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Session 1
Collaborative Teams that
Transform Assessment:
The next steps in PLCs
Examine your school’s endeavours as you learn how collaborative teams make assessment truly
transformational for student learning. In this session you will explore how to accurately measure the
progression of student mastery of the essential content through a collaborative lens. Elements of assessment
explored include proficiency scales, assessment design, scoring and discussing results, SMART goals and
student monitoring of progress.
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Transforming
Assessment

Once proficiency scales are in place, a powerful answer becomes
omes possible to the question, How do we know
es can trans
if our students are learning? Indeed, proficiency scales
transform classroom assessments into tools to
eir current st
determine how much students have learnt as well as their
status at a particular point in time. There are
four concrete steps collaborative teams can take when
hen designing
designin and using assessments based on proficiency
scales.
1. Use proficiency scales as the basiss for all asses
assessments.
2. Design an assessment blueprint.
nt.
3. Write the assessment items.
4. After administering the assessm
assessment, score it and discuss the results.
Here we discuss each step
p in more detail.
d

Using Proﬁcien
Proﬁ
ﬁciency Scales as the Basis for All Assessments
As described
ibed in ch
chapter 3 (page 31), a proficiency scale is basically a set of objectives on a specific topic
organised
representing their level of difficulty. This makes them the perfect framework
nised into a progression
p
from which to design assessments. To illustrate, consider the proficiency scale in figure 4.1 (page 50). In this
scale,
cale, there are five objectives at score 2.0, one objective at score 3.0 and one objective at score 4.0. Recall
from the
th discussion in chapter 3 (page 31) that some educators prefer to avoid the use of the verb understand.
We, however, believe it is quite appropriate as long as teams provide more specificity regarding expectations
We
of students elsewhere – for example, in student-friendly scales or instructional activities.
It is not uncommon to design an assessment that addresses all three levels of content in a scale. In such
cases, individual items are designed for score 2.0, 3.0 and 4.0 content. Th is is frequently done with preassessments – those administered before instruction has begun. However, throughout a unit, teams might
design one or more assessments that are focused on one level of content only. For example, at the beginning
of a unit of instruction, a few assessments might focus only on the score 2.0 content. Later on in the unit,
assessments might focus only on score 3.0 content. Here, the teacher assesses students to the level of content
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that has been explicitly taught in class. If a teacher has only taught the content at the 2.0 level, it might be
appropriate to assess only to the 2.0 level. However, some students may be beyond the level at which the
teacher has instructed, so providing opportunities for students to demonstrate that understanding may also
make sense. Score 4.0 is an example of this. By definition, score 4.0 goes beyond what was explicitly taught,
so teachers will commonly include score 4.0 assessment items even though very little instruction has taken
ken
place for that level. Score 4.0 assessment items do not count against a student; they provide an opportunity
unity
for students to demonstrate a higher level of understanding.

Score 4.0

extual
Students will identify two competing claims about a text, support each with textual
evidence and decide which of the claims is better supported.
Score 3.5

Score 3.0

ss at score 4.0 ccontent
In addition to score 3.0 performance, partial success

citly and use relevant
r
Students will make claims about what a speciﬁc text says explicitly
textual
evidence to support those claims.
Score 2.5

ore 2.0 content and partial success
No major errors or omissions regarding score
at score 3.0 content

nferenc
Students will understand the concept of an inference.
m that is supported
su
Students will understand the concept of a claim
by evidence.
Score 2.0

vidence ex
Students will understand the concept of evidence
explicit in a text.
Students will ﬁnd or recognise claims that are su
supported by textual evidence provided by
the teacher.
Students will ﬁnd or recognise textual evi
evidence to support claims provided by the teacher.
Score 1.5

Score 1.0

uccess at sc
With help, partial success
score 2.0 content and score 3.0 content
Score 0.5

Score 0.0

ss at score 2.0 content but major errors or omissions regarding
Partial success
score 3.0 conten
content

With help, p
partial success at score 2.0 content but not at score 3.0 content

su
Even with help, no success

Figure 4.1: Sample
ple proﬁc
proﬁ
ﬁ ciency scale.

Designing
signing aan Assessment Blueprint
For each common
com
assessment, the collaborative team creates an assessment blueprint (Marzano & Yanoski,
2016),
16), ooutlining which types of items and how many items there will be on the assessment. To do so
eeffectively, members of the collaborative team must first discuss the content at each level of the scale in order
to ensure a strong match between the assessment items and the content. For example, if the content at score
33.0 of a scale addresses students’ ability to write an informative essay with special attention to the transitions
between paragraphs, assessment items consisting of short-answer and essay questions are more appropriate
than a multiple-choice test. Table 4.1 compares four types of assessment items to the proficiency scale levels
they are most appropriate for assessing.
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Table 4.1: Assessment Item Types and Levels of Knowledge
Levels of Knowledge
Types of
Assessment
Items

Forced-Choice
Items

Short Written
Response

Score 2.0

Score 3.0

Score 4.0

Basic knowledge and skills
that students have learnt
during the instructional unit –
fairly easy

More complex knowledge and skills
that students have learnt during
the instructional unit – doable if
students were paying attention

Inferences or applications
cations that
go beyond what students wer
were
explicitly taught
challenging
ught – challeng

Short items with a small
number of correct responses;
options are often included
(for example, multiple choice,
matching, alternative choice,
true/false, fill-in-the-blank,
multiple response [asks for
two or more correct answers])
Items that require the construction of one to a few
w sentences

Longer
er written respo
response of several paragraphs; covers more information
andd often requires
requir students to connect, analyse or apply information;
requires students to use multiple levels of knowledge
usually requir

Essay

Oral Response

Spoken version of forced-choice
ice items or short
s
written responses; longer spoken items such as questionand-answer sessions or structured
discussion
tructured disc

Source: Adapted from Marzano, 2006.
6.

Once the item types are determined,
ermined, teachers
t
can then consider how many items are needed. It is important
equate number
numb of assessment items for each objective in a scale. Each level of the
that they develop an adequate
scale will likely have a diff
differe
fferent number of assessment items associated with it, due to the differing types of
content. Score 2.0 assessment items are usually shorter and each cover one or two specific facts or details, so
there may be more items at this level than at score 3.0 or 4.0, where each item may cover several aspects of
the content and require a longer answer. In general, in a comprehensive assessment, score 2.0 content has five
or more items, score 3.0 content has two or more items, and score 4.0 content might only have one or two
plex items (Marzano & Yanoski, 2016; Marzano et al., 2013). For example, an assessment might consist
complex
of 10 multip
multiple-choice questions (score 2.0), three short constructed-response items (score 3.0) and one essay
question (score
4.0).
(s

