Will a planned intervention, aimed at enhancing learners’ ability to Peer Assess, show any progress from a benchmark?

Introduction

This Assignment concerns an action research project I undertook at the school I attended ("PTE1") for the first teaching placement of my PGCE Course. PTE1 is a mixed Comprehensive School located in the western part of Wales. The School has 500 pupils across years 7 to 13, with 16.7% of these being entitled to Free School Meals (Welsh Government, 2019a). This compares with 14.8% for all Secondary School learners in Wales in 2018 (Welsh Government 2019b). Estyn (2019) reports that 20% of all pupils at PTE1 have an Additional Learning Need.  Of these, 5% have a Statement of Special Educational Needs, against a National average of 2.2%.

The research was conducted with the students from PTE1’s Year 10 Business GCSE Class (“Y10BG”) that I was teaching. It consisted of 19 pupils (16 male and 3 female). Data obtained from PTE1’s SIMS system states that 26% of learners (5 pupils) in Y10BG were entitled to Free School Meals, more than the School and National Average described above. Similarly, 26% of learners in Y10BG were noted on SIMS as having an Additional Learning Need. No pupils were categorised as More Able and Talented. SIMS indicates the following Target GCSE Grades for the class: A – 16% (3 pupils), B – 37% (7), C – 42% (8) and D – 5% (1).

PTE1's Assessment Policy (Appendix A) anticipates that pupils will conduct Peer Assessment ("PA") of work in class at least once every half term in all subjects. However, when I previously included PA  in a lesson when students marked a past GCSE Question that they had attempted, they did not demonstrate the level of familiarity with PA that the Policy suggested.


Literature Review

This research project is based around the use of Formative Assessment, or Assessment for Learning (“AfL”), and specifically PA,  to improve pupils’ performance in answering Business GCSE Exam questions. Donaldson (2015) explains the value of AfL to a new Welsh Curriculum. It will help teachers understand the effectiveness of learning through frequent and valuable feedback with teaching being tailored to the requirements of each learner. This can also increase the aspiration of pupils, Donaldson (2015) claims, learning can be most effective if feedback on students’ performance encourages them to reflect on what they have achieved so far and consider their next steps.




In my recent Primary Placement, the Head explained that they had visited Toronto  to witness best practice in AfL. Ontario Ministry of Education (2010) explains that teachers can display this by ensuring  assessment is fully integrated with teaching in lessons. Learning objectives and success criteria should be explained clearly at the start of a period so both teachers and learners understand them fully as the lesson proceeds. Various techniques should be adopted to establish pupil learning prior to, within and at the conclusion of each period. As with Donaldson (2015), Ontario Ministry of Education (2010) suggests that AfL can assist students in appreciating their progress towards their learning goals and inform their next steps. This is achieved by teachers giving and receiving focussed feedback about pupil learning. 

Jang & Sinclair (2018) state that AfL has been culturally embedded within education in Ontario since a policy change 25 years ago. Gallagher, Malloy & Ryerson (2016) highlight the  positive impact AfL has had on the teaching of literacy in the province following more recent Curriculum Reform. Ontario Ministry of Education (2013) points out that this results from AfL providing the basis for differentiation in teaching. Consequently Fullan (2013) and Gallagher, Malloy and Ryerson (2016) illustrate the  effect of the universal, prolonged use of AfL by Ontario’s teachers after the introduction of the New Curriculum. In 2003 , the proportion of Grade 3 and 6 students achieving a Level 3 (Grade B) in standardised tests of literacy, reading and numeracy was 54%. By 2012, the figure had increased to 80%.

Professional Literature provides other examples of the impact that AfL can have on education. ERW (2015) illustrates that AfL can consolidate prior learning, help identify strengths & weaknesses, fortify & enliven students and highlight the actions that they should undertake to address underperformance, improving the breadth & depth of their learning. These comments are based on the work of the four Education Consortia in Wales. 

Council for the Curriculum Examinations and Assessment ("CEA") (2009) shares its experiences of a three-year long project in Northern Ireland that promoted the use of AfL in 65 Primary and Secondary Schools. Teachers noticed a positive impact of AfL in the first few months. Students became more self- assured and increasingly confident and competent in discussing their learning. The teachers felt more aware of pupils' needs and better attuned to teaching and learning after witnessing effective practice in the classroom. Welsh Assembly Government (2010) echoes CEA's theme by describing a pilot programme it ran in Welsh schools between 2005 and 2008 to promote AfL and thinking. Amongst the benefits were a higher level of student performance, an increase in pupils' ability to transfer skills, enhancing their employability and greater involvement of children in their learning. Consequently, the classroom was more enjoyable for both teachers and pupils.




Why is AfL seen as a technique that can help deliver such improvement? Haydn (2013) ex plains that information obtained from the assessment is employed by teacher and pupil alike. This includes the provision of supportive, positive feedback to students with them taking responsibility for their learning via peer or self- assessment. The results of the assessment are adopted by teachers in modifying future instruction which also takes into account how assessment improves pupil confidence and engagement. Finally, students should understand the success criteria necessary to perform well in the assessed task. Haydn (2013) stresses the success of AfL comes not from the amount of assessment undertaken or feedback provided but how effectively assessment is employed in informing future teaching and providing feedback to learners.

Brooks (2004) continues this theme in suggesting that  assessment should be embedded within learning and teaching so that feedback can be employed throughout the process of planning, teaching and evaluating. For the assessment to be formative it should influence future teaching and learning, even before it has commenced. Brooks (2004) suggests that, unlike summative assessment, which formally tests learners' attainment at the completion of a topic, formative assessment happens continuously and  facilitates the monitoring, adjustment and improvement of teaching and learning. Its impact is assisted by learners being fully involved in the process. 

Black & Wiliam (1998) analysed AfL's effectiveness concluding that the use of formative assessment delivered noticeable improvement in learning across age groups, subjects and Continents of the World. More recently, Black & Wiliam (2018)  revisited the subject, claiming that for AfL to be fully understood, it should be considered alongside an examination of pedagogy. Similarly, the view of Pollard et al. (2014) is that teachers must embrace the philosophy of AfL for it to be effective. It is not a checklist of stages to be followed robotically.  Hoult (2005) concurs with this view. If AfL is regarded as a list of assessment techniques then it will be unlikely to be used to its full potential. If, however, teachers believe that all students can improve and demonstrate this in class, learners will be more likely to achieve their learning goals.

My research project considered learners' effectiveness in providing feedback on each other's work. Black et al (2004) suggest that the quality, rather than quantity of comments provided determines the effectiveness of feedback. Moreover, the provision of formative feedback causes students to engage with it and be more motivated to improve their work than if they are merely provided with a summative test score. Boyle & Charles (2014) comment further on feedback, claiming that the greater the extent to which learners are involved in it and the harder that they work, this increases the probability of the feedback being effective. However, Hattie & Timperley (2007) warn that students' responses to feedback will not always enhance learning. Those that do will encourage pupils to raise their work rate and attempt harder tasks rather than merely increasing the volume of work generated at the same level. 

