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Abstract 

The empirical evidence on changing educators’ assessment practices shows what 

pedagogical changes effectively increase student achievement, but the question remains 

about how to support educators in making the necessary lasting changes. In this present 

study the what is formative assessment, specifically the six assessment for learning 

strategies that matter (Halbert & Kaser, 2008, adapted from Black, Harrison, Lee, 

Marshall & Wiliam, 2004, see Appendix A), and the how is a structured professional 

learning community (PLC) over a six month period.  

Eight secondary school humanities educators engaged in six PLC sessions, of 

which, three were learning focused and three were application focused. Throughout the 

study, the six AFL strategies were examined, two per PLC, at both a learning session and 

an application session. The premise is when educators are given on-going support in the 

form of leadership; facilitated collaboration; learning, practice, and reflective time in the 

school day; resources; and multiple opportunities to develop and share their own 

“…living examples of implementation…” (as cited in Wiliam, Lee, Harrison, & Black, 

2004, p. 51) a change in mind set and practice will result. Findings of this present study 

supported the hypothesis. The eight educators after the treatment at month six, reported 

an increase in the level of adoption for each the of the six AFL strategies.  
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Chapter One: Problem to be Investigated 

Purpose of the Study 

 Educators and researchers have invested much time toward finding effective 

means to increase student achievement. Surprisingly, neither decreasing class-sizes nor 

increasing teacher subject knowledge has yielded a substantial value-for-money increase 

in student achievement (Wiliam, 2006). Wiliam, Lee, Harrison and Black (2004) found 

that supporting teachers in developing the use of assessment for learning (AFL) roughly 

doubles the speed of learning; in other words, students learned in six months what would 

have taken a year to learn in other classrooms.  Furthermore, when compared to class-size 

reduction, improving teachers’ use of AFL appears to promise two or three times the 

increase in student learning for around one-tenth the cost (Wiliam).   

 Researchers have shown what changes need to be made by teachers to increase 

student achievement in a substantial way, but the problem remains about how to support 

teachers in making those changes (Wiliam, 2006). “[I]n general, researchers have 

underestimated the complexity of what it is that teachers do, and in particular, have failed 

to understand how great an impact context has on teachers’ practice” (Wiliam, p. 7).  

Instead of continuing to investigate what works, Wiliam argues that research should now 

focus on uncovering the conditions which will foster positive change in educational 

practice. More specifically, Wiliam hypothesizes that learning communities help to create 

those conditions which foster the improvement of formative assessment practices. 

Following up on this hypothesis, the purpose of this study is to explore whether or not 

involvement in a structured professional learning community increases the degree to 

which teachers adopt the six assessment for learning strategies that matter into their 
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routine classroom practice (Halbert & Kaser, 2008, adapted from Black, Harrison, Lee, 

Marshall & Wiliam, 2004, see Appendix A).  

Justification of the Study 

Many educators remain unaware of the significant positive impact assessment for 

learning (AFL) strategies can have on student achievement and motivation or they are 

aware but lack the motivation, opportunity, ability or skills required to implement such a 

change of practice within their classrooms. Thus, despite the evidence showing the power 

of AFL “in districts, schools, and classrooms across the nation, [some] educators still 

assess student learning in a way their predecessors did sixty years ago because they have 

not been given the opportunity to learn about these new insights and practices” (Stiggins, 

2004, p. 22).  

Recently, however, the British Columbia Ministry of Education has made efforts 

to show teachers the empirical evidence supporting the use of AFL in all classrooms, at 

all levels, and for all discipline areas. The ministry maintains that AFL is an essential 

component of classroom work and that the development of AFL strategies in classrooms 

can raise achievement. The BC Integrated Resource Package for each course or subject 

area released since 2006 include support structures and suggestions outlining how to use 

AFL strategies to increase student achievement (BC Ministry of Ed., website). In addition 

the school district within which the present study occurs has provided some professional 

development investments with respect to the promotion of AFL (e.g., district wide 

implementation workshops).     

Despite these efforts (both at the provincial and district level), for many educators 

the introduction of new formative assessment practices will require a re-evaluation of 
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how they teach. “Formative assessment only works when teachers come to own it for 

themselves—when they can talk to others about the way it works in their classrooms, and 

when they become part of the huge number of teachers continually discovering and 

understanding better ways of helping students not only learn but to love learning” 

(Clarke, 2005, p. 9). In other words, what educators need are supported opportunities 

over time to develop and share their own “…living examples of implementation…” (as 

cited in Wiliam, Lee, Harrison, & Black, 2004, p. 51).  Furthermore, Hargreaves (2008) 

argues that educational leaders and teachers are the ultimate arbiters of change.  Marzano 

(2006) concurs with this position noting that “[v]irtually every study that has examined 

the role of the classroom teacher in the process of educating students has come to the 

same straightforward conclusion: an effective teacher enhances student learning more 

than any other aspect of schooling that can be controlled” (p. 1).  

Indeed, learning is driven by what teachers and students do in classrooms, and if it 

is accepted that achievement can be raised only if teachers can tackle the task of 

promoting learning more effectively, then investing in teachers through in-service 

training on the formative assessment process with a specific focus on the six AFL 

strategies is a worthwhile investment. The present study contributes to this investment by 

examining the degree to which a professional learning community can promote the use of 

the six AFL strategies. The study focuses on an educational setting where efforts to 

implement AFL have been made to some degree but where there is still a clear need to 

develop efficient processes whereby teachers take ownership of the AFL strategies and 

put them to work effectively in the classroom. 

Research Question and Hypothesis 
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 To what degree, if any, does the involvement in a structured professional learning 

community focused on assessment for learning lead to increases in grade eight through 

12 humanities teachers’ reported levels of adoption of the six assessment for learning 

strategies; further, what factors did the participating teachers perceive as obstacles or 

support structures in doing such; finally, how did teachers’ attitudes change towards 

assessment for learning?     

 The researcher hypothesized that when given the opportunity to engage in 

pedagogical learning focused on assessment for learning in a structured professional 

learning community over time educators would begin to change their assessment practice. 

Definition of Terms  

 Professional Learning Community (PLC) is defined as “a collaboration of teachers 

who work together to seek out best practices, test them in the classroom, continuously 

improve processes and focus on results” (Eaker, DuFour, & Burnette, 2002).   

 Assessment For Learning (AFL) is any assessment that is designed to serve the 

purpose of promoting students’ learning whereby evidence is used to adapt the teaching 

work to meet learning needs (Black, Harrison, Lee, Marshall, & Wiliam, 2004). 

 Formative Assessment is a component of AFL; it used for diagnostic purposes 

throughout the learning cycle to provide feedback about the effectiveness of the teaching 

and learning. 

 Summative Assessment, unlike formative or AFL, is for evaluative purposes. It 

typically takes place at the end of the learning cycle to report the learning of a student 

usually in the form of a letter grade or percent. 

Brief Overview of the Study 
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 This present study engaged eight grade eight to 12 humanities teachers in a PLC 

focused on the Six Assessment For Learning Strategies that Matter (Halbert & Kaser, 

2008, adapted from Black, Harrison, Lee, Marshall & Wiliam, 2004, see Appendix A). 

The goal of the study was threefold. The main purpose was to determine whether or not 

involvement in a structured PLC, designed to learn and apply the six AFL strategies, 

would lead to an increase in teachers’ reported levels of adoption for each of the 

strategies. Furthermore, the study analyzed participant reflection logs for perceived 

obstacles and support structures. Finally, the study also surveyed teachers’ attitudes 

towards AFL. Due to the short timeline of this study, the researcher predicted that the 

participants may not report a change in practice using the assessment for learning practice 

rubric (see Appendix B), but the participants may report a change in attitude towards 

AFL.  

Chapter Two: Literature Review 

 As mentioned in chapter one, educators and researchers have invested much time 

devising and testing cost-effective techniques to increase student achievement. Two 

methods thought to increase student achievement are smaller class-sizes and increasing 

teacher subject knowledge. However, neither of these have yielded a substantial value-

for-money increase in student achievement (Wiliam, 2006). Rather, Wiliam, Lee, 

Harrison and Black (2004) found that supporting teachers in developing the use of AFL 

roughly doubled the speed of learning. Past studies focusing on how to effectively 

increase student achievement have shown what changes need to be made by educators to 

increase student achievement in a substantial way, but the problem remains about how to 

best support teachers in making those changes (Wiliam). The how or the process that may 
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provide the best mechanism for supporting teachers in making pedagogical changes are 

professional learning communities (PLCs). The researcher of the present study 

hypothesized that the condition that will lead to long term change of assessment practices 

is the provision of collaborative learning in a structured PLC focused on the six AFL 

strategies.  

 This review examines empirical research on teacher professional development 

through learning communities and teacher collaboration. Empirical evidence provided 

insight on the potential obstacles that prevent change and support structures that sustain 

reform. Thus the researcher of this present study was able to design a learning 

community that minimized the potential obstacles and provided support structures thus 

increasing the likelihood of participant adoption of the six AFL strategies. In each review 

there is evidence of change in teaching practice to some degree when teachers were 

engaged in collaborative pedagogical learning over time.  

 Little’s study (2002) examined the meaning of reform-oriented professional 

community in two different organizational contexts. The purpose of Little’s study was to 

investigate how teacher communities facilitated teacher development and school reform. 

The hypothesis was non-directional as the study “…weigh[ed] the contributions of two 

scenarios—a ‘whole-school reform’ strategy that subordinates subject identity to whole-

school community; and a ‘strong department’ model strongly oriented towards reform 

goals” (Little, p. 696). Little does not suggest whether or not one method or the other will 

be more or less effective.  Instead she found support and criticism for each method of 

reform. One criticism of “whole-school reform” was that it provided little proof that such 

a model can substantially change of teachers’ practice. One criticism of the “strong 
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departments” model was that the departments became “…tight constellation[s] of 

teachers whose subject-centeredness distract[ed] from obligations to students and 

threaten[ed] whole-school commitments by creating micro-political competition over 

resources” (Little, p. 695).  

 The research method used by Little (2002) was a two-year qualitative study of 

Mathematics and English teachers in two urban high schools. She described her study as 

“a multi-level case study centered principally on conditions of teacher learning and 

teacher commitment among teachers of Mathematics and English in two high schools…” 

(p. 696). The two high schools were identified as vulnerable or in need of attention to 

reduce gaps in student achievement and educational attainment. Consequently these 

schools were also considered to be places where there were issues of teacher quality and 

a need for professional development support. The two schools were also chosen because 

“…they presented contrasting cases with regard to whole-school reform, and thus 

[presenting Little] with an opportunity to examine the meaning of reform-oriented 

professional community in two quite different organizational contexts” (p. 696). 

