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ASSUMPTIONS FOR AN ASSESSMENT SYSTEM 

1. Data will energize learning. 

When learners have the opportunity to consider internal data such as a reflection on their 
learning, an opportunity to self-evaluate and a time in which they can andyze their 
performance against previous performance a5 well as against benchmarks of what is 
considered to be good performance, they will grow and learn. 

When learners have the opportunity to consider external data such as feedbackfrom 
teacher evaluations, test results, information from peers and teachers when coaching, they 
will grow and learn. 

2. Data needs to be timely and constructive 

Feedback needs to be frequent and stated in constructive terns. Students need to hear 
what they can do, not just what they cannot do. 

3. Goals need to be set and met 

Students need to be a part of goal setting and documentation needs to be put in place so 
that they know and can celebrate when they reach their goals or modify either their goals 
or their strategies for reaching their goals if they are not successfu1. 

4. In a learning organization, every member of the organization is continuously 
growing and learning. SchooIs must become learning organizations. 

In order for assessment to be valued, it needs to be a part of every person's work in the 
organization and based on the same principles as set forth in 1-3. 

5. An assessment system requires self-regulation. 

Every program as well as individuals need to become: self-managing, self-modifying 
and self-monitoring. 
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WHAT HUMAN BEINGS DO WHEN THEY BEHAVE INTELI-IGENTLY 
and 

HOW THEY CAN BECOME MORE SO 

by 
Arthur L. Costa, Emeritus 

, , . . Professor of Education 
California State University, Sacrament0 

In teaching for thinking, we are not only interested in how many answers students know but 
also in knowing how to behave when they DON'T know. Intelligent behavior is performed in response 
to questions and problems the answers to which are NOT immediately known. We are interested in 
observing how students produce knowledge rather than how they merely reproduce knowledge. The 
critical attribute of intelligent human beings is not only having information, but knowing how to act on 
it. 

By definition, a problem is any stimulus, question, task, phenomenon, or discrepancy, the 
explanation for which is not immediately known. Thus, we are interested in focusing on student 
performance under those chaJlenging conditions that demand strategic reasoning, insightfulness, 
perseverance, aeativity, and craftsmanship to resolve a complex problem. 

One way to gather evidence of performance and growth in intelligent behavior is to engage in 
kid-watching. As students interact with real-life. day-to-day problems, in school, at home, on the 
playground, alone and with friends, we can collect anecdotes and examples of written and visual 
expressions that indicate students' increasingly voluntary and spontaneous perfomlance of intelligent 
behavior. 

What behaviors are indicative of the efficient, effective problem Solver? Just what do human 
beings do when they behave intelligently? Research in effective thinking and intelligent behavior by 
Feuerstein (1980). Glatthorn and Baron (1985), Sternberg (1985). Perkins (1985). and Ennis (1985) 
indicates that there are some identifiable characteristics of effective thinkers. These are not 
necessarily scientists, artists, mathematicians or the wealthy who demonstrate these behaviors. 
These characteristics have been identified in successful mechanics, teachers, entrepreneurs, 
salespeople, parents-people in all walks of life. 

Following are a dozen suggested characteristics of intelligent behaviors that teachers and 
parents can teach and observe. This list is not meant to be complete. As we think and study more 
about intelligent behavior we will discover additional indicators of growth in student's thinking 
abilities. 

1. PERSISTENCE: PERSEVERING WHEN THE SOLUTION TO A PROBLEM IS NOT 
READILY APPARENT 

Students often give up in despair when the answer to a problem is not immediately known. 
They often crumple their papers and throw them away saying, "1 can't do this," "It's too hard," or, they 
write down any answer to get the task over with as quickly as possible. They lack the ability to 
analyze a problem, to develop a system, structure, or strategy of problem attack. 

Students demonstrate growth in thinking abilities by increasing their use of alternative 
strategies of problem-solving. They collect evidence to indicate their problem-solving strategy is 
working, and if one strategy doesnt work, they h o w  how to back up and try another. They realize 
that their theory or idea must be rejected and another employed. They have systematic methods 01 
analyzing a problem, knowing ways to begin, knowing what steps must be performed, what data need 
to be generated or collected. This is what is meant by perseverance. 



2. MANAGING IMPULSIVIN 

Often students blurt the first answer that comes to mind. Sometimes they shout out an 
answer, start to work without fully understanding the directions, lack an organized plan or strategy for 
approaching a problem or make immediate value judgments about an idea-criticizing or praising it- 
before fully understanding it. They may take the first suggestion given or operate on the first idea that 
comes to mind rather than considering alternatives and consequences of several possible directions. 

As students become less impulsive, we can observe them clarifying goals, planning a 
strategy for solving a problem, exploring alternative problem solving strategies, and considering 
consequences of actions before they begin. They will decrease trial and error, they will gather much 
information before they begin a task, take time to reflect on an answer before giving it, make sure they 
understand directions before beginning a task, and listen to alternative points of view. 

3. LISTENING TO OTHERS-WITH UNDERSTANDING AND EMPATHY 

Some psychologists believe that the ability to listen to another person, to empathize with, and 
to understand their point of view is one of the highest forms of intelligent behavior. Being able to 
paraphrase another person's ideas, detecting indicators (cues) of their feelings or emotional states in 
their oral and body language (empathy), accurately expressing another person's concepts, emotions 
and prob!ams-all are indications of listening behavior (Piaget called it "overcoming ego-centrism"). 

Some children ridicule, laugh at, or put down other students' ideas. They are unable to build 
upon, consider the merits of, or operate on another person's ideas. We will know students are getting 
better at their listening skills when they can attend to another person, demonstrate an understanding 
of and empathize with that idea or feeling by paraphrasing it accurately, building upon it, darifying it, 
or giving an example of it. When students can say, "Peter's idea is ...... but Sarah's idea is ...." or "Let's 
try Shelley's idea and see if it works." or "Let me show you how Gina solved the problem, then I'll 
show you how I solved it," then we'll know students are listening to and internalizing others' ideas and 
feelings. 

4. FLEXIBILITY IN THINKING 

Some students have difficulty in considering alternative points of view or dealing with several 
sources of information simultaneously. THEIR way to solve a problem seems to be the ONLY way. 
They may decide that THEIR answer is the only correct answer. They are more interested in knowing 
whether their answer is correct, rather than being challenged by the process of finding the answer. 
They are unable to sustain a process of problemsolving over time and therefore they avoid 
ambiguous situations. They have a need for certainty rather than an indination to doubt. Their minds 
are made up and they resist being influenced by data or reasoning which contradicts their beliefs. 

As students become more flexible in their thinking they can be heard considering, expressing, 
or paraphrasing another person's point of view or rationale. They can state several ways of solving 
the same problem and can evaluate the merits and wnsequences of two or more alternate courses of 
action. When making deasions they will often use such words as "however," "on the other hand," or, 
"If you look at it another way ...." While increasingly they develop a set of moral principles to govern 
their own behavior, they are also prone to change their mind in light of convincing data, argument or 
rationale. Working in groups they often resolve conflicts through compromise, express a willingness 
to experiment with another person's idea, and strive for consensus. 

5. METACOGNITION: AWARENESS OF OUR OWN THINKING 

Some people are unaware of their own thinking processes while they are thinking. They lack 
a plan of action to solve a problem before they begin: they are unable to determine if that plan is 
working or if it should be discarded and another plan employed. They seldom evaluate their strategy 
to determine it's efficacy or if there could have been a more efficient approadl. 

When asked, "How are you solving that problem?" they may reply "I don't know, I'm just doing 
it." They are unable to describe the steps and sequences they are using before, during, and after the 
act of problem solving. They cannot transform into words the visual images held in their mind. They 
seldom plan for, reflect on, and evaluate the quality of their own thinking skills and strategies. 



We can determine if students are becoming more aware of their own thinking if they are able 
to describe what goes on in their head when they think. When asked, they can describe what they 
know and what they need to know. They can describe what data are laddng and their plans for 
produang those data. They can describe their plan of action before they begin to solve a problem. 
They can list the steps and tell where they are in the sequence of a problem solving strategy; they can 
trace the pathways and blind alleys they took on the road to a problem solution. 

They can apply cognitive vocabulary correctly as they describe their thinking sldlls and 
strategies. We will hear students using such terms and phrases as: "I have an hypothesis ...," "My 
theory is ...." "When I compare these points of view ...," "By way of summa W...," "What I need to know 
is ...," or 'The assumptions on which I am working are ...." 

6. CHECKING FOR ACCURACY AND PRECISION 

Students are often careless when turning in their completed work When asked if they have 
checked over their papers, they might say. "No, I'm done." They seem to feel little inclination to reflect 
upon the accuracy of their work, to contemplate their precision or to take pride in their 
accomplishments. Speed of getting the assignment over with surpasses their desire for 
craftsmanship. 

We can observe students growing in their desire for accuracy as they take time to check over 
their tests and papers, as they grow more conscientious about precision, clarity and perfection. They 
go back over the ~ l e s  by which they were to abide, the models and visions they were to follow, and 
the criteria they were to employ to confirm that their finished product matches exactly. 

7. QUESTIONING AND PROBLEM POSING 

One of the distinguishing characteristics between humans and other forms of life is our 
inclination and ability to FIND problems to solve. Yet students depend on others to solve problems, to 
find answers, and to ask questions for them. They sometimes are reluctant to ask questions for fear 
of displaying ignorance. 

Over time, we want to observe a shift from the teacher asking questions and posing problems 
toward the students asking questions and finding problems for themselves. Furthermore, the types of 
questions students ask should change and become more specific and profound. For example: 
requests for data to support others' conclusions and assumptions-such questions as, "What 
evidence do you have.....?" or "How do you know that's true?" will increasingly be heard. We will hear 
them pose more hypothetical problems characterized by "iffy"-type questions: "What do you think 
would happen IF.....?" or "IF that is true, then what might happen if....?" 

We want students to be alert to and recognize discrepancies and phenomena in their 
environment and to inquire into their causes: "Why do cats pun?" "HOW high can birds fly?" "Why 
does the hair on my head grow so fast, but the hair on my arms and legs grows So slowly? "What 
would happen if we put the saltwater fish in a fresh water aquarium?" "What are some alternative 
solutions to international conflicts other than wars?" 

8. DRAWING ON PAST KNOWLEDGE AND APPLYING IT TO NEW SITUATIONS 

Probably the ultimate goal of teaching is for the students to apply school-learned knowledge 
to real-life situations and to content areas beyond that in which it was learned. Yet we find that while 
students can pass mastery tests in mathematics, for example, they often have difficulty deciding 
whether to buy six items for $2.39 or seven for $2.86 at the supermarket. 

