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SCHOOL REFORM LONGITUDINAL STUDY

CLASSROOM OBSERVATION SCORING MANUAL

Scoring instructions

Consider the explanations given for each dimension, using the descriptions of the scores from
1-5 on each to constitute the minimum criteria for each. Where difficulty is encountered in
selecting between two scores, consider whether the minimum conditions of the higher score
have been met. If these conditions have not been met, the lower score should be used. In
determining scores for each dimension, the observer should only consider the evidence seen
during the specific period.

Dimensions

1. Students’ Direction P.2
2. Knowledge Integration P.3
3. Problematic Knowledge P.4
4. Cultural Knowledges P.5
5. Higher Order Thinking P.6
6. Depth of Knowledge P.7
7. Depth of Students’ Understanding P.8
8. Substantive Conversation P.9
9. Social Support P.11
10. Academic Engagement P.12
1. Inclusivity P.13
12. Background Knowledge P.14
13. Connectedness to World Beyond The Classroom P.15
14. Explicit Quality Performance Criteria P.17
15.  Student Self Regulation P.18
16. Problem-Based Curriculum P.19
17. Narrative P.20
18. Group ldentities in Learning Communities P.21
19.  Active Citizenship P.22

20. Meta-language P.23




1. STUDENTS’ DIRECTION OF ACTIVITIES

TO WHAT DEGREE DO STUDENTS DETERMINE THE CLASSROOM ACTIVITIES?

Student direction of activities sees them influence what specific activities and/or tasks they will
do in the period, and/or how these will be realised. Such tasks are likely to be student-centred,
as in group work or individual research and/or investigative projects, whereby the students
assume responsibility for the activities with which they engage, and/or how students complete
them.

Where students do not influence the class activities, the teacher, or some other educational/
institutional authority, explicitly determines what activities students do, and hence how they will
meet the specified objectives required within the period. The appropriateness of an activity
towards meeting this criteria is thus decided by the teacher and/or external authority.

STUDENTS' DIRECTION

No student determination 1...2...3...4...5 Full student determination

1= No student cantmi All activiti es fcr the period axg; licitl y des:gnated by the teacher for
- students. .

Teacher mab:es mztial &e%acticn of aatmty, t}ut students exarmse some cantml thmugh
a choice of pmcedure or manner in which the %assk, is comp%st&d i

3= "i;;"r”eacher makas mzi;sai seiectisn of actwnty but swdents exercise same ccmtrca through

- a choice of alternative at:tmtles prescnbeti by iba teacher in addition t{z procedural
chmce o o o ;

,4 = Sama dahberatsznegmzatzm betwaen teacher and students over the actmty for the? .

period, mcludmg the range af apt;ons and pm{:eduras

51#: Students' detemmaﬁsn of their act ivity, its apprcrpnatenﬁss and context. Thas may be
- exth&r independent of, or dependent on, ieacher regulatzan ) £




2. SCHOOL SUBJECT KNOWLEDGE IS INTEGRATED

TO WHAT DEGREE IS SCHOOL KNOWLEDGE INTEGRATED ACROSS SUBJECT
BOUNDARIES?

School knowledge is typically segregated or divided in such a way that specific sets of
knowledge and skills are (relatively) unique and discrete to each specified school subject area.
Segregated knowledge is identified by clear boundaries between subject areas. Connections
between knowledge in different segregated subject areas are less and less clear the stronger
the dividing knowledge boundary. In the extreme, such boundaries prevent any inter-relation
of different subject areas.

Integrated school knowledge is identifiable when either: a) explicit attempts are made to
connect two or more sets of subject area knowledge, or b) when no subject area boundaries
are readily seen. Themes or problems which either require knowledge from multiple areas, or
which have no clear subject areas basis in the first place, are indicators of curricula which
integrates school subject knowledge.

SCHOOL KNOWLEDGE INTEGRATED

Knowledge segregated1...2...3...4...5 Knowledge integrated

1= Al knowl edge strictly restricted to that explicitly defined wxzhzn a smg le school
; $Ubj&61’ area. No mtrusxon of other can‘ienﬁs pgrmtﬁad :

2= Knswiedge Qstiy restr;cted to thatof a speczfc subject area, thh mma;
v mtrusrons li mxted to mnn&ctacms thh one mmer (se;:)arata) dlS{;i;} ine.

3= Knowfedge fmm mu&zpie subject areas mnnected or reiated togethfszr but st e
treated as separate and disti rmt sub;ects : s

4 =" Near mompiete mtagration of mu txp e sub;act areas, hcwevar some minor
mcﬁu’szcn of know edge tt‘zat is stlii treatad as urzzque tf; a 5ub3ec:t area. o

5= Compiete mtegratm of subjact araa &ncwiedge ta ih& dsgree that subject area |
| boundaries are not reongmsabie .




3. KNOWLEDGE IS PRESENTED AS PROBLEMATIC

TO WHAT DEGREE IS KNOWLEDGE PRESENTED AS CONSTRUCTED?

Presenting knowledge as problematic involves an understanding of knowledge not as a fixed
body of information, but rather as being constructed, and hence subject to political, social
and cultural influences and implications. Multiple, contrasting, and potentially conflicting
forms of knowledge are represented.

