Characteristics of
Effective Instruction

S

tudent Centered Classrooms:

• Educators support all students in making connections to construct new learning in order
to make decisions and solve problems.
• The educator facilitates opportunities for students to be metacognitive.
• Educators and students are partners in learning.
• Educators facilitate time for students to learn collaboratively.
• Educators use meaningful and authentic assessment in a real world context.

T

eaching for Understanding:

• Instruction facilitates the construction of deep conceptual and procedural knowledge.
• Instruction facilitates the development of representations and conceptual models.
• Instruction inducts students into the discipline.
• Instruction facilitates the application of new learnings and understandings in new and
novel situations (transfer).

A

ssessment for Learning:

R

igorous and Relevant Curriculum:

• Educator utilizes K-12 learning progressions along which students are expected to
progress in a domain.
• Student learning goals are clear, focused on the intended learning, and communicated
so all students understand the criteria for success.
• Instructional modifications for students are planned from carefully elicited evidence of
student learning.
• Descriptive feedback identifies for students the specific knowledge and skills needed to
reach learning goal(s).
• Self and peer assessment is planned and structured by educator and students in order
to develop life-long learning skills.
• Educator facilitates the development of a collaborative classroom climate.

• Higher order thinking (HOT) is performed by students during instruction.
• Deep understanding and mastery of critical disciplinary concepts and skills are
demonstrated.
• Concepts and skills are applied to situations, issues, and problems in the world
beyond school.

T

eaching for Learner Differences:

• Instruction is focused on “big ideas” – the essential concepts and skills within the content.
• Instruction is designed and delivered to match students’ needs based on assessment
data of students’ prior knowledge, readiness, individual interests and learning preferences.
• Educator provides flexibility within content, instruction, and product to allow for variances
in students’ acquisition and demonstration of learning.
• Educator provides clear instruction about how to learn, making the various strategies and
skills of the learning process conspicuous to all students.
• Instruction includes opportunities for students to practice and review their learning and
receive feedback.
• Educator regularly monitors each student’s progress related to the acquisition of the
essential concepts and skills and adjusts instruction to meet students’ learning needs.

Educator supports all
students to independently
generate connections between
background knowledge and
authentic experiences to
construct new learning in
order to make decisions and
solve problems.

Educator engages all students
in activities that activate prior
knowledge and make
connections to authentic
experiences resulting in new
learning.

Educator activates prior
knowledge and makes
connections to authentic
experiences without guiding
the students to a new level of
understanding.

Educator activates prior
knowledge without making
connections to authentic
experiences.

All students independently
make connections between
prior knowledge and
authentic experiences to
construct new learning in
order to make decisions and
solve problems.

Students make connections
between prior knowledge and
authentic experiences and use
the connections to make
decisions and solve problems.

Students make connections
between prior knowledge and
authentic experiences, but
most students are not able to
use those connections to
make decisions and solve
problems.

Students talk about prior
knowledge but do not make
connections to authentic
experiences.

EVIDENCE

Educator does not engage
students in any activities that
prompt connections between
prior knowledge and
authentic experiences.

The educator models the
process of metacognition by
using student work to think
aloud about what the learning
goal is, where the student is
in relation to the goal, and
what the student can do to
move forward.

The educator uses examples
of concrete experiences,
collaborative discourse, and
reflection related to deep
understanding of critical
content to model
metacognitive processes.

The educator uses examples
of concrete experiences,
collaborative discourse, and
reflection that are unrelated
to current learning goals or
critical content to model
metacognitive processes.

The educator tells students
about metacognition and
encourages its use rather than
modeling through examples
of concrete experiences,
discourse, or reflection.

The educator does not model,
demonstrate, or encourage
metacognition during
instruction.

The educator provides
concrete opportunities during
the lesson for students to
reflect on their learning (e.g.,
self-assessment logs, exit
cards).

The educator uses
questioning and feedback to
facilitate opportunities for
students to practice the use of
metacognitive processes to
reflect on what and how they
learn.

