
    

  

CHAPTER 

Preparing the 
lesson 

  

Planning can be done in many ways, but the most powerful is when teachers work together 
to develop plans, develop common understandings of what is worth teaching, collaborate 
on understanding their beliefs of challenge and progress, and work together to evaluate 
the impact of their planning on student outcomes. 

There are four critical parts in planning that we need to consider up front: the levels of 
performance of the students at the start (prior achievement), the desired levels at the end of 
a series of lessons (or term, or year) (targeted learning), and the rate of progress from the 
start to the end of the series of lessons (progression). The fourth component is teacher 
collaboration and critique in planning. a 

VISIBLE LEARNING ~ CHECKLIST FOR PLANNING 

6. The school has, and teachers use, defensible methods for. 
a. Monitoring, recording, and making available, on a ‘just in time’ basis, interpretations 

about prior, present, and targeted student achievement; 
b, monitoring the progress of students regularly throughout and across years, and this 

information is used in planning and evaluating lessons; , 
C. creating targets relating to the effects that teachers are expected to have on all students’ 

learning. 

Prior achievement 

David Ausubel claimed: 

    

   
   

...ifT had to reduce all of educational psychology to Just one principle, I would say 
this: “The most important single factor influencing learning is what the learner already 
knows. Ascertain this and teach him accordingly’ 

(Ausubel, 1968: vi) 

It is the case that prior achievement is a powerful predictor of the outcomes of lessons 
(d = 0.67). 
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students can be in multiple stages (which Piaget also argued), that the stages are not 

necessarily tied to these ages (Piaget suggested that these were guides), and that there is 

no strict sequence. Case (1987, 1999) showed that the achievement of staged milestones 

in cognitive development did not proceed at a uniform pace across all content domains 

of knowledge. He showed that enhancing a child’s information-processing and working 

memory capacities could lead to better overall understanding. 

The key issue is that children may think differently from adults/teachers, which means 

that attention needs to be given to how and not only to what the child is learning. Based 

on Piaget’s notions, Shayer (2003) developed a program of “cognitive acceleration’ based 

on three main drivers: the mind develops in response to challenge or disequilibrium, so 

any intervention must provide some cognitive conflict; the mind grows as we learn to become 

conscious of, and so take control of, its own processes; and cognitive development is a 

social process promoted by high-quality dialogue among peers supported by teachers. The 

program attained effect sizes of 0.60+. 

Shayer (2003) suggests two basic principles for teachers. First, teachers need to think 

of their role as one of creating interventions that will increase the proportion of children 

attaining a higher thinking level, such that the students can use and practise these thinking 

skills during the course of a typical lesson — that is, teachers must attend first to how the 

students are thinking. 

  

If you cannot assess the range of mental levels of the children in your class, and \ 

simultaneously what is the level of cognitive demand of each of the lesson activity, how 

can you plan and then execute — in response to the minute by minute responses of the | 

pupils — tactics which result in all engaging fruitfully? | 

(Shayer, 2003: 481) \ 

Second, learning is collaborative and requires dialogue, and this requires teachers to be 

attentive to all aspects of peer-to-peer construction and mediation (particularly in whole- 

class discussion, by encouraging and creating spaces for all views, comments, and critique). 

This allows teachers to be more aware of both the processing levels of different aspects of _. | 

the activity and how each student’s response indicates the level at which they are pro?” | 

cessing — that is, teachers need to listen as well as to talk. 2 

One disturbing trend is that the average age at which students move into Piaget’s formal : 

  

operational stage in the UK seems to be increasing (Shayer, 2003). Shayer suggests that 

the reason may be the amount of attention paid to tests that measure the accumulation 

of knowledge. (If this is an outcome that is valued by the authorities, then teachers and 

students learn to work out successful ways in which to deliver on what the authorities 

ask from schools, to the detriment of higher levels of thinking!) Further, the levels of 

processing of the average 11-year-old and 12-year-old about to enter high school spans 

about 12 development years (on average, from the ages of 6 to 18) and fewer than 50 per 

cent of (school) year 11 and 12 students are formal operational thinkers. 

The message is that we must know what students already know, know how they think, 

and then aim to then progress all students towards the success criteria of the lesson. 

39  
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Self-motivation 
This can be towards intrinsic oF extrinsic attributions: is the learning itself 
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Self perfectionism This comes in many forms: we can set such demanding standards for 
ourselves that, when they are not met, we see it as failure; we can demand that resources 
be perfect and blame their absence (for example, a lack of time) when we do not succeed; 
we can procrastinate because conditions are not perfect for success; we can attend to 
irrelevant details and overzealously invest time in tasks that may not be worth the increased 
investment; or we may have an ‘all or nothing’ approach, believing that the task is not at 
all or very much worth completing. While there can be a sense of pleasure derived from 
taking painstaking effort, there are more likely to be negative consequences. 

   

  

* the student expecting that achievement gains will not occur for him or 
her and that he or she is helpless to change the situation 

* the student avoids and does not engage in achievement tasks 
* the student protects his or her sense of self by gaining reputation or 
success from other activities (e.g. naughty behaviour) 

¢ the student does not see that achievement gains are due to his or her 
actions or in his or her contro! 

