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Module Code:  ECAD5014

Assignment Title: 
Design and conduct a small-scale research study, and critically evaluate the chosen research tools, and the impact of your findings on your professional practice.

Student Name: Elise Ward
Student Number: 2304322 
BA Primary Education (QTS)

AI Acknowledgement
I acknowledge the use of ChatGPT https://chatgpt.com on 2/04/25 to Find credible sources. I used the prompt(s): 
1. What credible source mentions that Hattie agrees with WAGOLL?
2. Are there any credible sources that say benefits and limitations of semi-structured interviews?
I confirm that I have not presented any AI generated text as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used before and after the use of AI tools which I may be asked to provide in evidence.

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


	Choose your vocabulary carefully and ensure most appropriate words are selected for most impact. Continue to develop academic writing method. 

	Engaged with the the academic phrasebank provided on moodle. 
	Consistently throughout assignment. 

	Sustain your high level of critical analysis, ensuring a balanced investigation of contradictory or incomplete data. Explore opportunities for original contributions to your field, perhaps through research projects or academic paper submissions. 

	Continued to critically analyse throughout and use credible sources to back up arguments. 
	Literature review and methodology. 

	Continue to develop the skills of synthesis and analysing by comparing and contrasting the main arguments that arise across multiple sources. 

	Used multiple credible sources to compare and contrast different viewpoints.  
	Literature review. 