The educator asks questions
to encourage students’ self
reflections, but prompts lack
the specificity required to
elicit metacognition.

The educator asks questions
related to recall of critical
content and relies on direct
explanations rather than
scaffolding opportunities for
students to practice
metacognition and attain
conceptual understanding.

The educator does not
structure time or facilitate
opportunities for students to
use metacognitive processes
to reflect on what and how
they learn.

The educator asks questions
that prompt students to
consider how they solved
problems, why they accepted
or rejected ideas, and how
they might solve the problem
differently the next time.
The educator provides
adequate time for students to
use these prompts to reflect
on what and how they learn.

The educator provides
inadequate time for students
to process or act upon their
self reflection.

Students demonstrate
understanding of self
reflection by taking control of
their own learning. They
articulate personal learning
strategies, set learning goals,
and monitor their progress in
achieving them.

EVIDENCE

Students understand
metacognition and, with the
aid of teacher prompts and
cues, are able to demonstrate
the use of self reflection on
what and how they learn.
With teacher support,
students articulate personal
learning strategies, set
learning goals, and monitor
their progress.

Students demonstrate self
reflection on what and how
they learn but lack the deep
understanding necessary to
integrate metacognition with
articulation of personal
strategies or monitoring
progress toward learning
goals.

Students copy metacognitive
processes but are unable to
personalize or apply
metacognition to deepen their
self knowledge to enhance or
take control of their learning.

Students do not demonstrate
the use of self reflection on
what and how they learn.

The educator demonstrates
knowledge of students’
current levels of
understanding and interests,
and the view that learning is a
social process. The educator
scaffolds learning of critical
content to provide for
individual needs and
preferences.

Educator facilitates learning
experiences that explicitly
link critical content to
students’ current
understanding and natural
curiosity about a topic, but
students do not see
themselves as partners in this
process.

Educator facilitates learning
experiences that link critical
content to students’ natural
curiosity about a topic
without attention to their
current levels of
understanding supporting
students to understand their
role as partners in learning.

Educator facilitates learning
experiences without clear
connections to students’
levels of understanding or
preferences. Scaffolding
opportunities for students to
be partners in the process are
not evident.

Educator dominates
instruction and learning
processes without student
input or participation.

Students are engaged in
decision-making, have
opportunities to explore
topics of their choice, and cocreate learning experiences to
deepen their understanding
of critical content.

Students choose from
teacher-generated topics and
learning experiences related
to critical content.

Students choose topics and
participate in the design of
learning experiences without
attention to deepening their
understanding of critical
content or knowledge of their
responsibilities as learners.

Students are engaged in
educator-designed learning
experiences without
opportunity to deepen their
understanding by exploring
related topics of their choice
or to increase their knowledge
of learning as a social process.

Students passively receive
teacher selected information
about the critical content.

Students demonstrate self
regulation and take
responsibility for their roles
in the learning process.

Students demonstrate self
regulation and accountability
through classroom structures
provided by the teacher.

EVIDENCE

Educator never lectures;
rather facilitates and provides
time for all students to
participate in collaborative
learning situations during
most of the instructional day.

Educator seldom lectures;
rather facilitates and provides
time for most students to
participate in collaborative
learning situations.

Educator sometimes lectures,
but also facilitates and
provides time for many
students to participate in
collaborative learning
situations.

Educator lectures most of the
time and facilitates and
provides a minimal amount of
time for some students to
participate in collaborative
learning situations.

Educator relies solely on a
lecture-style instructional
practice and provides no
opportunity for students to
participate in cooperative or
collaborative learning
situations.

Students participate in
opportunities to learn with
their peers in collaborative
learning situations during
most of the instructional
time.

Students participate in
opportunities to learn with
their peers in collaborative
learning situations during
much of the instructional
time.

Students participate in
opportunities to learn with
their peers in collaborative
learning situations during
some of the instructional
time.

Students seldom participate
in opportunities to learn from
their peers in cooperative
learning situations during the
instructional time.

Students have limited or no
student-to-student or
student-to-educator
collaboration around the
content of instruction.