Too often students begin each new task as if it were being approached for the very first time. 
Teachers are often dismayed when they invite students to recall how they solved a similar problem 
previously and students don? remember. It's like they never heard of it before, even though they had 
the same type of problem very recently. It is as if each experience is encapsulated into a separate 
episode that has no relationship to anything that came before or that comes afterward. 

Intelligent human beings learn from experience. They are able to abstract meaning from one 
experience, cany it forth, and apply it in a new situation. Students can be observed growing in this 
ability as they are heard to say, "This reminds me of ...." or "This is just like the time when I..." They 
explain what they are doing now in terms of analogies with or references to previous experiences. 



They call upon their store of knowledge and experience as sources of data to support, theories to 
explain, or processes to solve each new challenge. 

When parents and other teachers report how they have observed students thinking at home 
or in other dasses, we know students are transferring. For example: Parents report increased 
interest in school, more planning in their child's use of time and finances, in increased organization of 
their room, their books and their belongings at home. (During a slumber party a Parent reported that 
his daughter invited her friends to "BRAINSTORM" which activities and games they preferred. This 
came afler she learned brainstorming techniques in school.) 

We might hear, for example, the social studies teacher describe how a student used a 
problem solving strategy which was originally learned in the science class. We might hear the wood 
shop teacher tell how a student volunteered a plan to measure accurately before cutting a piece of 
wood: "Measure twice and cut once"; an axiom learned in the algebra dass. 

9. PRECISION OF LANGUAGE AND THOUGHT 

Sorne humans' language is confused, vague, and imprecise. They desaibe attributes of 
objects or events with such nonspeafic words as "weird," "nice," or "O.K." Names of objects are such 
as "stuff," "junk,' and Things." Their sentences are punctuated with "ya'know," "er," and "uh." 

- 

We might hear the use of vague nouns, and pronouns: "THEY told me to." "EVERYBODY 
has one." "TEACHERS don't understand me." Verbs are often nonspecific: "Lets DO it." Comparators 
go unqualified: 'This soda is BETTER; I like it MORE." 

As students' language becomes more precise, we will hear them using more descriptive 
words to distinguish attributes. They will use more correct names and when universal labels are 
unavailable, they will use analogies such as "crescent shaped," or 'like a bow tie." They will 
spontaneously provide criteria for their value judgments describing why they think one product is 
BETTER than another. They will speak in complete sentences, voluntarily provide supportive 
evidence for their ideas, elaborate, clarify, and operationally define their terminology. Their oral and 
written expressions will become more concise, descriptive, and coherent. 

10. USING ALL THE SENSES 

All information gets into the brain through the sensory pathways: visual, tactile, kinesthetic, 
auditory, olfactory, gustatory. Most language, cultural, and physical learning is derived from the 
environment by observing or intaking through the senses. 

To know a wine it must be drunk; to know a role it must be acted; to know a game it must be 
played; to know a dance it must be moved; to know a goal it must be envisioned. Those whose 
sensory pathways are open, alert, and acute absorb more information from the environment than 
those whose pathways are withered, immune, and oblivious to sensory stimuli. 

We can observe students using all the senses as they touch, feel, and ~b various objects in 
their environment. (Young children may put things in their mouths). They will request a story or 
rhyme be read again and again. They will act out roles and "be" the thing: a father, a flatbed or a 
fish. "Let me see, let me see." "I want to feel it." "Let me by it." "Let me hold it..," they will plead. 

As they mature, we can observe that they conceive and express many ways of solving 
problems by use of the senses: making observations, gathering data, experimenting, manipulating, 
scrutinizing, identifying variables, interviewing, breaking problems down into components, visualizing, 
role playing, illustrating, or model building. Their expressions will use a range and variety of sensory 
words: "I FEEL like ....." "It TOUCHES me." "I HEAR your idea." "It leaves a bad TASTE in my mouth." 
"Got the PICTURE?" 

11. INGENUITY, ORIGINALITY, INSIGHTFULNESS: CREATIVITY 

"I can? draw,' 'l was never very good at art,' "I can't sing a note." S0me people think creative 
humans are just born that way; that it's in their genes and chromosomes. Increasingly we are coming 
to realize that all human beings have the capacity to generate novel, original, clever or ingenious 
products, solutions, and techniques-if that capadty is developed. 



Intelligent human beings are creative. They oflen try 10 ~0nceive problem solutions 
differently, examining alternative possibilities from many angles (Lateral thinking). They tend to 
project themselves into different roles using analogies, starting with a vision and working backward, 
imagining they are the objed being considered. Creative people take rise-they live on the edge of 
their competence," testing their limits (Perkins 1985). They are intrinsically rather than extrinsically 
motivated, working on the task because of the aesthetic challenge rather than the material rewards. 
Creative people are open to criticism. They hold up their products for others to judge and seek 
feedback in an ever-increasing effort to refine their technique. They are uneasy with the statusquo. 
They constantly strive for greater fluency, elaboration, novelty, parsimony, simplicity, craftsmanship, 
perfection, beauty, harmony, and balance. 

12. WONDERMENT, INQUISITIVENESS, CURIOSITY, AND THE ENJOYMENT OF PROBLEM 
SOLVING-A SENSE OF EFFICACY AS A THINKER 

Some children and adults avoid problems. We may hear them saying, "These types of 
thinking games turn me off," "I was never good at these brain teasers,' or "GO ask your father, he's 
the brain in this family." While attending high school or college, many people never enrolled in another 
math class or other "hard' academic subject after they didn't have to. Many people perceive thinking 
as hard work and therefore recoil from situations which demand "too much" of it 

We want students to move not only from an "I CAN" attitude, but also towards an "I ENJOY" 
feeling. We want them to seek problems to solve for themselves and to submit to others, to make up 
problems to solve on their own and request them from others. Furthermore, we want students to 
solve problems with increasing independence-without parents' or teachers' help or intervention. 
Such statements as. 'Dont tell me the answer, l can figure it out by mysell," will indicate growing 
autonomy. We will see them voluntarily continuing to learn throughout a lifetime. 

We will observe them communing with the world around them. They will reflect on the 
changing formations of a doud; be charmed by the opening of a bud; sense the logical simplic~ty of 
mathematical order. They will find beauty in a sunset, intrigue in the geometrics of a spider web, and 
exhilaration in the iridescence of a hummingbird's wings. They will see the congruity and intricacies in 
the derivation of a mathematical formula, recognize the orderliness and adroitness of a chemical 
change, and commune with the serenity of a distant constellation. 

We will see them deriving more pleasure from thinking as they advance to higher grade 
levels. Their curiosity will become stronger as the problems they encounter become more complex. 
Their environment will attrad their inquiry as their senses capture the rhythm, patterns, shapes, 
cOlOrS, and harmonies of the universe. They will display cognizant and compassionate behavior 
toward other life forms as they are able to understand the need for protecting their environment: 
respecting the roles and values of other human beings; and perceiving the delicate worth, 
uniqueness, and re'ationships of everything and everyone they encounter. Wonderment, 
awesomeness, passion: These are the prerequisites for intelligent behavlor. 



HOW THEY CAN BECOME MORE SO 

What type of environment can be created in which children learn and develop these types of 
intelligent behaviors? Much has been written about school and teacher effectiveness and it will not be 
repeated here. What follows is a brief summary of those school and classroom conditions in which 
intelligent behavior seems to prosper. 

HAVING FAITH THAT ALL STUDENTS CAN THINK 

For many years we thought that thinking skills programs were intended to challenge the 
intellectually gifted. Indeed, some thought that any child whose I. Q. fell below a certain static score 
forever rendered him or her doomed to remedial or compensatory drill and practice. 

-. 

Much research with hydrocephalic, Down's syndrome, senile and brain-damaged persons 
demonstrates that over time and with proper intervention, they can continue to make amazing growth 
in intelligent behavior. Until recently, we would have given them up as hopeless. Indeed teachers 
CAN grow intelligence. 

STUDENTS MUST REALIZE THINKING AS A GOAL 

Students often expend great amounts of energy trying to figure out their teacher's intentions. 
Because some students come from homes, previous teachers, or other S C ~ O O ~ S  where intelligent 
behavior was not valued, they often are dismayed by and resistant to the teacher's invitations to think. 

We must convey to students that the goal of their education is intelligent behavior-that the 
responsibility for thinking is theirs, that it is desirable to have more than one solution, that it is 
commendable when they take time to plan and reflect on an answer rather than responding rapidly or 
impulsively, and that it is desirable to change an answer with additional information. 

Students realize it as a goal when thinking becomes the content. Time should be taken to 
teach thinking skills and strategies directly. Discussion of students' problem solving processes should 
be conducted, inviting them to share their metawnition, to reveal their intentions and plans for 
solving a problem. 

CHALLENGING PROBLEM SOLVING OPPORTUN~~IES MUST BE PRESENTED 

Teachers questions can stimulate the brain to perform "higher order" thinking skills, problem 
solving and imagination. They will also want to provide perplexing situations, problems to solve, 
discrepandes, and intriguing phenomena to students. Day-to-day, real life problems are the best way 
to practice problem solving: What to take on the field trip, how to return the playground equipment 
more efficiently, how to make an equitable distribution of limited classroom supplies, etc. Teachers 
can engage students in the real problems facing them. ("Can someone help me figure out these 
directions? They're confusing to me"). 

CREATING A SAFE, RISK-TAKING ENVIRONMENT 

Learning to think, as does any form of learning, requires experimentation. If children believe 
the products of their thought processes will be criticized or evaluated, they will probably learn to 
refrain from thinking. Teachers' value judgments signal conformity rather than diversity. Listening to, 
paraphrasing, darifying, translating, employing student's ideas indicates that they have the power to 
produce meaningful ideas in the minds of others. 

GIVE IT TIME 

Unlike many other educational innovations and experiments, educators are viewing the 
infusion of thinking skills as a three to five year process. They are realizing that such a change 
cannot be a quick-fix. Research seems to indicate that it takes about two years of well defined 
instruction with qualified teachers and carefully constructed curriculum materials before a significant 
and enduring change in students' intelligent behavior is observed. 

We know that the amount of time on task affects student learning. This relationship is as true 
for academic achievement as it is for acquiring tfi~nking skills. As thinking becomes a goal of 



instruction, teachers and administrators place greater value on allocating classroom time for learning 
activities intended to stimulate, practice, and discuss cognitive processes. 

