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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

1

JANELLE WILLS

CHAPTER 4

DAY ONE - TUESDAY 17 MAY 2016

SESSION 1

Transforming
Assessment

Once proficiency scales are in place, a powerful answer becomes
mes possible to the question, How do we know
if our students are learning? Indeed, proficiency scales
es can transform 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
hen designing
designin and using assessments based on proficiency
scales.
or all asses
1. Use proficiency scales as the basis for
assessments.
2. Design an assessment blueprint.
nt.
3. Write the assessment items.
tems.
4. After administering the assessm
assessment, score it and discuss the results.
Here we discuss each step
p in more detail.
de

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
ised into a progression
p
representing their level of difficulty. This makes them the perfect framework
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
We, however, believe it is quite appropriate as long as teams provide more specificity regarding expectations
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,
ken
so teachers will commonly include score 4.0 assessment items even though very little instruction has taken
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

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

citly and use relevant
re
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

ference.
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.
at are supp
Students will ﬁnd or recognise claims that
supported by textual evidence provided by
the teacher.
extual evide
Students will ﬁnd or recognise textual
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
Partial success
2.0 content but major errors or omissions regarding
.0 conten
score 3.0
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
comm assessment, the collaborative team creates an assessment blueprint (Marzano & Yanoski,
2016),
outlining which types of items and how many items there will be on the assessment. To do so
16), outli
eeffectively,
vel 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
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
ations that
go beyond what students
dents were
explicitly taught – 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
nces

Longer written response
respon of several paragraphs; covers more information
and often
to connect, analyse or apply information;
ten requires students
stu
usually
ally requires students to use multiple levels of knowledge

Essay

Oral Response

Spoken version of forced-choice items or short
shor written responses; longer spoken items such as questionand-answer sessions or structured
discussion
ured discus

Source: Adapted from Marzano, 2006.

Once the item types are determined,
termined, teachers
teac
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
scale will likely have a diff
fferent number
numb of assessment items associated with it, due to the differing types of
content. Score 2.0 assessment
essment items are usually shorter and each cover one or two specific facts or details, so
there may be moree items at this
th level than at score 3.0 or 4.0, where each item may cover several aspects of
the content and
answer. In general, in a comprehensive assessment, score 2.0 content has five
nd require a longer
lo
or more items,
s, score 3.0 content has two or more items, and score 4.0 content might only have one or two
complexx items (Marzano
& Yanoski, 2016; Marzano et al., 2013). For example, an assessment might consist
(Mar
of 100 multiple-choice
questions (score 2.0), three short constructed-response items (score 3.0) and one essay
multiple-ch
question (score
(sco 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
vidence, the
t
2. If you are writing an essay about a book and want to support your claim with textual evidence,
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
hen select the claim that it best
3. Consider the following quote from To Kill a Mockingbird and then
supports: “Mockingbirds don’t do one thing but make musicc 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
That’s why it’s a sin to kill a mockingbird” (Lee, 1960, p. 119).
ct.
A. Children are often smarter than adults expect.
B. Punishing innocent people is wrong.
C. Some animals are pests.
lieve in.
D. Always stand up for what you believe
bout To Kill a Mockingbird
M
4. Consider the following claim about
and select the quote that best supports it:
e or manly means
m
In Maycomb, being masculine
being physically able.
starte crying and couldn’t stop; quietly at ﬁrst, then his sobs
A. “For some reason Dill had started
eral people in
i the balcony” (Lee, 1960, p. 265).
were heard by several
lef wrist and my right wrist, I grabbed my left wrist and Jem’s right
B. “Jem grabbed hiss left
uched, and
an Dill sat on our saddle. We raised him and he caught the window
wrist, we crouched,
70
sill” (Lee, 1960, p. 70).
C. “Jem was scarlet. I pulled at his sleeve, and we were followed up the sidewalk by a philippic
on ourr family’s moral degeneration, the major premise of which was that half the Finches
ere in the asylum
a
were
anyway, but if our mother were living we would not have come to such a
(Le 1960, p. 136).
state” (Lee,
fa
D. “Our father
didn’t do anything … Atticus did not drive a dump-truck for the county, he was
t sheriff, he did not farm, work in a garage, or do anything that could possibly arouse
not the
th admiration of anyone” (Lee, 1960, p. 118).
the
Co
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).
© 2016 Hawker Brownlow Education • 9781760017484 • MRL7484
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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.
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 the overall
pattern, the teacher then determines how well the student performed overall in reference to thee scale. Thi
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 of 22.0 on the
assessment. Next, the student’s percentage score for the 3.0 content was 50 per cent. The teach
teacher concludes
that this is not enough to warrant an overall score of 3.0, but it is enough to warrant
ant a score of 2.5. The teacher
stops at this point. If a student has not provided enough evidence to warrant
rrant a score at 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
cificity,
ficity, teac
opposed to assigning points to each item. For more specifi
teachers can use high partial and low partial in
place of partially correct. After scoring individual items,
ms, the teach
teacher determines the pattern of responses and
assigns a score accordingly. For example, if a student’s
ent’s answers are correct on all items of the score 2.0 section
of the test, partially correct on two items of thee score 3.0 section of the test and correct on the third item of
the score 3.0 section, and incorrect on the two
wo items of
o the score 4.0 section of the test, that student would
receive a score 2.5 (DuFour & Marzano,, 2011). Table
Tab 4.3 displays this pattern of responses.
Table 4.3: The Response Codes Approach
Appro
to Scoring Assessments
Section
Score 2.0

Score 3.0

Score 4.0

Item Number

Correct,
Co
Partially
Correct or Incorrect?
Co

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 collaborative team
eam meeting.
meetin
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
ld discuss as a team?

•

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
thes translate into decisions regarding
instructional planning. As indicated by the last question in the list, it may be necessary to revise an assessment
for future use. When examining assessment results, it may
that a particular item is problematic;
ay become clear
c
for example, if numerous students respond incorrectly
score 2.0 item but answer most or all of
ly on the same
s
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 consis
consistent with the other score 2.0 items.

