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Does the Assessment for Learning strategy ‘Thumbs Up/Thumbs Down’ give an accurate representation of children’s understanding?
[bookmark: _GoBack]
Gallwch ychwanegu’ch targedau o’ch aseiniad diwethaf gan ddefnyddio’r tabl isod. /
Please add your targets from the previous assignment using the table below.

	
	Targed/Target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn.

What I have done in this assignment.

	[bookmark: cysill]Targed/Target 1
	Ensure you synthesise and reflect further.
	I have tried to ensure that ideas are linked and flow better when writing. I have tried to clarify ideas and extend when reflecting.

	Targed/Target 2
	‘Be as specific as possible when making recommendations.’
	I have linked to Estyn case studies to show knowledge and understanding of good practice.

	Targed/Target 3
	‘Avoid being overly descriptive’.
	I have found this a difficult one to address as parts of this research project are descriptive in nature, however I have tried to be as critical as possible throughout and have proofread numerous times to check for mistakes.











The aim of this research is to ascertain whether formative assessment, in particular self-assessment, is used appropriately in a classroom by children across the primary age. Many educationalists suggest that formative assessment or Assessment for Learning (AfL) as it is widely known has a major positive impact on a child’s education (Black & William, 1998; Grigg, 2010; Hattie, 2018). Black & Wiliam (1998) suggest that there are four vital elements of AfL with self-assessment being one of these. Therefore, the specific objective of this study was to investigate whether the use of the AfL strategy ‘Thumbs Up/Thumbs Down’ is effective in giving an accurate representation of a child’s understanding. 

During my placement in a year 1 setting I had the opportunity to undertake this action research. The students, although familiar with post task self-assessment, had no experience of using self-assessment strategies during the learning. Therefore, I considered it of interest to determine whether the ‘Thumbs Up/Thumbs Down’ strategy is an effective AfL tool, and whether they are inclined to self-assess honestly and accurately, without being influenced by their peers. In order to compare and contrast the differences in the ability to use the ‘Thumbs Up/Thumbs Down’ strategy, the research will be conducted in a Foundation Phase and Key Stage 2 class. The data will be collected across both age groups in order to see if age impacts the willingness to honestly and accurately report on their own understanding. 

Eaude (2011) suggests that AfL is a process that creates a learning environment whereby children are able to develop metacognitive and cognitive strategies in order to enhance their learning. Eaude states that ‘Learning to evaluate their own, and eachother’s, work helps encourage reflection and metacognition’ (Eaude, 2011:146). Much of the educational research surrounding metacognition is based on the works of developmental psychologist John Flavell who coined the term metacognition. Flavell (1985) identified the two key elements of metacognition: knowledge of cognition and regulation of cognition. Regulation of cognition is used to describe how an individual can monitor and assess their knowledge and allows the individual to control their learning. Donaldson (2015) proposes that in order for children to become ambitious and capable learners they must be given the opportunities to be involved and become active participants in their learning. In order to promote metacognition, it is suggested that children need to be taught this skill and have many opportunities to practice it (Hattie, 2018; Wilson & Conyers, 2016; Andrade,2019). To date, several studies have reported that those children who are taught metacognitive strategies early on in their education are more resilient and successful, both in and out of school (Nett et al, 2012; Andrade,2019).

Wiliam (2009) states that effective AfL, including metacognitive strategies, can increase a child’s learning by up to 8 months in a year and is key to increasing academic attainment. Wiliam (2009) suggests that short cycle formative assessment, where the teacher uses information gleaned from using an AfL strategy to enhance and adapt the teaching to benefit the learner, is one of the most impactful methods of assessment. The ‘Thumbs Up/Thumbs Down’ strategy is a way of ‘activating students as owners of their own learning’ which according to Wiliam is one of the ‘five key strategies’ that AfL encompasses (Wiliam, 2009:6).  Similarly, Black et al (2004) states that it is important for the individual to participate in their own learning and then find out what they need to know in order to reach their learning objective. For effective implementation of this strategy, the learner will need to be aware of their understanding and more significantly willing and able to report on this. Additionally, the teacher must provide opportunities throughout the lesson for AfL and be responsive towards the needs of all individuals. It is recognised that the positive implementation of AfL is necessary in order to develop and improve the learner’s metacognition (Wiliam, 2009).

