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Design, conduct and critically evaluate a close-to-practice research project focusing on the model of the transformative teacher in developing practice that has a positive impact on the learner.

Research Question: 
How do Year 7 pupils engage differently with immediate feedback and delayed feedback?


Introduction
The aim of this essay is to explore the process of creating a close to practice research project with the aim of developing teaching practice to have a positive impact on learners. The research project aims to explore how pupils in Year 7 engage differently with immediate feedback given during lesson time and delayed feedback, in written from, given the next lesson. 
The concept of exploring pupils’ relationship with different forms of feedback stemmed from an experience when on placement in a school which had recently changed their marking policy. In their new policy, teachers are only expected to provide one formal feedback assessment each half term. In order to not disadvantage pupils, this was accompanied by an expectation that teachers use of Assessment for Learning techniques and immediate, in-lesson, feedback would increase. This was done in an attempt to reduce teacher’s workload, particularly that produced by marking and giving feedback. The school in which the research takes place is an 11-18 school located in South Wales and all the pupils involved in the research were from the same mixed ability class in Year 7.
In the spirit of self-reflexivity, I register my position as a privately educated male in his early 30s who is confident in communicating verbally. Before I began engaging with the literature around feedback in schools, I was of the opinion that immediate feedback would have a greater impact on pupils’ retention and outcomes than delayed feedback. I acknowledge that my positionality will have influenced this project.
The question posed for this research was: How do Year 7 pupils engage differently with immediate feedback and delayed feedback?
Literature Review
The potential for feedback interventions to be unhelpful is well known (Sadler, 1989). Kluger and DeNisi (1996) noted that up to 38% of interventions lead to a decline in performance and Walker (2009) highlighted that 27% of students were not able to understand comments given by their tutors. Feedback alone is not sufficient for improving the learning outcomes of students and the variation between students’ use of feedback and its actual potential is referred to at the ‘feedback gap’ (Faulkner et al. 2020). The act of giving and receiving feedback is a mutual relationship between learners and educators and both must contribute in order to make the feedback work to its highest potential (Faulkner et al. 2020).
Jordan (2011) concluded that feedback was most effective when it was tailored to the errors made my students and prompted them to examine their errors and misconceptions rather than providing them with the correct answers. Lizzio and Wilson (2008) found that students valued feedback which was constructive for their own learning. The students also valued encouragement and transparency in the assessment criteria. It was noted that the value placed on encouraging feedback reduced with the increase in age of the students but was still seen as a positive element of feedback being received. Faulkner et al., (2020) identified that early engagement with any form of feedback was associated with higher learning outcomes in a given course.
When pupils are given the option as to whether they want to experience immediate or delayed feedback, 95.33% chose immediate feedback (Cox and Lefevre, 2017). This study involved pupils answering multiple choice questions on computers and choosing whether to receive feedback after each question or at the end of the group of questions. This element of choice is more difficult to achieve with verbal feedback in a classroom setting and the research did not investigate any of the potential impacts of the learners’ choices on their learning outcomes. 
In contrast to the preference for immediate feedback shown by Cox and Lefevre, (2017) Butler et al., (2014) suggest that the advantages of immediate feedback could link exclusively to specific areas of knowledge acquisition and that delayed feedback is more optimised for the retention of knowledge. Fyfe et al., (2021) speculate that one significant advantage of delayed feedback is the re-visiting of the content when students access and action the feedback. Coogle et al., (2018) found that both immediate and delayed feedback created positive outcomes in pupils’ learning and communication. In addition to this, the use of delayed feedback techniques was also found to have a positive impact on teachers’ practice. 
Heffernan, Kehrer and Kelly (2013) showed that pupils who received immediate feedback learnt around 12% more that those who received delayed feedback. It was suggested that immediate feedback was more beneficial than delayed feedback particularly as it was able to correct misconceptions before they were practiced and reinforced. This study focused on pupils completing homework, an area which is traditionally associated with delayed feedback so can give only a limited insight into the comparison between immediate feedback and delayed feedback in a lesson scenario. 
