[image: Discover University of Wales Trinity Saint David]
RESULT [image: ]


	ASSIGNMENT DETAILS AND FEEDBACK
SOUTH WEST WALES CENTRE FOR TEACHER EDUCATION


Sections marked with * should be completed by module lead
	Student name:
	Seren Speake
	Student P number:
	1300417

	Programme: *
	Secondary Post Graduate Certificate in Education

	Module: *
	Curriculum Development and Enhancement
	Module Level (6 or 7): 
	Level 7

	Module code: *
	ECSP7002
	Contribution to Overall 
Module Assessment (%): *
	100

	Module Lead:*
	Jan Barnes

	Assignment Title:*
	Reflections on Teaching and Learning
	Assignment No (x of x):
	1

	Start date:*
	
	Submission deadline:*
	14th May 2018 –full submission

	Return date of provisional marks & written feedback:*
	11th June 2018




	Module lead to tick to indicate if a hard copy version of the assignment must be submitted.*
	YES
	

	
	NO
	√


	Referencing:
	In the main body of your submission you must give credit to authors on whose research your work is based. Append to your submission a reference list that indicates the books, articles, etc. that you have read or quoted in order to complete this assignment (e.g. for books: surname of author and initials,  year of publication, title of book, edition, publisher: place of publication).

	Submission:
	All assignments must be submitted to Turnitin unless otherwise instructed by the Lecturer. 
Note: the Turnitin version is the primary submission and acts as a receipt for the student.  Late submission of the electronic version of the assignment will result in a late penalty.  Penalties for late submission: Up to one week late, maximum grade D.  Over one week late, Refer.  Only the Extenuating Circumstances Panel may grant an extension.
	
Date:
	
14/05/18


 ‘What impact do KWL grids have on a range of pupils’ learning in Religious Education?’
Introduction (section 1)
     Before examining in more depth, the proposed title, it is first necessary to provide a context of the school that is under consideration within this research activity. School X is an English-medium mixed 11 to 18 school with a current total of 1,721 pupils on roll, including 344 in the sixth form. The school is situated close to the centre of the city and serves a catchment area in which there are high levels of social and economic disadvantage. No pupils speak Welsh as a first language and approximately 70% of pupils come from a minority ethnic background and speak English as an additional language.  Over 60 different languages are spoken within the school community. The two classes that have been chosen for this research activity are all currently in year 9. One of the classes includes learners of a lower ability, including a number with additional learning needs and the other is a top-set class with a large number of more able and talented learners. 
The reason I have chosen to explore the use of KWL grids is due to a sparked interest in the enhancement of learning through self-assessment as the result of using KWL grids in a previous placement school. I am interested to investigate whether self-assessment as an assessment for learning (AFL) strategy has an impact on learners’ results in formative assessments. In addition to this, this strategy also coincides with one of Donaldson’s four purposes; ambitious, capable learners, who are able to build up a body of knowledge and have the skills to connect and apply that knowledge in different contexts (Donaldson, 2015).  
 
