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Student number │ 2104102
6008 Assignment │ Leading the learning

Critically reflect on your progress in planning, preparing, and teaching lessons that incorporate specific pedagogical principles. Identify one of these pedagogical principles as an area for development and justify the next steps in your development.

Feedback from ECAD6007 Assignment
	
	Target/Feedback
	What I have done in this assignment…

	1
	Overall, this is an excellent piece of work that successfully integrates theory, practice, and reflection.
	I believe I have written an assignment that successfully links theory, practice, and reflection.

	2
	The use of the literature to support the discussion is of particular note, as is the use of examples to illustrate a point.
	I will continue to use the literature and examples to illustrate a point or to support/contest the discussion.

	3
	An emerging trend is the synthesis of ideas evidenced in the concluding sentences of your paragraphs - you might find it useful to look at SOLO taxonomy to develop this further.

	I did some research on SOLO taxonomy, looking at the different complexity of understanding shown at each level (from prestructural to extended abstract). I have attempted to extend the understanding I show in my writing taking SOLO taxonomy into account.
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	[bookmark: _Hlk91598912]Professional Experience Template 1
	Date: 25/11/2021
Lesson: to research equality.
Year 4/5

	Pedagogy Standard
	Assessment for learning

	What did you do and why?
	In this lesson pupils used the iPads to research equality and to write at least three sentences relevant to it. This task was part of a series of lessons which culminated in pupils writing a letter about equality using Dr Suess’ ‘The Sneetches’ as stimulus for their piece of writing. At the beginning of the lesson, I shared the success criteria with pupils and discussed what it would look like, providing some examples of sentences I had put together. The success criteria involved objectives like correct spelling, punctuation and grammar, neat writing, relevant sentences. This gave an explicit guideline and framework for learners and provided a relevant example which may have helped low attainers progress throughout the lesson. Both the success criteria and visualised example remained constant throughout the lesson. This was effective as it could be used for reference by pupils throughout the lesson, as well as providing an opportunity for myself to ask those more able and talented pupils to check if their work met the criteria when they had finished. I also shared some possible research questions which pupils may start with when researching equality. For examples questions such as: ‘What is equality?’ and ‘Why is equality important?’ As a plenary task, I asked pupils to firstly assess their own work against the success criteria and then switch their book with a partner and get them to mark their work against the success criteria. The assessment was recorded in the self-column and peer column respectively. There was a final column left in the success criteria for teacher assessment. This process worked effectively for some pupils, although other pupils struggled to assess their or their partners work with deeper levels of reflective thinking.

	What have you learned?
	I have learned that assessment for learning has four central elements, two of which are exemplified in this personal teaching experience. The sharing of the success criteria ensured that learning progress and intentions was aligned throughout the lesson.  
This was especially important as pupils were using iPads which sometimes may hinder or restrict learning of pupils. I found by providing examples and keeping the criteria accessible throughout the lesson I was able to draw pupils attention to it who needed additional support and found it useful to refer to when managing the noise and behaviour levels throughout the lesson. By using the success criteria to frame the peer and self-assessment, it gave a structure to pupil’s reflection process. This may have helped those pupils that struggled to reflect on their work, but equally may have limited the reflective thinking of pupils that were more advanced with this process.

	
	

	What next?

	I should consider the literature that encapsulates assessment for learning, such as work from Wiliam, Black and Hattie etc. It might also be worth considering current Welsh government guidance on assessment for learning in the curriculum and other relevant documents. I should consider the four elements of assessment for learning and how they might best be implemented in the classroom. It might be worthwhile looking at other ways of conducting or structuring self and peer-assessment in future lessons that enhance learning for pupils. It would also be good practice to collaborate with other practitioners and senior leaders to discuss what AfL strategies and practices are currently embedded and implemented on a school-wide level.