Hattie & Timperley (2007) continue by pointing out that feedback is one of the most important factors that affects pupil learning. In understanding the gap between a student's current level of knowledge and what the goal is for them to aspire to, the feedback assists learners measuring their progress and determining the next step.  Analysis conducted by Hattie (2012) concludes that pupils prefer feedback that is prospective, timely, personalised and which refers to their work rather than them personally. However, Haydn (2013) reminds us that feedback does not always have a positive impact. It can negatively influence students' approach and dedication to learning. Consequently, the feedback may be counter- productive if it regularly highlights the failings of weaker pupils in a subject. The challenge in such a situation is to provide honest feedback that does not demotivate. Pollard et al. (2014) support this view, recommending that feedback should be positive, focussed and analytical to avoid a negative impact.  Haydn (2013) recommends that feedback should always generate activity from recipients in reflecting upon it and considering what they need to do differently in future.

The academic and research literature enables us to gauge the possible success of the new Welsh Curriculum  based on AfL as described by Donaldson (2015). Hargreaves (2005) warns that the AfL model proposed by Black & Wiliam (1998) is not necessarily the best means of employing the technique in the classroom. Hargreaves (2005) continues by encouraging the development of other AfL models. This possibly coincides with Donaldson's vision (2015) that schools, and their teachers, should decide what to cover in class and how to deliver it under a new Welsh Curriculum. Webb & Jones (2009) continue this theme, analysing primary school teachers who were trained to introduce AfL in their pedagogy. A number of variables affected the process; the prior beliefs of students and teachers and the prevailing classroom culture. Consequently, there was not one pathway that was perfect for all participants, Instead, teachers identified their own learning needs and addressed them through collaboration, communication and evaluation involving their peers. 

This is similar to the manner in which Pioneer Schools (Welsh Government, 2017)  are currently developing the new Curriculum. This structure helps to address the points made by Andersson and Palm (2018) in summarising their research of Swedish Maths Teachers developing  their skills in formative assessment. Teachers requested future support on implementing the techniques, particularly from a network of peers who were part of the same programme. Similarly, Sebatane (1998) reports a reluctance from some teachers to allow students to participate in self-assessment. Possibly, this reflected a lack of confidence amongst the them due to an absence of adequate training in the process. As a result, Hopfenbeck (2018) concludes that there is a need for further study on how teachers' ongoing learning is affected by the implementation of AfL. 


Kirton et al. (2007) assess the introduction of the Assessment is for Learning "AifL" programme in 18 Scottish Schools. Again, they observe the process enabled teachers to develop their own interpretation and implementation of the framework, working with colleagues in doing so. AifL provided a basis on which formative assessment methods could be introduced into schools, enhancing teaching and learning for all pupils. However, Hutchinson and Hayward (2005), in continuing the analysis of AifL's introduction in Scotland, stress that it demanded energy, dedication and commitment from those involved but it was a unifying force for participants. In an analogy which may provide inspiration for the Pioneer Schools in Wales (Welsh Government, 2017), Hutchinson and Hayward (2005) state that AifL facilitated permanent educational improvement and enhanced the lives of Scottish pupils. The journey was justified even if the destination was uncertain and the route precarious. Finally, Hayward & Spencer (2010) provide their observations on the introduction of AifL in Scotland, which may provide useful guidance for the Welsh Government (2017) in implementing the curriculum that is being developed by Pioneer Schools. Hayward & Spencer (2010) warn against assuming that new ideas can be successfully implemented simply by sharing them with all other schools. The intended improvement will not be achieved if all schools are not equally involved and supported in implementing it. 

Haydn (2013) recommends the involvement of students in their learning as being effective practice. It enables pupils to take ownership of acquiring knowledge. This includes understanding how present achievement differs from desired performance. PA can be employed as a means of achieving that. Whilst Haydn (2013) encourages teachers to permit pupils to learn autonomously, they stress that some modelling of best practice should be used when introducing the concept. Gault (2015) explains that this will facilitate pupils using PA correctly where the output can form the basis of targets for improved performance which is driven by the students themselves. Furthermore, in discussing the work of their peers, learners also enhance their skills in assessing their own work objectively and viewing it accurately.

Black et al. (2003) concur that PA sits alongside Self-Assessment and may even be a prerequisite for it. Three reasons are provided to justify PA's value: It encourages pupils to employ more care in their work; Secondly, learners communicate in familiar language which emphasises the validity of the exercise. Furthermore, pupils are more receptive to criticism made by each other than from a teacher; Thirdly, feedback from a group to a teacher is more impactful than from an individual student. This enhances the student voice and strengthens the dialogue between teacher and pupils about learning. In turn, this can make life easier for the teacher as students recognise their learning needs and share them with the teacher. Additionally, if learners are occupied, productively Peer Assessing then the teacher can reflect on this and use it to inform their planning.



Pollard et al. (2014) also explain PA's value because it is a formative process. They suggest that providing a summative score for a piece of work might be more of a hindrance than a help. Collaborative discussion of work, immediately amended, obviates the need for written scores or comments. Focussing on improvement minimises the likelihood of negative consequences from the process, such as reduced self-confidence. Consulting with fellow pupils to improve work can bring appreciation of others' perspectives and attributes. Similarly, as Pollard et al. (2014) explain, it can cause students to appreciate the value in obtaining an alternative view on their work. The owner of it should clarify for the Peer Assessors the specific area where input is appreciated.

Research literature reviewed highlights PA's worth in the classroom. Deiglmayr (2017) reviews of a number of studies, explaining that PA is an educational technique which can enhance pupils' learning in respect of the core task (in my case, answering Business GCSE exam questions) and their ability in assessment and providing feedback. Sebba et al. (2008) report on 26 studies into PA concluding that it delivers a number of improvements for learners. It can increase their attainment; it is able to raise their self esteem and it can improve students' study skills and general ability to learn. Whilst not all of the studies reported these impacts to the same degree, the analysis carried out by Sebba et al. (2008) does highlight the potential impact of PA. 

Individual studies in similar settings to mine illustrate the value of PA. Tsivitanidou et al. (2017) analyse a class of 22 secondary school pupils studying Physics in Switzerland. They report an improvement in pupils' learning in a particular topic where that is attributed to their involvement in PA, both as assessor and recipient. No instruction or intervention had taken place between the two tests that might also have delivered such positive change. Tsagari and Meletiadou (2015) investigate whether PA could improve the literacy skills of 60 High School students in Cyprus studying English as a Foreign Language. They conclude that  PA was able to do so. Furthermore, it enabled learners to understand and apply assessment criteria as well as appreciating  how and why marks were awarded. Additionally, Ratminingsih, Artini & Padmadewi ( 2017) disclose a benefit from their study that is relevant to my research. They report on the use of PA by Student Teachers in Indonesia in their Lesson Planning and conclude that it was beneficial to the Teachers themselves, as well as enhancing pupils' learning. It improved the Teachers' performance and professionalism along with preparing them generally for their new career.