Literature Review (section 2)
     Within this section I will be evaluating academic research and professional literature relating to self-assessment and KWL grids as an assessment for learning strategy. I will be identifying key issues and concerns, examining the differing views and explaining how my own teaching and learning decisions have emerged as a result of this reading. 
Assessment for learning (AFL) as a pedagogical principle can be defined as ‘an approach to teaching and learning that creates feedback which is then used to improve students’ performance’ (Cambridge International Education Team). According the Black (1990), AFL is based on five key elements: ‘learners are actively involved in their own learning; effective feedback is provided to learners; teaching activities are adapted in response to assessment results; learners are able to self-assessments; and the influence of assessment on learners’ motivation and self-esteem is recognized’ (Hattie, 2008). This research activity focuses specifically on the fourth of these five key elements, self-assessment and the impact self-assessments has on learners’ results in formative assessments. There are many recorded assessment for learning strategies however, this particular research activity focuses on the use of KWL grids as a means of improving formative performance. Self-assessment is simply ‘the act of judging ourselves and making decisions about the next step’ (Boud, 1995:1), through questioning and critical self-reflection. It is a ‘commonplace part of learning’ (Boud, 1995:1) that all learners are encouraged do in order to check their understanding and learning. The research on learner self-assessment is pretty clear: when learners have opportunities to review and revise their own learning in light of the criteria for it, their performance improves’ (Andrade, 2018) and progress is made. Self-assessment involves helping students set their own learning goals, monitor progress toward achieving these goals, and make adjustments in learning and teaching strategies as required (Arends, 2010), supporting Black (1990) and his five key elements for assessment for learning, discussed above.
As this research activity focuses on the use of KWL grids as a means of self-assessment, it is essential that this strategy in particular is also examined. The KWL Strategy (Ogle, 1986), supports reading comprehension in all subject areas through the use of brain-storming, purpose-setting and reflecting. Along with accessing the learners’ prior knowledge (APK), helping the learner to consolidate what has already been learnt and providing a strong schema for new learning (Carless, 2006:137), KWL grids also allow for individual learners to reflect on their learning and self-assess their understanding by the end of a set task or lesson. 
According to Kuhlthau, the three questions within the KWL strategy: What I already know?; What I want to know?; What have I learned today?, ‘are the seeds of a constructivist approach’ (Kuhlthau, 2007:3). The focus on finding new information, learning it, and connecting it to what they already know allows for a process of constructing new knowledge and the ability to reflect on this at the end, with the last column acting as a plenary or self-assessment tool. This acts as a type of a ‘graphic organiser’ (Luzet, 2013) which enables learners to visualise their ‘learning journey’ (Luzet, 2013). The KWL process allows learners to see the bigger picture, make connections within a topic and review the process they are making within the subject or topic (Luzet, 2013).
However, upon further investigation of the term ‘self-assessment’, there seems to be a possible disparity with regards to KWL grids as a so-called method of self-assessment. According to Kelly, assessment is the formal practice of establishing the level of a specific performance (Kelly et al., 2016). Interestingly, KWL grids in a number of different sources of academic research, have been considered to be a method of self-assessment. However, it may be more prudent to consider KWL grids as a method of self-evaluation. The reason for this conclusion can be attributed to Kelly’s definition of evaluation, ‘the informal process of ascertaining a pupil’s progress’ (Kelly et al., 2016). The use of KWL grids is far less formal method of establishing the level of a specific performance. It could be argued that leaners are simply evaluating the new information they have acquired during a lesson and connecting it to their pre-existing knowledge. Therefore, this research activity could arguably be the exploration of the use of KWL grids as a self-evaluation strategy rather than a self-assessment strategy.  It is however important to note that this particular research activity concerns how the use of KWL grids impacts learners’ results in formative assessments. As self-assessment and formative assessment are said to be inevitably linked (Black et al., 1990), I intend to continue considering KWL grids as a method of self-assessment, as they ‘enable learners to evaluate what they have found out and involves them in self-assessment’ (Bermingham et al., 2003:127). 
According to Black (1990), the link between formative and self-assessment is not an accident, ‘it is indeed inevitable’ (Black et al., 1990:9). Self-assessment is far from a luxury but is in fact an essential component for formative assessment’ (Black et al., 2004:10). In order for formative assessment to be beneficial, ‘pupils should be trained in self-assessment so that they can understand the main purpose of their learning and thereby grasp what they need to do to achieve’ (Black et al., 1990:10). One critique of this argument is that some learners do not possess the skills in order to carry out self-assessment successfully. 
According to Boud, there are two key elements to assessment, whether it be assessment by the learner or by the teacher: ‘firstly, is the development of knowledge and an appreciation of the standards required to fulfil criteria set by specific work; and secondly, is the capacity to make judgements about whether or not the work involved does or does not meet these standards’ (Boud, 1995: 11). Ultimately, ‘establishing criteria and judging work in light of them’ (Boud, 1995: 12). However, an arguable limitation of this source is that the author writes from a higher education perspective, students in a university setting, not learners in secondary education. ‘The book is grounded in experience of using self-assessment in a range of higher educational and professional settings’ (Boud, 1995:1). It can be argued that learners in a secondary school setting have different learning needs and levels of skill acquisition to those at a higher level of education. Despite the limitation of this particular source, other sources of academic literature have in fact drawn upon similar conclusions in regard to self-assessment; that without criteria for a particular task or set of tasks, learners are unable to make judgements in light of them. 
This leads onto the drawbacks of self-assessment, which is not the reliability of the learners, ‘it is found that pupils are generally honest and reliable in assessing both themselves and one another’ (Black et al., 1990:9) but the fact that ‘learners can only assess themselves when they have a sufficiently clear picture of the targets that their learning is meant to obtain’ (Black et al., 1990:9). In simple terms, self-assessment is not a behaviour for learners to easily acquire (Fairbrother et al., 2001:186). It was discovered by Broadfoot that learners in secondary schools found self-assessment difficult due to a lack of clear assessment criteria (Fairbrother et al., 2001). This supports Boud’s (1995) notion that self-assessment requires two key elements and without an understanding of the criteria that is needed to be met, learners are unable to judge their work in retrospect of it. This ‘passive reception’ (Black et al., 1990:10) means that many learners do not have a clear picture of what needs to be met and instead become accustomed to receiving teaching as an ‘arbitrary sequence of exercises with no overarching rationale’ (Black et al., 2004:10). Learning is about an individual creating their own explicit understanding, rather than just regurgitating words and facts.
In addition to this, Hattie (2012) laments that some students ‘lack self-regulatory attributes such as self-monitoring, self-evaluation and self-assessment, presenting a possible issue in lower set classes’ (Hattie, 2012). A large number of studies show that accuracy in self-assessment is related to academic ability: the higher performing learners evaluate their work more accurately (McMillan, 2013:385). This can arguably be attributed to inexperience (Priestly, 1982:87), again supporting the notion above that self-assessment is a skill that requires guidelines and criteria. Learners cannot be expected to have inherent experience in conducting self-evaluations, reflections and assessments as this is a skillset that needs to be taught and learned. Without the full accessibility and understanding of the requirements of a set piece of work, learners are unable to reflect upon whether they have been successful or not. For this reason, I planned to test whether the use of KWL grids, as a means of self-assessment, at the end of every lesson, had a greater impact on formative results in the higher set class in comparison to the lower ability class. Would a lack of success criteria hinder those learners in the lower ability group and would this method of self-assessment only benefit those of a high ability?. However, there is an arguable critique of this conclusion. It is important to consider that the results may vary greatly depending on the school and the policies implemented within that school. For example, one school may implement self-assessment strategies more regularly than others. Learners that have already been exposed to self-assessment in the past are bound to be more au fait with how other self-assessment strategies such as KWL grids, work. This could arguably question the validity of the results and so it vital that the school’s policies are taken into consideration before results taken from testing are used in order to draw comparisons with other results from different schools. The school and its policies under consideration in this research activity will be discussed within a later section. 
Another disadvantage of self-assessment discussed within research literature is the notion of ‘norm referencing’ (Fairbrother, 2001:186). In short, this is a learner’s tendency to make judgements by comparing themselves with their peers, as opposed to ‘criterion referencing’ (Fairbrother, 2001:186), making judgements in accordance to performance criteria. This again links to the fact that some learners are unable to successfully carry out self-evaluations, reflections and assessments and instead look to their peers as a benchmark. Contradictory to Black (1990), who argues that reliability is not an issue of self-assessment, this idea of ‘norm referencing’ is supported by Brown who claims that there is ‘robust’ (Brown, 2013) evidence to suggest that there are strong psychological pressures on learners that lead them to be dishonest about their own learning. ‘Student may intentionally disguise the truth in order to protect their reputations’ (Brown, 2013). Therefore, it is argued that self-assessment processes, if not structured correctly, can cause harm in classroom setting. It can lead learners to have incorrect conclusions about how successful or unsuccessful they have been, and they can base personal decisions on false interpretations of themselves and their learning (Brown, 2013). This concerns the concept of a self-fulfilling prophecy. If the results of an assessment or a particular piece of work is considered as the ‘final word on their competences’, learners may often adopt the mindset that they are limited in what they can achieve (Wragg, 1997) and as a result, it becomes hard for the learner to refute this belief of themselves and their capabilities. In addition to this is the possible danger of self-assessment fostering a very individualistic approach to learning (Boud, 1995: 22). Unlike other methods of assessment such as peer assessment, self-assessment focuses solely on the individual, relinquishing any interactivity with others and the chance for collaboration. 
This leads onto the question of validity. The outcome of self-assessment strategies, according to academic literature, are not necessarily a true representation of what the learner knows or has understood. For example, learners of a lower ability may have an awareness of a particular teaching within any subject but may not be able to articulate themselves on paper. This often leads to the learner becoming disassociated and passive in their own learning, again supporting this notion of a self-fulfilling prophecy. Learners automatically stereotype themselves and close their minds to any further learning (Wragg, 1997). Therefore, it can certainly be argued that it is vital for scaffolding to be in place in order for those who are unable to fully express themselves to reap the so-called benefits of self-assessment. In addition, the self-fulfilling prophecy ‘illuminates’ the ways that the teacher’s expectations influence learners’ behaviour and academic achievements. This is also known as the Pygmalion effect; whereby higher expectations result in an increase in performance. 
Upon investigation, it has additionally been highlighted within academic literature that gender has a significant role in self-assessment. For example, Pope (2005) suggested that females are more stressed than males by self-assessment’ (Tucker, 2017:87). Studies have shown that females tend to underestimate their own performance whilst males on the other hand, tend to overestimate themselves. However, one arguable drawback of these studies carried out is that they reflect first year medical students and not pupils within a secondary school setting. In addition, this notion of a self-interest or emotional involvement contradicts Black (1990) who, as discussed above, states that the reliability of the learner is not deemed an issue of self-assessment. On the other hand, Brown argues that there are many factors that contribute to unrealistic self-assessments including a tendency to be unrealistically optimistic, and that assessment for learning policies such as self-assessment may overlook ‘important facets of how humans make judgements’ (Brown, 2013). Despite this, gender disparities were still considered when examining the results of this intervention. 

