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Researching the Learning: What, how and why am I teaching? 
Word Count 3015
Assessment for Learning (hereafter AfL), specifically peer feedback is believed to foster self-reflection and metacognitive skills in pupils. Hattie’s Visible Learning (2009) emphasises the impact of feedback on pupil achievement, spotlighting peer feedback as a powerful tool for improving self-regulation and learning outcomes. This research aims to explore how peer feedback influences the development of self-reflection skills in primary school pupils focusing on a Year 6 class, where AfL strategies have been integrated into the daily teaching practice. This project seeks to understand how learners and teachers perceive the role of peer feedback within AfL practices. It will examine how peer feedback encourages pupils to critically assess their work and others’, with the desire of promoting deeper self-awareness and learning improvements.
AfL is an evolving pedagogical approach designed to bridge the gap perceived between teaching and learning, by not only measuring, but actively improving pupils’ progress. Black and Wiliam (1998) argue that effective formative assessment prominently enhances pupil achievement, when educational professionals adjust instruction based upon assessment data. Central to this process are clear learning goals, feedback and self-reflection, which are the key principles of AfL. However, critiques of early AfL models have highlighted its static nature, as these did not fully incorporate modern day technological advancements, or the complexities of teacher-pupil interactions (Shute, 2008; Wiliam, 2018), More recent studies (Nicol & Macfarlane-Dick, 2006) expand on this by positioning peer and self-assessment as key components to fostering pupil autonomy and deeper learning engagement. 
Peer feedback is recognised as a tool for developing self-reflection skills, it encourages pupils to critically evaluate theirs and others’ work, fostering higher-order thinkings skills (Nicol & Macfarlane-Dick, 2006). This aligns with Bloom et al.’s (cited by Eisner, 1972) taxonomy of educational objectives, which identifies evaluation as a key cognitive skill that enables learners to assess their performance against a defined criterion. Through structured and planned feedback, pupils engage in this evaluative process, refining their ability to reflect and internalise success criteria. Additionally, Sadler (1989) asserts that effective assessment should equip learners with the ability to close the gap between current performance and learning goals. Peer feedback facilitates this by providing immediate, contextually relevant insights, so pupils can take an active role in shaping their learning journey. 
The Welsh Governments curriculum emphasises pupil autonomy as a core aim, reinforcing that pupils should take ownership of their education (Welsh Government, 2024). Aligning with the United Nations Convention on the Rights of the Child (UNCRC, 2025), Article 12 which upholds children’s right to express their views in matters affecting them and Article 28, which recognises education to developing children’s full potential. 
Despite these theoretical foundations, practical implementations of AfL varies significantly across educational contexts. The Estyn (2018) inspection of Y Pant Comprehensive School highlight how AfL contributed to the schools exceeding performance, with teachers regularly engaging in self-reflection and peer observations. Aligning with Black and Wiliam’s (1998) assertion that AfL should not only be a tool for pupil assessment, but also a catalyst for teacher development. Similarly, at Rogerstone Primary School (Estyn 2018), collaborative feedback practices have created a culture of professional trust, enabling both staff and pupils to take ownership of the learning process. However, literature remains unclear on how such practices are sustained across diverse school environments, particularly in settings with limited resources, or socio-economic disadvantages. 
The impact of peer feedback on primary pupils’ self-reflection and critical assessment skills was explored by examining how structured peer feedback fosters self-regulated learning, how it contributes to AfL discussions and offers practical insights for enhancing self-reflective practices in primary education.
The research question ‘What is the effect of peer feedback on the development of self-reflection skills in primary school pupils?’ was explored through a structured methodology applied to ensure a thorough investigation. This exploration sought to examine the role of peer feedback in fostering self-reflection skills by gathering insights from both pupils lived experience and educational professionals, who facilitate and assess its impact. To achieve this, a mixed-methods approach was adopted, incorporating questionnaires for staff and pupils (see Appendix A & B) and semi-structured interviews with Year 6 pupils. The combination of these methods allows for a comprehensive understanding of peer feedback’s effectiveness on the development of self-reflection skills in primary pupils. Mixed methods incorporates both qualitative and quantitative data to create a broader spectrum of data collated (GOV, 2020). This methodology was selected to enhance the reliability and validity of the findings by triangulating data from multiple sources (Creswell, 2014). This approach ensures that both statistical trends and personal insights are captured, offering a more diverse perspective on the impact of peer feedback.