 The findings pointed “…both to the potential contribution of professional 

communities situated in subject departments and the challenge of capitalizing on such 

communities to advance whole-school reform” (Little, 2002, p. 725). Other findings 

suggested that whole-school reform was too slow and progressed unevenly, and that the 

subject department-based teacher learning community alone would not guarantee reform. 

Little concluded that the available research was inconclusive because there was no real 

evidence collected over the past decade to suggest a school-level strategy of 

strengthening departments that would provide a vehicle of comprehensive reform. Little 
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directed future research to examine the strategy of combining whole-school reform 

campaigns with specific supports for teacher learning and teacher community within 

subjects. She made an important contribution to advancing knowledge on whole-school 

reform and professional learning communities. Though Little’s study presented strong, 

well-supported evidence for weaknesses and strengths of both the “whole-school reform” 

model and the “strong departments” model, neither model was found to be the best model 

to support reform. By taking the strengths of each model to support teachers’ learning in 

subject areas while at the same time sustaining teachers’ long-term efforts and motivation 

to work towards school improvement, reform may occur  faster.  

 Wiliam, Lee, Harrison, and Black’s (2004) study focused on how to support 

teachers in developing their formative assessment practices. “While it is generally 

acknowledged that increased use of formative assessment leads to higher quality learning, 

it is often claimed that the pressure in schools to improve results achieved by students in 

externally-set tests and examinations precludes its use” (Wiliam et al., 2004, p. 49). The 

intent was to gather evidence from direct experimental research, reducing variables more 

than past similar research studies by asking teachers to incorporate formative assessment 

practices into their classroom and compare the performance of their students with those 

of another class of parallel content and grade at the same school. Knowing that 

substantial learning gains are possible when teachers introduce formative assessment into 

their classroom, implementation of such practices is different than learning about the 

practices, and change happens slowly through sustained programs of professional 

support, the research of Wiliam et al. was focused on creating an opportunity for teachers 

to professionally develop with support over time. They also knew that teachers would not 
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adopt new ideas based on extensive research as most teachers are too busy to translate 

theory into everyday practice. Therefore, Wiliam et al. hypothesized that what teachers 

needed to put theory into everyday practice were “…a variety of living examples of 

implementation, by teachers with whom they can identify and from whom they can both 

derive conviction and confidence that they can do better, and see concrete examples of 

what doing better means in practice” (as cited in Wiliam et al., p. 51).   

 The sample consisted of 24 secondary school teachers: two science and two 

mathematics teachers from each of the six schools in two local education authorities 

(LEAs).  Because the focus was on implementation and not development, the two LEAs 

were chosen by the researchers for their prior development of assessment for learning 

(AFL). The LEAs then chose three schools each and finally the schools chose the 

participants teachers. Selected teachers were supported over a six-month period in 

exploring formative assessment practices and developing an action plan. The following 

September the teachers implemented their plan in selected classes. From September 

through to July the teachers were observed by project staff, ideas were discussed, and 

implementation plans were refined. 

 As mentioned above the intervention had two components. The first was a series of 

in-service sessions, during which the teachers were introduced to Wiliam, Lee, Harrison, 

and Black’s (2004) view of the principles underlying formative assessment and provided 

with time to plan how to develop their own formative assessment plans. The second 

component was visits to schools throughout the following year. Each teacher was 

observed teaching approximately once every two months. During these visits teachers 

would be observed teaching by project staff, discuss ideas, and plan how to put formative 
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assessment into practice more effectively. “The interactions were not directive, but more 

like holding up of a mirror for teachers” to reflect on and refine the use of formative 

assessment (Wiliam et al., 2004, p. 56). 

 Despite the fact that quantitative evidence was difficult to interpret and that the 

schools in the study were not typical as they identified themselves as interested in 

exploring the development of formative assessment, Wiliam, Lee, Harrison, and Black 

(2004) believe that their results “… provide firm evidence that improving formative 

assessment does produce tangible benefits in terms of externally mandated 

assessments…” (p. 63). One key element to note, which is directly related to the 

researcher of the present study’s hypothesis, is that Wiliam et al.(2004) observed that for 

the “…vast majority of [their] teachers, involvement in the project [did] not just spread to 

all of their classes, but has fundamentally altered their views of themselves as 

professionals” (p. 62). Additionally, Wiliam et al. observed that regardless of the level of 

expertise and experience all teachers appear to have improved and developed the “living 

examples of implementation”, which will make introducing formative assessment to 

other teachers in the future easier. Finally, the estimated cost of support during the study 

was approximately $3,000 per teacher, which is more than typical teachers and schools 

receive for professional development. Given the current realities with respect to budget 

pressure in BC, it is likely that future efforts to implement PLCs will require innovative 

cost effective approaches. 

 Schnellert, Butler, and Higginson’s (2007) study focused on teacher professional 

development as accelerated through data-driven cycles of collaborative inquiry. The 

study had two objectives. The first was “..to develop high-quality, situated, and formative 
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literacy assessments that teachers would find useful in shaping practice” (p. 725). The 

second was “…to investigate how engaging teachers in collaboratively constructing, 

scoring, and interpreting data might feed into cycles of reflective inquiry, thereby 

supporting teachers’ professional development” (p. 725). Consistent with trends in recent 

research on teacher professional development, the study focused on development of 

collaborative models designed to engage teachers jointly in inquiry-based, longitudinal, 

and critical examinations of practice. Schnellert et al. “…extended professional 

development activities from formal settings (e.g., workshops) into authentic communities 

of practice within or across schools wherein individuals work together to situate 

emerging knowledge and beliefs” (p. 726). 

 Limitations as outlined by Schnellert, Butler, and Higginson (2007) include the 

method and how the actual participants were chosen. The sample size was comprised of 

only six participants all of whom were chosen from a larger group of thirty teachers 

involved in a larger project concerning four schools. The process by which the thirty 

teachers were selected from the larger study was not made explicit; it simply stated the 

participants came to be involved with the larger study due to the provincial and district 

accountability framework.  

 In Schnellert, Butler, and Higginson’s (2007) study, “…the teachers and 

researchers worked together to set instructional goals and monitor outcomes using two 

complementary, situated, literacy assessments: the performance-based assessment (PSA) 

and the Learning through Reading Questionnaire (LTRQ)” (p. 731). The teachers and 

researchers used a shared protocol in accordance with the British Columbia Performance 

Standards for Reading Information quickscale to score the PSA. They included an 
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analysis of both qualitative and quantitative data such as interviews, field notes, 

observations, artifacts, and LTRQ and PBA data. The power of both assessment tools was 

that each provided teachers with opportunities to interpret the data, reflect on the meaning 

of the data, identify, plan, enact, and reflect on instructional strategies, and finally refine 

instruction over time. The focus was to link teachers’ engagement in inquiry cycles to 

professional development. They found “…that teachers can make situated changes that 

foster student achievement when they: (1) engage in the (co) construction and 

implementation of situated assessment practices; (2) set, tailor, and monitor context-

specific goals for students and themselves; (3) have opportunities to work collaboratively 

and recursively through instructional change cycles that incorporate local assessment 

data” (p. 745). Schnellert et al. also recognized the need to further examine the wider 

application of their findings.  

 Wells and Feun (2007) reviewed the results of change efforts of six high schools 

who volunteered to make changes associated with becoming a professional learning 

community (PLC). The schools’ staff participated in a nine-day training experience 

offered by a regional educational service agency to learn about the principles of learning 

communities. The staff then returned to their schools to implement the changes. Wells 

and Feun examined which of the learning community principles were more likely to be 

implemented and which were resisted or rejected. More specifically they sought to 

document the perceptions of the participants in these six schools as the participants 

described what happened during the first year of implementing PLC concepts. Teachers’ 

and administrative leaders’ efforts were tracked through qualitative and quantitative 

analyses of interviews.  
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 All six high schools had a similar student population and all had experienced 

principals. The participants were surveyed using a likert-type scale with sixteen rating 

questions and six open-ended questions. The survey was piloted prior to being used to 

collect actual data. Each participant at each high school was also privately interviewed 

for thirty minutes.  

 Limitations to Wells and Feun’s (2007) study included being non-generalizable, 

participant schools were not randomly selected, sampling involved only suburban 

schools, and the survey relied only on the perceptions and attitudes of the participants. 

Recommendations include that annual reviews take place to add to the validity of the 

measure of implementation of the professional learning community principles.  

 Wells and Feun (2007) observed that educational change at the participant high 

schools was slow. While the teachers collaborated to share information and plan, they did 

not work together to discuss the teaching of content or the impact of their teaching on 

learning. “The comments from teachers revealed over and over again that their preference 

was sharing ideas, concepts, and particular lessons as opposed to talking about preferred 

outcomes and results” (p. 149). The study also revealed that the challenges faced by the 

participant leaders in implementing PLC principles were consistent with those identified 

in the research literature. One such challenge was identified as negative school culture. 

For example, Wells and Feun noted that “the administrators talked about the need for 

both a conceptual understanding of the PLC and the understanding of how to lead the 

change while dealing with cultural aspects of the school” (p. 156). The implications for 

future research is how to push teachers or support teachers in the critical examination of 

student learning as a result of teaching methods based on data. The need is to move the 
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PLC conversation from sharing ideas to “…comparing learning results of their students, 

discussing instructional methods used to teach students, assisting failing students, and 

agreeing with administrators about what should be done with students who are not 

learning” (p. 149). 

 Hindin, Morocco, Mott, and Aguilar’s (2007) study examined the relationship 

between teachers’ collaborative learning experiences and their classroom practice. Hindin 

et al. (2007) hypothesized that participant teachers would gain new ideas about teaching 

their content and that they would both apply this new knowledge to their classroom 

practice and share their experiences with other teachers in the learning group. Further, 

they recognized, from other similar research studies on building learning communities, 

that the actual work of building an effective learning community comes with many 

challenges. It was their hope that they would uncover insights into how to build effective 

teacher communities and generate further hypotheses about effective strategies for 

building these communities.  

 The sample consisted of ten middle-school teachers from the same urban school. 

The teachers were engaged in the project over a two year period, but the study focused 

only on the second year once teachers had established a meeting routine and had 

developed one extended curriculum unit. The purpose was to observe what the teacher 

collaborative group work looked like once it was established. Hindin, Morocco, Mott, 

and Aguilar (2007) focused on three of the teacher cases for data collection. The focusing 

on three specific teachers allowed for an “… in-depth description of participation and to 

enable [them] to better understand the dynamics of teacher learning groups” (p. 356). 