School Policy and Practice (section 3)
        Within this section, I will briefly examine the school and departmental policies which coincide with this research activity. I will consider how they link with other academic literature and whether or not they agree or disagree with such. 
School X promotes the use of the ‘purple pen of progress’, this is a form of self-assessment that learners are expected to engage with after work has been marked either by the teacher or by a peer. This allows the learner to assess what they have done well and what they need to do in order to progress further. The RE department in School X also encourage the use of a ‘now do this’ task in which learners are expected to complete to further enhance their learning or to correct any misconceptions, closing the gaps in their work. The endorsement of such a reflective activity corresponds with academic literature which ultimately promotes the use of self-assessment in a classroom environment, as Black (1990) hypothesizes that self-assessment is one of the four most powerful and effective classroom assessment strategies (Black et al., 1990).
Upon investigation, the last Estyn report for School X included a number of prospects for improvement, including that there is a ‘strong culture of accountability at all levels of leadership’ (Estyn, 2017). This leadership includes learners as well as teachers. Whilst teachers generally retain the responsibility for learning in a classroom, learners themselves are now being encouraged to take more responsibility for their own learning and development (Turner, 2011), including self- evaluations, reflections and assessments. This is where the use of purple pen as a self-assessment tool in School X derived from.  
In addition to this, Estyn also concluded that ‘many pupils make strong progress in their knowledge, understanding and skills’ (Estyn, 2017). Part of the ‘purple pen of progress’ is to encourage development of their own learning and understanding through the skill of evaluation. As a whole-school strategy, the intervention of ‘purple pen’, provides an almost success criteria that learners become accustomed to utilising throughout their time in school. This intervention also encourages collaboration across the school. 
In addition to Estyn reports, I also took the RE departments’ improvement plan into consideration. Upon investigation (see appendix), School X’s department improvement plan contains a whole ‘priority’ on the development of learners’ attitude to learning, including behaviour and independence. With this research activity in mind, the focus lies particularly with learners’ independence. The priority contains two improvements that link with the study of self-assessment, these are to: develop pupil response through carrying out assessments and following them up with pupil response through a ‘now do this task’ task; and to develop self and peer-assessment through identifying opportunities for self and peer-assessment and completing more than one self or peer assessment per half term. This arguably acts upon one of the drawbacks of self-assessment strategies which Priestly (1982) argues is attributed to inexperience. By implemented self-assessments regularly within School X, learners will ultimately become more and more inexperienced in making self-evaluations, reflections and assessment. 