Students engage in rich and
frequent collaboration with
student-to-student and
student-to-educator
interactions around the
content of instruction.

Students engage in frequent
collaboration with student-tostudent and student-toeducator interactions around
the content of instruction.

Students occasionally
participate in collaboration
with student-to-student and
student-to-educator
interactions around the
content of instruction.

Students sometimes
participate in collaboration
with student-to-student and
student-to-educator
interactions around the
content of instruction.

EVIDENCE

When assessing student
learning, educator evaluates
students’ application of
concepts and skills in real
word contexts beyond the
school and classroom settings
and provides specific
feedback about performance.

When assessing student
learning, educator provides
opportunities for students to
apply concepts and skills in
real word contexts beyond the
school and classroom
settings, but does not provide
specific feedback about
performance.

When assessing student
learning, educator provides
opportunities for students to
demonstrate how knowledge,
concepts or skills could be
applied to contexts beyond
the school setting.

When assessing student
learning, educator asks
students to articulate how
knowledge, concepts and
skills could be applied to
situations outside of the
classroom and school setting.

When assessing student
learning, educator does not
allow for students’ application
of knowledge, concepts and
skills in real word contexts
beyond the school and
classroom settings.

Educator plans interventions
and/or additional instruction
for individual or groups of
students based on the results
of assessment (formal,
informal, formative and/or
summative).

Educator does not use results
of assessment (formal,
informal, formative, and/or
summative) to plan
interventions and/or
additional instruction for
individuals or groups of
students.

Educator provides
interventions and/or
additional instruction for
individual or groups of
students based on the results
of assessment (formal,
informal, formative, and/or
summative).

Educator does not provide
interventions and/or
additional instruction for
individual or groups of
students.

Students apply knowledge,
concepts, and skills in real
word contexts beyond the
school and classroom settings
and adjust their actions based
on specific feedback about
performance. .

EVIDENCE

Students apply knowledge,
concepts, and skills in real
word contexts beyond the
school and classroom
settings.

Students demonstrate how
knowledge, concepts, or skills
could be applied to contexts
beyond the classroom and
school setting.

Students articulate how
knowledge, concepts, and
skills could be applied to
situations outside of the
classroom and school setting.

Students do not apply their
knowledge, concepts, and
skills in real word contexts
beyond the school and
classroom settings

Educator requires students to
actively engage the essential
concepts and skills.

Educator offers students the
opportunity to actively engage
the essential concepts and
skills.

Educator addresses essential
concepts and skills, but does
not actively engage students.

Educator does not focus on
essential concepts and skills.

Students actively engage with
the essential concepts and
skills. They make connections
between prior knowledge and
new learnings and build their
own deeper understandings
of the essential concepts and
skills.

Students actively engage with
the essential concepts and
skills. They make connections
between prior knowledge and
new learnings.

Students actively engage with
the essential concepts and
skills.

Students are not actively
engaged with the essential
concepts and skills.

EVIDENCE

Educator facilitates student
development of extensive
mental frameworks or
schemas to organize facts,
concepts, and principles into
deep conceptual and
procedural knowledge.

Educator provides extensive
mental frameworks or
schemas to organize facts,
concepts, and principles into
deep conceptual and
procedural knowledge.

Educator addresses the
organization or
interrelatedness of facts,
concepts, and principles at a
superficial level.

Educator does not address
the organization or interrelatedness of facts, concepts,
and principles.

Students construct extensive
mental frameworks or
schemas to organize facts,
concepts, and principles into
deep conceptual and
procedural knowledge.

Students demonstrate
understanding of the
interrelatedness of key
concepts; evidence may
include explaining, reasoning,
analyzing, interpreting,
relating, comparing, making
analogies, abstracting,
conjecturing, and
generalizing.

Students demonstrate a
superficial understanding of
the interrelatedness of key
concepts.

No students demonstrate
understanding of the
interrelatedness of key
concepts.