 A quantitative approach was employed through the implementation of questionnaires distributed to the focus group, allowing for the collection of measurable data on perceptions and experiences (Bell et al., 2024). Simultaneously, a qualitative approach was used through semi-structured interviews with Year 6 volunteers, enabling a deeper exploration of individual experiences and attitudes toward peer feedback.  Additionally, ethical considerations, following British Educational Research Association (BERA hereafter)  (2024) guidelines, were embedded throughout the research process to protect participants and uphold research integrity (Blackburn, 2001).
Questionnaires were selected as a research tool due to their efficiency in gathering data from a larger sample, while allowing for a balance between structured responses and participant autonomy (Cohen, Manion & Morrison, 2018). The questionnaire comprised of open-ended questions, enabling participants to provide detailed qualitative insights and closed-ended questions, including Likert scale items, to facilitate quantitative analysis and comparative trends (Punch & Oancea, 2009).
To enhance accessibility Microsoft Forms were used, allowing participants to complete the questionnaire conveniently, reducing pressure and encouraging more considered responses. This was beneficial given the hoped aim of gathering data from over 30 pupils and 15 teaching staff and a diverse range of responses.
However, while questionnaires are efficient and reduce interviewer bias (Denscombe, 2021), there are challenges. Limited depth in responses and potential misinterpretation of questions (Bryman, 2016) may affect data reliability.
Interviews were conducted alongside the questionnaires to provide deeper insights into participants’ experiences and perception of peer feedback. While questionnaires efficiently capture broader trends, interviews can allow for a more nuanced exploration of individual viewpoints, enabling participants to elaborate on their thoughts in greater depth (Cohen, Manion & Morrison. 2018).
A Semi- structured interview format was chosen (see Appendix C for pre-planned research questions) to balance consistency and flexibility. This approach potentially ensures that key topics are covered while allowing pupils to expand on their responses naturally (Denscombe, 2021). All questions were open-ended, encouraging reflective answers. However, a notable challenge arose when pupils misinterpreted the question “What do you think makes feedback helpful, or unhelpful?” Instead of addressing the effectiveness of feedback, they described good and bad feedback. A professional decision was made to not correct their interpretation, as their responses remained detailed and justified. 
While the interviews provided rich qualitative data, they were time consuming, as well as potentially influenced by interviewer bias (Bryman, 2016). Despite these limitations the findings offered valuable depth and complimented the questionnaire findings.
Questionnaires were distributed via links emailed to all teaching staff and shared on pupils’ Google Classroom page. This method was chosen to minimise disruption to participants schedules, whilst allowing responses to be completed anonymously and without external pressure (Tes, 2024). The questionnaire was designed to be short and accessible, taking approximately three minutes to complete, making it more feasible for teachers with busy workloads and ensuring that pupils did not find the process intensive. Conducting the survey online arguably supports confidentiality, reducing the potential for social desirability bias, where participants might otherwise alter responses to align with perceived expectations.
Pupils were invited to volunteer for interviews rather than being selected, ensuring genuine willingness to participate (BERA, 2024). An informal conversation on the way to the designated interview space (library), helped to establish a relaxed and comfortable atmosphere. The purpose and process of the interview was explained, and verbal assent was obtained before proceeding. The average interview lasted approximately three minutes; many pupils were eager to participate. While this was a positive outcome, it significantly increased the time commitment required for conducting, transcribing and analysing interviews. 
To maintain anonymity and integrity, all interviews were audio-recorded using a voice memo app, ensuring anonymity. Recordings were promptly deleted after transcription, adhering to data protection principles outlined in the UK General Data Protection Regulation (UK GDPR, (GOV, 2018)) and BERA ethical guidelines (2024), which emphasise confidentiality and the responsible handling of participant data. 
