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Early Language & Literacy Classroom Observation

Observation Record

Observer:

District: Schoot:

Teacher:

Grade (checkone): OK DO 1st O 2nd O3rd O Mixed age (specify grades):

Date of observation:

Start time of observation: End time of observation:
Duration of entire classroom day:

Number of teachers {e.g, teachers, co-teachers, aides):

Number of other adults:

Number of girls: Number of boys:

Age range of children:

Number of children with identified disabilities: Number of English language learners:

Primary language used by teachers:
Primary language spoken in classroom:

Languages spoken by other students:
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1. Organization of the Classroom

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence of a physical evidence of a physical of a physical environment of a physical environment evidence of a physical
environment that is well environment that is well that is well organized that is well organized environment that is well
organized for learning. organized for learning. for learning. for learning. organized for learning.

» The physical environment is e The physical environment is ® The arrangement of the physical ® Due to the lack of organization, » The environment impedes stu-
arranged to support students’ arranged to support students’ environment provides some the physical environment limits dents’ ability to independently
ability to independently engage in ability to independently engage in opportunities for students to inde- students’ ability to independently engage in activities. For example,
activities. Books and materials activities. Although books and pendently engage in activities, engage in activities and requires the teacher may retain control
for student use are organized and materials for student use are but access to books and materials extensive teacher information or over the distribution of most
stored for easy student access shelved or stored within reach, for other activities routinely direction. materials or there may be general
(e.g., writers’ notebooks are kept they are somewhat less accessi- requires teacher information or confusion as to the location and
in dedicated bins). ble. direction. storage of materials.

e There are established patterns of » Although there are established e Students’ movement throughout e Patterns of “traffic flow” may e Patterns of “traffic flow” promotes
“traffic flow” that enable various patterns of “traffic flow” that the classroom is generally orderly limit possibilities for groupings student movement that is disor-
groupings and support students’ enable various groupings and and groupings are possible, and are often disruptive to others ganized and disruptive.
movement throughout the class- allow students’ movement though some disruption occurs as already engaged in learning activi-
room with ease and a minimum throughout the room with relative a result of the design of “traffic ties.
of disturbance to others already ease. Occasional interference is flow.”
engaged in learning activities likely with others already

engaged in learning activities.

e Furnishings are appropriately e Furnishings are appropriately e The environment is adequately e While the environment is e Furnishings do not appear to be
sized, comfortable, and in good sized, comfortable, and in good equipped with student-sized fur- equipped with furnishings, appropriate for young students
repair. The classroom is welcom- repair. The classroom is welcom- nishings in generally good repair. most of which are appropriate and present hazards.
ing to students, and furnishings ing to students. Although furnish- for students, the condition
are arranged to invite students ings are arranged to invite stu- and/or quality are inadequate.
into varied learning areas. dents into varied learning areas, For example, the classroom may

they may be somewhat less appear barren or crowded, limit-
appealing. ing opportunities for learning.
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Section I: Classroom Structure

Organization of the Classroom

EVIDENCE:

Score:
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2. Contents of the Classroom

There is compelling
evidence that classroom
materials are well organized,
appealing, accessible, and
coordinated with ongoing
learning goals.

» Materials are organized into concep-
tually related groups that are
appealing and suggest particular
purposes to students. For example,
in a classroom learning about meas-
urement, there might be a selection
of rulers, meter sticks, distance
wheels, Unifix cubes, scales, and
balances, along with items to meas-
ure and weigh and places to record
data.

e Classroom materials are in excellent
condition and in ample supply.

e Students are able to independently
access materials in various areas of
the classroom and are observed
doing so. Observation reveals pur-
poseful engagement with their selec-
tions.

» Student-generated work is displayed
effectively, which reinforces stu-
dents’ sense of their contributions to
the learning community and reflects
their diverse backgrounds, lan-
guages, and approaches to class-
room tasks.

There is sufficient
evidence that classroom
materials are well organized,
appealing, accessible, and
coordinated with ongoing
learning goals.

» Materials are organized into con-
ceptually related groups that sug-
gest particular purposes to stu-
dents, although some collections
may be less well organized and/or
less appealing.

¢ Classroom materials are in excel-
lent condition and in ample supply.

e Students are able to independently
access materials in various areas of
the classroom and are observed
doing so. However, they may be
somewhat less purposefully
engaged with their selections

e Student-generated work is dis-
played effectively, which reinforces
students’ sense of their contribu-
tions to the learning community.
Displays may be somewhat less
reflective of diverse backgrounds,
languages, or approaches to class-
room tasks.

There is some evidence
that classroom materials are
well organized, appealing,
accessible, and coordinated
with ongoing learning goals.

e Most materials are organized into
related categories, but the purpose
suggested by the grouping may not
be evident. For example, a science
area might contain disparate items,
such as small magnifying glasses,
paint color samples, a rock collec-
tion, an aquarium, and tweezers.

® Most classroom materials are in
good condition and in adequate
supply.

e Students access materials in vari-
ous areas of the classroom, though
they may need teacher assistance
to retrieve or use some items.
Observation reveals less consistent
engagement for some students or
with some materials.

» Although student work is dis-
played, the content may lack origi-
nality or may reinforce singular
interpretations of classroom investi-
gations (e.g., all students produce
the same haiku poem about spring).

There is limited evidence
that classroom materials are
well organized, appealing,
accessible, and coordinated
with ongoing learning goals.

» Materials are shelved and most are
stored relatively neatly, although
they appear grouped by physical
characteristics unrelated to their
use, thereby limiting their appeal
for learning. For example, all hard-
cover books are together, regardless
of topic, content, or reading level.

» The condition of classroom materi-
als is variable, with some items in
good condition but others in disre-
pair. Moreover, supplies of essential
contents may be limited (e.g., not
enough base 10 squares for each
student to use one).

e Students’ access to materials is
hampered by a lack of supply
and/or the poor condition of
materials.

» While space is provided for class-
room displays, these may be poorly
placed and/or organized. Displays

There is minimal
evidence that classroom
materials are well organized,
appealing, accessible, and
coordinated with ongoing
learning goals.

» Materials appear to be stored hap-
hazardly and are generally unap-
pealing.

» Materials are generally in poor
condition (i.e., broken or missing
pieces) and are insufficient in vari-
ety and quantity.

o The storage of materials makes
them inaccessible to students,
and/or their condition makes them
unusable for learning. For example,
during a math activity, students
attempt to use protractors that are
broken.

e Teacher-generated or commercially
generated displays predominate,
with little or no relationship

represent a mix of teacher-generated — between the displays and the cur-

decorations and student work prod-
ucts that lack originality.
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2. Contents of the Classroom
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3. Classroom Management

There is compelling
evidence that classroom
management strategies exist
and are enforced in ways
that respect children’s input
and encourage their purpose-
ful engagement in learning.

e Students appear to have internal-
ized regular rules and routines.
This is evident as the teacher and
students move through the day
smoothly, interact respectfully,
and are often seen engaged in pur-
poseful activity.

e Clear expectations for students’
behavior are consistently commu-
nicated in multiple ways and
through the use of positive strate-
gies (e.g., group discussions to for-
mulate rules, posting of the rules,
acknowledgement of student-
focused engagement in learning).