Methodology & Ethics (section 4)
          In this section, I will be outlining the methods I had chosen to use in order to explore my research question, explaining the reasons why I had chosen these research tools and discussing the benefits and drawbacks of these chosen methodologies. In order for this research activity to result in benefit and ensure that no risk of harm was to come as a result of it, it was carefully conducted in accordance to BERA guidelines and procedures. It is vital that all learners involved within this study were protected at all times, this included their anonymity and any personal details. The learners chosen for this activity were firstly provided with a letter of consent for their participation and they were informed and continuously reminded that they were able to withdraw at any time. This letter (see appendix), provided the learners with a brief summary of the research project and that their rights were to be upheld at all times. In addition to this, I ensured that I was the only person with access to the raw data involved in this research activity and that all the data was locked away so that noone else had access to it. 
For this proposed research activity, I intended to adopt a mainly qualitative approach through the examination of the learners’ work. It was decided after liaising with my mentor that the observation of learners’ work would be used to gather the appropriate data needed for this research activity. Another reason I had chosen to examine the learners work was subsequent to this method being used by other academic writers who have also studied the impact of self-assessment as an assessment for learning strategy. For example, Wray laments that from extensive use of KWL grids, two major benefits have been found. The study of KWL grids is an example of qualitative research. Qualitative research, in broad terms, is an approach that allows one to examine people’s experiences in detail by using specific research methods (Bailey et al., 2011:8), in the case of this research activity, a triangulation of data; the learners’ current levels from their previously assessed work; the learners’ levels obtained as a result of their next assessed piece of work having implemented KWL grids; the marks book used to record the learners’ levels in order to draw comparisons between the results, if any. This method is known as ‘constant comparisons’ (Babbie et al., 2009). This involves the detection of patterns within observations which are then compared with patterns from previous observations (Babbie et al., 2009). Researchers of this kind select a different type of ‘case’ and repeat a process that has been previously used, examining their findings to see if anything has altered in the patterns. Naturally, this approach has its limitations. According to Silverman (1985), triangulation of data is ‘positivistic’, as it suggests that multiple data is superior to a single data source. There tends to be an assumption that single data can always be measured more than once, violating its uniqueness and particularity. In addition to this, it has also been suggested that this approach does not necessarily ensure a lack of bias and the promotion of objectivity. 
Qualitative research studies people in their natural settings, to identify how their experiences and behaviour are shaped by the context in which they live (Bailey et al., 2011:9). An example of this would be the issue of gender highlighted above. It has been statistically proven that gender impacts the outcome of self-assessment, with males being far less critical of themselves than females.
According to academic literature, one of the major critiques of qualitative research is the validity of generalizing results to the larger population (Houser, 1998:38). There is a danger of a broader perspective being lost as a result of the very specific nature of this type of research. Babbie supports this notion lamenting that generalizability is a ‘problem’ qualitative research (Babbie et al., 2009:230). It is important to consider that this author writes from a social science perspective rather from an educational one. 
In addition to this is the possibility of bias and a lack of objectivity. According to Bailey, the researcher needs to be ‘open-minded, curious and empathetic’ (Bailey et al., 2011:9) diminishing the potential for bias when interpreting data. This further supports the Fielding and Fielding who hold that methodological triangulation does not necessarily ‘increase validity, reduce bias, or bring objectivity to research’ (Cohen, 2017). This does not any room for change but instead suggests that there is only one fixed final outcome or conclusion. 
Despite this, the strengths of qualitative research generally outweigh the weaknesses. Strengths of this approach include: the ability to obtain a detailed understanding of a person, event or phenomena; the ability to study events or phenomena in the natural environment (Houser, 1998). 
Although this research methodology is predominantly qualitative in nature, I do however intend to adopt a quantitative approach when comparing the results of the learners’ formative assessments. Quantitative research is essentially about ‘collecting numerical data to explain a particular phenomenon’ (Muijs, 2010). One of the major benefits of this approach is its flexible nature. Although in education, research generally tends to be collected in a qualitive way, it can however, be presented in a quantitative way. Within this research study, this will be achieved by using KWL grids (a qualitative method) to determine whether self-assessment impacts the results (a quantitative method) of the learners next formative assessment in comparison to their previous formative assessment. The results of each class will then be graphed and compared to examine whether ability has a bearing on formative results after the use of self-assessment. Although the original collection of data will be done so qualitatively, the outcome of this will presented quantitively. 
Aware that both qualitative and quantitative methods of research have their benefits and limitations, I intend to integrate the two approaches for a more rounded final result. According to academic literature, one of the major benefits of integrated research is that, qualitative assessments inform the revision of data analysis whilst quantitative research provides a logical explanation for observations in a form that could be effectively communicated to others. In addition to this, according to Gert, mixed-methods research ‘can be said to have developed from the notion of ‘triangulation’, which expresses the belief that the convergence of evidence stemming from two or more methods can enhance the strength and validity of research findings’ (Arthur et al., 2012). 

