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Introduction:

The aim and rationale of this study is to specifically examine and evaluate a particular strand of
Assessment for Learning (AfL) within classroom practice from seeking perceptions of teachers and
learners within a primary school. Research has become increasingly more common and important to
what schools strive to do (Konstantinou, 2018). The Curriculum for Wales (CfW) clearly identifies research
and assessment as important components. Assessment is seen as being an essential part of curriculum
design (Welsh Government, 2020b) in supporting all learners to make appropriate progress. The study
focuses upon examining a specific strand of AfL. The strand of AFL wished to enquire was constructed in
the form of a research question titled: What are staff and Year 5 learners’ perceptions on questioning as
an Assessment for Learning (AfL) tool, in particular the ‘Think-Pair-Share’ (TPS) strategy. Welsh
Government defines AfL as being the process of determining where learners are on the learning
continuum, where they need to go and the best way to get them there (Welsh Government, 2010). AfL is
core to the CfW within the key principles of assessment and is advocated within the pedagogical
principles of good teaching and learning (Donaldson, 2015).

Prior to the study, it was hypothesised that questioning was often integrated and an important part of
classroom practice as part of an AFL strategy, but the influence and types of questioning approaches can
be overlooked resulting in some questioning in the classroom being less effective. This hypothesis
stemmed from personal experiences; the purposes being to explore into whether this hypothesis is valid.
As well as, acquiring the insights of staff perceptions on the use of questioning in particular the TPS
method, this study also aims to explore learners’ views to understand their perspectives on questioning
and how it impacts them directly and the teaching and learning.

For this research study, | will be adopting the Mosaic Approach, combining a mixed methods approach to
gathering data through using interviews and online questionaries as research tools to explore the
perceptions of teachers and learners.

Literature Review:

As previously stated, assessment is an intrinsic part of curriculum design within education. According to
Great School Partnership (2015) the term assessment refers to the broad range of techniques and tools
that educators employ to assess, measure and record pupils” academic readiness, learning progress, skill
development or educational requirements. The primary purpose is to enable each learner to make
progress at an appropriate pace and be appropriately supported and challenged (Welsh Government,
2020b). It is said that assessment can have considerable influence upon pupils learning (Crisp, 2012;
McDowell et al, 2011) and may also enhance it (Sambell, McDowell and Montgomery, 2013). Within
education, typically, there are two main types of assessment, summative and formative. Summative can
also be termed assessment of learning (AoL). Summative assessment measures pupils learning and
understanding at that current moment such as start or end of a term, year, or stage of learning, ensuring
they have fulfilled the required standards (OCED, 2008). Furthermore, the data gathered from these
types of assessments provide schools and teachers with specific indication of pupils’ performances which
can be used to inform learners, parents/carers, and other appropriate stakeholders such as governors
(Burnham, 2018). Also, they can compare standards with other schools both locally and nationally or
track their progress against standardised scoring. GCSEs and National Tests for Wales are a prime
example of summative assessments. That said, summative assessment usually focuses on the output, by
which is said to be too late to address and recover any difficulties learners may have experienced or
make any significant improvements (Clarke, 2008; Reddy, 2016; Aubrey and Riley, 2019). Therefore, this
could appear not be a true reflection when learning is considered.

The second type of assessment is formative synonymously termed as Assessment for Learning (AfL). The
work of Professor Paul Black and Dylan Wiliam (1989b) in their publication of literature titled: “Inside the
Black Box” acted as a core vehicle in populating and prioritising AfL in education and bringing it to the
forefront of improving learning and raising all learners level of achievement (Bartlett, 2015; Black and
Wiliam 1998a, 1998b). It enables educators to continually assess pupils learning, and progress to



determine learning needs and adapt and enhance their teaching and learning strategies accordingly.
Formative is more student-centric, through learners being more actively involved in the learning and
assessment process and taking more responsibility for their own learning (Bates, 2019). As a result, this is
said to enable learners to develop their skills and knowledge to become lifelong self-directed learners
(Cowie and Bell, 1999; McDowell et al, 2011). Thus, can holistically inform “ambitious, capable learners
ready to learn throughout their lives” (Welsh Government, 2020a p.1). Consequently, perhaps one of the
challenges to AfL between theoretically and practically is the time it can take to develop and embed
effectively in practice, meaning perhaps less time for teaching and covering curriculum content,
particularly with curriculum demands (Carless, 2005).