Writing the Assessment Items
Given the preparation described in the preceding sections, the actual writing of an assessment should be
relatively straightforward. To illustrate, consider the assessment in figure 4.2 (pages 52–53), which is based
on the proficiency scale about making claims in figure 4.1.
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SEC TION 1
1. When we say that we have made an inference about a text, we mean that we have noticed
something that is:
A. Directly stated
B. Indirectly hinted at
C. Explained in a footnote
D. Not present in the text at all
xtual evidence,
evidenc the
2. If you are writing an essay about a book and want to support your claim with textual
best thing to do would be:
A. Cite a direct quote
B. Paraphrase the text
C. Refer to a quote from an expert
D. Either A or B
nd then select
sele the claim that it best
3. Consider the following quote from To Kill a Mockingbird and
supports: “Mockingbirds don’t do one thing but make music for us to enjoy. They don’t eat up
o one thing but sing their hearts out for us.
people’s gardens, don’t nest in corncribs, they don’t do
0, p. 119).
That’s why it’s a sin to kill a mockingbird” (Lee, 1960,
pect.
A. Children are often smarter than adults expect.
B. Punishing innocent people is wrong.
C. Some animals are pests.
in
D. Always stand up for what you believe in.
m about To Kill a Mockingbird and select the quote that best supports it:
4. Consider the following claim
e or manly means being physically able.
In Maycomb, being masculine
A. “For some reason Dill had sta
started crying and couldn’t stop; quietly at ﬁrst, then his sobs
ever people in the balcony” (Lee, 1960, p. 265).
were heard by several
d his left wrist
w
B. “Jem grabbed
and my right wrist, I grabbed my left wrist and Jem’s right
wrist, we crouched, and Dill sat on our saddle. We raised him and he caught the window
Lee, 1960, p. 70).
sill” (Lee,
em was scarlet.
sca
C. “Jem
I pulled at his sleeve, and we were followed up the sidewalk by a philippic
fam
on our family’s
moral degeneration, the major premise of which was that half the Finches
th asylum anyway, but if our mother were living we would not have come to such a
were in the
state” (Lee, 1960, p. 136).
“O father didn’t do anything … Atticus did not drive a dump-truck for the county, he was
D. “Our
not the sheriff, he did not farm, work in a garage, or do anything that could possibly arouse
the admiration of anyone” (Lee, 1960, p. 118).
5. Consider the following claim about To Kill a Mockingbird and select the quote that best supports it:
Women in the story are typically polite on the outside but cruel underneath.
A. “I wondered at the world of women … I must soon enter this world, where on its surface
fragrant ladies rocked slowly, fanned gently, and drank cool water. But I was more at home
in my father’s world. People like Mr. Heck Tate did not trap you with innocent questions to
make fun of you; even Jem was not highly critical unless you said something stupid” (Lee,
1960, pp. 312–313).
B. “I felt the starched walls of a pink cotton penitentiary closing in on me, and for the second
time in my life I thought of running away” (Lee, 1960, p. 182).
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C. “When we arrived at the Landing, Aunt Alexandra kissed Uncle Jack, Francis kissed Uncle
Jack, Uncle Jimmy shook hands silently with Uncle Jack” (Lee, 1960, p. 107).
D. “Miss Caroline was no more than twenty-one. She had bright auburn hair, pink cheeks, and
wore crimson ﬁngernail polish. She also wore high-heeled pumps and a red-and-whitestriped dress. She looked and smelled like a peppermint drop” (Lee, 1960, p. 21).

SEC TION 2
1. Examine the following three quotes from To Kill a Mockingbird and make a claim that
at is supported
suppo
by all three. Then, explain how each quote supports your claim.
sack-skirted ﬁrst grade,
“Miss Caroline seemed unaware that the ragged, denim-shirted and ﬂoursack-skirted
most of whom had chopped cotton and fed hogs from the time they were
e able to walk,
wa were
immune to imaginative literature” (Lee, 1960, p. 22).
“In Maycomb, if one went for a walk with no deﬁnite purpose in mind, it was co
correct to believe
one’s mind incapable of deﬁnite purpose” (Lee, 1960, p. 199).
e never went
we hunting, he did not
“[Atticus] did not do the things our schoolmates’ fathers did: he
play poker or ﬁsh or drink or smoke. He sat in the livingroom
m and read” (Lee, 1960, p. 118).
b treat children
chil
2. Make a claim about the way most citizens of Maycomb
and the way Atticus treats
children. Find at least two pieces of textual evidence
support your claim.
ence to supp
rper Lee co
3. Make a claim about a theme or point that Harper
conveys through the story of Tom Robinson’s
evi
arrest and trial. Use at least three pieces of textual evidence
to support your claim.

SEC TION 3
1. Make two opposing claims about
out a them
theme, character, relationship or other situation in To Kill a
Mockingbird. Support each
ach claim with at least two pieces of textual evidence and then explain
which claim is better supported.
upported.

Figure 4.2: Sample assessment
sse
at three levels.

A key criterion
rion when writing
wri
assessment items is validity, which means that items measure what they
are intended to measur
measure. Using proficiency scales as the basis for writing assessment items helps ensure
cause the scale
s
validity because
delineates both the content and its level of difficulty. If a collaborative team uses a
proficiency
iency scale tto create items based on the content articulated at each level of the scale, each item should
address one level
lev of the scale only.
formatting the assessment as it will be presented to students, we recommend separating 2.0 items, 3.0
When fo
items and
a 4.0 items into distinct sections of the assessment. This is depicted in figure 4.2 – section 1 contains
the items for level 2.0 content, section 2 contains the items for level 3.0 content, and section 3 contains the
item for level 4.0 content. This will simplify the scoring process. If items at different levels are mixed, then
teachers must keep track of the difficulty level of each item.
Finally, we should note that designing common assessments based on proficiency scales does not mean that
previously constructed assessments need to be discarded. While it is certainly possible that a collaborative
team would write entirely original items for an assessment, it is also plausible that they would take items
from existing assessments, modifying them as necessary. Teachers can also backmap existing assessments by
identifying the proficiency scale and level to which each item of an existing assessment relates (for more on
backmapping, see Heflebower et al., 2014).
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Scoring the Assessment and Discussing the Results
Once students have completed an assessment, the teacher should score it as soon as possible. Typically,
scoring is done by individual teachers but it could also be done collaboratively if a team so chooses. It is
extremely helpful if, when creating the assessment, a collaborative team also creates a scoring guide for that
hat
assessment. Scoring guides are particularly useful for items that are scored using multiple points. For example,
mple,
items that are assigned five or more points should have a brief description of what type of answer receives
ceives a
score of 5, what type of answer receives a score of 4, and so on. Tammy Heflebower, Jan K. Hoegh
h and Phil
Warrick (2014) stated that scoring guides are advantageous because they
ensure fairness in assessment practices, provide more reliable interpretations of assessment
information, and allow for more consistency in . . . scoring. These guides also
o help each
teacher understand which items assess which proﬁciency level and how to identify correct,
corr
partially correct, and incorrect responses. (p. 50)

Teachers can also show scoring guides to students prior to the assessment too clarify the expectations for each
level of knowledge.
There are two basic approaches to scoring an assessment that contains
ins items aat score 2.0, 3.0 and 4.0 levels
of a proficiency scale: (1) using percentage scores at each level, and (2) using re
response codes at each level. After
scoring a common assessment, collaborative teams should convene
analyse the results.
nvene to an

