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Introduction
The purpose of this research is to explore Assessment for Learning strategies (AFL) and analyse the extent of its impact on pupil’s outcomes. The research question I will be addressing is ‘How effective is peer assessment towards improving the levels awarded to Key Stage 3 pupils on an extended writing piece?’. This research will focus on the impact of peer-assessment as a tool for improving pupils levels on an extended writing piece at Key Stage 3, comparing two classes from two different year groups. The school in which I carried out my research is my current placement school. The school has its own policies on peer-assessment and uses them to some extent as a method of assessment. However, the effectiveness of these assessments had not been closely monitored which provided a gap for my research. In addition to this, through engagement with academic literature it became clear that peer-assessment is a contemporary topic and its effectiveness on pupil’s outcomes is debated by many researchers. Areas in this research which could be developed were highlighted to frame my study, entwined with government documents on how peer-assessment fits in with a new curriculum, emphasising the relevance and importance of peer-assessment as the topic of research. I also decided to investigate this AFL strategy to work towards improving my own teaching practice by refining my assessment skills. This research aims to highlight the effectiveness of the strategy, where I will then further adapt my practice to improve my AFL techniques. 



















Literature Review
Through engagement with academic, research and professional literature, including that of government documents, peer assessment was found to be a contemporary topic. By thoroughly evaluating the relevant literature, it became apparent that there were differing views on the effectiveness of peer-assessment. Despite many researchers agreeing that peer-assessment is an essential tool to develop vital skills, the quality and outcomes gained from this method have been questioned, identifying key issues and concerns in this area. Academic insight based on prior experience as well as changes in the education system as highlighted by government documents on how peer-assessment should be integrated into the classroom were used to frame my research, directing my teaching and learning decisions to implement my strategies. Reviewing literature on peer-assessment and action research in the classroom highlighted the strengths and restrictions that may hinder my research on this topic, as well as gaps in literature to guide where my research would fit in to ensure my investigation was kept relevant and valuable. This literature review has been divided into three sections: the importance of implementing peer-assessment in the classroom; the impact of peer-assessment on pupil’s success and the influence of pupil’s and teachers attitude towards the outcomes post peer-assessment. 
The importance of implementing peer-assessment in the classroom 
Ensuring that pupils progress in their short time in education is fundamental, and therefore finding effective ways to monitor this progress is of most importance. This is stressed by many government documents, however Kirsty Williams AM, Cabinet Secretary for Education, particularly expressed the importance of raising standards of all and reducing the attainment gap to suit what is a rapidly changing world (2017). Similarly, Donaldson supports the importance of improving pupil’s skills to create a sense of confidence in pupils to be able to participate at the end of their school life in the modern world (2015). To accomplish this, a change within the classroom is required, particularly in the way assessments are carried out. 
Williams also emphasises that part of the action plan ‘our national mission’, is to make changes in the education system to improve assessment, including formative assessment which allows there to be improvements at every level (Williams, 2017), highlighting the relevance of this research. Other key government documents also emphasise the importance of formative assessment in the changing education system, such as The Literacy and Numeracy Framework (LNF). The LNF highlights that monitoring, assessing and reporting on each individual pupil’s progression is vital to embed LNF into teaching practice, and therefore AFL is an essential tool in enabling action towards the improvement in literacy and numeracy across the curriculum (Welsh Assembly Government, 2013). The changes in the education system as identified by key government documents all indicate the need for AFL strategies to be developed in the classroom as an important tool to allow progression to take place to suit the 21st century demands in education and beyond. Therefore, my research can contribute towards the monitoring of such progression, to identify if peer-assessment can be valued as a method of formative assessment which is successful in meeting these requirements. 
Although there is much debate behind the reasons of change in assessment methods, it is obvious that the end goal of education now focuses on creating pupils as ‘reflective practitioners’ (Schon, 1987; Falchikov & Boud, 1989; Kwan & Leung, 1996). It’s stressed that this is a skill one must have to be able to become a lifelong learner through reflective and critical thinking, where one can evaluate themselves (Dochy & Moerekerke, 1997). Dochy and Moerekerke argue that traditional learning cannot support this idealism of education (1997). Beckwith goes on to extend this argument by directly referring to traditional assessment methods as often resulting in undesired outcomes (1991). This literature supports Williams and Donaldson who want young people leaving school to be prepared for a changing world. This argument for a change in assessment highlights an opportunity to identify the effectiveness of an AFL strategy as a way for pupils to become reflective practitioners to therefore improve their work through my research. 
It is highlighted by Dochy et al. that the idea of the assessment of pupils being done at the very end of their learning is no longer valid (Dochy, Segers & Sluijsmans, 1999), with other authors supporting assessment as a vital tool for learning (Arter, 1997; Dolchy & McDowell, 1997). The Assessment Reform Group (2002) supports the importance of using formative assessment in the classroom suggesting that when planning, teachers should integrate AFL strategies to monitor pupils understanding, as well as share the criteria with pupils which will be used to assess their work. The sharing of a success criteria in my own research was influenced by this literature. It was also stated that assessment should be used to motivate pupils to progress by giving constructive feedback, framing my choice for pupils to provide their peers with a ‘What Went Well’ and ‘Even Better If’, to ensure pupils were motivated to make change. 
The Assessment Reform Group believe that if learning is to be effective, then pupils must have a thorough understanding of what they are trying to achieve. Therefore, by contributing to creating criteria for the outcomes of an assessment, there will be a greater understanding. Using modelled examples of work to guide pupils before they carry out peer-assessment is also deemed as an important factor (The Assessment Reform Group, 2002). Segers support this point and argues that pupils should hold some responsibility over their assessment, sharing ideas with the teacher (1996). This literature was adopted when creating strategies to implement my research, through providing a WAGOLL (What A Good One Looks Like) to show the expectations of the extended written piece, followed by pupils creating success criteria based on this example. 
The impact of peer-assessment on pupil’s success
Falchikov defines peer assessment as “the process through which groups of individuals rate their peers” (1995). Somervell (1993) believes however, that it is not just about the grading of a peer’s work. Peer-assessment is seen as an opportunity to develop skills and can be linked with a method of self-assessment by observing another pupils work. Keatan and Richardson (1992) go on to extend the meaning of peer-assessment as an assessment which engages pupils as being responsible in making accurate judgements of their peer’s work.  In contrast, it is argued by Falchikov (2001) that there is a big difference between what is known as ‘peer-assessment’ and ‘peer-feedback’. Peer-assessment is when pupils grade another pupils work using success criteria. However, peer-feedback is when there is communication based on the progress made in that piece of work, rather than providing a grade. It is emphasised that by peers working together to evaluate the standards of each other’s work, there is a better understanding which is often reflected in improved learning, leading to greater success. It is further argued by Falchikov that peer-feedback is more likely to have a greater impact on pupils learning in comparison to the outcomes of peer-assessment. These definitions were fostered when developing my research strategies, to convey a consistent and accurate meaning of peer-assessment when implementing this strategy.  This framed my learning decision to ask pupils to only provide a ‘What Went Well’ and ‘Even Better If’ using the success criteria to suggest how their peers can make improvements in their work, rather than providing a grade. This is supported by Falchikov (1995) who expresses that peer-feedback can be successfully implemented and additionally used in the absence of marking. 