A RICH, RESPONSIVE ENVIRONMENT 

Many resources must be easily available to manipulate, experience, and observe. First and 
second-hand data sources-books, films, computers, knowledgeable people, and field trips will be 
available for students to gather data, use as a source of theories and to test ideas. 

A E N T I O N  TO LEARNERS' DEVELOPMENTAL READINESS AND SEQUENCE 

The nature of thinking capabilities and the sequence in which they appear have been well 
established in human beings. Too often, however, educators disregard these theories and present 
teaming activities before students are developmentally ready. The environment for learning intelligent 
behavior will introduce leamings in a sequence that matches children's development. 

One of the chief causes for failure in formal education is that we begin with language rather 
than beginning with real and material action. Learning progresses through stages of increasing 
complexity, (the number of ideas and factors we can think about), and increasing abshaction, (the 
greater distance from the real-from the concrete object, to a pictorial representation of the object, to 
a symbol which stands for the object, to a spoken word which stands for the symbol). Curriculum and 
instrvction can be more meaningful if they are sequenced in a manner consistent with these stages of 
development. 

MODELING 

With the understanding that imitation and emulation are the most basic forms of learning, 
teachers, parents, and administrators are realizing the importance of their own display of desirable 
intelligent behaviors in the presence of learners. Thus, in the day-today events and when problems 
arise in schools, classrooms, and homes, students must see adults employing the same types of 
intelligent behaviors listed above. W~thout this consistency, there is likely to be a credibility gap. As 
Emerson is often quoted, "What you do speaks so loudly, I can7 hear what you say." 

IN SUMMARY 

This list of intelligent behaviors and the conditions that promote them is not meant to be 
complete. There are many other indicators: displaying a sense of humor; ethicallmoral reasoning, 
and so forth. 

The intent of this article is to clarify the goals of cognitive education, to become more aler3 to 
the indicators of intelligent behavior, to realize those conditions in which these behaviors will flourish, 
to know how to observe them in problem situations in the everyday l ie of the classroom, and to know 
what we must model in our own behavior. 

As educators we have great responsibility for instilling these intelligent behaviors in our 
students. We must teach them to value intelligent, creative, and rational action. TO do so, however, 
we must provide the conditions for the behaviors of intelligence to be practiced and demonstrated. 
We must believe that ALL students can continue to grow in their ability to behave more intelligently. 
We must have faith that all humans can become increasingly more gifted than they are presently 
capable of demonstrating. Finally, we must set an example by becoming models of these intelligent 
behaviors ourselves. 
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HOW AM I DOING CHECKLIST 

Listens with Understanding and Empathy 

Rcstateslparaphrases a person's idea before offering 



GROUP COOPERATION 
A Scoring R u b r i c  

4 Demonstrates interdependence. All members contribute. Shows indicators of 
cooperation and working together. compromising and. staying on task. 
Disagreements are welcomed as learning opportunities. Completes task with 
accuracy and within time limits. Members listen to others points of view. 
Paraphrasing, clarifying and empathizing are in evidence. 

3 Members disagree but reach agreements through arguing and debate. Some 
paraphrasing and clarifying is in evidence. Group sometimes strays from 
task. Some members remain silent or refrain from participating. 

2 Some members are off task. Group rushes to complete task in the most 
expedient way due to the pressure of time. Evidence of arguing or 
encouraging others to get it over with. 

1 Few on task. Evidence of arguing and disinterest. Some members occupied 
with other work. 

0 Chaos. Task not completed. Many put downs. Some members leave 
before task is complete. Complaints about having to participate in 
task. 
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Performance r ask Uesign 7 emplare 

1 UnitiCourse Title Task Title. 

Brief Description o f  Performance Task 
(including what students must do and the 
performancelproduct(s) t h a t  will result) 

Outcome/5tandard(s) Assessed 

Content 5tandard(s) ~ s s e s s e d  r- 
State Outcome(s) Assessed 

Criteria t o  be used in assessing student' achievement 1 
Type of Rubric(s) t o  be Used (check all t h a t  apply) 

l 

0 analytic t r a i t  0 task  specific 

fl holistic genre specific 



l Other  Evidence t o  be Collected t o  Insure Reliability 
and Validity o f  this Perfort~~ance Asse55ment (quiz- 
zes, observations, logs, notes, etc.) 

I 

S tudent  Knowledge, Skill(s) and Reeources Required 
for  Succeeeful t e k  Performance and Feasibility 

Taek Piloting Information [course, grade 
level, # of  students, date@) o f  pilot] 

I - B ~  Whom Will the Productfperforrnan~e 

be Assessed? 

Other Possible Uses of Task, with minor rnodifiea- 
t ions (other grade-levels, courses, programs, etc.) 

1 Task Designer(@: 

School & District: 



Check each box, then circle your rating for each of the three 'criteria 

Credible 

yes no 
C1 0 Does it; measure the  state/distr ict Graduation Standards, Essential skills andfor Curriculum 

Standards? 
Doea i t  measure what it say5 i t  measures? (Is it valid?) 

Are the scoring criteria and rubrics clear, descriptivt: and explicitly related t o  t h e  Standards and 
Skills? 

r Are the  criteria and rubrics derived from actual performances or producte? 
15 t h e  task worthy o f  the time and energy required .to complete it? 

Inetructionally Worthy 

Does t h e  feedback t o  st;udetiLs enable thorn t o  self-assess and self-adjust? 
Does the  feedback t o  teachere enable them t o  diagnose student t~eeds and adju5.t; instruction? 
Does t h e  task siniulate authentic, real world challenges, contexts and constraints faced by 
profe:essionale, consumers, and citizens? 
Does the  task require a sophisticated understanding of required content, and a high degree of 
intellectual skill? 

User Friendly 

* Is the task an engaging one for students? 
Does t h e  task  permit t h e  appropriate latitude in style and approach necessary for t h e  student 

t o  play t o  herfhis own strength? 
Are the directions t o  t h e  student; and teacher clear, thorough but concise? 
Are the responsibilities o f  -the student/teacher/assessor self-evident? 
Are anchor studenl;  perfortnan~es/produc~~(models and work samples) included for eelf-as- 

sessment? 



Feedback and Guidance Sheet 

Feedback Guidance 
.,..-.-p--.. -. -.- .--...,-.-A...... . - . -- -- --p-- .-p 

Credibility 

l l 
L ~ .- -...- . . 1 -- -- 

Feedback commen-k on intent vs. ef fect  o f  design; giridance suggests how t o  honor feedback, i.e. 
what revisiot~s woutd enable design t o  meet t h e  criteria 



N D E R S T A N D I N G  

t?,. B_E_SIG.N 
" v ; ~ ~ i ~ s {  MC T+ 

4 C D  

Sophisocaied: 3.i unusually thorough. 
elegant. and rnvenrive account (model. 
theory. or explanation): fully supported. 
verified. and tustified: deep and broad: 
goes weli beyond i r e  infoimatzon 
given. 

Explanation 

Profound. a powerful and illuminating 
interpretation and analysis of the 
imponance/mean~ng/significance; tells 
a rich and ~ns~gh t fu l  story; provides a 
rich h istoy 0: context: sees deeply 
and incisively any iron~es in the d~f fer-  
ent interpretat!ons. 

Masterful: fluent. flexible. and effi- 
cient: able t o  use knowledge and skill 
and adjust underslan6ings well in 
novel, diverse. and dlfflculr contexts. 

l 
Interpretation 

In-depth: an atyp~cal and revealing 

account. gomg beyond what is obvi- 
ous or what was explicitly taught; 

makes subtle connectlons: well  sup- 
ported by argument and evidence: 
novel thinking displayed. 

Application I 

Revealing: a nuanced interpretation 
and analysis of the importancelmean- 
inglsignificance: tells an insightful 
story: provides a telling history or con- 

text: sees sub:le differences, levels. 
and lronles in olmrse interpretalions. 

Skilled compe:enf in usmg knowledge 
and skill and adapt~ng understand,ngs 

In a varlety of appropriate and 
dernand~ng contexts 

Developed: an account that reflects 
some in-depth and personal~zeo ideas: 

the student is making the work her 
own. golng beyond the g~ven-tnere is 

sup~or ted  t h e w  here, but insu!i%clent 

or inadequate evldence and arcument. 

Perceptrve: a helpful interpreta!ion or 
analys~s of the imponancelmean~ngls~g- 

nlftcance: telis a clear and instructive 

story: provldcs a useful h is toy or con- 

text: sees dlfierent levels of interpreta- 
tton. 

Able: able to perform well with knowl- I 
! 

edge and skill in  a f e w  key contexrs. 

wi th a limited repertoire. flexibil~ty, or 

adaptab~lity to diverse contexts 

Apprentice: relies on a limited reper- 
tolre of routines: able to perform wrell 
In familiar or simple CJntexts. with 
Perhaps some needed coaching; limit 

e0 use of personal judgment and 
responsiveness to  specrf~cs of !as.- 
back's~tuation. 

- 

ln;uir8ve. an incomplete account but 
wl th apt and insightful ideas: extends 

and deepens some of what was 
learned; some "read~ng between the 
I~nes";  account has limited support/ 

afQunient/data or sweeping gene :a I' ~za- 
tions. There is a theow but one with 

l~mtted testlng and ev~dence. 

Naive: a superf>c~al account: more 
descr~pt~ve than analytical or creative: 

a fragmentani or ske:chy account of 
faclsi~aeas or g l~b  generalizattons; a 
black-and-white account: less a theory 
than an unexam~ned hunch or bor- 
rowed ldea 

Novrce can perform only wlth coach- 
Ing or rel~es on hlghly scripted s~ngu- 
lar ' piug-~n' lalgorilhmic and mechanl- 
call sklils procedures or approaches 

Interpreted a oIa:s~ble interpretation 
or analysis o i  Tne importancelmean- 
ingisignificanze, makes sense of a 
story; provi jes a n:story or conteX1. 

Literal. a sirr.si!sttc or superiic~al read- 
Ing: mechan.ra t:anslation; a decoding 
w i th  l~t t le  or no  interpretation: no 
sense of w c e r  imponance or slgnifi- 
cance: a res:atement of what was 

taught or read. 