» If needed, teacher intervention in
conflicts or at times when stu-
dents are not compliant is calm,
nonthreatening, and effective. The
teacher facilitates independent,
productive problem-solving
strategies among students.

There is sufficient
evidence that classroom
management strategies exist
and are enforced in ways
that respect children’s input
and encourage their purpose-
ful engagement in learning.

* Students appear to have internal-
ized regular rules and routines.
This is evident as the teacher and
students interact respectfully and
are often seen engaged in purpose-
ful activity, although teacher
management efforts are more
noticeable.

e Clear expectations for students’
behavior are communicated in
multiple ways, though the consis-
tent use of positive strategies is
less evident.

¢ If needed, teacher intervention in
conflicts or at times when stu-
dents are not compliant is calm
and nonthreatening. The teacher
leads students toward peaceful
resolutions, although he or she
may not provide problem-solving
strategies that students can use
independently.

There is some evidence
that classroom manage-
ment strategies exist and
are enforced in ways that
respect children’s input and
encourage their purposeful
engagement in learning.

e Students appear to understand
regular rules and routines and are
observed engaging in some pur-
poseful activity. However, occa-
sional disruption of learning
occurs as a result of either stu-
dents’ disregard for rules or lack
of respect for each other.

» Expectations for students’ behav-
ior are mainly communicated to
students through frequent teacher
reminders about the classroom
rules.

e The teacher attends to conflicts at
times when students are not com-
pliant and may use formulaic
interventions when students are
not responsive. For example, the
teacher may separate certain stu-
dents or take away classroom
privileges.

There is limited evidence
that classroom management
strategies exist and are
enforced in ways that
respect children’s input and
encourage their purposeful
engagement in learning.

* While students appear to under-
stand and follow some basic rou-
tines (e.g., assigned seats at partic-
ular tables for writing), other rules
and routines may not be clear.
Increased teacher intervention is
evident.

» Expectations for students” behav-
ior are conveyed in a confusing or
inconsistent manner.

o The teacher frequently fails to
identify and respond to conflicts
or incidents of students’ noncom-
pliance. In addition, the teacher’s
response may be unpredictable
and/or ineffective.
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There is minimal
evidence that classroom
management strategies exist
and are enforced in ways that
respect children’s input and
encourage their purposeful
engagement in learning.

e Rules and routines, if there are
any, are generally not followed.
This is evident in the lack of pur-
poseful activity and may be punc-
tuated by conflicts.

» Expectations for students’ behav-
ior are consistently conveyed in a
punitive manner and inconsistent-
ly applied.

e The teacher’s strategies to resolve
conflicts or manage noncompliant
behavior are ineffective and often
appear arbitrary or harsh.



Section I: Classroom Structure

Classroom Management

EVIDENCE:

Score:
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4. Professional Focus

There is compelling
evidence that the teacher
establishes and maintains a
professional focus on learn-
ing and productively
engages other adults to sup-
port students’ learning.

* The teacher maintains a positive
professional demeanor and focuses
consistently on students and their
learning.

* The teacher productively involves
classroom visitors, aides, special-
ists, or volunteers (if present) in
the learning activities of the class-

There is sufficient
evidence that the teacher
establishes and maintains a
professional focus on learn-
ing and productively
engages other adults to sup-
port students’ learning.

e The teacher maintains a positive
professional demeanor. He or she
consistently focuses on students,
although he or she may be some-
what less consistent in focus on
their learning.

® The teacher interacts respectfully
with classroom visitors, aides,
specialists, or volunteers (if pres-
ent). However, their productive
involvement in classroom learn-
ing activities may be somewhat
less evident.

There is some evidence
that the teacher establishes

and maintains a professional and maintains a professional

focus on learning and pro-
ductively engages other
adults to support students’
learning.

e The teacher generally maintains a
positive professional demeanor
with students, although his or her
focus on students and their learn-
ing is variable. For example, the
teacher may spend a considerable
amount of time during journal
writing sitting at her desk grading
papers.

® The teacher interacts respectfully
with classroom visitors, aides, spe-
cialists, or volunteers (if present),
although their participation in
classroom learning activities may
be geared more toward manage-
ment or monitoring tasks.

There is limited evidence
that the teacher establishes

focus on learning and pro-
ductively engages other
adults to support students’
learning.

e The teacher’s professional
demeanor with students is, at
times inappropriate in tone or
content, and he or she pays limit-
ed attention to students’ learning.

® The teacher’s interactions with
classroom visitors, aides, special-
ists, or volunteers (if present), are
cordial. The role of these other
adults in the classroom is unclear.

There is minimal
evidence that the teacher
establishes and maintains a
professional focus on learn-
ing and productively
engages other adults to sup-
port students’ learning.

e The teacher’s demeanor with stu-
dents lacks professionalism, which
may take the form of sarcastic
remarks, demeaning comments, or
overly familiar interactions. In
addition, he or she ignores stu-
dents and consistently fails to
attend to their learning.

® The teacher’s interactions with
classroom visitors, aides, special-
ists, or volunteers (if present) are
minimal. The role of these other
adults in the classroom lacks
focus, and the presence of these
other adults may serve as a dis-
traction.
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5. Integration of Language and Literacy

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence that language and  evidence that language and that language and literacy that language and literacy evidence that language and
literacy development is literacy development is development is meaningfully development is meaningfully literacy development is
meaningfully integrated meaningfully integrated integrated into content-area  integrated into content-area meaningfully integrated
into content-area learning. into content-area learning. learning, learning. into content-area learning.
e Students’ language and literacy o Students’ language and literacy o Language and literacy opportuni- o There are language and literacy o There are few or no opportunities
abilities are skillfully tapped to abilities are used to build concep- ties are present during a content- activities present during content- for language and literacy activities
build conceptual and practical tual and practical knowledge in a area lesson, though they are less area lessons. When they occur, during a content-area lesson. The

knowledge in a content area. content area. Although lessons, clearly tied to students’ acquisi- they appear formulaic or low level lesson appears very narrowly
Lessons, materials, and interac- materials, and interactions include tion of conceptual and practical (e.g., alphabetizing a list). defined and may be centered on
tions provide embedded language embedded language and literacy, knowledge. For instance, students rote learning, memorization, or
and literacy that enable students they are less effective in enabling are provided with a worksheet on recall of content.

to learn content (e.g., social stud- students to learn content. map terminology, but the vocabu-

ies, science). lary is not applied during stu-

dents’ social studies lesson.