Using Multiple Types
pes of A
Assessments
Proficiency scales also provide
vide an opportunity
oppo
to transform our perceptions of what constitutes an
assessment. Technically, assessments
essm
men s are “planned or serendipitous activities that provide information about
students’ understanding and
nd skill in a specific
fi measurement topic” (Marzano, 2006, p. 35). Measurement,
t on
the other hand, is the
he act of
of translating
trans
the information about students gleaned from assessments onto some
scale (Marzano, 2006).
06). Th
Thee u
use of a profi
ficiency scale as a consistent basis for measurement allows teachers to
be flexible in the
he types oof assessments they use. Specifi
fically, there are three broad categories of assessments, all
of which aree eff
ffective
ff
ective m
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 ob
obtrusive
btrusi assessments, in which instruction stops and assessment occurs. These typically take the
form
rm of trad
traditional pencil-and-paper tests like figure 4.2 (pages 52–53), but could also involve oral exams
oor 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,
act
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

56

MRL7484 • 9781760017484 • © 2016 Hawker Brownlow Education

No further reproduction is permitted

© 2016 Hawker Brownlow Education. All rights reserved.SYDJW0101
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 17–18 May 2016

9

JANELLE WILLS

10

DAY ONE - TUESDAY 17 MAY 2016

SESSION 1

© 2016 Hawker Brownlow Education. All rights reserved. SYDJW0101
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 17–18 May 2016

Session 2
The How and What of Proficiency
Scales
Proficiency scales help teachers identify and communicate clear progressions of learning based on the specific
standards they are teaching. Participants will learn the Marzano method for creating proficiency scales. Please bring a
unit of work or lesson, as you will be engaged in a learning-by-doing session to build a scale for use in your classroom.
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SCALE EXAMPLE
SCORE 4.0 – More Complex
The participant will be able to:
D
D
D
D

Investigate the use of proficiency scales in their classroom by engaging in
an action research process
Use completed proficiency scales to align formative assessment,
instruction and feedback
Communicate proficiency scales to students so that students are able to
reflect upon and monitor their own learning
Adapt proficiency scales to meet the unique needs of their students

SCORE 3.0 – The Learning Goal or Expectation
The participant will be able to:
D
D
D

Explain the relationship between proficiency scales, student motivation
and self-efficacy
Develop proficiency scales for priority achievement standards
Provide feedback on proficiency scales developed by peers

SCORE 2.0 – Foundational knowledge, simpler procedures,
vocabulary
The participant will be able to:
D
D
D
D
D

Define the terms – proficiency scale, learning goal, activity, complex
content, simple content, mastery goals, performance goals
Recall the important characteristics of proficiency scales
List the steps for developing proficiency scales and describe each level on
the scale
Write learning goals based on relevant curriculum documents
Identify the differences between learning goals and activities

SCORE 1.0 – With help the student can complete Score 2
SCORE 0 – With help the student is unable to complete Score 2
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Personal Goals:
1. Based on the ‘Scale Example’ provided write a personal goal for
today.

2. Develop a longer term goal that you will work on beyond today’s
session.

Other considerations for reflection 
D

What assumptions about student learning underlie my choice
of activities?

D

Can I explain the learning goals I have for students?

D

Do I explain to students the kinds of thinking and intellectual
skills that my activities require?

D

Am I confident that I am maximising the development of longterm skills and knowledge in each and every student?

Reeve (2011)
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Learning Goals
What the research says about learning goals 
D

D

Learning goals provide a set of shared expectations among students,
teachers, school leaders and parents. The more specific the goals are,
the better they are. That is, goals that are specific in nature are more
strongly related to student achievement than goals that are not.
Tubbs (1986)
In their 1990 meta-analysis of organisational studies, Locke and
Latham found effect sizes that ranged from .42–.80 for specific instead
of general goals (translating to a 16–29 percentile point gain). They
argued that specific goals provide more concrete guidance for
achievement that more general goals lack. A lack of concrete guidance
creates ambiguity that students have trouble translating into specific
expected behaviours. Specific goals provide a clear direction for
behaviour and a clear indication of desired performance, and as such
they serve as motivators.
Marzano, 2009

D

Learning targets convey to students the destination for the lesson—
what to learn, how deeply to learn it, and exactly how to demonstrate
their new learning. In our estimation (Moss & Brookhart, 2009) and that
of others (Seidle, Rimmele, & Prenzel, 2005; Stiggins, Arter, Chappuis,
& Chappuis, 2009), the intention for the lesson is one of the most
important things students should learn. Without a precise description
of where they are headed, too many students are ‘flying blind’.
Moss, Brookhart, Long (2011)

D

The starting place for all effective instruction is designing and
communicating clear learning goals.
Marzano (2007)

D

If teachers aren’t sure of instructional goals, their instructional activities
will not be focused, and unfocused instructional activities do not
engender student learning.
Marzano (2007)

D

It is important to share learning goals and intentions with the
students, so that they know what is expected, and to separate clearly in
their minds what they have to learn (learning intentions, content and
success criteria) from what they have to do to learn (the activities,
processes and tasks themselves), and the next steps to take.
(Yui Chun, 2012)
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DEVELOPING PROFICIENCY SCALES – SIMPLE SCALE
A proficiency scale organises identified objectives as a sequence of information and skills—from a
simpler learning goal, to the target learning goal, to a more complex learning goal. Stated differently,
“proficiency scales articulate learning progressions for each prioritised standard. Learning progressions
describe how students’ understanding of a topic develops over time” (Heflebower et al., 2014, p. 26).

STEPS:
1. Identify priority standards.
2. Translate the identified standard into a clear and specific learning goal or goals. A single priority
standard may contain multiple learning goals.
3. The learning goal/s from the standard become the target learning goal/s of score 3.0 of the
Proficiency Scale.
4. Create simpler learning goal/s by identifying knowledge or skills that are foundational (pre-requisite
knowledge) to the target learning goal. This becomes the score 2.0 content. Simpler learning goals
typically include vocabulary and basic processes.
5. Create a more complex learning goal by identifying information or skills that go above and beyond
the target learning goal. To aid in creating score 4.0 learning goals, teachers can use a taxonomy
that describes cognitive complexity, such as Robert J. Marzano and John Kendall’s (2007) New
Taxonomy, Norman Webb’s (2006) Depth of Knowledge, or Lorin W. Anderson and David R.
Krathwohl’s (2001) revision of Bloom’s Taxonomy. When using a taxonomy, identify the level of rigor
specified by the score 3.0 target learning goal, and then devise a score 4.0 learning goal based on
a higher level of the taxonomy.
Only the score 2.0, score 3.0, and score 4.0 contain specific content statements; the rest of the scale
describes levels of proficiency by referencing score 2.0, 3.0, and 4.0 content. In the simple form of the
proficiency scale, Score 1.0 indicates that, with help, the student shows partial knowledge of both the
simpler learning goal (score 2.0 content) and the target learning goal (score 3.0 content). In a proficiency
scale, help refers to probing questions and prompting by the teacher to discern any proficiency on the
student’s part at score 2.0 or 3.0.