.cS2gl::ul a penetrating and novel 
y,ewpoznt; effect!vely crltlques and 

other plausible perspec- 
:,,,S. takes a long and dispass~onate. 
rr,!,~al vlew of the issues involved 

/- 
Perspective Empathy 

h!a:ure disposed and able t o  see and 
fee; what others see and feel. unusual- 
Iy ccen to and wslirng to seek Out the 
odo alien, or different 

Self-Knowledge 

fi'ise: deeply aware of the boundaries 
of one's own and others' understand- 
ing: able to recognize his prejudices 
and projec1,ons: has integnty--able 
and wllling to act on what one under- 

,-- I 1 

stands 

,-- 
jhorough: a revea:ing and coordi~ated 
crit~cal view: makes own vlew more 
3!ausibie by considering the plausib!lity 
Of other perspect~ves: makes spt 

,i,!ic:sms. d!scr~m,nat:ons, and qrra!:ft- 

'arions. 

S-.-.. r..a.,ive. d:sposed to see and feel 

&v".?: others see and !eel, o?en to the 
un:anil,ar or different. 

Grcums~ecr: awere of one's ignorance 
and that of o:ners: alvare o f  0ne.s pre;. 
udlces. knows the strenglhs and limr:s 
o: one's understanding. 

,- 
Considered. a reasonably c:~:csl acd 
Como:ehecsive look at ail polnts of 
,;ew in the context of one's own: 

makes clear that there is plaus;bti~ty to 
~ i h e r  polnts of vlew. 

Aware. k n o w  and feels that others 

s e i  and feel djfferentiy. somewhat 
able to ernpath~ze with o:hers: has 
d;fi.cul:y making sense o! odd of 
a'se-, wews. 

J,?o,ghrfui generally aware of what is 

and is not understood. aware of how 
prejudice and project~on can occur 
without awareness and shape one's 
views 

7 

Armre: knows of dtfferent points of 

view and somewhat able to place own 
view in perspective, but weakness m 
considering woch  of each perspecttve 

or critiqutrig each perspecitve, espe- 
c:ally one's own: uncritical about tacit 
assumptions. 

Developing: has some capacity and 

se5-discipline to "walk in another's 
shoes. '' but is szili primarily i im~ted t o  

one's own reacttons and a:r!tudes: 
puizied or put off by d~fferent feeltngs 
or at1,tudes. 

Ur;re!iec:rve: generally unaware of 

one's specific ignorance; generally 
unaware of how subjective prejudg 
ments color understandings. 

Uncr~rrca!. unaware of differing points 
of view: prone to overlook or Ignore 

other perspectives: has difficulty imag- 
ining other ways of seeing things: 
prone to egocentrlc argument and 
personal cr$tfc!Sms. 

Egocenrnc: has little or no empathy 
beyond intellectual awareness of olh- 

ers: sees things through o w n  ideas 
and feelings: ignores or is threatened 
or puzzled by different ieeiings, ani- 

tudes, or views. 

Innocent: completely unaware of the 

bounds of one's understanding and of 
the role of pro!ecrion and prejudice in 
opinions and attempts t o  understand. 



N D E R S T A N O I N G  

~ $ E S I G N  - - . - - - - - - 

using criteria and rubr~cs to sort work by quality 
along a continuum. 

The hrst set of questions in Figure 5.3 ensures 

that the eventual xtivitics and instructional strate- 
g i c ~  s~multaneousl~ derivc from and point m\r.ard 

the appropriate final assessments. The second set of 
questions. though logical from the perspective of 

activit)- design, make5 11 far less likely that the work 
. ... : 

\\.ill culminate in 'understanding or that \ye \i:ill 

have the evidence \ye need to ~ u d g e  whether such 

understand~ng has occurred. In effect. \\.hen \ye 

only [hink like an . I C ~ I \ - I I \ -  dcs~gncr .  \\c. cnd 

u p  \\.ith the apples unit described in the 

Introduction. Even though sonic students may 

develop important understandings through the 

various activities comprising the unit, the teacher 

did not consider, at the design stage. h o x  to build 

the activities around the need for evidence of 

understanding. 

C r i t e r i a  a n d  i n d i c a t o r s  

Haling cl3niied the kinds of eiidence needed to 

assess for understanding. ar turn to the second phase 

of  thinking liks an azses<or. asking. Against what cri- 

teria \\ill we judge such elidence? \ l h z  are the kinds 

of thing m look for? These questions challenge us to 

Figure 5.3. Two DIFFERENT APPROACHES 

Thinking Like an Assessor l Thinking Like an Activity Designer 

I and focus the instructional work? I this topic? l 

What would be sufficient and revealing 
evidence of understanding? 

What would be interesting and engaging 
activities on this topic? 

Against what criter~a will I distinguish work? How will I give students a grade (and justify it 
to their parentsl? 1 

What periormance tasks must anchor the unit I Wnat resources and materials are available on 

How will I be able to d ~ s t i n ~ ~ t s h  between 

those who really understand and those 
who don't (Ihough they may seem to)? 

! 
What rnisunders;and~ngs are likely? How will I Did the acrivirles work? Why or why not? 

check ior those? 

1 

8 

Wnat will students be doing in and our of class' 
What ass~gnments  will be given? 



Naive Versus Sophist icated 
U n d e r s t a n d i n g s  

~ ~ I ~ ~ I I ~ I I L - ; I I  itw: [ l i  .I p~*t>t*~l  i i ~ + t +  a l l  ~ i . i ~ \  C-1~- .  

c s ~ ~ c ~ i c l ~ ~ c l ~ .  \v&~rl<!ly-\rt\t-: ~ 1 1 l ~ l l ~ * .  ' l l . , ~ l l l l ~ l l l . l I  ills. 

1~r-I'lll1'1I. L . l l l t l l l c . t l *  .l\\..tl<. 111. \ C l ~ & . , l  111 111,. . tllll~ll~\. 

. - .  ~ ~ l ~ l l l ~ ~ l l L ~ . l l ~ ~ ' l .  ' L 

&- 

-I.Llis clclit~itit~l~ of  strl;llislisc1lirln is good as far as 

~ ~ I I L ~ ~ - ~ > I ; I ~ I L ! ~ I I ~ .  

c \tld!y C I I ~ ~ L I ~ I I ,  ;tsscss~~ic~i~ is :~i\vays about dis- 
l - ~ ~ ~ ~ i ~ i ~ l : ~ ~ ~ ~ t ~ i .  IYc ~ L . I  it110 1i3c l~ i~s i~~css  of judging rcln- 
I I\.c- 31 rc~1gt11s ;II~L! \t.c.;~k~~csscs wit h inurcasing prcci- 

~tllr!~1.~1;11lllltlf: IIOIII  3 nwrc sit]I~rlici;~~ undcrstand- 
rtlg? \V1 1ic.11 3'1 irlt~s. I.CSP(I~ISL'S. or pcrrormanccs are 

Facet 5 
Empathy 

. . 

Sensitive 

Open 
Receptive 

Perceptive 
Tactful 

Facet 4 

Perspective 

Crcrlri)Ic 
iIt!vcilItrl~ 

lr~stghtf ul 
PlauslbIe 
U111;suaI 

.- 

Facet 1 
Explanation 

Accurate 
Coherent 

Justified 

Systematic 

Prcd~cr~ve 

Facet 6 
Self- 

Knowledge 

Self-aware 
Metacognitive 
Self-adjusting 

Reflective 
Wise 

Facet 2 
Interpretation 

--- .. . 

Meanrnr_ll~rl 
IrislgI~tli~~ 

Slgn~f~carlt 
I l l t~s t rn t rv~  

I ~ I I I I ~ I I I I  

Facet 3 
Application 

E ~ ~ L ' C I I V C  
Lift ~ c : ~ t . r l r  

F I ~ I ~ I I I  
Adapt lvc 
G I ~ ~ C G I ~ I I  



Introduction of Portfolios: What are 
they? Examples of in print and 

digital portfolios. 

June 3,1999 



Questions in every class, in 
every subject 

From whose viewpoint is this? From what 
angle or perspective? 

a U How do we know when we know? What is 
the evidence and how reliable is it? 

How are things, events, people connected to 
each other? What is the cause and effect? 
How do they fit together? 



What's new and what's old? Have we run 
across this idea before? 

B So what? Why does it matter? What does it 
mean? 



GraduationIExit from Building 

Self as Professional 



Purpose1 
Audience 

*Individual Growth 

*Level of Achievement 

p *Accoui~tability 

*What Serves as Evidence 

CATEGORIES OF WORK 

ARTIFACTS 



Criteria for Evidence 

Credible to person who has done work as a 
real performance 

W Credible to evaluators 
Valid articulation between evidence and 
outcome 



What is a Portfolio? 

H Portfolio can be a noun or a verb (Sheila 
Valencia) 

m 
A portfolio is a collection of a student's 
work over time for a specific reason 

Portfolio is a process of collecting, 
interpreting, and using information to think 
about teaching and learning. (Nancy Place1 
S heila Valencia) 



Different types of portfolios 
A SHOWCASE portfolio: 

The student puts in his or her best work. The 
student chooses the work. 

A DOCUMENTATION portfolio: 
q A teacher wants to show the kind of work a 

student does. The teacher chooses the work. 

An EVALUATION portfolio: 
The work in the portfolio is scored. The student 
or the teacher may choose the work. Certain 
kinds of work are required for this portfolio. 



A PROCESS portfolio: 
A student or teacher wants to show how a 
project or problem is worked from beginning to 
end. Both a teacher or student may choose things 
for this portfolio. 

a B A COMPOSITE portfolio: 

This kind of portfolio will have things from all 
the other kinds of portfolios. Work can be added 
by a student, a teacher, parents and others. This 
portfolio could be kept for many different 
reasons. 



Audience 

A teacher may be the audience. The teacher 
could use the portfolio to see what a student 
knows how to do and to decide what kind of 

w help that students needs. 

A student may be the audience. The student 
may use the portfolio to judge how much he 
or she has improved as a reader, writer, or 
mathematician. 



A parent may be the audience. Parents may 
use the portfolio to learn about their child as 
a student. Parents can use the portfolio to 
see improvement over time and 
accomplishments. 

-L 

A school board may be the audience for a 
0 

group of portfolios. They may use the 
portfolios to decide if a school is doing their 
job well. 



HIGH SCHOOL 

.Problem Solving 



MIDDLE SCHOOL 

Research 
- Take & support 

position 

- Writing 

Response to text 

~ Artistic, Kinesthetic 

I Observation 

THEMES 

- Life cycle 

- Syinbols 

- Aesthetics 
- TimeISpace 

- Social Web 

- Producing/Consuming 

- Connection to Nature 



ELEMENTARY SCHOOL 

INDEPENDENCE K-2 
Reading 

REFLECTION Writing. 
U 

SELF EVALUATION Oral Language 

Artistic 
Academic 
Problem Solving 
Communication 
Team 

3-5 
Reading 
Writing 
Research 
Oral Language 



Conferencing as a way of giving 
feedback: student led conferences. 

