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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
mes possible
possibl to the question, How do we know
if our students are learning? Indeed, proficiency scales can
an transform
transfor classroom assessments into tools to
determine how much students have learnt as well as their
status at a particular point in time. There are
eir current st
four concrete steps collaborative teams can take when
en designing
designin and using assessments based on proficiency
scales.
1. Use proficiency scales as the basis for all asse
assessments.
2. Design an assessment blueprint.
t.
3. Write the assessment items.
tems.
4. After administeringg the assessme
assessment, score it and discuss the results.
Here we discuss each step
p in more detail.
de

Using Proﬁ
ﬁcien
ciency Scales as the Basis for All Assessments
As described
ribed in ch
chapter 3 (page 31), a proficiency scale is basically a set of objectives on a specific topic
organised
sed into a progression representing their level of difficulty. This makes them the perfect framework
m which to design assessments. To illustrate, consider the proficiency scale in figure 4.1 (page 50). In this
from
scale, there are five objectives at score 2.0, one objective at score 3.0 and one objective at score 4.0. Recall
from the discussion in chapter 3 (page 31) that some educators prefer to avoid the use of the verb understand.
W
We, however, believe it is quite appropriate as long as teams provide more specificity regarding expectations
off 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
ke
place for that level. Score 4.0 assessment items do not count against a student; they provide an opportunity
tunity
for students to demonstrate a higher level of understanding.

Score 4.0

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

Score 3.0

In addition to score 3.0 performance, partial success at score 4.0 co
content

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

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

nce.
Students will understand the concept of an inference.
aim that is supported
s
Students will understand the concept of a claim
by evidence.
Score 2.0

vidence expl
Students will understand the concept of evidence
explicit in a text.
hat are sup
Students will ﬁnd or recognise claims that
supported by textual evidence provided by
the teacher.
xtual evide
Students will ﬁnd or recognise textual
evidence to support claims provided by the teacher.
Score 1.5

Score 1.0

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

Score 0.0

Partial successs at score 2.0 content but major errors or omissions regarding
ontent
score 3.0 content

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

Even with help, no success

Figure 4.1: Sample
ple proﬁci
proﬁ
ﬁ ciency scale.

Designing
esigning aan Assessment Blueprint
For each common
com
assessment, the collaborative team creates an assessment blueprint (Marzano & Yanoski,
2016), outl
outlining which types of items and how many items there will be on the assessment. To do so
ctive members of the collaborative team must first discuss the content at each level of the scale in order
effectively,
to ensure a strong match between the assessment items and the content. For example, if the content at score
3.
3.0 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 were
explicitly taughtt – challengin
challenging

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 sentences
entences

Longerr written response
respo
of several paragraphs; covers more information
and often requires students to connect, analyse or apply information;
usually
sually requires students to use multiple levels of knowledge

Essay

Oral Response

Spoken version of forced-choicee items or short
sho written responses; longer spoken items such as questionand-answer sessions or structured
discussion
ctured discus

Source: Adapted from Marzano, 2006.

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

Writing the Assessment Items
W
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
extual evidence, 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
3. Consider the following quote from To Kill a Mockingbird and then select the claim that it best
sic for us to enjoy. They don’t eat up
supports: “Mockingbirds don’t do one thing but make music
people’s gardens, don’t nest in corncribs, they don’t do one thing but sing their hearts out for us.
That’s why it’s a sin to kill a mockingbird” (Lee, 1960,, p. 119).
pect
A. Children are often smarter than adults expect.
B. Punishing innocent people is wrong.
C. Some animals are pests.
elieve in.
D. Always stand up for what you believe
abou To Kill a Mockingbird
M
4. Consider the following claim about
and select the quote that best supports it:
ne or manly means
m
In Maycomb, being masculine
being physically able.
start crying and couldn’t stop; quietly at ﬁrst, then his sobs
A. “For some reason Dill had started
veral people
peopl in the balcony” (Lee, 1960, p. 265).
were heard by several
d his left
lef wrist and my right wrist, I grabbed my left wrist and Jem’s right
B. “Jem grabbed
ouched, and
a
wrist, we crouched,
Dill sat on our saddle. We raised him and he caught the window
7
sill” (Lee, 1960, p. 70).
m was scarlet.
scarle I pulled at his sleeve, and we were followed up the sidewalk by a philippic
C. “Jem
n our family’s
fami
on
moral degeneration, the major premise of which was that half the Finches
were in the
t asylum anyway, but if our mother were living we would not have come to such a
(L
state” (Lee,
1960, p. 136).
“Ou father didn’t do anything … Atticus did not drive a dump-truck for the county, he was
D. “Our
no the sheriff, he did not farm, work in a garage, or do anything that could possibly arouse
not
the admiration of anyone” (Lee, 1960, p. 118).
C
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
hat is supported
suppo
by all three. Then, explain how each quote supports your claim.
rsack-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
n mind, it was ccorrect to believe
one’s mind incapable of deﬁnite purpose” (Lee, 1960, p. 199).
“[Atticus] did not do the things our schoolmates’ fathers did: he never we
went hunting, he did not
play poker or ﬁsh or drink or smoke. He sat in the livingroom
m and read” (Lee, 1960, p. 118).
mb treat children
chi
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.
dence to sup
arper Lee conveys
c
3. Make a claim about a theme or point that Harper
through the story of Tom Robinson’s
ev
arrest and trial. Use at least three pieces off textual evidence
to support your claim.

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

Figure 4.2: Sample assessment
ass
at three levels.