The literature around immediate and delayed feedback in schools present a mixed picture. The studies which have been carried out suggest the effectiveness of the different forms of feedback often depend on the specific context of the study being carried out. 
Case Studies
Simons (2009) summarises several definitions of what a case study is and highlights the areas which are common to them all. By doing this Simons states that a case study is the study of an area within its authentic, real-life context and that the primary purpose of using a case study in research is to build a detailed understanding of a particular area or event which can be used to inform an ongoing process such as professional practice. (Gall, Gall and Borg, 2005) highlight that as well as occurring in an authentic context, a case study is viewing a phenomenon from the perspective of those involved rather than that of the person or group conducting the research.  Yin (1994) and Simons (2009) both state that a case study involves the examination of multiple perspectives and Simons goes on to identify this as one of the main advantages of doing research involving case studies. Other advantages include a case studies flexibility as it can be carried out over a period or days, weeks, months or even longer. This allows researchers to collect large amounts of data whilst minimising the increase in cost. The advantage gained in case studies being set in real-life contexts means that conclusions and recommendations compiled from case study research can be more easily applied to policies or areas of professional practice. 
Repeating a study and recording the same or very similar results increases the studies reliability (Starman, 2013). Case studies cannot be replicated in the same way as other study methods as during repetition, the context of the case is already different making the reliability of case studies less precise than other forms of study (Mesec 1998, cited in Starman, 2013, p.41). Flyvbjerg (2006) identified five misconceptions about research involving case studies and highlighted that researchers like Donald Campbell had changed their opinions on the validity of case studies as a research method. Flyvbjerg concludes that many areas of study, particularly that of social science, could benefit from an increased number of well executed case studies.
The case study used in this assignment will be an exploratory case study. Yin (2014) asserts that case studies are an appropriate tool for researching ‘why’, ‘how’, ‘who’, and ‘what’ questions and exploratory case studies deal specifically with ‘how’ and ‘what’ questions. In this research, the participants were six pupils from a Year 7 class in a school in South Wales. All pupils in the class were informed of what the research question was and what they would be expected to do. They were then invited to take part in the research and a consent form was supplied to the parents or guardian of all pupils. These six pupils were selected out of the group of pupils whose parents or guardians gave their consent and who had given their assent to participate. The group consisted of five males and one female with a mixture of academic abilities. 
Research Methods
This research used two methods for gathering data. A questionnaire and a simi structured group interview. A questionnaire was chosen to collect comparable information from every participant which could be directly related when analysed. The semi-structured interview then allowed further exploration of the evidence gathered in the questionnaires. When designing a questionnaire, it is important to remember that the purpose of the questionnaire is to provide answers to the question being asked by the research (Baxter, Jones and Khanduja, 2013). This is echoed by Lietz (2010) who further qualifies that questions should be clear, specific and simple whilst holding relevance to the aims of the research study. Lietz indicates that using simplistic language and considering splitting complex questions into smaller ones will aid in reducing the cognitive load of those responding to the questionnaire which can elicit more expansive responses. Foddy (1993) highlights that simplifying the language and reducing the use of jargon in questions can avoid the ‘question threat’ which occurs due to badly written questions. 
Advantages of using questionnaires include the ability for the questioner to include extra contextual information, which could be presented in the form of text or images, which allows for more complex questions to be asked (Brace, 2008). Lietz (2010) believes that when complex and specific questions are asked in a questionnaire, that questions should be ordered such that general questions on a topic come before those the look in more detail. The need to present questions in a specific order, highlights one of the disadvantages of using questionnaires. Once the respondent has the questionnaire, there is no way of stopping them from reading through all the questions and answering them in any order (Brace, 2008). This may lead to the respondent being prompted to include certain pieces of information in earlier answers than they otherwise would have done because they have seen what comes later in the questionnaire. 