June 4,1999 



GlMME SPACE! 





Silence: Using Wait Time 

in some classrooms, the teacher dominates the interaction using a rapid-fire pace and lower 
cognitive level questions. The teacher may wair less than one second after posing a question before 
doing one of several things: repeating the question, commenting on a student answer. redirecting 
the question to a new student, answering the question himself or  starring a new questioning 
sequence. Srudenrs' answers are often terse, fragmentary orshowa lack of cogidencenrith inflected 
tones. After a smdent replies. the teacher may wait less than one second before commenting or 
asking another question. There is little chance for students to have second thoughrs or to extend 
their ideas. Many teachen appear to be programmed to accept one predetermined 'right" answer. 
There is little room leh for alternate answers or differing opinions. The message studenrs receive 
is that -the teacher's way of bowing is the only way of knowing.- 

RESFARCH HISTORY 

The concept of Wait Time was firs[ developed by Dr. SIary Budd Rowe in the late 1960's. In 
observing classrooms, she noticed that some teachers were using "purposeful pauses" as they 
conducted lessons and class diicussions. She noted srudents making spcculauons. holding 
sustained conversational sequences, posing alternative explanations and arguing over the 
interpretation of data. She noted positive changes in the affective.climate and the quality of 
classroom interactions. She also noticed an increve in the level of cognitive functioning and 
academic achievement; and a decrease in the number of behavior problems. 

WaitTimcI is the length of time a teacher pauses after as'king a question. W a i t T i e I I  is the length 
of time a teacher wairs after a student commenrs or vk. a question. A minimum of three seconds 
of pausing is recommended. With higher level cognitwe tasks. five seconds or more of m-air time 
may be required to acheve positive resulrs. Wait Time LII is pausing and modeling thoughtfulness 
after the smdent asks the teacher a question. 

The use of longer pauses in whole group lecture settine has also been examined by Dr. Rowe. 
Smdents need mental processing time in information dense subjects like chemistv. physics and 
geology. Her research indicates that retention and understanding increase when two to three 
minutesof discussion, notecladicauon andquescion raising withseaunatrsare providedafterevery 
eight to ten minutes of instruction. ~ l l  unresolved srudent questions are reserved for the last five 
minutes of the class period. 



I E 4 F N N G  TO C O ~ O L  WAIT TIME 

Learning to monitor and control wait time rakes patience and some effon. Tape recording lessons 
and transcribing them with watch in hand is an effective means of gaining insight into your own 
teaching. This does not intempt the flow of the lesson and allows you to monitor your language 
use, pacing and the cognitive level of your questions. Having a peer observe you and give feedback 
is another means of increasing wait time. In either case be sure to let your students know what you 
are up to. They will notice the change in the operation of the class and can be enlisted to help you 
monitor the wait rime you provide them and the a-ait time they provide you and each other. 

U4SSROO.M CHANGES WITH INCREASED WAIT 'ITME 

1. 300-700% increase in the Length of student responses 

2. The number of unsolicited but appropriate student responses increases 

3. Failures to respond decrease. 

4 .  Confidence increasesihere are fewer inflected responses. 

5 .  Speculative responses increase 

6. Teacher-centered show & cell decreases; student-student interaction increases. 

- 
I .  Teacher questions change in number and kind: 

The number of divergent questions increase; 
Teachers ask higher level questions (Bloom's Taxonomy); and 
There is more probing for clarification. 

B. Students make inferences & support inferences urith data 

9. Studenrs ask more questions 

10. Contributions by "slowm students Increase 

11. Disciplinary moves decrease-more s ~ d e n t s  are on task 

12. Achievement on logic tests improves. 



Providing Data 

If one of the objectives of cognitive education is for students to process &U b? comparing, 
classihing, making inferences. or drawing causal relationships, rhendata must be available forrhe 
studenr to process. Faci1i:ating the acquisirion of dara means chat when the teacher perceiLres the 
studenr needs informanon. or when the srudenr requests additional infomation. the teacher 
provides it or makes it possible for the student ro acquke the data, facts, or information needed or 
requewed 

The teacher. therefore. creares a climate thar is responsive to rhe srudent's quest for information - 
leachers d o  this in a vaner). of ways. Several ways ieachers can facilirxe data are 3s f o l l o ~ ~ s :  

a By providing data (feedback) abour a srudent's performance: 

"ZO. three :mes sili is nor ~enr) .-four.  Three times eight is mren~-four. '  

"Yes, you have spelled 'rhythm' correctly.' 

b. By providing pmonal  information or &a (self-diiulgence). (These are ofren in rhe 
form of "I' messages.): 

"I want you to know that chewing gum in this classroom really disrurbs me: 

'Yohn, your pencil tzpping is distracting m:.' 

*The way you palmed rhe rree makes me feel like I'm on the inslde looking out.' 

c. By maiang ir possible for srudentsro experiment w ~ i h  equlpmenr and materials to find 
data or informarion for themsel\~es: 

"Here's a larger test rube if you'd like ro see how your experiment arOuld Nrn our 
differently: 

"We can see the film again if you want to check your observations." 

d. By making primary and secondary sou ics  of informarion accessible: 

"Mzry, this a h n a c  gives informarion you will need for your repon on rhe world's 
highest rnounrain ranges: 

'Here's rhe dictionary. The best way ro venfy the spelling is to look ir up 



e. By responding to a srudent's request for information: 

Srudenr: "K'har's this thing called2' 
Teacher: "This piece of equipment is called a bell jar.- 

f. By surveying the group for irs feelings or  for input of its information 

-On this chan we have made a list of what you observed in the film. We can keep 
this chan in front of us so  t h a  we can refer to it as we classify our observations." 

'Let's go aroundthe circle andshare some of the feelings we had when we found out 
the school board decided to close our school." 

g. By labeling a thinking process or behavior: 

'That n an hypothesis you are posing. Gina 

"Sharing your crayons like that is an example of cooperation. Ma:k." 

"The quesrion you are asking is an arrcmpt to ve* the data.- 

Knowledge of resulis is the single most imponant variable governing the acquisition of skillful 
habiis. 



Accepting Non-judgmentally 

h'onevaluative, non-judgmental teachers accept  hat students say and do. When they accept, they 
give no clues through posture, gesture, or word as to whether a student's idea, behavior, or  feeling, - 
is good, bad, bener or worse. right or wrong. In response to a student's idea or action. acceptance 
of it provides a psychologically safe climate where the student can rake risks, is enlmsled with the 
responsibility of making decisions for himself. and can explore the consequences of hi own 
anions. Acceptance provides conditions in which studena are encouraged to examine and 
compare their own dam, values, ideas, criteria. and feelings with those of others as well as those 
ofthe teacher. Even though these values andfeehngs may differ from those of the teacher. teachers 
can still accept these differences becluse they know that only the student is able to modify their 
own thinking. 

While a teacher may respond by accepting in different ways, two types of accepting responses are 
described here ackno~Ledgemenrandpara~ohrasing. 

Acknon.1edgrment is responding by simply receiving without judging what the student says. I t  
communicates that the student's ideas hax,e been heard. Examples of this type of response 3re: 

"Um-hmrn." "That's one possibility.' "Could be,' or "I understand." (Passive, verbal 
accephg responses). 

Nodding the head or recording without change, thestudent's statement on the chaikboard 
(Passive, non-verbal accepting responses). 

Paraphrasing is responding to what the student says or does by rephrasing, paraphrasing, recasting. 
translating, or  summarizing. Teachers use this respome when they want to extend, build upon. 
compare, or give an example based upon what the mden t  has said. While the teacher may use 
different words than the student. the teacher strives ro maintain the intent and accurate meanlng 
of the student's idea. Active acceptance is more than passive acceptance because the teacher 
demonstrates not only that the student's message has been received but also that the message is 
understood. 

Drawing on many supponive studies. Flanders (1970) stated: 

"The percentage of teacher statements thzt make use of ideas and opinions 
previously expressed by pupils is directly reiated to average class scores on 
atrimde scales of teacher attractiveness. liki%g the class, etc.. as well as average 
achievement scores adjusted for initial abil*. Attitude as well as language 



usage, social studies skills, arithmetic computation. and problem solring ='ere 
correlated with the reacher behaviors which used or extended students' ideas. 
Achievement was high in classrooms where these behaviors were used.' 

Examples of this type of response are: 

"Your explanation is that if the heat were increased, the molecules would move fmer  and 
therefore disperse rhe food coloring Faster.- 

"I understand. Your idea is h a t  weshould all write our legislators rarher than send them 
one letter from the group." 

"Shawn's idea is that the leaves could beclassified according to theirshapes while Sa'ah's 
=,ay is ro group rhem by size." 

"An example of what you mean was when we arranged our rock collection according to 
several different classification system.^ 

PR4ISE DECRWES MOTIVATION 

If morivarion is already in evidence when the student is already engaged in the desired behaviors. 
reaards can be counter-productive. Rather than reinforcing the enthusiasm that is present and 
increasing the student's motivation. the additional praise actually reduces it. 

Cnfomnately, many students lack motivation. Some teachers use rewards as a means of instilling 
motirztion. Rewards. however, are not the a m e r  to these conditions either.Joyce and Showers 
(1788. p. 56)state: "Praise and rewards, a~hchareofienassociated withmoderate class mean gains, 
were NEGATIVELY correlated with both high and lea* achievers." Using rewards and praise as 
rnotir~ators of student learning increases the rmdent's dependency on others for learning rather than 
finding the learning inherently sarisfying or in\,olving the acquisirion or exercise of skills which the 
students value themselves (Lepper and Green. 1978). 

Praise may be defined as b e  opposite of cr;iinsm in that it employs the use of positive value 
iudgmenrs such as -good," 'excellenr." "great,. and so on. Following are some examples of teacher 
responses thar use praise: 

"That asas a very GOOD answer, Lin&.- 
"Your painting is EXCELLEhT." 
"You're such a FIhZ boy roday, Leo.- 
"Yours was the BEST example that a n y k d y  gave." 

Surprisingly, while many teachers advocate the use of praise in attemprs to reinforce behaviors and 
to build sew-wonh. the research on praise indicates that the opposite is more often the case. Praise 
builds conformit).. It makes students depend on OTHERS for their woflh rarher than upon 
THEMSELVES it has been found to be a devillent to creativity (Kohn. 1787). 



