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	Targets from previous module
	How I have worked on these?
	An example can be seen on…


	Continue to include more critical analysis when discussing theories

	In this module, I have made a conscious effort to engage more critically with theories, particularly in the literature review and discussion sections.
	My literate review

	Endeavour to use a consistent synthesis of research to support the key discussions.

	I worked towards synthesising research more effectively in this study, ensuring that I referenced multiple sources to support key ideas.
	In discussion and findings 

	Offer greater originality of thought when making recommendations and exploring conclusions.

	I have aimed to offer more original insights in my recommendations, considering not just theoretical frameworks but also practical approaches to improve self-assessment in the classroom.
	In conclusion and recommendations.



What are staff and Year 6 learners’ perceptions of self-assessment?

Self-assessment is a widely influential form of learning assessment that enables pupils to reflect on and evaluate their learning (Roberts, 2006). Aligning with the curriculum of Wales's four purposes (Welsh Government, 2020): Ambitious, capable learners emphasise pupil autonomy and take ownership of their education. Research by Black and William (1998) suggests that effective self-assessment practices by students lead to better comprehension of success criteria and improved abilities for learning autonomy. However, the effectiveness of self-assessment may vary based on teacher support, student confidence levels and classroom assessment strategies (Brown, Andrade and Chen, 2015).
This study aims to explore the question:
What are staff and Year 6 learners’ perceptions of self-assessment?
Understanding how learners and teachers perceive self-assessment is vital for improving professional practice (Christodoulou, 2017). As an aspiring teacher, I will benefit from gaining insight into how assessment is currently used, how it could be improved, and what challenges it faces. This insight will, in turn, allow me to refine my teaching approach to support my learners better and improve my teaching practices.
This study, conducted in a Year 6 classroom in a community school in West Wales, explores pupils' and teachers' perceptions of self-assessment, aligning with the pedagogical principle of encouraging learners to take increasing responsibility for their learning (Impact Wales, 2022). Data on self-assessment use was collected through questionnaires for teachers, and interviews were utilised with pupils to understand their experiences and thoughts with self-assessment.
Assessment for learning (AFL) is a continuous process that informs and improves student learning (Cambridge Assessment International Education, 2011). AFL differs from summative assessments as it focuses on formative feedback, which provides insight into a student's strengths and development areas while learning (Heritage and Harrison, 2020). Within assessment for learning are self-assessment, success criteria, and retrieval practices that support and encourage active student involvement in the learning process, allowing pupils to become self-aware and reflective learners (Fletcher-Wood, 2018). Self-assessment is a key AFL tool to encourage students to evaluate their work, identify areas for improvement, and take ownership of their learning (Rowland, 2024). 
Implementing self-assessment creates opportunities for pupils to develop metacognitive skills in reflecting on their learning, identifying their strengths and areas for improvement, and adjusting their learning strategies accordingly (Chapman, 2019). This conforms to pedagogical principles of learning by encouraging learners to take increasing responsibility for their knowledge and promoting independence and self-regulation in learners (Welsh Government, 2020). Zimmerman and Schunk (2011) emphasise self-assessment as a key component of self-regulated learning as it enables students to monitor their progress and adjust their learning strategies for better results. Research by Tan (2012) suggests that students who develop these skills become more effective learners due to their ability to regulate their learning processes, leading to better academic performance.
However, the effectiveness of self-assessment as part of AFL is debated, with research revealing mixed findings regarding its impact on student learning. Andrade and Valtcheva (2009) emphasise instructing students to reflect on their work, as students may face challenges in evaluating their work correctly when they lack proper guidance, leading to shallow or incorrect assessments. This suggests that self-assessment quality depends on the teacher's ability to model and scaffold reflective practices. Additionally, Black and Wiliam (1998) contend that incorporating self-evaluation into formative assessment encourages students to take charge of their education and recognise misconceptions. However, Yan and Carless (2021) warn that the effectiveness of the self-assessment process depends on the teacher's assistance and direction.