GENERIC PROFICIENCY SCALE
Score 4.0

More complex learning goal
Score 3.5

Score 3.0

Target learning goal
Score 2.5

Score 2.0

18

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

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

Score 0.0

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

Simpler learning goal
Score 1.5

Score 1.0

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

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

Even with help, no success
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Table 3.3: Marzano and Kendall’s New Taxonomy
Level of Difficulty
Level 4: Knowledge
Utilisation – Applying
information or processes
in order to complete a
larger task

Mental Processes
Decision-making: Choosing between
multiple options

Terms and Phrases
Decide
Select the best among the following alternatives
Which among the following would be best
What is the best way
Which of these is most suitable

Problem-solving: Overcoming obstacles or
limiting conditions to reach a goal

Solve
How would you overcome
Adapt
Develop a strategy to
Figure out a way to
How will you reach your goal under these
conditions

Experimenting: Generating explanations
for a phenomenon and testing the accuracy
of those explanations

Experiment
Generate and test
Test the idea that
What would happen if
How would you test that
How would you determine if
How can this be explained
Based on the experiment, what can be predicted

Investigating: Identifying questions and
discovering answers

Investigate
Research
Find out about
Take a position on
What are the differing features of
How did this happen
Why did this happen
What would have happened if
continued

¬
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Level 3: Analysis –
Extending or elaborating
on knowledge in a
reasoned manner

DAY ONE - TUESDAY 17 MAY 2016

Mental Processes
Matching: Identifying similarities and
differences

SESSION 2

Terms and Phrases
Categorise
Compare and contrast
Differentiate
Discriminate
Distinguish
Sort
Create an analogy
Create a metaphor

Classifying: Grouping information into
categories

Classify
Organise
Sort
Identify a broader category
Identify categories
Identify different types

Analysing Errors: Evaluating the logic
and accuracy of knowledge, conclusions or
arguments

Identify errors
Identify problems
Identify issues
Identify misunderstandings
Assess
Critique
Diagnose
Evaluate
Edit
Revise

Generalising: Inferring broader conclusions
from sets of known information

Generalise
What conclusions can be drawn
What inferences can be made
Create a generalisation
Create a principle
Create a rule
Trace the development of
Form conclusions

Specifying: Applying general rules to
specific information or new situations

Make and defend
Predict
Judge
Deduce
What would have to happen
Develop an argument for
Under what conditions

" ./& )!-*(*''*-/$1  (.#/-).!*-(#**'.# ) 3/./ +.$).6
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Level of Difficulty
Level 2:
Comprehension –
Understanding and
interpreting knowledge
such that it can be stored
in long-term memory

Mental Processes
Integrating: Distilling detailed information
into a general form and mixing it with prior
knowledge

SESSION 2

Terms and Phrases
Describe how or why
Describe the key parts of
Describe the effects
Describe the relationship between
Explain ways in which
Paraphrase
Summarise

Symbolising: Creating nonlinguistic
representations of knowledge

Symbolise
Depict
Represent
Illustrate
Draw
Show
Use models
Diagram
Chart

Level 1: Retrieval
– Bringing stored
information from longterm memory to working
memory

Recognising: Matching given information to
stored knowledge

Recognise (from a list)
Select (from a list)
Identify (from a list)
Determine (if the following statements are true)

Recalling: Producing information from longterm memory in response to a given prompt

Exemplify
Name
List
Label
State
Describe
Identify who
Describe what
Identify where
Identify when

Executing: Recalling and carrying out
procedural knowledge

Use
Demonstrate
Show
Make
Complete
Draft

Source: Adapted from Marzano, 2009.

" ./& )!-*(*''*-/$1  (.#/-).!*-(#**'.# ) 3/./ +.$).6

© 2016 Hawker Brownlow Education. All rights reserved.SYDJW0101
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 17–18 May 2016

21

JANELLE WILLS

DAY ONE - TUESDAY 17 MAY 2016

SESSION 2

#  !"






$$$$$$$$$$$




! %&$$$$$$$$$$$







#

 













































       
         !


        
      
    
    !

!
          !
    
  
  !      
      
    !

 #
       
    !


    
     
   
     !

 #
   

      $!#
  !


   
  "   
   "  !

22

© 2016 Hawker Brownlow Education. All rights reserved. SYDJW0101
Proceedings of the Hawker Brownlow 13th Annual Thinking and Learning Conference, 17–18 May 2016

JANELLE WILLS

DAY ONE - TUESDAY 17 MAY 2016

SESSION 2

Research Findings: Self-efficacy
The terms self-efficacy, self-esteem and self-concept are often used interchangeably with an
idea that they express the same phenomenon, however, there are conceptual distinctions.
Self-concept is a view of oneself that is formed through direct experience and evaluations
adopted from significant others (Bandura, 1997; Schunk & Pajares, 2004). It involves beliefs about
personal competence and feelings of self-worth.
In contrast self-efficacy is concerned with judgements of personal capacity. Self-efficacy also
differs in that it involves perceptions about capabilities relating to a specific task (Gaskill &
Woolfolk, 2002). Self-concept tends to be a more generalised view of one’s competence.
High self-esteem will not necessarily lead to success. In order to succeed a person needs to be
able to persevere when faced with a challenge. Difficult tasks need to be seen as challenges to
overcome and master, not as threats to be avoided. Failure should be viewed as insufficient effort
or a lack of knowledge or skills which can be attained. These are factors that are developed
through firmly established self-efficacy.
The development of self-efficacy is considered an important element in school success as it is so
closely linked to motivation and achievement (Bandura, 1997, 2012; Jinks & Morgan, 1999;
Sternberg & Grigorenko, 2004). Self-regulatory behaviours and concepts of self can be
developed and taught (Hattie, 2012; Housand & Reis, 2008; Zimmerman, 2002).
Perceived self-efficacy is defined by (Bandura, 1994) as an individual’s understanding or belief
about their personal capabilities to produce designated levels of performance. In essence it
concerns the answer to the question “Can I do this task?” It involves the students’ beliefs that they
can do something such as tie their shoelaces, read a particular book, complete a math problem or
write a story.
Self-efficacy is not concerned with the skills one has, but rather with judgements of what one can
do with the skills one has. Although a student may indeed have the necessary skills to complete a
task, they may not believe that these skills are enough to bring about successful task completion.
For this reason they may avoid the task or become overly anxious and stressed.
A person’s self-efficacy is seen as a fundamental component of motivation. It has been shown
to influence life choices, influence levels of resilience and how much stress and depression will be
experienced in difficult situations (Bandura, 1997, 2012).
Students with high self-efficacy for a task: see hard tasks as challenges rather than trying to
avoid them; see failures as chances to learn.
Students with low self-efficacy for a task: are more likely to avoid the task; have low commitment
to goals; see failures as chances to dwell on personal deficiencies or obstacles encountered; are
slow to recover a sense of confidence (Hattie, 2012).
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A Growth Mindset
People with a growth mindset do not fear failure; instead,
they view it as a chance to improve themselves. When
students have a growth mindset they will be prepared to
expend effort because they view it as an opportunity to
learn.
When students are praised for the process they have
engaged in, the effort and persistence they have applied,
the strategies they have used and the choices they have
made they are more likely to develop a growth mindset
(Dweck, 2008).
Dweck (2006) distinguishes between a growth mindset
and a fixed mindset.
Students with fixed mindsets worry about making
mistakes because they see mistakes as a sign of low
ability. They also see effort as a sign of low ability since
they believe that if they have high ability they shouldn’t
need to expend effort to complete the task.
Students with a growth mindset see effort as an
opportunity to learn. Students with a growth mindset are
typically more accurately self-aware (Dweck, 2006).