One area in the Journal Articles that impacted upon the preparation of the tests used in my research is that of scaffolding. Rosenshine (2012) recommends the use of scaffolds to support pupils in tackling new skills. They are intended to be temporary, being removed as learners' competency increases but still being available to assist with challenging questions. They can take the form of a completed task for students to compare their work against. The use of the scaffolding process in class is described by Black et al. (2003).  Hsia, Huang and Hwang (2016) explain the value of scoring rubrics used in web-based learning for performing arts students at Junior High in Hong Kong. The rubrics were easily understood and enabled pupils to  undertake reliable PA. Sanchez et al. (2017) undertake an analysis of 21 different studies into PA. In all cases, teachers provided students with rubrics to inform their assessment. Sadler & Good (2006) report on the use of PA by Seventh Grade General Science learners in America. In all four classes researched, rubrics were part of the process where the pupils  had been involved in their creation. Consequently, the use of scaffolding was incorporated into my methodology. 

In conclusion, the literature  illustrates how a curriculum based upon AfL can be successful, using the examples from Ontario, Northern Ireland and Scotland. The challenges involved are highlighted, particularly for teachers in acquiring and using new skills as is the need for them to be supported in doing so. Nevertheless, the use of feedback can be a powerful tool in the classroom, particularly in the form of PA which is able to benefit both pupils and teachers.


School Policy and Practice

Prior to conducting this research at PTE1, I do not recall witnessing PA being employed in any lesson that I observed. The School's Marking and Assessment Policy is attached at Appendix A. It was created in 2012 and renewed in 2014. It includes an expectation that PA should be carried out regularly with a requirement for it to occur at least once every half term. I discussed the subject with the Head of English to understand when and how PA had been taught to Y10BG . The teacher  advised me that learners were familiar with PA and provided me with copies of English writing frames (Appendix B) used to scaffold the technique in class as proposed by Rosenshine (2012). The Head of English did admit to me that the teaching of PA in the department was not as effective as it could be. This application of the policy might reflect how PA, and AfL generally appears to be assessed at Inspection. Estyn (2019) report on PTE1, following their visit to the School in December 2018. Whilst the report evaluates PTE1 in many areas, such as how learners have developed their literacy skills, it appears silent on implementation of AfL in the School, or on the use of PA to improve learning.





The literature that promotes the use of AfL (e. g. Hoult (2005), Pollard et al. (2014) and Black & Wiliam (1998)) state that it should be embraced by the whole school to be effective and embedded into daily routine. Porter (2016) supports this view claiming that PA will only be valuable in the classroom if it is aligned with a whole school policy. Hutchinson & Hayward (2005) claim that a Scottish School that completely embraces AifL is one where students can fully review, plan and assess their own learning. Policy needs to be in place locally to facilitate that. It would appear that the practice adopted at PTE1 regarding both AfL and PA is some way short of that. To assist in understanding how PTE1 might bridge this gap, Pedder (2010) expresses the view that central to a whole school policy which promotes the use of AfL in class is the ability of the school to critically evaluate itself. This will enable it to consider  how it learns as an organisation or a community. The process involves a collective effort in a collaborative, open environment to identify and overcome any barriers to change with all staff taking ownership of achieving that solution. 

This process needs to have sufficient time allocated to it to be effective.  CEA (2009) recommends a period of at least three years for AfL to be fully integrated into a school. This involves the stages of Initiation (Giving it a try), Consolidation (AfL is becoming a familiar practice) and Embedding (Part of everyday life for staff and pupils).  Taking a long-term view enables AfL to become part of the school culture and helps to ensure commitment to it from staff generally. This may help to overcome the resistance to change in introducing AfL identified by Hoult (2005) and Pollard et al. (2014). However, Swaffield & MacBeath (2006) highlight the challenge involved with embedding a new policy whilst being sensitive to its impact on the individuals involved. It is necessary to anticipate and address potential tension and conflict whilst not losing sight of the overall goal of implementing change.  At PTE1 the Marking & Assessment Policy (Appendix A) does refer to Formative Assessment and my observation is that the provision of feedback from teacher to pupil is a familiar practice. As such, the School would appear to have reached the Consolidation stage with AfL practices such as PA needing to be adopted for PTE1 to embrace AfL fully and enjoy the positive impact on teaching and learning that will ensue.


Methodology & Ethics

Prior to commencing my research, I obtained approval from the University's Ethics Committee. My application was submitted in accordance with UWTSD's Research Ethics & Integrity Code of Practice (UWTSD, 2017). The study analysed the work of Y10BG, who were either 14 or 15 years of age. The Code of Practice (UWTSD, 2017) suggests that, where participants are under the age of 16, assent for their involvement in the research should be obtained from their parents. However, it is also suggested that participants should be involved in the consent process. 



These potentially contradictory requirements were addressed by PTE1 writing to parents as set out in the Secondary Partnership Handbook (UWTSD, 2019) informing them that PGCE students would conduct research as part of their teaching Placement. Attached at Appendix C is the guidance I used to explain the research to the class prior to it commencing and their rights to opt out of it. 

This process follows the guidance of BERA (2018) that children who are able to form their own views should be permitted to express them whilst recognising the need to involve those who have legal responsibility for the children. Brooks, te Reile and Maguire (2014) explain that a child's age does not provide definitive indication of their ability to consent to involvement in research. Similarly, assuming that a pupil is too young to consent could be overly protective. Nevertheless, Cohen, Manion & Morrison (2007) stress that the onus is on researchers to ensure that they do not engage participants who are to immature or incapable to decide whether they should participate. 

BERA (2018) also highlights the risk that a power relationship will arise as a result of, in my case, the researcher also acting as class teacher, with a negative impact on students. McAteer (2013) stresses the need to anticipate the likelihood of such issues arising when planning research. Brooks, te Riele & Maguire (2014) warn that, in such situations, teachers must ensure that students are involved in the research willingly, having given their informed consent, and aware that this can be withdrawn at any time without consequences.

I used Action Research ("AR") to explore my research question. Kemmis (2010) explains that AR concerns changing the way that people act, their understanding of those actions and the conditions under which they occur. Brydon-Miller (2011) expands on this theme explaining that participation is fundamental to AR; those involved must take part throughout. Action is integral to the process as positive impact is the main aim of the exercise. Kumar (2014) suggests that AR is conducted to pinpoint aspects of concern, construct and assess alternatives as well as trialling new solutions with AR consisting of two focuses. Firstly, an existing practice is assessed to establish potential improvements to increase efficiency. Change follows from this. Alternatively, an unexplained problem is identified, and research is conducted to establish a potential solution. 