Despite its potential benefits, self-assessment presents several challenges related to bias and inaccuracy in students' work evaluations (Andrade, 2019). According to Kruger and Dunning (1999), a lack of self-awareness or confidence could lead to some students overestimating or underestimating their talents. While high-achieving students could be unduly critical of their performance, low-achieving pupils might overstate their understanding; these presumptions can undermine development and harm pupil self-esteem (Roberts, 2006). When employing self-assessment as a formative method, Boud and Falchikov (2007) emphasise the necessity of teacher moderation, as students' assessments may not always be accurate in the absence of teacher instruction. Furthermore, Clarke (2023) highlights that if self-assessment is not regularly integrated into the classroom routine, it may be perceived as a "pointless exercise" and have less of an impact on students' learning.
Self-assessment offers numerous advantages for learning and development; however, it's important to note that the implementation must be carefully structured to maximise its potential (Petty, 2024). For example, students must receive specific instruction on evaluating their work, considering how they learn, and basing their assessments on success criteria (Sadler, 1989). Teachers can help this process by modelling reflective habits, establishing clear success criteria, and consistently introducing self-assessment opportunities into learning (Eagan, 2023). Students will develop the metacognitive abilities needed to evaluate their learning successfully, increasing their independence and improving their learning results (Firth, 2024).
Self-assessment is crucial in AFL, helping students develop metacognitive skills and practice self-regulation (Tan, 2012). Its success depends on teacher guidance, explicit instruction about reflective practices, and regular implementation in the learning process (Eagan, 2023). Students' biased evaluations during self-assessment create imprecise results, but the learning benefits from proper implementation exceed these limitations. Research should investigate the optimal classroom implementation methods for self-assessment and practical student training approaches for meaningful self-reflection (Spendlove, 2009). 
This study adopted a mixed-methods approach, integrating quantitative (questionnaires) and qualitative (interviews) data collection; this combination ensured a comprehensive understanding of self-assessment from both teacher and pupil perspectives.
A questionnaire is a research tool built up of a series of open and closed questions used to collect data from respondents in a particular manner (Mcleod, 2023). In this study, a questionnaire was used to collect teachers' perceptions of self-assessment, including the level of agreement with the effectiveness of self-assessment, the challenges teachers face in implementing it, and the extent to which self-assessment is integrated into the classroom. The questionnaire consisted of closed-ended questions that could be analysed quantitatively and open-ended questions that provided qualitative data, which helped compare the participants' responses while capturing individual opinions (See appendix 3). An interview is a qualitative research approach that involves direct verbal interaction between the researcher and participants to elicit detailed information about their experiences and viewpoints (Bhat, 2018). In this study, 10 Year 6 students were interviewed in a group setting to learn about their understanding and experiences with self-assessment. The interview was semi-structured, with main questions predetermined but follow-up questions used to elicit more detailed responses. This strategy allowed for a more in-depth investigation of students' perspectives, resulting in richer qualitative data than a questionnaire alone.
However, blended techniques posed unique complications. Self-reported data from questionnaires and interviews posed the danger of misinterpretation or response bias, particularly regarding students' capacity to describe their self-assessment experiences. Furthermore, social desirability bias in interviews may have influenced students' responses, as they may have tailored their answers to meet perceived expectations (Cohen, Manion, & Morrison, 2018). Considering these challenges, the selected approach method for data triangulation increased the findings' reliability and depth.
This study included two primary participant groups: teachers and Year 6 students. The first group comprised six teachers who voluntarily filled out a questionnaire. Their comments revealed their perspectives on self-assessment, how they use it in the classroom, and any difficulties they encounter. The second group included ten Year 6 students who participated in a group interview. The students were chosen to represent each ability group (lower, middle and higher), ensuring a diversified collection of viewpoints on self-assessment procedures utilised in class. Participation in the study was entirely optional. Teachers were asked to complete the questionnaire, and no incentives were provided to ensure fair results. Pupils were selected to represent a cross-section of abilities to capture a broad range of experiences with self-assessment. All participants were fully informed about the study's purpose and had the right to opt-out at any moment without punishment. 