What are KS2 teachers’ and pupils’ perceptions of the impact of WAGOLL in advancing learning
Introduction
This assignment aims to discuss and analyse research findings of pupils’ and teachers’ opinions of a specific Assessment for Learning strategy to further develop professional learning and teacher development. Assessment for learning (AFL) is an approach to teaching and learning that assesses children throughout the ongoing process, rather than at the end of their learning (Cambridge International, 2019). The Curriculum for Wales (2023) identifies AFL as a vital element to implement within the classroom. The Pedagogical Principles outlines that good teaching and learning uses AFL throughout (Welsh Government, 2023). AFL is essential for pupil confidence and engagement to grow and for children to thrive in their learning. Black and Wiliam (2009) suggest that AFL can develop metacognition amongst children, meaning they become aware of their own learning, and how to monitor and evaluate it (Westbroek et al., 2020). A small-scale research study was conducted in a rural village in South Wales consisting of 118 pupils. The school that the research was conducted at must remain anonymous under The British Educational Research Association (BERA) guidelines and will be referred to as School X (BERA, 2024). The research project gathered data through a questionnaire and semi-structured interviews. An ethics form was created which highlights the aims of the research activity (see appendix 1). These include exploring teacher and pupil perceptions of WAGOLL, critically evaluating the interviews and questionnaire research methods and to further develop personal knowledge and understanding of WAGOLL as a tool to advancing learning. 
Literature review 
The focus question of this assignment is ‘What are KS2 teachers’ and pupils’ perceptions of WAGOLL in advancing learning’. A WAGOLL is also known as ‘what a good one looks like’ and is used within the classroom by teachers displaying a good piece of work (Bushnell et al., 2020, p.41). This can be through teacher constructed examples and pupil work examples. Black and Wiliam (1998) theorised that there are 4 key elements to AFL. One of which, focuses on sharing learning intentions and criteria with learners. WAGOLL examples fall under this area of AFL (Black et al., 2003, p.22). 
WAGOLL examples are argued to only be beneficial when used throughout the learning process rather than at the end for pupils to fully understand what is expected of them during the lesson (Bartlett, 2015). A WAGOLL can be beneficial for children to use in every area of learning, however, is most commonly used within Literacy lessons or when introducing a new topic (Teachit, 2024). However, WAGOLL examples can be challenging to implement affectively due to differences in ability. For example, the WAGOLL may be too challenging for lower ability pupils to work towards or not challenging enough for high ability pupils to work towards (Education Endowment Foundation, 2021). 
John Hattie (2009) argues that teacher expectations can be made clear through the means of a WAGOLL example. Hattie also argues that children gain the most benefits from a WAGOLL example when they are able to analyse it and understand the attributes of high-quality work (Hattie, 2009). Additionally, D Royce Sadler (1989) identifies that WAGOLL examples encourage children to deepen their understanding and that they cannot fully understand the lesson without seeing an example of good work (Sadler, 1989). Correspondingly, Estyn recognises that the most effective teaching offers pupils an excellent example of work which deepens their understanding, confidence and increases independence in their learning (Estyn, 2022). However, Sadler also states that a WAGOLL example should be generated from pupil work to be the most effective example (York St. John University, 2024). 
To add, WAGOLL is a key method for pupils with ALN to have a visual representation of the expectations for their work (British Dyslexia Association, 2023). However, Dylan Wiliam (2017) highlights that sharing good examples of work can lead to pupils becoming overly dependent on the model given to them and to an extent, copying the displayed work (Wiliam, 2017, p.75). Similar to this thought, Dobson and Stephenson (2018) state that a WAGOLL can sometimes mean children are not challenging themselves to complete the work to their own ability and are restricting their learning (Dobson and Stephenson, 2018). 
Additionally, WAGOLL can motivate pupils to work towards a certain level of work if the example is within their ability range. In contrast, WAGOLL examples can lead to pupils becoming less motivated and withdraw from the lesson if the example is well beyond their ability level or is not similar to their work (Wiliam, 2017, p.75). To add, there can also be differences of opinions to what is deemed a high-quality piece of work, meaning the best example may not be selected (Smith, 2025).
Vygotsky argues the theory of the Zone of Proximal Development (ZPD) in which children can develop skills with support that they cannot develop without support. Vygotsky also introduced the concept of scaffolding, meaning the support that is given to help bridge the gap between what learners can currently do and what they will be able to do with support (Mooney, 2013, p.101-102). WAGOLL examples are a method of scaffolding, involving teachers providing temporary support for pupils to reach an understanding. 
The Education Endowment Foundation (EEF) indicates that scaffolding techniques can be in the form of written examples, such as a WAGOLL. The EEF recognises that scaffolding techniques such as a WAGOLL, can develop metacognition amongst pupils (Stephenson and Gill, 2024, p.199). It is also recognised by the EEF that these strategies can gain at least 7 months of learning time with a low implementation cost. However, there is little research to support their implementation within the classroom (Education Endowment Foundation, 2021). 
Methodology 