Koshy (2010) expands further in explaining the benefits of AR. It generates reflection as a result of how those involved view the outcome. AR can create solutions to problems if they result in improved practice. Finally, in AR, findings emerge as the process develops but they are not the only possible outcomes or interpretations. However, Koshy (2010) outlines criticisms of AR whilst suggesting how they should be addressed by researchers in their work. Firstly, researchers might be accused of not being objective when assessing their own work. This can be prevented through the use of rigorous practice, PA of data and the use of Triangulation to help ensure that findings are robust. Secondly, findings from AR cannot be generalised. This may be logical when the research relates to a specific circumstance and group of participants. Findings may only be applicable in comparable situations elsewhere. Finally, AR is often described as seeking to solve problems. However, its aim is to create improvement for which an existing problem is not a prerequisite. Hopkins (1993) similarly is keen to promote the potential benefits of AR. He outlines its flexibility and how it enables research to be tailored to specific learning situations. However, he cautions against users being too prescriptive in how they employ AR and reminds them of its value as a means whereby teachers can conduct research in the classroom.

In my research, I used pre and post testing of my question with an intervention used in between to introduce the concept of PA to participants. Hedges (2012) explains that such an interrupted time series design tests the effect that the manipulation of one independent variable can have on another. Kumar (2014) suggests that this ability to measure change makes the pre-test/post-test design suitable for assessing the impact that an intervention has. However, several potential limitations of the technique are identified by Kumar (2014). As it involves three contacts with participants, they may not all be present on every occasion. In younger children, their natural development may affect the outcome of the study (The Maturation Effect). Secondly, the pre-test may affect participants' performance in the post-test due to familiarity (The Reactive Effect). Finally, those involved in the research may reflect on their performance in the first test and change it after the intervention (The Regression Effect). 

In my research, the methods used aimed to minimise the potential impact of these Effects on the outcome. Cohen, Manion & Morrison (2007) offer some guidelines for the construction of the tests, despite these potential limitations, advising that they are a fundamental aspect of successful AR. The tests may be worded differently but they should assess similar content. If control and experimental groups are used then they should  be given identical tests both pre and post the intervention. Finally, both tests should be equally difficult. Vogelzang and Admiraal (2017) describe the effective use of a similar test design to mine in their research into the teaching of AfL to Grade 9 Chemistry Students in the Netherlands.



In designing the method  used in my research, I considered whether the PA should be carried out anonymously by Y10BG. Vanderhoven et al. (2014) report that this might prevent Reciprocity Effects where friendship groups affect participants' objectivity during  PA. Also, negative feelings about other participants might affect students' willingness to either engage fully with the process or be neutral when conducting PA. Rotsaert, Panadero & Schellens  (2017) explain that, from their research, anonymity was a useful scaffold whilst participants learned PA techniques. However, pupils who did not learn the skill anonymously caught up over time. In my research, the potential benefits of using anonymity were weighed up against the practicality of doing so. 

The nature of the research proposed by me involves the collection and analysis of Qualitative Data ("QD"). Koshy (2010) explains that one of the benefits of AR is its ability to produce sufficient data to be analysed. However, he warns against researchers being overly subjective in their assessment of QD, so their conclusions are neither reliable nor valid. Similarly, McAteer (2013) cautions researchers that their analysis of QD should not distract them from addressing the research question. Coe (2012) continues this theme, stressing the need to be wary of making transfer claims, where research findings in a particular context are suggested to apply elsewhere. Cohen, Manion and Morrison (2007) conclude by pointing out the risk that the research could be affected by the preconceptions of the researcher. Consequently, the researcher might find what they were expecting to in the first place and overlook signs in the data that might suggest otherwise. I have noted these comments in analysing my data. 


Evaluation

Following the guidance of Cohen, Manion and Morrison (2007), I aligned my research question to its purpose of establishing the impact of an intervention in enhancing pupils' ability to conduct PA. In doing so, I was mindful of the warning from McAteer (2013), referred to above. There was a risk, which I avoided,  of me concentrating instead on how the intervention had affected students' performance in the core task. Nevertheless, this point will be considered in my Conclusions. 

Kumar (2014) explains that a research design sets out how the question will be answered. It achieves two purposes. Firstly, it creates a plan to complete the study. Secondly, it ensures the plan is sufficiently robust to answer the question accurately and objectively. In their studies into PA, Tsivitanidou et al. (2017) and Ratminingsih, Artini & Padmadewi (2017) specify how their research was designed to achieve this. 






In designing my research around the teaching of my specialist subject, the
Population was restricted to Y10BG, the only class at PTE1 to whom I
taught Business. The research examined PA in the context of pupils answering a
core task including extended writing. This was relevant where Y10BG were studying
under a new GCSE Syllabus introduced by WJEC in 2017 (WJEC, 2016) whereby all
marks were awarded in written examinations. 

Under the previous syllabus, (WJEC, 2011) 25% of marks were awarded for the
Controlled Assessment of coursework. Consequently, a higher percentage of marks
would be available ( 30% against 22.5% (WJEC, 2016 & 2011)) for candidates to
demonstrate their higher-level, written analytical skills where students sitting the exam
had performed less well historically (WJEC, 2018). The two questions used in the pre-
test and post-test lessons, from past GCSE papers and obtained from the WJEC
Question Bank (WJEC, 2019), are attached as Appendices D and E respectively. They
include the WJEC Marking Scheme and Examiner's comments.

Somekh & Lewin (2011) explain that intervention involves researchers effecting  change and observing its impact. Tymms (2012) states that the design of the intervention enables the researcher to attribute cause to its results. Kumar (2014) details the involvement of variables which can be applied to my study. An independent variable (the ability to learn) is believed to be able to change a dependent variable (the ability to Peer Assess). However, that can only occur through the introduction of an intervening variable (teaching pupils how to Peer Assess) which could itself be affected by other factors, known as extraneous variables (such as the number of pupils in the class).

In my research, the intervention lesson involved introducing a frame to the class that they could use to improve their PA. We revisited the GCSE Question that they had answered in the pre-test lesson. I distributed a frame (Appendix H)  for pupils to use. This enabled them to better understand and use the WJEC Marking Scheme to grade the answer and provided them with a structure for comments. To assist in testing the frame, I distributed a sample answer for them to assess, along with Good and Poor examples of completed frames (Appendix I). The PowerPoint slides and Plan for the Lesson are attached as Appendices F and G. Modelling the application of learning in this way, particularly through the use of a scaffolding rubric is as proposed by Rosenshine (2012) and Sadler & Good (2006). The frame enabled pupils to provide feedback on their peer's answer that was personalised but focussed on their work (Hattie, (2012)) and which sought to avoid any negative impact from their comments (Haydn, (2013), Pollard et al. (2014)).