EVIDENCE

Educator embeds essential
concepts and skills within a
discipline. He or she
addresses how the concepts
and skills function within the
discipline and connects them
to the work of professionals in
the field.

Educator embeds essential
concepts and skills within a
discipline. He or she
addresses how the concepts
and skills function within the
discipline, but does not
connect them to the work of
professionals in the field.

Educator embeds essential
concepts and skills within a
discipline. He or she does not
address how the concepts and
skills function within the
discipline and/or connect
them to the work of
professionals in the field.

Students use the language of
the discipline and the
disciplinary processes that
professionals (e.g., scientists,
artists, writers, etc.) use in
the field when learning
essential concepts and skills.

Students use the language of
the discipline that
professionals (e.g., scientists,
artists, writers, etc.) use in
the field when learning
essential concepts and skills.

Students do not use the
language of the discipline or
the disciplinary processes
that professionals use in the
field when learning essential
concepts and skills.

EVIDENCE

Educator does not embed
essential concepts and skills
within the discipline.

Educator requires students to
apply what has been learned
in an innovative manner and
unfamiliar experience.

Educator offers the
opportunity for students to
apply what has been learned
in an innovative manner and
unfamiliar experience.

Educator does not offer
students the opportunity to
apply what has been learned
in an innovative manner and
unfamiliar experience.

Students apply what has been
learned in an innovative
manner and unfamiliar
experience.

Students apply what has been
learned in a traditional
manner and/or familiar
experience.

Students do not apply or
apply it in a rote manner what
has been learned.

EVIDENCE

Educator can consistently articulate how the learning
goals for the current instructional sequence fit into a
larger K-12 progression that sets out increasingly more
sophisticated understandings of Core concepts/
principles/ skills around a “big idea” of the domain.

Educator can articulate for some
instructional sequences how the learning
goals fit into a larger K-12 progression.

Educator never articulates how the learning goals for
the current instructional sequence fit into a larger K12 progression.

Educator consistently monitors each student„s location
and progress along the progression of learning.

Educator occasionally monitors some
students‟ location and progress along the
progression of learning.

Educator does not monitor individual students‟
location and progress along the progression of
learning.

EVIDENCE

Educator regularly
communicates learning goals,
success criteria, and models
of quality work to students in
student friendly language.

Educator occasionally
communicates learning goals,
success criteria, and models
of quality work to students in
student friendly language.

Educator occasionally
communicates both learning
goals and success criteria to
students in student friendly
language.

Educator regularly facilitates
student understanding or
development of success
criteria.

Educator occasionally
facilitates student
understanding or
development of success
criteria.

Educator never facilitates
student understanding or
development of success
criteria.

All students can explain the
learning goals, criteria for
success, and models of quality
work and use them to
monitor their own learning.

Most students can explain the
learning goals, criteria for
success, and models of quality
work and use them to
monitor their own learning.

Students can explain the
learning goal for the
classroom activities, but are
not able to explain what
success will look like.

EVIDENCE

Educator can articulate
learning goals to students in
student friendly language.

Students are not able to
explain what learning is
expected.

Educator does not articulate
learning goals or success
criteria to students.

Educator regularly plans
instructional activities to
include eliciting quality
evidence of student learning
relative to each specific
learning goal, to identify
students‟ zone of proximal
development, and to provide
sufficiently detailed
information for action (e.g.
observations, embedded
questions, probes, ungraded
quizzes, scoring guides, or
other checks for
understanding).

Educator occasionally plans
instructional activities to
include eliciting evidence of
student learning relative to
specific learning goals and to
provide sufficiently detailed
information for action (e.g.
observations, embedded
questions, probes, ungraded
quizzes, scoring guides, or
other checks for
understanding).

Educator elicits mostly graded
evidence of student learning
relative to each specific
learning goal after the activity.

Educator elicits only graded
evidence of student learning
relative to each specific
learning goal after the
activity.

Educator regularly interprets
evidence to identify students or
groups of students with specific
learning gaps.

Educator occasionally
interprets evidence to identify
students or groups of students
with specific learning gaps.