I considered the importance of effective AfL strategies through further reading of relevant journals and books relating to the theory and this allowed for better understanding of the impact of AfL on children’s learning. Glazzard et al (2010) propose that self-assessment enables children to obtain an element of control over their own learning and ‘gives children a sense of responsibility and self-esteem.’ (Glazzard et al, 2010: 95). With this in mind, it is recommended by Heritage (2010) that for children to be able to successfully assess themselves, they must first have a clear understanding of the success criteria before making improvements and being able to progress with their work. By having a knowledge of what success looks like, children are more informed about what the next steps in learning might be. According to Wyse & Rogers (2016), it is the role of the teacher and the assessment evidence to support the curriculum and pedagogy, and not to drive it, stating that ‘What teachers hear learners say and what they watch them do is evidence to help them discern progress.’ (Wyse & Rogers, 2016:171).

The ‘Thumbs Up/Thumbs Down’ strategy is a way of encouraging children to consider whether they feel confident in approaching the lesson or whether they need help before they start (Vickery, 2014). This allows the teacher to address any misconceptions, provide further modelling and/or adapt the teaching method (WG, 2010). Use of the strategy during the lesson allows the teacher to gauge the level of scaffolding needed throughout and provides an opportunity for the child to communicate their need for further support. It is recognised that in order for feedback to be effective it needs to be immediate and valid (Gardner, 2012).  Using ‘Thumbs Up/Thumbs Down’ at the end of the lesson enables the teacher to check the correlation between the pupil’s self-assessment and their level of attainment (Vickery, 2014). It is worth noting, however, that this form of self-assessment is not without limitations; the self-efficacy of children must be considered. 

Andrade (2019) suggests that children may not signal honestly when self-assessing, they may over or underestimate their abilities when reporting back to the teacher, therefore close monitoring of the children’s understanding throughout the activity should be undertaken. A further limitation to consider is that children need to be sufficiently trained in the art of self-assessing and as such sufficient time should be spent to ensure that children fully understand how to use the strategy correctly and confidently (Bourke, 2015). If children are confused by the self-assessment technique, then results of the observation during the lesson study will be flawed (Bourke,2015; Andrade, 2019). Black et al (2004) recommends that in order to overcome such limitations, research should be conducted with a focus group who are familiar with self-assessment strategies and are confident in their use of these. 

Dabell (2019) suggests that children using self-assessment strategies can be influenced by many negative emotions and believes that the only way to get a true and honest response from children was to have a conversation with them. Student questionnaires can be used to possibly alleviate these negative implications. He states that this AfL strategy and many like it only serve the inherent bias that we are our worst critics and that we do not self-assess ourselves fairly or accurately. During discussion with my research partner we considered whether children would answer truthfully or not? Would they feel embarrassed about their lack of understanding and allow this to affect the way they signal? Would they replicate the response of their friends rather than give a reflection of their own understanding? And could this negatively impact on the help and support they may need, but feel too embarrassed to ask for? 