Using Percentage Scores
To illustrate the percentage approach, consider
der the examp
example in table 4.2.
Table 4.2: The Percentage Approach
roach to Scor
Scoring Assessments
Section
Score 2.0

Scoree 3.0

Score 4.0

54

Item Number

Possible
ossible Points
per Item

Obtained Points
per Item

1

5

5

2

5

4

3

5

3

4

5

5

5

5

5

Total
otal

25

22

6

10

7

7

10

4

8

10

4

Total

30

15

9

10

1

10

10

2

Total

20

3

Section
Percentage
22/25 = 88%

15/30 = 50%

3/20 = 15%
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The assessment scored in table 4.2 includes 10 items – five at the score 2.0 level, three at the score 3.0 level
and two at the score 4.0 level. Each item has a specific number of points that students can possibly earn (third
column). The fourth column reports the number of points a specific student earned on each item. The fifth
column displays the section percentage, computed by dividing the obtained points by the possible points.
oints.
In table 4.2, the student acquired 88 per cent of the possible points for the score 2.0 level, 50 per cent of
the points for the score 3.0 level and 15 per cent of the points for the score 4.0 level. Examining
ng the overall
overa
pattern, the teacher then determines how well the student performed overall in reference to thee scale. This is
done by making decisions about the student’s proficiency moving from score 2.0 through score
core 4.0. The score
2.0 percentage is 88 per cent, so the teacher concludes that the student obtained at leastt a score oof 2.0 on the
assessment. Next, the student’s percentage score for the 3.0 content was 50 per cent. The
The te
teacher concludes
that this is not enough to warrant an overall score of 3.0, but it is enough to warrant a score oof 2.5. The teacher
stops at this point. If a student has not provided enough evidence to warrant a score aat one level, then they
are not scored at the next level up.

Using Response Codes
With this approach, each student’s response on each item is coded as correct, partially correct or incorrect, as
opposed to assigning points to each item. For more specifi
teachers can use high partial and low partial in
ificity,
ficity, teac
place of partially correct. After scoring individual items,
ems, the te
teacher determines the pattern of responses and
assigns a score accordingly. For example, if a student’s
ent’s answe
answers are correct on all items of the score 2.0 section
of the test, partially correct on two items of the score 3.0 section of the test and correct on the third item of
the score 3.0 section, and incorrect on the
he two items of the score 4.0 section of the test, that student would
receive a score 2.5 (DuFour & Marzano,
no, 2011).
2011) Table 4.3 displays this pattern of responses.
Table 4.3: The Response
e Codes Approach
App
to Scoring Assessments
Section
Score 2.0

Score 3.0

Score 4.0

Item Number
mber

Correct,
C
Partially
Correct or Incorrect?

1

C

2

C

3

C

4

C

5

C

6

PC

7

C

8

PC

9

I

10

I

Overall Score

Section
Pattern
Correct

Partially correct

Incorrect

2.5

Source: Adapted from Marzano, 2010.
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It is important to note that if the assessment addresses more than one proficiency scale, students will
receive one score per scale, rather than one overall score (DuFour & Marzano, 2011). That is, if an assessment
includes items that cover two different topics and was designed using two proficiency scales, a student might
receive an overall score of 2.5 for one topic and an overall score of 3.0 for the second topic. The teacher does
oe
not assign an overall score for the entire test.

Analysing Results
After giving and scoring an assessment, teachers should discuss the results in a collaborativee team meeting.
me
The team might discuss questions such as the following.
•

On which parts of the assessment did students perform well?

•

On which parts of the assessment did students struggle?

•

Were there any patterns evident in the student responses that we should
discuss as a team?
hould discus

•

Which students are in need of special attention?

•

Does the assessment need revision? Which items? Why?

In the next chapter, we address how answers to questions such
uch as these
thes translate into decisions regarding
instructional planning. As indicated by the last question in
n the list, it may be necessary to revise an assessment
for future use. When examining assessment results, it may
ay become clear that a particular item is problematic;
for example, if numerous students respond incorrectly
score 2.0 item but answer most or all of
ectly on the same
s
the 3.0 items correctly, the score 2.0 item should
re-examined. When this is the case, a collaborative team
d be re-exam
should remove the item or revise it to make itt more co
consistent with the other score 2.0 items.

Using Multiple Types
pes of A
Assessments
Proficiency scales also provide
vid an opportunity to transform our perceptions of what constitutes an
assessment. Technically, assessments
ssessmentss are “planned or serendipitous activities that provide information about
students’ understanding
nding aand
nd skill in a specific
fi measurement topic” (Marzano, 2006, p. 35). Measurement,
t on
the other hand, is the
he act of translating
tr
the information about students gleaned from assessments onto some
scale (Marzano, 2006)
2006). The use of a profi
ficiency scale as a consistent basis for measurement allows teachers to
be flexible in the types oof assessments they use. Specifi
fically, there are three broad categories of assessments, all
of which
ic are effect
eff
ffective
tive means of gathering information about student learning and translating the information
to a scale.
cale. (For a comprehensive
c
discussion of the three categories of assessments, see Marzano, 2010.) First,
there
here are obt
obtrusive assessments, in which instruction stops and assessment occurs. These typically take the
form
m of traditional pencil-and-paper tests like figure 4.2 (pages 52–53), but could also involve oral exams
or demonstrations. Second, there are unobtrusive assessments, in which instruction or normal classroom
activity does not stop, but the teacher observes a student or students and records an assessment score. Often,
act
the students are not aware that they are being observed. Th
The third type of assessment is student-generated
assessments. With these types of assessments, individual students decide how they will demonstrate a level of
profi
ficiency and take responsibility for doing so.
Using all three types of assessments provides teachers with great flexibility. Teachers do not have to
administer the same number or the same type of assessments to all students. If a teacher is fairly confident
fi
that
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Session 2
Collaborative Teams that
Transform Instruction: The next
steps in PLCs
This session examines the transformation of instruction that occurs in high-performing PLCs. Learn how
collaborative teams create plans to ensure high-quality initial instruction, and then how they engage in the
modification of these plans following assessment so that instruction is as effective as possible.
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The third and fourth questions from table 1.1 on page
ge 4 – How wi
will we respond if our students are not
ning for stud
learning? and How will we enrich and extend the learning
students who are already proficient? – are both
tions begin with sound planning, which can be enhanced
instructional issues. Effective answers to both questions
dramatically when conducted in the context of a collaborati
collaborative team.