It is contested by some authors that peer and self-assessment can often cross paths. Lie and Carless (2007) expressed that successful peer-assessment will allow pupils to become more efficient at self-assessment as skills needed to complete both forms of assessment are similar. Boud, Cohen and Sampson (1999) strengthen this argument, as they believe that self-assessment can be even more effective if there is peer interaction where pupils may contest or challenge another’s work or make comments for others to reflect and work to meet the success criteria. It could be contested that a mixture of both methods of assessment as argued by Lie and Carless (2007) and Boud et al. (1999) may be more beneficial in gaining pupil success when compared to the definitions of peer-assessment provided by Somervell (1993) and Keatan and Richardson (1992). However, through the development of the definition of peer-assessment by Falchikov (2001) where there is a focus on ‘peer-feedback’, it can be argued that self-assessment and peer-assessment are not as effective as the power of peer-feedback, where pupils share constructive improvements to bring success to their work. This concept was used to decide to use peer-feedback as opposed to pupils grading each other in this research. 
Previous research has highlighted that peer-assessment can be a valuable method of AFL in which pupils can be actively involved. Pupils have an insight into what the assessment process entails by putting them into the teacher’s shoes (Dolchy, Segers & Slujismans, 1999). This assists the drive towards pupils gaining the skills that are developed from AFL such as peer-assessment, allowing pupils to work towards becoming successful lifelong learners (Moerkerke, 1996; Orsmond et al, 2002). Building on this opinion, Lie and Carless (2007) believe that pupils involvement in peer-assessment can become much more than just sharing the role of grading a peer’s work. This can be taken further by involving pupils in building success criteria which can be used to initially guide pupils in their work, and finally used to grade the work. This ensures that there is a sufficient judgement made by pupils through a thorough understanding of expectations, allowing pupils to gain much more success out of the peer-assessment process. 
Falchikov and Goldfinch (2000) support Lie and Carless’ opinion, as they believe that if pupils have limited guidance to enable them to make an effective judgement on a peer’s work, it is unlikely that the outcomes will be successful, in comparison to when there is a complete understanding of expectations. However, it is debated by Orsmond, Merry and Reiling (2010) that the development of success criteria by pupils may result in various learning outcomes in comparison to a set list of criteria which could be provided by the teacher. Whilst designing the way in which I would implement my peer-assessment strategy, I engaged with the research styles of Falchikov and Goldfinch and Lie and Carless’ to allow pupils to have say in the success criteria used. However, I confirmed general success criteria which would then ensure that each pupil worked towards the same learning outcomes to make sure peer-assessment was carried out consistently, avoiding bias in data collection. 
The influence of pupil’s and teachers attitude towards the outcomes post peer-assessment 
Much success of using peer-assessment in the classroom as a tool of formative assessment has been highlighted amongst many researchers, despite some differing opinions identifying a few of the weaknesses of using this method. One potential restriction of conducting effective peer-assessment is the attitudes of pupils and teachers towards using this formative assessment method, which is at times a controversial factor in many pieces of literature, particularly research based. 
It is highlighted by Orsmond et al (1996) that many pupils in their study enjoyed using peer-assessment as a method which contributed effectively to their learning. Keatan and Richardson (1993) also support this view, where in their research it was identified that by using peer-assessment, pupils valued their individual progress, and developed strong relationships with other members of the class through helping each other progress. It is identified, however, that many pupils felt uneasy giving a grade, with a preference to just give feedback to help with the progression of their peer (Sluijsmans et al., 2001).  Falchikov (2001) particularly emphasises that pupils truly value the use of peer-feedback as an opportunity to improve their performance and is effectively a much more rapid way of receiving feedback on an assessment. 
Despite pupils feeling positive towards the outcome of peer-assessment on the development of one’s work, there have been negative aspects of using such assessment. Orsmond conducted questionnaires which probed how pupils felt about using peer-assessment, where it was highlighted that although many liked using it, to begin with many felt that they could not conduct peer-assessment in a fair manner. This was also a finding of Falchikov and Boud (1989) in their research where not all pupils felt competent to complete this assessment style effectively. In addition, Isaacs (2001) discussed in his literature that pupils worry about giving feedback which is critical to friends and other peers, making this an uncomfortable process. Cheng and Warren (2003) offer their solution to this issue which is to invest time in training pupils to approach peer-assessment in a systematic manner to overcome this barrier of uncertainty. In contrast, Williams (1992) identified that many pupils found that there were more benefits than costs of using peer-assessment, although instead found having to be critical of their friends to be a challenge. Dochy, Segers and Sluijismans (1999) go on to engage with the point that benefits are mainly identified by pupils, as they discovered in their research that many pupils in fact saw only the positives of using peer-assessment when actively involved in the process, developing the competence of pupils in this method. However, it is stressed by these authors that there is a need for further research to combat the issues which may arise when using the method, as pupil’s positive perceptions does not mean a researcher can deny the inevitable issues which follow any assessment method. 
Although most pupils may have a positive perspective on the outcomes of peer-assessment, there is a mixture of the level of confidence in both pupils and teachers on the quality of feedback in this assessment method. Vast amounts of research have been dedicated in conducting quantitative analysis to prove the quality of peer-feedback (Stefani, 1998). It is argued by Liu and Carless (2007) that both teachers and pupils may be hesitant in their participation in peer-assessment as many pupils do not have confidence in their peer’s judgement compared to their teachers. Cheng and Warren (2003) highlighted in their research that many pupils would not give accurate feedback as they were concerned in their ability to respond fairly, with the pressure of other pupils who felt that their peers were not qualified to give effective feedback (Liu and Carless, 2007). 
It was also disputed that some students in fact preferred peer-assessment as they felt they could emotionally accept their peer’s judgement, more so than a teacher (Liu and Carless, 2007). This point is argued by many academics, outweighing this positive factor. Brew (1999) stresses the ‘power’ element handed over to a pupil when asked to peer-assess. Falchikov (2001) argues that most pupils dislike the idea of a fellow pupil having some level of authority over their immediate feedback. This argument is developed by Liu and Carless (2007) who believe that the power element posed by peer-feedback can create deeper problems, where pupils at times can become resentful at the issue of having one’s work exposed to others in the class with the power for them to be able to judge it. Therefore, a question of reliability from pupils who have a negative attitude towards this method of assessment may arise. Falchikov and Goldfinch (2000) suggest that there is a lack of investment in teacher’s time on peer-assessment because of the potential lack of valuable and reliable outcomes of peer-feedback. Teachers may question whether this may outweigh the positives of using this method, restricting the learning progress it could enable if used effectively. Marcoulides and Simkin (1991) also argue that even if peer-assessment is consistently carried out with agreed success criteria, the validity of the feedback can not be confirmed. 
In conclusion, the effectiveness of using peer-assessment as an AFL technique has been challenged by many key academic pieces of literature. Donaldson (2015) and Kirsty Williams (2017) emphasise the fundamental importance of using formative assessment to prepare pupils for a changing 21st century, supported by academics such as Schon, 1987, Falchikov & Boud, 1989 and Kwan & Leung, 1996, who promote the need for pupils to become ‘reflective practitioners’. The impact on pupil’s success through the eyes of many academics is undeniably positive when it is used as a method of ‘peer-feedback’ as opposed to ‘peer-assessment’ (Falchikov, 2001). However, it was suggested that only by actively involving pupils in the creation of success criteria to support peer-assessment could pupils be truly successful (Dolchy, Segers & Slujismans, 1999; Lie & Carless, 2001), despite hesitations by Orsmond, Merry and Reiling (2010) who believe success criteria can not be as effective when it is created by pupils. This influenced my decision to allow pupils to create success criteria but with my confirmation before applying it in the process of peer-assessment. Many researchers displayed some concern with the attitudes of pupils and teachers towards this formative assessment method. Although academics such as Orsmond et al (1996) and Keatan and Richardson (1993) found that many pupils in their studies enjoyed using peer-assessment, Falchikov and Boud (1989) and Issaccs (2001) shared pupils concerns in their competence to provide feedback, in addition to their peers not being qualified to do so. It is also argued that teachers are concerned with the validity of feedback from pupils (Marcoulides and Simkin, 1991). Controversial opinions on the importance of peer-assessment and the success outcomes of this method, amongst an uncertainty in if attitudes truly influence the effectiveness of peer-assessment in improving pupils outcomes, offered evident gaps in previous research for mine to address. 

















