
 

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 K-
12 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 can articulate 

learning goals to students in 
student friendly language. 

Educator does not articulate 

learning goals or success 
criteria to students. 

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. 

Students are not able to 
explain what learning is 

expected. 

 

 

EVIDENCE 

 

 

 

 

 

 

 

 



 

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 does not elicit 

evidence of student 

learning relative to the 

learning goal(s) of each 

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. 

Students are always engaged in 
whole group instructional 

activities. 

  

EVIDENCE 



 

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 feedback is only in the form 

of grades or marking. 

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. 

Students do not revise or correct 

tasks based on educator feedback. 

 

EVIDENCE 

 

 

 



 

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 