* the student considers beliefs not to be readily changeable 
* the student learns to devalue school learning 

* contexts are harsh, overly demanding, or punitive 

FIGURE 4.9 Hopelessness 

Hopelessness This refers to the student expecting that achievement gains will not occur 
for him or her and that he or she is helpless to change the situation. In such a situation, 
the student avoids and does not engage with achievement tasks, protects their sense of self 
by gaining reputation or success from other activities (such as naughty behaviour), and 
does not see that achievement gains are due to his or her actions or in his or her control. 
Such hopelessness is likely to come from prior academic failures, holding beliefs that 
achievement is not readily changeable, but is more likely to be fixed, low levels of self- 
efficacy, not valuing school learning, not having appropriate learning strategies for the task, 
and from being in a context that is harsh, overly demanding, or punitive (Au, Watkins, 
Hattie, & Alexander 2009). 

Social comparison This is ever-present in classrooms. Students often monitor others’ behavi- 

our for cues and attributions to explain or enhance their own conceptions of self. For 
example, very successful mathematics students might have a high maths self-concept in 
an average maths class, but after being sent to a gifted maths class, their self-concept could 
plummet as they compare themselves with this new cohort. Marsh et al. (2008) has termed 
this the ‘big fish, little pond’ effect. It is essential to teach such students that they can have 

45
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Preparing the lesson 

Targeted learning 

VISIBLE LEARNING — CHECKLIST FOR PLANNING 

8. Teachers within the school jointly plan series of lessons, with learning intentions and 
success Criteria related to worthwhile curricular specifications. 

There are two parts in targeted learning: the first is being clear about what is to be learned 

from the lesson(s) (the learning intention); the second is having a way of knowing that 

the Si eins as Dee acre (he success criteria). Targeted learning imvolves the 
teacher knowing whiere he or she is going with the lesson and ensuring that the students 

know where they are going. These pathways must be transparent for the student. Such teacher 

clarity is essential, and by this I mean clarity by the teachers as seen by the students. 

Teachers need to know how to keep all in the class on track for the learning goal and 

then evaluate their success in moving all to the goal. Transparent learning intentions can 

also lead to greater trust between student and teacher, such that both parties become more 

engaged in the challenge provided and invested in moving towards the target. It does not 

mean knowing if and when the students complete the activities, but knowing whether 

they gain the concepts and understandings relative to the intentions of the lesson(s). 

Learning intentions 

The goals (that is, the learning intentions) of any lesson need to be a combination of surface, 

deep, or conceptual, with the exact combination depending on the decision of the teacher, 

which in turn is based on how the lesson fits into the curriculum. Goals may be short- 

term (for a lesson or part of a lesson), or longer-term (over a series of lessons), and thus 

may be tracked in terms of importance and effectiveness relative to the complexity of desired 

learning and duration of the lesson or lessons. Good learning intentions are those that make 

clear to the students the type or level of performance that they need to attain, so that they 

understand where and when to invest energies, strategies, and thinking, and where they are 

positioned along the trajectory towards successful learning. In this way, they know when 

they have achieved the intended learning. Effective teachers plan effectively by deciding 

on appropriately challenging goals and then structuring situations so that students can reach 

these goals. If teachers can encourage students to commit to achieving these challenging 

goals and if they provide feedback to the students on how to be successful in learning as 

they work to achieve the goals, then the goals are more likely to be attained. 

Learning intentions describe what it is that we want students to learn and their clarity 

is at the heart of formative assessment. Unless teachers are clear about what they want 

students to learn (and what the outcome of this learning looks like), they are hardly likely 

to develop good assessment of that learning. 

Clarke, Timperley, and Hattie (2003) noted some important features of learning 

intentions and planning, as follows. 

= Shaye the learning intentions with students, so that they understand them and what 

success looks like. This is more than students chanting the learning intentions at the start 
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Preparing the lesson 

have successfully arrived (if you arrive at all). For too many students, this is what learning 

feels like. At best, they know that when they get there, they will be asked for more (to 

‘drive’ more), and it should be no wonder that many ‘students get turned off school 
learning. In the case of the ‘effective adjectives’, three success criteria might be: ‘What you’re 

looking for is that you have used at least five effective adjectives’, or ‘What you're looking for is that 

you have used an adjective just before a noun on at least four occasions that will help to paint a 

detailed picture, so that the reader can understand the feel of the jungle and the light of the jungle’. 

Students can be actively involved in devising success criteria with the teacher. 

We must not make the mistake of making success criteria relate merely to completing 

the activity or a lesson having been engaging and enjoyable; instead, the major role is to 

get the students engaged in and enjoying the challenge of learning. It is challenge that 

keeps us investing in pursuing goals and committed to achieving goals. 

Five components of learning intentions and success criteria 

VISIBLE LEARNING — CHECKLIST FOR PLANNING 

9. There is evidence that these planned lessons: ' : 
a. invoke appropriate challenges that engage the students’ commitment to invest in learning: 

b. capitalize on and build students’ confidence to attain the learning intentions; 
c. are based on appropriately high expectations of outcomes for students; — 

_ d. lead to students having goals to master and wishing to reinvest in their learning; and 
~e. have leaming intentions and success criteria that are explicitly known by the student. 

   

There are five essential components of the learning equation as it relates to learning 

intentions and success criteria: challenge; commitment; confidence; high expectations; and 

conceptual understanding. 

1. Challenge 

Challenge is a relative term — relative to a student’s current performance and understanding, 

and relative to the success criteria deriving from the learning intention. The challenge 

should not be so difficult that the goal is seen as unattainable, given the student’s level of 

prior achievement, self-efficacy, or confidence; rather, teachers and students must be able 

to see a pathway to attaining the challenging goal — a pathway that can include strategies 

for understanding the goal or intention, implementation plans to attain it, and (preferably) 

a commitment to attaining the goal. 