School Policy and Practice
The school in which I conducted research has their own policies on implementing peer-assessment in pupils learning so that each department carry out consistent and fair peer-assessment. Despite there being a shared ideology across the school on the reasons behind why peer-assessment has been implemented to value, the way in which one must carry out peer-assessment is not structured, although guidance is offered.  
In the school policy, the importance of ‘closing the gap’ by ensuring all learners make progress is fundamental. Key government documents by Donaldson (2015) and Williams (2017) supports this drive for change, where closing the gap is an essential part of the new curriculum and action plans set in place in Wales to meet the demands of the 21st century world. To close the gap, the school has a step by step process to implement formative assessment methods into practice. This cycle of steps includes learning being put into context, an assessment of the learning where feedback is then received, action being taken on feedback and then building on learning with new input.  The importance of implementing formative assessment methods outlined in the school policy such as peer-assessment is approved by Dochy and Moerekerke. They believe that pupils must have skills in reflections and critical thinking to be able to evaluate themselves to therefore become lifelong learners which is one of the goals of the curriculum (Dochy and Moerekerke (1997). Beckwith (1991) states that without a change in traditional methods of assessment, we will not gain the desired goal. 
The school policy states that carrying out effective marking and feedback is most important when carrying out assessment, where pupils must be aware of the purpose of what they are learning, with time to respond to feedback. The school’s policy emphasises that feedback has the potential to be the most powerful, manageable and useful form of assessment with the potential to bridge the learning gap if it is delivered effectively, as supported by research by Arter (1997) and Dolchy and McDowell (1997) who believe that these assessment methods are vital as a tool for learning. To implement peer-assessment in such a way, students must be given success criteria and then assess each other’s work and set targets. To deliver effective feedback the school policy states it should be: related to learning objectives with shared success criteria; modelled; commented on in regard to quality; engaged with DIRT; communicated with the student; implemented to make improvements in a short time frame to ensure impact is effective; peer-assed in purple; a consistent overall policy in the school is worked towards on assessment and the principles of effective feedback is applied to every age group. Lie and Carless (2007) support the policies implemented by the school, where they believe that for the best outcomes of peer-assessment pupils must become involved by building the success criteria, to ensure there is an understanding of pupils to therefore gain more out of the peer-assessment method. Falchikov and Goldfinch (2000) also support this where they believe if pupils are not involved with such process, then the outcomes will be of poor standard.  