Educator interprets evidence to
inform next steps in instruction
for entire class.

Educator does not interpret
evidence to inform next
steps in instruction.

Educator regularly provides
differentiated instructional
opportunities to close learning
gaps or increase students‟ level
of sophistication of the learning
goals.

Educator occasionally provides
differentiated instructional
opportunities to close learning
gaps or increase students‟ level
of sophistication of the learning
goal.

Students are regularly working
on specific learning goals
individually or in groups.

Students are occasionally
working on specific learning
goals individually or in groups.

EVIDENCE

Students are always engaged in
whole group instructional
activities.

Educator does not elicit
evidence of student
learning relative to the
learning goal(s) of each
activity.

Educator regularly plans and provides
timely descriptive feedback targeted on
specific learning goals and success
criteria associated with current
instruction.

Educator occasionally plans and
provides timely descriptive feedback
targeted on specific learning goals and
success criteria associated with
current instruction.

Educator provides descriptive
feedback, but it is not targeted on the
specific learning goals and success
criteria associated with current
instruction.

Educator descriptive feedback
consistently addresses both student
successes and any gaps that exist
between where the learner is and the
learning goal. Feedback includes
strategies or approaches that the
student might take to progress toward
the learning goal.

Educator descriptive feedback focuses
on either the gap between where the
learner is and the success criteria or
the strategy or approach that the
student might take to progress toward
the learning goal. Student successes
are occasionally addressed.

Educator feedback to students focuses
on corrections needing to be made
and does not indicate a strategy or
approach that the student might take
to progress toward the learning goal.
Student successes are not addressed.

Educator regularly allows students time
to use the descriptive feedback.

Educator occasionally allows students
time to use the descriptive feedback.

Educator rarely allows students time
to use feedback.

Students regularly make improvements
on tasks based on descriptive feedback
from educator, peers, or other adults.

Students occasionally make
improvements on tasks based on
descriptive feedback from educators
or peers.

Students seldom revise or correct
tasks based on educator feedback.

EVIDENCE

Educator feedback is only in the form
of grades or marking.

Students do not revise or correct
tasks based on educator feedback.

Educator consistently models the
metacognitive process by asking
questions that encourage students to
consider how problems are solved and
why a particular strategy was used.

Educator occasionally models the
metacognitive process by asking
questions that encourage students to
consider how problems are solved
and why a particular strategy was
used.

Educator models the metacognitive
process but does or set the
expectation for students to use
metacognitive processes.

Educator does not model the
metacognitive process or set the
expectation for students to use
metacognitive processes.

Educator consistently plans and
structures opportunities for the
generation of self and peer assessment
and supports students while engaged in
the self or peer assessment process.

Educator occasionally plans and
structures opportunities for the
generation of self and peer
assessments and supports students
while engaged in the self or peer
assessment process.

Educator structures opportunities for
the generation of self and peer
assessment but does not support
students while engaged in the self or
peer assessment process.

Educator does not plan or structure
opportunities for the generation of self
and peer assessment.

Educator routinely requires student
reflection by providing strategies in self
and peer assessment (e.g. asking
students to identify how they “know”
what they have learned and what they
need to continue learning.)

Educator occasionally requires
student reflection by providing
strategies in self and peer
assessment (e.g. asking students to
identify how they “know” what they
have learned and what they need to
continue learning.)

Educator suggests students reflect,
but does not provide strategies.

Educator does not infuse reflection
practices.

Students routinely provide constructive
feedback to peers.

Students occasionally provide
constructive feedback to peers.

Students rarely provide constructive
feedback to peers.

Students provide feedback that does
not positively guide learning for peers.

Students consistently use
metacognitive skills to self adjust their
learning strategies.

Students occasionally use
metacognitive skills to self adjust
their learning strategies.

Students sometimes use
metacognitive skills and sometimes
self adjust their learning strategies.

Students rarely use metacognitive
skills.

EVIDENCE

Educator displays high expectations for all students.

Educator views some students more capable than
others of learning specific concepts.