Data was generated and analyzed from the teacher meeting observations and classroom 



PLC focused on AFL     15  

observations. Findings revealed that “[a]lthough each of the teachers participated actively 

in the teacher learning group and changed their practice, the teachers with the most 

advanced teaching of literacy practices did not bring that expertise into the teacher group 

as fully as they might have” (p. 349). As a result, Hindin et al. were led to raise further 

questions about how teachers participate and learn and how to structure teacher groups to 

maximize teacher learning. They also noted their role of researcher as well as facilitator 

as an unexplored topic for further research. Implications and areas of further research for 

building teacher learning communities include intentionally designing more opportunities 

for participants to actually see and analyze classroom examples of the new practices in 

advance, providing participants the opportunity for intensive examination of student 

work, using protocols, having a facilitator, and observing other participants teach the 

newly learned practices.  

 The purpose of Gates and Robinson’s (2009) study was to better understand “…the 

exercise of leadership in teacher collaboration” (p.145). Gates and Robinson collected 

data from two urban high schools through observations and interviews. Both schools 

were chosen purposely for their similar student demographics, testing, and school data. 

One of the schools, called Longfellow, was involved in three district mandated 

interventions to improve teaching and learning. The interventions included mandated 

curriculum changes, common unit assessments aligned with state standards, as well as 

one late start morning per week where teachers were required to meet, plan, discuss, and 

assist one another in improving pedagogy, learn about new curriculum and testing, and 

problem-solve. Finally an instructional coach was hired for each building. In contrast, the 

other school, Maximillion, did nothing; it held to district policies that honoured teacher 
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autonomy and independence for meeting state standards.  

 Examining data through a reframed Heifetz’s typology of technical and adaptive 

work led Gates and Robinson (2009) to the following findings. Teachers from both 

schools engaged in learning, but continued with current practices. Collaboration in both 

schools was more similar than not even though Longfellow teachers received one hour 

per week to collaborate. Gates and Robinson suggest that an initial step in implementing 

reform is to recognize technical and adaptive work is labour intensive thus teacher 

workloads need to be adjusted. Teachers were found to simply add-on and not replace old 

practices with new practices. “Technical work provided a mechanism that allowed 

teachers to incorporate external requirements without substantially modifying their norms 

or beliefs” (Gates & Robinson, p. 153). Also educational mandates in these two schools 

did little to solve problems in classrooms. In fact, “…reform instituted by the state and 

district added new complications to [teachers’] work, not the least being how to team 

with colleagues for carrying out changes to practice” (p. 159). The dominant approach in 

teacher collaboration was the technical work such as modifying classroom assessment, 

grading student work etc., which were actions participants were able to do without having 

to adjust their norms and values. In other words, participants side-stepped change. 

Further, Gates and Robinson noted “…the point that if adaptive learning and change are 

desired, then encouraging, enabling, and protecting teachers to legitimately question 

problems, solutions, or both are what are needed in education” (p. 160). The findings 

raised more questions, led to insights, and further recommendations about distributing 

leadership in efforts to reform teacher practice. Gates and Robinson suggest the use of 

Heifetz’s typology as a model by which educators can examine and evaluate their 
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assumptions of problems and solutions; they believe that use of such a model will shift 

dialogue, develop skills, or challenge beliefs allowing the opportunity for administrators 

and teachers to more purposefully implement reform and exercise leadership.   

 All studies reviewed addressed both change at the high school level and change 

through a professional learning community. A common thread was the challenging nature 

of teacher collaboration when adaptive change was the goal. As previously mentioned in 

chapter one, instead of continuing to research “what works”, the question to be 

investigated must be “under what conditions will this work” (Wiliam, 2006, p. 7). What 

is clear from the review, was the how or process that provided the best mechanism for 

supporting teachers in making changes to increase student achievement was some form of 

structured professional learning community over time. However, the provision of support 

in the form of leadership, facilitation, learning, resources, time, structures such as 

protocols, and observing “living examples of implementation” are requirements of a PLC 

that actually leads teachers to critically examine practice and to make adaptive, 

sustainable changes. Consistent with current empirical research on teacher learning 

communities, the present study aims to further investigate the power of learning 

communities as a potential arbiter of teacher change of assessment practices. This present 

study was designed with the findings and limitations of the studies reviewed in mind.  

Chapter Three: Procedure and Methods 

Description of the Research Design 

 With the empirical research from chapter three in mind, the present study was 

designed around the following three assumptions. First, that all PLC sessions must 

include an element of job-embedded professional development and occur during the 
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school day. Second, participants must be engaged in collaborative pedagogical learning 

about AFL and be provided with examples of implementation in the routine of classroom 

practice and with opportunities to view demonstration lessons (living examples of 

implementation). Finally, facilitated time must be provided for participants to develop 

action statements stating specific attainable goals for implementation of new practices, as 

well as reflective time to encourage goals attainment. Based on the three assumptions 

above, the PLC process was designed to incorporate these elements. Qualitative data was 

collected to extend quantitative findings. The quantitative component used a survey 

design method. The researcher co-created the three instruments for data collection, which 

are the assessment for learning (AFL) practice rubric (see Appendix B), the AFL attitude 

survey (see Appendix C), and the reflective log (see Appendix D).  

Description of the Sample 

 This present study investigated the extent to which involvement in a PLC led to 

the adoption of the six AFL strategies of grade eight through 12 humanities teachers. The 

participants’ teaching experience ranged from seven years to 25 years. Three of the 

participants volunteered as a grade eight teaching team from a grade seven to nine middle 

school, and all taught English and either Social Studies, Core French, Library, or Physical 

Education. Three other participants all worked at the same grade 10 to 12 secondary 

school, all three were in their first year at that school, and each taught either English, 

Core French, Social Studies, or French Immersion. The other two were sole 

representatives from their secondary schools. One taught English, Social Studies and 

Physical Education at a grade six to 12 middle/secondary school and the other taught 

senior level Social Studies at a grade eight to 12 secondary school.  
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The sampling was determined by volunteer basis and was also one of convenience 

as the accessible population was limited; in addition, the researcher’s budget only 

allowed for a sample size of eight. Fortunately exactly eight participants volunteered, 

which I felt was an ideal size for a PLC. I predict more than eight would take too much 

time to de-brief. These eight participants each joined with varying degrees of experience 

using the six AFL strategies. Some were in year one of implementation and others had 

been trying some of the strategies for a year or more. None claimed to have expertise 

using all six AFL strategies at month one. 

Description of the Instruments 

 The study utilized three instruments: the assessment for learning (AFL) practice 

rubric (see Appendix B), the assessment for learning attitude survey (see Appendix C), 

and a reflection log (see Appendix D). All three instruments were co-designed with 

another researcher. The AFL rubric and survey were both pre-tested by 25 colleagues not 

involved in the study for clarity of wording, user friendliness, and overall instrument 

design. The rubric and the survey were both refined based on the feedback from the pre-

test before used for data collection purposes.  

The AFL practice rubric was the instrument used to measure whether or not the 

treatment, collaborative learning via a structured PLC focused on AFL, led to increases in 

teachers’ reported levels of adoption of the six AFL strategies in their routine classroom 

practice. The AFL rubric was administered two times, the first as a pre-test at month one 

and again as a post-test at month six. The purpose of the AFL rubric was for participants 

to assess their own level of adoption for each the six AFL strategies in their routine 

classroom practice before and after the treatment and for the researcher to quantitatively 
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measure whether or not a change in the level of adoption occurred. The rubric measured 

use of the six strategies using a five-point scale with corresponding descriptors for 

participants to report their level of adoption for each strategy. A five on the rubric 

represented use as “I do this automatically”, four as “I’m well on my way”, three as “I 

occasionally try this”, two as “I rarely try this”, and one as “I haven’t tried this yet.”  

The purpose of the AFL attitude survey was for each participant to assess his/her 

attitude towards formative assessment in general and the six AFL strategies before at 

month one, and after the treatment at month six. The AFL attitude survey allowed the 

researcher to quantitatively measure whether or not a change in attitude towards 

formative assessment and the six AFL strategies occurred. The survey included 14 items 

or statements about assessment on a 5-point likert-scale with five representing strongly 

agree, four-agree, three-uncertain, two-disagree, and one-strongly disagree. The data 

gathered was analyzed using descriptive statistics. The intent of this instrument was to 

provide further insight into why change did or didn’t occur.  

The third instrument was the reflection log, which was an instrument used to 

collect qualitative data to identify any perceived obstacles and support structures reported 

by the participant teachers throughout the six-month study. At the end of each PLC 

sessions, participants were given implementation goals related to the focus AFL 

strategies. The participants were instructed to develop action statements outlining specific 

actions he/she would take to implement the focus strategies as outlined in the assigned 

goals. Over the six-month study, participants wrote six reflection log entries. The purpose 

of this instrument was to provide the researcher with additional insight from each 

teachers’ perspective on the process of implementing the six AFL strategies into their 
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routine classroom practice. The reflection logs were analyzed for obstacles and support 

structures to change. 

Explanation of the Procedure 

Involvement in the study required a commitment to six PLC sessions, for which 

time was given inside the school day. Table 1 outlines the schedule of the PLC sessions 

including date and time, the focus, and who was involved.  

Table 1 

Professional Learning Community Schedule 
 

Date and Time 
 

Session Purpose 
 

Focus AFL Strategy 
 

Participants Involved 
 

09/24/09  
12:00-3:30 

 
Learning 

 
Learning Intentions & 

Questioning 

 
all  

 
10/13/09 

11:05-11:50 

 
Co-planning 

 
Learning Intentions & 

Questioning 

 
two volunteers at the 

same school for a demo 
 

10/15/09 
8:00-11:00 

 
Application 

 
Learning Intentions & 

Questioning 

 
all  

 
10/21/09 
12:00-3:30 

 
Learning 

 
Criteria & Descriptive 

Feedback 

 
All 

 
12/07/09 

11:05-11:50 

 
Co-planning 

 
Criteria & Descriptive 

Feedback 

 
two volunteers at same 

school for a demo  
 

12/09/09 
8:00-11:00 

 
Application 

 
Criteria & Descriptive 

Feedback 

 
All 

 
02/19/10 
8:30-11:30 

 
Learning 

 
Self/peer-assessment & 

Ownership 

 
All 

 
02/19/10 
1:15-2:30 

 
Co-planning 

 
Self/peer-assessment & 

Ownership 

 
two volunteers at the 

same school for a demo 
 

02/24/10 
8:00-11:00 

 
Application 

 
Self/peer-assessment & 

Ownership 

 
All 

 

Note in table 1 there are three PLC sessions called learning sessions and three called 

application. The learning sessions engaged the participants in collaborative learning 

about the six AFL strategies. The application sessions were an opportunity for 
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participants to observe “living examples of implementation” designed by their 

colleagues. Two different AFL strategies were the focus of each learning and each 

application session. There were also three sessions called co-planning, which only 

involved six volunteer participants, two from the same school to co-plan on each of co-

planning dates. The intention was to have a partner whenever possible acting as support 

at the same school. The pattern or process, repeated three times over the study, involved 

learning the theory, applying it, and then observing a co-planned demonstration lesson 

(see Table 2 and Table 3) . After viewing the demonstration lesson, participants refined 

their action statements and carried on with the implementation of the focus AFL 

strategies in their classrooms.  