Knowledge as given sees the subject content within the class represented as facts, a body
of truth to be acquired by students. The transrriission of the information may vary, but is
based on the concept of knowledge as being static and able to be handled as property,
perhaps in the form of tables, charts, handouts, texts, and comprehension activities.

- NOTE: For the purposes of scarmg this dlmenszon, the focus is on the t:tmiant
of the lesson, and a judgement is made on the pmpoman of t[:fe prasanted
knowledge that s probl&matm ' - : d

KNOWLEDGE AS PROBLEMATIC

No knowledge problematic1...2...3...4...5 All knowledge problematic

1= Nr:z kne«w ecige as problemat c. Al know!adge is ;:sresented in an umnt:ca | fashion.

' 2= ;Some kmwiadge seen as prob emanc but mt&zmretanoﬂs mkedz‘feﬁumbie tc;%_
ynganbsdy of facts o - e -

3= Appmxxmateiy half kmwledga ae&n as prob ema{ic, Muiﬁtipie 'E'iiﬁigrpretatigns

recogmsed as xzanatms ona stable theme

4: ‘%{’Exgizmt valuatzon ef mu tsple znterpretatmns and sonstmctzons zaf mfnnnat on
- presented as ha\mg ecfba status and bemg equa ly acmmmocﬁateﬂ and accepted
by others - -

5= Afl knowiedge as probl emat;c Knawiedge is seen as socially. constmcted with
% f;onﬁ;ctmg ;mp matmns an«:ﬁ soctal functtms ;aroﬁucmg rasoiutm andfor conﬁ;ct




4. KNOWLEDGE OF THE CURRICULUM EXPLICITLY VALUES ALL CULTURES

TO WHAT DEGREE ARE NON-DOMINANT CULTURAL KNOWLEDGES VALUED?

Cultures are valued when there is explicit valuing of their identity represented in such things as
beliefs, languages, practices, ways of knowing. Valuing all cultural knowledges requires more
than one culture being present, and given status, within the curriculum. Cultural groups are
distinguished by social characteristics such as gender, ethnicity, race, religion, economic status,
or youth. Thus, their valuing means legitimating these cultures for all students, through the
inclusion, recognition and transmission of this cultural knowledge.

Curriculum knowledge that is constructed and framed within a common set of cultural
definitions, symbols, values, views and qualities, thus attributing some higher status to it, stands
in contrast to this.

Note: Linked closely with knowledge presented as problematic, this dimension goes
on to both recognise the social construction and hence conflicting nature of
knowledge, and explicitly value that knowledge associated with sub-group cultures.

KNOWLEDGE VALUES ALL CULTURES

Only high status culture 1...2...3...4...5 Multiple cultural knowledges

1= No explicit recognition or valuing of other than the dommant culture in curriculum
- knowledge transmitted to students.

2= Some racius:on of Others' cultures, with weak valumg, through simple reference to
_a particular feature(s) of them or their exi ster;ce

3= Stronger valuing in curriculum know! edgeﬁ,[by' acknowledgment and recngniticn of
multiple cultural claims to knowledge, and perhaps some activity based on an
aspect of this, though stiii within the framework of a dommant culture.

4= Others’ cuitares expizc tly valued in the content thr::sugh equal inclusion and use of
the knowl edge!perspactwe of the group, longside the dommant cuiture.

5= Differant cuimres equal y valued in all cumcuium knowl edge such that the concept
of a dominant culture is excluded in both its ccmtent am‘i form. ,




5. HIGHER ORDER THINKING

TO WHAT EXTENT DO STUDENTS USE HIGHER ORDER OPERATIONS?

Lower Order Thinking occurs when students are asked to receive or recite factual information
or to employ rules and algorithms through repetitive routines. Students are given pre-specified
knowledge ranging from simple facts and information to more complex concepts. Such
knowledge is conveyed to students through a reading, work sheet, lecture or other direct
instructional medium. The instructional process is to simply transmit knowledge or to practice
procedural routines. Students are in a similar role when they are reciting previously acquired
knowledge; i.e., responding to test-type questions that require recall of pre-specified knowledge.
More complex activities still may involve reproducing knowledge when students only need to
follow pre-specified steps and routines or employ algerithms in a rote fashion.

Higher Order Thinking requires students to manipulate information and ideas in ways that
transform their meaning and implications. This transformation occurs when students combine
facts and ideas in order to synthesize, generalize, explain, hypothesize or arrive at some
conclusion or interpretation. Manipulating information and ideas through these processes
allows students to solve problems and discover new (for them) meanings and understandings.
When students engage in the construction of knowledge, an element of uncertainty is
introduced into the instructional process and makes instructional outcomes not always
predictable; i.e., the teacher is not certain what will be produced by students. In helping
students become producers of knowledge, the teacher's main instructional task is to create
activities or environments that allow them opportunities to engage in higher order thinking.

HIGHER ORDER THINKING

Lower order thinking 1...2...3...4...5 Higher order thinking

: Aimost?aili '=§tudents, almasmfff’zﬁf Vthé“"“tii}ie,:?éré;éngaged‘in-"hif er order thinking.




6. DEPTH OF KNOWLEDGE

TO WHAT EXTENT IS DEEP KNOWLEDGE PRESENTED?