 
Methodology and Ethics
Through engagement with past research and informative literature, as well as the school policies on peer-assessment, I chose the methods in which I would use to conduct my research. Cohen, Manion and Morrison (2007) state that methods is a variety of approaches which can be applied to educational research to collect data to be used as a foundation for interpretation, inferences, explanation and predictions. The goal of using methodology is to understand not just the outcomes of an investigation, but the process (Cohen, Manion and Morrison (2007). Action research can be used in many ways, one including improving one’s continuous assessment methods (Hopkins, 1985). Action and research is designed to bridge the gap between research and practice (Somekh, 1995), making educational practice much more reflective (Elliot, 1991) linking with the school policies on peer-assessment where they are striving to close the gap using AFL as a strategy to do so. When carrying out any educational research, the focus should be based on the values of the participants (Somekh and Lewin, 2011). My research question was ‘How effective is peer assessment towards improving the levels awarded to Key Stage 3 pupils on an extended writing piece?’. This was further broken down into 3 sub-questions. 
1. Do pupils levels in an extended writing piece have a positive change post peer-assessment? 
2. Do pupils have a sound understanding of expectations of peer-assessment? 
3. Are pupils engaged with peer-assessment as a tool to help improve their learning outcomes? 

These three sub questions allow the main research question to be addressed through a thorough investigation. However, the effectiveness of one’s research is due to methodology choices as well as the sampling strategies applied to conduct the study (Cohen, Manion and Morrison, 2007). I used a non-probability sample (purposive sample) where I have selected a particular population to carry out my research. A year 8 and year 9 class were selected for the process in my current placement school, both of which are found in the highest ‘band’ in the schools banding system. This was to ensure that findings could be compared effectively as pupils would be expected to be relatively similar in ability, avoiding unfair results. In addition, by using two different year groups I felt this could provide an insight on the consistency of using peer assessment, and whether year groups may have an impact on its effectiveness. I also decided to use two groups to gain a large enough sample size, as the larger the sample size the more reliable the outcomes. A benefit of this sampling method is that it is effective in gaining results on a particular group of interest to represent this part of the population, where other members of the population may be insignificant to the research. However, the cost of using this sampling method is that it does not represent the whole population and therefore may to some extent be deemed unreliable due to bias, in comparison to a probability sample which represents the whole population (Cohen, Manion and Morrison,2007).
I used a mixture of quantitative and qualitative data collection methods, as opposed to a single method to ensure a vast amount of research was conducted to carry out an effective study. The research focuses on the effectiveness of an extended written piece, where pupils created success criteria as a class, analysed a modelled example, and finally peer-assessed another pupils work in a purple pen. This was inspired by similar successful research carried out by Segers (1996), and the recommendations of ‘The Formal Assessment Group, 2012 as well as the school policy. Pupils had time to make changes to their written piece in purple pen. When teacher-assessing the pupil’s work using the success criteria, I recorded the level which would have been provided prior to changes, and the level recorded post changes which could be identified in purple pen. This quantitative method allowed a comparison between data identifying changes in levels of each pupil post peer-assessment. A qualitative method included analysing the quality of ‘What Went Well’ and ‘Even Better If’ suggestions by pupils, identifying effective and non-effective feedback. This is considered as a non-parametric test where a test can be designed for individual circumstances, such as the aim of this research. The benefits of using this test is that they can offer efficient, relevant and focussed feedback on pupil performance at a fast pace. However, it is considered that parametric tests are more effective as populations can be compared with other populations to draw wider comparisons. In this study, there is no relevance in gaining this information to address the research question (Cohen, Manion and Morrison,2007). 
Another method of data collection was a questionnaire which involved both qualitative and quantitative data. Implementing a questionnaire into my research was influenced by the research of Keatan and Richardson (1993) who identified positive responses of pupils using peer-assessment, and Falchikov and Boud (1989) and Isaacs (2001) who shared opposite results where pupils were not as encouraged by using peer-assessment as a learning tool. Therefore, an uncertainty amongst researchers provided a gap to further confirm pupil’s opinions by engaging with previous findings to frame a questionnaire. The questionnaire was provided to both classes with the same questions which were semi-structured. There were some closed questions on the questionnaire to allow statistical analysis to make comparisons between data, in a quick and effective manner (Oppenheim, 1992; Baily, 1994). However, the open-ended questions then allowed pupils to explore their thoughts on peer-assessment, although this can lead to irrelevant data being collected. Quantitative data from closed-questions and qualitative questions from open-ended questions allowed a balance in response to ensure sufficient results which could be statistically analysed, with potentially effective qualitative responses to support the closed-question responses. 
A vital part of the methodology of this research was the ethical considerations which must take place when conducting any research. I completed an ethics form which was approved by the University of Wales Trinity St David before conducting my research to ensure that my research was safe and suitable for all participants. In addition, I asked pupils to complete a consent form (Appendix A) where they were given the choice to be a participant in the research, after being made aware any data collected will be completely anonymised and they are free to withdraw at anytime from the study. 