A key criterion
erion when writing
wr
assessment items is validity, which means that items measure what they
are intended
measure. Using proficiency scales as the basis for writing assessment items helps ensure
d to measu
validity because
ecause the scale delineates both the content and its level of difficulty. If a collaborative team uses a
proficiency
iency scale to create items based on the content articulated at each level of the scale, each item should
address one level
lev of the scale only.
When fformatting the assessment as it will be presented to students, we recommend separating 2.0 items, 3.0
items and 4.0 items into distinct sections of the assessment. This is depicted in figure 4.2 – section 1 contains
the
th 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).
© 2016 Hawker Brownlow Education • 9781760017484 • MRL7484

53

No further reproduction is permitted

6

© 2016 Hawker Brownlow Education. All rights reserved. BRIGG0201
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 14–15 May 2016

GAVIN GRIFT

DAY TWO - SUNDAY 15 MAY 2016

SESSION 1

COLLABORATIVE TEAMS THAT TRANSFORM SCHOOLS

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 tha
that
assessment. Scoring guides are particularly useful for items that are scored using multiple points. For example,
ample,
items that are assigned five or more points should have a brief description of what type of answer receives
eceives a
score of 5, what type of answer receives a score of 4, and so on. Tammy Heflebower, Jan K. Hoegh and Phil
Phi
Warrick (2014) stated that scoring guides are advantageous because they
ensure fairness in assessment practices, provide more reliable interpretations off 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,
corre
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
ains items at score 2.0, 3.0 and 4.0 levels
of a proficiency scale: (1) using percentage scores at each level,l, and (2) using rresponse codes at each level. After
scoring a common assessment, collaborative teams should convene
onvene to aanalyse the results.

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

Score
re 3.0

Score 4.0

54

Item Number

Possible Points
Point
per Item

Obtained Points
per Item

1

5

5

2

5

4

3

5

3

4

5

5

5

5

5

Total

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
h
column displays the section percentage, computed by dividing the obtained points by the possible points.
s.
In table 4.2, the student acquired 88 per cent of the possible points for the score 2.0 level, 500 per cent of
the points for the score 3.0 level and 15 per cent of the points for the score 4.0 level. Examiningg the overall
overa
pattern, the teacher then determines how well the student performed overall in reference to the
he scale. This is
done by making decisions about the student’s proficiency moving from score 2.0 through score 4.0. The score
2.0 percentage is 88 per cent, so the teacher concludes that the student obtained at least
st a score oof 2.0 on the
assessment. Next, the student’s percentage score for the 3.0 content was 50 perr cent. Th
teacher concludes
Thee teac
that this is not enough to warrant an overall score of 3.0, but it is enough to warrant
rant a score of 2.5. The teacher
stops at this point. If a student has not provided enough evidence to warrant
arrant 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
m is coded aas correct, partially correct or incorrect, as
opposed to assigning points to each item. For more specifi
ecificity,
city, tea
teachers can use high partial and low partial in
place of partially correct. After scoring individual items,
teacher determines the pattern of responses and
ems, the teac
assigns a score accordingly. For example, if a student’s
answers are correct on all items of the score 2.0 section
ent’s answer
of the test, partially correct on two items of the
3.0 section of the test and correct on the third item of
he score 3.
the score 3.0 section, and incorrect on the two items of the score 4.0 section of the test, that student would
receive a score 2.5 (DuFour & Marzano,
o, 2011). Table
Ta 4.3 displays this pattern of responses.
Table 4.3: The Response
e Codes Approach
Ap
to Scoring Assessments
Section
Score 2.0

Score
or 3.0

Score 4.0

Item Number

Correct,
C
Partially
C
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
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.
meeti
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?
uld 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 as these
the translate into decisions regarding
instructional planning. As indicated by the last question in the list, it m
may be necessary to revise an assessment
for future use. When examining assessment results, it may become clear that a particular item is problematic;
for example, if numerous students respond incorrectly
ctly on the same score 2.0 item but answer most or all of
the 3.0 items correctly, the score 2.0 item should be re-exam
re-examined. When this is the case, a collaborative team
should remove the item or revise it to make it more consi
consistent with the other score 2.0 items.

Using Multiple Types
pes of A
Assessments
Proficiency scales also provide
ovide an opportunity
opp
to transform our perceptions of what constitutes an
assessment. Technically, assessments
ssessmen s are “planned or serendipitous activities that provide information about
students’ understandingg and skill in a specific
fi measurement topic” (Marzano, 2006, p. 35). Measurement,
t on
the other hand, is the act of translating
tran
the information about students gleaned from assessments onto some
scale (Marzano, 2006). Th
Thee use of a profi
ficiency scale as a consistent basis for measurement allows teachers to
be flexible in the types of assessments they use. Specifi
fically, there are three broad categories of assessments, all
of which are eff
ffectiv
ective means of gathering information about student learning and translating the information
to a scale. (For a comprehensive discussion of the three categories of assessments, see Marzano, 2010.) First,
there are obtru
obtrusive assessments, in which instruction stops and assessment occurs. These typically take the
form
rm of tra
traditional pencil-and-paper tests like figure 4.2 (pages 52–53), but could also involve oral exams
or demonstrations.
mo
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,
ac
the students are not aware that they are being observed. Th
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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make the goals of your school leadership more eﬃcient and effective through the conduit of collaborative
teams. Discover the interactions and actions you might take with collaborative teams – as opposed to those
with individual educators – to affect genuine change in your school.
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According to Marzano, Waters and McNulty (2006), the typical human response is to address
almost all problems as if they require small, incremental steps. However, when problems
problem
are complex – like the pivotal PLC problem of how to guarantee high levels off learning for all
students – a more radical approach is required. As Fullan (2001) explains, ‘The big p
problems
of the day are complex, rife with paradoxes and dilemmas. For these
e problems
problems, there are
no once-and-for-all answers’ (p. 73). These problems require change
e that warrants
wa
decisive,
swift action, since ‘schools that go slow and do a little at a time’
me’ may ‘end up doing so little
that they succeed only in upsetting everything without accruing
g the bene
benefits of change’ (Sizer
quoted in Fullan 1993, p. 78).
So, which of the 21 responsibilities are appropriate when
n first-o
rst-order change is required, and
which are most appropriate for second-order change?
ge? All 21 responsibilities define the standard operating procedures in a school and typify first-order
rst-orde change. Second-order change, however, is most closely related to seven of the
e 21 responsibilities.
respo
They are as follows:
n Change Agent
n Flexibility
n Ideals/Beliefs
n Intellectual Stimulation
ation
n Knowledge
e of Curriculum
Curriculum, Instruction and Assessment
n Monitoring/Evaluating
ring/Evaluati
n Optimiser
mis
Let us consider each of these seven responsibilities briefly in relation to the role of a PLC
leader.
eader.