Evaluation (section 5)
     Within this section, I will be exploring the sequence of lessons carried out within this study. I will be examining the results from the learners’ formative assessment prior to the implementation of KWL grids and comparing these results with the results from the learners’ formative assessment after having introduced KWL grids as a means of self-assessment. As discussed above, this will be done so by using a triangulation of data in order to draw comparisons between the results. 
For this activity, I carried a series of three lessons which included the use of KWL grids (see appendix). In each lesson, I asked the learners in both classes to complete the first two columns at the beginning of the lesson; What I already know; What questions do I have. From this, myself and the learners were able to access their prior knowledge (APK). Then, at the end of each lesson, I asked the learners to complete the final column of their KWL grids; What I have learned. In doing so, learners were expected to draw upon evaluations of their own learning, providing three examples of something they had learned during the lesson. Many of the learners claimed to be unfamiliar with the strategy of a KWL grid and had not experienced them being used in a classroom before. At the beginning and end of each lesson of testing, I gave both classes verbal instructions and provided them with a few verbal examples of points that I expected to be included on their KWL grids, however, I provided no form of written instruction or guidance on the grids. According to academic research, it is important to provide students with instructions and feedback, especially the first few times they complete a new style of activity or task. Over time, learners then become accustomed to completing tasks in a specific manner and feel more comfortable with the expectations and standards (Sackstein, 2015). In addition to verbal instruction, I also reminded each group of learners that they would be completing a formative assessment, similar to one they had completed in their previous assessment, in two lessons time. This had already been set out in the consent form signed by the learners, however, they were made aware again during lessons. 
First under consideration is group A, a high ability group with a total of twenty-nine learners, fifteen of which are female and the remaining fourteen, male. It is vital to note that despite having a large number of learners with English as an additional language (EAL) in the class, all are without any additional learning needs. Below (see Figure 5.1) are the results from the group’s post-testing formative assessment. Upon observation, the majority of learners seemed to be previously working at a GCSE ‘C’ grade, despite only being in year 9. 