Knowledge is shallow, thin or superficial when it is not connected with significant concepts or
central ideas of a topic or discipline, and it is dealt with only in an algorithmic or procedural
fashion. Knowledge is also shallow when important, central ideas have been trivialized by the
teacher or students, or when it is presented as non-problematic. This superficiality can be due,
in part, to instructional strategies such as when teachers cover large quantities of fragmented
ideas and bits of information that are unconnected to other knowledge.

Knowledge is deep or thick when it} concerns the central ideas of a topic or discipline and
because such knowledge is judged to be crucial to a topic or discipline. Knowledge is deep
when relatively complex relations are established to central concepts.

NOTE: In scoring th:s item, observers should note that depth of
knowledge refers cm!y to the substantive character af the cantent that
e:z‘her students or teachers present in the Iesson e

ot - ==

DEPTH OF KNOWLEDGE

Knowledge is shallow 1...2...3...4...5 Knowledge is deep

o

i= Almost all of the lesson’s content knowledge is very thm because it does not de:al wrth
. significant topics or 1{&&&33 ,

2= Know| edge remains superficial, but some key camp%ex concapts and ideas are
mentioned or c:avered by the teacher or studems on a superficial or tnvzahz:ed fevel.

3= Knowledge s traated z:nevenly durmg mstmctxan i.e., deep knaw!edga of sz}meihmg
is countered by superficial understandmg of other knaw!edge At least one significant.
':dea may be presentad% depth, butin generai the focus is nat sustained.

4= Most of the presented knowledge is relatively deep because ei ther the teacher or the
~students provide information, arguments or reasoning that démonstrate the
- complexity of an important idea. Sustained focus on centrat content is occasionally
interrupted by thi in krmw ledge coverage ~ :

5= - Knowl ledge is very deep becauae -almost all knowiedge presented in the tesmn
sustains focus on a significant topic, and does so either through a complex structure
or by demonstrating the problematic nature of information and/or ideas.




7. DEPTH OF STUDENTS’ UNDERSTANDING

TO WHAT EXTENT IS DEEP UNDERSTANDING EVIDENT?

Students' understanding of important concepts or issues is taken to be superficial when ideas
are presented by students in a way which demonstrates that they only have a surface
acquaintance with the meaning. Evidence of shallow understanding by students exists when
they do not or can not use knowledge to make clear distinctions, arguments, solve problems
and develop more complex understandings of other related phenomena.

For students, knowledge is deep when they develop relatively complex understandings of these
central concepts. Instead of being able to recite only fragmented pieces of information,
students develop relatively systematic, integrated or holistic understandings. Mastery is
demonstrated by their success in producing new knowledge by discovering relationships,
solving problems, constructing explanations, and drawing conclusions.

. NOTE: When scarmg this :tem observers should note that depth of
understanding refers only to the level of understanding that students
pubi:cly demonairai‘e as they cans:der these ideas. ;

DEPTH OF UNDERSTANDING

Understanding is shallow 1...2...3...4...5 Understanding is deep

1= Almost all of the students demansiratad undarstaﬁd;ng involving the coverage af
simple information wmch they are to ramamber \

2= While some key concepts anﬁ ideas are mentsmaﬁi or covered by the students,
students demonstrate only a superficial ac:quamtance or tnvxahzed understandnng of
. these complex :daais ‘

3= Studants deep undersian:img is uneven. Deep understandmg of somethi ng, by some
students, is countered by superficial understanding of other knowledge (by either the
'same or other students). At least one significant idea may be understmf in depth,
butin gen&ra I the far;us is not sustained. ‘ .

4= Most students’ understandmg is relatively deep because the students pmv;de
: information, arguments or reasoning that demonstrate the complexity of an important
_idea for a substantial portion of the lesson. In this portion of the lesson, students do
~ atleast one of the following: sustain a focus on a significant topic for a period of time;
demonstrate their understanding of the pmb ematic nature of information and/or
~ ideas; demonstrate understanding by arriving at a reasoned, supported c:oﬁcius ion;

or, explain how they solved a re lati vefy compfex pfoblem o

5= Aimef;t all students do at least one of the following: sustain a focus on a Sigmf" icant
topic; or demonstrate their understanding of the problematic nature of information
and/or ideas; or demonstrate complex understanding by arriving at a reasoned,
supported conclusion; or explain how they solved a complex problem. In general,
students' reasoning, explanations and arguments demonstrate fullness and
complexity of understandmg ;




8. SUBSTANTIVE CONVERSATION

TO WHAT EXTENT IS CLASSROOM DISCOURSE DEVOTED TO CREATING OR
NEGOTIATING UNDERSTANDINGS OF SUBJECT MATTER?

In classes where there is little or no substantive conversation, teacher-student interaction
typically consists of a lecture with recitation where the teacher deviates very little from delivering
information and routine questions; students typically give very short answers. Discussion here
may follow the typical IRE (initiate/response/evaluate) pattern: with low level recall/fact based
questions, short utterance or single word responses, and further simple questions and/or
teacher evaluation statements (e.g., "yes, good”). This is an extremely routine, teacher centred
pattern, that amounts to a “fill in the blank,” or “guess what'’s in the teacher’s head” format.

In classes with substantive conversation there is considerable teacher-students and student-
student interaction about the ideas of a substantive topic; the interaction is reciprocal, and it
promotes coherent shared understanding. This scale assesses the extent of talking to learn and
to understand in the classroom.