CHANGE AGENT
CHA
I alignment with Action 2.1, this responsibility refers to the extent that a leader is willing to
In
challenge the status quo and upset a school’s equilibrium in order to drive transformation.
The specific behaviours and characteristics associated with this responsibility are as follows:

24

n

consciously challenging the status quo

n

being willing to lead change initiatives with uncertain outcomes

n

systematically considering new and better ways of doing things

n

consistently attempting to operate at the edge versus the centre of
the school’s competence (Marzano, Waters & McNulty 2006, p. 45)
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In research involving interviews with 19 principals of Victorian schools, Gurr (2002) found that
these Australian leaders ‘generally describe themselves … as showing transformational leadership qualities’ (p. 90). According to Bass and Avolio (1996), transformational leadership is
a process in which the leaders take actions to increase their associates’
awareness of what is right and important, to raise their associates’ motivational maturity and to move their associates to go beyond the associates’
es
own self-interests for the good of the group, organisation, or society. (p. 11)
In other words, transformational leaders are agents of change, both forr individuals within
adership inspires
the school and for the school as a whole. In a PLC, transformational leadership
s are able to develop
high levels of commitment and motivation, as transformational leaders
models of collaborative practice that create high levels of collective respons
responsibility. This in turn
establishes a culture of innovation in which staff members feel secure en
enough to take risks
and trial new ideas.
nds. It is inevitable
in
Yet becoming a change agent is not as simple as it sounds.
that even the most
egree of discomfort, disagreement or recourageous of PLC leaders will experience some degree
hallenges deeply held beliefs, and ‘even the
sistance to the process; after all, change often challenges
(F
most assertive of teachers can be fearful of change’ (Fullan
2008, p. 61). As John Kenneth
Galbraith (1971) once said, ‘Faced with the choice b
between changing one’s mind and proving
ost everyone gets
ge busy on the proof.’ In response, Fullan
that there is no need to do so, almost
ts don’t ‘live more peacefully, but … they can handle more
(2001) proposes that change agents
uncertainty – and conflict – and are better at working through complex issues in ways that
e commitm
energize rather than deplete the
commitment of the organizational members’ (p. 15).

FLEXIBILITY
This responsibility refers to the extent to which leaders can adapt to the needs of a changing
situation, are comfortabl
comfortable with dissent and can see things from different perspectives. The
specific behaviours an
and characteristics associated with this responsibility are as follows:
n

ad
adapting
one’s leadership style to the needs of specific situations

n

being directive or non-directive as the situation warrants

n

encouraging people to express diverse and opposing opinions

n

being comfortable with making major changes in how things are done
(Marzano, Waters & McNulty 2006, p. 49)
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Flexibility refers to the degree to which leaders adjust their leadership style to account for the
current reality and to manage conflict. Like the Change Agent responsibility, this
s responsibility is associated with transformational leadership. Transformational leaders use flexibility to
help people adapt in order to meet mutual goals. They emphasise communication,
nication, positive
po
relationships, support and accountability (Muhammad & Hollie 2012).
ders re-en
In creating a shared understanding and common language, PLC leaders
re-envisage collegial
lture in whic
conflict as critical to growth. They spend time developing a culture
which courageous conversations are introduced, practised and then embedded into the schoo
school’s culture.

IDEALS/BELIEFS
This responsibility refers to leader’s role in shaping
ng the ideals and beliefs that underpin the
mission and vision of the school (see Commitment
ment 4). TThe specific behaviours and characteristics associated with this responsibility
follows:
ty are as follow
n

ed beliefs about schools, teaching, and learncommitting to well-defined
ing

n

bout school,
scho teaching, and learning with the staff
sharing beliefs about

n

viours so that
t
aligning behaviours
they are consistent with beliefs (Marzano,
2
Waters & McNulty 2006,
p. 51)

(1
In the words off De Pree (1989),
‘practice without belief is a forlorn existence’ (p. 55). If
s are at their
th best when they operate from a set of strong ideals and beliefs
human beings
006), then shared values are a key element of effective PLCs, and it is the leader’s
(Marzano 2006),
ibility to foster
f
responsibility
and promote these values. The question of ideals and beliefs in a PLC
oes back to the
t issue of school culture – discussed in Commitment 1 – as the ideas and
goes
eliefs that typify a conventional school must be modified in order to create the schoolwide
beliefs
o collaboration necessary to propel the PLC process.
culture of

INTELLECTUAL STIMULATION
This responsibility refers to the extent to which the school leader ensures that all staff members are aware of the most current theories and practices regarding effective learning. The
specific behaviours and characteristics associated with this responsibility are as follows:

26

n

continually exposing staff to contemporary research and theory on
effective schooling

n

keeping informed about current research and theory on effective
schooling
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n

fostering systematic discussion regarding current research and theory
on effective schooling (Marzano, Waters & McNulty 2006, p. 53)

The responsibility of Intellectual Stimulation requires PLC leaders to ensure that all members of staff are familiar with the latest research and theory pertaining to quality teaching,
as discussions around these topics are an integral part of PLC culture. For Fullan (2001),
1),
this responsibility involves ‘knowledge building, knowledge sharing, knowledge creation [and]
knowledge management’ (p. 77). Leaders who prioritise Intellectual Stimulation deliberately
and regularly weave discussions on contemporary research into their everyday interactions
nteraction
with the school community.
ver of th
Lashway (2001) sees the exposure of staff to new knowledge as a key driver
the change
ders must build
b
process, explaining that ‘deep changes require deep learning, and leaders
teacher
2015) has argued that dislearning into the everyday fabric of school life’ (p. 7). Marzano (2015)
tributed knowledge, collective capacity and shared responsibilityy are a mo
more powerful catalyst
orking in iso
for improvement than the abilities of the best teachers working
isolation, while additional
research indicates that
s between educators and the exa school’s social capital – the connections
o
tent to which they exchange and build on each other’s
knowledge – is just
chievemen as raw human capital – the
as powerful a predictor of student achievement
ional Cen
skills of individual teachers. (National
Center for Literacy Education 2013,
p. 4)
al for PLC
P leaders to ensure that even the most controAs this evidence suggests, it is critical
ed and shared
sh
versial new ideas are discussed
collaboratively, as it is through this collective
process that theory can be transform
transformed into practice.