AfL consist of four main strands. These are; sharing criteria with learners, quality of questioning and talk,
self and peer assessment and quality of feedback (Black and Wiliam, 1998b; Clarke 2005). For this study
the primary focus is questioning.

Questioning is as an essential technique within practice and is used to evaluate the specific learning goals
(Black and Wiliam, 2009; Jiang, 2014). Questioning is inseparably related to AfL which, therefore, could be
considered to have a primary aim of assisting learning. Educators asking frequent and quality questions
are key to learners learning process. Rosenshine (2010) argues that questions can help pupils practise
new materials and make connections between current and previous learning; thereby taking a
constructivist view to education. It is said time given for pupils to answer questions may be too short,
with the average being less than a second (Rowe, 1986) and the quality of questions formulated by
teachers lack challenge (Fl6rez and Sammons, 2013). It is vital to ask questions that will assist productive
conversations; open-ended, high-quality questions will encourage better quality discussions (Welsh
Government 2010). When pupils respond to questions that are productive, they are encouraged to
evaluate, create, and analyse when they answer (Tienken, Goldberg and DiRocco, 2009). Thus, enables
pupils to develop and show their higher-order thinking skills, such as those presented in Blooms
Taxonomy (Moseley, 2005). It is recommended that the questions require structure to foster deeper
levels of thinking and conversation whilst also ensuring that the teacher responses encourage student
engagement and participation to maximise learning opportunities (Clarke, 2008)

The utilisation of different teaching techniques may also encourage boarder engagement of pupils;
strategies such as increased thinking time (Ingram and Elliot, 2015). However, it is vital teachers establish
a safe classroom climate where pupils feel comfortable to pose questions, explore ideas, explore their
misconceptions, and collaborate in classroom dialogue without the fear of giving the incorrect answer,
criticism, and humiliation. Therefore, this could improve students learning by providing opportunities for
misconceptions to be classified and discussed so that everyone can learn collaboratively (FI6rez and
Sammons, 2013). TPS is a questioning pedagogical method which enables learners to be active in their
learning and encourages cooperation between all to answering questions. The use of TPS is shown to
further improve student performance (Kaddoura, 2013). However, TPS requires careful management to
ensure pupils do not become off task and lose motivation (Clarke, 2008).

Research Methodology:

As mentioned, the focus of my study is to examine staff and learners’ perception on questioning as an
AfL, in particular the TPS method. In considering this, a mixed method approach was adopted using
interviews and online questionnaires. This adheres to elements of the Mosaic Approach which is a holistic
approach which explores and acknowledges the importance of the different perspectives of families,
practitioners, and the children (Clarke and Moss, 2005). This approach utilises a combination of multiple
research tools such as observation, interviews, and participatory tools for children such as cameras.
Therefore, actively enabling the collection of data that reflects their perspectives. Of course, one of the
main positives to the Mosaic Approach is that it explores and values the voice of children which is
embedded into the United Nations of the Rights of the Child (UNCRC) under article 12 which states that
“Every child has the right to express their views, feelings and wishes in all matters affecting them”




(UNICEF, 1989 p.1). On the other hand, it could be argued that the Mosaic Approach could be time-
consuming to analyse the data from range of different perspectives.

The mixed method approach in this study, enables a combination of qualitative and quantitative data to
be collected. Therefore, this will enable a more holistic picture of the study (Punch, 2005). This is said to
be useful in enhancing the strength and validity of research findings (Coe et al, 2012). That said, according
to Grigg (cited in Welsh Government, 2015) due to using only two research tools in this study does not
execute full triangulation of data so could limit the credibility of the study. Therefore, next time | would
perhaps conduct lesson observations to enable full triangulation and to gain a greater understanding of
questioning in the classroom with reference to TPS. Quantitative data is usually presented in forms of
statistics where qualitative data typically presented in words and more concerned with exploring
individuals’ perspectives (Sharp, 2012; Bell, 2018). Each approach is particularly suitable for different
contexts and has both strengths and weaknesses. It is argued that qualitative and quantitative data
should not be considered as being in opposition to one another but rather as complementary or might be
indicative at different stages of the research (Aubrey et al, 2000; Clough and Nutbrown 2012). Therefore,
this could imply that a combination of both is favoured.