Planning
Collaborative teams should conduct two types
ty of planning: (1) planning for high-quality initial instruction,
and (2) planning after common
assessments.
mon assessmen

Planning for High-Quality
HighInitial Instruction
After teachers
ers collaborate to decide upon the critical content to teach (essential content), levels of proficiency
(proficiency scales)
cales) and tthe best ways to assess students’ understanding (common assessments and assessments
ndividual tteachers, both based on proficiency scales), it is time to plan for high-quality initial
used by individual
instruction.
tion. This initial instructional planning is essential to ensure that all students have the opportunity
to learn the content
well the first time. Both teachers and students benefit greatly from thoughtfully crafted
co
initial
With thoughtful planning as a backdrop, teachers often report more students obtaining
nitial instruction.
inst
profi
more quickly. Consequently, teachers need fewer reteaching and reassessment sessions, allowing
pr ficiency
cie
them
the to proceed more efficiently and effectively through their prioritised standards (guaranteed and viable
curriculum). Students obviously benefit from learning more comprehensively and confidently with sound
initial instruction. A very different scenario often occurs when students do not experience high-quality initial
instruction. To illustrate, consider the following vignette.
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Nate is a typical student in Year 9 mathematics. During the initial round of
instruction for the ﬁrst unit of study of the year, his teacher does not clearly deﬁne
the critical content. She hasn’t discussed or planned instructional activities or
resources with her colleagues and therefore teaches straight from the textbook
– using only the limited processes and examples given in the text. The teacher
proceeds quickly through the content, presenting a great deal of information each
day. As a result, Nate makes errors in his thinking throughout this initial instruction.
At this point, the teacher administers the common assessment to see how many
students have obtained mastery. Nate and over half of the class fail this ﬁrst
assessment miserably. The consequences are dramatic: the students are frustrated
strated
at their initial failure, begin to worry that they won’t catch up due to the fast pace
of instruction, and start to doubt their abilities in maths and maybe even in schoo
school.
Although the teacher might intend to reteach and reassess after analysing the rresults
of this ﬁrst assessment, the damage has already been done. The teacher
also
acher is als
frustrated, frantically trying to ﬁnd time and ways to reteach and
nd reassess over half
of the class while simultaneously trying to continue with more
re new content during
class for those students who scored proﬁciently. Both teachers
become
chers and students
s
more and more frustrated, and many capable students
behind.
ts are left b

Planning for high-quality initial instruction begins with the leve
levels of the proficiency scales. Specifically,
collaborative team members can identify activities and
assignments that coincide with score 2.0, 3.0 and 4.0
nd assignm
content on the scale. Heflebower and her colleagues
ues (2014) provided the example in figure 5.1. In figure 5.1,
two columns have been added to the proficiency
ncy scale. The first additional column contains instructional
activities and assignments that can be used
d to reinforce
reinfo and review content at score levels 2.0, 3.0 and 4.0.
These are things students will be asked to engage in to help develop understanding of and skill with the
content in the various score levelss of a scale. The second added column contains assessment tasks at each
of the three levels. This column does not represent
the common assessment that the collaborative team will
rep
develop; rather, it provides direction
ection and ideas for the types of assessments individual teachers might design
and utilise in addition to the
common assessment. These two extra columns can be created by collaborative
he comm
teams immediately after construc
constructing the proficiency scale itself.
At a more detailed
team members can plan for specific lessons based on the proficiency
d level, collaborative
col
scale. When engaged
ngaged in such
su planning, collaborative team members should consider three types of lessons
that might be used: (1) direct instruction lessons, (2) practising and deepening lessons, and (3) knowledge
application
cation lessons.
lessons Each of these types of lessons involves specific instructional strategies. These are listed in
table
able 5.1 (page 770).
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Score

Goal Statement

Instructional Activities
and Assignments

Supplemental
Assessment Tasks

4.0

The student independently
applies place value
understanding and rounding
to the nearest 10 or 100 in
real-world situations.

The student reads real-life
examples of using rounding
of whole numbers in realworld context. Through
teacher-directed discussion,
explicit connections are
taught and noted.

The student explains how
rounding whole numbers
ers to
the nearest 10 and 100
00 helps
in ﬁguring a family’s grocery
bill. The student cites
tes other
real-life examples,
including
s, includin
explanations of how
rounding whole numb
numbers
saves time
provides
e and prov
information.
ormation.

3.0

The student will use place
value understanding to
round whole numbers to the
nearest 10 or 100.

The student will draw three
cards from a deck of cards
from which the non-number
er
cards have been removed.
The student will write down
ow
those numbers on a piece
iece of
paper to form a three-digit
ree-digit
number. They will round tthat
three-digitt number to the
nearest 10 and 100.

The
he student
studen will solve threeplace value problems
digit plac
on a pencil-and-paper test.
Sample questions include:
Sam
900 + 50 +
3+

= 955
+ 300 = 393

The student will solve
rounding problems on
a pencil-and-paper test.
Sample questions include:
Round 421 to the nearest
hundred.
Round 956 to the nearest
thousand.
Please add the rounded
numbers from problems 3
and 4 together. The total
is
.

2.0

The student will recognise
or recall speciﬁc
speciﬁ
vocabulary,
ﬁc vo
such ass nearest,
value,
earest,
t place
l
round,
whole number.
oun , and who
The
he student will use place
value understanding
to
und
round whole numbers below
1,000
1,00 to the nearest 10 and
100
1 with visual support.

The student will complete a
mix-and-match vocabulary
game to review key terms.

The student will match
vocabulary terms to their
correct descriptions.

The student will use visual
supports such as pictures to
round three-digit numbers to
the nearest 10 and 100.

The student will match
a three-digit number to
pictures representing the
number rounded to the
nearest 10 and 100.

Source: A
Adapted from Heflebower et al., 2014, p. 56.

Figure 5.1: Proﬁciency scale with activities and assessment items.
Fig
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Table 5.1: Instructional Strategies for Different Types of Lessons
Type of Lesson
Direct instruction lessons

Strategies
Chunking content
Processing content
Recording and representing content

Practising and deepening lessons

Structured practice sessions
Examining similarities and differences
Examining errors in reasoning

Knowledge application lessons

Engaging students in cognitively complex tasks
Providing resources and guidance
Generating and defending claims

All types of lessons

Previewing
mation
Highlighting critical information
Reviewing content
edge
Revising knowledge
Reflectingg on learnin
learning
rposeful homework
hom
Purposeful
Elaboratin on information
Elaborating
Organ
Organising
students to interact