	[bookmark: _Hlk91599095]Professional Experience Template 2
	Date: 15/11/2021
Lesson: Welsh - "Sut wyt ti'n teimlo heddiw?"
Year 5 class

	Pedagogy Standard
	Blended learning experiences

	What did you do and why?
	This lesson involved learners using and being exposed to Welsh listening, reading, speaking, and writing skills. The introduction to the lesson used a video from BBC bitesize. Pupils were given the Welsh and English translation video transcript to follow the video conversation. Then learners were encouraged in pairs to re-enact the Welsh conversation between Rav and Elin for the next five to ten minutes. The main activity involved using the transcript to identify the different feelings each character (Rav and Elin) expressed in the video recording it in Welsh and English on the worksheet. The second part involved pupils creating their own feelings rainbow where they considered the different colours of the rainbows (in Welsh: coch, oren etc.) and associated a unique feeling to each using the following sentence: Dw i'n hapus etc. Pupils who finished early shared the sentences they wrote with others who had finished and teaching staff. I employed this approach to the lesson to ensure there was a blended learning experience for all learners. This approach acknowledged that pupils’ Welsh skills may vary across the features of literacy (listening, reading, oracy and writing) and ensured all Welsh skills were considered and developed throughout the lesson. Due to the wide variety of Welsh skills throughout the class, universal provisions (Welsh colour templates, Welsh sentence templates and English/Welsh feelings charts) were made available and accessible to all pupils.

	What have you learned?
	Through implementing blended learning experiences in this Welsh lesson, it provided the opportunity for all learners to develop their different Welsh skills. Blended learning experiences can have a positive impact on pupil’s confidence as it provides different situations to develop and showcase learning. For instance, a pupil that struggles to listen to Welsh may still enjoy the lesson because they are more able, competent, and confident at writing and reading in Welsh. The video provided an example of how Welsh may be used in an everyday context and gave pupils the chance to refine their Welsh listening skills. Then by pairing pupils together to roleplay the conversation, listening, reading, and speaking skills were developed collaboratively in pairs. Throughout the main activity reading and writing skills were developed within the lesson using the worksheet and universal provision as a support.

	What next?

	It is evident that I should consider blended learning experiences across different phases and subject domains. It is important that blended learning is embedded in pedagogical strategies and the learning environment to ensure that diverse learning needs are considered and met. The next steps that should be developed may involve collaborating with school staff and pupils to ensure a blended repertoire of learning experiences is accessible and available across subject lessons, areas of learning experiences (AOLEs), progression steps and the wider school curriculum. It would also be good practice to look at the literature and empirical evidence that is relevant to employing a blended approach in education, to understand how it can be best implemented and to increase the understanding of factors that should be considered when blended learning experiences are employed in educational settings



	Professional Experience Template 3
	Date: 29/11/2021
Lesson: Christmas themed origami
Year 4/5

	Pedagogy Standard
	Real life authentic contexts

	What did you do and why?
	In this lesson pupils had to make Christmas themed origami and colour it in appropriately. I decided to plan the Christmas theme in this expressive arts AOLE to make it more relevant and authentic to the real-life contexts of the learners. The use of Christmas designs helped make the lesson more engaging to pupils rather than using more traditional origami designs. The atmosphere in the classroom throughout the lesson was seen to be positive and happy with pupils showing great engagement with the task at hand. This lesson was made more authentic by allowing the origami created by the pupils to be displayed as a decoration on the class Christmas tree. Learners would then be able to take their Christmas origami home during the Christmas holidays to display on their family’s Christmas tree.

	What have you learned?
	The use of authentic context in this lesson helped maintain the engagement of pupils throughout the lesson. The use of authentic contexts within learning environments can be beneficial as it creates real life links to learning and shows how learning and skills associated with learning are applicable in everyday life. The video during the introduction of the activity offered pupils an insight into the wider practice of origami, showing how arts can be transformed in different contexts. It was important to include 3 different origami designs as they all had a different level of complexity that challenged each learner within the class. Through displaying the origami in the classroom pupils felt a sense of pride in their work and exhibited their best attempts at the task at hand.