An interview is a discussion that takes place between researcher and interviewees with the researcher
typically asking questions on a certain topic (Lambert, 2012) There are three different styles of
interviews: structured, unstructured, and semi-structured. This study implemented a semi-structured
interview containing some closed questions but more open questions to primarily gather qualitative data.
The nature of this interview allowed some degree of structure through standardised set of questions set
out to explore and achieve but also with scope of flexibility to ask further questions to probe for greater
detail if desired (Mukherji and Albon, 2018). Due to this degree of flexibility, this enables the researcher
to be in control of the situation and questions to be adapted accordingly if required for example to suit
the needs and level of understanding of the interviewees (Gilbert, 2008). This could be viewed as a
positive but also a negative due to perhaps restricting freedom of interviewees to express their views
fully. Furthermore, interviews enabling qualitative data has strengths, however the validity of this
information could be an issue as questions could be misunderstood or misinterpreted (Cohen, Manion
and Morrison, 2018).

Questionnaires are “written form of questions” which proposes both ‘open and closed questions”.

based on a particular topic (Thomas, 2017 p.217). Depending on the style of questions proposed it can
enable presentation of both qualitative and quantitative data. The benefit of a questionnaire is that they
are often clear and simple to complete (Mukherji and Albon, 2018). That said, sometimes response rates
to questionnaires can be low (Lambert, 2012; Welsh Government 2015). This was evident in this study, as
questionnaire responses were low, therefore only collected a small sample of data which could be seen
as a limitation due to lacking a stronger degree of creditability. Next time to improve this | would perhaps
interview teaching staff also to receive instant feedback and generate more data.

This research study took place in a local primary school with approximately 582 pupils. Prior to research
day, questionnaires and interviews were prepared and constructed with great consideration of the types
and formats of the questions to ensure meaningful responses but also appropriate collection of
quantitative data and narrative style responses (Qualitative) to gather a better understanding. Following
this, care was taken to avoid including questions that might be constructed as leading the respondents to
a specific response (Kumar, 2011). Online questionnaires were created on Microsoft forms and sent out
prior to all KS2 teaching staff to gather their views and knowledge on this study (See appendix 5). In
addition, semi-structured interviews were executed with groups of children whereby pupils were invited
to respond to key questions relating to this study (See appendix 3). The purpose of interviews was to
actively explore and enable the collection of data that represents the voice of the children. Adhering to
aspects of the Mosaic Approach and particularly Article 12 of the UNCRC, as previously stated. The
qualitative data collected from the interview has been transcript and analysed by coding into key themes
(See appendix 4). Whereby quantitative and qualitative data from the questionnaire will be presented
and analysed into graphs and tables (See appendix 6)



Ethical considerations are paramount. Research ethics is concerned with respecting participants and
avoiding causing any type of harm, distress, or negatives feelings to participants throughout (Alderson
and Morrow, 2011; Oliver 2010). Throughout this study the British Educational Research Association
(BERA) and other ethical guidelines was adhered too. Prior to the research day, an ethics form was
completed to consider and mitigate all the ethical implications when doing research particularly within a
school (See appendix 1) In accordance with BERA, it is important to obtain voluntary consent prior to
conducting research however, children under the age of eighteen cannot give their consent and is often
gathered by parent/careers. For this study the focus was on trailing research tools, therefore a general
consent form was created and provided (See appendix 2) to the school highlighting the purpose of this
study. This enabled the school to provide voluntary consent to undertake and be involved in this study on
behalf of the learners. Equally, active assent was obtained before and during the interviews with pupils. It
was made apparent to all participants that they did not have to answer any questions they did not wish
and had the right to withdraw at any time without having to explain themselves or any consequences
(BERA, 2018). The General Data Protection Act 2018 and BERA (2018) highlights the importance of
confidentiality and anonymity within research. In this study all participants and the school itself were
kept anonymous, and all collected data was only used for the purpose of the study and kept in a secure
password protected file to ensure the management and privacy of the data received.