» The teacher supports individual o The teacher supports individual » The teacher may miss opportuni- e Teacher support for individual stu- e The teacher’s support of individual
students, as needed, to further students to further their language ties to support individual stu- dents’ learning is infrequent and students’ learning is minimal. The
their language and literacy devel- and literacy development; however,  dents’ learning. Teacher support not a part of the teacher’s instruc- teacher’s response to individual
opment. For example, the teacher there are some missed opportuni- for students is geared principally tional focus. The support may be students’ requests for help is often
gently reminds a student about ties for integration or effective stu- toward the whole group; that sup superseded by concern for com- negative.
the silent e rule while he or she dent support. port may, for instance, take the pleting the task.
struggles to decode the word form of posters that reinforce com-
whale. prehension strategies. Teacher sup-

port for individual students is pro-
vided when students request it or
in response to a low level of pro-

ductivity.

e The teacher values and builds on ® The teacher values and builds » The teacher acknowledges stu- o There are limited opportunities e Evidence of students’ contribu-
students’ contributions to the on students’ contributions to dents’ contributions to the learn- for student contributions during tions to the learning process is
learning process in productive the learning process, although ing process (e.g., “Good answer.”), content-area lessons, though the absent or minimal, and the
ways, such as through planned his or her practices may be though it is unclear whether the teacher may acknowledge stu- teacher may actively constrain
and informal discussions, docu- somewhat less productive as a types of practices employed are dents’ questions or class confusion students’ efforts to contribute.
mentation and analysis of stu- means of encouraging student likely to lead to student self- about the task. Assessment of stu-
dent work, or other techniques self-assessment and reflection. assessment and reflection. dents and their work principally
that lead students toward self- rests with the teacher.

assessment and reflection.
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Section II: Curriculum

Integration of Language and Literacy

EVIDENCE:

Score:
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6. Opportunities for Independence in Learning

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence that the classroom evidence that the classroom  that the classroom environ-  that the classroom environ- evidence that the classroom
environment, schedule, and environment, schedule, and ment, schedule, and ment, schedule, and environment, schedule, and

instructional approaches instructional approaches instructional approaches instructional approaches instructional approaches
foster student motivation foster student motivation foster student motivation foster student motivation foster student motivation
and encourage their inde- and encourage their inde- and encourage their inde- and encourage their inde- and encourage their inde-
pendence and initiative in pendence and initiative in pendence and initiative in pendence and initiative in pendence and initiative in
the service of learning. the service of learning. the service of learning. the service of learning. the service of learning.

e The teacher establishes a class- ® The teacher establishes a class- » The teacher employs some rou- e The teacher employs some rou- ® Routines, if any, are used either to
room environment in which rou- room environment in which rou- tines that are used by students to tines, but they are limited in the manage transitions and behavior
tines (e.g., approaches to journal tines are used by students as a work independently, but their extent to which they lead to stu- or as a mechanism to allow stu-
writing, early morning work, mechanism to guide their inde- value as a mechanism for con- dents’ independence and con- dents excessive time in unstruc-
assignments) are effectively used pendent and constructive engage- structive engagement in the learn- structive engagement in learning. tured activities. In either case,
by students as a mechanism to ment in learning. However, the ing process is less evident. As a For example, students may be routines are generally character-
guide their independent and con- routines employed may be some- result, there are fewer opportuni- allowed to start eating their snack ized by restricting student initia-
structive engagement in learning. what less effective either for stu- ties for the teacher to make use of when they have completed an tive and independence.

By design, students’ independ- dent independence and construc- instructional time, and his or her assigned task.
ence provides the teacher with tive engagement or for the efforts may be less productive.

opportunities to strategically offer teacher’s use of the time made

flexible and responsive instruc- available.

tion.

o Instructional approaches include e Instructional approaches include e Instructional approaches include » While students are grouped for ® Groupings, if any, lack structure
thoughtful grouping strategies thoughtful grouping strategies and grouping strategies and materials certain activities and time peri- and instructional focus. Students
(i.e., homogenous and heteroge- materials appropriate for inde- available for instructional pur- ods, the connection between appear confused and unengaged in
neous) and materials appropriate pendent use. While observed poses. However, materials may groupings and instructional goals any meaningful group learning.
for independent use. Effective groupings appear to support stu- be mismatched for some group is not evident. Criteria for group-
grouping supports students’ dents’ attainment of the instruc- members, leading to varying ing are random or determined by
attainment of the instructional tional goals, the groupings may be engagement and contributions self-selection, gender, or other
goals and fosters their relevant somewhat less effective in foster- For example, in a heterogeneous means. Likewise, the tasks
individual contributions. ing student engagement and rele- group asked to compare and con- assigned to groups, as well as

vant, individual contributions. trast mammals and reptiles, the accompanying materials, may be
books supplied may be too inappropriate for cooperative
advanced for some students learning.

while appropriate for others.
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Section II: Curriculum

Opportunities for Independence in Learning

EVIDENCE:

Score:
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1. Recognizing Diversity in the Classroom

There is compelling
evidence that the diversity
that students bring to the
classroom is integrated into
curriculum and instruction.

Students’ prior knowledge and per-
sonal interests are used as the basis
for conversations, activities, and
learning experiences in the class-
room. In addition, this information
is used as a basis for learning
about other cultures and traditions.
For example, as part of a geography
unit on distinguishing between
continents and countries, the
teacher implements an activity

in which students share their fami-
lies’ countries of origin and together
construct a world map reflecting
their ancestry.

There is evidence that the teacher
uses information from students’
homes and communities in
classroom-based literacy activities.

Individual differences (e.g., cultural,
racial, disability, language, gender)
are valued and are explicitly
addressed in multiple ways through-
out the classroom to advance stu-
dents’ knowledge and development.
For example, specific strategies are
used to engage English language
learners with English speakers and
with curriculum activities.

There is sufficient
evidence that the diversity
that students bring to the
classroom is integrated into
curriculum and instruction.

o Students’ prior knowledge and
personal interests are used as the
basis for conversations, activities,
and learning experiences in the
classroom, though efforts to
extend this knowledge beyond
the personal are somewhat less
evident.

e There is evidence that the teacher
uses information from students’
homes and communities in
classroom-based literacy activi-
ties.

o Individual differences are valued
and addressed in ways that
advance students’ knowledge and
development. For example, the
teacher may offer English lan-
guage learners additional oppor-
tunities to hear a book in English
within the classroom.

There is some evidence
that the diversity that
students bring to the
classroom is integrated into
curriculum and instruction.

» The classroom contains materials
and/or interactions that reflect some
awareness of student diversity, but
the use of students’ prior knowledge
and personal interests are unclear.
For example, the teacher and stu-
dents may talk about where their
families come from.

e There is evidence that the teacher
learns about students’ homes and
communities, but how this informa-
tion is used in classroom-based
literacy activities is unclear. For
example, books about students’ cul-
tures or family structures are avail-
able but their use is not observed.

e Individual differences are recognized
and valued but are not necessarily
used to advance students’ knowl-
edge and development. For example,
the teacher may play music in the
languages represented in the class-
room but may not provide context
or translation that deepens students’
understanding.

There is limited evidence
that the diversity that
students bring to the
classroom is integrated into
curriculum and instruction.

e Opportunities for students to use
their prior knowledge and personal
interests regarding their diversity
are limited. The classroom con-
tains a narrow range of materials
that point to individual and/or cul-
tural differences but appear to be
used mainly for decoration (e.g., a
set of around-the-world dolls in
costume displayed on a shelf).

s Classroom-based literacy activities
reflect a limited understanding of
students’ homes and communities,
and may address differences in a
constrained or superficial manner.

e Some individual differences may
be acknowledged (e.g., “Sarah, this
is your week to help Mabel [a child
with a disability] with her coat”),
whereas other differences may be
ignored.

There is minimal
evidence that the diversity
that students bring to the

classroom is integrated into
curriculum and instruction.

s Opportunities for students to use
their prior knowledge and personal
interests regarding their diversity
appear absent or are discouraged.
If any, the classroom contains a
narrow range of materials that
point to individual and/or cultural
differences but appear to be used
mainly for decoration.