My three research lessons with Y10BG occurred at the start of my second period of teaching at PTE1. Despite this familiarity, they were a lively class whose behaviour remained challenging, particularly in the afternoon. The five lessons  I taught then each fortnight came in both the morning and afternoon so I assessed which of these would be best for conducting my research to minimising the prospect of disruption by classroom management issues. 
The research literature that I reviewed appeared contradictory and inconclusive. Cruz et al. (2016) studied 80 pupils aged 5 and 6 at School in Portugal and conclude that there was evidence of short-term memory being stronger before noon than afterwards. However, Valdez, Ramirez & Garcia (2014), who considered the impact of Circadian rhythms on performance in school suggest that pupils are not ready to learn in the morning. Randler, Bechtold & Vogel (2016) tested 90, 9th Grade German Mathematics students and report that morning-oriented learners with an early chronotype perform better academically but the reasons for this are unclear as they did not find evidence of it in their work. Jarraya, Jarraya & Souissi (2016) researched 132 10-year-old pupils in Tunisia and found that  students' performance was better in the morning in a psychometric test and in the afternoon for one that assessed reaction time. It appeared that pupils' scores on a Tuesday, Wednesday or Thursday exceeded those on Monday and Friday. Callan (1998) adds to the uncertainty with a summary of other researchers' work. The results contradict each other with no clear pattern emerging. I consulted with PTE1's Literacy Co-Ordinator, who was familiar with the pupils in Y10 BG. They expressed the view, unsubstantiated, that it would be preferable to conduct the 3 research lessons in the morning. Consequently, I arranged the pre-test and post-test lessons for period 2 on a Monday a fortnight apart with the Intervention lesson during period 1 on the Friday in the second week.

For the pre-test lesson, the PowerPoint Presentation Slides and Plan are attached as Appendices I and J. At the end of the lesson, pupils were asked to provide feedback on how the process of PA could be improved for both peers. The feedback was recorded by them on Post-it notes and attached to the whiteboard for. For the post-test lesson, the PowerPoint Slides, Plan and PA frame are attached as Appendices K, L & M. Pupils were asked to use their learning from the intervention lesson to peer assess their pair's answer using the scaffolding frame.  For this lesson, pupils were asked to provide  feedback in the space provided on the frame. The feedback from the lessons appears as Appendices O and P. The frame was designed to incorporate familiar features used by the English Department at PTE1 to teach PA (Appendix B)

In evaluating the testing method, the point made by Kumar (2014) is valid in that only 14 of the 19 pupils were present for all 3 lessons due to absences caused by illness and other activities. The Reactive Effect, highlighted by Kumar (2014), was anticipated by using  different questions from the GCSE Question Bank (WJEC, 2019) but with the same number of marks, similar wording and from the same section of the syllabus. This addresses the points made by Cohen, Manion & Morrison (2007). 






The potential impact of extraneous variables (Kumar, 2014) was considered by attempting to replicate the pre-test lesson in the post-test lesson. They occurred at the same time on the same day of the week. The same classroom and seating plan were used for both and, as far as possible (13 pupils) the same combination of learners assessed work on each occasion. The lessons were structured in the same way with similar starter activities and format with the question answering and PA occurring at similar times in the period. All 3 lessons to prioritise the tests and intervention and allow sufficient time for them. An equal amount of time was allowed for answering the question and for carrying out the PA in both lessons.

I have used Triangulation to help analyse the data from my research, which is recorded at Appendix R and in extracts below.. Hopkins (1993) describes it as comparing three different perceptions of the same data. Bell (2010) explains that the benefit of Triangulation is that it enables analysis of data from different perspectives to ensure that reliance on one method does not result in inappropriate conclusions being drawn from research. Cohen, Manion and Morrison (2007) also point out the failings in relying on only one method of analysis. It can affect the researcher's objectivity in analysing the data and may create a risk that the method used is the most familiar rather than the most appropriate. Consequently, I have analysed my research using the work produced by students in class, their feedback on it and the comments provided by my Subject Mentor at PTE1 in his observation of the research lessons.

The students' work has been analysed in two ways to assess how their ability to Peer Assess was affected by the intervention. This seeks to measure both the quality and quantity of PA provided. Firstly, in both the pre and post - test lessons, the mark awarded to each pupil by their peer for the GCSE test question is compared with a score awarded by the researcher for the answer using the same WJEC marking scheme ("WJEC Score"). The results are summarised in Figure 1. Whilst the pre-test marking scheme (Appendix B, p. 3) was explained briefly in the lesson prior to instructing pupils to use it in their PA, this was not to the same extent as in the intervention and post-test lessons through the use of the scaffolding frame. The graphs and Figure 2 and 3 plot how each pupil's  peer score compares with the WJEC Score for the pre and post-test lessons.

The two lines appear closer together for the post-test lesson which might suggest an improvement in learners' ability to apply the marking scheme and peer assess following the intervention. I have investigated the possible  level of correlation between the two sets of data for each lesson. Barnes & Lewin (2011) outline that correlation measures the strength of the relationship between two sets of data. The Pearson correlation coefficient is one measure of that. The closer the coefficient is to 1, the stronger may be the relationship. However, Gorard (2012) explains that the measurement is only applicable for estimating the relationship and doesn't, in itself, prove anything.



	Pupil
	Pre - Test
	Pre - Test
	Post - Test
	Post - Test

	Number
	Peer
	WJEC
	Peer
	WJEC

	
	Score
	Score
	Score
	Score

	1
	8
	6
	8
	4

	2
	8
	4
	0
	0

	3
	8
	3
	0
	0

	4
	8
	4
	4
	4

	5
	2
	3
	5
	4

	6
	5
	4
	2
	4

	7
	4
	4
	5
	5

	8
	8
	6
	7
	7

	9
	7
	7
	7
	8

	10
	5
	6
	7
	6

	11
	7
	8
	6
	6

	12
	6
	7
	6
	6

	13
	2
	2
	6
	6

	14
	8
	8
	6
	6

	15
	7
	5
	8
	7

	16
	8
	3
	3
	1

	17
	8
	5
	8
	8

	18
	0
	0
	5
	5

	19
	0
	0
	6
	6

	
	
	
	
	

	Mean
	5.74
	4.47
	5.21
	4.89

	
	
	
	
	

	Pearson
	
	0.69
	
	0.88

	Correlation
	
	
	
	

	Coefficient
	
	
	
	

	
	
	
	
	



Figure 1 – Pupil marks awarded by peers for the GCSE test question compared with marks awarded by the researcher in accordance with the WJEC marking scheme.


The calculation of the Pearson coefficient for both pre and post-test lessons appears in Figure 1. It suggests a score of 0.69 for the pre-test lesson and 0.88 for the post-test. This may confirm an improvement in pupils' ability to mark in accordance with the WJEC scheme following the intervention. In performing the calculation, pupils who were absent  are given a zero score.