Results and Discussion:

From obtained evidence, from both questionnaires and interviews it appears questioning as part of AfL is
highly integrated into classroom practices which has an influence on teaching and learning. Information
collected on the interviews, highlight the strong use of questioning specifically in math’s, literacy and
when new topics are introduced however a mixed view on the impact on learning was reflected. Some
participants viewing questioning as helpful to their learning due to gathering a better understanding
while others viewing questioning at times being challenging and leaving confusion; thereby future
recommendations was made by pupils for their teacher to provide explanations of some questions at
time, to reduce this confusion. This contradicts Fldrez and Sammons (2013) findings that questions
constructed by teachers lack challenge for learners. As a result, this suggests there is conflicting views
between feelings of learners and literature on the degree of challenge on teachers questioning in
practice.

Responses from questionnaires to open questions, evidenced a range of questioning approaches that are
preferably and most used in practice including open and closed styled questions, Blooms Taxonomy, Q
Matrix, Think-pair-share (See appendix 6). However, responses from interviews highlighted awareness to
only the use of lollipop sticks to ask questions to different individuals in the class when similar individuals
are always responding. The use of this particular questioning technique had some strong feelings by
pupils for instance one stating that “they really do not like those lollipop-sticks as they don’t like the
feeling that you do not know whose name is going to be picked out ....... ” (See appendix 4). Therefore,
this could imply that lollipop sticks are not favorable questioning tool to all learners’ preferences and
needs. There were similarly strong responses through the questionnaires on the use of open-ended
questions and ‘big questions’ for learners to provide more considered and deeper answers to show more
enhanced level of understanding of what they are learning with justification and reasoning. In addition,
one respondent from the questionnaire expressed that questions that are open in nature can be an
effective way of finding out what learners actually know and understand. This is in full support of Welsh
Government (2010) that presents the importance of open and high-quality questions to encourage better
quality discussions.

Another common theme was the concept of thinking time; respondents from the questionnaires
expressed a high preference for giving learners thinking time (Refer to Q9 appendix 6). Following Ingram
and Elliot (2015) findings relating to increasing thinking time does appear according to all questionnaire
respondents to have a significant impact on the quality of learner’s responses. That said, it is not entirely
clear from these findings of the impact of increased thinking time on other aspects of the classroom such



as behaviour. Interestingly, the thinking time given from respondents on the questionnaire is
comparatively long compared to the average being less than a second, as stated by Rowe (1968) and
suggested times of ‘5 seconds’ (Clarke, 2005; Welsh Government 2010). The use of thinking time was also
evident in the responses of the interviews, but slightly conflicted that sometimes they had more or less
thinking time in particular lessons and depending on the style of questions. It appears that the use of
thinking time was felt to be beneficial to pupils although the idea of more thinking time was favoured
which some pupils highlighted that this could impact their contribution to answering questions.
Interestingly, one respondent from the questionnaire points out that they try to remember to give
thinking time as they are conscious, they do not always fulfil it. Therefore, this could imply some teachers
theoretical believe they give appropriate amount of thinking time but practically this time could lack, due
to perhaps time constraints or under pressure to finish curriculum content, something considered by
Smith (2014)

From the interview responses, some liked to answer questions due to enjoying school or particular
subjects. That said, some noted questioning preference for example themselves opting to answer rather
than being picked, while some do not like answering questions due to them getting nervous and the fear
of getting it wrong. This could suggest a safe and comfortable classroom climate has not been fully
created, where all pupils feel comfortable to contribute to discussions and answer questions without the
fear of getting it wrong and any humiliation.