The school district supported this study by providing coverage for one day of 

release for each of the eight participants. The other release days were either funded 

through a grant obtained by the researcher, through school-based teacher in-service 

funds, or personal professional development funds. The approximate cost for each 

participant over the six-month study was $800, which includes both release and materials. 

At both the month one and the month six learning PLCs all participants completed 

the AFL practice rubric and the AFL attitude survey. In addition participants wrote 

entries in their reflection logs at each of the learning and application PLC sessions. The 

researcher hypothesized that when given a structured opportunity to engage in 

pedagogical learning, the treatment of a PLC focused on AFL, teachers would change 

their assessment practices. To determine whether or not this hypothesis was true the 

researcher designed a PLC with a learning and an application session both of which 

followed a protocol (see Table 2 and Table 3).  
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 Throughout the learning and the application PLC sessions the researcher 

facilitated participant learning. The learning and application PLC sessions were 

purposely designed using a protocol. Table 2 outlines the protocol for each learning PLC.  

Table 2 
 
Learning  PLC Protocol 

 
Protocol 

 
Participant Action as Learner 

 
Check-in 

 
Think/pair/share in response to prompt related to formative assessment 
selected by the facilitator/researcher to challenge norms, values, beliefs about 
assessment and learning 

 
Connect 

 
Engage in an instructional strategy designed to access prior knowledge of focus 
AFL strategies 

 
Process 

 
Engage in collaborative learning strategies using print and visual text to learn 
theory/research behind focus AFL strategies  

 
Reflect 

 
Create action statements in reference to goals provided facilitator/researcher  
on focus AFL strategies  

 
Transform 

 
This occurs in the time between PLCs. Independent implementation of focus 
AFL strategies. Development and refinement of personal living examples of 
implementation occurs. 

 

Table 3 outlines the protocol for each application PLC. Note the transform step 

for each. This step for both the learning and the application PLCs were designed to 

support the participants in the implementation of their action statements. 
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Table 3 
 
Application PLC Protocol 

 
Protocol 

 
Participant as Learner 

 
Pre-brief 

 
Two volunteer teachers who co-planned the demo lesson using the planning 
sheet (see Appendix E) talk the group through the lesson noting the method 
of implementation of the two focus AFL strategies. 

 
Questions/comments 

 
Brief opportunity for participants to think about what they’ve tried to date, 
and ask questions about the inclusion of the two focus AFL strategies in the 
design of the demo lesson.  

 
Observation of 
demonstration 

lesson 

 
Using observation record sheet (see Appendix F) group watches and notes 
how the two focus AFL strategies were implemented. 

 
De-brief 

 
The two volunteer teachers begin and end this part. Group sits in a circle. Say 
something strategy applied. The first time around the circle participants say 
one thing about how the focus strategies were implemented and the second 
time around each states what he/she will now try or refine as a result of 
observing the demo lesson. The right to pass is respected. 

 
Reflect 

 
Facilitator/researcher leaves. Reflection logs returned, action statements re-
read, new action statements made in reference to the focus AFL strategies 
and observations made during the demo lesson. 

 
Transform 

 
This occurs in the time between PLCs. Independent implementation of the 
focus AFL strategies. Development and refinement of personal living 
examples of implementation occurs. 

 

Discussion of Validity 

 The present study was designed to involve a small group of similar content area 

educators at the grade eight through 12 level in a structured PLC focusing on the six key 

AFL strategies. The treatment or independent variable was the structured PLC focused on 

the AFL strategies. To determine whether or not the outcome or dependent variable of the 

study was directly related to the independent variable the following threats were 

considered: subject characteristics, mortality, location, instrumentation, data collector 

characteristics, data collector bias, testing, attitudes of the subjects, and implementation. 

Of these threats mortality, location, instrumentation, testing, attitudes of the subjects, data 
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collector bias, and implementation were reduced through control measures. However, the 

remaining threats, subject characteristics and data collector characteristics, were potential 

limitations of this study. 

 The threat of mortality was controlled or at least reduced due to the job-embedded 

nature of the independent variable. All participants were either given release time to 

attend or the PLC sessions were held on a professional development day. 

 The PLCs were divided into two types of sessions: learning focus and application 

focus. The location of the quantitative data collection was constant and was collected 

only at the learning PLCs; however, the location of the three application focus sessions 

were different as these sessions were held at the volunteer demonstration teacher’s school 

in his/her classroom. The location of the qualitative data collection differed; it was 

collected at each PLC session at varying locations, but always in a school.  

 The threat of instrumentation, testing, and attitude of the subjects was controlled 

as the instructions for each instrument remained constant. The instruments were not 

extensive. Data collection dates using the instruments were set in advance.  

  The threat of implementation was reduced as the implementation of the PLCs 

followed a standardized protocol (see table 2 and table 3). All participants learned the 

same intervention at the same time and in the same way with opportunities to implement 

in collaboration with colleagues. The study allowed the participants to learn the AFL 

strategies and then decide what technique to use for implementation. The six AFL 

strategies remained constant, but the how or the technique for implementation was left for 

each teacher to decide.  
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The threat of data collector bias was reduced through the confidential data 

collection process. Each participant chose a code, which they kept track of and used for 

each data collection period. At no point was the researcher privy to participant codes and 

at no point was the researcher in the room while data was being collected. One participant 

took responsibility for the data collection and ensured it was sealed in an envelope with 

the participant ID numbers at the end of the data collection period. This participant 

locked the data in a filing cabinet for which the researcher did not have a key. Data was 

not unsealed until the completion of the study. Due to the use of ID numbers the 

participants’ data remained anonymous.  

On the other hand, threats that limited the study and rendered it not generalizable 

include: subject characteristics, history, and attitude of subjects. The subjects were not 

randomly selected rather each participant volunteered of his or her own accord. The 

participants ranged in age, years of experience, and familiarity with AFL, but due to the 

nature of the sample selection process there was a small population to draw from and the 

participants may have had a prior relationship with the researcher both of which can be 

perceived as potential limitations. History is another potential limitation as AFL is a 

current educational issue in British Columbia being addressed in many ways.  

A final limitation was the lack of a control group. The participants may have 

attended other workshops or read about AFL during the study, thus any change in 

practice may be hard to attribute solely to the treatment. The data being analyzed relied 

on participants’ perceptions and attitudes. Consequently, one must question each 

participants ability to critically assess their understanding and use of the six AFL 

strategies as well as their attitude toward formative assessment in an objective manner.  
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Finally, the researcher was also the facilitator of participant learning, this may cause 

some threat to the internal validity as it may have affected participant attitudes. However, 

it is important to mention that despite these threats, the act of teaching and collaborating 

is a complex process involving diverse individuals with diverse experiences. This makes 

designing a completely objective study impossible. Participants may have learned more 

about AFL outside of the PLC, but this is a positive outcome. Any experiences that 

support their shift in practice is desirable. Based on this study’s hypothesis, multiple 

opportunities over time to learn and apply is the goal, whether the learning takes place in 

the PLC or not.  Unless participants are asked to teach in a laboratory, these issues will 

always be a part of educational research. Even in a lab, the complexities and 

subjectivities would not be removed.  

Description and justification of the methods of analysis  

The question of this study was threefold as change of practice takes time, likely 

longer than the six-month period of this study. Therefore a fuller picture, while reducing 

some threat to internal validity, was to be had by measuring both level of adoption in the 

routine of classroom practice and attitude toward formative assessment. The AFL 

practice rubric was used to collect quantitative data, before and after the treatment, to 

answer the first part of the research question, does the involvement in a structured 

professional learning community, focused on assessment for learning, lead to increases 

in grade eight through 12 humanities teachers’ reported levels of adoption of assessment 

for learning strategies. The data gathered through the rubric was analyzed using 

descriptive statistics. A mean was calculated to demonstrate the participants average level 

of adoption for each of the six AFL strategies at month one and then after the treatment at 
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month six. The mean level of adoption for each of the six AFL strategies at month one 

and month six was represented in a chart using bars. The y-axis represents the mean level 

of adoption and the x-axis to represents each of the six AFL strategies. 

The AFL attitude survey was used to collect quantitative data to address the third 

part of the question, how did teachers’ attitudes change towards assessment for learning. 

 The data collected using the survey was analyzed using descriptive statistics. The mean 

was calculated for each of the 14-items on the survey strategies before and after the 

treatment and represented as bars in a chart to illustrate the outcome of the independent 

variable or treatment. The data gathered was analyzed using descriptive statistics. A mean 

was calculated for each of the 14-items to demonstrate the participants attitude toward 

formative assessment at month one and then after the treatment at month six and was 

represented in a chart using bars. The y-axis represents the mean attitude according to the 

five point likert-scale and the x-axis represents the 14-items of the AFL attitude survey. 

The intent of this instrument was to provide further insight into why change did or didn’t 

occur.  

The reflection log was the instrument used to collect qualitative data to address 

the second part of the question, what factors did the participating teachers perceive as 

obstacles or support structures in doing such. Reflection log entries were analyzed to 

identify teachers’ perceived obstacles that prevent change and support structures that 

enable it.  

Chapter Four: Findings 

 The sample included eight grade eight through 12 humanities teachers. All 

participants were with the study to the end. Results for the data collected via the AFL 
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practice rubric (see Table 4) and the AFL attitude survey (see Table 5) were analyzed 

using descriptive statistics at month one and month six of the study and presented in a 

chart with bars (see Figure 1 and 2). The six reflection log entries were written by each 

participant approximately once per month over a period of six months and were analyzed 

for obstacles that prevent change and support structures that lead to reform (see Table 6). 

The intervention or treatment was professional development focused on the six AFL 

strategies through a PLC. The findings of this study are organized and presented 

according to the three parts of the research question outlined in chapter three. 

Assessment For Learning Practice Rubric 

The mean level of adoption for each of the six AFL strategies after the 

intervention moved in a positive direction demonstrating a change of assessment 

practices. Table 4 outlines the reported level of adoption for each of the six AFL 

strategies before and after the intervention.  