The questionnaire used in this research (Appendix. C) was designed to gain an understanding of how much of the feedback given was retained by the pupils and their thoughts about the impact of the different forms of feedback on their learning. In order to gain as much information as possible, open questions were used when asking pupils to recall feedback given to them. The freedom to offer any thought which may seem relevant is one of the chief advantages of using open questions in a questionnaire (Oppenheim, 2005). The later questions are more concerned with understanding which form of feedback was thought to have made more of an impact on the pupil and the reasons for their choice. The final question askes the pupil to rate the impact the two different forms of feedback have had on their confidence to attempt further questions on the topic using a Likert scale where 1 is no impact and 5 is a significant impact. Lietz (2010) suggests that Likert scales are most effective when they contain between five and eight options and the choice to have five options was made to give a clear middle option and so as not to overwhelm the respondents given their ages. It should be noted that the using a Likert scale for responses can introduce the potential for social desirability bias where the respondents avoid selecting the more extreme options in order to portray themselves as conforming to similar views to those around them (Jones and Rattray, 2007).
In qualitative research, the semi-structured interview is the data collection method which is most commonly used (DiCicco-Bloom and Crabtree, 2006). Alhabsyi et al (2022) state that semi-structured interviews offer a level of flexibility and adaptability which allow the researcher to investigate ideas raised by the interviewees. The flexible format also allows the interview to be more akin to a conversation than a formal interview, although this more informal feel can present a challenge to maintain focus on the topic being discussed. Johnson et al. (2016) conclude that the adaptability of a semi-structured interview in allowing the interviewer to ask follow-up questions based either on answers given during the interview or evidence gathered through other methods during the research process, is one of the primary advantages of using semi-structured interviews.
The four questions prepared in the interview guide (Appendix D) began by asking participants to expand on other feedback experiences they may have described in the questionnaire. It was decided that, given the age of the participants, beginning the interview with a question closely related to an answer the participants had given in the questionnaire would encourage them to engage with the interview process more easily than if they had to consider a new question.  The second question was designed to elicit their thoughts on how the different forms of feedback experienced might affect their learning long term as the research up to this point had been mostly focused on the immediate experiences of the feedback being given. The final two questions aim to discover the frequency with which the participants experience the two different feedback forms across their wider education.
Data Presentation and Analysis Methods
Thematic analysis will be the primary method through which the data collected in this research will be analysed. This method was chosen because the majority of data gathered was qualitative in nature and thematic analysis is one of the most widely used methods of analysis when looking at qualitative data (Delahunt and Maguire, 2017).  Ahmed (2024) suggests that being able to ensure trustworthiness in qualitative research findings is a critical step to creating credibility in research findings. The analysis of the data is a central part of the credibility of qualitative research (Delahunt and Maguire, 2017) and the use of existing and proven frameworks, such as those of Braun and Clarke (2006), lend credibility. Ahmed (2024) also asserts that a fundamental aspect of qualitative research is that the findings are able to accurately echo the real experiences of the participants. 
To create trustworthiness, Ahmed (2024) observed that researchers conduct their research over extended periods of time with persistent levels of observation and multiple methods of data collection to triangulate consistency in their results. The nature of this assignment meant that it was not possible to conduct research over an extended period of time which will limit the credibility of the findings. In order to ensure trustworthiness in this research two processes were carried out. Member checking is the process of presenting the research findings to the participants to allow them to assess whether their experiences have been represented accurately and offering them the opportunity to correct any misinterpretations which may have occurred (Ahmed, 2024). This process occurred a week after the research had been carried out and all five pupils who participated in all elements of the research were given the opportunity to make comment on the research findings. All five participants validated the interpretations of the data. Being reflexive through processes such as reflexive journaling, allows the researcher to more clearly understand how their views and biases could affect the research process and plan accordingly (Berger, 2015; Ahmed, 2024). The acknowledgment of the researcher’s biases allows anyone viewing the research to analyse it with clearer criticality. The position and beliefs of the researcher have been stated earlier in this assignment. 