The teacher questionnaire included closed and open-ended questions to collect quantitative and qualitative data. It sought to assess teachers' perspectives on self-assessment and its application in their profession. Six teachers volunteered to complete the questionnaire, which was delivered via Microsoft Forms over an email link. The responses were automatically collated, enabling simple analysis. Closed questions yielded statistical information, whereas open-ended replies were examined for reoccurring themes. The questionnaire facilitated data collection and maintained anonymity, which is critical for upholding ethical standards. However, drawbacks include the limited depth of responses to closed questions, which may not wholly reflect the complexities of teacher's experiences and perspectives.
Ten Year 6 students participated in semi-structured group interviews to discuss their experiences and impressions of self-assessment. The interviews were held in a friendly classroom setting to promote open discourse. The responses were digitally voice-recorded and transcribed for thematic analysis. The semi-structured nature of the interviews provided greater flexibility, allowing students to elaborate on their points and provide richer, more nuanced perspectives. This adaptability was a significant feature, allowing the interviewer to delve deeper into topics of interest and clarify comments as needed. However, drawbacks include the possibility of social desirability bias, in which students gave answers they thought were anticipated rather than their true thoughts.
Ethical integrity was prioritised throughout the study in line with the guidelines of the British Educational Research Association (BERA, 2024). No personal identifiers were acquired during data collection. Participants' names were changed in all transcripts and reports to maintain confidentiality. This helped to protect participants' privacy and encourage open, truthful responses (Beauchamp and Murray, 2013). Before the research started, all participants were adequately informed about the study's goal and methods. Consent was sought verbally from both teachers and Year 6 students, and permission was obtained from the headteacher to conduct the research (See appendix 13). Participants were notified that they had the right to resign from the study at any moment without incurring any negative repercussions. This ensured that participants' participation was voluntary and that they had complete control over it (BERA, 2024). Before beginning data collection, an ethics form was submitted to the university for approval (See appendix 12). This guaranteed that the survey followed ethical guidelines and respected the rights and welfare of all participants (UWTSD, 2022). From data collection to analysis, all study components followed university regulations and the participants' moral rights.
The following section presents the questionnaire and interview data results, which provide insights into staff and pupil perceptions of self-assessment.
Responses from the staff questionnaire revealed inconsistency in self-assessment application throughout the school. While 50% of the teachers indicated regular use of self-assessment, 33% acknowledged occasional use, and the remaining 17% confessed to infrequent use (See appendix 4). This difference reveals inconsistencies in how self-assessment is integrated into classroom practice throughout the school, which could reflect differing views on teachers' effectiveness or lack of confidence in its implementation. Data from year 6 interviews supported this discrepancy (See appendix 2), demonstrating that self-assessment is frequently subject-specific. Pupils often indicated that self-assessment is used consistently in mathematics and spelling. Pupil B said, "We mark our work in maths every week, but I don't remember doing it in English." This suggests that while some areas of learning and experience are easier to implement self-assessment consistently, other curriculum sections may not use the strategy consistently, limiting students' ability to acquire metacognitive skills throughout their study.
Staff responses revealed that they employ several strategies to support self-assessment in the classroom. The most often mentioned approaches were traffic light cups (31%), checklists (25%), and exit tickets (18%) (See appendix 5). These strategies are consistent with existing formative assessment approaches to encourage student-led learning and participation. However, pupil responses suggested a somewhat different viewpoint. While many students were aware of checklists and exit tickets, fewer pupils mentioned using traffic light systems. Pupil B stated, "We check our work with the checklist at the end of the lesson," while pupil F commented, "We do exit tickets in maths, where we write what we found easy or hard." Students' limited use of traffic light cups may indicate a disconnect between teacher preparation and student participation or knowledge of self-assessment strategies. This mismatch emphasises the necessity of introducing self-assessment tools and ensuring that students understand their purpose and actively participate in their use.