	What next?
	In future practice it is important to consider the impact and effectiveness of authentic contexts within education. The use of authentic contexts can serve as a vehicle for learning, offering learners an opportunity to engage with vibrant, rich learning experiences that hold concrete links to their life. Whilst this lesson has embedded authentic contexts, future practice, planning and delivery of lessons should explore how authentic contexts can be inserted within respective learning experiences and throughout the wider school curriculum. After the measures and protocols around coronavirus ease, it might be worth considering how learning experiences provided to pupils can be enhanced through either school excursions or visits to the school by members of the community that are relevant to learners’ education. It might also be worth



	Professional Experience Template 4
	Date: 11/11/2021
Lesson: Remembrance Day comprehension activity
Year 5

	Pedagogy Standard
	Cross-curricular themes

	What did you do and why?
	In this lesson, pupils did a comprehension task about Remembrance Day. Whilst this lesson could be considered a Humanities AOLE, the task involved cross curricular links of literacy. The three differentiated comprehension tasks offered pupils the opportunity to seek a challenge relevant to their stage of learning. I choose to do a comprehension task on Remembrance Day to make explicit the use of literacy in different areas of learning and contexts. Throughout the lesson pupils were challenged to read the information, pick out the points from the extract that best answered the questions asked. In answering questions pupils were asked and encouraged to use correct spelling, punctuation, and grammar in full sentence responses.
Similarly in a Children in Need themed lesson, gratitude was explored as a term and a literacy-based task was completed by pupils.


	What have you learned?
	I have learnt that employing cross curricular themes into teaching practice and pedagogy can be easily achieved and disguised. It is important that fundamental responsibilities of literacy, numeracy and digital competence are embedded throughout all AOLEs, so learners begin to understand that many skills can be used and employed in different areas of learning and life. It is also evident that through effectively embedding cross-curricular themes you can make the learning environment more dynamic, engaging, and enjoyable for pupils. For instance, a pupil that might not enjoy writing may engage with writing when it is in an area of learning or topic that is of interest to them (such as World War 2 or writing a letter to their favourite TV star).

	What next?
	Future implications from this experience should involve engaging more with cross-curricular themes. This experience has shown how literacy can be applied across the curriculum, but future practice may also consider how digital competence or numeracy can be embedded across different AOLEs. Next steps should also involve collaborating with mentors and other educational practitioners to understand how to best engage different themes throughout and across the curriculum in an integrated way. It would also be good practice to consult relevant literature and empirical research to develop the understanding around cross-curricular themes, factors that influence its implementation and success in the classroom.






ECAD6008 Assignment Part Two: Critical Reflection
Introduction
Through the consideration of the four principles outlined in part one, a critical reflection of the literature around Assessment for Learning (AfL) will be developed. The literature review will offer a critical reflection of AfL. It will initially consider the nature of assessment, before explaining how AfL terminology has come to be common in the literature. Two of the four key elements of AfL (Wiliam & Thompson, 2008) will be considered. The elements critiqued will include the ‘sharing of success criteria with learners’, and ‘self and peer-assessment’, which are considered most relevant to the professional teaching experience. The factors that might impact the implementation of AfL will then be considered and the use of the ‘Great Teaching Toolkit’ (Coe, Rauch, Kime & Singleton, 2020) to support the use of AfL will be discussed. Finally, the understanding of AfL derived from the literature review will be applied to the professional teaching experience, and used to inform future planning, preparation and teaching of lessons. 
The ‘Curriculum for Wales guidance’ (Welsh Government, 2020) considers AfL as a fundamental element in the process and progression of learning. This is evident in the key principles (see appendix 1) which highlights AfL as a measurement tool of an individual learner’s progression and development (Welsh Government, 2020). The permeating nature of AfL (as illustrated in appendix 1), suggests that it is an important element of the curriculum that deserves careful consideration by educational stakeholders (Welsh Government, 2020). It could be argued that a critical reflection into AfL is therefore justified, to develop future practice and inform next steps.