KNOWLEDGE OF CUR
CURRICULUM, INSTRUCTION AND ASSESSMENT
This responsibility
ity refers to the extent to which the school leader is a leader of learning. The
specific behaviours an
and characteristics associated with this responsibility are as follows:
n

poss
possessing
extensive knowledge about effective
instructional practices

n

possessing extensive knowledge about effective curricular practices

n

possessing extensive knowledge about effective
assessment practices

n

providing conceptual guidance regarding effective classroom
practices (Marzano, Waters & McNulty 2006, p. 55)
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Knowledge of Curriculum, Instruction and Assessment is a key responsibility in a PLC, since
nce a
PLC leader’s primary role ‘is the guidance and direction of instructional improvement’ (Elmore
2000, p. 13). In addition to taking a transformational approach to leadership, successful
ccessful PLC
PL
leaders are also instructional leaders: they focus upon the direct impact of teacher
practice
eacher prac
on student outcomes. In the words of Robinson, Hohepa & Lloyd (2009), ‘Instructional
nstruction leadership establishes an academic mission; provides feedback on teaching
and
ng and learning;
lea
promotes professional development’ (p. 88). In order to fulfil the goall of improvi
improving outcomes
for every student, instructional leaders are required to both cultivate a com
comprehensive understanding of curriculum, instruction and assessment, and to
o use this kknowledge to guide
classroom practice. As Robinson (2006) maintains, school
‘cannot competently and
ool leaders ‘c
confidently lead instructional improvement, even with substantial d
delegation of responsibilities, without in-depth and up-to-date knowledge of at least
ast one ccurriculum area’ (p. 72).

MONITORING/EVALUATING
This responsibility refers to how the leader
ader uses evidence
e
and data to ensure that the direction in which the school is headed results
sults in tan
tangible improvements in student learning. The
specific behaviours and characteristics
stics assoc
associated with this responsibility are as follows:
n

toring the effectiveness of the school’s curricular,
continually monitoring
asses
instructional, and assessment
practices

n

aw
being continually aware
of the impact of the school’s practices on
dent achievement
achiev
student
(Marzano, Waters & McNulty 2006, p. 56)

monitori and accountability is not new. Too often, however, accountability
The concept of monitoring
mpo
has been imposed
on schools from the outside in the form of school inspections and standardised tests. In fact, the most effective form of accountability occurs when professionals
ngage in self-assessment
self
engage
and then actively take steps to bring about improvement. The
esponsibil of Monitoring/Evaluating stipulates that it is a PLC leader’s role to monitor the
responsibility
t which school practices have an effect on student achievement. This form of acextent to
count
countability
requires strong commitment and a clear vision: ‘The more understood, accepted
an cohesive the culture of a school, the better able it is to move in concert toward ideals it
and
holds and objectives it wishes to pursue’ (Sergiovanni 1995, p. 46).

OPTIMISER
This responsibility refers to the extent to which the school leaders inspire others and act as
a driving force behind the implementation of challenging innovations. The specific behaviours
and characteristics associated with this responsibility are as follows:

28
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n

inspiring teachers to accomplish things that might be beyond their grasp

n

being the driving force behind major initiatives

n

portraying a positive attitude about the ability of staff to accomplish
substantial things (Marzano, Waters & McNulty 2006, p. 56)

The transformation that the PLC process sets in motion is impossible to achieve unless a
sible.
significant group of stakeholders within the school believe that useful change is possible.
mented list
Without a compelling vision, a transformational effort can dissolve into a fragmented
of confusing projects that take the school in the wrong direction or nowhere at all. In failed
ion, leaving te
school improvement, there is often plenty of plans and programs but no vision,
teachction, but it is comers confused and alienated. Sometimes leaders do have a sense of direction,
municated to staff in a way that is too complicated or obscure to be useful.
Research suggests that optimism is a critical characteristic of an effective school leader. As
Leithwood and colleagues (2006) note, ‘school leaders improve teaching a
and learning indirectly
and most powerfully through their influence on staff motivation,
and working contion, commitment
comm
ditions’ (p. 10). The school leader commonly sets the emotional
motional tone
ton in a school developing
an environment where ‘new ideas and innovation abound’
nd’ (Blase & Kirby 2000, p. 5). While it
may not be easy to maintain an optimistic vision in the face o
of staff scepticism or resistance,
successful PLC leaders have the courage to stick
ck with their
th vision and take the necessary
steps to achieve high levels of learning for alll students
students.

PLC leadership is not easy. It takes
kes commitment,
commi
Second-order change – the change required
to transform schools in order
er to im
improve learning for all students – requires courage and relentless focus. As Fritz (1994)
1994) expla
explains, talk without action is
often employed
yed by peo
people who ‘hold the vision’ while ignoring what is going
on around them. Th
These are the idle dreamers who give real visionaries a bad
name.
e. Not to co
confuse a creator with a dreamer. Dreamers only dream, but
creators bri
bring their dreams into reality. Only an accurate awareness of reality
and
nd an ac
accurate awareness of your vision will enable you to form structural
tension as an important part of the creative process. (p. 118)
This iis far from easy to do – but the struggle and effort is worth it! The following scenario
illustrates the significance of courageous, focused school leadership in driving whole-school
illustr
improvement.
imp
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Session 3
Teachers as Architects of
Learning: How to Strengthen
Your Use of Explicit Instruction
‘Learning is not attained by chance; it must be sought for with ardour and attended to with diligence.’ Abigail Adams
Ask a room full of educators how they would define explicit instruction and you will typically get a range
of different responses. In this session, participants will develop a shared understanding of what explicit
instruction is and how the inclusion of this has a significant impact on the teaching and learning process.
Benefits will be shared as participants reflect on their own teaching through the introduction of four key
elements of explicit instruction.
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Strengthen Your Use of Explicit Instruction

Please stand if the statement made
is “just like you”!

