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Aim, Focus, and Purpose of the Research
This research aims to investigate how the timing of sharing lesson intentions within a secondary-level classroom impacts student engagement and understanding of lesson content. Specifically, the study seeks to determine the optimal time to communicate lesson objectives to enhance student participation, interest, and comprehension. By examining students' feedback and conducting observational assessments, the research aims to identify effective strategies for teachers to implement in secondary education settings. This research aligns with personal learning plan (PLP) reflections, emphasising the importance of refining instructional practices to become more effective educators.
School Context
The research was conducted in an English medium Secondary School in the City and County Council of Swansea, South Wales. Approximately 6% of the pupils are eligible for free school meals, significantly lower than the national average of 17% for secondary schools. Less than 10% of the students reside in Wales's 20% most deprived areas. Additionally, around 12% of the pupils have special educational needs, and 1.7% have a statement of special educational needs, below the Welsh averages of 21.5% and 2%, respectively. Nearly 25% of the pupils come from ethnic minority backgrounds, and just over 20% speak English as an additional language (Estyn, 2018). This demographic information is required for the research as it provides context on the diversity and unique needs of the student population. Understanding these factors is essential in examining how varying the timing of sharing lesson intentions impacts student engagement and understanding, as different groups of students may respond differently to changes in instructional strategies. For instance, students with special educational needs or those for whom English is an additional language may require differentiated approaches to maximise their engagement and comprehension.


Classroom Context
The research focused on two mixed-ability art classes from Year Seven. For the assignment, these test groups will be protected under compliance with the 2018 Ethical Guidelines from the British Educational Research Association (BERA) and, therefore, shall be referred to as Class A7 and Class B7. The study investigates how varying the timing of lesson intentions affects students' engagement and understanding, focusing on practical, real-world classroom dynamics.
Objectives of the Research
The study explores how different timing strategies for communicating lesson objectives can affect student engagement and involvement. It also assesses how timing impacts students' understanding and retention of lesson content. Additionally, the study aims to gather students' subjective feedback on the effectiveness of sharing lesson intentions at various times. Finally, the study aims to identify the most effective methods for communicating lesson intentions to improve learning outcomes in secondary-level educational environments.
Lesson Intentions Literature Review
"Lesson intentions," also called learning objectives or goals, play a crucial role in the educational process. They represent clear and precise statements regarding what students are expected to comprehend, learn, and be able to accomplish at the conclusion of a lesson or a series of lessons. The following literature review aims to critically evaluate the benefits and constraints of lesson intentions by comparing fundamental research discoveries, theoretical frameworks, and practical implementations. The review relies on influential works by prominent figures such as John Hattie, Grant Wiggins, Jay McTighe, Dylan Wiliam and Robert Marzano, among others, to comprehensively understand this instructional approach.
In recent years, the significance of communicating the purpose behind students' learning at the beginning of lessons to enhance the learning process has been a heavily debated topic in education. Furthermore, the practice of having students write down their learning objectives at the beginning of each lesson has been criticised. While some educators believe it helps reinforce the lesson's goals, others argue it can become a mindless task if not carefully implemented (Tomlinson 2001; Marzano 2007). It is essential to ensure that recording learning intentions are a meaningful and connected part of reflective learning practices rather than just a procedural activity (Hattie, 2012; Wiliam, 2011; Black & Wiliam, 1998; Brookhart, 2017). Additionally, the literature shows that hastening or limiting this experience with predetermined learning intentions could result in rote learning. While educators may take for granted the meaning behind these intentions due to their expertise, students are still learning and needing help understanding the 'why' or 'how' of what they are expected to be learning (Hattie, 2009). For example, a learning intention such as "To comprehend the effects of colour theory in artwork" is relatively broad.

Furthermore, when paired with specific success criteria, an expert may easily understand it. However, to a novice, it is a checklist of tasks to follow to succeed. Therefore, this fails to support the students' deeper understanding (Black & Wiliam, 1998). Hattie (2009) states that well-defined learning intentions are crucial for effective teaching, as they offer guidance and purpose for both teachers and students. Furthermore, Wiggins and McTighe (2005) stress that learning intentions are central to the "Understanding by Design" framework, which promotes backward planning to ensure that all instructional activities are aligned with the desired learning outcomes. Sweller's (1988) cognitive load theory underscores the significance of explicit learning intentions in effectively managing cognitive load. As cited by Cooper (1990), when apparent learning intentions provide guidance and minimise irrelevant information. However, the theory also recognises that overly detailed learning intentions can increase cognitive load if too complex or numerous, underscoring the importance of striking a balance (Hattie, 2009).