¢ Classroom-based literacy activities
do not reflect an understanding of
students’ homes and communities.
Rather, they tend to portray nega-
tive stereotypical images or char-
acterizations of culture and/or
individual differences.

o Individual differences appear to
be consistently ignored or disre-
spected.



Section II: Curriculum

1. Recognizing Diversity in the Classroom
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8. Discourse Climate

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence of a positive evidence of a positive of a positive discourse of a positive discourse evidence of a positive
discourse climate that discourse climate that climate that actively engages climate that actively engages discourse climate that

actively engages students in  actively engages students in students in conversations students in conversations actively engages students in
conversations that facilitate  conversations that facilitate that facilitate the mutual that facilitate the mutual conversations that facilitate
the mutual exchange of the mutual exchange of exchange of ideas, opinions,  exchange of ideas, opinions, the mutual exchange of
ideas, opinions, and feelings. ideas, opinions, and feelings. and feelings. and feelings. ideas, opinions, and feelings.
» The teacher deliberately fosters » The teacher makes efforts to lis- e The teacher accepts and pleas- e There are limited opportunities e There are few or no opportunities
a climate in which expressing ten attentively to students and antly acknowledges students for the exchange of ideas for students to express their own
individual opinions and ideas is creates opportunities to elicit contributions to classroom dis- between the teacher and stu- ideas or opinions. Students are
valued. He or she listens atten- differing opinions and ideas. cussions, but his or her responses dents and among students. expected to listen to the teacher,
tively to students and encour- However, his or her attempts to tend to be formulaic (e.g., “Good Teacher responses tend to restrict and most interactions focus on
ages them to listen and respond connect students’ ideas and thought! Now let’s turn to...”). students’ elaborations and may procedural or managerial topics.
to one another. opinions with those of others are dismiss ideas and opinions Teacher response to students’
somewhat less evident. offered. contributions tends to be puni-
tive.
® The teacher explicitly and ® The teacher encourages the par- e The teacher generally displays o The teacher interacts differently e There is a general lack of conver-
appropriately encourages the ticipation of all students, but his fairness in interactions with with students from differing sation and meaningful exchanges
participation of all students, or her efforts to draw from the students from differing linguistic, linguistic, gender, racial, and in the classroom. The teacher’s
including those from differing exchanges to foster productive gender, racial, and cultural cultural groups. He or she may interactions with students are
linguistic, gender, racial, and conversations and meaningful groups. Exchanges of ideas are appear unaware of varying levels preferential, harsh, or derisive,
cultural groups. The teacher interactions are less explicit. less extended, occur less fre- of student involvement in con- creating a negative discourse
skillfully builds on similarities quently, and are typically dyadic versations and verbal exchanges, climate.
and differences to foster produc- (e.g., between the teacher and though he or she may initiate
tive conversation and meaning- one student). conversation with a few stu-
ful interaction. dents.
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Section III: The Language Environment

Discourse Climate

EVIDENCE:
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9. Opportunities for Extended Conversations

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence that teachers evidence that teachers under-  that teachers understand that teachers understand evidence that teachers
understand the role that stand the role that extended the role that extended con-  the role that extended con- understand the role that
extended conversations play conversations play in stu-  versations play in students’ versations play in students’ extended conversations play
in students’ oral language  dents’ oral language develop- oral language development  oral language development in students’ oral language
development and learning. ment and learning. and learning. and learning. development and learning.

» The teacher artfully integrates a » The teacher employs instructional e The teacher attempts to engage ® The teacher’s attempts to engage » The teacher appears to devalue
set of instructional approaches to approaches to engage students in students in some discussions, students in the exchange of ideas conversation as an instructional
engage students in extended con- extended conversations that sup- but topic selection and use of and learning through conversation strategy, and efforts to talk with
versations that support their port their broader intellectual strategies are less effective in is limited by a restricted range of students about their learning are
broader intellectual development development. However, his or her stimulating broader intellectual topics and/or ineffective strate- minimal across formal or informal
(e.g., analyzing, predicting, prob- efforts to combine selected topics development. For example, a gies. settings in the classroom.
lem solving, reflecting on learn- with strategies are somewhat less book reading session concludes
ing). He or she selects topics and effective in promoting the exchange with the whole-class prompt,
combines them with varied strate- of ideas and learning. For instance, “How did you like this Magic
gies, including grouping, to maxi- the teacher may favor the use of Tree House book?”
mize the exchange of ideas and large-group discussions when indi-
learning. vidual conversations or small

groups would be more productive.

e The teacher effectively orches- » The teacher engages students in o The teacher includes some oppor-  ® There are limited opportunities for ~ ® There are few or no efforts to pro-
trates conversations and conversations and exchanges that tunities for students to talk dur- conversations related to learning. vide opportunities for conversa-
exchanges that maximize learning lead toward content-area learning ing instructional periods. Teacher Talk is dominated by the teacher’s tions related to learning. The
in content areas and build specific and oral language skill develop- efforts to check understanding presentation of information and teacher quiets students and dis-
oral language skills. For example, ment, though one instructional (e.g., “What is the correct word for ~ management of students’ compli- courages their attempts to engage
the teacher orchestrates a discus- focus (content-area learning or oral an eagle’s claw?”) or confirm next in discussions.
sion in which students compare language skill development) may be  steps (e.g., “Does everyone know
and contrast specific features of less evident than the other. which group they’re in!”) predom-
the birds of prey and learn precise inate.
vocabulary.
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Section III: The Language Environment

Opportunities for Extended Conversations

EVIDENCE:

Score:



10. Efforts to Build Vocabulary

There is compelling
evidence of instructional
efforts to expand students’
spoken vocabulary.

e New and challenging words are
systematically introduced, dis-
cussed, and infused in ongoing
classroom activities. For example,
words that may be introduced
during language arts instructional
time are heard and seen (e.g.,
word wall, dictation) across mul-
tiple classroom settings.

» The teacher’s instruction is effec-
tive in elucidating the meanings of
new words with students by pro-
moting their use in ways that help
students arrive at their own defi-
nitions. For example, the teacher
might draw attention to a word
from a story and ask students to
relate it to their own experience.
Careful consideration is given to
vocabulary development for
English language learners.

e The teacher shows excitement for
words through playful interac-
tions with students. He or she
models challenging language and
acknowledges students’ own
experimentation.

There is sufficient
evidence of instructional
efforts to expand students’
spoken vocabulary.

e New and challenging words are
introduced and discussed. While
new vocabulary is heard or seen
in more than one setting, the use
of new words is somewhat less
integrated into ongoing classroom
activities.

» Teacher instruction is effective in
elucidating the meanings of new
words with students by promot-
ing their use in ways that help
students arrive at their own defi-
nitions, although the strategies
used may be somewhat less var-
ied or engaging. Consideration is
given to vocabulary development
for English language learners.

e The teacher shows interest for
words while interacting with stu-
dents. He or she models challeng-
ing language and acknowledges
students’ own experimentation,
though the teacher’s interactions
are somewhat less effective.

There is some evidence
of instructional efforts to
expand students’ spoken

vocabulary.

