistakes. This self-assessment strategy offers opportunity for pupils to make necessary changes themselves, avoiding a lashing of criticisms. Furthermore, linking back to a point made in the literature overview by Butt (2010), by giving children the opportunity to be autonomous, correcting their own mistakes, a teacher’s workload is lessened. 

The second lens of reflection is peer reflection. My research partners also reflected upon the lesson using the ARC (See appendix H) proforma provided by UWTSD. According to Dudley (2014, p.4) peer reflection is useful for lesson study as “we get to see aspects of pupil learning through the eyes of others as well as through our own, and we compare actual learning observed in the research lesson with the learning we imagined when we planned it”.  Furthermore, Dudley (2013) expands on this stating that collaborative learning forced us to become aware of things which we might usually filter out, or compress as a result of dealing with it tactically in a lesson.  


Upon reflection, my research partner noted in her ARC model that: “the self-assessment strategy was a success. All of the children understood easily what to do and seemed to like the idea of recognising their errors mid-way through their work”. However, she also pointed out that “one of the children ticked her box without even reading over her work”. 

My peer stated that this could be seen as a disappointing element. However, it is not to say that this child was disengaged with her learning. It may be the case that she was well aware of what she had included in her work without a need to read through thoroughly to check. In fact, when I marked this child’s book she had successfully included all of the requirements listed in the success criteria, and therefore had self-assessed correctly. 

Upon discussion of reflection, myself and my research partner deliberated the limitations and benefits of using the ARC model for reflection. We decided that although the probing questions were useful to refine and extract relevant information (Malu, 2015) from the lesson, the proforma could also be seen as limiting (Patton, 1990). The ARC model can be perceived negatively as the probing questions seem to assume that there are always disappointing elements to a lesson/ learning experience. On the other hand, however, it does give opportunities to reflect upon these disappointing elements, asking what steps are necessary in order to combat this issue and what are the steps for the future. 

To capture reflections from participants, we conducted semi-structured interviews. According to Greene and Hogan (2005): with research involving children, their perspective should be at the heart of the research. Kagan (1984: cited in Greene and Hogan, 2005) also commented on this, stating that “the person’s interpretation of experience is simultaneously the most significant product of an encounter, and the spur to the next”.
According to (Lowe, 2007) conducting interviews with children can be challenging due to lack of concentration among other factors. However, as Moser (1958, p.195) stated: “interviewing . . . is a fairly straightforward job”- I felt as though the interviews were successful and helped myself and my research partner to understand the learning from the participants’ perspective. 
Upon analysing the interview transcription from this lesson (See appendix C), participants seemed to enjoy the self-assessment strategy. Participants commented that: 

“I enjoyed it because I liked how we had to stop in the middle to check it because otherwise at the end we would have had lots of mistakes that we would have had to go back and correct”.
“It helped me because you can spot the errors in your errors in your work which you wouldn’t usually do until the end”.

The participants’ opinions of the self-assessment strategy confirm that it overall contributes to engagement with their own learning. Moreover, Greene and Hogan (2005) also makes the point that when children enjoy what they are doing, they learn better. In this instance the children’s learning has improved as it has become more streamlined due to pupils’ rectifying errors and making summative improvements. If they had not checked at a mid-way point, they may have missed out some important elements from the success criteria. 

Although the first lesson proved to be a success overall, upon reflection myself and my research partner identified some changes which would further improve the impact of the self-assessment strategy. For the second research lesson, self-assessing was completed using green pen in order be able to see corrections clearly. Also, in attempt to further encourage engagement and combat the issue of children ticking the success criteria without reading over their work first, we decided to give them a focus. A significant attribute of writing a recount was using time connectives. Therefore, for the next lesson, children were to focus specifically on identifying the time connectives they had used and underline them using a green pen. We felt as though by doing this, children would engage more by reading through their work to find time connectives. 

Lesson Study 2- Results, Analysis and Discussion 

With changes to the lesson discussed and prepared (see appendix I), the second lesson went ahead in Class B the following day. Again, in this lesson, children met the learning objective and most children completed the whole write up. I feel as though this was due to the ability of the class. Class A, who were taught first are a more able class, with a higher standard of writing and in general, they are able to write in more detail, hence why most of Class A didn’t finish their recount during the first lesson. 
 Schon (2016) notes that “the researcher’s role is distinct from, and usually considered superior to, the role of the practitioner”. As an observer of lesson two, I was able to witness the learning from a different perspective. In agreeance with Dudley (2013, p.3) as teachers “we focus on the most critically important aspects of what is happening at any one time, filtering out a lot of extraneous events and information”. As a non-participant observer, I was able to “become conscious of things” I “would normally not be conscious of either because” I “would filter it out or because it would be dealt with through” my own “tacit knowledge system” (Dudley, 2014, p.4). 