The methodology used for this research is lesson study which is a specific practice of action research that focuses on the professional development of teacher practice, reflection and evaluation within the classroom environment (Dudley, 2014). This form of Continuous Professional Development (CPD) advances prior pedagogical practice by encouraging peer feedback through lesson observations (Lee, 2008). Through lesson study, where you are able to observe within your professional network of practitioners, gaps in the teaching and learning may be highlighted. Having a different perspective can bring forth ideas that may have been overlooked or missed, inventive techniques based on the experience of another teacher and enables practitioners to adapt their teaching style by being more aware of individual learner’s needs and behaviours (Dudley, 2014).  However, Gero (2015) found during his research that teachers struggled with the collaborative nature of lesson studies and many teachers found the notion of teaching in front of their peers produced anxiety and in turn they lacked critical focus on the learning objective and too much focus was given to the planning of elaborate lessons. According to Lee (2008) a reflective ‘lens’ therefore is imperative for practitioners to analyse lessons effectively and see it as a potential to improve teaching practice.

The purpose of observations for educational research is to gain insight into a specific focus in an authentic context of the school or classroom (Efron & Ravid, 2019). According to this literature, as researchers we need to hone our observational skills to be able to record significant incidents within the learning environment and the learners themselves, to fulfil the cyclical process of continuous professional development (CPD). For the purpose of this Lesson Study we will be using structured observation using an Observation Schedule with a specific focus on the research question (See Appendix 1,2,5 & 6). My role within the study is that of a non-participant observer, and although I will be overt I will still be in the role of the teacher and therefore must still be able to guide and support the subjects as I would any of the other children not participating in the study.

One perceived limitations of observation research is the situational factors that could affect how the children behave, they know they are being observed and there will also be additional adults in the room that they are unfamiliar with, which can all contribute to the validity and reliability of the observation (Cohen et al, 2018). Another limitation to consider is the difficulty in analysing attitudes, motives and feelings of the children through observation alone so a multi-method approach will be utilised, and a questionnaire will be used to triangulate the results to help combat this (Tisdall et al, 2009).

The focus group interview will be semi-structured to allow for further discussion and elaboration (McIntosh, 2010) when I require the children to expand upon their responses to the questions. The success of the semi-structured interview will depend on the positive rapport built between the interviewer and interviewee (Cohen et al, 2018). The children will be more at ease as they have already had experience within the classroom with myself as the interviewer. One limitation of this however is that as the children will already have some rapport built with myself and could answer the questions as they believe they should answer (McIntosh, 2010). The children may also find it difficult to remember, imperfect recall can also create issues with validity (Cohen et al, 2018; Bruce et al, 2014). To help combat any nerves the children may have, a semi-structured interview allows the interviewer to speak to them and put them at ease as well as ask them to expand upon their answers if they need to clarify. The vocabulary used should be age appropriate and informal to enable children to understand what is being asked of them and to allow them to speak comfortably. 

During the systematic Analysis Process, I will be looking for inconsistent or vague answers and encourage children to expand upon these. Dudley (2014) recommends that in order to gain further understanding, and to encourage all pupils to respond during questioning, that the researcher must ensure that the questions are directed at each child, and sufficient time is permitted for them to have their voice heard in their own point of view. After concluding the interview, to remain ethical, I will offer a summary of key points collected and seek confirmation, allowing the children to confirm or alter any mistakes or misunderstandings (Mukherji & Albon, 2012).

Reflection is a systematic process of essentially three stages: an experience of something, analysing or reflecting on that experience, and then learning from that experience to develop and improve teaching practice (Bassot, 2015, Mukherji & Albon, 2012). To be able to develop the skill of written reflection a mixed method approach has been used to create a pro-forma sheet combining Brookfield’s Four Lens Theory (2005) and Kolb’s Reflective Model (1984). This reflective model (see Appendix 9) will be used after the lesson study has been completed, to analyse the lesson, the strategies and the approaches used. By combining the two reflective models it encourages a deeper consideration of the experience, and by using questions to incite further description it will develop the ability to recognise and recollect details that can help transform future practice (McIntosh, 2010). 