24
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The Instructional Core

Student

Teacher

Content

City, Elmore, Fiarman & Teitel (2009)

Quick Write
1.
2.

Speculate as to how proficiency scales support improvement in the
Instructional Core.
How do they strengthen the relationships between and among the three
components of the core?

“Teachers offer many gifts to students. In our view, there is none more special
than the gift that awakens students to their own potential and capacity to
control their learning and destiny in life.”
(Walsh & Sattes, 2012)
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Identify the theory or idea the author is advancing. Then identify an

Contrast

opposite theory. What are the similarities and differences between

SESSION 2

these ideas?
Double Entry

Create a two-column table. Use the left column to write down 5–8

Notebook

important quotations/points. Use the right column to record
reactions/explanations to the quotations/points.

Duelling Charts

1. Select a topic students have been studying (i.e. democracy)
2. Write the topic across two charts
3. Divide the students into two teams
4. Each team lines up behind a chart
5. On signal, a student from each team goes to the chart and
writes a phrase pertaining to the topic. The phrase must start
with the 1

st

letter of the word (i.e. ‘d’ for democracy -

distribution of political power in the hands of the public. Then,
the next letter ‘e’ – eligible citizens participate equally and ‘m’
and so on).
6. After the first student finishes, the next student comes to the
chart etc.
7. When both teams are done the charts are compared and
shared.
Evidence Bag

Students are given small evidence bag graphics. Their ticket out the
door is to list at least two important ideas they have learned from the
lesson and specific EVIDENCE regarding this learning.

Exit Card

Exit cards are written responses to questions posed at the end of a
class or learning activity or at the end of a day.

Find Someone

Students circulate to find others who can contribute to answers on their

Who (Kagan)

worksheet. They give answers and receive answers for purposes of
review and showing gaps in their learning.

Gallery Walk

Students rotate around the room stopping at posted posed questions,
or pieces of learning, quotes, concepts, etc. As they stop at each
centre, students have discussions with each other, write responses on
poster charts or sticky notes or they pose questions that they have as a
result of viewing the gallery walk material.

Generic
Questions to
Guide SelfAssessment



What did you do well? What are the reasons for this?



What could you do better? How could you do this?



What did you enjoy about your learning? Why?



What would you like me to know about your learning?



What would you like me to notice about your work? Why?



What sort of thinking did you use to help you with this?
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Students quickly draw pictures picture to show what they know. They
then explain their drawing to their partner.

Give One, Get

Students write their name on a piece of paper and list 3-5 ideas about

One

the assigned topic. Students then interact with their classmates one at
a time. Students can ask questions about new or confusing ideas.

Graphic

Have students complete graphic organisers to show that they

Organisers

understand the material taught in class.

Hand Signals

Ask students to display a designated hand signal to indicate their
understanding of a specific concept, principle, or process: I understand
____ and can explain it (i.e., thumbs up). I do not yet understand (i.e.,
thumbs down). I’m not completely sure about ____ (i.e., hand wave).

I Have, Who Has

Review questions and responses are handed out to students. The #1

(Kagan)

card begins the review by reading their question (i.e., Who has the
definition of literal language?). Then the student who has the answer to
this question responds, (i.e. I have what are words that mean exactly
what you say.) and then reads the questions also contained on their
card (i.e., Who has the definition for figurative language?) and the
review continues until all cards are used.

Idea Spinner

The teacher creates a spinner marked with four quadrants and labelled
“Predict, Explain, Summarise and Evaluate.” After new material is
presented, the teacher spins the spinner and asks students to answer
a question based on the location of the spinner.

Index Card

Distribute index cards and ask students to write on both sides with

Summaries and

these instructions: (Side 1) Based on our study of (unit/topic) list a big

Questions

idea that you understand and word it as a summary statement. (Side 2)
identify something about (unit/topic) that you do not fully understand
and word it as a statement or question.

Inside/Outside

Students in concentric circles rotate to face a partner to answer the

Circle

teacher’s questions or those of a partner (via cue cards).

Instruct, Insight,

Teacher provides instruction to the students for 5-7 minutes, then says:

Internalise

Take a minute to think and record the key ideas or points you’ve heard
so far or any questions you have. Teacher then continues instruction to
the next stopping point and repeats the previous directions. When
instruction is complete, students pair up and share their insights, key
ideas, questions and summaries of what they heard.

Jigsaw

Students read different passages from the same text or selection. After
reading the passage, they take on the role of an expert for their
specified piece of text. The “experts” then share the information from
their reading with a specific rotating group or the entire class.

28
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Use a K-W-L chart as a preview activity. Prior to instruction, students
complete the ‘K’ and ‘W’ columns. When instruction is complete,
students complete the ‘L’ column. Collect the organisers and check for
understanding.

Misconception

Present students with common or predictable misconceptions about a

Check

designated concept, principle or process. Ask students whether they
agree or disagree and explain why.
Science resource - http://assessment.aaas.org/topics

Numbered

Each student is assigned a number. Members of a group work together

Heads Together

to agree on an answer. The teacher randomly selects one number. The
student with that number answers for the group.

One Important

Each student decides on a word that they believe is the most important

Word

word relating to a particular topic/issue being studied. Students
compare words with the rest of the group and discuss the reasons for
choosing that particular word.

One Minute

Students are asked to write a summary sentence that captures an

Essay

important idea related to the content covered.

Oral Questioning



How is ______similar to/different from _______?



What are the characteristics/parts of ________?



In what other ways might we show/illustrate ________?



What is the big idea, key concept, or moral in _______?



How does _____ relate to _______?



Give an example _____.



What ideas/details can you add to _____?



What is wrong with ______?



What might you infer from _____?



What conclusions might be drawn from _____?



What evidence supports _____?



What criteria would you use to judge/evaluate ______?



How might we confirm/prove _____?



What approach/strategy can you use to ______?

Outcome

Use sentence starters to elicit student responses at the end of the

Sentences

lesson:





These

Because of this lesson, I learned 
I was surprised that 
I relearned 
I am feeling positive about 
I need clarification on 
sentence starters can also be used for exit cards or 3-2-1 exit

passes.
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Students work in pairs, each answering a question (or working out a
problem) and receiving feedback and coaching from their partner.
Students can be labelled A and B so they may rotate in sharing their
responses.

Peer Review

One student observes another student’s performance, compares and
contrasts performance against teacher’s criteria/guidelines and then
communicates results through verbal, non-verbal, or written feedback.