Referring to Table 4, AFL strategy one: providing the learners with clear learning 

intentions; strategy two: providing or co-developing criteria; and strategy five: self and 

peer-assessment; all three showed the greatest mean change. The least amount of mean 

change reported was for strategy three descriptive feedback and strategy four questioning. 
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Table 4 
 
Mean Reported Adoption Level for Each of the Six AFL Strategies 

 
 

 
Month 1  

  
Month 6  

 
 

 
Six AFL Practices 

 
M 

  
M 

 
Change 

 
Learning Intentions 

 
3.1 

  
3.9 

 
0.8 

 
Provide/Co-develop 
Criteria 

 
3.4 

  
4.2 

 
0.8 

 
Descriptive Feedback 

 
3.5 

  
4.1 

 
0.6 

 
Questioning  

 
3.1 

  
3.7 

 
0.6 

 
Self & Peer Assessment 

 
2.9 

  
3.7 

 
0.8 

 
Ownership 

 
2.9 

  
3.6 

 
0.7 

 

The data from Table 4, mean levels of reported use of the six AFL strategies, is 

represented in Figure 1. Each level of adoption for each AFL strategy is represented in 

bars at month one and at month six after the treatment. The y-axis represents the mean 

level of adoption and the x-axis to represents each of the six AFL strategies. Figure 1 

illustrates the mean change for each of the six AFL strategies after the treatment at month 

six. Findings from the data analysis using the AFL practice rubric shown in Table 4 and 

Figure 1 will be discussed further in chapter five. 
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Figure 1. Mean reported adoption level for each of the six AFL strategies 

Figure 1. Bars represent the mean (M) level of adoption for each of the six assessment for learning (AFL)  
strategies reported on a 5-point rubric at month 1 before the intervention and at month 6 after the intervention. 
  

Assessment For Learning Attitude Survey 

The purpose of the AFL attitude survey was for each participant to assess his/her 

attitude towards formative assessment in general and the six AFL strategies before, at 

month one, and after the treatment at month six. The survey included 14-items or 

statements about assessment. Participants rated his/her attitude for each item on a 5-point 

likert-scale with five representing strongly agree, four-agree, three-uncertain, two-

disagree, and one-strongly disagree. The data gathered was analyzed using descriptive 

statistics. A mean was calculated for each of the 14-items to demonstrate the participants 

attitude toward formative assessment at month one and then after the treatment at month 

six. The mean for each of the 14-items for month one and for month six was represented 

in a chart using bars (see Figure 2) to determine whether or not a mean change in attitude 
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occurred. The y-axis represents the mean attitude according to the five point likert-scale 

and the x-axis represents the 14-items of the AFL attitude survey. The intent of this 

instrument was to provide further insight into why change did or did not occur.  

 As shown in Table 5 a mean change in attitude toward AFL from month one to 

month six, in a positive direction, was reported for survey items one, four, seven, eight, 

nine, 10, 12, 13, and 14. For items two, three, and six no change was reported. For item 

number five and 11 a change was reported. This change is represented as a negative mean 

difference, but this was the desired effect. Items five and 11 were negative statements.  

Table 5 
 
Mean Reported Attitude Towards Formative Assessment 

 
 

 
Month 1 

  
Month 6 

 
 

 
AFL Teacher Attitude Survey Items 

 
M 

  
M Change 

 
1 

 
3.8 

  
4.1 0.4 

 
2 

 
4.8 

  
4.8 0.0 

 
3 

 
1.3 

  
1.3 0.0 

 
4 

 
3.9 

  
4.5 0.6 

 
5 

 
1.6 

  
1.4 -0.3 

 
6 

 
4.9 

  
4.9 0.0 

 
7 

 
4.6 

  
5.0 0.4 

 
8 

 
4.1 

  
4.9 0.8 

 
9 

 
4.4 

  
4.8 0.4 

 
10 

 
4.1 

  
4.6 0.5 

 
11 

 
1.8 

  
1.6 -0.1 

 
12 

 
4.3 

  
4.6 0.4 

 
13 

 
4.0 

  
4.5 0.5 

 
14 

 
2.5 

  
3.4 0.9 
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 As shown in Figure 2 all items except item two, three and six changed in a 

positive direction. Items two, three, and six did not change. Item 14 changed in an 

unanticipated way. These changes will be discussed further in chapter five. 

Figure 2. Reported attitude toward formative assessment 

Figure 2. Bars represent the mean (M) reported attitude toward formative assessment using a 5-point likert  
scale survey of 14 attitudinal items at month 1 before the intervention and at month 6 after the intervention. 
 

Reflection Log 

Each participant wrote six reflection log entries throughout the six month study. 

The purpose of the reflection log was to collect qualitative data to supplement the 

quantitative data. Entries were analyzed for obstacles and support structures that either 

hindered or led to the implementation of the six AFL strategies. As shown in Table 6, 

five obstacles and five support structures were reported by participants in the reflection 

log entries. Findings related to the reflection log will be discussed further in chapter five.   
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Table 6 
 
Obstacles and Support Structures to Implementation of AFL Reported in Reflection Logs 

 
Obstacles 

 
Support Structures 

 
Student absences for various reasons 

 
Observing AFL in action through demonstration 
lessons 

 
Time; covering content versus teaching assessment 
process; finding a balance 

 
Having sample rubrics 

 
Too few content-specific living examples  of AFL 
implementation 

 
Collaboration and sharing to learn how others have 
integrated AFL into their practices   

 
Lack of student exemplars 

 
Having student exemplars 

 
Moving from formative to summative; reporting 
learning as a grade 

 
Future opportunities to work in a PLC on AFL 

 

Chapter Five: Conclusions 

Brief Summary 

There is much empirical evidence showing that assessment for learning (AFL) 

can increase student achievement when it is effectively implemented in the routine of 

classroom practice. The gap in the research is not what changes are required but how to 

support educators in making those necessary changes. Consistent with current empirical 

research on teacher learning communities, the present study aimed to further investigate 

the power of learning communities as a potential arbiter of teacher change when the 

following provisions are considered: support in the form of leadership and facilitation, 

collaborative learning, resources, time, structures such as protocols, and observation of 



PLC focused on AFL     35  

“living examples of implementation”. With the provisions accounted for in the study’s 

design, I sought to learn whether or not participation in a structured professional learning 

community, designed with a learning and an application of the six AFL strategies over a 

six month period, would lead to a change in assessment practices among the participants.  

Eight secondary level humanities teachers were brought together as a professional 

learning community six times (see Table 1). There were learning focus sessions and 

application focus sessions. For change to occur, I hypothesized, that teachers must learn 

the theory in collaboration, develop action statements or plans for implementation, reflect 

on what worked and what did not, observe the theory in the routine of classroom practice, 

and refine personal action plans for continued implementation.    

Three instruments were used to collect data: AFL practice rubric, AFL attitude 

survey, and reflection logs. A mean was calculated for each of the six AFL strategies 

using data collected by the AFL practice rubric. This data showed, when comparing 

month one before the treatment to month six after the treatment, that all participants 

increased their level of adoption or use for each of the six AFL strategies. Similarly the 

AFL attitude survey demonstrated that a positive attitude toward AFL existed at month 

one, but a mean growth in attitude was shown when comparing month one to month six. 

The reflection logs contained a narrative of each participant’s successes and challenges as 

implementation of the six AFL strategies unfolded. 

Discussion of Implications of Findings 

 I hypothesized that when given the opportunity to engage in pedagogical learning 

focused on assessment for learning (AFL), in a structured professional learning 

community (PLC) over time, educators would adopt some or all of the AFL strategies 
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into the routine of his/her daily classroom practice. What did I discover over a six month 

period? I discovered that yes, when an investment in teachers is made in the form of 

leadership and facilitation, collaborative learning, resources, time, structures such as 

protocols, and observation of “living examples of implementation” teachers would adopt 

to a degree some or all of the six AFL strategies.   

Knowing that changing assessment practices is a large commitment and requires a 

shift of both mindset and practice, I predicted that six months may not be enough time for 

participants to report a change in practice. However, I believed that six months would be 

enough time to report a change in attitude. The findings revealed that the mean attitude of 

participants toward AFL at month one was positive. Mean attitude findings combined 

with month one mean AFL practice rubric findings suggest participants joined the study 

with prior knowledge of the six AFL strategies. Consequently the mean attitude of 

participants toward AFL at month six remained positive and increased in some areas such 

item four “believing that AFL motivates and engages students in their learning”, item 

eight “thinking that ‘good job’ is praise rather than thoughtful feedback”, item 10 

“believing time spent teaching peer-assessment strategies is time well spent”, and item 13 

“believing time spent teaching self-assessment strategies is time well spent”. Overall the 

increase in attitude of these four items suggests that participants’ understanding of 

formative assessment improved. If participants can now differentiate between praise and 

descriptive feedback, and now believe that time spent teaching students how to self and 

peer-assess is time well spent, I predict the likelihood for continued application of the 

AFL strategies has also increased. 
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In addition to outlining action statements for implementation in the reflection 

logs, each participant was asked to record what was working well, what still needed 

refinement or practice, and what questions remain. Although the sample group of the 

present study reported to have some degree of prior knowledge of AFL at month one, it is 

clear from the data collected that to master or become truly effective users of all of the 

six AFL strategies, more than six months in a structured PLC is required. Excepts from 

final reflection entries at month six show a need for continued practice and support. For 

example, a participant noted, “As my practice is changing I am trying to come to terms 

with the times (which are often) when I revert back to past practice. I can see how much 

better AFL practices are and need to continue to engage in this endeavour.” This idea of 

reverting back to past practice is a typical response from teachers when trying to change 

practice. It was a key element that was considered in the design of the PLCs. The 

inclusion of the learning, application, observing, refining, and continued application 

components in the design of the PLCs was intended to address this issue of reverting 

back. However, the participant’s comment above is indicative of the need for continued 

support through the implementation process. Another participant wrote, “I would really 

like to see how others who are more advanced in this process bring all of this together.” 

While another stated, “I continually feel that the ‘I can’ statements are an area that I 

must use and practice more.” Despite the inclusion of observing demonstration lessons in 

the PLC design, there is a continued need for participants to see more living examples of 

implementation of the six AFL strategies implemented independently and all working six 

synchronically.  
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Other comments inquired about “working on the language for feedback so that 

students can give more ‘natural’ not so prescriptive feedback prompted from me”, 

“opportunities to work together after this project on learning communities”, and “how to 

create authentic learning experiences for ownership within school and community?”. 

These indicate the need and desire for continued support, as well as confirm the 

hypothesis that practice would change when given time in a structured PLC to learn and 

apply key AFL strategies. Change did occur, but comments suggest that participants 

desire future similar opportunities to continue learning the six AFL strategies. A final 

comment, “How can I use the AFL practices when I feel inundated with content to cover 

in a short period of time?” speaks to a common feeling expressed by secondary level 

educators when faced with the task of changing well-ingrained, routine practices. I 

believe content is an area of comfort and expertise for secondary teachers and learning 

new pedagogy is not. Finding a balance is often perceived as impossible. Wiliam (2006) 

argues that the type of changes we are asking of teachers involves changing habits that 

have been established and rooted before they are eighteen years old. Further, he argues 

that even the best teacher education programs will find it hard to overcome the models of 

practice that student teachers will have learned in the thirteen years they spent in schools. 