Evaluations
The implementation of my peer-assessment strategy took place over two lessons to collect data to be able to approach my research question. This research was conducted in a year 8 and year 9 class. Both classes carried out an extended writing task. The year 8 class had to ‘describe the different biomes of the world’ and year 9 had to ‘describe the world’s population distribution’. Both extended writing pieces were description tasks, therefore capped at a level 6A, the top bracket of a level 6. The grading system at this school sub categorises the levels into 3 sections, for example 6A, 6B and 6C. 6A would suggest that the pupil is showing elements of progression towards a level 7 bracket, with 6C showing elements of the level 5 bracket. Those with a B category are secure in that level. 
During the first lesson of both the year 8 and year 9 class, the sequence of tasks to implement the strategy were similar, except the content of the lesson. Both classes were introduced firstly with a ‘What A Good One Looks Like’ (WAGOLL). Pupils analysed the WAGOLL to understand the expectations of the extended writing task. This was underpinned by The Assessment Reform Group (2002), as well as other supporting literature, where it is stressed that pupils must have a good understanding of what they are trying to gain from a task to be able to perform to their best ability. This task was effective in engaging pupils, particularly noticeable in the year 8 class, which was reflected in the limited amount of questions asked about the task as pupils had a clear understanding of expectations. However, pupils did not have the WAGOLL as an on-hand resource, limiting the time of engagement with the example, which may have been a useful resource for pupils to have annotated and focussed on. 
 Pupils then used the WAGOLL to create success criteria as a class to use when peer-assessing their work. Being involved in the process of building success criteria offers an essential interaction for pupils to hold part of the responsibility in the assessment process (Segers, 1996; Dolchy, Segers & Slujismans, 1999). This was included in my practice and was inspired by many pieces of previous research which expressed this as an essential part of the assessment process to gain positive outcomes of peer-assessment. One piece of research which particularly framed my practice was Lie and Carless who believe that if there is to be a strong and reliable judgement made of a peer’s work, then there must be a thorough understanding of the outcome expectations shared, encouraging actively involving pupils in this process (Lie and Carless, 2017). This task was carried out more effectively by year 8 who were enthusiastic to build success criteria in comparison to year 9 who needed more encouragement to give suggestions. However, in both classes I aided the success criteria as based on most of the suggestions provided by pupils, independent success criteria would have been weak. Falchikov and Goldfinch’s study showed that if pupils did not have the guidance then the outcomes of peer-assessment were unlikely to be successful (2000). However, the suggestions made by year 9 were more focussed on the examples strengths and weaknesses with suggestions on how they would improve it.  
Pupils in both classes were given 30 minutes to write their extended written piece. After this time, pupils were asked to return to the WAGOLL, and provide a ‘What Went Well’ (WWW) and ‘Even Better If’ (EBI) on it based on the class generated success criteria, to ensure pupils understood how to successfully assess their peers work. The use of a ‘WWW’ and an ‘EBI’ was decided based on previous research by Falchikov. His research suggested that peer-feedback where pupils left constructive comments was much more successful than peer-assessment where pupils graded work (Falchikov, 2001). The idea of using this practice was to ensure pupils were confident in providing feedback to their peers. 
Hesitation of pupils providing a ‘WWW’ and ‘EBI’ was more common in the year 8 class, where pupils at times were disengaged with the task, in comparison to the year 9 class who were mostly engaged. In addition, this encouraged a further understanding of the success criteria and expectations as pupils had to fully engage with this to provide constructive feedback. Pupils had 10 minutes to peer-assess another pupil’s work in purple pen. From this point, any changes in response to peer-assessment had to be done in purple pen when their books had been returned. On collection of the books, I recorded the levels of pupils without the purple pen, and the levels post peer-assessment by including the changes made in purple pen, to allow a comparison on if peer-assessment had an impact on their final level. This information was transferred into a table, and further into a graph to visually compare the outcomes.
The next time I taught these classes each pupil answered a semi-structured questionnaire about the effectiveness of peer-assessment, probing their emotions and attitude towards it as a tool for their learning (APPENDIX B). Previous research into the attitudes of pupils and teachers towards using peer-assessment influenced my practice. Research provided positive responses from many pupils using peer-assessment where they felt it contributed effectively to their learning (Orsmond et al, 1995; Keatan and Richardson, 1993), however other studies showed concern by pupils and teachers in the validity of peer-assessment and the unreliability of assessments provided by pupils (Isaacs, 2001; Cheng and Warren, 2003; Brew, 1999; Stefani, 1998; Liu and Carless, 2007). This allowed me to frame closed and open questions exploring pupil’s thoughts on the effectiveness of peer-assessment by questioning their understanding and engagement levels. I collected the closed-question responses as quantitative data which I processed into a table and created graphs to present the data to easily make comparisons. I also collected qualitative data in the form of open-ended questions where pupils were free to respond to a question. I stored this data in tables to represent each question, to identify the opinions of pupils and the differences between year groups. I colour co-ordinated the data into red and green to represent positive and negative comments. This would allow a clear visual on overall feelings towards the use of peer-assessment. 
The outcomes post implementation of the peer-assessment strategy varied between each pupil of both classes, as well as between year groups. Figure 1 represents data recorded post peer-assessment representing if there was a change in levels of each pupil because of the strategy.