Literature Review
The nature and relevance of assessment 
There has been a shift in the understanding of assessment as a continuous process, rather than as an endpoint of learning activity (Graue, 1993). This shift is reflected in Black and Wiliam’s (1998a) definition of assessment, which describes assessment as actions completed by teachers and students, that generates information to provide feedback on teaching and learning. Within the literature, two key purposes of assessment have been identified. The first is formative assessment, which is aimed at influencing learning concurrently, and the second is summative assessment, which is the evidence demonstrated at the endpoint of learning (Dixson & Worrell, 2016; Dolin, Black, Harlen & Tiberghien, 2018). Dolin et al (2018) argues that whilst these two types of assessment differ in function, they are similar in type. For example, the same type of assessment can be used in a formative and summative manner depending on the interpretation and implementation of the data produced (Bennett, 2009; Wiliam, 2011). Despite this similarity, tension has been common in the literature between formative and summative assessment, with formative assessment often viewed more positively (Taras, 2008). Taras (2010) claims that this tension is a side-effect of basing formative and summative assessment on function alone. It is argued that this confusion can be mitigated through conflating the functions of formative and summative assessment and understanding that both can be used to measure the process and product of learning (Taras, 2008).
The Assessment Reform Group (ARG) acknowledge the influence of assessment and recommend a set of features that should be implemented to promote learning (Broadfoot et al., 1999). These seven features require active involvement with assessment from both teachers and learners (Broadfoot et al., 1999). Broadfoot et al (1999) argue that formative and summative assessment terminology are insufficient in articulating these features. This is based on the belief that formative assessment has been over interpreted within the literature, and that both functions of assessment fail to explicitly involve pupils (Broadfoot et al., 1999; Wiliam, 2011). For example, marks on a mathematics activity may offer a teacher insight to learning gaps and identify where greater practice, clarification or class-wide support is needed. However, these marks might only show pupils whether they have been successful and fail to provide feedback to foster the pupils’ learning progress (Wiliam, 2011). Therefore, it is argued that a formative and summative classification would prove inadequate in explaining the advice brought forward by the ARG (Broadfoot et al., 1999; Wiliam, 2011). In essence it can be argued that AfL is formative but formative assessment is not AfL (Ahmed, 2018, Wiliam, 2011).
The terminology of AfL was introduced to explain the use and application of assessment by pupils and teachers to understand where the pupils’ learning is, where it needs to go and what needs to be done to get there (Broadfoot, Daugherty, Gardner, Harlen, James & Stobart, 2002; Donaldson, 2015). Within the literature, AfL is perceived to be more useful than Assessment on Learning (AoL) (Wiliam, 2011). This belief exists despite Bennett (2009) claiming that AfL and AoL are different by definition and purpose and are therefore difficult to compare. Wiliam (2011) also argues against the common notion that AfL is formative, and AoL is summative. Wiliam (2011) echoes Bennett (2009) and argues that AfL and AoL are different in purpose whilst formative and summative assessment are different in function. Overall, when considered in a Welsh context, Donaldson (2015) and Furlong (2015) imply that effective AfL requires a sound understanding of the role of both formative and summative assessment.
The relevance of AfL to education has been particularly evident in the last two decades (Brooks, Burton, van der Kleij, Carroll, Olave & Hattie, 2021; Wiliam, 2018). In Wales, policies around assessment (e.g., Donaldson, 2018; Furlong, 2015; Welsh government, 2010, 2013, 2020) have been developed to prioritise learning progress and outcomes (Leung & Scott, 2009). This shift in focus is demonstrated by Donaldson (2015) in his review ‘Successful Futures’, which suggests including AfL principles within and across the Welsh curriculum. The new Welsh curriculum outlines AfL as a tool to support learning on an ongoing basis (in the short and long term) and to refine teaching practice through the consideration of class progress (Welsh Government, 2020). Therefore, AfL might be considered as the path that connects learning to teaching and vice versa (Wiliam, 2013).
The four AfL strategies
There are four central elements to AfL: 1) sharing success criteria with learners, 2) the use of questioning, 3) the use of feedback and 4) peer and self-assessment (Black et al., 2003, 2004; Wiliam, 2005, 2006; Wiliam et al., 2004; Wiliam & Thompson, 2008). These four elements are evidently reflected through policy and guidance in Wales, including ‘How to develop learning and thinking in the classroom’, ‘Assessment for learning and the National Literacy and Numeracy Framework’ and the ‘Curriculum for Wales guidance’ (Welsh Government, 2010, 2013, 2020).