One of the fascinating notions is how challenge is related to what we know: in most schools 

tasks, we need to already know about 90 per cent of what we are aiming to master in order 

to enjoy and make the most of the challenge (Burns, 2002). In reading, this target is somewhat 

higher: we need to know more like 95-99 per cent of the words on a page before we enjoy 

the challenge of reading a particular text (Gickling, 1984). Anything less than 50 per cent 

virtually assures that students are likely to be not engaged and their success will be limited. 

Teachers more often see challenge in the activity itself — that is, that the task is 

challenging — whereas students see challenge in the difficulty of completing the task — 
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et al., 2009). The teacher's aim, therefore, is to help students to gain a reputation among 

their peers as good learners. ee 

3. Confidence 

The ability to be confident that one:can attain the learning goals is critical. Such confidence 

can come from the student (from having had past success in learning), from the teacher 

(in providing the quality of teaching and feedback along the way to ensure success), from 

the tasks (in ensuring appropriate scaffolding along the ladder of success), and from peers 

(in terms of feedback, sharing, and lack of distraction). Together, the mantra is ‘I think I 

can...I think Ican...I know I can .. ’? followed by ‘I thought I could . . .] thought I 

could... I knew I could ..’. Such confidence can lead to resilience — particularly in th 

face of failure. Resilience is the ability to react to adversity, challenge, tension, or failur 

in an adaptive and productive manner. The proficiency to adapt to these situations i 

be 
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somewhat akin to when we are inoculated with the disease-causing pathogen such tha oO 

we will build resistance and thus overcome the disease. 

4. Student expectations 

The influence that was highest of all in Visible Learning was helfreported grades.|Overall, 

dents have reasonably accurate understandings of their levels of achievement. Across the 

six meta-analyses (about 80,000 students), the effect was d = 1.44, or a correlation of about 

0.80 between students’ estimates and their subsequent performance in school tasks. 

On the one hand, this shows a remarkably high level of predictability about achievement 

in the classroom (and should question the necessity of so many tests when students 

appear to already have much of the information the tests supposedly provide), but on 

the other hand, these expectations of success (which are sometimes set lower than 

students could attain) may become a barrier for some students as they may only perform 
. ea . ope 

to whatever expectations they already have of their ahility. 
  

(Hattie, 2009: 44) 

There are at least two groups that are not as good at predicting their performance and 

who. do not always predict in the right direction: minority students and lower-achieving 
students. These students are less accurate in their self-estimates or self-understanding of 

achievement. They tend to underestimate their achievement and, over time, they come t 

believe their lower estimates and lose the confidence to take on more challenging tasks. 

There have been many studies trying to improve the calibration and to entice students to 

have higher confidence or efficacy to take on challenging tasks. Changing these students’ 

predictions of their performance has proved to be very difficult, often because this lower 

confidence and learned helplessness has developed and been reinforced over a long time. 

As they move into adolescence, these students often consider another alternative: opting 

out of the place called ‘school’. 

Student reflection of their performance alone makes no difference. Emphasizing accurate 

calibration is more effective than rewarding improved performance. The message is that 

teachers need to provide opportunities for students to be involved in predicting their 

performance; clearly, making the learning intentions and success criteria transparent, having 

high, but appropriate, expectations, and providing feedback at the appropriate levels (see 
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hapter 7) 1s critical to building confidence in successfully taking on challenging tasks. 

Educating students to have high, challenging, appropriate expectations is among the most 

powerful influence in enhancing student achievement. 

   

   
5, Conceptual understanding 

questions about the nature of the outcomes.There are at least 

and conceptual (Hattie, 2009: 26-9). The most 

integrating them into learning 

€ observed learning outcomes) 

The nature of success raises 

three levels of understanding: surface, deep, 

powerful model for understanding these three levels and 

intentions and success criteria is the SOLO (structure 0 

model developed by Biggs and Collis (1982). 

In this model, there are four levels, termed ‘uni- 

xtended abstract’ — which simply mean ‘an i 

‘extending ideas’, respectively. The first two levels are about su 

two are about deeper processing (see Figure 4.11 for an example). Together, 

deep understanding lead to the student developing conceptual understanding. 

We have used the SOLO model in the development of our assessment system (see Hattie 

& Brown, 2004; Hattie & Purdie, 1998), and we found that most tests (both teacher-made 

_wide tests) are dominated by surface items. Indeed, most teacher 

and standardized state 

d often closed, as well). At minimum, the aim is to balance 

hat at least 30 per cent e surface (an 
we found t questions in class ar 

the surface and deep (in our asTTle assessment engine, 

a test should be surface and 30 per cent deep to create optimal tests). We also 

ded items, such as essays, 

structural’, “multi-structu
ral’, ‘relational’, 

dea’, ‘many ideas’, ‘relating ideas’, and 

tface learning and the last and ‘e 

surface and 

of items in 

use the surface and deep distinction in scoring open-en 

performances, experiments (cf. Glasswell, Parr, & Aikman, 2001; Coogan, Hoben, & Part, 

2003), in classifying study skills programs (Hattie, Biggs, & Purdie, 1996), 10 identifying 

expert teachers (Smith et al., 2008), and in evaluating gifted programs (Maguire, 1988). 