	
	
	
	
	
	
	
	
	

	
	



	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	


Figure 2 – Pupil marks awarded by peers for the GCSE test question compared with marks awarded by the researcher as teacher in accordance with the WJEC marking scheme – Pre-Test Lesson

	
	



	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	


Figure 3 – Pupil marks awarded by peers for the GCSE test question compared with marks awarded by the researcher as teacher in accordance with the WJEC marking scheme – Post-Test Lesson


	
	
	
	
	
	

	
	
	Pre - Test
	Intervention
	Post-Test
	

	
	
	0
	27
	38
	

	
	
	0
	28
	0
	

	
	
	2
	13
	0
	

	
	
	2
	31
	17
	

	
	
	2
	35
	32
	

	
	
	2
	36
	13
	

	
	
	12
	31
	10
	

	
	
	9
	69
	24
	

	
	
	8
	55
	24
	

	
	
	6
	25
	35
	

	
	
	25
	48
	37
	

	
	
	20
	15
	45
	

	
	
	8
	38
	25
	

	
	
	32
	48
	28
	

	
	
	7
	37
	26
	

	
	
	6
	33
	30
	

	
	
	10
	63
	20
	

	
	
	
	22
	32
	

	
	
	
	
	21
	

	
	
	
	
	
	

	
	Mean
	8.88
	37.18
	23.76
	

	
	Median
	7
	34
	25
	

	
	Lower Quartile
	2
	28
	18.5
	

	
	Upper Quartile
	10
	48
	32
	

	
	Inter Quartile Range
	8
	20
	13.5
	

	
	
	
	
	
	



Figure 4 -  Total Number of words used by each pupil in providing feedback on their peer's GCSE question answers in each of the pre-test, intervention and post-test lessons

Figures 4 and 5 seek to assess learners' PA by examining the volume of feedback provided. The table and graph record the total number of words used by each pupil in each of the 3 lessons. Due to the manner in which the graph is produced, the analysis is for the population as a whole and does not enable it to be subdivided for individual pupils. The box and whisker plots indicate the distribution of words used for each lesson. In the pre-test lesson, students were asked to write their feedback on their peer's answer paper. The scaffolding frame to structure their comments was only used by them in the intervention and post-test lessons. This may support the views expressed in literature about the value of such a tool in teaching new skills 
(Rosenshine (2012), Black et al. (2003), Hsia, Huang & Hwang (2016), Sanchez et al. (2017), Sadler & Good (2006)).

The calculations indicate that a mean number of 9 words were written per pupil in the pre-test lesson, 37 in the intervention and 24 in the post-test. In the intervention lesson, pupils assessed an example answer that I had prepared whereas, in the post-test lesson they marked their peer's work. This may support the view expressed by Rotsaert, Panadero & Schellens  (2017) that pupils who are able to conduct PA anonymously when they are learning the skill can engage with it more fully.

	
	



	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Figure 5 -  Total Number of words used by each pupil in providing feedback on their peer's GCSE question answers in each of the pre-test, intervention and post-test lessons

Figure 6 records the feedback from pupils provided at the end of the pre-test lesson. The 17 learners present were asked to suggest one improvement to the process for both the student answering the question and their peer then carrying out PA. The comments from the notes are reproduced verbatim at Appendix O. A first observation is of the number of responses that have not provided feedback as requested, making irrelevant comments or none at all. Consequently, the table records the main themes from pupils whose feedback was useful.

The most prevalent response from the pupils thinking about responding to the question suggests that students should extend their answer and explain  further. When thinking about marking the question learners recommended better quality feedback should be provided; specifically, it should be more detailed, balanced and fair.



	Pre – Test Lesson – Themes in the Relevant Improvements Suggested by Pupils for the Student Answering the Question

· Explain more/Extend answer (4 pupils)
· Give better quality feedback to help improve (1 pupil)
· Get a person that isn't my friend to mark it (1 pupil)
· I couldn't improve (1 pupil)


	Pre – Test Lesson – Themes in the Relevant Improvements Suggested by Pupils for the Student Peer Assessing the Answer

· Extend/Explain in more detail (4 pupils)
· Be more balanced – include negatives (3 pupils)
· The marking of my question was fair (2 pupils)
· Assess the structure (1 pupil)
· Don't be too generous (1 pupil)




Figure 6 -  Themes in the Anonymous feedback comments provided by students at the end of the pre-test lesson.

Pupils were asked to provide feedback again at the end of the post-test lesson. This time it was submitted on a disclosed basis by responding to the questions on the back of the writing frame (Appendix N). The themes are summarised at Figure 7 and responses are reproduced in full at Appendix P. Immediately it appears  possible to appreciate how the quality of feedback has improved. This may reflect the manner in which it was requested and provided where learners could have seen it as part of the more formal PA process of completing the frame. However, the retrospective comments in the first and third boxes hint at the possible impact of the intervention lesson. The responses state that the quality of answers and feedback has improved, as well as the understanding of how to provide them.

The final part of the Triangulation assessment of my research relates to the lesson observations from my Subject Mentor recorded in my Lesson Comments Book (Appendix Q). These are reproduced at Figure 8. A consistent theme throughout my teaching of Y10BG was the challenge of managing their behaviour. This reflected my Mentor's experience of the class also. This had caused me concern over whether I would be able to complete the tasks in the three lessons and conduct my research at all. However, this was possible, and my Mentor's observations reflect this – "Classroom management was appropriate and consistent" (Pre-Test), " Pupils worked in silence, supported well with good positive praise and encouragement" (Intervention) and " Class carried on well with the activity. Those that required help were given it appropriately" (Post-Test). 




The apparent success of the lessons might indicate the positive impact of improving pupils' PA skills on their behaviour, as well as their attainment. However, my Mentor's comments indicate that the lessons were arranged to include attributes recommended by literature for more effective behaviour management; careful planning of activities and transitions (Crozier (2004)), the use of praise (Barnes (2012)) and a stimulating environment (Pollard et al. (2014)) where the lessons were structured to equip Y10BG with a skill to help them perform better in their GCSE exam. Finally, the comments appear to make little reference to the pupils' use of PA. This may reflect my Mentor's unfamiliarity with the process and the fact that AfL was not fully embedded at PTE1 as recommended by Pollard et al.(2014) and Hoult (2005).



