Figure 1


It is evident that the number of pupils who benefited from peer-assessment is of a similar amount in both year groups, with year 9 slightly outperforming year 8. Only 45% of pupils in year 8 had a sub-level higher with the improvements in which they made post peer-assessment. In year 9, 53% of pupils benefited from peer-assessment in an improvement of one sub-level in comparison to if they had not made the changes as suggested by their peers, or if their peer’s suggestion was not valid. 
When analysing the WWW and EBI comments made in each book for both year groups, the quality was often poor. The pupils who improved by one sub-level always had constructive feedback from their peers, however those who had no change in their levels often had vague comments with no means for improvement. The ‘EBI’ is the most crucial element of the feedback. EBI’s which showed a change in a peer’s result included comments such as: ‘include compass directions’; ‘add in country names and continents’ and ‘include Tropics’. These constructive comments specifically referred to the success criteria in both classes. In contrast, EBI’s which saw no change in the level post peer-assessment included: ‘make your handwriting neater’; ‘write bigger’ and ‘include more detail’. These comments have no focus on areas in which their peer can make changes to improve their work and were similar between both year 8 and year 9. However, year 9 had fewer vague comments, reflecting their slightly better outcomes post peer-assessment in comparison to year 8. 
Comparisons can be drawn between the opinions of pupils analysed from the questionnaire and against the data in figure 1 representing the change in levels. 








Figure 2


Figure 2 represents the first question on the questionnaire asking how often pupils use peer-assessment. All of year 9 either use it sometimes or often, in comparison to year 8 with a few pupils who claim they never use this AFL strategy. Data from figure 1 which represents a slightly lower improvement rate in level changes in year 8 may link with this data. 
Figure 3 explores the results of the third question on the questionnaire, asking pupils if they like using peer-assessment as a tool to improve their learning. Only 7 pupils in both year 8 and 9 said that they like using peer-assessment, which conflicts with previous studies by Lie and Carless (2007), Orsmond et al. (1995) and Falchikov (2001) which identified pupils enjoying using this AFL strategy, where pupils truly value its outcomes. However, a majority of the year 9 class said that they like using it sometimes, and the rest said that they dislike it. More year 8 pupils stated that they dislike using peer-assessment to make improvements to their work. This links in with data from both figure 1 and 2, possibly supporting the fact that less pupils in year 8 use peer-assessment, and that they did not respond to this AFL strategy as well as year 9. Overall, it could be considered that most pupils have a negative opinion towards using peer-assessment. 








Figure 3


Despite most pupils in both classes disliking peer-assessment as a tool for improving their work, many pupils in both classes claimed they felt comfortable in assessing their peers work, with 21 out of 31 pupils answering yes in year 8, and 18 out of 30 in year 9 (figure 4). Pupils had an opportunity to explain ‘why’ they chose their response. There were more negative comments in year 8 than 9, correlating with initial responses, however they generally shared similar negative views. Some comments included: ‘other pupils don’t understand the work themselves’; ‘I like to look over my own work’; ‘I don’t want someone else looking at my work’; ‘it’s better to get advice from a teacher’; ‘sometimes feedback isn’t constructive’ and ‘I don’t like using it because my spelling is poor’. Research by Lie and Carless (2007) and Brew (1999) shared similar outcomes in their studies, where pupils did not like the idea of peer’s judging their work because they felt that it would not be effective, as well as disliking the idea of another pupil having power over their feedback. In contrast, similar positive comments were reflected by both year 8 and 9 such as: ‘helps you improve your work’; ‘helps you pick out mistakes you wouldn’t have’ and ‘helps me understand my mistakes’, identifying some positive outcomes of using peer-assessment. 









Figure 4


Based on the opinions from pupils explaining why they chose their questionnaire response, there was overall positive feedback from both classes, but with noticeably more negative responses from year 9. Positive comments by year 8 included: ‘I’m used to doing it’; ‘it helps other people’ and ‘I’m good at it’. In contrast, their negative comments included: ‘judging people and discouraging’ and ‘sometimes I feel like I will miss something out’. Pupils in year 8 seem more willing to attempt to use peer-assessment. Some of year 9 said that: ‘I find it easy to give targets’; ‘I know what to do’ and ‘I feel I can criticise my peers work, so they can improve’. Overall, pupils in year 9 comments suggests pupils are more confident in how often they have used this method, reflecting in figure 2’s results. However, their negative comments included: ‘I don’t know what to write’, ‘sometimes we have to write our names’, ‘they might now want me to read it and I might not feel comfortable doing so’. This suggests that despite pupils being confident in conducting a peer-assessment, they’re uncomfortable with the idea of their peers not gaining quality responses. This conflicts with previous research by Keatan and Richardson (1993) who found that pupils claim that peer-assessment developed stronger relationships between members of the class. Lie and Carless (2007) also found that involving pupils in success criteria would confirm pupil’s judgements on their peer’s work, however it is evident from results that pupils are not as confident in providing valuable feedback. This is supported by Cheng and Warren’s (2003) outcomes of their research which highlights pupils feeling it was ‘unfair and risky’ (P. 268) to give feedback to peers, and Falchikov and Boud (1989) who’s results showed pupils did not feel competent to provide feedback. 


