3ubstanfwe canversatmns mciudas the faatures below:

NTELL&CTGAL SUBSTANCE The talk i m.zt sub;ect matter in the dtsm;} me and}'
encourages critical reasoning such as making distinctions, applying ideas, fermmg
generalizations, raising questions. It moves beyond just the recounting of experiences,
facts, definitions, or procedures (e.g., technical language, analytical distinctions and
categories being made, levels or diff 'tzanans between types and arguments stateci
grounds for dlsagreement stated) .

B. DIALOGUE: The wnversatm tmfﬁl‘sfe&} sharing of tdeas and is not comp etely scripted or
controlled by one party (as in teacher-led recitation). Sharing is best illustrated when
participants provide extended statements, direct their comments, questions and statements
directly to others, redzrec:i and 5&%&36& next speakers.

C. LOGICAL EXT ENS C}N AN?J SYNTHESES The dialogue bu; ds mherentiy on partscz;)ants‘
ideas to promote improved collective understanding of a theme or topic. In-short, substantive
conversation resembles the kind of sustained exploration of content characteristic of a good -
seminar where student contributions lead to shared understandings (e.g., teachers and
students may make principled topic shifts, may use linki ng words, make a:«cphort references
to previous comments, and may summanse)

D. A SUS&TA!NED EXCHANGE extends b&yend a routine %RE This can occur between
teacher and students or student and student and involves several consecutive interchanges.
Dialogue consists of a sustained. and tagzca ty reiated series of imkad exchanges between
Speakers ,

NOTE: Do not code mdmdna!s mnnoicgﬂes To score 2 or above, canversatxon must
focus on matters of substance.

(continued . . .)



SUBSTANTIVE CONVERSATION (continued)

SUBSTANTIVE CONVERSATION
No 'sub-con'1...2...3...4...5 Sustained 'sub-con’

NOTE: A is assumed and must be present to score above 1.

1= Virtually no features of stibstantive conversation occur during the lesson.
Lesson consists principally of either a sustained teacher monologue/lecture
and/or a repeated IRE sequence w;th iame vanatlon or conversat;an which is
not substamwa , « : :

2= Features B (DiALOGUE} aad/mr C (LOG ICAL EXTENS%ON & SYNTHE&%S}'
iicmcur briefly and involve at iaas’i ONE SUSTAiNED EXCHANGE.

3 - Features B (!?} ALOGUE) and/or c (LOG CAL EXTENSION & SVNTHE&S)
e occ:ur and mvolve TWO OR MORE $USTA NED EXCHANGES b

4= Al feature:s of substanhve conversatwn occeur, wﬁh sustamed exchanges over
- almost ONE HALF OF THE LESSON, wlih both teachers and students
scaffolding the converaatm '

5= Al features of substantwe cumersatxon oceur in an ongomg and sustamed
fashion, extending across almost ALL OF THE LESSON, w;th both teachers
and students scaffsldsng the conversatlon - , o :
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9. SOCIAL SUPPORT FOR STUDENT ACHIEVEMENT

TO WHAT EXTENT IS THE CLASSROOM CHARACTERIZED BY AN ATMOSPHERE OF
MUTUAL RESPECT AND SUPPORT AMONG TEACHER AND STUDENTS?

Social support can be undermined by teacher or student behaviour, comments and actions
that tend to discourage effort, participation and taking risks to learn or express one's views.
For example, teacher or student comments that belittle a student's answer, and efforts by
some students to prevent others from taking seriously an assignment serve to undermine
support for achievement. Support can also be absent in a class when no overt acts like the
above occur, but the overall atmosphere of the class is negative due to previous behaviour.

q

Social support is present in classes when the teacher supports students by conveying high
expectations for all students: these expectations include that it is necessary to take risks

and try hard to master challenging academic work, that all members of the class can learn
important knowledge and skills, and that a climate of mutual respect among all members of
the class contributes to achievement by all. Mutual respect means that students with less
skill or proficiency in a subject are treated in ways that continue to encourage them and
make their presence valued. If disagreement or conflict develops in the classroom, the
teacher helps students resolve it in a constructive way for all concerned. (Note: Token
acknowledgements by teacher of student actions or responses do not constitute evidence of
social support.)

SOCIAL SUPPORT FOR STUDENT ACHIEVEMENT

Negative social support 1...2...3...4...5 High positive social support

4= Social support is negative; actions/comments by teacher or studams resmt in
 "put-downs"; classroc:m aimosphare is rsagatwe “ :
2= . Social suppcrt is m:xerj Both rzegatsve and posztwe behawours or commenis are
observed. i L iy
3= . Social support is neutrai or mxidiy pasut:ve Emdence may be mainly in the fgrm

of verbal approval from the teacher for student effort and work. However, such
support tends to be g:ven to those who are already taking initiative in the cl ass,

and it tends not to be given to those who are reluctant participants orless
articulate or skilled in the subject, or gwen in cmmpensatzm for negatwe peer
soc;ai mteractzsn ,

4= 3oczal suppm fmm the teacher is clearly positive and there is some evi dance of
; social support among students for their peers. Evidence of special efforts by the
_teacher take the form of direct expressions that convey high expectanans forall;
mutual respect; a need. tc: try harfi and risk zmtzai faziure

5= Social suppm is strong; the class is charactenzed by high expectations,
: challenging work, strong effort, mutual respect and assistance in achievement
_for all students. Both teacher and students demonstrate a number of these
. attitudes by soliciting and welcoming contributions from all students who are
expected to put forth their best efforts, Broad participation may be an indication
that low achieving students receive social support for learning:
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10. ACADEMIC ENGAGEMENT.
TO WHAT EXTENT ARE STUDENTS ENGAGED IN THE LESSON?