As the name implies, direct
rect instru
instruction lessons involve the teacher presenting content directly to students.
Typically, the content
ent is new material
mat
that students do not yet know and often includes facts, basic details
and vocabulary. Such
uch conten
content is commonly found at the score 2.0 level in a proficiency scale. Direct
instruction lessons
ns might aalso be needed for content at the score 3.0 level, particularly if that content involves
generalisations,
principles or processes that require exemplification and modelling. As depicted in table 5.1,
ons, principl
strategies
egies associated with direct instruction include chunking content, processing content, and recording
and
nd representing content. These strategies are described in appendix D (page 143). Direct instruction lessons
commonly
answer the question, How will we respond if our students are not learning?
ommonly an
Practising
ctis and deepening lessons focus on helping students increase the depth of their knowledge or the
fluency of their skills. As shown in table 5.1, these lessons might include structured practice sessions,
flu
comparisons, or examination of reasoning. These too are described in appendix D. Such strategies are
co
commonly appropriate for score 3.0 content on a proficiency scale. As before, a collaborative team might
determine that more practising and deepening is the appropriate response to the question, How will we
respond if our students are not learning? In effect, direct instruction lessons and practising and deepening
lessons are both legitimate responses when students are not learning.
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Knowledge application lessons ask students to go beyond what has been taught. They usually address score
4.0 content on a proficiency scale. As shown in table 5.1, knowledge application strategies engage students
in cognitively complex tasks, such as experimental inquiry, investigation, and generating and defending
claims. These strategies are further explained in appendix D. Knowledge application lessons are commonly
mmonly
the response to the question, How will we enrich and extend the learning for students who are profi
roficient?
ficient?
In addition to the strategies associated with the three basic types of lessons, all lessons commonly
monly involve
involv
instructional strategies that are useful regardless of the level of content being addressed. As depicted
table
picted in ta
5.1, these cross-cutting strategies include previewing, highlighting critical information, reviewing content,
c
revising knowledge, reflecting on learning, purposeful homework, elaborating on information
mation and organising
students to interact. For example, a teacher could preview new content or highlight
critical information
ghlight critica
in direct instruction, practising and deepening, or knowledge application
n lessons. These
These general-purpose
strategies are also described in appendix D.
Determining the type of instructional strategies that might be employed
various lessons that focus on
yed in var
specific levels of a proficiency scale helps teachers in a collaborative team exami
examine the relationship between
content and instruction. Some strategies are appropriate for all different ty
types of content; other strategies work
best with specific types of content at specific levels of difficulty.
ty. In eff
ffect, a proficiency scale provides explicit
guidance on how to answer the questions:
•

How will we respond if our students are not learning?

•

How will we enrich and extend the learning
students who are already proficient?
ing for stud

Finally, there are instructional strategies
es that are not focused on content per se, but are focused on
establishing the appropriate context for learning. Specifi
cally, these are strategies teachers can use to engage
S
students, establish rules and procedures,
dures, foster
foste good relationships with students and communicate high
expectations for all. These types
ypes of strategies
strategie help students perceive the classroom as interesting, safe and
orderly, nurturing and supporting,
challenging. Strategies to these ends are also described in appendix D.
rting, and ch
Planning instructional strategies for specific lessons can and should be a major focus for collaborative teams
once proficiency scaless have been
designed. The form in figure 5.2 (page 72) can be used to facilitate this task.
b
To download a reproducible
of this form, visit go.hbe.com.au.
producible version
ve

Planning
ing Aft
After Common Assessments
In addition to planning
p
for high-quality initial instruction, a collaborative team should assemble and plan
right after a common assessment has been administered, whether it is at the beginning of an instructional
cycle or in the middle of it. Any time a common assessment is administered, the collaborative team analyses
the assessment
results to identify the most pressing needs of students. Of course, this will be different from
ass
teacher
tea
to teacher. For example, one member of a collaborative team might find that her students are most
in need of instruction at the score 2.0 level, whereas another teacher within the team might find that his
students are in need of instruction at the score 3.0 level. Collaborative team members could also discuss
the instructional strategies that seem warranted given the identified needs of students. For example, direct
instruction might be the best approach for the class that demonstrated difficulties with the score 2.0 content,
whereas some type of comparison activity may be best for the class with needs at the score 3.0 level.
Additionally, planning after common assessments can be used to group and regroup students. For example,
assume that three teachers within a collaborative team are analysing the results of a common assessment.
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What will I do to remind students about the proﬁciency scale and the speciﬁc learning goals we will
address today?

What type(s) of lessons will I use in today’s class (direct instruction, practicing and deepening, knowledge
nowledge
application)?

What general instructional strategies will I use today?

How will I assess students during the class period?
• Whole-class assessment
• Individual student assessment

What activities will I use to ensure high engagement?

Are there speciﬁ
ﬁc students in class to whom I should pay particular attention, and what actions will I take
with those students?
stu
• Re
Remind them of rules and procedures
• Actively establish positive relationships
• Actively communicate high expectations

Source: Marzano & Yanoski, 2016, p. 38.

Figure 5.2: Form for lesson planning.
72

MRL7484 • 9781760017484 • © 2016 Hawker Brownlow Education

No further reproduction is permitted

© 2016 Hawker Brownlow Education. All rights reserved. ADLGG0201
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 24–25 May 2016

19

GAVIN GRIFT

DAY TWO - WEDNESDAY 25 MAY 2016

SESSION 2

Transforming Instruction

They could identify students who require instruction at the 2.0 level, those who require instruction at the 3.0
level and those who are ready for score 4.0 activities. The teachers each take responsibility for one group. One
teacher takes the score 2.0 students, another takes the score 3.0 students, and the third takes the score 4.0
students. Students would return to their original classes after this specialised instruction occurred.
Figure 5.3 depicts a planning template designed for use after a common assessment. To download
ownload a
reproducible version of this form, visit go.hbe.com.au.

Instructional Approaches
What speciﬁc instructional approaches can we utilise to assist each category of students (listed
(list below) to
progress to the next level of learning?
Signiﬁcantly Below Proﬁciency

On Target for Proﬁciency

Already Proﬁcient

Assessments
Ass
How will we know our instructional
tional approaches
approach have worked?
e employ to check
ch
What assessments might we
for understanding?
Signiﬁcantly Below Proﬁciency

or Proﬁ
ﬁciency
On Target for

ready Proﬁ
ﬁcient
Already

Figure 5.3: Responding to student needs planning template.

The top part of figure 5.3 focuses on planning for each content level of a proficiency scale. The bottom half of
figure 5.3 prompts collaborative teams to identify how they will collect feedback data that will tell them if the
strategies they have selected are producing the desired effects.
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Transform Teacher Development:
The next steps in PLCs
In this session discover how the PLC process transforms teacher development. Learn how collaborative
teams use continuing, job-embedded professional learning to achieve high levels of learning for all
students; share and evaluate evidence about what has been effective in improving student learning;
analyse convincing evidence of student learning success; and learn from it and then ‘scale it up’ to
ensure that others also move to higher levels of teaching practice.
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Here are some of the amazing practices we saw in your science classroom,
which we want to incorporate into our own teaching: you purposely took
breaks in instruction to provide opportunities for student questions. Your
answers to student questions were clear, focused and easy to understand.
Using models such as “The fat cat ate the rat” to teach gene mutations was a
great idea. We were as fascinated as the students when you illustrated gene
mutations by changing letters in the sentence.

Instructional rounds at Wooden Primary School serve as powerful collaborative
ative
vehicles for sharing effective instructional practices across the entire teaching
hing staff.
At this school, year-level collaborative teams participate in instructional
onal rounds as a
team and observe teachers at other year levels. As the teams engage
age in instructi
instructional
rounds, they record their observations and thoughts on a speciﬁc
ﬁ form
orm that is
i based
on the school’s model of instruction. This form becomes the basis
sis for the d
debrieﬁ
ﬁng
conversation. The ﬁ
ﬁnal step in the process occurs when the year-lev
year-level teams meet
to debrief what they have observed in other classrooms and
nd how th
they might
incorporate new practices into their own work.