® New words are introduced and
discussed but may not be suffi-
ciently challenging. The introduc-
tion of new words occurs during a
specific instructional period and
is not reinforced in ongoing class-
room activities.

e The teacher provides students
with appropriate definitions of
new words but typically does not
engage them in deriving these def-
initions themselves. Adaptations
for English language learners may
be less clear or consistent.

o The teacher attempts to use previ-
ously introduced words in inter-
actions with students, though
these attempts are perfunctory or
awkward and lack a sense of
experimentation and playfulness.

There is limited evidence

of instructional efforts to

expand students’ spoken
vocabulary.

e Efforts to introduce and use new
vocabulary are limited, either by
the nature of the words or by the
instructional activities selected.
Thus, vocabulary building does
not appear to be an instructional
focus.

e Definitions, when offered by the
teacher, may be inappropriate—
that is, either too easy or too com-
plicated for students to under-
stand. Adaptations for English
language learners are limited or
unsuitable.

» The teacher rarely uses new and
challenging vocabulary in interac-
tions with students.
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There is minimal
evidence of instructional
efforts to expand students’
spoken vocabulary.

e There are few or no efforts made
to introduce and use new words.

» The teacher may neglect to pro-
vide definitions for new words and
may not acknowledge when words
are not understood by students in
the class. The teacher mainly
ignores vocabulary development
for English language learners and
may make them self-conscious
about their language acquisition.

e The teacher’s vocabulary with stu-
dents is restricted and simplistic.



Section III: The Language Environment

10. Efforts to Build Vocabulary

EVIDENCE:

Score:
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11. Characteristics of Books

There is compelling
evidence that books are well
selected and organized for dif-
ferent instructional purposes
and support the diversity of
students in the classroom.

® Books are thoughtfully organized
and clearly labeled to facilitate the
students’ and the teacher’s access to
texts, including written materials
that relate to topics under study
(e.g., reference books).

» Multiple genres are available for stu-
dents’ use. There is an appealing and
appropriate selection of fictional nar-
ratives, poetry, biography, and other
nonfiction.

o The teacher has available books
selected to advance specific and
varied instructional goals, including
small-group reading instruction
(multiple copies), reading aloud by
the teacher, individual reading, and
content-area learning (e.g., The
Lorax for learning about ecology).

e Selections include diverse represen-
tation of characters and family
structures, including people of differ-
ent race, gender, ability, and lan-
guage. The diversity reflects that
found within the classroom commu-
nity as well as in the world.

Do not reproduce without permission of Paul H. Brookes Publishing Co.

There is sufficient
evidence that books are well
selected and organized for dif-
ferent instructional purposes
and support the diversity of
students in the classroom.

There is limited evidence
that books are well selected
and organized for different
instructional purposes and
support the diversity of
students in the classroom.

There is some evidence
that books are well selected
and organized for different
instructional purposes and
support the diversity of
students in the classroom.

® Books are organized and labeled ® Books are shelved and placed in
to allow students and the teacher designated areas of the classroom,
access to texts, though it is less though access is compromised by
clear how written materials related  inconsistent organization and/or
to current topics are accessed. labeling.

® Books are arranged around the
class without a discernible system
of organization and appear to be
accessed mainly by the teacher or
with the teacher's direction.

e Available books are limited in both
variety (e.g., genres and appealing
topics) and appropriateness for the
age group and ability levels of stu-
dents. For example, a first-grade

e Variety in genres is evident in the
books available for students’ use;
though appealing and appropriate,
the selection may be somewhat
less wide ranging.

s While several genres are repre-
sented, the selection is skewed
toward a particular genre (e.g., fic-
tional narrative) and/or focuses on
a narrow range of abilities or top-
ics. Consequently, the selection
offers fewer choices for student use.  ter books for students.

o The teacher has available books
that are used for instruction,
though the selection tends to
support a narrow range of instruc-
tional goals. For example, there
may be adequate books for group
reading instruction but few or no
books for individual reading.

o The teacher has available books
selected to advance specific
instructional goals, though the
number and types of books avail-
able suggest less variation in
instructional goals pursued.

e The number, relevance, and com-
plexity of available books indicate
a mismatch between students’
abilities and the text. Moreover,
available books are limited in their
ability to support instructional
goals beyond group reading instruc-
tion.

» Selections include diverse represen-  Selections include some representa- ¢ Diversity of characters or family
tation of characters and family tion of different characters and structures in books available is
structures, including people of dif- family structures, though there is limited.
ferent race, gender, ability, and lan-  less diversity depicted overall.
guage. The diversity reflects that
found within the classroom com-
munity as well as in the world.
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classroom offers no beginning chap-

There is minimal
evidence that books are
well selected and organized for
different instructional purpos-
es and support the diversity of
students in the classroom.

® Books are scattered haphazardly,
without care for how they are used
and treated.

e Little or no variety is evident in the
books available for students’ use.
They are generally inappropriate for
the age group and ability levels of
students (i.e., consistently too diffi-
cult or too simple).

» The number, relevance, and com-
plexity of available books indicate
a lack of instructional focus in read-
ing or use of books for content-area
learning.

e Diversity of characters or family
structures in books available is
absent or, if present, reinforces
racial, gender, or cultural stereo-
types.



Section IV: Books and Reading

11. Characteristics of Books

EVIDENCE:

Score:
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12. Development of Reading Fluency

There is compelling
evidence of reading instruc-
tion that exposes students to
fluent reading and promotes
their developing abilities to
read accurately, smoothly,
expressively, and at an
appropriate rate.

o The teacher models fluent reading
and draws students’ attention to
specific features of fluency (e.g.,
pausing at punctuation) through
discussion. For example, after
reading the poem “The Snake” by
Emily Dickinson to her third-
grade class, the teacher initiates a
discussion by pointing out how
the placement of words on the
page guided her phrasing.

¢ The teacher uses a variety of tech-
niques that artfully align text
selection with students’ abilities
and interests. Varied instructional
strategies (e.g., choral reading,
repeated readings, readers’ the-
ater) and opportunities for stu-
dents to read aloud support the
development of fluency.

® The teacher engages students
in enjoyable and motivational
reading games and activities
that build familiarity with high-
frequency words and increase
automaticity of word recognition.

There is sufficient
evidence of reading instruc-
tion that exposes students to
fluent reading and promotes
their developing abilities to
read accurately, smoothly,
expressively, and at an
appropriate rate.

e The teacher models fluent reading
and draws students’ attention to
specific features of fluency.
However, efforts to engage stu-
dents in discussion of such fea-
tures are somewhat less evident.

e The teacher employs varied
instructional strategies to support
students’ development of reading
fluency, though teaching tech-
niques and materials may be
somewhat less aligned with stu-
dents’ abilities and/or interests.

o The teacher engages students in
activities that build familiarity
with high-frequency words and
increase automaticity of word
recognition.

There is some evidence
of reading instruction that
exposes students to fluent
reading and promotes their
developing abilities to read

accurately, smoothly,
expressively, and at an
appropriate rate.

o The teacher models fluent read-
ing, though he or she does not
explicitly draw students’ atten-
tion to specific features of fluency.

® The teacher employs instructional
strategies that are appropriate for
developing reading fluency but
relies heavily on a limited num-
ber of techniques and materials
that are less well aligned with
students’ abilities and/or inter-
ests.

e The teacher provides students
with activities to practice the
recognition of high-frequency
words (e.g., flash cards on a word
ring).