Disengagement is identified by off-task behaviours that signal boredom or a lack of effort by
students; these include sleeping, day dreaming, talking to peers about non-class matters,
making noise or otherwise disrupting the class. It is assumed these behaviours indicate that
students are not taking seriously the substantive work of the class.

Engagement is identified by on-task behaviours that signal a serious psychological
investment in class work; these include attentiveness, doing the assigned work, and

showing enthusiasm for this work by taking initiative to raise questions, contribute to group
tasks and help peers.

ACADEMIC ENGAGEMENT

Disengagement 1...2...3...4...5 Engagement

1= Disruptive d;sengagement students are f?’equéntly off-task as evidenced by
gross inattention or serious di sruptzsns by maﬂy, this is the c:emrat characterza‘isc” ,
- during mucﬁ af the class . . , .

2= Passive engagamant most students, most of the time, either appea;‘ iethargao or
: are only occasionally active in carrying aut asszgmd activities and some
students are ¢ ear%y off-task. ,, o

3= Sparadxc or episodic engagemem mast s%udents elthernap;mar indifferent or are
only occasionally active | in carrying out assagned amzvmes but very few staéeﬂis :
are clearly aff-task - . i

4= Engagement is w;despread mcsst students most of the time are an«task
: pursuing the substance of the fessan most studants seem tobe tak:mg the work
‘senc;usly and trying hard. ~ , ,

5= Serious engagement but not u‘ﬁiverysal; almost aiivstuc;ents are deeply involved,
almost all of the time, in pursuing the substance of the lesson.

NOTE: To score a 4, one must observe little indifference, very minor off-task
behaviour and most people engaged most of the time.



11. REPRESENTATION OF NON-DOMINANT GROUPS BY PARTICIPATION
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TO WHAT DEGREE ARE NON-DOMINANT GROUPS REPRESENTED IN CLASSROOM
ACTIVITIES?

This scale is designed to measure the degree to which non-dominant groups are

represented in classroom practices by participation. For the purposes of this scale, non-

dominant groups are to be identified in relation to broad societal-level dimensions of social
inclusion/exclusion.

NOTE: When scoring this item, observers should not focus on the
degree to which any one non-dominant group participates but on

whether or not that group is represented in the overall participation

pattern of the class.

REPRESENTATIVE PARTICIPATION

Low inclusion1...2...3...4...5 High inclusion

No pamoapatnon of nan-dommant sc&csa groups

One or two mstaﬂces of nan»dommant socza! group pa rncapaiwn

Several mstances*of nan-dommant*somal gmup' part;mpahon.

- Participation of non-d ammar}& social gr&ups for at ieast half {:af the !esson but
- notall {(nor neary all) of the tesson : o -

Pamczpataon cf non»dammant social groups for aﬂ or neariy ail cf the %esscm
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12. LINK TO BACKGROUND KNOWL EDGE

TO WHAT DEGREE ARE LINKS WITH STUDENTS' BACKGROUND KNOWLEDGE
MADE EXPLICIT?

Low connection lessons introduce new content, skills and cornpetencies without any direct
or explicit opportunities to explore what prior knowledge students have of the topic, and
without any attempts to provide relevant or key background knowledge that might enhance
students’ comprehension and understanding of the ‘new’.

High connection lessons provide students with opportunities to make connections between
their linguistic, cultural, world knowledge and experience and the topics, skills, competencies
at hand. Background knowledge may include community knowledge, local knowledge,
personal experience, media and popular culture sources.

ILINK TO BACKGROUND KNOWLEDGE

Low background High background
knowledge link 1...2...3...4...5 knowledge link

1= No referance;&made to baczkground knowledge: students’ commt.m;zy and cultural
~ knowledge or school km:awie” ge, coxfered in pravzous studxes other aub;ects ami
lessons. L .

D ,Sitt.zden*{s backgraund knowledge and experaence are mem cne&% c;r saltczted asa.
' mc;t vational technique, but are trwsa! and no 'fmnnecteci to the iessan .

3= - Initial reference or s:;;m;tatzon is made by the taacher to background know%edge
' and experience. At £east some connect;on to mut~af-schoc bac:kgmund
knowledge. - -

4= Periodic refar&néé or solicitation of baékgreuﬂd knoWledge is made by the
teacher. Atleast some cormeatwn to Gut~af~$chool background xnowledge

5= Sludents’ background knowledge amﬁ experxences are cans;mterzt y mco;*pnrat&d
into the lesson, with the lesson shunting back and forth between known material
and new material. At least some connectlm to oubof»sahao background
know§e€£ga , :

12A. SUB-SCALE: OBJECT OF EXTERNAL CONNECTION

it ol g o I o A o) & U a
The Canon.....cvvvvviiieieeeeee e ST ROPPTO Rt d
o] X0 | F= T V1| 11 £ SRR a
Community EVeryday Life ..... ..ot e eee b a
Traditional EthNIC CURUIES ...ttt e et e e e et e e s e s b st e s renaran s rerens a
[RL=TEcT0) 1 = | RO d

Previous School KNOWIEAQGE ......cciiiiiiii it Qa
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13. CONNECTEDNESS TO THE WORLD BEYOND THE CLASSROOM

TO WHAT EXTENT IS THE LESSON, ACTIVITY, OR TASK CONNECTED TO
COMPETENCIES OR CONCERNS BEYOND THE CLASSROOM?