In response to questions relating to TPS, evidence from questionnaire respondents displayed that this is a
popular technique in practice with 100% of respondents using it quite often and being seen as a very and
somewhat effective as an AFL questioning tool. However, interestingly it was made clear from pupils that
they were not aware of TPS and did not do this in class. For this reason, some initial questions in the
interview were not asked but subsequent questions replaced (See appendix 4). Responses from the
interview, indicated that all participants would like to try TPS sometime and shared views on how they
think would be helpful to their learning. Whilst there were benefits highlighted to the TPS approach from
questionnaires but when asked also about potential drawbacks of the technique it highlighted that some
children can dominant others due to being perhaps more confident or knowledgeable as well as some
children may allow others to do all the work. Interestingly, one respondent expressed that there is no
potential drawback to using TPS. Therefore, this could imply that it depends on how it has been
integrated into the class or the nature of the class. As noted by Clarke (2008) TPS requires careful
management to ensure pupils do not become off-task, however this was not noted by respondents from
the questionnaires. Responses drawn from the questionnaires identified allowing learners sometimes to
choose their own partners during TPS however 75% of respondents highlighted that when they select
pairing for TPS, then mixed ability pairing is deliberately ensured. As a result, this could be evidence of
Vygotksy’s theory relating to the ‘More knowledgeable other’ concept being used in practice (Pound,
2006). It is found by respondents from questionnaires that pupils are more inclined and confident to
answer questions after TPS. Thereby could imply this technique is enhancing learners’ social skills and
confidence. As a result, this could appear as beneficial and influencing on student performance, echoing
the views of Kaddoura (2013). That said, it was also noted other ways are used to encourage less talkative
and confident pupils to participant in TPS activities including modelling, differentiating, and ensuring the
culture of the classroom makes it easy for pupils to share and answer, something Flérez and Sammons
(2013) highlighted as important in enhancing pupils learning opportunities.

Conclusion:

The essence of this study was to explore staff and Year 5 learners’ perceptions of questioning as an AFL
strategy for teaching and learning, specifically the TPS approach. It was hypothesised that questioning
was a critical integrated part of classroom practice however, the influence and types of questioning can
be overlooked resulting questioning at times being less effective. From conducting interviews,
questionnaires and drawing from literature, it was apparent there were clear aspects of similarity but
also areas of conflict or contradiction. From my collection of data, it has revealed that questioning is a
critical integrated aspect of classroom practice however the influence it has on teaching and learning
seems to be slightly conflicting between teachers and some learner views. Tienken, Goldberg and



DiRocco (2009) draws attention to questions being open in nature to encourage pupils to display those
higher-order thinking skills. This was also identified by questionnaire respondents that open ended
questions were mostly preferred and used in practice.

On reflection of this study and previous teaching practice, | feel now more knowledgeable and confident
in actively demonstrating and modelling this new information regarding assessment, AfL and questioning
into future classroom practices. Additionally, from this study my research skills have developed in line
with the research disposition. Therefore, | can transfer these research skills into other research studies
and my future teaching practice to be research and evidence driven to make informed decisions and
inform my pedagogies, something that is highly emphasised by Donaldson (2015). Also, my development
of the Qualified Teaching Standards (QTS) (Welsh Government, 2017) specifically professional learning
has been supported through exploring and developing my research abilities, the use of research tools
along with professional knowledge on AfL and more so on questioning as a strand of AfL. From this, my
professional practice is hoped to be enhanced in future classroom practices through being more critically
informed and knowledgeable so that all learners are provided with effective and quality teaching and
learning opportunities.

Reference list:

Alderson, P. and Morrow, V. (2011). The ethics of research with children and young people: a

practical handbook. London: Sage.

Aubrey, C., David, T., Godfrey, R. and Thompson, L. (2000). Early childhood educational research:

issues in methodology and ethics. London; New York: Routledgefalmer Press.
Aubrey, K. and Riley, A. (2019). Understanding and Using Educational Theories. 2nd ed. SAGE.

Bartlett, J. (2015). Outstanding assessment for learning in the classroom. Milton Park, Abingdon,

Oxon; New York, Ny: Routledge.

Bates, B. (2019). Learning Theories Simplified: ... and How to Apply Them to teaching. 2nd ed.

London: Sage.

Bell, J. and Waters, S. (2018). Doing your research project: A guide for first-time researchers. 7th ed.

London: Open University Press.

Black, P. and Wiliam, D. (1998a). Assessment and Classroom Learning. Assessment in Education:

Principles, Policy & Practice, 5(1), pp.7—74. doi:https://doi.org/10.1080/0969595980050102.

Black, P. and Wiliam, D. (2009). Developing the theory of formative assessment. Educational
Assessment, Evaluation and Accountability, 21(1), pp.5-31. doi:https://doi.org/10.1007/s11092-008-
9068-5.