Advantages of Lesson Intentions
Establishing clear lesson intentions offers the key benefit of providing students with clarity and focus. When students know and comprehend their learning objectives, they can effectively direct their efforts toward accomplishing them (Wiliam, 2011). Transparent learning intentions, as emphasised by Hattie (2009), assist students in comprehending the purpose of their learning activities and have the potential to increase engagement and motivation. Moreover, clear lesson intentions can aid teachers in more effective instructional planning, providing teachers and students with a clear roadmap for teaching and learning (Black & Wiliam,
2018). Furthermore, According to Marzano (2007), when teachers have clear objectives for their students, they can design more targeted and coherent lessons, thus enhancing the overall learning experience. Building on Marzano's findings, John Hattie's analysis of the literature in "Visible Learning" (2009) underscores that clear goals and objectives significantly impact student achievement. The analysis conducted by Hattie (2009) regarding achievement highlights teacher clarity as one of the most impactful approaches for enhancing student learning results. Grant Wiggins and Jay McTighe (1998) also endorse the backward design approach, which starts with clear objectives and desired outcomes to create effective and coherent instructional plans.
Furthermore, lesson intentions are closely connected to formative assessment practices. Black and Wiliam (1998) emphasise that clear learning objectives provide a framework for giving precise and constructive feedback, which is crucial for student learning and improvement. Nicol and Macfarlane-Dick (2006) support this view, suggesting that students can better interpret feedback and take corrective actions to improve their performance when they understand the learning intention. Clear learning targets enable teachers to provide more specific, actionable feedback, helping students understand what they need to do to improve (Brookhart and McMillan, 2020). When teachers provide more specific and clear feedback, students can have more autonomy over learning (Black & Wiliam, 1998). When students know what they need to achieve, they can monitor their progress and adjust their learning strategies. This self-regulation is a critical skill for lifelong learning and academic success (Zimmerman, 2002).
Moreover, Carol Dweck's (2017) research on well-being supports the idea that clear objectives and formative feedback help cultivate a growth mindset, where students see their abilities as improvable through effort and effective strategies. Dweck's research emphasises that students who believe their abilities can improve with effort tend to exhibit higher resilience and better mental health. Students were also found to be less likely to experience anxiety and depression when they viewed challenges as opportunities to learn and grow. This is significant as the Welsh Government increasingly emphasises the role of formative assessment and feedback (Welsh Government, 2022). Aligning with Dweck's principles, the Education Endowment Foundation (2024) (EEF) advocates for specific, actionable feedback and focuses on improvement. Such practices help students develop a healthy self-image and motivation, which is crucial for their well-being. This comes at a time in Wales whereby the New Curriculum for Wales centres around the 'The Four Purposes' that seek to foster "Ambitious, capable learners ready to learn throughout their lives." and "Healthy, confident individuals, ready to lead fulfilling lives as valued members of society" (Donaldson, 2015). The connection between academic success and self-esteem is further supported by The Children's Society (2024), which found that academic achievement positively correlates with children's life satisfaction and self-esteem. Therefore, promoting effective use of lesson intentions by educators can help foster children's holistic development. This alignment underscores the importance of integrating practical pedagogical principles into education that can foster supportive and enriching learning environments for all students.
Lesson intentions can ensure that teaching aligns with curriculum standards and learning outcomes. This alignment is critical in educational systems that emphasise accountability and standardised testing. As Wiggins and McTighe (2005) noted, lesson intentions help teachers ensure that their instruction meets the required standards and that students are adequately prepared for assessments.
Limitations
However, it is essential to be aware of potential limitations when setting lesson intentions. One significant drawback is the possibility of narrowing the curriculum too much. Focusing on particular learning goals may result in an oversimplified method of education in which quantifiable results come before comprehensive educational encounters (Eisner, 2002) and hinder opportunities for creativity, critical thinking, and deeper understanding (Black & Wiliam, 2003). This supports early work from the likes of Dewey (1937) and highlights that while adopting a comprehensive strategy to education that considers both quantifiable results and broader educational objectives is crucial, they should be aware of the importance of nurturing creativity, critical thinking, and a passion for learning (Dewey 1937). Overly prescriptive learning intentions could potentially restrict students' opportunities to explore their interests and assume responsibility for their learning, dampening intrinsic motivation and engagement (Biesta, 2010).