POWW

Each student folds a piece of paper into four even sections. In the first

(Predictions,

column they predict what they think they might discover/find/learn

observations,

before the experience. In the second column, they record what they

wows and woes)

noticed about how they felt, what they thought and learnt, and what

 

they now know they can do during or after the experience. In the third

  

and fourth columns they list the positive things about their thinking and



 

learning, and what they would like to improve. The woes can be used
for goal setting.
Predictions

Observations

Wows

Woes

I will learn

I became

I am good at

I need help to

about

concerned that

thinking about

organise my

endangered

some habitats

actions and

information.

animals.

are

consequences.

(Self-

(Task)

disappearing.

(Self-

regulation)

I will learn

(Task)

regulation)

how to take

I can use key

I am good at

notes.

words to help

asking

(Process)

me take notes.

questions.

(Process)
Quick Writes

Have students quickly write a response to activate background
knowledge, clarify issues, facilitate making connections, and allow for
reflection time. Students write for a short, specific amount of time,
perhaps several minutes, about a designated topic or question.

Red Light

Students are given three laminated squares of paper (red, yellow and

Strategy

green). As review takes place, students show red if they don’t know the
answer, yellow if they are unsure and green if they are certain of the
answers.

Reflection

Students engage in the thoughtful examination of the learning process
in order to plan, monitor, assess and improve their own performance
and their own thinking/learning.

Roundtable

Students in teams take turns asking questions and recording their
responses.
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Self-Assessment

Self-assessment is the ultimate in learning how to learn (Sharratt and

Prompts

Fullan, 2012). Encourages students to be reflective about the learning

SESSION 2

process.
Examples:
I used to think _____ but now I think _____
I can improve my writing by ____
Strategies I use when I am reading are _____
One thing I have found interesting about _____ is ______
Socratic

Students engage in a focused discussion in which they ask questions

Seminar

of each other on a selected topic; questions initiate the conversation,
which continues with a series of responses and further questions.
Students build the skill of formulating questions and addressing issues.

So What?

Identify the main idea of the lesson. Why is it important?

Journal
Spectrum

Use a spectrum when asking for student opinion on a topic or question.
Place a line on the chalkboard or masking tape on the floor. Label one
end strongly agree and the other end strongly disagree. Student line up
according to their opinion and then support their opinion (other labels:
most/least important, greatest/least effective).

Sticky Note

Students complete a ‘sticky note’ response before they can exit the

Review

room. All sticky notes are displayed together in an areas where the
teacher can assess student learning.

Student

The teacher has one-on-one conversations with students to check their

Conference

level of understanding.

Tweet

In 140 characters or less, summarise the most important aspects of

Summaries

today’s lesson.

The Envelope

When students enter the room they are handed a sealed envelope

Please

containing pertinent review questions for the end of the period. Before
they can exit at the end of the period, they open the envelope and
respond to the question contained within.

Think-Pair-Share

Students think individually about their response to a question, discuss
answers in pairs, and then share their own or partner’s answer with the
rest of the class.

Tongue

Tongue depressors are marked ‘T’ on one side and ‘F’ on the other.

Depressor

Students use these to indicate responses to teacher-provided

Response

statements.

Toss It

Students play ‘basketball’ while addressing review questions. Divide
the class into two teams. The teacher acts as moderator. Questions
can be given different point values.
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Turn to Your

Teacher gives directions to students. Students formulate individual

Partner

response and then turn to a partner to share their answers. The
teacher calls on several random pairs to share their answers with the
class.

Twelve Word

In twelve words or less, summarise the most important aspects of

Summary

today’s lesson.

Wipe Off Boards
(Think, Hide,
Show)
ZAP!

Students respond to check for knowledge questions, hide their
responses and then show them when asked.
On each table is a container to hold what the group needs to review or
reinforce. Craft sticks, note cards or strips of paper are used for the
questions or terms to be defined – also a card with ZAP is included.
Each player takes a turn by drawing one item and responding to it. If
they can respond they keep the card and gain a point. If they cannot
answer the question, it goes back in to the bag. If a student draws a
ZAP card, they lose all points and return their cards to the bag.

32
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ACTION RESEARCH PLANNING
The following four stages are features of the ideal model. That does not
mean that this is how all action research projects will work. The flexibility of
action research based on constant evaluation and reflection means that the
cycles may be truncated as new ways to proceed become clear.
Planning
D Develop the research questions to be used.
For example:
o What are the best ways to communicate learning goals to
younger students?
o What is the impact of proficiency scales on student engagement?
D Develop the research method to be used –
o Who will be involved?
o When?
Acting
D Trial the change following your plan.
D Collect and compile evidence
o What evidence will you collect (e.g. Student interviews, anecdotal
evidence and observations).
D Refine the process and make changes as required.
Observing
D Analyse the evidence and collate the findings.
o Who is the audience?
o How will the information be shared?
D Discuss the findings with co-researchers and /or colleagues for the
interpretation.
o What is the timeframe?
D Write the report
D Share your findings with stakeholders and peers
Reflecting
D Evaluate the first cycle of the process
D Implement the findings or new strategy
D Revisit the process
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Strand: Number and Algebra
Topic: Counting (connect number names with sets of up to 20 elements, estimate the size of these sets)
Grade: Prep/Foundation
Score 4.0

In addition to Score 3.0, in-depth inferences and
applications that go beyond what was taught.

Sample Activities
Refer to First Steps-Number – Book
1-Page 24

I can
Subitise small groups/collections
Count to and from 1 to beyond 50/100
Write any given number/all numbers

environmental stimuli eg. handful of
beans exposed briefly
http://www.scootle.edu.au/ec/
viewing/S3939/AENI016.pdf
Subitising Cards – TeacherShare
(school server)

Score 3.0

I can count forwards/backwards to 20
Estimate a total
Orally count to and from 20 with 1:1 correspondence in
the correct order
Count from any starting point
Recognise/Identify a numeral from a set of cards (teacher
provides spoken name)
Name a numeral (written form-teacher points to card)
Name the number word before/after a given number

Refer to First Steps-Number – Book
1Beginning Page 26-27, Middle –
Page 28-29
http://www.scootle.edu.au/ec/
viewing/S3791/MMS_Maths_NEALS.
pdf
Envision Maths – Activity Zone F –
Box B – Numbers to 20
Mathletics Online Lesson Resources
:
Order numbers to 20
Before, After and between to 20

Score 2.0

I can
Estimate a total
Orally, count to and from 10 with 1:1 correspondence in
the correct order
Recognise/Identify a numeral from a set of cards (teacher
provides spoken name)

http://www.scootle.edu.au/ec/
viewing/S6181/index.html
http://www.scootle.edu.au/ec/
viewing/S6181/resource-a.html
http://www.scootle.edu.au/ec/
viewing/S6181/resource-b.html

Name a numeral (written form -teacher points to card)
Name the number word before/after a given number
Count from any starting point
I can Recognise or recall speciﬁc terminology, such as:
number names (0-10),teens, zero, estimate, count, match,
name, forward, back, before, after…

34

Score 1.0

With help I can do the things in Score2.0 and 3.0

Score 0.0

Even with help, no understanding or skill demonstrated.
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Strand: Mathematics
Topic: Number and Algebra: Money and ﬁnancial mathematics (ACMNA034)
Year 2
Score 4.0

In addition to Score 3.0, in-depth inferences and applications
that go beyond what was taught.