	Post – Test Lesson – Themes in Pupil Feedback
When you were answering the question and reading the feedback on it – One thing that was better than last time 

· More detailed/better quality answer (10 pupils – 1,4,5,6,10,11,12,13,15 & 19)
· Knew what to write (2 pupils – 7 & 8)
· Better quality feedback (1 pupil – 9)
· Spelling (1 pupil – 14)
· Nothing/not sure (2 pupils – 16 & 17)


	Post – Test Lesson – Themes in Pupil Feedback
When you were answering the question and reading the feedback on it – One improvement that would make the process even better in future 

· Include more information/detail (10 pupils – 1,4,5,6,8,10,11,13,14 & 17)
· Better subject knowledge (1 pupil – 7)
· Better feedback (2 pupils – 9 & 12)
· Better marking scheme (1 pupil – 15)
· Another writing frame (1 pupil – 16)
· Better handwriting (1 pupil – 19)


	Post – Test Lesson – Themes in Pupil Feedback
When you were marking your pair's answer and giving feedback on it – One thing that was better than last time 

· Longer/better answers (7 pupils – 1,9,10,12,14,15 & 17)
· Better feedback given (4 pupils – 4,5,6 & 13)
· Better understanding of how to mark/give feedback (2 pupils 7 & 8)
· Use of the frame (1 pupil - 16)
· Pupil was present (1 pupil - 19)


	Post – Test Lesson – Themes in Pupil Feedback
When you were marking your pair's answer and giving feedback on it – One improvement that would make the process even better in future 

· Provide more detailed feedback (5 pupils – 1,4,6,8, &14)
· Better ability to give feedback (1 pupil – 9)
· Better/more detailed answer ( 4 pupils – 10,12,13 & 17)
· Better marking system (1 pupil – 15)
· Nothing (1 pupil – 16)
· Being here (1 pupil – 19)




Figure 7 -  Themes in the  feedback comments provided by students at the end of the post-test lesson.


	Subject Mentor Comments on Research Lessons – Pre-Test

· A good starter activity which got the pupils thinking from the start. Facilitated the discussion well, allowing and encouraging all points of view and as many pupils as possible to contribute.
· A good introduction to command words and AOs. Clearly explained with examples. PowerPoint style was bright and engaging.
· Exam questions given out promptly. Would it have been worth reading through the case study/question with them to explain some terms they may not know ("redundant")?
· When going over the mark scheme it could have been useful to have L1-3 on the board to refer to. Also go over possible answers with them.
· [bookmark: _Hlk6552061]Classroom management was appropriate and consistent. Persevere with your approach, they need to know it is your class
· I appreciate this might be long winded , your rules, but possibly issue one post it note at a time. Too complicated?


	Subject Mentor Comments on Research Lessons – Intervention

· Calm start, good discussions, with good points made. Interesting to see their point of view on a different generation.
· Learning objectives shared at the start of the lesson.
· Literacy opportunity taken for pupils to read. Good clarification of a term they may not know. Clarification of a command word with pupils.
· Could the mark scheme advantages and disadvantages have been on the board  so you could refer to them rather than referring to your sheet?
· Some lost interest, is there a way we could get them all involved earlier? Pair work to discuss the points from the bad Peer Assessment which they then feed back to you?
· Pupils worked in silence, supported well with good positive praise and encouragement. Good use of Whirlpool as a plenary activity.
· More focus from them which gave you the opportunity to deliver a good lesson. As predicted it would take them most of the lesson.


	Subject Mentor Comments on Research Lessons – Post-Test

· Interesting starter – good link to the subject and the "sphere of impact" that the Banksy has had on the community and stakeholders
· Learning objectives shared and reference made to exam board AOs. Could a moment have been spent introducing/recapping what the specific AOs mean and relate to?
· Wise option not to push those who were refusing to read. I will see them at the end to discuss. 
· Class carried on well with the activity. Those that required help were given it appropriately. Pupils were kept informed of time remaining – time management is exam vital.
· Could a "reliable" pupil have been chosen to give out peer assessment admin? Allows you free to monitor behaviour and answer questions.
· Took a moment at the end to ensure the pupils understood as there was some uncertainty.
· A lively class dealt with appropriately.



Figure 8 – Comments recorded by my Subject Mentor in my Lesson Comments Book in relation to the 3 research lessons. 



Conclusions

[bookmark: _Hlk6566691]The research does suggest that a planned intervention (the lesson that introduced the frame to learners) might enhance learners' ability to Peer Assess. This is in line with research literature which produced similar tentative conclusions. Rotsaert, Panadero & Schellens (2017) used  a specific frame for pupils to provide feedback, Voet et al. (2018) provided a template so that learners could comment on their peer's work and suggest further improvements. Leenknecht and Prins (2018) do introduce a note of caution over the use of such scaffolding. They suggest that it could cause pupils to view PA not as a formative process but a summative one if it is seen to be a too rigid or prescriptive. This could affect the quality and quantity of feedback provided. However, other researchers comment on additional benefits that the technique can provide students. Nicol and MacFarlane-Dick (2006) suggest that teaching students PA will equip them for learning throughout life. Topping (1998) also explains that PA can provide learners with skills in negotiation, constructive criticism, communication and diplomacy that are transferrable to the workplace. 

The focus of the research is on assessing the intervention's impact on pupil's PA ability, rather than on how well they performed in the core task of answering the GCSE questions. Deiglmayr (2014) examines other studies to determine whether participants' performance in the core task improved as a result of PA. The position is inconclusive with no clear pattern emerging. Figure 9 compares the performance of Y10BG pupils in answering the GCSE question in the pre-test and post-test lessons. The WJEC Score is used in both cases. In Figure 1, the mean mark for all pupils increased from 4.47 to 4.89 (out of 8 marks available) between the two lessons. This could suggest that the intervention had a positive impact on the core task as well as PA.

I have selected examples of 3 pupils' work for further comment. Pupil 1 (Appendix S) has the lowest expected GCSE Grade in the whole class (D). He was absent for the intervention lesson and had not seen the frame or received any instruction in its use before it was handed to him in the post-test lesson. Sheet A records Pupil 1's marking of Pupil 2's answer in the pre-test lesson. He awarded 8 marks (WJEC Score 4) and offered no comment, as had been requested, on how Pupil 2 could improve their work in future. In the post-test lesson, Pupil 1 marked Pupil 4's answer (Sheet B – Pupil 2 was absent) and recorded his feedback on Sheet C. I believe that he has used the frame to correctly award 4 marks for the answer and provided specific, helpful feedback in the 4 areas requested. This may indicate the value of the frame alone in enhancing PA skills. If so, it did not prompt Pupil 1 to include this in his feedback at the end of the post-test lesson (Sheet D).





	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	



	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	


Figure 9 – A comparison of Pupil marks for the GCSE test questions awarded by the researcher as teacher in accordance with the WJEC marking scheme – Pre-Test and Post-Test Lessons


Pupil 17's work appears at Appendix T. His GCSE target grade is A. The quality of his feedback in the pre-test lesson (Sheet B) appeared poor. He awarded 8 marks against a WJEC Score of 3 and the 10 words used " Very good answer. You are well prepared for the exam" appeared minimal and inappropriate. In the intervention lesson (Sheet C), he scored the answer correctly and appeared to have improved the quantity (33 words) and quality of his feedback. In the post-test lesson(Sheet F), he again marked Pupil 16's answer (Sheet E). Pupil 17 seems to have offered balanced feedback (and in their feedback – Sheet G), recognising improved technique but also that Pupil 16 did not appear to have answered the question asked. However, this is not entirely reflected in the application of the marking scheme with 3 marks being awarded against a WJEC Score of 1. This might support the risk highlighted by Vanderhoven et al. (2014) that friendship groups affect objectivity in PA. Alternatively, it could indicate that further instruction in applying the WJEC marking scheme is needed for Pupil 17. In the core task, their work appears better in the post-test (WJEC Score of 8, 180 words used) than the pre (5 and 100 words). 