Conclusions
By evaluating the data in which I collected, the main findings can be summed up in order to answer my main research question ‘how effective is peer-assessment towards improving the levels awarded to Key Stage 3 pupils on an extended writing piece’. To address the question, I have broken down my main findings to answer my sub-research questions. 
Do pupils levels in an extended writing piece have a positive change post peer-assessment? 
The main findings showed that there was a positive outcome of using peer-assessment in improving pupils levels which also allowed focus on improvements in literacy levels which is a current priority in schools across Wales (Welsh Assembly Government, 2013). However, the level of improvement was to only some extent.  45% of pupils improved their work in year 8, and 53% improved their work in year 9 by one sub-level by acting in response to suggestions provided by their peers. Year 9 slightly gained better outcomes by using peer-assessment, which could be linked to more year 9 pupils identifying that they have used it more frequently than year 8 based on their questionnaire responses. It can be argued that levels have improved if pupils are provided with a valid ‘WWW’ and ‘EBI’ which engage with success criteria, as highlighted in my evaluations. Therefore, pupils who did not receive quality feedback were unable to make improvements. Falchikov and Boud (1989) highlighted in their study that pupils involved in the process of assessment are more likely to improve the overall learning. It could be suggested that for future research, it may be more suitable to provide pupils with a bank of responses to ensure that every pupil has a comment in which they can engage with, rather than invalid responses. Despite this, if pupils were not offered the opportunity to use peer-assessment as a tool to improve their work, then around half of the pupils in each class would not have been as successful. 
Do pupils have a sound understanding of expectations of peer-assessment? 
Many pupils identified in their questionnaire in year 9 that they sometimes or often engage with peer-assessment, in comparison to year 8 where a few of the pupils said they do not use peer-assessment in their learning. This supports to some extent pupil’s outcomes, as if pupils are not trained to use peer-assessment, then their understanding of the expectations when using it will be limited, supported by Dochy, Segers and Slujismans who argue that peer-assessment should be central to learning rather than optional (1999), potentially impacting the outcomes of peer-assessment. However, pupil’s results in questionnaires showed that more year 9 pupils stated they were comfortable using peer-assessment. Although many year 8 pupils also stated this, more year 8 pupils said they were not as comfortable in comparison to year 9. Reasons behind this were broadly that they felt they were not competent enough to provide accurate feedback to their peers, and in turn would prefer a teacher to mark their work. 
These findings can be supported by the research of Dochy, Segers and Slujismans who found many of their pupils in their study did not feel confident in assessing another pupil’s work as they were unsure how to provide accurate feedback (1999). However, Somervell’s research found that many pupils in his study believed pupils had a better insight on the work being produced than the teacher (1993). In contrast, my research identified that pupils are questioning their understanding of peer-assessment, which reflects in only around 50% of pupils being able to provide valid feedback which enabled another pupil to succeed. It can be suggested pupils understanding of expectations of peer-assessment is weak, particularly in year 8, where some pupils in year 9 suggest they do frequently use this method, therefore confirming a stronger understanding. 

Are pupils engaged with peer-assessment as a tool to help improve their learning outcomes? 
Based on data collected from questionnaire results, it could be argued to a large extent that pupils are not engaged with peer-assessment as a tool to improve their learning outcomes based on their attitude towards the method, as well as the outcomes of their levels after assessment. Only 7 pupils in each class claim that they like peer-assessment, which is less than 25% of the whole class in both year 8 and 9, potentially offering a reason as to why only half of the class responded positively. This did not coincide with previous research which stated pupil’s enthusiasm towards this method (Orsmond et al, 1996; Keatan and Richardson (1993). It can be argued that if pupils dislike a method, then their engagement levels will reflect as shown in the data collected, identifying the need for developing pupil’s engagement as stressed by Kirsty Williams on the importance of AFL strategies in reducing the attainment gaps (2017). More pupils in year 8 dislike using peer-assessment, which could link with less pupils gaining success post peer-assessment, supporting to some extent the validity of this suggestion. Pupil’s opinions on this method were mainly negative towards other pupils assessing their work as it is often not of use to the pupil towards improving their work, despite being given the opportunity to engage with a WAGOLL and create success criteria. In future research, it could be argued that pupils need to see a track record of improvements as a result of peer-assessment to give confidence in their peers, and themselves, to use what could be a very beneficial method in enhancing their results on extended writing pieces.  
How effective is peer-assessment towards improving the levels awarded to Key Stage 3 pupils on an extended writing piece’
In conclusion, it can be argued that peer-assessment is effective towards improving the levels awarded to Key Stage 3 pupils on an extended writing piece to some extent. Almost half of the pupils in each sample class made improvements and would not have gained additional success in an increased sub-level if they were not given the opportunity to engage with peer-assessment as a tool for their learning. However, it can not be ignored that almost 50% of both classes made no significant improvement post peer-assessment. The most important factor hindering pupil’s success from using peer-assessment could be suggested to be pupil’s engagement, based on the outcomes of this research. Pupils are not confident in themselves, nor their peer’s in providing effective feedback to enable improvements to be made on their work. Pupil’s negative attitude could be suggested as a factor which is greatly restricting the positive outcomes which could be achieved as proved by the 50% of pupils who did benefit from this method. It must be acknowledged that many pupils gained success from using this AFL strategy, however the development of this method within a classroom can be proven vital for more pupils to gain success. Peer-assessment can be used as a tool towards meeting the ‘national mission’ for every pupil in Wales to have an equal opportunity in gaining their full potential (Williams, 2017). 