Similarly, focusing on specific learning objectives might result in "teaching to the test" as teachers prioritise instructing content that will be assessed, possibly overlooking broader educational goals. Popham (2001) argues that this approach could impede the development of advanced cognitive skills and diminish students' overall learning experiences. Many educators and researchers also express concerns about the potential downsides of prioritising specific learning objectives and standardised testing. The challenges stem from the differences in how teachers interpret and implement lesson objectives (Khon, 2000). Although clear learning goals are easily understood, implementation can differ significantly among classrooms (Wiliam 2011, Brookhart 2008). It is also worth noting that establishing and effectively communicating clear learning objectives can be demanding, particularly in diverse and rapidly changing classroom settings (Chapman and King, 2009). Educators may need help formulating specific and impactful learning targets suitable for all students, especially in mixed-ability groups (Tomlinson 2001; Marzano 2007).
The impact of lesson intentions may additionally vary between primary and secondary education settings. In primary education, where foundational skills and knowledge are emphasised, clear learning goals can offer structure and guidance (Marzano, 2007). Conversely, secondary education often involves more intricate and interdisciplinary learning, where overly specific goals may restrict deeper exploration and critical thinking (Eisner, 2002). Hattie's (2009) research emphasises the importance of establishing clear learning objectives and success criteria, particularly in primary education, to enhance student performance. According to Hattie's meta-analyses, setting clear goals is among the most effective strategies for improving student learning, especially in the early stages of education. However, Biesta (2010) criticizes the emphasis on measurable outcomes and specific goals in secondary education, advocating for a more holistic approach that encourages critical thinking and exploration. Biesta argues that education should focus on predetermined outcomes and the processes that engage students in meaningful and reflective learning experiences.
Additionally, the impact of instructional objectives may vary depending on the subject. For example, well-defined learning goals can improve educational achievements in subjects such as mathematics and science, where precise competencies and knowledge are essential (Hattie, 2009). Conversely, in fields such as art and literature, which prioritise creativity and interpretation, stringent learning objectives could constrain students' creative freedom and critical evaluation (Eisner, 2002).
Therefore, when sharing lesson intentions with students, it is vital to encourage critical thinking, connections to previous learning, and questions. In curriculum planning, backward design involves setting clear goals, essential questions, and assessment methods before developing instructional activities (Wiggins and McTighe, 2005). They are often referred to within the literature as 'inquiry-based learning' (Teachers TV/UK Department of Education 2008). This approach can be highly effective for creative subjects (Hetland, 2013). Research shows that when students are encouraged to explore open-ended questions and engage in investigative processes, they develop critical thinking skills and a deeper understanding of the subject matter (Harvey & Daniels, 2015). Giving students autonomy over their learning helps them understand the lesson's intention. This instructional method aligns with Constructivist educational theories, highlighting the significance of students developing upon their existing knowledge through active participation and reflection. In the context of creative subjects, establishing investigative learning processes that encourage students to link new information with their current knowledge base can strengthen critical thinking and creativity (Brooks & Brooks, 1999).
Practical Implications
The practical implications of incorporating lesson intentions in the classroom are varied. As mentioned earlier, successful implementation necessitates thoughtful consideration of the advantages and limitations. Continued professional development is essential to equip teachers with professional development to establish and realise clear learning intentions. This involves training on crafting meaningful and attainable objectives, aligning them with curriculum standards, and effectively communicating them to students (Marzano, 2007). Encouraging collaborative planning among educators can improve the consistency and quality of learning objectives. Professional learning communities (PLCs) offer a valuable forum for teachers to exchange best practices, address challenges, and collectively improve their educational goals (Barber, Moffit and Kihn., 2010). Educators should be proficient at differentiating learning intentions to suit the diverse needs of their students, requiring the creation of flexible and inclusive targets that can be adjusted based on students' abilities, preferences, and learning styles (Tomlinson, 2001). 
Differentiation entails offering various approaches to content, processes, and outcomes. By doing so, educators can cater to the differing needs of students, including their readiness levels, interests, and learning profiles, by customising the learning environment and methods to provide diverse pathways for students to achieve their learning goals (Tomlinson, 2001). Moreover, customising learning goals to accommodate the varying needs of students, as detailed by Tomlinson (2001), is closely connected to the concept of reflective practice promoted by many influential figures in the fields of education and professional development.