	[bookmark: _Hlk513023082]No. of Pupils
	Grade Achieved

	1
	  A*

	5
	A

	7
	B

	9
	C

	4
	D

	2
	E

	1
	F


In spite of only providing the learners with verbal instructions on how to complete the final column of their KWL grids, almost all of the learners in group A gave three exemplary examples of a fact or a skill they had commandeered during the lesson. For example, one learner stated, ‘I have learnt that in order to answer a fifteen-mark question, I will need to use the ‘ADAM’ structure’. Consequent to observation, this was encouraging as I had mentioned the structure they would need in order to answer an exam style question in their post-testing formative assessment. As a school that already promotes the use of self-assessment in the form of a the ‘purple pen of progress’ and regular use of self-assessment as stated in the School’s RE department improvement plan, it was noticeable that the learners in this particular group were accustomed to making critical self-assessments.
Having implemented the use of KWL girds for a total of three lessons, I then provided the learners with a formative assessment in the shape of an exam style question based on the content they had been receiving and reflecting upon during the testing lessons. Below (see Figure 5.2) are the learners results from the formative assessment having implemented KWL grids as a means of self-assessment. Upon observation, all twenty-nine pupils achieved at least one grade or above in the post-testing formative assessment. According to academic literature, self-assessment and formative assessment are ‘inevitably linked’. (Black, 1990), this means that one component is affected by the other. In this case, it can certainly be argued that the use of KWL grids and the strategy of self-assessment has had an impact on the learners’ results in their formative assessment. 
	No. of Pupils
	Grade Achieved

	3
	  A*

	8
	A

	8
	B

	3
	C

	7
	D

	0
	E

	0
	F



The second group under consideration in this study is a lower ability class with a total of fourteen learners, six females and eight males. Unlike group B, this group contains a number of learners with a range of additional learning needs as well as the majority of class also being learners with English as an additional language. Below (see Figure.3) shows the learners results from their last formative assessment. Just by looking at these results, it is obvious to see that the results of this group are significantly lower in comparison to the results of Group A’s pre-testing formative assessment. 
	No. of Pupils
	Grade Achieved

	0
	  A*

	0
	A

	0
	B

	4
	C

	5
	D

	4
	E

	1
	F



Like with Group A, I only provided Group B with verbal instructions on how to complete the three columns of the KWL grid. Upon further examination of Group B’s KWL grids, it appeared that the learners in this group were unable to provide three examples of something they had learnt during the lesson. Many of learners provided only a few words and a select few did not write anything at all. However, during verbal feedback within the lesson, a large number of the learners were able to provide exemplary examples of content of they had cultivated.
Again, like with Group A, I provided Group B with the same formative assessment based on the content they had learned during the three testing lessons. The results of this post-testing formative assessment can be seen below (see Figure 5.4). Under close examination of both formative assessment results, it can be concluded that a total of 7 learners from Group B did in fact achieve at least one grade higher in their post-test assessment. The remaining 7 learners in the group achieved the same grade as they did in their previous assessment. This corresponds with academic literature investigated above which argues that some learners, especially those of in lower set classes, lack the skills required to self-assess and that higher ability learners evaluate their work far more accurately (McMillan, 2013).
	No. of Pupils
	Grade Achieved

	0
	  A*

	0
	A

	2
	B

	4
	C

	5
	D

	3
	E

	0
	F
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With these results in mind, the notion that learners of a lower ability are unable to successfully self-assess without a ‘clear picture’, can certainly be proven in light of this study. Upon observation, it appears that the learners in Group A, the class without an additional learning needs, all improved as result of the implementation of KWL grids as a self-assessment strategy. On the other hand, only half of the learners in Group B improved from their previous formative assessment, with the other half achieving the same grade as previously.  
In addition to this, when considering the gender split of the formative assessment results, interestingly, those who improved in Group B were all girls. The 7 learners that achieved the same grade as they did in their previous formative assessment, were all boys. This certainly supports the notion discussed earlier, that boys have a tendency to over-estimate themselves upon reflection and yet girls generally outperform the boys. Despite any gender disparities, it has been noted in academic research that it is essential that teachers help all learners to develop high expectations of themselves and what they can do. Positive use of high expectations has said to be a ‘useful tool’ for a teacher. When a learner believes these positive expectations, they will generally live up to them and do well, despite their gender.