Learning in a structured PLC will ask teachers to change the routines and the practices 

that get them through their day, and in the transition from past practice to a new practice, 

they will get worse before they get better. I believe that being part of a PLC over an 

extended period of time will ease the issue of content versus pedagogy and help weather 

teachers through difficult times of transition.    
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At month six none of the participants reported on the AFL practice rubric “I do 

this automatically” for all of the six AFL strategies. However, a significant mean change 

reported on the AFL practice rubric was learning intentions, providing or co-developing 

criteria, and self and peer-assessment (see Table 4 and Figure 1).  It is logical that 

participants would report a high level of adoption for this AFL strategy as it is the one the 

participants were exposed to the most and had multiple opportunities to practice. For 

example, the first learning PLC focused on learning intentions as did the district-wide 

professional development day. Also it was not surprising that the co-development or 

provision of criteria had a high level of adoption reported. It is my observation that 

educators in my district are becoming more proficient with the use of BC Performance 

Standards to assess students. With opportunities such as the Network of Performance 

Based Schools, and district and class performance based assessments such as district-

wide reading and district-wide writing assessments, many teachers have been developing 

their understanding of and expertise using criteria and rubrics to assess student learning. 

Shifting to developing criteria with students or providing them with it prior to the 

assessment is perhaps a natural progression. In reflection log entry number three, one 

participant wondered “how to build criteria with students on assignments”. However by 

the time entry four was logged, the participant had engaged in an application session 

focused on criteria and feedback. Accordingly, the participant reported that he/she “felt 

that the criteria building with students was working well”.  

I was surprised to learn that self and peer-assessment also had a high level of 

adoption, which was equal to intentions and criteria. I assumed that having students self-

and peer-assess one another was a relatively new learning experience for both teachers 
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and students. Reflection log entries revealed that although the mean reported level of self 

and peer-assessment increased, teachers expressed a need to continue to refine and 

practice this strategy. At month six participants reported in their reflection log entries that 

they still need to “take more time to peer edit”, “make peer evaluations more routine”, 

“continue to build criteria ”, “try to use more self-evaluation followed by peer 

evaluation based on criteria”, and “use more self/peer assessment while structuring 

‘safe’ situations for this to develop.”  

While facilitating the learning sessions I, as facilitator, modeled two questioning 

techniques: wait time and A/B structured partner talk. In reflection log entries, seven out 

of eight participants reported that A/B structured partner talk was working well. A 

participant reported that “students are getting good at A/B structured talk and are using 

the appropriate language to provide feedback…I need to establish written criteria for 

A/B structured talk”. The single participant who did not report A/B structured partner 

talk as an area that was working well, did report that it was an area to continue practicing 

and refining because “structured A/B talk will get more depth/quality in student 

responses”.  

Descriptive feedback yielded a mean level of adoption at month one of 3.5, which 

was high in my opinion. To give timely, effective feedback that moves learning forward, 

I believe the teacher must have clear learning intentions and specific criteria in advance 

of descriptive feedback. However the mean reported level of use of intentions and criteria 

at month one was lower than feedback. Feedback without intentions and criteria in 

advance, may not impact student achievement as effectively. Perhaps participants’ 

perception at month one of an occasional user of this strategy was different than the 
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definition (see Appendix A). This leads me to speculate on participants perception of 

what descriptive feedback is compared to my understanding as shaped by empirical 

evidence. At month six the mean reported level of adoption only moved to 4.1. Initially I 

anticipated that this strategy, seeing how it couples with criteria, would have yielded a 

higher mean level of adoption by month six especially in consideration of the high mean 

level of adoption at month one. A possible explanation, which accounts for the minimal 

change, is that participants’ mental model of descriptive feedback at month one was 

incorrect and after the treatment participants realized that giving thoughtful, descriptive 

feedback, as an automatic user, in fact requires much more refinement on their part. 

There is a lack of information with regard to this strategy in the reflection logs. There 

were many references to rubrics, developing rubrics, using rubrics with students, which 

leads me to wonder if the participants always equate rubrics with descriptive feedback. 

During the criteria and descriptive feedback learning session, I modeled how to build 

criteria using structured A/B partner talk as content. I provided the participants with 

several sample rubrics on partner talk. With a partner I role-played A/B partner talk and 

then asked the participants to use the criteria to provide descriptive feedback. With the 

feedback I received from participants in mind, I role-played A/B partner talk again and 

asked for more feedback from the participants. Despite this experience, the data did not 

clarify whether or not the participants fully understood the role of criteria and feedback in 

the learning and assessment cycle. 

Finally the last AFL strategy participants learned about was ownership. This 

strategy is an outcome of the other five. If the other five AFL strategies are being well 

implemented and practiced by teachers and learners, ownership for learning ensues due to 
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an increased level of student engagement in the learning process. Ownership was given 

the least amount of practice time, but participants reported through reflection logs an 

acknowledgement that for ownership to occur he/she needs to “continue designing 

learning with the end in mind for authentic learning that is purposeful”. Comments 

reported in the reflection log entries about ownership leads me to conclude that they 

understood how ownership is an outcome of the other five AFL strategies. For instance a 

participant wrote, “once students see the connections between AFL strategies and 

learning they will begin to take ownership”. 

Limitations 

This study should not be viewed as generalizable. The sample size was limited to 

eight participants all of whom had some prior knowledge and the desire to learn more 

about AFL. There was no control group thus the changes can not be conclusively 

attributed to the treatment, but this is the nature of educational research. Removing all 

subjectivity when participants report their perceptions and attitudes of the changes is a 

challenge. However, the changes reported when cross-referenced with the other data 

collection instruments increases the objectivity of the conclusions.  

Due to this reliance on participants’ perceptions, the data likely contains a degree 

of error as participants’ understanding of each of the six AFL strategies at month one 

may have differed greatly from one another and from that of the researcher. Although, I 

did consider this in the design. During the first learning PLC I purposely led the 

participants through an activity to reduce this potential degree of error. The activity was 

intended to surface prior knowledge and clarify misconceptions about the six AFL 

strategies. Even after this activity there is still a possibility that participants heard 
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something different than what was intended or understood the information with varying 

degrees of accuracy.  

A final limitation is the design of the AFL attitude survey. This survey was 

designed using a set of 14 opposing statements (see Appendix C). The instructions asked 

participants to read each statement and mark the descriptor that aligned most with their 

beliefs. However, the various ways in which participants filled in the survey led to the 

conclusion that the survey would have been more clear if there was simply one set of 

statements with a five point scale. As a result, when the data was analyzed from the 

survey I omitted the statements on the right side of the page while attending to the 

reported participant attitudes according to the statements on the left side. 

Correspondingly, I had to re-assign the scale from a three point scale to five points as 

described in chapter three.  

Suggestions for further research 

The intent of the reflection log entries was to collect qualitative data to address 

the question, what factors did the participating teachers perceive as obstacles or support 

structures? Table 6 outlines the reported obstacles and support structures. These findings 

direct further research in the area of professional development. For the implementation of 

a sustainable change in practice these obstacles must be addressed and the support 

structures must be included in the design of future research focused on the impact of 

PLCs on adoption of new teaching practices.  

The first obstacle, student absences, can not be controlled, but through 

collaborative discussions, problem-solving, and networking, models of implementation 

can be developed to address this issue. Time will always be an obstacle, but educators 
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can be more effective with their use of time. Many districts have professional learning 

community time and every teacher has professional development time, it is a matter of 

choice and priority. Through an on-going PLC educators can continue to develop, share, 

and refine their living examples of implementation. An area in need of further research is 

an investigation of the level of adoption of the six AFL strategies when the living 

examples of implementation are provided in advance, rather than creating them on the 

job, and when teachers are given supported time to observe one another implement 

changes and provide feedback to one another.  

The final obstacle, moving from formative to summative or reporting learning as 

a grade or percentage, is an area for further research. As teachers shift their formative 

assessment practices from a grading culture to a learning culture, evaluation of learning 

naturally changes as well. At least in my personal experience as a classroom teacher, 

implementing the six AFL strategies required a shift in how I evaluated learning as well. I 

could not make the transition complete without also developing a new way of 

summatively assessing.  

Based on support structures reported in the reflection log entries, I believe that 

any large change that requires a shift in mindsets, will require structured support through 

a learning community. Support structures reported to have facilitated change included 

observing living examples of implementation through demonstration lessons, sample 

rubrics, student exemplars, opportunities to work in a PLC on AFL, and engagement in 

collaboration through dialogue on how others have integrated AFL into practice.  

There is a need to repeat this current study with a control group and over a longer 

period of time to determine whether or not teachers replace past assessment practices 
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with AFL or if AFL is simply added on to current practices. An element beyond the 

scope of the present study was the critical examination of student learning. If a follow-up 

study is undertaken, examining the effects of engaging teachers in a PLC, where teachers 

critically examine student learning as a direct result of their instructional and assessment 

methods used, would be a critical element of attention.    

Recommendations for school organizations  

It was my observation that the participants were well on their way with the 

implementation of the six AFL strategies at month six of the study. Although, I am left 

wondering whether changes will be sustainable without the continued support of the 

PLC. Participants indicated a desire to continue the PLC focused on AFL. They reported 

that involvement in a structured PLC focused on the six assessment for learning 

strategies that matter (see Appendix A) led to an increase in the level of adoption of all 

six strategies in the routine of their classroom practice. Change in attitude and change in 

assessment practices occurred among all participants. For school organizations 

considering implementing PLCs as a method of changing teacher practice and mindsets, I 

recommend the following: 

• Provide leadership—too often educators are expected to make major shifts in 

pedagogy without sufficient professional learning opportunities.  

• Provide facilitation using protocols—facilitating adult learning requires 

knowledge and a set of skills of which many educators do not have (see Table 2 

and 3). 
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• Organize collaborative learning opportunities—learning or applying learning in 

collaboration reduces the margin of error or degree for misconceptions and it 

increases accountability. 

• Organize application opportunities through observing demonstration lessons—this 

is crucial as it allows educators to create and refine their “living examples of 

implementation”.  

• Build in time for action planning, reflecting, and sharing what has worked, what 

has not, and what will be done next—this is essentially like holding up a mirror to 

each participant for them to gain ownership over their own learning process. 

• Stay with one focus that has empirical evidence proving its power to increase 

student achievement over an extended period such as two to five years. 

• Anticipate the obstacles and take deliberate actions to assist educators in 

overcoming them (e.g., provide resources, provide or organize time for the PLC, 

implement and model protocols) 

• Make PLC time inquiry based—as new practices are implemented, evidence is 

collected showing the impact on learning. 
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Appendix A 

Six AFL Strategies that Matter  
(Halbert & Kaser, 2008, adapted from Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2004).  

 
1. Provide learners with clarity about an understanding of the learning  

intentions of the work being done – this means that learners should be able to tell someone else in 

their own words what the learning intentions are and how  

they connect to life beyond school  

2. Provide and co-develop with learners the criteria for success. This means that learners have 

clear criteria for quality and know what they are aiming to get better at.  