Reflective Practice and Learning Intentions
Reflective practice often necessitates a methodical approach, which may only be innate for some educators. Jack Mezirow's 1991 work, "Transformative Dimensions of Adult Learning," is a crucial contribution to the literature on reflective practice and transformative learning. Mezirow's theory revolves around perspective transformation, where educators engage in critical reflection to fundamentally shift their deeply ingrained frames of reference, including their assumptions, beliefs, and values. Mezirow underscores the significance of critical reflection in the transformation process, identifying three types: content reflection (evaluating the problem at hand), process reflection (analysing the problem-solving process), and premise reflection (questioning underlying assumptions and beliefs). According to Mezirow's theory, the phases of transformative learning include the "disorienting dilemma" (p. 189), which involves encountering an event or experience that challenges existing perspectives, self-examining emotions, and questioning realistic assumptions, such as student ability. It also involves recognising any commonality with others regarding experiences and challenges. Then, one can examine options for action and devise a plan to implement a new perspective that responds to the learner's needs.
Similarly, Stephen Brookfield (2017) emphasises critical reflection in his approach to reflective practice. He advocates for critically reflective practice to identify and challenge power dynamics and assumptions in teaching. Brookfield introduces 'Four Lenses for Educators' (p.59) to use in their reflection: their own experiences as learners, their students' perspectives, their colleagues' viewpoints, and theoretical literature. Grounded in critical theory and influenced by thinkers such as Paulo Freire and Jurgen Habermas, his work underscores the significance of power and ideology in shaping educational practices and the importance of transformative reflection. The goal is to cultivate a more profound, critical comprehension of practice that can drive meaningful changes in how educators approach teaching and pedagogy, with a focus on both systemic change and personal transformation.
Furthermore, if we are to analyse David Tripp's Critical Incident Methodology (1993) whereby, educators identify and document significant events or incidents, analyse the reasons behind them, and consider the implications for practice to identify lessons learned and areas for improvement. This method emphasises the importance of practical enhancements in daily professional practice, leading to gradual, impactful changes. Reflective practice prompts, in this instance, can help teachers to thoughtfully consider their teaching approaches, including how they establish learning intentions. By evaluating what is effective and what is not, educators can better customise their objectives to address the diverse needs of their students.
Combining Mezirow's transformative learning theory, Brookfield's critical reflective practice and Tripp's practical analysis of critical incidents creates a robust framework for reflective practice. This integrated approach enables practitioners to critically assess and transform their assumptions, leading to personal and professional growth. By engaging with disorienting dilemmas and critical incidents through multiple lenses and reflecting deeply on these experiences, educators and professionals can achieve meaningful, transformative learning and continuous improvement in their practice.
Encouraging reflective practice among educators aligns with Tomlinson's advocation of differentiation in the classroom by facilitating a means of evaluating the efficacy of their learning intentions and enabling educators to make essential adjustments. Therefore, the reflective practice serves as a pathway for professional growth. As educators reflect on their methods, they gain insights into their strengths and areas for enhancement. This self awareness helps them become more proficient at developing adaptable and inclusive learning outcomes.
However, this also requires continual professional development in areas such as ALN, EAL and Social Emotional Behavioural Difficulties. To ensure that differentiation is appropriate (Tomlinson, 2001). Reflective practice also requires support and training from educational institutions. Educators need dedicated time, resources, and encouragement for deep reflection and differentiation. Balancing structured planning and the flexibility to adapt to evolving learning needs is also crucial. Utilising comprehensive learning objectives that accommodate various approaches to achievement is essential. This approach fosters focus and creativity and can be facilitated through the sharing and collaboration of effective practices among colleagues and educational institutions (Wiggins & McTighe, 2005).
Purpose of Using a Case Study Approach
Case study research involves a detailed and intensive analysis of a single case or a small number of cases. It typically includes multiple data collection methods, such as observations, interviews, and document analysis, to comprehensively understand the case (Stake, 1995). The case study approach is particularly suited for in-depth exploration of complex issues in real-life contexts. According to Yin (2014), a case study is an empirical inquiry that investigates a contemporary phenomenon within its real-life context, especially when the boundaries between phenomenon and context are unclear. This method is especially valuable in educational research because it allows for a detailed examination of the interactions and dynamics within a specific setting, providing rich insights that other methods might overlook (Merriam & Tisdell, 2015).