Conclusions (section 6)
     In this section, I will be drawing clear conclusions on my findings and making comparisons with academic literature, research and readings explored above. I will be pointing towards future interventions and practices based on my own findings about self-assessment and the use of KWL grids as a means of assessment for learning.
As a result of the above testing, it can be concluded that there is an evident link between self-assessment and formative assessment as hypothesized in academic literature. When comparing the learners’ results from their previous assessment with the results of their most recent assessment, after having implemented the use of KWL grids, it can certainly be noticed that their grades did improve overall, especially amongst those who are considered high achievers. 
However, upon examining the results of the lower ability class within this research activity, parallels can be drawn with other academic writers who suggested that a lack of understanding with regards to self-assessment impacts learners, particularly those of a lower ability. Unlike Group A, in which all learners improved by at least one grade in their post-testing formative assessment, half of the learners in Group B achieved the same grade as they achieved in their previous formative assessment. In addition to their formative assessment grade, upon investigation of the qualitative data, it can be noted that a large number of learners in the class, failed to complete the third column of their KWL grids competently. According to Andrade, self-assessment is only deemed useful when the learners have the opportunity to review their learning ‘in light of criteria for it’ (Andrade, 2018.). As a result of this, it can be concluded that It is vital for learners, especially of a lower ability, to be given support and direction in successfully self-assessing. Without such, schema learners have acquired become incommunicable (Bermingham et al., 2003). 
However, this is where the synthesis of qualitative and quantitative methods of research is beneficial. Despite all of the learners in Group A and half of the learners in Group B achieving at least one grade higher in their formative assessment, it is important to comment that a number of the learners in Group A also did to provide any competent evidence of self-assessment on their KWL grids. Focusing on quantitative data alone would reveal that self-assessment does have a lesser impact on lower ability learners however, qualitative data in the form of the learners’ work revealed that even a number of the learners in the higher achieving group did not complete their own self-assessments affectively. A select number of learners in both classes left blanks in the final column of their KWL grids or simply wrote one word as a point they had learnt despite all the learners in Group A improving. Irrespective of this, the large majority of the higher ability group did complete this column successfully and arguably as a result, did improve from their formative assessment. 
Another conclusion that can be drawn from this research activity is that gender, arguably in lower ability groups, is a significant factor to consider when using self-assessment as an assessment for learning strategy. As suggested within academic research, males have a tendency to over-estimate themselves and their achievements and yet generally perform lower than females. This was certainly the case when examining the results of Group B, as the seven learners who did not improve from their previous formative assessment, were all males. 

Limitations and future development (section 7)
    Having drawn conclusions on my findings and having compared these with academic research, I now intend to identify the limitations of this study, making recommendations for future classroom enquiry. 
One of the main limitations of the strategy used within this research activity is that self-assessment does not necessarily benefit every single individual learner. It can certainly be proven that self-assessment benefits those of a higher ability, however, the same cannot be said for those of a lower ability. As discussed in academic literature, learners without the basic tools needed in order to successfully self-assess, will not reap the benefits of this strategy. For this reason, I propose four possible recommendations be made in order to further my own personal teaching development. 
The first possible recommendation may be to include success criteria for the self-assessment or the ‘what have I learned’ column of the KWL grid, especially for lower ability groups. Assuming that learners are able to self-assess is not conducive, supporting the notion found in academic literature that learners need to be given a clear picture of what it is they are reflecting upon. Brown laments that ‘student self-assessment needs a curricular framework to ensure it is effective as a self-regulating competence’ (Brown, 2013).  This could be done be using scaffolding to enable the learners to go beyond regurgitation of words and facts. ‘Providing learners with a clear understanding of expectations ad standards will enable them to grow into mindful, receptive learners, ready to explore the 21st century world’ (Sackstein, 2015). Although I provided learners with verbal instruction, in future, I intend to provide written examples for the learners with familiarise themselves on the board. 
A second possible recommendation, as suggested by School X’s DIP is that any self-assessed work is evaluated and re-visited by staff (see appendix). This ensures that the learners are carrying out self-assessment correctly and fulfilling the success criteria that is mentioned above. The role of a teacher is to provide feedback on self-assessment in addition to work itself. It is perhaps essential to ensure that there is discussion on how external feedback contributes to self-assessment ‘otherwise learners are isolated in their own preconceptions’ (Carless, 2013:36). Simply giving learners time to think about they have acquired is not enough. Self-assessment is not an innate skill but something that must be taught and learned. Having examined examples of the self-assessments made by the learners involved in this research activity and coming to a conclusion that a number of learners, including a few in the higher ability class, were unable to produce affective self-assessments, I feel that the re-visitation of self-assessment strategies by teachers is vital. 
The third recommendation may be to add a fourth column to the KWL grid for learners to consider the question, ‘What could be done now to improve?’, synonymising with School X RE department’s recommendation of a ‘now o this’ or an ‘NDT’ task. Learners are taking responsibility for their own learning and development by acting upon their self-assessments rather than just making statements. This also supports Sadler’s (1989) notion of ‘closing the gap’ (Black et al., 1990) between self-assessment and feedback. Sadler (1989) identified three necessary conditions in order for learners to benefit from feedback. He argued that learners should: firstly, acquire a concept of the standards being aimed for; secondly, compare their current level of performance with these standards; and last but relevantly, take appropriate actions which result in a ‘closure of the gap’. Without these conditions in place, learners are subjected to the possibility of ‘academic failure’ (Andrade, 2010). 
The fourth and final recommendation is the development of verbal instructions and expectations. Although I did provide some informal verbal instructions, I would recommend developing this intervention further. As discussed earlier, learners who are subject to positive high expectations, generally do better than those who receive little or no verbal direction. This recommendation also coincides with Black (1998), as earlier discussed, argues that there are five elements of assessment for learning, recognising the influence of assessment on learners’ motivation and self-esteem, being one of them. 
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Participant Identification Number: 1300417
CONSENT FORM
PROJECT TITLE: ‘What impact do KWL grids have on a range of pupils’ learning in Religious Education?’