Upon completing the observation checklist (See appendix J) empirical evidence suggests that participants were more engaged by the end of the lesson compared to the middle of the lesson. Participants moved up the engagement scale by the end of the lesson. This may be due to the changes we made to the self-assessment strategy. By encouraging children to read through and indicate where they had included time connectives, they noticed any changes to be made whilst doing this, and therefore seemed to be more engaged with their work. 
By using the comments box for each child, as an observer, I was able to freely express my reasoning, extracting necessary information (Malu, 2015). I noted that by the end of the lesson, one participant was “more focused” and “took more care to check and underline” and another participant “read thoroughly, underlined time connectives and ticked criteria in green pen”.  Overall, according to the levelling of pupils’ engagement, on average, pupils were more engaged in this lesson compared to the first lesson. 

Again, both myself and my peer reflected upon her lesson using the ARC model from UWTSD. I concluded that “this lesson went well (See appendix K). The changes we made from yesterday’s lesson improved learning today”. Moreover, I went on to note some positives aspects of the lesson, indicating that “underlining time connectives with a green pen gave children more of a focus- they were provoked to read through their work and were not just ticking profusely”. I also noted that upon using this strategy for future lessons, teachers should choose an aspect of the success criteria which is the most important, or most relevant for meeting the learning objective and use the same method of underlining to improve engagement. 

My research partner also reflected upon her own lesson, in line with the structure of Brookfield’s (1995) four lenses (see Appendix L). In her ARC model, she noted that: “overall the lesson went well, although the children needed a lot more guidance and support than yesterday’s lesson”. This confirms the point I made previously about Class B being of a lower ability than Class A. Furthermore, she also commented that if we were to use this self-assessment strategy in the future, it would be useful to share examples to children to help them understand. However, “as this was an observation lesson, we wanted to see a true reflection of the children using this strategy” to see how they got on with it independently. 

In addition to this, my peer also agreed that the changes made to the lesson were successful: “using the green pen to tick and underline was very useful. They were able to recognise and show their errors/changes in order for them to improve. It is also identified by Maguire and Delahunt (2017) that colour coding is useful when analysing. Participants were able to clearly see the changes they had made, which is useful for when they come to redraft their recount. 

Conducting research with my peer was a positive experience. Myself and my research partner were able to do this in the context of a supportive teaching and learning environment which is “strongly committed to helping pupils to learn and to the professional learning of” us as researchers (Dudley, 2013). 

In line with the Brookfield’s (1995) four lenses reflection model and in order to gather a rounded judgement, we again conducted semi-structured interviews with children following lesson two. According to Moser, (1958, p.196) when conducting interviews “the interviewer’s personality should be neither over-aggressive nor over-sociable”. Within both interviews we tried to present a calm yet professional atmosphere where the children’s ideas were valued. Myself and my research partner were aware that disregarding or demeaning children’s responses can have a damaging effect on a child’s self-esteem. Self-esteem is outlined in Maslow’s ‘Hierarchy of Needs’ model (Chandler & Munday, 2011). Maslow is one of the most influential psychologists in psychology who studied humanistic psychology. He presented the idea that children need ‘respect, status, recognition, strength and freedom’. When conducting interviews, myself and my research partner took these factors into consideration. 

Participants’ reflections upon the lesson determined that (See appendix C): 

“I enjoyed the lesson it was really fun, happy and calm lesson”.

“It helped me because if someone was ticking all the boxes without looking at their work they would struggle but by having two check ins they can review their work properly and change stuff”.

“I liked stopping mid-way, I forgot to put time connectives in so it was good because I could add them in before the end”. 

Overall, children seemed to enjoy the lesson, and liked that they were able to take control of their work and make corrections before giving it in to be marked by the class teacher. Upon discussion with my research partner following the both lessons, we were happy with the outcome. We recognised that the second lesson was better than the first as a result of making minor changes. We decided that we were happy with the self-assessment strategy and the impact it had upon children’s engagement with their own learning. We deemed it unnecessary to make any further changes at this point. However, in future lessons, possible changes may arise which may be beneficial to that particular lesson. For example, the mid-way reflection point could become a point to reflect critically with a peer. Pupils could swap books and check against the success criteria collaboratively with a friend. As with adults, pupils also benefit from peer too peer discussion (Dudley, 2013). However, I feel that the self-assessment strategy forms a concrete base on which pupils can reflect upon their own work and allows for changes if desirable. 