This scale measures the extent to which the class has value and meaning beyond the
instructional context. In a class with little or no value beyond, activities are deemed important
for success only in school (now or later), but for no other aspects of life. Student work has no
impact on others and serves only to certify their level of competence or compliance with the
norms and routines of formal schooling.

A lesson scores higher on this dimension the more there is a connection to the larger social
context within which students live. Two areas in which student work can exhibit some degree
of connectedness are: (a) a real world public problem; i.e., students confront an actual
contemporary issue or problem, such as applying statistical analysis in preparing a report to the
City Council on the homeless; (b) students' personal experiences; i.e., the lesson focuses
directly or builds upon students’ actual experiences or situations. High scores can be achieved
when the lesson entails one or both of these.

CONNECTEDNESS TO THE WORLD BEYOND THE CLASSROOM

No connection1...2...3...4...5 Connected

1= Lesson topicand activities have no clear connection to anythmg beyond itself, the
teacher offers no justifi cation beyond the need fo perfsrm well in class. ‘

2= students enccmnter a topic, problem or Issae %hai thfs: teacher tries to connect to

students’ experiences or to ccntampc)razy public situations; i.e, the teacher informs

students that there is potential vaiue in the knowledge bemg studied because it

relates to the world beyond the classroom. For example, students are told that

- understanding Middle East history is xmpnrtant for politicians trying to bring peace

to the region; however, the connection is weak and there is no evidence that
students make the cmrzeac:izon : o

3= Students study a topic, problem or issue that the teacher succeeds in connecting

to students' actual experiences or to a contemporary public situation. Students

_.recognize some connection between classroom knowledge and situations outside

- the classroom, but they®do not explore the implications of these connections which

remain abstract or hypoihetzcai Th’ere is no effort to actually influence a larger
audsence : e

4= Students study or: work ona tcpzc problem or issue that the teacher and students

see as connected o their persorzai experiences or actual contemporary public

situations. Students recognize the connection between classroom knawiedge and

situations outside the classroom. They explore these connections in ways that

create personal meaning and significance for the knowledge. However, there is no

_effort to use the knowledge in ways tbat go beyond the classroom to actually
influence a larger audience. ‘

{(continued . . .)
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CONNECTEDNESB 10 THE WORLD BEYONB THE CLASSROOM (oontmued}

5= Students study or wori( ona toplc prob em or issue that the teacher and studenifs

: see as connected to their personal experiences or actual contemporary public
situations. Students recognize the connection between classroom knc;w!edge and

. situations c:utsxf;ie the classroom. They explore these connections in ways that
~create personal meaning and significance for the knowledge. This meaning and
significance is strong enough to lead students to become involved in an effort to

affect or influence a larger audience beyond their classroom in one of the following

ways: by communicating knowledge to others (including within the school),
advocating solutions to social problems, providing: assistance to people, creatmg

performances or pmducts with utilitarian or aesthetic value.

13A: SUB-SCALE: OBJECT OF EXTERNAL CONNECTION:

WOTIA OF WOTK ...ttt e e e s e e e e e s e e e e eeeer e se e sssareeraeesennennnnnee a
L (=02 1 (o] USSR a
(e o U] =1 U ]| (U] YU SR UPUURURP PP a
Community Everyday Life ...t e e a
Traditional EthNiC CUUIES ........ovviiieiei ettt et te e s sbr e e e e eaeaeaaans a
=T £To] o= PP a
Previous School KnOWIEAQEe .......cooviiiiiiii e Qa



14. EXPLICIT QUALITY PERFORMANCE CRITERIA

TO WHAT DEGREE ARE CRITERIA FOR WHAT COUNTS AS A HIGH QUALITY
STUDENT PERFORMANCE MADE EXPLICIT?

Implicit is identified by lack or absence of written or spoken reference to criteria,

requirements, benchmarks, levels of acceptable performance expected of students. This

may not be an indicator of neglect but a deliberate strategy for students to discover or
construct their own outcomes.

Explicit is identified by frequent, detailed and specific statements about what it is students

17

are to do, to achieve. This may involve overall statements regarding tasks or assignments,
or about performance at different stages in a lesson.

NOTE: The main focus of this scale is on the exp!:c:t statements of

_ what constitutes high quality student performances. Criterion,
_requirements or benchmarks, which simply make explicit

expectation of what constitutes completed work, do not make
explicit, in themselves, what constitates high quality performance.

EXPLICIT QUALITY PERFORMANCE CRITERIA

Implicit 1...2...3...4...5 Explicit

Teachers have not made any explicit statements of the expected learning

outcomes, qua xty of performance required of the students.

f Some pmcedura parameters, advanced organisers and aspeata of the genera!

direction of the lesson have been specified but students are working without
exphc:z statemeni of autcomes

Outcomas and criteria for some aspects of the qua lity of student perfarmances;

are specified at Iaas:‘t once dunng the lesson.