Throughout the course of the research conducted, semi-structured interviews were used to gather qualitative data. Comparatively, questionnaires were also used throughout the research project to gather primarily quantitative data with small sections of the questionnaire offering qualitative data. Qualitative data is recognised as descriptive information that cannot be interpreted using numerical analysis. However, Quantitative data is outlined as data that can be interpreted in numerical forms (National Library of Medicine, 2022). It is outlined that semi-structured interviews are a method of gaining data involving a set of pre-determined questions from the interviewer but also allows for flexibility (Cohen, Manion and Morrison, 2018). 
Semi-structured interviews were conducted with a sample of 2 KS2 teachers within School X to gather their opinions on WAGOLLS advancing learning. The interview consisted of 8 main questions with smaller sub questions to ask the participants which prompt a deepened discussion. The intended goal for interview responses was 2, with the minimum expected response being 1. However, a larger sample would be more beneficial for data as it means that data can be generalised, meaning it is able to be applied to the wider population (Larsson, 2009). It was not possible to gather a larger number of responses for teacher interviews due to School X only having 2 KS2 teachers. 
Semi-structured interviews can be a beneficial method to gather research data. Tegan George recognises that they can provide reliable data to researchers due to the rich and authentic information provided. However, George also states that semi-structured interviews can have less validity than other research methods due to the flexibility of answers gathered (George, 2022). Additionally, semi-structured interviews can be associated with interviewer bias, meaning participants answers to questions are swayed towards the interviewers' opinions and the specific answers they are looking for (Kvale and Brinkmann, 2009, p.130). Due to the qualitative data provided from semi-structured interviews, there may be inconsistencies with data gathered meaning it is difficult to analyse and interpret the data (NCVO, no date). The interview questions can be identified in appendix 4. The qualitative data gathered from the interviews is displayed in a transcript seen in appendix 5 and 6. After comparing both interview times and responses, it can be recognised that interview 2 was a significantly shorter and less in depth than interview 1, meaning less useful data was gathered. 
During the research project, the questionnaire was dispersed to a sample of 28 pupils of year 5 and 6 in School X, with an expectation of 10 responses. The questionnaire gathered 27 responses of pupil perceptions of WAGOLL to their learning. Microsoft Forms was the chosen tool to gather questionnaire responses as it ensures anonymity and easy access for the participants to complete the questionnaire through scanning a QR code. The questionnaire primarily consisted of closed-ended questions with 2 questions allowing for flexible answers. Close ended questions were chosen due to time constraints, meaning this method ensured all children had the opportunity to answer all of the questions in the time allocated. However, it is essential to recognise that close ended questions can lead children towards an answer that they may not actually believe (Reja et al., 2003). 
Questionnaires are also a beneficial method for conducting research, in particular with children as it ensures they remain anonymous (Lambert, 2019). This factor also ensures that there is no researcher bias that could negatively impact the research results. Munn and Drever (1990) suggest that questionnaires allow for easy data analysis that can be generalised. However, responses tend to be superficial. Additionally, questionnaires are quick to distribute and have little to no cost, meaning they have a high response rate (Munn and Drever, 1990). However, due to questionnaires being quick to fill out, they can be rushed by participants meaning there is no validity as answers may not be properly thought about (Lambert, 2019). This may also negatively impact the credibility of the data. The questionnaire can be found in appendix 7. The quantitative data gathered from the questionnaires is displayed in bar graphs and pie charts shown in appendix 8. 
However, there are limitations to this research study. Due to the interview section of the research being conducted in a small school with only 2 teachers within KS2, the volume of data gathered during interviews is limited. This could be tackled by opening the research to a larger sample group such as Foundation Learning teachers. However, this could negatively impact data findings as there would be a significantly large difference between pupils’ ability in the youngest year group and the oldest year group so teacher perceptions of WAGOLL could be affected. 
Throughout the course of the research project, ethics were significant to consider. The BERA guidelines were consistently adhered to throughout the course of the research and influenced decision making. For example, through confidentiality considerations (BERA, 2024). Confidentiality and privacy must remain central to all research that takes place to ensure the research remains ethical. Confidentiality means to maintain a secure privacy of sensitive information such as names, age, address and other personal details (Kang and Hwang, 2023).
Prior to the research project, an ethics form was completed which outlined how the research will remain ethical (see appendix 1). This includes respecting the views of participants, adhering to their rights and informing them how the data will be used. Moreover, before the research was conducted, a consent form was issued for the school headteacher to fill out as the Gatekeeper of School X (see appendix 2). A consent form was also filled out by both participants of the interview; however, the completed forms cannot be included to ensure the participants remain anonymous under BERA guidelines (see appendix 3). Consent must be obtained prior to research being conducted to ensure participants feel informed about their decision to take part (University of Oxford, 2021). 
The UNCRC identifies in article 12 that the views and decisions of a child must be respected in all matters regarding them (UNICEF, 1989). In relation to this and BERA guidelines, the children and teachers who were involved in the research were informed that they had the right to withdraw at any time and also had the choice not to take part in the research (BERA, 2024). 27 of the pupils selected ‘yes’ for question 1 which gave their consent for the research. 