Conclusion 

In conclusion, the research that myself and my research partner carried out identified some key findings in relation to my research question of finding out how we can improve pupils’ engagement with their own learning through the use of a self-assessment strategy. With regards to the reliability of this research. The research was reliable to the extent that positive results were consistent over the two lessons, and proved good in performance. 

However, it is important to note that due to the nature of the context for completing this research project, a small-scale study was required. According to Upton and Cook (2008) a larger sample size is better than a small sample size. The larger the sample, the narrower the margins for error. A smaller sample size means that the standard deviation of the sample increases.  Hence, the validity of this research is arguable, the self-assessment strategy proved to be successful in the two research lessons, however the result cannot form the basis for the population of KS2 pupils. The results cannot be generalised, whereas a larger sample size approximate the population more closely (Elston, 2018).  
However, this study cannot be completely disregarded on the basis of validity due to a smaller sample size. Elston (2018, p.365) noted that “Appropriate sample size depends on the magnitude of difference that is clinically relevant, the degree of variability in the attributes being measured, and the level of precision of the measurements”. Myself and my research partner attempted to account for a range of attainment levels, and therefore attempted to cover variability in our research.

Upon reflection of the methods we used in order to gather data, the observation proforma which myself and my research partner proved to be successful. Before each lesson we were able to familiarise ourselves with the signals for each level of engagement. Following this, during the lesson we were able to glance back at the signals, and proceed to identify the engagement level of each child. Furthermore, as mentioned previously, the ‘comments’ box alongside the engagement level checklist further solidified our research, offering scope to extract additional relevant information (Malu (2015) for analysation when producing findings of the research and reflecting upon them. Myself and my research partner failed to see any limitations of this proforma for levelling engagement. We were inspired by the Leuven scale created by Ferre Laevers (2008) which signalled well-being and involvement. As practitioners, we felt as though this proforma helped to accomplish the aims we set out to achieve, and would use the proforma in the future for levelling engagement of pupils. 

Another method used by myself and my research partner in order to gather the subjective response of participants was semi-structured interviews. Upon reflection, I felt as though this method was the most beneficial for analysing findings as in line with Greene and Hogan’s (2005) opinion, the child should be at the forefront of any research which involves children. The semi-structured interviews contained open ended questions which allowed for pupils to develop their viewpoint and also broke down any preconceptions that myself and my peer had. This meant that the validity of the research increased as a result of letting children autonomously express their opinions without restriction.  

Before conducting semi-structured interviews, I completed a pilot study. A pilot study, according to Baker (1994) is a pre-test of a research instrument. The importance of carrying out a pilot study before conducting research is to ensure that if any problems arise, then they can be fixed before conducting the full-scale study (Falsafi and Leopard, 2015). I conducted the pilot study with family members in hopes to identify any changes that may be necessary. As a result, some questions were re-worded as they did not provide scope for participants to elaborate their perspective. Changes made meant that questions were more open, and according to Eckerdal and Hagstrom (2017), open questions are imperative when attempting to gather opinions. 

The method of using Brookfield’s (1995) four lenses for our reflections was positive overall. The model allowed us to gage interpretations from other viewpoints which was useful when analysing results of the self-assessment strategy. However, As mentioned previously, the ARC model of reflection which we used to reflect upon ‘self’ and ‘peer’ had disappointing elements. The ARC model was restrictive in some parts and some questions were leading and suggested that there must always be disappointing elements in a learning experience. In conclusion, I would use the Brookfield’s four lenses model again to capture reflections with a good rounded judgement, however, I would consider a different method to reflect upon ‘self’ and ‘peer’.

Recommendations

Moving forward in my next school experience, I will be sure to use this self-assessment strategy in appropriate activities in order to level pupils’ engagement with their own leaning. Furthermore, I would also like to take part in a wider range of lesson study opportunities, working collaboratively with my peers in order to strive for the best learning experiences for children. I believe that this self-assessment strategy is a good tool that can be implemented into my pedagogy, and will help me decide next steps for learners. 
Additionally, I will share this good practice with my peers at university along with my peers in future teaching placements so that the self-assessment strategy is appreciated on a larger scale, and will hopefully impact on learning in numerous institutions. 
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