Qutcames and criteria for the qaa ;ty of student ;;erfarmances have been
specified more than once in the lesson (but not repeatediy).

Outcomes and criteria for student. ;:aerfarmandas are spemﬂéd in detailed and
exact ways repeatedly throughout the lesson with a focus on the quai;ty of -
outcomes being reinforced.
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15. STUDENT SELF REGULATION:
IMPLICIT BEHAVIOURAL AND DISCIPLINARY CONTROL

TO WHAT DEGREE IS CLASSROOM BEHAVIOUR GUIDED BY IMPLICIT (SELF)
CONTROL?

Low implicit control is identified by teachers who devote a substantial amount of verbal work
to disciplining behaviour and regulating bodies.

High implicit control is identified by teachers not or not having to make statements that aim
to discipline students’ behaviour (e.g., you're not being good today, put your pens away) or
to regulate students’ bodily movements and dispositions (e.g., ‘sit down’, ‘stop talking’, ‘eyes
this way’).

IMPLICIT BEHAVIOURAL AND DISCIPLINARY CONTROL

Low implicitcontrol 1...2...3...4...5 High implicit control

1= Teachers devote over half of their classroom talk i issuing orders, mmmands
and injunctions, and pumshments to regulate student behaviour, movamerﬁ:
and bodily disposition. It appears that more time and effort i is devotad o
control t aching and feammg o ,

2= A substam:zai amount of the lesson time is taken engaged in dxscxphnary and ;
regulatary taik There is substantna% mte ' tzon to the lesson.

3= Teachers must regu late students behawow several times durmg a lesson,
~ perhaps focusing on specific groups or individuals who are out of c:a:'atml
however the 19350{1 proceeds coherently. ,

4= Onoce or twice tiurmg thes essons, teachers must correat studeni behaviour or
mmfement There is only minor interruption to the !esson

5= Thereis virtually no teacher talk which focuses“an student behaviour or k
movement. The lesson proceeds without interruption.




16. PROBLEM-BASED CURRICULUM

TO WHAT EXTENT IS THE LESSON BASED ON SOLUTION OF A SPECIFIC
PROBLEM(S)?

Problems are defined as having no specified correct solution, requiring knowledge
construction on the part of the students, and requiring sustained attention beyond a single
lesson. A problem based lesson (5) is identified by lessons in which students are
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presented with a specific practical, real, or hypothetical problem (set of problems) to solve.

PROBLEM-BASED CURRICULUM

Noproblems 1...2...3...4...5 Fully problem based

1= No problems are presentad dwmg thf»; esson.-

2= Some minor and small problems {no correct solution) are p{}sed to the I
students but they reqwre ii‘tie: kncaw edge mns’twmzon by students

3= Some minor or small pmbiems are posed to the studants reqwrmg
substantial knowledge construction/creativity from sttzden‘ts

4= A large problem is posed requiring engagement by students ihmwghou’f a
single lesson.

b= A large problem has been set requiring engagemem by students overa

number c:f iessons
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17. NARRATIVE

TO WHAT EXTENT IS NARRATIVE USED FOR TEACHING AND LEARNING PURPOSES
IN THE LESSON?

Expository is identified as an emphasis on written, non-fiction prose, scientific and
expository expression both in lesson teaching and student responses. Examples are
descriptions, reports, explanations, demonstrations, documentaries.

Narrative is identified as a sequence of events chained together. The use of narrative in
lessons is identified by an emphasis in teaching and in student responses on structures and
forms. These may include the use of personal stories, biographies, historical accounts,
literary and cultural texts.

NOTE: For the purpnses’of this item, narrative may be present in either the
_content of a lesson or in the teaching act itself. In either case, narrative is said
to be present in the lesson. Therefore, this scale focuses on the proportmn of
narratzve thmaghaut the lesson content and process. :

NARRATIVE

Only expository 1...2...3...4...5 All narrative

1= - “Atno pointis narratwe used in the lesson, all teachmg and content remams
' 'e}{posstory :

2= Narrative is present in extﬁer the processes or content of the lesson, but the use of
this narrative may only be on occasmn or as a minor devzataen frc;m the main
portion of the lesson. ‘

3: The lesson processes and content are even y spl;t between narratwe and
expository. forms : : .

4= Lesson pmcesseseand ccntent primarily narraﬁve in nature, but éxposiﬁan is used
on occasion or as a minor deviat%on fromthe main portion of the lesson.

5= . Almostall of the lesson pmcesses and a!most all of tha iasson z;cmt&nt is
narrative. ,
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18. GROUP IDENTITIES IN A LEARNING COMMUNITY

TO WHAT DEGREE IS THE CLASS A SUPPORTIVE ENVIRONMENT FOR THE
PRODUCTION AND POSITIVE RECOGNITION OF DIFFERENCE AND GROUP
IDENTITIES?

