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Rationale  

There is a dynamic which exists between practitioner research and classroom practice for 

teachers, which ethicality cannot be divorced from quality in practitioner research any more 

than it can be divorced from quality in professional practice. It is with this notion the 

Practitioner Enquiry (PE) has been undertaken, as teaching and learning is a complex process 

whereby high quality professional development is necessary to ensure that all teachers are 

able to meet the needs of a diverse pupil population and are active agents of their own 

professional growth. The focus taken in this practitioner enquiry is based on the effects of 

pupil learning through self-assessment which both Clarke (2005) and Black et al (2003) 

stated is a method that allows children to critique their work more freely than the traditional 

teacher-pupil interchange.  Therefore indicating that the language children use towards each 

other is one they would naturally use rather than ‘school’ language which allows for a more 

honest assessment of their work (Clarke,2005). The Assessment Reform Group (2002) 

claimed that children are able to take part in self-reflection and identify their own next steps 

in learning through self-assessment skills (BTC5, 2011).  

Aims  

1. To measure the effectiveness and accuracy of self-assessment on pupil learning and 

next steps for consolidation or improvement. 

2. To evaluate if self-assessment allows children to become reflective and positive 

contributors by taking more ownership of their own learning. 

Methodology  

The approach taken was the introduction of a self-assessment checklist which was used every 

Friday for 4 weeks, after writing a narrative story.  

Method 1 – introduction of a self-assessment checklist.  



Each Friday 15 minutes of assessment time was set aside for children to use, where they 

could not edit their work only assess using an assessment pen and checklist. In preparation 

for the introduction of this self-assessment checklist, the class self-assessed an example piece 

of narrative writing and compared the results. During the 4 week implementation the self-

assessment checklist was collected from the same 6 children (Pupil A-F), who varied in 

ability.  

Method 2 – completing a teacher assessment.  

A teacher assessment proforma was also completed to compare accuracy in responses.  

Findings  

During the PE only 2 children were actually able to recognise that they were using the 

checklist to help inform next steps in their learning (See Fig.1). Therefore indicating that ‘if 

young people are to improve the quality of their creative work, they will need an honest 

critical assessment’ (Collard and Looney, 2014: 357). The checklist for the 4 other pupils 

worked as just that, a checklist. These children were not able to make the link that the areas 

that were unticked were the areas that would signpost their next steps or goals for the 

following week. Teachers must consider the notion that pupils will interpret things differently 

and they will use their creativity to form a self-assessment from their own ‘creative 

perspective’ (Longshaw,2009:3). 

 

Fig.1 – Pupils who used the unticked area of checklist to form next steps.  

34%	

34%	

8%	

8%	

8%	

8%	

DID	PUPILS	INCLUDE	UNTICKED	AREA	OF	CHECKLIST	IN	
NEXT	STEPS?	

Pupil	A	 Pupil	B	 Pupil	C	 Pupil	D	 Pupil	E	 Pupil	F	



The accuracy of the self-assessments varied yet again in the results when compared to teacher 

assessments. The children have a checklist with 7 different features of Narrative Writing that 

they can tick off of their list when self-assessing. Using the same list for reliability and 

fairness the assessment results to from teacher assesments were then compared to pupil self-

assessments. Figure 2 and 3 show the accuracy of the pupil self-assessment check list when 

compared to teacher proforma, for example Pupil A in Week 1 (Fig.2) accurately assessed 6 

narrative features in their writing as did I (Fig.3). However, the same Pupil in Week 2 (Fig.2) 

only identified 4 out of the 7 features with their writing whereby teacher assessment identifies 

6 (Fig.3). When comparing the data the inconsistencies become apparent as Pupil B 

consistently underestimates their writing and Pupil C consistently overestimates, this may be 

a further area that warrants investigation at a later date. 

 

 

Fig.2 – Areas ticked by Pupils during self-assessment.  
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Fig.3 – Areas ticked by Teacher during assessment.  

Conclusions  

These findings force the researcher to ask: Is this method of assessment fit for purpose? 

Building the Curriculum 5 stated that assessments need to be valid and reliable (2011). Ross 

suggested otherwise, as ‘student self-assessments are generally higher than teacher ratings’ 

and these over estimations are down to a lack of ‘cognitive skills in assessing’ (2006:3). This 

particular type of assessment must be taught and children cannot just be expected to be able 

to self-assess at an appropriate level without a model to follow (Sung et al.,2005). This raises 

the question of how reliable the method is and how is it developing learning and teaching 

experiences. Ross (2006:5) stated that negative implications have been noted and these relate 

to children having self-fulfilling prophecies, suggesting that because they do not particularly 

enjoy a subject which would result in false assessments of their work. This attitude was also 

seen with the more able children, claiming the work was ‘too easy’ and some ‘ego-

protecting’ responses who would not like to admit their areas for development (ibid). Based 

on the data collected it can be concluded that the pupils were not fully able to take ownership 

of their learning and therefore could not effectively create next steps. It is important to 

understand that this is a small scale PE and the results are inconclusive. However the style of 

practitioner research promotes professional commitment and lifelong learning in an ever 

changing modern world. In conclusion to this particular PE putting learners themselves at the 

centre of the assessment process both the children and the researcher developed some 
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understanding of where they are in their learning (MacBride,2015). This approach had the 

potential to move assessment from being a summative process, something that was “done to” 

the learner resulting in an assigned grade, to a process that actively involves the learners and 

supports further learning within the process itself.  

 

Implications for Future Practice  

One of the criticisms that is sometimes levelled against practitioner research is that its 

influence is very limited (Bertanees et al.,2009). So, it is suggested that while good quality 

PE may lead to significant improvement in a teacher’s classroom practice, the wider learning 

and the implications for policy are very limited (Menter et al,2011). Indeed, this argument is 

sometimes extended to suggest that PE rather than contributing to an extended form of 

teacher professionalism is actually leading to a more restricted professionalism, where the 

teacher’s contribution is constrained to their own direct field of practice (Ibid). However, 

there is a stronger argument about the framing of PE that can facilitate a greater engagement 

with policy processes (Bertanees et al.,2009). If research is framed from the outset in relation 

to wider policy then it may well be that the outcomes of the PE will be of much wider interest 

(Menter et al,2011). Hence the focus on self-assessment.  

The process of designing and creating a Practitioner Enquiry (PE) has allowed the researcher 

to understand that the lens of enquiry should be used carefully as there are a number of ways 

which ‘teacher research’ can be supported and promoted with varying results on impact and 

effectiveness (GTCS,Online). Teachers must understand what works in one particular school 

may not translate into another school setting, as enquiry can be ‘very specific to that school’ 

(GTCS,Online), this supported Stoll’s (2003:9) notion that PE tends to be ‘situationally 

unique’. Education systems are devoted to developing teachers as reflective, accomplished 

and enquiring professionals who have the capacity to engage fully with the complexities of 

education and to be key actors in shaping and leading educational change (Donaldson, 2011).  
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