When undertaking educational research there are a number of ethical considerations when planning teacher-led research in the form a Lesson Study. BERA Ethical Guidelines for Educational Research (2018) are designed to support researchers with their research and the guidelines are to be followed to ensure that the research is as ethical as possible throughout. Underpinning all of the ethical principles is the responsibility towards participants within the research study to ensure they are treated fairly and sensitively regardless of gender, age sexuality, disability and other significant characteristics. The participants’ data must remain both anonymous and confidential throughout the research, this could be overcome by referring to each child as ‘Child 1,2,3’. Parental consent shall be obtained via a letter setting out all relevant information for the research study that will be undertaken. All potential participants will have the research explicitly explained prior to the study, using age appropriate language. Participants must also be informed that they have the right to withdraw their consent from the Lesson Study at any point during the research and for any reason. 

The choice of subjects must be justified and take into consideration all children within the classroom and be sure to not show any prejudice when selecting the subjects (BERA, 2018). Three subjects will be chosen at random, from those that have consented, and will portray a range of abilities and gender. As the research question does not advantage the group of participants during the study there should be no need for intervention to be otherwise offered to the other children not participating in the study (BERA, 2018). 

A focus group of three children were selected at random to represent higher, middle and lower attainment through the curriculum. Unfortunately, no male participants returned the consent forms for Lesson Study 2, subsequently all three participants in the focus group for that lesson were female. This was unfortunate as our random sample was less representative and may affect research findings (Mukherji & Albon, 2012; Dudley, 2014). Each participant was observed to see how they signalled to show their understanding, whether they did so covertly or openly and how much scaffolding and support they required during the lesson, before they finally self-assessed their work against the success criteria. These were all marked onto the observation schedule and straight after the lessons the focus groups took part in the semi-structured interviews.

It was observed that Child 1 was engaged throughout the lesson introduction and demonstration and displayed a positive attitude towards their learning. When asked to signal using ‘Thumbs Up/Thumbs down’ she did so without hesitation and without looking around to see how her peers had signalled. She signalled openly and confidently with her thumbs in the ‘up’ position (See Appendix 1, part 1).  During the activity Child 1 was able to complete the task independently and quickly before progressing with the extension task provided. The self-assessment of the child’s understanding was accurate and consistent with her work which showed excellent understanding. She assessed her work as green, using the traffic light system and noted, “I understand division.”

During the interview Child 1 was the most confident of the three participants and answered the questions before the others. She had good understanding of what the strategy meant and how to use it effectively to get the help that she needed from the teacher. When asked if she would change her answer after seeing that someone else had signalled differently Child 1 responded “If I need help, I would say that I need help.” (See Appendix 3, section 6). Child 1 was the only participant out of the three that when probed did not change her response. 

Child 2 was engaged throughout the activity and was focussed on the whiteboard as the teacher demonstrated the method and discussed the success criteria. She refrained from putting her hand up when the teacher asked a question, but when she was later asked, she was able to answer confidently. When asked to signal using the ‘Thumbs Up/Thumbs Down’ strategy she did so more covertly than Child 1. She hesitated and looked around at her peers before displaying her thumbs. It was observed that the child worked well independently but seeked support from her peers which seemed to boost her confidence in the task (See Appendix 1, part 2). Another example that highlighted her possible low level of self-confidence was saying to another adult in the room “I am not smart.” She self-assessed her work as green which was consistent with her signalling of the ‘Thumbs Up’ strategy. 

During the questionnaire Child 2 was slower and less confident than Child 1 when answering questions. She understood the self-assessment strategy and was confident in using it. She did however, when probed, say that she would change how she signalled if she looked around and everyone was signalling differently to her (See Appendix 3, section 6). When Child 3 suggested using the same strategy to self-assess but asking all children to close their eyes while doing so, she agreed that this would be preferable.