Sample Activities

The student:
I solves real world problems that involve coins of different
values (e.g. You have five $2 coins and four 20c coins. How
much money do you have? Could you buy something that
costs $11?)
I explains the reasoning and the reasonableness of their
answers.
3.5

Score 3.0

In addition to score 3.0 performance, in-depth
inferences and applications with partial success.

The student:

I

I associates collections of Australian coins with their value
(e.g. compare a collection of ten 5c coins with a collection
of six 10c coins and identify which is of greater value;
replace a $2 coin with the equivalent number of 10c coins)
The student exhibits no major errors or omissions.
2.5

Score 2.0

No major errors or omissions regarding 2.0 content
and partial knowledge of the 3.0 content.

There are no major errors or omissions regarding the simpler
details and processes as the student:

I

I recognises Australian coins according to their value
I counts and orders small collections of Australian coins
according to their value
However, the student exhibits major errors or omissions
regarding the more complex ideas and processes.
1.5

Score 1.0

With help I can do the things in Score2.0 and 3.0
0.5

Score 0.0

Partial knowledge of the 2.0 content, but major
errors or omissions regarding the 3.0 content.

With help, a partial understanding of the 2.0 content,
but not the 3.0 content.

Even with help, no understanding or skill demonstrated.
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Strand: Mathematics
Topic: Number and Algebra: Fractions and decimals (ACMNA033)
Year 2
Score 4.0

In addition to Score 3.0, in-depth inferences and applications
that go beyond what was taught.

Sample Activities

The student can apply their understanding of halves, quarters
and eighths in real-life situations. They can explain what they
have done and the fractions used.
3.5

Score 3.0

In addition to score 3.0 performance, in-depth
inferences and applications with partial success.
I

The student:
I Can divide collections and shapes into halves, quarters and
eighths.
The student exhibits no major errors or omissions.
2.5

Score 2.0

No major errors or omissions regarding 2.0 content
and partial knowledge of the 3.0 content.

There are no major errors or omissions regarding the simpler
details and processes as the student:

I

I recognises or recalls specific terminology, such as:
{

half; quarter; eighths; fraction; divide

I performs basic processes, such as:
{

sharing collections into two or four equal parts

{

dividing shapes into two or four equal parts

{

talking about what they have done using the terms,
‘half’’ and ‘quarter’.

However, the student exhibits major errors or omissions
regarding the more complex ideas and processes.
1.5

Score 1.0

With help, a partial understanding of some of the simpler
details and processes and some of the more complex ideas
and processes.
0.5

Score 0.0

36

Partial knowledge of the 2.0 content, but major
errors or omissions regarding the 3.0 content.

With help, a partial understanding of the 2.0 content,
but not the 3.0 content.

Even with help, no understanding or skill demonstrated.
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Students investigate key people who arrived on the First Fleet, the reasons for
the journey and experiences before and after their arrival. They analyse and
explain their findings in a text such as a personal letter, diary, annotated photo
album or newspaper article.
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Proficiency Scale - Year 11 English Communication
Unit 3: Literature meets the real world: comics, cartoons and the graphic
novel
Learning Goal: I can express my opinion about issues that are represented in a
news text
Score
4.0

Score
3.0

My writing demonstrates in-depth inferences and
applications that go beyond what was taught. I can:
 experiment with and create representations of
personal opinion beyond what was taught
I can:





identify the relevant issue in a news text and
explain the opinion of the author
articulate my opinion about the issue
represent my opinion in words and images

Score
1.0

I can:
 recognise and use specific vocabulary, such as:
opinion, representation, issue, main idea, controversial,
media, point of view
 tell the difference between giving an opinion
and representing someone else’s opinion in a
text
 form a personal opinion
With help I can:
 understand some of the ideas expressed of the
news text

Score
0.0

Even with help, I cannot understand or demonstrate
the skill.

Score
2.0

  (!$

  '!$

  &!$

  %!$
  $!$
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Year: 11 Senior Engineering Studies Task 4b – GMAW - Welding exercise
Score
4.0

3.0

2.0

1.0
0.0

Learning Goal: Understand and demonstrate how to create Fillets on RHS using GMAW techniques
In addition to Score 3.0, I can:
 Make adjustments to the welder settings (and during the welding process)
via listening to the welding operation.
 Create fillet welds that do not require blending.
 Explain to / assist others with improving their fillet welds using the GMAW
process.
In addition to score 2.0, I can:
 Start the weld at the correct point
 Create a fillet weld of consistent width, height & profile with minimal/no
spatter.
 Stop the weld at the correct point.
 Identify and remedy faults – uneven profile (redo and/or blend), cold
lapping (redo and/or blend), porosity (redo)
Remember:
I can:
 Prepare welding area – clear bench/area, check cables & gas supply on the
A – Angles
welder.
 Check the condition of welding torch including nozzle, contact tip and gas
S – Stick out
diffuser.
 Adjust the voltage (heat) & amperage (wire speed) settings on the welder.
S - Speed
 Wear additional PPE and check settings on auto darkening welding helmet.
 Prepare steel for welding – clean, dry, deburred & correctly positioned.
 Tack weld the pieces into position and lay down fillets welds (x4)
 Clean the welds with the wire brush.
 Shut down the welder, close gas cylinder and clean the welding area.
With help, I can understand of some of the simpler details and processes and
some of the more complex ideas and processes.
Even with help, I cannot understand or demonstrate skill.

Year 10: Unit 2 – Pythagoras and Trigonometry Proficiency Scale
Learning Goal: You will understand trigonometric ratios and the Theorem of Pythagoras and be able to use them to solve right angled triangles.
Score
4.0

I can:

Score
3.0

I can:









Solve complex problems involving right angled triangles that require the use of both
Pythagoras and trigonometric ratios.

Given one side and an angle, find the lengths of the other two sides in the right angled
triangle
Given two sides, find the size of a specified angle in the right angled triangle
Solve simple practical problems requiring the use of trigonometric ratios, when given a
diagram and when you are required to draw a diagram from the information given.
Use Pythagoras’ theorem and trigonometric ratios to solve triangles.
Solve problems involving angles of elevation and depression.

Sample Activities


Find the area of this shape.





Find , correct to one decimal

Find the value of b correct to

place.

two decimal places.

 The angle of depression from the top of a cliff to a jetski is 9°. How
high is the cliff, if the jetski is 500m from the base of the cliff?