Educator views some students as innately more
capable of learning.

Educator models and provides instruction of
desired norms of respect, transparency, and
appreciation of differences (e.g. disorders, abilities,
cultural differences).

Educator either models or provides instruction of
desired norms of respect, transparency, and
appreciation of differences (e.g. disorders, abilities,
cultural differences).

Educator neither models nor provides instruction of
desired norms of respect, transparency, and
appreciation of differences (e.g. disorders, abilities,
cultural differences).

Educator consistently provides a non-threatening
environment focusing on all students‟ strengths and
the power of learning from mistakes.

Educator occasionally provides a non-threatening
environment focusing on all students‟ strengths and
the power of learning from mistakes.

Educator does not provide an environment focusing
on all students‟ strengths and the power of learning
from mistakes.

Educator consistently promotes high levels of
collaboration.

Educator occasionally promotes high levels of
collaboration.

Educator rarely promotes collaboration.

Students consistently show respect for peers and
educators.

Students occasionally show respect for peers and
educators.

Students rarely show respect for peers and
educators.

Students consistently show appreciation of peers‟
differences.

Students occasionally show appreciation of peers‟
differences.

Students rarely show appreciation of peers‟
differences.

Students consistently use mistakes to promote their
learning.

Students occasionally use mistakes to promote their
learning.

Students do not use mistakes to promote their
learning.

Students consistently collaborate with educators
and peers as bona fide partners in learning.

Students occasionally collaborate with educators
and peers as bona fide partners in learning.

Students rarely collaborate with educators and
peers as bona fide partners in learning.

Students have internalized well established norms
and rules for collaboration.

Students are aware of norms and rules for
collaboration but they are not internalized.

Students are unaware of norms and rules for
collaboration.

EVIDENCE

Educator consistently
requires all students to
perform higher order
thinking, e.g., predict,
hypothesize, justify,
synthesize, evaluate, analyze,
and create.

Educator requires students to
perform at least one major
activity that occupies a
substantial portion of the
lesson using HOT.

Educator expects many
students to engage in at least
one significant question or
activity in which students
perform some HOT. Educator
engages most students in
lower order thinking (LOT)
during much of the lesson.

Educator expects most
students to engage in LOT for
most of the activity; however,
some students engage in HOT
without being prompted by
the teacher.

Educator asks students only
to perform LOT.

All students, almost all the
time, are performing HOT.

Most students perform HOT
when engaged in at least one
major activity that occupies a
substantial portion of the
time.

Most students are engaged in
LOT for much of the time, but
there is at least one
significant question or
activity in which many
students perform some HOT.

Most of the students are
engaged in LOT for most of
the lesson, but at some point,
at least some students
perform HOT on their own
without being prompted by
the teacher.

Students are engaging in
LOT, e.g., they receive, recite,
or participate in routine
practice and in no activities
during the lesson do students
go beyond LOT.

EVIDENCE

Educator sustains a focus on
significant disciplinary
content which reflects a deep
understanding of critical
disciplinary concepts, skills,
and processes.

Educator usually focuses on
significant disciplinary
content which reflects a
relatively deep understanding
of critical disciplinary
concepts, skills, and
processes.

Educator presents some
significant disciplinary
content with some depth
reflecting a moderate level of
understanding of critical
disciplinary concepts, skills,
and processes.

Educator includes minimal
significant content reflecting
a superficial or fragmented
level of understanding of
critical disciplinary concepts,
skills, and processes.

Educator does not deal with
any significant disciplinary
content.

All students do at least one of
the following which reflects
deep understanding:
a) demonstrate
understanding by arriving at
a reasoned explanation or
argument of how they
answered a question related
to a significant concept;
b) demonstrate their
understanding of the
problematic nature of
information and/or ideas
related to a significant
concept; or
c) demonstrate thorough
mastery of a significant skill.

Many students do at least one
of the following which reflects
their depth of understanding:
a) demonstrate
understanding by arriving at
a reasoned explanation or
argument of how they
answered a question related
to a significant concept;
b) demonstrate their
understanding of the
problematic nature of
information and/or ideas
related to a significant
concept; or
c) demonstrate thorough
mastery of a significant skill.