ZĞĂĚĂŶĚZĞƐƉŽŶĚ
“Learning is not attained by chance; it must
be sought for with ardour and attended to
with diligence.”
Abigail Adams
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ƌĐŚŝƚĞĐƚƐ
dŽĚĞƐŝŐŶĂŶĚĐŽŶĨŝŐƵƌĞ͙
dŽĚĞƐŝŐŶŝƐƚŽĐƌĞĂƚĞĂŶĚƉůĂŶ
dŽĐŽŶĨŝŐƵƌĞŝƐƚŽĂƌƌĂŶŐĞŽƌƉƵƚƚŽŐĞƚŚĞƌ
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dĞĂĐŚĞƌƐĂƐƌĐŚŝƚĞĐƚƐŽĨ>ĞĂƌŶŝŶŐ

dĞĂĐŚĞƌƐĐƌĞĂƚĞ͕ƉůĂŶĂŶĚƉƵƚƚŽŐĞƚŚĞƌ
ƚŚĞůĞĂƌŶŝŶŐĞǆƉĞƌŝĞŶĐĞ͘WƵƚƚŝŶŐ
ƚŽŐĞƚŚĞƌŝƐƚŚĞƉƌŽĐĞƐƐŽĨƚĞĂĐŚŝŶŐ͘

7HDFKHUVDV$UFKLWHFWVRI
/HDUQLQJ0LVVLRQ
͕Ǥ 
 
͖Ǥ  
    

͗Ǥ  
  
ǡǡ  
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   ǫ

>ŽŽŬŝŶŐĨŽƌŶƐǁĞƌƐ͍
ĞĨŝŶĞǆƉůŝĐŝƚdĞĂĐŚŝŶŐ

^ŚĂƌĞĂŶĚĚŝƐĐƵƐƐǇŽƵƌ
ĚĞĨŝŶŝƚŝŽŶǁŝƚŚƚŚĞ
ŵĞŵďĞƌƐĂƚǇŽƵƌƚĂďůĞ

ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
͞ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶŝƐĂƉƌŽĐĞƐƐƚŚĂƚ
ŝŶǀŽůǀĞƐƚĞůůŝŶŐ͕ƐŚŽǁŝŶŐĂŶĚůĂƐƚůǇŐƵŝĚŝŶŐ
ƵŶƚŝůŝŶĚĞƉĞŶĚĞŶĐĞŝƐŽďƚĂŝŶĞĚ͘
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ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
dŚĞŐŽĂůŽĨĞǆƉůŝĐŝƚŝŶƐƚƌƵĐƚŝŽŶŝƐƚŽƌĞůĞĂƐĞ
ƌĞƐƉŽŶƐŝďŝůŝƚǇŽĨůĞĂƌŶŝŶŐŽǀĞƌƚŽƚŚĞ
ůĞĂƌŶĞƌƚŚƌŽƵŐŚĐĂƌĞĨƵůůǇƉůĂŶŶĞĚ͕
ƐǇƐƚĞŵĂƚŝĐůĞĂƌŶŝŶŐĞǆƉĞƌŝĞŶĐĞƐ͘

ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
ǇƚŚĞǀĞƌǇŶĂƚƵƌĞŽĨƚŚĞƵƐĞŽĨƚŚĞǁŽƌĚ
͚ĞǆƉůŝĐŝƚ͕͛ƚŚĞŝŶƐƚƌƵĐƚŝŽŶŽĨĨĞƌĞĚŝƐĚŝƌĞĐƚ
ĂŶĚƵŶĂŵďŝŐƵŽƵƐ͘͟

ƌĐŚĞƌĂŶĚ,ƵŐŚĞƐϮϬϭϭ

ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
^ƵƉƉŽƌƚƐůĞĂƌŶĞƌƐƚŽ͗
•
•
•
•

ƚƚĞŶĚƚŽǁŚĂƚŝƐŝŵƉŽƌƚĂŶƚ
>ĞĂƌŶǁŚĂƚŝƐŝŶƚĞŶĚĞĚ
WƌĂĐƚŝĐĞǁŚĂƚŝƐůĞĂƌŶĞĚ
ĞŵŽŶƐƚƌĂƚĞǁŚĂƚŚĂƐďĞĞŶůĞĂƌŶĞĚ
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ŽŵƉĂƌĞĂŶĚŽŶƚƌĂƐƚ

ŽŵƉĂƌĞƚŚŝƐĚĞĨŝŶŝƚŝŽŶǁŝƚŚǇŽƵƌƐ
/ŶǁŚĂƚǁĂǇƐǁĂƐŝƚƐŝŵŝůĂƌ͍
/ŶǁŚĂƚǁĂǇƐǁĂƐŝƚĚŝĨĨĞƌĞŶƚ͍

tŚĂƚ'ŽĞƐƌŽƵŶĚŽŵĞƐĂĐŬƌŽƵŶĚ

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶŝƐŚĞĂǀŝůǇŝŶĨůƵĞŶĐĞĚďǇ
ƚŚĞůĞĂƌŶŝŶŐƚŚĞŽƌǇŽĨĐůĂƐƐŝĐĂůďĞŚĂǀŝŽƌŝƐƚ
ƐƚŝŵƵůƵƐͬƌĞƐƉŽŶƐĞͬĐŽŶĚŝƚŝŽŶŝŶŐŵŽĚĞůƐ
ĚĞǀĞůŽƉĞĚďǇ͘&^ŬŝŶŶĞƌ
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^ŽŵĞĂĐŬŐƌŽƵŶĚ
ĂƌĂŬZŽƐĞŶƐŚŝŶĞĨŽƵŶĚƚŚĂƚĞǆƉůŝĐŝƚ
ƚĞĂĐŚŝŶŐǁŽƌŬƐďĞƐƚŝŶƚĞĂĐŚŝŶŐĂďŽĚǇŽĨ
ĐŽŶƚĞŶƚ ŽƌǁĞůůĚĞĨŝŶĞĚƐŬŝůůƐ ƐƵĐŚĂƐŝŶ
ƌĞĂĚŝŶŐĂŶĚŵĂƚŚĞŵĂƚŝĐƐ͘