Enhancing Reﬂective Practice
ce
Another method for transforming teacher development
velopment is to use the PLC process to foster reflective practice.
Reflective practice involves deliberate engagement
gement in and reflection on one’s own work and abilities. When
applying reflective practice to teaching,
hing, we suggest a four-step process that is detailed in the book Becoming
a Reflective Teacher (Marzano, 2012):
2): (1) have a model of effective teaching, (2) set growth goals, (3) engage
in focused practice, and (4) receive
eive focused feedback. Teams of teachers can use this process either to work
on common goals as a team orr to support each other in working on individual goals.
In either case, the first step in the p
process is to have a model of effective teaching, also known as a language
of instruction. By definition, a model
of effective teaching delineates those areas a teacher might focus on
m
for reflective practice.
ce. While some schools might use their teacher evaluation model or their instructional
framework for this purpose
purpose, this might not be the best option. Robert J. Marzano and Michael D. Toth (2013)
explained that many evaluation
models are designed to measure teachers’ overall effectiveness as opposed
e
to developing
veloping their
thei classroom practice. These are two different purposes and require different approaches.
Measurement can
ca be done by examining a teacher’s use of a relatively small set of instructional strategies and
their
eir direct eff
e ect on student learning. Development, on the other hand, requires an examination of a wide
array of instructional
strategies that allows a teacher to gradually improve their instructional prowess.
i
In
I chapter 5 (page 67), we provided a rudimentary discussion of our recommended language of instruction.
Here,
we address that model in more depth. Our recommended model for teacher development, which is
H
based on an updated version of The Art and Science of Teaching (Marzano, 2007), is depicted in figure 6.1 and
further exemplified in appendix D (page 143).
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Feedback
Providing and Communicating Clear
Learning Goals

Assessment

• Providing scales and rubrics

• Informal assessments of the whole clas
class

• Tracking student progress

• Formal assessments of individuall students

• Celebrating success

Content
Practising and
Deepening
Lessons

Direct Instruction
Lessons

Knowledge
Application
Lessons

Strateg
Strategies
That Appear in
All Types of Lessons

• Chunking content

• Structured

• Engaging students
tuden

• Previewing

• Processing

practice sessions
• Examining
similarities and
differences
• Examining errors
in reasoning

in cognitively
ively
complex
ex tasks
• Providing resources
resou
guidance
and guidan
• Genera
Generating and
defending
claims
efend

• Highlighting critical

content
• Recording and
representing
content

information
• Reviewing content
• Revising knowledge
• Reﬂecting on learning
• Purposeful homework
• Elaborating on information
• Organising students to

interact

Context
Rules and
Procedures

Engagement
• Noticing when students

•
•
•
•
•
•
•
•

•

are not engaged
ngaged and
reacting
Increasing
sing response
respon rates
Using
ng physical movement
Maintaining a lively pace
Maintainin
Demonstrating intensity
Demons
enthusiasm
and e
Presenting unusual
information
Using friendly controversy
Using academic games
Providing opportunities
for students to talk about
themselves
Motivating and inspiring
students

• Establishing rules
•

•
•

•

and procedures
Organising the
physical layout of
the classroom
Demonstrating
withitness
Acknowledging
adherence to rules
and procedures
Acknowledging lack
of adherence to rules
and procedures

Relationships

Communicating
High Expectations

• Using verbal

• Demonstrating

and nonverbal
behaviours that
indicate affection
for students
• Understanding
students’
backgrounds and
interests
• Displaying
objectivity and
control

value and respect
for reluctant
learners
• Asking in-depth
questions of
reluctant learners
• Probing incorrect
answers with
reluctant learners

Figure 6.1: A model of effective instruction.
© 2016 Hawker Brownlow Education • 9781760017484 • MRL7484

87

No further reproduction is permitted

© 2016 Hawker Brownlow Education. All rights reserved. ADLGG0201
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 24–25 May 2016

25

GAVIN GRIFT

DAY TWO - WEDNESDAY 25 MAY 2016

SESSION 3

COLLABORATIVE TEAMS THAT TRANSFORM SCHOOLS

Figure 6.1 contains three major sections: (1) feedback, (2) content, and (3) context. The categories in the
feedback section deal with clear goals and assessment relative to those goals. The categories in the content
section address the three different types of lessons discussed in chapter 5 (page 67): (1) direct instruction
lessons, (2) practising and deepening lessons, and (3) knowledge application lessons. This section also
contains strategies that can appear in all three types of lessons. The categories in the context section address
ess
engagement, rules and procedures, relationships and high expectations. Together these elements provide
ovide
students with an orderly and affirming environment for learning.
The 43 elements in this model each contain specific strategies, details about which can be found in the
Marzano Compendium of Instructional Strategies (available at marzanoresearch.com/compendium).
compend
Together the elements in the model encompass over three hundred specific instructional
strategies. To
uctional strateg
illustrate, consider the element titled Increasing Response Rates under the category of Engagement,
which
Engagem
is in the context section. There are many instructional strategies a teacher can use to increase response rates,
such as wait time, random names, response chaining, voting techniques, and the like. In effect, the model is
designed as a resource any teacher can use to select areas on which to engage
ge in refl
reflecti
flective practice. Even the
most seasoned veteran should be able to find areas of challenge and exploration.
loratio
The second step in reflective practice is to set growth goals in relation
of effective teaching; this
n to the model
m
step will vary slightly depending on whether teachers have individual
team goals. In both cases, teachers
ndividual or tea
should begin by performing self-audits of their abilities on each element
eleme of the model. Teachers can rate
themselves on the elements in appendix D (page 143) on a 0–4 scale,
scal as shown in table 6.2. When teachers
rate themselves on an element, they should be thinkingg in terms of a specific strategy or strategies for that
element.
Table 6.2: Reﬂ ective Practice Scale
4
Innovating

3
Applying
ng

2
Developing

1
Beginning

The teacher adapts or
creates new versions
of the strategy or
behaviour for unique
student needs and
situations.

The teacherr uses the
strategy
behaviour
gy or be
and monitors the
th
extent to which
wh
itt affects student
st
outcomes.
outcom

The teacher uses the
strategy or behaviour
but does so in a
somewhat mechanistic
way.

The teacher uses the
strategy or behaviour
incorrectly or with
parts missing.

0
Not Using
The teacher should
use the strategy or
behaviour but does
not.

Source: Adaptedd from Marzano,
Marz
2012, p. 37.

