
Chapter 5 Discussion 

5.1 Introduction 

This chapter discusses the findings of the previous chapter regarding what parts of the 

assessment and evaluation process students find valuable in greater detail in the context of the 

literature and policy of the current educational climate. The findings will be discussed under the 

headings of Student involvement in assessment and evaluation, Competence in a gradeless 

evaluation task, and student’s agreement with the Assessment for Learning ideals. 

5.2 Student involvement in assessment and evaluation 

Participants responses to questions in the evaluation sheets suggests an appreciation and 

recognition of inclusive elements of the assessments processes. Throughout the study, students 

evaluated either themselves or each other with the researcher facilitating rather than assessing. 

Teacher assigned grades were not given to the students, only feedback in the progression of work.  

The lead-in exercise facilitated by the researcher was a discussion of the leaving certificate 

marking scheme and its headings of composition, proportion, tone/line and form/volume (SEC, 

2019). Students indicated unanimously that analysing the marking scheme helped them understand 

their goals and what was expected of them. Students claimed it helped them achieve the goals 

saying ‘it helps us realise what we should focus on and how we can get extra marks for doing simple 

things like drawing the feet, instead of wasting time on less important things’. Student’s also claimed 

this put them in control of their ability to improve as they ‘know what to prioritise when drawing’. 

This follows academic thought that self and peer evaluations are more accurate when the success 

criteria are clearly understood. (Falchikov and Goldfinch 2000). This feeling of being in control of 

their own ability to improve is reflective of Freire’s (1970) theories of critical pedagogy, whereby the 

discussion and interpretation of success criteria creates a democratic environment of teacher and 

student working towards access to a common goal (Pickford and Brown, 2006). 

 The student’s indications that involvement in the assessment procedures was beneficial 

reflects Eisner’s Arguments on expressive objectives and activities in the sense that they are 

adopting forms of ‘thinking-feeling-acting’ of their own making by using the skills gained through the 

instruction in the various assessment tasks to contextualise the learning from the life drawing 

exercises. (Eisner, 1985,). Studies show by students becoming more proactive in their learning 

process, every student can make grounds for and understand their improvement (Pickford and 

Brown, 2006). 

 This could also be interpreted in light of Hickman’s comments on social identity theory about 

personal evaluation’s links to self-esteem. By evaluating themselves in comparison to the group, 

determining their self-esteem in regard to the life drawing task, inclusion in the assessment methods 

makes the scenario more democratic and fair, creating a more open and available assessment 

framework (Hickman, 2010). 

Participation in the group critique featured varying levels of input. In the Likert scale some 

students indicated to have been comfortable discussing their work, while some were not. As a result, 

the discussion mostly featured only one student who contributed 47% of the discussion. However, 

five of the seven students indicated that it was easier to give themselves a mark in a group and six 

indicated Hearing my peers talk about their work made it easier to see where they needed to 

improve. Alongside this one of the students who considered it easier to give themselves a mark by 

themselves was the second largest contributor to the critique with 20% of the discussion and the 



other was the lowest contributor with 0.7% of the discussion. All this would suggest the group 

critique can be valuable to students whether they are active in the discussion or not. 

It is interesting to note that originally students were expected to mark each drawing under 

the four heading of composition, proportion, tone/line and from/volume in the form of annotations. 

Prior to the group critique however, participants struggled with this task. Two students wrote 

comments on their first drawing, and two marked composition alone but no student fully graded 

their work on paper until after the group critique. This contrasts with the general success in 

individual evaluation in the gradeless exercise of evaluation sheet one. In line with this, six 

participants out of the seven recorded that ‘hearing peers talk about my work made it easier to see 

where I needed to improve’, in the second evaluation sheet. This reflects the purpose of a group 

critique, ‘to enable an artist to gain critical distance from their emerging work’ (Rowles, 2013, p20) 

by understanding different perspectives and solutions they otherwise may not have conceived. 

5.3 Competence in gradeless evaluation 

Student’s responses to the first evaluation sheet (Figure 1, chapter 4) displayed a 

competence in recognising which drawings were most successful in each marking criteria category. 

The majority success and accuracy of this method of individual evaluation is in contrast with the 

findings of another individual evaluation technique, the initial inability to self-mark each drawing as 

outlined in the previous chapter. This data would suggest that perhaps it is the act of marking that 

proposed difficulty to the students, rather than suggesting low ability for individual self-assessment. 

The gradeless system of selecting methods that worked, could possibly be less of an abstract 

concept for students as they are simply picking which drawing was best, a concrete task, rather than 

assigning a number value to a concept, such as proportion.  