The method of coding when used in relation to analysing qualitative data means categorising the data into groups. The data in each group, or code, is informing the researcher about a similar theme occurring in the research (Stuckey, 2015). Coding is commonly used to analyse qualitative data as it allows the researcher to observe themes and patterns which emerge from the data more easily and it helps reduce the volume of data into its most meaningful elements (Rivas, 2012). The quantitative data generated by the use of the Linkert scale will be displayed graphically to give a visual representation of the data that is accessible. 
Ethical Considerations
The ethics form submitted for the research carried out in this assignment can be found in full in Appendix B. The British Educational Research Association set out that any individual involved in or affected by a piece of research being carried out should be treated with respect, fairness, dignity and be free from prejudices which may stem from their differences to others (BERA, 2018). The research involved in this assignment focused entirely on children between the ages of 11 and 12. Because the participants in this research were under the age of 18, parental consent was needed as well as assent by each individual taking part in the research. In order to gain parental consent a letter was sent out to the parents of every child in the class which was to be involved in the research (Appendix A). The letter detailed the purpose of the research and the processes in which their child would be involved as well as contact information should they have any questions. Included with the letter was an explanation of what would be expected of the child written in language which the child could access. 
As each child returned their consent form, they were asked if they were willing to take part in the research project and those who were not were disregarded from the rest of the process. This was the first point of gaining continued pupil assent. Once all responses were returned, six pupils were chosen to take part in the research and were asked if they were still willing to do so, this being the next point of ongoing pupil assent. There were three other moments during which assent was sought from the pupils participating in the research, each occurring at a point where the pupils were required to perform a task. At each point it was made clear to the pupils that their participation was voluntary and that they could leave the process at any time. Kirby (2020) identified that schools are places where children expect to have to conform to adult’s expectations of them and this can make them reluctant to dissent from a process such as this. To avoid this scenario occurring the pupils were explicitly informed that should they choose to no longer be part of the research that it would not have negative consequences for them. They were also told that they could withdraw from the process by not completing any task given and that no further questions would be asked of them. At the beginning of the group interview it was made clear that should they no longer wish to be part of the research, they could exit the room and anything they had said up to that point would be disregarded. Before the group interview began one pupil decided to exit the process.
Results

In looking at the question ‘How do Year 7 pupils engage differently with immediate feedback and delayed feedback?’ two research tools were employed. A questionnaire was used to collect information about how much of the feedback the pupils could recall and a semi-structured group interview was carried out to explore their experiences of different types of feedback across their schooling. The analysis of the data collected gives a clear picture that the participants valued delayed feedback over immediate feedback which goes against the expectation that immediate feedback would have a greater impact on participants. 
The first two questions on the questionnaire were asking the participants to recall the feedback they had received on two different occasions. The first occasion was immediate feedback on a take they had been completing and was delivered during a lesson. The second was delayed feedback given on a piece of work which had been completed on a previous day and comments written on the piece of work which was then handed back to the participants. In both instances there was a separation between them receiving the feedback and being asked to recall it. This was an area highlighted by Fyfe et al., (2021) who showed that many studies on the reactions to different feedback types did not keep the gap between the initial experience of the feedback and the recollection therefore making the studies inaccurate. The interval between receiving and recalling was between 7 and 10 minutes for both types of feedback.
When comparing the notes made of the feedback given to each participant and their recollection, there is a clear difference between the two types of feedback. The recollection rate for the immediate feedback across all participants was 75%. Several of the participants were able to recall all of the feedback given but the majority were only able to recall parts of their feedback. In contrast to this, the recollection rate for the delayed feedback was 100%. Most participants also articulated inferences about the reasoning behind the delayed feedback which was something no participant did when writing about the immediate feedback. 