Limitations and Future Development
In light of conducting this research, there were limitations on the study which can be identified. However, in response to these limitations, areas for future classroom enquiry that can therefore support my professional and personal development can be highlighted. 
A major limitation when conducting this research was the time constraints to be able to ensure the data collected was reliable and valid. Despite being able to draw conclusions based on the main findings of my research, the confidence level in the accuracy of results could be questioned, as there was not enough time to conduct pilot tests or compare between a vast number of classes. In addition, there were no opportunities to be able to track the change in pupil’s results if peer-assessment were to be implemented again, to be able to compare if pupil’s feedback improved in quality the more frequently pupils used it. If I were to conduct this research again, I would ensure that there was enough time to monitor pupil’s progression on at least two extended writing pieces, to be able to identify if pupil’s understanding of the expectations of peer-assessment improved the more times they are required to use it as an AFL strategy. 
Another limitation whilst conducting my research was that the focus was solely on peer-assessment. Although the research question aimed to identify the effectiveness of this AFL strategy, it could only do so by monitoring pupil’s results and opinions on peer-assessment. If pupils were provided an opportunity to use, for example, self-assessment as an AFL method, then results could be compared between two AFL strategy to determine the impact of peer-assessment against another method. This supports my own professional and personal development, where in my own practice I will explore a range of AFL methods to assess whether some are more effective than others, and the reasons why. This could be an opportunity to adopt the most successful parts of other AFL methods and apply them to the areas of peer-assessment which may not be as effective.
A final limitation which can be identified in my research was the focus on only Key Stage 3 high ability pupils. Therefore, the population of each year group can not be represented as a whole. Despite this eliminating some elements of bias based on ability levels, the impact on peer-assessment of pupils with lower abilities was not analysed. If I were to carry out this research again in the future, I would collect data from each band of the schools banding system to make comparisons on the effect of peer-assessment based on ability. It could then be analysed if pupil’s ability impacts their engagement with AFL strategies towards improving their work, identifying the most effective strategies which can ensure that each pupil at least had the opportunity to make improvements to their extended written pieces. This will be taken forward into my teaching practice as a target to identify the most effective methods by trialling various strategies. 
By reflecting on the outcomes of this research, I have been able to set myself targets whilst implementing peer-assessment as well as other forms of AFL methods. These targets include regularly implementing AFL in a routine manner, where pupils can train to becoming almost experts as reflective practitioners, working towards the national goal of reducing the attainment gap between pupils in Wales. This focus has allowed me to confidently work towards attaining my Qualified Teacher Status as I can apply my action research in many areas in need of development. Overall the future development opportunities outlined by this research have given me the opportunity to improve my teaching practice through continuous personal development. 
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Appendix A – Consent form template
Dear pupil and parent/guardian, 
As part of my teacher training, I am currently carrying out action research on the impact of peer-assessment on extended written pieces to assess whether this assessment strategy is beneficial to pupils learning and improvement in Geography lessons. This research requires pupil participation to conduct a successful research project. Pupil participation involves pupils carrying out peer-assessment on extended written pieces, where each piece of work will be given a level. These levels will be used within my research to find out whether peer-assessment was beneficial in improving pupil’s results. In addition, pupils will be asked to fill out a questionnaire on their opinions on how effective they find peer-assessment is towards improving extended writing pieces.  
An ethics form has been approved by the University of Wales Trinity St David to conduct this research. Questionnaire data and essay results will be kept anonymous within the research. If the pupil wishes to withdraw themselves from the research, they can do so at any time. It must be noted that pupils cannot withdraw from completing extended written tasks, as this is part of the normal lesson, but their data will not be used within the research if they choose to withdraw. If any further information is required, please do not hesitate to ask.
This form is to be completed and returned as soon as possible. Thank you. 
Kind regards, 
K. Hanney 
I wish to participate/withdraw from this research 
Pupil………………………………………………… (sign and print name)
…………………………………………………………. 
Parent………………………………………………. 
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Peer- Assessment Research Questionnaire 
Please answer each question by circling one option or by writing in the space provided when asked to extend an answer. This questionnaire will be used to research how effective peer-assessment is for your learning. Your questionnaire will remain anonymous. You may withdraw from this questionnaire at any time if you decide you do not want to be part of this research.
Thank you for taking part.  
1. How often do you use Peer-Assessment? 
      Never                                    Sometimes                               often      
2. When asked to complete a Peer-Assessment, do you understand what you must do? 
       Yes                                         No                                            Sometimes        
3. Do you like using Peer-Assessment to make improvements to your work? 
Yes                                         No                                            Sometimes        
3 A. Why? 
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
4. When asked to assess a peer’s extended writing piece (Peer-Assessment), do you feel comfortable doing so? 
Yes                                         No                                            Sometimes        
4a. Why? 
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
5. Do you find other assessment methods more effective than peer-assessment? (e.g. self-assessment, teacher assessment etc.)
Yes                                         No                                            Sometimes        
5 A. Why? 
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
  
0             1             2            3             4             5             6             7             8             9              10
6A. Why? 
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
Do you have any other comments on peer-assessment that you’d like to make?
Impact on Pupil's Levels Post Peer-Assessment

Improved by one sub level	Year 8	Year 9	14	16	No change to level	Year 8	Year 9	17	14	Year Group


Number of Pupils




1. How often do you use peer- assessment?  

Year 8	Never	Often	Sometimes	4	10	17	Year 9 	Never	Often	Sometimes	4	26	Questionnaire Response


Number of Pupils




3. Do you like using Peer-Assessment to make improvements to your work?  

Year 8	Yes	No	Sometimes	7	15	9	Year 9 	Yes	No	Sometimes	7	9	14	Questionnaire Response


Number of Pupils




4. When asked to assess a peer’s extended writing piece, do you feel comfortable doing so?  

Year 8	Yes	No	Sometimes	21	7	3	Year 9	Yes	No	Sometimes	18	2	10	Questionnaire Response



Number of Pupils
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