Black, P.J. and Wiliam, D. (1998b). Inside the black box : raising standards through classroom

assessment. Cheltenham, Vic.: Hawker Brownlow Education.



British Educational Research Association (2018). Ethical Guidelines for Educational Research, fourth

edition (2018). [online] Bera.ac.uk. Available at: https://www.bera.ac.uk/publication/ethical-

guidelines-for-educational-research-2018 [Accessed 11 May 2023].

Burnham, L. (2018). Cache Level 3 Diploma In Supporting Teaching And Learning. S.L.: Hodder

Education.

Carless, D. (2005). Prospects for the implementation of assessment for learning Article in
Assessment in Education Principles Policy and Practice - April 2005 Partnering with students to
design and enhance assessments in a digital world View project ePortfolios in Higher Education View
project. Prospects for the implantation of assessment, 12(1).
doi:https://doi.org/10.1080/0969594042000333904.

Clark, A. and Moss, P. (2005). Spaces to play: more listening to young children using the mosaic

approach. London National Children’s Bureau.

Clarke, S. (2005). Formative assessment in action: weaving the elements together. London: Hodder
Arnold.

Clarke, S. (2008). Active Learning through Formative Assessment. London: Hodder Education.

Clough, P. and Nutbrown, C. (2012). A student’s guide to methodology: justifying enquiry. Los
Angeles, Calif.: Sage.

Coe, R., Waring, M., Hedges, L.V. and Arthur, J. (2012). Research Methods & Methodologies in

Education. Los Angeles: Sage.

Cohen, L., Manion, L. and Morrison, K. (2018). Research Methods in Education. 8th ed. New York:
Routledge.

COWIE, B. and BELL, B. (1999). A Model of Formative Assessment in Science Education. Assessment
in Education: Principles, Policy & Practice, 6(1), pp.101-116.
doi:https://doi.org/10.1080/09695949993026.

Crisp, G.T. (2012). Integrative assessment: reframing assessment practice for current and future
learning. Assessment & Evaluation in Higher Education, 37(1), pp.33-43.
doi:https://doi.org/10.1080/02602938.2010.494234.

Donaldson, G. (2015). Successful Futures Independent Review of Curriculum and Assessment
Arrangements in Wales. [online] Available at:
https://www.gov.wales/sites/default/files/publications/2018-03/successful-futures.pdf [Accessed 8
May 2023].




Flérez, M. and Sammons, P. (2013). Assessment for learning: effects and impact. [online] Available
at: https://www.educationdevelopmenttrust.com/EducationDevelopmentTrust/files/5a/5a6d6203-
ec49-4d33-9¢5d-42¢188184807.pdf [Accessed 8 May 2023].

Gilbert, N. (2008). Researching Social Life. SAGE.

Great Schools Partnership (2015). Assessment. [online] The Glossary of Education Reform. Available

at: https://www.edglossary.org/assessment/ [Accessed 6 May 2023].

Ingram, J. and Elliott, V. (2015). A critical analysis of the role of wait time in classroom interactions
and the effects on student and teacher interactional behaviours. Cambridge Journal of Education,
46(1), pp.37-53. doi:https://doi.org/10.1080/0305764x.2015.1009365.

Jiang, Y. (2014). Exploring Teacher Questioning as a Formative Assessment Strategy. RELC Journal,
45(3), pp.287-304.

Kaddoura, M. (2013). Think Pair Share: A teaching Learning Strategy. [online] www.proquest.com.
Available at:
https://www.proguest.com/docview/1372123014/fulltextPDF/3FDA76489860483EPQ/1?accountid=
130472 [Accessed 8 May 2023].

Konstantinou, B. (2018). The teacher-as-researcher: Making the case for research in schools. [online]

www.bera.ac.uk. Available at: https://www.bera.ac.uk/blog/the-teacher-as-researcher-making-the-

case-for-research-in-schools [Accessed 3 May 2023].

Kumar, R. (2014). Research Methodology: a step-by-step Guide for Beginners. 4th ed. London: Sage
Publications Ltd.

Lambert, M. (2012). Beginner’s guide to doing your education research project. London: Sage.