Praising seems best used wirh only certain students and for certain tasks. 

With lower grade level students 

While praise may seem to be more appropriate with young, morally immature students. we want 
to help them progress beyond that stage. Teachers, therefore. must soon abolish praising and 
replace it with the type of internal motivation system which is consistent with the higher stages of 
moral development. 

Younger children may need more praise than older chidren. In kinderganen through second or 
even third gndes. most children are compliant and oriented toward conforming to and pleasing 
rheirteachers. They are learning classroom and school rules. procedures, and routines. as we11 how 
to funaion as a member of a group. Praise and rewards seem appropriate in the sociaiizarion 
process at an early grade level. AS children mature, however. from about grades two to three and 
beyond. they have learned what they need to know about school and classroom routines and 
procedures and less and less time needs to be spent on such conforrmty. Where a first grade boy 
might be delighted when his teacher points out his behavior. the same boy in the fifth grade would 
be horrified if the teacher said. "l like the way John is s lang nice and tall, ready to begin work." 
Flanders (1970) stated: 

"The pupil growth index a,hich involves memory. a relatively low level cognititre 
task, can tolerate lower levels of teacher indirectness ... yet higher levels of 
cognitive reasoning are vsociated with more indirect ... teacher influence patterns: 
Creativiry appears to flourish most a.ith the most indirect patterns." 

Student performance on routine. familiar procedures is not adversely affected bp rewards and 
praise. in fact. a-hen students do not pa~ icu la r l~  like zssignments rhar are repetitious and of a 
practice nature, rewards seem to enhance their performance. On the other hand, rewards have a 
detrimental effect on student peliormance on tasks requiring higher level problem solving. The 
]earring PROCESS is different from the leaming PRODUCT. The process is detrimentally effected 
by rewards. The effects of rewards differ depending on the exrent to which the student has already 
learned thesubjecrmarter. Thus, rewardsforrasksalre3dyleamed are not detrimental bec3use the 
process of learning had already occurred and the focus is now on iearner production of what he 
or she already knows. 

In contrast, the process of leaming is detrimentally affected by rewards. The performance of 
learning new tasks. skills and processes require cognirive risks and exploration which is inhibited 
by praise and promised reward. Evidently reaards are best adrmnirtered in well learnrd tasks =here 
specific-rules need to be followed as opposed to leamings which are in the process of being learned 
or are problem solving/exploratory in nature. Searwork. which is of a practice nature. is likely to 
be facilitated by rewards, while rewards for students learning a new skill are likely to have a 
detrimental effect. 

With low level cognitive tasks 

Input or knowledge level quesrions are used forthe purpose of having studenrs confirm or produce 
an answer from memorv or from sensorv obsenrations. It is orobable that the answer the student 
glves is predictable and therefore "correct." The teacher3 response to the student's answer to an 



input question may alrrant validation. For esample: 

Teacher: "What is the largest city in California?' 
Studenr: "Snn Francisco!' 
Teache~ "No. Jane, not San Francisco." 
Studenr: "Los Angeles?" 
Teacher: "Yes, Bill. chat's correct. Los Angeles is the largest." 

SO.- GUlDELIhZS FOR USING PRAISE 
. ~ 

If praise is used, there are some guidelines chat can help students decrease their dependence on 
it: 

Give the  criteria or rationale for the value judgment 

If praise is given. it is important that the criteria for the praise be described. What makes an act 
'good: or "excellent." must be communicated along ~ 4 t h  the praise. Thereby. the student 
und=rsiands the reason or criteria fnatmakes theact acceptable and thus that perfomancr can be 
repeated 

Help students analyze their own answer. 

Teacher: "Janesays San Francisco is the largest city in California. Billsays Los Angeles is 
the largest. Would each of you please tell us what is rhe population of the two cities? One 
way to find out is to compare our dam.' 

Most teachers enjoy ren.arding and praising theirnudents. Brophy (1981). however, found that the 
one person in the classroom forwhom praise has the most beneficial effect is. indeed, the teacher. 
It is undersrandable, therefore, that research studis shoaing the detrimental effens of rewards are 
met with resistance. 

Much teacher praise is assonated xirh lower pupil nonverbal creativity (Kohn, 1967). Reinforce- 
ment through the use of such comments as "uhhuh" and 'okay" was positively related ro some 
achievement scores, u.hile frequent use of stronger praise is not (Yi'allen and Woodke. 1963). 

While teachers may have good intentions in usingpraise orrewards, what is more imponanr is how 
the student interprets it. ?hat  deterrmnes wherhe;;he reward will have itsintended effect. Teachers 
must be sensitive to individual srudent's interpretation of rewards and praise and will therefore, 
choose to praise or reward according to the timing, circumstances, and type of rewards and praise 
to be given. 



CLARIFYING 

Clarifying is sunilar to accepung in chat both behaviors reflect the teacher's concern for fully 
understanding rhe smdent's idea. Whiie active acceptance demonsrates thar rhe teacher DOES 
understand. CIARIMKG means rhatthe teacher DOES NOTunderstand what the student is saying 
and, therefore, more informarion rs needed. 

When a student uses some terminology, expresses a concepr or idea. or asks a question that the 
teacher does not understand, rhe teacher may wish to CIARIFY both rhe C O h T h T  of that idea 
.4ND/OR the PROCESS by which rhar idea was derived. The teacher may express a lack of 
understanding of thesrudent's idra and seek funher ex?lanation of ir. 5he/he may invite the studenr 
to becom: more specific by requesting the srudent ro elaborate or rephrase inr idea. or 10 seek 
descriptions of the chinking processes underlying the production of that idea. 

The inrent of clarifying is to help rhe teacher berter understand the studenrs' ideas. feelings and 
thought processes (cognitive mapping). Clamfying is NOT a devious way of changing or redirecting 
what the srudent is thinking or ieeling. It is not a way of directing the class' attention to the "correct 
answer.' 

Clarifying is oiren stated in the form of an interrogative but could also be a staremenr inrriring further 
illumination. For example: 

"Could you explain to us -.hat you mean by ,charisma'!' 

"What you are saying is that you'd racher w o r ~  by yourselfrhan in a group. Is rhat correct? 
'Go over chat one more time; Snelley. I'm not sure i understand you." 

"You say you are studying the situation. Tell us just exactly whatyou do when you 'study' 
something." 

"Explain ro us rhe steps you took to arrive at t r a t  answer. 

By clarifying, teaches show rhe students rhat their idev  are wonhy of exploration and 
consideration; che full meaning, however is not yet undersrood. Clarifying demonsmates thar the 
reacher is interesred in values, and wanrs to pursue srudenrs' thinking. 

When a reacher responds to students' comments by encouraging them to elaborate further, it has 
a positive effect on achievement. Students become more purposeful in theirthikng and behaving. 



Empathizing 

Sometimes studenrs come to school from abusive. drug-dependent. impoverished environments. 
The emotions and feelings they bring to school affect their learning and motivation. 

Empathic acceptance is a response that accepts feelings in addition to cognition. Teachers 
respond this way when they want to accept a srudenr's feelings, emotions, or behavion. Often 
teachers show empathy when they express similar feelings from their own experiences. Such 
responses communicate that the teacher not only 'hears" the student's idea but also the emotions 
underlying the idea. Empathic acceptance does not mean that the teacher condones a m  of 
aggression or destructive behavior. Some examples of this type of response are: 

"1 can see why you're confused. Those direnions are unclear to me. too." 

"You're frustrated because you didn't get a chance toshare your idea. We've all got to take 
turns and that requires patience. It's hard to wait when you're anxious to share." 

The srudent enters the room and slams a math workbook on the desk. The teacher responds 
empathically to this behavior by saying: "Something must be upsetting you today. Did you 
have difficulty with that assignment?- 

"The way of being wirb anorberperson wbicb is termed empathic ... means 
temporarily living in their l@, moving abour in it delicately, witbour making 
judgmenrs.. . ro be u.7tb anorber in this way means rbar for the time being you 
l a v a r i d e t h e u i a ~ a n d ~ a l ~ e s y o ~  boldforyounelji?z orderro enrerrbe orber3 
worldwirbourprqudice. ..a compla: demanding, stmngyersubrleandgenrle 
way of being.', (Curl R. Rogers) 
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POSITIVE PRESUPPOSITIONS 

Presume: 

IVobility of purpose 

Positive intentionality 

Prior and ongoing thought 

tl Ask questions framed from a spirit of inquiry 

C7 Seek multiple perspectives rather than single 
causes 

O Are accepting 

0 Use a variety of introductory phrases: 

As you ........ When you ........ While you ....... 



ACKNOWLEDGING AND PARAPHRASING 

An effective paraphrase expresses empathy by reflecting 
both thefeeling and the content of the message. 

Acknowledging and paraphrasing rends three messages: 
I am listening 

I understand you (or am trying to) 

Icare 

Acknowledging: 
Head nods 

Fillers ( uh - uh! OK! hm - hm! ) 

Echo 

Paraphrasing: 
Simple - a restatement in your own words 

Summary - a shorter statement that captures the essence of a longer communication 

Synthesizing - a statement that raises or lowers to another logical level; one that extends 

Empathizing - a statement that only reflects the feelings of the message 

Paraphrase Stems to Consider 
................................ You're suggesting ........................ You're thinking 

.................................. Asyou ......................................... You're hoping 

............................ So, you ........................................ You're wondering 

................................ In other words ............................... You're wanting 

You're feeling as if ..................... . Recapping ......................................... 

' Paraphrase: From the Greek: para, beyond +phrazein, to tell = to tell beyond.> 

Webster'x "A rewording of the thought or meaning expressed in something that has 

been said or written." 

\ l' 



COACHING BEHAVIORS THAT 
INFLUENCETHINKING 

O Applying Rapport Skills -body matching, intonation, 

0 Structuring - time, space, purposes 

U Mediating Questioning -using positive presuppositions 

U Using Silence - wait-time, listening 

0 Paraphrasing - simple, summarizing, synthesizing 

U Acknowledging- nonverbally, verbally 

IJ Clarifying - probing for values, meanings, & specificity 

0 Providing - data, resources 



Some Questioning DON'TS 

Some questions may place limits on other's thinking. Limits to chinking are to b e  
avoided if the Habirs of Mind are to be exercised. Therefore, before presenting some 
questioning "do's" lets examine some questioning patterns to avoid. 