Contemporary social theory emphasises the need for schools to create learning
communities in which difference and group identities are positively recogriised and
developed within a collaborative and supportive classroom community. This requires going
beyond a simple politics of tolerance. A classroom which manifests this ideal is one where
differences and group identities are both positively developed and recognised while at the
same time a sense of community is created. For example, in a given classroom, Aboriginal
identities are given positive recognition in classroom practices and representations;
Aboriginal students and teachers are given opportunities to pursue aspects of the
development of Aboriginal identities and cultures; all class participants value this as a
positive and legitimate aspect of their classroom community; and racism is challenged within
the classroom, school, and wider communities.

GROUP IDENTITIES IN A LEARNING COMMUNITY

No evidence of community . Development and positive

or production of difference, recognition of difference

focus on individuals 1...2...3...4...5 within community
1 == No evidence of communzty within the classroom; no positive recognition of

. ,f;gsdxffemnce and group identities; and no support for the devel opment of dxffarence
~and group 1dantftnes stuﬁents are all treateé as individuals.

2= Limited evgdence of commumty exists within the classroom; no posmve '
' recognition of difference and group identities; and: no suppc:rt for the
,d&vaiapment of d:ffarence and gm:.xp ndentxnes "

g Snma evidence c::sf mmmumiy exmts within the classroom; some remgnmon of
: - difference and group ;dent:t;es and no support for the devekopment of dtfferenCE '
and group tdentxtaes ,

4= There is a strong sense of community within the classroom; positive recognition
of difference and group identities; and l;rmted support for the developmant of
wfference and group sdentmes

5= There is strong sense of community within the classroom; positive recognition of
' group identities; and a supportwe erwsronment for the production of difference -
and group identities. :
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19. ACTIVE CITIZENSHIP

TO WHAT DEGREE IS THE PRACTICE OF ACTIVE CITIZENSHIP EVIDENT?

Active Citizenship acknowledges that in a democratic society all individuals and groups:
have the right to engage in the creation and re-creation of that democratic society; have the
right to participate in all of the democratic practices and institutions within that society; have
the responsibility to ensure that no groups or individuals are excluded from these practices
and institutions; have the responsibility to ensure a broad definition of the political includes
all relationships and structures throughout the social arrangement.

Active Citizenship is present in any classroom in any subject domain when the teacher
elaborates the meaning of such citizenship and facilitates its practice both within and without
the classroom.

ACTIVE CITIZENSHIP

No active Citizenship1...2...3...4...5 Prevalent active citizenship

1= The cztzzensmp rights of students and ieachers are nezther discussed nor
. practssed wﬂ;hm the classroom. ,

2= T hera is | :mlied ta k abaut the practxce of aczme c:tazaﬂah ip wtth n the c:iasgmom,

3= f"f'ff‘There is some evidence and some taik about the content of, and g:«asslble ,
practxces f active cntxzensm;} for teachars and students - '

4= Thwe is ev;dance of the practice o’r' actw& cttrzerzshm within the ciass

B= The praot:c:a of active szenshlp is obv;ously prevalent and ewdem in practices
and in relationships between students and the teacher, and students and
students, and in some mstam:es will. involve aciwe participation in contemparary
1ssues extemaf to the school. ' - «
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20. META-LANGUAGE

TO WHAT EXTENT DOES THE TEACHER (OR THE STUDENTS) TALK OR DISCUSS
EXPLICITLY HOW LANGUAGE WORKS, ASPECTS AND CHARACTERISTICS OF
LANGUAGES, TEXTS AND DISCOURSES?

No meta-language instruction has no explicit talk about talk and writing, about how written
and spoken texts work, about their features, characteristics, patterns, genres and
discourses. There is an emphasis on simply doing text-based activities, without any pulling
back and talking about curriculum and evaluation of texts.

High meta-language instruction has high levels of talk about talk and writing, about how
written and spoken texts work, about specific technical vocabulary and words (vocabulary),
about how sentences work or don’'t work (syntax/grammar), about meaning structures and
text structures (semantics/genre), about issues how discourses and ideologies work in
speech and writing. Teachers tend to do,a good deal of pulling back from activities,
assignments, readings, lessons, and fore-grounding particular words, sentences, text
features, discourses, etc.

META-LANGUAGE

No meta-language 1...2...3...4...5 High meta-language

oo oot

1= Low meta- anguage the teacher pmceeds through the lesson, without
; stopmng and oommentmg on h;sfher own or studants use of fanguaga

2= Sam{e meta«ianguaga the teacher’ prﬂc&ed s thrc}ugh the tesson stoppmg ta
make value mdgﬁments or commentary on language, but without providing any
- technical termmology or constmctwe assistance and clarifi caticm ‘

3= Initial or permdsc use of meta-| anguage at the. begmn ing of the lesson, orat
some key juncture, the teacher stops and explains or gives a mini-lesson on
some aspect of tanguage €. g, vocabu[ary, punotuatmn grammar, genm

4= Oc:casmnal use af meta~ianguage the teacher stops when students are having
' visible difficulty with aspects of language, providing direct assistance in
grammar vocabulary, g&nre dsscourses :

5= Consxster}z use of meta~ianguage the ieacher pmwdes ongoing . ami frequent
commentary on. Ianguage use, perhaps using jokes, puns, ironic comments on
_her/his own or students’ language, points out how differing sentences, text-
types, discourses actually work, compares and contrasts them, and shows how
. anguage can be used to canst;tute texts knc}wledge and power ' ‘

NOTE: Explanation of terminology is included, but cannot score above a 2.