lege (in Auckland, New Zealand), and 

Steve Martin is a science teacher at Howick Co 

uiccess criteria, and complexity (via the SOLO taxonomy) in 

tk. Consider, for example, a series of lessons on light and he uses learning intentions, s 

discussion; sometimes with his preparation of all units of wo 
— sometimes through class 

three students (of differing abilities). 

din Table 4.2 with the students. He 

dents from the 

sound. Martin starts with pre-tests He then 

metimes by interviewing 
a written test; so 

heets illustrate 
works through the learning intentions s 

an excellent system such that he can monitor the progress of stu 

son through the various learning intentions, 

like — at differing levels of complexity. He 

d so on. 

now has 

of learning at which they came into the les 

what success looks 
point 

ons sheet with resources, key words, an | knowing (as do the students) 

also accompanies each learning intenti 

* Who painted Guernica? Surface 

* Uni-structural + Outline at least two compositional principles that 

» Multi-structural Picasso used in Guernica. 

Deep « Relate the theme of Guernica to a current event. 

2 Relational * What do you consider Picasso was saying through 

* Extended abstract " his painting Guernica? 

FIGURE 4.11 An example of four questions related to the SOLO taxonomy 
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and progress 

  

  

The lessons 
ee 

= 

hat should be taught, choice of resources, 

"VISIBLE LEARNING ~ GHECKLIST FOR PLANNING 
| | 

5 ees no = oh Va om bse Dag ity ee 4 . 

i 40, teachers are thoroughly falar wih curriculum ~ in terms of content, | 

yes 

  

——_icuty d progressions ~ and share common 

tS Sea he ees 

ingredients of the planning have been outlined, we turn to a critical 

evaluative question that teachers must address: what knowledge and understanding should 

be taught? This immediately leads to two sub-questions: what knowledge and 

understanding is important; and what knowledge and understanding is going to lead to 

the greatest cognitive understandings and gains? 

The starting pomt when determining what is to be taught, the appropriate complexity, 

and the desirable goals should be the curriculum — which is usually a hotly contested 

ional curricula (for example, the 

territory. There can be local, state, national, or internat 

International Baccalaureate), and they are all different. They differ, however, more in the 

emphasis of topics and higher-order themes rather than fundamentally — at least as regards 

and mathematics. 
The greatest difference is often not at the lowest, more surface 

the higher-order levels. For example, in our assessment work, 

for New Zealand; when we translated our 

e same 140 objectives were present, 

different manner. Similarly, when 

s reading curriculum, the higher notions 

derstanding, connections, know
ledge, and 

e, inference, purposes, 

ly re-sorted. 

Now that the key 

reading 

levels of curricula, but at 

we identified 140 specific objectives in reading 

to New York City schools, th 

assessment engine to fit in’ 
order notions in quite 4 

but were grouped into higher- 

New Zealand undertook a major review of it 

changed from inference, finding information, un 

uation, and spelling), to languag' 

surface features (grammar, punct 

ses, and surface features — but the same 140 objectives were mere. 

ss different curricula can be in order or progressions: some 

er others. There is too little evi hat is the best order 
dence as to W 

and even, in some domains, whether 
there 1s indeed an order. For example, in high-school 

mathematics, there are many topics that students are invited to learn, but the order of this 

jearning 1s probably not so critical (as the differences in order among jurisdictions indicate). 

What seems more important is the increasing level of challenge that can be involved in 

choosing curricula to be taught. It is the notion of ‘challenge’ that is most importantly 

es of a lesson. Thus the argument 

closely tied to the choices of ac 

here is that while ‘curriculum is the most critical component’ 
for choice of subject matter, 

, and 

it is just as critical that we take account of challenge, commitment, CO 

proces 

One difference acro 

objectives fall before or aft 

tivities, lessons, and outcom 

conceptual understand
ing, 

e is currently an obsession with testing and 

It seems that, in many jurisdictions, ther 

developing more and more finely grained standards — hence curricula are drafted bottom- 

up from the standards to the ‘rich ideas’. The focus seems to be on the alignment of what 

is assessed with what js taught, what is reported (that is, the results) and what is taught,         

Preparing the lesson 

what the standards sh: wer the sand nceutily ind neon what is taught, and what is subjected to valu 

bout spmroorinte valeting tor uss e development of common curricula, the ovidence 

“Pout appropliate ordeting for ac ing the curricula, and most importantly the debat . 

nour oes bie curricula 10 @ Gomocratic society are often presumed to be answered by 

questions, rather than based on a debate about what i 

worth preserving i i g in our society, and i 
c whai Sage ae 

‘good life’. , t is worth knowing in order to live the desired 

Choice of resources 

Planning is so often ceaningapproach 2 amore about the resources and activities, even though the Visibl 

Paar approach 35 fo er sar ae these until well into the planning cycle. There - : 

@ million resources Nala’ien . nternet and creating more seems among the succes fal 

pastes Ot me in eae rs love to engage. So many jurisdictions are now provid ‘ 

Panis of 1304 ae a own sessment snes we have had much success mapping 

resources fo 2 oy 8 uc own in the way in which teachers conti 

sti), which i patt of ut Next ate (hetp:/ / www.tki.org.nz/ r/asttle/whatnext/ veadin . 

caee een oo) ond canvial m engine, is organized by the levels (difficulty) of the 

On the ‘What Next’ site, if teachers choos ‘ ee she sgau) they wl . oose the current mean (that is, the bol ithi 

she Saar) the group ae fo access material that is at the curricular level “hit she srerane 

vesching at th teva ta iiready a6 ieving. We recommend that teachers do not Keep 

ve appipte bation abo the ore challenging resources. Hence teachers should cho ‘ 

on appropriate Dutton a oe een mean for at least half of the group. If one or nwo 

nes a eee ile t e majority of the class is at 3B, a teache ect 

ose two individuals from the 4A or 5B materials while ro eee , e providing 

  

  What Next Re port for Test : hel 5 = 

Group : Al Test Candidat help guide-custem's tes 
Reading Date Tested : 08 December 2306 

Processes and Strategies Purposes and Aucience: anguage Featuzes 2 9s and Audiences daa bi 
. 