A limitation of this process was the time-intensive nature of interview transcription and analysis. However, the depth of responses gained through this method added significant value to the study, allowing for a more nuanced understanding of how pupils perceive and engage with peer feedback. Nonetheless, response rates were low, with only five pupil responses and four staff responses submitted, despite this limitation, Microsoft Forms were utilised to generate graphs and identify patterns, allowing for a visual representation of commonalities and trends (see Appendix A & B). While this tool facilitated efficient data organisation, the limited response rate reduced the generalisability of the findings (Bryman, 2016). 
15 pupils initially volunteered for interviews, demonstrating a strong interest. That said, due to time constraints, only six pupils were selected for one-to-one interviews. This decision was influenced by the need to minimise disruption to the school day, as pupils were engaged in core lessons and spelling tests at the time. The rationale was grounded in Michael Young’s (2014) concept of ‘powerful knowledge’, which emphasises the importance of equitable access to curriculum content. Removing pupils from lessons, even on a voluntary basis, risked potential gaps in their learning. 
Moreover, practical constraints like time required for transcribing and coding interviews were considered. To ensure diversity in the sample, pupils were strategically selected to represent a range of abilities (low, medium and high), allowing for a broader insight into how peer feedback is perceived across different levels of attainment. While this selection process ensured variation, it also introduced potential selection bias as explored by Enago Academy in ‘How to Avoid Bias in Qualitative Research (2021), as noted a teacher stated to me before selection, ‘if I wanted good answers to select Pupils X and Y’. These were pupils who were higher ability learners, if I had merely selected these types of pupils, my data would be an unfair representation of all pupil experiences. 
Ethical integrity adhered to following the BERA 2024 guidelines and ensuring participants’ rights were protected throughout the process. Key principles of this included informed consent, the right to withdraw, confidentiality and anonymity. Prior to conducting the research, an Ethics Form (see Appendix F) was submitted for approval to the university and consent on behalf of parents was obtained from the Deputy Head Teacher (see Appendix E). As primary school pupils were involved, parental consent was required alongside pupil assent, ensuring that pupils could make an informed and voluntary decision to participate (BERA, 2024).
To foster a comfortable environment, interviews were conducted in a familiar and neutral setting (the school library), offering privacy, whilst ensuring safeguarding procedure was adhered to with the requirement of windows in the doors, allowing staff to view the room ensuring the safeguarding of both the researcher and pupil (Welsh Government, 2021). The process was explained using age-appropriate language and pupils were reassured that their responses would remain anonymous, as well as they were under no obligation to answer all questions and could halt the process at any moment, as explored by Rogers et al, (2021). Pseudonyms were used to protect identities and were stored securely and deleted adequately, in compliance with UK GDPR (2018) regulations. 
Ethical challenges, such as minimising power imbalances between the researcher and pupil, were mitigated by adopting a conversational approach rather than a rigid format. This aligns with Alderson and Morrow’s (2011) exploration on the need to balance research integrity with protecting pupils' welfare, dignity and autonomy.
This study has explored the effect of peer feedback on the development of self-reflection skills in primary school pupils, compiling data from pupil interviews, pupil questionnaires and teaching staff questionnaires. The findings appear to suggest that while peer feedback is widely used and generally perceived as beneficial, there are variations in the data to its effectiveness, particularly in relation to pupils’ ability to engage in meaningful self-reflection. Common themes have emerged from the collation, including the emotional responses to peer feedback, its role in self-reflection, a preference towards teacher feedback and challenges with its implementation. One might contend that these findings align with existing literature on AfL, social constructivism and metacognition, whilst also posing questions about the extent to which peer feedback fosters independent learning. 
One of the most consistent themes in the pupil interviews, was that pupils generally reported positive emotions when giving feedback, such as feeling proud, happy or confident. This potentially aligns with Bandura’s social learning theory (cited by Chaudhary, 2025), which suggests that learners can gain a sense of mastery when engaging in collaborative tasks. Most pupils interpreted peer feedback as helping their classmates, indicating a sense of peer responsibility towards learning. On the other hand, mixed feelings were observed about the usefulness of peer feedback, some pupils stated that unclear or overly negative feedback could be discouraging. 