McDowell, L., Wakelin, D., Montgomery, C. and King, S. (2011). Does assessment for learning make a
difference? The development of a questionnaire to explore the student response. Assessment &
Evaluation in Higher Education, 36(7), pp.749-765.
doi:https://doi.org/10.1080/02602938.2010.488792.

Moseley, D. (2005). Frameworks for thinking: a handbook for teaching and learning. Cambridge, Uk ;

New York: Cambridge University Press.

Mukheriji, P. and Albon, D. (2018). Research Methods in Early Childhood. 3rd ed. London: Sage

Publications.

10



OECD (2008). Assessment for Learning Formative Assessment. [online] Available at:

https://www.oecd.org/site/educeri21st/40600533.pdf [Accessed 6 May 2023].

Oliver, P. (2010). The student’s guide to research ethics. 2nd ed. Maidenhead; New York: Open

University Press.

Pound, L. (2006). How Children Learn: from Montessori to Vygotsky: Educational Theories and
Approaches Made easy. Step Forward Publishing.

Punch, K. (2005). Introduction to social research: quantitative and qualitative approaches. 2nd ed.

London: Sage Publications Ltd.

Reddy, K. (2016). Summative Evaluation Advantages and Disadvantages. [online] WiseStep.
Available at: https://content.wisestep.com/advantages-disadvantages-summative-

evaluation/#:~:text=The%20main%20disadvantages%200f%20summative [Accessed 7 May 2023].

Rosenshine, B. (2010). EDUCATIONAL PRACTICES SERIES—21 INTERNATIONAL ACADEMY OF
EDUCATION INTERNATIONAL BUREAU OF EDUCATION Principles of instruction. [online] Available at:
http://www.ibe.unesco.org/fileadmin/user upload/Publications/Educational Practices/EdPractices

21.pdf [Accessed 8 May 2023].

Rowe, M.B. (1986). Wait Time: Slowing Down May Be A Way of Speeding Up! Journal of Teacher
Education, 37(1). doi:https://doi.org/10.1177/002248718603700110.

Sambell, K., Mcdowell, L. and Montgomery, C. (2013). Assessment for learning in higher education.

London Routledge.
Sharp, J. (2012). Success with your education research project. London: Sage Publications Ltd.
Smith, I. (2014). Assessment & learning pocketbook. Alresford: Teachers’ Pocketbooks.

Thomas, G. (2017). How to Do Your Research Project: a Guide for Students. 3rd ed. Los Angeles: Sage,
p.217.

Tienken, C.H., Goldberg, S. and Dirocco, D. (2009). Questioning the Questions. Kappa Delta Pi
Record, 46(1), pp.39-43. doi:https://doi.org/10.1080/00228958.2009.10516690.

UNICEF (1989). UN Convention on the Rights of the Child (UNCRC) - Unicef UK. [online] Unicef.
Available at: https://www.unicef.org.uk/what-we-do/un-convention-child-rights/ [Accessed 9 May

2023].

Welsh Government (2010). Why develop thinking and assessment for learning in the
classroom? [online] Available at: https://hwb.gov.wales/api/storage/2d2b99cd-5431-421e-ac8b-

11



8608fe0edf05/why-develop-thinking-and-assessment-for-learning-in-the-classroom.pdf [Accessed 3
May 2023].

Welsh Government (2015) Effective use of data and research evidence. Cardiff: Welsh Government.
Available at: https://dera.ioe.ac.uk/id/eprint/24313/2/150814-effective-use-of-data-
en Redacted.pdf. [Accessed 12 May 2023].

Welsh Government (2017) Professional Standards — Hwb. [Online] hwb.gov.wales. Available at
https://hwb.gov.wales/professional-development/professional-standards. [Accessed 12 May 2023].

Welsh Government (2020a). Developing a vision for curriculum design - Hwb. [online]

hwb.gov.wales. Available at: https://hwb.gov.wales/curriculum-for-wales/designing-your-

curriculum/developing-a-vision-for-curriculum-design [Accessed 7 May 2023].

Welsh Government (2020b). Supporting learner progression assessment guidance - Hwb. [online]

hwb.gov.wales. Available at: https://hwb.gov.wales/curriculum-for-wales/assessment-

arrangements/supporting-learner-progression-assessment-guidance [Accessed 6 May 2023].

12