Pupil 7's work appears at Appendix U. His GCSE target grade is B. His pre-test feedback (Sheet B) seems generous. He awarded 8 marks against a WJEC Score of 6 and  makes no comment to identify possible improvement (12 words used).  In the intervention lesson (Sheet C), he marked the answer correctly and seems to have provided more effective feedback (36 words) In the post-test lesson(Sheet F), he again marked Pupil 8's answer (Sheet E). He has applied the marking scheme and scored the question correctly. His feedback is limited (Sheet F) to 10 words in total but he does offer relevant comments in a few words and suggests improvement. For his own work (Sheets A and D) he demonstrates an improvement in mark (4 to 5) as well as the length (71 to 86 words) and structure of his answer. His feedback (Sheet G) suggests that the process has enhanced his ability to use PA ("I had a better understanding on how to mark it") and in the core task ("I knew what I had to write").

I support the view expressed by Koc (2011) following his research that PA is beneficial to trainee teachers in their practice. The technique appeared effective in the isolated situation covered by this study and the performance, behaviour and feedback  from Y10BG suggest that it is worthy of further use. Hattie, Masters & Birch (2016) describe a variety of schools  worldwide where AfL, and PA in particular, are embedded into everyday life to make them Visible Learning Schools. The Primary School that I visited on Placement that I referred to above was one such example and I found it inspirational to witness learners being prepared for the New Welsh Curriculum and given the opportunity to embrace AfL fully from the age of 3.

Donaldson (2015) promotes the greater use of PA in education but as part of pupils taking responsibility for their learning and contributing to the reports sent to parents on their progress. I believe that further research should be done, both in my teaching, and in Wales generally to help understand how PA can contribute to more effective teaching and learning beyond the limited environment of Y10BG answering past Business GCSE Questions. However, as we prepare for the New Curriculum, I am wary of the comments made by Hayward & Spencer (2010) suggesting that all schools should be fully prepared for its introduction, not just the Pioneer Schools (Welsh Government, 2017). Finally, as I embark on my teaching career,  I have noted the comments made by Estyn (2017) that the quality of feedback given to pupils is more important than the quantity.












Limitations and future development

In considering the limitations of the study, the conclusions of Sadler & Good (2006) are relevant.  The research was conducted in a single class, learning GCSE Business, taught by a particular student teacher, at one school in West Wales. Other pupils, classes, teachers and schools might not behave similarly and deliver the same results. This supports the view expressed by Coe (2012) and Koshy (2010) that researchers conducting AR should not make generalised statements about how their findings might apply elsewhere. From the definition provided by Cohen, Manion & Morrison (2007), it appears that my research is a Cross-Sectional Study as it provides a view of Y10BG at one particular time. The study could be extended at PTE1 to include Year 11 Business GCSE Pupils and those in the 6th form at PTE1 studying the subject at A Level. Conducting the research with a larger population might result in its findings being more reliable or enable a control group to be introduced to compare the performance of learners not receiving instruction or scaffolding in PA (Rotsaert, Panadero, & Schellens, 2017). Possibly, anonymity could be introduced to assess its impact on pupils' PA (Vanderhoven, 2014).

 An alternative would be to conduct a Longitudinal Study (Vignoles, 2012) whereby data is collected from the same population over time. This is recommended for research purposes because it assists in establishing causality. Vignoles (2012) suggests that quantitative data can be used with statistical models to establish the cause and effect of events. This might enable some of the potential relationships identified in my limited study of individual pupil's work to be explored further  However, the possibility of further research should be considered alongside the potential benefits to teaching and learning that might be generated from it. The limited AR study that I carried out occupied almost the whole of 3 full lessons, with a significant time spent preparing outside of that. I would suggest that any research to improve future practice should not be at the expense of the present need to ensure that pupils are fully prepared for their GCSE exam as outlined in the syllabus (WJEC, 2016).

However, Woodhouse (2015) reminds students that competent teachers will continuously search for ways of enhancing their ability. As Wales prepares for its New Curriculum as proposed by Donaldson (2015), the comments made by Hoult (2005) appear particularly relevant. He suggests that the professionalism of teachers lies in their skill to judge the pedagogy and curriculum involved in the role. Usually teachers interpret a prescribed curriculum to implement it locally which includes converting national policy into school practice. Concentrating more on research-based teaching would result in this conversion occurring more effectively and in creating assured, adaptable and independent teachers.





 Against this background, BERA (2019) reports on the likely future direction for research into Welsh Education and explains the Welsh Government's expectation that teachers will participate in professional learning throughout their career as part of evidence-based research. Moreover, the revised professional standards for teaching and leadership to be introduced in 2019 (Welsh Government, 2018) include a requirement for teachers to demonstrate a commitment throughout their careers that reflection will inform professional learning to enhance their teaching ability.

[bookmark: _GoBack]Hattie (2012) suggests that such a process of continuous professional development should begin by considering what ability and learning pupils require and then how teachers should enhance their own skills to provide it. The process continues by considering the way in which professional learning must be improved to facilitate that change and how learners can be engaged in new ways of learning. The process concludes by reflecting upon the impact of the changes made before returning to the beginning to be repeated. 

In preparing for the New Curriculum as I start my teaching career, I believe that my research focus should be on improving my confidence and competence in the classroom. I can achieve this by familiarising myself with the full range of AfL techniques and, as proposed by Hattie (2012), understanding my impact in the classroom so that I can employ them most effectively. Fundamental to that will be collaborating with colleagues, another concept that Hattie (2012) recommends. Not only will this help to prepare for the New Curriculum where, as a Business specialist, I anticipate that I will be working alongside colleagues within the Humanities AoLE (Donaldson 2015). Also, I will seek to observe best practice from colleagues in all subject areas to achieve my goal, particularly during my NQT year.

In the meantime, I have embarked on my PTE2 placement where I will be taking on responsibility for teaching classes in the final term of the school year with well established relationships, practices and traits already in place. My research focus will be on how to establish positive relationships with pupils quickly and effectively. This will include organising my teaching to foster positive behaviour. Garner (2013) recommends focussing on rules, responsibilities, routines and rights to achieve this whilst recognising the established practices in each class. Crozier (2004) supports this view and stresses that the key to building positive relationships is being confident about having the right to control the class whilst demonstrating that you respect the pupils and their beliefs. Other important skills to demonstrate are learning & using students' names, showing an interest in them and listening to them carefully and respectfully.
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