Child 3 had the least confidence of the three participants which was highlighted by the fact that he looked around the class, hesitated before signalling and did so covertly (See Appendix 1, part 1). He kept his hands very close to his lap and was very aware of his peers around him. During the activity Child 3 was looking around at others in the classroom and was constantly comparing his work to the others on his table, he was rushing his work and checking to make sure that he had done more work than them (See Appendix 2 extra comments). There were quite a lot of mistakes throughout his work, which was likely to be because of rushing as when he was questioned and given feedback, he was able to revise his mistakes. This evidence further demonstrates Child 3’s lack of self-confidence and his self-consciousness around his peers. He self-assessed his work as green which was consistent to how he signalled with his thumb at the beginning of the lesson.

During the questionnaire Child 3 was the quietest of all three participants and appeared nervous and reluctant to answer questions. He was able to answer when probed further and soon felt at ease. He agreed with the other two participants when they offered answers to the questions and waited for them to answer first before he spoke. Child 3 also suggested that to improve the ‘Thumbs Up/Thumbs Down’ strategy it could be done discreetly with every child closing their eyes when signalling (See Appendix 4).

During the first lesson study the mid-point assessment was omitted due to classroom disruption. After discussing the lesson with my research partner, we decided to prompt each other if needed to ensure that this point of self-assessment was incorporated in future lesson studies. We found the Observation Schedule concise and simple to collect the information we required throughout the lesson thus decided that no changes were needed.

Child 4 showed the most confidence out of the three children during the activity and throughout the interview. I asked the children to signal using ‘Thumbs Up/Thumbs Down’ after I had explained the learning objective to measure their knowledge and confidence in undertaking the task. Child 4 openly signalled with a ‘Thumbs Up’, she did not look around at others in her group and did not hesitate before signalling (see Appendix 5 part 1). This was the case during the three times the group were asked to use the strategy. During the activity Child 4 required little to no help and worked mostly independently. She was engaged throughout and completed the success criteria successfully to meet the learning objective. The task was completed to a high standard and very good understanding of the task was evident when marking the work. Child 4 was able to self-assess confidently using the traffic light method which they are familiar with. I discussed their self-assessment to recount the lesson and further check understanding. 

During the interview stage, Child 4 seemed very comfortable and at ease throughout. When questioned what the ‘Thumbs Up/Thumbs Down’ strategy meant Child 4 said that when you signal thumbs down it means “when you don’t want to do any work” (see Appendix 7 section1). This would demonstrate a lack of understanding of the strategy, however later on in the interview she displayed good understanding of the strategy. This may suggest that the results obtained throughout the study could be invalid. When asked if they looked around the room at others to see how they signalled Child 4 replied that she did not “I look straight at the teacher.” She also stated that she would not worry if anyone else had signalled differently and would not consider changing her own signal.

Child 5 expressed enthusiasm for the task after the discussion and spoke about looking forward to the activity. She signalled openly and did not look around at others in the group before signalling and did so without hesitation. During the activity Child 5 required a lot of adult support throughout and displayed low levels of self-confidence in her abilities. She required a lot of encouragement to complete the task, but her understanding was sound, and she completed the work to a high standard, achieving the learning objective. Child 5 was able to self-assess their work using the traffic light system and self-assessed as green  She self-assessed as feeling confident in the work she produced and told me she had found the task easy; we discussed this and I told her she needed more confidence when applying her knowledge as she is a very capable student. 

During the interview Child 5 seemed a little nervous about being questioned and I explained that it was very informal and that there were no right or wrong answers. She relaxed and was quite enthusiastic throughout the interview. She was able to explain the meaning of the ‘Thumbs Up/Thumbs Down’ strategy and said that she liked using it. When probed to expand on why she felt this way she replied, “Because the teacher can help you.” (see Appendix 7, section 3). She stated that she does not look at how others are signalling, nor would she change her signal if she noticed others had signalled differently. When asked if they could suggest a different way of self-assessing Child 5 suggested “secret Thumbs Up or small thumbs” (see Appendix 7, section 8). 