In our normal lessons, you will be developing your skills at self-assessment, over three lessons in total. By using KWL grids as a method of self-assessment, you will become more efficient at assessing your own work and will eventually produce your own success criteria, which may indicate that you are becoming more independent learners. This will be included in normal RE lessons and will not take time away from your normal learning. 
Please initial box
1.	I confirm that I have read and understand the information sheet dated for the above study. I have had the opportunity to consider the information, ask questions and have had these answered satisfactorily.


2.	I understand that my participation is voluntary and that I am free to withdraw at any time, without giving any reason.


3.  I understand that any information given by me may be used in future reports, articles or presentations by the research team.


4.  I understand that my name will not appear in any reports, articles or presentations.


5.	I agree to take part in the above study.


Name of Participant:                          	Date:	Signature:

Researcher:	Date: 	Signature:

You may decline to participate in this study. You may end your participation in this study at any time. If you decide to remain anonymous, maintaining your anonymity will be a priority and every practical precaution will be taken to disguise your identity. 

Priority 4
Develop pupils’ attitude to learning (Behaviour & Independence)
	Targets to bring about improvement
	Actions required
	Success criteria
	Lead
& others responsible
	Timescale
	Resources
Costings & budget source

	
	
	
	
	Start
	
End

	

	Develop Restorative Approaches
	See Priority 3 above
	See Priority 3 above
	
	
	
	

	Develop pupil response ‘Purple Pen’.
	Identify tasks for Pupil response.
	Pupil response tasks included in SoW / Booklets
	PWI et al
	Sept 2017
	June 2018
	PPA

	
	Carry out assessments and follow up with pupil response through ‘now do this’ tasks.
	Assessments completed and pupils respond to NDT tasks.
	PWI et al 
	Sept 2017
	June 2018
	Gained time, PPA, meeting time.

	
	Staff re-visit work that has been improved.
	Staff response to ‘purple pen’.
	PWI et al
	Sept 2017
	June 2018
	Time

	Develop Self and Peer Assessment
	Identify opportunities for self & peer assessment

	1+ opportunities per half term identified
	PWI et al

	July 2017
	June 2018
	Gained time / PPA

	
	Complete 1+ self or peer assessment per half term per subject
	Assessments carried out
	PWI et al

	July 2017
	June 2018
	PPA / Gained time

	
	Evaluate
	Self & peer assessment evaluated
	PWI et al

	June 2018
	June 2018
	PPA

	Develop Pupil Voice
	See Priority 3 above

	See Priority 3 above
	
	
	
	

	Develop topic revision guidelines
	Study requirements of Syllabuses and common departmental approach

	Syllabus understood.
	PWI et al
	Sept 2017
	Dec 2018
	Gained time / PPA

	
	Identify persons responsible for revision resources

	Allocate areas of responsibility
	PWI et al
	Sept 2017
	June 2018
	PPA 

	
	Produce resources
	Resources developed and distributed / results enhanced.
	PWI et al
	Oct 2017
	March 2018
	PPA

	
	Evaluate
	Revision resources and practice evaluated.
	PWI et al
	May 2018
	June 2018
	PPA / Gained Time


Strategies to monitor and evaluate:
Link Meetings to monitor progress			
Lesson Observations					
Book scrutinies
Pupil survey
Department Review
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Group B

Before	A*	A	B	C	D	E	F	0	0	0	4	5	4	1	After	A*	A	B	C	D	E	F	0	0	2	4	5	3	0	



Group A

Before	A*	A	B	C	D	E	F	1	5	7	9	4	2	1	After	A*	A	B	C	D	E	F	3	8	8	3	7	0	0	
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