‘4 Structure 
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FIGURE 4.12 The What Next? report from e-asTTle 
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Vorogression 

b 

\ \ could be reduced (see Galton, Morrison, & Pell, 2000). 

\\ Note that a common understanding of progress means 
\ 

o among themselves within and preferab 

The lessons 

of the class. The achievement objectives can remain 

material at 3P or 3A for the majority 
r level of the material 

the same for the class, if that is the teacher’s wish, but the curricula: 

will be tailored to the individuals or groups (see Figure 4.12). 

By clicking on the desired (dark blue) button, the teacher or student will be taken to 

have sets of lesson plans, teacher resources, student resources, 

1 of challenge, web links, more open-ended items, and links 

ge also describes the skills and strategies expected at each 

level, and aims to reduce the variability in how teachers make meaning about these levels. 

making and finding resources, the skill is tailoring 

While teachers seem to have no difficulty 

t level of challenge for the student — and this is the power of What 

various websites that 

exemplars of items at this leve 

to teaching strategies. The pa 

the resources to the nex 

Next. 

sed the status of achievement in New Zealand schools in 

(Hattie, 2007). New Zealand performs well in these areas 

the ‘levels’ of performance are not the major concern, 

dentified was the need for teachers to have common 

ms a badge of valour to dismiss 

s Into 

A few years ago, our team analy’ 

reading, writing, and mathematics 

in the international comparisons, SO 

rather, the single greatest issue that we 1 

understandings of progress. For too many teachers, it see 

the evidence of progress from previous teachers and thus every time a student come 

a new class or school, there is a ‘hold’ on his or her pro 

js of this new stud 
for his or her purposes the leve 

whereby students reduce achievement over summer (d = -0.10) 

result of this ‘holding’ back by new teachers as they reassess to mak 

as it is of the students having been on holiday. ( 

a ‘fresh start’; for students, it is often ‘more 0 

of what the students can do and suspicions 

previous school’; thus the continuity of the curricu. 

plans such that teachers valued and used the information from previous t 

ly across schools of what th 

and difficulty are when implementing the curricul 

higher expectations of challenges are provided to students: teac 

progress looks like in terms of the levels of challenge and difficul 

that if they were to interchange teachers across grades and between sc 

of challenge would synchronize with th 

does not mean that there is a one right trajectory of progr 

The way in which learning progresses 1 

are full of desired or proscribed orders for teaching content or concept 

mendations about the ‘proper sequences for developing numeracy strateg} 

historical information, for introducing ma' 

critical to analyse closely how students actually progress. Steedl 

showed that progressions can. differ relative to 

this knowledge is incorrect). In a study of the progressions 

dle and Shavelson showed that there were diffe 

ess for all students. 

motion, Stee 

gress while the new teacher reassesses 

ent. The so-called ‘summer effect’, 

is probably as much the 

e their own judgements 

For teachers, it is ‘starting from scratch’ or 

f the same’.) This leads to an underestimation 

about what deep learning occurred in ‘that 

lum is broken. If there were transfer 

eachers, this drop 

that teachers have understanding 

e notions of challenge 

um. This is to ensure that appropriately 

hers need to know what 

ty for the students such 

hools, their notions 

e other teachers’ understandings of progress. This 

3 all too often decided by a committee: curricula 

s. There are recom- 

es, for learning 

thematical ideas’, and so on. Instead, it is more 

e and Shavelson (2009) 

what the students already know (even if 

through a unit on force and 

rent progressions for those   

Preparing the lesson 

“students whose understanding i ing is (nearly) scientificall i 

S petieve that velocity is linearly related to force ey EE EINE ENTS 

6 ndeed, the most exciti in re , citing developments in research on identifyi j wy natty ieee ae oe ese. on identifying trajectories are under 

. Popham (2011) distinguishes b i ene guishes between two kind: i 

s v pm ee sons which he classes upper case’ and ‘lower case’ learning progression: Theene 
& primary and can inform the lower-case notions (see Confrey & Mal ney, DOL: oney, 0; 

Clements & ; : s & Sarama, 2009; Daro, Mosher, & Corcoran, 2011). Confrey and Maloney (2010) 

wy 

~ 

developed various learning trajectories in t ceveoped wan eaching aspects of mathematics. The 

eee vjoctenh met ne feachen to understand which trajectory a student is on "hen 

oom now s, and the errors that he or she is making that stop th’ ; p the student 

So many state a “a Althoeg country assessment systems seem overly zealous about the levels of 
 thothe qustion othow an saying that levels of achievement are unimportant, there 
chose level of schiewerrern ove each student forward from wherever they start through 
shown rwemen progression of learning). Indeed, we need both: attainment 
Oo eed ot raaevement an ‘ efensible rates of progress. But if there is an overemphasis 
aca to be mo nent Oe ° those schools that start with students above the norm will 
an will sdects Ret conversely those that start with students well below the 

east effective. But we send students to school to make progress 
beyond what i they b . . 
for tudes y bring at the start; hence progress is among the most critical di : 

judging the success of schools. 
critical dimensions 

Pp. 5 e inter viewed many $ ude hem le rm, an fr m. th t h ve for exam le hav t nts and watched t. arn, a d e) ai a 