3. Provide regular, thoughtful feedback that moves learning forward for the  

individual learner. This means that, over time, learners get used to knowing how to improve.   

4. Design and use thoughtful classroom questions to lead discussions that  

generate evidence of learning. This means that learners practice being ready to  

think and know that “no hands up” and individual responsibility for thinking  

about the question are regular parts of learning life. It also means that teachers  

work together ahead of time to develop really strong questions to use part way  

through a learning sequence. 

5. Put learners to work as learning/teaching resources for each other. This  

means that learners know strategies and have internalized quality criteria so that they can be 

productive with their same age and older and younger learning  

colleagues.  

6. Do everything you can think of to make sure that learners are the owners of  

their own learning. This means that learners are genuinely engaged in learning  

and confidant that they can learn and think about their own learning.
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Appendix B 

 
 

Assessment for Learning (AFL) Practice Rubric  
 Developed by: Lori Hryniuk and Venessa MacDowell 

 
Instructions: 
For each of the Six AFL Strategies that Matter 1

 

 please rate yourself using the scale provided. The answers will be anonymous – you 
will put your I.D. # on each page of the rubric. Your information will be combined with other teachers’ responses to determine the 
change in levels of adoption of each of the AFL strategies over the course of this study.  

For each of the Six AFL Strategies that Matter you will see three corresponding statements. 
 

1. Read the AFL strategy and rate yourself for each of the three corresponding statements. 
2. Decide which statement best describes your level of practice and highlight that statement. 

 
 

  

                                                 
1 Network of Performance Based Schools (2008) adapted from Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2004).  
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AFL Six Strategies that 
Matter  

I haven’t tried this yet I rarely try this I occasionally try this 
 

I’m well on my way 
 

I do this automatically  

1. Provide learners 
with clarity about 
an understanding 
of the learning 
intentions and 
connect learning 
intention to life 
beyond school 

I never explicitly share 
the learning intention(s) 
with each of my classes  
 

I explicitly share the 
learning intention(s) with 
each of my classes once 
a week 

I explicitly share the 
learning intention(s) with 
each of my classes twice 
a week 
 

I explicitly share the 
learning intention(s) with 
each of my classes three 
times a week 
 

I explicitly share the 
learning intention(s) with 
each of my classes five 
times a week 
 

I never refer to the 
intention(s) of the lesson 
with my students  
 

I may refer to the 
intention(s) throughout 
the lesson  
 

I sometimes refer to the 
intention(s) throughout 
the lesson  
 

I often refer to the 
intention(s) throughout 
the lesson  
 

I continuously refer to 
the intention(s) 
throughout the lesson  
 

I think that none of my 
students know the 
learning intentions of my 
lessons 

I think that a few of my 
students know the 
learning intentions of my 
lessons 

I think that some of my 
students know the 
learning intentions of my 
lessons 

I think that most of my 
students know the 
learning intentions of my 
lessons 

I think that all of my 
students know the 
learning intentions of my 
lessons 

2. Provide and/or 
co-develop with 
learners criteria 
for success 

I never provide and/or 
co-develop criteria with 
my students  
 

I rarely provide and/or 
co-develop criteria with 
my students  
 

I occasionally provide 
and/or co-develop 
criteria with my students  

I often provide and/or 
co-develop criteria with 
my students  
 

I always provide and/or 
co-develop criteria with 
my students  
 

I think that none of my 
students understand the 
criteria  
 

I think that a few of my 
students understand the 
criteria  
 

I think that some of my 
students understand the 
criteria  
 

I think that most of my 
students understand the 
criteria  
 

I think that all of my 
students understand the 
criteria  
 

I think none of my 
students know how to 
use the criteria to 
improve 

I think a few of my 
students know how to 
use the criteria to 
improve 

I think some of my 
students know how to 
use the criteria to 
improve 

I think most of my 
students know how to 
use the criteria to 
improve 

I think all of my students 
know how to use the 
criteria to improve 

Assessment for Learning (AFL) Practice Rubric  p.1 of 3  
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AFL Six Strategies that 
Matter  

I haven’t tried this yet I rarely try this I occasionally try this 
 

I’m well on my way 
 

I do this automatically  

3. Provide ongoing 
thoughtful 
feedback that is 
specific to the 
learning intention 

I never provide thoughtful 
feedback 
 

I rarely provide 
thoughtful feedback 
 

I occasionally provide 
thoughtful feedback 
 

I often provide thoughtful 
feedback 
 

I always provide 
thoughtful feedback 
 

I never use evidence of 
student learning to guide 
my instruction to meet 
students’ needs 
 

I rarely use evidence of 
student learning to guide 
my instruction to meet 
students’ needs 
 

I occasionally use 
evidence of student 
learning to guide my 
instruction to meet 
students’ needs 
 

I often use evidence of 
student learning to guide 
my instruction to meet 
students’ needs 
 

I always use evidence of 
student learning to guide 
my instruction to meet 
students’ needs 
 

I think that none of my 
students know how to 
improve their learning 

I think that a few of my 
students know how to 
improve their learning 

I think that some of my 
students know how to 
improve their learning 

I think that most of my 
students know how to 
improve their learning 

I think that all of my 
students know how to 
improve their learning 

4. Design and use 
thoughtful 
questions to lead 
discussions and 
generate 
evidence of 
learning 

I never use questions 
beyond basic knowledge 
to generate evidence of 
learning 
 

I rarely use questions 
beyond basic knowledge 
to generate evidence of 
learning 
 

I occasionally use 
questions beyond basic 
knowledge to generate 
evidence of learning 
 

I often use questions 
beyond basic knowledge 
to generate evidence of 
learning 
 

I always use questions 
beyond basic knowledge 
to generate evidence of 
learning 
 

I never design high level, 
thought provoking 
questions ahead of the 
lesson 
 

I rarely design high level, 
thought provoking 
questions ahead of the 
lesson 
 

I occasionally design high 
level, thought provoking 
questions ahead of the 
lesson 
 

I often design high level, 
thought provoking 
questions ahead of the 
lesson 
 

I always design high level, 
thought provoking 
questions ahead of the 
lesson 
 

I never use a variety of 
techniques to involve all 
students in the discussion 

I use a few techniques to 
involve all students in the 
discussion 

I use some techniques to 
involve all students in the 
discussion 

I use many techniques to 
involve all students in the 
discussion 

I always use techniques to 
involve all students in the 
discussion 

Assessment for Learning (AFL) Practice Rubric  p.2 of 3  
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AFL Six Strategies that 
Matter  

I haven’t tried this yet I rarely try this I occasionally try this 
 

I’m well on my way 
 

I do this automatically  

5. Put learners to 
work as 
learners/teaching 
resources for 
each other 

I never have my students 
peer assess 
 

I rarely have my students 
peer assess 
 

I occasionally have my 
students peer assess 
 

I often have my students 
peer assess 
 

I always have my students 
peer assess 
 

I never teach my students 
strategies to effectively 
peer assess 
 

I rarely teach my students 
strategies to effectively 
peer assess 
 

I occasionally teach my 
students strategies to 
effectively peer assess 
 

I often teach my students 
strategies to effectively 
peer assess 
 

I always teach my students 
strategies to effectively 
peer assess 
 

None of my students can 
use criteria to provide 
thoughtful feedback to 
their peers 

A few of my students can 
use criteria to provide 
thoughtful feedback to 
their peers 

Some of my students can 
use criteria to provide 
thoughtful feedback to 
their peers 

Most of my students can 
use criteria to provide 
thoughtful feedback to 
their peers 

All of my students can use 
criteria to provide 
thoughtful feedback to 
their peers 

6. Support students 
as owners of their 
own learning 

I never have my students 
self assess 
 

I rarely have my students 
self assess 
 

I occasionally have my 
students self assess 
 

I often have my students 
self assess 
 

I always have my students 
self assess 
 

I never teach my students 
strategies to effectively 
self assess 
 

I rarely teach my students 
strategies to effectively 
self assess 
 

I occasionally teach my 
students strategies to 
effectively self assess 
 

I often teach my students 
strategies to effectively 
self assess 
 

I always teach my students 
strategies to effectively 
self assess 
 

None of my students can 
use criteria to think about 
their own learning 

A few of my students can 
use criteria to think about 
their own learning 

Some of my students can 
use criteria to think about 
their own learning 

Most of my students can 
use criteria to think about 
their own learning 

All of my students can use 
criteria to think about their 
own learning 

Assessment for Learning (AFL) Practice Rubric  p.3 of 3 
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Appendix C 

Assessment for Learning (AFL) Teacher Attitude Survey 
(Developed by: Lori Hryniuk and Venessa MacDowell) 

Instructions: 
Please complete the survey to let us know what you think about AFL. The answers will be anonymous – 
you will put your I.D. # on the survey. Your information will be combined with other teachers’ responses to 
determine teachers’ attitudes towards AFL strategies.  
 
For each number you will see a statement, then five bubbles, and then another statement.  
1. Read both statements first. 
2. Decide which one you agree with most and fill in one of the corresponding bubbles
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1.  I think that an essential part of the 
assessment process guides what I do in 
my classroom based on evidence of 
student learning. 

 
 
 

 
 
 

 
 
 

 
 
 

 
 
 

I do not think that an essential part of the 
assessment process guides what I do in my 
classroom based on evidence of student 
learning. 

2.  
 

I believe that providing learners with 
clear learning intentions is an important 
aspect of lesson design. 

 
 

 
 

 
 

 
 

 
 

I do not believe that providing learners with 
clear learning intentions is an important 
aspect of lesson design. 

3.  I do not believe AFL is a worthwhile 
focus for professional development. 

 
 

 
 

 
 

 
 

 
 

I believe AFL is a worthwhile focus for 
professional development. 

4.  I think that AFL motivates and engages 
students in their learning. 

 
 

 
 

 
 

 
 

 
 

I do not think that AFL motivates and 
engages students in their learning. 

5.  I do not believe that it is important to 
connect the learning intentions to the 
students’ lives beyond school. 

 
 

 
 

 
 

 
 

 
 

I believe that it is important to connect the 
learning intentions to the students’ lives 
beyond school. 

6.  I think that providing students with 
criteria will result in higher quality 
student work. 

 
 
 

 
 
 

 
 
 

 
 
 

 
 
 

I do not think that providing students with 
criteria will result in higher quality student 
work. 

7.  I think that thoughtful feedback should 
be directly related to the criteria. 
 

 
 

 
 

 
 

 
 

 
 

I do not think that thoughtful feedback 
should be directly related to the criteria. 
 

8.  I do not think that “good job” is an 
example of thoughtful feedback. 

 

 
 

 
 

 
 

 
 

 
 

I think that “good job” is an example of 
thoughtful feedback. 
 