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ĂƌĂŬZŽƐĞŶƐŚŝŶĞĞǆƚƌĂƉŽůĂƚĞĚƐŝǆŬĞǇ
ƚĞĂĐŚŝŶŐĨƵŶĐƚŝŽŶƐŶĞĞĚĞĚĨŽƌŚŝŐŚůĞǀĞů
ĞǆƉůŝĐŝƚƚĞĂĐŚŝŶŐƚŽŽĐĐƵƌ

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ĂƌĂŬZŽƐĞŶƐŚŝŶĞĞǆƚƌĂƉŽůĂƚĞĚƐŝǆŬĞǇ
ƚĞĂĐŚŝŶŐĨƵŶĐƚŝŽŶƐŶĞĞĚĞĚĨŽƌŚŝŐŚůĞǀĞů
ĞǆƉůŝĐŝƚƚĞĂĐŚŝŶŐƚŽŽĐĐƵƌ
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^ŽŵĞĂĐŬŐƌŽƵŶĚ
ϭ͘
Ϯ͘
ϯ͘
ϰ͘
ϱ͘
ϲ͘

ZĞǀŝĞǁ
WƌĞƐĞŶƚĂƚŝŽŶ
'ƵŝĚĞĚWƌĂĐƚŝĐĞ
ŽƌƌĞĐƚŝŽŶƐĂŶĚ&ĞĞĚďĂĐŬ
/ŶĚĞƉĞŶĚĞŶƚWƌĂĐƚŝĐĞ
tĞĞŬůǇĂŶĚDŽŶƚŚůǇZĞǀŝĞǁƐ

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
Zs/t
hŶĚĞƌƐƚĂŶĚƚŚĞƉƌĞƌĞƋƵŝƐŝƚĞƐŬŝůůƐĂŶĚ
ŬŶŽǁůĞĚŐĞŽĨƚŚĞůĞƐƐŽŶ͙
<EKtt,dzKhZd,/E'͊

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
•
•
•
•
•
•
•

WZ^Edd/KE
^ƚĂƚĞŽƵƚĐŽŵĞƐĂŶĚĐƌŝƚĞƌŝĂĨŽƌůĞƐƐŽŶ
dĞĂĐŚŝŶ^ŵĂůů^ƚĞƉƐ;ĐŚƵŶŬƐͿ
DŽĚĞůWƌŽĐĞĚƵƌĞƐ
WƌŽǀŝĚĞŽŶĐƌĞƚĞWŽƐŝƚŝǀĞǆĂŵƉůĞƐĂŶĚ
EĞŐĂƚŝǀĞǆĂŵƉůĞƐ
hƐĞůĞĂƌ>ĂŶŐƵĂŐĞ
ŚĞĐŬĨŽƌhŶĚĞƌƐƚĂŶĚŝŶŐ
ǀŽŝĚŝŐƌĞƐƐŝŽŶƐ
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<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
'h/WZd/
• ,ŝŐŚ&ƌĞƋƵĞŶĐǇŽĨYƵĞƐƚŝŽŶƐ
• ůůƐƚƵĚĞŶƚƐƌĞƐƉŽŶĚĂŶĚƌĞĐĞŝǀĞĨĞĞĚďĂĐŬ
• ŽŶƚŝŶƵĞWƌĂĐƚŝĐĞƵŶƚŝů^ƚƵĚĞŶƚƐĂƌĞ&ůƵŝĚ

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
KZZd/KE^E&<
• 'ŝǀĞƉƌŽĐĞƐƐĨĞĞĚďĂĐŬǁŚĞŶĂŶƐǁĞƌƐĂƌĞ
ĐŽƌƌĞĐƚďƵƚŚĞƐŝƚĂŶƚ
• 'ŝǀĞƐƵƐƚĂŝŶŝŶŐĨĞĞĚďĂĐŬ͕ĐůƵĞƐŽƌƌĞͲƚĞĂĐŚŝŶŐ
ĨŽƌŝŶĐŽƌƌĞĐƚĂŶƐǁĞƌƐ
• WƌŽǀŝĚĞƌĞͲƚĞĂĐŚŝŶŐǁŚĞŶŶĞĐĞƐƐĂƌǇ

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
•
•
•
•

/EWEEdWZd/
^ƚƵĚĞŶƚƐƌĞĐĞŝǀĞŚĞůƉĚƵƌŝŶŐŝŶŝƚŝĂůƐƚĞƉƐ͕Žƌ
ŽǀĞƌǀŝĞǁ
WƌĂĐƚŝĐĞĐŽŶƚŝŶƵĞƐƵŶƚŝůƐƚƵĚĞŶƚƐĂƌĞ
ĂƵƚŽŵĂƚŝĐ;ǁŚĞƌĞƌĞůĞǀĂŶƚͿ
dĞĂĐŚĞƌƐƉƌŽǀŝĚĞĂĐƚŝǀĞƐƵƉĞƌǀŝƐŝŽŶ;ǁŚĞƌĞ
ƉŽƐƐŝďůĞͿ
ZŽƵƚŝŶĞƐĂƌĞƵƐĞĚƚŽŐŝǀĞŚĞůƉƚŽƐůŽǁĞƌ
ƐƚƵĚĞŶƚƐ
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Most
Important
Point
• Reflect on the six
functions and select
Most Important Point
(MIP).
• Join an eye contact
partner and share your
MIP

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
:ŽŚŶ,ŽůůŝŶŐƐǁŽƌƚŚĂŶĚ^ŝůǀŝĂzďĂƌƌĂ