Literature suggest that constructive feedback is essential in fostering learning (Black and Wiliam, 2010), yet not all pupils perceived peer feedback as helpful. Possibly linking to the developmental stage of primary-aged pupils, as younger learners may struggle to provide feedback that is both specific and constructive (Piaget, 1970). Moreover, some pupils mentioned that they sought clarification on peer feedback before applying changes, demonstrating that not all feedback was immediately understandable or actionable. This is highlighted in the Education Endowment Foundation (hereafter EEF) (2025) Feedback webpage, suggesting in order for feedback to be beneficial it needs to be actionable and clearly interpretable. The findings are broadly consistent with the teacher questionnaire responses, which indicate that whilst staff believe feedback encourages self-reflection, there is uncertainty about its effectiveness in producing meaningful changes. The neutrality in responses about whether pupils give each other useful feedback suggests that there may be inconsistencies in how peer feedback is implemented and perceived across different classrooms. 
Findings from both the pupil and teacher questionnaires suggests that peer feedback plays a role in encouraging self-reflection, although the extent of its influence varies. Most pupils reported making changes to their work based on feedback, demonstrating an engagement in the feedback process. Several pupils also mentioned re-reading their work, questioning suggestions and seeking clarification, all of which are key indicators of metacognitive engagement (Flavell, 1979). Nonetheless, the depth of self-reflection remains uncertain. While some pupils indicated that peer feedback increased their awareness of common mistakes (punctuation, spelling errors, sentence structures etc), opinions were mixed regarding whether it helped them understand their own strengths and weaknesses. This suggests that peer feedback may be more effective in addressing surface-level errors rather than fostering deeper learning strategies. Nicol and Macfarlane-Dick (2006) pose that for feedback to enhance self-regulation, pupils must be able to internalise feedback and apply it beyond a single task. The findings suggest that this process may not be fully developed amongst primary pupils, potentially due to limited experience in engaging critically with feedback. 
Interestingly, the teaching staff questionnaire also revealed an equal divide between viewing peer feedback as ‘somewhat useful’, or ‘only a little useful’ in helping pupils identify their strengths and weaknesses. However, 75% of teachers believed that peer feedback contributed to pupils’ awareness of their learning goals, suggesting that while peer feedback may not always support deep self-reflection, it may still help pupils align their work with expected learning outcomes. 
Despite the perceived benefits of peer feedback, several challenges were identified by teaching staff. A recurring issue was that younger pupils required significant guidance in providing useful feedback. Teachers noted that modelling peer feedback and allocating structured time for feedback discussions, were necessary to ensure its effectiveness. Notably, this raises concerns about the extent to which peer feedback remains pupil-led, if too much scaffolding is required, pupils may struggle to engage in meaningful independent reflection, this can therefore be seen to support Vygotsky’s theory of pupils requiring a More Knowledgeable Other (MKO) (cited by McLeod. 2025). As well as observed to be used by Ron Berger(EL Education, 2016) in the video titled ‘Austin’s Butterfly’, where he guides pupils feedback to focus on actionable aims. 
Furthermore, the risk of miscommunication was highlighted in pupil interviews, with some pupils indicating that poorly worded, or overly critical feedback could lead to confusion rather than improvement. This is consistent with research on feedback literacy, which suggests that pupils need to be explicitly taught how to provide and interpret constructive feedback (Carless & Boud, 2018).
An unexpected finding was that pupils initially associated peer feedback with English lessons, rather than other subjects such as mathematics, or science. This may be due to the qualitative and iterative nature of writing, which lends itself more naturally towards revision and reflection (Boud & Molloy, 2013). In contrast, subjects like mathematics tend to have right or wrong answers, which may limit opportunities to generate peer feedback and self-reflection.
The findings suggest that peer feedback fosters self-reflection in primary pupils, though its effectiveness depends on various factors. While some pupils engage with feedback, it remains unclear whether this reflects deep reflection, or surface-level changes. A strong preference for teacher feedback, concerns about reliability and the need for teacher support indicate that peer feedback alone may not develop independent, self-regulated pupils. This aligns with Estyn’s (2018) report on Ysgol Plascrug, emphasising the impact of teacher feedback on thinking skills. Structured peer feedback training, self-assessment and a blended approach may enhance its benefits. Further research across multiple schools is required to provide a broader perspective, as this study’s scope is limited to a single school. Notwithstanding, findings tentatively suggest that peer feedback can be beneficial when effectively structured. 
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