There is limited evidence
of reading instruction that
exposes students to fluent
reading and promotes their
developing abilities to read
accurately, smoothly,
expressively, and at an
appropriate rate.

® The teacher reads aloud to the
class, but his or her reading may
be characterized by a lack of flu-
ency or expression.

® Developing students’ reading flu-
ency Is restricted by the teacher’s
limited variety of instructional
strategies and materials (e.g.,
round robin reading).

e The teacher introduces high-fre-
quency words to students and
may provide opportunities for stu-
dents to see those words (e.g.,
word wall), but strategies to
intentionally build automaticity
are limited.
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There is minimal
evidence of reading instruc-
tion that exposes students to
fluent reading and promotes
their developing abilities to
read accurately, smoothly,
expressively, and at an appro-
priate rate.

» The teacher does not read aloud
for the purpose of modeling
fluency. Reading aloud may be
for the purpose of reading instruc-
tions rather than connected text.

e Instructional strategies to develop
students’ reading fluency are not
evident.

o The teacher introduces high-
frequency words to students, but
does not provide activities to pro-
mote automaticity.



Section IV: Books and Reading

12. Development of Reading Fluency

EVIDENCE:

Score:
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13. Sounds to Print

There is compelling
evidence of instruction that
builds understanding of the
relationship between sounds
in language, their representa-
tion in print, and how they
function together for reading

and writing.

e Instruction in phonemic awareness
and/or phonics is characterized by
short episodes of direct instruction
in which the teacher clearly and
succinctly explains specific princi-
ples and provides engaging activi-
ties for practice.

» The teacher varies the focus of
instruction based on the reading
level of students. He or she modi-
fies instruction to meet the needs of
individuals within the group. For
example, during an activity to gen-
erate words that rthyme, the teacher
modifies the task for one student to
identify words that rhyme.

 The teacher skillfully supports stu-
dents’ acquisition and application
of phonic principles during small-
group reading instruction and other
occasions to read connected texts.
He or she provides specific strate-
gies to promote students’ ability to
decode words independently.

There is sufficient
evidence of instruction that
builds understanding of the
relationship between sounds
in language, their representa-
tion in print, and how they
function together for reading

and writing.

e [nstruction in phonemic awareness
and/or phonics is characterized by
direct instruction during which
specific principles and opportuni-
ties for practice are provided.
However, the instruction may be
too long, or the follow-up activities
may be less engaging.

o The teacher varies the focus of
instruction based on the reading
level of students, though opportu-
nities for students to use and prac-
tice emerging skills may be less
wide-ranging. Efforts to modify
instruction for individuals are less
evident.

e The teacher supports students’
acquisition and application of
phonic principles during small-
group reading instruction and
other occasions to read connected
texts. Strategies to promote stu-
dents’ ability to decode words
independently are less evident.

There is some evidence
of instruction that builds
understanding of the rela-

tionship between sounds in
language, their representa-
tion in print, and how they
function together for read-

ing and writing.

» [nstruction in phonemic aware-
ness and/or phonics is character-
ized by very brief introduction of
concepts that may lack helpful
explanation, followed by extended
individual practice that is useful

but not engaging.

e Instruction appears to be based
on and targeted at the reading
level of the majority of students

in the class. Some efforts to

modify instruction are evident

for learners who are more

advanced or struggling, but most
students are expected to complete

the same task.

» While the teacher supports stu-
dents’ acquisition and application
of phonic principles during some
reading activities, occasionally he
or she supplies words for students
that they might be expected to

decode independently.

There is limited evidence
of instruction that builds
understanding of the rela-
tionship between sounds in
language, their representa-
tion in print, and how they
function together for read-
ing and writing.

e Instruction in phonemic aware-
ness and/or phonics may lack
sufficient clarity and result in
confusion that affects students’
ability to understand and com-
plete follow-up activities.

e While instruction appears to be
systematic, it may be mis-
matched with the reading level of
most students (either too difficult
or too simplistic). Modifications
are not evident and all students
are expected to complete the same
assignments, regardless of reading
level.

® While there is instruction for stu-
dents’ acquisition of phonic prin-
ciples, there is a lack of support to
apply principles to reading con-
nected texts, such as missed
opportunities that could further
students’ development as inde-
pendent readers.
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There is minimal
evidence of instruction that
builds understanding of the
relationship between sounds
in language, their represen-

tation in print, and how
they function together for
reading and writing.

e Instruction in phonemic aware-
ness and/or phonics, if observed, is
dominated by teacher presenta-
tion that may lack clarity or may
be incorrect. Opportunities for
individual practice may be exces-
sively long and repetitive.

e Instruction lacks focus, and it is
difficult for students and observers
to discern the intended level
and/or purpose of activities.
Modifications and accommoda-
tions for individual students are
not evident.

e Students are not supported in
acquiring or applying phonic prin-
ciples.



Section IV: Books and Reading

Sounds to Print

EVIDENCE:

WGt e
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14. Strategies to Build Reading Vocabulary

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence of instruction evidence of instruction of instruction that of instruction that evidence of instruction
that effectively promotes that effectively promotes effectively promotes effectively promotes that effectively promotes
students’ breadth and students’ breadth and students’ breadth and students’ breadth and students’ breadth and

depth of word knowledge. depth of word knowledge. depth of word knowledge. depth of word knowledge. depth of word knowledge.

o The teacher creates a climate in » The teacher creates a climate in e The teacher provides opportunities » Vocabulary instruction is relegated ¢ Vocabulary instruction, if any, is
which intellectual risk taking is val-  which students are exposed to and for students to encounter new words,  to specific times and narrowly pre- relegated to specific times and nar-
ued, and students are encouraged to  encouraged to try out new words. though student use of new words is scribed activities, thereby limiting rowly prescribed activities, thereby
experiment with the power of The teacher uses challenging less evident. He or she chooses texts opportunities for students to limiting opportunities for students
words. The teacher models use of vocabulary and chooses texts that that include unfamiliar words. encounter and use new words. The to encounter and use new words.
sophisticated vocabulary and make use of challenging words and teacher may appear uncomfortable The teacher may appear uncomfort-
chooses texts that make use of chal-  concepts. using new or challenging vocabu- able using new or challenging
lenging words and concepts. lary or may use it incorrectly. vocabulary and may discourage stu-

dents’ use of sophisticated language.

o The teacher selects specific words ® The teacher selects specific words ~ ® The teacher selects groupings of e Words are selected from preexisting ® Words selected for study are either
for vocabulary study that are from for vocabulary study that are from words that are related in meaning or  lists and are generally not related too difficult or too simple for stu-
texts students are reading and/or texts students are reading and/or structure {e.g., words beginning with in meaning or structure to one dents and may be insufficient or
that are important to curriculum that are important to curriculum the same prefix) though not clearly another. Words are not connected overwhelming in quantity.
topics under study. topics under study. related to texts or curriculum topics to texts or curriculum topics that

that students are studying. students are studying.

e The teacher provides opportunities  ® The teacher provides opportunities  ® There are opportunities for students  ® Opportunities for students to study  * Word study, if any, may merely
for students to study words in for students to study words and to study selected vocabulary words, words are mainly focused on mem- mention definitions.
depth. He or she models and uses a variety of activities to but the activities employed tend to orizing and reiterating specific defi-
encourages the use of new vocabu- explore word meanings, though be superficial. nitions within a limited context.
lary in multiple contexts and uses activities are less effective in foster-
varied approaches to explore the ing a depth of understanding.

meanings of new words (e.g.,
semantic mapping).