Child 6 showed the least confidence out of the three children during the activity and throughout the interview. When completing the task, she was constantly asking for support from adults and looking at what her peers were doing (See Appendix 6 additional notes). When prompted she seemed to know what to do, so the fact she struggled working independently may have been more due to lack of confidence rather than lack of understanding. When self-assessing her work Child 6 coloured her traffic light in green and said that she understood the work well. This confirms what was highlighted throughout the activity, that she did in fact have good understanding of the task but needed extra emotional support to apply the understanding. During the questionnaire Child 6 was very quiet and only responded after the others had and usually to agree with what had already been said.  She responded using limited vocabulary answering “yes”, “no” and “good” to the questions and even with gentle probing was reluctant to expand upon her answers.

Triangulation of the data collected from the observation and questionnaire results from both of the lesson studies, seems to suggest that the higher attaining students from each group (Child 1 and Child 4 respectively) self-assessed their knowledge and understanding in a more positive way. This supports the assertion by Glazzard et al (2010) that self-efficacy is key for effective self-assessment. They both signalled openly and confidently without hesitation or concern for their peers around them. 

The middle and lower attaining children who either signalled with a ‘Thumbs Up’ or with their thumbs in the middle showed good understanding of the work but displayed behaviour to suggest that they had lower levels of self-efficacy. Andrade (2019) suggests that these low levels of self-efficacy may prevent the children from self-assessing honestly, that is to say they may underestimate their abilities.  They required verbal encouragement and reassurance from both the teacher and their peers throughout the lesson. The lower attaining child from each group, Child 3 and Child 6, both suggested ways to use the strategy in a more discreet, covert way. This seems to suggest that they are more self-conscious amongst their peers and may feel embarrassed when self-assessing. 

Eaude (2011) proposes that when self-assessing using a strategy such as ‘Thumbs Up/Thumbs Down’, children may be influenced by their environment and the expectations created within the classroom. Consistent with this literature, the lesson study of the participants in the Key Stage 2 class showed an increased social awareness and social comparison (Hattie, 2012). Hattie (2012:50) states that “Students often monitor others’ behaviour for cues and attributions to explain or enhance their own conceptions of self.” Two of the three participants in Lesson Study 1 said they would change their self-assessments if they saw others had signalled differently which further emphasises this point. Social awareness was also evident in the semi-structured interviews, where less confident members of the focus group looked around at the others or waited for their responses before agreeing. Tisdall et al (2009) suggests that to overcome this issue some participants may choose to take part in individual interviews.

Lesson Study 2 which was conducted within the Foundation Phase setting highlighted misconceptions regarding the meaning of the ‘Thumbs Up/Thumbs Down’ strategy. When questioned, Child 4, 5 and 6 all proposed different definitions of the ‘Thumbs Up’ signal. Child 4 commented, “if it is good”, the other participants’ responses to this question were, “it is good to do work” and “good and confident and want to do it”. The participants on the whole were portraying confusion and this could be suggested this is due to the age of the participants. Although Education Endowment Foundation (2018) suggests that children as young as three have a range of metacognitive skills and are able to understand and use self-assessment strategies such as this. With this in mind, it is worth noting that Wyse & Rogers (2016) have identified the need for children to receive thorough and regular training for effective self-assessment. This is a considered limitation of our study; the children were introduced to the ‘Thumbs Up/Thumbs Down’ strategy just weeks before the lesson study took place, therefore did not have sufficient practice.





This small-scale action research set out to identify if using the AfL strategy ‘Thumbs Up/Thumbs Down’ gives an accurate representation of a child’s understanding. 
The results support much of the literature reviewed within this study, that self-assessment, when used appropriately, is a valuable tool within the classroom, both for pupil and teacher (Hattie, 2012; Donaldson, 2015; Vickery, 2014). It is a process whereby children and teachers are able to discover where the child is with their learning, where they need to be and how they need to get there. Involving children in this process encourages independent learners that are ambitious and resilient (Donaldson, 2015). The findings from the observation schedules and questionnaires suggested the children were aware of where they were in relation to the learning objective, allowing the teacher to respond to the feedback and move the learning forward. However, the results also highlighted some limitations of the lesson study itself.