  

    

      

  

TABLE 4.3 Distinction b a et 
: : 

(Popham, 2011) ween two ways of considering learning progressions 

  

  

UPPER-CASE LEARNING 

PROGRESSIONS PROGRESSIONS 
1 Describe how students’ i ts’ learning of Describe h \ ow ; i 

Period af times develops over a something dovelope  becausen - " i - se O 

instruction — over a relatively short period 
such as a few weeks or a semester : 

2 Focus on students’ achi s’ achiev ; 
extraordinarily significant ane or — with students’ mastery of 

: m eaningful, but 
aims, such as the ‘big or rich ideas’ curricular aims nor momentous, | 

in.a content field 

3 I -ratified i s research-ratified in the sense that Based on educators’ conceptual ptua 
the nature an i learning srogresslon’s bustin s analyses of a curricula aim’s necessary 

. precursors 

blocks have been confirmed by research investigations on ine resuns of | 
rigorous empirical studies



    

   

  

    

    
     

   

    

   

    

   

    
   

      

    

      
   
   
   

    

   

   
    

  

   

   
    

    

    

  

   

    

   

  

   

  

   

   

        

   

   

      

   

  

   

    

    
   

  

   

  

      

  

The lessons 
aston 

sone OES ATTA 
  

acento 

Teachers talking to each other about teaching 

a 
~~ - a 

ee 

a aT 
cae i = E an oe ae 

i VISIBLE LEAR ING H CKLIST FOR PL | ING e eal 2 

j Se ee... ak ed on evidence of 
“+1, Teachers talk with each other about the impact of helt teaching, Kesee 
se adent progress, and about how to maximize their impact with all students: 

= ie —" a2 iAek— mr eae Sas Sua! —_ - 

ag V Lea g 1S the power! of teack er learn g fro d 
S$ in m an 

One o the majo messages from 
isible rnin: 

learning yntentions, SUCCESS criteria, what 18 valuable 

eee ee oe ven een to be ‘good at’ a subject. Black, Harrison
, Hodge. 

Mectall an Ser t (2010) found that asking teachers ‘What does it mean to be Be . 

oe - h ey? was a powerful way in which to engage in a discussion about i ‘y 

See eal n te ss They noted that teachers readily engaged in this debate, and t roe 

Se emt began to see that they had, m their practice, neglected ae Oe 

wn work j ir bel rning the purpose of tearm 

sabi iO oe Oly . eee oon 
oorferstanding of what it means to be ‘good 

subject’ (p. . 

t omething can the resulting debates about forms of evidence, quali of teaching, and 

at $ 

ty 

i iscussion about what 

dent outcomes make sense. This can then. lead to a more informed di 

studen 

progression means — which is at the core of effective teaching and learning. Sharing 

ion 1 iti factor in any sc ; 

i on is the most critical success y sc 

regen nd ‘anything goes’ dominate (usually in silence 

h closed classroom door). Miller (2010) refers 

rection based on 

common understan 
or 

without it, individualism, persona
l opinions, a 

in staffrooms, but living and aloud behind eac 

i i ight di 
begin to move in the rig 

to the ‘smart swarm’ that occurs when all beg 

Haborative critique distributed problem-solving, and multiple interactions. sit 

“ Fi oan ways in which to have this discussion about progression is me sere pot 

the sustenance of any school. This requires a ine atk ono a 

i using examples of student Work), 

OF ee wcress, as ‘well as within, year cohorts. The me success! 

ed is the ‘data teams” model, in which a sm. team 

See we or dl weeks and uses an explicit, data-driven structure to 

i i ue 

performance, set incremental goals, engage 1n dialog 

truction and create a plan to momitor student learning 
> ; department 

d teacher instruction. These teams can work at the grade level, curriculum © _ mple- 

le 1, building level, and even system. level. These teams allow focus an on tly worse 

nentat Says Reeves (2010: 36):*. . - half hearted implementation was actually 
mentation. : 

‘nimal or no implementation. 

merece and Besser (2011) argue that data teams be formed on the basis o 

criteria: 

metho 

minimum of every two or three 

disaggregate data, analyse student 

around explicit and deliberate ins 

f three 

mm of 
ard or co on area 

mw all teachers on an instructional data team have a common stand. 

a Cas her on an in: tructiona. dat te di ter 0 on as essment that leads to 

all t Cc S$ str 1 1 a am adminis a comm S 

regular formative interpretations, and   

Preparing the lesson 

@ all teachers on an instructional data team measure. learning with a common scoring 
guide or rubric. 

They then see the data team model as a four-step. process. 

1. The first step involves collecting and charting the data, the aim of which is to make 
the data visible, to place a name for every number, to develop trust and respect to spark 
improvement from all, and (most importantly) to work out the fundamental questions 
to be asked of the data team. 

2. Next, the team begins to use the evidence to prioritize and set, review, and revise 
incremental goals. This involves being explicit about what success looks like, what high 
expectations need to be set, and what degree of acceleration is needed to enable all 
students to reach the. success criteria. 