» The teacher explicitly instructs stu.  ® The teacher instructs students in » The teacher reminds students to use  ® The teacher does not assist stu- o The teacher does not assist students
dents in the use of context clues to the use of context clues to derive context clues to understand unfamil-  dents in deriving word meanings in in deriving word meanings in con-
derive the meanings of unknown the meanings of unknown words, iar words (e.g., “look at the picture”; context. Reference materials are text, and reference materials, if any,
words. He or she uses modeling and  although his or her instruction may — “use the words before and dfter to fig-  available but appear to be mainly are inaccessible to students.
other techniques to illustrate the be less explicit. He or she also sup- ure it out”) but does not actively for use by the teacher.
process. Also, he or she supports ports students’ access to reference instruct students in their application.
students’ independent use of refer- materials to learn the meanings of Reference materials are available,
ence materials to learn the mean- unknown words, although their but it is unclear how and when stu-
ings of unknown words. independent use may be somewhat  dents use them.

less evident.
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14. Strategies to Build Reading Vocabulary
EVIDENCE:

Score:
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15. Strategies to Build Reading Comprehension

There is compelling
evidence that the teacher

There is sufficient
evidence that the teacher

models and instructs students models and instructs students

in comprehension strategies
that promote their under-
standing of texts that they

listen to and read themselves.

e The teacher explains and demon-
strates cognitive strategies to help
students understand text (e.g.,
comprehension monitoring, ques-

tioning, summarization). For exam-

ple, the teacher displays a text

example and demonstrates how
she uses questioning to analyze
and promote her understanding.

e The teacher skillfully employs an
integrated set of instructional
strategies before, during, and after
reading to foster comprehension.
He or she employs techniques that
are matched to students’ capacity
to read independently. For exam-
Dle, in second and third grade, stu-
dents primarily read silently and
are encouraged to use active read-
ing strategies (e.g., writing ques-
tions on sticky notes).

» During reading instruction, the
teacher poses a variety of ques-
tions. He or she skillfully uses
questions to guide students’ com-
prehension and focus on important
aspects of the text.

in comprehension strategies
that promote their under-
standing of texts that they
listen to and read themselves.

® The teacher explains and demon-
strates cognitive strategies to help
students understand text.
However, the quality of the expla-
nation and detail provided may be
less useful or evident.

» The teacher employs an integrated
set of instructional strategies
before, during, and after reading to
foster comprehension, but the bal-
ance and timing of instruction
may be skewed toward one part of
the reading process. Techniques
that the teacher employs appear
well matched to students’ capacity
to read independently.

* During reading instruction, the
teacher poses a variety of ques-
tions. However, the questions
themselves or the teacher’s skill in
orchestrating discussion is less
effective.

There is some evidence
that the teacher models and
instructs students in
comprehension strategies
that promote their under-
standing of texts that they

listen to and read themselves.

e The teacher explains cognitive
strategies but may not effectively
demonstrate their use

» The teacher employs a set of
loosely related instructional
strategies to foster reading com-
prehension. In addition, the bal-
ance and timing of instruction
may be skewed. The teacher’s
techniques may be less closely
aligned with students’ ability to
read independently (e.g., the
teacher spends 15 minutes pre-
viewing familiar words).

® During reading instruction, the
teacher asks questions that pro-
mote basic, factual comprehen-
sion, but he or she is less skilled
in using questions to stimulate
students’ comprehension.

There is limited evidence
that the teacher models and
instructs students in
comprehension strategies
that promote their under-
standing of texts that they lis-
ten to and read themselves.

» The teacher may allude to the exis-
tence of cognitive strategies but do
not provide sufficient explanation
or demonstration for students to
use them.

® The teacher may employ instruc-
tional strategies in one or two
phases of the reading process but
may neglect others. Techniques to
foster students’ comprehension
may not be aligned with students’
abilities.

* During reading instruction, the
teacher uses questions primarily
to assess student comprehension.
The teacher exhibits limited
ability to engage students in
comprehension through use of
open-ended questions.
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There is minimal
evidence that the teacher
models and instructs students
in comprehension strategies
that promote their under-
standing of texts that they
listen to and read themselves.

e Cognitive strategies to help stu-
dents understand texts are not
incorporated into instruction.

o The teacher does not incorporate
instructional strategies to facili-
tate student engagement before,
during, or after reading.

e [f the teacher asks questions
during reading instruction, the
questions are not connected to
important details or ideas in the
text. Moreover, questions may be
strictly procedural to check for
compliance rather than compre-
hension (e.g., “Who has finished
page 6¢7).



Section IV: Books and Reading

15. Strategies to Build Reading Comprehension

EVIDENCE:

Score:
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16. Writing Environment

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence that the teacher evidence that the teacher that the teacher supports that the teacher supports evidence that the teacher
supports students’ writing supports students’ writing students’ writing develop- students’ writing develop- supports students’ writing
development and engages development and engages ment and engages them ment and engages them development and engages

them in authentic uses them in authentic uses in authentic uses of in authentic uses of them in authentic uses
of writing that are integral ~ of writing that are integral writing that are integral writing that are integral of writing that are integral
to their daily classroom to their daily classroom to their daily classroom to their daily classroom to their daily classroom
€xXperiences. €Xperiences. experiences. experiences. €xperiences.
® The teacher integrates opportuni- * The teacher provides opportuni- o The teacher provides opportunities e Opportunities for students to e Opportunities for students to
ties that motivate students to ties that motivate students to for students to write, though the write are formulaic and geared write, if any, are restricted to sim-
write for varied and authentic write for authentic purposes, topics and forms for writing toward a specific final product. plistic and superficial aspects of
purposes (e.g., content-area learn- though his or her efforts are less appear teacher-determined. The teacher assigns work and writing such as copying and cor-
ing, self-expression). The teacher varied and integrated. While the Consequently, the purposes for monitors its completion. recting grammar. The teacher’s
is engaged as a writer with stu- teacher serves as a model and writing tend to restrict student emphasis is on student compli-
dents, serves as a model, provides may point out his or her own uses interest and opportunities for self- ance with a strictly defined tem-
exemplars, and incorporates of writing, the teacher’s efforts expression. The teacher guides stu- plate.
instruction to generate interest in focus mainly on students’ writing. dents through writing assign-
and facility with the writing ments.
process.
® The teacher deliberately fosters a ® The teacher interacts construc- ® The teacher provides feedback to * The teacher’s feedback to students e The teacher grades and returns
climate in which thoughtful feed- tively with students to provide students verbally and in writing, is on the mechanics of writing students’ written work without
back is provided from the teacher them with helpful feedback in though the focus of the feedback is (e.g., correctness of spelling, gram- providing feedback.
and students, using multiple multiple ways to refine their ideas predominantly corrective rather mar, punctuation) and does not
strategies (e.g., written comments, and clarify their writing. However, than interaction about the ideas in  address the ideas in their writing.
discussion, conferences). Students most input comes from the students’ writing.
receive productive input on their teacher.