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϭ͘ ĐƚŝǀĂƚĞWƌŝŽƌ<ŶŽǁůĞĚŐĞĂŶĚďĞĐůĞĂƌ
ŽŶ>ĞĂƌŶŝŶŐKďũĞĐƚŝǀĞ
Ϯ͘ ǆƉůĂŝŶ͕DŽĚĞůĂŶĚĞŵŽŶƐƚƌĂƚĞ
ĐŽŶĐĞƉƚƐ͕ƐŬŝůůƐĂŶĚŬĞǇƉŝĞĐĞƐ
ϯ͘ 'ƵŝĚĞWƌĂĐƚŝĐĞ
ϰ͘ /ŶĚĞƉĞŶĚĞŶƚWƌĂĐƚŝĐĞĂŶĚZĞǀŝĞǁ
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ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϭ͘ ŚĞĐŬĨŽƌhŶĚĞƌƐƚĂŶĚŝŶŐƚŚƌŽƵŐŚŽƵƚ
ƚŚĞƉƌŽĐĞƐƐ͗
9

hƐĞƚŚĞƐƚƌĂƚĞŐǇŽĨdWW>

Ϯ͘ ǆƉůĂŝŶŝŶŐŝƐƚĞůůŝŶŐƐƚƵĚĞŶƚƐ
ŝŶĨŽƌŵĂƚŝŽŶ;ĚĞĐůĂƌĂƚŝǀĞͿŽƌƚĞůůŝŶŐ
ƚŚĞŵŚŽǁƚŽĚŽƐŽŵĞƚŚŝŶŐ
;ƉƌŽĐĞĚƵƌĂůͿ

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϯ͘DŽĚĞůŝŶŐŝƐƵƚŝůŝƐŝŶŐƚŚĞdŚŝŶŬͲůŽƵĚƐ

^ƚƌĂƚĞŐǇ
ϰ͘ĞŵŽŶƐƚƌĂƚŝŽŶŝƐĂƉŚǇƐŝĐĂů
ĚĞŵŽŶƐƚƌĂƚŝŽŶ
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Let’s Practice!
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Chapter 6
Consider Explicit Instruction
ction
Learning is not attained by chance; it must be sought for with ardo
ardour and
attended to with diligence.
A
Abigail
Adams

A Workingg Definition
Defin
According to Boyles(2006), explicit instruction
nstruction is a p
process that involves telling, showing and
lastly guiding until independence is obtained. Th
The goal of explicit instruction is to release
responsibility of learning over to the learner
earner tthrough carefully planned, systematic learning
experiences. By the very nature
e of the use of the word ‘explicit’, the instruction offered is
direct and unambiguous (Archer
cher and Hughes, 2011) . Characterised by scaffolding, explicit
instruction ensures the
clearly understands the instructional target and is provided
e learner clea
with practice opportunities
feedback until mastery is achieved.
unities and fe

Rationale
“You don’t kno
know what you don’t know.” We have heard this a lot during our time as educators
and believe it ﬁts aptly here as a rationale for why we need instructional support through
the
learning journey. There are many schools of thought about the use of explicit teaching
he le
compared with more “open” approaches to learning but we don’t see them as separate. Even
comp
within a more ﬂexible learning arrangement, there becomes the need for explicit instruction.
We deﬁne this as simply a form of instruction to assist the learner working throughout the
learning process. The key word here is instruction. A teacher’s role within the learning journey

© 2013 Hawker Brownlow Education • 9781743308806 • HB8806
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is to instruct the learner on what to do next, what to do again and what to reﬁne. When a
learner is truly stuck or lacks the independent learning strategies to move on in their learning
then providing this instructional support becomes imperative. Our goal as effective
teachers is
ective teach
to be metacognitive with the learning and to communicate this with the learner.
ner.
There is a strong correlation between this exemplar and Chapter 7(Consider
Modelling and
onsider M
Examplars).

Strategies to Consider
Consid
As outlined earlier in this chapter there are manyy ways in which we might provide instructional
support to our students. The following explicit instruct
instruction framework might assist you in
identifying some elements that promote successfu
successful instruction in your own practice:
• Generate attention – Clarifyy the learn
learning purpose of the instruction by guiding
focused attention to the essential e
elements of the learning. Cater for learning
es when iinstructing by repeating instructions and providing
preferences and abilities
ritten and vverbal form
instructions in a written
• Memorise learning
Assist students in memorising what they are learning through
ning – As
chunking
g information, provide feedback to shape or guide their learning to
encourage
urage further development and to avoid the development of misconceptions,
and structure
tructure ssequential learning experiences and the teaching of memory
strategies
such as mnemonics
ategies suc
• Replic
Replicate the learning – Give students the opportunity to practise what they have
learned. Scaffold this process by (sometimes) gradually encouraging independent
learned
performance
perfo
Demonstrate learning – Give students the opportunity to demonstrate what they
• D
have learned to reinforce the learning and provide insight as to their level of mastery
or transfer
In summary, a teacher should generate attention to the learning, memorise the learning,
replicate the learning and demonstrate the learning and through the process articulate ways in
which this can be done for the learner.

64
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Putting the Learning in Context
Consider the following scenario where we outline the same learning experience in two
different ways; one that is inclusive of the consideration for explicit instruction and one that
isn’t.
Jane is utilising a 90-minute morning block to teach her Year 6 students how to construct
onstruct a
provocative introduction to the construction of a persuasive text. It became evident through
throug
the teams’ common assessment that all students were having difﬁculty with
h this aspect of
persuasive writing.

SCENARIO

ONE

Jane explains to the students they are going to focus on
n introduct
introductions to persuasive texts as
their ﬁrst attempt showed that they were not up to standard.
She introduces them to the three
ndard. Sh
criteria for effective introductions:
cluded (she deﬁnes “provocative”).
• There is a provocative statement included
• The author states their position on the top
topic.
• The author outlines personal
practical reasons why they hold this position.
nal and pra
She asks students to craft a new paragraph based upon these three elements in their draft
books. They are allowed to use
e the same topic as their ﬁrst attempt. Jane roves the room
answering questions, supporting
those who struggle to get started and providing feedback
orting tho
on where she thinks they might ne
need help. Early ﬁnishers are asked to read from a selection
of persuasive texts from
reading box. With 20 minutes to go she asks the students to
om the rea
share some of their
paragraphs with the whole class by explaining what changes they
ir new par
made and why. Jane is h
happy with the changes she has observed.