After
er rating them
themselves on each element of the model, teachers who are setting goals individually can select
one or more elements
el
on which they have rated themselves 0 or 1 (that is, Not Using or Beginning) and are
interested
reste in improving. In teams that are choosing common goals, each teacher should write the elements
on which
whic they rated a 0 or 1 on individual slips of paper or sticky notes. Then, the team should categorise
the sticky notes, grouping them by element or into related elements. If there are a few elements on which the
entire
team needs to improve, those would be obvious choices for team goals. Alternatively, the team can
en
vote. Each teacher would receive four stickers or other markers to indicate the elements on which they think
the team should work. The teachers can place these stickers however they like – even all four stickers on one
element, if it is particularly important. The element or group of related elements that receives the most votes
will be the team’s priority goal for the year.
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The third step in reflective practice is engaging in focused practice. While engaged in focused practice,
teachers keep trying a selected strategy, continually shaping their use of it. This will be a largely individual
endeavour whether the team is using individual or common goals. However, a team with common goals
might choose a particular element or a specific strategy within an element for everyone to try during the
same time period.
The fourth step of reflective practice is receiving focused feedback. Th is is fairly simple in a team wit
with
common goals. Members can observe each other (in person or on video), discuss strategies as a team aand
analyse student data as a team. One method for ensuring focused feedback is for each teacher
cher to have a goal
mentor within the team. For example, if a teacher’s goal is to improve his ability to notice
address when
ice and ad
students are not engaged, he would pair up with another teacher in the team who
ho (ideally) has a rating of 4
(innovating, the highest score) on the reflective practice scale. This goal mentorr would help provide focused
feedback to the teacher. Because all teachers have different strengths and weaknesses, each
eac teacher will ideally
be able to find a mentor within their team and also act as a mentor to others. Howe
However, it is possible that a
team might have no experts in a particular area and would then ask forr help from another
collaborative team.
a

Coaching Through Videos
In the book Becoming a Reflective Teacher,
r Marzano (2012)
(2012) stated:
state
To facilitate the growth process, a teacher
er needs feedback
fee
on his or her use of speciﬁc
ﬁ
instructional strategies and teacher behaviors
haviors rela
related to his or her growth goals. This
feedback can come from a variety of sources.
ources. One
ne powerful source is video data. (p. 15)

Collaborative teams should set a standing
ng agenda
agen
nda item
i
to give peer feedback for each member’s professional
growth goals using video recordings. Tea
Teams
ms shou
should consider a schedule in which each teacher knows when they
will be receiving focused feedback
back from
m the
th team regarding their selected instructional goals. Th
The teacher then
films one or two short segments
ents of them
themself teaching while using the specifi
fic instructional strategy identifi
fied
in their goals. The teacher re
reviews
ws thei
their own video segments individually and notes specifi
fic details about the
use of the strategy. During
ng the
t collaborative team meeting, team members view the same video and provide
focused feedback to the teacher
teacche on the relevant strategy.
y Ideally, each teacher would receive feedback from at
least one peer coaching
coach ng session
sessi during the course of each term.
Coaching iss even
e
mo
more powerful when a collaborative team identifi
fies one or more common strategies.
To illustrate,
rate, assume
assu the collaborative team has established a common growth goal around the element of
previewing
iewin
ing new content,
c
and members also decide to use a common strategy for previewing. Specifically,
fi
theyy plan to all use a K-W-L graphic organiser. As an agenda item for their collaborative team meetings, they
the
engagee in rreflective
fl
discussions about their experiences using the strategy in class. Through these discussions,
they sh
share ideas and make adjustments to their own personal practice based on feedback from the team. At
one point during the term, each team member video records themself using the K-W-L strategy. During a
on
collaborative team meeting, team members watch the videos and offer
ff focused feedback to each other in the
use of the common strategy.
The following vignettes depict how schools might engage in refl
flective practice.
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GAVIN GRIFT
RESOURCES
Gavin Grift is executive director of Hawker Brownlow Professional Learning Solutions (HBPLS). With
tyle
experience as a teacher, assistant principal and educational coach, Gavin’s passion, commitment and style
have made him an in-demand presenter of keynotes, seminars and in-school support days. As a speaker,
er Gavin
connects with national and international audiences on topics ranging from Cognitive Coaching and quality teacher practice to
professional learning communities (PLCs) and learning-centred leadership.

Collaborative System of Support
Chris Weber, Tom Hierck, Garth Larson, Colin Sloper,
Gavin Grift • 9781760017897
Collaborative Systems of Support has the
potential to revolutionise the way we think about
teaching and learning.ǡǡIt outlines how when we
fluently and comprehensively address the core
support, more support and specialised support
needed for differentiated, individualised and personalised learning,
it is possible to meet the needs of every single student who we
serve in our schools.ǡǡ

HB7897 • $35.95

Transformative Talk
Gavin Grift • 9781760011734
Transformative Talk: Cognitive Coaches Share Their
Stories is designed to assist aspirant Cognitive
Coaches in developing their coaching capabilities. It
draws upon the insights and experiences of Cognitive
Coaching training associates and agency trainers who
are “walking the talk” in their own lives and careers.
With contributions from coaching professionals as well as a foreword by
Cognitive Coaching founders Arthur L. Costa and Robert Garmston.

HB1734 • $35.95
Collaborative Teams That Transform
Schools: The Next Step in PLCs
Laurel Hecker, Janelle Wills, Jan Hoegh, Phil Warrick,
Robert Marzano, Tammy Heflebower, Gavin Grift
• 9781760017484
Collaborative Teams That Transform Schools:
The Next Step in PLCs is groundbreaking. It
offers teachers and school leaders a practical, comprehensive
model for building successful professional learning communities
(PLCs), drawing from the extensive research and experience of
its authors to present a clear and compelling look at the future of
PLCs. Beginning with essential theory, the authors then detail the
practical steps that collaborative teams can take to transform
their schools.

MRL7484 • $35.95

Transformative Collaboration:
Five Commitments for Leading a
Professional Learning Community
Michelle Jones, Colin Sloper, Tonia Flanagan,
Janelle Wills, Alma Harris, Kylie Lipscombe, Gavin Grift
• 9781760017477
The authors of this book have cumulatively
supported over 1000 schools to cultivate the collaborative
culture required to meet the academic and social needs of every
student. Transformative Collaboration: Five Commitments for
Leading a Professional Learning Community is the outcome of
this experience, and takes you beneath the surface of the school
as professional learning community (PLC) to explore the critical
commitments that leaders must make to truly transform school
culture and get the results students deserve.

HB7477 • $39.95

Teachers as Architects of Learning
Gavin Grift, Clare Major • 9781743308806
Teachers as Architects of Learning provides the
reader with the chance to become an architect for
successful learning, introducing platforms to support
the construction of a successful learning experience.
The book encourages educators to raise their
consciousness of how they can best support learning,
regardless of the level or subject that they teach, taking key educational
learning theory and synthesising it for the formulation of researchbased teaching considerations and explicit strategies.

HB8806 • $35.95

A Handbook for High Reliability Schools
Sonny Magaña, Fred Pleis, Janelle Wills, Jan Hoegh, Julia
A Simms, Pamela Livingstone, David Livingston, Phil
Warrick, Robert Marzano, Tammy Heflebower, Gavin Grift
• 9781760012779
Dr Robert Marzano and his co-authors help you to
transform your school into an organisation that
takes proactive steps to prevent failure and ensure
student success. Using a research-based five-level hierarchy along
with leading and lagging indicators, you’ll learn to assess, monitor
and confirm the effectiveness of your school. This revised Australian
edition of A Handbook for High Reliability Schools has been adapted
by Dr Janelle Wills, director of the Marzano Institute Australia, to align
with Australian educational policies and practices.

MRL2779 • $29.95
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Peer Coaching to Enrich Professional
Practice, School Culture, and Student
Learning
Pam Robbins • 9781760016111
How can educators work together more
effectively to improve professional practice in
a way that enhances student performance?
The answer involves combining collaborative activities and peer
coaching. This book describes how any school can implement
these proven practices and experience positive changes in
teaching, school culture and learning.