It is widely acknowledged within educational research that case studies are a powerful tool for data collection (Merriam & Tisdell, 2015) due to their demanding and meticulous nature, ensuring thorough analysis and comprehension (Yin, 2018). Furthermore, case studies are valuable for individuals with limited research experience as they provide insight into essential aspects and decisions related to research methodology (Hamilton, 2011).
In this research, the case study approach is valuable for evaluating lesson intentions, as it can capture the subtle nuances of how educators and students perceive, communicate, and execute lesson intentions (Merriam, 1998). The detailed nature of case studies enables in-depth exploration of classroom practices, teacher-student interactions, and the impact of lesson intentions on learning outcomes (Stake, 1995). This is beneficial for my professional development as it aids in comprehending the contextual factors that affect the effectiveness of lesson intentions and offers practical and theoretical insights for future practice (Hamilton, 2011).

Ethical Consideration in Case Study Research
Positionality: Teacher/Pupil Relationship
When conducting research with students, educators must be mindful of their social and personal backgrounds and their potential impact on the research process and outcomes (Stake, 1995). Positionality refers to recognising the researcher's social and personal background. Acknowledging and addressing the power dynamics inherent in this relationship is crucial, as they can affect the students' willingness to participate and their responses. Holmes (2020) stresses the importance of researchers understanding how their position may influence data collection and participant behaviour. Transparency about the researcher's role and potential biases can help mitigate these effects.
Anonymity and Confidentiality
Anonymity ensures that participants' identities are not linked to the collected data. Confidentiality involves safeguarding the data from unauthorised access and ensuring that personal information is not disclosed (Creswell & Poth, 2016). Per the BERA (2018) Ethical Guidelines for Educational Research, the researcher will use pseudonyms for student names in the research reports to protect their identities. Additionally, the data will be stored securely and will only be accessible to the researcher. The data will be destroyed after the research is completed to uphold confidentiality.
Parental Consent and Pupil Assent
Gaining informed consent from parents and assent from pupils is fundamental to ethical research, especially when minors are involved (BERA, 2018). A comprehensive consent form will be provided to parents, outlining the purpose of the study, its procedures, potential risks, and benefits. Parents will be notified that participation is voluntary and can withdraw their child without negative consequences. Pupils will receive age-appropriate details about the study and will be asked for their voluntary agreement to participate. This approach respects their autonomy and right to make well-informed decisions about their participation.

*Please Refer to the Ethics Form included in the appendices. It outlines the detailed ethical procedures and protocols to ensure institutional and professional ethical standards compliance.
Research Methodology
Before starting the research, I planned to observe my selected classes in other lessons to gauge student engagement through participation rates, attentiveness, and interactions during lessons. Additionally, it would enable me to understand better how lesson intention was being presented within other subjects and by varying teachers within the school.
Additionally, I planned to conduct a pre-assessment to gauge the students' existing knowledge and understanding within my subject discipline. When designing the lesson, I considered varying the timing of sharing lesson intentions across different groups. This involved sharing intentions at the beginning, in the middle, or at the end of the lesson, whereby I would ask them, as part of my formative assessment, what they felt was the intention of the lesson in the form of a creative plenary activity. Additionally, I explored different methods of not directly presenting the lesson intentions but posing questions to the class that build on prior knowledge and inform the start or introduction of the lesson. I also planned to use post-lesson surveys to gather students' feedback on their understanding and perceptions of lesson intentions.
Teacher Reflections
My literature research found that reflective practice is closely linked to the importance of continuous professional development in differentiation, such as differentiating lesson intentions. Therefore, I planned to document experiences and observations throughout the study, noting insights, challenges, and successes encountered with different timing strategies. This would enable me to compare student engagement levels and understanding across different timing conditions, identify patterns and correlations, and determine the most effective strategies for promoting engagement and comprehension.
This case study offers valuable insights into how the timing of sharing lesson intentions affects student engagement and understanding in a real-world classroom setting. It underscores the importance of strategic planning and flexibility in instructional practices to optimise learning outcomes.


Results
*Raw data could not be collected due to the absence from the placement school where this research was due to be conducted.



Conclusion 
Due to unforeseen circumstances preventing data collection in this study, the following conclusion will primarily involve a critical examination of the research methods utilised in preparing for my study and reflection on the insights gained from the extended literature review.