Regarding the effectiveness of self-assessment, 33% of teachers considered self-assessment "somewhat effective" (See appendix 6). The qualitative feedback from the questionnaire revealed a repeating theme: although some students appeared to benefit from the process, others struggled with the accuracy of their assessments or had an explicit knowledge of how to reflect meaningfully on their work. This echoes potentially more significant issues in the research on the diversity of learners' metacognitive skills (Andrade & Valtcheva, 2009). Pupil viewpoints backed this mixed viewpoint, with several students stating that self-assessment helped them detect errors and improve their work. Pupil F said, "It shows me if I did something wrong and how to fix it," indicating they felt self-aware and in control over learning. However, some students preferred external input, with pupils D saying, "I don’t really like it because I’d rather the teacher just tell me." These comments indicate that some students benefit from the autonomy self-assessment encourages, while others may lack the confidence or abilities required to self-evaluate effectively. This highlights the essential role of teacher guidance and explicit instruction in developing pupils' metacognitive skills and deepening their understanding of success criteria.
Staff highlighted various challenges while using self-assessment techniques. They shared concerns about limited time in lessons, variations in students' grasp and ability to self-assess, and the continual need for teacher modelling and assistance. Concerns were also expressed concerning the validity of student judgements, especially if they were to lack explicit success criteria to guide their assessments (See appendix 10). These problems are consistent with results in the literature, which emphasise the need for scaffolding and teaching self-assessment methods to enable meaningful participation (Sadler, 1989). Data from pupil interviews backed these concerns. Many students expressed confusion about assessing their work appropriately; Pupil J noted, "Sometimes I don't know what the answer is meant to be, so I just guess if I got it right." At the same time, pupil A added, "I don't always know if I'm doing it properly." These replies reveal a lack of clarity and confidence among certain students, indicating that self-assessment is most successful when combined with precise teaching, appropriate success criteria, and regular practice opportunities. Without these supports, self-assessment may become confusing and time-wasting for students.
The findings are consistent with previous research on self-assessment in education. According to Black and Wiliam (1998), self-assessment increases learner autonomy and ownership of learning, as evidenced by students who consider it useful for recognising errors. Gadsby and Beere (2012) emphasise that effective self-assessment depends on learners comprehending the success criteria, a significant problem in the current study. Many students were unaware of what they were assessing or how to mark their work appropriately, indicating that additional practice is required to develop these abilities. Rowland (2024) also contends that self-assessment must be expressly taught to be effective. This view is supported by teacher and student responses in this study, which show that consistent knowledge and successful implementation have yet to be ingrained while methods may be in place.
To conclude, the research examined how Year 6 students and teachers viewed self-assessment, which showed that effective implementation of self-assessment promotes learning through student independence and metacognitive development. Both teachers and pupils identified challenges in the process. According to their responses, teachers needed additional training and resources to perform self-assessment effectively and consistently, while pupils preferred a combination of teacher and self-assessment. The main obstacles that emerged involved students who lacked confidence in their abilities and struggled to assess their work quality properly. Conducting this research had a substantial impact on my professional growth. I've developed a better understanding of the necessity of self-assessment in encouraging reflexive learners and the role of teacher support in making the process relevant. I intend to incorporate systematic self-assessment opportunities into my teaching, utilising defined success criteria, reflective sentence openers, and consistent tools like traffic light systems. I also plan to openly demonstrate how to self-assess and give regular opportunities for guided reflection.
While the mixed-methods approach provided a thorough grasp of participants' opinions, the limited sample size restricts the generalisability of the findings. Further study might examine the long-term effects of organised self-assessment training on student independence and performance, particularly across year groups and areas of learning and experience. Finally, for self-assessment to be effective, it must be properly structured and practised regularly. Teacher modelling, regular use of tools, and clear success criteria are critical for ensuring that students gain the confidence and precision required to take responsibility for their learning.
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