Sharing success criteria with learners
Extensive literature has shown positive learning outcomes eventuate from sharing success criteria with learners (Ahmed, 2018; Hume & Coll, 2009; Wiliam, 2005). It is argued that pupils who have access to success criteria are afforded greater insight into what and why they are learning specific content, thus transforming pupils’ learning from a passive to an active process (Ozan & Kincal, 2017). Through the formulation and sharing of success criteria pupils are afforded the chance to create and expand their own conceptual frameworks with a scaffold to guide their efforts towards learning objectives (Heitink, Van der Kleij, Veldkamp, Schildkamp & Kippers, 2016). In essence, learners are developed to identify and prioritise the important aspects of a learning experience (Wiliam, 2005). Sharing success criteria has been considered beneficial in improving feedback, strengthening the collaboration between peers, and creating active, independent lifelong learners (Ndoye, 2017). 
On the other hand, it is important to be aware of some of the potential pitfalls of sharing success criteria with learners. It is argued that some pupils may rely heavily on the success criteria, and that this may inadvertently hinder their creativity and thinking (Evans, 2013). The claim that overly specific success criteria can create a barrier to pupils’ self-regulated learning, cognition, metacognition, and other intellectual processes is a common feature in the literature (Crisp, 2012; Crook, Gross & Dymot, 2006; Sadler, 2009). This implies that explicit and rigid success criteria might hinder the quality of learning and the growth of lifelong learning attitudes (Ahmed, 2018). Canty, Seery, Hartell and Doyle (2017) make further claims that overly explicit success criteria can disengage pupils, lead to conformity in pupil responses, and limit the inquiry of subject content. As a practitioner implementing AfL, it is important to consider these factors.
Within the literature, there are suggestions for how practitioners can most effectively share the success criteria with learners. Wiliam (2005) explains that the success criteria will often hold a different meaning to students than it does for the teacher. Therefore, it is important that the success criteria is delivered or redeveloped in a way that can be understood by learners (Black, 2015). It is also considered effective practice to discuss how the success criteria might look in pupils’ work or share an example of a piece of work that meets the success criteria so that pupils can visualise what their work might look like (Wiliam, 2005). Generating the success criteria with learners is suggested to help the development of their self-regulated learning and metacognition skills, by encouraging pupils to use conceptual thinking and processes to understand their learning (Canty et al., 2017; Sadler, 2009). Allowing participation and ownership of the learning process by pupils has been observed to have positive impacts on learning (Chen, 2010; VanShenkhof, Houseworth, McCord & Lannin, 2018). However, any generation of success criteria with learners should still be representative of what the teacher conceptualises to be quality work (Wiliam, 2013). To answer the myriad of concerns associated with sharing success criteria with learners, Sadler (2009) suggests using criteria that is broad in nature. He explains that having wide success criteria allows pupils to engage with the learning goals but also offers more scope to develop pupils’ understanding, knowledge, critical reasoning, and problem solving relevant to the task. 
Self and Peer-Assessment
Self and peer-assessment is thought to influence pupils’ active learning by creating a more involved learning environment, which leads to greater learning outcomes (Ozan & Kincal, 2018). Self-assessment involves learners evaluating their own work, whilst peer-assessment involves learners considering and evaluating their peers’ work (Wiliam, 2005). These processes are considered extremely valuable in facilitating learning because they promote the development of learners’ intellectual and reflective abilities, in addition to their confidence (Ahmed, 2018; Logan, 2009; Ndoye, 2017). Gibbs and Simpson (2004) argue that peer-assessment can enhance learning, even in the absence of teacher feedback, as it provides the chance for learners to assume responsibility for assessing learning activities. It is also argued that learners participating in these assessment processes, display increased transferable skills (Ahmed, 2018; McGarr & Clifford, 2013; Petty, 2009). Taken together, this arguably highlights the importance of self and peer-assessment as an AfL strategy.
Within the literature, there is a consensus that self and peer-assessment should be structured around criteria, to be most effective in educational settings (Bourke & Mentis, 2014; Heitink et al., 2016; Ahmed, 2018). However, it is acknowledged that without sufficient guidance in using success criteria, learners’ quality of self and peer-assessment will be limited (Newby & Winterbottom, 2011). Therefore, it is suggested that learners receive training in using success criteria to generate constructive feedback that is focused on improving learning (Newby & Winterbottom, 2011). As skills are developed, pupils can assume greater responsibility and autonomy in self and peer-assessment (Heitink et al., 2016), which is suggested to positively enhance learning (Fletcher & Shaw, 2012). 