Discussions and findings
As identified in appendix 8, the pie chart for question 2 shows that 64% of children believe WAGOLL examples to be somewhat helpful to their learning, with 18% believing them to be very helpful and 18% also believing them to be neither helpful nor unhelpful. To add, question 3 of the pupil questionnaire displayed that 32% of pupils believe that WAGOLL examples help them to understand the lesson better, with 7% believing they do not help to understand better, and 61% selecting maybe. Due to the high number of ‘maybe’ answers, it could indicate that children do not have a sufficient awareness about WAGOLL examples and if they pose any benefits to their learning. However, teacher 1 had a different viewpoint to question 5 which is highlighted in appendix 5. They stated that WAGOLL examples help children to deepen their understanding of the lesson as it allows pupils to understand where the teacher intends the learning to go and how they are going to get there. This aligns with Hattie’s’ thought, as he suggests that WAGOLLS can help children to understand the lesson better and shows pupils where the lesson is intended to go (Hattie, 2009). 
The pie chart shown for question 4 demonstrates that 68% of pupils agree that their class teacher sometimes shows them a WAGOLL example (see appendix 8). To add, 11% of pupils stated that their teacher rarely shows them a WAGOLL example. Linking to this, teacher 2 stated for question 7 that pupil constructed WAGOLL are used less within the classroom as they are time consuming. Despite the barrier identified to implementing this method, both teacher interviews stated in their response to question 7 that they believe pupil made WAGOLL are more beneficial for learning as it makes children believe it is something achievable for them, which evidently improves their confidence. Question 5 of the pupil questionnaire highlights that 25% of the respondents selected ‘no’ when asked wether seeing a WAGOLL example improves their confidence in their own work (see appendix 8). In contrast, the interview conducted with teacher 2 outlined for question 6 that WAGOLL examples do improve pupil confidence, and they recognise this through improvements in their pupils writing (see appendix 6). This suggests that teachers may have a better opinion of WAGOLLS than pupils. 
The teacher interview highlighted in appendix 6 noted for question 4 that a barrier to WAGOLL examples is that it can over scaffold tasks for pupils to the extent that they can ‘copy it, become complacent and not think of their own work’. This point reinforces Dylan Wiliam statement that showing good examples of work to pupils can cause them to overly copy it and not think of their own ideas (Wiliam, 2017, p.75). In relation to this, the answer also links to Vygotsky theory of scaffolding as noted earlier, however, counteracts his claim of the positive effects that it can bring as the participant recognises that too much scaffolding can actually impact children negatively (Mooney, 2013, p.101-102). This is due to children not challenging themselves in their work.  
Question 1.1 of the teacher interview shown in appendix 5 suggests that a WAGOLL is particularly beneficial for children when a ‘what a bad one looks like’ (WABOLL) is also shown for pupils to identify the differences and analyse what makes one example good and the other example bad. Similar to this thought, Sadler identified that examples of work can only be beneficial for children when they are able to analyse the parts of it that make it a good example (Sadler, 1989). As identified earlier, The British Dyslexia Association outlines that WAGOLL examples are a key tool to ensure pupils with ALN have a visual representation of the lesson expectations (British Dyslexia Association, 2023). Teacher 1 recalled on a personal experience of this during question 3. They stated that during a creative water cycle lesson, pupils with ALN only fully understood the task once they had a visual representation of the end outcome (see appendix 5). 
Dylan Wiliam suggests that WAGOLL examples can cause children to withdraw from the lesson if the example is not similar to their work or is well beyond their level of ability (Wiliam, 2017, p.75). Comparatively, question 6 of the questionnaire give insight into pupils' personal opinion of why a WAGOLL helps or does not help their confidence. One response stated that a WAGOLL can negatively impact their confidence as they are mostly a lot better than what the respondent feels they could write themselves. Similarly, another respondent stated, ‘I don’t feel like I always need them, and if I see a WAGOLL but it’s completely different to my work it makes me question it even more than before’ (see appendix 8). 
Conclusion and recommendations 
To conclude, KS2 pupil and teacher perceptions of WAGOLL in advancing learning are significantly different. Pupils are predominantly unsure of wether WAGOLL advances their learning or is beneficial for them. However, teacher perceptions of WAGOLL included that they are beneficial for advancing learning, including improving confidence, deepening understanding and displaying teacher expectations. Ideas identified in the literature review are similar to the findings of the teacher interviews. This includes theorists such as Hattie and Sadler. However, the findings of the questionnaire are significantly different to that of literature and teacher perceptions. The chosen research methods have been significantly analysed to ensure research is fully supported by the best possible methods.
If the research was conducted again, I would use the coding and themes technique to analyse data which ensures an easier analysis of qualitative data. To add, I would also ensure that a wider range of analysis methods are used for displaying qualitative data.  Throughout the research project, relevant data has been gathered which will inform future practice, including an important assessment for learning technique being WAGOLL which will be used throughout PTE3. 
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