The methods for data collection included pre-assessments, varied timing of sharing lesson intentions, creative plenary activities, and post-lesson surveys. These methods are reliable as they allow for consistent student engagement and understanding measurements across different lessons. However, reliability could be compromised by external factors such as varying classroom dynamics, student mood, and external disruptions (Holmes 2020; Stake 1995). Additionally, the planned observations and pre-assessments intended to gauge student engagement and understanding might not consistently reflect students' actual levels of engagement due to potential observer effects or variations in classroom dynamics (Holmes 2020; Stake 1995).
Furthermore, the literature suggests that structured observations and pre-assessments provide valuable insights but must be meticulously designed and consistently applied to yield reliable data (Black & Wiliam, 1998; Hattie, 2009). Merriam & Tisdell (2015) emphasise the importance of a meticulous approach in case studies to ensure thorough analysis and data comprehension; this could not be fulfilled due to absence.
Nevertheless, the validity of the methods is generally supported by the literature. Clear lesson intentions and varied timing strategies are grounded in educational theory, particularly the works of Hattie (2009), Wiliam (2011), and Marzano (2007). These researchers emphasise the importance of clarity in learning objectives for enhancing student understanding and engagement. However, the practical implementation must ensure that lesson intentions are meaningfully integrated into reflective learning practices rather than becoming mere procedural activities (Tomlinson, 2001; Hattie, 2012).
It is also worth noting that the study's specific school context could limit the findings. As previously mentioned, the study was conducted in a secondary school with a unique demographic profile, so the results might not be easily inferred in different educational settings or age groups where the student demographic poses a more diverse array of students. Nevertheless, the theoretical foundations provided by the literature on lesson intentions suggest that the principles could be broadly applicable if adapted to local contexts (Wiggins & McTighe, 2005; Brookhart, 2017).
Recommendations
Based on the comprehensive literature review and the study's objectives, several key recommendations can be made to promote continued professional development for educators and enhance instructional practices effectively. Firstly, promoting continued and consistent professional development for educators to ensure that educators are well-equipped to understand and implement effective lesson intentions is imperative to support continuous professional development. As highlighted by Hattie (2009), clear learning intentions are essential for effective teaching. Professional development programs should focus on helping teachers understand how children learn, enabling them to create clear and purposeful lesson intentions. Workshops, seminars, and courses that emphasise the importance of understanding cognitive development and learning theories can significantly improve educators' ability to effectively design and communicate lesson objectives. Secondly, encouraging backwards design in curriculum development can enhance the alignment between instructional activities and desired learning outcomes. Wiggins and McTighe (2005) stress that starting with clear objectives and working backwards ensures that all instructional activities are purposefully designed to achieve these goals. While this approach may initially be challenging for novice teachers still mastering basic pedagogical skills, it can be facilitated through mentorship and collaborative planning sessions within Professional Learning Communities (PLCs). These communities can provide a supportive environment where teachers can share experiences, reflect on their practices, and collectively refine their approaches to curriculum design. Reflective practice is crucial for teachers to improve their instructional strategies continuously. Through regular reflection, educators can identify what works well and needs adjustment in their teaching methods. Encouraging teachers to document their reflections and share insights within PLCs can foster a culture of collaboration and continuous improvement. Additionally, while lesson intentions are valuable for guiding student learning, their effectiveness diminishes if they become routine and disconnected from meaningful learning experiences. It is recommended that lesson intentions be used constructively, serving as tools to stimulate critical thinking and build on prior knowledge. This approach encourages students to engage with the learning objectives actively and to understand the purpose behind their activities. Educators should focus on making lesson intentions dynamic and interactive rather than treating them as mere procedural elements. Finally, to maximise the impact of lesson intentions, they must be tailored to meet students' diverse needs. Differentiating lesson intentions based on students' prior knowledge, learning styles, and individual needs can enhance their understanding and engagement. Educators should be trained to develop flexible lesson intentions that can be adjusted according to the student's responses and progress throughout the lesson. This adaptability ensures that all students can connect with the learning objectives meaningfully.

In conclusion, promoting continued professional development, adopting backwards design, engaging in reflective practice, using lesson intentions constructively, and tailoring them to student needs are critical strategies for improving instructional practices. These recommendations, grounded in the literature, aim to enhance teachers' abilities to create and communicate clear, purposeful lesson intentions, thereby fostering better student learning outcomes. By implementing these strategies, educators can develop a deeper understanding of how children learn and continually refine their teaching practices to support student success.
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