This could also be explained by motivations of performance orientation, whereby students 

are evaluating their self-esteem by success in their task (Pickford and Brown, 2006) leading to higher 

levels of stress and a decrease in learning due to an over-focus on grade attainment (McMorran et 

al, 2015). Through the evaluation sheet, students reflected on methods and approaches and 

selected what seemed most successful, hence students are not confronted with committing to paper 

a success, or mistake, in the quantitative form of a mark and are free to simply reflect and evaluate 

on the work they have completed. It is exactly this type of self-evaluation that is intrinsic to art and 

design practice, continuous evaluation happens as creative works are made prompting progression 

(Hickman, 2015).  

The data gathered would suggest that this form of gradeless evaluation could be utilised as 

an exercise in teaching these ideas of self-regulation. Self-regulation and self-motivation skills have 

come increasingly into focus in education, particularly further education (Hawe et al, 2017), where 

studies have shown early development of these skills is linked to higher levels of retention (Zepke 

and Leach 2010), achievement (Zimmerman and Schunk, 2008) and ability to utilise their learning in 

life after education (Kitsantas, Winsler, and Huie 2008). Considering these studies it would seem 

advantageous for learners to begin developing these skills early as possible, introducing them in post 

primary education in preparation for higher education (McMorran et al, 2015), as mentioned above, 

this would be especially true in Art and Design where, Hickman (2015) highlights, these skills in art 

and design practice after education are vital. 

5.4 Student’s agreement with the Assessment for Learning ideals  

 Student responses in questionnaires indicate an appreciation of the key processes of 

assessment for learning; understanding the learning goals, evaluating their own performance and 



recognising the difference between that work and the aforementioned goals and understanding how 

to bridge that gap (Black et al, 2003; Greondijk et al, 2018).  

 Students unanimously strongly agreed that reading the marking scheme helped them realise 

what they had to do, while six out of seven participants indicated they would define success criteria 

before starting future projects. One student claimed they ‘feel a lot more in control’ as a result of 

analysing the marking scheme and another considered themselves to ‘have the ability to improve 

now’. This ability to improve based upon conceptualising the learning goals and how to attain them 

as well as evaluation tasks that improve student performance is in line with literature regarding 

formative assessment (Brookhart, 2001; Greondijk et al, 2018). Analysing and understanding the 

marking scheme, it could be interpreted that students have created Vygotsky’s (1978) scaffolding of 

their zones of proximal development themselves by identifying what the learning goals are in order 

to achieve them. This also helps students keep the evaluation procedures related to the objectives 

as their collective analysis and definition of the marking scheme gives them an ownership of the 

objectives (Eisner, 1985). 

 Student’s self-evaluation of their work in the primary evaluation sheet (Figure 1, chapter 4) 

involved the second key process of Assessment for Learning; evaluating their current performance 

and recognising the difference between that work and the aforementioned goals (Black et al, 2003; 

Greondijk et al, 2018). By observing their drawings with each method and selecting which drawing 

method was most successful within each marking scheme category students further evaluated the 

meaning of the marking scheme. Through this process they also evaluated their progress by 

recognising which drawings were successful and which drawings were not, identifying the range of 

progress of their work under each category in the process. By reviewing their work in this way, they 

have a detailed breakdown of their performance and by recognising different levels of success in 

their drawings they can create a scaffold for understanding the differences between the success 

criteria and their own work.  

 Further student indication of an appreciation of this key process could be seen in student’s 

responses to peer assessment. A large majority of the students indicated strong agreement that 

‘hearing their peers talk about their work made it easier to see where they needed to improve’. Two 

students commented that they could ‘be more objective and fair’ grading other’s work and that 

hearing feedback from different people was helpful because ‘everyone sees things differently’. This 

agrees with studies on group and peer assessment that show analysing work together triggers 

reflection and evaluation of the individuals own work (Black et al, 2003). As groups ‘give rise 

synergistically to insights and solutions that would not come up without them’ (McNiff, 2001, p17)  

exposure to mixed opinions and ways of thinking could facilitate the development of aesthetic 

judgment and connoisseurship which Rayment (2007) argues is essential to assessment of the arts. 

These arguments could part-way explain students’ feelings of ability to improve their work and why, 

as the researcher observed, that students were far more confident self-marking after the group 

assessment exercise. 

5.7 Conclusion 

 Overall, this indicates that there were a variety of process students considered valuable. 

Inclusion in the assessment process through developing success criteria by analysing the marking 

scheme was considered beneficial. Group and peer assessments were universally deemed to be 

valuable to learning, although not all students considered them enjoyable. Gradeless methods of 

self-assessment provided accuracy in assessing early in the process and are more in line with art and 

design practice. Finally, this combines to express students’ interest in the assessment for learning 



processes. Students felt their increased understanding of the project goals gave them control of 

their ability to improve and helped them understand how to achieve these goals.  
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