The most significant limitation of our study lies in the fact that the research was undertaken over just two lesson studies, notably, Dudley (2014) suggests using a minimum of three sessions for a lesson study to be effective. Furthermore, the diversity of the participants was limited; focus groups were heavily gender biased with boys being significantly underrepresented. Mukherji & Albon (2012) recommend that a sample group should represent the class as a whole. The sample groups used consisted of 5 girls and 1 boy however, it is suggested that boys are more likely to over-estimate their understanding and abilities when self-assessing, particularly when social awareness is a factor (Bjorklund & Blasi, 2011). Therefore, a more gender-balanced focus group should be used in order to obtain data to assess the impact of this over-estimation. 

Our study was limited as we only used two age groups across the whole of the Primary setting, making it difficult to compare and contrast the findings from each of the focus groups. As previously mentioned, the research illustrated the Key Stage 2 class showed an increased social awareness and social comparison. To improve reliability and validity further, research should be conducted across the Primary years, in order to assess how the willingness to report and the accuracy of reporting is affected by age. Andrade (2019) suggests that age can influence a child’s confidence to report honestly. 

In order to alleviate some of the perceived limitations highlighted, a multi method approach was used to triangulate the findings. We used semi-structured interviews which gave the advantage of being able to question children further to gain a deeper understanding of their thinking (Bruce et al, 2014). However, it was evident that the group dynamics at times affected the children’s responses with more dominant children leading the conversation. Less dominant children hesitated when responding and seemed to be influenced by the more outspoken within the group. Tisdall et al (2009:77) states that group ‘dynamics are critical’ and to alleviate some of the pressure some children would benefit from individual interviews. 

Analysis of the research data also suggests that lower attaining children lack the confidence in their own abilities to complete the task, regardless of their understanding. Self-efficacy is therefore an important factor to consider when using a strategy such as ‘Thumbs Up/Thumbs Down’. Some children may exaggerate or underestimate their knowledge due to self-esteem issues or the classroom culture, they may also signal covertly due to modesty or lack of self-confidence (Andrade, 2019). With this in mind it could be said that the results of our observation schedule could be flawed which further affects the validity of the research.

The research was further limited in its findings by collecting data from only one lesson, which subsequently all children self-assessed positively and showed good understanding. It is worth considering that the results would have had more validity if the children were presented with more challenging work. This would provide an opportunity to consider the likelihood of them to signal to illustrate their lack of understanding.   

If the same research were to be conducted again in the future, I would increase the number of participants and observed lessons in order to ensure that the sample group is more representative. As a result, the research will have increased validity and reliability by considering a broader range of participants i.e. a range of gender, age, and ability.

Although the ‘Thumbs Up/Thumbs Down’ strategy was a successful method of self-assessment in this case, it is acknowledged that age and gender can have an impact on its validity. An alternative AfL strategy which may help alleviate these limitations would be De Bono’s ‘Six Thinking Hats’ (DeBono, 1999) which has been praised by Estyn for its effectiveness in encouraging children to accurately self and peer assess their learning (Estyn, 2018). Estyn (2018) stated that through the implementation of this strategy ‘Pupils now take greater ownership of their learning and are able to improve with greater independence.’ 
 
In order to alleviate some of the pressure children may face when self-assessing, would be to promote a growth mindset classroom culture. Growth mindset attributes success to learning through practice and effort, and not solely to a child’s ability to successfully complete a task. Showing children that it is acceptable to make mistakes, as long as we learn from them, can have a positive impact on self-esteem (Dweck, 2012) and may improve a child’s confidence when self-assessing.  Furthermore, creating a growth mindset culture in my future practice will allow children to take control of their learning and develop the resilience needed to maximise their potential. 
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