There are at least five types of questions which mis-cue student's thinking 
because they send confusing and mixed messages. They do KOT belong in Habits of 
Mind lesson designs: 

1. Verification ouestions: The answers to which are already known by you or 
by the scudenr: 

What is the name of ........... ? 
How many times did you ....... ? 

2. Closed questions that can be answered "yes", "no" , or "I can". - 

Can you recite the poem? 
Can you tell us rhe name of .......... ? 
Who can remember ........ ? 
Who can srare the formula for ....... ? 

3. Rhetorical Questions in which the answer is given within the question: 

"In what year was the War of 1812?" 
"Since when has Mikhail Gorbachev had his birth mark?" 
"So honr much is 3 x 4: twelve. OK'" 
"Who can name the three basic paw of a plant? Root, srems and leaves, 
right?" 

4. Defensive auestions which cause justification, resistance and self-protection: 

"Why didn't you complete your homenrork?" 
"Why would you do a thing like that?" 
"Are you misbehaving again?" 

5. Aereemenr auestions the intent of which is to invite others to agree with 
our opinion or answer 

"This is really rhe best soluiion, isn't it? 
"Let's do it my way, 0. K.? 
"We really should get started now, shouldn't we? 



Characteristics of Powerful Questions 

Desirable questions intended to elicit in students their awareness of and engagement in 
the Habits of Mind have three characteristics: 

1. They are invitational. 

An approachable voice is used. There is a lilt and melody in the questioner's 
voice rather than a flat, even tenor. 

Plurals are used to invite multiples rather than - singular conceprs: 

'"Whzt are some of your poals? " , 
"What k d o  you have?" 
"What outcomes do you seek!" 
"What alternatives are you considering? 

Words are selected to express tentativeness: 

"What conclusions mishr you draw!", 
"What indicate his acceptance? 
"What hunches do  you have to explain this situation? 

Invitational stems are used to enable the behavior to be performed: 

"As you think about ....... " 
"h you consider ........ " 
"-4s you reflect on ....... " 

Positive Presuppositions assume capability and empowerment 

"What are some of the benefits vou will derive from engaging. in this 
activity?" 

"As vou anticipate your project, what are some indicators that you are 
progressing and succeeding? " 

2. They engage specific cognitive operations 

m 
Recall 
Define 
Describe 
Identify 
Karne 
List 



Process - Compare/Contrast 
Infer 
Analyze 
Sequence 
Synthesize 
Summarize 

O U ~ D U ~  
Predict 
Evaluate 
Speculate 
Imagine 
Envision 
Hypothesize 

3. They address content which is either external or internal to the 
other person 

External Content might be what is going on in the enl-ironmenr outside the 
student: 

A lesson 
Another Student 
A meeting 
A project 
A playground experience 
A home experience 

Internal Content might be what is going on inside the other person's mind, 
heart or emotion. 

Satisfaction 
Puzzlement 
Frusrration 
Thinking processes  etaco cognition) 
Feelings/Emotions 



WHAT DOES THIS TELL US ABOUT THE 
CHILD AS 
A. . . . . . . 



T H E  P U R P O S E S  A N D  A U D I E N C E S  
O F  P O R T F O L I O  A S S E S S M E N T  

e x t  Year's Teacher: 
Carefully reviewing and reflecting on child's pass-o 

Sharing what they know a 
the  child and h i s h e r  history 
' Attending student-led conferences 

andlor  portfolio celebrations 
Reviewing and reflecting on child's 

P a re  n t portfolio 

* Focusing on  understanding 
Providing regular time for  
portfolio selection 

e a C h e r * Conferencing with children 
' Celebrating student  learning 

Becomes more  aware of how child learns 

ith a focus on UNDERSTANDING: 



r 
W 

WHAT ARE THE BENEFITS OF STUDENT-LED CONFERENCING? 

For the Students . . . 
accountability for their learning 
ownership for progress in learning 
increased commitment to school work because they present to 
parents 
increased interaction between child and parents 
independence 
self-assessment 
active participation in the evaluation process 
learning of real-life skills 
increased self-confidence 
enhanced self-esteem 
development of leadership skills 
empowerment 
fostering of organizational, communication, and critical thinking 
skills 

For the Parents . . . 
assumption of a significant roIe to play in their child's learning 
active participation in their child's learning 
better understanding of that learning 
less intimidating environment 
first-language communication 
forum for parents to have a voice 
more relaxed atmosphere - better communication between home and school 
a forum for parents to talk to their child productively and positively 

1 For the Teacher . . - 
1 increased student participation 

increased parental involvement 
more effective use of i n t e ~ e w  time 
after the initial stage, less work! 
gain of partners to help write the repord card/growth plan 
freedom to take on an observing role 



Sample letter t o  Parents 
Number 2 

Dear Parents, 

This spring ou r  class will hold Student ~ e d  Conferences in lieu of  t h e  
traditional parent/teacher conferences t h a t  are held in November. You 
will receive an invitation from your child with the  date and time of you r  
conference. During the conference, your  child will be sharing hisfher 
portfolio which will include work samples, projects, and reflections from 
many different areas of t h e  curriculum. The goals fcr the  child include: 

*being responsible fo r  sharing selected work and reporting t o  you 
how well s/he is doing in school 

*\earning t o  communicate 
*becoming more accountable for work and behavior 
*learning organizational skills 
"becoming self-evaluators through continued reflection 

This is an opportunity fo r  you t o  demonstrate a positive interest in your 
child's progress, t o  observe your  child as s/he explains and shares selected 
work, t o  provide your child with support and encouragement f o r  his/her 
work a t  school, and to help your  child develop goals fo r  the remainder of 
the year. 

1 will be in the  room during the conferences, bu tyour  child will be the  
facilitator of your conversation. 

Thank you for your continued support and interest in your child's 
educational experiences here a t  school. I look forward to  seeing you a t  the 
student led conference. 

Sincerely, 



Student-~ed Conferences 

April 7, 1997  

Dear Parents, 

On Friday, April 25, 1997, you will have the  opportunity to participate in 
a conference led by your  child. These student-led conferences will 
conducted in o u r  classroom from 8:00 a.m. to 4:30 p.m. Next week your  
child will be bringing home an invitation with blocks of time f o r y o u  to 
choose from. Your conference should take approximately 30 minutes and 
you may stay in the  room for any part o fyour  assigned block of time. 

What to expect:  

Your child will be in charge o f t h e  conference and has planned 
specific areas t o  share and has rehearsed the  conference in a specific 
order. Please allow your  child to proceed with the  special plan. 
You will be shown completed work, see demonstrations of skills and 
be told about the  class and your  child's part in it. 
Several children will be conducting conferences in t he  classroom a t  
the same time. The noise level could be louder than the  conferences 
you have participated in before. please do not bring siblings who are 
not conducting student-led conferences. Your attention to your  
child's presentation should be unintempted.  
Your child may be unsure of your  reactions to the presentation. You 
are expected t o  provide encouragement and feedback as your  child 
proceeds. Ask questions to clarify, try not  to direct o r  control t he  
conference. 
We will be present to facilitate and support the conferences but  will 
not actively participate in your conference. Please do not  initiate 
discussions which exclude your child's participation. Should you 
wish a teacher conference, there will be a sign-up sheet on the  
conference day fo r  appointments. 
Above all, expect your  child to share hisfher strengths, successes, 
best work, and most comfortable areas. Your child may suggest 
areas needing improvement. Discussion of a plan or goal for 
improvement is encouraged. 
Come prepared for an exciting conference! 

Sincerely, 

The Third Grade Team 



March 18. 1994 

Dear Parents. 

The f o l l o w i n g  i s  a schedule of  our 'Student-Led' conferences. Please no te  
your t i m e  and re tu rn  the  bo t tom p o r t i o n  o f  this note ve r i f y i ng  tha t  you 
have seen your scheduled appointment. Please remember t o  b r ing  your 
child t o  the  conference w i t h  you. You c h i l d  is looking fo rward  t o  having 
t h i s  special  t i m e  s e t  aside t o  share h is /her  w o r k  w i t h  you. Please be 
p rompt  as each ch i l d  w i l l  share a spec ia l  publ ished book with the  e n t i r e  
group a t  the beginning of the  conference. Thanks. 

Tuesday, March 22. 6:OO-7:00 

Sco t t  Stan ley Edward Gregory 
Anna Rose Lusk in  S c o t t y  Cassidy 
Nathan C a s t i l  l o  Marian Sayer 

Thursday, March 24. 6:OO-P00 

C a i t l i n  B lank A idan Stale-Feldrnan 
J.C. Sk ie r  Rachel Berman 
Zehara Lev in  Charles V i c k e r y  

Tuesday, March 29, 6:OO-P00 

Audrey Page JohnnyJohnson 
Nabi I Balamane J a r v i s  Barker 
Joshua O'Rourke 

Wednesday. March 30, 4:OO-5:00 

Anna Lue K a r l  Laughton 
Angelo Cisneros J.J. Ba ldw in  
Andrea M i l l e r  F l o r  Mendoza-Rios 

* * A - R ~ ~ R ~ R ~ R ~ R * R R R R R * X R R * R R R ~ * R R R R R R R R * R R R R R R R R R R X R R R R R % *  

We W i I I a t tend  the conference on 

Student Name Fami ly  Members At tending 
25 



L p l Dear Mom and Dad, 
I 
i I 

q 
i 
1 

Please come to my student-led 
; conference on ~ p r i l  25th. Our 
1 

: assigned block of time is 
I 

S ------------- 3;fic - 4i30. We may come anytime 
! 

i during t h a t  block and  stay as long 
l as we like as  long as  we finish by 

2 
-------_ _____. 

I 
This is a special t ime 

' for me to show you my work. Please 
do no t  bring any other children t o  

' t h e  conference. Please sign my 
homework book so Mrs. C-rover 
knows you received th is  special 

= invitation. 



" 
~ e a ;  Mom and Dad, 

This is a reminder about our 
conference tomorrow. Our block of 
time is ,---------,----,-----,-,. I'm 
looking forward to sharing my portfolio 
with you. Teachers also wanted all 
parents to know that younger children 
will be supervised on the playground as 
they can not come to the conferences. 



Student  Led Conference 
C h e c k - L i s t  

As you lead your parents through your 'showcase' po r t f o l i o  o f  
work, check o f f  the items which you use. Return t h i s  check-l ist  
t o  Mrs. Combs before you leave the classroom. Remember t o  check 
o f f  only those pieces o f  work which you use i n  your student l e d  
conference. 