Despite the associated benefits of self and peer-assessment, the reliability and credibility of this practice is questioned within the literature. One argument claims that it is impossible for students to assess their own work objectively due to the influence of social pressures (e.g., friendship groups, individual perceptions of criticism) (Ahmed, 2018; Ndiku Makewa, Gitonga, Ngussa, Njoroge & Kuboja 2014). However, Wiliam (2005) argues that it is the process of reflection involved in self and peer-assessment that enhances learning and therefore the credibility of pupils’ assessment should not be a concern. Learners will always bring different perspectives and interpretations, and therefore it might be argued that the credibility and reliability of self and peer-assessment can always be questioned (Wiliam, 2011). This may be why pupil led assessment is never assumed or implied to have a summative purpose (Wiliam, 2005). Although, self and peer-assessment are considered an important process because they offer a different aspect to AfL, due to the inherent relationship differences observable between peers compared to those between a teacher and student (Wiliam, 2011).
Factors to consider when implementing AfL
The educational context encompassing the implementation of AfL will have significant impacts on its success (Heitink et al., 2016). Smith (2011) argues that an educational practitioner’s own assessment practice is fundamental in effectively embedding AfL in the classroom. However, it is noted throughout the literature that external circumstances (e.g., time and pressure to cover the curriculum) restricts practitioners from refining, improving, and developing AfL pedagogy (Hattie, 2009; Hattie & Timperley, 2007). One argument proposes that professional development in AfL need to be embedded throughout the teaching journey, to realise AfL practice as the norm in educational settings (Harlen, 2010). Wiliam and Thompson (2008) claim that all the ideology and conceptual understandings of AfL are pointless without sufficient support of practitioners to incorporate and implement AfL practices. When it is considered that theoretical and empirical research is either too general to be of use, or too specific to be applied to the complexity of a learning environment, it is plausible that completely successful AfL might be impossible (Wiliam, 2003, 2005; Wiliam & Thompson 2008).
Teachers will ultimately determine what mixture of AfL strategies will prove most effective in their respective learning environment, but this should be guided by empirical research and conceptual understandings (Wiliam, 2013). AfL might work everywhere or might work nowhere, depending on the circumstances (Wiliam, 2013). For this reason, it is argued that, if AfL application is to be of any quality, it must integrate a day-to-day engagement with the four principles outlined above and involve an approach that maintains constant inquisition by teachers and learners (Heitink et al., 2016; Wiliam & Thompson 2008).  Heitink et al (2016) also suggests that for AfL to be successful, it should be integrated into classroom practice incrementally. For example, small scale feedback may initially be provided by teachers for learners to progress learning. This may be transitioned in future lessons to feedback that is pupil led with guidance from the practitioner as learners’ autonomy using feedback develops. This demonstrates that AfL practices should be a shared responsibility between educational settings, practitioners, and learners (Nash & Winstone, 2017).
The ‘Great Teaching Toolkit’ proposes a framework that could arguably assist the embedding and implementation of AfL practices (Coe et al., 2020). The ‘toolkit’ consists of four elements that involves practitioners: 1) understanding content and how it is best learnt, 2) creating a supportive learning environment, 3) effectively managing the classroom to optimise learning opportunities and 4) using content and activities that activate thinking from learners (Coe et al., 2020). It is argued that higher quality AfL strategies are observable when classroom environments are built on mutual understanding, trust, and respect and when pupils show increased engagement, behaviourally, cognitively, and emotionally (Heitink et al., 2016). In contrast, AfL implementation is hindered when negative pupil behaviour is observable (Lee, 2011; Lee, Feldman & Beatty, 2012). It could be argued that the aforementioned environmental and behavioural characteristics can be replicated or mitigated through effective use of the dimensions mentioned in the ‘Great Teaching Toolkit’ (Coe et al., 2020). These arguments again present AfL as a responsibility to be shared by practitioners and learners, reflecting the transition from more traditional perspectives that place responsibility on opposing sides (e.g., teacher versus student or vice versa), to the more acceptable contemporary belief encompassing AfL as a shared practice (Black & Wiliam, 1998b; Nash & Winstone, 2017).