Score
2.0

I can:






Recognize or recalls specific terminology such as, sine, cosine, tangent, opposite side,
adjacent side, hypotenuse, Pythagoras, trigonometric ratio, solve a triangle, solution,
calculate, complementary angle, horizontal, vertical, substitution.
Performs basic processes such as rounding decimals to a specified number of decimal places
Use a calculator to perform simple calculations involving trig ratios in simple contexts.
Use Pythagoras’ Theorem to calculate the third side of a right angled triangle, given the other
two sides.

Score
1.0

With help, I can understand of some of the simpler details and processes and some of the
more complex ideas and processes.

Score
0.0

Even with help, I cannot understand or demonstrate the skills being taught.



Use your calculator to evaluate 3.6 cos23° correct to one
decimal place.



Solve for x.



Find
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, if sin

tan 40  =

12.5
.
x

= 0.9217
Calculate a correct to one
decimal place.
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Session 3
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. Discover how to
use learning data to verify which teaching practices have the most impact on student learning and then incorporate
these proven practices into your teaching repertoires.
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Transforming
Instruction

The third and fourth questions from table 1.1 on page 4 – How will we
w respond if our students are not
ing for stud
learning? and How will we enrich and extend the learning
students who are already proficient? – are both
ns begin with sound planning, which can be enhanced
instructional issues. Effective answers to both questions
dramatically when conducted in the context of a collaborative team.

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

Planning for High-Quality
igh-Qua
Initial Instruction
After teachers collaborate
llaborate to decide upon the critical content to teach (essential content), levels of proficiency
(proficiency scales)
cales) and the bbest ways to assess students’ understanding (common assessments and assessments
used by individual
both based on proficiency scales), it is time to plan for high-quality initial
vidual teachers,
teac
instruction.
n. This initial
init instructional planning is essential to ensure that all students have the opportunity
to learn
rn the content
conte well the first time. Both teachers and students benefit greatly from thoughtfully crafted
initial instruction.
With thoughtful planning as a backdrop, teachers often report more students obtaining
instru
profi
proficiency
ficiency more quickly. Consequently, teachers need fewer reteaching and reassessment sessions, allowing
them 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
cur
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
d
at their initial failure, begin to worry that they won’t catch up due to the fast pac
pace
of instruction, and start to doubt their abilities in maths and maybe even in school.
Although the teacher might intend to reteach and reassess after analysing
results
alysing the res
of this ﬁrst assessment, the damage has already been done. The teacher
eacher is also
frustrated, frantically trying to ﬁnd time and ways to reteach and reassess
eassess over
ov half
of the class while simultaneously trying to continue with more new conten
content during
class for those students who scored proﬁciently. Both teachers
rs and students become
more and more frustrated, and many capable students are
behind.
e left behi

Planning for high-quality initial instruction begins with
h the levels oof the proficiency scales. Specifically,
collaborative team members can identify activities and assignments that coincide with score 2.0, 3.0 and 4.0
pro
content on the scale. Heflebower and her colleagues (2014) provided
the example in figure 5.1. In figure 5.1,
Thee first additional column contains instructional
two columns have been added to the proficiency scale. Th
activities and assignments that can be used too reinforce and review content at score levels 2.0, 3.0 and 4.0.
These are things students will be asked too engage in to help develop understanding of and skill with the
content in the various score levels of a scale. The second added column contains assessment tasks at each
of the three levels. This column does
oes not represent
repres the common assessment that the collaborative team will
develop; rather, it provides direction
ction and ide
ideas for the types of assessments individual teachers might design
and utilise in addition to the com
common assessment. These two extra columns can be created by collaborative
teams immediately after constructin
constructing the proficiency scale itself.
At a more detailed
team members can plan for specific lessons based on the proficiency
d level, collaborative
collab
scale. When engaged
aged in such planning, collaborative team members should consider three types of lessons
that might bee used: (1) direct instruction lessons, (2) practising and deepening lessons, and (3) knowledge
application
of these types of lessons involves specific instructional strategies. These are listed in
n lessons. Each
E
table 5.1 (page 70).
70)
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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’ss grocery
bill. The student cites
tes other
real-life examples,
s, including
explanations of how
rounding whole
numbers
hole numbe
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 will solve threedigit place value problems
pencil-and-paper test.
on a pe
Sample
amp questions include:
900 + 50 +
9
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
recogn
or recall speciﬁ
vocabulary,
peciﬁ
ﬁc vo
such as nearest,
place value,
earest,
t pla
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
Reflecting on learning
poseful hom
Purposeful
homework
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.
ent is new material
mat
Typically, the content
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
ns might aalso be needed for content at the score 3.0 level, particularly if that content involves
instruction lessons
generalisations,
ns, principles
principl or processes that require exemplification and modelling. As depicted in table 5.1,
strategies
gies associated with direct instruction include chunking content, processing content, and recording
epresenting ccontent. These strategies are described in appendix D (page 143). Direct instruction lessons
and representing
commonly
ommonly an
answer the question, How will we respond if our students are not learning?
Practising
actis 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
only
claims. These strategies are further explained in appendix D. Knowledge application lessons are commonly
the response to the question, How will we enrich and extend the learning for students who are profi
ficient?
ficient?
In addition to the strategies associated with the three basic types of lessons, all lessons commonly
nly 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,
co
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
ghlight critical information
in direct instruction, practising and deepening, or knowledge application lessons.
sons. 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
oyed in var
specific levels of a proficiency scale helps teachers in a collaborative team examin
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. In eff
effect,
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,
ures, foster
foste good relationships with students and communicate high
expectations for all. These types
pes of strategies 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 cha
Planning instructional strategies
trategies for specific lessons can and should be a major focus for collaborative teams
once proficiency scales 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.
oducible 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
co
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
asse
results to identify the most pressing needs of students. Of course, this will be different from
tea
teacher
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
o ensure high engagement?

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

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

Figure 5.2: Form for lesson planning.
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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 below) to
progress to the next level of learning?
Signiﬁcantly Below Proﬁciency

On Target for Proﬁciency

Already Proﬁcient

Assessments
Asse
How will we know our instructional approaches
approache have worked?
c
What assessments might we employ to check
for understanding?
cy
Signiﬁcantly Below Proﬁciency

or Proﬁ
Proﬁciency
On Target for
ciency

eady Proﬁ
Proﬁc
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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DR JANELLE WILLS
RESOURCES
Dr Janelle Wills, PhD, is the director of Marzano Institute Australia. She is the lead training associate for
High Reliability Schools, The Art and Science of Teaching and other Marzano Research topics. She works
extensively with schools, regions and systems throughout Australia. With over 30 years of teaching and
leadership experience, Dr Wills maintains a strong commitment to continued learning that enables her to
remain both informed and innovative in her approach.