The preference for delayed feedback was made clearer when all the participants answered delayed feedback when asked which of the two types of feedback had had a greater impact on them. Several participants chose to give a reason for their choice and cited the ability to refer back to the feedback in the future as the reason they preferred delayed feedback. This raises a potential future study into whether immediate feedback would be more impactful if written down at the point of delivery. The ability to use written feedback as a reference tool was also highlighted during the semi-structured group interview which took place after both types of feedback had been experienced. 
Question 5 on the questionnaire asked the participants what other forms of feedback they had experienced whilst at school. None of the participants could name another form of feedback and when asked further about this in the interview they answered that they do not receive a lot of feedback in their lessons. They were then asked if they felt they received enough feedback to improve their learning and the consensus of the group was that they did not. This point would be worthy of further investigation because the school in which the research took place changed their whole school marking policy for this academic year. Their new policy requires teachers to only give one piece of formal, written feedback per half term. This was done in order to tackle teacher workload and was also done with the aim of increasing the amount of immediate feedback and assessment for learning taking place within lessons. It would be worth eliciting the thoughts of pupils who had experienced the previous policy to compare their experiences. 
The participants were also asked about the quantity of homework they received from their teachers as homework can only offer delayed feedback. Their responses ranged from once a fortnight to once every three weeks and they agreed that the frequency of homework was very subject specific. They were also asked about the type of feedback they experienced most whilst at primary school in order to gage whether their preference for delayed feedback was due more to familiarity than an informed choice. All participants reported that they had experienced a mixture of immediate and delayed feedback whilst at primary school and none could say that they had experienced one type significantly more than the other. 
 The final question on the questionnaire asked the participants to rate how much the feedback had impacted their confidence to attempt further questions on the same topic using a Likert Scale where 1 represented no impact and 5 represented a significant impact. The results are displayed in a bar graph is Figure 1. The chart shows that both forms of feedback had some impact on the pupils confidence to attempt further questions on a topic but 80% of the pupils believed that the delayed feedback had a greater impact on their confidence.
The data collected for this study came from a small sample group and therefore may not be representative of the views of all pupils in the class. Were this study to be performed again a larger sample size, potentially including pupils from other Year 7 classes in the school, would increase the validity of the results.
Figure 1











Conclusion and Recommendations
In this assignment, a close to practice research study was carried out to investigate the question of how Year 7 pupils engage differently with immediate feedback and delayed feedback. This question was chosen because the school in which the research was to take place had recently changed its marking policy to focus more on giving pupils immediate feedback during lessons and reducing the amount of written delayed feedback to once per half term. The literature which was examined prior to the research offered no conclusive evidence that one form of feedback had a greater impact on learning that the other.  The research involved 5 pupils in a Year 7 class completing a questionnaire to indicate how much of the feedback which had been given they could recall. They also took part in a group interview to discuss their thoughts around the forms of feedback they receive at school. There was a clear consensus from the pupils that they preferred receiving delayed feedback and the data collected around their ability to recall feedback given supported that view. Throughout the study steps were taking to ensure the trustworthiness of the data and the positionality of the researcher was stated. It was noted that the size of the sample group meant that the results may not have been representative of the whole class and were the study to be performed again a larger sample size would improve the validity of the results.
The purpose of the research performed in this assignment was to develop teaching practice to have a positive impact on learners. I will use the results of the research to inform my teaching practice to develop opportunities for more delayed feedback which pupils can use as a reference when completing similar work in the future. Were I to have the opportunity to do further research, I would aim to establish whether immediate feedback would be more impactful if written down at the point of delivery. 
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A chart to show the impact different feedback types had on participants confidence to attempt further questions on a given topic

Immediate Feedback	1	2	3	4	5	0	0	3	2	0	Delayed Feedback	1	2	3	4	5	1	2	2	Impact Level (No impact - Significant Impact)
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