Conclusion
To conclude, a reflection on the professional teaching experience outlined in part one will offer some practical implications derived from the literature. The reflective process evident in this assignment acknowledges the professional standards for teaching (Welsh Government, 2019). These professional competencies associated to educational practice in Wales, provides a nationally agreed framework for reflective practitioners to understand, develop and reflect on pedagogy individually and collaboratively (Welsh Government, 2019, 2020). Taken together, it is implied that the development of reflective practitioners in accordance with the professional standards is fundamental to educational practice and the realisation of the new curriculum in Wales (Welsh Government, 2020).
Initially, it should be acknowledged that the literature concerning AfL is extensive and wide ranging. Whilst the literature review has provided a comprehensive understanding of two of the four AfL elements, it should be highlighted that each element of AfL is equivalent. As such all the elements should be embedded when planning, preparing, and teaching lessons. Based on the two elements discussed, some implications for practice can be drawn. For example, practitioners might want to consider Heitink et al’s (2016) proposition to gradually implement AfL practice into a learning environment through small scale steps. When considering the professional teaching experience outlined in part one, it might be argued that the practitioner could have broken down the two elements of AfL. For example, it might have been useful to engage and refine learners’ use of success criteria throughout a series of lessons, before building on this knowledge to develop self and peer-assessment skills amongst learners in succeeding lessons.
An additional consideration for practitioners, is to be mindful of the unique circumstances of their classroom context when employing AfL (Heitink et al., 2016). When reflecting on the experience outlined in part one, the practitioner’s planning, preparation and teaching could embed and retrospectively adapt AfL strategies that best meet the needs of the class and pupils. For example, based on the observation of some pupils struggling to assess their own and their peers’ work, it might be beneficial for the practitioner to provide a scaffolded example of self and peer-assessment in future lessons. This might not be suitable for all pupils but could be appropriate for those pupils who find it more difficult to engage with reflective thinking. Similarly, the practitioner may want to attempt to generate the success criteria with learners in future lessons to ensure that pupils have criteria with vocabulary and meaning that is relevant and specific to their stage of learning. 
It is also important to note the opinion of Wiliam (2003; 2005; 2013) who believes that AfL will not be successful all the time and that practitioners should be realistic when implementing AfL. It could be argued that practitioners should keep a consistent state of inquiry throughout their use of AfL and remember that AfL practice is essentially a responsibility shared by teachers and learners (Nash & Winstone, 2017). It is suggested that by embedding the four dimensions of the ‘Great Teaching Toolkit’ into practice, teachers are creating the best possible environment for AfL to succeed in enhancing learning and teaching. The practitioner should ensure that they consider the four dimensions of the ‘toolkit’ when preparing, planning, and teaching lessons, to ensure they mitigate the factors that may restrict the effectiveness of AfL. In reference to the professional teaching experience outlined in part one, the practitioner might want to consider whether criteria being shared with or generated with the learner in future lessons is more beneficial in fostering the learning of subject content(Sadler, 2009). Similarly, the practitioner should ensure that a supportive learning environment is maintained in future lessons and activities of self and peer-assessment are structured in a way that activates learners’ reflective thinking incrementally. Taking all the literature and practical implications together, future AfL pedagogical decisions in preparing, planning, and teaching lessons should be determined by the practitioner, based on the unique characteristics of the learning environment and with continued consideration of empirical research.
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