ideas and gain strategies to
improve their works in progress

and finished products.

e Displays are varied and reflect ¢ Displays are mostly current and e Displays show students’ final prod- e Displays are largely decorative e Displays in the classroom include
current student learning, includ- reflect student learning and tools ucts that tend to be uniform in and dominated by teacher- few, if any, examples of students’
ing written work in different useful in the writing process, content and style (e.g., thank-you generated material, though they written work. Those displayed
stages of development, tools use- though materials displayed are notes) and some teacher- may include some examples of may show writing as an incidental
ful in the writing process, or less varied overall. generated materials related to writ- student written work. feature of art.
exemplars (e.g., work of noted ing. Some displays are outdated.
authors).
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Section V: Print and Writing

16. Writing Environment

EVIDENCE:

Score:
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11. Focused Writing Instruction

There is compelling
evidence of systematic
instruction that promotes
students’ understanding of
the processes and purposes
of writing and supports
their development as
capable, confident writers.

o The teacher provides systematic
writing instruction through brief,
focused lessons with individuals
or groups. They address writing
process, mechanics, and use of
techniques to achieve particular
effects (e.g., analysis of text to
show effective use of dialogue).

s Students are observed writing
and using a multistep process to
advance their writing abilities
and sense of themselves as writ-
ers. Students plan, draft, revise,
edit, or publish during designated
writing periods or at times inte-
grated with other content-area
blocks.

® The teacher talks with students
about their writing. The teacher
and students explore the intended
goals for written assignments and
together generate ideas for ways
to strengthen writing (e.g., word
choices, clarity, adding details
and interest).

There is sufficient
evidence of systematic
instruction that promotes
students’ understanding of
the processes and purposes
of writing and supports
their development as
capable, confident writers.

e The teacher provides systematic
writing instruction with individu-
als or groups, but the focus and
duration of lessons may be mis-
matched with students’ interests
or writing ability. Most lessons
focus on aspects of writing process
and mechanics, with less consid-
eration given to use of specific
techniques.

e Students are observed writing and
using a multistep process to
advance their writing abilities,
although the process may be
somewhat less defined.

* The teacher talks with students
about their writing. While he or
she offers suggestions to expand
and improve the work under con-
sideration, these exchanges are
somewhat more instructional and
less of a dialogue.

There is some evidence
of systematic instruction
that promotes students’
understanding of the
processes and purposes of
writing and supports their
development as capable,
confident writers.

e The teacher provides writing
instruction. However, the
teacher’s choices about the group-
ing of students or the content and
duration of instruction may sig-
nificantly detract from students
ability to learn about writing
process, mechanics, or other tech-
niques.

e Students are encouraged to pro-
duce final written products, but it
is unclear whether they engage in
an explicit multistep process to
generate their written work.

e The teacher provides verbal and
written feedback to students
about their writing, though his or
her suggestions are more focused
on mechanics than on the ideas
and goals of the written work.

There is limited evidence
of systematic instruction
that promotes students’
understanding of the
processes and purposes of
writing and supports their
development as capable,
confident writers.

» The teacher offers some lessons
about the writing process or
mechanics, but these tend to be
sporadic, lacking in focus, or not
relevant to students’ written work
or writing abilities.

» Students produce written work
that conforms to teacher-devised
templates. There is limited evi-
dence of student engagement in a
process that extends beyond cor-
rect completion of assigned writ-
ing tasks.

e The teacher corrects the grammar
and mechanics of students’ writ-
ing and has limited interactions
with students regarding their writ-
ten work.
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There is minimal
evidence of systematic
instruction that promotes
students’ understanding of
the processes and purposes
of writing and supports
their development as
capable, confident writers.

® Writing lessons are focused
exclusively on spelling, grammar,
and mechanics and do not
engage students in a writing
process or expose them to writing
as a craft.

e Students are assigned writing
tasks that are tedious or repeti-
tive.

» The teacher corrects the gram-
mar and mechanics of students’
writing. Interactions with stu-
dents, if any, may be character
ized as disapproving or punitive.



Section V: Print and Writing

17. Focused Writing Instruction
EVIDENCE:

Score:
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18. Students’ Writing Products

There is compelling There is sufficient There is some evidence There is limited evidence There is minimal
evidence of a system evidence of a system of a system for organizing of a system for organizing evidence of a system for

for organizing students’ for organizing students’ students’ writing products students’ writing products  organizing students’ writing
writing products that writing products that that supports students’ that supports students’ products that supports stu-
supports students’ active supports students’ active active engagement as writ- active engagement as writ- dents’ active engagement as
engagement as writers and  engagement as writers and  ers and encourages produc-  ers and encourages produc-  writers and encourages pro-

encourages productive encourages productive tive self-reflection. tive self-reflection. ductive self-reflection.

self-reflection. self-reflection.

e There is a system in place that stu-  * There is a system in place that ® There is a system to organize stu- e Students’ written work is not ® There is little or no evidence of a
dents and teachers use to organize, students and teachers use to dents’ written work, though it is organized systematically, though system for collecting, storing, or
store, and access their own work organize, store, and access their used principally as a documenta- examples are periodically reviewing students’ written work,
for varied purposes, including own work for varied purposes. tion and assessment tool by the collected, stored, and reviewed though folders with student
reviewing previous work, editing However, the students’ and the teacher for the purposes of track- by the teacher. The purpose and names (or similar storage devices)
current work, publishing, or shar- teacher’s active engagement with ing or demonstrating students’ use of the collection of writings may exist.
ing. the written work included is progress in writing. is unclear.

somewhat less consistent.

» Collections of students’ written e Collections of students’ written e Collections of students’ written e Students’ written work is charac- » Students’ written products, if any,
work include varied genres (e.g., work include varied genres and work show some variety, terized by uniformity and brevity, typically include worksheets or
poetry, memoir, exposition, fantasy)  topics, although the products may although the content and format reflecting a formulaic approach to other means that restrict student
and topics. There are both teacher- be less varied. There are both seem somewhat restricted and/or writing. writing to individual words or
assigned and student-selected teacher-assigned and student- prescribed by the teacher. parts of speech, with no apparent
works, indicating a range of oppor- selected works, indicating a range focus on writing connected text.
tunities for students’ engagement of opportunities for students’
in varied purposes of writing. engagement in varied purposes of

writing.
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Section V: Print and Writing

18. Students’ Writing Products

EVIDENCE:

Score:
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Teacher Interview

These teacher interview questions can be asked at the conclusion of an ELLCO K-3 observation. They are intended to supplement your observation but are not intended to be used
as direct evidence for scoring determination.

Were the adults and students in your classroom today your regular group? What are the current curriculum topics that you are working on in your classroom?
Probe for any modifications that would be an advantage or disadvantage to the out-
come of the observation (e.g., additional staff members or specialists, significantly
more or fewer students). Note these on the Observation Record.

Where are you and your students in the process of learning about these topics?

If the class is just beginning a new topic, probe for information, documentation, or
other materials from previous topics.
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Teacher Interview

Do you use any particular methods or programs for helping students become read-
ers and writers?

Probe for information about any methods or programs identified, including how
they were selected, as well as how and when they are typically used.
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