3. The team now questions the instructional strategies and how they are impacting on 
each student, what needs to change, what needs to remain, and (most importantly) what 
results would convince the team to change or remain. Such ‘results indicators’ allow 
teams to make mid-course corrections. 

4. Finally, the team monitors the impact of these strategies and the impact on student 
learning. 

The cycle then repeats. 

The essence of data-driven decision making is not about perfection and finding the 
decision that is popular, it’s about finding the decision that is most likely to improve 
student achievement, produce the best results for the most students, and promote the 
long-term goals of equity and excellence. 

(Reeves, 2011: 24) 

There are now many sources that illustrate such data teams in action (such as Anderson, 
2010, 2011). 

There are many other systems, like data teams, which focus on the evidence of student 
learning and then create debates about impact, effect, and consequences. Darling- 
Hammond (2010) has elaborated on instructional data teams; DuFour, DuFour, and Eaker 
(2008) have argued that teams work together to clarify the learning intentions, monitor 
each student in a timely manner, provide systematic intervention, and check to see that 
all reach the success criteria. 

The ‘response to intervention’ model, and instructional rounds pioneered by Elmore, 
Fiarmen, and Teital (2009) involve the student and the teacher in the presence of content. 
The model is based on seven principles, as follow. 

- Increases in student learning occur only as a consequence of improvements in the level 
of content, teachers’ knowledge and skill, and student engagement. 

. Ifyou change any single element of the instructional core, you have to change the other 
two. 
        

   

    

   

  

. If you can’t see it in the core, it’s not there.
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4. ‘How can we use the evidence of student learning to improve our individual and) 

collective professional practice?’ ' 

These questions are the critical topics for professional learning, communities, data teams, 

or whatever the form of collective responsibility in our schools. These are the value 

propositions that we need to highlight about the impact of our schools. These are the most 

promising strategies for developing the capacity of people within our schools to assume 

collective responsibility for improving student and adult learning. 

If there is any inference throughout these pages that it is the teachers who are 

responsible for all students learning or not learning, then this is not intentional. Given the 

range of students for whom schools are responsible, the expanding curricular and social 

expectations continually placed on schools, and the press, which can point laser-like attention 

on accountability in schools, it is not reasonable to assume that a single teacher knows 

everything. It is a collective, school-wide responsibility to ensure that all students are making 

at least a year’s growth for a year’s input, and to work together to diagnose, recommend 

interventions, and collectively evaluate the impact of teachers and programs. 

It would be powerful not only to attend to within-school differences in teachers’ 

conceptions of progression, but also to between-school methods. In our own work, my 

colleagues and I have invited teachers to engage in a ‘bookmark’ standard-setting exercise. 

We provide teachers with booklets of about 50 items ordered on the basis of student 

performance (‘easiest’ to ‘hardest’). We asked them first to complete each item individually, 

and then to place a ‘bookmark’ (a sticky label) between the item that demarcates the change 

between the previous set of items and the next set of items at key reference points. (In 

New Zealand, the reference points are levels, because the national curriculum is based on 

levels of schooling rather than years — but the reference points could comprise years of 

schooling or other milestone points.) We then displayed on an overhead projector the item 

that each teacher chose as the demarcation item, and created a discussion of the nature of 

the skills and strategies that led them to claim that the items before and after this cut-item 

differed. This certainly led to a robust discussion, after which the teachers were asked to 

repeat the task — but this time in groups of between three and five — and then to repeat 

the discussion. This method is powerful for generating debate (in a reasonably safe 

environment) about what teachers see as progression, and what they see as the skills and 

strategies underlying this progression; an added benefit is that this leads to greater 

consistency in judgements across schools. 

For example, we ran a series of workshops (N = 438 teachers) aimed at determining 

the level of performance on a set of reading items. Teachers were asked to answer 100+ 

items and then place bookmarks between sets of items that best represented their concept 

of Level 2 of the New Zealand curriculum (usually completed by years 4 and 5 students) 

and Level 3 (years 6 and 7), up to Level 6 (years 11 and 12). During the first round, they 

did this independently and their results were then shown to all teachers in the group. After 

listening to each other’s reasoning about the skills and strategies that underpinned their 

decisions, they completed a second round in groups of four or five teachers. 

The mean item at each level hardly changed across the teachers — indicating that, on 

average, teachers in New Zealand have similar conceptions of the levels of the curriculum. 

But the variability among the teachers dramatically reduced (by 45 per cent) after they 

listened to each other. By simply undertaking this exercise, the judgements made by 
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TABLE 4.4 Impact of various methods of training on outcomes 

LICATION 

COMPONENT 
UNDERSTANDING 

SKILL APP 

method that demonstrates the power of teachers working together to plan and critique a 

series of lessons, sharing understanding of progression,-articulating intentions and success 

criteria, and attending to the impact on student and teacher learning. 

The method is more fully outlined in many places (including Hattie, 2009: 204-7). 

First outlined by Adams and Engelmann (1996), direct instruction involves seven major 

steps. 

1. Before the lesson is prepared, the teacher should have a clear idea of what the learning 

intentions are: what, specifically, should the student be able to do/understand/care about 

as a result of the teaching? 

2. The teacher needs to know what success criteria of performance are to be expected, and 

when and what students will be held accountable for from the lesson/activity. As 

importantly, the students need to be informed about the standards of performance. 

3. There is a need to build commitment and engagement in the learning task ~ a ‘hook’ to 

grab the student’s attention such that the student shares the intention and understands 

what it means to be successful. 