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
Describes how teachers can help students develop
stronger learning skills by ensuring that instruction
moves from modelling and guided practice to collaborative learning
and, finally, to independent tasks. You’ll find out how to use the four
components of this approach (Focus Lessons, Guided Instruction,
Collaborative Learning and Independent Tasks) to help meet
critical challenges, including differentiating instruction and making
effective use of class time.

HB7477 • $39.95

A Handbook for High Reliability Schools
Robert J. Marzano, Phil Warrick, Julia Simms •
9781760012779
Usher in the new era of school reform with A
Handbook for High Reliability Schools. In this
invaluable manual for whole-school improvement,
Dr Robert J. 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
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

Vocabulary for the Common Core
Robert J. Marzano, Julia Simms • 9781760011222
The Common Core State Standards (CCSS)
present unique demands on students to learn
vocabulary and teachers to teach it. Authors
Robert J. Marzano and Julia A. Simms address
the need for CCSS-aligned vocabulary instruction
in their three-part resource Vocabulary for the
Common Core. They guide teachers and teams toward the creation
of a successful vocabulary program while highlighting both general
academic and domain-specific terms from the mathematics and
English language arts standards. Marzano and Simms show P–12
educators how to achieve success for all students. Vocabulary for
the Common Core is the ideal resource for teachers who wish to
connect with curriculum standards on a deeper level.

MRL1222 • $39.95

Proficiency Scales for English and
Mathematics Instruction
Robert J. Marzano, David Yanoski, Jan Hoegh, Julia
Simms • 9781760012878
From The Art & Science of Teaching to High
Reliability Schools, proficiency scales are a
core feature of leading educational researcher
Dr Robert J. Marzano’s acclaimed school
improvement frameworks. Whether you are actively engaged in
implementing a Marzano Institute initiative in your school or simply
need guidance when it comes to measuring student learning,
Proficiency Scales for English and Mathematics Instruction can
help. Designed to supplement your existing practice, it contains
over 110 proficiency scales that will bring new rigour and focus to
your teaching and assessment practice.

MRL2878 • $38.95
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A School Leaders Guide to
Standards-Based Grading
Tammy Heflebower, Jan Hoegh, Phil Warrick • 9781760012861
A School Leader’s Guide to Standards-Based
Grading, by Tammy Heflebower, Jan K. Hoegh and
Phil Warrick, with Mitzi Hoback, Margaret McInteer
and Bev Clemens, offers a reliable framework for
analysing student learning and providing students
and stakeholders with effective feedback on student progress. This
guide not only articulates significant research supporting standardsbased grading as an accurate, precise and effective way to report
academic strengths and weaknesses but also shares applicable
anecdotes from educators implementing its components.

MRL2861 • $27.95
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Questioning Sequences in the Classroom:
The Classroom Strategies Series
Robert J. Marzano, Julia Simms • 9781760012496
Questioning Sequences in the Classroom
responds to the debate surrounding the
effectiveness of higher-order and lower-order
questioning. This thorough guide encourages
teachers to ask targeted, specific questions to
help students successfully meet learning goals. Using a four-phase
questioning sequence, Robert J. Marzano and Julia A. Simms
illustrate how to use questioning to reinforce what students
learn, spark their curiosity and ultimately increase achievement,
while providing teachers with valuable assessment data. Part of
“The Classroom Strategies” series, it follows the series format,
summarising key research and translating it into recommendations
for classroom practice.

MRL2496 • $29.95

The Highly Engaged Classroom:
The Classroom Strategies Series
Debra Pickering, Robert Marzano • 9781742397634
Student engagement is a central aspect of effective
teaching. This text offers an in depth understanding
of how to generate high levels of student attention
and engagement to maximize learning potential.
Part of ‘The Classroom Strategies Series’, The
Highly Engaged Classroom includes real classroom examples and
strategies for achieving high engagement based on comprehensive
research. Strategies range from capturing attention by connecting
lessons to students’ interests, to incorporating physical movement
to lift energy or to further understanding.

MRL7634 • $35.95

Coaching Classroom Instruction
Robert J. Marzano, Julia Simms • 9781743306741
This book includes 280 research-based classroom
strategies, organised under 41 elements of
effective teaching, to help coaches move teachers
through the five levels of Marzano’s teacher
progress scale. Contains additional resources
for the text, including reproducible copies of the
comprehension questions from the guide, 41 web-only resources
taken from Marzano’s website that supplement the lessons found
in the text, and a list of additional resources for reflective practice.

MRL6741 • $39.95

The Art & Science of Teaching:
A Comprehensive Framework for Effective
Instruction
Robert Marzano • 9781741705102
In The Art and Science of Teaching: A
Comprehensive Framework for Effective
Instruction, author Robert J. Marzano presents a
model for ensuring quality teaching that balances the necessity of
research-based data with the equally vital need to understand the
strengths and weaknesses of individual students. Filled with charts,
rubrics and organisers, this methodical, user-friendly guide will help
teachers examine and develop their knowledge and skills, so they
can achieve that dynamic fusion of art and science that results in
exceptional teaching and outstanding student achievement.

Essentials for Achieving Rigour Series:
Creating & Using Learning Goals &
Proficiency Scales: How Teachers Make
Better Instructional Decisions
Libby H. Garst, Carla Moore, Robert Marzano • 9781760015626
This book explores explicit techniques for
mastering this strategy of instructional practice.
It includes: explicit steps for implementation; recommendations
for monitoring students’ ability to understand learning goals;
adaptations for students with any special considerations; examples
and non-examples from classroom practice; and common mistakes
and ways to avoid these.

LSM5626 • $25.95

Vocabulary Games for the Classroom
Lindsay Carleton, Robert Marzano • 9781742396217
Get your students excited about vocabulary
learning with these thirteen fun games designed
for students at all levels. Puzzle stories, category
creators, word harvests and much more make
learning easy and fun. The step by step approach
clearly explains the design, set up, materials and directions for each
game, and an extensive appendix is filled with vocabulary terms
that are considered critical based on educational research by the
Marzano Institute. This Revised Australian edition offers sample
questions, suggestions and examples to help you teach each game.

MRL6217 • $40.00

Building Background Knowledge for
Academic Achievement
Robert Marzano • 9781741016888
In Building Background Knowledge for Academic
Achievement, Robert Marzano shows how
a carefully-structured combination of two
approaches - sustained silent reading and
instruction in subject-specific vocabulary terms - can help
overcome the deficiencies in background knowledge that hamper
the achievement of many children.

104017 • $29.95

ASCD Arias Publication: Self-Regulated
Learning for Academic Success
Carrie Germeroth, Crystal Day-Hess • 9781760011697
Self-regulated learning can be taught in every
content area and at every year level. SelfRegulated Learning for Academic Success: How
Do I Help Students Manage Their Thoughts,
Behaviors, and Emotions? presents instructional
strategies and specific ideas you can implement in your classroom
today to put all your students on the path to positive, empowered
learning and greater academic success.

SF114041 • $15.00

107001 • $23.95
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