Many students demonstrate
the importance or use of a
significant concept or skill,
but this occupies only a small
portion of an activity. For
much of the activity, some
conceptual understanding or
proficient use of a skill is
countered by a superficial
understanding or basic level
of mastery.

Students show only a shallow
understanding or basic level
of mastery of significant
concepts or skills presented.

Students are involved in
covering discrete facts or
content, procedures, or skills.

EVIDENCE

Educator requires students to
apply concepts and skills to
situations, issues, and
problems in the world beyond
school. Educator engages the
students in understanding
the value of application of
critical concepts and skills
and to influence an audience
beyond school

Educator encourages
students to apply concepts
and skills to situations and
issues beyond school.
Educator models the
importance of applying
concepts and skills to
influence an audience beyond
the school.

Educator models how to
apply concepts and skills to
situations or issues and
suggests audiences to
influence beyond the
classroom.

Educator presents ways for
students to connect concepts
and skills to situations
beyond the classroom.

Educator does not connect
the concepts and skills to
contexts beyond the
classroom.

All students apply concepts
and skills to a situation, issue,
or problem in the world
beyond school. The students
demonstrate an
understanding of the value of
applying concepts and skills
to influence an audience
beyond school.

Most students apply concepts
and skills to a situation or
issue beyond school. The
students recognize the value
of applying concepts and
skills in understanding or
addressing situations or
issues beyond school.

Some students apply
concepts or skills to a
situation beyond classroom
and recognize the value of
doing so. There is little effort
to use the concepts or skills to
influence an audience beyond
the classroom.

Some students understand
the connection of concepts or
skills to situations beyond the
classroom.

Students make no connection
between the concepts and
skills and contexts beyond the
classroom.

EVIDENCE

Newmann, F. M., King, M. B., & Carmichael, D.L. (2009). Teaching for authentic intellectual work: standards and scoring criteria for teachers’ tasks,
student performance, and instruction. Minneapolis, MN: Tasora Books.
International Center for Leadership in Education. (2002). Rigor and relevance handbook. Rexford, NY: Author.

Educator identifies and
clearly articulates the
intended learning and
success criteria, in student
friendly language, that are
aligned to essential concepts
and skills.

Educator identifies the
intended learning and
success criteria aligned to
essential concepts and skills,
but does not articulate it in
student friendly language.

Students can describe the
intended outcome of the
instruction.

Students can restate the
intended outcome of the
instruction, but cannot
describe it.

EVIDENCE

Educator identifies intended
learning and/or success
criteria that are not aligned to
essential concepts and skills.

Learning goal and success
criteria are not identified.

Students do not know the
intended outcome of the
instruction.

Educator purposefully plans
and administers assessments
aligned to the intended
learning that measure present
level of student performance.
Educator uses assessment
data to determine each
student’s zone of proximal
development, aligned to the
intended learning.

Educator gathers assessment
data that is aligned to the
intended learning, but does
not use it to determine the
zone of proximal
development.

When more information is
needed, diagnostic
assessments are given to
determine the appropriate
instructional match for
student learning.

Educator administers
diagnostic assessments, but
does not use data to
determine the appropriate
instructional match for
student learning.

Educator plans differentiated
instruction that will increase
students’ levels of
sophistication regarding the
intended learning by closing
learning gaps and providing
extension opportunities.

Educator plans differentiated
instruction by addressing
only one of the following:
closing learning gaps OR
providing extension
opportunities.

EVIDENCE

Educator plans and
administers assessments;
however, assessments are not
aligned with essential
concepts and skills.

No assessments are given.

Educator uses assessment
data that is not aligned to the
intended learning.

Educator does not use
assessment data to design
instruction.

Educator does not administer
diagnostic assessments.

Educator attempts to plan
differentiated instruction, but
does not address closing
learning gaps or providing
extension opportunities.