9.  I think that co-developing criteria with 
my students will result in an increased 
understanding of the learning intentions. 

 
 

 
 

 
 

 
 

 
 

I do not think that co-developing criteria 
with my students will result in an increased 
understanding of the learning intentions. 
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Assessment for Learning (AFL) Teacher Attitude Survey (continued) 
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10.  I believe time spent teaching my 
students peer assessment strategies is 
time well spent.  

 
 

 
 

 
 

 
 

 
 

I do not believe time spent teaching my 
students peer assessment strategies is time 
well spent.  

11.  I do not believe pre-planning of high 
level thinking questions is an 
important aspect of lesson design. 

 
 

 
 

 
 

 
 

 
 

I do believe pre-planning of high level 
thinking questions is an important aspect of 
lesson design. 

12.  I think that asking high level questions 
during a lesson will result in deeper 
student understanding. 

 
 

 
 

 
 

 
 

 
 

I do not think that asking high level 
questions during a lesson will result in 
deeper student understanding. 

13.  I believe time spent teaching my 
students self assessment strategies is 
time well spent.  

 
 

 
 

 
 

 
 

 
 

I do not believe time spent teaching my 
students self assessment strategies is time 
well spent.  

14.  I think that summative assessments 
motivate and engage students in their 
learning. 

 
 

 
 

 
 

 
 

 
 

I do not think that summative assessments 
motivate and engage students in their 
learning. 
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Appendix D 

Reflection Log Templates 

Reflection Log #1—Learning Focus PLC #1   
 
ID Number: _____________     Date: __________ 

 

Goal: 
 

1. From now until 
the next PLC I 
will provide 
learners with 
clear learning 
intentions in 
student 
friendly 
language and I 
refer to them 
throughout the 
lesson. 

 
 
 
 
 
 
 

2. I will also 
design and use 
thoughtful 
classroom 
questions to 
lead 
discussions. 

Action Statement:  
 
Between now and the next PLC, I will meet the goal by… 
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Reflection Log #2—Application Focus PLC #1 
 

 
ID Number: _____________     Date: __________ 

  

Reflection on goal # 
1 and #2.  

What worked well… 
 
 
 
 
 
 
 
 
 
 
 
 

 What I still need to practice and refine… 
 
 
 
 
 
 
 
 
 
 

 Questions I have or things I am still wondering about… 
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Reflection Log #2 (cont’d)—Application Focus PLC #1 

 

 

Goal: 
 

1. From now until 
the next PLC I 
will provide 
learners with 
clear learning 
intentions in 
student 
friendly 
language and I 
refer to them 
throughout the 
lesson. 

 
 
 
 
 
 
 

2. I will also 
design and use 
thoughtful 
classroom 
questions to 
lead 
discussions. 

REVISED Action Statement:  
 
Between now and the next PLC, I will meet the goal by… 
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Reflection Log #3—Learning Focus PLC #2   

 
ID Number: _____________     Date: __________ 

 
 
  

Goal: 
 

3. From now 
until the next 
PLC I will 
develop 
criteria with 
learners.  

 
 
 
 
 
 
 
 

4. I will also  
provide 
thoughtful 
feedback by 
being explicit 
to learners 
about what 
criteria was 
met and not 
met. 

 
 
 
 
 
 
 
 

Action Statement:  
 
Between now and the next PLC, I will meet the goal by… 
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Reflection Log #4—Application Focus PLC #2 
 
 
ID Number: _____________     Date: __________ 
 
 
  

Reflection on goal #3 
and #4.  

What worked well… 
 
 
 
 
 
 
 
 
 
 
 
 

 What I still need to practice and refine… 
 
 
 
 
 
 
 
 
 
 

 Questions I have or things I am still wondering about… 
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Reflection Log #4 (cont’d)—Application Focus PLC #2 
 
 
ID Number: _____________     Date: __________ 

Goal: 
 

3. From now until 
the next PLC I 
will develop 
criteria with 
learners.  

 
 
 
 
 
 
 
 
 
 

5. I will also 
provide 
thoughtful 
feedback by 
being explicit 
to learners 
about what 
criteria was 
met and not 
met. 

 

REVISED Action Statement:  
 
Between now and the next PLC, I will meet the goal by… 
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Reflection Log # 5- Learning Focus #3 

 
 
ID Number: _____________     Date: __________ 
 

 

  

Goal: 
 

1. From now and 
the last PLC I 
will activate 
students as the 
owners of their 
own learning. 

 
 
 
 
 
 
 
 

2. I will also 
activate 
students as 
learning and 
teaching 
resources for 
one other.  

 
 
 
 
 
 
 
 
 

Action Statement:  
 
Between now and the next PLC, I will meet the goal by… 
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Reflection Log #6—Application Focus PLC #3 
 
 
ID Number: _____________     Date: __________ 
  

 

Reflection on goal # 
5 and #6.  

What worked well… 
 
 
 
 
 
 
 
 
 
 
 
 

 What I still need to practice and refine… 
 
 
 
 
 
 
 
 
 
 

 Questions I have or things I am still wondering about… 
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Appendix E 

Lesson Plan for Co-planning & Pre-briefing: 

Teacher’s intentions: 
 
 

 
 

Student intentions: 
 

 
 
 

Lesson number in 
sequence: 

Task/Assignment: 
 
 
 

Student talk 
opportunities: structured 
vs unstructured 
(Reporting frame) 
 
 

 

Tools/instructional 
strategies used: 
 
 
 

 

Assessment method to be 
used: 
(summative or formative) 
 

 
 
 

Student Reflection 
Talking Frame:  
(metacognition) 
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Appendix F 
 

Classroom Observation for Demonstration Lesson 
  

While I am observing the 
lesson, what new ideas do 
I have? 
 
 
 
 
 
 
 

 

While I am observing the 
lesson, what am I 
wondering about? 
 
 
 
 
 
 

 

While I am observing the 
lesson what do I notice 
the learners doing and 
how they interacting? 
(Verbal, written, body 
language) 
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Appendix G 
 

Professional Learning Community Procedure 

MONTH FOCUS STRATEGIES Description of activities 

 
1 
 

LEARNING FOCUS: 
 Clarifying learning 

intentions 
 Design and use 

thoughtful 
classroom 
questions to lead 
discussions 

• 1/2 day (with TOC release) learning session: Project introduction 
• Assessment For Learning Practice Rubric completed by each team member (baseline assessment) 
• Assessment For Learning Attitude Survey completed by each team member (baseline assessment) 
• Outline the purpose of the Network of Performance Based School’s Six Assessment For Learning Strategies that 

Matter.  
• Learning Focus Strategies: Clarifying learning intentions and designing and using thoughtful classroom questions to 

lead discussions (Halbert & Winter, 2008).  
• Technique: i.e. Structured A/B partner talk 
• Goal /Action: Each participant will set a goal (in writing) for his/her classroom practice explaining how he/she will 

implement the day’s focus strategies into his/her classroom practice. 
 

2 

APPLICATION FOCUS: 
 Clarifying learning 

intentions 
 Design and use 

thoughtful 
classroom 
questions to lead 
discussions  

 

1st classroom co-planning, co-teaching and deconstruction lesson 

Day one:  
(1/2 day with TOC release planning 

session) 
• Researcher along with two 

participants co-plan a lesson 
focusing on clear learning 
intentions and designing and 
using thoughtful classroom 
questions  

Day two:  
(1/2 day with TOC release co-teaching and deconstruction session) 

• Entire team observes the co-planned lesson with a focus on clear learning 
intentions and using thoughtful classroom questions. 

• After lesson: Entire team deconstructs the lesson and then each participant re-
evaluates his/her previous goal to make a new action for classroom practice 

• Goal /Action: Each participant will review their previous goal (in writing) for 
his/her classroom practice explaining how he/she will implement the day’s 
focus strategies into his/her classroom practice. 

 
3 
 

LEARNING FOCUS: 
 Developing and 

sharing criteria  
 Providing regular, 

thoughtful feedback  
 

• ½ day (with TOC release) learning session 
• Learning Focus Strategies Developing and sharing criteria and providing regular, thoughtful feedback (Halbert & Winter, 

2008).  
• Techniques: i.e. T-Square, Concept Attainment 
• Goal /Action: Each participant will set a goal (in writing) for his/her classroom practice explaining how he/she will 

implement the day’s focus strategies into his/her classroom practice. 
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Professional Learning Community Procedure (continued) 

MONTH FOCUS Description of activities 

 

4 

 

APPLICATION FOCUS: 

 Developing and 
sharing criteria  

 Providing regular, 
thoughtful feedback  

 

2nd classroom co-planning, co-teaching and deconstruction lesson 

Day one:  
(1/2 day with TOC release planning 

session) 
• Researcher along with two 

participants co-plan a lesson 
focusing on developing criteria 
with learners and providing 
regular, thoughtful feedback 

 

Day two:  
(1/2 day with TOC release co-teaching and deconstruction session) 

• Entire team observes the co-planned lesson with a focusing developing criteria 
with learners and providing thoughtful feedback 

• After lesson: Entire team deconstructs the lesson and then each participant re-
evaluates his/her previous goal to make a new action for classroom practice 

• Goal /Action: Each participant will review their previous goal (in writing) for 
his/her classroom practice explaining how he/she will implement the day’s 
focus strategies into his/her classroom practice. 

 

5 

 

LEARNING FOCUS: 
 Activating students 

as the owners of 
their own learning 

 Activating students 
as learning and 
teaching resources 
for one other 

• 1/2 day (with TOC release) learning session 
• Learning Focus Strategies:  Activating students as the owners of their own learning and activating students as learning and 

teaching resources for one other (Halbert & Winter, 2008).  
• Techniques: i.e. Exemplars, rubrics, ticket-out-the-door 
• Goal /Action: Each participant will set a goal (in writing) for his/her classroom practice explaining how he/she will 

implement the day’s focus strategies into his/her classroom practice. 

 

6 

 

APPLICATION FOCUS: 

 Activating students 
as the owners of 
their own learning 

 Activating students 
as learning and 
teaching resources 
for one other 

 

3rd classroom co-planning, co-teaching and deconstruction lesson 
AFL Rubric & Attitude Survey (final) 

Day one:  
(1/2 day planning session) 

 
 Researcher along with two 

participants co-plans a 
lesson focusing on 
activating students as the 
owners of their own 
learning and activating 
students as learning and 
teaching resources for one 

Day two:  
(1/2 day co-teaching and deconstruction session) 

 
• Entire team observes the co-planned lesson focusing on activating students as the 

owners of their own learning and activating students as learning and teaching 
resources for one other 

• After lesson: Entire team deconstructs the lesson and then each participant re-
evaluates his/her previous goal to make a new action for classroom practice 

• Assessment For Learning Practice Rubric completed by each team member 
Assessment For Learning Attitude Survey completed by each team member  
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