4. There needs to be guides to how the teacher should present the lesson — including notions 

such as input, modelling, and checking for understanding. 

5. Guided practice involves an opportunity for each student to demonstrate his or her grasp 

of new learning by working through an activity or exercise — such that the teachers 

can provide feedback and individual remediation as needed. 

AINING 
ATTAINMENT 

OF TR 

6. Closure involves those actions or statements that cue students that they have arrived at 
pre 

an important point in the lesson or at the end of a lesson, to help to organize student 

   
       
    

     

   

      

   

510% learning, to help to form a coherent picture, to consolidate, to eliminate confusion and 

Theory understanding 85% 15% frustration, and to reinforce the major points to be learned. 

y 0 148% 5-10% 7. Independent practice then follows first mastery of the content, particularly in new contexts. 

Demonstration 85% 9% For example, if the lesson is about inference from reading a passage about dinosaurs, 

feedback 85% 80% 10-18% the practice should be about inference from reading about another topic, such as whales. 

Practice and fee 3 80-90% The advocates of direct instruction argue that the failure to follow this seventh step is 

coacning 0H 
  

responsible for most student failure to be able to apply something learned. 

  

Direct instruction demonstrates the power of stating the learning intentions and success 

criteria up front, and then engaging students in moving towards these. The teacher needs 
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—Studenk expe etn dons Preparing the lesson 

from the lessons, concentrating on evidence of the progress from prior achievement to 
target, and working with other teachers before delivering the lessons to engage with their 
critique as to how to optimize the impact of the lessons on the learning of the students. 
So often, planning involves a solitary teacher looking for resources, activities, and ideas; 
rarely are these plans shared. By sharing in the planning process, the likelihood of an end- 
of-lesson sharing of the evidence of impact and the understanding, and the consequences 
of relating this evidence to the planning, is more likely to occur. 

‘Two_powerful ways of increasing impact is to know and share both the learning 
intentions and success criteria of the lesson with students. When students know both, they 
are more likely to work towards mastering the criteria of success, more likely to Know 
where they are on the trajectory towards this success, and more likely to have a good chance 
of learning how to monitor and sel{- ; “4 ress. 

There are many related notions to learning intentions and success criteria, such as target- 
setting, having high teacher and student expectations, helping students to set mastery as 
well as performance goals, setting personal bests, and ensuring that the intentions and 
criteria are sufficiently challenging for all students — and a major message in this chapter 
is that these notions apply as much to the teacher as they do to the students. The nature 
of the intentions can relate to surface or deep learning, and this choice depends on where 
students are in the cycle, from novice, through capable, to proficient. 

Exercises 

1. Create a concept map with your students about the learning intentions, the relations 
between these, and the ideas and resources that they are going to experience, and share 
notions of what success in the lessons would look like. 

2. Hold a staff meeting in which teachers bring along their lesson plans. In pairs, choose 
a learning intention and its related activity, and create a ‘child-speak’ learning intention 
and related success criterion. Get each pair of teachers to read out the original learning 
intention, then the success criterion, and rework these until all agree. Then match the 
learning intentions with the learning resources (are they matched, efficient, etc.). 

3. After about half a term, hold a feedback meeting in which every teacher gives a presen- 
tation based on the effects of sharing learning intentions and success criteria, as outlined 
in Exercise 2, including successes, problems, and strategies to overcome difficulties. 

4. Choose three students who do not seem to be ‘getting it’ in a subject that you are 
teaching. Develop a profile of their self-processes — that is, their self-efficacy, self- 
handicapping, self-motivation, self-goals, self-dependence, self-discounting and 
distortion, self-perfectionism, and social comparison. Choose a student for which any 
of these processes are not optimal, devise an intervention, then monitor the impact on 
the students and their learning. 

5. Make the presence and value of learning intentions and success criteria high profile in 
the school by talking about them in assemblies, with the aim that students and teachers 
see that this is a whole-school approach with a shared language. 

6. Interview students about what ‘challenge’ means to them: what are some examples of 
lessons that have been challenging and how committed were they when asked to meet 
these challenges? Interview teachers about the same and see the overlap.  
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CHAPTER 

Starting the 
lesson 

There should be a ‘flow’ to each lesson from the students’ perspective. There are some 

fundamental premises that lead to this flow — starting with good planning, as outlined in 

the previous chapter. Other aspects that relate to lesson flow are the conditions for optimal 

learning environments, the proportions of teacher and student talk, teacher knowledge of 

the students, and choice of teaching methods. 

The climate of the classroom 
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In Visible Learning, the importance of the climate of the classroom was noted as among 

the more critical factors in promoting learning. These positive climate factors included a 

teacher's proficiency in reducing disruption to each student's flow of learning, and having 

‘with-it-ness’ or being able to identify and quickly act on potential behavioural or learning 

problems. There is therefore a certain mindfulness by teachers in the classroom about how 

what is happening and what is likely to happen can affect the flow of learning for each 

student. 

To achieve such positive classroom control, there needs to be close inspection of the 

teacher-student relationship. Care, trust, cooperation, respect, and team skills are all present, 

because these are the skills needed to promote classrooms in which error is not only 

tolerated, but also welcomed. Teachers and students must be clear of the purpose of a lesson, 

and understand that learning is a staccato process, full of errors, and that there is a need 

for all in the class to participate in the learning. (Once again) this requires making explicit 

the intentions and criteria of successful learning, setting the learning intentions at an 

appropriately challenging level, and providing support to reduce the gaps between what 
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