Co lon ia l  / Revolutionary War Story 

----- Westward Movement Research Paper 

Moth Cumulative Record Card / End of Year Test 

----- HyperStudio Poetry Book 

--U Oregon T r a i l  / Freedom T ra i n  / Freedom 

----A Poetry Book 

Science F a i r  Pro jec t  Book 

----- Singapore Brochure 

----- Revolutionary War Time l i n e  Cards 

----- Video Comnercials 

----A Soc. S t .  Colony Pro ject  

----- Pleasure Book L i s t  / 'Apple' Explanation 

Book Reports: Biography - famous person 
Story Elements - turkey sandwich 
Sumnary - book jacket  
Sequence - 'how t o '  demonstration 



Outline for my Parent Conference 
rnight I'm going to share some of the work I've been doing in class. I'm going to 

ow you some of my work in Reading, Writing. Math. Science. Social Studies. An. 
usic, and P- E. 

I would iike to show you some work samples from some of the reading I have 
doing. We are reading books in a theme caIlcd 'People feel hun when they are 

ected". W e  have read stories like Crow Boy. A Jar of beams. Snow Treasure. 
mber the Stars, The Bracelet, and The Best Bad Thing. All of the work I am going 
share with you falls into our theme. 

P through work 1-14 

W I would iike ro show you some of the work I have done recently in math. In mal 
have been doing activities in Measurement. Fractions. and I have just staned some i rk in Probability. I'd like to share some of this work with you now. I cspecialiy 
uld like to show you how I helped to build the BFG. 

l ow Math L ,  2, and 3. 

l ow Science and talk about what I am doing in Science. 

( 

Itrt I would i ike to share some of my work in Social Studies. YOU will see that L 
ve been studying California History. 1 have selected some work from my mission 

I d  i es - You will see a group project I worked on and some individual work. 

Science our class has been studying Water and Electricity. First I am going ro tel 

bow my Social Studies work. 

u about some of my work in Water and then 1'11 share some of the things I've done 
Electricity. 

1 would Iike to share some of the things I have done in Music and Physical 
ucation and how I have done on my homework assignments since January. 

hope you enjoyed the conference and looking at some of my work- NOW Mr. Liben 
iould like us to fill  out an opinion survey on the conference we have just had 2 



- 
Cowffeosnce guide for 
Date: 

I'II show my skills in reading by 
demonstrating sharing work telling 

I will improve my reading skills by 

I'll show my skills in wrlting by 
demonstrating sharing work telling 

I will improve my writing skills by 

I'll show my skills in editing by 
demonstrating sharing work telling 

I will improve my editing skills by 

I'II show my spelling and dictionary skills by 
demonstrating sharing work telling 

I'll show my skills in computing by 
demonstrating sharing work telling. 



porfolio c o n f e r e n c e s  - G u i d i n e  q u e s t i o n s  for p a r e n t s  

( P a r e n t s :  P l ease  try t o  r e m e m b e r  t o  h e l p  y o u r  ch i ld  
c o m p a r e  a n  e a r l y  w o r k  s a m p l e  a n d  a  r e c e n t  o n e  d u r i n g  
y o u r  c o n v e r s a t i o n .  

1. How d o  y o u  th ink your writing has improved? 

2.  Tell me  what  y o u  did t o  solve th i s  ma th  problem. 

3.  (if t h e  child has chosen a  book or s to ry  t o  read), 
Why is th i s  y o u r  favorite book{story? can y o u  show me 
(or read me) your favorite par t?  

It-. Tell m e a b o u t y o u r a r t w o r k  
e.g. How did y o u  make these colors? 

Where did y o u  g e t  y o u r  idea? 

5. (IF t he re  are photos in the  portfolio), 
Tell me what was happening here  
What did you learn ? 

6. Is there  something in y o u r  portfolio y o ~ i  are really 
proud of? 

7.  What would you like t o  work on/ improve next? 



(Grades 2-5) 

Date 

Dear 

While I am sharing my work with you, 1 would like YOU to notice these things: 

> 

what I can do well 

WhatIcandobean 

WhatIhdhard 

What I am going to work on next 



Student-Led Conferences 
Thoughts and Evaluation 

Ptlren t 

1 D a t e  

I 
j 

Plcnse take a minutes  to - give  me feedback on your Student-Led 
Conference. 

=Did [ l lc  sonfcrtnce eiirc you anv - new ilifurrnation'.' 



'Was there something you wanted to see or expected to see that you 
did not see? 



Post Conference ~eedback Sheet 
Please complete a t  the  conclusion ofyour conference. Place sheet in folder 
and return to me when you are ready t o  leave. 

What aspects of the  Student-~ed conference were the most positive for 
YOU? 

What were t h e  most positive aspects for your  child? 

What aspects of the student-ied Conferences were the least positive for 
you o r  your child? 

Please cite any observations regarding y o u r  child's growth as r d e c t e d  in 
the c~nferences/~ortfoiios. 

Would you like t o  see this format continue in the future? YES NO 

Do you have any recommendations for improvement of the student-led 
conferences? 

Additional Comments: 

Thank you for taking time t o  do this. 
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Student-~ed Conference April 25, 199 7 
Student Survey 

Please complete this form after you have finished your 
conference and put i t  in your parent's folder. Thank you. 

1 liked doing this conference because 

One thing I didn't like was 

The best part of my conference was 

I was prepared for my conference YES or NO 
Explain: 

These are my ideas for improving student-led conferences: 

Name 



Procedures/Things To 
Do Before Conference: Portfolio Checklist 

l. Make invitation with Portfolio Subjects to Review: 
time and date of a Reading 
conference. 0 Writing 

2. Organize portfolio. 0 Math 
3. Practice introductions. Q physical Education 
4. Role-play to practice a Science 

for conference. Q Social Studies 
5. Set up room. a Cooperative Work or Team Work 

a Behavioral Checklist 
Procedures/Things To Q Roblem Solving 
DO At Conference: 'Q specid Projects 

Q Other 
1. Find portfolio. 
2. Go to designated spot. c 
3. Review all parts of 

portfolio with parents. 
4. When teacher arrives, 

introduce teacher to 
parents. 

5. Ask parents to write a 
comment. Would you please write a comment after 

6. Ask parents to sign you have seen my work? 
guest book. (Do they 
want another 
appointment with the 
teacher?) 

7. Return portfolio. 
8. Remind parents to fill 

out evaluation. 
Parent Signature: 
Date: 

E l995 Charlc\.oi\-Emmet Lnlcrmcdiatc School DlsUicl 



I Date: 

Dear 

While you look a t  my work with me. I want you to notice these things about it: 

Math Objective: Science Objective: 

Reading Objective: Writing Objective: 

l Social Studies Objective: Other Objective: 

These are the things I think I do well: 
1. 
2. 
3. 

Would you please write or tell me your comments after you have seen my work? 

1 
l 

O 1995 CharIcvoLx-Emmct lntermcdiate School District 
Thanks to Jill Haan and Paul Ryder. Public Schools of Petoskcy U 



(t What are the main things you hope to 
accomplish this year? 

(L What are some things you cannot do now 
but  hope to achieve soon? 

6 What is your favorite piece of work? Why? 

6 Describe your favorite activities or subjects. 

6 What activities or subjects are hard for you? 
Why? 

(L What experiences at school do you find the 
most satisfylng3 

(t What experiences frustrate you the most? 

995 Charle\.oix-Emmel lntcrmediatc School District 



(First GradJ 

Student's Name: 

Use time well 

Follow directions 

Complete work on 

Put forth best effort 

C 1995 Charlc\,otx-Ernmet lntermed~ate School D~smcl 
Thanks to Denlse k c e  Publ~c 
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(fourth Grade) 

Student's Name: 1 
i 
Date: 

995 Charlcvoix-Emmct Intcrmediatc School District 
inks to Jill Haan and Paul Rydcr. Public Schwls of Petoskcy U 

! 

l 

Sometimes Needs to 
Improve 

Shares ideas 

Completes work on 
time 

Cooperates in groups 

Listens 

Most Of the 
T h e  

. 



Eighth Grade) l 
Subject: Teacher: 1 
Please rate yourself in the followmg arcas according to th ls  scale: 4 -Always (1 00% of the Ume) 

S - Usually (90% of the time) 
2 - Sometimes (Less than 90% of the ti 
1 -Never (0% of the UmJ ! 

Responsibility 
Comes to class prepared with all required materials 
Completes the homework on time 
Requests for help if needed 
Respects school materials and supplies 
Returns letters. progress reports. etc. in a timely manner 

Comments: 

F 1995 Charleroix-Emmet Intermediate School District 
Thanks to CaLhy Meyer. East Jordan Middle School 

Work Ethic 
Uses time in class efficiently 
Does quality work 
Cooperates and works well with others 
Does correctives when necessary 
Offers to help others [voluntaxilyl 
Seeks extra credit or extensions 

Comments: 

Self 

Total: 

Teacher 

Self 

Total: 

Teacher 



I, 1 

1 I comments: 

Behavior/Attitude 
I 
- 

Total: 

Self 1 Teacher 

Prepares for a test by consistently doing all assignments 
Does correctives as requested 
Retakes test by deadline date 
Shows proof of study - 

Comments: 

~espec t s  others 
Pays attention in class 
Participates in class on a 
Does what is requested 

Self 

- 

Total: 

Teacher 

, I I 

1995 Charlcvoix-Emmet lntemcdiate School Disuict 
hanks to Cathy Mcycr. East Jordan Middle School 

/ I Lunch/Recess Self 1 Teacher 1 

TotaI: 

! 
p- 

Follows all cafeteria rules 
Follows all playground rules 
Respects school property 
Respects the adults in charge 
Passes quietly in the hallway so as not to disturb other classes 

Comments: 



Date: 

Dear 

l These are the things I want you to be sure to notice about my work: 

l I am really proud of these things about my work this year: 

Please write a comment to me after you have seen my work: 

Sincerely. 

ISD 

0 1995 CharlcvoLx-Ernrnet lntcmediate School D~strict 



I will do these activities for my family: 

Read a book. 

Share my poetry journal and read at 
least one poem. 

Share my First Grade Log/Writing Journal, 

Share my Writing Portfolio and read 
some of my stories. 

Share the work in my Work Portfolio. 

Share my quality work in my Portfolio Box. 

Share my Workjob folder and do a workjob. 

Share my handwriting work. 

Share and read my Friendship Book. 

My Name: 

tanks to Carolyn Downton and Stephanie Hopp 
'ad? 1 - East Jordan Elementary 