115014 • $36.95

Power Standards
Larry Ainsworth
Power Standards is a step-by-step, practical manual
that explains how educators can distinguish the
Power Standards – standards absolutely essential
for student success – from those that are “nice
to know”. Standards have become a critical focus
for schools and, in striving to cover everything,
educators admit to teaching many standards only superficially. In
addition, educators often consider all standards equal, when in fact
certain standards are more important than others.

BKD5549 • $39.95

Intentional Interruption: Breaking
Down Learning Barriers to Transform
Professional Practice
Lisa Ain Dack, Steven Katz • 9781743307489
Steven Katz and Lisa Ain Dack explain the secret
to getting unstuck: interrupting the status quo of
traditional activity-based professional development
to help educators embrace permanent changes
in thinking and behaviour. They outline a process-grounded in
psychological research-for real professional learning that ultimately
leads to improved student achievement

CO7489 • $28.95

Lemons to Lemonade
Robert Garmston, Diane Zimmerman • 9781760011628
Lemons to Lemonade: Resolving Problems in
Meetings, Workshops and PLCs is the playbook
you need you promote civil, productive discourse,
detailing: How to prepare yourself to facilitate the
discussion and keep it on task; Best practices
for quashing conflict with wounding pride; and
Methods for dealing with “frowners”, “interrupters”, “subject changers”,
“humorists” and other time wasters. With Lemons to Lemonade you
will never lose another opportunity for problems to get solved by the
combined powers of capable minds.

CO1628 • $21.95

Assessing the Whole Child: Creating
Powerful Portfolios and Student Led
Conferences
Gavin Grift, Jane Satchwell • 9781741700428
A step-by-step approach is used to understand
the context, develop the content and celebrate the
results of the use of portfolios and their integral
role within powerful student-led conferences. The
underlying principle of this process is the use of metacognition in
the classroom, which enables students to take genuine responsibility for their learning.

HB0426 • $59.95

The Presenter’s Fieldbook: A Practical
Guide, 2nd Edition
Robert Garmston • 9781929024889
This is a practical, hands-on resource full of ideas
and success-proven strategies will not only put
you at ease when you’re the focus of attention, but
actually help you improve the effectiveness of your
presentations. You’ll refer to this self-help guide over
and over again as you learn to present, strengthen your presentation
skills, or improve the effectiveness of your instruction.

CGP4889 • $59.95

Cognitive Coaching: Developing SelfDirected Leaders and Learners, 3rd Edition
Robert Garmston, Jane Ellison, Carolee Hayes, Arthur Costa
• 9781760013646
In this greatly expanded and extensively updated
edition of a widely popular resource you see how
teachers’ individual and collective capacities for
continuing self-improvement are strengthened over
time through Cognitive Coaching. You gain essential skills, protocols,
guidance, research and resources to use when implementing
Cognitive Coaching principles and values in your own school setting.

CG3646 • $75.95

Groups at Work: Strategies and
Structures for Professional Learning
Laura Lipton, Bruce Wellman • 9781760017385

Thoughtful application of this toolbox will change
the dynamic of your meetings resulting in greater
satisfaction, stronger relationships and higher
quality collaborative work. This indispensable
resource for developing skilful groups includes
more than 78 field-tested strategies for structuring time-efficient,
task-focused meetings and work sessions. Each strategy
description includes clear directions for application, including
necessary materials, time frames and suggested group size.

MRV7385 • $42.95
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ORDER FORM
Qty

Code

Title

Price

MRL2779

A Handbook for High Reliability Schools

$29.95

HB0426

Assessing the Whole Child: Creating Powerful Portfolios and
Student Led Conferences

$59.95

CG3646

Cognitive Coaching: Developing Self-Directed Leaders and
Learners, 3rd Edition

$75.95

HB7897

Collaborative System of Support

$35.95

MRL7484

Collaborative Teams That Transform Schools: The Next Step in PLCs

$35.95

MRV7385

Groups At Work: Strategies and Structures for Professional Learning

$42.95

CO7489

Intentional Interruption: Breaking Down Learning Barriers to
Transform Professional Practice

$28.95

CO1628

Lemons to Lemonade: Resolving Problems in Meetings, Workshops
and PLCs

$21.95

115014

Peer Coaching to Enrich Professional Practice, School Culture, and
Student Learning

$36.95

BKD5549

Power Standards: Identifying the Standards that Matter the Most

$39.95

HB8806

Teachers as Architects of Learning

$35.95

CGP4889

The Presenter's Fieldbook: A Practical Guide, 2nd Edition

$59.95

HB7477

Transformative Collaboration: Five Commitments for Leading a
Professional Learning Community

$39.95

HB1734

Transformative Talk

$35.95
Total (plus freight) $

Attention ................................................................ Order Number ......................
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Address ...................................................................................................................
...............................................................................................................................
.................................................................... State ....................P/Code..............
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Yes, I would like to receive emails from Hawker Brownlow Education about
future workshops, conferences and the latest publications.

Terms of Trade
• Prices are quoted in Australian dollars ($AUD) and include GST
• All prices are subject to change without notice.
• For New Zealand customers, at the time of invoice, we will convert the amount into New Zealand dollars
($NZD) so that you can pay by cheque or credit card in New Zealand dollars ($NZD).
• Full money-back guarantee.
• We do realise it is difﬁcult to order sight unseen. To assist you in your selection, please visit our website
<www.hbe.com.au>. Go to ‘Browse Books’ and most titles will give you the option to view the ﬁrst few
pages of the book. Click ‘View Contents’ on your selected book page.
• We will supply our books on approval, and if they do not suit your requirements we will accept undamaged
returns for full credit or refund. Posters are for ﬁrm sale only and will not be sent on approval. Please be
aware that delivery and return postage is the responsibility of the customer.
• Freight costs are determined at Australia Post rates, with a minimum delivery charge of $9.50 within
Australia and $15.00 for New Zealand for each order.
• Please provide your street address for delivery purposes.

To place an order, request a catalogue or ﬁnd out more about our resources:
Call
1800 334 603
(03) 8558 2444

Fax
1800 150 445
(03) 8558 2400

Online
www.hbe.com.au

Mail
Hawker Brownlow Education
PO Box 580,
Moorabbin, VIC 3189
Do you want to know all about the latest professional development events in your area? Be the ﬁrst to ﬁnd out about new releases from world-renowned
and local authors with the HBE e-newsletter! Upcoming titles will feature authentic assessment and digital media, along with a strong focus on success
in mathematics and literacy. Sign up to our FREE e-newsletter at www.hbe.com.au.
Online ‘On Account’ ordering now available!
If you have a pre-existing account with Hawker Brownlow Education, you can now order online and pay using that account.

Looking for additional information and
nd resources?
reso
ources?
ces?
The Thinking & Learning Conferences website is full of
content for all five events.
Including:
The bookstore - where you can purchase books featured
at the conference
Session and speaker schedules
Conference and institute brochures
Free resources and videos of our presenters