Educator does not plan for
differentiated instruction.

The educator provides multiple,
flexible methods of instructional
presentation aligned to students’
individual learning preferences.

The educator provides multiple
methods of instructional
presentation, but not aligned to
students’ individual learning
preferences.

Educator provides learners with a
variety of methods of acquiring
knowledge and demonstrating
understanding through multiple
modalities.

Educator provides learners with
a variety of methods of
acquiring knowledge or
demonstrating understanding
through multiple modalities,
but not both.

Educator scaffolds instruction so
that all students have access to
higher order learning
opportunities.

Educator scaffolds instruction,
but does not lead to higher
order learning opportunities.

Educator does not scaffold
instruction.

Educator uses multiple means of
engagement, relevant to intended
learning, to heighten student
interest and effort.

Educator uses singular means of
engagement, relevant to
intended learning, to heighten
student interest and effort.

Educator does not use multiple
means of engagement OR the
strategies are not relevant to
intended learning.

Educator provides multiple
options for students to
demonstrate what they have
learned.
EVIDENCE

The educator provides one
method of instructional
presentation.

Educator uses singular or
multiple means of engagement
relevant to intended learning,
but is unsuccessful in
heightening student interest
and effort.

Educator provides information
using one method and requires
all students to demonstrate
understanding in the same
modality.

Educators provide clear
instruction about how to
learn.

Educators expose students to
information about how to
learn.

Educators do not provide
instruction about “how to
learn”.

Educators provide instruction
that ensures students
understand the conditions
under which strategies are
used.

Teachers teach strategies but
do not explicitly address the
conditions under which the
strategy can be used.

Teachers do not teach
strategies or conditions of use
to students.

Educators model strategies
and assist students to use
them independently.

Educators model the strategy,
but do not assist students to
use the strategy
independently.

Educators do not model
strategies or assist students to
use the strategy
independently.

Teachers encourage students
to reflect upon the
usefulness/success of
strategies AND support
students to incorporate
strategies into future learning
tasks.

Teachers encourage students
to reflect upon the
usefulness/success of
strategies, but do not support
students to incorporate the
strategies into future learning
tasks.

Teachers do not encourage
students to reflect upon the
usefulness/success of
strategies AND do not
support students to
incorporate the strategies
into future learning tasks.

EVIDENCE

Using appropriate materials
or strategies, the educator
provides opportunities for
students to practice intended
learning with a high rate of
success.
Throughout practice,
educator elicits frequent
responses, monitors student
performance, and provides
immediate, explicit feedback.
Students use feedback to
reflect on their own learning
and make appropriate
adjustments.

EVIDENCE

Educator uses appropriate
materials or strategies to
allow for student practice, but
does not ensure a high rate of
success.

Educator monitors student
performance and elicits
student responses, but
feedback is not immediately
affirmative and/or corrective.

Educator does not use
materials or strategies to
allow for student practice of
intended learning.

Educator elicits student
responses, but does not
provide feedback.

Students use feedback to
reflect on their own learning,
but do not make appropriate
adjustments

During practice, educator
fails to elicit student
responses, monitor student
performance, and does not
provide feedback.
Students do not use feedback
to reflect on their own
learning.

Educator uses formative
assessments to monitor
student performance and
provides immediate
affirmative and corrective
feedback.

Educator gathers frequent
assessment data, but does not
use data to monitor student
performance or for feedback
purposes.

Educator does not use
formative assessments.

Educator uses summative
assessments to measure
overall competency levels
relative to learning targets.

Educator uses summative
assessments that measure
learning targets, but lacks
clearly defined competency
levels.

Educator uses summative
assessments that do not
measure learning targets.

Educator purposefully and
continuously implements a
balanced assessment cycle to
gather data to inform
instructional practices.

Educator uses the assessment
cycle to inform instructional
practices, but not
continuously.

EVIDENCE

Educator attempts to use
assessment cycle, but does
not use all types of
assessments to inform
instructional practices.

Educator does not use the
assessment cycle to inform
instructional practices.