SCENARIO
NARIO

TWO

Jane explains to the students that their ﬁrst attempts in writing persuasive texts illustrated
that tthey needed to work on the opening paragraph or the introduction. She explains that,
while some students included some elements on the whole, they were lacking and needed
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more work. She shares that what she intends for the lesson is for the students to self-assess
where they think they were strong and weak and then make modiﬁcations to their
eir opening
paragraphs.
She introduces them to three things that she wants them to remember when cons
constructing an
opening paragraph:
• There is a provocative statement included (she deﬁness “provocat
“provocative” and gives an
example of a provocative statement).
• The author states their position on the topic (she
she provides a related example).
• The author outlines personal and practical reasons
ons why they hold this position (she
provides speciﬁc examples).
She then asks a student to volunteer their ﬁrst
paragraph. By using the interactive
st attempt p
white board, she shares her thinking with
students as she compares the elements to this
th her student
text. She explains why she thinks she should
hould make changes to the text and which parts. She
does this for only one of the criteria.
Then the students are asked to take th
their work back to their table and check the opening
paragraph against these three
criteria. Students are asked to record their reﬂections in their
hree criteri
thinking journals or on the
paragraph itself. After 20 minutes Jane asks the class to share
he parag
some of their observations.
ervations. She records them on the white board. On a new piece of paper
students are asked
have a go at re-framing their opening paragraph, taking into
sked to now h
account what they
heard reminds them to keep the three elements in mind. With 15
ey just he
minutes to go she asks students to leave out on the table both their original and new opening
paragraph.
asks students to walk around looking at different examples making notes on
ph. She a
what changes w
were made and why. She asks for their thoughts in the last ﬁve minutes of the
lesson
then shares what she hears is the learning that is taking place in the speciﬁc area
esson and th
off construc
constructing an opening to persuasive text.
Which scenario do you believe lent itself to deeper levels of learning and was more
Wh
rrepresentative and considerate of the learner? Why might this be so? How might this relate to
this consideration?

When it is Missing
When “explicit teaching” is missing from the teacher’s approach, the learning environment
may show some of the following symptoms:
• Learners are unclear of what thinking and processes are involved to undertake the
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task successfully.
• Learners may miss an opportunity to see what successful thinking looks and
sounds like when working through a task.
• Learners ﬁnd it difﬁcult to get started on a task or apply what has just been explained.
• Learners perceive and/or feel that the teacher doesn’t really explain things properly.
erly.
• Learners struggle to apply new approaches to challenging learning tasks leading to
a lack of growth in their learning and the results that follow.
• Teachers tend to spend time discussing “what” has to be done with
h little focus on
o
“why” learners are doing it and how it could be done.
• Limited connections are made between the content of a lesson and
personal
d the pe
experiences of either the teacher or the learner.
• Disproportionate amounts of time are spent between doing
ng the task
tas and “learning”centred dialogue.

When it is Evident
dent
A learning culture, where explicit teaching is mindfully
dfully cons
considered and applied, will show
evidence of:
e task and bec
• students who engage in the
become aware of what they need to replicate
or practise in order to gett better
• students who have tools and
“mental” models for working through more complex
nd “men
tasks
• a working understanding
of what it looks like and sounds like to be successful
anding o
within a speciﬁc task, assig
assignment or process
• dialogue that
explicitly on the “learning” and what is intended to be
at centres e
understood
d
• plentyy of oppor
opportunities for
° paying attention to the learning
developing strategies to remember key aspects to the learning
° dev
° opportunities for applying the learning though guided practice
° utilising thinking and concrete models to support the learning, for example,
posters, charts, recorded dialogue, work samples, sharing of internal thinking
processes and exemplars

Think and Reflect
1. In what ways might you increase the use of explicit instruction for your students?
2. When you think about the explicit instruction needed for your students, what might
© 2013 Hawker Brownlow Education • 9781743308806 • HB8806
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you perceive as their greatest learning needs?
3. If you were to ask your students about the explicit instructions they would most
beneﬁt from, what do you think they might say?

Suppor ting Ideas and Research
esearch
Parker, M. & Hurry, J. (2007) “Teachers’ Use of Questioning
ioning and Mo
Modelling
Comprehension Skills in Primary Classrooms”. Educational
Review, 59.3, pp. 299–314.
cational Rev

This research study found that modelling and questioning
oning practi
practices were more effective if
teachers explicitly taught students what they were doing while they were doing it. The key
was the explicit teaching that went on while demonstrating
monstratin a skill or strategy.
Archer A.L. & Hughes C.A. (2011) Explicit
icit Instruc
Instruction: Effective and Efﬁcient Teaching.
New York: The Guilford Press.

Detailed examples and explanationss of explic
explicit teaching practices, including lesson plans. A
very practical resource.
Hattie, J. A. (2009) Visible
ble Learn
Learning. London: Routledge.

Hattie summarises
es some interes
interesting work on direct instruction on pages 204–207 and makes
an important distinction
stinction betw
between the very effective direct instruction and didactic teaching. He
articulates well the
he eleme
elements of direct instruction.
Marzano,
o, R. (200
(2007) The Art and Science of Teaching: A Comprehensive Framework for
Effective
Instruction. Melbourne, Victoria: Hawker Brownlow Education.
tive Instru

In this comp
comprehensive study and explanation of research-based instructional strategies,
Marzano outlines many ways in which we can be explicit in our instruction, supporting some
of the key ideas in this chapter. Speciﬁcally Chapter 1 and Chapter 3 provide research and
tips to ensure that students understand what we want them to learn and how to develop
generative knowledge.
g
Danielson, C. (2007) Enhancing Professional Practice: A Framework for Teaching.
Alexandria, VA: ASCD.

In Domain 3: Instruction, Danielson outlines through Domain 3a, indicators for how effective
teachers communicate with their students. This supports the concept of explicit instruction as
we have deﬁned it.
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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 ......................
Name of School .......................................................................................................
Address ...................................................................................................................
...............................................................................................................................
.................................................................... State ....................P/Code..............
Country ..................................................................................................................
Email: .....................................................................................................................
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

